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Abstract

A section of Thai students in Assumption University wrote a novel,
Stage of Life, when they did English IV course, between June and
September, 2000. The purpose of this-study is to look at how cohesive
devices are constructed in terms of Theme/Rheme, lexical cohesion and
clausal cohesion using three selected texts from the novel: Chapter I
(orientation), Chapter 11 (complication) and Chapter 32 (resolution) based
on the generic structure of narrative. The main findings are that the thematic
progression was highly repetitive showing the students’ limited linguistic
resources to make a variety of choices in theme position. The dominant use
of pronouns and possessive pronouns adds to the tediousness of the text
because of their overuse. In addition, simple and compound clauses tend to
be over used in Chapter 11, while in Chapter I and Chapter 32, there are too
many long complex clauses making the text hard to follow, and reflecting
spoken rather than written forms of the language. Finally, this study makes
some suggestions on how to improve the students’ writing by looking at ‘the
curriculum cycle’ developed in Australia.

Keywords: Theme/Rheme, lexical cohesion, clausal cohesion, the curriculum
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Introduction

The novel, Stage of Life, was published in the Zirnabour Series that
started as an exercise in writing in English in the Institute for English
Language Education of Assumption University, Bangkok,. This was a project
with a creative writing base which emphasized extensive reading and writing,
Up to now, four novels have been published and have been used in Basic
English course taught by pre-service teachers in Graduate School of English
of Assumption University.

Stage of Life was written by a group of Thai students when they did
their English IV course which is the last English course they have to study.
The main aim was to write an English text that expresses the students’ own
culture and values in telling a story.

In order to make a cohesive novel, student writers were faced with a
number of strategic choices, such as how to relate segments to one another
written by different students in one group and how to combine each chapter
written by preceding and subsequent groups. This required awareness of how
a cohesive and coherent text is formed. Since the novel was edited by students
rather than teachers, this present study looks at to what extent the students
built a cohesive text with virtually no explicic grammatical guidance.
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A brief overview of the Literature

Halliday (1994: xvi-xvii) commented that
...the current preoccupation is with discourse analysis or ‘text
linguistics’; and it is sometimes assumed that this can be carried on
without grammar—or even that it is somehow an alternative to
grammar. But this is an illusion. A discourse analysis that is not based
on grammar is not an analysis at all, but simply a running commentary
on a text.

A text that is not constructed according to grammar is not a text at all.
So whether it 1s a successful text or not mainly depends on what choices the
writer made in accordance with the purposes and functions in lexico-
grammar. That is why this present study was undertaken. Written discourse
mainly considers grammatical regularities observable in well-formed written
texts, and how the structuring of sentences has implications for units such as
paragraphs, and for the progression of a whole text. It also covers how the
grammar of English offers a limited set of options for creating surface links
between the clauses and sentences of a text, otherwise known as cohesion

(McCarthy 1991:25).

Traditional formal grammar focuses on words and sentences whereas
systemic functional grammar (SFG) developed by Halliday in the 1960s 1s
increasingly recognized as a useful descriptive and interpretive framework for
viewing language as a strategic, meaning-making resource (Eggins 1994).
Halliday’s framework emphasizes the social functions of language and the
thematic and informational structure of speech and writing. It views language

in three metafunctions-ideational (field), interpersonal (tenor) and textual
(mode).

In summary, context, metafunctions and lexicogrammatical resources
can be illustrated as follows:
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Context of the situation | Metafunction Lexicogrammatical Resources

Field Experimental | Transitivity system

(what is going on) meaning - Participants (nominal groups)

- Processes (verb processes: material,
behavioural, mental, verbal,relational
and expiremental)

- ((circumstances)) [adverbials]

Tenor interpersonal | Mood system: declarative,

(who is taking part) meanings interrogative,imperative
Modality: degree of obligation
inclination, probability, usuality

Mode Textual Theme/Rheme

(how is language used) meanings Casual structure [compound /complex]

(Adapted from Droga and Humphrey 2002:139)

In the model described by Halliday (1994), the linguistic resources
which express textual meanings are the systems of Theme/ Rheme, and
Cohesion. When we see how our meaning is shaped into text, we see that the
information is structured by the ordering of two parallel elements: the
Theme and Rheme could depend on the speaker's/writers and
hearer’s/reader’s shared understanding and on the textual constraints that
govern the speaker’s/writer’s choice of starting points for the clauses in the
discourse.

The devices which link components of a message are reference, ellipsis
and substitution, conjunction and lexical organization which combine the
text cohesively.

Foley (2011) includes clausal combination through which textual
meaning and logical meaning can be scrutinized to see whether a text is
cohesive or not. So this study will analyze these three cohesive devices-
theme/rheme, lexical cohesion and clausal cohesion.

The elements of the narrative genre are based on those proposed by
Labov and Waletzky (1967) in their study of oral narratives (see Foley and
Thompson 2003: 186). It does not mean that narratives have only one
schematic structure as this very much depends on the culture in this case an
orientation, complication, and resolution.
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Orientation is where the writer attempts to sketch in or create the
‘possible world” of the particular story (Derewianka 1990:40). In orientation
the main characters and some minor characters are introduced in a setting,
often of time and place. Complication is involved in a problem or a series of
problems as the story is pushed along by a series of events. The resolution is
some sort of solution to the problem. The complication-resolution part can
be recursive. Coda is an optional element where some comment is made on

the significance of the story (Foley and Thompson 2003: 136).

In a narrative, a variety of types of themes and effective theme
development based on the purpose of what the writer intends to mean is
expected.

Mainly action verbs, material processes are used, while other processes,
such as verbal and mental processes are employed to enrich what the
characters perceive, think, feel and say. Therefore, a variety of processes is a
sign of a good narrative.

Skilful writers of narratives know how to use the two types of clauses,
projection and expansion to compose different types of sentences to achieve
desired effects. Short simple clause structures may be used to create an
impression of a series of distinct events happening in quick succession. At
other times, longer compound clauses are used to suggest a sequence of
events flowing from one to another. Complex clauses, when used in
narratives, are likely to employ more adverbial clauses of time and manner as
well as relative clauses that tell more about characters and places to provide
details to enrich the story. Good writers of narrative can manipulate simple,
compound and complex sentences to achieve varied effects (Foley 2011:172).

In order to make narratives more vivid and provocative, skillful writers
tend to manipulate all kinds of clauses to create desired effects. For instance,
when description of characters or events occurs, nominal groups or noun
clauses, relative clauses and the three types of expansion clauses, elaborating,
extending and enhancing clauses, especially enhancing clauses of time, space,
manner and the like are expected to give detailed information.

All these cohesive devices work together to make text cohesive and
furchermore the whole text cohesive and coherent.
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Methodology

The purpose of this study is to find out how cohesive devices:
Theme/Rheme, lexical cohesion and clausal cohesion are constructed in the
selected texts from the novel and how the analysis helps teachers to identify
problems in the students’ writing given the genre of ‘narrative’.

As indicated previously, three chapters were selected, Chapter I
(ortentation), Chapter 11 (complication) and Chapter 32 (resolution).
Chapter I presented the main character Pin as she is today and looking back
at her past. Chapter I1 involved Pins crisis with her father and her running
away from home. Chapter 32 the last chapter in the book retraces the story
back to the beginning as part of a ‘resolution’ to the whole novel. The reason
for selecting the three chapters is that they can give some indication of how
students deal with the basic generic structures to make the texts cohesive as a
narrative level and how the cohesive devices in terms of grammatical
structure used helped to make the story readable. For our present purposes,
only a sample of the analysis will be presented followed by a summary of the
texts that were examined in the actual research.

Abbreviations and Symbols in the Analysis:

Theme/Rheme & Clause: Process:

Topical Theme=T.T. Process:
Textual Theme=T. Material=M
Interpersonal Theme=I. Behavioral=B;
Marked Topical Theme=M.T.T. Mental=MEN;
Dependent clause=D Relational=R;
Independent clause=1 Existential=E;
Embedded clause=| ] Verbal=V

Rheme: not indicated directly as it is

all that follows after the Theme.

Lexical Cohesion: Other Abbreviations and Symbols:
Reference=Bold Error (Deleted or Replaced) = *
Substitution=underlining ['=the I* independent clause
Ellipsis=~(Ellipsis )™ D"=the 10" dependent clause attached
Repetition=< > to the 10* independent clause.
Meronymy=underlining™ (T.T.)'=the I* Topical Theme
Conjunction, Conjunctive (M.T.T.)'=the I* Marked Topical
Ajunct=/ralics Theme

(T.)'=the I Textual Theme
(L.)'=the I* Interpersonal Theme
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Data Analysis
A sample of the text analysis of Chapter I can be found in the appendix.
Orientation
Theme/Rheme & Process
Types of Theme Number

Topical Theme 162

Marked Topical Theme 20

Textual Theme 86

Interpersonal Theme 5

Topical theme would be expected to be found in the text because it is
concerned with the introduction of characters who are the main
participants. However, the danger is the repetition of the same T.T. that
makes the text boring. For example, the following clauses “"1 (T.T.)!#
@ grown® up(grew up) by my experience. "I (TT.)"* had many
things from my mistake. "I (T.T.)!# to restart my life again.”
all begin with ‘I as T.T. In order to make a variety in the theme progression,
the three simple sentences can be changed to, “My experience (T.T.) made
me grow up. I (T.T.) had learnt many things from my mistake. What |
attempted to do (M.T.T.) was to restart my life.”

Process Number
Material Process 75
Behavioral Process 21
Relational Process 62
Mental Process 39
Existential Process 3

The processes were used with a past tense time frame as expected in
narrative and there was a variety of processes. The processes that dominated
were those that indicated a reflection on previous events or description of
those events and how the writer interpreted the situation.
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Lexical Cohesion
Lexical Strings
Pin Pin’s Father Child Rin
I' Rin’s
I? |
I? Rin’s
I* Rin’s—
herself
I’ Rin’s
I They—their
r Their
I Rin’s
I They
e they—they—
Rin
v They—
their
12 Rin—her—she—
her
1% me her—Rin—
her
I+ 1 Rin
I'** " my
I'* " me
I me
I'**  my—my
I I—me—my infants

1

' me—my—my—my
I I—my

|

I |

JEEI |

¥ I—my—my—my
7 l—my—my

I me

I  me

I*  my

|
first pregnancy—ifirst child

first child
own child—second pregnancy
this pregnancy—a daughter

she
her
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3 my |
I J—]l—my—me new child
I |
3 J—my—I—my lovely son Jayda—he*(him)—first
daughter
¥ my father
I | He
I My father
I He
I His body
[0 His skin
I He—his
I# His face
Pin Pin’s Father
I43 |
4 His face
I+ he—his—his
J#6 |
I My father
% my father’s
[# | him
I my father
I’ me—me—My ———father—he—he
]2 i He—his
| SR - He—he
I+ 1
5 my
e 1
I my—I]—Il—my—my
[¥*  my—my —————father
I¥  me—My ———father—he
Jeo | he
[* me—my ———father—he
I my—me he
¢ my
I¢* |
[ my father—he— his face
Jeo | he
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167
168
I his voice
I70
[’ Pin—my bad gal
I my father
1 his
™ I—I him
173 l
I’ me
I’ you
I my father
I | his
I8 |
I3 you
182 |
Pin Pin’s Father
1 |
I3 me He
¥ I—me—my—my—my ———father—his—he
¥ my—me He
I¥  my He
¥ me—I He—his
P 1 He
" [—my—me—a bad girl-—my—father
Pt I—my |
2 me He
I I—my father
I** I—my—my father—he
s I his—him—a conservative man
%6 |
7 I—my father
I’ I—I—our him—him
I I—my father—him—his
[0 | he—his—himself—he
I me |
Jroz | He
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Ill)3

I'"* J—my—my father
IS me |
[roe | He
o7 | His
[1"% me He—his
' me » his
["®" my—me—my father—he—he—him
o 1 he
I my father—he—he
M2 me ’ |
' my—me—I he—him
i his—him
TS l i
I’ my father—his
"7 My father—he—he
[ J—my father
' J—my father
Pin Pin’s Father
I}ZO He
2 He—he
[ J—my—I—my
11233 [—]
i |
I[ZS I
IIZ() I
127 J—]—my
I ]—Rin
1[29 I__my
% I—my
1131 I_my
[ J—my father
[133 He
[134 e
I us—our
[ we—we—our

1137

we—our




116

Lexical strings

The dominance of pronouns in topical theme position is a powerful
indicator of the writer’s inability to use more elaborated nominal groups
yet these are one of the most powerful linguistic tools available to a writer
particular in terms of descriptions.

Conjunction & Conjunctive Adjunct

These grammatical features which are an important element in
creating a cohesive text are still problematic . There are two obvious misuse
of ‘in spite of " in "He (T.T.)” didnt me "Y1 spite of¥even
though) (T.)* 1 (T.T.)‘) his own child. *®/n_spite of* (Although)
(To# I (LT didn't [doM*) any bad thing except leading my friends to
home, ®°<my father> (T.T.)'® h‘udgedMENl" me to be a bad girl.” ‘In spite of’

is a prepositional phrase and thus cannot be used to combine clauses.

Clausal Cohesion

Again following from what was indicated in the use of conjunctions
and conjunctives the writer does not seem to have mastered the use of

clause complexes. For example, in the following : ] (TT)* didn' wan

knowEN] 250 () AN the truth P1zhar (T I (TS

abort*| my first child with my own doing and decision P=52although (T.) it

(TT)* my fault.”.

Another example is “PU'M Whenever <my father> {thought™™? of

some troubled things (M. T.T.)"” P! 2¢har (T} had fhappened¥ss, "'he
(T.T.)™! would DL phar (T.)° he (T.T.)"2 shouldn't 2]

(L)t AN blame"] me last time.” Apart from the main clause, two projected

clauses, one enhancing dependent clause and one extending independent
clause are packed into one sentence.

Such long complex sentences make the text complicated and difficult
to follow especially when a large number of them are used throughout the
text. It 1s tend to be more like spoken language and run out of control in
the writing of inexperienced learners.

However, when the writer uses too many relative clauses, this has the
effect of slowing down the narrative as in the following: “*<My father>

(TT)” a middle age man [who was forty-three years old]. “"He

(TT.)* was®'” a thin man [who has curly hair].”
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What can we do to improve the students’ writing?

Genre-based approaches in teaching writing are not new to Thailand.
Changpueng and Wasanasomsithi (2009) designed a guided English lesson
(request e-mails) based on the ESP genre approach and determined the
effectiveness of the lesson through analysis of students’ writing after they
were taught the lesson. The findings showed that such lessons were
successful in helping engineering students to write request e-mails.

Srinon (2009) in a study reports an investigation of generic structure
development on the introduction of a genre based approach into a Thai
University academic writing context. The study suggests that generic
structures should be taught in early writing courses over a long period of
time so that students can execute the genres more sufficiently and effectively.

Kongpetch (2006) applied the Australian genre-based approach using
the ‘curriculum cycle’ to the teaching of exposition through the four stages:
building up the field knowledge, modeling of the text, joint-construction
text, and independent construction of text. Students’ diaries, audio-
recordings of the informal discussion and students’ final drafts of the
exposition were analyzed. Through these analyses Kongpetch aimed to
explore ways in which the approach needed to be modified to suit the Thai
educational and cultural context of this particular class. He mentioned four
factors needed to be taken into consideration: students should have the
freedom to choose topics and genres. The language program objectives
should be clarified to students so that they understand what they can get
from each stage of effort. During the joint-construction stage, the majority
of the students thought that it was the least helpful stage. This may because
students were not used to work collaboratively, so teachers should motivate
and help students build up this way of learning where necessary. Lastly in the
writing curriculum explicit teaching of lexico-grammatical appropriate to the

genre should be highlighted.

In the curriculum cycle (Derewianka, 1990; 2003) both teacher and
learners take responsibility at different phases in the teaching/ learning
process. There are phases in which the teacher takes a more leading role in
scaffolding the necessary knowledge and skills, with the learners taking the
input; when the learners develop greater control of the genre, the teacher
gradually draws off support and encourages learner independence and
output. The six phases can be summarized as follows:



Teachers’

Scaffolding
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Developing an understanding of the field

v

»| Familiarization with the genre

v

Students’
Development

and

Teachers’

Comments

v

Developing control over the genre

v

Independent construction

v

Conclusion

Extending and critiquing

v

Creative exploitation of the genre

What is being argued in this present study is that an analytic and

functional approach allows for thorough examination of students’ writing

while at the same time suggesting a way of teaching that might be more

effective. This puts the teaching of lexico-grammar at the very centre to

maximize students’ potential to develop their language skills in helping them
to make the choices appropriate in terms of their goal in writing. In this

present study, the ambitious experiment to write a novel with the flavor of

the local context might have been more successful if the scaffolding required

to produce a cohesive and coherent novel had been explicitly taught.
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Appendix

Onientation: Chapter 1

"<Rin's> home (T.T.)" where- I;;as'“ near the airport. “It (T.T.)?
on Whipavadee road. "<Rin's> family (T.T.)® had™)| four members. “There

(TT)* |were®] <Rin's> father, mother, aunt Tip and herself. ®<Rins>

parents (T, [vvereM business people.

“They (TT.) hadki their own factory at Canada. "Their business
i

(TTYy about producing shoes such as leather shoes, canvas shoes,
rubber shoes, athletic shoes, etc. ®5o (T.)' <Rins> parents (T.T.)* had to
éo"'” back and forth between Bangkok and Canada so often. "They (T.T.)
worked™? abroad several times. P'° When they to Canada (M.T.T.)!,
"they would [leave™| <Rin> here with aunt Tip. ""They (T.T.)" didn'
have®’ time to take care of their daughter. 2 So (T.)* <Rin> (T.T.)"' never
cared™™| about her parents P'? since (T.)* she (T.T.)" @] her friends’
group. "3 This (T.T.)" was®) the reason ""*rhar (T.)* her parents (T.T.)*
<Rin> to allow me to live with her for several months without any
complaint.

M (TS to live with <Rin> by <Ploy>’s advice. "S<Ploy>
(T Ty my close friend [who learnt at International University of
California in US.A.] "Last time (M.T.T.)> <Ploy> had |come back™ to
Bangkok to visit her friends'group, P*which (T.) ‘includeciM7 me, "“she

T.T.)7 introduced® me to Dan. "8He (T.T.)®® was®!!| my old boyfriend [who
y 4 L

changed my life foreve

rl.

D1 Whenever 1 infants (M.T.T.)’, "they always me
remember the greatest plan of my heart. ™I (T.T.)"” always tried
it. “'They (T.T.)® me think of my first pregnancy and
my first child [who died in my belly]. = (T.T.)* didnt want fo chink*® Jof
it P2 pecause (T.)° it (T.T.)Z my terrible experience. I (T.T.)* hate
to feel™™4 guilty *and A1) blame on myself everyday. T (T.T.)* didn't
want ko knowM™N 2oand (T A1 didn't want to)? the truth
0231 ehar (T I (T.T.) jgot abort®] my first child with my own doing and
decision P*2afthough (T.) it (TT.)* LVL“R_B, my fault.

2T (TT.)* had my own child again in my second pregnancy
without intention. "¥This pregnancy (T.T.)% me a daughter »bur
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(T.) she (T.T.)* with me just two months and (T.)'' 2 (she)® was

because of her mental handicap [that had been caused by my
smoking]. ' These painful experiences (T.T.)* still followed lEo haunt™™N'| my
mind often P! although (T.)** it (T.T.)* had Ihappenedw“l so long ago.

At that time (M TT.), T hoped™™§ P*2¢har (T.)** one day (MTT)1
would a chance to be a good mother for my new child and a good
wife for the person [who had real love for me]. ™I (TT.)** would
everything in exchange for the real love, " which (T.)* I (T'T.)* .

PUSATH)S when 1 a chance to have my lovely son Jayda
(MTT)e, ™ (TT)* he*(him) the same name as my first daughter
[who had died].

B Another person (T.T.)%, PSwho (T.)' from that time,

<my father>. “He (T.T.)* alone in a small wooden house in
Bangkok-Noi. ¥"<My father> (T.T.)¥ a middle age man [who was
forty-three years old]. **He (T.T.)* a thin man [who has curly hair].
*His body™ (T.T.)* 82 tan ¥and (T.)" his skin™ (T.T.)*
“He (T.T.)" older than his age. **His face™ (T.T.)*

serious.
W (TT.)» not fresh as usual. *His face™ (T.T.)*
wrinkles from tension.

Everyday (M.T.T.Y, in evening he always on his marble chair
[which was in front of his home] "*and (T.)'8 A (he)* started
alcohol. W<My father> (TT.)* alcohol for a long times. **My
mother (T.T.)* used to me "#rhar (T.)"° she (T.T.)*” didn't [ikeMEN <my
facher>’s drinking "** bur (T.)** she (T.T.)* couldnt tErohibithﬂ him. *°Maybe
(1)! this (TT.)* * one reason PMrhar (T.)* <my mother> (TT.)®
couldnt [rolerateM™!  <my father> D2pefore (T.)** they (T.T.)"
se?aratedM“. 51<My father> (T.T.)%? realizedM™N!!| P51 chgr (T.)% he (TT.)%
was®?q not a good father for me **2since (T.)** he (T'T.)* llo_stB_"] me last time.
52He (T.T.)* always of his careless mind to me. ®*He (T.T.)*® was
so much P*'because (T.)* he (T.T.)¥ didnt know™™N5
D332 yhere (T.)2 T (T T and 2533 fow (T T (TT)® lived™]

At those time (M. T.T.)? when*1 twenty years old. ¢ (T.T.)*®
my birthday on 20 April 1995. P51 Although (T.) it (T.T.)
many summers ago, **I (T.T.)** could [remember™™" it P**2as rhough (T.)* it
(TT last summer. "There (T.T.)** was*] a birthday party at my

home "'because (T.)° T (T.T.) |failed™™ 1 an old plan °?zhar (T.)* 1
(T.T.y® would my birthday party at my friend’s condo. P Before

rough.

many
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my party would arrive (MT.T.), ®*<my father> had gone to Hua-Hin B
an instructor’s ordinary meeting of Thammasat University. <My
father> (T.T.)* me *°thar (T.)** he (T.T.)*® would |come back™*| home
on 21 April. “Bur (T.)* he (TT.)® came back™*| home before that date.

Dol When <my father> came back™*| home (M.T.T.)'°, *'he me sleep

on the sofa at the corner of the living room. '2Next on the floor (M. T.T.)",

he jsaw™*| my boyfriend [who slept nearly me]. *And (T.)** my other friends
(TT)™, they EleBtM3(1 on the floor too. **There (T.T.)" a lot of trash

and bottles of alcohol on the floor.

085 When <my father> [saw™| whar had |happened™™] when he (T.T.)
Ras“zln’t be* here (M.T.T.)"2, “Shis faceM }tumedm% red. ““Suddenly (T.)* he

voice™ (T.T.)" was®* trembling angrily. "I (T.T.)"” seemed™™'9 as a roar.
71“Pin (1.)2 [Wakes up™, my bad gal (T.T.)* "*<my facher (TT.)"
oy

7T (TT) was® woken up with his loud voice. ™I (T.T.)* was

Frightened™N 07y hen (T T (TT.)2 him.

“Pin! "sWhat (L) §*9 a hell (T.T.)® thar> "It (T.T.)* £ not funny
for me, ok? ""What (L.)* jare®*| you (T.T.)* doing?” "*<my father> (T.T.)%

angrily "and (T.)7 A (he)® looked™?¥ at me with his cruel eyes.
“Dad! (L) ™I (TT.) didnt anything wrong. ™It (TT.)*

’t like something [that you think]. ®**There (T.T.)* ’ just a party
here,” ™ (T.T.)* said"| loudly with a bad mood. ®He (T.T.)"
upset. B (TT.)? knew™M™N1§ D85Lrhar (T <my father> (T.T.)*

me

me to drive my friends out his home P®2because (T.)* he (T.T.)** didnt
my friends’group. ®*He ('T.T.)* always 86 thar (T )%
my friends (T.T.)* would me in to a bad way of life. "He (T.T.)”
my gang so much. "He (T.T.)*® didn’ me "/ spire
of¥(even_though) (T)" 1 (TT.)” [was* his own child. ®He (T.T.)™
0% thar (T.)2 1 (T'T.)™" should not [do**] this thing. ©*/n spite
of* (Although) (T.)* I (T.T.)"*? didn any bad thing except leading my
friends to home, "<my father> (T.T.)1®® me to be a bad girl. ']
(TTyres about suitability of Thai women’s behavior from my father.
"He (T.T.)' [rold"] me P**'thar (T.)* in Thailand (M.T.T.)"%, Thai woman

a guy in to her home P**?because (T.)* it (T.T.)!*

not appropriate for our culture.

should not
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%3 Bue (T.)* at that time (MT'T)™ 1 |;houghtMENZS D% thar (T.)Y <my

father>’s advice (T.T.)"’ a just justification. ™I (T.T.)"® believed™™>q
D4l thar (T.)*® <my father> (TT.)'” done everything P**2because

(T)* he (TT.)' lEatedMEN27 all of my friends.
SAnd (T T (TT.)'M |v‘:hought:"’“"‘NZB 95U ehar (T.)* his teaching (T.T.)''2

was“E a stupid and ancient thing P*?because (T.)** I (T.T.)™

him as a conservative man.

"From this situation(M.T.T.)", it me lose face so (T.)* 1

(T.T.)m angry with my father so much. ™Finally (T.)*, I (TT.)''
to run away from him P®after (T.)** I (T.T.)"¢ had
with him in our last fight.

U9l Afeer (T)* I (T.T)' had him for several months, “’my
father('T.T.)!® l;ealizedMEm‘i D92¢har (T.)% in fact all of the problems (T.T.)!"°
cameMS‘j from his fault. P Because (T.)*® he (T.T.)'* would Ilike to push™s!
his responsibility away from himself, "*he (T.T.)"?' always |complaineclBIS
Wland (T.)* A (he)® often made me bad. "2He (T.T.)*? never

193or (T.)% A (he never) finstructed®q me. P'*For example (T.)*!,
when 1 a problem (M. TT.)', "<my father> n time to
M55

listen to my problem "®or ('T.)** A (my father never)® me a chance
to explain. "*He (T.T.)'# disregarded'“; the real source of the problems,
e which (T.)*° had IhappenedM5—6|. Ho7e (TVT.)! his own fault "% bur
(T)** he (T.T.)'* sull tried ]Eo avoid™¥| his responsibility by blaming me.
10T (TVT)t2e because of his careless mind and neglect of me.

Ho<My father> (TT.)™¥ didn' police about my
disappearance "% because (T.)*° he (T.T.)!# PU02rhar (T)* he
(TT)y=* the person [who made me run away from him]. "'And (T.)¥
he (T.T) Ol ghar (T.)* 1 (TT)™ fwas®] not in a dangerous

place certainly.
Puzl Whenever <my father> [thought™™* of some troubled things

(M.TT.)" P"22thar (T.)° had happened™}, "Zhe (T.T.)"*? would

PH=3thar (T.)° he (TT.)"* shouldn't fcurse®®| "3and (T.)"! A (he shouldn't)’
blame"] me last time. P! 7£(T.)? he (T.T.)"* had listened toM(’ﬂ my problem

Pi42and (T.)7 M (he had)™® me to solve it, "I (T.T.)"*> would not
have [to run awayM"Et from him. "©It (T.T.)1% this painful, memory of

his life, P which ('T.)"* [led™*] him thinK of <my mother> [whose name was
Thida]. "*She (T.T.)"¥” had in a car accident in San Jose, California

two years before. ""<My father> (T.T.)"*® wanted to <my
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mother> for his neglect of us.

M8<My father> (T.T.)'® saddened so much P"'$! because (T.)
he (TT.) DUS2har (TS he (TT)* ago. "*Now
(MTT)® 1 one more person [whom <my father> had lost].

P120Since (1.7 T (T.T.)"** had from home, "*<my father>
(TT)™ always felt™™ serious. "2'He (T.T.)"** didn’ anything as
usual. "#He (T.T.)™S started |drinkinng’7] more than he used to.

"#Next month (M.TT)", T was 'going to restartM"*‘] my study in next
semester at Bangkok University P23 because (T.y® T (T.T.)"* from
Wat, P32who (T.)7° ng my friend **3¢har (T.)* a registration (T.T.)'*
would be come in™* soon. "I (T.T.)“ W not surprised about a
problem [that I got]. "*The registration (T.T.)"* was comingwfl soon 2 hur

TR T (T didn'’t haveRss enough money to pav the tuition fee. "27.Sp
g y to pay

(T)*2 I (T'T.)'S! had o find™’| some job for earning. "#*I (T.T.)!s2
P28 har (TR T (T.T.)' could ?orrowwﬂ’ some money from my best friend

Rin or other friends, " bur (T.)* I (T.T.)"* didn't ’want to disturbﬁol anyone,
especially <Rin>.

] (TS was by my experience. ™' (T.T.)' had
many things from my mistake. "3 (T.T.)'¥ attempted [to restartW"l
my life again.

"The other thing [that I would like to reset] (T.T.)'® <my
father>’s feeling. "**He (T.T.)™*° still saddened by the past. '"*He
(TT) seill so much. "™Both of us (T.T.)*! different life
styles according to our separate lives. P Although (T.)* we never the
same perspective (ML T.T.)*, "¥something [that we had exactly the same]
(TT)e2 the experience for learning from the hardships of our lives
W8and (T.)* we (T.T.)'** wanted a new chance to rebuild our

relationship.




