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Abstract

Academic reading has so far unduly played a peripheral role in EAP and academic literacy

research agenda. This work draws on constructivist approaches to reading, and critical view

of literacy to foreground academic reading as a proactive and potentiatigowvering

literacy practice. It employed narrative inquiry (group and individual interviews) with
international students enrolled on an EAP course to ascertain whether and how academic
reading can be empowering. On e inpita entiréetycto pant ' s |
il lustrate international student s’ compl ex re
suggests reading has the potential to be empowering, albeit that many current practices are
disempowering. Suggestions for more empowering practmeghe level of EAP curricula

and classroom instruction, as well as the wider academic literacy context are made.



1.Introduction

1.1. Rationale

This research stems frotmoth personaland professional interests. As a langudgarner,

postgraduate student and langge teached found that studying and
second language can be disempowering of t en us ed, lesovisible aslify “ ot her ed
voice did not carry the same authority #sat of my colleagues atlassmatesThis feeling

has graduallfadedand, on reflection, it seems that academic reading playeda key role

in this change as reading and “knowimyg” gave
voice. | have noticed that thisansitionhas notbeen a universal phenomenemmany of my

fellow <classmates and for mer student s remai
themselves as “just |l ooking down” in class.
empowering aspects of academic reading with theeintion to propose pedagogical and
disciplinarychangesn the English for Academic Purposd&sA@ profession that could help

students exploit their potential through academic reading. To ground these ideas
theoretically, it is necessary to first contextisgl EAP provision within a changing landscape

of higher education.

1.2. Background and definitions

Academic reading is an important aspect of university study in British univerdities
researchwise hasattracted less attention than writing/eller, 2010; Abbott 20134ill and
Meo, 2015 Kuzborska, 200)5This, perhaps, is not entirely unpredictapées the latter is
claimed to bethe most vsible outcome ofearning,thus lending itself to evaluatiort can

be argued, however, that ignoringcademic reading in favour ofriting is indicative of
reactive rather than proactiveesearch agenda (Lillis and Scott, 2007). It mightalso
detrimental to st ladkefmneading skidilelikedyhiragraceesdo, ana s
delay the development of an understanding of, their new acadeooicimunities, thus
preventing a sense of membershipo explain why this might be the case it is necessary to

look at the roots of research interest in academic writing.

Much of this inerest emerged only as an institutional response to increasing diversity in
British universities. Specifically, there have been twmprecedentedchanges in XXI century

landscape of higher education (henceforth HE): widening participation agemth the



internationalization policy ibidem). Both, albeit “rhetorically celebrated in mission
statements$, presenteda challenge tdraditional academic practice@.8). This is because
British universities have lormgractised and assessed what can taled essayist literacy ¢a
and Street, 1998; Lillis 199% set of academic practicdavouring highly literatewritten
forms of expressioidentified as beingchallengng for nontraditional students. To remedy
that, institutional solutions irthe form of literacy instruction came intplace the two most
common ina British context being academic literacy for home and EnglishA@ademic
Purposes for international student@Ningate and Tribble, 20)2Although the former is

largdy selfexplanatay, the latter is less so andeeds further attention. English for

academic purposes (henceforth EAP) was define

facilitating |l earners’ study or research

andmorerecat l 'y, as “the study of | anguage in

i n tl

acade

Wh a't bot h solutions have i n common i s t hat t h

order to increase their performance during university study. There appear to be two
underlying assumptions here that areonducive to disempowering experience and,
therefore,pr ob |l emat i ct. r &dirtsit citeyare viewesbimdeadiat terms with a
default position of needing helpnd secondly, academic practices are seen as neutral and
universalrather thanacknowledged as bein@s Benesh (2001 argues,jmbued n existing
power dynamics andinfluenced by sociepolitical dimensions of university study.
Consequentlythere isan exising expectation for the stdents to adapt when entering HE,
as part ofa one-way assimilation practice (Morita, 20D4Thisis problematic too, because,

as Starfield (202) argues not much value seems to be giventoAHomr adi t i onal
prior educational experience and ways of knowimbis critique became a springboard for
critically oriented researchers to develop new fraworks, notably Academic Literacies ()
and Critical EABenesh,2001). Their work has been most insightful and instrumental to
challenging somef the current literacy practicesdut so far has been limited to writing.

Tertiary readingtherefore,r e mai ns unprobed and wunaided”

pedagogy “narrowly defined” (Weller, 2010:

This is unhelpful becausén fact, there is value attached to particular ways of reading in
academia, particularly in social sciences and humms To illustrate, Abbott 2013
interviewed literature professorgnd reveakd that lecturers want their students toead
actively, dialogically anthake use of their own critical voiceAdmittedly, reading ismore
central to humanities than tother disciplinesbut similar expectations can be assumed for

most socal sciences and business studernfr instance Hill and Meo (2015) compare

7
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readingin social science® academic currengyand argue that choosingtho one reac
might play a rolen shaping future academic trajectorie¥et, these aspects of academic
reading are rarely reflected on or taught in literacy coursdsich effectively renders them
invisible for both lecturers and students, a practice thanight contribute to

misunderstadings and frustrationor both parties (van Pletzen, 2006).

It could be argued that EAP do@®t do enoughto bridge this gap. This might be because of
how the field and its practitioners position themselve€AP emerged as a subfield of
applied linguistics(Wingate and Tribble, 20)2and, as can be seen from the definitions
referred to above, it is primarily language oriented, which is hardly surprising given it caters
primarily forsecondlanguage learners. My argument, however, is that focusanguage is
helpful only to a limited extent and that there is a mismatch between how academic reading
is conceived of by academics and how it is taught in EAP. Specifically, if latepcgeg
approactesto reading(focusing onreading comprehension ahgeneral strategies such as
skimming and scannifgs uncritically applied to academic readjfigAPs t u d accesssto
academic materialemainslimited, therefore hinderingtheir full participationin their future

academic communities

In conclusiongurrent solutions seendisempowering irtheir focuson fixing problems, and

my argument is that engaging with academic reading bana more proactive strategy

exploiing st ude nt s’ instgnd A@ademic achding, therefore, is worthy of EAP

attention a s it i s not only necessary for student

communities, but also, importantly for my argument, can hanempowering effect.

1.3. Aims and research questions

The aim of this project, thereforeis to explore whetheracademic reading can be

approachedn an empowering way. To address it, | pose the following research questions
-Dostudents enrolled oran EAPcourseperceive reading as armpowering experience?

-What reading practices contribute to empowering / disempoweringading experience8

Before reviewing literature on academic reading, it is important to highlight that there has
been some discussion about the meaning and implications of the word empower.

Specifically,timight have negative connotations to some because, similarly to libsrait

8



impliesa lack ofagency, alegree of helplessneskck of awarenesand dependencyon an

external savior. To illustrate, gui t eHisi I I umi na
suggestionthat mpower and | i berate are not transitive
admi ni st er eminuatesthabambposverraeht,cannot be&loneto students This is

noted and in the presentissertationt he meani ng behi nd afeatlsssower i ng’
one, rather,similarto “transformative, indicatesan opportunity todevelop themselves

exercisingtheir agencyin the learning environment created by teacher@Morgan and
Ramanathan2005:155). Thus, an empowered student baes facilityto participate fullyin,

or the tools to subvert or challengeénstitutional practices if they find them marginalizing

(ibidem).

1.4. Structure

The lterature review consists of twpartswith part one looking at importance, approaches
and meaning of reading ian HE context. The argument is made that perceiving academic
reading as an individual and intellectual actiyig opposed to viewing it as epistemic and
socially situatedignores recent dwlarship and is detrimental for the student body.idt
argued in the secongart that text-based approaches dominating in EAP facilitate access to
alimited extent only and a reading lesson in academic literacies critical paradigm is used to
illustrate the empowering potential othis alternative approachThemethodology chapter
givesrationale behind employing narrative inquiry as research design and explore ethical
concernsinvolved incollecting interview data fronmy own students.Consistentwith the
adopted approach, data i s pr estlendulssequeatly parti c
analysed and discussed accordinghe dimensions of accessilylj criticality and visibility

to ascertain whether reading can be an empowering experidocdEAP studentsSpecific
reading practices contributingp or hindering empoweng experience are reiteratednd
serve asthe foundation for suggestions for a more critically engaged approachhe

implications chapter



2. Literature review

2.1. Thenature of academic reading in HE

2.1.1. Academic reading research aodtique

Reading iran HE context has been long established as importAhpostgraduate level it is

linked to asessment, which is why its lindth writing is the most widely discussl aspect

of academic readingHowever, academic reading is more than that. It is a primary resource

for learning (van Pletzen, 2006) andf Undament al soci al research p

situate oneself within the discipline and its ways of knowiiddland Meo, 2015:845)

Owing to the aforementioned reasons, research on academic readitgtmhome and
international students is extensiv€rimary areaf interest include reading compliance
(Sappington et al. 200Brost & Bradley, 2006 comprehensio (He, 2008 Nergis, 2013,
strategies §hih, 1992Hirano, 2014McGrath et al.2016), attitudes Brost & Bradley, 2006
Ro, 2018, habits (Pecorariet al.,2012 Bozkurt et al., 2016 digital practicesGhou, 2012;
McGrath et al., 2016), criticatading (Weller, 201,0Toh, 201} and the notion of reading to
write (Asencion Delaney,200&rabe and Zhang, 2013This brief review suggests that
research interest is wideanging andaffords invaluable insightsnto both reading theory
and pedagogy. Developments in the field, however, have been hindered bgrtain
homogeneity of methodological approaches and insufficient interrogation of

epistemological and philosophical assumptions behind academic reading research.

Most research on acadeic reading appears to investigate undergraduate students, with
only a limited number of studies covering pegtaduate reading practices. Thésprobably
becausetransitioning to university studis generally a challenging experier@an Pletzen,
2006; Weller, 201Q Hirano, 2014 but isnevertheless surprising givehe significance of
reading at post-graduate level. Furthermore, studies on academic reading are mostly
conducted withina quantitative research design paradigm drawing largely on questionnaires
that, despite providing extensive coverage, are limited regarding the depth of insights. More
importantly, howevera considerable proportioof the research on academic reading might
be challenged on epistemological grounds. Broatig areas of study referred to above
appear to demonstrateseveral aspectsdisquiet about whether students read enough, a
belief there are“correct’ readings of the text that can be assessed via comprebansi

guestions,that there existsa set of universatognitivestrategies that can bemployedto

10



become a mor e “, sandcthae meadingiis a prarigng dativity. This is

problematicfor three reasons.

First, t appears those researcherspresentthe school of thoughthat seestext as object

that is, merely a carrierof meaning thatcan be deciphered via close reading. Yet, more
critically oriented researchers argue this *“fe
challenged by insights from constructivist literary theor(eg van Pletzen, 2006; Weller,

2010; Hill and Meo, 20)5Such theoriesonceptualie reading as an interpretive process of

meaning makingalthough it must be reiterated here that Louise Rosenblatt (1994), reader

response key theorist, did not believe all interpretations to be equally accurate. What is

important for the purpose of this work, however,tlgat in the constructivist viewext is no

l onger “cont r oGobdmang 1994:0094 amdeirstdaethe’r e(ader ' s agency
(Block, 1995; Travis, 1998 co-constructing meanings emphasized. Such understanding

affords thinking about reading as an empowering experience.

The second problem is thattelief in the existence adnobjective meaning of texassumes
the reader as the source of any challenges the texts might .p@8s psycholingustic
approach understands literacy as an extension of d i v ¢oghitiveedormpetence (Hill and
Meo, 2015), whicthas important implicationgor the quality ofany solutions proposedin

an HEcontext, proficient reading skills are often sismed (Weller, 2010; Abbott, 2013), so
when problems do arisesolutionsare often sought in decontextualized study skills provision
(Wingate, 2006), which Weller (2010) argues is reductive as it fostensstrumental
approach to textthat is merely information seekingrather than seeing it as central to
educational experiencalVhat is problematic here, therefore, is that seeing studefnasn a
deficit perspective does not lend itself to devising solutiaimeed at empoweringreading

experience.

Finally, even though reading is often done regardless of assessment (Weller, 2010), it is
rarely theorized on its ownRather it is regularly being neutralized as merely jargting

(Hill and Meo, 2015)an activity that ispolitically and ideologicallpeutral (Weller, 2010).

This is inconsistent with wider postructural conceptualizatiosof how languageis used to
position and inculcatécf.Norton and Morgan, 2012)nd, applied to academiand reading

was challengedby Hill and Meo (2015) and Well€2010) who argu¢hat texts and the way

they are usedreveal disciplinary values and practices regarded as legitimate. Without

acknowledging and explicitly addressithg waysin whichtexts convey values angosition

11



their readers it can be arguedhat studentsmight find it harder to navigatéhe implicit

world of legitimateacademigoractices and, should they be marginalising, difficult to resist.

All three suggest atraditionalist, individualistic and uncriticaliew of literacyfamously

criticizedin Lea and Streét €998) influential papemwhere theypropose a posstructuralist

view of academic literacgs on the one hand being a socially situated set of practices

(rather thanasindividual qualitiepand, on the other,as beingmore critically engaged and

as recognizingthe power dynamics inherent irthe sociopolitical context of academia

(rather than maintaining an apolitical and neutral view). Two decadeslater, however,

identifying reading asa pr i mary research focus, revealing
interpretive processesand problematising the noneutral context in which reading

practices occuiis still uncommon. Notable exceptions of reseamh academic reading
acknowledgingt as occuring within an institutional and disciplinary as well as sepiditical

context will be discussed in the next section.

2.1.2. Academic reading astuatedpractice in socigoolitical context

One of the first researchers theorise readindgbeyondnarrowly definedearningoutcomes

was Mann (20000), who draws on Foucault and Marx to support hargumentthat
educational set tribregds gqprad d u $heinwsbtigdtediihestadimgy ”
experience offirst-year British linguistics umdgraduatesthrough indepth interviewsto
revealhow readingchangedfromap | easur abl e acti vi,asystuderts “ wor k”
read in response to external requirements rather than intrinsic interests, which she
famously theorised as an alienating reading experiefdann then goes on tansightfully
argue that reading is not neutral as it serves assessment purpagigel or seminar) and
sincethese involve inherent power relationships, academic reading essentially becomes a
public activity affecting selfoncept. Based on these observations she concluded that
individual history and socipolitical context causing possible inequalities need to be

considered when discussing academic reading.

Another author determined to problematize academic readingais Pletzen(2006) whose
ethnographicstudy aims to make readingpracticesmore visibleby investigatingreading
experiences and affective responses i-n first
apartheid South Africa. It drew dhe constructivist literary theorieseferred to aboveand

Ge e (1996 theorization to illustrate how the academic setting of medical school

curriculum (secondary discourses) can be margi

12



practices (primary discourse). Specifically, she reveals a&ssignedanatomy readings

caused little frustrationbecause they allwed students to draw on thei i nner capital
(Rosenblatt 1994: 1061) of prior knowledge and experience, which contrasts with anxiety

and exhaustion caused by psychosocial tektg students not only had no background in,

but that, as van Pletzen (2008¢rceptivelyspeculatesby being more reflective and inward

oriented in nature might have threatened their identity and very ways of beifgs clash

between home literacies and school curriculumingortant to my argument and will be

referred toagainin the later sectionslt mustbe also notechere that even thougha home

literacies argument is essentially related social class, it is still valuable to theorizing
international st ud e is pasallel tdocabwihyes ofikrowinéthseudsedn g a s it
in section 2.3) and how thesmight mediate cognitive and affective demands associated

with academic reading.

Similarly to van Pletzen (200@Ithough surprisingly without making any reference to her

work), Hill and Meo (2015) too resolve to make academic reading more visible, although

they seem to take it further by designing a practical literacy module for theirgrastuate

SouthAfrican sociakciences students. Drawing on Bourdieu, they conceptuakzelemic

reading as both technical and social competenca $outh African context where academic

reading is often associated with English language competency, which, similarly to van

Pletzen (2006 hey see as i nextri cabthgughheratkeertedt o “ pr i r
as “habitus”. Most importantly though, they ¢th
position—knowing who to reacdind how to establisto n e ' s and mositiorewhile reading

will probablya f f ect st udent s ’ure académicrtrajescery. Tloepractical ' fut
intervention problematizes reading as private, relativewating and ideologically neutral

which contributed to student s’ heighted awar en
ended survey but regrettably his has not been explored in depth through interviews or

observations of students academic practices a

The above studies have been most illuminatitige first onein theorizing reading as
potentially alienating andsaltering selfconcept, the seconth suggesting a positive effect

of inner capitaln cognitive and affectivelimensionsof reading the third, in shedding light

on reading asa positioningactivity. These perspectives on academic reading, however, are
still in minority and as a result reading continues to be an invisible and implicit practice (van
Pletzen, 2006 Weller, 2010;Hill and Meo, 2015)regularly leaving both educators and

students frustrated (van Pletzen, 2006). One of the potential reasons for this could be

13



different understanding of the purposes of readingvhich will be discussed in the next

section.

2.1.3. Academiaeading as new waof knowing

When debating and theorizing university transition what is often lamented is secondary
st u d e-preparédneissltd fully engage and participate in their new learning context. This
appears to be a universal phenomenon and has been discussaulltiple contexts by
British (Wingate, 2006), South African (van Pletzen, 2006) and American (Hirano, 2014)
researchers. What these accounts fail to explicitly acknowledge, however, is that this might
be due to a larger, intangible epistemic shift takpigce- a changing understanding of what

it means to know and what knowledge types are legitimataniHE context.

Erdreich and Rapoport (2002) bridge this gap by helpfully highlighting that as oppabed to
factsbased instructionof high school, university knowledge is constructed, open for
criticism and contains multiple perspectives. Indeed, their gdatctural discussion dfrst-
year female Palestinian Isrealhiversity experience reveals how memorization and pursuit
of “tomamsesaever s’ dive wagta geepertergdgentent in social and political
debates andhe use of knowledgeto critique them. They theorise the above phenomenon

as “di sruption in knowledge” (p.495) , a

real

dissertationa s it appears to some extent parall el

whose already formed ways of knowing and literacy practices do not always match these of

post-graduate study.

Erdreich and Rayport (2002), however, are fairly namoin their explanationof disrupted
knowledge Similarly to van Pletzen (2006) they seeas indicative of power dynamics,
drawing onG e e 1986 theorization ofdominant discoursgower to positionan individual

as either an insier (powerful) oroutsider (powerless) | n ot her wor ds,
educational experience is dissimilar to that of the ways of knowledge valued in academia,
they might become outsiders and positioned as less well versedven marginalized. This
interpretation, however, is inherently linked tosocialclass and while it hasonsiderable
explanatory power, there is more the nature of university study than classlated literacy
practices. Hergilluminating is Gamach&02 who seesuniversitytransition on adeeper,
epistemological level. Specificallye tontrastsknowledge presented asbundle of facts to
knowledge asmultiple and contested A Gamachani nt er pr et ati on of t

k nowl gettiegetore, would likely be different — not theoretical like Erdreich and

14
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Rapopr t ' s , fuR ghidsbphicalinvolving an epistemic shift frorthe objectivist to
constructivist paradigm. This realisation is central to the present argument as academic

reading becomes the main tool of accessing emdstructing these new ways of knowing.

Such change in conceptualising knowledgad reading as ways of accessiigrarely
pondered or explicitly discussed, which seems to lead to a paradoxical situ@jmstemic
change is aglifficult as it is necssary in order to become a legitimate reader amd of
academic communitieConsequently, it would appear tha¢ading practices o tertiary

level need to be made visible, critically interrogated and explicitly taught. One way of
addressing this need is doing so in preparatory courses such as EAP. This is more
complicated than it seems, however, as EAP students ausér®and their gior experience

as language learners miadies their reading practices.

2.1.4. Reading to know in L2

To understand the need for explicit reading pedagogy for international students it is

necessary to understand how L2 learners tend to understand and approach texts.

For L2 learnergeading in English is a source of input (Bernhardt, 2011) often inseldss

to present inguistic systems such as grammar or vocabulary. This means L2 learners tend to
actively search for unknown words or structures and often translate them, which in terms of
academic reading appears to be an undesirable practice as it treats text primardy a
linguistic objectRecent developments in teaching methodologies discourage excessive use
of such strategies and call for a more authentic reading approach focusing on purpose,
meaning and reactions to text (Richards, 2006). Providing meaningful getaliks inthe
language classroom is nevertheless challenging (Hedge, 2000, Howarth 2006) and it is

unclear to what extent this approach informs reading instruction.

As wel | as | anguage pedagogi es, student s
undergone language testing experience in their schooling system (Li&) 28d through
access examinations such as Academic IELTS, which, it is fair to assume, most international
students undertook. It can be argugdbwever, that the type of tasks, tesdking strategies

and texts used in them do not fully represent academic reading practices orgaitate

level. Scanning for information to address comprehension questions, using linguistic cues
and reading closely in order to firmbrred¢ answers forquestions being asked are not what,

as discussed above, pegtaduate lecturers expect students to do, and indeed, IEep86rt
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itself admits that careful reading is tested more than atlkempetencies (Weir et al., 2012
Regarding texts, IELTS corresponds to academic texts writtengimeral audience similar

to thosewritten for first year undergraduates (ibidem), and, argualggstgraduate reading
practices are more challenging as they go beyond textbooks to priresearch. It must be
noted here that this is not meant as IELTS criticism, but ratihngyoint out a need for
awarenesgaising because, as professional experience tells, it is not uncommon for students
half way into the course to use these exam practimookletsin order to improve their
academic reading competency, which worryingly suggests students have no full

understandingpf what postgraduate academic reading practices actually are.

The abovet wo points suggest, t h eduational experiencénia t L2 | €
that of “ I ear ni ng alinquistic @bjeda dnd decipheging itsrirge nteaning a s

based on linguistic cues, whereas, as previously discussed, academic reading can be
described as “ (Mackelthn, n@97) where reagliagr prdvides access to

contested disciplinary contents. Indeed, many EAP researchers identified this dhifings

the key transition in university study in L2 (Grabe and Stroller, 2002; Ohata and Fuk&o, 201

in need for moe research (Liu, 2G).

2.1.5. Summary

This section argued that posigraduate reading asew ways of knowinds hindered by

studpnt el educat i onreadingte rapie rmienndcsee tandT h‘ese cont i
mismatch betweers t u d e nt spracticeg andl whatds expexd from a postgraduate

reader, and a delay realizing theifull potential. The next section reviews approaches to

reading in EAl order toascertain whether EAP instruction addresses the above learning

need.
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2.2. Approaches to text and reading in EAP

It is difficult to review approaches to reading in E&Pfirstly, systematic studies of reading

are rare (Ohata and Fukao, 2012; Kuzborska, 2015) and, secondly, methods of teaching it

depend on how practitioners conceptualize EAP. To illustrate whether reading practices can
be empowering in EAP provision it is, henasgassary tdirst show its purpose and position
compared to other literacy course$his explanation is central to the argument as, | would
argue,not all the approaches are equally conducive to empowering reading praclibés.

first subsection mag EAPagainst other academititeracy instruction in the UKand the

second reviewapproaches to text and reading in EAP.

2.2.1.locating EAP within genagrmodels of academic literacy
2.2.1.1. General models of academic literacy

Three main approaches to academic literacy provision in the(duikhmarized in table 1)

have distinct aims as they stem from dissimilar theoretical and epistemological traditions.

Study skills was born am institutional response to diversity and aimed tidd a t risk?”

students to succeed at university (Wingate, 2006). It was subsequently heavily criticized for
being instrumental/mechanical in conceptualizing literacy as a set of discrete,
transdisciplinary and standardized skills (Lea and Street, 199&nHiMeo, 2015)and for

its remedial nature contributing to deficit view (Wingate, 2006), which was in fact contrary

to its purpose. To address these issues of accessmonly namedsocialization courses

emergedai mi ng at f aci | iviasaxtplicintgachsd aofhd tgpicdl acadensicu c c e s S

practices (gares) ofexperiencedversedacademicsHowever, the critics problematigais

hands of their expert lacur er s denies |l earners agency
normative development path (Lillis and Scott, 2007) and as such does little to challenge
power relationships inherent in academidufner, 2012 It is the lattercriticism that
prompted the deelopment ofan academic literacies (ALs) approach, which, in stressing the
plural form of the word, highliglstthat academic practices argtuated and changingnd
cannot be studiechor described aghe fixed entities intended in socialization approaches
(Lea and Street, 1998). Learning is conceptualized here as epistam@t | i nked t o
identities and as suchit aims to empower studentto negotiate affective and ideological
tensions resultingrom the contested and inequitable academic practithsy are subjected

to (ibidem). It also urges critical examination dodchanges to be made in institutional and
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disciplinary practices to be more equitable, which is why its orientation is considered
transformative, as opposed tan academic socialization approach (Lillis and Scott, 2007;
Lillis and Tuck, 2016). Main criticisoisthis appoach arereliance on smalcale research,

excessive disregaraf text (Lillis andScott, 2007, insufficient practical pedagogical

frameworks(Lillis, 2003and slow response to the digital turn (Lea, 2016)

Tablel. Approaches to academic literacy in the UK

Approach Brief description Success criteria Epistemological and
theoretical grounds
Study skills: - high cognitive -developing effective -objectivistic paradigm

literacy as skills

abilities neededor
HEstudy

-skills standardized
and transferable

study skills

-coghitive theories of
learning

Academic -there exist typical | -mastering of legitimate | -constructivist
socialization: practices in practices paradigm
literacy as academia (genres) .
inductionto -Socioecultural

academic genres

-focus on
orientation to
learning (deep,
surface, strategic)

-masterapprentice

theories of learning

relationship
Academic -academic practice | -deployingappropriate | -sociccritical
literacies: contestedand linguistic resources and| paradigm
literacy as situatedwithin a negotiating social and
forming wider socie personal meanings in -qlraws on: Ngw
identities economic and response tadifferent Literacy Studies,

political context

-practices must be
critically
interrogated and
changed to offer
more equitable
participation

academic requirements

Critical Discourse
Analysis and Siemic
Functional Linguistics

Source adapted from Lea and Street (1998amache (2002)Vingate (2006), Lillis and Scott (2007)
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2.2.1.2 EAP and literacy models

It is challengingto confidently locate EAP withithe aboveliteracy models. Ornhe one
hand, because of its mins in applied linguisticsfocus on writing pedagogy, and,
consequently, text and genre, it can be identified asacademic socialization approach.
Indeed, many AL and EAP practitioners themselves appear to beliewé. ¥dingate and
Tribble, 2012Hyland and Shaw, 2016illis and Tuck, 20)6

On the other hand, although the focus of Eéplicated in its definitions clear, there is a
significant diversity within the field (botim theoretical andinstructionalterms) and so the
above generalization appears overly simplistic. Although it is beyond the remit of this work
to review allof them, it must be mentioned that many traditions within EAP have a critical

orientation and are, therefore, more similar to ALs mddel

On instructional level, there is little specificity orovlh to approach teaching reading,
especiallycompared to writingresearch  Par ti cul arly il l umBnating h
research on transition fron®eneral English to teaching EAP inwhics he points to t e
perceived lack oBubject knowledge rather thaconcerns about teaching methodolagy

What appears to emergdérom this researchtherefore,is that teachers are resourceful in

drawing on their language teaching expertib®@wever,it must be equally noted that new

EAP teachers might bat risk of uncriticallycarrying over General English reading

approaches that tend to be associatedwitte“ | ear ni ng to read” noti on
Lack of specific requirements or limited available training on how to teach EAP means new
practitioners are left unaided as how to teach reading, whikvorrisome, as there is no

way of ensuring consistent conceptualisationre&dingliteracy, especiall in shortterms

courses that rely on external recruitment

This multiplicity of approaches translates to a variety of literacy models within tBAP;

author’'s personal experience has been that of
skills, academisocialization or ALs coursand it is argued here that not all of them exploit

EAP’ s tr ansf or mahug, ather tharoglogsimg ovea fleadihguol tteating it as

a primarily linguistic activitythere is a need to engage reading practicegas an epistemic

and identity negotiation activity affaled by a critical paradigm becausss discussed in

section2.3, it is how readings understoodn an HEcontext

! For instancegritical EAP(cf. Benesh, 2001, Turner, 2012), critical pragmatic (cf. Harwood and
Hadley, 2004) and systemic functional linguistic (cf. Coffin and Donohue, 2012)
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2.2.2 Approaches to text and reading in EAP

For the purpose of this work | have chosen, albeit simplistically, to distinguish between three
broad approaches t@cademic text drawing on three theorizations of literagigcussed
above traditionalist social and critical paradigm brief review of iferred approaches to

text and example of research in each tradition is available in TaBleOnly the critical
paradigm is illustrated in more detail as iblsmost relevance tdhe specific interest of this
dissertation The present work draws on examples from ALs scholarship to illustrate a critical

paradigm because no EAP treatment of reading in a critical paradigm could be found.

ALs and EAP are two main approaches to literacy itUth@Vingate and Tribble, 20)2nd

are here considered complementary as they have the same purpose of facilitating access
and transformative learningregardless of some disagreement about how achieve it
(Wingate and Tribbl2012; Lillis and Tuck, 2016). Even though the differences leetkéP

and ALs are not to be dismissed (cf. Lillis and Tuck (2016) for a more comprehensive
analysis), this decision is inspired by Maié and Kaufhold2016), who, having desiged a
successful course together despite coming from these two different traditions, call for a
more eclectic approachAs a practitioner, it is myosition that attempting to offer some
systematigtion to readingpractices although problematic in some waysill ultimately be

more beneficial inaccurate.

Table 2showsan attempt to categories existing approaches to academic reading, drawing
on the research | have done. All of them have different understandings of text and reading,
and consequentlywill likely propose teaching it differently. It is my argument that only a
critical model can lead to an empowering reading experience because of how it
conceptualizes both text and reading (table 2). Because this paradigm is relatively new and
there is some disquteabout its pedagogical propositions, it is interesting to see how a

reading | esson within this appr od&)cpmcticali ght

example of how reading activities were desi

criticalty and visibility, aiming ad transformative experience is explicated below.
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Table 2Understanding of academic reading in academic literacy practices

Broad approach to
text and example
schools of thought

Understanding of text

Understanding of
reading

How might they
teach reading

Examples of
empirical /
theoretical work

Traditionalist:

Skills oriented

-texts as objective
carriers of knowledge

-text as object whose
meaning can be
deciphered via close
reading

Reading as:

-a tool to gain
knowledge

-comprehension of
study materials

-individual, intellectual
activity

-reading strategies:
scanning, skimming,
prediction, etc.

-speed reading

-texts not always
authentic

-critical reading

-Taillefer and Pugh
(1998)

-Andreson (1999)
-Beglar et al. (2012

-Pecorari et al.
(2012)

-Study skills o - examining the -McGrath et al.
-one o university argument (2016)
requirements .
- McVeigh (2016)
-text represents expert | Reading as: -exposure to -Hazel and Hallam
Social: text academic practices and gaining access authentic texts (2000)
ocial: tex - - -
novices benefit from _ _
oriented through developing -teaching features | -Abbott (2013)

-Genre approach
-textual approaches

-Community of
practice

-reading to write

analyzing its features

-text communicates

aut hor s’ p U

knowledge and
absorbing disciplinary
practices

-reacting t
rhetorical choices

-an important pre
writing stage

and structure of
different genres

-consider purpses
and audiences

-the effect of
rhetorical devices

-critical reading:
examining the
argumentand
disciplinary value

-Ohata & Fukao
(2014)

-Kuzborska (2015)
-Liu (2015)

Critical: practices
oriented

-Academiditeracies
-critical EAP
-critical pedagogy

-SFL

-text not neutral but
ideological and may
serve to position and
induct hegemonic ways
of knowing

-text production and
consumption embeddec
in power relations

-t ext as “u!
resource” r
sacred object

Reading as:
-positioning act

-epistemic and
identity act

-social and political
activity

-resource to forward
student s’
negotiate positions

exploit r
inner capital

-interested in
reader s
reactions to text

-appropriating text
by simplifying and
fragmenting it

-critical reading of
words and worlds

-Clarke (1993)
-Van Pletzen (2006

-Gimenez &
Thomas (2015)

-Good (2016)

-Fox & O

(2017)

Sourceown work

% f. Davies and Barnett (2015) and Wilson (2016)hwee approaches to criticality
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The authorsi nt er venti on was moti vattreddibtyi o~Aratl § andd
di fficulties in appreciating theoretical mo d u |
actually representative dhe chasm between theory and practice inherent in acade i,

dissimilar values ascribed to eahidem) Their session attempts to bridge this epistemic

gap- it starts with discussion of a work of art and only then moves on to relevant reading.

Teachers encourage interactive reading by objectifying the-tdiits split into sections and

students encouraged to find their centers of interest (starting points), just like in a gallery

rather than read the text in its entirety. Linguistic and genre features are discussed and, to

facilitate comprehension, studestperform a group task designed to simplify the text.

Finally, students explaithet ext ' s rel evance to their studio
present. By starting and finishing off with links to studio pragtitesseemsthe educators

attempt to explot students interest reactionsand sense of competency (cf. inner capital);

this activity liberates from th@ower oftextand f or egrounds reader s’ «chc
seeingtextas a “usabl e p.87stioaucarc e appropridieid tbe meowrs

purposegGood, 205).

2.2.3. Summary

This setion shows that reading academic texts within a critical paradigm of academic
literacies has the potential to be an empowering experiersg.can be inferred from the
first section of this chapterhowever, these approaches are still in minority, and little is
known about academic reading within the EAP fidld.order to address this gap, this
dissertationwill investigate whether academic reading has been an empowering experience
for a student emolled on an EAP course and what practices contributedand hindered

their transformative reading experiences.
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3. Research design: narrative inquiry and its ethics

3.1. Philosophical underpinnings of narrative inquiry: eclectic approach

Narrativeinquiry (Nl)is anapproachprimatrily interested inhow people make sense of their

life experiences through telling stories (Moen, 2006; Clandinin and Rosiek, 28D71) has

become increasingly popular in Western social research (Squire et al.,20B8pws for a

deep undertanding of the learning contextracingl ear ner s’ devel opment ov
2011)and heaing learners voices (Pavlenko, 200#)d as such it is particularly useful to

investigating language classrooms.

The above definition is mecessary simplification as Squire et al. (2013) remind that NI is an
umbrella term for a variety of approaches with distinct historical roots and theoretical
grounds It is, therefore,important to clarify how NI isinderstood in my research. Two
schoolsof thought | draw on are critical theory and Deweyean ontological pragmatism; they
both see research as a practical activity that must facilitheebetterment of social worlds

and as such are considered empowering and transformative (Clandinin andk,R2305’;

Frega, 2014). Indeed, Squire et al. (2013) see narrative research as a mode of resistance to
existing power structures. At the same time, the differences between them do not go
unnoticed for me the most important being the role of human agencyiti€s reproach the

former that by subscribing to grancd ar r at i ves of human pathology
agency (Clandinin and Rosiek, 2007; Frega, 2014), whereas the latter, conversely, are
criticized for placingexcessig faith in it and in prioritimg personal experiencevhilst
disregarding wider contex(Squire, 2013; Goodspr2017), a remnant ofthe humanistic
psychology it is rooted inrhus, wanting to choose neitharpessimistic nor naive option,
similarly to many practicing researchers wiooeground affordances of NI over resolving its
deeply rooted philosophical and theoretical disputes (Squire et al., 2013), | draw on both.
Human agency is central to my argumeas denying it renders any critical educational
intervention pointlessAt the same time, my data analysiensiderssocichistorical/cultural
contexts (Pavlenko2002 Goodson, 2017).
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3.2. Theparticipants and setting: EAP students

Participants were my own students and although this close relationship pres¢hnitsal

concerns it is generally consistent with narrativ
& Rosiek, 2007)t is not uncommon for NI researchers to spend much time with and even

befriend their participants in the process of trdstiilding (cf. MenardNarwid, 2004; Bell,

2011); therefore, here | consider it an advantage.

The participants werel6 Asian students enrolled on an annual NQ level 6 course in a
XXXXXXXXXdcationalcompany Course completion is a requirement of a pgsiduate
study conditional offer. Itonsisted of 30h weekly instruction including credit bearing 10h
EAP, 3h Study and Research Skills and subject instruction as studentmotfterwithin or
across disciplines was their EAP teacher and personal tutardver 7 months during which

we developed a friendly and confident relationship. All students agreed to participate in the
group interview (first stage) and then five reaffirmed their consent to participate-tepth

interviews (second stage).

3.3. Data wllection: group and individual interviews

The nature of my research question determined the method usetli;mstudy and its form.

Since investigating aimvisible phenomenon, an interview seeahto be anappropriate

choice as itgenerally grants a focused and -gepth inquiry (Forsey, 2012). Given an

exploratory character ofhis study, asemst ruct ured form inquiring i
“how” of t he p2608)seenmmos fittihg Additonally, importantly for the

NI perspectve employed,it reduced mycont r ol in favour of i nter\

identifying and further expanding on specific aspects of their choice.

The first stage was a group interviaiat started with my ownreadingstory and short

rationale forthereseatt. Thi s was done to set the tone for
i nqguiry” ( Hand gssenmy [@osdit@réas @ &3gcher and researdBgroringing

the group together | also hopeid unlock the power of collective storytelling as Clandinin

and Raiek (2007) and Stein (1998) observed that, if pooled together, individual narratives

can have a transformative effect on the group. | am not sure if this occurredhé®one

hand, there was some animated discussion during and even after the interarsign the
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other, participants already knew each othavhich made it difficult to managegroup

dynamics and dominating participants.

I ran three group interviews of approximately 40 minutes with65 participants
recommended byhe methods literature(Morgan, 199) in which we discussed three broad
areas: emotional reactions to academic reading, examples of positive and negative reading
experiences andheir proposed changesto the reading curriculum gppendix5). | had
initially intended to research resistive reading, but found very little evidence of it in the
group interview | had preparedtoo many promptswithout narrow enough focusand
running the group interviewback to back left noextra time for probing / fdbw-up

guestions so my questions had to be adapted for the second stage

I chosefive participants forthe second stage ndepth interviews based on their self

reported relationship with academic reading and perceived degree of academic adaptation

to enaure multiplicity of accounts. Given that | was worried about power asymmetry
inherent i n interviewing (Brinkmann and Kv a !
conceptualization of interview as an extension of natural conversation proved inspiring and

it would appear | managed to enact ds reflected irone participant s st a“tlemme nstor r y
our interview wasstt hasefauln or\Wsaddy mecipracal ” . Thi s
approach to interviewing has been largely influenced by feminist ethics and epistemology

(Forsey, 2012) and is consistent with conceptualization oadNtelational methodology

(Clandinin et al., 207). The interview questions and tasks attempted to operationalise
reading as empowerifid i sempowering experience and probe
academic communities and were sent in advarfappendix6 and 8). Interviews lasted

between 5690 minutesand were recordd withthep ar t i ci p a fappentix 3caodn s e n't

4).

3.4. Data analysis and presentation: reading story

I collected considerablamount of data that cannot be presented here because of word

count constrictionsAs there is no prescriptivapproach to data analysis and presentation in

NI (Squire et al., 2013) decided to pick only one story fordiepth analysisThis is because
wasdeterminedto ensure internal consistency through keepthgd at a’ s st ori ed <cha

and payng tribute to my participant, Bea, through presenting her reading storyits
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entirety. To do that | collated group and individual interview daéppendix1l and 2),
searched for emerging themes and applied aspects of classic Labovian narrative structure
(1972, 199) to refine its readability.

Regarding data analysis, | selected the most complex story, searched for emerging themes
(language, time, confidence, strategies; sappendix 2 and 9for complete data set
categorisatiof and used them to reorganisge-s t or y ) Bea’s account . I t
paragraph according to Labovian narrative structymientation, complicating event,

evaluation, end resultcf. appendix) for readability and cohesion purposddid not use it

on a story level becauseonsistent with Patterson (2013Be a’' s sromlinearand a s

emotional and s@pplying orderlyeventoriented structure to it would be reductive

Regarding data presentation, one story nstold in its entirety rather than multiple

i nt er themeswvith illustrative examples as is the usual practice. This is deliberate and
motivated by an attemptconsistentwith NI tenets,to pr eser ve parstandci pant s’
share power over how the story is published orsteried (Bell,2011). In hisseminal work

Kvale (1996:145) ar gweosnmumatcat hngf visewriys aad*"
explanation or description. It is my intention lavelet Beaherselfcommunicate her story

to the reader as it minimalises my intervention and demdizes its interpretation.

Although this way of presenting data is uncommon, ethical concerns regarding power over

participants stories have been raised by oth
chosen forthe complex picture it helps t@aint and some warn that looking for common

themes across stories (thematic or content analysis) can be reductive (Pavlenko, 2002),

fragment the story (Atkinson, 1998)nd others go as far as to claim it is indicative of post

positivistic search for generalizidity (Clandinin and RosieRp07). Noting these concerns, |

chose to present Bea’s story in her own wor ds
grammar slips and occasionally added necessary clarifications, cohesive language and
guedions; these arenarked by <.. > t o s i g n a |IAftemopmpietng this proeesst i o n .

Bea was asked to verify her collated reading stbgr additions araunderlined

3.5. Research quality and ethical considerations

Research thics can béroadlyviewedin terms ofcomplianceor reflexivity(Jennings, 2010)
SinceNlI isarelational methodologyClandinin and Rosiek, 200 proceduralethics are not

sufficient and need to be supplemented with situational and relational ones (Downs, 2017).
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In the reflexive spirit, theefore, the ethical reflectiomform an integral part othis chapter
and have already been partially exploredilevertheless, it is wortdevotingadditionalspace
to a more focused andin-depth discussion o&thical considerationin this section; it is

argued here that in NI quality and ethics are inextricably bound.

There have long been debates over what indicates quality in qualitative researobvand

criteria to assess it. Forsey (2012) discards reliability, validity and generalisabilisty as aspects

of positivistic scientism similarly to Ketoj u n b e r g wWheo arguesOektérpal validity

measures are simplistic, mechanical and debilitatmgesearcher agency Finally, Reynolds

et al. (2011) insightfully indicate that research validity can be viewado separate ways

as an outcome oasa characteristic of the entire research process. All three appear to take

a broad view of research quality, and this understanding guides this seecftiprlity as a

process, internal ¢ mespaensilslity and ceffexivitymnifesing is alr c her ' s
s (20

aspects of research desigihi s secti on dr aws on basadhape n
what he considersto be an inseparablefoundation, research quality and ethical
considerations. He proposes consideriegearch ethics, and thus quality, on three distinct
levels— participants, research community and externally, a wider impact of research on

educational practice.

3.5.1. Participants and affected groups

Three aspects need to be cotsied here:participant satus, linguistic challenge involved in

the interview and ensuring respefdr all parties involved.

My students ae considered vulnerable adultiey are young adults with limited support
network and in a dependent relationship with the researcher who is their personal and
academic tutor, so it needs to be noted that | have a DBS qualification necessary to work
with vulnerable adults in Englandhe mwer relationship that right have complicated
withholding consent was mediated by conducting reseaaffer the course/exams were

finished.

Secondly, discussing abstract tapic depth might be challenging for language learnass,
observed in MenardVarwicK $2004) research— participants simplified problematic or
complex experiences when it exceeded their linguistic ability andosheobtained a fuller
picture afteran informal chat in their L1.mediated this difficultypy sending the questions

in advance and drawing anore than one mode of expressiomspired by Good (2016:56)
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the participants were asked to bring a visual representation of their academic reading
(appendix7) which facilitated our communication vidhe use of metaphors and imageand
hopefully ®“cut through the powamitedlyetheset i on
wassome mi sunderstanding between us but Bea

mean that” or clarifying “but ywhy | ' m tel/l

Finally,researching my oweducational companput me in a difficult positionConducting
research “dear to my heart wi tchuseda shrang s |
students advocacyposition, whichcould be read as critique and therefoumdesirable for

my company’ s i nt e mgaitcal origntatiop was explinitty digcussed in
the company’'s &ethical cl earance {propasingand

solutions foregrounds critique.

3.5.2. Qualitative researclsommunity

As discussed above, therecisrtainmethodological vagueness in NI (Squire et al., 2013) and
many argue an explicit subscription to a strand of NI is important to ensure status of this
methodology (Pavlenko, 2002; Clandinin & Rosiek, 2007)., THamiliarised myself with

both philosophical foundations and historical and theoretical development ¢fliNtussed
above) which has informed my methodol ogical
internal consistency | am making an attempt at wieckhamer & Korbjungberg (2005)

call an epistemological use of methods whiels,they posit, contributes to reliability of
qualitative inquiry overalll n Tangen’s (2013) view, this

ethics.

3.5.3. Relevance for educationptactice

Impl i cations for educational practice and
academic communityare considerechere. Tangen (2013) proposes
value based on its immediate (direct application) or potential (independgtiue) impact.

The present study matches both criteria as it problemat&#utions offered on EAP courses

and proposs possible changes to readimgrricula Regarding thg@otential impact Tangen

(2013) appears to take a proactive view of ethiceingui ng t hat “doing
basic consideration and urges for research to offer benefits instBaoin and Thunborg

(2015) suggest thain storytelling studens engage in forming identities, thus, arguably,
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participating in the interview might &ve encouraged somevaluablereflection on their
positions within British academic communities. Additionally, the present research
participants were given space and voice to discuss their efeggative reading experiences
and did not hesitate to offeisuggestions, many relevant and easily implement&teir
stories might have a future potential impact too. Narrative is a powerful learning and
teaching tool (Nelson, 2011) amgblan to share iwith other teachersandfuture students to

shed more light o reading experience€onsent forms dmentionthis (appendix 3 and 4)

3.6. Narrative inquiry: lessons learnt

Collating the reading story wamart of the analysis | struggled most with. | had thougkis

form would be powerful, but this came at a prieel tempered with the sentence sequence,
which caused me considerable stress as | was worried | was effectively creating meaning
rather than reporting it. | did ask Béa read the restoried interview, which causecather
unexpected outcome- she highlighted some of her statements as irrelevant and after |
explained why they were interesting to me she agreed to keep them in the s@my.
reflection, this seemsepresentative of some lingering power asymmetry betwelea two

of us; first she yielded to my rationaland second, she must have interpretédas another

task rather than power sharing as she later explained she had been very tired when reading
the story but wanted to comply with the deadline | had givem. el were to do it again |

would ask whether she wanted to do it.

Another anxiety is linked to my interviewing stylerirBmann (2007, exploiting his
understanding ofnterviews astherapeuticevents, proposesfor them to be epistemic, that
is, engagingvith values and beliefs rather than being mere qualitative opinion polling. This
meanssometimesit is necessary to confront intervieweemd | did.Although it was meant
to reveal what | perceived as unjusippendix2 p65 in bold and thus, transformativeB e a ’ s
reaction was ambiguous. | now think such confrontatismecessarpnly if it is directly
linked tothe research question and in any case should be done more sensitiyebrobing

rather than stating.

I have also learnthat it is too easy to dismiss reflexivitglaming wordcount constrictions |
did not include any of the above comments in the first draft, and it is only thanks to my
s u p e r ‘advisedhatthesy arehere now. This makesne think qualitative researcthould

not be a lonely endeavoas voicing concerns to othemakesthem harder to ignore
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4. Findings and discussion

4.1.FindingsBea’' s reading story

READING IN SECOND LANGUAGE IS LIKE DOING MATHEMATICS BUT IT CAN HELP ME BREAK
THE WALL IN MY BRAIN.

Academic reading is complicated. Il think i1t’'s
weakest subject, but there are many other rea
and | don’t want it to stop me from |l earning t

<In reading>, there ia lot of information and a lot of tasks. When | get the task, | read a lot,

many times. When | read, my brain, eyes and body struggle. | read sentence by sentence and

Il m not familiar with the content. Thte content
Social Responsibility essay> | read the article 4 times because | was afraid to miss important
points. < do it because> | want to know if t
there is, 1 be worried. M ectives givess meldafatgy and un
so | tried to read as much as possible. | prefer reading to writing because with writing

nobody can help you check <whereas> by reading again and again you can check yourself.

In semester two it was getting much better <but in tfiesst semester>s o met i mes i t’ s n
clear what the author means, maybe | read one part and get my understanding from the
other part but a native speaker can see the whole picture and why the authors think like
that, argument is not the same. If | have diffe n t understanding in diff

read again. Sometimes | understand the sentences but in the second reading the meaning is

di fferent. And | don’t know why, I t hought (.
<so> | will read it againndon’ t want to give up because t hen
ensure my understanding is correct | need to go back; in Chinese | find it very quickly but in

English | can only remember the page and part, so | need to find it again. And if yoaltheck

new vocabulary you forget what the previous part said. Compared to native speakers | spend

a lot of time. Sometimes | have mistakes in understanding, but sometimes my understanding

of different information depends on how | <want to> use it. After findingtheoarticle |

realise | can use the information differently.

30



<This is how | read>. The first time is passive, | just highlight, but if just read passively | can

only get one idea from the author. <On the other hand> if | read actively by offering my idea

and questions then | can get more. <So> in the second reading | take notes and try to find

logic between them, categorise the arguments and | sometimes write my own ideas on the

side or transl ate. I ask questiomsnat wbwn?”, ot

draw a star-to check this information <in the original source>.

<How long does it take?> Too long. | spend a lot of time, the day is gone, all my day on
reading. Sentence structure is complicated <$drave to make it simple find a person
<subject>, verb. <I think> reading in second language is like doing mathematics, a technical

skill. In the first reading you just try to understand, there is no time to enjoy it. Second time

you enjoy it.
Secondeading is better, you feel interested. Aft
it’s much better. When the structure is compl:.

always repeat the content. At first | thought they have to do it to meetwled limit; now |

<still> think some things are useless but many are necessary to repeat. <In CSR essay> in the

first reading | only got the main idea so | thought the author repeats. <Later, it changed and>

| felt | can use all parts differently in my asg , but because of the struc:

effect. Now | always scan the whole thing to see the structure, it saves the time. In the exam

i f | hadn't scanned the structure | woul d have

I someti mes read i n &k Whea suse <dknglish>tkdy evords'fram a dr a\
these articles | only get Chinese researchers, not the foreigners. And sometimes when | have

my own idea and want to find evidence, this evidence is only in Chinese; it seems what

Chinese people think is importarg the same. <So> | thought | had to change my logic and

t hen many foreign articles showed up. < t hin
different experience, <for example> when | read | found the basic idea such as the role of

price inonlinebusiess is different in Britain. | f | h a
understood why, I woul dn’t have shown the who
that> British articles are often not applicable <to my context>, but | want my supervisor to

under stand me so | need to talk about the UK. I

sense | need to do it.

I read and think about <the articles> with my
me, but if <the topici s t ot ally new, maybe it doesn’t spe

freedom or el se, <there’'s> different under st an
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not academic reading, in which they wildl t hin
communicate to other westerners and just enjoy their world (soft laugh). At first, after
discussing it with my English friends, | adapted my idea, but after | thought about it again <I

conc !l ud e dustaftectesh byn<government> propaganddowever, thisfeeling has

been changing. Recently | read an article talking about the reason why western people have

different value about the concept of country, so | start to understand the understanding gap

of government between us, thus | think articles about thisdkof topic is speaking to me

now, | enjoy getting new idea from different valuesh terms of other topics> for humans,

we have similar experience and many academic articles are universal. <For example>, CSR
communicated with me, but with Culture shoeksay the feeling was different. This article

made me realise something is wrong, like | have culture shock <so> | tried to discuss it with

my c¢cl assmates, ask if they have similar exper
with the topic,solhad o rely on the article to find sourc
ideas from others, rather than create by myself. If you just base on others, for teachers with

much experience, my idea will be similar to previous students. With Culture shockiseeca

you might think what the author says is wrong or not perfect and you have a lot of your own

ideas against it, it will help you find other sources.

<Do | like reading?> Kind of. Most of the time | just want to learn the language so | have to

read artid e s . |l d like to read |i ke a native speake
read simple books but complicated things with good things inside, | struggle for language

and not content. Now | still feel bad, but want to read. Sometimes, wbere is like a

surprise, something unexpected, interesting content that makes me break the wall in my
brain. I n China it’s enough to go with your i
your wal |, so it’'s wvery rpwchaé it students wilbvalueet,. And |
people will be brave to discuss it in class. Before that | was really fed up with reading when |

couldn't find the evidence for my initial i dea

Now | also value my owrfef or t |, what [ did for this research
a very important point . Maybe before | didn’t
finish it or <do> what t he teacher prefers. <

inffoormat i on, get as much as possible and then off
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4.2. Research questiod. Do students feel empowered by academic reading?

Section 2.2 explained how reading withiran academic literacies framework habe

potential to be an empowering experiencé ascertain whether this has been the case for
EAPstudents thisdissertationdraws on Gimenez & Thonia@015)important work on
operationalizingacademic literacies. Their practical framework consists of thiemdsions:

accessibity, criticality and visibility contributing to a more transformative teachingand

learning.Since tansformative and empowering have similar meanibgvasuseful to adopt

this analytical frameworkboc at egor i s e Baddaessny reseacioquestionSee

appendix10 for full categorizationTo interpret thefindings,l draw the connection between

accessibility, criticality and visibility and 3 main themes/identidemne r gi ng from Bea’' s

- alanguage learnejunior academicandinternational student

4.2.1. Accessibility: a language learner

For Gimenez & Thomas (201agcessibilitymeansbeing familiar withacademic literacy

practices and deploying linguistic and analytical tools to make oneself understood in
academic communities. To analyse whether Bea
experence in terms of accessibiliipur factors are taken into considation: language,

subject knowledgestructure andworkload All these seemmediatedby her position as a

language learner.

For Bea reading has beeran overwhelming and laborious task. Shsruggles with

under st2v&ildySa AGQa yagtibr ni2é&ns anNJappers b fedl K S
powerless R2y Qi (y26 6Kex L,wiid 2hdzdifedly altibDtes todzy RS NRA G 2
her linguistic skillsWhat is particularhilluminating here is that reading becomes reduced

from an enjoyablectivity to a techrzal skill word by word, sentence byenten@ decoding

aL KIF@S G2 , FetbyIRA & fardyoS2 SRE A y Bheser Hiffickltey bré A O & ¢
exacerbatedy a lack of subject knowledgehe cont¢/ &G A a (22 Ydidly aAF (K
YyS6z YIeoS Al RaSunfgndiarityaitiRiggnréd® S OY 84S 2F GKS &0 N
L RARY QU |.yFigadly, eveih shoughTGintei@1 @nd Thomas (2015) do not explicitly

consi der it in their d e f iomy is tthat ovorkloadwnhighttbe e mer g e s

another factor moderating accessibility. It is clear the amount of readingnsist do is
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substanti al . Be a ljappendiX T) exacerbated by the pareaivedrn&ed

to reread the sourceswhen | get the task, | FeR | 2 ( = . What grdergés ArofS a ¢

above analysis is a person overwhelmed by endless mass of tasks and cognitive workload

éand if you check all the new vocabulary you iy ¢ KI 0 (G KS LINBR®OA 2 dza LI
constructs acaemic reading as time consumirdy f f Y& Rl & an@ MborW®B I RA y 3¢
resembling physical effod Y& NI Ay S Sé&Sa LyR 02R@& aGNUzA3t S¢

Nevertheless, there argaces ofempowering reading experience. Unlike with writing, she
feels h control of her understanding 8 A G K gNAGAy3d y202Re Gy KSf L @
again you can check yoursednd stresses that the morghe reads the better she copes

Gsecond 6+ RAYy 3 | YR &S YReaididmiare Ibddds her Sanfilénisfa 5 @S

a I T &nd &éilitates manipulationf ideasdafter finding another article | realise | can use

GKS AYyTFT2NXIFGA2Yy RAFFSNByGfes

Overall, in terms of accessibility, reading has not been an empowering experience for Bea in

the first semester. Withreference to sentence level text comprehension, in their famous

work on academic language in education Bourdieu and Passeron (1990, p. 111) asserted that
“wo-ford&vor d decoding of a hidden messag-e, [ ...] r
readers] sense oincapacity. This regimeof text is also evident in Gimenez and Thomas

(2015) accounof a power relationshipbetween a reader and text. Text regime seems to

have been Bea’'s experience in the first semes
impressim it is the text who is in control, to some extent even physically, by keeping her

home all day.

An gyually disempoweringffect on Beahasbeenunfamiliarity with text genresconsistent
with research orpostgraduateacademic readinghat reported studens felt anxious (Hazel
and Hall am, 2000) and incompetent (Sjeglie, 201

content I nterestingly, Ka ml egenres‘ndde sTkh d rhd anrg 7 (
studentsby positioning them as noviceshich might indwe uncriticalreproduction ofthe

existinggenre conventions. This is probably why English (20drfues genres should be

researcled and taught notfor what theyare but what theydo. Even though the latter two

researchers talk about genres in writitigeir insights are relevant to reading too

This has important implications as yielding powertéat seems to hinder the progression
from “learning t o rsgaakedn the Gterdtureeexiel chagtetocbe | ear n”

a major transition in internationad t u d academic¢ reading literacfeven though there is
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evidence of reading to |l earn in Bea’s story, :
Gazalt 2F GKS GAYS L 2dzadvSg g whisiear@adly INdfs 0 KS |y
her reading in terms of access. Thisis notuncomatéu z bor ska’ s (20-15) rese:
graduate international student s’ engagement wi
for reading academic texts was to learn tlandguage. This points to a pressing need for

further reading instruction in EAP because helping international students achieve this shift in
seltconcept might be the first step in making reading more empowering in terms of
accessibility.d Wah&ta' and2GFCu&krnroasn (2012) rese
readers selfconcept is promising in this respect. Even though approached #&tliteracy as

academic socializatioperspective, their work suggests students readipavior/attitude

is influenced by hovthey understand their role as academic readers, which means EAP
practitioners might have an impact on creatirgmore empoweringreading experience by

hel ping students develop as “readers to learn”

4.2.2. Criticality: a novice academic

The seconce | e me n't i n Tho ma s5) faamedvork@s amtealitg. Zonsisteit2 0 1
with a sociopolitical approach to literacy, the authors propose developing a critical
approach towards academic discourses and the wider contexts in which these discourses are
produced and consumed, including disciplines and institutitmérief,it is abouts t udent s’
role in the community and how it affestheir production and consumtion of texts. To

decide whether reading has been empowering in terms of criticality it is useful to analyse
Bea' s asemerging fram her storythat of a novice academic gradually building her

confidence.

Reading has been emotionally challendimgBea She denonstratesa lack of confidencé A F
(KSNBQa &0 NRAYE ¥aNBUAS vidd fridratos forma g IR ¢

to find necessary support for her own ideas.
theorization ofreading asa public activity-itser ves assessment pur poses
worth is effectively decided by it. Comparable results were revealed by Hazel and Hallam

(2000)- postgraduate participants fednxiouswhen theirtext understandingliffered from

that of theirpeers.
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Gradually shdecamemore actived A F L NBIF R | Ol A @S fuéstionithe2|F T SNA y 3
Ol y 3S iéand ¥ngaddlcritically withtexd L | a1 l[dzSadA2yahtogKEKeEST @
NBf & 2y (KA Bothagfive 2ebding andeigpinga critical voice werédentified

by Abbott (2013) as threshold competenctdst lecturers wished for their students to

develop, so it seems a positive change for Besdticality is a concept thatquiresfurther

elaborationhere, as it has thee different understandingéDavies and Barnett,2015; Wilson,

2016). Questions Bea is asking suggest criticality as a skill, a Cartesian view rooted in western

tradition of interrogating the logic and strength of the argumetypical ina positivistic

objectividic paradigmas opposed tanterrogating the contextin which the argumentis

made which is indicative critical/ideological paradigm (ibidemMHer criticalityseems to

developinthe® cul t ur e s h oBedransitioisssom gnareheasking questions and

doubting the text to rejecting it an@éxpressing a need fdurther readingd 2 A (4 K/ dzf G dzNB
Shock essaypecause you might think what the author says is wrong or not perfect and you

have a lot of your own ideas againstitgithA f f KSf LJ & 2 dz, whighyisRndi@aiiv& S NJ & 2 dzN.
of her developingg“ cr i t i c al d i sltappesarsthei ralerof pergonabexpdreence

is important herereading about something she héidsthandexperience oseemsto make

her more entitled to have a strong opinion or disagreemdticould be also argued that

drawingon her inner capital (Rosenblatt, 1994) allows Bea to fresself fromthe power of

text.

Further engagement with the text is perhaps most illuminatingly demonstrated when Bea
declaresthatit A Yy G SNBaGAy3 O2yd Sy i.ThiNBdgdsta trafsfolmnatigel £ £ Ay
learning (Mezirow, 1997). Since transformative learning is definedchanghg o ne’ s

worldviews and critical di sposition” as ampenness
epistemic shiftin understanding what constitutes knowledgeking place as a result of

reading thus, readingcan be categorized as empowerihgre.

Yet, there issomeroom for improvementbecause there is little evidence of criticality as

understood bythe critical/ideological paradigm, which woulsli t uat e Bea' s readi
broader context and make her more inclined to notice and resist inequaktiesfaced

Specificallyshe did not engage in discussimgr status as an international student ahding

positioned by academic textthis is elaborated on below.
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4.2.3. Visility: an international student

Visibility inan academic literacies practical framewodccurswhen students aredactive

participants in the processes of knowledge telling, transformatiod e at i on” ( Gi mene:
and Thomas2015 p29). Becoming less peripheral and thus visible is possible at different

levels—to themselves, fellow students, teachers and institutions. Even though the authors

explicitly refer here to hearing and respectiting writer@voice,visibilitycan be also apmd

to reading, as this is wheopinionforming starts and students begin to articulate (voice)

them through annotating texts, which is whisibility is a powerful aspect in contributing

students empowering reading experienc&his section ams te val uat e whether B

reading practices make heisible tothe academic community.

Data analysis suggest h a t Bea' s vi smddiatédibyt her peskianms ant o b e

international student. For BeaWe st er n researchers arsss “foreig
perceiving the division beve n f ami | i ar (fferens("t )h e awhith isdhove t ant / d
Said (1978), a key pesto | oni al theorist, Basedooe pet stoay] | zed “ C

Bea is a linguistic, cultural/commdmnowledge and academi©ther.

Linguistically, Bea appears to often compare herself to imagined native sgeakdrwhat

emerges from her account is a feeling of loss ammbmpetence She wastes time reading

G/ 2YLI NBR (2 | yI dRAS 2FLISIAYSNIE caundtpfecRi & A a I 2
articles full complexity* a nati ve speaker can see the whol e
think liket hat , ar gument , lanents mottbeing Hbeto enymaltable

literaturea L 1 Qa4 Sl aeé G2 NBIR &Aa \gLikits goodatanpsainsidedri O2 Y LI
struggle forf I y3dzc 3S | vy Randyi®deprive@ ofhie Sefsé éf pleasure reading

offerst LQR f A1S (G2 NBIR EAf 816 VK. Baadiso dehlifds| SNC2¢S .
that reading in her native languageakes it more difficult tado research as she is often

unable to find “Chinese i deas traumaticindessnseer n acad
that it represents a loss difelongways of knowing. This uncertainty about what constitutes

common knowledge will be sltussed in the next paragraph.

Another “otherness” pr eshaeadtomimon knowledgedeemsount i s
of what constitutes common knowledgB. e astipsrvisordid not understand hemargument

and so she was not allowetb follow her are of interest which effectivelyrendered her

invisible agx . NR&A (A & K | Ndbtigplicable tolmyBontekt ivasythrough reading

that Beadiscovered their understanding of a simglenceptdifferedad 4 KSy L NBFR L ¥Fz
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the basic idea such as the role of price in onlingiriess is differentin Britaim L ¥ L KIF Ry Qd N
aboutitt L ¢2dz RYyQi K| @gFhidzyRENBRGBRRUBEKSIMFIIN with *
instance Hirano (2014yeports how refugees imn American college struggled to write in

depth about Martin Luther King because they had no background knowledgjee afivil

rights movement.A researchprocessin which onecannotdraw ontheir inner capital/world

knowledge( “r eadi ng i n CHhinustde feustrating. Howealgnmaltebnativek
interpretationwould bethat of Bea strategically changing her reading focus to ensure higher

marks. It is noteworthythat Bea does noseem toperceivethis situation as unjustand

when | confrontedher askingvh et her supervisors shoul d br eak
was evasive (appendix2 p65 in bold. Thislinks to the next section what constitutes

legitimateknowledge and ways of knowing.

This lack of common ground exacerbatehi e | a st ot her nestlsatof experi er
an academic other. Talking about the jusientioned supervision process Bea reflects how

she decided to change her area of interest and a general way of approaching the task to
adapttoher supervi so‘rl’'fs Ir engaunitr erafiematbrsimakesshsenk it ' s

| need to change my logicThis extract showthat if she did it her way it would have been

irrational and madeno sense the very qualities that constitut®t her ness19y8 Sai d’ s
influential theorization of the conceptand sugges deficient ways of knowing. Indeed,

Wilson (2016264 believes that many EAP practitioners unconsciously perceive their
students as “ s bhrd @Gkabaeaghh (BOP2beticgekldcal knbwledge enjoys

lower status than Western ways of knowing e aobservationthat“ t hey wi | | t hink
correct and totally right and want to communicate to other westerners and just enjoy their

w o r Iredealsthe predominantly anglocentrievorld of researchwith dominant Western

values and hegemonic practices. Whikssumptions behind doingesearch inthe Western

world might be* ot her iBreg@” s ¢ o mme gobdhwneueedid avidehcke efr
“healthy” resistance. Yet, t hhasbhgeoaobservedbye | ati ons

other EAP researcherkliany and Tarlasliabadi, 201%h

Otherness isdisempowering butBea demonstrated resistancenot just in her ironic
comment but also when she statés t ustk languagejt w o h stop me from learning
t h i nGiven’thecentralrole of language in identity formation arebsa carrier of culture
(Joseph2016 , cal l i ng it *“guggsstamppeoprigienafgEreglisifoshere ms t o
own purposesinterestingly, in his research on Indian students learning EnGkstagarajah

(1993 showeda similar phenomenonr studentsappropriated English fahe socialmobility
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it afforded, but dissociaing between langiage and culture allowed them toresist and

actively claintheir identity inthe wakeof postcolonial dominance.

What emerges from this analysis is a complex picture that additionally sth@disnitations

of applying Gi merbemamewartki oThomaes nat (B84l studen
which will be discussed in more detail in theoretical implicatioRegarding accessibility,

Bea struggles but this is naturalized afnguistic problemwith the onus on the student.

There is evidence of Cartesian criticality and critical disposition but linguistic and academic
otherness are talked about in neutral terms. Regarding visibility, despite evidence of some
discriminationBeadoes not perceivehisasbeing saand feels relatively confident about her

membership inthe academic communityappendix8). Overall, reading hathe potential to

be empoweringbut most practices seem disempowering

4.3. Research question.2Vhat practices contribute to empowering and disempowering

readingexperienca?

4.3.1.Disempowering practices

Based on the abovdiscussionseveral practices seem to be disempowering: text as object,
reading as alienating, being positioned by teacharsynative speaker discourse and text,

misalignment of academic cultusanda lack of agency.

Perhaps the most noticeable &traditionalistic approach to texts as object (cf. tatdle

where Bea appears to hendert e x t s’ power and f ethemsnclcsse mpel | ed
and repeated readings. Doing so does give her a sense of safety, but what cannot be ignored

here is the underlying anxiety that obliges her to reread in the first place. This is exacerbated

by readng purpose- Bea does it knowing her ability to understand and use texts, either in

writing or seminarswould be evaluated. Evaluation takes place in regular classes too:
“every ti me someone says t heir aeydramslate t hi s t
cl assmates’ ideas“thabtbecowpnpeds” aaddsayfers
(appendix2 p65 in bold. What seems to be an automatic amthocuousteachingrecast
positions Bea’'s cl| as sralddadherstudem relatiorghip éndthet i on al

above examplereading was notundertaken as a precursor tdiscussion of equals but
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teachers’ knowi ng siudettsas leaankrs iasteadnTherepae $wo maoreo n s
types of positi oni n-gasa&langudge learnei and b e¥h es “alcecsosu n t
t h a discourse surrounding nenative speakers(Faez 201) seems to havebeen

internalised for Beaand uses it to explaiwhy reading is more difficult for her. She is also

positioned by academic texts, that, written mostly by and for Westerners, do not include

Bea nor represent her worldviews or values. Another aspect,u@lltand academic
misalignmenta L (1 Q& ¢avisy@aéuRl dajo research on tis (appendix2 p65 in bold),

contributes to her having only few opportunities to be agentive and creative when using

reading. This becomes apparent wheoambing two interview extractsoBritish academic

culture isindividual very focused on the identity of the article, if you take something from
20KSNARZ AGQa 2 aK 8 M just aRed gn2others® BraedEhér with much
experience, my idea will be similar to previous stude(@ppendix2 p67 in bold) Evident

here is Bea's desire to be which &deriperceptionc ompet en

academic culture denies her.

4.3.2. Enpowering practices

Practices that seem to encourage a more empowering reading experience are familiarity
with academic practices, interactive reading, drawing on inner capital, seeing text as

usable resource, assigning epistemic value to reading and using itto increase®n vi si bi | ity

What seems dconfidbnoesisskhowiBgewdat to expect in terms of accessing and

using the source familiar structure and appreciatiofor the ideathat writing does not have

to be done from one perspective makes her reading process less stressful. Additionally,
annotating and commentingn sources is soothing in that it monitors understanding, allows

expression ofopinions and relates reading to ipotential future uses. Interestingly, she

often does that in her first language as it is quicker, which can be seen as drawing on her

i nner capital. The role of i n nthee rCulterea $hock a | i's a
assignment, in which she fettore entitled to disagree with texts and more confident about

searching forand selecting her reading. Another aspect, viewing text as a usable resource
ratherthanasa hol der of secret meaning, seshms to be
reads maee selectively, and thus confidently, when her assignment is in an advanced stage.

Most importantly of all practices, howevas thatthrough reading a variety of sources with

multiple perspectives reading became anistggmic activitya | € 2 G 2 Edifeid LJX S KI @
GAS6as> Al 6.NBnstiucivistycdnceptlalizdtién of knowledge becomes also
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evident in another quotation, when talking about text misunderstandifiye, a svlep s  “
FAYR |Y20KSNJ | NGAOES L. TINS Iby rotisBarching for cfrreatza S
information anymore she has become more awardhaf contested nature of knowledge in

the HE context and reading seems to have enabled that. This does not stofhearetical

level, though, as Bea uses texts for perdoparposes; she theorises her international
sojourn experience which renders it more visible afidws taking some action (ibhade me
realise something is wrong. | tried to discuss it with my classmates, ask if they have similar

experience).

It can be ses, therefore, that while the first two empowering practices are consistent with
genre and study skills models, further analysis suggbst there exists more empowering

potential and yet, rather than being facilitated by a consistent approach, it appedrave

happened on its own, almost as a-pyr od u c t of Bea's | earning.

harnessing this potential or making it less dependent on contingent factors is possible via
designing a consistent reading curriculum. This process is underdabiplex and, as
demonstrated above, involves a variety of
and even indivi dlherextséction explard sone rofathe tpriaaticalsand

theoretical implications for academic reading practiceEAP

5. Implications

Gee (1996) argues that dominant discourses can be gradually transformed by outsiders who
challenge and alter themThus, based on insights outlined in resporisethe second
research questionthis section discuss practical and theoretical implications emerging
from B e a’ s. General implications consist of making academic reading practices more
visible and approaching ftom a more critical perspective acknowledging reading as an
ideological activity and, esequently, texts as containing implicit values and worldviews and
preferred ways of knowing related to doing research in social sciences. Below are some
suggestions on how to foster accessibility, criticality and visibility (Gimenez and Thomas,
2015) — all three beingneeded for a more empowering experience. They are not to be read
as discrete techniques, rather, there is a need for a more critical overarching approach in
which texts, teachersand studentspositions shaped by institutional practices amgically
interrogated and subject to change, if necessary. Proposed practical implications concern

EAP curriculum, classroonstruction and its wider context.
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5.1. Practical implications

5.1.1. CQurriculum level

At curriculum level, the first implication is that, to be empowering, reading should draw on

student s i nner capital i ncludi ngthisgramter ways
them opportunities to demonstrateompetenceand achievement It might beworthwhile

to critically interrogate selected course readings and assignment topics to ascertain whether
they are culturally inclusive and allow drawing et u d @revioss’life experiences and
ways of knowing, which might alleviate a lack of agencyeeapced by Bea in not being
able to creatively contribute to academic debate. Including students in decisions about
materials for classroom use could be a first step domore empoweringexperience as

could be inquiring more aboutheir experienceof and reactions to textsboth facilitate
criticality and visibilityInterestingly, flie (2015) research revealed th#ie relevance and
meaningfulness motivating pogtraduate students to read was not necessarily linked to
their future profesional carees as the tutors havexpected, but rather resonated with
their very individual interests and life experiences, which suggests there should be more

space to explore them ithe EAP classroom.

Next, attitudes towards L1 in reading related activities neethaping. Although use of L1 in
language classroontsaslong been established as benefic{dlall and Cook, 2012nd by
some even considered to bean empoweringresistance practicécf. Lin, 1996 1999, to
many pr ac teindinsunodesirablg.’It might be also worth allowitguseL1 sources
in the research process and class preparation, althoughuist be done sensiblso as noto
impedeaccessibility and visibilityfthis suggestion is rather generalrasearch on L1 use in
the EAP setting is scarce afudther, thereis no onesizefits-all manual for L1 use with L2
learners (Hall and Cook, 2012)nstead teachers must make informed and strategic
decisiors appropriate totheir context. Involving studda in decisions about it might be a

good place to start.

Redefining what constitutes legitimate sources is another way to respect other ways of
knowing on curriculum level. There has been some discussion on using unconventional web
sources (interest groyp, news, commercial, personal and collaborative sif@syriting
(Radia and Stapleton, 2008hd since2009there has been an increase in online academic
presence, i.e. academic blogs (itps://theconversation.com/ulk and social networks (i.e

https://www.academia.ed)l proliferate. Texts published there are usually shorter and
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easier in thatt hey a d d r e preferesces(Bisehoping ‘2003 so rather than
dismissing them as neacademic it is worth exploiting them whilsimultaneously
developing criticality in source selection. Significantly, uswefsitesis considered more
democratic and accessiblegnkshear et al., 200Teah 2016 and appears to afford more
communicative opportunities than traditional journal publications. Sieadly, students can
read others reactions andcould post a comment, so drawing on these caters to all three

dimensions-accessibilig, criticality and visibility.

It would be also beneficial to adopt a more reflectayg@proachthat would createspace for
students to ponder the changes in their perception of academic readliegause naming

the lived experience cahelp studentsprocesstheir epistemictransition. Gamache (2002)
arguedthat studentstoo are responsibldor developinghow they think about knowledge

and knowingand EAP instruction could facilitate this process. This could be done via written
or oral accountsin or outside the classroom. On our programmstudents reflect on their
reading early on (October) anchn ch@se to do it again in their final assessmeAn
interesting comment from a studendppendix 11) showsthey initially underappreciated

the importance of reading by worrying about technicalities such as speed and vocabulary
only to later change theirperspective ( Now it seems that this observation is quite
superficial. My problem on reading is not about the speed, my knowledge level of the
content and the ability of critical thinking need to be improVejProfessional experience
teaches thatthis is broadly epresentative of other students, whickuggests developing
ways of readings a lengthy and complex proceasd it is my argument that sonreflective

space needs to be given in EAP sessions to aid making sense of this experience.

Anothersuggestion concerns assessment. Reading is often assed via written assignments or
comprehension tests, which, as discussed, has two implications, first, it is neutralised as
merely prewriting and second,the public aspect of assessment (Mann, 2000) canab
source of anxiety andlienation In order to encourage a more empowering experience
alternative assessment could be taken into considerati@ssessment can be formative or
longitudinal throughreading portfolios(Valencia, 1990)blogs James, 2007Penketh and
Shakur 2019 or reaction diariesEvans, 2007 Another researcher who thinks assessment
contains inherently unequal power relationship is Pearson (2017) after her research on

EAP writing assessmenputs forward that it should be substituted with formative
evaluation This is consistent with current trends in assessment (Brown, 2014) anrd low
stakes formativeevaluation has been greatly appreciated by ndraditional students at

British universities Wwo were largely unfamiliawith, and anxious abouits format (Sambell
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and Hubbard, 2004). Obviodimancialand timelimitations of suchan approach cannot be
ignored,but a different attitude to assessing readimgight be conducive t@onceptualizing
it as less peripheral to academic practices smdhapingsustainable reading practiceisat
students would be able to draw on in their future studyhis could alsbelp encouragen

understandingext as more than diterary object.

5.1.2. Classroom instruction

Modelling and promoting the view of text as a usable resource rather #saanlinguistic

object could make reading a more empowering experience. To facilitate criticality and

visibility, Gimenez and Thomas (B)1 pr opos e objecti fingitheg
article. This involves presentirnigin ways that are not overwhelmingsing the full physical
space of the classroom to literally disassemble the,tablbwing movement to approach and
abandon extractsand promotingagencyt hr o u g h t Ipiekingsoftheidosvm dergers

of interestPhy si cal di mension of reading is al

t ext

SO Vi

(20178) encourage students to usevhiteboards around them to draw “r eadi ng

c onst el-lreprederdationsof their understandingof texts and connectionsvithin,
challengeswith and questions abouit. Theauthors suggest thigisual formhelps students

to seethe potentials and limitation®f text more clearlyand discourages the idea that there
exists only one as‘thiskrmowledgetis’literalin lweiwg condtauated in front
of them on the whiteboards Interestingly, both techniques free students from desks,and
consequentlythe shackles of text, sthe physical dimension to this activity appears to play
aroletoo.Ba’ s story suggests such acti viintthee s
beginning stages of the research processmamy EAP studentsiove acrosdisciplines
between undergraduate and postgraduate studéexl the topic/discipline might be entirely

new to them

In the abovesuggestion reading is donga group activity, which can be another ay of
making it more empowering. This is becassedents actively construct knowledge more
equal power relationshipwhenthey draw on each rather thainom anexpert teacher and,
further, it seemsa more sustainablepproachfor their future learning Previous studiesn

the benefits of group readingre disputed. Finlay and Faulkner (2005) report heightened

criticality and reduced worklogdbut Hazel and Francis (200@vealedt h a t student s

different interpretations caused anxiety and alignment rather than furthered understanding

Interestingly most studentsin their study neverthelesgxpressed their wish to work in
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groups more becausehey felt reassured and/or enlighteneBerhapsstudentsparticipating
in this researcthad no previous experience of collective reading andagroup dynamics
processwas allowed tadominate;therefore, it could be argued that if done more ofteand
if scaffolded by clear instructions, the technique codadually make reading more

empoweringthroughmaking students more visible to each other.

5.1.3. Wider context

The need for such a systematic approachst be reiterated here as it cannot be modular or

implemented by a fevkeenteachers anda more systematic approacto academic reading

beyondthe EAP c¢cl assroom i s necessary. 205 lessins er ved i
subject teachers were involved in EAP clasaésch must have facilitated a more holistic

view of reading as opposed to reading for EAP only. This is difficult in practice because there

exist some temions between EAP and universiti&s its status has recently been reduced

from “academsc” HooweVeerviam excell ent i1l ustr:
(2006) intervention aiming to demonstrate to subject teachers how reading, though usually

taken for granted, is actually a frustrating and intellectually challenging activity. This could

be taken further and subject teachers encouraged to notice how their disciplinarg teet

ideological and inculcate certain ways of knowiag heightened awareness of academic

mysteries could be the first stejp critique and engagement. Byesentingknowledge not

as facts but as contested spateachers modetlements of criticality and visibilithat may

contribute to more empowering reading.

The last suggestion is more tentative but stems from difficulties encountered in selecting

materials andstructuringthis argument as often there was very little difference between

international and local students in terms of needs, positioning experienced and study
experiences. Indeed, it is the view of sorB&Pprofessionals that AP instruction and

scholaship would be beneficial to local students too, and others add #iagling out

differences isin fact, counterpr oducti ve to i nt er n aHathawaya | stude
2015; Poulson, 2037 Indeed, disempowering comparisorwith an “ i magi ned nati v

speaker were central to Beandaegenerklycommosense of
amonginternational studentsthus, the argument can be made that bringingth home and
international students together in literacy instruction might facilitate a raarealistic and

positive seHconceot in international students.
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5.2. Theoretical implications

Using Gi menez a&nfhmeWwdrkofonaralyss refd2r@dladditional insights

into further development of their moddbr transformative learningThe firsthas to do with
operationalization, that ishe models descriptors of the three dimensions. Sinceademic

Literaciesdeals predominantly with local students and is primarily interested in writing

difficulties arose when analysirtge reading eperience of an international student. Thus,

developing descriptors to make them more representative of other skills such as reading,

listening and speakingb u t al so interrogating factors aff
accessibility, criticality and W¥islity such as‘non-native speakerisi, race andacademic

otherness is required. AdditionallyalthoughBea’' s account was not part.
it proved difficult to categorise in instances wheét was. Includingan emotional dimension

oflearnip was centr al to van Pletzen'nore¢leaty06) ar gu

integrated within the modelas it is also consistent with critical paradigm tenets.

The ®cond aspectithemo d e | ' seprasénttiom For the authorshe model is like a

pyramid — accessibility is needed in order to build criticality and visibility. My data

tentatively suggestt hi s mi ght not be the case. Bea' s exa
because despite obvious linguistic problems she manamdsvelop/negotiate her positions

in the community and even claim voice for herself. This would suggest linguistic proficiency

is not the main barrieto empoweringeducatioral experience, which is consistent with

other researclers suggesting studentsrdw on differentresources when neededuch asa

nurturing environment, friendly tutors and prioritizing taskbBlifano, 201%, extensive

subject knowledgel(ee and Chern, 20)1and life experienceMarshall and Case, 2010

Thus, revisitinghe mo d e Isualgepresentation and designing more exhaustive theoretical

descriptors might help increases applicability.

The last two implications stemmed from difficulties encountered in the research process.
Firstly, there was surprisingly little publishethterial about reading i critical paradigm
perspective, which suggesthatEAP and ALs researchers are partly responsibliééolack

of visibility of reading practices. This is both on theoretical and practical levels, as accounts
of reading pedagogs are scarce too. There is an evident need, therefore,fudher
critically oriented research into academic reading and for practitioners to articulate and

maketheir pedagogiesvailable fowider audiencesassources for inspiration and debate.

Findly, it can be also argued that diffusion of terms and definitions is a barrier in

communicating for likeninded individuals ancconsequently, advances in the field. Debates
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exists around terms |ike “empower” rahed “ 1| i ber .
terms | ike “transgress” and “transformative” (
critical pedagogies and critical EAP have theoretical differeridewever,in the present

dissertationit was found that albf the above terms have sitar propositions and so, after

McGrath and Kaufhold (201,62 more eclectic approach in critical research could prove

more productive.

6. Conclusion

Academic reading has unduly playedly a peripheral role in EAP and academic literacy
research agenda. This is primarily because reading is considered an individual and neutral
pre-writing activity, a view that largely ignores a p@astuctural conceptualisation of text as

a carrier of ideologyvalues and desirable disciplinary practices. This hidden dimension of
academic reading is detrimental to students as it positions them as less versed outsiders
academic communities. International students are even more disadvantaged here because
their understanding of what it means to read in English is dissimilar with preferred ways of
reading in academia. There is a nedterefore, to make reading more central in both EAP

and academic literacy instruction and research agenda. This must not be understood as a
call to ignore writing or abandon genre or skills approaches in &AfPey are all necessary
forstudent s’ h e@irit.ilnstead, ¢ argdectivaethabtgaahing reading as epistemic,
social and value laden can hemore proactive andpositive pedagogye x pl oi ting st ude
strengths and interests rather than focusimn addressing the weaknesse&cademic
reading taughtfrom a critical perspective can reveal disciplinary values, expose the
ideologies and values embedded in &xnd analyse howexts position the reader. Making

these aspects of academic text visible is necessary for students to be able to apprim@iate
text for their own purposes oresist it if they so chooséverall,using reading for a more
positive pedagogy ands a tool for academic identity formation appearmmre fully exploit

the transformative potential of EAR4rgan2009;Wilson, 208).
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6.1. Limitations

Limitations of the present study relate to its research design and exploratory nature. The
former is largely discussed ine methods chapterhowever, it must be reiterated here that

its main limitation is that the analysis is based on only one participant. Analgsisied out

with a degree of confidence as similar patterns were found in four data sets collected and
are consistent withmy professioral experience, yet these could not be presented here due

to limited space. Selecting one account was a conscious decision attempting to preserve its
integrity and particularity. Another weakness is its cresstional design, as a fuller, less
memory depexdent, story might have been given if the data had been collected at various

points.

The present study is largely exploratory and many difficulties were encountered when
searching for literature and presenting the argument. Lack of systematic readingusttipl

has enforced inferences and generalizations, which, given the multiplicity of EAP practices,
might seem unfair to some researchers and practitioners. This is particularly teeetion

2.2.2 where proposed reading approaches are largely inferneminf secondary sources.
Possibly consulting seminal authors in Neieracy Studietiteracies, CDA, SFL and critical

EAP / pedagogy would have rendered a more nuanced analysis.

This links to anothelimitation; Squre et al. (2013point out that over-interpretation is one
of the most common criticisms of Nh this dissertation, occasionabhuse and effect or
contrast linkersvere addedin the restorying process. lthoughthey aremarked <>for the
reader to pass their own judgmentsdmetimes wondred whether | merely reporthe links

or actuallyover interpret andmake them

6.2. Further research

As a direct responst® the last limitation, Andrews(2013)recommends revisiting data and
that is exactly the topic dbrake E010)reflexive article where shehows howthe pass of
time has changed her focus amyen interpretation ofthe same dataThus, going back to
parti ci pant sonsomefetaedoccasippn seams to kmeeirsteresting avenue for

the further research.
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Additionally, vihat becomes apparent from this work is that thereistbe more theoretical
and practitioners’ r esearandEAPSpecificallgcansistentc r eadi n
with a critical perspective, possible areas of interest are insigfits identity and secondly,

the changing conceptualizatiosf knowledge.

There exists considerable schol ar shlivpgniitr o w
1998 Hyland, 200Rand readers identity in children aratolescents (McCarthey arMoje,

2002) however, academic reader identity remains largely unexplored ituig arguablya

fascinating new avenue taliscovermor e about student s’ l earning
inextricably,alsowriting. This is additionally inseparably bound with postgradudestity,

which, as opposed to undergraduate transition, doctoral and early academic career
professional identitieshasattracted far less attention. Another area of interest is the notion

of reading as facilitating epistemic shifhow it develops and tether it can beassistedvia

literacy instruction

Finally, as mentioned itihe limitations section, a different research design could be used to
address the research question in a less speculative manner. Specifically, a
emancipatorytritical action research(Crooks 1993; Kemmis, 200%ollowing the
introduction of changes toa reading curriculum could allow a more detailed analysis of
empowering practicesand if longitudinal data was collected at various points, there would

be more insight intahe development of this procesand learners identities (Bron, 2017)
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APPENDIX 1. Transcript of the group interview with Bea

Group interview nr 2.

4:28 Instructions and task: Most negative

Sarah Now Irealise how | struggled with reading
Exactly remember whesnhddlead.d”..ciun
Too sudden. Just arrived/2™ class-so long, so many pages . not fluent .
difficult reading—shocked

Nigel International relations-2-3 chaptes.
Such a tough work, sometimes just give up, feel tired. Gradually improveg
Jump to easier one

Denise Check words but too much. “just g
not what they mean in my lang. why not? Waste of timene more step in
brain. Study is not translation.

Vicky Always check words.

Bea If you check you forget what the previous part says

Vicky Read, check, read again

Researcher| Me Sharing and challenging: Only about language?

9:00

Nigel Knowledge. Changed the strategy

Louise Accumulation of knowledge. Cant engage. Culture shkaoterested
.approached differently even though academic, logical way, | engaged.
Feeling when im interestedstimulate my energy / attention

Bea Differey i FSStAy3a Ay NBFRAY3I Ay H Y
technical skill. Understand sentences but ifi"2eading meaning different. |
R2Yy Qi (y26 oKeéd L GK2dAKG L dzy RSN

Nigel The problem-i t wi | |l shock you whnptonit (

Group Yes, yes, agree

R Me sharing Focus on different aspect

R:13:13 how does it make you feel? Group answers: Feeling shocked, terrible

Sarah Headache

Denise Read again

Louise Language-focus

Denise Problem- similar problem immother language
Always misunderstand authors idea.. but you always think youre right

Bea DifferentcAy G KS SEI'Y Ad0Qa aé6KIG GKS |

Nigel Feelings

Denise Authorsargumenti t ' s t he s ame

R: 15.00 | asked a confusinguestion

15:58 Theories of reading. Reader makes the meagingw they understand

Nigel (inaudi bl e)

Sarah Cultureshockdi dn’t catch. Fed up. Have
Found another. | just believed cause it was easy

Bea Read ongpart and get understand from the second part.. but native speak
¢ see the whole picture. Why they think like that. Argument is not the sam
aslguessL GKAY{1 AdGQa& | fFy3dz3S LINBO

R: 17:50 Q: Strong / negative reactions to text?
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Bea Frustratedwhen searched for evidence | want. Now | show all so not a
problem

Louise Never—threatened by authorities. Believeinthesl don’' t hav
confidence that | can evaluate. | gave up myself a little bit. Totally focuseq
what they want to tell me andain knowledge

Sarah Trust what the authors say

Vicky Trust. If you to questior you need more knowledge. Trust it first

R: 19:25 Me: another author / knowledge to disagree. How about your life /
experience?

Nigel Yeah

Vicky Ir really related yeah

Bea But: If you write extended essay find another agreeing to support

R: 20:20 If disagree / feels fascinating

Louise Someti me si

Bea Against baclkg give another argument

R: 20:45 What do you do?

Sarah Just angry

Nigel Confused. Calm dowand think | need more knowledge to equip me

Louise Editorial , blog- explain yourself.

Nigel Emotional comment

Louise Not in journal articles-1 wont do this. If against | need more evidence

Nigel | never do that

R: 22:24 Me: | post comments acribble down

Denise I

Nigel Strongly disagree

Denise You need critical thinking right? Take notdsdisagree. Check the ref.list /
find other articles. Find disagree point

23:30 Question 3

Sarah No. come here to improve English. | have to deal with it by myself. Nothin
help.

Denise Ok, because | do it now. Find articles in Chinese.

Vicky Topic is too difficult- search for Chinese artiles. Get the basic background

Sarah ??? (inaudible)

Bea Also use it¢ drawback¢ Chinese thinking similar, not foreigner research
change my logic, English thinking
Key words or thinking???

Vicky Different thinking—read articles in both languages, different thinking

Bea Thinking¢ evidence only inChinese papers

Louise

27:40 Q: Would you Prefer to read in your first language

Nigel Escaping from difficulty. Have to strugglopic and language. Our duty as g
student . feel confused but enjoy

Louise Translation-important problem for readingrorce to read in English.

Compare this before translation not very original, slightly different. Interruy
your thinking
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APPENDIX 2. Transcript of the individual interview with Bea

PICTURE: feelings

Researcher: Can we start with this (pictufEis looks very, umm,
complex.

Bea: complex?

R: yeah.. tell me about it? so what is it?

B: my feeling is.. because doing a lot of reading now, we have {
face the computer... expose to it.. and you have a lot of second Physical effort
language on the screen so | feel like brain, eyes and body is ve

struggle.

R: ok, I understand brain is because of theyleage, eyes because

of the computer, and body..

B: at the beginning |’ m not Afraid to miss info
have to .. | really afraid to lose something so | have to read it of

by one

R: you mean word by word, sentence by sentence, very closely Word by word
B: sentence by sentence (at the same time), yeah yeah

R: | see. How come your body hurts?

B: you have to sit here for
R: (laughs), ok, continue, please

B: and after find sth | think is very interesting or good for my
research fomy research | will feel Wow! Like surprise

R: why surprise?

B: because it’'s struggle and
need to read it for that kind of info so you feel, yeah, surprise
R: you mean you did not expect to find it or that ..

B: yesah,nntier'esting and anot he
that way is like in this picture. Some interesting content will bre{ Break the wall
the wall in my brain

R: right.. |l et me check i f |
found B

B: Yes!

R: can you give me an example?

B: maybe | ater ..

R: and this is..

B: Too much content. There a

know how to link them in my article. Especially in semester 1, |
really struggled for that. The feeling is too messy.

R:is that about reading or more about writing?

B: reading. Because when you read a lot of message, even th¢ Confused about the

in one article, because of t]content

what the authors mean. That’

reading tre article the idea of author, like on the first page and

second page are different, i|lt’s MY pr
problem. the authors!

R: so when you find the ideas are different, what do you do?

B: (gravely) read again Multiple readings

R: and then can you find which orsecorrect
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B: yeah, after |l i ke the seco
language problem.

R: | can imagine.. this is why | wanted to talk to you about it, yo
mentioned this in the group interview. So how does it feel to fin
informationthats compl et el y di fferen
B: the feeling is I|Iike | did
because it didn’t help me to
R: uhm, as you you wasted your time maybe or energy

B: yeah, yeah, likethat. Shlave to read it g
want to give up because if
not hing. I don’'t want to was
R: well, when your read again you waste your time, but at least
then you can get the info

B: yeah, get soméing.

R: ok. Anything to add?

B: | think this is the main problem.

R: is that the solution? (point to the picture)

B: After | familiar with academic article, know the structure
better than in semester one.

R: and now?

B: much better for simple strugtr e, f or compl i
the same.

R: do you like reading?

B: in English? Kind of. Most of time | just want to learn languag
| read English articles. Because | have to read.

R: have to learn for uni or.. ?

B: emmm. Actually, i f | ... bec
read it like a native speaker. If | do it in that way | think | will enj
it. | can read more books on the (inaudible). Like Western auth
Because you know a lot of academic book or gergd book if |
read them in Chinese sometimes meaning is .. not very well | th
So | want to read the original one but ughh (sighs), in current, li
still feel bad for that.

R: so you approach is with negative feelings or not really?

B: withnegate f eel i ngs but | want
if they'  re simple book for c
to |l earn about the world and

good, but for completed books with good things inside, when vy
readit for the first time you think you cannot understand it. you
struggle for language and not content or learn from it. First time
boring, second time you know what the author wants to say
maybe that time you feel interested.

R: Il*d likekeese ¥Koowrwhdti tnhaa
would just give up

B: for Second language students like me, the reasons why | ch
is because | know its good, from others, maybe a lot of people
di scuss it, it’s famous, S0
book are complicated. You know..

R: maybe it ' ts askqugstiond nom,decause

you're talking about this ne

Language problem

As if | did nothing

You don’'t

up

Familiar structure-
better

Read to learn languag

Read like a native
speaker enjoy

“good” boo
struggle for lang not
content

Missing out on
valuable lit / books
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B: can | read it again?
R: yeah yeah

NEGATIVE EXPERIENCE

B: Academic? GHirst time. Complicated, structured o n ’ t
what they want to say.

R:Whatmade it difficult?

B: Structure-i n t he first sem. di dn
CSR-always repeat the content. Because of the structure we
didn’t know i t-shavetb femeat tontentdod ad
a bit more in each part. Now | thirdome things are useless but
much makes sense, not repeat, some is necessary to repeat.
i.e.reason why they have to do CSR. Actually reason why is
different. First time | can only get the main poinso | thought it
repeats. Laterfeeling | can use ghlarts differently in my essay.

R: How progress?

B: Read as much as possible, as it was a task. Reading and di
into categories. Maybe 4 times to read the article. Readi2gate
different, 3&4 are similar. Understood but wanted to clarify it, be
specific.

How long does it take? Too long. For Englisban only remembe
page and part. In Chinese | find very quickly. So | need to easu
takes long. So much time. Compared to native speakpend a
lot of time.

R: Is there such a big difference? Not a bad tkiagtive reading.
B: sometimes | read it again with reasons, my own idea. Not sy
my understanding is right.

R: that’'s a negative under st
B: both exist.

B: try my best to b active reader. Can get more. If just read
passively-one idea from the author, if activelyoffer my idea and
guestion, then can get more. Passively just read it, use it. First
—passively, just write down, find logic between them, question
ask my own guestions and if the author can answer then, if not,
find another source.

STRATEGIES

Taking notes- help me clear line of argument, rely on my notes
manage my own line of argument. Sometimetsanslation or my
own idea on the side, then lillvclassify it-arg, carg, interesting
point, sometimes something in between. Notes in the second
reading. If mistakes in understandirgny understanding of
different info depends on how | use them. After finding another
article—1 realise | can usde info differently.

Colours.

Write in Chinese on margirsin English too much time. If in
Englishhuse some expressions fro

Don’ t Ilattheyw
say

Structure

Multiple reading
reveal new layers /
understanding

Task-understands
but wants to clarify

Time

NS comparison

*** conciliatory
answer

Active reading , think
and ask questions

Categorise

More reading-use

info differently

Write in Chinese
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know how to express it better in English, use English skills from
author. Into Chinese Translae into English cause author used tq
many words.

First reading- highlight. Seconé classify-arg, carg etc.

Now: exam-scan the whole things to see the structure. If not |
be very nervous.

Scan structure in the
exam

Selective reading

Csfrom the beginning. Depends on the esshiyn almost done, Safety
read some sections only, if | begifrom the beginning. More
readingsense of safety, afraid to lose important points, you carg

|l ot about dept h. I think you

A: normal.

B: if im- Not interested- other content rgpeats. Own idea /

feature. | can understand why they say thisame title year by Safety
year, no surprise for you.

Ot her perspective to get a s

a strong arg against my own, if there is, ill be worried.
PICTUREmeaning.

Similar with feeling, mix them

Read a lot when given a task. A lot of info a lot of tasks. Tasks

Lot of time—day is gone, all my day on reading. First two pic ar¢
negative.

Third academic reading breaks my wall/

In China- Chinese are not very curious about evaluation. Here
teachers push you read more to break a wall in my head,
stereotype

Examp —low score for own report; only one correct answer

Wall—own idea for the task/experience. Searched for correct
result—when | read lot of people have different views, it breaks
my wall . But why im telling
enought o go with one idea , don
here people value you to bre
me. And | think if teachers value it, students will value it; people
will be brave to discuss it. high scheaiot judge, value itbut
sometimes justignore it. exampless s el ess “new
resut-s o i t’s wrong

Read- breaks walls

Wall—own idea,
correct result

GROUP INTERVIEW

** R:in Gr. Interview you said Reading in English was like doing
mathematics

Writing.. a | ot oftabemppeéecpl e
make the sentence structure
First reading-try to understand. Second ason you enjoy it, first
time you have no time to enjoy it.

R: hard task

B: my weakest subject, English.

R: still came

Doing maths

gtopnie t

64




B: there are many other reas
it to stop me from learning things

Some references just in Chinese

My own idea-researched for this idea

Wrong key words

Different ideas on the role of price in high street busindssi Q &
obvious, why would | do research on tf#sBut when | readBritain
it’s different. Didn’t realis
Author with different experience are very important to your readir
British articles often not applicablel want my supervisor
understand me so | need to tatibout the uk. If | want them to think

it’s rational |/ makes sense |
They don’t understand me if |
Explainagairi f | didn’t read, I wi

show the whole perspective.

R:thiscouldalt 2 YSIy GKS &dzLJSNIZA a2 N
Silence

.Y @SIFKI | 2d2OQNBE NAIKIXDPD

Silence

.Y AGQa y2NXIfX GSIFOKSNRa y2i(

B: teacher need to have knowl
break their wall, the article is Britishdn n o t ot her s.
B: because of the |l anguage, K

“Chi nese {

Different exp.
important to your
reading

Western domination

*** conciliatory

QUESTION 5. VALUED AS INDIVIDUAL.

BY a2YSGAYSa L R2y Qi lkettas every
time someone say their idea, he knows everything. He translates
20KSNJ g2NRaz KX GKIFGQa O2NNH

I don’t know, we cannot get t
standard whether were valued, if theyearbus t hen we’
This depends on the meaning of valued.

After you give your own idea they will discuss it.

R: explains

B: I think we’'re valued. For
wi th him, he’' s objective. yble
R: in reading?

B: yes, | read with my own experience | think it with my own
experience so il read it acd
it doesn’t speak t me , but f g
B: yea, towards those topic yes,.. this is also right..-GBése
academic article are universal, communicate with me, when
freedom or else, different understanding and value, and they will

think its correct and totally right. and want to communicatectibher

Contribute

Read according to
me
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westerners. And they just enjoy their world (laughs). But not in

reading.

R: ironic?

B: a little bit, always try to convince me how bad your political
system is.. sometimes .. my fir
and show them both but later | gathem up, | found | cant
convenience them, show posit.i
government want to cover your eye, | just want to see the result,
the result is good, I don't q

idea, but after | think aboutlea, but after | think about it again, im
not just affected by this propaganda.

Western domination

Reading on paper / computer

Summary in Chinese. Notes on artielfirst time reading, second
time—-wr i ting notes, but diwdwmy?.
Red? | evaluate is that enough to rely on this information, stato
check this information (original source).

!
ACTIVE READING

CULTURE SHOCK

this company- positive. Like breaking a wall

Yes, you have a lot of your own ideas against it, it will help you fi
another sources. In SCR you need to rely on the sources to find
sources. But in culture shock yought think what the author says i
wrong or not perfect.

Article—made me realise sth is wrong, culture shock, ty to discus
with my classmates, ask if they have similar experience.
Deeper understanding of yourself?

Yes, but one t tionhmegrdibghadter thad ondlin ’
realised | have culture shock

DISAGREE!!

Discuss it with
classmates

GROUP INTERVIEW

Feeling-yes, somebody has different problem, if | go deeper in t

reason, they will be similar.

Reason-not f amialr . . I for

Useful to compare? Ah, vy
t
i

— -

care about the agreemen
so even i f they agree,

oo @
wec o~

t

Catharsis but useles

READING OR WRITING?
Reading easier.

Writng nobody can help you to check, reading again and again y
can check yourself.

Read with somebody? B: both of them, most of time alone. Task
from xxxx, group task, same &

Can check yourself
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ACADEMIC CULTURE
Acadmic Culture-individual , | want to know the individual idea, n
of mot people. The essay you have to very evaluative, rather tha
state sth.They are very focused on the identity of the article, if yg
take something fromthe2 6 KSNE>X AGQa 20KSN
R:referncning. B: yes, but tHh

B: can | just say about xxxx? Im not SXKXXXXX the same with
XXXXXXXXXXX
R: it's ok your understandi

This one (check with the picture)l think | undertand it, much
more closely than before | understand the rules because of the t
ive experience. Member of communitywhen | arrived | was here,
but now | also value my own effort, hat | did for this research nag
my own i dea, I knowawhato$ nt H
before | don’t care about my
what the teacher prefers.. but
some progressinthepogtr aduat e. I'f im cl
think valued for myself is sometlgmew or very valued by others,
|l ot of idea from others, I di
others, rather than create by my owifi.you just based on others,
for teacher with much experience, my idea will be similar to
previous students.

R: expeiences- writing can show differences

B: yes, that’s why not far.

Individual

Value myself

Didn’t put
there

TRAVEL IN TIME

I know XXXX’' s answer .
Similar- culture shock, if you want to change it, it takes time, | jug
wanted to tell myself, be confident to show everything in your es
rather than just focus on, try to find the correct one..
Reading: Don’t | ook f orhaspossible
and then offer your own idea.

Useless to say many things to myself

Don't | ool
specific info; offer
your idea
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APPENDIX 3. Consent form for the participants

INFORMATION SHEET &
RESEARCH STUDY PARTICIPANT CONSENT FORM

Project: Can academic reading become a tool facilitating academic socialisation in EAP
students?

Researcher: XXXXXXXXXXX

Institution: University of XXXXXXXXXX

In order to help me with my master studies at The University of XXXXXXXX, | would
be very grateful if you could participate in my study. This will involve a group
discussion, analysis of your coursework, and an interview of some of the group
discussion participants.

This project looks at reading habits of students enrolled on English for Academic
Purposes (EAP) courses and the extent to which they can be conducive to
developing confident academic identity. This means | am trying to understand how
you feel when reading academic texts, whether you try to make academic reading
personal and what activities would help you feel even more confident about
academic reading.

I would like to use these results in professional meetings and conferences, but can
assure you that your responses will be kept confidential. Information identifying you
will not be disclosed under any circumstances. The interview is anonymous, your
coursework data will be coded and you will not be required to give your name in the
discussion.

I would also like to point out that participation is voluntary and you may withdraw and
refuse to participate at any time.

If you have any questions about the study and/or your participation, then please do
not hesitate to contact me anytime on XXXXXXXXXXXX¥0U may also contact me to
require a copy of the results. Additionally, in the event of any concerns or complaints,
you may also contact the Ethics Committee members at XXXXXXXXXXXX.

Researcher 6
Participant
Date: 28.04.2017

signatur e:
S signatur e:

s
0

Thank you very much for your help.
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APPENDIX 4. Consent form for the researcher

RESEARCH STUDY PARTICIPANT CONSENT FORM

Project: Can academic reading become a tool facilitating academic socialisation in EAP
students?
ResearcherXXXXXX Institution: XXXXXXXXXx

Please initial box

1. | confirm that | have read and understand the information sheet for the abo
study. | have had the opportunity to consider the information, ask questions a
have had these answered satist@Gly.

2. I understand that participation is voluntary and that | am free to withdraw at
any time,
without giving any reason and without any consequences.

3. | understand that the interviews will be auehiecorded.

4. | understand that anonymity will be guaranteed at all stages.

5. I understand and agree that the researcher has access to and might use
Graduate Diploma programme data (assignment content, scores, etc.).

6. | understand and agree that the data cotkd will be used for a research thes
and might be made publically available to other researchers/teachers but with
information that could identify me removed and any information recorded in tr
investigation will remain confidential.

7. | agree ta summary of the data collected being provided to relevant
institutions (i.e. universities) and | understand that | will not be identifiable fror
this data.

8. | agree to take part in the above study

Name of Participant Date Signature

Name of person taking consent Date Signature
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APPENDIX 5. Group interview prompts

Task 1Circle all the emotions you associate with academic reading.

e o AN ‘B i v o O AN AN D& <
& <O & 7, &V @ @ <&@ o
= O ) = ® 3 3 3 -
o0 Q:\{‘\‘ oo (== (00 (o 44 22
& ves LV & v & G
~ 4
e o (00 (e (o0 (Lo 22 (L (22 O®
e e g | @ PS —_ ~ o
@ 0 ~ o 20¢ 0 0 »9 2 V(S (0 o ~
W e - - — — (I
U 12
7~ =\ Sl D
SS\ (1) (fhe) @R (Sa) (U (ehe) (=) (s
v ) ~\ ~ AAA - —_— o—~ —
) (o0 60 (X)) B2 (o0 @ ()"
- Y @) ) =) W7 &

)9, T
) »
.\
).
Ty
N
A
Al

Task 2Circle Yes or No based on YOUR experience so far. We will then chat about your
answers.

1. The link between academic reading and my life experience is cleartome Y / N

2. Academic reading relates to my interests / issues | care about. Y/N

3. There is room for my opinions and my voice in academic reading. Y/N

4. | can draw on academic experience from my country when doing acader Y /N
reading here in the UK.

5. Ifind it easy to disagree with academic reading Y/N

Task 3lmagine all the reading in EAP programme was done in your L1. What do you think
about it? What other changes to the programme re reading would you like to propose and
why.
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APPENDIX 6. Individual interview tasks and questions

Task 1 please make drawing of what academic reading means & feels to you
Task 2 bring a couple of texts you recently read (they could be editorials we used for EAP
seminars or recent academic articles you've readmputer is fine if you did that digitally)

this is forus to look together at your reading style.

Interview questions(order might change)
1. Do you have any thoughts / comments / anything to add after the group interview? Did
any of the comments surprise you?

2. Which of the two, academieading or writing, is easier for you and why?

(*** Drawing here)

3. Please think about a text that you felt positive about or confident when reading. Tell
me more about this experience.
4. Please think about a text that you felt negative aboulacked confidence when

reading. Tell me more about this experience.

(*** examples here)

5. Do you feel valued as individual when you read academic texts?
6. If you could travel in time and give a piece of advice about academic readenise

in September 2016, what would it be?

(*** Anything to add? Have | missed anything? What kind of questions were you expecting?
What else would you have liked to talk about?)
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l'tt 9b5L - yreporteddbsllién in&efiof to British academic culture

British academic culture

How much do you feel you

1. Are a member of this community
2. Have understanding of it (Know the rules)
3. Are valued / visible as a member
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APPENDIX 9. Themes reorganized according to classic Labovian narrative structure

Orientation | Complicating Evaluation¢ so | Result¢ what Other
action what finally happened

*Language 1. Understand 1. native speaker| 1.Read one part ang
sentences butin”? | —see the whole | get understand
reading meaning picture. Why from the second
di f fer ent |theythinklike part.
know why. | thought| that. Argument is
| understand not the same as || Multiple reading

guess-| think
it’s a |
problem

*language First reading-tryto |-s o | t ' s | Second time you
understand, you mathematics, enjoy it
have no time to technical skill.
enjoy it. a lot of
complicated
structure—take
peopl e [/
make the sentence
structure simply,

*language Sometmes notclear| I t ' s as Read it a
what the author nothing, as if | want to give up
means— second di dn’ t d| becausethen t ' §
language-difficult | anything really for nothing.
to compare across. Second time
When different reading— better.
understanding (in After | know the
different sections) structure—better.
read again. much better for

simple structure

*language my weakest subject, there are many
English other reasons.. this

is just language, |
don’t wan
me fromlearning
things

Structure Complicated, Because of the | Now | think some | Read as much as

structure—d o n ' t
know what they
want to say. always
repeat the content..
Word limit—have to
repeat content and
add a bit more in

each part

structure we
didn’t k
effect

things are useless
but much makes
sencse, not repeat,
necessary to repeat
i.e.reason why they
have to do CSR.
Actually reason why
is different. First
time | can only get
the main point-so |
thought it repeats.
Later—feeling | can

use all parts

possible, as it
was a task.
Reading and
dividing into
categories.
Maybe 4 times
to read the
article. Reading
1-2 are different,
3&4 are sinilar.
Understood but
wanted to clarify
it, be specific.
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differently in my
essay

- Now: exam-scan
the whole things to
see the structure. If
not | will be very
nervous

Physical and | Brain, eyes, body Complicated Surprise, Wow! not
mental effort: | struggle. Read expected
Body and time| sentence by Interesting content
sentence-not will break the wall
familiar. Too much in my brain. But
content Different why im telling you
viewpoints and how about china is that
to link them. Messy, there it’
(picture analysis go with one idea ,
sweating, confused), don’t nee
Read a lot when the wall. And here
given a task. A lot of people value you to
info a lot of tasks. break your wall, so
it’'s very
me. And | think if
teachers value it,
students will value
it; people will be
brave to discuss it
Time How long? Too long| So | need to
Too long. For Englis| ensure—takes
—1 can only long. So much
remember page and| time. Compared
part. In Chinese | to native speaker
find very quickly. If | —spend a lot of
you check vocab you time.
forget what the the
previous partsaid
Time Lot of time—day is
gone, all my day on
reading
Saving time Write in Chinese on
margins—in English
too much time. If in
English-use some
expressions from
the author, maybe |
don’t kno
express it better in
English, use English
skills from the
author
time depends on the

essayif im
almost done,
read some
section sonly, if |
begin—from the
beginning
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Strong because wants to Fed up Now no: show all so
reaction to show Evidence | not a problem
text want.
Initially
Disagreement | Fight back but need
with text to find research
supporting it
Chinese -Sometimes read in | -but no fareigner | | think | should
thinking chinese but reserch Change my logic
Drawback- Similar. (me: English

Keywords on the
website-Chinese
researchers &
articles. Chinese
peole think what is
important is the
same

-Sometimes | want
to find evidence
-my own idea, But
when | read Britain
it's diff
realise the cost or
time of
transportation

-this evidence
only in chiense

Author with
different
experience are
very important to
your reading. if |
didn’'t r
not understand
why ... | d
tshow the whole
perspective.

thinking). A lot of
article showed up

British aricles often
not applicable-1
want my supervisor
understand me so |
need to talk about
the uk. If | want
them to t
rational / makes
sense | need to do i

Like reading?

Kind of. Most of
time | just want to
learn lang so | read
articles. I have to. |
want one day to
read like native
speaker, like that |
will enjoy it. | can
read original
good/famous book..

Now—still feel
bad. Negative
feelings but want
to. Simple book-
good, but
completed things
woth good things
inside, struggle
for language and
not content

First time is boring,
second time you
feel interested.

Lack of sometimes | read it
confidence again with reasons,
my own idea. Not
sure if my
understanding is
right.
confidence you care a lot about | afraid to lose More readingsense
dept h. | | importnatn of safety. Other
interested in the points. | want to | perspective to get a
text. know if theres a | sense of safety.
strong arg
against my own,
if there is, ill be
worried.
Confidence In SCR you need to But in culture shock

rely on the sources
to find more
sources.

you might think
what the author
says is wrong or not
perfect. you hve a

lot of your own

76




ideas against it, it
will help you find
another sources

Confidence Writing nobody can | reading again
help you to check | and again you
can check
yourself.
active reader | First time— If just read ask my own

(listen again
for this)

passivelty, just write
down, find logic
between them,
guestion it,

neatively—one
idea from the
author, if actively
—offer my idea
and question,
then can get
more.

questions and if the
author can answer
then, if not,find
another source.

Coda: reflection / ending
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APPENDIX 10. classification of empowering and disempowering reading practices based on

interview data

Academic
literacies practica
framework
adapted from
Gimenez &
Thomas (2016)

Evidence for empowering

Evidence against empowering

Accessibility
-language
-rhetorical devices
-structure
-institutional and
subject

“

- by reading again and again you cg
check yourself

- Second reading is better

- After | know thestructure or when
it’s simple it’s
-second semester better

- language problem

-1 read sentence |
not familiar with the content.
-Sometimes it’'s ng
author means

-And | don’ t know
undersbod

- And if you check the vocabulary you
forget what the previous part said

- I spend a lot of time, the day is gone
all my day on reading
-because of t
know its effect

- if <the topic> is totally new, maybe it

he st

Criticality

- of discourse and
context.
-student s
the community and
how it affects their
reading of texts.

-if | read actively by offering my ide
and questions then | can get more
-l ask questions
enoughtorelyonthis nf or ma
-authority to make an evaluative
statement: now | <still> think some
things are useless

- With Culture shock, because you
might think what the author sayis
wrong or not perfectand you have g
lot of your own ideasigainst it it

will help you find other sources.

doesn’t speak to
-Lack of authority: | want to know if
there’'s a strong
own, i f there is,

Visibility

-voice

-visibility to
themselves, other
students, teachers
etc

-more visible to herself: More
reading andunderstanding other
perspectives gives me safety

1 don’t want to
- | read and think about <the
articles> with my own experience s
(I I read tmem a
- With Culture shock, because you
might think what the author says is
wrong or not perfect and you have g
lot of your own ideasagainst it, it
will help you find other sources.
-Now | also value my own effort,
what | did for this research and my
own idea. Maybe
about my own idea, | just wanted tg

finish it, or <do>what the teacher

--a native speaker can see the whole
picture

- Compared to native speakers | spen
a lot of time It feels as if you did
nothing

-<So> | thought | had to change my
logic

-British articles are often not applicabl
<to my context>put | want my
supervisor to understand me so | neec
to talk about the UK. If | want them to

think it’s ration
need to do it

‘With CSR essay, I
with the topic, so | had to rely on the
article to ftipatde s

in there, | took ideas from others,
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prefers

rather than create by myself. If you jug
base on others, for teachers with muc
experience, my idea will be similar to
previous students

Other

-Sometimes, wow, there is like a
surprise, something unexpected,
interesting content that makes me
break the wall in my brain. In China
it’s enough to g
idea and here people value you to
break your wall,

to me
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According to my reflective record, | firstly thought my learning needs should focus on
improving my reading speed:

| should improve my reading speed without losing théeustanding of information. Read
faster and understand more information at the same time. Slow down in the beginning,
reflect the information and then try to move on faster graduéReflective Writing Journal,
p.11).
Now it seems that this observatiorsiquite superficial. My problem on reading is not
about the speed, my knowledge level of the content and the ability of critical thinking are
need to be improved Although in the second part of the reflective records says my reading
speed did increassince | finished my reading test earlier. However, | also admitted that my
digestion process of that information was stil
line of argument. | assumed this might because when | was introduced a profound theory
which was too strange for me, | would do swénslation. However, | found when | approach
easier articles such as the editorial articles online, some blogs or even Wikipedia, this
situation would become better. Therefore, | read those materials in advemagden my
knowledge before | started my research. Although the credibility of these articles is limited,

but the authors have more freedom to express bolder and more interesting ideas.
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