THE DEVELOPMENT OF A CONTENT AND LANGUAGE INTEGRATED
LEARNING COURSE TO ENHANCE CULTURAL AWARENESS AND
ENGLISH COMMUNICATION ABILITY OF THAI UNDERGRADUATES
IN THE INTERNATIONAL PROGRAM

Miss Khwanchit Suwannoppharat

unAndauazuiludoymDikssration Submittet fPartarPubitBRY oFtha IRaquiraments ™ (CUIR)
for the ﬁégmhﬁ@@@ﬂmﬁ&ﬁﬁﬁmﬁw%@ﬁﬁdmmghﬁmﬁmﬁmﬂJnf’émational Language
The abstract and full text of theses from the academfdiiexeisEiplinany BregERam University Intellectual Repository (CUIR)

are the thesis authors' files submitte@WB@%%%iversity Graduate School.
Chulalongkorn University

Academic Year 2014
Copyright of Chulalongkorn University



Y [
MINAUITIBINMNULLIY TSI Az MB e uai 9mMsasening Tulasssu
HALANNENINTINNMIUMS ToTTMEIsIngudmSminanu Ine

szavfsygiugalundngasuinma

uNaNYIYIAd gasTaunsad

a e’y o

FnndnusiifludiunilovesmsfnumundngasSyapAadmansquiiuda
AT UM BNNUINA (FrenuIv)
Vadiaineds 3nainsaiumineds
Umsdnu 2557

'
a a A J a @
AUVANTUDIPWIAINTIUNNIINYIAY



Thesis Title

By
Field of Study
Thesis Advisor

THE DEVELOPMENT OF A CONTENT AND
LANGUAGE INTEGRATED LEARNING
COURSE TO ENHANCE CULTURAL

AWARENESS AND ENGLISH
COMMUNICATION ABILITY OF THAI
UNDERGRADUATES IN THE

INTERNATIONAL PROGRAM

Miss Khwanchit Suwannoppharat

English as an International Language
Associate Professor Sumalee Chinokul, Ph.D.

Accepted by the Graduate School, Chulalongkorn University in Partial
Fulfillment of the Requirements for the Doctoral Degree

Dean of the Graduate School

(Associate Professor Sunait Chutintaranond, Ph.D.)

THESIS COMMITTEE

Chairman

(Associate Professor Supanee Chinnawongs, Ph.D.)

Thesis Advisor

(Associate Professor Sumalee Chinokul, Ph.D.)

Examiner

Examiner

External Examiner

(Associate Professor Chaleosri Pibulchol)



v a

v i1
Wigidad gassuunial | msiaseinaweuysamsiienuaz e  uaiinisaseming lu

o 9 4 o o v o o o A o
muﬁiiuuazmmmmmmqmumiﬁ@msmmmﬂqy’mmuuﬂ?rﬂy1"lwﬂizﬂuﬂ?qmgmmcnﬂﬁluwaﬂqm

UIUI%1A (THE DEVELOPMENT OF A CONTENT AND LANGUAGE INTEGRATED LEARNING COURSE
TO ENHANCE CULTURAL AWARENESS AND ENGLISH COMMUNICATION ABILITY OF THAI
UNDERGRADUATES IN THE INTERNATIONAL PROGRAM) 8.fi3nuiinenfinusndn: sa. as.qua 31u

na, 204 wih.

o v o

nuATuFul ﬂm%uimﬁqqumﬂfflumiﬁmmimﬁmmmmaymwnmf’jawmazmwﬁmﬁ%m%’wqmi
asgmindluausssuazanuamsanediumsfocsmmsangudwminindnmn InessduS aaniudalundngas
TRIREEE Lﬁaﬁnywaizumauﬂﬁﬁwmﬁfﬁﬂnmmmmﬂsmmmﬁawmazmnuﬁmﬁ?m%’wmsmzwﬁ’ﬂg”iui’muﬁﬁuuaz
mmmmmmqﬁ'mms?{ﬂmimméﬁﬂqya"m%”uﬁﬂﬁﬂm”lmﬂizﬁ"‘uﬂ?ﬂgﬂunﬁwﬁm’lumﬁ”ﬂqmmmma iveszidiu
ﬂi:?m%wasuaaim‘immmmmﬂsmmmﬁawma:nmuﬁmﬁ‘%uﬁ%’wmim:wﬁni’iumuﬁﬁmm:mmmmmmaﬁ'm
mstemsnsaingudminAnug uaziednmanuAaiurenindnua zﬁaar‘fvim‘immmmyimmmf’jawmaz

muueEsuasImIaszming lutausssunazaNua s an AN Ao 13N 1INy

ao £ g Ao o % 2 o o = Ao '
Qqu'Jﬂﬂﬁ!ﬂuﬁ']u'Jﬂﬂllﬂzwwu'] ‘?\iﬂﬁgﬂﬂua?ﬂﬁﬂﬁgﬂuﬁﬂuwaﬂ ﬁa DITNANUITIYIVT LIS NITIVY (LL']J‘UﬂqllLafJ'«]
o 1 o 2 o A 2 & 3 o a 4
jﬂﬂ@uuagﬂaﬂﬂWiﬂﬂaﬂﬂ) sllu9’]f’)uL!jﬂﬁfniﬂuuufniﬂHJﬂi3U'JufniLlﬂﬂslluLlﬁ$'Nﬁ]iﬁslluiuﬂ15wmu15183%1mﬂ\uﬂiwﬁ
v K v ]
(2000) N'ﬁﬂ']ﬁ'Jﬂﬂﬂ']ﬂﬂi3‘”'31:!ﬂ'ﬁllﬂﬂ‘Uuﬁ\?Nﬁ@]f’)ﬂ'ﬁ'J'NL!,WL!llﬂ3ﬂ'ﬁaaﬂl!llﬂﬁ']fJ'J‘]f']iﬂ']iJllu'J‘iJvﬁm']ﬂ']ﬂﬁﬂw‘]llﬁgﬂﬁl‘ﬂ'] ‘?Nﬁll

) 4 ' 4 o ° o s a
ﬁ]WﬂﬂWiiﬁﬂWﬂ1ﬂﬂﬂ31M‘Ui‘U‘ﬂ ﬂf’)ﬁ}’wﬂWﬂ%ﬂﬁWIﬂﬂ’ﬂﬂJL%ﬂ ﬂWiﬁWi'ﬁ]ﬂ’nﬂJ(g]’ﬂ\iﬂﬁ ﬂﬁﬂTWuﬂLﬂTﬂﬁﬂmLaS'N]Q“]JisﬁﬂﬂiWﬂ'J"lﬂ

¥ !
ﬂ']iﬁ%}'lxiﬂif’)ﬂ!ﬁa‘l’iﬁ']ﬂ’l‘lﬂ MINATOMITIU MIIATTVVTIEIN uazmsnaunumsianalszdiuma

v
Y T Awv A A o

v 1
NRAUAIVYNUDINTIUIYU ND uﬂﬁﬂm"lmi:ﬂuﬂ?numunummm yullfaos I U0nn LI HangasuIUIBIA

a s a o a 7 a ) % a -4
AucAalmans YNNG EFVAIUATUNT 'JT]fJ']L‘U@]W']ﬂiWﬂJU UIU 24 AU G']?\1[%ﬂuﬁ']fJ'J‘]ﬂ(?]'lllLlfl«l’J']a‘lﬁ‘f,]/l']'ﬂ']iLﬁi)"l’i']Ll,ﬁgfl'l‘kl']

Furedrusesalugatlamen

A4 A aw ¥ = ' 3 A 4 A A4 A aou A

lﬂﬁﬂ\?ﬂ@ﬂTﬁ?ﬁ]ﬂiuﬂJuﬁ@uﬂﬁaﬂg‘ﬂllﬂﬂﬂﬂﬂ!ﬂuﬁﬂﬂﬂﬁ$!ﬂ°ﬂ D IATDINDNITADU LASIATOINDNITIVY TONIT

a dy L o 2 = ' v A Y
ﬁ’l’)u51ﬂ’JG]ﬂG]1Ullu"lﬂuimﬂlﬂﬂlituﬂﬂﬂtﬁgﬂwy11“]5‘114fﬂiﬁﬂuuﬂﬁﬂﬁﬂl"l miL‘lﬁ'EJ‘]JWIEJ‘Uﬂ:LLuuVIﬂﬁfJUﬂfJuLLazmeiﬂugﬂ%

F T
GluﬂWi’Jﬂﬂigﬁ'ﬂﬁWﬁéll@\‘1518’3“]51@”“Ltuﬂu5m1ﬂ1ilﬁﬂﬂ1LLﬁ$ﬂ1H1 Lluﬂﬁﬂﬂﬂ1uﬂiglﬂuﬂulﬂuﬁﬂaﬂﬂﬂﬁiﬂigﬁuﬂiiu
k4l
i@uﬁﬁﬁﬂgﬂi%’iuﬂ'lﬁﬂﬁilﬂﬁ@ﬂﬂ'ﬁ(ﬂigﬁﬁ/ﬂgiufmuﬁﬁiuﬂ]ﬂﬂﬁ/ﬂﬁﬂﬂﬁm ﬂ@uLmeﬁﬁﬁﬂui18’;‘]51@1111&1‘!’3‘15‘15m1ﬂ1i!.ﬁ8m
<4 a a g o '3 s a g o '
HagnIuI u@ﬂﬂWﬂﬁ LUJUﬁ@uﬂWﬂﬂiz!ﬂJuﬂ'ﬂﬂﬂﬂn’iuLLﬁzﬂWiﬁuﬂWHmQﬂi%iuﬂ15?ni3%ﬂ')1uﬂﬂlﬁum@ﬂuﬂﬁﬂy1ﬂg1]

I T S a 1 { o 2
m'mamﬁfnnmm'ﬁﬂmmuu'nil"immmﬁamua:mmﬁwmmmu

wamsaseuaasliiiuinindnu auledeudmedmSansssy ua:im%mmumyimmﬁLﬁawmazmmﬁ
YszdnTramizazuuuunade UNaITeUgInIIAzINNIINATeUAB U T suBE 19N TBd ATy weNING AZIUY
mmﬁannmmsmzwﬁﬂi’“lu'i”muﬁsswﬁqﬁﬂuﬁEﬁﬁmm111umysmmmﬁawmasmy1qaﬂimsuuumimwﬁﬂg“lu
Sausssudeuousiwinil uazindny ﬁmmﬁmﬁuiuLGTNUanL?;mr‘fmm%mmmmmammmﬂfamuazmy1‘?%
vi”mu1%14LﬁaLﬁ%uﬁ%’mﬂ15mi;“,wﬁﬂj;”“lufﬁuuﬁsimmsmm'mmiamw’ﬁuﬂﬁ?}@mimmﬁmqy NRaM3IeAInan ayl
'lﬁ'aﬁmiﬁ'mmiw’iﬂmmmmyjmmﬁﬁiamuazmmqhsjﬁwmmm5:wﬁn§°l.uj”mu:ﬁmmzmmmmmmqﬁmmi

. > ) o N 1 ¥ 2 9
ﬁamsmmmnqy"l@’f ANUU %Qﬂ’ﬁﬁﬂﬁWGMHﬁWEJ’J“HWHiJLLu’JL,]im1ﬂ15£ﬁﬂ1’i1Llﬁ$ﬂ1‘H1ﬁLWiﬁJ1ﬂﬂlu

A a

a o = a a
A1V mmmnqmﬂummmuwm awile¥etidn

Imsfnm 2557 aeile¥e 0. nf3numan



# # 5487756020 : MAJOR ENGLISH AS AN INTERNATIONAL LANGUAGE

KEYWORDS: COURSE DEVELOPMENT / CONTENT AND LANGUAGE INTEGRATED LEARNING / CULTURAL

AWARENESS / ENGLISH COMMUNICATION ABILITY / THAl UNDERGRADUATES / INTERNATIONAL PROGRAM
KHWANCHIT SUWANNOPPHARAT: THE DEVELOPMENT OF A CONTENT AND LANGUAGE
INTEGRATED LEARNING COURSE TO ENHANCE CULTURAL AWARENESS AND ENGLISH
COMMUNICATION ABILITY OF THAI UNDERGRADUATES IN THE INTERNATIONAL PROGRAM.
ADVISOR: ASSOC. PROF. SUMALEE CHINOKUL, Ph.D., 204 pp.

This research study aims at developing a Contentand Language Integrated Learning (CLIL) course to enhance cultural
awareness and English communication ability of Thai undergraduates in the international program. The objectives of the study
were: 1) to investigate how a CLIL course can be developed to enhance cultural awareness and English communication ability of
Thai undergraduates in the international program, 2) to examine the effectiveness of the CLIL course to enhance cultural awareness
of Thai undergraduates in the international program, 3) to examine the effectiveness of the CLIL course to enhance English
communication ability of Thai undergraduates in the international program, and 4) to investigate the opinions of Thai
undergraduates in the international program towards the developed CLIL course to enhance cultural awareness and English

communication ability.

The study is a research and development design study involving two phases: course development phase and research
phase (a single group pre- and post- test research design). The first phase was processed following Graves (2000)'s eight-stage
process and four-stage cycle of course development. The results from the eight-stage in the course development process influenced
on what was planned and designed in the CLIL course. It started from defining the context and following by articulating beliefs,
assessing needs, formulating goals and objectives, conceptualizing content, developing materials, organizing a course and

designing an assessment plan.

The samples of this study were 24 second-year Chinese-major Thai undergraduates in the international program,
Faculty of Liberal Arts, Prince of Songkla University, Hat Yai Campus. This group of students studied the CLIL course as an

intensive course in their semester break.

The research instruments in the second phase were categorized into two categories: instructional instruments and
research instruments. CLIL course teaching materials were used to teach Thai undergraduates in the international program. To
examine the effectiveness of the CLIL course, pre-test and post-test scores were compared. The cultural awareness self-assessment
questionnaire was also used to examine the pre- and post-awareness of culture of the research samples. In addition, the opinion
evaluation questionnaire and interview protocol were used to determine the research samples' opinions towards the developed CLIL
course. Thai undergraduates in the international program were also interviewed to investigate their in-depth opinion towards the

developed CLIL course.

The findings of this research study revealed that the undergraduates in this study were interested in learning culture,
and the developed CLIL course was effective. It was found that the post-test scores of the research samples were significantly
higher than the pre-test scores. Moreover, their post-cultural awareness scores were also higher than the pre-cultural awareness
scores. Furthermore, they had positive opinions towards the developed CLIL course to enhance their cultural awareness and English
communication ability. Based on the findings of the study, it is recommended that more CLIL courses for Thai undergraduates in

the international program and in other disciplines should be developed.
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CHAPTER ONE:

INTRODUCTION

This chapter introduces a research study conducted in Thailand. It aims to
develop a Content and Language Integrated Learning (CLIL) course in order to enhance
cultural awareness and English communication ability of Thai undergraduates in the
international program and investigate their opinions towards the CLIL course so as to
help them improve their English communication ability. This chapter describes the
background of the study, rationale of the study, research questions, research objectives,
research design, and statement of hypotheses, scope of the study, definitions of key

terms and significance of the study.

1.1 Background of the Study

Globalization is a focal factor causing the boundless world. It results in the
uniqueness of economy, education, technology, science, media, diplomacy and global
networks; therefore, English has been used as a Lingua Franca (ELF), a means of
communication among people who have different first languages and cultures (Marsh,
2006; McKey, 2003; Sharifian, 2009; Sharma, 2008). As a result, it is an important
vehicular language to help people understand each other, exchange and share their ideas
and identities (Graddol, 2006; Kumaravadivelu, 2012; Nga, 2008; Sharifian, 2009).
In addition, it is also accepted as the official or semi-official language and education
priority in almost every country in the world (Crystal, 2003; Nga, 2008). Accordingly,
English proficiency is increasingly perceived as an advantage and demanded in
education and career paths (Krachu & Nelson, 2001; Seidlhofer, 2004; Wachter &
Maiworn, 2008; Wilkinson, 2004).

The English language is a core language of any media in business, academic

and entertainment such as textbooks, academic journals, research articles, newspapers,



magazines, music, advertisement, and other educational sources and documents
(Crystal, 2003; Nga, 2008). English language is also demanded as a medium of
communication (Cummins, 2005), especially in international business and education,
and the English language proficiency improvement is an important key to certify the
advantage from the economic and academic liberalization in all areas (Pengnate, 2013).
Consequently, English language is increasingly used as an instructional language at any
educational levels in most countries in the world. Particularly in higher educational
level, English is used as a medium of instruction and to access to knowledge since a lot
of textbooks in any fields are written and published in English more and more.
Furthermore, there have been more connections and cooperation among educational
institutions all around the world (Graddol, 2006; Seidlhofer, 2004; Sharifian, 2009;
Wilkinson, 2004). To serve the necessity and demands of using English, English
courses are developed and improved since education is a primary source of English
development and improvement in order to prepare the students or people who are
interested in developing or improving their English skills for the real world with high

demand of English proficiency.

Additionally, Thailand is one of member countries of Association of Southeast
Asian Nations (ASEAN) in Southeast Asia. The English language has been playing
more and more important roles in the ASEAN countries (Association of Southeast
Asian Nations, 2009). Due to the Declaration on the roadmap for the ASEAN
community (2009-2015) emphasizing an attempt to establish a single market and
production base among ASEAN countries (Association of Southeast Asian Nations,
2010) to be the competitive economic region, reasonable economic development and
integration with the international economy, in which English is an important language
for communication among people in the ASEAN community, English is also called
Asian language (Association of Southeast Asian Nations, 2009, 2010; Baker, 2012a;
Kirkpatrick, 2010), a medium of communication among Asian people in ASEAN

countries.

Thailand is not the same as other countries in this region that use English as a

second or semi-official language such as Malaysia and Singapore since Thailand was



not colonized by the British or any other European power; therefore, there was a short
history of English language contribution in Thailand. On the other hand, Thailand is a
famous country in hospitality and tourism industry. Thailand Total Occupancy Costs
for offices is also extremely cheaper than other regional competitors, and Thailand is
ranked at No. 18 out of 185 on the countries’ ease of doing businesses, which are good
characteristics for investment (Kongkerd, 2013; Ministry of Industry, 2013).
Aforementioned, it is not too difficult for several international business cooperation and
organizations to select Thailand as their business destinations. As a result, Thai
government targets to be the Regional Operating Headquarter (ROH), the business hub
and center for production and regional outsourcing, in which English communication
skills are basically demanded. For this reason, English proficiency for communication
is a basic advantage for people seeking job opportunities or furthering higher education
(Anyadubalu, 2009).

English is the first foreign language Thai students have to study in all
educational levels for at least twelve years in primary and secondary levels, a
compulsory education (Noom-ura, 2013; Samawathdana, 2010; Watanapokakul, 2006).
On the other hand, an English course development to serve the demands of stakeholders
such as teachers, students, guardians, educational institution administrators,
entrepreneurs, higher education institutions or even career sectors is not an easy event,
especially when it is done in the countries where English is used as a foreign language
(EFL) causing unsupportive environment. Thailand is one of EFL countries where
English is used in only some specific contexts (Kirkpatrick, 2010). Although it has
increasingly been used for communication in many organizations, it is not widely used
in the real society, in which Thai language is a national and official language. The
majority of Thai people still spend most of their time each day in the non-English
communication society. There are not many opportunities for them to use English in

daily life.

According to EF English Proficiency Index (2014), Thailand is ranked at the
55" of the world very low proficiency index from 60 non-native English countries.

English language development and improvement therefore seems to be very important



for Thai EFL people. It is obvious that high level of English proficiency is extremely
demanded in Thailand. In addition, the establishment of international programs in
several educational institutions helps confirm the importance of English skill
development since the international programs have rather been popular in Thailand with
the belief that studying through the use of English as a medium of instruction provides
good opportunities to get priority in higher education and future career, although the

cost of studying in the programs is pretty high (Costa, 2009).

At present, learning English is not only beneficial for learning linguistic
competence of the native speakers as it was in the past but also learning culture of other
people and getting benefits of technology, commerce, military, politics and education
internationally (Krachu & Nelson, 2001; Smit, 2010; Wachter & Maiworn, 2008).
As the world has been more globalized and people from all around the world are in the
same circle, knowing only language is insufficient. Zhu (2011, p. 119) expresses that,
“the more you know about a certain culture, the better the chances for effective
communication.” Not only English proficiency development is important for people in
this world, but also culture should be emphasized because language and culture are
intimately linked as people have different linguistic and cultural background
(Kumaravadivelu, 2012). Everyone has to learn culture, and it involves patterns of
everyday life. As a result, the study of language is intimate the study of culture and vice
versa (H. D. Brown, 1994; Seelye, 1993). Furthermore, cultural awareness should also
be emphasized because it is the foundation of communication and involves becoming
aware of our own cultural values, beliefs and perceptions (Quappe & Cabtatirem, 2005,
p. 11) that aim to encourage participants’ understanding towards cultural aspects, which
are universal and specific (Chen & Starosta, 2003). It is necessary to acknowledge the
cultural context when teaching the language. In addition, the language learners must
understand the language communication as a cultural process and to be aware of their
own culturally based communicative behavior and that of others (Baker, 2012b);
consequently, integrating cultural awareness into classroom where English is used as

an EFL with authentic materials and alternative assessment is crucial (Chien, 2013).



Subsequently, both teachers and students need to understand cultural
differences to recognize that there are differences among people in the world between
groups and culture (H. D. Brown, 1994). In language classroom, the students are ideally
able to learn both the language and its cultural context that are interconnected. All
students need to develop the cultural understanding, attitude, and performance skills
needed to function appropriately within a segment of another society and to
communicate with people socialized in that culture (Risager, 2007; Seelye, 1993).
Furthermore, the increase of cooperation and communication across culture is one of
the core development of globalization (Sudhoff, 2010) causing foreign language
classrooms become more multicultural. The good teaching practices should thus
enhance cultural awareness and promote cultural understanding for international

communication while developing language skills (Rodriguez & Puyal, 2012).

1.2 Rationale of the Study

At tertiary level, English is a compulsory subject for Thai EFL undergraduates
to complete the degree throughout the curriculum (Samawathdana, 2010;
Watanapokakul, 2006). Accordingly, English skill improvement is needed at the
university level because Thai EFL undergraduates do not require only English skills for
their study at higher education but also their lives in present international community.
The weaknesses in English skills of Thai EFL undergraduates may cause the loss of

jobs or find it difficult to study or work.

Prince of Songkla University (PSU) is one of Thai universities that provide
international programs for the undergraduates due to high demand of English
proficiency. One of the international programs at PSU is the 2+2 Chinese International
Program. The 2+2, a part of the name of program, means the undergraduates in this
program have to study at PSU in Thailand in the first two years and the last two years
of them will be spent in a university in China, Shanghai Jiaotong University or Beijing
Language and Culture University. As it is the international program majoring in

Chinese, both high level of English and Chinese proficiency is expected after the



graduation since English is used as a medium of instruction in other non-major courses
taught in the program. Only two years to study three compulsory English courses and
five general courses at PSU seemed not to be sufficient for Thai undergraduates in this
program to have high level of English proficiency. The program and faculty
administrators realized this problem; therefore, several intensive English courses have
been provided in order to help the undergraduates develop and improve their English
skills and proficiency. Unfortunately, those intensive English courses were not
effective, which resulted in the absence from classes.

The reasons why some Thai undergraduates in the international program did not
give much importance to the intensive English courses provided by the faculty were
expressed by the undergraduates during the interview in the Needs Analysis (NA)
process towards studying in the intensive English courses that those intensive English
courses were extracurricular courses that do not affect their grade in the evaluation
system. Additionally, the courses were designed based on the purposes of Chinese
International Program and faculty without doing the NA to investigate the students’
needs, strengths and weaknesses. Some of those courses emphasize learning English
for academic purposes with an aim to help the students deal with tasks and activities in
the general courses taught in English. Nonetheless, they preferred to develop their basic
skills before learning academic skills, that is, they did not think they were ready for
academic skill development. The undergraduates told the researcher that this caused
them have low motivation to learn those intensive English courses since those courses

did not affect their grade and did not serve their needs.

In conclusion, the provided intensive English courses did not completely serve
the needs and interests of Thai undergraduates in Chinese International Program. The
emphasis of academic purposes in some intensive English courses seemed to
demotivate them to learn since it was too difficult for the undergraduates who were not
good in English to learn academic content and develop academic skills. As a result, the
new intensive English courses designed to deal with this situation should be based on

the students’ needs and interests, and match their English proficiency level.



Furthermore, it must increase the learning motivation of the undergraduates so that the

course will enable them to improve their English ability.

In the international world, teaching and learning language always presents
cultural dimension because teaching and learning a foreign language cannot ignore the
culture (Risager, 2007; Seelye, 1993). In the international community, Thai people
probably have to interact with other people from multilingual and multicultural
background. English skill improvement of Thai people becomes insufficient if it is
learned without learning about culture since they are among people in the international
society (Baker, 2012b). Therefore, Thai undergraduates in Chinese International
Program’s English language skills have to be improved and developed urgently, and
cultural knowledge should be emphasized in the classroom in order to encourage the
students’ cultural awareness. Due to the time limitation (2 years), the teaching approach
applied in this study should emphasize content, language and culture because they are
going to study in China in their last two years of study, which they will face with
different cultures in their lives in there in the last two years of their study. Basically,
cultural awareness should be focused because it enables the undergraduates to
understand the target language communication to be aware of their own culture and
others’ for communication, which may be useful for them when spending time for two
years in China. Accordingly, cultural awareness is another issue should be focused in

English classes.

As English has been functioning as an EFL in Thailand, English communicative
skills are principally crucial. Listening and speaking skills seem to be the first
communicative skills Thai people have faced, especially in the hospitality and tourism
industry. In addition, the increase of international investment probably causes the
establishment of new offices, companies, factories of international investors in
Thailand; therefore, English reading and writing skills are also important for working
in the office or contact with the business partners through English documents. Due to
international connection and cooperation among educational institutions around the
world, there have increasingly been exchange programs of both students and
educational staff between Thai educational institutions and international institutions,



English communication skills in education is also necessary. Baker (2012b), Richards
and Rogers (2001) and Seelye (1993) state that people learn better when they acquire
information through subject matter. Therefore, there are three main key words to be
considered for selecting an instructional approach for an English course development
to enhance cultural awareness and English communication ability, cultural awareness,

English used as a medium of instruction, and content and language integration.

Content and Language Integrated Learning (CLIL) approach was then selected
for course development in this research study. CLIL is an innovative teaching approach.
It is, ““a dual-focused educational approach, in which an additional language is used for
the learning and teaching of both content and language” (Colye, Hood, & Marsh, 2010,
p. 1). It is seen as an umbrella term for those approaches in which some forms of
specific and academic language support is offered to higher education students in order
to facilitate their learning of content through that language (Mephisto, Frigols, &
Marsh, 2008; Nowak, 2011). The additional language is a foreign language of the
learners. It refers to educational setting where a language other than the students’
mother tongue language is used as a medium of instruction (Dalton-Puffer, 2011;
Dalton-Puffer, Nikula, & Smit, 2010; Dalton-Puffer & Smit, 2007; Delanoy &
Volkmann, 2008; Jappinen, 2005; Nowak, 2011). Common of the European
Communities (2005) states that “the CLIL approach opens doors on languages for a
broader range of learners, nurturing self-confidence in young learners and those who

have not responded well to formal language instruction in general education.”

According to Coyle (2011), Colye et al. (2010), Dalton-Puffer et al. (2010),
Eurydice (2006), Garcia (2012), Graddol (2006), Martinez (2011) and Nikula (2010),
CLIL is an ultimate communicative methodology involving active participation of the
learners in developing their latency for acquiring knowledge and skills through a
process of inquiry and by using complex cognitive processes and means for problem
solving. It is the most updated teaching approach emphasizing the functional roles of
language in learning content and language aiming to achieve a dual-focused form of
instruction. It emphasizes on what to teach and how to teach content. It boosts the

students’ cognitive engagement and creative thinking development. In CLIL classroom,



the target language becomes the medium of instruction and communication. Language
knowledge is a means of learning content. It emphasizes the attempt to increase
motivation and the study of natural language seen in the context that helps to encourage
the students’ interests, and the interests of students motivate themselves to learn and

acquire knowledge to communicate.

It also emphasizes intercultural knowledge and understanding and
communication; as a result, it expects the students to understand and use the content to
learn the language and support content learning achievement. It fosters the use of
foreign language as a tool to communicate and work on content. It is an instructional
approach to student-lead learning; the student is active learning to learn, not passive
learner to receive the knowledge from the teacher (Colye et al., 2010; Dale & Tanner,
2012; Dalton-Puffer, 2011; Jappinen, 2005; Martinez, 2011). Moreover, learning
occurs in relaxing way since the CLIL classes are associated with uncomplicated,
natural and incidental language acquisition (Spies, 2012). The main role of teacher in
CLIL classroom is a facilitator, prompter, guide and counselor who provides assistance
for the students’ learning; therefore, learning to acquire knowledge employing
individual learners’ own power and peer group powers of perception, communication
and reasoning (Colye et al., 2010). Therefore, it can be concluded that CLIL learning is
a mixture of language, culture and content, which is an idea of Vygotsky. It focuses on
the relationship between language and thought that relates to environments and culture,
in which language is what the learners think about and a part of learning process. It
aims to encourage the students to be active learners rather than passive knowledge
receptors; therefore, they are as active meaning makers and problem solvers (Cole &
Wertsch, 2002; Lantolf & Thorne, 2006).

CLIL was firstly developed in Europe in the mid of 1990s by the European
Network of Administrators, Researchers and Practioners (EUROCLIL). It works on
continuum of the foreign language and non-language content without specifying the
importance of one over another (Marsh, 2002). The CLIL implementation took place
because the belief that CLIL model can attract international students, promote high
level of communication between teachers and learners and eventually adapt to higher
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education institutions to the new demands of the job market. Furthermore, it also
connects to culture, environment and learning (Cendoya & Bin, 2010; Graddol, 2006).
CLIL emphasizes on what to teach and how of teaching content to promote student-
lead learning encouraging active students learning (Cummins, 2005).

CLIL encourages the students to be ready for internationalization by being
motivated to learn a foreign language, improve specific language expressions, express
the intercultural communicative competence, activate high levels of communication
between teachers and learners and among themselves; as a result, it is believed to be an
instructional approach that helps improve overall language competence in the target
language and develop their oral communication skills (Lasagabaster, 2008; Marsh,
Maljers, & Hatiala, 2001). Furthermore, through learning processes of CLIL, the
learners are able to engage subject-specific vehicular language terms and be prepared

for future studies and working life.

Content selection in CLIL is really flexible, in other words, the appropriate
content for the CLIL course depends on contextual variables — teacher availability,
language support, learner’s age, learning environment demanded by the society.
Moreover, CLIL teachers need to encourage active learning so that the learners can
think and articulate their own learning with awareness of learning through
metacognitive skill development (Colye et al., 2010; Coyle, 2007, 2011; Dalton-Puffer
& Smit, 2007). The implementation of CLIL has brought a lot of advantages in
language learning, that is, its implementation creates prime naturalistic language
learning conditions. Moreover, arranging the CLIL course based on the students’
interests is a way to build up motivation in learning to the students. They are able to
acquire language for communication more effectively (Mephisto et al., 2008). CLIL is
suitable for all levels of education, form elementary to graduate or vocational to
professional education (Bonces, 2012).

CLIL differs from other forms of bilingual education as it is about using a
foreign language, not a second language, and the teachers are not native speakers of the
target language (Dalton-Puffer et al., 2010). According to Marsh (2002, p. 37), “what

differentiate CLIL from other development such as the Canadian immersion program
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and Content-Based Instruction (CBI) is CLIL can be seen as a powerful pedagogic tool
which aims to safeguard the subject being taught whilst promoting language as a
medium for learning as well as an objective of the learning process itself.” In addition,
CLIL is used to teach both content and language cooperating with several teaching
methods such as CBI, theme-based language teaching, foreign language medium
instruction, or learning with language. Both CLIL and CBI manage on the same core
principles, but CLIL represents a more elaborating application of CBI. CLIL promotes
and fosters linguistic diversity in the ways that transcend the more survival oriented

nature of CBI. It enhances more opportunities for interaction than CBI.

The differences between CLIL and CBI can be expressed in three dimensions.
Firstly, medium of instruction in CLIL is the target language that is purely used in the
classroom. Whilst in CBI classroom, bilingualism may be implemented in the
classroom. Secondly, the framework of CLIL focuses on the 4Cs (Content, Culture,
Communication and Cognition), but CBI framework focuses on only content and
language. Finally, the goal of CLIL emphasizes intercultural knowledge, content and
language understanding and communication as it aims to develop multilingual interest
and attitudes, but CBI emphasizes the acquisition of academic content and related
language (Dalton-Puffer et al., 2010; European Commission, 2008; Lasagabaster, 2008;
Nikula, 2010).

CLIL has also been implemented in the classrooms around the world due to the
beliefs in its advantages, “CLIL is a pedagogical product implemented in foreign
language learning that has been subject of global approval because of its many
advantages for creating the suitable environment for learning,” (Sonia, 2008, p. 1). Its
model can attract international students, promote high level of communication between
teachers and learners (Cendoya & Bin, 2010; Graddol, 2006; Marsh, 2002). It is as an
educational model for context, in which the only site for learners’ interaction in the

target language is provided in the classroom (Dalton-Puffer, 2011).

Although many people are afraid of ineffective outcomes since the medium of
instruction is not the students’ first language (L1), and the teacher may simplify the

content before the instruction (Hajer, 2000), the findings of many CLIL research
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confirm that CLIL course affects the students’ learning positively. In other words, CLIL
learners gain the same quantity of content knowledge as well as their friends taught by
L1. They work more firmly on tasks. It shows higher patience of prevention so that a
higher degree of procedural competence in the subject is achieved (Vollmer, Heine,
Troschke, Coetzee, & Kuttel, 2006). CLIL provides the profound advantages: positive
attitude in learners towards learning a language and towards themselves as language
learners because it connects the learners to their world by focusing on the learners’
interests and emotional dimension of learning. They have positive attitude towards

content learning that enables them to acquire the language knowledge.

One of the important factors influencing on successful learning is high
motivation and vice versa (Cook, 2001). Motivation is an important issue in CLIL
classroom. If the learners participate in all activities in the CLIL classes voluntarily, it
can enhance overall motivation towards subject itself and additional language used as
a medium of instruction. In addition, CLIL also helps develop cognitive competence,
both cognition and motivation can enhance content learning. Positive attitude affecting
on needs to learn and language skill development can be nurtured in CLIL (Marsh,
2000).

In addition, authenticity and relevance are major keys for successful learning.
Through CLIL instruction, the learners can achieve successful language learning when
they are taught by good instruction and practice in real-life situations where they can
acquire the language more naturalistically (Colye et al., 2010; Costa, 2009; Dale &
Tanner, 2012) because CLIL can offer the learners a natural situation for language
development building up learning forms. In CLIL process, the motivation of learners is
supported by the natural use of language encouraging their demands to learn language;
therefore, naturalness is a major importance of CLIL that enables the learners to
succeed in both language and subject learning (Marsh, 2000).

CLIL approach was firstly implemented in Thailand in 2006 under the
cooperation between the Ministry of Education in Thailand and the British Council
because of the belief that it can help improve Thai educational failures (MacKenzie,

2008). The first CLIL 18-month project was launched at six schools (three primary
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schools and three secondary schools) in September 2006. The project’s findings showed
that the CLIL approach was useful for language learning in Thai context. English skills
of the students were improved, and they had positive attitudes towards learning
language. The series of CLIL project have been built up to plan a vision for the future
of language learning and teaching in Thailand (British Council, 2006; Prasongporn,
2009). The Ministry of Education in Thailand has planned a vision for the future of
language learning and teaching in Thailand as a long-term national language policy and
strategy. The two of four main vision statements for Thailand in 2025 are English will
be one of core languages and school students will learn through CLIL approach with
appropriate standards-based assessment methods through the use of Information and
Communication Technology (ICT) (British Council, 2006; MacKenzie, 2008). CLIL
seems to be the most appropriate approach to enhance cultural awareness and English

communication ability in this research study.

1.3 Research Questions

This research study attempts to answer four research questions regarding the
effectiveness of CLIL course to enhance cultural awareness and English

communication ability of Thai undergraduates in the international program:

1) How can a Content and Language Integrated Learning (CLIL) course be
developed to enhance cultural awareness and English communication ability
of Thai undergraduates in the international program?

2) To what extent can the CLIL course enhance cultural awareness of Thai
undergraduates in the international program?

3) Towhat extent can the CLIL course enhance English communication ability
of Thai undergraduates in the international program?

4) What are the opinions of Thai undergraduates in the international program
towards the CLIL course in enhancing cultural awareness and developing

English communication ability?
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1.4 Research Objectives

Parallel with the research questions, this research study includes four main

research objectives:

1) To develop a Content and Language Integrated Learning (CLIL) course to
enhance cultural awareness and English communication ability of Thai
undergraduates in the international program.

2) To determine the effectiveness of the CLIL course in enhancing cultural
awareness of Thai undergraduates in the international program.

3) To determine the effectiveness of the CLIL course in enhancing English
communication ability of Thai undergraduates in the international program.

4) To investigate the opinions of Thai undergraduates in the international
program towards the CLIL course in enhancing cultural awareness and

develop English communication ability.

1.5 Research Design

This research study is a research and development (R&D) design study, the
process of researching the needs of learners and developing a course to fulfill the needs,

with two main phases:

1) Course development phase
2) Research phase (a single group pre- and post-test research design)
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1.6 Statement of the Hypotheses

Based on an extensive review of literature (Colye et al., 2010; Coyle, 2005,
2007, 2011; Marsh, 2002; Mephisto et al., 2008; Moate, 2010; Nikula, 2010; Ruiz-
Garrido & Fortanet Gonez, 2009; Spies, 2012), it can be concluded that teaching
English based on the CLIL approach probably helps increase English for

communication ability achievement and enhance cultural awareness.

In the light of these studies, three hypotheses are proposed in the present study:

Hypothesis 1: After Thai undergraduates in the international program are taught

with the CLIL course, their cultural awareness is improved.

Hypothesis 2: After Thai undergraduates in the international program are taught
with the CLIL course, their English communication ability is

developed.

Hypothesis 3: After Thai undergraduates in the international program are taught
with the CLIL course, they have positive opinion towards

learning English language with the CLIL course.

1.7 Scope of the Study

This research study aims at investigating how to develop a CLIL course to
enhance cultural awareness and English communication ability of Thai undergraduates
in the international program, its effectiveness in enhancing cultural awareness and
English communication ability of Thai undergraduates in the international program and
their opinions towards learning English language with the CLIL course. It is a research
and development study with one group pre-test and post-test design. The research study

was restricted in the following areas:
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1.7.1 Area of the Study

This research study was conducted at the Faculty of Liberal Arts, Prince
of Songkla University (PSU), Hat Yai Campus.

1.7.2 Population of the Study

The population of this research study is a group of 78 Thai
undergraduates in the 2+2 Chinese International Program at the Faculty of Liberal Arts,
PSU, Hat Yai Campus. These undergraduates spend that first two years of study at PSU,

and the last two years in a university in China.

1.7.3 Samples of the Study

The samples of this research study were composed of 24 second-year
undergraduates in the 2+2 Chinese International Program who are EFL learners and

already passed the compulsory fundamental English courses, English | and English I1.

1.7.4 Type of Course

The CLIL course implemented in this research study is a 30-hour
intensive course focusing on Cultural Studies. Three hours were spent in each lesson,
with the total of ten lessons. It was an additional course provided in the semester break
in helping the undergraduates brush up their English proficiency before the next

semester starts.
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1.8 Definitions of Key Terms

The terminologies employed in this research study can be defined as follows:

1.8.1 Content and Language Integrated Learning (CLIL) Approach

Content and Language Integrated Learning (CLIL) approach is a
teaching approach focusing on the 4Cs, Content, Communication, Cognition and
Culture, in the learning process by using English as the medium of instruction to
introduce new ideas, content and language with the aims of preparing students to be
aware of the importance of their own culture and compare their culture with other
cultures and develop English communication ability through the use of content course
so that the students learn the language through subject matter within the specific

context.

1.8.2 Content and Language Integrated Learning (CLIL) Course

Content and Language Integrated Learning (CLIL) course is designed
based on the framework and concept of CLIL approach. It is an intensive course using
content theme, Cultural Studies, to teach both cultural content and English language to
develop the students’ cultural awareness and basic integrated skills for communication
in education and daily life. The 4Cs in the CLIL course is linked to research variables
of the research study: Cultural Studies (Content), English communication ability

(Communication), cognitive process (Cognition) and cultural awareness (Culture).

1.8.3 Cultural Awareness

Cultural awareness is an ability to become aware of own cultural values,
beliefs and perceptions, and look outside by linking and comparing own culture with
neighbor culture and international culture, consisting of three elements, perceiving

cultural diversity, being flexible and recognizing other cultures and being considerate.
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In this research study, cultural awareness was measured by the use of cultural awareness
self-assessment questionnaire towards awareness of cultural diversity, flexibility and

appreciation, and understanding others.

1.8.4 English Communication Ability

English communication ability of Thai undergraduates in the
international program refers to an ability to express personal opinions, share and
exchange it with others’ towards particular topics in both oral and written forms.
Therefore, it refers to oral communication skills and written communication skills, that

is:

Since speaking and listening skills are interrelated skills in the process
of constructing knowledge in communication, oral communication skills refer to
students’ oral communication skills as a result of their interaction in listening activity
as the result from the understanding of what they hear and respond appropriately to give

information and express personal opinions towards particular topics.

As known that writing and reading have long been considered to be
related activities, written communication skills refer to writing skills as a result of the
students’ interaction in reading tasks to give information, reply and reflect the ideas in
reading texts towards particular topics and present agreement or disagreement to other
people’s ideas from the reading texts. Therefore, agreement or disagreement in the web

post and e-mail writing are focused in this research study.

1.8.5 Opinion

Opinion is a statement of what someone thinks or believes. In this
research study, it refers to the students’ belief that their learning experience individually
and collaboratively in the CLIL course was fun, useful, meaningful, and relevant to
their daily life, academic work and future professional needs. The opinion of the
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students about the CLIL course in this research study was reflected in the questionnaire

and interview.

1.8.6 Thai Undergraduates in the International Program

Thai undergraduates in the international program refer to EFL students
who are studying in the 2+2 Chinese International Program at the Faculty of Liberal
Arts, PSU, Hat Yai Campus. They study all non-major courses in English and spend
their first two years of their study at PSU in Thailand and the last two years in a

university in China.

1.9 Significance of the Study

The research study aims to develop and evaluate a CLIL course to enhance
cultural awareness and English communication ability of Thai undergraduates in the
international program and investigate the opinions of the undergraduates in the
international program towards developing English communication ability with the
CLIL course. The expected outcomes of this research study are as follows:

1) The course based on theoretical concepts of CLIL approach was created,
validated and implemented. The effectiveness of the course can then be
systematically proved in terms of research.

2) The CLIL course can be alternative method to enhance cultural awareness
and English communication ability.

3) The products of the CLIL course such as teaching materials, lesson plans,
tests, can be used as guidelines for other teachers who are interested in using

CLIL approach in the instruction.
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1.10 Overview of the Study
There are five chapters in this dissertation.

Chapter one presents the background of the study, rationale of the study,
research questions, research objectives, research design, and statement of the
hypotheses, scope of the study, definitions of key terms and significance of the study.

Chapter two reviews the underlying five key concepts, namely, course
development, CLIL approach, cultural awareness, English communication ability and
opinions towards learning English language with the CLIL course.

Chapter three describes the population of the study, research design and
procedures, instrumentation, data collection and data analysis.

Chapter four presents the research findings gathered from the five research
instruments. Both quantitative and qualitative findings are presented in relation to the

research questions.

Chapter five firstly presents the summary of the study and findings. The
research findings are then discussed in relation to the research hypotheses. This chapter
includes the contributions of the study, pedagogical implications, limitation of the study

and recommendations for further study.



CHAPTER TWO:

LITERATURE REVIEW

This chapter presents the different theoretical perspectives on the six key
concepts: course development, Content and Language Integrated Learning (CLIL)
approach, Sociocultural Theory, cultural awareness, English communication ability and
opinion towards learning English language based on the research objectives presented
in the previous chapter. The framework of course development is firstly presented; then
the principles of CLIL approach is later introduced, following by Sociocultural Theory,
cultural awareness, English communication ability, opinions towards learning English
language and discussion on previous studies towards the CLIL approach conducted for

EFL learners’ English proficiency development.

2.1 Course Development

The course development is sometimes called a course design; it is a work in
progress of modifying the course to serve the needs of students. A language course
development involves several components and steps. It is an interrelated set of
processes and products as a system (Graves, 2000). The teacher who designs the course
can consider what should be modified, added or changed to suit the interests and needs
of a particular group of students (Sysoyev, 2000).

There have been several frameworks of course development process proposed
by various scholars, but many of them restrict the course developer to follow steady
order that seems limit the autonomy of course design; for example, Gustafson (1996)
identifies that there are four steps of instructional design: analysis of what to be taught
or learn, determination of how it is to be taught or learned trying out and making
revision and course assessment. Taba (1962, p. 12) proposes an order of classical

curriculum development consisting of diagnosis of needs, formation of objectives,
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selection of content, organization of context, selection of learning experience,
organization of teaching experience and determination of what to evaluate and of the
ways and means of doing it. Gustafson (1996) and Taba (1962)’s steps of course
development seem to emphasize the predetermined order to design the course;
nevertheless, there have probably been some factors causing inability to follow the
specific steps such as learning context, students’ conditions, educational policy, etc.;
therefore, an unlimited-order course development framework is likely more appropriate
to allow the course developer to design a course spontaneously.

2.1.1 Course Development Process Framework of Graves (2000)

Another interesting model of a course development is the model of
Graves (2000) because it is not a linear list, so it is not necessary to design a course in
specific order. The course developer can begin anywhere depending on beliefs,

understandings, and the context or setting.

assessing needs

B

conceptualizing formulating goals
content / and obiectives
COURSE

organizing

the course DESIG developmg
\ matenals

designing an
assessment plan

defining the context articulating beliefs
/

Figure 1: Framework of Course Development Process (Graves, 2000, p. 3)

Figure 1 presents two aspects of course development following Graves
(2000)’s course development process framework. According to Graves (2000, p. 3),

“the first aspect is there is no hierarchy in the processes and sequence in their
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accomplishment.” The first step is begun in anywhere in the framework depending on
the course designer’s beliefs and understanding, and how to problematize situation, and
secondly, the components are interrelated, and each of them influences and is
influenced by the others in some ways. The description of course development stages

in Graves (2000)’s course development process framework is as follows:

2.1.1.1 Defining the Context

Graves (2000, p. 15) expresses that, “the more information you
have about the context, the easier it will be for you to make decisions about what to
teach and how,” because the context information helps make decisions towards the
course and think about the important information to design a course. Any courses are
designed for a specific context that’s why the course developer has to define the context.
The course content and objectives are based on the context since the resources and
constraints guide the course developer’s decisions. Both content and objectives are
designed based on the length of the course instruction, its purposes, students, and other

aspects of the curriculum.

Furthermore, defining the context is a step to problematize the
course: to look at the context and define the needed challenges to meet in order to make
the course successful. Those challenges probably involve class size, multi-levels of
students’ English proficiency, number of hours, and resources. It is assumed that the
teacher who teaches the course is the best equipped to understand the challenges and to
gather the available resources to meet the challenges. As a result, it can be concluded
that problematizing enables the course developer to decide what to start and what to

focus on in planning the course.

Although it is not necessary to follow the specific order, each
step in Graves (2000)’s course development process framework connects to each other,
that is, planning a component will contribute to others, so changing one component will

influence on all the others. If the course developer get clear content, it will be easy to
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write the objectives. If the content is changed or adjusted, the objectives will be changed

or adjusted following the changes of content.

Several aspects of context can be defined for a course design as

shown in the following figure.

People Physical Setting

student: location of school: convenience, setting
how many, age, gender, culture(s) classroom: size, furniture, light, noise
other language(s), purpose(s), always same classroom?

education, profession, experience
other stakeholders:

school administrators

parents

funders

community

Nature of course and institution:  Teaching resources:

type/purpose of course materials available
mandatory, open enrollment required text?

relation to current/previous courses  develop own materials?
prescribed curriculum or not equipment: cassettes, video,
require tests or not photocopying, clerical support
Time:

how many hours total over what span of time
how often class meets

for how long each time

day of week, time of day

where fits in schedule of students

students’ timeliness

Figure 2: Factors to Consider in Defining the Context (Graves, 2000, p. 16)

Figure 2 presents the factors that should be considered to define
the context for a course development. It is possible that the course developer may not
be able to get all information in Figure 2 before teaching it. Some information can be
found during initial or ongoing needs assessment, and some listed information may be

more relevant to one context than another.
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2.1.1.2 Articulating Beliefs

Beliefs are from work experience and the discourses of the
workplace, what constitutes success and works in each setting, and what perceive to be
important or necessary. The beliefs affect decisions at each stage of course design since
the course design helps us learn to understand and articulate our beliefs in providing a
basis for making choices. Although there are several possibilities, justifications and
answers, what should be chosen depends on the context, experience and beliefs and
understandings. In the process of course design, what is chosen is based on its
importance to teaching and learning a language. Stern (1992) states that any theory of
language teaching has to address the concepts of language, society (social context),

learning and teaching.

According to Stern (1992), a framework for articulating the
beliefs consists of four aspects in the framework for articulating beliefs to design a
course: view of language, view of social context of language, view of learning and
learners, and view of teaching. The descriptions of four aspects are presented as

follows:

1) View of Language
It focuses on the view of what language is taught and how it
is taught. The beliefs about which view of language should be emphasized will be

translated into beliefs about how the language should be learned.

2) View of Social Context of Language
The social context includes sociolinguistic, sociocultural,
and sociopolitical issues in language teaching.
(1) Sociolinguistic issues are concerned with how language
is adapted to fit the social context.
(2) Sociocultural issues are concerned with the interaction

between language and culture.
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(3) Sociopolitical issues are concerned with how a given
language or social group is viewed by other social
groups, access to language and services, and a critical

awareness of how language is used.

3) View of Learning and Learners
The view of how people learn and the roles enabling them to
learn are concerned. Learning should be viewed as a process, and a learner should be

viewed as a knowledge maker.

4) View of Teaching
It focuses on the role of teacher connected to beliefs about

learning.

2.1.1.3 Conceptualizing Content

The conceptualizing content process encompasses thinking
about what the students should learn in the course, who they are, what their needs are
and what the purposes of the course are, deciding about what should be included, what
should be emphasized and what should be dropped and organizing the content to reach
the decisions about: what objectives are focused, which materials are used, what the

course sequences are and how to evaluate.

Furthermore, there are three categories for conceptualizing
content, which focus on language (linguistic skills, situations, topics or themes,
communicative functions, competencies, tasks, content and skills), learning and
learners (affective goals, interpersonal skills and learning strategies) and social context

(sociolinguistic skills, sociocultural skills and social political skills).
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2.1.1.4 Formulating Goals and Objectives

Goals are the main purposes as the ultimate expected outcomes
of the course, that is, what the students should be able to do by the end of the course as
the benchmarks of success for a course. Stating goals enables the course developer to

bring into focus for the course visions and priorities.

While objectives are statements about how the goals will be
achieved. Achieving the objectives, the goal will be reached. It must relate to the goal
since it is in a hierarchical relationship to the goals. Furthermore, one objective may

serve more than one goal.

As a result, formulating goals and objectives helps to build a

clear vision of what will be taught in the course.

2.1.1.5 Assessing Needs

Needs assessment is also called as Needs Analysis (NA). It is a
systematic and ongoing process involved in gathering information to serve as the basis
for curriculum development (J. D. Brown, 1995; Graves, 2000). It is a set of process
for specifying the limited factors of the course study such as syllabus design, course
content, course length, material development and methodology (Dehnad, Bagherzadeh,
Shoaleh, Hatami, & Hosseini, 2010; Nunan, 1988). The NA provides curriculum
developers with valid information to base their curricular decisions (Grier, 2005).

The process of NA involves a set of decisions, actions, and
reflections, which are cyclical in nature: deciding what information to gather and why,
deciding the best way to gather it: when, how and from whom, gathering the
information, interpreting the information, acting on the information and evaluating the
effect and effectiveness of the action. In addition, the information gathered when
assessing needs is about the learners, their levels of English proficiency, level of

intercultural competence, interests, learning preferences, goals and expectations, target
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contexts, type of communicative skills needed and will perform, and language

modalities will be used.

The methodological approaches related with CLIL are learner-
centered relating to constructivism and social interaction (Dalton-Puffer & Smit, 2007;
Lyster, 2007). The NA in CLIL can then be found related to either to the teachers’ needs
or to students’ needs (Long, 2005), and it has to emphasize three main aspects (Ruiz-
Garrido & Fortanet Gonez, 2009): content (what students need to learn), method (how

they learn it) and language (the means to learn).

2.1.1.6 Organizing the Course

Organizing a course means deciding what the underlying
systems will be to pull the content and material together consistent with the goals and

objectives in order to shape the course. It encompasses five overlapping process.

Determining th s ;
or;:nnigzﬁlgnsriniipl e(s) .| Identifying the course units based
(egthemes genres, tasks) on the organizing principle(s)

J

Sequencingthe units | _~—® Determining unit content
\S g

Organizing unit content

Figure 3: Overlapping Process for Organizing a Course (Graves, 2000, p. 125)

Figure 3 presents the overlapping process for organizing the

course stated by Graves (2000) that consists of:

1) determining the organizing principle(s) to drive the course
2) identifying units, modules, or strands based on the

organizing principle(s)
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3) sequencing the units
4) determining the language and skill content of the units

5) organizing the content within each unit

The ways to organize the course depend on several factors such
as content of the course, goals and objectives of the course, the course developer’s
experiences, needs, beliefs and understanding, methodology used in the course and
context. The foundation for organizing the course is the way used for conceptualizing
the content and defining goals and objectives of the course that depends on the teaching
and learning experience in general of the course developer, including the understanding

about how people learn languages and students’ needs.

2.1.1.7 Developing Materials

Material development is a process of course planning, in which
the teacher creates units and lessons to achieve the goals and objectives of the course.
The material development helps making choices based on what the teacher wants the
students to learn according to the goals and objectives and syllabus. The material
development relates to beliefs, understandings, and experience depending on the goals
and objectives, the way to conceptualize the course content, organize and sequence the

course and students’ needs.

There are several factors have to be considered for developing
materials: learners (making relevant to their experience and background, needs outside
of class and their affective needs), learning (engaging in discovery, problem solving
and analysis, and developing specific skills and strategies), language (targeting relevant
aspects such as grammar, functions, vocabulary, etc., integrating four skills of speaking,
listening, reading and writing, using/understanding authentic texts), social context
(providing intercultural focus, developing critical social awareness), activity/task types
(aiming for authentic tasks, varying roles and groupings, activities and purposes) and

materials (authentic texts/realia, print, visual, audio, etc.).
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2.1.1.8 Designing an Assessment Plan

This process emphasizes the assessment of students’ learning
and course evaluation and focuses on how the assessment fits into the overall
framework of the course design. The assessment includes formative and summative

assessment.

Formative assessment happens in the course in progress
indicating how well the students are doing, what they need to work on and how well

the course is meeting the students’ needs.

Summative assessment is processed at the end of the course
indicating the students’ overall achievement as well as the overall effectiveness of the
course. Students’ learning (assessing proficiency, assessing needs, assessing progress
and assessing achievement) is assessing; the students are also assessing what they have
achieved with respect to what they have been learning in the course. This research study
focuses on the CLIL approach; therefore, both content and language will be assessed in

both formative assessment and summative assessment.

There are four major purposes of students’ language abilities and

learning assessment in course design as shown in the following figure.

Assessing Diagnosing Assessing Assessing
proficiency ability/needs progress achievement
pre-course: pre and during during course: at end of course
to place students course: to assess or unit:
appropriately in order to identify progress in order to assess
and meet needs what has been
post-course: learned and/or
may be done to assign a grade

assess achievement

Figure 4: Four Major Purposes for Assessing Learning in Course Design
(Bailey, 1998, p. 39)

Figure 4 shows that there are four main purposes for assessing

learning in the course design. The proficiency assessment is processed to investigate
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what the learners are able to do in the language, and it can be done covering four
integrated skills, speaking, listening, reading, and writing. It gives an idea of the
students’ abilities to ensure the appropriateness of goals, objectives and materials to
difficulty level of targeted skills. The proficiency testing may be done as a part of the

placement process or initial needs assessment.

Diagnostic assessment is done to examine the ability and
disability of the learners, that is, what they can and can’t do with the respect to a skill,

task, or content area deriving from the content and objectives of the course.

Assessing progress means investigating what the learner has
learned at different points in the course. It is an assessment that assesses only what has

been taught.

Assessing achievement is a summative assessment to find out
what the students have mastered to knowledge and skills taught in the course or unit. It

can be also used as one of the bases for giving grades.

2.1.2 Course Development Cycles

The course development process framework of Graves (2000) follows

the course development cycle as shown in the following figure.

Stage 1
Planning the course

Ongoing

kb assessment and S

= ine e T ine r
Re-teaching decision making Teaching the course
the course

A\ Stage 3

Modifying/Re-planning the course

Figure 5: Course Development Cycles (Graves, 2000, p. 11)
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Figure 5 presents the complete cycles of course development in Graves
(2000)’s model that includes planning the course (conceptualization), teaching the
course (practicing and evaluating the course), re-planning the course (based on the
evaluation and re-conceptualizing it) and re-teaching the course (teaching it again in

the re-planned version).

2.2 What is Content and Language Integrated Learning (CLIL) Approach?

Content and Language Integrated (CLIL) approach was firstly developed in
Europe and has spread across the European area since 1994 by David Marsh to serve
communicative purposes (Garcia, 2012; Munoz, 2007). In 1990, the CLIL approach
increasingly became well-known. It has been a teaching innovation in Europe, in which
foreign languages are used to teach not only language course but also content courses
(Eurydice, 2006); therefore, language and subject have a cooperative role (Coyle, 2007;
Marsh, 2002).

CLIL is defined as, “an approach to bilingual education in which both
curriculum content ... and English are taught together. It differs from simple English-
medium education in that the learner is not necessarily expected to have the English
proficiency required to cope with the subject before beginning study. Hence, it is a
means of teaching curriculum subjects through the medium of a language still being
learned, providing the necessary language support alongside the subject specialism.
CLIL can also be regarded ... as a means of teaching English through study of specialist
content,” (Graddol, 2006, p. 86). While Dalton-Puffer and Smit (2007, p. 1) define
CLIL as, “educational settings where a language other than the student’s mother tongue
is used as medium of instruction and using a language other than the L1 as a medium

of instruction.”

Thus it is called dual-focused education because it monitors two main aims,
learning of content and learning of language used as a medium of instruction as an
additional language (often English) (Dale & Tanner, 2012; Marsh, 2002; Marsh &
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Lange, 2000). Some forms of specific and academic language support are offered to
higher education students in order to facilitate their learning of content through the
language (Mephisto et al., 2008; Nowak, 2011). It focuses on the message (topic,
content), medium (language) and social interaction with others (Vilkancience, 2011).

A goal of CLIL is to encourage the students to understand their learning process
(Richards & Rogers, 2001). It works on continuum of the foreign language and non-
language content without specifying the importance of one over another (Dalton-Puffer
et al., 2010). A dominant identity of it is a content-driven approach, which broadens a
language learning experience, which makes it different from other teaching approaches
(Dale & Tanner, 2012). The CLIL approach is as a new paradigm in both language and
content instruction (Rodriguez & Puyal, 2012). It promotes both literacy and fluency in
the target language while the students are applying prior knowledge and using cognitive
skills (Marsh & Lange, 2000). The dual aim of it enables the students to understand and
use the content motivating them to learn the language, so learning skill development

supports content and language goals achievement in CLIL classroom.

2.2.1 CLIL Framework

CLIL involves learning to use language appropriately and using
language to learn effectively (Colye et al., 2010). To understand CLIL approach, it is
necessary to study the 4Cs Framework, the core element of CLIL instructional process,

which is illustrated in the following figure.
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Communication

Figure 6: The 4Cs Framework of CLIL Approach (Coyle, 2011)

Figure 6 shows the 4Cs Framework of CLIL approach consisting of
interrelated components: Content, Communication, Cognition and Culture (Colye et al.,
2010; Coyle, 2005, 2007, 2011; Marsh, 2012; Mephisto et al., 2008).

In the 4Cs Framework of CLIL approach consists of:

“Content” refers to subject matter, themes, and cross-curricular
approaches that are the basis for learning in achieving acquisition of knowledge, skills
and understanding through content and language integration. The content matter is

about acquiring and creating knowledge relating to learning and thinking.

“Communication” means language learning and using for
communication and learning. To develop the language skills, the students have to
respond to the content and language environment. They have to make learning on
enriching personal and social experiences. Language needs to be related to the context,

cognitive processes and the content construction.

“Cognition” refers to learning and thinking process to think, review and

engage in high order thinking skills to construct understanding.



35

“Culture” focuses on developing intercultural understanding and global
citizenship and awareness of self and others to increase cooperation in learning content
and language. Interaction is thus a fundamental in the learning context, and the
awareness of culture is a fundamental of CLIL.

Among the 4Cs Framework of CLIL approach, “Culture” permeates the
other elements. It helps facilitate the knowledge acquisition about neighboring
countries, regions and minority group in the students’ communities. Moreover, the 4Cs
Framework of CLIL approach also merges learning theories, language learning theories
and intercultural understanding (Colye et al., 2010; Coyle, 2011; Morton, 2010). It is
based on different learning principles; therefore, the students construct rather than
acquire the content and skills (Coyle, 2007; Marsh, 2000, 2002).

The effective CLIL takes place as a result of symbiosis through
progression in knowledge, skills and understanding of the content, engagement in
associated cognitive processing, interaction in the communicative context,
development of appropriate language knowledge and skills and the acquisition of a
deepening intercultural awareness, which is in turn brought about by the positioning of
self and otherness (Colye et al., 2010, p. 41).

2.2.2 Main Characteristics of CLIL Approach

In the CLIL classes, foreign language development is facilitated in
subject classes, and content-based language learning strategies in language classes that
support the content knowledge development (Denman, Tanner, & Graaff, 2013). Coyle
(2011), Colye et al. (2010) and Eurydice (2006) expresses that there are five main key

characteristics that benefit the CLIL lesson planning.

1) Choosing appropriate content
Integrated subject content, language content and learning context

have to be appropriate to the students’ age, ability and interests, which provide
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meaningful interaction with and through language in CLIL lessons in suitable platform

of developing students’ personalized learning

2) Developing intercultural understanding
Lesson plans have to provide opportunities to investigate and reflect

on different cultures, traditions, values and behaviors.

3) Using language to learn or learning to use language
Rich input in helping interact with language accessible to existing
linguistic level but promotes linguistic progression

4) Making meaning that matter
The students are allowed to engage maximum interaction in the
target language within and beyond the classroom to express their thoughts, ideas and

feelings that influence on them in motivating contexts for communication.

5) Progression
Scaffolding is provided to involve language using and interaction
with content so that it is possible to be successful in knowledge, skills and
understanding of content, cognitive processing engagement, communicative
interaction, appropriate language knowledge and skills development and acquisition of

intercultural awareness.

Mephisto et al. (2008) state that scaffolding in CLIL should include the
development of students’ knowledge, experience, attitudes and interests, information
reformulation in student-friendly ways, responding to different learning skills, creative
and critical thinking promotion and challenging the students to take a step forward. In
addition, the relationship between the language and non-language content should be
assisted from the topic selection and linguistic content treatment to the CLIL teachers’

cooperative work.

Based on the main key characteristics of CLIL, the CLIL lesson content

has to be appropriate for the students and provides the students’ opportunities to
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understand differences among people, interact with language for linguistic progress,

interact in the target language among scaffolding and helps others to learn.

2.2.3 Using Language to Learn and Learning to Use Language in CLIL
Approach

According to Dalton-Puffer and Smit (2007), CLIL demands a
reconceptualization of language roles in CLIL settings from language learning based
on grammatical progression towards an approach, which combines learning to use
language and using language to learn. Colye et al. (2010) express that to conceptualize

language learning in CLIL, the Language Triptych has to be considered.

Language of Learning

Language for Learning Language through Leaming

Figure 7: Language Triptych (Colye et al., 2010, p. 36)

Figure 7 presents the Language Triptych that consists of three main
aspects of CLIL: Language of learning, language for learning and language through

learning. It links content and cognition with communication.
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1) Language of Learning: What (content)

It is an analysis of specific language needed for students to access
basic concepts and skills that relate to the new content, theme or topic and
understanding when dealing with the content. It includes functional grammar,
vocabulary and structures. An analysis of the language needed to scaffold content
learning will lead to complementary approach to learning progression. This means
shifting linguistic progression from a dependency on grammatical levels of difficulty
towards functional and notional levels of difficulty demanded by content.

2) Language for Learning: How to (metacognition and grammar
system)

It focuses on the type of language needed to function in a foreign
language learning environment where the medium of instruction or an additional
language used in the class is not their first language. To use the foreign language
effectively, the students need to have effective strategies to help them, and be supported
by others. As aresult, cooperative and collaborative strategies in pair work, group work,

discussion, debate, chatting, etc. should be emphasized.

3) Language through Learning: Why (Cognition)

Active involvement of language and thinking leads to effective
learning. It involves both language and thinking processes and encourages the teacher
to find ways of dealing with emerging situation related language. A deeper level of
learning takes place when students are encouraged to articulate their understanding.
The teacher needs to capture the emerging language even it is difficult to predict in
advance what will emerge. It also addresses the need to define how linguistic
development (language learning) will be systematically achieved through continuous
recycling for further development of language, based on an upward spiral for
progression rather than step-by-step grammatical chronology. Cognitive processing is
connected to the language used in the CLIL class to build up the students’

understanding that generates the new learning.

In CLIL settings using second language to learn raises the teacher’s

awareness of students’ linguistic needs and triggers ‘turned-in’ strategic language
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behaviors such as comprehensible input, context embedded language and
comprehension check. CLIL fosters fluency rather than grammatical accuracy (Colye
et al., 2010) and the role of language in CLIL is an important part in teaching of the
subject matter. The students have to acquire specific language for cognitive
development and for enabling communication during CLIL lessons. Therefore, each
lesson should firstly introduce the language specific to the subject content and operate
the language in the classroom has to be scaffold and practiced so as to foster a more
active oral participation. As a result, the students are triply challenged as they are
expected to acquire knowledge, develop cognitive skills while increasing language

competence (Logioio, 2010).

In the 4Cs Framework, Communication comprises CLIL teachers and
learners using and developing language of learning, for learning and through learning.
To apply this triptych, linguistic approach marks a shift in importance from language
learning based on linguistic form and grammatical progression to a more ‘language
using’ one which takes account of functional and cultural imperatives. CLIL promotes
effective learning that presents the interconnectedness between the different elements
of CLIL strengthens when language, cognitive processing and culture links are
discovered (Colye et al., 2010).

In CLIL classroom, it is necessary to integrate cultural opportunities
into the pedagogy. The students who have different cultural background and first

languages share learning experiences by presenting their own and learning others’.

2.2.4 Linguistic and Cognitive Demands in CLIL Approach

To facilitate CLIL implementation to achieve good CLIL practice, the
CLIL Matrix of Cummins’ 1984 model shown in the following figure is used to balance

linguistic and cognitive level in CLIL.
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Figure 8: The CLIL Matrix (adapted from Cummins, 1984)

According to Colye et al. (2010, p. 44), the starting point for learning
should be quadrant 1 with low cognitive and low linguistic demands to build confidence
in learners as a transitory step to quadrant 2 that learning is not blocked by the learners’
language levels that are often lower than their cognitive levels. Then it moves gradually
to quadrant 3 through the progress of language learning while the cognitive challenge
is maintained. Nevertheless, when linguistic forms are used to assist learning, high

linguistic demands may be appropriate.

2.2.5 Cognitive Process in CLIL Approach

Learning and thinking processes to think, revise and engage in higher
order thinking skills and construct understanding. It covers thinking process (cognition)
and comparison of mother tongue. Learning and teaching process in CLIL are driven
by thinking. “The more powerful thinking, the greater the learning” (Mephisto et al.,
2008, p. 30). CLIL classroom emphasizes the importance of cognitive engagement, and
it integrates the development of a range of thinking and problem solving skills. Updated
version of Bloom’s Taxonomy of Anderson and Krathwohl (2001) is considered
suitable for CLIL classroom since they added a knowledge dimension to Bloom’s

cognitive process dimension that connects to thinking process to knowledge
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construction in CLIL setting (Mephisto et al., 2008). Bloom’s Taxonomy revised by

Anderson and K

Table 1: Bloom

rathwohl (2001) is as follows:

’s Taxonomy Revised by Anderson and Krathwohl (2001)

Cognitive Process Dimension

Lower-order pro

cessing:

Remembering

Production of appropriate information from memory, e.g.
- Recognizing (identifying)
- Recalling (retrieving)

Understanding

Making meaning from experiences and resources, €.g.

- Interpreting (clarifying, paraphrasing, representing, translating)
Exemplifying (illustrating, instantiating)

Classifying (categorizing, subsuming)

Summarizing (abstracting, generalizing)

Inferring (concluding, extrapolating, interpolating, predicting)
Comparing (contrasting, mapping, matching)

- Explaining (constructing models)

Applying

Using procedures, e.g.
- Executing (carrying out)
- Implementing (using)

Higher-order processing:

Analyzing

Breaking down a concept into its parts and explaining how the parts relate
to the whole, e.g.

- Differentiating (discriminating, distinguishing, focusing, selecting)
Organizing (fining coherence, integrating, outlining, parsing,
structuring)

Attributing (deconstructing)

Evaluating

Checking (coordinating, detecting, monitoring, testing)
Critiquing (judging)

Creating

Generating (hypothesizing)
Planning (designing)
Creating (constructing)

Knowledge Dimension

Concrete knowledge:

Factual - Knowledge of terminology

knowledge - Knowledge of specific details and elements
Conceptual - Knowledge of classifications and categories
knowledge - Knowledge of principles and generalizations

- Knowledge of theories, models and structures

Abstract knowle

dge:

Procedural
knowledge

- Knowledge of subject-specific skills and algorithms

- Knowledge of subject-specific techniques and methods

- Knowledge of criteria for determining when to use appropriate
procedures

Meta-cognitive
knowledge

- Strategic knowledge
- Knowledge about cognitive tasks, including appropriate contextual and
conditional knowledge

- Self-knowledge
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According to Table 1, there are six cognitive activities in Bloom’s

revised taxonomy (Krathwohl, 2002).

Firstly, remembering, the learner requires the least complexity of the
cognitive process. The students must be able to remember, recall and restate
information told to them such as learning through recognizing, listing, identifying and
finding activities.

Secondly, understanding, the learner realizes the concepts of content by
interpreting and translating what has been learned such as learning through

paraphrasing, summarizing and explaining activities.

Thirdly, applying, the learner is able to apply the content they have

learned in different contexts such as learning through implementing activities.

After that, analyzing, the learner is able to break content they have
learned into parts and find the relationship of those parts in order to best understand
them such as learning through comparing, organizing and integrating activities.
Moreover, evaluating, the learner is able to make decisions based on in-depth reflection,
criticism and assessment such as learning through checking, judging, testing and

monitoring activities.

And finally, creating, the learner is able to create new ideas, or products,
based on content previously learned such learning through planning, designing and

constructing activities.

The knowledge dimension consists of four types of knowledge that are
factual knowledge (basic element that the students must know to be acquainted with a
discipline or solve problems in it), conceptual knowledge (interrelationship among
basic elements within a larger context that enables them to function together),
procedural knowledge (knowledge of how to do something, methods of inquiry, and
criteria for using skills, algorithms, methods, and techniques) and metacognitive

knowledge (awareness and knowledge of one’s own cognition).
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Therefore, good practice of CLIL is driven by cognition — perceiving,
recognizing, judging, reasoning, conceiving and imaging (Mephisto et al., 2008).
Nikula (2010, p. 12) affirms that, “in CLIL lessons the students had more room for
active engagement in classroom discourse than non-CLIL settings.” Moreover, CLIL
classroom are different from other foreign language classroom due to the fundamental
pragmatic parameters, which is of some importance in explaining the reduced foreign-
language-speaking anxiety that is commonly observed in CLIL students (Dalton-Puffer
& Smit, 2007; Nikula, 2010).

The “Culture” in CLIL is connected to other Cs. It emphasizes cultural
awareness, intercultural understanding and pluri-culturalism. Cultural awareness is the
ability to look outside of ourselves and be aware of own cultural values, and customs
of the culture. While intercultural understanding is ability to participate and negotiate
with people from different cultures in several types of contexts. And these permeate in
all aspects of learning and teaching process in CLIL approach. As a result, to plan CLIL
lessons, the teachers or course designers have to integrate subject content, language
content and learning context to be appropriate to the students’ age, ability and interests
that provides meaningful interaction with and through language in CLIL lessons in a
suitable platform of students’ personalized learning development. Lesson plans have to
provide opportunities to investigate and reflect on different cultures, traditions, values

and behaviors in order to reach intercultural understanding.

Moreover, CLIL lesson has to provide rich input in helping the students
interact with language, which is accessible to existing linguistic level but promote
linguistic progress, using language to learn and learning to use language. To make
meaning that matter in CLIL classroom, the students have to allow engaging maximum
interaction in the target language within and beyond the classroom to express their
thoughts, ideas and feelings that matter to them in motivating contexts for
communication. And scaffolding has to be provided to involve language using and
interaction with content, cognitive processing engagement, communicative interaction,
appropriate language knowledge and skills development and acquisition of intercultural

awareness.
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2.2.6 Dimensions of CLIL Approach

CLIL approach is based on five dimensions: learning, language, content,
culture and environment as shown in Figure 9.

¢ Build intercultural knowledge & understanding * Prepare for intemationalization
¢ Develop intercultural communication skills Enhance school profile

Culture
Dimension

Environmental
Dimension

Content

Language
Dimension

Dimension

* Provide opportunities to study content * Improve overall target language
through different perspectives competence
e Access subject-specific target * Develop oral communication skills
language terminology ¢ Deepen awareness of both mother
 Prepare for future studies and/or tongue and target language
working life ¢ Develop plurilingual interests and
v attitudes
Learning
Dimension

¢ Complement individual leaming strategies
¢ Diversify methods and forms of classroom practice
* Increase leamer motivation

Figure 9: Dimensions of CLIL (Gabillon & Ailincai, 2013, p. 169)

Figure 9 expresses that the CLIL materials should focus on using CLIL
in teaching and learning language into five dimensions.

In the cultural dimension, CLIL materials establish intercultural
relationship in terms of knowledge and understanding, develop intercultural
communicative skills, learn the cultures of nearby countries, regions or communities in
the society, and understand various cultures (Gabillon & Ailincai, 2013). It helps to
introduce wider cultural context in specific neighboring countries, regions and minority
groups; therefore, understanding and awareness are promoted in CLIL through
language-enhanced methodologies (Bonces, 2012).
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While in the environment dimension, CLIL materials prepare the
students for globalization and are accepted by international institutions (Bonces, 2012;
Marsh et al., 2001; Mephisto et al., 2008). Content and language integration enables the
students to have opportunity to acquire both communication and academic skills, social
language skills as a latter to deal with academic requirements (Cummins, 2000). It is
an ability to communicate academically and socially that open the doors for the students

to explore and travel around the world (Bonces, 2012).

In terms of content dimension, CLIL helps to provide opportunities to
study content through different perspectives leading to a deeper understanding of
subject matter achievement. It also nurtures students’ critical thinking and increases

their perspectives on different issues (Bonces, 2012).

In language dimension, Marsh et al. (2001) confirm that overall target
language competence is developed through CLIL approach. The focus of CLIL stresses
language competence in general and includes reading, writing, speaking and listening
skills. CLIL materials help develop second/foreign language skills, communicative
skills and motivation and attitudes towards multi-languages. Furthermore, in content
dimension, the students have opportunity to learn different content and broaden vision
and prepare the students for further education and future career (Gabillon & Ailincai,
2013). Finally, in learning dimension, CLIL materials enable the students to
complement individual learning strategies, diversity methods and forms of classroom

practice and increase students’ motivation (Mephisto et al., 2008).

In addition, in terms of learning dimension, CLIL counterparts
individual learning strategies gearing to learner-centered methodologies to improve
learning by giving importance to individual’s needs (Marsh et al., 2001). CLIL helps to
increase students’ motivation helping their learning to be effective (Bonces, 2012).
Learning content through English language medium aims to prepare the skillful
students for lifelong learning in labor market (socio-economic objective), encourage
the students to realize and understand the differences among people who have different
cultures in order to survive among the changes by learning through CLIL (socio-

cultural objective), develop the students’ language and communicative skills by the use
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of authentic materials and communication (linguistic objective) and develop the
students’ academic knowledge and their learning capacity (educational objective)
(Marsh, 2012). And language use in all process is focused on the language triptych
based on Communication (language of learning, language for learning and language

through learning) as previously mentioned.

It can be concluded that these five dimensions build up the students’
attitudes towards competence in the foreign language. It encompasses ability to use a
language for specific purposes together with cultural, personal and social understanding
development. The five dimensions are interrelated in CLIL practice (Bonces, 2012;
Marsh et al., 2001).

2.2.7 Core Features of CLIL Methodology

According to Colye et al. (2010) and Mephisto et al. (2008), there are
six core features guiding the CLIL methodology. In other words, the first feature of
CLIL is multiple focuses. The CLIL methodology supports both language and content
learning, and learning process and organizing of the course are processed through cross-

curricular themes and projects.

In addition, the CLIL methodology includes authenticity. That is, the
language input should be authentic and varied to make sure that it can be used for a
communicative end and in different context (Munoz, 2007). As a result, in CLIL
classrooms, real materials should be used and modified to suit the students’ conditions
(Richards & Rogers, 2001). The CLIL lessons are created based on the students’ needs
and interests by making connection between learning and students’ lives and other
cultures, using current materials from the media and other sources, and linking learning
to real-life situations. Moreover, active learning is another main feature in CLIL
methodology. In the CLIL classes, the students are allowed to communicate more than
the teacher, helps to set content, language and learning skill outcomes, evaluate

progress in achieving learning outcomes and favoring friend cooperative work.
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Furthermore, scaffolding needs to be provided to build up the students’
existing knowledge, skills, attitudes, interests and experience, repackaging information
in user-friendly ways, responding to different learning styles, fostering creative and
critical thinking and challenging students to take another step forward. Besides,
planning the CLIL course, lessons or themes needs to be done in cooperation with CLIL
and non-CLIL teachers, involving parents in learning about CLIL and how to support
students and involving the local community, authorities and employees. Safe and
enriching learning environment is also a crucial feature of CLIL methodology. The
CLIL activities have to use routine activities and discourse, display language and
content through the classroom, build students’ confidence to experiment with language
and content, use classroom learning centers and guide access to the authentic materials

and environments.

It can be concluded that the CLIL classroom is an integrated class
supporting both content and language organized through the main theme. Instructional
and learning processes are processes based on students’ needs and interests by the use
of realistic materials from any sources. The students are active in learning in
cooperative group, setting the expected outcomes and evaluating their progress of
learning while the teacher is as a scaffolder in helping activate the students’ prior
knowledge to learn new information among differences of learning styles, and brining
stakeholders such as non-CLIL teachers, guardians and local community to participate

in the students’ learning processes.

2.2.8 Theoretical CLIL Concepts Applying to Classroom

In CLIL setting, teaching and learning content and language has taken
place through an additional language that is often a foreign language, which is not
normally used (Colye et al., 2010; Dalton-Puffer et al., 2010; Dalton-Puffer & Smit,
2007). One aspect of CLIL connected to the way language students confronted in the
classroom is its social nature where the students have opportunities to communicate.

The students’ socialization is expressed through the practice of interaction between
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teacher and student; therefore, learning is retrieved through scaffolding, interaction and

the role of reflective practitioner as basic concepts in CLIL education (Coyle, 2011).

The core aspect of CLIL is integration (Mephisto et al., 2008, p. 11), so
CLIL focuses on tripartite objective: using of language to teach content, using of
content to teach language and developing learning skills. Therefore, in CLIL classroom
the students actively involve both at the preparation and presentation stages to have
opportunities to take on roles of authentic world and follow real world situations. They
learn through a variety of instructional activities to learn survival skills, interpersonal
communication, presentation skills, discussion skills, time management and
technological skills for information search in the process of content and language
learning (Dalton-Puffer & Smit, 2007). As a result, they know to assess their own
learning and others and help improve their own skills and other friends’. The CLIL

teachers have to scaffold both on the content and linguistic area (Mephisto et al., 2008).

Therefore, to design a CLIL lesson unit, it is necessary to follow the 4Cs
Framework of CLIL — Content, Communication, Cognition and Culture. Colye et al.
(2010) construct the mind map using the template to build up an overview of an example
unit in the following figure.

Communication

Language Language
Oof Through
Learning Leaming
Language
For
Learning

Figure 10: Overview of CLIL Unit Structure (Colye et al., 2010, p. 56)
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Figure 10 indicates that CLIL lesson structure is based on the main
theme and under the 4Cs Framework of CLIL — Content, Communication, Cognition
and Culture. Particularly, Communication demands an awareness of different types of
language used for different purposes by the use of Language Triptych — Language of
learning, language for learning and language through learning. As the 4Cs Framework
presents the complex interrelationship between the guiding principles of CLIL which
contributes to successful learning outcomes, planning a CLIL unit has to follow the unit

structure as aforementioned.

2.2.9 Assessment in CLIL Approach

At present most CLIL initiatives rely on standard national assessment
system because there are not specific tests or syllabuses to cater for a CLIL approach.
Assessment in CLIL approach is difficult since it has dual-focus, content and language,
that is, there are two assessment processes involved. On the other hand, it can process
through common assessment process, summative assessment and formative assessment
(Colye etal., 2010). Summative assessments are given to determine at a particular point
in time what the students know and do not know. But formative assessment is a part of
instructional process, used to see the students’ progress in all steps of learning. When
designing the means of assessment, the teachers should choose if assessing students
individually or in pairs or groups (Morgan, 2006). It can be done collaboratively within
the whole-class setting. English skill development of the students can be assessed by

the teacher, self-assessment and friend-assessment.

Assessing content in CLIL course can be processed in the first language
if the second or foreign language seems to be a barrier, and all students share the same
first language (Colye et al., 2010). For language assessment, the teachers have to be
sure which aspects of language competence they are assessing, in which could be the
ability to recall subject-specific vocabulary, operate functionally, using appropriate
language structures and forms to discuss and disagree, ask effective questions, report
in appropriate language structures, listen or read for meaning, present or discuss

effectively, demonstrate thinking or reasoning in the CLIL language and show
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awareness of grammatical features of the language (Colye et al., 2010; Coyle, 2011;
Marsh, 2000). It can be processed by using many types of assessment such as selected-
response (true-false, matching, and multiple-choice), constructed-response (fill-in,
short-answer, performance assessment) and personal response (conference, portfolio,

self-assessment, friend-assessment) (Colye et al., 2010).

2.2.10 CLIL Tool Kit

According to Colye et al. (2010), the teacher engagement is required for
successful CLIL course planning, and there are six stages for creating the CLIL tool
kit:
1) A shared vision for CLIL: idea sharing and brainstorming towards
how CLIL might be operated in the relating context in order to
construct the general goals
2) Analyzing and personalizing the CLIL context: a CLIL model
construction from vision stated in Stage 1 and reflection on the local
situation, which is based on the context such as school type and size,
environment, teacher supply, regional and national policies
3) Planning a unit: a CLIL planning map arrangement that consists of
four steps using the 4Cs Framework and other conceptual tools:
Step 1: Considering Content: what will be taught in the course
Step 2: Connecting Content and Cognition: connection of thinking
skills, problem solving and creativity connecting with the
content

Step 3: Communication — Defining language learning and using:
linkage of content and cognitive demands with
communication using the Language Triptych

Step 4: Developing cultural awareness and opportunities: the most
manageable way investigation to encourage the learners to

learn among differences of people



o1

4) Preparing the unit: transformation of the mind map into materials,
resources, tasks and activities that involves the analysis of map into
a series of lessons based on key elements

5) Monitoring and evaluating CLIL in action: assessment of the
students’ learning processes and outcomes as a part of learning cycle

6) Next steps — Towards inquiry-based professional learning
communities: development of CLIL professionals by building a
professional learning community, in which everyone can be a learner

as well as a teacher

2.3 Sociocultural Theory

Vygotsky (1978) posits that the child is firstly able to collaboratively do the
tasks; then he will be able to do independently later. Lev Vygotsky’s Sociocultural
Theory (SCT) is a theory of human learning. It says that learning is a social process and
the basis of human intelligence in society or culture because human mind is mediated.
The mediator tools are used to assist human act in the world. The major theme of
Vygotsky’s theoretical framework is social interaction that influences on cognitive
development, which is shaped by the cultural context and influenced by the
sociocultural environment. Biological and cultural development can occur because of
each other (Drisscoll, 1994; Lantolf & Thorne, 2006; United Nations Educational
Scientific and Cultural Organization, 2003; Vygotsky, 1978). Moreover, the SCT is
also called a theory of mediated metal development (Lantolf & Thorne, 2006, p. 4)
suggesting that mediatory tools are internalized through social interaction and the

language is one of sociocultural tools of mediation to humans.

The SCT perspective aims to understand the connection between learning,
language and content. The mediating tool between content and language construction
in a learning environment is the language (a psychological tool) linking the
sociocultural theory and second language acquisition among the relationship between
the learners and their experiences so as to mediate mental processes (Moate, 2010) that



52

scaffold the adoption of scientific concepts, linguistic knowledge and cultural
knowledge (Banegas, 2011) since learning is facilitated in social process (Crandall &
Kaufman, 2002).

The social interaction allows the learners to share experiences and acquire
knowledge through contacts and interactions (Crawford, 1996; Lantolf & Thorne,
2006)

The development of mentality occurs when a person interacts with the
environment and engages in reality construction processes. The construction of human
consciousness and cognition is processed in social interaction shaped by the cultural
context, sociocultural environment (Lantolf & Thorne, 2006, p. 211). The sociocultural
environment affects human cognition. The main role of teacher as a lecturer or
instructor is reduced; more chances are provided for the students to speak and discuss
with their friends. A comparison between the students who do not receive school
education and have been schooled presents that the schooled students are better at
coping with linguistic and abstract realities due to social interaction between the
students (Lantolf & Thorne, 2006, pp. 35-40). According to Walqui (2006, p. 16), the
most significant points of SCT are learning precedes development, language is the main
tool of thought, mediation is central to learning, and social interaction is the basis of
learning and development. Moreover, Vygotsky’s studies confirm that cognitive
development is centered on two main principles: the Zone of Proximal Development
(ZPD) and the More Knowledgeable Other (MKO).

According to Vygotsky (1978, p. 87), The relationship between learning and
development has been occurred in two development levels, an actual developmental
level and a potential developmental level. The actual development is as “the level of
development of a child’s mental functions already established because of certain
completed developmental cycles. Actual development defines functions that have
already matured and are the products of development.” This level corresponds to the
level of mental development a child has in reality and accomplished by independent
problem solving. The potential developmental level refers to what a student is not able

to do independently but able to do under adult guidance or in collaboration with more
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competent friends. Teaching should not happen at this level as it would not result in

effective learning (Lui, 2012).

The Zone of Proximal Development (ZPD) is the primary activity space that
learning occurs. The ZPD is the exploration area that students are cognitively prepared
but require assistance and social interaction to achieve the development’s goal.
Vygotsky asserts that learning can be happened in this zone because there is a change
of cognition within the ZPD. The ZPD is “the distance between the actual development
level as determined by independent problem solving and the level of potential
development as determined through problem solving under adult guidance or in
collaboration with more capable friends,” (Marsh 1l & Ketterer, 2005).

The adult or more capable friends’ guidance is called scaffolding, so the
scaffolding is as a special temporary help the teacher gives to the learners while they
are performing different tasks before becoming autonomous and working on their own.
It can be in any forms such as asking questions, activating prior knowledge, creating a
motivating context, encouraging participation, offering hints, giving feedback and
adapting materials to respond to the students’ needs (Gibbons, 2002; Marsh, 2012).
Scaffolding instruction is a teaching strategy originated by Vygotsky’s sociocultural
theory and the concept of ZPD. It is described as the distance between the actual
development level determined by independent problem solving and the level of
potential development determined through problem solving under adult guidance or
with more capable friends (Vygotsky, 1978).

To design the instruction, all activities and tasks have to touch a developmental
level that is above the students’ current developmental level. The Vygotsky’s
sociocultural theory proposes that social interaction plays a fundamental role in the
development of cognition, in which learning occurs through participation in social
interaction or culturally embedded experiences in the meaningful contexts that means
the learners do not learn alone (Raymon, 2000, p. 176). The social interaction with
More Knowledgeable Other (MKO) who are better in language and/or content than the
learners or have more experiences towards particular learning issues (parents, teachers,

friends and others) and learning environment affect the ways of their thinking and
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interpreting situations and help them construct an understanding of the concept. Their
own internalized meaning occurred in social setting helps develop their intellect
(Bransford, Brown, & Cocking, 2000; Vygotsky, 1978).

Moreover, the ZPD is “an area between what a learner can do independently
and what can be accomplished with the assistance of a competent adult or friend
(instructional level),” (Vygotsky, 1978, p. 1). Vygotsky believed that any child learn
any subject effectively using scaffolding techniques by scaffolding at the ZPD, in which
encourages them to learn further than their current skills level. Guideline and support
through learning activities enable the students reach the next level of learning and skills
by elaborating on their prior knowledge through the MKO’s support (Raymon, 2000).
The cognitive development as a social construction is developed with social
collaboration through the ZPD, in which the individuals construct new knowledge
through socially mediated interaction; as a result, thought and language could exist with
each other (Vygotsky, 1978). Gallimore and Tharp (1990) express that there are four
stages in the ZPD as presented in Figure 19.

Recursive loop
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Figure 11: Four Stages of the Zone of Proximal Development (ZPD)
(Gallimore & Tharp, 1990)
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Figure 11 presents the four-stage model of the ZPD:

Stage one: the students develop their understanding of language by the support
of MKO.

Stage two: the students learn by themselves without any guidance or assistance
using their own prior knowledge. The ZPD happens between the first and second stages.
The students are able to practice alone after learning through th guidance or assistance
of MKO. Nevertheless, they sometimes need assistance since it is not the stage of
perfect proficiency.

Stage three: it is automalization through practice. The students reach the stage
of independence. They do not need some more help or more exercises ot practice.

Stage four: the students are at the de-automatization of performance leading the

process of repeating a function, recursiveness throguh the previous three stages.

As a result, sociocultural theory of Vygotsky promotes student-centered
learning since the teacher helps the students discover their own meaning as a scaffolder,
not instructor or controllor the activities in the classroom. It is important that the social
interaction elaborates higher mental processes of the students, so the students should be
challenged with authentic complex situations and tasks found in the real society, outside

the classroom.

CLIL fits into the concepts of Sociocultural Theory to language learning
(Dalton-Puffer & Smit, 2007), which gives the importance to social nature of learning
in believing that learning can be occurred in social situations where individuals practise
social interaction (Moate, 2010). As a result, the CLIL classroom is as “a social setting
with specific participant roles, purposes and discoure rules moves considerably more

to the center of the learning process” (Dalton-Puffer & Smit, 2007, p. 11).
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2.4 Cultural Awareness

Growing awareness of the culture of people who speak the language of study is
intrinsic to the learning of it...Without the cultural dimension, successful
communication is often difficult. ...Comparison between the learners’ own way of life
and that of the other language community are an essential means to better understanding
of both,” (Byram, 1994, p. 75).

Cultural awareness is, “sensitivity to the impact of culturally-induced behavior
on language use and communication” (Tomlinson & Musuhara, 2004, p. 5) to
“understand the states of mind, your own and those of the people you meet”
(Trompenaars & Hampden-Turner, 1997, p. 196). At the most basic level, the cultural
awareness is a mindful understanding of the importance of culture’s roles in language
learning and communication. It emphasizes the need for learners to be aware of
culturally based norms, beliefs, and behaviors of their own culture and other cultures to
increase understanding of culture and language aimed at successful intercultural
communication (Baker, 2012b). It is the “foundation of communication, and it involves
the ability of standing back from ourselves and becoming aware of our cultural values,
beliefs and perceptions” (Quappe & Cabtatirem, 2005, p. 1), and it is as central to the
ability to respond to others in culturally sensitive and appropriate manners. It is one of
constructs within the model of cultural competence (Giddens, North, Carlson-Sabelli,
Rogers, & Fogg, 2012).

Cultural awareness aims to encourage participants’ understanding towards
cultural aspects which are universal and specific (Chen & Starosta, 2003). It is
necessary to acknowledge the cultural context when teaching the language. The
language learners must understand the language communication as a cultural process
and to be aware of their own culturally based communicative behavior and that of others
(Baker, 2012b); therefore, integrating cultural awareness into EFL classroom with
authentic materials and alternative assessment is crucial (Chien, 2013). Moreover, it
helps increase understanding of the students’ own cultures and other people’s cultures

to see how they connect and differ in broadening their minds, increase tolerance and
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achieve cultural empathy and sensitivity to facilitate language acquisition
(Shemshadsara, 2012).

Intercultural awareness is, “best conceived as an extension of the earlier
conceptions of cultural awareness that is more relevant to needs of intercultural
communication in expanding circle and global lingua franca contexts, in which cultural
influences are likely to be varied, dynamic and emergent” (Baker, 20123, p. 66). The
intercultural awareness includes knowledge of the effects of culture on the beliefs and
behaviors of others, awareness of one’s own cultural attributes and biases and their
impact on others and understanding the impact of sociopolitical, environment and
economic context of others (Aronson, Venable, Sieveking, & Miller, 2005). It can be

concluded that the cultural awareness is then a basis of intercultural awareness.

Cultural awareness underpins the intercultural awareness, that is, to construct
intercultural awareness the students have to firstly establish cultural awareness in them.
Baker (2012a, p. 203) states that there are two types of cultural awareness for reaching
intercultural awareness, basic cultural awareness and advanced cultural awareness.
Basic cultural awareness relates to cultural understanding at very general level focused
on the first culture, realizing of one’s own culture and general comparison with others’,
and advanced cultural awareness involves more complex culture understandings, in
which a combination of knowledge of other cultures may affect communication.
According to Tomailne and Stempleski (1998) cited in Swatevacharkul (2009, p. 50),
there are three qualities regarding cultural awareness:

1) Awareness of our behavior influenced by our cultures
2) Awareness of the others’ behavior influenced by their own cultures

3) Ability to explain our own cultural point of view

It is clear that cultural awareness relates to not only our culture but also other
people’s culture. As stated by Colye et al. (2010), CLIL is probably used to promote
effective learning since its interconnectedness elements reinforce the linkage between
language, cognitive processing and culture. In CLIL classroom, meaningful interactive

activity with friends, teachers and resources in and through an additional language
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encourage cultural understanding; as a result, to offer opportunities for intercultural

interaction in CLIL the interactive and dialogic learning should be provided.

2.5 English Communication Ability

Many scholars defined the term of ‘communication’ in different dimensions; for
example, communication is all procedures that a person’s mind may affect one another.
It involves both written and oral speech, including all human behaviors (Shannon,
1948), communication is a process of sharing information, sending or receiving
information (Bolding & Wehmeyer, 1999), and communication is sharing, sending and

receiving information process (Bolding & Wehmeyer, 1999).

Communicative skills instruction trains the students to deal with practical
language activities, which aim to encourage the students to communicate by having
opportunity to express content rather than form and select appropriate language in use.
They learn to apply knowledge to their real communicative situations (Samawathdana,
2010). English for communication instruction has emphasized the evolution of students
in using language in the real situation, so use of language, linguistic fluency, linguistic
accuracy and integrated skills are focused on teaching communicative skills
(Littlewood & Liu, 1996; Samawathdana, 2010). The main important element of
teaching and learning communicative skills is activities management in encouraging
opportunities for the students to practice meaningfully; therefore, there are principles

in managing activities for teaching and learning communicative skills as follows:

According to Harmer (2001), there are six principles in managing
communicative activities: the students desire to communicate in the topics related to
their lives, there are fixed communicative objectives, focusing on content than form, a
variety of language to give the students opportunities to variously use English language,
the teacher does not interrupt while the students are practicing and not immediately
correct the mistake and students should have freedom to think by themselves. Hedge

(2000) and Samawathdana (2010) expressed that teaching and learning communicative
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skills have to begin with main structures to give basic of language and experience in
using language while teaching related content for communication is commonly
processing. Nevertheless, accuracy, appropriateness, coherence, and cohesion are also
emphasized. The management of teaching and learning communicative skills have to
highlight functions, semantic (more than the used form), discourse, pragmatic meaning

and referential meaning.

Language and communication are complicated aspects of human behavior.
Language is always used as a tool for communication and learning, and CLIL does not
only promote linguistic competence because it can also affect the learners’
conceptualization, how we think. As a result, CLIL can make this happen. It can nurture
the students’ good attitudes to be a path for language improvement and development

through communication (J. D. Brown, 1995; Rubio & Conesa, 2012).

In this research study, English communication ability means ability to
communicate basically in daily life that focuses on four skills — reading, writing,
speaking, and listening. Since it aims to encourage the students to develop basic
communication, the focuses are to develop the students’ listening skills by expecting
that they will be able to comprehend the short conversations, other people’s ideas for
argue against or agree with the points and the oral presentation of their friends, describe
their demands of everything, argue against or agree with other people’s ideas and do
the oral presentation. Moreover, this course also aims to encourage the students’
reading skills by hoping that they will be able to comprehend the short texts by using
strategies dealing with new words and making inferences, make any types of sentences
to express their ideas towards things and write informal texts such as web-post, e-mail,

informal letter and invitation letter.

Four-skill language is a term used to define language teaching and learning that
refers to the skills of listening, speaking, reading and writing. The four language skills
are interrelated and interacted to each other. According to Harmer (2001), learning
cannot be effectively occurred if only one skill is performed. Therefore, the skill cannot
be performed without one another. We cannot speak well if we do not listen to others,

and we rarely write well without reading other texts. Bozorgian (2012) also expresses
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that speaking skill comprises learning range, and human learning is also operated by
listening skill. Listening skill also develops other language skills such as speaking to a
large extent. Rost (1994) says that there are three reasons why listening skill plays role
to improve speaking skill. Firstly, as spoken language offers an interactive means for
the learner, listening skill is really important to prepare data for spoken language to
interaction and learning. Secondly, authentic spoken language presents a challenge for
the learner trying to understand the language as native speakers who normally use it.
Thirdly, listening exercises provide the means to encourage the learners’ attention to

new forms in the language such as vocabulary, grammar, and new interaction patterns.

Reading and writing abilities of the students are harmonizing the growth of
reading skills that lead the growth of writing skills and vice versa. The students are
better in reading by strengthening their writing skills, and their writing skills
development are based on good reading skills. One contributes to the success of the
other. It cannot be denied that the information gained from reading is useful for writing
and writing gives and refines this information (Biancarosa & Snow, 2004; Graham &
Perin, 2007). “Good writers are good readers...good reading is the key to becoming a

good writer” (Rodriguez & Puyal, 2012, pp. 3-4).

2.6 Opinions towards Language Learning

An opinion is “a primary focus of attention throughout social psychology and
indeed throughout all of social science” (Sears & Aeeles, 1969, p. 137). It is different
from attitude since an opinion is an unemotional statement about an object, while an
attitude is an emotional evaluation of an object. They are linked together in that an
opinion can increase the manner or nature of a person; for example, negative opinion
can be the basis for adopting a defensive attitude in relation to the posture of the body
and will express the emotion related to negativity (Bergman, 2011). Therefore, the
opinions towards learning language are personal ideas without emotional statement on
it as facts to reflect the effectiveness of learning and teaching process of the curriculum,
lesson or course. In this research study, the opinions to be explored are purely personal

preferences towards learning language by the use of developed CLIL course.



61

2.7 Related Research Studies Focusing on CLIL Approach Implementation

Yang (2014) studied performance of Taiwanese tertiary students in CLIL
program. The findings show that the students had significant improvement in linguistic
skills, and there was a correlation between language competence and content
accomplishment. Moreover, the results from questionnaire survey show that the
students believe in benefit of CLIL approach in improving the linguistic skills and

enhancing learning motivation and the use of English for instructing content courses.

Hou (2013) studied a case study of CLIL program implemented at a hospitality
university in Taiwan by describing the theoretical foundation of the program, its
relationship to the study rationale to program development and implementation
processes. Pre-and post-tests, questionnaire, field notes, and semi-structured interviews
were used as research instruments. The findings show significant improvement in
students’ language proficiency and content area knowledge. Students who have
different levels of English proficiency had different opinions towards the instructional

materials, instruction, academic knowledge acquisition and difficulties in written tests.

Pengnate (2013) investigated in-depth problems of business students’ integrated
English skills and examined the project-based activities implemented by the CLIL
approach in teaching activity. The findings showed that listening skills were the most
problematic skills and the trial project-based activity applied by CLIL approach
presented a high level of students’ satisfaction as they got various types of knowledge

and skills.

Ravelo (2013) designed private English class activities based on CLIL approach
for a group of five Jewish adolescents with the age between sixteen and seventeen in

Jewish secondary school in Argentina to improve conversational skills.

Gregorczyk (2012) designed a qualitative study to investigate the effects of
CLIL approach on content acquisition of thirty-one students in the experimental group
in the English-medium chemistry classroom in one of the middle schools in Poland,;

then compared with other 232 students in ten classes, in which Polish was used. The
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findings of the study showed that learning chemistry through CLIL approach enabled
the student to get higher score than the rest of students, and top two students who got

the highest score in the course were in experimental group taught with CLIL approach.

Blasco (2011) investigated effects of CLIL approach on students’ L2 English
oral performance in terms of complexity, accuracy and fluency (CAF) by means of
analytic measures. The findings of the study showed that CLIL learners outperform

non-CLIL learners of the same ages not only in fluency, but also syntactic complexity.

Lasagabaster (2011) investigated the effects of CLIL approach used in the
foreign language classroom and relationship between motivation and the language
proficiency among 191 secondary school students in the Basque Country, a bilingual
community where both Basque and Spanish are official languages. A Likert-Scale
questionnaire as a research instrument was used to collect the data. The findings of the
study show that CLIL group was significantly more motivated to learn the language.

Phoodokmai (2011) developed English for Academic Purposes (EAP) course
using CLIL approach at a university in Thailand to enhance Thai undergraduate
students’ reading and writing skills and engagement in classroom activities evaluated
by an achievement test, a unit or lesson plan, observation form and learning log. The
findings showed that the students achieved effectiveness of learning reading and writing
skills through the developed CLIL EAP course, engaged the classroom activities more,
they finally had positive attitudes towards developed CLIL EAP course.

Vilkancience (2011) conducted a survey research at University of Management
and Economics in Lithuania to investigate attitudes of students towards the use of
problem-based tasks in their language classes by including the introduction of CLIL
approach in their studies. Therefore, 103 questionnaires were returned by the first-year
students from three academic years (2006, 2008 and 2010). The findings of the study
showed that the students thought the project that includes CLIL approach in their
studies is interesting since it helps improve their language skills and increase

communication skills.
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Samawathdana (2010) developed a Health Study Instructional Model using
English as a medium based on the Experiential Learning Theory and CLIL approach in
a school in Thailand to enhance their health behaviors and the English communication
ability of lower secondary school students and to examine the effectiveness of the
model. The results of the study presented that the students’ health behavior was better
after the instructional model was applied. They had positive attitudes towards learning
English through the model at the end of the course, and their English communication
ability was developed through the use of the model.

Zarobe (2008) analyzed the application of CLIL approach in three school
programs in the Basque Country in Spain, which is a part of a larger longitudinal project
aimed at providing support for CLIL. A speech production test was used to analyze the
pronunciation, vocabulary, grammar, fluency and content. The findings show that the
CLIL participants could achieve a higher token ratio in their production suggesting
more lexical richness than non-CLIL complement, and CLIL students with more
exposure through English also achieved higher levels of proficiency on the speech

production task than the students with less exposure through English.

Jappinen (2005) studied thinking and content learning process in CLIL
instruction in believing that the languages used as a medium of instruction affect
cognitive development. There were 669 samples who were L1 Finnish students in the
public comprehensive school. A half of them were taught by English, French or
Swedish, and the rest was taught by their mother tongue, Finnish. The study was carried
out for a year with four measurements. The findings show that there were not any
differences between two groups of samples in many of the measurements, but CLIL
environment clearly supported the mathematical thinking and learning process of the

students more than the group taught by mother tongue environment.
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2.8 Summary

In this chapter, the researcher has explored related theoretical literature,
reviewed related research literature as well as reviewed theoretical framework related
to the course development process, theoretical concepts of CLIL, cultural awareness,

English communication ability and opinions towards language learning.



CHAPTER THREE:

RESEARCH METHODOLOGY

This chapter describes how the research was conducted in order to gather the
relevant data pertaining to the research objectives, to answer the research questions and
prove the research hypotheses aiming to investigate how to develop a Content and
Language Integrated Learning (CLIL) course to enhance cultural awareness and
English communication ability of Thai undergraduates in the international program and
their opinions towards learning content and language through the CLIL course. The
description covers population and samples, research design and procedures,
instrumentation, data collection and data analysis.

3.1 Population and Samples of the Study

This research study was conducted at the Faculty of Liberal Arts, Prince of
Songkla University, Hat Yai Campus. The population and samples of the study are

illustrated as follows:

3.1.1 Population of the Study

The population of this research study consists of seventy-eight Thai
undergraduates from the first to the fourth year who major in Chinese, International
Program (CIP) at the Faculty of Liberal Arts, Prince of Songkla University, Hat Yai

Campus.
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3.1.2 Samples of the Study

An intact group of subjects (twenty-four Thai second-year
undergraduates studying in the international program representing the population are
the research samples. They participated in this research study voluntarily, and they
already signed their names on the consent form that was written in Thai so as to prevent
the language barriers. All samples have been studying English for at least ten years.
Their English proficiency spans low-intermediate to high-intermediate level. Most of

them have never had experiences in using English in English native-speaking countries.

3.2 Research Design and Procedures

This research study is a research and development (R&D) design study

comprising two main phases:

1) Course Development Phase

2) Research Phase (a single group pre-and post-test research design)

As this study emphasizes the application of CLIL approach that is a theme-
based approach, the course content is based on a theme needed by the students and the
course context should be examined to articulate beliefs. The Needs Analysis (NA) was
then conducted since the CLIL approach underlines arranging the course following the
students’ interests and needs. As a result, the CLIL course development stage order in
this research study follows Graves (2000)’s framework of course development process

as shown in Figure 12.
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Figure 12: CLIL Course Development Stages

Figure 12 presents eight-stage order of the course development process in this
research study. The researcher as the course developer firstly started the process of the
course development by defining the context, articulating beliefs; and then assessing
needs. After that the goals and objectives were formulated based on the results of the
NA. Since this course aimed to use the principles of CLIL, the course content was
conceptualized based on it, including course materials and assessment plan. After the
designed course was completed, it was implemented in the research phase to find out
the effectiveness of the CLIL course in enhancing cultural awareness and English

communication ability.

The two-phase course development and implementation in this research study
was processed following the course development cycles of Graves (2000), which is

illustrated in Figure 13.
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Figure 13: Research Procedures

As shown in Figure 13, the course development cycles were applied to process
course development and research phases of this research study. The first three cycles

relate to the first phase and the last cycle processed the second phase. After eight-stage
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course development process had been completed, the CLIL course instructional
package comprising ten-lesson teaching materials, supplementary sheets, formative
assessment tools, teacher manual (lesson plans) was finished. It was piloted (teaching
the course) with ten Thai undergraduates in the international program and adjusted
(modifying or re-planning the course) based on the findings from the pilot study. The
ready-made CLIL course instructional package was then ready for data collection

process (re-teaching the course) in the second phase.

The second phase, research phase, was started by instrumentation process. The
researcher designed the research instruments consisting of pre-test and post-test,
cultural awareness self- assessment questionnaire, interview questions and opinion
evaluation questionnaire. Then the instruments were validated through validation
process and adjusted before implemented in the main study (data collection process).
Data collection process was thus done, and the findings from the data collection process

were finally analyzed to get answers for the research questions.

The sub-stages of course development cycles can be illustrated in Figure 14 as

follows:
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The CLIL course shown in Figure 14 was developed following the course

development definition of Graves (2000), principles of CLIL approach and theory of

Sociocultural to organize content, and theoretical assumptions held on the nature and

group work learning process and other processes involved in course development.

In an effort to enhance cultural awareness and English communication ability of Thai

undergraduates in the international program, Figure 14 shows that the researcher

conceived the ideas of developing a course using principles of CLIL approach. The

figure shows how the CLIL course was designed and developed.
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As can be seen on the left-hand side of the frame, from the top is a review of
principles of CLIL approach and the tenets of Sociocultural Theory. Based on this
review, the CLIL course was built. Next, decisions were made as can be seen in the
middle part of the frame. These were constructed by the application of 4Cs framework
to organize the course content and achieve a coherent course intended to facilitate

comprehension.

As a result, the second frame from the left presenting the CLIL course structure
based on the 4Cs Framework of CLIL. Those 4Cs are linked with research variables of
this research study in developing a CLIL course to enhance cultural awareness and
English communication ability. It presents that the course content was conceptualized
under the theme of Cultural Studies to enhance cultural awareness and English
communication ability. The activities designed for teacher’s teaching and learners’

learning emphasized the cognitive processes of learning.

The next frame presents the cycles of course development framework of Graves
(2000), which were connected to sub-stages of the two phases. The process details of

all cycles and sub-stages are explained as follows:

3.2.1 Course Development Phase

Three cycles, planning, teaching, and modifying the course, were
processed in this phase. The first cycle is linked to the eight-stage of course
development process framework following the order presented in Figure 12. The
description of eight course development stages is presented as follows:

3.2.1.1 Defining the Context

Since the CLIL approach is a theme-based approach, the
researcher needed to investigate background information of the CLIL course learners
to set up the baseline for designing the CLIL course. As a result, three preliminary

studies were processed to get the background information and investigate the needs and
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interests of the students. These three studies are document analysis, class observation,

and theme and skill survey.

1) Document Analysis

To ascertain Thai undergraduates in the international
program’s strengths and weaknesses of English skills, the researcher asked for the
assistance from a content lecturer to confirm if the aforementioned prediction relating
to English skills of them is correct. Language used in the assignments of content course
presents the undergraduates’ English proficiency. A content lecturer from the PSU
International College was pleased to show an assignment of the undergraduates for the
document analysis process so that the course developer researcher could see the English

proficiency level of the undergraduates in terms of English writing ability.

Therefore, an assignment of Information Searching and
Presentation in the semester 2/2012 was analyzed. The assignment was written in the
form of report towards a trip planning to a tourist attraction in Thailand. Thai
undergraduates in the international program had to use searching and presentation skills
learned in the course for doing this assignment. They must surf the internet in order to
get information for writing the report entitled “A Holiday Trip”. They had to set their
own plan for travelling to a place they preferred to visit, including activities throughout
the trip. The course developer researcher analyzed the written assignment in terms of
accuracy of wusing language (grammatical knowledge) and academic skills

(paraphrasing, summarizing, quotation, in-text citation and referencing).

2) Class Observation

The class observation was also conducted in a three-hour class
of English 1l taught by an English lecturer from the Faculty of Liberal Arts, Prince of
Songkla University, Hat Yai Campus, in semester 2/2012 through video recording to
investigate Thai undergraduates’ strengths and weaknesses in English listening and

speaking skills applied in the real classroom.
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The class observer researcher took note towards everything
happening in the class, including students’ performance, language skills, confidence
and code-switching between a first language (Thai) and a foreign language as a target
language (English). The undergraduates were not informed in advance that there would
be a class observation. Nevertheless, before starting the class, the class observer
researcher and her assistant were introduced by the lecturer. After that the researcher
informed the students the objectives of the class observation and told them not to worry
about anything since it does not affect their study or grades, and their natural learning

processes benefit the research study.

3) Theme and Skill Survey

A short online questionnaire was designed to investigate the
content theme and English skills needed by the undergraduates in. It was validated by
three experts using the Index of Item-Objective Congruence (IOC) form. Then the valid

questionnaire (see Appendix A) was used in the survey process.

Then the questionnaire was put in the Google Drive. Its link
was sent to a content lecturer who taught the undergraduates in semester 2/2012 via e-
mail so that he forwarded the link to them in his class via e-mail. Fifteen Thai
undergraduates in the international program in this class answered the questions in the
online questionnaire, and those answers were used as a main theme of content in the
4Cs Framework used to design the CLIL course, to fix the level of English skills and
select the skills taught in the CLIL course in this research study.

After getting the findings from the first three preliminary studies
to identify the basic context towards background of English proficiency of
undergraduates, the researcher as a course designer defined the context in five
categories based on the course development process framework of Graves (2000) by

answering the following questions:
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(1) People
a. Students:

- Who are students of CLIL course?

- Which level do they study?

- Which program are they studying?

- Which year of study they are?

- Where do they study?

b. Stakeholders:

- Who are the stakeholders who get advantages and
disadvantages from instruction and study of the CLIL
course?

(2) Physical Setting:
a. School location
- What is the name of university they are studying at?
- Which faculty and campus are they studying?
b. Classroom conditions
- How big is the classroom?
- What are facilities provided in the classroom?
(3) Nature of Course and Institution:
a.What type is the course?
b.What are purposes of this course development?
c.What is the enrollment type of this course?
d.lIs this course related to other courses of the curriculum?
(4) Teaching Resources:
a. What materials are available for this course instruction?
b. Which facilities are provided for this course instruction?
(5) Time:
a. How long does this course last?
b. How long is each lesson taught?

c. How many lessons are there in this course?



75

Finally, the course developer researcher got the answers of the
questions in the online questionnaire as the contexts for the CLIL course development.
It helps the researcher to design the CLIL course properly to serve needs and interests
of the undergraduates.

3.2.1.2 Articulating Beliefs

According to Graves (2000)’s course development process
framework, to articulate beliefs for course development, the following four dimensions

must be emphasized.

1) View of Language:
a. What language is taught?
b. How is the language taught?
2) View of the Social Context of Language
a. How language is adapted to fit the social context?
3) View of Learning and Learners
a. How do the learners learn in the course?
b. What are learners’ roles through learning process of the
course?
4) View of Teaching
a. What are the roles of teacher towards learning the course?

As aresult, the course developer researcher would get beliefs and
principles that are well-matched and appropriate with the defined context to design the
effective CLIL course.
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3.2.1.3 Assessing Needs

The Needs Analysis (NA) of this research study was carried out to
determine the taught content topics, English communication skills, linguistic skills and
expected outcomes needed by Thai undergraduates in the international program and
other stakeholders. As a result, there were two main instruments processed in the NA

stage: a questionnaire and an interview.

The questionnaire was written in bilingual version, English and
Thali, in order to prevent language barriers. Close-ended questions were firstly used in
Likert-scale items and open-ended questions were included at the final part of the
questionnaire for measuring needs for English communication skills and cultural topics
of the undergraduates in the international program for the CLIL course. In order to
design the questionnaire, the researcher gathered information by reviewing existing
theories and related research, including observing an English class taught by an English
lecturer to see their learning performance in general. The data received from literature
review and class observation were used to develop the questionnaire and interview

questions.

The content validity of the questionnaire was examined by three
experts in the field of applied linguistics and English language instruction that have
more than three year-teaching experience. The Index of Item-Objective Congruence
(10C) was employed before the questionnaire used in the pilot study measuring its
reliability. A checklist making agreeable, not sure, and disagreeable is distributed to the

experts. Then the 10C was therefore used to calculate the content validity.

According to Yaghmale (2003), agreement of at least two experts
is needed in order for the questionnaire to be considered valid, that is, the score from
the validation must be equal or higher than 0.5. The items of questionnaire were
measured. The items those are equal or higher than 0.5 were kept and adjusted. Before
administrating the questionnaire to measure the research samples’ English

communication skills and content topic, the questionnaire was used in the pilot study
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conducted on ten undergraduates, which encompassed seven females and three males

to measure its reliability.

The result of Reliability Coefficient is alpha .985, which indicates
that the instruments used have high reliability, meaning that the effect of errors of
measurement is small. Moreover, the questionnaire was adjusted based on the three
experts’ comments. After finishing the adjustment, the questionnaire (see Appendix B)
was administered to the research samples, twenty-four undergraduates in the
international program. After launching the questionnaire to those undergraduates, the
answers from the questionnaires were used for the CLIL course development in all
aspects. Moreover, an interview was conducted with the stakeholders that were Thai
undergraduates in the international program, content and English lecturers, program
and faculty administrators, and a prospective undergraduate’s guardian using the
interview questions. The answers from the stakeholders in the interviews were then

used as a data source for the CILL course development.

3.2.1.4 Formulating Goals and Objectives

The expected goals and objectives of the CLIL course are based
on the results of theme and skills survey and NA process to enhance cultural awareness

and English communication ability of the undergraduates.

3.2.1.5 Conceptualizing Content

According to Graves (2000, p. 38), conceptualizing content

relates to answering the questions listed in the following figure.
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1. What do | want my students to learn in this course, given who they are, their
needs, and the purpose of the course?

2. What are my options as to what they can learn?

3. What are the resources and constraint of my course that can help me narrow
my options?

4. What are the relationships among the options | have selected?

5. How can | organize these options into a working plan or syllabus?

6. What is the driving force or organizing principle that will pull my syllabus
together?

Figure 15: Questions that Guide Conceptualizing Content in the CLIL Course

The questions listed in Figure 15 array the options to consider in
conceptualizing the content of the course will be taught. Moreover, when organizing
the content, the researcher must think about which objectives are focused, which
materials are used, what the course sequences are, and how the learning outcomes are
evaluated. Moreover, there are three content categories for conceptualizing content of
Stern (1992) and Graves (2000, p. 43) as shown in Figure 16 below.

Focus on Language

linguistic skills situations communicative functions
topics/themes tasks listening

competencies speaking writing

content reading genre

Focus on Learning and Learners
affective goals interpersonal skills learning strategies

Focus on Social Context
sociolinguistic skills  sociocultural skills sociopolitical skills

Figure 16: Categories for Conceptualizing Content

Figure 16 presents the framework for organizing the categories
for content conceptualization consisting of language, learning and learner, and social
context. Under the language the categories are linguistic skills, situations, topics or

themes, communicative functions, competencies, tasks, content, speaking, listening,
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reading, writing, and genre. Under learning and the learner categories are affective
goals, interpersonal skills, and learning strategies. Under social context the categories
are sociolinguistic skills, sociocultural skills, and sociopolitical skills. These categories
are not fixed together, but they are penetrable. They intersect and connect with other

categories.

3.2.1.6 Developing Materials

The instructional materials of the CLIL course in this research
study were designed based on the 4Cs Framework of CLIL. Furthermore, as it is the
CLIL course, the instructional materials were designed following five-stage of the CLIL
tool kit of Colye et al. (2010) as mentioned in the previous chapter. The sixth stage was
skipped because it can be done after launching the CLIL materials. As a result, those

five stages of the CILL tool kit are as follows:
1) A Shared Vision for CLIL

All stakeholders and researcher shared ideas and explore how
CLIL might operate in the classroom to construct overarching goals as global goals to

describe the longer-term vision for any CLIL program following two guiding questions:

(1) What is the ideal CLIL classroom and what goes on
there?

(2) In an ideal world, what do we want our CLIL learners
and teachers to be able to achieve?

2) Analyzing and Personalizing the CLIL Context

The researcher constructed a model reflecting the local
situation. This model identifies fundamental principles and has its own global goals.

This stage was processed following the guiding questions:
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(1) Who is involved in teaching and learning?

(2) What are implications of the above for constructing our
own CLIL model?

(3) What are implications of the above for less capable
learners?

(4) How do the global goals impact on the CLIL model?

(5) How does the CLIL course involve wider community?
3) Planning a Unit

The researcher planned for the CLIL map consisting of
four planning steps using the 4Cs Framework: considering content, connecting content
and cognition, defining language learning and using, developing cultural awareness and

opportunities, and other conceptual tools to form the tool Kit.
4) Preparing the Unit

The mind map planned in the previous stage was changed
to materials, resources, tasks and activities. Therefore, to prepare the unit the researcher

must answer the following guiding questions:

(1) Which materials/units are already available? How
appropriate are they?
(2) Which resources need adapting and how?

(3) Which resources can be accessed via the Internet?
5) Monitoring and Evaluating CLIL in Action

The researcher explored CLIL in details to understand
classroom process and thought of learning environment development that must be
linguistically accessible whilst being cognitively demanding. The CLIL Matrix was
used to measure and analyze the interconnectedness of cognitive and linguistic levels of

tasks and materials used during a unit.
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The teaching materials were validated by three experts in the
area of English instruction using Index of Item-Objective Congruence (IOC) form. After
that, the materials were piloted with ten undergraduates who volunteered to participate

in the pilot study class for a module.

3.2.1.7 Organizing the Course

To organize the CLIL course in this research study, the course

developer researcher followed the five overlapping processes as shown in the previous

chapter:
1) Determining the organizing principles driving the course
2) ldentifying units, modules, or strands based on the
organizing principles.
3) Sequencing the units
4) Determining the language and skills content of the units
5) Organizing the content within each unit.
These five aspects do not follow a specific order since they are
overlapped.

3.2.1.8 Designing an Assessment Plan

As this research study focuses on CLIL approach, the assessment
plan includes formative and summative assessment that assess both content and
language parallel. Therefore, designing the assessment and evaluation tools is based on
what was taught and what goals and objectives of the lesson are. The 4Cs of the CLIL

were assessed in different process of learning and teaching:

‘Cognition” was assessed in the process of learning when the

students did the activities following the steps of Bloom’s Taxonomy.
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‘Culture’ was assessed during learning in the group work
collaboratively, that is, the students learned to accept the differences among people in
the group, and knew to be both learners and helpers during the learning process through
the cultural awareness self-assessment questionnaire. In addition, they learned to be
leaders and followers in the group. When the situations changed, their roles were

changed.

‘Content’ and ‘Communication’ were assessed as the course

outcomes assessment as shown in Table 2.

Table 2: Assessment of the CLIL Course Outcomes

4Cs Formative Assessment Summative Assessment
Task/Activity Instrument Task/Activity Instruments
Content and e Doing exercises | e Exercises | e Doing the Pre-test and
Communication and quizzes and quizzes | tests Post-test
Cognition e Discussion ¢ Guiding o Express what
activity guestions they learned
e Answering the in the from reading
questions at the lessons and listening
end of the class | e Group skills
e Preparing for presentatio | e Express their
group n tasks personal ideas
presentation e Group in the forms
e Planning for writing of writing and
writing tasks tasks speaking
Culture ¢ Collaborative e Group e Express the
activities presentatio ideas towards
such as n tasks differences
brainstorming, e Group among people
planning, writing having
preparing, etc. tasks different
culture and
nationalities

Table 2 presents assessment of the 4Cs. It indicates that all 4Cs
were assessed in teaching and learning processes of the CLIL course. The course
outcome assessment was divided into two main types, formative assessment and
summative assessment. Activities in teaching and learning processes were used as a
part of formative assessment. While in the process of summative assessment, pre-test

and post-test were used to assess all the 4Cs.
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After the CLIL course development was finished, it was
processed in the cycle of teaching the course. As a result, the CLIL instructional
materials were processed in the pilot study. After that the modifying course cycle was
followed by adjusting the course for using in the second phase.

3.2.2 Research Phase

The research phase is a course implementation in re-teaching the course
cycle. This is a single group pre-test and post-test design study that is thus illustrated

as follows:

Pre-test Treatment Post-test
O X O

Figure 17: Research Design

From Figure 17, O refers to the measurements of the dependent variables,
cultural awareness, English communication ability and opinion towards learning
language, and X refers to the independent variables — CLIL course and instructional
process. Therefore, in this phase there are three crucial steps to assess the effectiveness
of CLIL course enhancing cultural awareness and English communication ability and
opinion towards language learning with the CLIL course of Thai undergraduates in the

international program.
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3.2.3 Instrumentation

The research instruments used in this study are shown in the following

figure.

Instructional Research
Instruments Instruments
|2 CL_H' Course . - Pre- and Post-Tests
Instructional Matenals

Cultural Awareness
= Self-Assessment
Questionnaire

Opinion Evaluation
Questionnaire

] Interview protocol

Figure 18: Research Instruments

Figure 18 presents that there are two main types of research instruments
in this research study, which are instructional instruments and research instruments.
The instructional instrument is a set of CLIL course instructional materials. While the
research instruments are research tools used to investigate the effectiveness of the CLIL
course to enhance cultural awareness and English communication ability, which are
pre-and post-tests, cultural awareness self-assessment questionnaire, opinion

evaluation questionnaire and interview protocol.
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3.2.3.1 Instructional Instruments

As mentioned above, there is an instrument as instructional

instrument: CLIL course instructional materials.

CLIL Course Instructional Materials

The CLIL course instructional materials were designed based on
the steps of CLIL tool kit mentioned in the previous chapter and the results of NA
process. It was written in English since English was used as a medium of instruction in
the CLIL course. Since the CLIL course is a 30-hour intensive course, it was divided
into five chapters. Six hours were spent for each chapter instruction, three hours spent
for each lesson with total of ten lessons. The first lesson of each chapter emphasized
the development of listening and speaking skills, and the second lesson of each chapter
gave importance to reading and writing skills. The activities processed in the teaching
and learning processes brought collaborative learning in group work leading individual
learning. The students learned from others, and they also taught others as More
Knowledgeable Others (MKO) that guided them to do it by themselves later on. The
instructional materials consist of five-chapter instructional materials and lesson plans

(see Appendix C).

Validation

In order to ensure the content validity of the instructional
materials, lesson plans and supplementary sheets, including formative assessment tools,
a set of them were validated by a panel of three experts (an English teacher, an expert
in Cultural Studies field, and an expert in assessment and evaluation). Other parts of
the course components consisting of course objectives, course description and course
details were sent to all experts. The evaluation was undertaken using a checklist
(marked agreeable, not sure, and disagreeable) adapted from the checklist for ESL
textbook selection by (Garinger, 2002). Then the 10C index was used to calculate the
content validity of the course components. The agreement of at least two of the experts

was needed for the course components to be considered valid (Pinyoanunthaphong,
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1983). That is, the score from the validation must be higher than 0.5. Then, the course
components were revised based on the comments and suggestions of the experts. Based
on the results of the 10C calculation, generally, the three experts agreed that all the
course components and lesson plans were suitable for this course. The content validity
was 0.88. Nevertheless, the three experts also agreed that some exercises and activities
should be adjusted. The guiding questions should be provided by the teacher so that the
students are able to respond effectively.

Pilot Teaching

The pilot teaching was carried out during semester break of
academic year 2014 by the researcher of this research study. A module of the teaching
instructional instruments (instructional materials, supplementary sheets and formative
assessment tools) was processed for six hours (two lessons: listening and speaking
lesson and reading and writing lesson) to see if it was appropriate with the students’
English proficiency. There were ten Thai undergraduates in the international program
participated in the pilot study. All students attended both two classes of the two lessons
as they volunteered to be in the pilot teaching process.

The findings from the pilot study presented that the quantity of
writing focus as planned should be decreased to give opportunity for the students to
practice more in some particular writing skills. Informal writing tasks were thus still
remained. On the other hand, formative assessment tools were effective for them,
especially group work activity that really supported their learning since they could play
both the roles of learners and teachers in the learning process, and they were not shy

when making any mistake. As a result, they could do individual work well.



87

3.2.3.2 Research Instruments

The instruments in the CLIL course implementation process are

as follows:

1) Pre-Test and Post-Test
To prove the effectiveness of the CLIL course in terms of
student learning, the students needed to complete the pre-test and post-test (see
Appendix D) as an achievement test to reveal how much they had improved after
attending the CLIL course. The pre-test and post-test were designed in an equivalent

form using the goals and objectives of the course as the scope of the tests.

The test was subjective (a criterion-referenced test). The
purpose of the test was to assess the amount of knowledge or skill learned by each
student, directly relating to writing web-post and e-mail. As a result, the test consisted
of two main sections that asked the students to present their own ideas or opinion
towards a cultural issue and write a web-post responding another web-post and an e-

mail replying an e-mail sent from friend.

The pre-test and post-test were exactly the same because the
practice effect should not be a problem of the test. In this research study, the experiment
was undertaken for thirty hours in ten days as it is an intensive course. Nevertheless,
the pre-test was launched for five days before the main study was done, and the post-
test was also done after finishing the class for five days. Therefore, it was suitable to
use equivalent form of the pre-test and post-test. Moreover, the test was subjective; it
is not easy for the students to memorize the test and its answer. The test lasted for two

hours.

Validation

The test validation process was carried out after the test was
created. It aimed to determine the test usefulness (Bachman & Palmer, 1996).
Measurement of construct and content validity in this research study was done before

trying out the test. The item analysis was carried out to measure the difficulty of the
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test. This refers to the meaningfulness and appropriateness of the Meanings made on

the basis of test score (Bachman & Palmer, 1996).

The content validity of the test was measured by a panel of
three experts that consisted of three experts in the fields of English applied linguistics
and assessment and evaluation. All of them had working experience of more than ten
years. The content validity result was computed using the IOC index formula
(Pinyoanunthaphong, 1983). Agreement of at least two of the experts was needed for

the test to be considered valid that means it must be higher than 0.5.

It was found that the three experts agreed to accept the entire
test items, but they provided valuable suggestions to make the test complete. The
content validity of the test was 0.86. The suggestions from the three experts were about
listening to the clip as an input of speaking test was quite hard but if the researcher
thought that watching the context might help, that would be fine. Time spent for the
test should be shorter since it was firstly set at three hours. Because the students were
not very good in English, it was therefore decreased to two hours. And it was proposed

to the three experts with rationale, all of them agreed with two hours.

In addition, since the researcher preferred to see clear
improvement of Thai undergraduates in the international program’s English

communication ability, the same rubrics with formative assessment were used.

2) Cultural Awareness Self-Awareness Questionnaire

The cultural awareness self-assessment questionnaire (see
Appendix E) was designed to evaluate the awareness of culture enhanced through
learning in the CLIL course. The questionnaire aims the respondents to express the
awareness of culture towards, including their own culture and link and compare to
others’. It was written in bilingual version in order to prevent language barriers. Then
it was verified by three experts. The undergraduates were asked to express their cultural
awareness twice, before starting learning through the CLIL course and at the end of the
CLIL course. The questionnaire was divided into three parts following the elements of

cultural awareness diversity of culture, flexibility and appreciation and understanding
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others, adapted from cultural awareness self-assessment questionnaire of

Chantarasenannon, Kanjanawasee, and Tangdhanakanond (2011).

The questionnaire was validated by three experts in applied
linguistics and English language instruction. The evaluation was undertaken using a
checklist (marked agreeable, not sure, and disagreeable), and the IOC index was used
to calculate the content validity of the questionnaire. The agreement of at least two of
the experts is needed for the cultural awareness self-assessment questionnaire to be
considered valid (Yaghmale, 2003). The score from the validation must be higher than
0.5. As a result, three questions were deleted since the validation value was lower than
0.5, and it was suggested by the three experts to delete it.

To be certain that the cultural awareness form is suitable
and clear for use, it was piloted with ten undergraduates to find out its reliability. The
result of Reliability Coefficient is alpha .808 indicating that the instruments used have

high reliability, meaning that the effect of errors of measurement is small.

3) Opinion Evaluation Questionnaire
The opinion evaluation questionnaire (see Appendix F) was
designed to evaluate the CLIL course effectiveness by the researcher. The questionnaire
aims the respondents to express the opinion towards the CLIL course, including
teaching procedures, teaching activities, teaching materials, course assessment, and
their own opinions towards the benefits of the course. It was written in bilingual version

in order to prevent language barriers.

Then it was verified by three experts. The undergraduates
were asked to express their opinions towards the CLIL course at the end of the course.
The topics raised in the questionnaire are English experience before enrolling the
course, the opinions of them after attending the course and suggestions about the course

used to enhance English communication ability.

The questionnaire was validated by three experts in applied

linguistics and English language instruction. The evaluation was undertaken using a
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checklist (marked agreeable, not sure, and disagreeable), and the IOC index was used
to calculate the content validity of the questionnaire. The agreement of at least two of
the experts is needed for the opinion questionnaire to be considered valid (Yaghmale,
2003). That is, the score from the validation must be higher than 0.5.

To be certain that the opinion evaluation form is suitable and
clear for use, it was piloted with ten undergraduates to find out its reliability. Finally,
the pilot study presented Reliability Coefficient that was alpha .922 indicating that the
instruments used have high reliability, meaning that the effect of errors of measurement

is small.

4) Interview Protocol
After analyzing the questionnaire from twenty-four Thai
undergraduates in the international program, an interview was conducted with all of
them since they volunteered to give the interview. The interview was undertaken in the
Faculty of Liberal Arts, Prince of Songkla University, Hat Yai Campus. It was carried
out by making appointments with the undergraduates who were willing to give an
interview and be able to share their information and needs. Each interview lasted about

ten to fifteen minutes, and it was collected using a video recorder.

The interview used sixteen questions (see Appendix G)
adapted from Changpueng (2009) for asking the undergraduates’ opinions towards
learning English skills with the CLIL course, and it was validated by three experts with

the content validity at 1.00.
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3.3 Data Collection and Data Analysis

The processes of data collection and data analysis are as follow:

3.3.1 Data Collection

After all research instruments were verified and the pilot studies were
processed to ensure the reliability of those instruments, they were used to collect the
data from Thai undergraduates in Chinese International Program, Prince of Songkla
University, Hat Yai Campus. The tentative thirty-hour plan consists of ten lessons. Each
lesson lasted three hours. The ten lessons provided in the instructional period followed
the framework of 4Cs of CLIL; therefore, the students used language for learning
content and language by using communicative and cognitive skills and also learning
and being aware the importance of culture. The data collection process in this study was

as follows:

Table 3: Data Collection Process

Day Research Instruments
1 - Pre-test

- Cultural Awareness Self-Assessment Questionnaire

- Content and Language Integrated Learning (CLIL) Course
Instructional Materials: Unit One

- Content and Language Integrated Learning (CLIL) Course
Instructional Materials: Unit Two

- Content and Language Integrated Learning (CLIL) Course
Instructional Materials: Unit Three

- Content and Language Integrated Learning (CLIL) Course
Instructional Materials: Unit Four

10 - Content and Language Integrated Learning (CLIL) Course

11 Instructional Materials: Unit Five

12 - Post-test

- Cultural Awareness Self-Assessment Questionnaire

- Opinion Evaluation Questionnaire

- Interview

OO |N[oOo|B~|lWIN

Table 3 presents the process of data collection in this research study

conducted in July, the semester break of semester 1/2014 as follows:
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Day 1: Pre-test and Cultural Awareness Self-Awareness
Questionnaire

Pre-test was administered at the beginning of the course to investigate
the undergraduates’ English communication ability before studying with the CLIL
course. The test lasted for two hours. After the undergraduates finished the pre-test,
they had ten minute- break. After that cultural awareness self-assessment questionnaire
was then conducted to investigate their cultural awareness before studying with the
CLIL course. They spent approximately fifteen minutes to answer the questions in the

questionnaire.

Day 2-11: Content and Language Integrated Learning (CLIL)
Course Instructional Materials

The CLIL course instructional materials were applied in the CLIL
classes for thirty hours in ten days to enhance the undergraduates’ cultural awareness
and English communication ability. Learning progress of the undergraduates was

assessed by formative assessment tools in each lesson of the instructional materials.

Day 12: Post-test, Cultural Awareness Self-Assessment
Questionnaire, Opinion Evaluation Questionnaire and
Interview

After finishing the CLIL course, post-test was conducted to investigate
the effectiveness of the CLIL course in enhancing English communication ability of
Thai undergraduates in the international program. The average scores of pre-test and
post-test were compared to see differences among them indicating their English
communication ability improvement and development. The test lasted for two hours.
Then the undergraduates had ten-minute break. And cultural awareness self-assessment
questionnaire was conducted again to investigate the undergraduates’ cultural
awareness after studying with the CLIL course. The undergraduates spent

approximately fifteen minutes to answer the questions in the questionnaire.

After that they spent approximately fifteen minutes to answer the
questions in the opinion evaluation questionnaire that was used to investigate their

opinions towards learning English language with the CLIL course.
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When they finished answering the questions in the opinion
questionnaire, they were explained the process of interview to prevent confusion. The
interview was then undertaken at the Faculty of Liberal Arts, Prince of Songkla
University, Hat Yai Campus. All twenty-four Thai undergraduates in the international
program volunteered to give the interview; as a result, they were divided into two
groups with different set of video and electronic voice recorder. Each interview lasted

ten to fifteen minutes.

3.3.2 Data Analysis

The data obtained from the process of data collection was calculated by

using SPSS and statistical devices. The explanation of data analysis is listed in the table

below.
Research Research Objectives Research Questions Validation Analysis
Instruments Methods
CLIL course To develop a CLIL course to To answer research question 1: 1) Content validity processed by three experts Pre-test and
instructional materials | enhance culbuwral awarenessand | How can a Content and Language in the fields of English language teaching, Post-test
English commumication ability of | Inteprated Leaming (CLIL) course Cultural Studies and Applied Linguistics.
Thai undergraduates in the to enhance cultural awareness and | 2) A pilot study was processed to investigate
mtermationa] program English communication ability of reliability of the materials to enhance
Thai undergraduates in the cultural awareness and English
international program? communication ability of Thai
undergraduates in the international program
Cultural awareness To determine the effectivensss of | To answer ressarch question 2: 1)Have the questionnaire validated by three Mean,
self-assessment the CLIL course to enhance To what extent can the CLIL course |  experts. Standard
questionnaire cultural awareness of Thai enhance cultural awareness of Thai | 2)A pilot study was processed to investigate Deviation,
undergraduates in the undergraduates in the international | the reliability with the undergraduates who | Peir-Sampled
intemational program prosram? did not participate in the main study. T-test
Pre-test and Post-test | To deterrine the effectiveness of | To answer research question 3: 1)Have the test and the marking scheme Mean,
the CLIL course to enhance To what extent can the CLIL course |  validated by three experts Standard
English commumication ability of enhance Eaglish communication 2)A pilot study was processed to investigate its Deviation,
Thai undergradnates in the ability of Thai uadergraduates in reliability with the undergraduates who did | Pair-Sampled
intematicua] program the intemational program? ot participate in the main study. T-test
3)Venify the difficulty level of the test.
Opinion evaluation To mvestigate the epimions of To answer research question 4: 1)Have the questionnaire validated by three Mean,
questionnaire Thai undergraduates in the What are the opinions of Thai experts. Standard
itermational program towards the | undersraduates in the intemational | 2)A pilot stody was processed to investizate the | Deviation
CLIL course to enhance cultwral | program towards the CLIL course | reliability with the undersraduates who did
awareness and English 1o enhance cultural awareness and | ot participate in the main study.
comumication ability English communication ability?
Interview To gather m-depth mformation. | To answer research question 2, 3and | 1)Have the mterview questions validated by Content
about the opimions towards the 4 three experts Analysis
CLIL courss to enhance cultural 2)A pilot study was processed with the
awareness and English undergraduates who did not participate in
communication ability of Thai the main study
undergraduates in the :
international prosram
Figure 19: Research Instruments for Gathering Data to Determine the

Effectiveness of the Course




94

3.4 Summary

The research methodology covers two main phases: course development phase
and research phase. Questionnaire and interview were utilized as instruments in the
Needs Analysis (NA) process. The CLIL course was then developed based on the
results of NA process. The CLIL course was developed based on the results of the NA.
The research instruments used to determine the effectiveness of the CLIL course
consisted of the pre-test and post-test, cultural awareness self-assessment questionnaire,

opinion evaluation questionnaire and interview.
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CHAPTER FOUR:

RESERCH RESULTS

This chapter reports on results of the research study in accordance with the four
research questions and three research hypotheses in two phases of the research study.
As aresult, the research results in this research study are described in two phases: course

development phase and research phase.

4.1 Results of Course Development Phase

The first phase presents the processes of CLIL course development in enhancing
cultural awareness and English communication ability of Thai undergraduates in

international program. The results from this phase are used to answer the first questions.

Research Question 1:
How can a Content and Language Integrated Learning (CLIL) course be
developed to enhance cultural awareness and English communication ability of

Thai undergraduates in the international program?

The CLIL course in this research study is a thirty-hour intensive course designed
based on Graves (2000)’s course development process framework and cycle, 4Cs
framework of CLIL approach and main concepts of Sociocultural Theory (as presented
in Figure 14) to enhance cultural awareness and English communication ability of Thai

undergraduates in the international program.

After following all stages of course development process framework and cycles,

the CLIL course syllabus is as shown in the following table:
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Unit Lesson CONTENT COMMUNICATION
Language of Language for Language through
Learning Learning Learning
Unit 1 Lesson 1 Different Sentence skills Expressionsand | Making
Culture Coordinating introduction comprehension
Conjunction phrases through listening
for giving skills
presentation
Lesson 2 Social Argumentative Writing - Vocabulary learning
Manners expressions argumentative - Dictionary skills
web-post - Reading
Subordinating comprehension
Conjunctions
Unit 2 Lesson 1 A Variety of | Word Expressionsand | Making
Language pronunciation introduction comprehension
and stress phrases through listening
for giving skills
presentation
Lesson 2 Tourism Expressions for | Writing an - Vocabulary learning
describing informal letter - Dictionary skills
location telling about a - Reading
tourist attraction comprehension
Unit 3 Lesson 1 Socialization | Expressions and | Expressionsand | Making
introduction introduction comprehension
phrases for phrases for giving | through listening
giving presentation skills
presentation
Lesson 2 Social Rules | Informal letter Writing informal | Vocabulary learning
structure letter: group work | Dictionary skills
and individual - Reading
work comprehension
Unit 4 Lesson 1 Table Expressions and | Expressionsand | Making
Manners introduction introduction comprehension
phrases for phrases through listening
giving for giving skills
presentation presentation
Lesson 2 | National Food | Imperative Writing - Vocabulary learning
sentences instructive text: - Dictionary skills
groupworkand  + Reading
individual work comprehension
Unit5 | Lesson 1 Table Expressions and | Expressionsand | Making
Manners introduction introduction comprehension
phrases for phrases through listening
giving for giving skills
presentation presentation
Lesson 2 | National Food | Imperative Writing - Vocabulary learning
sentences instructive text: - Dictionary skills
groupworkand  + Reading
individual work comprehension
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CULTURE

Task/Activities

COGNITION

- Be aware of importance of culture

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Group oral presentation

- Be aware of differences of social manners

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion
- Reading comprehension

- Be aware of language variety

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Group oral presentation

- Be aware of tourism roles in learning about culture

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion
- Reading comprehension

- Be aware of social culture

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Group oral presentation

- Be aware of social rules

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion
- Reading comprehension

- Be aware of table manners in different culture and its
roles

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Group oral presentation

- Be aware of cultural issues through national food

Comparing national culture with regional and

international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Reading comprehension

- Be aware of cultural

influence on dating

Comparing national culture with regional and

international culture

- Accepting differences among people and understanding
and helping others

- Discussion expressing
awareness of different
culture

- Group oral presentation

- Be aware of differences of social manners

- Comparing national culture with regional and
international culture

- Accepting differences among people and understanding
and helping others

- Discussion
- Reading comprehension

Remembering
Understanding
Applying
Analyzing
Evaluating

Creating
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The CLIL course syllabus presented in Table 4 shows that there are five chapters
in this course that were divided into ten lessons. Each unit consists of two lessons:
listening and speaking lesson and reading and writing lesson. Three hours were spent
for each lesson, with the total of thirty hours.

The content and language taught in the course are the results from preliminary
studies and needs assessment. The cultural topics taught in the CLIL course were:
different culture, social manners, variety of language, tourism, socialization, social
rules, table manners, national food, dating and wedding ceremonies. In addition, there
were also five main focuses of language taught in the CLIL course: speaking in daily

life, sending e-mails, reading online texts, writing letters and doing presentation.

Teaching and learning activities in the CLIL course were designed based on the
concepts of Sociocultural Theory, More Knowledgeable Others (MKO) and
collaborative learning in group work. Therefore, there were three main types of tasks
and activities processed in the CLIL course: whole class discussion, group work and
individual work, in order to encourage collaborative learning in group work that leads
individual learning. The research samples in this research study learned among
differences, and learned to be helpers, teachers, or explainer of their friends and vice

Versa.

Through teaching and learning activities, the undergraduates’ cultural
awareness was raised. They were enhanced by cultural content and learning activities.
Cognitive processes of learning: remembering, understanding, applying, analyzing,
evaluating, and creating, were also enhanced through both teaching and learning

activities.

This CLIL course was developed following the eight-stage of Graves (2000)’s
course development process framework: defining the context, articulating beliefs,
assessing needs, formulating goals and objectives, conceptualizing content, developing
materials, organizing the course and designing an assessment plan. As a result, the
CLIL course syllabus shown in Table 5 was developed through the eight-stage process

as follows:
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Stage 1: Defining the Context

This stage aimed to set up baseline of the research study so that the CLIL course
designed in this research study could completely serve the needs and interests of Thai
undergraduates in the international program and enable the teacher to raise their cultural
awareness and their recent language problems.

Three preliminary studies, document analysis, class observation, and theme and
skill survey, were processed to ascertain the undergraduates’ strengths and weaknesses
in terms of English skills and investigate content theme and English skills they preferred

to learn to set some questions in the stage of assessing needs.

The findings from the studies showed that Thai undergraduates in the
international program were not much proficient in English even though they are
studying in the international program, in which English is used as a medium of
instruction. They were not much good in both basic and academic writing, speaking
and listening English, and majoring in Chinese caused them focus on Chinese skill
learning rather than English skill learning. Due to not much high level of English
proficiency they have and necessity of using integrated skills in daily life and study,
they preferred to improve integrated skills for communication rather than learning
English for academic purposes, and they preferred to study about culture. Therefore,

content theme of the CLIL in this research study is Cultural Studies.

In addition, to design teaching and learning activities and instructional materials
for the CLIL course, the researcher had to define the course context so that the designed
CLIL course could be appropriate with Thai undergraduates in the international
program and to serve the demands of stakeholders. The researcher defined the context
following five aspects: people, stakeholders, physical setting, and nature of course and

institution of time.
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Table 5: Defining the Context

Aspects Defined Context

People Thai undergraduates in the international program:

- Thai EFL undergraduates

- Majoring in Chinese

- Aged between 18-22 years old

- English proficiency level: low-intermediate to high-
intermediate

- Thai as a mother tongue language

Stakeholders - Thai undergraduates in the international program

- Content and English course lecturers

- Chinese International Program’s administrators

- Guardians

- Faculty administrators

Physical Setting - Faculty of Liberal Arts, Prince of Songkla University, Hat
Yai Campus

- Air-conditioning classrooms

- Computer set with internet connection

- Movable chairs

- White board set

Nature of Course - An intensive course
and Institution
Time - Total of thirty hours (three hours per lesson)

The findings from this stage show that the research samples were studying in
the international program, they are EFL learners aged between 18-22 years old. Their
level of English proficiency was between low-intermediate level to high-intermediate
level, and they have Thai language as their first language. The stakeholders of this
course are Thai undergraduates in the international program, content and English course
lecturers, Chinese International Program’s administrators, guardians, faculty
administrators. The classrooms are air-conditioning with computer set with internet
connection, moveable chairs and white board set. This course is a thirty-hour intensive

course.
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Stage 2: Articulating Beliefs

In this stage, the researcher had to articulate beliefs towards, language, social
context of language, learning and learners and teaching to develop the CLIL course. As
a result, after searching out for information and reviewing the related literatures, the

beliefs relating to the CLIL course are illustrated in the following table.

Table 6: Belief Articulation

Aspects Beliefs
View of Language - English as a medium of instruction
View of Social Context | - Various issues of content used to encourage English
of Language language learning and improvement

- Cultural content relating to culture in national, regional,
and international levels

- English language focus relating to real life

- Social situation influencing on teaching and learning

activities
View of Learning and - Whole class discussion
Learners - Group work activities

- Individual activities
- More Knowledgeable Others (MKO)
View of Teaching - Teacher facilitator and scaffolder

Table 6 presets the researcher’s beliefs articulated before designing the CLIL
course. She believed that the CLIL course in this research study must use English as a
medium of instruction since it would use to teach Thai undergraduates in the
international program. Therefore, it can also be said that the additional language in the

CLIL course of this research study is English language.

Moreover, the undergraduates would learn English through the taught content.
As one of the research objectives is to investigate the effectiveness of CLIL course in
enhancing cultural awareness of Thai undergraduates in the international program, it
focuses on basic cultural awareness, “an ability to become aware of own cultural values,
beliefs and perceptions, and look outside by linking and comparing own culture with
neighboring culture and international culture,” the cultural content taught in the CLIL
course should focus on culture in three levels: national, regional, and international

levels.
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Furthermore, since Thai undergraduates in the international program preferred
to improve English integrated skills for communication, the researcher believed that
language focus in the course should relate to what the undergraduates face with in their
real lives, and social situations they are familiar with should be included in the CLIL
course to encourage their motivation to learn and improve their English communication

ability.

As the researcher also believes in concepts of collaborative learning and More
Knowledgeable Others (MKO) underpinned Sociocultural Theory, teaching and
learning activities of the CLIL course should then emphasize the collaboration in group
work learning. Therefore, there were three main activities based on beliefs of the
researcher were articulated for the CLIL course design, which were whole class
discussion and group work activities leading to individual learning. Since the
undergraduates have different levels of English proficiency, the researcher then
believed that they could take more roles than learners. They should sometimes be able
to help other friends learned since nobody is perfect. They may learn some content or
language issues from their friends and vice versa. In addition, Zone of Proximal
Development (ZPD) was also trusted by the researcher, she planned to take the roles of
facilitator and scaffolder who helps the students learn rather than instructor who
instructs the students to do whatever she wants.

Stage 3: Assessing Needs

This stage was carried out to determine the taught content topics, language
problems and needed skills of Thai undergraduates in the international program, and it
also investigated the needs of stakeholders defined in the first stage.

The undergraduates’ needs towards language focus in the CLIL course were
investigated in theme and skill survey in the preliminary study. The findings of this

survey are illustrated in the following table.



103

Table 7: Language Focus Needed by Thai Undergraduates in the International

Program
Language Focus Mean (X) | S.D. Meaning

Speaking in daily life 3.52 .872 | Very necessary
Doing presentation 3.43 .676 | Moderate necessary
Making discussion 3.00 .701 | Moderate necessary
Reading online texts 2.90 1.04 | Moderate necessary
Writing essays 2.86 1.19 | Moderate necessary
Sending e-mails 2.76 .889 | Moderate necessary
Writing letters 2.53 1.03 | Moderate necessary
Asking and giving directions 2.48 .814 | Slight necessary
Making an appointment 1.90 .889 | Slight necessary
Reading articles 1.81 .749 | Slight necessary

1.00-1.49 = Least necessary 1.50-2.49 = Slight necessary

2.50-3.49 = Moderate necessary 3.50-4.49 = Very necessary

4.50-5.00 = Most necessary

Table 7 presents that Thai undergraduates in the international program preferred
to learn seven main language focuses: speaking in daily life, doing presentation, making
discussion, reading online texts, writing essays, sending e-mails and writing letters.
Nevertheless, the preferred to improve integrated skills for communication, writing
essays seems not to be appropriate for this CLIL course. There were then six topics of

language focus in the CLIL course of this research study.

As this CLIL course was designed under Cultural Studies theme, a Needs
Analysis (NA) questionnaire presented the undergraduates’ needs about the cultural

topics as shown below.
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Table 8: Needed Cultural Topics

Needed Topics Percentage Cumulative

Percentage
Food and eating manners 18.00 18.00
Tourism 13.00 31.00
History 11.00 42.00
Socialization 10.00 52.00
Languages 10.00 62.00
National identity 7.00 69.00
Social class 6.00 75.00
Ceremonies 6.00 81.00
Religion 5.00 86.00
Regional identity 5.00 91.00
Dressing 5.00 96.00
Beliefs 4.00 100.00

Table 8 presents that Thai undergraduates in the international wanted to study
about food and eating manners (18%), tourism (13%), socialization and languages (10%
each), national identity (7%), social class and ceremonies (6% each), regional identity,

religion and dressing (5% each), and beliefs (4%) respectively.

Moreover, they expressed their English language problems towards the
integrated skills that should be emphasized in the CLIL course through the NA
questionnaire. Those problems are translating words and sentences, understanding
slangs, expressions, or colloquial, lacking confidence in using English pronouncing
words, vocabulary and grammar knowledge, understanding complex messages and

selecting appropriate expressions.

Furthermore, the findings of NA interview reflected the stakeholders’ needs and
interests that Thai undergraduates in the international program preferred to learn
English from fun and interesting activities instead of serious academic ones. While the
content and English lecturers thought that teaching and learning activities of the new
course should encourage the undergraduates’ confidence, and some necessary basic
grammatical knowledge should be revised. In addition, program and faculty
administrators agreed with integrated skills for communication development. They
thought that it should be processed to prepare the students for academic skill

development in the next course.
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In conclusion, from the first stage to this stage the researcher got sufficient
information to develop a CLIL course. It can be concluded that the CLIL course in this
research study was a 30-hour intensive course teaching Cultural Studies theme. English
was used as a medium of instruction. It was used to enhance Thai undergraduates in the
international program’s cultural awareness and develop English communication ability,
integrated skills for communication. Besides, teaching and learning activities should be

fun and interesting to encourage confidence of the undergraduates in using English.

Stage 4: Formulating Goals and Objectives

The findings from the NA and literature review were used to set the expected
goals of the CLIL course to enhance cultural awareness and develop English
communication ability. As a result, the CLIL course terminal objectives were presented

as follows:

After completing the course, the students are able to:
1) raise the awareness of culture
2) give information about cultural issues
3) express opinions towards cultural issues logically
4) present agreement and disagreement towards cultural issues to other
people’s ideas

Figure 20: Terminal Objectives of CLIL Course

Based on the 4Cs framework of CLIL, the first objective relates to ‘Culture.’
Since Thai undergraduates in international program studied among people who were
different, they had to be aware of identity of each person in group work activities to

respect each other.

The second objective relates to ‘Communication.” According to the literature
review giving information about something is the most basic skill, the human should
be able to do in the communicative cycle, that is, that person just tells what he or she

knows about something.



106

The third objective relates to ‘Content.” To ensure the undergraduates’
understanding towards taught content in the CLIL course, they should be able to express

their personal opinions towards it with their own logic.

And the last objective relates to ‘Cognition.” Thai undergraduates in the
international program should know how to react other people’s ideas; therefore, they
had to learn through cognitive process until they could create their own reason to

support their personal opinion about something.

Stage 5: Conceptualizing Content

According to the findings for content theme and learning context investigation
and belief articulation, the CLIL course content could be conceptualized following

Graves (2000)’s suggested guidelines as follows:

Table 9: Content Conceptualization

Aspects Findings
What the students should | - Content: Cultural Studies Theme
learn in the course - Language: English for Communication
Who they are - Thai EFL Chinese major international program
undergraduates
What their needs are - Fun lessons and activities

- English proficiency development
- Not too difficult taught content

What purposes of the - Enhance cultural awareness
courses are - Develop English communication ability
What should be included | - Authentic materials for learning
- A variety of activities
What should be - Confidence encouragement
emphasized - Scaffolding
What should be dropped - Individual learning without cooperating with others

- Recitation learning system
- Using dictionary all the time

Table 9 presents that the CLIL course content relates to cultural issues as
Cultural Studies was the theme needed by Thai undergraduates in the international

program.
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Language focus in the course emphasizes English communication based on the
findings of NA process. Furthermore, as the undergraduates prefer to learn through fun
lessons and activities, and the teacher researcher would like to enhance their cultural
awareness. The CLIL course content was then not too difficult for the undergraduates
to learn. It was from real situations in their daily life situations towards cultural topics.
Authentic materials were then used in order to help the undergraduates be familiar with
the situations by feeling that it was in their real lives, and everything they learned in the
class was all around them in allowing them to see the importance of what appearing
around them relating to English skills and encourage their confidence in learning

English language.

Moreover, familiarity enabled them be confident not only to learn English
themselves but also scaffold others to learn in some topics they are keen and vice versa.
As CLIL course instruction was expected to be a fun class, a variety of activities were
used to encourage the undergraduates’ learning as explained in details in the stage of

developing materials and organizing the course.

Since this is the CLIL course focusing on the 4Cs framework and Sociocultural
Theory that emphasizes social interaction, the course content encouraging individual
learning without cooperating with others was avoided. And recitation system in the
traditional approach embedded in learning system of most of Thai undergraduates was
extremely avoided. Moreover, Thai undergraduates in the international program were
put in the authentic learning situations, in which dictionary could not be used all the
time. As a result, the difficulty level of the CLIL course content had to be appropriate
with A2-CEFR level of students that spans from low-intermediate to high-intermediate
level, ability to express simple opinions or requirements in a familiar context,
understand straightforward information within a known area, such as on products and
signs and simple textbooks or reports on familiar matters, and complete forms and write
short simple letters or postcards related to personal information, with the least use of

dictionary.

CLIL course content is thus under the theme of Cultural Studies. Since it was

designed based on the CLIL approach, the course content focuses on both content
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(cultural issues) and language (English for communication). This CLIL course content
consists of five chapters presenting cultural issues in three levels: international, regional
and national levels. Cultural issues in the international level were firstly presented,
following by the regional level, and finally comparing with the national level of the
undergraduates to enhance both cultural awareness and develop English
communication ability of the undergraduates. The CLIL course content was set up
based on the results of NA process and literature review. That is, in terms of content in
CLIL, the taught topics relate to results from the NA process: food and eating manners,
tourism, history, socialization, languages, national identity, social class, ceremonies,
religion, regional identity, dressing and beliefs. In terms of language in CLIL, the
language focus in the CLIL course was based on the results of NA process, which are
speaking in daily life conversations, making discussion, writing e-mails, writing letters,
reading online texts and doing oral presentation. According to the categories for
conceptualizing content presented in the previous chapter, the CLIL course content was

categorized as follows:



Focus on Language

Linguistic skills

Linquistic competence:

- making sentences

- comprehending short texts

- understanding what other people
want to communicate

- expressing personal opinions
towards particular issues

- pronouncing words

Grammar of the language:

- verb tense

- articles

- prepositions

Vocabulary of the language:

- part of speech

- single and compound words

- making to plurals

- subject-verb agreement

- prefixes and suffixes

Competencies

- how to adapt ourselves to the
present world consisting of
differences

- how to give reasons for some
particular issues

- how to describe the tourist
attraction

- how to describe the steps of
doing something

Content

Cultural topics are taught through

video clips, reading texts, and

authentic texts.

Focus on Learning and Learners

Affective goals

- developing a positive and
confident attitudes towards
English language learning and
culture

- understanding other people’s
attitude towards their own
language and culture

Focus on Social Context

Sociolinguistic skills

- using appropriate words and

expressions for giving

information, expressing ideas

and presenting about the

particular issues

using proper language pattern to

express reasons for the argument

using informal language to write

letters to friends

using formal language to write

e-mails to someone in public

Situations

- daily life communication
- telephoning

- answering e-mails

- replying letters

- having a party

Speaking

- knowing how to express
personal ideas towards
the particular issues

- presenting ideas of the
group

Reading

- predicting content

- understanding the main
idea

- interpreting the text

Interpersonal skills

- working in group
collaboratively

- learning how to learn
with others

Sociocultural skills

- understanding the
differences among
different identity, culture,
values, norms and
customs raising the
awareness of culture

Figure 21: CLIL Content Conceptualization
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Communicative Functions

- expressing the ideas about the society
in the present world

- reading online texts

- replying e-mails and letters to argue
against some issues, give reasons, and
describe some situations

- describing the steps of doing
something

Writing

- using appropriate words and
expressions to express personal
agreement or disagreement about the
particular issues, to argue against other
people’ s ideas, to give information
about a tourist attraction, and to tell
the steps of doing something

Genre

- speaking in daily life
- sending e-mails

- reading online texts
- writing letters

- doing presentation

Learning strategies
Cognitive process:

- Remembering

- Understanding

- Applying

- Analyzing

- Evaluating

- Creating

Sociopolitical skills

- being aware of human right

- behaving to other people respectfully
and politely both in oral and written
forms

- being respect to other people’s culture,
beliefs, values and opinions
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Figure 21 shows that CLIL course content conceptualized based on the findings
from the preliminary studies and NA process. It was divided into three categories: focus
on language, focus on learning and learners, and focus on social context. As a result,
the concepts of content in the previous figure enabled the researcher to set the CLIL

course structure as presented in the following table:

Table 10: CLIL Course Design for Thai Undergraduates in the International

Program

Taught Topics
(from NA process)

Teaching Focus

Content

Language

National Identity

Importance of culture

Expressing ideas about cultures

Differences among cultures

Listening for comprehension

Definitions of culture

Expressing opinions towards
particular topics

Comparison between
regional and national
culture (language, culture,
custom and etiquettes)

Reading comprehension
Guessing the meaning of new
words

Giving oral presentation

Writing Informal E-
mail

Social manners

Words and expressions for
argument

Structure of a web post
Reading comprehension
Guessing the meaning of new
words from context

Benefits of cultural learning

Words and expressions for
argument
Structure of a web post

Social rules

Words and Expressions for
argument
Structure of a web post

Regional Identity and
Languages

Standard English vs.
World Englishes

Expressing ideas about Standard
English and World Englishes

Different accent of English

Listening for comprehension

different areas in the world

Social Class Cultural misunderstanding | Minimal pairs
because of different
cultures
Languages Different accent of English | Stress of words
in different countries
Tourism Travelling and tourism in Words and expressions for

describing places

Structure of an informal e-mail
Reading comprehension
Guessing the meaning of new
words from context
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Writing Letters

Place recommendation

Describing locations
Expressions for
recommendation

Socialization

Socializing in different
countries

Expressing opinions towards
socializing method

Different beliefs and
attitudes towards going to a

party

Expressing opinions towards
going to the party for
socialization

Social kiss in different
countries

Reasoning expressions

National and Regional

Greeting in different

Oral presentation expressions

Identity countries Describing expressions
A Letter to a Friend Different communicative Words and expressions of
ways writing an informal letter

Writing an Informal
Letter

How to socialize in
different countries

Words and expressions of
writing an informal letter

How to socialize in your
countries

Words and expressions of
writing an informal letter

Table Manners

How to eat steak

Reasoning and describing
expressions

Food and Eating
Manners

How to treat children about
table manners

Table devices vocabulary
Describing expressions

American and British table
manners

Comparative expressions
Argumentative expressions

Table manners in different
countries

Oral presentation expressions
Describing expressions

Different ingredients for
cooking in different parts of
the world

Instructive expressions

National Identity

How to cook a national dish

Instructive expressions

How to cook a local dish

Instructive expressions

Ceremonies
Writing an Invitation
Letter

Dating in different

Expressing opinions

countries
Courting Expressing opinions
Proposing Reasoning expressions

Wedding gowns in different
countries

Descriptive words and
expressions

Wedding ceremonies

Writing an invitation letter

Table 10 presents the CLIL course content taught in the total time of 30 hours.

It is clearly stated that each chapter focuses on both content and language, and it

emphasizes integrated communicative skills, listening — speaking and reading — writing.
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Stage 6: Developing Materials

CLIL course was designed to provide authentic materials to facilitate content
and language learning relevant to Thai undergraduates in the international program’s
academic or future profession. By providing a rich variety of authentic materials in the
course, the undergraduates would get a good exposure to authentic texts in the real
society such as daily newspaper, magazines, media materials, including realia such as

web posts, brochures, newspaper ads, and so on.

The CLIL course package comprises the CDs of video clips used in the CLIL
classes, five-chapter teaching materials, supplementary materials, oral presentation
assignment sheet, oral presentation rubrics, writing assignment sheet, writing rubrics,
ten-lesson lesson plan, course syllabus and course outline. Therefore, the CLIL

instructional materials are as follows:

Table 11: A Sample of CLIL Course Instructional Materials

Unit 1: Lesson | Activity Taught Instructional Materials
Know Enemy Content
Know Yourself 1 Listening | Present World Video clips: Listening and
and Culture Shock watching activities and
Speaking follow-up questions

What is culture? | Reading text and follow-
up questions
Creating a vocabulary list

Oral Supplementary sheet
Presentation entitled “Doing an Oral
Activity Presentation”
2 Reading | Argumentative | Vocabulary exercise
and Web Post A sample of
Writing argumentative web post
and following-up
guestions
Writing a Web | Supplementary sheet
Post entitles “Argumentative

Expressions
A writing task
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Table 11 presents that the CLIL course used video clips, texts from newspapers
or magazines and web posts from the websites as the teaching materials of the course.
In addition, the integrated skills were divided into two groups: listening and speaking
and reading and writing since they interact with each other. Moreover, the

undergraduates learned through group work and individual activities and tasks.

The instructional materials of the CLIL course were developed following the
four-stage CLIL tool kit of Colye et al. (2010):

1) A Shared Vision for CLIL

All stakeholders and researcher shared ideas to each other. In summary, they
would like the CLIL course to be a fun class. Both teaching and learning activities must
be fun in order to encourage the students to learn English happily and building up their
positive attitude towards learning English. Learning environment would be relaxing by
focusing on what the students always face in their daily lives. Nevertheless, at the end
of the course their cultural awareness and English communication ability were

enhanced and developed.

2) Analyzing and Personalizing the CLIL Context

The teacher researcher constructed a learning model that enabled the
undergraduates to play roles of both learners and helpers to learn and help others learn.
As a result, the undergraduates would also play the roles of More Knowledgeable
Others (MKO). In addition, our world has been narrower and narrower; there is rarely
barrier among people from all around the world. The CLIL course would help the
students realize the importance of surviving among differences in the real society and
learn to learn more cultures in wider community. Authentic materials were thus used in
the CLIL classrooms in order to see authentic tools in authentic context. The more the

context is authentic, the more flexible the undergraduates feel in learning process.
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3) Planning a Unit

The researcher planned for the CLIL course by drawing mind map of the
CLIL course, and she must think of other available materials or learning resources.
Since authenticity is another main key terms in planning CLIL unit, video clips taken
from YouTube were selected to develop listening and speaking skills, and authentic

e-mail and letter adapted to be as parts of the instructional materials.

4) Preparing for Unit

The researcher transformed the mind map of CLIL unit in the previous stage

into materials, resources, tasks and activities.

Stage 7: Organizing the Course

According to five aspects of organizing a course of Graves (2000) after
determining the organizing principles, theme, genre, and tasks as shown in the previous
stage, the course developer researcher in this research study identified the course units
sequence based on the organizing principles, sequenced the units, determined content

unit and organized content unit as shown in the syllabus as shown in Table 5.

Stage 8: Planning an Assessment Plan

As the developed CLIL course in this research study is not the course in the
curriculum and it does not affect the undergraduates’ grades, there was not any grading
criteria for the course. Nevertheless, the assessment processed in this CLIL course was
used to identify learning outcomes and language proficiency of them through the use
of CLIL course in enhancing their cultural awareness and developing their English

communication ability.

There are two types of assessment applied in the CLIL course: summative

assessment and formative assessment.
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1) Summative Assessment

The pre-and post-tests focusing on communicative skills were used as the
summative assessment tools. It consists of two parts: listening and speaking and reading

and writing tests. The total score of the test is twenty.

The first section of the test was firstly processed. It lasted thirty minutes.
Thai undergraduates in the international program were in the laboratory room;
therefore, they had an individual set of technological devices. The undergraduates had
time to read through the instructions for five minutes. Then they watched a clip (an
advertisement) twice; then select one of three cultural issues presented in the clip. They
spent fifteen minutes to prepare for ideas and opinions towards a cultural topic. After
that they did the sound record to present their ideas and opinions individually for five
minutes. The sound record was started at the same time controlled by the teacher

researcher.

The second section of the test was done after the ten-minute break after the
first section was finished in the classroom. The undergraduates started doing the second
section of the test in the same room. The second section last for an hour, excluding
breaking time. The undergraduates had to read the model text; then write another text

in the same type responding what mentioned in the model text.

2) Formative Assessment

Three types of activities were used as formative assessment tools: oral
presentation, group writing and individual writing. All activities were employed and
assessed in all units. The undergraduates took turn to be the representative of their group
to present the ideas towards the topics assigned in the supplementary sheet. After they
got comments from friends and the teacher, they had to do their own individual work.
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4.2 Research Phase

This phase presents the findings of the course implementation and evaluation of
CLIL course effectiveness. To measure the effectiveness of the CLIL course,
quantitative and qualitative findings were used. The data concerning the effectiveness
of the CLIL course is presented according to the research questions and research
hypotheses of this research study.

The description of research results in this phase is presented in three main parts:
cultural awareness, English communication ability, and opinions towards the CLIL
course in enhancing Thai undergraduates in the international program’s cultural

awareness and English communication ability.

Part I: Cultural Awareness

This section presents the findings of the research study to answer the second
research questions and prove the first hypothesis. In this section, the cultural awareness
self-assessment questionnaire was used to find out to what extent the CLIL course could
enhance cultural awareness of Thai undergraduates in the international program, and
the opinions expressed in the process of interview were used to support the
effectiveness of the CLIL course in enhancing cultural awareness of the undergraduates

in the international program.

The findings from the cultural awareness self-assessment questionnaire are

presented as follows:
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Research Question 2:

To what extent can the CLIL course enhance cultural awareness of Thai

undergraduates in the international program?

In order to answer the research question 2 and prove the hypothesis 1, the
findings from two research instruments, cultural awareness self-assessment
questionnaire and interview protocol, were used. The findings from the 4-Likert Scale
cultural awareness self-assessment questionnaire presented high degree of awareness
towards diversity of culture, cultural flexibility and appreciation and understanding
others as shown in the following table.

Table 12: Post-Cultural Awareness Scores

Cultural Awareness Mean (X) | S.D. Meaning
Awareness of cultural diversity 3.36 0.30 | High Degree
Awareness of cultural flexibility and appreciation 3.29 0.56 | High Degree
Awareness of understanding others 3.34 0.56 | High Degree

1.00-2.49 = Low Degree of Awareness 2.50-4.00 = High Degree of Awareness

Table 12 presents the scores of post-cultural awareness. It shows that after
studying in the CLIL course, Thai undergraduates in the international program had high
degree of cultural awareness in all aspects of basic cultural awareness: awareness of
cultural diversity (X =3.36, S.D = 0.30), cultural flexibility and appreciation (X =3.29,
S.D = 0.56), and understanding others (X =3.34, S.D = 0.56). Nonetheless, cultural
awareness of the undergraduates before studying in the CLIL course was insignificantly
different from their cultural awareness after studying in the CLIL course (p values =
0.30, 0.56 and 0.56).

The Paired-Sample T-test was used to find out the differences between pre-and
post-cultural awareness of Thai undergraduates in the international program. The
details of findings from cultural awareness self-assessment questionnaire are presented

as follows:
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Questionnaire Items Mean (X) S.D. Sig. Meaning
Pre- | Post- | Pre- | Post- | (2-tailed)

1.Thai culture is similar to other 258 | 3.04 | 071 | 0.46 .013 | High Degree
cultures in Asia such as Chinese,
Laotian and Indian.

2.There are similarities and differences | 2.91 | 3.25 | 0.77 | 0.60 .119 | High Degree
between languages used in different
regions.

3. Culture in each country is inherited 408 | 433 | 060 | 0.70 1.226 | High Degree
from a long time ago.

5. Global peace happens to a better 254 | 283 | 0.65| 0.76 .129 | High Degree
understanding of cultural differences
and diversity.

6. A tourist attraction in another 291 | 325 | 0.82| 0.73 .162 | High Degree
country would be a place that
challenges my knowledge and skills
rather than simply makes me relaxed.

7. 1 am pleased to make friend with 3.08 | 325 | 092 | 0.67 .357 | High Degree
international people who are
members of other cultures and love
talking to them in English.

8. Practicing customs of others suchas | 3.08 | 3.33 | 0.65 | 0.70 .162 | High Degree
wearing other cultural customs
allows me to experience new cultures
in interesting ways.

Average of Overall | 3.03 | 3.36 | 0.73 | 0.66 0.30 High
Degree

4. Learning international culture is not 212 | 166 | 1.03| 0.70 0.78 | High Degree

to my interest.*

p value < .05

*Negative sentence: The lower of the Mean is, the higher degree of awareness will be.

1.00-2.49 = Low Degree of Awareness

2.50-4.00 = High Degree of Awareness

Table 13 shows that Thai undergraduates in the international program had high

degree of cultural awareness towards cultural diversity, both before and after studying

in the CLIL course (X: Pre-=3.03, Post-=3.36). The pre-and post-cultural awareness

scores of the undergraduates were insignificantly different (p value = 0.30). It is likely

to claim that Thai undergraduates in the international program had higher degree of

cultural awareness towards cultural diversity after studying in the CLIL course.

After learning content and language in the CLIL course, Thai undergraduates

in the international program had high degree of cultural awareness towards similarity

of Thai culture and Asian culture (X = 2.58 and 3.04). And there was significant

difference between pre-and post-awareness (p = 0.13).
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Moreover, Thai undergraduates in the international program also had high
degree of cultural awareness towards similarities and differences between languages
used in different regions (X = 2.91 and 3.25, p = .119, long-range cultural inheritance
(X =4.08 and 4.33, p = 1.226), benefits of global peace for better understanding of
cultural differences and diversity (X = 2.54, and 2.83, p = .129), benefits of tourist
attraction in challenging knowledge and skills (X = 2.91 and 3.25, p=.162),
appreciation to make friend with people in other countries and using English for
communication (X = 3.08 and 3.25, p =.357) and practicing customs of other people
is an interesting way to experience new culture (X = 3.08 and 3.33, p=.162).
Nevertheless, the in undergraduates had insignificant difference between pre-and post-
cultural awareness scores towards the interest to learning international culture (p value
= 0.78) even though they had higher degree of awareness after studying in the CLIL
course (X =2.12 and 1.66).

Table 14: Awareness of Flexibility and Appreciation

Questionnaire Items Mean (X) S.D. Sig. Meaning
Pre- | Post- | Pre- | Post- | (2-tailed)

9. When shopping in some shops, 316 | 3.87 | 0.81 | 0.74 .183 | High Degree
in which the international or
regional songs such as Chinese
song, Korean song, etc. are
played, I feel comfortable with it
even | do not know the meaning
of it.

10. Online social networks, 2.95 | 3.58 | 0.80 | 0.50 .004 | High Degree
Facebook, Twitter, Google Pus,
etc., are used only to search out
information, but also to make
friends who are from different
countries or regions.

11. If one of my international 250 | 291 | 0.83 | 0.88 .116 | High Degree
friends comes visit me at home,
I can accept the fact that they
might behave differently such
as wearing shoes in my house.

12. 1 always listen to different ideas | 2.79 | 3.12 | 0.41 | 0.67 .057 | High Degree
and beliefs with great patience.

13. 1 usually present my personal 2.79 | 2.70 | 0.50 | 0.69 .627 | High Degree
ideas even though I know that
my friends might think
differently.

14. Strong disagreement during 279 | 291 | 0.72 | 0.50 524 | High Degree
group work is a natural part of
learning, which does not affect
politeness.
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15. I would like to learn more about | 3.08 | 3.37 | 0.77 | 0.49 .166 | High Degree
international cultures.

16. Learning other cultures is 3.04 | 3.62 | 0.46 | 0.49 .000 | High Degree
important and useful for my
way of life.

17. It is alright to hold on to one’s 3.16 | 3.41 | 0.48 | 0.58 .110 | High Degree

own cultural behavior while
communicating with members
of other cultures.

18. | am pleased to adapt myself 3.16 | 3.58 | 0.56 | 0.50 .002 | High Degree
following international culture
as long as that would not
contradict Thai culture.

19. I am trying to learn several 3.12 | 3.25 | 0.67 | 0.44 417 | High Degree
national languages of many
countries.

20. Making friends with opposite 3.12 | 3.08 | 0.61 | 0.40 .788 | High Degree
sex people is acceptable in
Thailand.

21. | adapt international culture 3.16 | 3.41 | 056 | 0.50 .110 | High Degree
such as self-confidence and
orderliness to Thai way of life
appropriately.

Average of Overall | 299 | 3.29 | 0.62 | 0.56 .238 | High Degree
pvalue<.05 1.00-2.49 = Low Degree Of Awareness 2.50-4.00 = High Degree of Awareness

Table 14 presents the awareness of flexibility and appreciation of Thai
undergraduates in the international program. Overall, they had high degree of
awareness of cultural flexibility and appreciation. Before studying in the CLIL course,
the undergraduates had high awareness towards it (X = 2.99), but after studying in the
CLIL course they had higher awareness than before (X = 3.29). Nonetheless, the pre-
and post-cultural awareness scores were insignificantly different (p =.238). It is likely
to conclude that Thai undergraduates in the international program had high degree of
awareness of flexibility and appreciation, and the degree was higher after studying in
the CLIL course.

The undergraduates in the international program had high degree of awareness
towards online social networks in helping them make new friends who have different
languages and culture (X = 2.95 and 3.58, p = .004), the importance and usefulness of
learning other culture for their living (X = 3.04 and 3.62, p = .000), and self-adaptation
to international culture (X = 3.16 and 3.58, p =.002). In addition, these three aspects of
awareness presented significant difference between pre-and post-awareness of the

undergraduates by showing the p values at .004, .000, and .002 respectively.
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In addition, Thai undergraduates in the international program also had high
degree of awareness towards feeling about international or regional songs (X = 3.16
and 3.87, p = .183), different culture acceptance (X = 2.50 and 2.91, p=.116),
acceptance of different ideas and beliefs (X = 2.79 and 3.12, p=.057), expressing
ideas to people who have different ideas (X = 2.79 and 2.70, p = .627), strong
argument in group work (X =2.79 and 2.91, p = .524), interest to learn more about
international culture (X = 3.08 and 3.37, p = .166), remaining their own culture while
communicating with other people in different culture (X 3.16 and 3.41, p =.110), an
attempt to learn national languages of other countries (X = 3.12 and 3.35, p = .417),
making friends with opposite-sex people (X = 3.12 and 3.08, p = .788), and adapting
some international culture into Thai culture (X = 3.16 and 3.41, p = .110). Nonetheless,
the pre-and post-awareness in these issues were insignificantly different since the p
values were higher than 0.05. It can also predicted that the undergraduates had high
degree of awareness towards cultural flexibility and appreciation before studying in the

CLIL course.

Nevertheless, there was a questionable issue towards acceptance of making
friends with opposite sex in Thailand since its trend of score was different from other
awareness of flexibility and appreciation. The mean score of post-cultural awareness
was lower than the mean scores of pre-cultural awareness insignificantly. It can be
predicted that they did not think about difference of sex in making friends. Sex is not a
factor considering someone to be friends. Nevertheless, it was still high in terms of

awareness.
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Questionnaire Items Mean (X) S.D. Sig. Meaning
Pre- | Post- | Pre- | Post- | (2-tailed)
22. Thai nationality people are all people | 2.87 | 3.33 | 0.89 | 0.56 424 | High Degree
in any tribes or groups staying in
Thailand.
23. Thai cultural preservation is crucial 3.37 | 345 | 057 | 0.50 .188 | High Degree
for all Thai people.
24. | believe that Thai culture has forthe | 3.25 | 3.25 | 0.60 | 0.60 .163 | High Degree
most part been inherited rather than
borrowed from the outside world.
25. At present Thai culture is integrated 3.08 | 3.37 | 0.65| 0.49 .151 | High Degree
with several international cultures
such as American, Korean, Japanese,
etc.
26. Thai people living overseas over an 3.04 | 3.25 | 055 | 0.67 .683 | High Degree
extended period of time can take in
new cultural views but they also
should retain as much Thainess as
possible.
27. People in each country are proud of 329 | 362 | 046 | 0.49 .582 | High Degree
their homeland.
28. Foreigners usually express their 320 | 3.33 | 050 | 0.48 .582 | High Degree
feelings more explicitly than Thai
people.
29. People who have different 3.29 | 3.16 | 055 | 0.56 .587 | High Degree
experiences usually have different
demands.
30. People from different culture usually | 3.20 | 3.37 | 0.58 | 0.49 .931 | High Degree
behave differently.
31. Western people are punctual. 3.04| 337 | 0.75| 0.64 .795 | High Degree
32. Members of other non-Western 350 | 329 | 051 0.69 .035 | High Degree
culture also express themselves more
openly than Thais.
Average of Overall | 3.19 | 3.34 | 0.60 | 0.56 465 | High Degree

p value < .05
1.00-2.49 = Low Degree of Awareness

2.50-4.00 = High Degree of Awareness

Table 15 shows that awareness towards understanding others of Thai

undergraduates in the international program. It presents that the undergraduates had

high degree of awareness towards understanding others, but the post-cultural

awareness towards understanding others score was insignificantly different from pre-

cultural awareness scores (X = 3.19 and 3.34, S.D. = 0.60 and 0.56, p = .465). It can

be concluded that the undergraduates had high degree of awareness towards

understanding other, and after studying in the CLIL course they had higher degree of

it.
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The undergraduates also agreed that people in other non-western culture
express themselves more openly than Thai people (X = 3.50 and 3.29, p =.035).
The pre-and post-awareness scores were significantly different since it shows p value
that was lower than .05. The post-scores were lower than pre-scores that indicates that
their agreement gently decreased. Moreover, they had high degree of awareness
towards uniqueness of Thai (X = 2.87 and 2.33, p = .424), importance of Thai culture
preservation (X = 3.37 and 3.45, p = .188), identity of Thai culture (X = 3.25 and 3.25,
p = .163), cultural integration (X = 3.08 and 3.37, p = .151), Thai culture remain (X =
3.04 and 3.25, p = .683), pride of homeland (X = 3.29 and 3.62, p = .582, more explicit
feeling expression of foreigners (X = 3.20 and 3.33, p = .582), influence of different
experiences on different demands (X = 3.29 and 3.16, p = .587), influence of different
culture on different behaviors (X = 3.20 and 3.37, p =.931), and punctuality of
western people (X = 3.04 and 3.37, p =.795).

In conclusion, Thai undergraduates in the international program had high degree
of awareness towards understanding others. It is possible that they had high degree of
awareness before studying in the CLIL course; however, they study in CLIL course

helped them to remain their high degree of awareness and it was increased.

Moreover, the cultural awareness of the undergraduates reflected in the
interview processing after finishing the CLIL to investigate the effectiveness of the
CLIL course to enhance cultural awareness. The undergraduates expressed that their
awareness of culture took place through the process of collaborative learning in group

work that gave them opportunities to learn and help others.

A set of questions were designed to investigate opinions toward CLIL course
effectiveness of Thai undergraduates in the international program in enhancing cultural
awareness. The undergraduates thought that collaborative learning in group work
enabled them to learn a lot in the group. The comments from group work led them to
do better in individual work. In addition, they learned to adjust themselves, accept other

friends’ ideas and opinions, and help other friends learned.



124

The following sampled quotations are from the undergraduates’ answers in the
interview process that was conducted in Thai language to prevent the language barrier.
The following transcripts are the answers of Thai undergraduate in the international

program given in the interview process. It was translated from Thai to English.

Undergraduate 7: “This class helped me to open my mind to see that I sometimes did
not know something. Contrary, some of my friends who are poor in
English had some experiences to share. Some of those experiences
I had never known before, but it was useful for our group
assignments. Yes of course, | listened to them and followed their
proposal; despite I have never done like this before.”

Undergraduate 12: “I think I learned a lot from my friends in the group. | learned a lot
from my friends, and | was very happy to help other friends learn
some issues they did not know.”

Undergraduate 23: “Everyone in my group is not good in English, but we helped each
other to do the group tasks. We shared a lot to generate ideas for
doing the tasks. We sometimes argued in order to have the ideas
for the group assignment in limited time, but we also learned to
forgive others. We are from different places and families, so we
are different in almost everything.”

In addition, Thai undergraduates in the international program as interviewees
expressed that they were actually aware of the importance of culture before learning the
CLIL intensive course. Nevertheless, the CLIL course enabled them to know that
‘culture’ is more than culture as traditional behaviors they do following their ancestors
or family. It is survival among differences of people, and learning to accept to

compromise those differences.

The undergraduates also expressed their opinions about what the know more
about culture that after learning through the CLIL course, they have known that
‘culture’ includes differences among people in the society that influences on lives such
as learning culture, social culture, academic culture, etc. For example, working in group
collaboratively means learning culture since everyone in the group is different. They
have to respect each other. As a result, they realized that culture is embedded in any
social circle even group work, a small group of social culture in class. They also have

to cite sources every time they borrow other people’s ideas from any sources and adopt
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or adapt it in their assignments. This is a kind of culture embedded in the learning world.
The undergraduates also confirmed that the CLIL intensive course enabled them to have
more awareness of culture. It was a good opportunity for them to know themselves and
others in the society.

In conclusion, Thai undergraduates in the international program felt that
studying in this CLIL course enabled them to learn among differences with their
friends. They learned to cope with differences and help other people learn in the CLIL

course.

Hypothesis 1:

After Thai undergraduates in the international program have been taught by the

CLIL course, their cultural awareness is improved.

As aresult, Hypothesis 1 is also proved by the findings of the cultural awareness
self-assessment questionnaire and interview protocol after administering the CLIL
course for the undergraduates. Once the undergraduates has high degree of awareness
towards cultural diversity, flexibility and appreciation and understanding others, and
96.88 percent of the post-scores were higher than the post-scores of cultural awareness.
There is only 3.12 percent towards the awareness of acceptance of making friends with
opposite sex person that the post-score was lower than the pre-score; however, they did
not different much. It can conclude that Hypothesis 1, “After Thai undergraduates in
the international program have been taught by the CLIL course, their cultural awareness
is improved,” was accepted. Therefore, it can conclude that the CLIL course was
effective in enhancing cultural awareness of Thai undergraduates in the international
program. After they were taught with the CLIL course, their cultural awareness was
improved. Although they already had high awareness of culture before studying in the

CLIL course, studying in the CLIL course enabled them to have higher degree of it.
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Part I11: English Communication Ability

This section presents the findings of the research study to answer the third
question and prove the second hypothesis. In this section, pre-test and post-test were
used to describe the effectiveness of CLIL course in developing English communication

ability of Thai undergraduates in the international program as follows:

Research Question 3:

To what extent can the CLIL course enhance English communication ability of

Thai undergraduates in the international program?
Hypothesis 2:

After Thai undergraduates in the international program have been taught by the

CLIL course, their English communication ability is developed.

Pre-test and post-test were used to investigate the effectiveness of CLIL course
in developing English communication ability of Thai undergraduates in the
international program. The findings of pre-test and post-test that show the development
of English communication ability of the undergraduates are illustrated in the following
table:

Table 16: Pre-and Post-tests Scores

Test Mean (X) S.D.
Pre-test 7.42 2.565
Post-test 12.63 1.583

According to Table 16, Thai undergraduates in the international program had
positive progress in English communication ability development since the mean score

of post-test (X = 2.63) was higher than the mean score of pre-test (X = 7.42).

As a result, it is like to conclude that English communication ability of Thai

undergraduates in the international program was developed after they were taught with
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the CLIL course. This conclusion helps to prove Hypothesis 2, “After Thai
undergraduates in the international program have been taught by the CLIL course, their
English communication ability is developed”; therefore, it can be said that Hypothesis

2 in this research study is accepted.

Moreover, Paired Sampled T-Test to find out the correlation between pre-test
and post-test scores. Findings of the comparison is presented in the following figure.

Paired Differences
Sig.
X S.D. t df (2-tailed)
Pre-test and Post-Test -5.208 1.870 -13.642 23 .000

Figure 22: Differences between Pre-test and Post-test Scores

Figure 22 presents the differences between pre-test and post-test scores. Paired
Sampled T-Test was used to compare the scores of pre-test and post-test. The figure
shows that there was a significant difference (p = .000) in the score of pre-test (X =
7.42, S.D. = 2.565) and the score of post-test (X = 12.63, S.D. = 1.583). As a result, it
can be concluded that after the undergraduates was taught with the CLIL course, their

English communication ability was significantly developed.

In addition, the results of formative assessment additionally help to confirm the
effectiveness of CLIL course in enhancing cultural awareness and English
communication ability as their English skills were gradually increased effectively as

shown in the following table.

Table 17: Oral Presentation Scores

Oral Oral Oral Oral Oral
Presentation 1 Presentation 2 Presentation 3 Presentation 4 Presentation 5
Group 1 4.33 5.00 4.70 5.00 5.30*
Group 2 4.00 5.00 5.00 5.70 6.30*
Group 3 4.00 4.33 5.70 6.00 6.30*
Group 4 4.00 5.70 5.70 6.00* 6.00*
Group 5 4.00 5.70 5.70 6.00 6.70*
Group 6 6.00 6.30 6.70 7.30 7.70*

*the highest score Total score is 10.
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Table 17 presents the mean scores of oral presentation the Thai undergraduates
in the international program got in each unit in the CLIL classroom, with the total of
five units, as a formative assessment tool showing the progress of their learning in the
classroom. The research samples were divided into six groups. The findings show that
the last oral presentation of each group got the highest scores that confirms that at the

end of the CLIL course the undergraduates had the highest degree of learning progress.

Group 1 got fluctuating scores between the oral presentation 2-4 (5.00, 4.70 and
5.00). The fluctuation of scores might probably be based on different background
knowledge of the group representatives who did the oral presentation, which affected
the scores of fluency and interaction, or even accuracy since they had to orally present

the ideas towards the focused topics, not reading from the oral presentation script.

Additionally, the scores of writing tasks also help confirm learning progress of
the undergraduates. It presents in two aspects: group work and individual scores to

show the influence of group work learning on individual learning as follows:

Table 18: Writing Task Scores

Writing Tasks Group Work Writing Individual Writing
X)
Web-post paragraph writing 4.62 5.90
An e-mail writing 5.61 5.92
Writing an informal letter 6.52 6.27
Writing an instructive text 5.76 6.53
Writing an invitation letter 5.69 6.27

Total score is 10.

Table 18 presents the average scores of writing tasks Thai undergraduates in the
international program got from formative assessment process, both group work and
individual writing activities. It indicates that the undergraduates had higher degree of
progress in the individual writing tasks after learning from comments of group work

writing tasks and discussion from friends and teacher.
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Part 111: Opinions towards the CLIL Course

This section presents the findings of the research study to answer the fourth
question and prove the third hypothesis. In this section, the findings from the opinion
evaluation questionnaire were used to describe opinions of Thai undergraduates in the
international program towards the CLIL course in enhancing cultural awareness and

developing English communication ability.

Research Question 4:

What are the opinions of Thai undergraduates in the international program
towards the CLIL course enhancing cultural awareness and developing English

communication ability?
Hypothesis 3:

After Thai undergraduates in the international program have been taught by the
CLIL course, the undergraduates have positive opinions towards learning English

language through the CLIL course.

An opinion evaluation questionnaire was used to investigate opinions of Thai
undergraduates in the international program towards the CLIL course enhancing
cultural awareness and English communication ability after they learned in the CLIL
course. The description of this answer also includes the results from the interview

conducted on 31% July 2014 at 1.00-3.30 p.m. Their opinions are illustrated as follows:
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Table 19: Opinions of Thai Undergraduates in the International Program towards
the CLIL Course in Enhancing Cultural Awareness and Developing
English Communication Ability

Course Components X S.D. | Meaning
Obijectives and content 3.33 0.58 | Positive
Language focus 3.52 0.50 | Positive
Teaching steps and variety of activities and exercises 3.50 0.53 | Positive
Course activities and exercises 3.29 0.70 | Positive
Group work activities 3.18 0.61 | Positive
Teacher’s instruction 2.81 0.51 | Positive
Teacher 3.50 0.53 | Positive
Course evaluation 3.40 0.60 | Positive
English skill achievement 2.76 0.82 | Positive
Additional comments and suggestions towards the CLIL 3.55 0.55 | Positive
course
Overall Average 3.28 0.59 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 19 presents that Thai undergraduates in the international program had
positive opinions towards all components of the CLIL course (X = 3.28, S.D. = 0.59):
objectives and content, language focus, teaching steps and variety of activities and
exercises, course activities and exercises, group work activities, teacher’s instruction,
teacher, course evaluation, English skill achievement and additional comments and

suggestions towards the CLIL course.

As a result, it can be concluded that Hypothesis 3, “After Thai undergraduates
in the international program have been taught by the CLIL course, the undergraduates
have positive opinions towards learning English language through the CLIL course,”
was accepted since the undergraduates had positive opinions towards the CLIL course

in enhancing cultural awareness and English communication ability.

Each component is described by details of the findings as follows:
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Table 20: Opinions towards Objectives and Content of the CLIL Course

Statement of Opinion X | S.D. | Meaning

1. Course objectives are suitable to develop the students’ 3.63 | 0.50 | Positive
cultural awareness and English communication ability.

2. Content of the course in general are interesting. 3.67 | 0.56 | Positive

3. The language used to deliver the content is appropriate with | 3.13 | 0.45 | Positive
level of the students. The difficulty level of the course
content suits the students’ English background knowledge.

4. Content of the course in general are suitable for the teaching | 3.33 | 0.48 | Positive
allocation time (3 hours for each unit).

5. Content of the course meet my learning styles and needs. 3.25| 0.68 | Positive
6. Content of the course match the objectives of the course. 3.21 | 0.78 | Positive
7. The content of the course can improve my English 3.08 | 0.58 | Positive

communication ability in order to communicate in real-world
life and my study.

Overall Average | 3.33 | 0.58 | Positive
1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 20 presents Thai undergraduates in the international program’s opinions
towards objectives and content of the CLIL course to develop their cultural awareness
and English communication ability. It shows that the undergraduates had positive
opinions towards the CLIL course objectives and content (X =3.33, S.D. = 0.58).

The undergraduates agreed with suitability of the course objectives to develop
their cultural awareness and English communication ability and course content with
teaching allocation time (X =3.33, S.D. =0.48). In the interview process, the
undergraduates expressed that the course objectives influencing on learning activities
processed in the CLIL classes are appropriate with their interests, needs, and
background knowledge to support their English communication ability development.

Some of their opinions were as follows:

Undergraduate 3: “The course objectives are appropriate with our interests. Exactly, I
don’t’ want to study academic content because I am not good in
English. Academic skill development is too difficult for me now.
However, the course content | learned in this class is not easy and
too difficult. It was challenging even if it focuses on English
communication skills.”



132

Undergraduate 5: “The teacher informed us the course objectives since the first time
we met. It serves my interests. | think it is appropriate with my
background knowledge and English proficiency. The course
activities serving the course objectives enabled me to learn both
cultural issues and language skills in the course well.”

Moreover, they also agreed with the time allocation that it was well-matched
with the taught content and teaching and learning activities. Different English
proficiency levels of the undergraduates were a handicap of their learning; some might
want to have more time to practice more basic skills. Some undergraduates expressed

their opinions towards the CLIL course time allocation in this research study as follows:

Undergraduate 2: “Three hours per lesson is OK. It was sometimes too short, but it was
because of my English proficiency level that requires more time to
practice and learn.”

Undergraduate 4: “Three hours per lesson was fine, but one course is insufficient for
some of my friends and me to be fluent in English communication.
More courses should be provided.”

The majority of Thai undergraduates in the international program agreed that
the course content is interesting (X = 3.67, S.D. = 0.57) and the language taught in the
CLIL course is suitable for their levels of English proficiency and the difficulty level
of content is appropriate with their background knowledge (X = 3.13, S.D. = 0.45). A
sample of the undergraduates expressed his opinions that the course is interesting

because it is authentic, similar to real situations in the real life as follows:

Undergraduate 8: “The course content is very interesting. Although it is what | have
known in my real life, I have never realized its importance. | can
imagine following what the teacher taught me in the class, so I could
express ideas towards it effectively in the whole class discussion and
group work activities.”

In addition, most of them agreed that the CLIL course content met their
learning styles and needs (X = 3.25, S.D. = 0.68). They love learning in fun activities,
and they said that the activities of this CLIL course were fun and also used social

situations that are authentic for them to learn. It helps link the real world to the
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classroom and supports their English communication ability development. They also
agreed with conformity of CLIL course content and its objectives (X = 3.21, S.D. =
0.78) that it enabled the undergraduates to improve their English communication
ability (X = 3.08, S.D. = 0.58).

Table 21: Opinions towards Language Focus of the CLIL Course

Statement of Opinion X | S.D. | Meaning
8. Language focuses in each unit are useful. 3.46 | 0.51 | Positive
9. Language focuses in each unit are useful for me. 3.58 | 0.50 | Positive
10. Language focuses in each unit match with the cultural 3.54 | 0.51 | Positive
content.
11. Language focuses in each unit match with learning 3.38 | 0.50 | Positive
activities.
12. Language focuses in each unit help me learn cultural 3.58 | 0.50 | Positive
content.
13. Language focuses in each unit are authentic —can be used | 3.58 | 0.50 | Positive
in the real life.
Overall Average | 3.52 | 0.50 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 21 presents that most Thai undergraduates in the international program
had positive opinion towards the language focus in the CLIL course (X =3.52, S.D. =
0.50). They agreed that those language focuses are useful (X = 3.46, S.D. = 0.51) and
match with the cultural content (X = 3.54, S.D. = 0.51). They though that the language
focus supports learning activities (X = 3.38, S.D. = 0.50) and helps them learn cultural
content (X = 3.58, S.D. = 0.50). In addition, those language focuses are authentic, so
the knowledge gained from learning them can therefore be applied in the real life
(X =3.58, S.D. = 0.50). The undergraduates expressed their opinion towards language
focus of the CLIL course that the language focus of this course is useful because its
authenticity; they can use it in daily life. It is well-parallel with taught cultural issues.
One of responses of the undergraduates in the interview process presents that he thought
that the CLIL course is very useful for him as follows:

Undergraduate 14: “I think the language focus in this course is very useful for me. It
focuses on teaching what the students are familiar with and use in
real life such as writing e-mails. ”
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Table 22: Opinions towards Teaching Steps and Variety of Activities and
Exercise

Statement of Opinion X | S.D. | Meaning

14. The teaching steps are easy to follow. 3.33 | 0.57 | Positive
15. There is a wide variety of activities and exercises. 3.67 | 0.48 | Positive
Overall Average | 3.50 | 0.53 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 22 shows that Thai undergraduates in the international program agreed
with teaching steps of the CLIL course (X = 3.50, S.D. = 0.53). They thought that it
was easy to follow (X = 3.33, S.D. = 0.57), and activities and exercises are various
(X = 3.67, S.D. =0.48). The undergraduates said that it was good that the teacher
informed them in advance about the sequence of the course content and steps of
activities and exercises. They could prepare themselves for them. Some undergraduates
who agreed with teaching steps and a variety of activities and exercises said that the

instructional steps of this course are clear, and it is easy to follow as follows:

Undergraduate 6: “The steps of teaching were clear because we were informed at the
beginning of the class about what would be processed.”

Undergraduate 19: “It is easy to following teaching steps of the teacher since she
explain what would be taught before the class was started. It
helped us be familiar with them and felt fun to cope with the tasks.”

However, there was an undergraduate disagreed with easiness of teaching steps
because of her low-level English proficiency. It consumed time to learn each activity.

She always understood after her friends already started the new activities.
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Table 23: Opinions towards Course Activities and Exercises

Statement of Opinion X | S.D. | Meaning
16. Activities and exercises in each unit can improve my 3.33 | 0.64 | Positive
English communication ability.
17. Activities and exercises of each unit in general are suitable. | 3.29 | 0.75 | Positive
18. Activities and exercises of each unit are suitable for my 3.13 | 0.85 | Positive
English background knowledge.
19. Activities and exercises of each unit give opportunities for | 3.42 | 0.58 | Positive
my friends and me to help each other learn both content
and language.

Overall Average | 3.29 | 0.71 | Positive
1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

According to Table 23, Thai undergraduates in the international program had
positive degree towards CLIL course activities and exercises (X = 3.29, S.D. = 0.71).
They though that the CLIL course activities and exercises in each unit can improve
their English communication ability (X = 3.33, S.D. = 0.64). They are suitable in
general (X =3.29, S.D. = 0.75), especially for their English background knowledge (X
=3.13, S.D. = 0.85) and enabled them to learn both content and language (X = 3.42,
S.D. =0.58). They clarified in the interview process that the use of English as a medium
of instruction encourage them to be active in learning all the time. It could help them to
improve their English communication ability through practice. The sampled responses

of those undergraduates are as follows:

Undergraduate 4: “Using English as a medium of instruction encourages me to be
active all the time to follow the activities and exercises.”

Undergraduate 21: “Class participation was encouraged,; everyone has to listen, speak,
read and write. Learning both content and language made the
class more interesting.”

Nevertheless, there were two undergraduates who disagreed with the usefulness
of activities and exercises in the CLIL classes to improve their English communication
ability. They expressed that low-level English proficiency they belong to and
background knowledge of English were two main obstacles for their learning. It always

took longer time to follow the activities and exercises.
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Table 24: Opinions towards Group Work Activities

Statement of Opinion X | S.D. | Meaning
20. The teaching methods of having students firstly do group 3.17 | 0.48 | Positive
work and then individual work after getting comments are

suitable.
21. Comments from group work enable me to be better in doing 3.00 | 0.59 | Positive
individual work.

22. | enjoy studying with friends in a group. 3.46 | 0.59 | Positive

23. | learn and improve my English communication ability 3.25 | 0.68 | Positive
through working in a small group.

24. Studying through seeing comments of group work before 3.17 | 0.64 | Positive
individual work stage helps me to write well.

25. 1 think that practicing writing in group is necessary for 3.00 | 0.66 | Positive

individual writing.

Overall Average | 3.18 | 0.61 | Positive
1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 24 presents that Thai undergraduates in the international program
had positive opinions towards group work activities (X = 3.00, S.D. = 0.61). They
agreed with the suitability of CLIL classes that were started with group work and
followed by individual work after getting comments towards group work tasks (X =
3.17, S.D. = 0.48) because comments from the group work tasks helped them a lot to
be better in individual work (X = 3.00, S.D. = 0.59). Moreover, they stated that they
love learning in group (X = 3.46, S.D. = 0.59). They believed that their English
communication ability was improved through group work (X = 3.25, S.D. = 0.68). In
terms of writing skill development, the comments from group work enabled them to
write the text better (X = 3.17, S.D. = 0.64), and it was necessary for individual
writing activities (X =3.00, S.D.=0.66). In the interview process, the undergraduates
also mentioned on the benefits of group work activities that they could learn by the help
of other friends’ ideas. Comments from group work activities enabled them to be more
confident in doing individual tasks. It also increased their confidence in learning
English when individual mistakes were avoided. They were very happy when their
ideas were accepted by the group; they were proud of themselves. Sharing ideas,
brainstorming ideas and making arguments with other people in group enabled them to
get the ideas to do the task. It helped them save time to design the task, and it was a
good example for individual task. They expressed their ideas towards group work

activities; for example,
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Undergraduate 8: “Learning in group helps me to see other people’s ideas. Sharing is
a good alternative way of learning. Comments of group task made
me be more confident in doing individual task.”

Undergraduate 13: “I am afraid of doing mistake. Group work helped me to avoid it. 1
was more confident in learning because | did not need to do the
mistake alone. | felt ready for individual task. When my ideas were
accepted by group, 1 felt proud of myself.”

The minority of Thai undergraduates in the international program disagreed
with suitability of doing group work to guide individual work, and they seemed not
enjoy learning in group. They clarified their reasons towards disagreement of group
work that when the group members rarely have experiences abroad as other groups,
they had less information for doing group work task. Moreover, most of group members
are poor in English, the ones who are better had to take action in group work a lot more
than others. Some of them felt bad when they could not help the group to do the task

effectively.

Table 25: Opinions towards Teacher’s Instruction

Statement of Opinion X | S.D. | Meaning
26. | think that it is good to learn both content and language in | 3.42 | 0.50 | Positive
the same lesson.
27. This course provides enough opportunities for 3.33 | 0.57 | Positive
communication skill development.
28. This course is a learner-centered because students learn by | 3.38 | 0.50 | Positive
doing activities and exercises themselves.
29. |1 like the way that the teacher provides broad instruction 3.29 | 0.46 | Positive
because students are free to create the details of what they
want to communicate.
30. All activities are fun and interesting. 3.46 | 0.51 | Positive
Overall Average | 2.81 | 0.42 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 25 presents that Thai undergraduates in the international program had
positive opinions towards instruction of the teacher in the CLIL course (X = 2.81,
S.D. =0.42). They stated that it is good to learn both content and language in the same
class (X = 3.42, S.D. = 0.50). The CLIL course provided enough opportunities for
them to develop their communication skills (X = 3.33, S.D. = 0.57). The instruction

emphasized learner-centered concepts since the undergraduates learned through the
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facilitation of the teacher (X = 3.38, S.D. = 0.50). Broad instructions of doing tasks
helped them create the details of what they wanted to communicate freely (X = 3.29,
S.D. = 0.46), and they felt that all activities in the course are fun and interesting
(X =3.29, S.D. = 0.51). They expressed their opinions towards the instruction of
teacher in the interview process that the ways of teaching in this course gave them
opportunities to use their knowledge to design what they preferred to present in both

oral and written forms independently.

Table 26: Opinions towards Teacher

Statement of Opinion X | S.D. | Meaning

31. The course content and teaching aids are prepared suitably. | 3.42 | 0.58 | Positive
32. Her teaching methodology helps students understand the 3.46 | 0.51 | Positive
lessons easily.

33. Teacher is friendly and has a good relationship with 3.63 | 0.49 | Positive
students.

Overall Average | 3.50 | 0.53 | Positive
1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 26 presents the opinion of Thai undergraduates in the international
program towards the teacher of the CLIL course. They had positive opinions towards
the teacher (X = 3.50, S.D. = 0.53). Most of them satisfied with the course content and
teaching aids of the teacher (X = 3.42, S.D. = 0.58). They thought that the teacher’s
teaching methodology helped them understand the lessons easily (X = 3.46,
S.D. = 0.51), and she was friendly and had a good relationship with them in the
classrooms (X = 3.69, S.D. = 0.49). Their responses in the interview process expressed
that they felt that the teacher were ready to help them all the times after her explanation
towards the lessons, and she gave them opportunities to learn and design the task freely.
She interrupted them only when they asked for some assistance. Friendliness of the
teacher enabled them to feel comfortable in asking her questions when they wanted
more explanation or information or even some helps. One of the undergraduates

commented that:
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Undergraduate 15: “The teacher was always with us all the times we were doing the
activities and exercises. She helped us based on what we asked;
she did not interrupt us while we were doing the activities and
exercise.”

In conclusion, the undergraduates satisfied with the taught content and
assistance from teacher, and her teaching methodology and performance ease them to

learn with her assistance.

Table 27: Opinions towards Course Evaluation

Statement of Opinion X | S.D. | Meaning

34. Explaining the evaluation criteria before evaluating 3.29 | 0.62 | Positive
communication achievement is suitable.

35. The evaluation criteria are clear and suitable. 3.50 | 0.59 | Positive

Overall Average | 3.40 | 0.61 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 27 presents that Thai undergraduates had positive opinion toward the
CLIL course evaluation (X = 3.40, S.D. = 0.61). They agreed with presenting and
explaining evaluation criteria before starting the activities (X = 3.29, S.D. = 0.62) and
clearness and suitability of it (X = 3.50, S.D. = 0.59). The findings from the interview
present their opinions towards the course evaluation that the explanation of evaluation
criteria helped them to set their destination and plan to achieve it properly even two of

them said that it increased pressure when doing the test.
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Table 28: Opinions towards English Skill Achievement

Statement of Opinion X | S.D. | Meaning

36. After attending this course, I still think that English 2.66 | 1.06 | Positive
listening is very difficult.

37. | think that | can listen English better. 3.04 | 0.55 | Positive

38. | feel confident in listening to others speaking in English. 2.86 | 0.90 | Positive

39. After attending this course, | still think that English 2.57 | 0.98 | Positive
speaking is very difficult.

40. | think that | can speak English better. 2.67 | 0.70 | Positive

41. | feel confident in speaking with other people in real lifein | 2.88 | 0.54 | Positive
English.

42. After attending this course, I still think that English 2.00 | 0.78 | Positive
reading is very difficult.

43. 1 think that | can read English better. 3.17 | 0.76 | Positive

44. | feel confident in reading any texts in real life. 3.17 | 0.70 | Positive

45. After attending this course, I still think that English writing | 2.42 | 1.14 | Positive
is very difficult.

46. | think that | can write English better. 2.96 | 0.86 | Positive
47. 1 feel confident in writing any texts in real life. 2.88 | 0.90 | Positive
Overall Average | 2.77 | 0.82 | Positive

1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 28 presents Thai undergraduates in the international program had
positive opinions towards English skill achievement of (X = 2.77, S.D. = 0.82). It
shows their opinion towards achievement of four skills after learning through the CLIL
course. They did not think that after finishing the CLIL course, learning four skills of
English are still very difficult (Item 36: X = 2.66, S.D. = 1.02, Item 39: X =2.57, S.D.
=0.98, Item 42: X =2.00, S.D. = 0.78 and Item 45: X =2.42, S.D. = 1.14). The
undergraduates mentioned on this issue in the interview process that they felt that those
skills were still difficult for them after studying in the CLIL course, but they were more
confident in using it comparing with before studying with the course. Furthermore, they
stated that their beliefs were changed, that is, before studying in this course they were
discouraged; they had thought that English skill development was really hard to
overcome. Nonetheless, after studying in this CLIL course, they changed their mind by
believing that English skill weaknesses could be improved and it was not too difficult
for them to deal with it. Two sampled responses of the undergraduates expressing their
feeling and beliefs towards English skill achievement after studying in the CLIL course

in the interview process are presented as follows:
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Undergraduate 7: “Actually, the development of all four skills is too difficult for me, but
this course encourage my confidence to learn them. | believe I can
overcome it.”

Undergraduate 22: “The teacher and all learning activities in this course enabled me
to feel that English skills are not too difficult to learn. Just working
hard, I can do it well.”

In addition, the undergraduates thought that after studying in the CLIL course,
their four skills were better (Item 37: X = 3.04, S.D. = 1.02, Item 40: X =2.67, S.D. =
0.70, Item 43: X =3.17, S.D. = 0.76 and Item 46: X =2.96, S.D. = 0.86), that is, they
agreed with their improvement of all four skills. The undergraduates raised his reason

to support their opinions appearing on the questionnaire as follows:

Undergraduate 13: “My listening, speaking, reading and writing skills were developed
in this course. | think my reading skills are still big problems for
me; however, it is better than before. | felt that | learned a lot in
this course, while I also did not feel that | was learning. | happened
automatically through the activities.”

Undergraduate 24: “I think my English skills were improved in this course. I do not
know if it was obvious, but I can feel it. It is the new way of
teaching that made me happy.”

The undergraduates in the international program confirm that their four English
skills were developed in the CLIL course, and they were also happy to develop the skills

in the CLIL course.

Furthermore, the undergraduates had positive opinions towards confidence
establishment in learning process of the CLIL course. They expressed that they felt
confident in listening to other people in English (X =2.86, S.D. = 0.90), in speaking
with other people in real life in English (X = 2.88, S.D. = 0.54), in reading any texts in
real life (X = 3.17, S.D. = 0.70), and in writing any texts in real life (X = 2.88, S.D. =
0.90). In the interview process, one undergraduate commented towards confidence

encouragement in the CLIL course as follows:
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Undergraduate 2: “I have felt that all four skills of mine are better. The course activities
were fun; | was very happy with learning them through the course.
The best thing 1 got from this course is confidence. The teacher
taught us to accept mistakes, not be scared with it but use it to
develop ourselves.”

As a result, confidence was encouraged in the CLIL course that was beneficial
for their English skill development. Doing mistakes to learn more seemed to be
effective for their learning.

Table 29: Additional Comments and Suggestions towards the CLIL Course

Statement of Opinion X | S.D. | Meaning
48. If this course is being provided in the future, I’d love to 3.46 | 0.59 | Positive
recommend it to my friends.
49. | think that this course is useful for communicating in daily | 3.63 | 0.50 | Positive
life and my study.

Overall Average | 3.55 | 0.55 | Positive
1.00-2.49 = Negative Opinion 2.50-4.00 = Positive Opinion

Table 29 presents the additional comments and suggestions towards the CLIL
course of the undergraduates. It shows that the undergraduates had positive opinions
towards the CLIL course and its usefulness (X = 3.55, S.D. = 0.55). They agreed with
using this course as an intensive course of the program teaching the next batch of
undergraduates in the international program (X = 3.46, S.D. = 0.59), and they thought
that the CLIL course is useful for their communication in daily life and study (X =
3.63, S.D. = 0.50). The undergraduates expressed their opinions towards the interview
process that this course is a new way to learn English. It made learning process to be

easily learn.
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4.3 Summary

This chapter presents the results and findings from each stage of the research
study in response to the research questions. Information from the preliminary studies
and NA process were used to design the CLIL course. The stages of CLIL course

development were presented.

The findings of this research study present that the CLIL course was effective
to enhance cultural awareness and develop English communication ability of Thai
undergraduates in the international program, including the encouragement of their
positive opinions towards the CLIL course in enhancing cultural awareness and

developing English communication ability.

The last chapter will cover the summary, a discussion of the findings,
pedagogical implications, and recommendations for further study.
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CHAPTER FIVE:

SUMMARY, DISCUSSION, IMPLICATIONS AND
RECOMMENDATIONS

This final chapter encompasses a summary of the research, conclusions from
the findings, discussion of the results, pedagogical implications, and recommendations
for future studies and limitations of the study. It aims at providing the overall picture
of the experiment and its findings in brief, including practical and theoretical
justifications for such outcomes of teaching cultural content to enhance cultural
awareness and English communication ability through CLIL approach. It also
elaborates on how the findings can contribute to the improvement of English

communication ability in particular and on issues that need further investigation.

5.1 Summary of the Study

This research aims to develop a Content and Language Integrated Learning
(CLIL) course to enhance cultural awareness and English communication ability of

Thai undergraduates in the international program.

5.1.1 Research Objectives

The primary objective is to investigate the stages of CLIL course
development. To do so, the eight-stage course development process framework and
cycle of Graves (2000) were applied. The three preliminary studies were processed to
get the baseline for the course development and background knowledge and needs of
undergraduates. Needs Analysis (NA) was also processed as a stage of the CLIL course
development to get the needs as background information for developing the CLIL

course.
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The next objectives are to investigate the effectiveness of the CLIL
course to enhance cultural awareness and English communication ability of Thai
undergraduates in the international program. Cultural awareness self-assessment
questionnaire and pre-test and post-test were used to reach the description for these to

objectives.

The last objective is to investigate Thai undergraduates in the
international program’s opinions towards the effectiveness of the CLIL course to
enhance cultural awareness and English communication ability. Opinion evaluation
questionnaire and interview protocol were used to find out the answers for this

objective.

5.1.2 Research Design

This research study is a research and development (R&D) design study.
It is a two-phase-research study: phase one was a process of how the CLIL course was
developed and phase two was to verify the course effectiveness based on the course
implementation and a single group pre-and post-test research design was used as this
phase. The treatment provided to an experimental group. Measurements of the research
samples’ cultural awareness and English communication ability was done twice — pre-
cultural awareness self-assessment, post-cultural awareness self-assessment, pre-test
and post-test respectively. Whereas the measurement of opinions towards the

effectiveness of the CLIL course was processed once — after the end of the CLIL course.

5.1.3 Research Procedure

One week before the instruction period, the research samples were
required to take the pre-test on English communication ability and pre-cultural
awareness self-assessment. Then the research samples participated in the 30-hour
instructional period. One week after the course ended, the immediate post-test on

English communication ability, post-cultural awareness self-assessment, opinions
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towards the effectiveness of the CLIL course to enhance cultural awareness and English

communication ability, and interview were conducted.

5.1.4 Population and Sample

The population and samples of this research study are Thai EFL
undergraduates studying in the Chinese International Program, Faculty of Liberal Arts
Prince of Songkla University, Hat Yai Campus. The research samples were originally
24 second year Chinese-major undergraduates in the international program of Faculty
of Liberal Arts at Prince of Songkla University, Hat Yai Campus. After the research
samples were informed that the instructional period of this research study was extra
sessions for them to practice English communication ability in the semester break, they
all volunteered to participate in the study. The research samples’ level of English

proficiency spanned low-intermediate to high-intermediate level.

5.1.5 Data Collection and Data Analysis

The research instruments in this research study were divided into two
types: instructional and research instruments. CLIL course instructional materials were
used as instructional instruments in the course implementation period. The research
instruments consist of pre-test and post-test, cultural awareness self-assessment

questionnaire, opinion evaluation questionnaire, and interview protocol.

The processes of data collection in this research study using the

instructional and research instruments are as follows:

5.1.5.1 Instructional Instrument

The instructional instrument in this research study, a set of 30-
hour instructional materials, was used to encourage the development of English

communication ability in the process of CLIL course implementation. It was under the
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theme of Cultural Studies. There are five chapters with ten lessons emphasizing
integrated four skills for communication in the instructional materials that consist of
teaching materials, formative assessment tools, supplementary sheets and lesson plans.
The instructional process adopted the concepts of 4Cs Framework of CLIL and steps

of Bloom’s Taxonomy revised by Anderson and Krathwohl (2001).

5.1.5.2 Research Instruments

There are four research instruments employed in the data
collection process.

1) Pre-test and Post-test

The tests aimed to measure English communication ability of
Thai undergraduates in the international program before and after the treatment. These
two parallel tests were conducted and used. Pre-test was conducted in a week before
the treatment, and post-test was conducted a week after the end of the CLIL course. The
tests consisted of two parts: listening and speaking test and reading and writing test.
The part of listening and speaking was conducted in a language laboratory. The
undergraduates were required to respond to the situation appearing in the video clip by
speaking into a microphone within the set time limit, and their responses were then
tape-recorded for analysis. Whereas the reading and writing test was conducted in the

classroom. The undergraduates were required to respond the points in the reading text.

2) Cultural Awareness Self-Assessment Questionnaire

This  32-item  cultural  awareness  self-assessment
questionnaire was designed using the four-point Likert scale and was adapted from
Chantarasenannon et al. (2011). This questionnaire consists of two sections: general
information and cultural awareness: diversity of culture (8 items), flexibility and
appreciation (13 items), and understanding others (11 items). It aimed to measure the
research samples’ cultural awareness enhanced by the designed CLIL course and was

conducted twice: before and after the CLIL course implementation.
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3) Opinions Evaluation Questionnaire

This 49-item opinion evaluation questionnaire was also
designed using the four-point Likert scale. It consists of three sections: general
information, opinions towards the effectiveness of the CLIL course: objectives and
content of the course, language focus, teaching methodology and activities, teacher,
evaluation, listening achievement, speaking achievement, reading achievement, writing
achievement, and additional comments and suggestions, and suggestion about the
course. It aimed to investigate the undergraduates’ opinions towards the effectiveness
of the CLIL course to enhance cultural awareness and English communication ability.
It was conducted a week after the CLIL course implementation.

4) Interview Protocol

Interview process was conducted a week after the CLIL
course implementation. It is a semi-structured interview consisting of sixteen main
questions relating to course objectives, course content, language focus, teacher,
evaluation criteria, integrated four-skill development, confidence in using English, and
benefits of the CLIL course.

5.1.6 Research Findings

The research findings of this study can be summarized in response the

research questions as follows:

Research Question 1: How can a Content and Language Integrated Learning
(CLIL) course be developed to enhance cultural awareness and English

communication ability of Thai undergraduates in the international program?

The CLIL course development in this research study adapted Graves '
(2000) eight stages of course development process and cycle as shown in Figure 13.

The hierarchical eight-stage processes to develop the CLIL course development in this
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research study are defining the context, articulating beliefs, assessing needs,
formulating goals and objectives, conceptualizing content, developing materials,
organizing the course, and designing an assessment plan respectively. The lesson plans
were designed based on the principles of CLIL approach and Sociocultural Theory as

presented in Figure 14.

The first step of the CLIL course development in this research study
started with the process of preliminary studies consisting of document analysis, class
observation and theme and skill survey. The findings from the preliminary studies
revealed that the English writing proficiency level and background knowledge for
writing of the undergraduates were not appropriate for academic skill development due
to the weaknesses of them shown in their writing assignment in the process of document
analysis. In terms of listening and speaking skill proficiency background presented in
the process of class observation, the undergraduates were weak in understanding what
other people said; moreover, they lacked confidence in speaking English that caused
them use code-switching very often. In addition, grammatical knowledge was another
obstacle for their speaking practice. It indicated that their English listening and speaking
skills were also not appropriate for academic skill development. The results from the
need and skill survey questionnaire showed that the undergraduates preferred to study
the theme of Cultural Studies and develop integrated four skills for communication with
five main focuses: speaking in daily life, sending e-mails, reading online texts, writing

letters, and doing presentation.

The second step focuses on the eight-stage processes of CLIL course
development. The context (people, stakeholders, physical setting, nature of course and
institution, and time) was defined to design teaching and learning activities to serve the
needs of stakeholders and appropriate with the context. Then the stage of articulating
beliefs presented the beliefs of the CLIL course development were: English used as a
medium of instruction without code-switching, three levels of culture, international,
regional and national levels, to encourage the realization of importance of the
undergraduates’ own culture, comparison with other regional culture and learning

international level culture, the application of social situations in teaching and learning
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activities, encouragement of collaborative learning in group work activities, More
Knowledgeable Others (MKO) roles of the learners, and teacher’s roles as facilitator or
scaffolder assisting the undergraduates’ learning. The remaining stages were
development stages using the findings from the previous stages as a basis, that is, the
researcher developed the CLIL course through these stages: formulating goals and
objectives, conceptualizing content, developing materials, organizing course, and

planning an assessment plan.

Research Question 2: To what extent can the CLIL course enhance cultural

awareness of Thai undergraduates in the international program?

The findings from cultural awareness self-assessment questionnaire
showed that Thai undergraduates in the international program had high degree of
awareness towards diversity of culture (X = 3.36, S.D. = 0.30), cultural flexibility and
appreciation (X = 3.29, S.D. = 0.56), and understanding others (X = 3.34, S.D. = 0.56).
Their cultural awareness was not significantly different between before and after
studying in the CLIL course (p = .30). They also had high degree of awareness of
cultural flexibility and appreciation after studying in the CLIL course (X = 3.29, S.D.
= 0.56). However, their awareness before studying in the CLIL course was not
significantly different from their awareness after studying in the CLIL course (p =.238).
Furthermore, they also had a high degree of awareness towards understanding others
after studying in the CLIL course (X: Pre- = 3.19, Post- = 3.34), but post-cultural
awareness towards understanding others was not significantly different from pre-

cultural awareness towards it (p = .465).

In conclusion, Thai undergraduates in the international program had a
high degree of cultural awareness even before studying in the CLIL course.
Nevertheless, they had a higher degree of cultural awareness after studying in the CLIL
course than before studying in the CLIL course. It indicated that the high-degree
cultural awareness of CIP undergraduates was activated through the instructional

process of CLIL course.
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Research Question 3: To what extent can the CLIL course enhance English

communication ability of Thai undergraduates in the international program?

Results of pre-test and post-test demonstrated that English
communication ability of Thai undergraduates in the international program developed
after studying in the CLIL course. The mean score of pre-test (X = 12.63) was higher
than the mean score of post-test (X = 7.42). These scores were significantly different

(p = .000).

The results of formative assessment also confirm the effectiveness of the
CLIL course. The oral presentation task scores presented the progress of English
communication ability development as the scores of the last oral presentation was the
highest scores. In addition, they had high degree of progress in reading and writing skill
development as the mean scores of individual writing tasks were higher than the mean
scores of group work writing tasks.

Research Question 4: What are the opinions of Thai undergraduates in the
international program towards the CLIL course enhancing cultural awareness

and English communication ability?

The results of opinion evaluation questionnaire revealed that Thai
undergraduates in the international program had positive opinions towards all
components of the CLIL course (X =3.28, S.D. = 0.59): objectives and content,
language focus, teaching steps and variety of activities and exercises, course activities
and exercises, group work activities, teacher’s instruction, teacher, course evaluation,
English skill achievement and additional comments and suggestions towards the CLIL

course.

In conclusion, all these outcomes indicate that the CLIL course was
effective in enhancing cultural awareness and English communication ability of the

undergraduates. There are also quantitative and qualitative data to support positive
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aspects of teaching and learning process and the undergraduates’ positive opinions of

the overall course. All of the evidence justifies the effectiveness of the CLIL course.

5.2 Discussion

This section discusses some distinguishing features of the study: the findings of

the CLIL course development and theoretical justification of the course effectiveness.

5.2.1 A Systematic Course Development based on Graves (2000)’s Course

Development Process Framework

This research study aimed to investigate the effectiveness of the CLIL
course in enhancing cultural awareness and English communication ability of Thai
undergraduates in the international program. The first research objective emphasized
the development of the CLIL course to enhance cultural awareness and English
communication ability. This section discusses the findings of the course development

phase that are the answer of the first research question:

How can a Content and Language Integrated Learning (CLIL) course be
developed to enhance cultural awareness and English communication ability of

Thai undergraduates in the international program?

The CLIL course in this research study was designed following the
eight-stage course development process framework of Graves (2000). This framework
was selected for the CLIL course design in this research study because there was not
hierarchical process in the framework of course development. It is flexible for the
course designer to begin the stages based on her convenience, belief, condition and
context. The stage sequences for designing the CLIL course in this study are: defining

the context, articulating beliefs, assessing needs, formulating goals and objectives,
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conceptualizing content, designing materials, organizing course, and designing an

assessment plan.

These sequences were employed because the researcher was not the staff
at the study area, Faculty of Liberal Arts, Prince of Songkla University, Hat Yai
Campus. It was firstly necessary to define the context; then beliefs towards the context,
CLIL course, teaching methodology, and teaching activities were articulated. To design
a course, needs and interests of the students are important to investigate since they are
bases of the whole course design, including content, language focus, teaching and
learning activities that influence on assessment plan. When the needs and interests of
students were interpreted, the course designer was able to formulate goals and
objectives based on expectation of stakeholders and needs and interests of students. The
course goals and objective led to content conceptualization and teaching material design
to scope the taught content in the CLIL course and set teaching and learning activities.
After the course content and content sequences were clear and reasonable, the whole
course was organized by setting course content and activities in the proper order.
Finally, assessment was planned based on the course organization. These course
development processes enabled the course design be able to design the CLIL course
flexibly. She trialed and error for many times until getting the proper sequence for this
context. It presents the flexibility of the course development process framework of
Graves (2000) that enabled the course designer to ease the processes of developing the
course. This advantage of course development framework in terms of flexibility also
enables the new course designer to design the course to have the ways to adjust the
process of designing the course since this process framework can be begun in any stages

depending on the conditions of course designer and context.

Changpueng (2009) also designed an English writing course based on
Genre-based Approach for Thai undergraduate engineering students. She also designed
her course following the course development process framework of Graves (2000), and
she mentioned on the advantages of the framework that it is a flexible course
development process framework that there is not hierarchical process to limit the

freedom of course design, and the course was designed based on course designer’s
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beliefs, conditions and context. In addition, the framework has its own checking system
as each stage is linked to each other. A problem in one stage may affect another stage;

therefore, the course was systematically designed.

As a result, it can be concluded that the course development process of
Graves (2000) is an appropriate framework for designing a course, especially to develop
a new course that many elements of the course are not settled down yet, and it is also
appropriate with the course designer who prefers to design a course that is innovative
since the process is changeable in terms of sequences. These eight-stage processes
could help the CLIL course designer in this research study a lot since it is a new
intensive course that aimed to set up a new way to enhance cultural awareness and

develop English communication ability.

Although Graves (2000) expresses that this framework of course
development is not a hierarchical process, it is necessary to start the process by the first
three stages: defining the context, articulating beliefs and assessing needs. The results
of these three stages are baseline information for designing the course. After these three
stages are accomplished, the rest five stages can be manage independently depending
on the course designers’ conditions and preference. To design a CLIL course in this
research study while the course designer is not a staff at the study area, she had to define
firstly define the context to examine the stakeholders of the course; then beliefs towards
teaching methodologies and activities were articulated. In addition, as CLIL approach
is a theme-based approach, assessing needs had to be the next stage in order to set the
4Cs Framework of the course. As a result, the results of the first three stages of course
development process in this study influenced on the design of the course structure as

follows:

Content — Cultural Studies

Culture — Cultural Awareness

Communication — English Communication Ability
Cognition — Cognitive Process
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In conclusion, the results of the stage of assessing needs presented that
the CLIL course in this research study emphasizes on the study of English
communication skills through cultural contents to enhance cultural awareness and
English communication ability through the undergraduates’ cognitive process of

learning.

5.2.2 Effectiveness of CLIL Course to Enhance Cultural Awareness and

Develop English Communication Ability

As the CLIL course was designed based on the principles of 4Cs
Framework: Content, Culture, Communication and Cognition, it may be concluded that
the 4Cs Framework of CLIL influenced on the successfulness of cultural awareness

enhancement and English communication ability development.

As a result, the CLIL course in this research study was designed

following the 4Cs.

“Content and Communication (content and language)”: The CLIL
course is the Cultural Studies course teaching cultural issues parallel with English
communication skills. The progress of learning both content and language was assessed

by formative assessment tools: oral presentation and writing tasks.

“Culture” (cultural awareness): Teaching and learning activities and
tasks were designed and processed in three forms: whole class discussion, group work
and individual work to give opportunities for the undergraduates to learn to express
their own ideas, share with others and listen to other people’s ideas. They also learned
to assist others by playing the roles of More Knowledgeable Others (MKO); therefore,
the undergraduates learned to learn new knowledge as a learner and help other
undergraduates to learn as a helper, and they learn compromise with each other.
Accordingly, the undergraduates did not learn only content and language from the
instructional materials, but also other undergraduates’ experiences towards the learning

topic.
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“Cognition” (cognitive process): Teaching and learning activities in the
CLIL course emphasizes the importance of practice; therefore, the undergraduates
learned to use the knowledge gained in the course through cognitive processes since
teaching and learning activities in the CLIL course encourage the undergraduates to use
their knowledge for practice by all cognitive processes: remembering, understanding,

applying, analyzing, evaluating and creating.

The important roles of 4Cs Framework in this research study are

described following the research questions as follows:

To what extent can the CLIL course enhance cultural awareness of Thai

undergraduates in the international program?

The results of cultural awareness self-assessment questionnaire showed
that Thai undergraduates in the international program had high degree of awareness
towards diversity of culture (X = 3.36, S.D. = 0.30), cultural flexibility and
appreciation (X = 3.29, S.D. = 0.56) and understanding others (X = 3.34, S.D. = 0.56)
after studying in the CLIL course. Nonetheless, cultural awareness of the
undergraduates before studying in the CLIL course was not significantly different from

their cultural awareness after studying in the CLIL course.

Pre-cultural awareness of the undergraduates was at high degree;
however, post-cultural awareness was at higher degree than pre-cultural awareness.
It is likely to conclude that the undergraduates had high awareness of culture since they
did not study in the CLIL course. However, the undergraduates expressed their opinions
towards this issue in the interview process that they thought that they gave importance
to culture since they did not study in the CLIL course because our world becomes more
globalized and there is an increase of international cooperation and investment in the
society; therefore, it is normal for them to realize the importance of different culture as
they have to survive with foreign people more and more in the multicultural society.
Moreover, their major of study is Chinese that is a way to motivate them to be interested

in different culture. Particularly, most of undergraduates as the research samples in this
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study are people in Hat Yai District that is called as the Center of the South. They are
familiar with surviving with foreigners, especially Malaysians, Singaporeans,
Indonesians, etc. In addition, the people there are multi-local groups, Thai Buddhism,
Thai Muslim, Thai Chinese, and Thai Indian; the people here have realized the
importance of different culture since they were young. Two undergraduates expressed

their opinions towards this issue as follows:

Undergraduate 11: “/ have realized the importance of different culture since | was
young. | am a Thai Chinese person who was born in Hat Yai. My
home is in Kim Yong Market. Different culture is normal for me;
I have to learn Muslim culture and local people’s culture since
I was born. It is not learning, but it is embedded in my life and
other people’ lives in this area. We have been surviving among
differences of culture since we were born. I think everyone knows
the importance and necessity of learning culture. But learning in
this course enabled me to see some mew cultural issues that | have
never known or may look over.”

Undergraduate 17: “Yes, we are Chinese-major students; learning culture is important
for us, especially when we are studying in China in our third and
fourth year of study. This course presented many new cultural
issues in many countries, which made me understand and see other
sides of people in other countries that | have never given
importance to.

These opinions help confirm the effectiveness 4Cs Framework
applied in the teaching and learning activities in the CLIL course to enhance cultural
awareness of Thai undergraduates in the international program. Although they have
realized the importance of culture before studying in the CLIL course, learning in the
CLIL course enabled them to see other sides of culture they might not know before and
it encouraged their awareness of culture more and more after completing the CLIL

course study.

Furthermore, it can be said that the taught content under theme of
Cultural Studies also influenced on the development of cultural awareness of Thai
undergraduates in the international program since the undergraduates learned about

cultural issues; they learned some new cultural issues and shared their experiences
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towards the issues. This was an opportunity to expose them to know more importance
of culture in several aspects. However, the findings of the study of Samawathdana
(2010) who designed an instructional model to teach Health Study course to enhance
health behaviors and English communication ability of lower secondary school students
showed that the students’ health behaviors was developed and their English
communication ability was improved. In addition, they had positive attitude towards
learning through communication with other friends. As a result, it can be concluded
that although the course content was changed, the development of cultural awareness

can be occurred. This is the main advantage of 4Cs Framework in designing a course.

To what extent can the CLIL course enhance English communication ability of
Thai undergraduates in the international program?

The results of pre-test and post-test presented that Thai
undergraduates in the international program had positive progress in English
communication ability development since the mean score of post-test was significantly
higher than the mean score of pre-test (X: Pre- =2.63, Post- = 7.42, p = .000). The
learning progress of English communication ability of the undergraduates was also

presented in the formative assessment tool results.

The undergraduates in all groups got higher scores in the last oral
presentation. Nevertheless, the scores of a group were not dramatically increased as
other groups; it slightly fluctuated. It can assume that it depended on the characteristics
and English ability of the presentation as a group representative of the group on that
day. In addition, this CLIL course based on the 4Cs Framework aimed to use group
work to lead individual work; comments from group work tasks would help the

undergraduates to do better individual work.

The results of writing tasks comparing the mean scores of group
work and individual work showed that the mean scores of individual work in each
assignment were higher than the mean scores of group work. It indicated that comments

the undergraduates got from group work were beneficial for their individual writing.
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Findings from several studies such as Yang (2014), Hou (2013),
Pengnate (2013), Ravelo (2013) and Gregorczyk (2012) confirm the effectiveness of
the 4Cs framework in designing the CLIL course to develop English proficiency. All
skills of English can be developed through the use of CLIL course designed based on

the 4Cs Framework.

In the interview process, the undergraduates expressed their
opinions towards the development of their English communication ability that the ways
to learn English in the CLIL course are new for them; they did not feel that they were
learning English but they actually learned. The activities in the CLIL course caused a
lot of participation from them since it was different from other English courses that
were tough and difficult. They thought that their confidence in using English was
improved, and they saw some weaknesses from group comments. It caused individual
work was as a real practice from them as they did not face with individual work
comments that discourage them to learn English skills. Two undergraduates expressed
their opinions towards the development of English communication ability after

studying in the CLIL course as follows:

Undergraduate 3: “The classes are fun. Group comments helped me to do better in
individual work. I was more confident in using English since I used
in with others frequently, and I learned to improve English skills
with friends, not alone. | think my English skills were better than
before studying in this course. Comments from group work help
me to improve my English skills after finishing this course as
well.”

Undergraduate 24: “My English skills are improved, but not much because I am not
good in English. Teaching and learning activities in this course
encouraged my confidence in using English; | was very happy that
I could do the oral presentation in front of the class, and other
people understood what I presented.”

According to the opinions above, the CLIL course designed based
on the 4Cs Framework enabled the undergraduates to have more confidence in using
English in their lives. They expressed that their English communication ability was

developed; it was different in each person since they have different level of English
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proficiency. Moreover, being a fun class is a good motivation to encourage the
undergraduates to learn more English skills. And more importantly, the group
comments from the course can be useful for their development of English skills in the
future. All mentioned above help confirm the effectiveness of the CLIL course designed
based on the 4Cs Framework in developing English communication ability of Thai

undergraduates in the international program.

It is like to mention that the development of English communication
ability of Thai undergraduates in the international program in this research study was
the positive effects from the application of Language Triptych, Language of Learning,
Language for Learning and Language through Learning since the course contents in
terms of language was planned based on the Triptych that encourage the course designer
to think about what to teach how to teach and cognitive process. It presents that the
Triptych also helped the course designer to plan for cognitive learning process that was
connected to language used in the course in supporting the undergraduates’ learning to
understanding what they learned in the classes.

What are the opinions of Thai undergraduates in the international program
towards the CLIL course in enhancing cultural awareness and English

communication ability?

The results of opinion evaluation questionnaire showed that Thai
undergraduates in the international program had positive opinions towards all
components of the CLIL course (X = 3.28, S.D. = 0.59): objectives and content,
language focus, teaching steps and variety of activities and exercises, course activities
and exercises, group work activities, teacher’s instruction, teacher, course evaluation,
English skill achievement and additional comments and suggestions towards the CLIL
course. It is likely to conclude that this is also the effectiveness of designing the course
based on the 4Cs Framework of CLIL as all elements of the CLIL course were designed

following the 4Cs Framework.
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Results of several studies such as Hou (2013), Pengnate (2013),
Lasagabaster (2011) and Samawathdana (2010) presented that the students had positive
opinions and attitudes towards learning English and the CLIL course or instructional
module they learned to develop their English skills. Lasagabaster (2011) expressed that
the CLIL course also increased motivation of the students towards learning English. It
is very important since motivation is a good factor of learning. It influences on intention
and concentration of learning. In this research study, the undergraduates had positive
opinions towards the CLIL course in helping them develop English communication
ability. Nevertheless, there was some negative opinions raised in the interview process
towards learning in the CLIL course. All undergraduates who expressed the negative
opinions towards the CLIL courses clarified themselves as a low-level English
proficiency learners. They stated that because of the low level of English proficiency
they had, they sometimes could not understand the taught content and language within
the assigned time. They preferred more time to learn and practice than others. However,
it is a personal issue. These undergraduates expressed their opinions towards the CLIL

course as follows:

Undergraduate 20: “The course is good, but the problem is me. I could not follow the
class sometimes because | am not good in English, but I think this
course is good for developing English skills. It is not too strict; we
have freedom to share ideas and learn from others.”

Undergraduate 23: “I am not good in English, and I have never been abroad. Therefore,
1 didn’t have any ideas towards cultural issues to share in group
and I could not help other people in group generate the ideas for
group work. | was a listener actually. My friends were so kind to
me, but I felt bad with myself that | cannot help other people to do
the group work. However, the comments from group work helped
me a lot to deal with individual work.”

In conclusion, the undergraduates who expressed their negative
opinions towards the CLIL course confirmed the effectiveness of the CLIL course in
developing English communication ability of Thai undergraduates in the international
program. The weaknesses of themselves towards English proficiency caused them

show negative opinions towards some elements of the CLIL course.
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5.3 Pedagogical Implications

This research study provides a complete picture of how a CLIL course could be
designed and implemented. As mentioned earlier, the main obstacle is low level of
English proficiency of the undergraduates in the international program, but they have
to learn through English as a medium of instruction since they are studying in the
international program. Not many courses designed to use English as a medium of
instruction teaching low-proficiency students. This research study is an example that
was processed with effort and perseverance. The researcher would therefore encourage
the scholars in English Teaching field to attempt more of this kind of research with the

following suggestions:

1) Course designer should search out for in-depth information towards the
problems the undergraduates facing with and their needs and interests. When they have
opportunities to learn what they want to learn, positive motivation possibly happens in
their mind. As good motivation contributes to the best learning, they participate in all
activities intentionally. This research study is a good example of this issue since the
course does not affect the undergraduates’ grades or any of their study at all, they were
rarely absent from class. They also worked so hard to cope with the assignments in the

CLIL course.

2) As collaborative learning in group work was effective in this CLIL course,
it revealed that the undergraduates cannot avoid learning with others and from others.
In addition, it is impossible to set the group of students in each English course section
to have the same level of English proficiency. The best way to help both good and
normal undergraduates to learn together happily is learning through collaborative
learning in group work activities. Moreover, the awareness of culture was also raised
through them. Cognitive processes were also processed. Furthermore, in the interview
protocol, the undergraduates in the international program expressed that collaborative
learning in group work also enabled them to have more confidence in learning and using
English. These are the advantages of collaborative learning in group work activities to
help the undergraduates to learn. It should therefore be applied in other courses.
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5.4 Limitations of the Study

Some limitations may be listed here as they may affect the results of the research

study.

1)

2)

As the research samples of the present research study were second year
undergraduates who volunteered to participate in the research study, the
total amount of samples was 24 undergraduates. The sample size was rather

small.

The research samples had a varied level of English proficiency that was
difficult for class management, especially learning process in group work.
Less proficient undergraduates expressed their feelings that many times they
felt they did not belong to the group since they consumed more time to
understand the task instructions and learning sources, giving them less

opportunity to participate in the group work tasks and activities.

5.5 Recommendations for Further Research Study

Recommendations for future research stem from the findings and limitations of

the present research study. Four recommended areas of future research are:

1)

The present research study employed one group pre-test and post-test
research design, which is considered a challenging design because of the
lack of control group, and this led to uncontrolled-for threats to internal
validity that may explain the results of the post-test. Therefore, an
experimental study with a control and experimental group with a random
sampling and assessment should be conducted in order to determine further
the effectiveness of the CLIL course to develop undergraduates’ cultural

awareness and English communication ability.
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3)

4)
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Group work activities should be re-designed to give more opportunities to
the undergraduates who have low level of English proficiency and
background knowledge of course content because some undergraduates
lacked opportunities to express their ideas to the group. His ideas were
usually not accepted since other group members did not want to get low
scores. As a result, the activities should give more opportunities for this
group of students to express their ideas and extra assignments may be
designed to increase confidence in presenting the ideas to the group.

A replication of the present research study with a larger number of
subjectsin each experimental group might be done. The larger sample size
would allow the use of certain statistics to examine the within-group
interaction before and after the treatment. A more extended course might

also be experimented with to confirm the results.

As it was found that CLIL approach is a valuable instructional approach to
enhance cultural awareness and English communication ability. More CLIL
courses should be designed to develop English skills in other aspects such
as academic English skills or separated skills of English for students in other

programs and fields of study.
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APPENDIX A: An Online Questionnaire for Theme and Skill Survey

Needs Survey for CLIL

Course Development

Please choose the anster that you think is the most swtable.
* Recquired

1. Gender *

D Ale

© Pemale

2. Age *

D 15-18 vears old

> 19-20 vears old

O more than 20 vears old

3. Before studying in this current program (B.A. in Chinese, International Program), you graduated with: *
9 Mattharom 6
© Vocanonal School

4. A number of years studying English *
© 3-5 vears

D 6-10 vears

9 11-15 years

O more than 15 vears

5. Have you ever studied English besides the formal education? *
0 Yes

© No. (Please skip to queston No. 7

6. Where do you study English besides the formal education?

Self-smdy through media such as newspaper, radio, moties, Youtube video, etc. at home /domitorr, in the hbrarr, or
mformatonal rescurces provided br the unrrersity.

Langmge institutions in Thabind
Lamage msttutions abroad
With foreign froends

Othex: |




7. In yvour opinion, what level is vour English proficiency® *
© Very good

0 Good

© Far

@ Poor

© Very poor

8. What English skill is the most necessary to vou at the moment? *
© Listenmg

© Speaking

© Reacing

© Wntng

© Integrated sklls for communication

© Integrated skalls for academic purposes

© Othex: | |

9. If you have to study a course to leam English skills, which type of content do you prefer to study most? Please
choose five topics. *

0 ASEAN Economics Community (AEC)
0 World Enghshes

0 Cultural Stuches

O Polincs and Govemment

) Economics

@ Tounsm

179



10. Necessity of English Communication Ability *

Speaking in daily ife in
English

Alalang discussion
English

Alkang an
appointment in English
Asking and giving
directions in English
Sending e-mails n
English

Witing letters in
English

Wrting essays in
English
Reading online texts in
English

Reading articles in
English

Doing prezentation in
English

Most necessary

Very necessary

AModentely

©

180

Slightly necessary  Least necessary

O O
(] (]
O O
o (]
O O
o o
o o
o o
o (o]
o o

11. What is your expectation of a course enabling vou develop English communication ability? *

12, Please give some comments or recommendations that are beneficial for a course development. *
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APPENDIX B: Needs Analysis Questionnaire

This questionnaire is a part of a doctoral dissertation research methodology
which is a partial fulfillment of the requirement for Doctor of Philosophy Program in
English as an International Language, Graduate School, Chulalongkorn University. The
aim of the study is to investigate the needs of Thai undergraduates studying in the
international program for English communication skills. The results of the study will
be helpful in developing a course to enhance English communication ability of Thai
undergraduates studying in the international program. Your information will be used
for purposes of the study only, and it is confidently treated as well.

adAa o

z:y I U = = a aAa = I =& [
suv@eUMNIITMAIUHTNYeITZTIUITIToVRI B UNUT FuTludIuriisveIrdngas
@ @ a [ a @ a a [ I'd a @
Ysyaquiadia a1 wsangylugiugn g dadaineds naInIaiuniIneds
TagligaanmaiiodAnyinnudesmsnuauinyznIsangudedisvenindny Insvdngas

Aadq Y o 1 g’/ z:y o v I J o
WaNn lsmeangylugiuemuianlssma naimaeuvoamuazituise Tesilumswmun

a d' [ 9 [ A v K = 9 [
13 uiomMsUsulsennuansonedumesingudedisueaindnu lnenldnusingylu
1 Y 1 o Y A o L =® v g’; 3 I

pruzmpaszme Joyavesmuazgmi ) Idie dagilszasd lumsanyuiniunazazin iy

AN

Instructions: Please tick (v') in the box of the answer that you think is
the most suitable or fill in the space provided.

o X o A / 1 = o a o 1 A A
ATVLIAN © Tﬂiﬂﬂ“ﬂi@\?ﬂﬂ']ﬂ v) Gl,uﬂa’fN 611\1@5\1ﬂllﬂ'ﬂllﬂﬂlﬂu"ll@\?W')Vl']uu'lﬂﬂq@]ﬁiﬂ

wutonnuadluresdng

¥
A

Part I: Background Information (Gil'mgawmm)

L

1. Sex (ma): O Male (v10) O Female (ndj9)

2. Age (o1g): [ 15-18 years old (1))

[0 19-20 years old (7))

O More than 20 years old (1))
3. Educational background (1/5238msfny1):

Before studying in this current program (B.A. in Chinese, International Program), you
gradated with: (newdndnelsunsufadmaasiugia (MBIIW) HaNgATUILING) AW

IUNITANY:
[0 Matthayom 6 (s5ewufnyilii 6)
O Vocational School (1sezmaiieiiasimaw)

O Others (’3‘1! %)), please specify (Ti/saszi))
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Part I1: English Background (6?1’9yaﬁugmmaﬁmmmé’anqv)
4. Number of years studying English (ii’mauﬂﬁ?iﬂmmméfmqy):
O 3-5 years (1)) 0 6-10 years (1))
O 11-15 years (1)) O more than 15 years (11nn71 15 7))

5. Have you ever studied English besides the formal education?
(MUIABE BUNTHIBIN BUBNUANFATIIA VYT 1))

O Yes. (1ne)

[0 No. (Please skip to question No. 7) i (ngand i luneumauden?)

6. What are the listening problems you have? (More than one answer is allowed)
@uinvzmataindidaymlathe huaunsanenlfinnnimilede)
O Unable to catch the conversations
(liansasulanudrgvesunauninla)
O Unable to understand technical terms
(liansarhladnimadia‘ld)
O Unable to remember the entire information
(lamnsasnsideyanamua'ld)
O Incapable of translating words or sentences
(hisnunsautannurinevesmnsodss Toa'ld)
O Unfamiliar with the foreigners’ accents and pronunciation
(liguaenuduiloaaznMsoondosunirInewa)
O Unable to understand slang, idiomatic expressions, or colloquialisms
(e lamuaas drnume vionw ludhimians14)

O Others (81 ), please specify (Tisaszyy)

7. What are the speaking problems you have? (More than one answer is allowed)
(@uinpzmayanuidymlaig wuansaaey ldinnnmilede)
[0 Unable to pronounce accurately
(ldemnsooenides ldodiegnde)
O Nervous when speaking English
(ﬂﬁzmjnﬁaﬁmwﬁmywé"mqy)
[0 Unable to choose the right words
(ldemnsodonlimldgndesld)
[0 Unable to speak with correct grammar
(liansanalasldlenseiiigndedls)
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O Unable to present the information in the correct sequence
(ldemnsnvuauedoyalagndesamdiay)

O Others ('?iu %), please specify (115a3z1))

8. What are the reading problems you have? (More than one answer is allowed)

@uinuzmseminddamlaths iuaunsanen I§nnnmiade)

O Unable to understand complicated messages
(liausahledonruiidudon'ld)

[ Unable to understand due to the grammatical weakness
(igmnsashlaiiesdredeunnseadulensal)

O Unable to understand various meaning of words or idioms
("lajmmmm]”ﬂfﬂﬂ:namaJ1sﬁfiwmnwmﬂmmﬁm%fhmu"lﬁ’)

O Unable to understand words, technical terms, slang, idiomatic expressions or
colloquialisms

[ 9 o o d A o o A 13 9
(ul,iJﬁ"lil']'iﬂlelJ']“lﬁ]ﬂ'] ANNINAUA AT ﬁ"]u'luﬁﬁ@ﬂ’]lﬂl’]ullllﬂuﬂ']\iﬂ'ﬁulﬂ)

O Others (’314 9), please specify (TUsaszy)

9. What are the writing problems you have? (More than one answer is allowed)

(@usinpems@ounuiidymlaths muaunsoeenldinanimiiee)

O Unable to use the correct grammar
(liennsaldlenssi ldedagndaeala)

O Unable to use the correct writing format
(Iiemsaldyduvumadeuiigndes’d)

O Unable to use the right words or idiomatic expressions
(liausaldinisedaniigndesld)

O Unable to convey the message according to the intention
(”lajﬁmﬁa?faﬂTammmaJmméﬂﬂ”lﬁ’)

O Unable to make the sentences according to the intention
(hisgnnsaaradseTennmuanudaala’ld)

O Others (8w ), please specify (Tisaszyy)
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Part I11: Learning Preference (msi3aujnyon)

10. If you have to study English language through the Cultural Studies course, which
topics you prefer to study? (More than one answer is allowed)

[ Y = o ] a o = v 9 Y A = Y
(mﬂmumamaummmﬂqymmwwnmuﬁﬁmnm mmahmwmuammwu G]@Dllﬂ

N Hilede)
O Beliefs (mmﬁ}a) O Religion (fnerun)
O Ceremonies (W5n13) O History (1szi@mans)
O Dressing (N17upaNel) O Socialization (M3danaIndann)
O Languages (n111) O National Identity (tananenilseanans)

v
O Regional Identity (Laﬂaﬂyn‘fmmumﬂ) O Social Class ($UsUNINaTInY)
O Food and Eating Manner (e115tazinsemlumssudsemueins)

O Others (éu %), please specify (11/5a321))

Part 1V: Needs of English Communication Skills
11. Which part of listening skill would you like to improve?
(More than one answer is allowed)

(@olalusinuzmaanmudesnsdsulgs muanunsoaeulaunnimiledo)
O Grammar (lennsal) O Vocabulary (fdws)
O Comprehension (m3¥hanunle) O Pronunciation (n3eaniies)

O Others (81 <), please specify (Tlsaszyy)

12. Which part of speaking skill would you like to improve?
(More than one answer is allowed)

9 v A 9 [ v 9 v = 9
(@olaluinzmsyanmudesmsiivilge muawnsoneu ldunniviisdo)

O Grammar (lennsal) O Vocabulary (ffws)

O Fluency (ANUAGDIA2) O Pronunciation (n130onidea)

O Others (é'u %), please specify (Tisaszy)

13.Which part of reading skill would you like to improve?
(More than one answer is allowed)

9 Y] U A Y Y] 1 9 1 & 9
@olalusinuzmiruimudesmsdiulzs muansoaey ldnnimilsde)

O Grammar (lennsal) O Vocabulary (f1ewsi)

O Comprehension (msvinnuiil) O Interpretation (M3tlaniu)

O Others (8u ), please specify (Tlsaszyy)
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14. Which part of writing skill would you like to improve?
(More than one answer is allowed)

9 o = A Y o 1 F) 1 < 9
(@olaluninyzmadeuinudesnsdivlys muaunsoney lduinnimilsdo)

O Grammar (1hensal) O Vocabulary (ffwi)

O Writing format (3uuuunsen) O Writing styles (Luamsaigu)

O Others (ﬁu %)), please specify (11/3a321))

Part V: Personal Opinions and Suggestions
1) What is your expectation of a content course that enables you develop English

communication ability?

1 @ a 4 { o Y o @ 4 [
(Mumanises lsnnsedxuiemnym Idmuiauinyemsdeasmusingy)

2) Other comments that are beneficial for a content course development to develop
your English communication ability.

a 3 A A g d o [ @ a dy ~Aq Y Y @
(ﬂj']llﬂﬂlwu@u il ﬂ!ﬂuﬂ58Iﬂ{’]ﬁ«lﬁ']WTUﬂ’]5W@Ju'li']ﬂj(’]ﬂlu@ﬁ1ﬂ1%1Uﬂ1iwmu’]ﬂﬂH3

MITOAITNIHIBINGY)

ke sfesfeoske sk sk sk st sk sk sk sk sk sk skeoskok
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APPENDIX C: A Sample of CLIL Lesson Plan

CLIL LESSON PLAN

Unit 1: Know Enemy Know Yourself

Aims
- To present the content of the unit: culture shock, expressions for presenting ideas
- To make students aware of and build on prior knowledge of culture and its importance
- To help students understand that learning can be achieved in a foreign language
- To help students understand the new vocabularies
- To encourage students to express their ideas about specific issues in both spoken and
written forms

Criteria for Assessment
Teacher, peer and self-assessment process will be used to assess how well the students:
- express their own ideas towards the specific issues
- do an oral presentation
- comprehend the reading text
- write a piece of text to express the ideas

Teaching Objectives
(What I plan to teach)

Content Cognition

- Culture shock - Provide the students with opportunities to

- Expressions for doing a understand the culture and its effects on
presentation people who have different background of

- Web posting culture

- Expressions for presenting ideas | - Enable the students to understand what
to argue against others’ culture is and its importance and

influence

- Enable the students to express the ideas
toward culture shock

- Enable the students to present the ways
to cope with culture shock

- Vocabulary building, learning and using

- Arouse the students’ curiosity —
creatively use of language

Culture

- Become aware of the importance of culture and its influence on individuals, nation, region
and world

- Identify the students’ own culture and compare it with others in global and regional level

- Understand, learn and express personal opinion toward culture using appropriate
language expressions
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Communication

Language of Learning Language for Learning Language through Learning
- Key vocabulary: - Asking each other questions: | - Distinguish language
culture, culture shock, What do you think about..? needed to carry out
globalization, Do you agree with...? activities
importance, influence, How important ...is? - Retain language revised
etc. Why is it important to...? by both teacher and
- Answer questions on - Comparing: comparing own students
the specific issues culture with regional and - Make use of peer
- Construct complete global culture explanations
sentences - Giving an opinion: - Record, predict and learn
- Presenting ideas importance of culture new words which arise
- Writing a text influencing on their lives from activities
expressing ideas

Instructional Procedures
Lesson 1: Culture Shock Time: 3 hours
1. Teacher greets the students and says that at present our world is beyond frontier
because of many factors.
2. Students look at the figure on page 1 and discuss about the present world by
using the words listed in the figure.
3. Students watch a clip and put the information from what they hear into the
provided table.
. Students watch a clip and do the exercise.
. Students answer the questions.

4

5

6. Students share the answers with friends.

7. Students think of their own culture shock experience.

8. Students share the experience to their classmates.

9. Students make a group of 4-5 people.

10.Group representatives take the task packages from the teacher.

11.Students do the oral presentation in front of the class.

12.Students ask and answer the questions towards what presented in the
presentation.

13.Teacher asks the student to make conclusion of what they learned in this class.
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Lesson 2: Web Posting Time: 3 hours

1.

o~ D

10.
11.

12.
13.
14.
15.

16.

17.

18.

19.

20.

21.

22.

Teacher greets the students and mentions on what learned in last lessons,
emphasizing the importance and influence of culture towards people’s lives.
Students help the teacher review what they learned with the teacher.

Students do the pre-reading exercise.

Students help each other check the answer while the teacher is as a facilitator.
Teacher introduces the differences of culture cause different beliefs. The same
action done in different places transfer different understanding.

Students read the texts posted on the website in Reading part.

Students put the information from reading text into the table comparing the ideas
of two people presented in the text.

Students share their answer to classmates.

Teacher helps support the students.

Teacher asks a question to the students: Do you agree with the posted ideas?
Students share their own ideas towards the posted ideas to classmates.

Teacher is as a facilitator.

Students make a group of 4-5 people.

Students study the supplementary sheet while the teacher is as a facilitator.

Each group of students writes a well-organized 3-paragraph web post that
responds to the following web post. You must argue against the writer’s opinion
in the web post by using what they have learned from the supplementary sheet.
Students present their written text of response to the class.

Students give comments to other groups’ responses by using the correction
symbols and writing rubrics while the teacher is as a facilitator.

After getting comments from others, the students re-write the response and submit
to the teacher.

Teacher gives comments on the response of each group.

Each student writes a 3-paragraph web post responding the following web-post.
Students exchange their individual web post to their friends to get comments
while teacher is as a facilitator.

Students re-write the web post; then submit it to the teacher.

*khkkhkkkhkhkkkhkhkkhkkihkkikk
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APPENDIX D: Pre-Test and Post-Test

Section |: Speaking Test

Situation: You are an exchange student at a university in Sydney, Australia.
All exchange students are attending the Welcoming Camp.
There are many activities in this camp and one of the activities is for
a representative the participant to express opinion towards the
cultural issue. You are chosen to share the ideas in front of the class.

Instructions: Watch an advertisement. Select ONE of three cultural issues
appeared in the advertisement and present your own opinion towards
it in front of the class. The answers of the following questions have to
be shown in your opinion presentation.

Questions:
1. What happened in that situation?
2. What cultural issue is presented?
3. What does it mean if done in Thailand?
4. If you were one of the people in that situation, what would you do?
5. Why should we learn about culture?

Section I1: Writing Test

Part A:

Situation: You are a new student in a university in Australia. You see the
following web-post, and many international students support it on the
university’s web board. You disagree with the comments.

Posted by White Angel @ 10.36 p.m.

One of my new friends from Thailand is not friendly. He looked upset when I
touched his head to make joke while we were talking. I do not think I did
anything wrong. ®

Instructions: Write a paragraph web post of 200-250 words, responding to the
above web post. You must support your points why you disagree
with the idea posted on the web board.
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Part B:
Situation: There is an e-mail from Jane responding your web post.

Instructions: Read the e-mail from Jane, and write an e-mail replying hers.

E¥ 603-555-1212 Jane Doe - Message (HTML)

! Fle Edt Vew Insert Fomat Tools Actions Hep

I am Jane from Auckland, New Zealand. | have been in Australia for 3 years. I haven’t
known about Thai culture before. After | had seen your argument on the university web
board yesterday, | thought that | should go to Thailand for my next trip in this summer.
I think that Thailand is an interesting country to visit. Although I can find out for
information about your country and culture via websites, it is better to know from the
local person like you. Could you please give me some information about your country
and which Thai festival, ceremony, or performance is the most prominent one | should
not miss when | go there?

I am looking forward to hearing from you soon.

Best regards,
Jane Weldonton

didgend ||l ) 4 B2 0 (W& 4] Y opins. | @ Bﬁj
To,. y Thaiboy733@gmail.com
. || |
Subject: | Asking for information W
Attach. . ’ J[ Attachment Options. .. }
D sir,
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Instructions: Write an e-mail replying Jane’s e-mail telling her about Thailand
in general and recommend a festival, ceremony, or performance
she should not miss when coming to Thailand. The following
guestions may help you.

Guiding questions:
Thailand:
1) Where is Thailand located?
2) Where should Jane visit when coming to Thailand for the first time?
Thai prominent festival, ceremony or performance:
1) What is the most prominent Thai festival, ceremony, or performance Jane
should not miss when coming to Thailand?
2) How important is it to Thai people?

*khkhkhhihkkk
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APPENDIX E: Cultural Awareness Self-Assessment Questionnaire

Part I: General Information (Gi‘l’mqgaﬁﬂﬂ)

Instructions: Fill out the data below and the following questionnaire, checking
the box which best describes whether you agree or disagree with each statement.

Y v =§

e Mudeyadnadlaazuuuaa X enyaINNaAIBINNNAMAUYD U] Y

A

s Y " g Y v Y
mimumﬂme‘lumumﬂnmamm

1. Sex (twe): ( ) male (&) () female #i3)

2. Age@g): () lessthan 17 yearsold (feona1171)
() 18-20yearsold (18-201))
( )  more than 20 years old @1nn21 20 1))
3. How long have you been learning English? (uiSsunizssnguuiuiuua lvu)
years ()
4. English Course GPA scores (mmméﬂ%wmmé’mqy):
Part I1: Cultural Awareness @NHATZTHUNMIINUTITN)
Instructions: Please tick (v¥') in the blanks in each item.
. nyaniden (v) luseshaunazdo

3 [B~1 9 [ A
=  strongly disagree liiiudleedaa

. T 9
= disagree Taiiude
< kY
=  agree IHUAY
< 1A
=  strongly agree FUAIE9E1984
Levels of
Content Opinion
119 JTAUANNAATY
112|3]|4

Diversity of Culture
(MNUHANHAIMITINUTIIN)

1. Thai culture is similar to other cultures in Asia such as Chinese,
Laotian, and Indian.

Gausssu Inelinnuadeadanutamsssuou o luems

5 ~ a =
INUTITUIU 210 LASDULAY)
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. There are similarities and differences between languages used in

different regions.

@anuadienaazANULANAn LIz 19 lunnaz o an)

. Culture in each country is inherited for long time.

@ 1 I
Gausssuluuaazilszmaiimsauneauuiluszeznaiuiu)

. Learning international culture is not my interest.

(M3euiausssuana lisgluanuaulovesin)

. Global peace happens thanks to a better understanding of

cultural differences and diversity.

Y
(ﬁu@]mwmaﬂamﬂﬂe‘ﬁu"lﬁlmwfmmmﬂmmazmmwmﬂwmﬂmq

INUTTTN)

. A tourist attraction in another country would be a place that

challenges my knowledge and skills rather than simply makes
me relax.

{ 1 { 4 d { A v
@ouineanerludszmaduiluaoudfdmennuiuaginyzuo

[ 1 ] Y o Y
ﬂuiﬂﬂﬂ’ﬂ‘ﬁﬁﬂiﬁﬂuqﬂN’f)‘l!ﬂﬁ'lﬂ)

. I am pleased to make friend with international people who are

members of other cultures and love talking to them in English.
v a aa I A @ 1 AYR A o 1 A
@uguanzdluneunuraNagasl ausssuas luazveun

%mﬂﬂﬂf‘fumnu,mﬁaﬂmmé”mqy)

. Practicing customs of others such as wearing other cultural

customs allows me to experience new cultures in interesting
ways.

== Aa oA = Qd’ 1 = 1
(ﬂ”l'iNﬂﬂ{]ﬂ@ﬁﬁiulu&mﬂ]ﬂﬁ%’W@@u ) YU ANNISUAINIBVDY
[ 1 ] YRy Yo o [] 9 [
FAUBTIIUAN 9 GB’JfJGl‘Hﬂuhlﬂﬁ’Uﬂizﬁﬂﬂﬁﬂ!{lﬁll‘i/lNQWH’mu‘ﬁiﬁJ

luamanihaula)

Flexibility and Appreciation
(mmﬁﬂmjmmznmﬁuqmﬁwaﬁmuﬁﬁuﬁm

9.

When shopping in some shops, in which the international or
regional song such as Chinese song, Korean song, etc., are
played, | feel comfortable with it even | do not know the
meaning of it.

A & ¥ 1 A o A A & '
(HJ’E]Vlﬂ“])'fJ"llf]\‘lﬁlui']uﬂ'N 9 1/1Lﬂmwmmﬂamammwumm LB
= = A A v YK 9 19
INANAU INAUNTIUD UTBBU 9 augﬁﬂﬁmﬂ%umﬂmmﬂﬂ

<
ANUNNYNATY)
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10.

Online social networks, Facebook, Twitter, Google Plus, etc.,
are used only to search out information, but also to make
friends who are from different countries or regions.

A ] [ 4 1 9 a 14 a @ 1
onsovtedaanoou lail wu aijn nImmes Qe wad
= 19 Y Y ) g 1w q o yo A
el Tumsaumidoyamiiy uadaldlumsmanuiinmeu

k4 [
Tninaaszmeaznundnaie)

11.

If one of my international friends comes visit me at home, | can
accept the fact that they might behave differently such as
wearing shoes in my house.

ANt T UA IRV ULIA UNTIY FUTINTDERNTY

a A ' Y ! 9 9
WE]@]ﬂiiiJ‘i/]LLﬁﬂ@Nﬂl@\iHﬂulﬂ LBU ”lﬁsmmﬂumu)

12.

I always listen to different ideas and beliefs with great patience.

v W 4 { a < 4 { 1 v 9
@uinazanuduniianufafiutasANUFONUANANIND LAY

ANUDANU)

13.

I usually present my personal ideas even though | know that
my friends might think differently.

v o o a < 1 @ o ' 4 a 1
(nuuﬂmmuammmmumummmauuﬁ’%gmﬁ@u  AAFNN

INNU)

14.

Strong disagreement during group work is a natural part of
learning which does not affect politeness.

(ms TaudalumsaununguiluizoalnfvesmsFouiaala'ld

danagonNugmwlumsdoasseninenuy)

15.

I would like to learn more about international cultures.

Y
(ﬂuﬁ’mmmﬂui’muﬁﬁnmﬂamq 9 W1INNU)

16.

Learning other cultures is important and useful for my way of
life.

o 4 2 A I okl A
(Maizouiausssvouiluasdvguaziuls: Teminoms1933a

g

YDINU)

17.

It is alright to hold on to one’s own cultural behavior while
communicating with members of other cultures.

(Msns iganganssumatmusssuvesaulumsdoasnuaun®n

v
a

@ A g Aa
ﬂjanmﬁu‘ﬁﬁuﬂmﬂuﬁmﬂ)
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18.

| am pleased to adapt myself following international culture as
long as that would not contradict Thai culture.

@uuanazlsudmuiausssuanan luvaaetausssy lne)

19.

I am trying to learn several national languages of many
countries.

@unenenuiozizouinplszinaveslszmaaig g nateniy)

20.

Making friends with opposite sex people is acceptable in
Thailand.

o [ 4 1 I A . [
(m3vhanuiinnumoumanaiudneoniuldludszmalng)

21.

| adapt international culture such as self-confidence and
orderliness to Thai way of life appropriately.

@ul5uiausssvanay Al luaues tazanulszidioy

Y o a 9 ]
1 lsnuassIeuus Ineldedravang )

Understanding Others
s lamnldlasymadnlegou)

22.

Thai nationality people are all people in any tribes or groups
staying in Thailand.

o a { ] ] J I
(audgna InsAsaunnauiedyurivsongulanaululszina

Tne)

23.

Thai cultural preservation is crucial for all Thai people.
Elté @ I A o W o ]
(m3as Haaianusssu Inatludedingdmsuau Inennaw)

24,

| believe that Thai culture has for the most part been inherited
rather than borrowed from the outside world.

@Ur0113u53 5N INeTMITUNDANULWINNNTULIN

% d‘
MWUUTITTUDU)

25.

At present, Thai culture is integrated with several international
cultures such as American, Korean, Japanese, etc.

Wrtiulimssaureuiausssy Inenuiausssuanaai 9 wu

) a o a A <3| Y
IUUTITUBNINU 1A QiU uan)

26.

Thai people living overseas over an extended period of time
can take in new cultural views but they also should retain as
much Thainess as possible.

A o w (I I I 1
(ﬂu"l,‘ntmwuﬂ@gmﬂﬂizmﬁmgﬂuizElznmmummmgﬂumu

& o ny A o Y VoA
wuwamwuﬁﬁﬂwu%l,mmai]xm"l’;cm’muﬁﬁn”lﬂtfl,wmﬂmm

azidlu11/18)
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217.

People in each country are proud of their homeland.
@aulunsazlszmagilaludhunavesan)

28.

Foreigners usually express their feelings more explicitly than
Thai people.

@naszmeninuaainui anasdenig 4 wnnawa Ine)

29.

People who have different experiences usually have different
demands.

{ g [ Y] [ [
(AunNUszaumMIaianinANUADINTANNNU)

30.

People from different culture usually behave differently.

(AUNLIAUTTTUANAUNNUTZNYAANNY)

31.

Western people are punctual.

o I 1
(FNMaLIUANUAUATIADIIAT)

32.

Members of other non-Western culture also express themselves
more openly than Thais.

@naziuaninuaasnnuidnesnun ldedrutlameninn i,

=
LOLY)
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APPENDIX F: Opinion Evaluation Questionnaire

Part I: General Information (Yeyaiialil)

Instructions: Fill out the data below and the following questionnaire, checking the
box which best describes whether you agree or disagree with each statement.

v
o v a Y v v

A1A3: IANVIHAV A NNUasUVUaaUDIN sﬁan“ﬁmﬁuamﬁammﬁmﬁummﬁmﬂunmﬁu

U

v AYrI s Yoo Y
mﬂma"lumumﬂnumamm

1. Sex (1nf): ( ) male (319) () female (viQy9)
2. Age(019): ( ) lessthan 17 yearsold (¥esni1171%))
() 18-20yearsold (18-20 1))

( )  more than 20 years old (11nn1201)

3. How long have you been learning English? (muiSeun1u1o9nguanuIuua 1vu)

years (1))

4. English Course GPA scores (1n3amagIsnNILIoInNgy):

Part I1: Opinions after attending the CLIL Course
(mmﬁﬂsﬁuwé’amm%’u’%ﬂmmﬁmysmmmﬁamuaxmm)

Instructions: Please tick (v') in the blanks in each item.

o Q'J A v \ v [

mas: nyanaen (v) luresnaunaz o

1 = strongly disagree  litfiudieegiasa
2 = disagree Niifiudoe

< kY
3 = agree IHUAIY

[~ 9 ] A
4 = strongly agree Tiinudreogas
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Levels of
Content Opinion
119¥) JTAUANNAATY
112(13]|4

Objectives and content of the course
(ﬁ;ﬂﬂszaaﬁuazsﬁamﬂﬂ%m)

1. Course objectives are suitable to develop the students’ cultural
awareness and English communication ability.

J a Y o o
ﬂﬂﬂi%ﬁﬂﬂﬁﬂ?ﬂﬂm%T%ﬁNiHﬂWiW@JH"Iﬂ’J"I?JG]i%WHﬂ:ﬁ:‘V]N’J@Juﬁiiu

uagaNuaNI0 lUMSTEINIEIBINGBYBIINANEN

2. Content of the course in general are interesting.
4 v
iomedn Iaena ldviaule

3. The language used to deliver the content is appropriate with the
level of the students. The difficulty level of the content of the

course suits the students’ English background knowledge.
v Y
el lumsBeudilonununz aunuszAuvesny sEAUAMNEIN

¢ o @ 9 Y v @
ﬂjmtﬁammiwﬂ‘]Jiszﬂ’mJgﬂNmumHWENﬂi]Hﬂjmuﬂﬁﬂm

4. Content of the course in general are suitable for the teaching
allocation time (3 hours for each unit)

k2 ] H '
HemeasiedIn laena Iz ausunarnleslunmsasu 3 %2 1u9

AMTULABS LN IU)

5. Content of the course meet my learning styles and needs.
4
o109 IMAsInUsUnuutazanudesns lumsiSeuiueein

6. Content of the course match the objectives of the course.
4
Lﬁ@mmmswwm@ﬂﬂﬁmﬂmmﬂismﬁswam

7. The content of the course can improve my English
communication ability in order to communicate in real-world life
and my study.

Lﬁ’é]‘l”ﬂ"ll’é]\?i183‘151ﬁ1h1iﬂ°ﬁﬂﬂﬁ’ﬁhu1ﬁﬂ‘lﬂgﬂ1ﬁﬁ%uﬂﬁﬁ@’dﬁ

(% (% d’ d‘ aa a = 9
ﬂ'l‘]el'l’t]\‘]ﬂi]‘}j61]6\1’111!!,'1/\!ﬂﬂWiﬁ@ﬁTiﬁlu‘B'mﬁ]i\‘lllﬁgﬂ'liliﬂuulﬂ

Language Focus
QAU

8. Language focuses in each unit are useful.
Y ' = 4
gaiunme luuaazuniilsy Tond

9. Language focuses in each unit are useful for me.
9 1 I J1 W
gaiunme lunaazuniuilsg Tewinenu
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10.

Language focuses in each unit match with the cultural content.
vaiunnm luudazunaeandesnulenINIAIUIAIUET TN

11.

Language focuses in each unit match with learning activities.
yafunnmeluudazundeandesnuionssumsisoud

12.

Language focuses in each unit help me learn cultural content.
¥
yaiunumlunaazunselisu ldGeuditienmediu

IAUTTTY

13.

Language focuses in each unit are authentic — can be used in
the real life.

aiumanmunluudazunaiousss aunsmi 11§ ludiniela

Teaching Methodology and Activities
ABMHALNINTINMTAOU)

14.

The teaching steps are easy to follow.
v
VunpuMITaUNIABMTU AN

15.

There is a wide variety of activities and exercises.
nInssuLAzLULANATinuraINYaTY

16.

Activities and exercises in each unit can improve my
English communication ability.

nunssutaztuLdnalutaazunannsasenmINnEL M T0 13

ME169nguVenuld

17.

Activities and exercises of each unit in general are suitable.
AanssutazuuuinaluuaazunTagna lddanumunz au

18.

Activities and exercises of each unit are suitable for my
English background knowledge.

Y
ﬂi]ﬂ‘iilll,l,ﬁzL!’]J’]Jﬂﬂ’ﬂ@Glul,mﬁZ’]J‘I/]L“Viiﬂ%ﬁllﬂUﬁuiWUﬂ’NNgﬂNgﬁu

NHIDINYHUDINY

19.

Comments from group work enable me to be better in doing
individual work.

Y a [~ ' o Y v o a 9):43
maﬂﬂmummmﬂqwﬂwaummiamqmmaﬂmw

20.

| enjoy studying with friends in a group.
sumaamaunumsBeusuiowdungu

21,

I learn and improve my English communication ability
through working in a small group.

AuFoUIHENALTINEZA UM TOETNIHIINGHVOIRUHIY

=} I '
ﬂWQﬂ'ﬁlﬁﬂulﬂuﬂQﬂJ
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22,

Studying through seeing comments of group work before
individual work stage helps me to write well.

Y] a I~} 1 1 A o {
fnil%EJU@%I'J‘EJﬂ'Iﬁ3‘]Jﬂ\15191jﬂﬂﬂL‘Vil!EU']ﬂQTLJﬂ'qMﬂ@uﬂ'lﬁlﬁu‘ﬂ'lﬂ'lulﬁﬂ')

] Y o = ddy
oA uvsuUaTY

23.

I think that practicing writing in group is necessary for individual
writing.

v oa =& A I ] o o =2 a
AuaanMIRnsuunquinudmTumsveuag)

24,

I think that it is good to learn both content and language in the
same lesson.

v a 1 & 2 Ay ya vy X = = Y
mmmuﬂumimnulm‘jﬂugvmuamuazﬂmﬂuumiﬂuma’mu

25.

This course provides enough opportunities for communication
skills development.

a dalw Y ~ o @ A
ﬁ'lfJ'JGB'Iui]ﬂTHNI@ﬂ']ﬁ'L‘WfN‘WE]Gl‘L!ﬂ'lﬁW@JlJ'WIﬂ‘]&Igﬂ'liﬁ'@ﬁ'lﬁ

26.

This course is a learner-centered because students learn by
doing activities and exercises themselves.

a 1:9{1 9 YA I 4 v KR Iy 9 [
STEJTH'IL!LL!‘L!EjjliﬂuLﬂuﬂuﬂﬂﬁNLWiwuﬂﬁﬂH'l”lﬂliﬂugiﬂﬂﬂﬁ“ﬂ'l

a =2 v 9
NINTIULASUUUANHAAIIAUIBY

27.

I like the way that the teacher provides broad instruction
because students are free to create the details of what they want
to communicate.

[ ax ~ J @ a v Aa
ﬂ‘uﬂfﬂ’ﬂ’)‘ﬁﬂﬁ‘ﬂﬂmﬁﬂﬁﬂuiﬁjﬂuiji}ﬂﬂﬂmi1$ﬂ‘L!iJ@ﬁi%iuﬂTi

Y J = 1 Ay U A
AINATTIATYALIDUANN ) T]G]’E]Qﬂ'l‘islﬂ)'cluﬂ1iﬁf]ﬁ'li

28.

All activities are fun and interesting.
v
nINIsNNINUAaYRLazIauly

Teacher

¢y
(@]1%158@’9’0‘1‘!)

29.

The course content and teaching aids are prepared suitably.
Y
e lusedrumagmsmivayumsaeu lagniawssnodis

Mueay

30.

Her teaching methodology helps students understand the
lessons easily.

any a1 Y v K 9 = Y1
’J‘ﬁﬂ"liﬁ@i!“]]@ﬂi’)ﬁ]"liEJGKTJEJGLWuﬂﬁﬂy"llﬁll”liﬁ]ﬂiflliﬂu"lﬂ\ﬂﬂ

31.

Teacher is friendly and has a good relationship with students.
1sodlusueaaz iaNuduRui nanenan Y
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Evaluation
Mms5Uszivma)

32. Explaining the evaluation criteria before evaluating
communication achievement is suitable.

a 4 1 2 @ @ 4
ﬂ15ﬂ‘ﬁ‘1ﬂt’llﬂﬂ!"ﬂﬂ'lﬁclﬁlf]ZLluuﬂ@ulﬁJﬂWﬁ'JﬂWaﬂﬂﬂ%ﬂWﬁﬁ@ﬁ'ﬁﬁ

ANUNUISTY

33. The evaluation criteria are clear and suitable.
NUNMIUTZUNATARULASIINS T

Listening Achievement
WaFNgNEMInIUMI9)

34. After attending this course, I still think that English listening is
very difficult.

Y
NAIINIZIUTIBIHI ﬂuﬂﬁﬂﬂﬂ@31ﬂ15ﬁﬁﬂ1‘ﬂTE]\‘Iﬂf,]‘HEﬂﬂll'lﬂ

35. Ithink that | can listen English better.
fufanduasalanesings laavu

36. | feel confident in listening to others speaking in English.
v YR & A I [
auganiulylumsaauaunaiiunoingy

Speaking Achievement
(WAFNNEMINUNTIA)

37. After attending this course, | still think that English speaking
is very difficult.

2
NAINITIUTIEIH U RHUIANAAIINTITWANTHIDINGHEINNIN

38. Ithink that I can speak English better.
AUAAIMUTINTONANIHIBIN Y |ARTY

39. | feel confident in speaking with other people in real life in
English.

v YR @ @ A aa a g @
auganiulylumsyanuavdouludInesailunmmidingy

Reading Achievement
(HAFHENEMIAIUNTO )

40. After attending this course, | still think that English reading is
very difficult.

Y
NAINMSISIUT 1IN RUINIMNNAAITINITDIUNTHIDINGHITNUIN

41. | think that I can read English better.
Y
AuAaRUENITas UMEsIngs laavuy

42. | feel confident in reading any texts in real life.

v =2

9 < [ 1 Aaa a
uzaniulalumseuenaisag o TuaInes
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Writing Achievement
WAFHNEMINTUNI I TeIY)

43. After attending this course, I still think that English writing is
very difficult.

Y
NAINITIUTIOINH AU \‘lﬂ\iﬂﬂ’]'mﬂ‘]sl$ﬂ15ﬁl‘t’luﬂ1‘kﬂ@\1ﬂf}‘]&lﬂ'}ﬂ

un

44. | think that | can write English better.
fufaNduasasunesing e laavu

45. | feel confident in writing any texts in real life.
sujaniulalums@owenaisas q ludiags

Additional comments and suggestions
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46. If this course is being provided in the future, I’d love to
recommend it to my friends.
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47. | think that this course is useful for communicating in daily
life and my study.
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Part I11: Suggestion about the course fuuzinneINUTIEIN

Instructions: Please make comments on how your language skills can be assisted

to develop more effectively.
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APPENDIX G: Interview Questions towards Effectiveness of the CLIL Course

1. Are the objectives of the course suitable? Do they need to be improved? How?
Which one do you like most or least? Why?

2. Are the course content suitable? Do they need to be improved? How?
3. Is the difficult level of the course suitable?
4. Are the language focuses of all units suitable?

5. Do you think that teaching through the CLIL suits your context? Why? If not,
what are the obstacles? What is better than this?

6. Do you think that you have learned how to communicate? How about the
teacher; how much have you learned from her?

7. What are the strengths and weaknesses of the teacher?
8. Are the evaluation criteria suitable? Which ones do we need to improve?

9. Is it suitable to inform the students about the evaluation criteria before doing the
test?

10. After attending the course, do you think that speaking is difficult? Is it suitable
to inform the students about the evaluation criteria before doing the test?

11. Has your speaking ability improved? After attending the course, do you think
that speaking is difficult? Is it suitable to inform the students about the
evaluation criteria before doing the test?

12. After attending the course, do you think that speaking is difficult? Is it suitable
to inform the students about the evaluation criteria before doing the test?

13. Has your writing ability improved? After attending the course, do you think
that writing is difficult? Is it suitable to inform the students about the evaluation
criteria before doing the test?

14. Do you feel more confident about speaking in English? How? Why?
15. Do you feel more confident about writing in English? How? Why?

16. What are the benefits of this course? What should be improved? Do you feel
more confident about speaking in English? How? Why?
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