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CHAPTER I 

INTRODUCTION  

Research Title in English and Thai 

EFFECTS OF ORACY BUILDING INSTRUCTION VIA BLENDED LEARNING 

ENVIRONMENT ON EIL STUDENTS’ METACOGNITIVE AWARENESS 

ผลของการสอนการสร้างทกัษะการพดูและการฟังผา่นการเรียนแบบผสมผสานต่อความตระหนกัรู้ในการรู้คิด 

ของผูเ้รียนภาษาองักฤษเป็นภาษานานาชาติ 

 

1. Background of the Study  

1.1 Introduction 

 Oracy skills: speaking and listening skills, are as important as other 

fundamental skills: numeracy and literacy (Millard & Menzies, 2016). It should be 

taught to all children at the very young age for their benefit in learning through their 

talk as highlighted in the National Curriculum Review, the Cambridge Primary 

Review stated “the importance of high quality talk as fundamental to effective 

learning and teaching” (Alexander, 2011). Similar vein is also raised in Singapore, 

where English is used as a medium in classes. The students are required to use their 

second language (L2) to acquire the knowledge (Goh, 2014). Inevitably, oracy skills 

are necessary. Further vision was also paid in longer term that oracy is not only useful 

in knowledge gaining, but also is required in working life (Wilkinson, 1965). The 

term oracy was first coined by Wilkinson (1965) in England when he realised that 

children can learn through their talk. In other words, children will acquire a particular 

knowledge if they can spell out. Consequently, oracy skills were urged to be 
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embedded in every subject (Wilkinson, 1965) and were the priority to develop before 

literacy. Then this term was expanded to the United States of America (US), and 

English as a Second Language (ESL) countries such as Singapore (Goh, 2014). Goh 

(2014) found that students who can speak English fluently have huge advantage in 

learning new knowledge compared to ones who cannot. Therefore, building oracy 

plays an important role in learning. However, in many research studies, oracy skills 

are often seen as two separated skills: speaking and listening, and conducted 

individually.  

 Speaking and listening are the two major skills in communication, which 

former is a productive skill and the latter is a receptive skill. Firstly, speaking is 

considered as one of the most difficult skills in communication (Brown & Yule, 1983; 

Zaremba, 2006; Brown, 2014) because it does not allow learners much time for 

processes of conceptualising, formulating, articulating, self-monitoring and 

negotiating (Thornbury, 2007). Similar vein is analysed by Brown (1994). He 

generated four features which make speaking difficult: contractions and vowel 

reductions, slang and idioms, stress and intonation, and interaction with the other 

speaker. Therefore, repetitions, pauses, incomplete sentences, hesitations or fillers are 

likely to be unavoidable. Besides, gestures, intonation, stress and thinking pauses are 

elements involved in speaking that cannot be ignored (Nombre, Segura & Junio, 

2012). Requiring so much effort to produce, speaking skill is demanding for students 

of English as a Foreign Language (EFL).  

 There were some studies suggested that Thai students have lower speaking 

proficiency (Wongsothorn, 2003; Khamkhien, 2010). Speaking is a problem for Thai 

students. Many research studies found that unfavourable circumstances are involved 
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with low ability in speaking (Atagi, 2011; Wongsothorn, 2003; Khamkhien, 2010). 

They are the consequence of large-class size, low ability teachers and shyness of the 

students (Khamkhien, 2010). At Taksin school also goes the similar vein. 

Wongsothorn (2003: 449-450) listed problems which hinder the communicative 

English class: inadequate supply of trained teachers in language and IT, the diversity 

in the interpretation of the same curriculum, lack of language models (especially in 

rural areas), difficulty of meeting the set standards, and a new evaluation system is 

needed to meet the new requirements. Other survey which was done by 

Chulalongkorn University Academic Service Centre (2000) identified the following 

difficulties in developing education in primary and secondary schools in accordance 

with the 1999 Education Act: ‘an overabundance of curriculum content; students 

inadequately pre- pared for the level at which they studied; teachers inadequately 

prepared and an overload of responsibilities; inadequate materials and equipment; 

insufficient budgets; large class sizes; inadequate assessment including an over-

reliance on multiple choice tests; and students being unable to transfer the skills 

learned in the classroom to other situations. Concerned as the most difficult skill, 

speaking is promoted in the classroom.’  (cited in Baker, 2008: 137-138). Moreover, 

Chuanchaisit (2009) mentioned that different cultures: risk- avoidance and risk-taking 

can affect speaking ability. In other words, students from risk-avoidance culture are 

more likely to achieve lower speaking ability compared to students who come from 

risk-taking culture. Therefore, to Thai culture, loss of face by making mistakes is 

unfavourable, the Thai students are likely to apply risk- avoidance strategy to 

maintain the conversation, while the research found that risk- taking achieved more 

because they can communicate naturally with no fear of making mistakes. 
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 From the aforementioned problems in English speaking classrooms, it seems 

that not only external circumstances like large class sizes, monolingual culture, 

overload work of teachers and inadequate assessment play a major role, but also do 

the personal issues such as losing face culture and unable to transfer skill learned to 

students’ real-life situations.   

 Speaking naturally often requires listening at the same time when two-way 

communication is needed, and studies revealed listening as a challenging language 

skill because it requires a comprehension within a short time allowed (Watthajarukiat 

et.al, 2012). Thai students also find listening demanding (Jaiyai, Torwong, Usaha, 

Danvirattana, Luangthingkam & Piyadamrongchai, 2005). Moreover, it is used most 

in language learning (Nunan, 1998; Mendelssohn, 1994). Watthajarukiat’s study 

stated components which make listening difficult for EFL students, namely, ‘the key 

language’ and ‘language related factors’. The key language includes vocabulary and 

grammar rules and language related factors are speech rate, and topic familiarity. 

Therefore, students should be active and use listening strategies so called ‘active 

listening’ when they listen to spoken text in L2. Vandergrift (2006) has viewed five 

factors in active listening: problem-solving, planning and evaluation, mental 

translation, person knowledge, and directed attention. These five functions can 

distinguish higher level students from the lower ones. The study showed that the 

former will use less mental translation. Similarly, O’Malley (1989) stated that 

effective L2 listeners are the group who could apply strategies while the lower ones 

tended to interpret word by word. Obviously, teaching students to be active while they 

are listening is necessary. Active listening, however, is comprised of 3 stages where 

the students are asked to listen to the same texts for 3 times (Vandergrift & Goh, 
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2012). Therefore, it inevitably takes class time and careful plan to teach. In contrast, 

teaching listening skill is ignored in language classroom (Matsumoto, 2008; Osada, 

2004). This could be the result of backwash effect where there is no listening both in 

the entrance and school examinations, or teachers thought that students can acquire 

the skill automatically (Bano, 2017). Due to these condition and perception, teachers 

tend not to highlight this skill in class and students do not have a chance to practise in 

the monolingual culture. 

 Not only the cognitive load that EFL learners inevitably need to experience in 

acquiring and performing these two skills, the limited opportunity to expose to the 

target language environment is also another important hindrance (Wiriyachitra, 2013). 

Sohbani (2013) has highlighted that Yemeni students are taught in the large classes 

where teacher is the centre of the lessons, consequently, the students could not reach 

their expected language competency merely memorised and recalled what they heard. 

Therefore, teaching these two skills have been emphasised by several studies to 

improve the EFL students’ communicative ability. However, many studies have been 

paid attention to either speaking or listening skills (so called segregated approach 

(Astorga-Cabezas, 2015)), not the integrated one. In addition to that, the studies are 

titled as improving oral communication, speaking, and/ or listening skill. 

Consequently, many people are familiar with these terms and might perceive that 

these two skills could only be separately improved. Oxford (2001), on the other hand, 

stated that communication using speaking and listening occurs naturally. Therefore, 

this research will focus on the two skills: speaking and listening and will group these 

under the term ‘oracy’.  
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 Oracy consists of 4 strands: physical, linguistic, cognitive, and social and 

emotion (Cambridge). They believe that students who can communicate effectively 

can demonstrate these 4 outputs for some extent. The physical strand refers to body 

language and voice control. The linguistic strand refers to the correct use of grammar 

and vocabulary which is suitable for a particular context. The cognitive strand refers 

to the way they organise and choose related information in their talk, as well as be 

prepared of being asked to clarify their points with the understanding of listeners’ 

ground. Lastly, social and emotion strand refers to the extent of listeners’ 

understanding. If the students are able to apply all oracy outputs, they are considered 

as a competent communicators, who are likely to success in expressing themselves.  

 From the two mentioned oracy in both contexts: first language and ESL, 

scholars (McKay & Brown, 2016) suggested oracy in the broader sense, namely 

English as an International context (EIL), in which English is listened and spoken by 

both Native Speaker (NS) and Non-Native Speaker (NNS) around the world. Oracy in 

EIL context seems to be different from either oracy in first language or ESL context, 

and considers several terms: non-native English learners’ chances in using English 

communication, intelligibility, fluency and motivation. Starting with learners’ chances 

in using English, Mondared and Safarzadeh (2014) suggested that there are more 

opportunities for NNS to communicate with NNS than the NS with NNS. Therefore, 

fluency in EIL context may have some differences from traditional speaking fluency, 

where native-like pronunciation is not focused rather more attention is paid to 

strategies in communication such as negotiating for meaning. Secondly, intelligibility 

is highlighted in EIL context. Munro and Derwing (1995b) pointed that NNS can 

promote their intelligibility as long as their communication has these three key terms 
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namely, intelligibility: ‘the extent to which an utterance is actually understood’, 

Comprehensibility: ‘listeners’ perceptions of difficulty in understanding particular 

utterances’, and Accentedness: ‘how strong the talker’s foreign accent is perceived to 

be’. Lastly, motivation in using the target language is related to the sense of the 

language ownership. Students should feel that they can contribute their thoughts and 

cultures to the international level without any limit linguistic competence or different 

accents. As Matsuda (2003) has said: 

“Teaching inner-circle English in Japan neglects the real linguistic needs of the 

learners, eclipses their education about the history and politics of English, and fails 

to empower them with ownership of English.” (p.721) 

 Having described about the use of English within EIL countries, it is clear that 

English oracy in EIL context is most often used with NNS and requires listening 

comprehension and understandable accent to be able to communicate to show their 

intelligibility. Not only the skills itself that students in EIL context should be excelled, 

but also should local culture of learning and local varieties of English be respected 

(McKay & Brown, 2016). The similar view of English varieties respect is highlighted 

by other scholar as Matsuda (2003) stated that “Even if one variety is selected as a 

dominant target model, an awareness of different varieties would help students 

develop a more comprehensive view of the English language.”. Inevitably, students 

learning English as an international language would have more cognitive load in 

communication since they need to monitor their communication strategies, yet have to 

aware of varieties of culture and English. To this point, it seems that a communication 

class is demanding to the extent that skills and English varieties of different cultures 

presenting is needed. In this study EIL context is also promoted to students so that 
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they will have an awareness of English varieties in different countries. In addition, 

communicative activities in class will be assessed through EIL perspective of 

intelligibility.  

 To be able to improve oracy skills in EIL students, metacognitive awareness is 

one of the effective tools. Many scholars have put their interest in researching effects 

of metacognition in speaking and listening skills. Take the study of Ghapanchi (2012) 

as an example. The researcher found that the more language learners possess language 

knowledge, metacognitive knowledge, strategy use, the more proficient they are in 

oracy skills. In other words, knowledge in the target language together with 

metacognition would enable learners to communicate interactively. In addition to that, 

there was a research paper indicates that speaking proficiency is highly related to 

metacognitive knowledge: the knowledge in person, task, and strategy, while listening 

comprehension has a positive relationship with vocabulary knowledge (Ghapanchi, 

2012).  

 Despite the limitations of oracy skills teaching in classroom, because it 

requires time and practices, blended-learning is considered as another approach to 

resolve the problems. As blended learning can promote self-learning, it can save the 

class time. In Sokol et., al. (2013) study, the aim of the paper is to research the 

effectiveness of general English in a blended learning course for high school student 

in Latvia. The objective of the course is to promote thinking skill to the students via 

self grammar learning and providing more practice time in class. The findings are that 

the students have more motivation and deeper understanding when creating test for 

their own, and learning autonomy increases. However, there are some negative 

comments from the students that online tasks required more concentration than in-



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 9 

class tasks and technological problems caused their frustration. Similar vein is also 

applied in Banditvilai ’s (2016) study where she found that blended-learning can help 

students improve their English skills in business communication course. The three 

skills: listening, reading and writing were very well received. Speaking, however, was 

found to be the least improve from the research. This suggests that speaking still 

needs face-to-face interaction, while other skills can be implemented online. 

Therefore, it can be said that blended-learning approach has some benefits for 

language teaching and learning, but it needs a careful design (Poon, 2013). 

 The studies of ‘oracy’ in EIL context have not yet reached by a number of 

research, especially in Thailand. Many research studies, yet have been devoted to the 

terms ‘speaking’ or ‘oral communication’ as explained above. However, “the terms 

‘speaking and listening’ or ‘communication skill’ in communicative English teaching 

approach have become devalued by casual use and should be replaced by terms that 

signal the emphatic step change in thinking and practice that is needed.” (cited in 

Alexander, 2012). ‘Oracy’ is the term which shall be used in this research to make it 

connote as significant skills as literacy.  

 Having stated in the introduction regarding the characteristics, importance and 

teaching approach of oracy, it is clear that there is a tremendous need to find a way to 

improve the skills for Thai learners despite time and class size constraints, and 

students’ culture characteristic. In this research will explore the effects of oracy 

building instruction via blended learning environment on EIL Students’ oracy skills, 

which is believed to be one potential way that can contribute to the field to solve the 

needs. 
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1.2 Research Questions 

1. What are the effects of oracy building instruction via blended-learning environment 

(OBIBLE) on EIL students’ metacognitive awareness? 

1.1) metacognitive experience; 

1.2) metacognitive knowledge, and 

1.3) strategy use 

2. How does the students’ oracy skills improve? 

2.1) speaking skill 

2.2) listening skill 

3. What are the students’ perceptions towards the oracy building instruction via 

blended-learning environment (OBIBLE)? 

3.1) perception towards face-to-face learning mode, and 

3.2) perception towards online learning mode 

 

1.3 Research Objectives 

The purposes of this study are 

 1. To investigate students’ metacognitive awareness improvement after 

implementing the oracy building framework instruction via blended-learning in three 

dimensions 

 2. To investigate students’ oracy skills improvement after implementing via 

blended-learning. 

 3. To explore students’ perceptions whether the blended-learning approach can 

help promote their oracy skills in two different modes of learning delivery: 

 3.1) perception towards face-to-face learning mode, and 
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 3.2) perception towards online learning mode 

 

1.4 Statement of Hypothesis 

 Zumor et. al (2013) found that blended-learning environment provides 

opportunities for employing indirect language learning strategies such as meta-

cognitive strategies, affective strategies, and social strategies. In addition to that, 

reading and vocabulary are extensively improved via online.  

 Ghapanchi (2012) revealed that linguistic knowledge, metacognitive 

knowledge and metacognitive strategy use contributed significantly in speaking 

improvement. Listening, however,  heavily relies on language knowledge and strategy 

use.  

 Banditvilai ’s (2016) found that blended-learning can help students improve 

their English skills in business communication course. The three skills: listening, 

reading and writing were very well received. 

 Chang (2013) and Al-Alwan et., al (2013) have explored the correlation 

between listening comprehension and metacognitive strategies used. The result found 

in the former was that problem-solving, directed attention and personal knowledge are 

positive factors affecting students’ listening, while mental translation was negative. 

The latter, on the other hand, claimed that problem-solving, planning and evaluation, 

and directed attention have a significant relationship with the listening 

comprehension, while directed attention and personal knowledge cannot explain the 

comprehension. The hypotheses of this study are as follows: 
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 Hypothesis: The means of students’ oracy skills post-test scores is 

significantly higher than that of pre-test scores after taking oracy building instruction 

via blended-learning environment at p  0.05. 

 

1.5 Scope of the Study 

 The population in this study are grade 9 students from Taksin school Rayong. 

All of them share the same background of English. They also studied two English 

courses: fundamental English and English for reading and writing in this term. The 

study consists of three variables. The independent variable was oracy building 

instruction  via blended-learning environment. The two dependent variables were 

students’ metacognitive awareness, and oracy skills. The data were collected using the 

following research instruments and methods: oracy skills pre-test and post-test, video 

records of students’ three tasks: presentation, semi-scripted role play and debate, 

Inventory of Metacognitive Awareness in Oracy Skills Questionnaire, students’  

opinion about blended-learning approach, students’ self-reflection journal, and semi- 

structured interviews on task performances and blended-learning. 

 

1.6 Definitions of Terms 

 ‘Oracy building instruction’ in this research means the oracy teaching 

framework which includes metacognitive awareness activities, the four strands of 

oracy (School 21 and Cambridge, 2014): physical, cognitive, linguistic and social and 

emotion, and active listening process (Vandergrift, 2012). The framework is adapted 

from Goh and Burns’ (2012) speaking cycle model which includes seven stages. 
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 First stage is focusing learners’ attention on speaking/ listening planning and 

predicting. Second stage is providing input and/ or guiding planning/ listening 

practice according to pedagogical sequence. Third stage is conducting oracy tasks. 

Forth stage is focusing on language/ discourse/ skills/ strategies and discussing 

learning problems occurred. Fifth stage is repeating oracy task. Sixth stage is directing 

learners’ reflection on learning, and seventh stage is facilitating feedbacks on 

learning. The model is conducted via blended-learning approach.  

 ‘Metacognitive awareness’ means knowledge and condition about cognitive 

phenomena (Flavell, 1979) in speaking and listening skills. There are three 

dimensions of metacognitive awareness: experience, knowledge (person, task, and 

strategies), and strategy use (language use and language development). These 

elements were embedded in both oracy unit tasks and active listening activities which 

allow students to practise using three strategies: planning, monitoring and evaluating. 

The metacognitive process conducted in this research are in both face-to-face and 

online modes. 

 ‘Blended learning’ means a combination of face-to-face and online teaching. 

In this research, the oracy building framework is conducted within blended-learning 

approach. The stages 1: focusing learners’ attention on oracy skills planning and 

predicting,  and 3: conducting oracy skill tasks are delivered in face-to-face mode, 

stages 2: providing input, 4: giving feedback on first performance, 6: directing 

learners’ reflecting on learning and 7: facilitating feedback on learning are done in 

both modes and stage 5: repeating tasks is only conducted online.  

 ‘Oracy building instruction in blended environment’ means the oracy building 

framework, in which is conducted in two modes: in-class and online. There are five 
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stages of oracy building framework: 2 (providing input and giving guideline), 4 

(giving feedback and revising the first performance), 5 (repeating tasks), 6 (directing 

learners’ reflecting on learning) and 7 (facilitating feedback on learning) are done 

online.  

 ‘EIL students’ means Thai students who learn English as a Foreign Language 

and use English as an International Language where non-native speakers are using 

varieties of English to communicate with both native and non-native speakers.   

 

1.7 Significance of the Study 

 This study aims to build up metacognitive awareness via the process of oracy 

skills instruction in blended learning environment. The findings of this study are 

significant in several ways. Firstly, in terms of theoretical significance, the findings 

will not only contribute to the understanding of the effects of metacognitive 

awareness on oracy skills but also blended-learning approach on the skills. Moreover, 

the developed oracy skills teaching framework, as a contribution to instruction 

method, can also suggest an implication of oracy skills teaching. This framework, one 

of the core formulations of the study, has been developed to combine speaking and 

listening skills teaching in one structure. The components of the framework has been 

suggested by scholars to improve students’ oracy skills. It has the potential to resolve 

time and class size limitation in a communication class.  

 Finally, students’ reflections regarding the course implementation will provide 

valuable information for any teachers who wish to conduct the framework. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER II 

LITERATURE REVIEW 

 In order to conduct the study, related theories and research studies are 

explained and discussed in this chapter. There are oracy assessment framework, 

metacognitive awareness in oracy skills, review of metacognitive awareness research 

and studies, process of metacognitive awareness assessment in this research, oracy in 

EIL context, tasks design and blended-learning which are underlying this research and 

each of them will be thoroughly discussed, respectively. 

 

2.1 Oracy: Its Importance, Characteristics and Assessment Framework 

 “Oracy has been coined to refer to listening and speaking skills required in 

first language educational contexts” (Wilkinson, 1965, cited in Goh, 2014: 2). Oracy 

does not only help the students in building confidence, but it also does help create 

accuracy in speaking. It is believed that the students can learn through their talk 

(Alexander, 2012; Goh, 2014; Lofty, 1996). It does not only refer to learning through 

speaking skill but also does concern listening. To explain, students considered having 

a competent oracy skills can convey the meaning of their talk while listening to their 

audience.  Barnes (1988) believed that combining these two skills: listening and 

speaking will help develop communicative competence and learn the subject matter. 

Similar view is also applied for other informal academic content that also takes place 

through spoken language because of the television, radio, the internet and other ICT 

channels (Goh, 2014). 
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 Based on this concept, English as a Second Language (ESL) classroom also 

applies it as a tool to help students participate in communicating (Goh, 2014; Alexander, 

2012). If the students can express themselves or ask questions in class, they can learn 

more effectively. In EFL context, however, English oracy skills are still challenging 

for teachers to teach because of large-class size, low ability teachers and shyness of 

the students (Khamkhien, 2010). There are attempts to develop students’ oracy skills 

but a lot of research was conducted in the lights of improving either speaking or 

listening skill, and many were named as ‘oral communication’.  

 While many scholars tried to give the definition of ‘oral communication’, 

there is still no concrete definition. Syakur (1987) said that oral communication has to 

include five components: comprehension, grammar, vocabulary, pronunciation and 

fluency. Later in 1998, the term did not refer to only verbal components suggested by 

the previous scholar, but it includes non-verbal aspect (Chaney, 1998): body 

language. Finally, the term has been revised by Adler & Rodman (2006) stated that 

oral communication is a social systemic, in which covers multi-dimensions nature of 

interaction between speakers and listeners. CEFR (2001:90) has set the abilities of 

oral communication that if a speaker can communicate, he/she must be able to: 

 a) plan and organise (cognitive skills); 

 b) formulate a linguistic utterance (linguistic skills), and  

 c) articulate the utterance (phonetic skills) 

 Considering the above mentioned oral communication definitions, it seems 

that oral communication requires cognitive skills in planning, linguistic competence 

in structuring their correct sentences, phonetic skills to speak clearly, and body 

language to convey message through underlined non-verbal communication. 
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 From the descriptions of the two terms, it seems to perceive that the two has 

similar communicative components: linguistic, non-verbal, interaction, and 

pronunciation. However, oracy seems to give a broader sense of acquiring the two 

skills: listening and speaking to use in achieving daily communication and learning, 

while oral communication rather seems to only be related to direct learning to speak. 

Therefore, embedding oracy in day-to-day basis activities through several strategies 

such as modelling, setting clear expectations, encouraging pupils to interact with one 

another, and providing regular feedback on what pupils say, and how they say it 

(Millard & Menzies, 2016), can already promote oracy to the students. In order to 

practise oracy correctly, the oracy four strands have been generated by School 21 and 

Cambridge University (see Table 1): 

Table 1: Oracy four strands by School 21 and Cambridge University (2014) 

Physical 

Voice 

- Fluency & Pace of speech 

- Tonal variation 

- Clarity of pronunciation 

- Voice projection 

Body language 

- Gesture & posture 

- Facial expression & eye contact 

Linguistic 

Vocabulary 

- Appropriate vocabulary choice 

Language 

- Register 

- Grammar 

Rhetorical techniques 

- Rhetorical techniques such as metaphor, humour, 

irony &   mimicry 
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Cognitive 

Content 

- Choice of content to convey meaning & 

intention 

- Building on the views of others 

Structure 

- Structure & organisation of talk 

Clarifying & summarising 

- Seeking information & clarification through 

questions/ ing 

- Summarising 

Reasoning 

- Giving reasons to support views 

- Critically examining ideas & views 

expressed 

Social & Emotional 

Working with others 

- Guiding or managing interactions 

- Turn-taking 

Listening & responding 

- Listening actively & responding 

appropriately 

Confidence in speaking 

- Self assurance 

- Liveliness and flair 

Audience awareness 

- Taking account of level of understanding of 

the audience 

 

 From table 1, it can be seen that oracy does not only give its importance to 

physical (body language), linguistic, and cognitive components, as also in oral 

communication, but also does it highlight social and emotional strand where the 

students are required to support each other in the roles of good speaker and good 

listener. 

 

     2.1.1) Description of the Specific Items in the Skills 

Framework  

 School 21 and Cambridge University (2014) have established the description 

of each oracy strand is as follows: 
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1. Physical: voice 

a) Fluency and pace of speech  

Speaker will speak at a speed that allows listeners to comprehend what is said while 

avoiding excessive pausing or hesitation. 

b) Tonal variation  

Speaker will use different volume and pitch to emphasise the meaning of their speech. 

c) Clarity of pronunciation  

Speaker will pronounce words clearly and precisely, without muttering or slurring 

them. In so doing, the speaker will be understood by their audience. The ways in 

which the speaker pronounces words are also reflecting their identities: geographical 

and social origins. Therefore, there is no single ‘correct’ accent as long as they are 

understood in a given situation.  

d) Voice projection  

The speaker should speak loudly enough to be heard by the audience. Therefore, a 

good speaker would not whisper when giving a presentation to a whole class, or shout 

in a group discussion.  

2. Physical: body language  

a) Gesture and posture  

Speaker can use gesture appropriately and naturally to enhance the meaning of their 

talk in a given situation. It should not be either exaggerated or distracting. There 

should also be an evidence of engagement between the speaker and listener through 

posture. For example, the speaker has an ‘open’ and ‘upright’ position when giving a 

formal presentation.  

b) Facial expression and eye contact 
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The speaker and listener can show their communicating engagement through their 

facial expression and eye contact. In so doing, they can maintain a good interpersonal 

communication in any situation. 

3. Linguistic: appropriate vocabulary choice  

A speaker’s choice of suitable and varied vocabulary affects his/her spoken 

presentations or group discussions. In some cases, this will also mean relevant and 

appropriate technical term use. 

4. Linguistic: language variety  

a) Register  

Speaker choice of language is suitable for the social situation. To explain, the speaker 

can choose appropriate language in accordance with the formality. For instance, in a 

group discussion with their classmates, they can use casual words. In role plays, 

speaker can adapt their tune based on the character they play. On the other formal 

situation, giving presentation as an example, speaker should avoid slang terms or 

casual humour. 

b) Grammar  

The grammatical correctness of speech is often a matter of public debate, but that 

debate is rarely well informed. There is often confusion between what is 

grammatically correct and what is correct in Standard English, with no account taken 

of what may be correct within a regional dialect (regional 3 dialects are, somewhat 

unfortunately, known as ‘non-standard’ varieties). It is also sometimes asserted that 

children should ‘always speak in complete, grammatical sentences’, when it is not 

normal for any speakers to do this consistently.  
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Assessing the correctness of a student’s grammar is likely only to be relevant in 

formal public speaking situations (as opposed to, say, talk during group work), as the 

usual expectation in such situations is that Standard English grammar will be used. Of 

course, in some role play/drama situations, the use of Standard English grammar 

might well be inappropriate. There will be some situations, such as formal 

presentations, in which Standard English will be most appropriate, whereas in other 

situations another dialect or variety may be more appropriate (e.g. amongst peers or 

other members of a local community). A speaker may be able to use more than one 

dialect or varieties of English – for example, a regional variety as well as Standard 

English. In drama or other performance situations, a speaker may demonstrate their 

skill and language awareness by switching dialects. 

5. Linguistic: structure and organisation of talk  

A skilled speaker will know different language designed for different types of 

speaking genre.  For instance, a ‘lecture’ is for delivering information to an audience, 

a ‘debate’ is for persuading and reconciling different opinions, a ‘play’ is for the 

theatrical presentation of a story, and a ‘team discussion’ is for expressing and finding 

a solution to a given situation. Not only they can adapt themselves to these 

conventions, they can also organise and select relevant content to make their talk clear 

to understand.  

6. Linguistic: rhetorical techniques such as metaphor, humour, irony and mimicry  

Besides being adaptive to a talk genre, good speakers are likely to use other devices 

such as metaphor, simile, anecdote, and jokes to build rapport with their listeners and 

make their talk more meaningful. In addition, repeating important words for emphasis 

and offering short lists are also included.  
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7. Cognitive: content 

a) Choice of content to convey meaning and intention  

An effective speaker will have an ability to select relevant and interesting content for 

his/her listeners and make it communicative to them. 

b) Building on the views of others  

A skilled speaker will not only contribute their opinions based on their thoughts, but 

will also draw upon others’ previous say to develop mutual understanding.  

8. Cognitive: clarifying and summarising  

a) Seeking information and clarification through questions  

Not only a skilled speaker will provide information clearly in the talk, but will also 

ask well-designed questions to seek relevant information from the listeners. 

b) Summarising  

A clear summary is important in a presentation or a discussion. An effective speaker 

should be able to summarise the main points of a presentation, points that have been 

agreed in a discussion, and questions that are raised in a debate.  

9. Cognitive: self-regulation 

a) Maintaining focus on task  

This simply means the demonstrated ability to concentrate on what needs to be done 

and avoid distractions.  

b) Time management  

Effective speakers do not misuse the time available to them. For example, they will 

ensure that they keep to the allocated time when making a speech, avoid taking turns 

that are too long in a conversation, and manage the time available in a group 

discussion to ensure that it reaches a conclusion. 
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10. Cognitive: reasoning  

a) Giving reasons to support views  

The key issue here is that, whether in presentational talk or in discussion, a speaker is 

able to explain and justify their points of view clearly and effectively in words.  

b) Critically examining ideas and views expressed  

The focus here is on how well a speaker is able to use language to test ideas and 

opinions, in a way which is constructive but not aggressive.  

11. Cognitive: taking account of level of understanding of the audience  

An important aspect of using spoken language effectively is judging what your 

listeners already know, or do not know, about the topic being dealt with. Thus, a 

speaker has to judge what knowledge a listener can be assumed to have – such as 

knowledge of the local geography of an area if someone has asked for directions, or of 

the technical language of computing if someone has asked for help with setting up 

their laptop. Making that assumption would only be justifiable if the speaker had good 

evidence that such knowledge was held in common. But equally, including basic 

information about a topic in a speech to an audience of experts on that topic would 

demonstrate a poor judgement of the level of understanding of that audience.  

12. Social & emotional: working with others  

a) Guiding or managing the interactions  

This refers to a speaker’s ability to enable a conversation, discussion or debate to 

continue by making appropriate contributions using suitable strategies to encourage 

others to contribute. So a speaker could draw the attention of participants in a 

discussion to the aims of the task in hand, encourage other speakers to take a turn, and 

so on. They may act as the chair of a meeting, or as ‘devil’s advocate’ in a discussion.  
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b) Turn-taking  

Especially in group discussions, skilled speakers will act sensitively in taking turns to 

speak and allowing sufficient opportunities for others to do so.  

13. Social & emotional: listening actively and responding appropriately  

This refers to a speaker’s skill in showing that they are attending and listening to what 

other speakers have said. It also includes a speaker’s ability to provide appropriate 

and clear answers, within the limits of their knowledge, to any reasonable questions 

posed.  

14. Social & emotional: confidence in speaking  

a) Self-assurance  

Assessing the quality of a person’s use of spoken language should take account of 

their effectiveness in not seeming nervous in any specific kind of talk situations. They 

may well be feeling quite apprehensive but are able to manage their feelings so that it 

does not show. This skill includes the ability to cope with being questioned or 

interrogated, or to deal with heckling, disputes, emotional conflicts, lack of 

cooperation, and so on.  

b) Liveliness and flair  

This skill is most relevant to presentational talk and drama activities. It represents the 

extent to which a speaker is able to show enthusiasm and imagination to achieve a 

distinctive and effective use of talk.  

 As mentioned earlier that oracy consists of speaking and listening skills. 

Having oracy skills framework explained, listening skill will be discussed in the next 

section to thoroughly described how the skill can be improved separately preceding 
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metacognition in developing oracy skills, oracy in EIL context and how to design 

oracy tasks and blended learning. 

 

2.2 Metacognitive Awareness on Speaking  

 Flavell (1979) stated that metacognition is the “knowledge and condition 

about cognitive phenomena” (p.906). There are three forms of metacognitive 

knowledge: person knowledge, task knowledge and strategic knowledge. Person 

knowledge means learner’s general understanding of how learning takes place and 

how factors such as age, aptitude, motivation, cognitive and learning style can affect 

language learning. It is believed that metacognitive awareness can help develop 

students’ cognition as well as promote further cognitive development where they will 

amend themselves to classroom instruction and participate actively in managing their 

own learning (Marzano et al. 1988). On the other hand, if the teacher understands 

students’ metacognition, it will not only help him/her to appreciate students’ approach 

to learning, but also offer the insights into individual students’ learning styles and 

abilities (Rubin, 2001). Consequently, this will help the teacher realise the needs of 

the students in a focused manner (Goh & Burns, 2012).  

 There are three dimensions of metacognition awareness: experience, 

knowledge, and strategy use which is believed to be a refined perspective from the 

others in the field of education and second language learning (Borkowski 1996; 

Flavell 1979; Wanden 1991) Students should be able to demonstrate these three 

dimensions through their speaking (Goh & Burns, 2012). Figure 1 shows the overall 

of metacognitive awareness in Second language learning. 
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Figure 1: Metacognitive awareness in second language learning (Vandergrift & Goh, 2012) 

 Firstly, “metacognition can take the form of a cognitive or affective 

experience” (Flavell, 1979, cited in Goh & Burns, 2012). To explain, one could feel 

the need of the learning demand at the very moment it occurs. For example, a non-

native speaker may recognise the need of a word at the time of speaking. However, 

metacognitive experiences last shortly and are easily forgotten if nothing is done as a 

result of them. In this case, if the speaker may use communication strategy such as 

circumlocution to say that he or she does not know that word in English, the 

communication is likely to be further with the help of the listener. In contrast, if the 

speaker decide not to explain or keep quiet, the communication is likely to stop. 
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 Secondly, metacognitive knowledge can be presented through the way they 

structure their talk. In addition to that, students know what is needed to achieve their 

task and how to become an effective speaker. Not only do students know the gaps to 

overcome and strategies to achieve the task, they also know their learning styles and 

how to adjust them that yield a better result. These three knowledge are called as task, 

strategy, and person dimensions (Borkowski 1998). 

 Lastly, metacognition can be shown by the strategies use to solve problems or 

enhance learning in a particular task (Goh & Burns, 2012). In the case of second 

language speaking, learners may show their skills in coping with difficulties, and 

structuring and managing discourse. According to Cohen (1998), strategies for 

language use are different from strategies for language learning. “Strategies for 

speaking consist of those used during spoken interactions (language use), and those 

used for general speaking development and specific speaking task (language 

learning). Speaking strategies that can facilitate speaking performance during spoken 

interactions comprise communication and discourse strategies. Strategies for 

language learning comprise of self-management strategies that assist learners in their 

speaking development.” (cited in Goh & Burns, 2012). In other words, students need 

to manage these strategies, in which are beneficial to their speaking, within the three 

functions of planning, monitoring and evaluating as suggested by Brown (1978). 

 Planning strategies are believed to help students set learning objectives and 

think of how those objectives can be accomplished. Monitoring strategies make 

learners review and revise their progress during their speaking whether or not those 

strategies are effective. Finally, evaluating strategies will help learners decide if their 
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plan of speaking development would be successful. The details of each strategy are 

proposed below: 

Table 2: Metacognitive strategies and learning objectives in L2 speaking development 

(Goh &Burns, 2012) 

 General development Task specific 

 

 

 

 

Planning 

 

• Set personal goals, and develop  

an appropriate action plan for  

my speaking development. 

• Identify areas of speaking 

competence that require 

deliberate effort on my part. 

• Seek opportunities to practise  

my speaking skills and improve 

my pronunciation. 

 

• Preview requirements of the 

task and task outcomes. 

• Review or prepare language 

and content I will need for the 

speaking task. 

• Identify communication and 

discourse strategies that can 

facilitate my interaction or 

speech. 
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 General development Task specific 

 

 

 

 

 

Monitoring 

 

• Reflect on my speaking 

development at appropriate 

junctures in the plan. 

• Determine whether my short-

term goals have been achieved 

and how far away I am from 

long- term goals. 

• Check and see if I am still 

making the same mistakes, or 

have the same affective 

problems, after a period of 

study. 

 

• Check my overall performance 

during a speaking task. 

• Check the appropriateness and 

accuracy of what I say during  

a speaking task. 

• Correct my use of language 

when speaking. 

• Recognise any negative 

emotions during speaking. 
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 General development Task specific 

 

 

 

 

 

Evaluating 

 

• Assess my progress over a 

period of time against some 

external measures, e.g., test 

performance. 

• Assess the effectiveness of my 

learning and practice methods. 

• Assess the appropriateness of 

my learning goals and plans. 

• Identify problem areas that I 

still need to work on. 

 

• Check the appropriateness and 

accuracy of what I have said 

when the task is over. 

• Decide whether the strategies I 

selected and use for completing 

a task have been useful. 

• Assess my overall success at a 

task. 

 

 

2.3 The relationship of metacognitive experience, metacognitive knowledge and 

strategy use 

 Metacognition in learning process consists of the three facets: metacognitive 

experience, metacognitive knowledge and strategy use (Goh & Burns 2012). 

Metacognitive experience or ‘online monitoring of cognition’ (Efklides, 2009) is the 

interface between the person and the task. It happens when the students perform the 

task and they feel they need the knowledge. Metacognitive experience (ME) consists 

of two facets: metacognitive of feelings and metacognitive of judgment as Efklides 

stated: “Examples of metacognitive feelings are: feeling of knowing and its related 

<<tip-of-the-tongue>> phenomenon, feeling of familiarity, feeling of difficulty, 

feeling of confidence and feeling of satisfaction. Examples of metacognitive 
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judgments/ estimates are: judgment of learning, estimate of effort expenditure, 

estimate of time needed or expended, estimate of solution correctness. Also, episodic 

memory judgments such as Know/Remember/Guess, source memory (where, when, 

and how we acquired a piece of information), or estimates of frequency and recency 

of memory information are part of ME persons have with respect to parameters of 

information stored in memory.” (cited in Efklides, 2009, pp. 78).  

 There is an interlink between metacognitive experience and metacognitive 

knowledge. It is believed that if one has a good metacognitive knowledge, they will 

be able to satisfy with their metacognitive experience. In other words, if they feel they 

can do a particular communicative task smoothly, they will feel successful, otherwise 

they will feel the opposite. Therefore, confidence in their knowledge to do a particular 

task is paramount of importance. To build up their confidence, the students should get 

appropriate support to raise their metacognitive knowledge: person knowledge, 

strategy knowledge and task knowledge. Furthermore, metacognitive experience and 

strategy use can influence each other. To explain, metacognitive experience would be 

reduced if they apply adequate strategy use. In other words, if the students often 

tackle their conscious language communication by the five process: planning, 

selecting, monitoring, orchestrating and evaluating, they should be able to control 

their performance at the time of communication, in which resulting to a smooth 

conversation.  

 To summarise, the three metacognitive awareness aspects cannot be occurred 

by one without the others. These should be introduced as a set. However, this is the 

framework explaining how metacognition can help students improve their oracy 
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skills. Next section will talk about listening skill characteristics and how 

metacognition can be embedded. 

 

2.4 Listening Characteristics 

 The International Listening Association (ILA; 2012) defines listening as, ‘the 

process of receiving, constructing meaning from and responding to spoken and/or 

nonverbal messages’. It seems that there are two processes occur when we listen: 

receiving and constructing meaning are processed in one’s cognition while responding 

are shown as the listening outcomes. Buck (2001) has reviewed listening as the two-

stage process across scholars. Firstly, Rivers (1966) explained that listening contains 

‘recognition level’, where listeners identify words and phrases in sentence structures 

and their relationships, and the ‘level of selection’, where listeners seek the message 

and gist conveyed in words that they select from their listening. Similar vein is also 

explained by Carroll (1972), who suggested that listening has two stages. First stage is 

called the apprehension of the linguistic information contained in the message, and 

the second one is the application of that linguistic to the wider communicative context 

(cited in Buck 2001). For Clark and Clark (1977) claimed the two stages of listening: 

first, ‘construction process’ occurs when listeners construct an interpretation of a 

sentence, and the second, ‘utilisation process’ occurs when listeners use their 

interpretation to understand the intention of the speaker to say that. However, they 

pointed that the two stages may not be very clear nor be sequential since listeners 

might not be able to infer the meaning of the propositions without being aware of the 

speaker’s purpose in using them. Inevitably, these two stages interact and influence 

each other. The other scholar, Oakeshott-Taylor (1977) proposes a distinction 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 33 

between the difference of the length of text section, in which affects the perception. 

The terms are ‘micro-comprehension’ which refers to the perception of a short section 

of text, while ‘macro-comprehension’ refers to the understanding of text’s totality.  

 Apparently, listening is an active skill which requires listeners to construct the 

meaning based on their background knowledge before responding to the speakers 

either in verbal or non-verbal form. In addition to the skill itself, learners have to learn 

strategies in which will enable them to comprehend the message heard and make a 

respond appropriately. The listening strategy that might help gain the skill is called 

‘active listening’. 

 

 2.4.1 Active Listening  

 Active listening is considered as an important skill in constructing positive 

relationship between the listener and the speaker. Pearson et., al (2006) described 

active listening as ‘involved listening with a purpose’. In addition to this, O’Malley, 

Chamot, and Kupper (1989) present the definition of listening as “listening 

comprehension is an active and conscious process in which the listener constructs 

meaning by using cues from contextual information and from existing knowledge, 

while relying upon multiple strategic resources to fulfil the task requirement” (p.19). 

Thus active listening requires goal and strategies of listening to comprehend the 

meaningful gists conveyed in the message with the use of background knowledge. 

Rost (2011) has suggested abilities of effective listeners. They need to have ‘ability to 

decode the message, the ability to apply a variety of strategies and interactive 

processes to make meaning, and the ability to respond to what is said in a variety of 

ways, depending on the purpose of the communication’ (cited in Gilakjani and 
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Ahmadi (2011) p. 978). These abilities make active listening sound complicated, 

however, there are strategies that might help active listening occur as in many 

research studies have been proposed.  

 Weger et.,al (2014) has defined active listening in three parts: 1) demonstrate 

moderate to high nonverbal involvement, 2) reflect the speaker’s message using 

verbal paraphrasing, and 3) may include asking questions that encourage speakers to 

elaborate on his or her experiences. In the study, they conducted a comparative 

research across three listening responses: active listening, giving advice and enacting 

simple acknowledgement. The result revealed that active listening led to positive 

result in a response strategy compared to the others. Active listening is considered as 

a social support skill because it shows the understanding of the speaker’s thoughts and 

feelings. However, there are no differences in terms of communication satisfaction 

and social interaction where the speakers in both situations feel that active listening 

and giving advice led to conversation satisfaction, in which resulting in levels of 

involvement, and interest, in which resulting in levels of social interaction. Similar 

thoughts have been applied to Louw et., al (2012) which their study suggested that 

semi-structured interview can help promote active listening functions: opening, 

probing, paraphrasing, evaluating, clarifying understanding and repeating key words. 

Within the six functions, paraphrasing is the most difficult one according to the 

research finding. 

 From the above-mentioned paragraph, it is clear that active listening requires 

strategies to achieve, and listeners are asked to be active. Not only oracy four strands 

was created to help improve oracy skills instruction, there is also building 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 35 

metacognition, in which many scholars have found its effects to speaking skill. Next 

section, metacognition aspect will be reviewed. 

 

 2.4.2 Key Metacognitive Processes in Listening  

 Goh & Vandergrift (2012) has proposed the synchronised metacognitive 

processes and stages of listening instruction. They believe that these processes, which 

might not occur in linear order, and stages will help promote greater listening 

comprehension. In this section, these processes and stages will thoroughly be 

discussed following by research studies based on this framework be supported. 

 In listening skill, metacognitive process has been proposed by Goh & 

Vandergrift (2012) that metacognitive process includes four processes: (1) planning 

for the activity; (2) monitoring comprehension; (3) solving comprehension problems; 

and (4) evaluating the approach and outcomes (see Table 2). Each process can help 

develop their listening ability since listeners are engaged throughout the processes. 

Starting from planning, at this stage, learners are prepared to listen. They will 

question themselves of what they are going to listen and what they are expected to do. 

In so doing, purposes of listening have been set. Secondly, monitoring 

comprehension, after the first listening is done, listeners can monitor their 

comprehension by checking their predictions and revise if necessary. Listeners can 

also assess their levels of comprehension and determine if their approach is working 

or not. Thirdly, solving comprehension problems, this stage will occur after the 

second listening. Listeners will revise their predictions and make inferences about the 

meaning of problematic chunks with elimination of confident area of information. 

They will also ask for clarification if allowed. Fourthly, evaluating the approach and 
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outcomes, this stage occurs after the third listening. This process will allow listeners 

to reflect on difficulties which they have encountered and to confirm if their problem-

solving efforts were successful. They will also make a judgement on their strategies 

adjusted during their listening whether it was effective.  

 To build up these processes to happen, three listening activities can be 

provided. Firstly, context providing is the stage where the teacher explains the topic, 

text genre, and any relevant cultural information. The teacher may use statements as 

‘You will be listening to an interview with a doctor about his job in Thailand.’ or 

‘You will be listening to a dialogue between two friends on Monday morning in the 

school hallway before class begins.’ (cited in Goh & Vandergrift, 2012, pp. 109). In 

so doing, students can use text knowledge to predict organisation of the information, 

and knowing topic will help them predict the information which they might hear. 

However, to successfully comprehend their listening, the text must be appropriate to 

their age level and life experience.  

 In Goh & Vandergrift (2012) suggested five listening stages and activities of 

each one (see Table 3). Starting with pre-listening - planning/ predicting stage, teacher 

can guide the students to discuss by writing questions on the board and students 

answer on the paper. The given paper can be a blank one or template illustrating the 

three columns: (1) initial predictions; (2) first listen; and (3) second listen. 

Importantly, the students should note key words that they might hear. These can be 

their reference as they listen and verify their prediction. During the discussion, teacher 

can gradually withdraw from the talk by allowing the students talk in pair or in group. 

In so doing, they can develop their learning autonomy in real-life listening. Secondly, 

first verification stage, students will have a chance to check if their prediction was 
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correct or they can revise their answer after a discussion with their partner. Noting 

that the more they disagree with each other’s answers, the more motivation in 

listening for the second time will increase. Thirdly, second verification stage will 

allow students to revise and add more information. The teacher can have a role here to 

lead the students to discuss the main points of the text after they have gain some 

understandings from the two listening. Last final verification stage, students will fix 

their difficult areas of the text after the first two discussions. The teacher can 

particularly pinpoint the sound which seemed impossible to understand. After the 

three times listening to the text have completed, it comes to the reflection and goal-

setting stage where students can internalise their success and points to improve in 

their listening. They might have to share this time listening experience and state how 

they could improve for next time. 
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Table 3: Stages of Instruction and Underlying Metacognitive Processes for Generic 

Listening Activities (From Vandergrift, 2004) 

Pedagogical Stages 
Metacognitive 

Processes 

1. Pre-listening - Planning/ Predicting stage 

After learners have been informed of the topic and text type, they 

predict the types of information and possible words they may hear. 

1. Planning 

2. First listen - First verification stage 

a. Learners verify their initial hypotheses, correct as required, and note 

additional information understood. 

b. Learners compare what they have understood/ written with a partner, 

modify as required, establish what still needs resolution, and decide 

on the important details that still require special attention. 

2a. Monitoring and 

evaluation 

2b. Monitoring, 

evaluation, and 

planning 

3. Second listen - Second verification stage 

a. Learners verify points of earlier disagreement,  

make corrections, and write down additional details understood. 

b. Class discussion in which all class members contribute to the 

reconstruction of the text’s main points and most pertinent details, 

interspersed with reflections on how learners arrived at the meaning 

of certain words or parts of the text. 

3a. Monitoring, 

evaluation, and 

problem-solving 

3b. Monitoring, 

evaluation, and 

problem-solving 

4. Third listen - Final verification stage 

Learners listen specifically for the information revealed in the class 

discussion which they were not able to make out earlier. This listen 

may also be accompanied by the transcript of all or part of the text. 

4. Monitoring and 

problem-solving 

5. Reflection and goal-setting stage 

Based on the earlier discussion of strategies used to compensate for 

what was not understood, learners  

write goals for the next listening activity.  

5. Evaluation and 

planning 

 

 

 2.4.3 MALQ Questionnaire 

 MALQ is the model developed by Vandergrift (2006). The five-factor model: 

planning and evaluation, problem-solving, mental translation, person knowledge, and 

directed attention is originally developed from four- and six- factor models. The 

procedures of validation were conducted with a large sample respondents (N = 966) 

from different countries. Each factor was thoroughly analysed through the 

confirmatory factor analysis (CFA) and exploratory factor analysis (EFA). The result 
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found that the five-factor model shows the reliable results in which correlations 

among the factors ranged from .09 to .57, with problem-solving and attention showing 

the strongest relationship, r = .57, and planning and person knowledge showing the 

weakest relationship, r = .09. Not only the factor was validated, the correlation 

between the MALQ test and listening comprehension was also measured. “The 

correlation coefficient obtained was significant, r = .36, p > .001, confirming the 

relationship between listening comprehension ability and metacognitive awareness of 

the process underlying successful L2 listening.’  ……..The results of this regression 

analysis suggested that metacognition significantly predicted participants’ listening 

scores, F = 65.74, p , 0.001, with the R2 value of 0.129. This indicated that about 

13% of the variance in listening performance could be explained by metacognition.”  

(Vandergrift, 2006, pp.449)  

 Since there were statistical tests that used more than 900 respondents from 

various countries, it seems that this tool has high reliability and factorial validity. 

Therefore, it is recommended for researchers, teachers and students to use this 

questionnaire for their benefits. Researchers and teachers can use this form to collect 

data as a pretest and post-test of students’ metacognition in listening and analyse or 

diagnose students’ listening metacognition. In addition, students can raise their 

awareness of listening metacognition while answering the questionnaire.  

 

  2.4.3.1 The Five Factors 

 Problem-solving represents the strategies which listeners use when they have 

to guess at the answers. Sub-items are “using known words to deduce the meaning of 

unknown words, using the general idea of a text to deduce known words, using one’s 
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experience and general knowledge in interpreting the text, adjusting one’s 

interpretation upon realising that it is not correct, monitoring the accuracy of one’s 

inferences for congruency with the developing interpretation, and comparing the 

developing interpretation with one’s knowledge of the topic.” (Vandergrift, 2006, 

pp.450). 

 Planning and evaluation represents the strategies which listeners use to prepare 

themselves for listening, and to evaluate the results of their listening efforts. There are 

four items in this factor: “having a plan for listening, thinking about similar texts as a 

guide for listening, having a goal in mind while listening, and evaluating the strategic 

effectiveness of one’s listening efforts.” (Vandergrift, 2006, pp.450) 

 Mental translation represents the three strategies which all tap automatic 

translation. All these three demonstrate unskilled listening behaviour. Students at 

beginning level tend to use these (Eastman, 1991).   

 Person knowledge represents “listeners’ perceptions concerning the difficulty 

presented by L2 listening and their self-efficacy in L2 listening” (Vandergrift, 2006 

pp.451). This factor will compare learners’ perceived difficulty level with the other 

three language skills, their L2 listening linguistic confidence, and level of anxiety 

when listening in L2.  

 Directed attention represents strategies that listeners use to concentrate and to 

stay on task. 

 Having reviewed the metacognition in listening skill teaching framework, next 

section research studies based on metacognition in listening skill will be discussed 

preceding suggestion in building metacognition in speaking skill. 
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2.5 Research Studies on Metacognition in Listening Skill and Implication to 

Apply in Speaking Skill 

 According to Flavell (1976), metacognition is ‘one’s knowledge concerning 

one’s own cognitive processes and products or anything related to them’, and the 

capacity for “active monitoring and consequent regulation and orchestration of these 

processes in relation to the cognitive objects or data on which they bear, usually in 

the service of some concrete goal or objective” (pp.232). In addition, it also includes 

actual feelings of struggling during a task. Therefore, Goh & Hu, 2013 (pp.2) has said 

metacognition includes two important components: “knowledge about cognition and 

control of cognition, thus encompassing the dimensions of knowing and doing.” 

 Goh (1997) examined daily study journal of Chinese students learning English 

as a second language (ESL), and found that the students have a high degree of 

metacognitive awareness. They realised that the problems that they experienced are 

depending on “individual and environmental differences, the cognitive demands of L2 

listening, and the factors that affect listening.” Later in the year 2000, Goh has done 

another research by surveying students’ strategies applied in listening comprehension. 

She revealed that skilful listeners have a higher degree of awareness of their listening 

problems. The similar view was also given by Zhang (2001), she found that students 

with strategies, they can get overall meaning of the text, pay attention to details, and 

concentrate on a listening task even though it is difficult. 

 In summary, if the students have metacognition, they should be able to 

monitor themselves during their speaking, and metacognition can affect their process 

of thinking: cognition. Therefore, it seems to practicable that guiding the students to 

have metacognition in their speaking will lead to better quality in speech. Finally, to 
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assess whether the students have the metacognition, one of oracy assessment criteria: 

cognitive can be used through stimulated recall. As we can see that metacognition can 

help improve students’ oracy skills, next section will discuss how the oracy building 

instruction can be  generated with the emphasis on practical metacognitive awareness 

activities. 

 

2.6 Embedding Metacognitive Awareness Activities in Stages of Oracy Building 

Instruction  

 In this research, the oracy building instruction has been adapted based on Goh 

& Burns’ (2012) speaking teaching model (see figure 3). This teaching cycle has been 

viewed as a strong teaching method which metacognition is significantly highlighted 

in addition to speaking skill “Not only does it incorporate aspects of both indirect and 

direct approaches, but it also includes a heavy focus on pre-task planning, task 

repetition, and metacognition to help guide and regulate these processes.” (Thomas, 

2019, pp.137). He further explained that the purpose of pre-task planning is to lessen 

the cognitive demands of free speech, allowing learners to focus on  aspects of 

articulation and self-monitoring. Secondly, task repetition allows learners to improve 

upon the first performance by automatizing and reusing previously produced speech, 

reducing the attentional resources required to formulate utterances. Finally, 

metacognition which is the focus of the cycle could enable students to become aware 

of one’s own knowledge of self, task, and strategies to control and manipulate the 

cognitive processes of planning, monitoring, and evaluation. 
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There are seven stages of the  instruction: focus learners’ attention on speaking 

and listening, provide input and/ or guide planning, conduct speaking tasks, focus on 

language/ discourse/ skills/ strategies, repeat speaking tasks, direct learners’ reflection 

on learning, and facilitate feedback on learning. Metacognitive awareness activities 

can be embedded in the stages of teaching. Goh & Burns (2012) have proposed stages 

1, 2 and 6 to highlight metacognitive awareness activities for speaking skills. In 

addition to that, modes of providing metacognitive awareness activities will be done 

via the blended-learning environment to suit the research objectives. The table below 

shows the outline how metacognitive awareness on speaking and listening could be 

embedded in each stage of oracy building instruction. 

 

Table 4: Metacognitive awareness activities in oracy building instruction 

Stage of teaching Activities Mode of learning Tools/ materials 

1. Think about the 

speaking and 

listening skills in 

general & attend 

to the speaking 

task 

• set their objectives 

or goals for a unit 

task 

• write what they 

know 

face-to-face Write What They 

Know’ worksheet  

(Table 5) 

2. Preparing for 

task performing 

• learn content and 

do exercises 

provided in class 

and online 

face-to-face &  

online 

Raising Awareness 

Of Task Planning’ 

(Table 6) & 

‘Listening 3-entry 

Answer Template 

for online Task’ 

(Figure 2) 

6. Reflecting on 

speaking 

• write reflection on 

the form and post 

online 

• talk about their 

reflection with 

friends in class 

online 

 

 

face-to-face 

Speaking and  

Listening Diary’  

(Table 7) 
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 At the first stage, planning strategies will be conducted with two purposes: “to 

encourage learners to plan for overall speaking and prepare learners to approach the 

speaking task for the day.” In so doing, learners will have an opportunity to think 

about two things: speaking skills in general, and speaking skills specifically needed in 

the speaking task at hand. At this time, students will be asked to think and write a 

short answer to each question in the prompt (see Table 6). In this research, however, 

listening skills are also focused on. Therefore, questions related to listening skills are 

also added. As the research is done in a blended learning environment, face-to-face 

and online modes are set. At this point, face-to-face is suggested because, not only 

will students be able to give their reflection, but the overview and objectives of the 

lesson is also introduced with clear explanation from the teacher. It is recommended 

that students give feedback on their last term performance if it is the first lesson of the 

term. 

Planning for a new term and managing your progress 

 If students are about to begin a new term, it will be useful for you to take stock 

of what they have learned and make new plans. Research tells us that it is important 

for them to take time to think about their own learning, and find ways of managing it. 

The questions below are meant to help them in their reflection and planning. 
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Table 5: Thinking about speaking at the beginning of a new term (adapted from Goh 

& Burns, 2012) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

At the second stage: providing input on the language, students will be asked to 

think of their goals and action plan for an assigned task. The questions are created to 

make students realise their needs as well as make their goals explicit. There are two 

parts of the questions: defining the goal and the action plan (see Table 6). To answer 

the questions, the students need to write the goal and the action plan and submit them 

to the teacher. 

 

 

 

 

Part 1: Thinking back 

What did you find most enjoyable in your last English course? 

What speaking and listening skills did you learn? 

What kind of speaking activities did you find most useful for your speaking 

development? 

Are you satisfied with the progress you have made? 

Do you think the methods you adopted for practicing speaking and listening 

were useful?   

What are some areas of speaking and listening that you still need to work on? 

Part 2: Thinking forward 

What goals for speaking and listening you have for this new term? Why are 

they important? 

How do you plan to achieve your goals? 

Whose help do you need to carry out your plan? How would you involve them? 

What are two dates during this term you will be spending time checking on 

your progress? Write them down. 

How will you know that you have made any progress? 
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Table 6: Raising awareness of task knowledge in pre-task planning 

 (adapted from Goh & Burns, 2012) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 After students have stated their aims and action plans, they are then introduced 

to activities or tasks that will enable them to achieve their targets at the end of the 

lesson. Since this research is conducted in a blended-learning environment, input such 

as vocabulary and grammar will be provided both face-to-face and online. In class, 

the students will practise oracy skills individually, in pairs and in groups. It is 

important that active listening exercises be done where students are requested to listen 

to each recording three times and monitor their answers through the five stages of 

listening: predicting/ planning stage (pre-listening), first verification stage (first 

Preparing for a chosen job presentation 

Part 1: Defining the goal 

What is the aim of this presentation? 

What am I expected to explain? 

What objectives do I want to achieve? 

Part 2: Action plan 

What are some things I know about poster presentation that I can apply to 

the new task? 

To achieve the objectives for this task, what do I need to do? 

What questions would I likely to be asked? Do I have answers for these 

questions? If not, what can I do to prepare for them? 

What difficulties would I likely face? What strategies can I use to manage 

these difficulties? 
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listening), second verification stage (second listening), final verification (third 

listening), and reflection and goal-setting stage (see Table 3).  

 For the online platform, Google classroom will be used to post related video 

clips which allow students to practise their EIL oracy skills and increase their 

language knowledge of grammar and vocabulary. Students can study and post their 

assignments online. To keep the students on track, they are given worksheets to 

complete and submit in class. 

 

 

 

 

 

 

 

 

 

 

Figure 2: Listening 3-entry answer template for online task 

 

 Stage 6: Reflecting on speaking and listening 

 Students will reflect on their performance after completing their unit tasks: 

Stage 3 and activities. At this point, they have done their work both in face-to-face 

mode and online mode. The reflections template has been adapted from what Goh & 

Burns (2012) has suggested in the sense that the reflection template in this research 

includes four oracy outputs and listening skills. There are six major questions asking 

their oracy skills learning in a week. Synthesised from Goh & Burn’s (2012) version, 

however, question d. is divided into four sub questions to inquire about their four 

Listening 3-entry answer worksheet template 

Instruction: Write your answers on the table while or after each listening time 

First listening   Second listening    Third listening 

1   1    1 

2   2    2 

3   3    3 

4   4    4 

Reflection: 
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oracy outputs (see Table 7). Although this reflection will be in written a form and 

posted online, students can use this as their script to say in group in the classroom. 

Table 7: Speaking and listening diary 

Speaking and Listening diary 

Write down your thoughts about your learning 

experience this week. Here are some questions to help  

you get started. 

1.What did you learn to do this week in your 

communication class? 

2.Why or why not the activities were useful for helping you 

improve your speaking and listening? 

3.Did you have any problems? What were they? If you did, 

what did you do to help you cope? 

1. What did you learn about speaking?  

   a. What useful body language and pronunciation did you       

learn? (physical) 

   b. What useful expressions/ grammar/ vocabulary did you 

learn? (linguistic) 

   c. What skills/ strategies/ task organisation did you learn? 

(cognitive) 

   d. Did you feel confident and supported by your peers? 

(social and emotional)  

a. 5. What did you learn about listening? 

b.    a. What useful listening strategy did you learn? 

c.    b. How did planning guide help you in listening? 

d.    c. How did the pronunciation that you learned help  

          your listening? 

   d. What did you do with the listening 3-entry answer 

sheet? 

       6. Do you feel confident that you can apply what you have 

learned to do the same things again later on? 

Teacher’s 

response: 

  

 Having explained on how metacognitive awareness activities could be 

embedded in the three stages: stages 1, 2 and 6 of oracy building instruction, the full 

cycle of the instruction stages should be proposed in the following section. 
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2.7 Building Oracy Strands in Each Stage of Teaching with Metacognitive 

Awareness Activities 

 Stage One: Focus on students’ attention on speaking should be done face-to-

face to make sure that the students understand the expected outcome of the unit and to 

ground the knowledge before embarking to the next stage of learning. At this stage, to 

support the physical strand, the learners will learn pronunciation of vocabulary in the 

unit. Drilling minimal pairs to focus on words’ meaning (Larsen-freeman, 1990) will 

be highlighted. For cognitive strand, the students will be asked to fill out an 

observation form to increase their metacognition before performing the task (Goh & 

Burns, 2012). For the linguistic strand, the students will be asked questions related to 

their background knowledge, which will accumulate with the new knowledge to 

motivate their learning and reinforce their memorisation (Ellis and Girard, 2002). 

Lastly, for the social and emotional strand, the students will be asked to answer each 

other about the topics if they have experiences to share. In so doing, they are 

encouraged to support each others’ contents that they are going to learn. Also, 

thinking of their audience of the unit final task (Halliday et al., 1994) will prepare 

them to set the purpose for speaking. Students will be asked to complete Inventory of 

Metacognitive Awareness in Oracy Skills Questionnaire (see Appendix N) to measure 

their metacognitive awareness in speaking and listening skills. In addition to this, the 

students will be introduced to unit commutative task which they are expected to 

experience. Questions are asked to stimulate their background knowledge and raise 

their awareness in using speaking and listening strategies.  

 Stage Two: Providing input or guide planning should be done both in face-to-

face and online modes. In so doing, integrated media in supporting learning can occur 
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(Gregersen, 2007). For face-to-face mode, students will be required to observe body 

language and pronunciation in terms of intonation from the clips and practise with 

friends. In so doing, their physical strand is developed. Secondly, for the cognitive 

strand, they will be asked to answer questions related to the unit content. The 

questions can be sequentially ordered according to Bloom taxonomy (1956). For 

linguistic input, students will be required to study two modes, online and face-to-face, 

to fully gain knowledge of the unit. For in-class learning, the teacher could help elicit 

the content as eliciting is an important function of a teacher (Fisher, 2005). 

Importantly, comprehensible input (Kraschen, 1986) and authentic material are 

suggested (Hill & Flynn, 2006). Therefore, it is important that the teacher prepare 

tasks which are challenging and reflecting the real use of the target language. For 

online learning, grammar exercises, reading passages and listening recordings can be 

provided for student self-study. With a study guideline provided by the teacher, 

students will use it during their self study. Lastly, for the social and emotional strand, 

pair and group work in class can help students grow confidence by speaking and 

listening to each other. In addition to that, they can give feedback to each other’s 

work online as well. To raise their speaking metacognition, the students will be 

required to complete ‘Raising Awareness of Task knowledge in Pre-Task Planning’ 

(see Table 6). In so doing, the students will realise their knowledge needed to achieve 

the task and be able to establish their own learning practice. Active listening activities 

are practised both in class and at home. Listening activities will be arranged in 

accordance with key metacognitive process (Goh & Vandergrift, 2012). In class, 

students will have chances to discuss with their peers during the practice at home, 
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however, they will be provided a worksheet, in which 3-entry-answer columns are 

outlined (see Figure 2), to complete. Also, a listening diary is individually recorded.  

 Stage Three: Conduct speaking task. The students must perform their oracy 

skills by speaking and listening to one another. This can be done as a whole class 

listens to one presenter or in small groups. The representative group of students will 

be recorded to see the progress after the course. At this stage, the students are 

expected to perform their oracy skills through the four strands and active listening. 

They will also be able to monitor themselves whether they use speaking strategies.  

 Stage Four: Focus on language/ discourse/ skills can be done both face-to-

face and online. For the physical strand, the teacher can show some video clips and 

point out the body language and intonation again. Then, the students can have a short 

reflection of their own performance and see (or take note) if it was acceptable. For the 

cognitive strand, the teacher can help students revise their script via guiding plan. For 

the linguistic strand, the teacher can elicit correct form and vocabulary again with 

model answers without pinpointing errors of students (Lightbrown & Spada, 2006). 

Lastly, for the social and emotional strand, students reflect with each other about the 

interaction they had while performing the task. For active listening, the students will 

raise up the difficulties that occurred and suggest solutions to the problem. Revising 

and reflecting at this stage will not only improve performance, but also will develop 

students’ metacognitive oracy skills.  

 Stage Five: A repeat speaking task is suggested to conduct online to save the 

class time. In accordance with the knowledge gained after performing and eliciting a 

correct way of performing a task, the students are encouraged to repeat the same task 

again outside class with a new partner or a different group. They can have their work 
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recorded and submitted online to the teacher. Feedback can be given by the teacher 

and peers online to develop their future work. At this stage, their oracy four strands 

are being practised, their speaking strategies are anticipated to be revised, and their 

active listening is expected to repeat.  

 Stage Six: Students’ reflecting on their learning is advised to do in face-to-

face mode and online. In class, the teacher can ask the students about the criteria to 

give themselves feedback to clarify the meaning of each one, so that they know what 

to write (Toping, 2005). This will allow students to practise their cognition. Secondly, 

for the linguistic strand, a comparison between the language gap of L1 and L2 can be 

done to emphasise the culture and language differences. For the physical strand, the 

students are encouraged to say their opinion using polite gestures and tones of voice. 

To encourage their social and emotional strand, the teacher should guide the students 

to publish their work to the real audience. Moreover, the students will be asked to 

complete their ‘Speaking and Listening Diary’ (see Table 7) to reflect their oracy 

skills acquired from the unit.  

 Stage Seven: Facilitate feedback on learning can be done online by asking the 

students to write online. Students are provided with feedback topics. For the linguistic 

strand, the students will be taught how to use effective language rather than using 

rubber stamp (Lee, 2011) which does not reflect their real ability. For the social and 

emotional strand, the students are motivated to use affective feedback (Nelson & 

Schunn, 2009) to encourage each other. 

 As the thorough explanation of oracy teaching cycle has been discussed, the 

following is the figure to demonstrate what and how each teaching step is going to be 

conducted.  
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2.8 Development of Oracy Tasks and Teaching From Past to Present  

 Wilkinson (1965) was the first one who coined the term. Later it was practised in 

British education policy. In 1975, Human Resources Research Organisation in Alexandria, 

America was conducting a research to see the effectiveness of oracy instruction on the 

oracy skills of primary students in River Rouge Public school. The procedure of the 

research was training teachers to practise special designed tasks to promote oracy. They 

divided types of task into five categories: 

 a) Naming objects and events 
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 b) Elaborated description of objects and events 

 c) Ordering and relating information about objects and events 

 d) Classifying information about objects and events 

 The social use of language (Melching, William H. et al., 1975, p. 11) 

 It can be seen that oracy has been an underline rationale in classroom practice to 

help students master in both listening and speaking skills, to eventually acquire literacy 

skills: reading and writing (Wilkinson, 1965; Melching et al, 1975, and Millard and 

Menzies, 2016). To this light, it has been a long development, despite decades since the 

term was coined, to make oracy explicit to classrooms through a clear instruction. Recently, 

since 2015, School 21 and University of Cambridge have set Oracy Skills Framework (see 

Table 1) to identify strengths and weaknesses of students’ oracy skills in order to  progress 

their ability (Chone, et al. 2017). 

 However, from the above mentioned, oracy has been practised in English native 

speaker countries: England and America, where every student speaks English as a medium. 

 Consequently, oracy can be embedded in every subject and school activities such as 

assembly. Whether or not oracy in English can be promoted in English as a Second 

Language (ESL) and English as a Foreign Language (EFL) countries, where students 

already acquire their mother tongues not English, is definitely questionable. Goh (2012) has 

suggested ways in which speaking can be taught English language classroom to elicit 

students’ speaking skill, yet concern social and emotional, and metacognition during a task. 

She has created the speaking teaching cycle to achieve oracy instruction. However, the 

context that she is using the strategies is in Singapore, where people use English as a second 

language. To EFL context, research about English oracy is limitedly discovered by the 

research. To give a precise oracy development by scholars, the table below has been created. 
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Table 8: Oracy characteristics and examples of tasks across different scholars 

Wilkinson (1965) Voice 21 (2016) Goh (2012) 

Oracy characteristics 

 

1. group discussion 

2. situation that can elicit 

‘living’ spoken language 

(compulsory) 

3. ’blend oracy’ in every 

subject 

4. ‘not’ reciting a poem 

5. self-relevance in task 

6. talk in depth, objective and 

reciprocity 

7. listen to each other 

8. teacher as a guide to guide 

ideas 

9. hints can be useful for 

young children 

Oracy characteristics and 

assessment 

1. oracy in every lesson 

2. explicitly teach oracy - get  

    the students familiarised  

    with oracy 

3. do a small group task (this  

    stage focuses on two oracy  

    strands: physical and  

    social & emotional 

4. explore range of language  

    (formal and informal in  

    different situations:     

    linguistic strand) 

5. students collect their work  

    through e-portfolio and tell  

    their success story of oracy 

6. assessment using clear  

    rubric pretest-posttest 

7.clearly set compulsory 

   tasks (3 tasks) and optional 

   tasks 

(6 tasks) 

Speaking teaching strategies 

that help promote oracy 

1. group learning tasks 

2. holistic approach of   

    teaching speaking  

3. focus on both listener  

    and speaker strategies 

4. contextualised and  

    decontextualised talks 

5. promote through  

    subjects 

6. Information gap tasks 

7. discussion 

8. monologic task e.g.  

    presentation 
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 From the table, it can be seen that the scholars have agreed to the definition of 

the oracy in terms of the way in which oracy can be carried: through tasks and 

between speaker and listener. From early days, Wilkinson (1965) seemed to realise 

the importance of learning through talking with the assistance from the teacher if 

necessary, and oracy can be embedded in every lesson Later on, other scholars and 

organisations such as Voice 21 and Goh have also noticed its importance and wanted 

to promote the skills to students via assessment criteria and holistic approach on 

teaching speaking, respectively. The oracy four strands have been developed by Voice 

21 and Cambridge University to create a standard checklist for teachers and schools 

so that the term has become clear and distinct from oral communication because of its 

social and emotional strand (see Table 1). However, Goh’s teaching context is 

different. Both Wilkinson and Voice 21 are where students and teachers speak 

English as their mother tongue, on the contrary, Goh is in ESL context, therefore, it is 

more likely to be more difficult than the other two to promote oracy skills in countries 

where English is not their first language. However, the scholar believes that if 

teachers design tasks and conduct speaking lessons carefully, challenges might be 

diminished.  

 

2.9 Oracy in EIL Context 

 From the two mentioned oracy in both contexts: first language and ESL, 

scholars (McKay & Brown, 2016) suggested oracy in the broader sense, namely 

English as an International context (EIL), in which English is listened and spoken by 

both Native Speaker (NS) and Non-Native Speaker (NNS) around the world. Oracy in 

EIL context seems to be different from either oracy in first language or ESL context 
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and to consider several terms: non-native English learners’ chances in using English 

communication, intelligibility, fluency and motivation. Starting with learners’ chances 

in using English, Mondared and Safarzadeh (2014) suggested that there are more 

opportunities for NNS to communicate with NNS than the NS with NNS. Therefore, 

fluency in EIL context may have some differences from traditional speaking fluency, 

where native-like pronunciation is not focused rather more attention is paid to 

strategies in communication such as negotiating for meaning. Secondly, intelligibility 

is highlighted in EIL context. Munro and Derwing (1995b) pointed that NNS can 

promote their intelligibility as long as their communication has these three key terms: 

 a)  Intelligibility: ‘the extent to which an utterance is actually understood’ 

 b) Comprehensibility: ‘listeners’ perceptions of difficulty in understanding 

particular utterances’ 

 c) Accentedness: ‘how strong the talker’s foreign accent is perceived to be’ 

Similar thought is also given by Sharifian (2014) from stating that ‘The approach of 

Teaching English as an International Language (TEIL) focuses not only on the 

development of learner’s“linguistic and communicative skills, but more importantly 

(on) intercultural communication skills, in a systematic way, which are necessary for 

successful communication between users from various cultural backgrounds.” (p. 41). 

Marlina (2014) has also given a clear definition of EIL pedagogy “teaching EIL or 

EIL pedagogy means the act of professionally guiding students from all Kachruvian 

circle to 1) gain knowledge and awareness of the pluricentricity of English and the 

plurilingual nature of today’s communication; 2) inspire students to give equal and 

legitimate recognition of all varieties of English; and 3) develop the ability to 

negotiate and communicate respectfully across cultures and Englishes in today’s 
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communicative settings that are international, intercultural, and multilingual in 

nature.” 

Next section will focus on how oracy teaching can be conducted in ESL and EIL 

contexts.   

 

2.10 Oracy Instruction and Its Positive Impacts and Challenges in ESL and EIL 

Contexts 

 Goh (2014) proposed that listening and speaking should be directly taught through 

well-structured lessons and metacognitive activities so that learners can observe their own 

learning processes, so called ‘metacognitive’, and examine their own linguistic knowledge 

in successful completion of oracy learning tasks. Brice & Montgomery (1996, cited in Goh 

and Burns 2012, p.22) stated that “many ESL learners in classes, students who do not have 

English as their dominant language tend to initiate fear conversations, make fewer 

requests, and listen less actively, thus causing them to be less effective at cooperative 

learning tasks.” Furthermore, when the students cannot communicate in their daily 

conversation, they will tend to be disadvantaged in schools where they also cannot 

demonstrate the ‘mainstream’ language which is involved academic discourse (Corson 

2001; Cummins 2000). Therefore, it is important that second language learners develop 

their speaking skills in order to use spoken English effectively in various contexts of 

learning (Goh & Burns 2012). There are possibilities in successful oracy teaching. Firstly, it 

is the responsibility of the teacher to carefully design the lesson to elicit students’ oracy 

competency (Goh, 2014). To achieve this, the teachers are required to be skilful in 

questioning (Vaish, 2013) even the result might be contrasted. Teachers do not only plan 

the content of the lesson, but also create tasks, in which require students to speak. There are 
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8 aspects of oracy work by Baddeley et al. (1993) to concern while designing a task: the 

learning environment, the task, organising groups, types of talk, ground rules for talk, the 

role of the teacher, reflection, and valuing talk. In addition, the two different kinds of talk: 

specific subject and generic talk (Alexander, 2012) should be identified and put in the 

lesson plan. Firstly, specific subject talk is related to the subject being taught and which 

makes scientific talk different from mathematics talk. Secondly, generic talk can be applied 

to all subjects, especially the teaching of English. Therefore, the teachers need to be aware 

and make the balance of their talk to cover the two kinds of talk in their lessons. 

 Having explained oracy instruction in native and ESLcountries, oracy in EIL 

context may include a number of different aspects to consider. In Brown (2012) suggested 

12 keys to develop students’ oracy as English as an International Language (EIL). He has 

grouped these keys in 3 categories: Establish EIL Intelligibility Standards, Provide EIL 

motivation, and Develop EIL fluency (see the Table 9). 

Table 9: Twelve Keys to developing EIL oracy (inspired by Brown 2012, pp.155-156) 

Establish EIL Intelligibility Standards 

1. Respect the local culture of learning and promote a sense of ownership and confidence in the 

local varieties of English 

2. Provide students with awareness of linguistic and cultural differences in the various contexts in 

which English is learned and used. 

3. Include models of Outer Circle and Expanding Circle users of English so students realise that 

English does not belong exclusively to the Inner Circle. 

4. Use ‘global appropriacy and local appropriation’ (Alptekin, 2002, p.63) to help learners be 

‘both global and local speakers of English’ (Kramsch & Sullivan, 1996, p.211) who can 

function both at home in their national culture as well as internationally. 
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Provide EIL Motivation 

1. Include successful bilinguals as English language and pedagogic models. 

2. Include materials and activities based on local and international situations that are recognisable 

and applicable to the students’ everyday loves, pertaining to both NS-NNS and NNS-NNS 

interactions. 

3. Support learning English efficiently and help students feel better about their English learning. 

4.  Enhance students’ access to the international body of knowledge in English. 

Develop EIL Fluency 

1. Furnish students with strategies for handling linguistic and cultural differences in the various 

contexts in which English is learned and used. 

2. Foster English language and cultural behaviours that will help students communicate 

effectively with others and achieve friendly relations with English speakers from any culture. 

3. Help students achieve intelligibility when they are among other English speakers. 

4.   Enhance students’ capacity to contribute to the international body of knowledge in English. 

  

 From the EIL keys table, Brown (2012) suggested oracy tasks should concern 

the three actions: establish EIL intelligibility standards, provide EIL motivation and 

develop EIL fluency. Firstly, establishing EIL intelligibility is done to promote 

respect for local and global English as well as increase confidence in the students to 

be content distributors of their own. The activities suggested are to provide news 

stories, short subject videos or lecture by people from Outer Circle countries. 

Secondly, providing EIL motivation could be done by showing success non-native 

English speakers to the students. In the same token, the students will have opportunity 

to expose to various English accents. This will finally enable them to familiar with 

English varieties and improve their listening competence. Internet is a high potential 

source to provide the materials. Lastly, developing fluency can be done by teaching 
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the students strategies for repairing breakdowns in communication and culture 

differences awareness. The students can learn these through task-based activities in 

pair or group work, however, this requires a lot of practice until they feel comfortable 

to communicate naturally. Moreover exchanging knowledge and experiences will 

indirectly motivate them to use English especially with people from different cultures 

and languages. It is worth to mention that providing foreign speakers in monolingual 

class might be challenging. Consequently, the teacher needs to plan carefully when to 

invite the speakers or  design compatible tasks where students can communicate with 

foreigners such as interview task.  

 2.10.1 Related Research and Studies 

 The effects of using EIL tasks have not been done much in the field. However, 

there is an EIL task conducted by Lee et., al. (2017) who has suggested that the 

videoconference-embedded classroom (VEC) is beneficial for raising EIL awareness. 

The researcher provided opportunity for 21 Japanese students to have conferences 

regarding EIL concept with scholars from Japan, Hong-Kong, South Korea, Indonesia 

and Japan. The research had divided into 3 phases: pre-, during- and post-

videoconferencing, for 11, 2 and 1 week(s), respectively. The first 11 weeks, the 

students were assigned to read EIL articles and discussed in group and prepare 

themselves to participate in the conference. During the conferences, the students had 

an opportunity to listen to presentations from the scholars and discussed the EIL 

matters with them. For the last week, the students were asked to give feedback of the 

course. The result showed that more than 81% gained positive EIL perception. They 

said that they felt they understand more and belong to EIL context because they have 

experienced the talks from different people from different cultures. The implication of 
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this research was that if we want students to realise their stand in EIL, we should 

provide them opportunity to contact or expose to non-native English speakers. 

 

2.11 Oracy Instruction and Task Design 

 Focus of oracy instruction is not the same as oral communication. While oral 

communication aims at student’s talk, oracy covers more than that. Oracy does not 

only focus on student’s speaking skill, but it focuses on learning environment, in 

which exchanging knowledge through speaking is provided. To explain, oracy skill 

can be obtained naturally through classroom talk not only when oral communication 

task is required. Therefore, classroom atmosphere should be relaxing to lower 

students’ affective filter so that they would be more outspoken. Consequently, 

sequencing speaking tasks based on its difficulties is important. In so doing, the 

students will be gradually developing their speaking. To achieve this, tasks should be 

set based on task characteristics. 

 Task-based learning and teaching is considered as one of the communicative 

teaching approaches which is believed that the learners can acquire the target 

language when the task is meaningful (Hiep, 2007). Many researchers, including; 

Ellis, (2003), Nunan, (1989), Prabhu, (1987), Skehan, (1998), defined tasks in the 

Second Language Acquisition (SLA) and pedagogy literature in different ways, but 

they agree that a significant feature of tasks is their focus on ‘communication of 

meaning.’ (Mcdonough and Chaikitmongkol, 2007). It is therefore the key idea of 

task-based learning is that allows learners to use the target language to carry out a 

particular task. Not only achieving the task implies the success of using the target 

language, but also does the target language used during the process. However, to 
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enable the students to achieve a particular task, several task characteristics are 

concerned as Ellis (2003, pp. 21) suggested as follow: 

Table 10: Task features by Ellis (2003) (source: Eillis, R. (2003). Task-based 

language learning and teaching: Oxford: Oxford University Press, p. 21) 

Design feature Description 

1. Goal The general purpose of the task, e.g. to practise the ability to describe 

objects concisely; to provide an opportunity for the use of relative 

clauses. 

2. Input The verbal or non-verbal information supplied by the task, 

e.g. pictures; a map; written text. 

3. Conditions The way in which the information is presented, e.g. split vs. shared 

information or the way in which it is to be used, e.g. 

converging vs. diverging. 

4. Procedures The methodological procedures to be followed in performing the task, 

e.g. group vs. pair work; planning time vs. no 

planning time. 

5.Predicted  

   outcomes: 

   Product 

The ‘product’ that results from completing the task, e.g. a 

completed table; a route drawn in on a map; a list of 

differences between two pictures. The predicted product can 

be ‘open’, i.e. allow for only one ‘correct’ solution. 

Process The linguistic and cognitive processes the task is 

hypothesised to generate. 

 

 

 Next section, the three tasks, which presumably help students’ oracy skills will 

be proposed. 
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 2.11.1 Oracy Tasks 

  2.11.1.1 Debate 

 Debate activity is claimed by Lubetsky, LuBeau & Harrington (2000) as a 

“sophisticate form of immediate, interactive communication…(which) assumes a high 

level of discourse skill”. It is considered as a demanding task since it involves both 

active and critical listening, and high level of linguistic competency and critical 

thinking (Lieb, 2007). There are several research studies showed that debate is 

beneficial to language learning in terms of critical thinking and speaking skill (Iman, 

2017), linguistic competency, and active and critical listening skill (Lieb, 2007). 

Iman’s study (2017) with grade 10th students in Islamic Senior high schools MAN 3 

Palembang suggests that a skillful debater should not only know how to search 

information and construct arguments, but also should be able to present and refute the 

opponents’ arguments.  

 However, teaching debate may have cultural issue to concern: Asian students 

are more accustomed to a harmonious, and group-oriented communication style (Lieb, 

2007). Consequently, direct refutation might be found difficult. To prevent this 

circumstance, materials supporting critical thinking and polite argumentation 

expressions should be provided. In so doing, students will feel more comfortable and 

confident in their different ideas as Day (2003) suggested that East Asian students are 

in fact open to new and different ways of thinking. 

 As debate contains such advanced skills in critical thinking and linguistic 

competency, it should be taught after students are experienced other less complicating 

oral communication tasks, presentation and interview, for example.  
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  2.11.1.2 Presentation 

 Presentation task is considered as a sufficient oral communication task that 

can help improve oracy skills. It does not only require a speaker but also does require 

an active listener to make this task successful (Chiu, 2004; Ross, 2007). There are five 

benefits of a presentation task listed by Brooks & Wilson, 2014: a) They are student-

centred; b) They require the use of all four language skills; c) They provide students 

with realistic language tasks; d) They have value outside the language classroom, and 

e) They improve students’ motivation.  

 In EFL settings, however, presentation task should be inevitably well-

prepared in order to enable students to achieve the goal. From Chiu (2004) study 

found that ‘the presenters stumbled through their long and formally written 

presentation speeches, while the rest of the class would try hard to stay awake.’ (p. 32, 

cited in Brooks & Wilson, 2014). Jordan (1997) is concerned as he stated that L2 

presenters who ‘lack the core fluency’ required to give an effective presentation, and 

did not get taught the skills, they are unlikely to achieve their goal. Therefore, the 

teacher should be well-prepared in arranging activities and scaffolding the students to 

the level that they are fully filled with all the skills they need for their presentation. 

Brooks and Wilson (2014) has proposed a framework for presentation teaching:  

a) setting up the presentation class: the teacher needs to think of presentation class 

that allows necessary activities to happen which include giving content for 

presentation, building up presentation length, scaffolding with pedagogical tasks that 

beneficial to the students’ presentations, setting up assessment criteria so that the 

students will be clear about their goal, and reflecting on their own works; 
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b) organisation of presentations: giving example presentation will help students 

understand genre of presentation they are expected to do (Hovane, 2009 in Brooks 

and Wilson, 2014). Then analysis of stages of the presentation of that genre will be 

useful for them to organise their own presentation; 

c) presentation skills: this activity is very important to the students. If this is not 

introduced properly, the students will feel that they are dumped into the sea, struggle 

to survive (King, 2002, cited in Brooks and Wilson, 2014). Therefore, micro skill 

such as vocabulary and grammar related to the presentation should be taught 

appropriately, and communication skills e.g. word stressing, repetition, chunking and 

paraphrasing should be excelled before giving the real presentation; 

d) the use of visual aid: this will help reduce stress for both speakers and listeners 

(Lambert, 2008 in Brooks and Wilson, 2014) so the presentation is more likely to 

easier to comprehend. Moreover, creating visual aid can be a cooperative task where 

weaker students may be motivated to participate and become a valuable member of 

the team. 

e) performing self reflections: after a presentation, students should see their own work 

via strength and weakness on for example, eye contact, volume and clarity of their 

voices, and postures and their movements during the presentation.  

  2.11.1.3 Role Play 

 Role play is a kind of activity that requires students to perform their speaking 

and listening skills in a given situation. the benefits of using role play in a language 

classroom is that it can increase ‘student’s enthusiasm, self-confidence, and empathy, 

and encourage critical thinking’ (Alabsi, 2016, pp. 229). It is also encouraging 

students to use natural expressions, intonations of native speakers, and gestures 
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through more authentic situations (Sasaki, 1998). Two types of role play: scripted and 

non-scripted were conducted in Rodpradit (2014) study. They have found that non-

scripted role play can help improve speaking skill more than the scripted one. 

However, in terms of vocabulary, the scripted one did better because the students had 

time to prepare so they could include words learned in their dialogue. Therefore, in 

the light of fluency, role play should be done spontaneously, while accuracy and 

wider vocabulary use, the activity should be done with the script. To balance these 

two aspects, the role play activity should allow students to prepare key points namely, 

phrases and vocabulary, and leave a flexibility for an improvisation by partner 

random at the time of the role play.  

 Having discussed about the concept of oracy in EIL context, task design, and 

problems of Thai language class limitations, it is obvious that skills instruction cannot 

be completely done in class. To be able to promote  Therefore, blended-learning 

approach is considered to be an effective way to help with teaching oracy skills. Next 

section, blended-learning approach will be thoroughly discussed in terms of its 

definition, the designs and platforms to be used in this research, and related studies. 

  

2.12 Blended Learning 

 Inevitably, English learners these days are using technology as a useful tool of 

their learning. There have been research about mobile learning, blogging, and youtube 

(Kern, 2013). It is believed that these tools can promote the authentic use of the 

language which is changing all the time, especially when teaching professionals for a 

specific purpose (Kern, 2013), in which the needs often more than the grammar itself. 

For this reason, books may not be more adaptive. 
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  Hockly and Clandfield (2010) work with technology in classroom and suggest 

ways to implement online sites in language teaching. In ‘Teaching Online: Tools and 

techniques, options and opportunities’, they enlighten the audience in many aspects of 

using technology according to skills, learners’ competencies, assessment, and stages 

of the lesson namely introduction, practising, and ending the course or lesson. 

 Online learning alone may not be the best option for English learning. Firstly, 

some may argue that online information is not accurate for some extent since 

anonymous writers on websites are vary. Therefore, the teachers need to spend their 

time looking for suitable and credible sites for the students to surf. Secondly, two-way 

communication is needed when feedback is required. Therefore, blended- learning 

should be done appropriately (Sharma, 2010). There should be the balance between 

interactive and self-learning activities.  

 Definitions of blended learning (BL) are vary (Sharma, 2010). He gives three 

main relevances: a combination of face-to-face and online teaching, a combination of 

technologies, and a combination of methodologies. In this research will do the 

experiment in the light of the first definition: a combination of face-to-face and online 

teaching. Nickly Hockly and Lindsay Clandfield suggest the ways in which blended 

learning can be done in four formula: mainly face-to-face where 70% of teaching is 

face-to-face and 30% online, half-and-half where face-to-face and online equally take 

50%, mainly online where face-to-face is done 20% and online 80%, and fully online 

where online is 100% practised in learning process. 

 Whilst there are a lot of technology using for English learning today, the 

balance between face-to-face is paramount of importance. There has been a great 

number of blended-learning programme in the market to surf the different needs and 
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learning styles of the students, but not so many has analysed or closely monitored its 

effectiveness, yet. Therefore, in this research, we will discover how technology could 

precisely compliment language learning which becomes more dynamic in terms of 

international usage on websites and flexibility in time management. 

 

 2.12.1 Technology Tools in Blended-Learning: Google Classroom 

 Google classroom was used in this research. Google classroom has been 

reviewed in many research studies and was found as easy to use (Grgurovic, 2011). 

Google classroom can promote collaboration between then students (Keeler, 2014). 

Janzen (2014) has pointed 6 benefits of using Google classroom: 

a) It is easy to use. In addition to variety of communication means, teacher can track 

and deliver assignment through announcement, email and push notifications features.  

b) It saves time. There are document formats provided on Google: docs, slides and 

spreadsheets. As a result, students can finish their tasks in one place. 

c) It is cloud based. Students can save their work on cloud and can open their work 

anywhere with different computers. Therefore, it is quite convenient not to bring 

external drive everywhere.  

d) It is free. Students can join by adding the classroom code. 

e) It is flexible. It requires only internet signal to access.  

f) It is mobile-friendly. Students can surf it on their mobile phones. Therefore, they 

can learn anytime and anywhere. 

 A research conducted by Iftakhar (2016) also reported positive findings of 

using Google classroom. Students survey revealed that the application is easy to use 

with unlimited storage for the uploaded data. Moreover, commenting on peers’ 
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presentations posted there was intriguing. However, there were negative comments on 

it, namely, strong internet connection and dishonesty. Some students mentioned that 

uploading document on Google classroom somehow needs a strong internet 

connection, otherwise, it is slow to complete. Secondly, 22 per cent of students said 

that they found dishonesty by copied and pasted friend’s answers in doing an 

assignment. Lastly, some students felt overwhelmed when first introduced to the tool 

as they needed a training to discover features that they can use.  

 From the research studies about the pros and cons of the tool, this research has 

tried using Google classroom as a platform for the teacher to announce, make slides 

and upload example task and other information.  

 

 2.12.2 Blended Course Design: Parallel or Isolated-Content Distribution 

 This course syllabus design has adopted framework suggested by Graves 

(2016). The considered components are Guiding principles, Contextual factors, 

Learner’s needs, Goals and objective, Scope and sequence, and Assessments and 

evaluations. Since this course is a blended course, there is an extra point to consider in 

addition to Graves’ which is Determining teaching methodology and the use of 

technology (Chen, 2017).  

 Blended course could be designed in isolated content distribution or parallel 

distribution (Grgurovic, 2011). The example of a blended course delivered as isolated 

content distribution is the work from Adair-Hauck et al. (1999) where they put 

reading and vocabulary practice in online mode and speaking was only practised in 

face-to-face mode. Another blended course from Barr et al. (2005) and Banardos 
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(2006), on the contrary, have designed parallel distribution course where both modes 

allow students to  only practise speaking.  

 In this research, the design is parallel distribution because the purpose of the 

course is to develop particular skills: listening and speaking. In so doing, the students 

will have a lot of opportunities to practise those skills. Oracy components: physical, 

cognitive, linguistic, and social and emotion in both delivery modes is the core of the 

course designing. Face-to-face mode will be devoted for interaction whether students 

do group work or pair work. Linguistic component is also taught prior to doing tasks 

online. For online mode, it is necessary that students be confident and encouraged to 

use the platform, otherwise they will feel demotivated and do not want to learn by 

themselves. Peachy (2013) has proposed issues to consider when designing a blended 

course which are: 

a) Importance of tasks: online tasks should not be solely passive because this type of 

tasks will tire the learners. Interaction or reflection will engage learners in deeper 

learning. In addition, the tasks should be relevant and applicable to the working 

context of learners.  

b) Generating peer-to-peer interaction: this is based on connectivism idea by Siemen 

(2004) in believing that people can learn by connecting special information together 

with their peers in stead of much relying on tutor’s help. 

c) Using freely available technology: free and open web-based will allow students 

access the same tools. 

d) Open content: the same contents e.g. online journals and blogs should be available 

equally for all students. 
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e) Flipping the paradigm: students should come to face-to-face session with the full 

understanding of online materials learned. 

 From the above mentioned about the issues, websites used in this course is 

Google classroom, a free webpage that allows students to have synchronous and 

asynchronous communication. 

 As mentioned in the lesson plan (see Appendix H&J), we can see that students 

are asked to speak either in face-to-face mode or online mode as this course is focused 

on speaking skill. Pair and group discussions are highlighted in face-to-face class 

since it was proved that these activities can help promote L2 using (Sun, 2012). 

However, exercises to reinforce student’s linguistic competence are mostly done 

online to save the class time. For cognitive component, the students are required to 

state or present their opinion in a group discussion in face-to-face mode, and write 

their argument online. Later on, teacher and classmates can give feedback online 

regarding the writing. This is also practised for physical component where body 

language is practised in class while pronunciation is recorded online. Online platform 

is not only a place where students can find course material, but also it is a place where 

students can produce and show their work. 

 

  2.12.2.1 Related Research and Studies  

 Related research studies are done in global level and local level. The 

effectiveness of blended learning in Adair-Hauck (2000) could help improve French 

language learners in their writing and reading in the achievement test but not speaking 

and listening skills. However, in Chenoweth and Murday (2003), the research yielded 

a different result. It showed that only writing skill had significantly improved while 
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the other three skills had no significance of development. This may be because of the 

effects of online writing task assignment, where the experimental group was assigned 

to correspond with their peers via emails and discussion board meeting. From the two 

research results, it seems that blended learning could benefit writing skill but others 

are still in doubt. In contrast, the research by Young (2008) in a redesigned Spanish 

course using blended learning approach could improve university students’ the 

language skills especially speaking skill. From the data, students in experimental 

group got higher Stimulated Oral Proficiency Interview (SOPI) score compared to the 

comparison group.  

 After this research has reviewed oracy tasks in EIL context together with 

blended learning method, the way to explore and measure improvement of the oracy 

skills in both modes: face-to-face and online will be discussed in the next section.  

 

2.12.3 Exploring and Measuring Improvement of Oracy Skills in Blended 

Learning Environment 

 This section aims to study the effects of using oracy building instruction via 

blended learning environment in EIL context. Modes of measurements will be 

conducted both in face- to-face and online settings. There will be two assessment 

forms: one for the teacher and the other for students. Assessments from the teacher 

will be scored in class immediately after the performance, whereas self-assessment 

gathered from the students will be assigned to be completed online after the second 

performance is recorded outside the class. The assessment forms are suggested by the 

University of Cambridge and are being adapted to be specifically used in this research 
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so that it will suit the research purposes and context. Thorough information about the 

forms will be discussed in each task design in the following section. 

 There are two types of tasks designed to measure students’ oracy skills: pre- 

and posttest task and assessments for learning task (AfL). Firstly, the pre- and posttest 

task was adapted from Cambridge ESOL test. The purpose of the test is to examine 

the students’ oracy skills progress. The test will be administered at the beginning and 

the end of the course. Secondly, the AfL tasks, the three oracy tasks are designed to 

explored the students’ progress in presentation, semi-scripted role play and debate. 

These three tasks were recommended by the faculty of education from University of 

Cambridge (2014).  

 In this section, each task design will be discussed in terms of task objectives, 

assessment criteria based on oracy four strands, and EIL characteristics. The 

discussion will illustrate first the recommendation from Cambridge followed by the 

adaptation to suit this research. In addition to the assessment form, the multi-trait 

analysis rubric score has been generated as a reference to give a score. The rubric is a 

multi-trait rubric form which is used to provide diagnostic feedback to learners. It is 

different from an analytical rubric in terms of detail giving. In other words, while an 

analytical rubric gives more generic dimensions of language production, a multi-trait 

one focuses on specific features of language production (Ayhan & Turkyilmaz, 2015). 

The item consists of four criteria: physical, cognitive, linguistic, and social and 

emotion. The listening comprehension score is adapted from Willard Alternative HS 

Programme. The criteria of active listening consist of 2 items: listening 

comprehension, and making connection and asking questions. Each criterion has its 
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sub-items and each item has its scores ranging from 1 to 5. The description of each 

item has been listed in the literature review (see Appendix B). 

 

  2.12.3.1 Presentation task 

 Cambridge University (2014) has proposed objectives and assessment criteria 

for a presentation task. They suggested that “the presentation task should provide 

students’ opportunity to present information, viewpoints and ideas appropriately for a 

specific audience. Within any presentation task the students should have the 

opportunity to show how well they can: 

control the fluency and pace of their speech 

project their voice and vary their tone 

use gesture, posture and eye contact  

use appropriate vocabulary  

organise talk content to convey meaning  

manage time  

take account of the level of understanding of the audience, where this is appropriate 

to the activity 

use metaphor, humour, irony, mimicry and other rhetorical devices  

display self-assurance, liveliness and flair in speaking”  

 

   2.12.3.1.1 Oracy Outputs Assessment in EIL Scope 

 For the presentation task, firstly, students will be assessed the physical output 

in terms of fluency and pace of speech, tonal variation, clarity of pronunciation, voice 

projection, gesture and posture, and facial expression and eye contact. As in EIL 
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context, the fluency and pace of speech will be evaluated based on EIL fluency 

perspective suggested by McKay and Brown (2016) which includes contextually 

appropriate use of intonation, word stress, utterance stress, transition, assimilation, 

ellipsis, pauses, appropriate speech rate, fillers, and so forth. The teacher will have to 

be aware of these elements while assessing the students. In other words, the students 

are not expected to sound like a native speaker, yet could keep their speaking flow. 

Then, tonal variation is considered. The students need to show their emphasis on 

information by giving different tones. In addition, students should speak loud enough 

to be heard clearly by the audience not murmuring. Gesture and posture should be 

properly shown with facial expression and eye contact. Secondly, for linguistic 

output, the students are expected to choose correct vocabulary choice. In addition to 

words, sentence structures and organisation should be correctly and logically 

sequenced. More than that, rhetorical techniques such as metaphor, humour, irony and 

mimicry should represent according to Thai culture so that their presentation will be 

enriched and show their own local identity. Thirdly, for the cognitive output, the 

students will be assessed on their choice of content to convey the meaning, time 

management, and taking account of the level of understanding of the audience. For 

content selection, students are expected to have reasons and use their analytical 

thinking to choose a particular topic to present. They are encouraged to present their 

own identity or local culture so that they would feel the sense of being a content 

owner, in which is important in EIL perspective. For time management, students are 

asked to keep their presentation in time. To achieve this goal, a lot of practices are 

considerable. For taking account of their audience’s level of understanding, the 

speaker should consider giving background of the presentation where necessary. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 77 

Lastly, for social and emotional criterion, students are expected to be able to show 

self-assurance by showing their confidence in speaking and answering questions. 

Even they do not know answers of some questions, they should not be nervous. For 

liveliness and flair, students are expected to be enthusiastic while speaking.  

Table 11: Presentation task assessment form for teacher  

Teacher assessment for presentation task 

Oracy strand 

Physical 

1 a) fluency and pace of speech  

1 b) tonal variation  

1 c) clarity of pronunciation  

1 d) voice projection  

2 a) gesture and posture  

2 b) facial expression and eye contact  

Linguistic 

3 appropriate vocabulary choice  

5 structure and organisation of talk  

 6 rhetorical techniques, such as metaphor,   

    humour, irony and mimicry 

 

Cognitive 

7 a) choice of content to convey meaning and  

   intention 

 

9 b) time management  

11 taking account of level of understanding of the  

     audience 
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Oracy strand 

Social & Emotional 

14 a) self-assurance  

14 b) liveliness and flair  

Overall assessment  

 

* added criteria specifically for this research 

 

 

Table 12: Presentation task assessment form for student  

Self assessment 

Name  

I talked at a speed which allowed listeners enough time 

to understand what I was saying. 

 

I spoke loudly enough and changed my tone of voice 

when necessary. 

 

I chose the right words for my subject.  

I organised the content well.  

I used gesture, posture and eye contact to support what I 

was saying. 

 

I managed the timing of my talk.  

I thought about whether the audience was understanding 

what I was saying and tried to make my talk appropriate 

for them. 

 

I used metaphor, humour, mimicry or other ways of 

speaking to get the audience interested. 

 

I was confident and lively when I spoke.  

* I used grammar and expressions learned from the 

lesson. 

 

* I showed local content in my role play.  
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  2.12.3.2 Semi-Scripted Role Play 

 Cambridge University (2014) has suggested that “within any role play task the 

students should have the opportunity to show how well they can:  

use their voice with appropriate tone and projection for the role  

use gesture, posture, facial expressions and eye contact  

talk in an appropriate style for the role  

take account of the audience response  

listen to other people playing roles and respond appropriately  

display self-assurance, liveliness and flair in speaking 

   2.12.3.2.1 Oracy Outputs Assessment in EIL Scope 

 For the semi-scripted role play task, the students will be assessed their oracy 

outputs: physical, linguistic, cognitive, and social and emotional strands. Firstly, for 

physical output, the students will be scored in terms of tonal variation, voice 

projection, gesture and posture, and facial expression and eye contact. For tonal 

variation, students are expected to show they can use different volume and pitch to 

emphasise the meaning of their role script. For voice projection, students are asked to 

speak loud enough in order to be heard by the audience. Furthermore, gesture and 

posture are assessed to see if students use gesture naturally and appropriately suitable 

for their role. Next, facial expressions and eye contact is considered. They are 

expected to show their communicating engagement through their facial expression  

and eye contact. Secondly, linguistic output, the students will be assessed for 

linguistic output using two criteria: register and grammar. For register, the students 

will need to be able to adapt their tune and choose appropriate language based on the 

character they play. In addition to that, since grammar is an essential content taught in 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 80 

the lesson, the students will be expected to use appropriate sentence structures, 

expressions and word choice related to their role play. 

 Thirdly, cognitive output will focus on how students can maintain focus on 

task and take account of the level of understanding of the audience. Students who can 

keep their focus on task will be able to show what should they do or avoid to do 

during their role play without being distracted. Besides focusing on task, they are 

expected to take account of the level of understanding of the audience by providing 

background knowledge so that the audience can understand their role play. Next, for 

social and emotional output, the students will be assessed on the three criteria: 

listening actively and responding appropriately, self-assurance and liveliness and flair. 

For listening actively and responding appropriately criterion, students are expected 

listen to questions from the audience and give respond to the questions properly. For 

self-assurance, sign of confidence when speaking is observed. Lastly, liveliness and 

flair will be scored if the students use their imagination to make their role play 

distinguishable. 

Table 13: Semi-scripted role play task assessment form for teacher  

Teacher assessment for semi-scripted role play task 

Oracy strand 

Physical 

1 b) tonal variation  

1 d) voice projection  

2 a) gesture and posture  

2 b) facial expression and eye contact  

Oraacy strand 

Linguistic 

4 a) register  
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Oracy strand 

*4 b) grammar  

Cognitive 

9 a) maintaining focus on task  

 11 taking account of level of understanding of  

      the audience 

 

Social & Emotional 

13 listening actively and responding appropriately  

14 a) self-assurance  

14 b) liveliness and flair  

Overall assessment  

 

* added criteria specifically in this research 

 

Table 14: Semi-scripted role play task assessment form for students 

Self assessment 

 

Name  

I was able to use my voice with appropriate tone 

and projection for the role. 

 

I used gestures, posture, facial expression and eye 

contact. 

 

I used the kind of language and speech that suited 

the role I was playing. 

 

I took account of the response of the audience.  

I listened to other people playing roles and 

responded appropriately. 

 

I was confident and lively when I spoke.  

* I used grammar and expressions learned from  

the lesson. 
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Name  

* I showed local content in my role play.  

 

  2.12.3.3 Debate 

 Cambridge University (2014) has suggested that “debating tasks should give 

the class the opportunity to present persuasive arguments, ask questions of others and 

answer questions appropriately. Within any debate task the students should have the 

opportunity to show how well they can: 

talk fluently and at a suitable pace 

speak clearly and project their voice effectively 

use facial expression and eye contact to communicate 

use appropriate vocabulary and style of talk 

structure their talk well and choose content that is appropriate 

use metaphor, humour and other rhetorical devices 

seek information and clarification through asking questions, and summarise ideas 

give reasons to support their views and critically examine the views expressed by 

others 

not make their talk too simple or too complicated for others to understand 

listen carefully and respond appropriately to others” 

 

   2.12.3.3.1 Oracy Outputs Assessment in EIL Scope 

 Each oracy output: physical, linguistic, cognitive, and social and emotional 

will be assessed. First, the physical output will be scored in terms of fluency and pace 

of speech, clarity of pronunciation, voice and projection and facial expression and eye 

contact. The fluency and pace of speech, however, will be evaluated based on the EIL 
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fluency perspective suggested by McKay and Brown (2016) which includes 

contextually appropriate use of intonation, word stress, utterance stress, transition, 

assimilation, ellipsis,pauses, appropriate speech rate, fillers, and so forth. The teacher 

will have to be aware of these elements while assessing the students. Secondly, for 

linguistic output, vocabulary choice, register, grammar, structure and organisation of 

talk, and rhetorical techniques such as metaphor, humour, irony and mimicry will be 

assessed. It is worth noting that the grammar is not suggested by Cambridge because 

it is believed that debate is rarely well informed. On the contrary, grammar is actually 

essential and plays an important part, in which it cannot be ignored, in an English 

class of non-native speakers since they need to know how to make word choices and 

construct sentences grammatically correct. In this research, with no exception, 

grammar used in debate will be taught before conducting the task. Therefore, 

grammar (4b) criterion is also added in the assessment. Thirdly, cognitive output, 

choice of content to convey meaning and intention, building on the view of others, 

seeking information and clarification through questions, summarising, giving reasons 

to support views, critically examining ideas and views expressed, and taking account 

of the level of understanding of the audience will be assessed. Noting that building on 

the views of the other criterion is added in this research since it is one of the skills 

used in debate (Alasmari & Ahmed, 2013). In other words, students need to 

consolidate the logical arguments from members of the same team. Lastly, social and 

emotional criteria, the students will be assessed on their listening and responding 

appropriately. In a debate, unavoidably, participants need to listen to and support their 

team members while trying to comprehend and challenge the opponent’s ideas. The 

last criterion: listening actively and responding appropriately will be assessed by their 
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comprehension and making connections of what they heard. If they can understand 

the spoken text, they should be able to illustrate through their summary, link what is 

heard to their speaking and question back if they have to. 

 

Table 15: Debate task assessment form for teacher  

Teacher assessment for debate task 

Oracy skill 

Physical 

*1 a) fluency and pace of speech  

1 c) clarity of pronunciation  

1 d) voice projection  

2 b) facial expression and eye contact  

Linguistic 

3 appropriate vocabulary choice  

4 a) register  

*4 b) grammar  

5 structure and organisation of talk  

6 rhetorical techniques, such as metaphor, humour,  

   irony and mimicry 

 

Cognitive 

7 a) choice of content to convey meaning and intention  

*7 b) building on the views of others  

8 a) seeking information and clarification through questions  

8 b) summarising  

10 a) giving reasons to support views  

10 b) critically examining ideas and views expressed  

11 taking account of level of understanding of the audience  

Social & Emotional 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 85 

Oracy skill 

*13 listening actively and responding 

appropriately 

 

Overall assessment  

* added criteria specifically in this research 

Table 16: Debate task assessment form for students  

Self assessment 

Name  

I spoke fluently and not too fast or slow.  

I spoke clearly and loudly enough so that 

everyone could hear. 

 

I used facial expressions and eye contact to help 

people understand what I was saying. 

 

I chose the right words to make my argument.  

I spoke in a way that was right for a debate and 

use humour or other ways to get others interested 

in what I was saying. 

 

I asked good questions to find out more 

information. 

 

I gave reasons to support my ideas.  

I thought about how to talk so that others would 

understand clearly what I was saying. 

 

* I showed local content in debate.  

 

* added criteria specifically in this research 

 

 

  2.12.3.4 Pre- and Post-Test Task 

 The English oracy skills pre-test and post-test will be conducted: before and after the 

course instruction to see the student’s progression. The test is adapted from Cambridge 

ESOL’s test since “it is suitable for level-based tests and allowed for different types of 

interaction between the participants; the multi-part test is designed to elicit types of talk 
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(question/ answer, long turn, collaborative discussion) and so generate a broad and rich 

sample of language for assessment purposes.” (cited in Taylor pp. 56) There are four parts of 

the test. In the first part, the students are asked to introduce themselves and talk about their 

leisure activities. They have to give answers one by one. Second part is a monologue where 

students have to talk about two activities. Each student will be given two pictures and then 

have to prepare the talk for one minute over an activity that they choose with given reasons. 

After that, they have to give a talk for two minutes. The third part is called ‘discussion’ part. 

The candidates are asked to discuss which free time activities they should do and why. They 

can use photos given as a prompt from the previous part. Finally, the last part is ‘role-play’. 

The students will be given a different role card. They have two minutes to read their role card 

and prepare their talk. The role card asks each student to choose one preferable activity and 

try to invite the other student to do it together. The role card also gives the students useful 

expressions to apply. They have three minutes to perform. 

 The assessment of the task includes all areas of oracy outputs: physical, linguistic, 

cognitive, and social and emotional (see Table 17). The assessment criteria will include all 

oracy specific items. 

Table 17: Pre- and post-test assessment form for teacher 

Oracy strand 

Physical 

1 a) fluency and pace of speech  

1 b) tonal variation  

1 c) clarity of pronunciation  

1 d) voice projection  

2 a) gesture and posture  

2 b) facial expression and eye contact  
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Oracy strand 

Linguistic 

3 appropriate vocabulary choice  

4 a) register  

*4 b) grammar  

5 structure and organisation of talk  

6 rhetorical techniques such as metaphor, 

humour, irony and mimicry 

 

Cognitive 

7 a) choice of content to convey meaning and 

intention 

 

7 b) building on the views of others  

8 a) seeking information and clarification 

through questions 

 

8 b) summarising  

9 a) maintaining focus on task  

10 a) giving reasons to support views  

10 b) critically examining ideas and views 

expressed 

 

11 taking account of level of understanding of 

the audience 

 

Social & Emotional 

12 a) guiding and managing the interactions  

12 b) turn-taking  

13 listening actively and responding 

appropriately 

 

14 a) self-assurance  

14 b) liveliness and flair  

Overall assessment  
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 As the assessment and EIL oracy tasks have been thoroughly explained and 

discussed, the framework of all tasks and modes assessment shall be provided. The 

Table 18 does not only show the oracy tasks assessment via blended environment but 

also illustrate method of assessment and data type. 

Table 18: Oracy tasks assessment via blended environment 

Task 
Mode of 

assessment 
Method of assessment 

Types of data and 

analysis 

1. Pre-test and   

  post-test   

  task 
Face-to-face Pre-test and post-test task score 

Quantitative/ 

descriptive 

statistics 

2. Presentation 

Face-to-face Presentation task score 

Quantitative/ 

descriptive 

statistics 

Online 

Presentation task score  

Students’ self-assessment  

 

Quantitative/ 

descriptive 

statistics  

3. Semi-  

 scripted   

 role play 

Face-to-face Semi-scripted role play task score 

Quantitative/ 

descriptive 

statistics 

Online 
Semi-scripted role play task score 

Students' self-assessment  

Quantitative/ 

descriptive 

statistics  

4. Debate 

Face-to-face Debate task score 

Quantitative/ 

descriptive 

statistics 

Online 

Debate task score 

Students’ self assessment  

 

Quantitative/ 

descriptive 

statistics  

 

 

 After the related theories, recent studies and oracy teaching framework are 

discussed and proposed, the research framework is generated (see Figure 4) before 

embarking on research methodology in Chapter 3. 
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From figure 4: research framework could be described this study in three 

stages. Firstly, the figure shows the highlighted theories in this research: 

metacognitive awareness and oracy skills. These are aspects which the study aims to 

improve in students. The aspects then are promoted in the environment of blended-

learning where two learning modes: face-to-face and online are offered. Integrated in 

one learning approach, the oracy building instruction is generated based on Goh 

(2012) speaking teaching cycle. The instruction includes seven stages providing 

students’ opportunities  to build and practise their metacognitive awareness and oracy 

skills both in face-to-face and online modes. Finally, the hypotheses of the research 

suggest the positive improvement of metacognitive awareness and oracy skills of 

students together with optimistic view of blended-learning environment. 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER III 

RESEARCH METHODOLOGY 

 

3.1 Introduction 

 This research employed one-group design to discover the effects of oracy 

building framework via blended learning environment on EIL students’ metacognitive 

awareness and oracy skills (OBIBLE). The stages of research in relation to objectives 

and method, population and samples, research instruments, and data collection and 

analysis will be explained.  

 

3.2 Research Design 

 The aims of this study are to develop a blended English communication 

instruction using blended learning approach that promote metacognitive awareness in 

L2 speaking and listening skills, and to investigate students’ perceptions towards the 

developed English instructional model. This research is a quasi-experimental research 

which two main phases of the study including the course creating and the 

development of communicative tasks both in-class and online activities, and the 

implementation and evaluation of the developed materials in which the oracy four 

strands  and active listening are embedded. 

 First the oracy instruction using blended-learning approach was designed as a 

treatment of this study. To gather the students’ metacognitive awareness improvement 

in speaking and listening ability, the oracy three tasks were designed: presentation, 

non-scripted role-play, and debate from the different three units of the coursebook. 

Oracy skills pre-test was designed to collect students’ pre-test score, and the 
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Inventory of Metacognitive Awareness in Oracy Skills Questionnaire, in which was 

created based on Metacognitive knowledge about second language speaking and 

MALQ questionnaires, was conducted to gather the students’ speaking and listening 

metacognitive awareness as in quantitative data form. Later in the implementation 

phase, the scores were collected and analysed to provide the evidence of the oracy 

instruction via blended-learning environment. Hence, the one-group pretest and post-

test design was used to explore oracy skills (Edmonds and Kennedy, 2013). The 

following figure shows the diagram of the research design for investigating students’ 

oracy skills ability. 

 

 

 X means the oracy instruction using blended-learning approach 

 O  means pretest and post-test  

 After the students’ oracy skills had been explored, the student’s opinion 

towards blended-learning approach questionnaire was distributed to gather the level of 

satisfaction of using blended-learning approach.  

 

3.3 Population and Participants 

Population 

 The population of this study was 500 students grade 9 students who studied 

communicative English course, which is an elective course at Taksin school. This 

course is an elective course offered in the first and second term of every academic 

year. The aim of the course was to provide students opportunity to practise English 
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communication skills emphasising on speaking and listening skills. The class met 

twice a week for 2 hours. The students’ age range is 14-15 years old.  

 

Participants 

 The participants in this study were 29 students from total population. In 

addition, these students shared the same English learning background since they also 

had other two English courses: fundamental English and English for reading and 

writing to study in that term. Their English proficiency level was pre-intermediate 

level assessed by the teacher who had taught them the term before. After the pre-test, 

students were divided into 3 groups according to their pre-test scores: low,- mid-, and 

high-proficiency levels, and labelled as L, M, and H, respectively through the study. 

 

3.4 Stages of Research 

 There are two phases in this research. The first phase consists of two stages: 

creating instruction, and development, and in-class and online tasks validation. The 

second phase consists of implementation and evaluation. The detail of each phase is 

explained as follows: 
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Table 19: Stages of research 

 

 Phase 1: The Development of Course Instruction and Tasks 

 Stage 1: Exploring and studying the basic concepts and related 

documents 

 The aims of this stage were to explore and gather information from related 

theories and research studies underlying oracy skills. The concepts and theories that 

the researcher explored are: 

 

 3.4.1 Importance of oracy skills  

 Oracy is the term that has been emphasised in British curriculum. The 

ambition to develop students’ oracy skills has been developing in three different 

contexts: native, ESL and EFL. The studies are most titled as speaking or listening 

skill.  

Research phases Stages  

Phase 1: The development of 

course instruction and tasks 

Stage 1: Exploring and studying the basic 

concepts and related documents 

Stage 2: Constructing the instructional manual, 

lesson plans, and instruments 

Stage 3: Validation of the instructional manual, 

lesson plans, and instruments 

Stage 4: Pilot the instruction 

Stage 5: Revising the lesson plans and 

instruments 

Phase 2: The implementation 

and evaluation plan 

Stage 6: The implementation of the developed in-

class and online speaking tasks  

Stage 7: The evaluation of the in-class and online 

speaking tasks 
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 3.4.2 Oracy in EIL context 

 Oracy skills in EIL context has its difference from native and ESL contexts. 

As highlighted in chapter 2, oracy skills of non-native students are expected to show 

their intelligence through their comprehensible speaking and active listening. To 

motivate students’ use of their English, contributing their works to public place e.g. 

website is recommended.  

 

 3.4.3 Oracy instruction  

 Oracy assessment framework created by Cambridge University consists of 

four components: physical, cognitive, linguistic and social and emotion were 

deployed as a guideline. Constructing lesson plans and activities using oracy 

assessment framework as well as speaking teaching cycle suggested by Goh & Burns 

(2012) ensured that metacognition was promoted as the approach has put a heavy 

focus on pre-task planning, task repetition (Thomas, 2019). As a result, the students’ 

oracy skills should be improved accordingly.  

  3.4.3.1 Oracy Instruction and Material Design 

 The process of creating the instruction was managed in four steps. The first 

step was reviewing and analysing the literature on theories and frameworks which are 

oracy four strands (see Table 1), blended-learning approach, and the school 

coursebook for developing the course design. The second step was designing a course 

lesson plan with prospected activities and tasks. The third step was designing inside 

classroom tasks based on Ellis (2003) tasks’ characteristics and steps of doing it 

suggested by Willis (2007) within speaking teaching cycle by Goh & Burns (2012). 

The forth step was creating online input, in which supplemented with tasks in the 
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classroom and coursebook. Following are the course lesson plan (see Table 20), 

sample lesson plan by Goh & Burns (2012) and stages of speaking teaching cycle in 

which blended and oracy four strands were integrated (Appendix J). 

 After the course lesson plan has been proposed, the oracy teaching cycle (see 

figure 3) should be explained in order to see how teaching stages should be done in 

the integration of oracy assessment framework, blended-learning approach, and EIL 

oracy key concerns. 

Table 20: Lesson plan showing oracy strands and metacognitive process instruction  

 

Stages 
(time) 

Activities 
Metacognitive 

awareness/ Oracy 

strands 

Modes of 

delivery 
Resources/ 

Materials 

Stage 1 
(DAY 1): 

Focus 

learners’ 

attention 

on oracy 

skills 

a) Students write responses to 

questions about oracy skills 

learning experience 
b) Students answer 

questionnaire 

c) Teacher tells the students 

that this unit they will learn 

and do: 

 how to give a short 

presentation 

 comparing two things 

 listening to talks about jobs 

d) Students complete a unit 

task preparation worksheet 

e) Teacher states the task 

expectation and shows the task 

rubric score 

Metacognitive 

awareness 
face-to-

face 
Worksheet 1&2 

(Appendix A&B) 
 
Inventory of 

Metacognitive 

Awareness in 

Oracy Skills 

Questionnaire 

 Task: present their idea about job they want to have 
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Stage 2 

(DAY 

1):  
 

Give 

input and 

guide 

planning 
 

a) Students sit in group and list 

some jobs that they know and 

brainstorm responsibilities of 

each job 

b) Students practice 

pronunciation (p.12) 

c) Students learn gerund 

phrases as subject (p.9)  

d) Students listen to career 

choices discussion, and ask and 

answer each other if they agree 

or disagree (p.9) 

e) Students practice ‘giving 

reasons’ using phrases like ‘In 

my opinion…’ 

f) Teacher introduces ‘back 

channeling’ strategy (i.e. 

strategy of showing the others 

if they are listening by using 

verbal and non-verbal e.g. uh-

huh, oh, really?) to the 

students. 

g) Students practice saying 

opinions to each other while 

the listeners practice ‘back 

channeling’ strategy 

h) Teacher gives students some 

pairs of things and let the 

students in pair compare about 

it 

 

 

 

 

i) Students learn comparative 

adjective 

j) Students prepare their main 

task in completing: 

Which job do I choose? 

What are the advantages and 

disadvantages of this job 

compared to the other? 

What questions can be asked 

about my talk? 

 

k) Students talk about a career 

they would like to have, other 

students use back channeling 

strategy and ask some follow-

up questions 

 

HW: students do ex. 6 p.10, 

listening to conversation (ex.7, 

p.11) and do word power 

‘suffixes’ ex. 4 p.10 

a) linguistic 

 

 

 

b) physical 

 

c) linguistic 

 

d) social and 

emotion 

 

 

e) linguistic and 

cognitive 

 

f) metacognitive 

awareness, cognitive 

 

 

 

 

 

g) social and 

emotion 

 

 

h) social and 

emotion, linguistic, 

physical, cognitive, 

metacognitive 

awareness 

 

 

 

i) linguistic 

 

j) linguistic, 

cognitive, 

metacognitive 

awareness 

 

 

 

 

 

k) physical, 

linguistic, cognitive, 

social and emotion, 

metacognitive 

awareness 

 

linguistic 

face-to-

face 
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Stage 2  
(DAY 2): 

Give input 

and guide 

planning 

Task : compare 2 jobs they might have and why they choose that one 

a) [INTRO] Students sit in 

group and watch a 

presentation VDO (uploaded 

on Google Classroom) 

answer questions in 
 presentation organization: 

introduction, body and 

conclusion 

 expressions use in each part 

of a presentation 

 body language 

(These are done by teacher 

demonstrating) 

 
b) Students practise body 

language 
c) Students look at pairs of 

jobs then compare in 3 

respects: money, security and 

stressfulness 

d) Teacher elicits 

comparative structures (ex.8 

p.11) 

e) Students listen to an audio 

programme and write down 

their answer in 3-entry 

answer sheet (ex.10 p.12) 

f) [ASSESSMENT] Student 

compare 2 jobs  

 
 

 

 

 

HW :students do ex.13 p.13 

reading and answer 

questions, students prepare 

their presentation for next 

class 

a) metacognitive 

awareness, 

cognitive, linguistic, 

physical 
 
 

 

 

 

 

 

 

 

 

b) physical 
 
c) cognitive 
 
 

 

d) linguistic 
 
e)   ecitingacate 

isinegeaa 

 

 

f) metacognitive 

awareness, 

cognitive, linguistic, 

physical 
 

 
 

linguistic 

face-to-

face 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 

 

 

 

 

 

 

3-entry listening 

answer sheet 
 
 

planning worksheet 
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Stage 3  
(DAY 3): 

Conduct 

oracy task 

Task : students give a short presentation saying why they choose a job not the other 

one 

a) Students sit in a group of 4 

b) [INTRO] Teacher 

discusses the task assessment 

criteria again  

c) Students in group, take 

turn to give their presentation 

(3 minutes each (, while the 

listeners ask at least 1 follow-

up question 

 

b) metacognitive 

awareness 

 

c)physical, 

linguistic, cognitive, 

social and emotion 

face-to-

face 
Assessment criteria 

 

Stage 4 
(DAY 3): 

Focus on 

language/ 

skills/ 

strategies 

a) Teacher asks the students to 

watch a presentation VDO 

again 
b) Teacher asks the students to 

reflect and revise their own 

work in three areas: 
 language use (vocabulary and 

grammar) 

 presentation procedures and 

phrases 

 body language and 

pronunciation 

 
 

 

b) metacognitive 

awareness, 

physical, 

linguistic, 

cognitive, social 

and emotion 

face-to-

face 
VDO 
Planning 

worksheet 

Stage 5 

(DAY 3):  
Repeat 

speaking 

task 

Students perform the task again 

in group and post their 

recording online: Google 

classroom 

metacognitive 

awareness, 

physical, 

linguistic, 

cognitive, social 

and emotion 

online Google Classroom 

Stage 6 

(DAY 4): 

Direct 

learners’ 

reflecting 

on learning 

Task: students can tell the differences of L1 and L2 presentation 

a) [INTRO] Students complete 

the speaking and listening 

diary  
b) [ASSESSMENT] Students 

are asked to compare and 

contrast presentation procedure 

and comparative in L1 and L2 

metacognitive 

awareness 
face-to-

face 
Speaking and 

listening diary 

(Table 7) 
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Stage 7 

(DAY 4):  
Facilitate 

feedback 

on learning 

a) Teacher gives comment 

(paper form) 
b) Students give comment to 

each other in group (verbally) 

c) Students reflect on their 

performance and strategies use  

 
HW :Students give feedback to 

their friend’s work online 

metacognitive 

awareness 
face-to-

face 
 
 

 

 

 

online 

Self-assessment 

(Table 12)  

 

 From table 20, it could be seen that lesson plan covers 7 stages of oracy 

teaching cycle. The first day, the students were introduced to the unit and the unit 

task. They then had to write a planning guide worksheet where they had to state the 

objective of the unit task, what they had known which would be beneficial for their 

task performance, what they felt they needed to learn before performing the task, how 

could they achieve the task. On the second stage, students were supported by 

linguistic knowledge such as vocabulary and grammar both in-class and online. In-

class activities at this stage were also authentic tasks where they were required to use 

the target language interactively. Online activities were supplied and most of them 

were emphasised on grammar and words. In so doing, everyone could learn at their 

own pace. At stage 3, students had to perform the unit task in class. They were also 

asked to record their performance. Stage 4, the teacher gave feedback to the first 

performance either in class or individually online, and the students had to revise 

accordingly. Then at stage 5, students had to perform again online and send the 

recording to the teacher. Stage 6, students were asked to give feedback on their own 

performance and unit learning using oracy stands as a guideline. Also comparison 

between language gap of L1 and L2 can be done to emphasise the culture and 

language difference. Lastly, stage 7, students were required to write their self-

reflection either in class or online.  
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  3.4.3.2 The Characteristics of Blended-Learning 

 Blended-learning approach has an advantage in promoting self-learning 

autonomy and providing opportunities for the students to practise and build their 

learning community online. It is proved to have benefits in complementing face-to-

face lessons. However, it needs to be done in a good balance and interesting for the 

students to feel motivated to learn. The blended-learning model was designed as in 

asynchronous form where students could learn at their convenient time. Each unit 

consists of five modules: pronunciation, vocabulary and grammar exercises, listening 

comprehension, unit task examples, and unit feedback. Each module serves the 

objectives and as below: 

Table 21: Topics and functions on online platform 

Part Name Function 

1 Pronunciation Help students learn how to pronounce unit 

highlighted words clearly with confidence. 

 

2 Vocabulary and 

grammar exercises 

Provide students with vocabulary and grammar 

with contexts for task production.  

 

3 Listening 

comprehension 

Provide students listening exercises to practise 

active listening strategy by listening 3 times and 

complete the worksheet. 

 

4 Unit task examples Help students analyse examples of using unit 

vocabulary and grammar in order to produce their 

task performance.  

 

5 Unit feedback Help students analyse effective and ineffective 

strategies used in task performance, and as a 

result improve plans for future learning.  
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  3.4.3.3 The Oracy Tasks Design 

 Oracy skills instruction is constructed based on oracy assessment criteria using 

several speaking and listening tasks to give the students’ opportunity to perform their 

oracy skills. The three tasks: presentation, semi-structure role play and debate were 

designed to evaluate students’ language development. Presentation was aimed to 

assess students’ monologue speaking where organisation and fluency were focused 

and not so many interactions required. Semi-scripted role play was more interactive 

where students had to understand the given role and situation before performing in a 

time limit. This task is more challenging in terms of listening in which students had to 

write what they understood in the form. Lastly, debate was the most complicated task, 

which students had to use critical thinking and listen carefully at the same time. 

Students were not only active in listening, but also they were active in generating 

ideas to oppose.  

 

 Stage 2: Constructions of Lesson Plan and Research Instruments 

  3.4.4 Lesson Plans 

 The lesson plans were tailored according to the coursebook to assess students’ 

oracy skills. The oracy four strands are embedded in every lesson (see Appendix H) 

within the oracy building instruction (see Figure 3). There are three unite tasks: 

presentation, role-play, and debate as the main tasks in different units. The constructs 

of the oracy tasks employed Micro- and Macro skills of speaking from Brown (2007). 

The micro skills refer to shorter or smaller chunks in speaking production, while 

macro skills refer to longer or bigger chunks in speaking performance. The students 

either performed the tasks in group or individually in each lesson. The students’ 
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performance later were evaluated by using oracy assessment strands (see Appendix 

F). The categories for assessing include physical, cognitive, linguistic, and social and 

emotion.  

 Then the oracy tasks were validated by three experts in teaching English as an 

international language field. The experts will be asked to check in the Item-Objective 

Congruence (IOC) to evaluate the validity of the oracy tasks. In relation to the 

reliability, the inter-rater consistency was employed to evaluate the reliability of the 

oracy tasks. 

 

  3.4.5 English Oracy Skills Test 

 The test is designed to assess the students’ oracy skills. The test is adapted 

from Cambridge ESOL in terms of test procedures (see Appendix M). The test 

construct is to assess students’ speaking based on Fulcher (2003): language 

competence, strategic capacity, textual knowledge, pragmatic knowledge and 

sociolinguistic knowledge. Also listening is tested. The listening construct is to assess 

students’ spoken language comprehension. 

 

  3.4.6 Oracy Assessment Framework Rubric Score 

 The rubric is generated according to the oracy strands: physical, linguistic, 

cognitive, and social and emotion (see Appendix E&F). The score is rated 1-5, 1 is the 

least and 5 is the most. The listening skill assessment is also included in the rubric. 
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  3.4.7 Metacognitive Awareness Measurement  

 Haukas (in Haukas, Bjorke and Dypedahl, 2018) has reviewed several ways of 

conducting metacognition studies. The researcher stated that self-report questionnaire 

is probably the most commonly used as the research instrument. Besides, it is 

designed to measure metacognition in different areas with different participants. For 

example, the Metacognitive Awareness Inventory (MAI) was created to measure 

adults’ metacognition in general by Schraw and Dennison (1994). Then this 

questionnaire was modified to quantified children’s metacognition, Jr.MAI (Sperling 

et al. 2002). Furthermore, the Strategy Inventory of Language Learning (Oxford, 

1990) is generally applied in research studies to measure metacognition in language 

learning in general. On the other hand, other questionnaires have been initiated to be 

used in specific contexts and learning tasks e.g. the Metacognitive Awareness 

Listening Questionnaire (Goh, 2017; Vandergrift, Goh, Mareschal, and Tafaghodari, 

2006) and the Metacognitive Awareness of Reading Strategies Inventory (Mokhrati 

and Reichard, 2002).  

 Self-report questionnaires include statements or questions concerning 

participants’ knowledge, beliefs and/or activities during learning or teaching. 

Typically, the respondents are asked to indicate on a Likert scale how often they 

perform a learning or teaching activity to what extent they agree with a certain 

statement. 

 Dinsmore, Alexander, and Laughlin (2008) said “emphasise the value of 

triangulation when doing research on metacognition, since an analysis of different 

data types from the same participants may give deeper and more valid insights into 

the phenomenon of metacognition than each instrument alone.” (cited in Haukas, 
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Bjorke and Dypedahl, 2018). To make this research valid and meaningful, all 

mentioned research instruments: questionnaire, self-reflection and task performance 

will be used to gather data both quantitative and qualitative. 

 There are two phases of measuring students’ metacognition: one is during- and 

after- unit learning and the other is before-and after-course learning. Starting with 

during- and after-unit learning, students were asked to write three-entry listening diary 

(see Figure 2) when they did listening exercises both in- and outside class. This data 

was analysed as quantitative to see the mean score of correct answer from first, 

second and third listening. Furthermore, self-reflection (see Table 7) for each task was 

used to assess strategy use in speaking. The data was coded into two categories: oracy 

strands and strategies. Moreover, stimulated recall was done to explore students’ 

reflection on their unit task. This was done one week after they finish the unit. Lastly, 

Inventory of Metacognitive Awareness in Oracy Skills Questionnaire was conducted 

to assess students’ metacognitive awareness in oracy skills. This questionnaire is 

adapted from Goh and Burns (2012) and Vandergrift (2006) to measure students’ 

metacognitive awareness in oracy skills (see the details in chapter 2). The data was 

gathered and analysed quantitatively using 6-Likert scale. To triangulate this data, 

each task performance: presentation, semi-scripted role play and debate was recorded 

and scored by the two teachers (inter-rater) using assessment forms (see Table 11 & 

13 & 15) in accordance with four-oracy-strand assessment. 

 Before- and after-course learning measurement on metacognitive awareness, 

there will be two activities to conduct. Firstly, Inventory of Metacognitive Awareness 

in Oracy Skills Questionnaire was used to explore students’ metacognitive awareness 
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in oracy skills. Eventually, pre- and post- oracy skills tests were assessed by the 

teacher to compare the level of metacognitive awareness before and after the course.  

 Below is the table showing how and what data type will be collected and 

analysed. 

Table 22: Metacognitive awareness measurement method 

During- and 

after-unit 
Metacognitiv

e awareness/ 

skill 

Type of 

data and 

analysis 

Before and 

After 

Course 

Metacogn

itive 

awarenes

s/ skill 

Type of 

data and 

analysis 

1. Three-entry 

listening diary  
Listening skill Quantitative 1. Inventory 

of 

Metacognitive 

Awareness in 

Oracy Skills 

Questionnaire 

(see appendix 

N) 

Listening  

skill 
Quantitative 

(6-Likert-

scale) 

2. Speaking 

and listening 

diary 

Metacognitive 

knowledge and 

strategy use 

Qualitative/ 

coding 

(NVivo) 

2. Inventory 

of 

Metacognitive 

Awareness in 

Oracy Skills 

Questionnaire 

Metacognit

ive 

knowledge 

in speaking 

skill: 

person 

knowledge

, task 

knowledge 

and 

strategy 

knowledge 

Quantitative 

(6-Likert-

scale) 

 

 

 

 

 

 

 

 
 

3. Stimulated 

recall 

(interview) 

Metacognitive 

knowledge in 

speaking skill: 

person 

knowledge, 

task 

knowledge and 

strategy 

knowledge 

Qualitative/ 

coding 

(NVivo) 

3. Pre- and 

post oracy 

skills test 

Strategy 

use 
(language 

use) 

Quantitative 

(oracy skills 

assessment 

see Table 17) 
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During- and 

after-unit 
Metacognitiv

e awareness/ 

skill 

Type of 

data and 

analysis 

Before and 

After 

Course 

Metacogn

itive 

awarenes

s/ skill 

Type of 

data and 

analysis 

4. Unit oracy 

tasks: 

Presentation 

Semi-scripted 

role play 

Debate 

Strategy use 

(language 

development) 

Quantitative 

(oracy skills 

assessment 

see Table 

11, 13 & 

15) 

   

 

 After the measurement method has been generated, the inventory research 

questionnaire has been orchestrated. The questionnaire is aimed to answer the 

research questions 1.1 on metacognitive awareness in second language learning 

(Vandergrift & Goh, 2012) in improving students’ oracy skills. In Table 23 illustrates 

metacognitive knowledge in second language speaking questionnaire which covers 

person knowledge, task knowledge, and strategic knowledge. In this research, 

however, this was included in the Inventory of Metacognitive Awareness in Oracy Skills 

Questionnaire (see Appendix N) as one of the metacognitions. There were other aspects 

orchestrated in the questionnaire: metacognitive experience and metacognitive 

awareness in listening questionnaire (MALQ). As a result, the questionnaire could 

completely give the two facets of metacognition: experience, and knowledge. For 

strategy use, another aspect of metacognitive awareness, could be analysed by oracy 

task performance scores, and pre- and post-test scores.  
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Table 23: Metacognitive knowledge in second language speaking questionnaire 

(adapted from Goh & Burns 2012) 

Metacognitive knowledge 1 
totally 

disagree 

2 
quite 

disagree 

3 
disagree 

4 
quite 

agree 

5 
agree 

6 
totally 

agree 

Person Knowledge 

Knowledge of the cognitive and affective 

factors that facilitate one’s speaking 

performance and overall speaking 

development  

a. Self-concepts and self-efficacy about 

speaking: 

• I must try not to feel so stressed each 

time I have to speak in front of a big 

group of audience in English. (+) 

• I think I’ll be able to speak like a native 

speaker one day. (-) 

• I need to think a lot before I say 

something. (-) 

b.Problems related to L2 speaking,  

reasons, and possible solutions: 

• My problem is not having the words to 

express some meanings in English. (-) 

• I should learn to speak more 

appropriately in formal situations like 

presentations. (+) 

• If I ask the speaker for clarification, I will 

have more time to think about my reply. 

(+) 

      

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 109 

Metacognitive knowledge 1 
totally 

disagree 

2 
quite 

disagree 

3 
disagree 

4 
quite 

agree 

5 
agree 

6 
totally 

agree 

Task knowledge 
Knowledge about the nature and demands of a 

speaking task, how to approach the task, and 

when deliberate effort required. 
a. Mental, affective, and social processes 

involved in speaking: 

• You need to think about what to say and how 

to say it at the same time. (+) 

• It’s important to be relaxed when you speak. 

(+) 

• I need to work with my listener during a 

conversation/ presentation/ debate so we can 

understand what we are both trying to say. 

(+) 

b. Differences between spoken written 

discourse: 
• If I speak the way I write, I might send 

“bookish” and unnatural. (+) 

• Speech isn’t like writing, which can have 

many neat and complete sentences. (+) 

• Telling a story is a bit different from writing 

one. (+) 

c. Skills for second language speaking: 
• It is important to know how to organise a 

story when you have to retell it. (+) 

• Having the right intonation when speaking is 

useful. (+) 

• When I’m in a group discussion, I need to 

know how to disagree politely. (+) 

d. Cultural and social differences of speakers: 
• I must be careful when speaking English to 

people from other cultures so that I will not 

sound rude to them. (+) 

• I was told that in the U.K., it is OK to start a 

conversation about weather. (+) 

• In my country, you mustn’t call people older 

than you by their first names. (+) 

e. Factors that influence speaking: 
• I need to know enough about the content to 

talk about it. (+) 

• We speak the way our friends and other 

people in our society speak. (+) 

• I should speak English to everyone I meet 

and not be embarrassed. (+) 

f. Ways of improving overall speaking 

development: 
• I need to get some foreign friends so I can 

practise my speaking with them. (+) 

• I should learn how different types of speech 

are organised. (+) 

I need to learn to speak naturally and not 

repeat sentences that I write down. (+) 
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Metacognitive knowledge 1 
totally 

disagree 

2 
quite 

disagree 

3 
disagree 

4 
quite 

agree 

5 
agree 

6 
totally 

agree 

Strategic knowledge 

Knowledge about effective strategies for 

different types of spoken interaction, strategies 

for specific speaking tasks, and strategies that 

may not be useful. 

a. Strategies for managing communication and 

discourse: 

• If you don’t have the English word, you 

should use other words to explain yourself 

and express the same meaning. (+) 

• I learned many useful phrases that I can use in 

my conversations. (+) 

• If I don’t understand, I can always ask 

someone. (+) 

b. Strategies for specific types of speaking tasks: 

• If I have to do pair work, I need to remember 

how to ask my partner to give better 

explanations. (+) 

• For talks, I always prepare an outline with a 

proper introduction and conclusion. (+) 

• In group discussion, it is always useful to 

know how to disagree politely. (+) 

c. Ineffective strategies: 

• When I don’t know some key words, I will 

keep quiet, but I know this isn’t good. (+) 

• Memorising the entire speech is not useful 

because I may get stuck on one part and 

won’t be able to go on. (+) 

      

 

 

  3.4.8 Blended-Learning Questionnaire & Semi-Structured  

 Interview Questions 

 Blended-learning questionnaire was adapted from Mackey & Gass (2005). The 

questionnaire consists of 19 items. The questionnaire could elicit students’ opinions 

whether blended-learning approach benefits their speaking and listening skills (see 

Appendix G). 
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  3.4.9 MALQ Questionnaire 

 The MALQ questionnaire was brought from Vandergrift (2006). The aim of 

the questionnaire is to  analyse students’ metacognition applying while listening. 

There are 21 items under 5 functions: planning - evaluation, directed - attention, 

person knowledge, mental translation, and problem - solving, various in numbers as 5, 

4, 3, 3 and 6, respectively. The questionnaire items are scaled from 1 to 6 (1 = the 

least, and 6 = the most). This questionnaire was included as a part of the Inventory of 

Metacognitive Awareness in Oracy Skills Questionnaire.  

 

 Stage 3: Validation 

 The Lesson plan, Blended-learning questionnaire, Inventory of Metacognitive 

Awareness in Oracy Skills Questionnaire, Oracy pre-and post-test and assessment 

criteria, and Semi-structured interview questions for stimulated recall interview were 

validated by the six experts: three for the lesson plan and another three for the other 

instruments before implementing in the classroom. The experts were asked to assess 

the research instruments and write their opinion using the IOC form (Item-Objective 

Congruency Index). Data received were analysed by Mean and standard deviation. 

The calculations were done based on the formula preceding. If the IOC is higher than 

or equal to 0.50, it means that the item is congruent. On the other hand, if the IOC is 

less than 0.50, it means that the item is inappropriate. As the experts were asked to 

comment on each item, the researcher was able to revise the inappropriate ones 

accordingly.  

  

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 112 

    

 

    

IOC  means the index of congruence 

   R  means total score from the experts 

   N  means number of experts 

 

  3.4.10 The Validation of Lesson Plan 

 After the lesson plan had been constructed, it was sent to three experts to 

review and suggest ways in which the lesson plan could be improved to implement 

effectively. The lesson plan was given IOC overall score of 0.758 which indicates that 

the lesson plan is matched with the research objectives and valid (see appendix O). 

The only incongruent item was 2.2: the activities are matched with the lesson 

objectives. The experts agreed that the activities were not enough and was not 

elaborate in terms of examples of task, teacher instructions and evaluation of each 

task, and online activities were not clearly illustrated. In accordance to these 

comments, the revisions were done (see appendix H). 

 In terms of in-class activities, one expert suggested that each activity should 

be thoroughly explained in the lesson plan e.g. activities procedures, evaluations and 

delivery platforms. As a result, the researcher added the activities details in the form 

of activity worksheets. In addition to that, one expert commented on the sequence of 

the lesson and divided activities into different phases: warm-up, and summary and 

evaluation. From this comment, the researcher labelled these in the lesson plan. 

 

          IOC   =    R 

    N 
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  3.4.11 The Validation of Research Instruments  

   3.4.11.1 Blended Learning Questionnaire IOC 

 After the blended-learning questionnaire had been created, it was sent to three 

experts to comment and evaluate whether or not the questions are acceptable (see 

appendix P). 

 The translation was the primary issue as the IOC result was less than 0.5. 

Consequently, the revision was made to several items according to the experts’ 

suggestions. The revisions to both Thai and English versions were made as follows: 

Table 24: Revised blended-learning questionnaire IOC 

Question Original version Revised version 

4 I wanted to learn the course at the 

beginning. 

 I wanted to learn the course from the 

beginning. 

5 I often participate in the course both 

face-to-face and online. 

I often participated in the course both 

face-to-face and online. 

6 I have experienced a lot in using 

technology for learning in this course. 

I have more experienced a lot in using 

technology for learning in this course. 

12 I can work and get support from them 

while learning online. 

 I can work and get support from 

friends while learning online. 

14 Online learning helped my 

pronunciation.  

Online learning helped me improve 

my pronunciation.  

16 Online assignments gave me 

knowledge and ideas for my unit 

speaking task in class. 

การเรียนออนไลน์ช่วยพฒันาความรู้และใหแ้นวคิด
ในการเตรียมการพดูในชั้นเรียน 

Online assignments gave me 

knowledge and ideas for my unit 

speaking task in class. 

การเรียนออนไลน์ช่วยใหเ้ตรียมกิจกรรมการพดู
ในหอ้งไดดี้ข้ึน 

17 Online listening exercises helped 

practise my listening skill.  

Online listening exercises helped me 

improve my listening skill.  

 

 In addition to the translation, the double barrelled question was made to two 

separated questions: 
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Question 11 

 [Original version]: Question 11: I enjoyed learning both face-to-face and online. 

 [Revised version]: Question 11: I enjoyed learning face-to-face.  

         Question 12: I enjoyed learning online.  

 Lastly, there were suggestions from one expert in swapping the two questions 

to make the sequence easier to understand: question 6: “I have more experienced a lot 

in using technology for learning in this course.”, and question 7: “I have had some 

knowledge about blended learning before taking this course.”. Therefore, it is now 

the two questions are reordered accordingly and are now put in order 7 and 8, 

respectively. 

 

   3.4.11.2 Inventory of Metacognitive Awareness in Oracy 

   Skills Questionnaire IOC 

 

 From the recommendation, most items were targeted in answering the research 

questions (see appendix Q). However, there were some questions which were 

problematic such as double-barreled or mismatched translation. For example, item 

2.2: “The sequence of questions are well grouped and not] complicated”, and item 

2.3: “The questions are correctly translated and easy to understand” were evaluated 

as incongruent at the IOC score 0 and -0.333, respectively. Therefore, the 

questionnaire was revised in terms of translation, ordering and deleting as follows: 

 In terms of the translation, there were 14 items: 1-4, 7-9, 11, 13, 19, 23, 30-31 

and 33 that the sentences in Thai were not matched with English. Therefore, the 
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revision was made to either English sentence as seen in italic, or Thai sentences, as 

seen in bold. The table below shows how these were rewritten. 

Table 25: Revised the Inventory of Metacognitive Awareness IOC 

Question Original Version Revised version 

1 During the tasks, I could 

remember situations when I was 

struggling with forgotten words 

(it’s just tip of the tongue) very 

well.  

ฉนัจ าประสบการณ์ท่ีคิดค าหรือประโยค
ภาษาองักฤษไม่ออกในขณะส่ือสารไดดี้ 

During the tasks, I could remember 

situations when I was struggling with 

forgotten words (it’s just tip of the 

tongue) very well.  

ฉนัจ าประสบการณ์ท่ีคิดค าเป็นภาษาองักฤษไม่
ออกในขณะส่ือสารไดดี้ 

2 I often came back to find out the 

forgotten words after the tasks. ฉนั

กลบัมาหาค า  หรือหลกัไวยากรณ์ท่ีใชใ้น
สถานการณ์นั้น 

I often came back to find out the 

forgotten words or grammar after the 

tasks.  
ฉนักลบัมาหาค า  หรือหลกัไวยากรณ์ท่ีใชใ้น
สถานการณ์นั้น 

3 I feel I can make use of 

vocabulary and structures learned 

in class during the second 

performance.  

ฉนัรู้สึกวา่ฉนัสามารถน าค าหรือประโยคท่ีเรียน
มาใชไ้ดดี้ข้ึนในการท ากิจกรรมคร้ังท่ี  2  

I could make use of vocabulary or 

structures learned in class during the 

next performance.  

ฉนัรู้สึกวา่ฉนัสามารถน าค าหรือประโยคท่ีเรียนมา
ใชไ้ดดี้ข้ึนในการท ากิจกรรมคร้ังต่อไป  

4 I feel more confident as I use the 

strategies to achieve the task 

target.  

ฉนัรู้สึกมัน่ใจมากข้ึนเพราะฉนัรู้กลวิธีในการท า
กิจกรรมใหส้ าเร็จ 

I felt more confident as I used the 

strategies to achieve the task target.  

ฉนัรู้สึกมัน่ใจมากข้ึนเพราะฉนัไดใ้ชก้ลวิธีในการ
ท ากิจกรรมใหส้ าเร็จ 

7 My problem is not having the 

words to express some meanings 

in English.  

ปัญหาของฉนัคือฉนัไม่มีคลงัค าศพัทม์าก
พอท่ีจะส่ือสารความคิดของตนเองได ้

My problem is not having enough 

vocabulary repertoire to express 

some meanings in English.  

ปัญหาของฉนัคือฉนัไม่มีคลงัค าศพัทม์ากพอท่ีจะ
ส่ือสารความคิดของตนเองได ้
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Question Original Version Revised version 

8 If I ask the speaker for 

clarification, I will have more time 

to think about my reply. 

หากฉนัขอใหผู้ถ้ามอธิบายค าถามอีกคร้ัง  จะ
ท าใหฉ้นัมีเวลาในการคิดค าตอบมากข้ึน 

If I ask the speaker for clarification, I 

will have more time to think about 

my reply. 

ฉนัรู้วา่หากฉนัขอใหคู้่สนทนาอธิบายค าถามอีก
คร้ัง  จะท าใหฉ้นัมีเวลาในการคิดค าตอบมากข้ึน 

9 You need to think about what to 

say and how to say it at the same 

time. 

ฉนัตอ้งคิดค าท่ีจะใชแ้ละพดูออกมาในเวลา
เดียวกนั 

I need to think about what to say and 

how to say it at the same time. 

ฉนัตอ้งคิดค าท่ีจะใชแ้ละพดูออกมาในเวลา
เดียวกนั 

11 Speech isn’t like writing, which 

can have many neat and complete 

sentences.  

ฉนัรู้ดีวา่ภาษาพดูกบัภาษาเขียนไม่เหมือนกนั  

ซ่ึงภาษาเขียนจะปราณีตและตอ้งเป็นประโยค
สมบูรณ์เสมอ 

Speech isn’t like writing, which has 

many neat and complete sentences.  

ฉนัรู้ดีวา่ภาษาพดูกบัภาษาเขียนไม่เหมือนกนั  

ซ่ึงภาษาเขียนจะปราณีตและตอ้งเป็นประโยค
สมบูรณ์เสมอ 

13 It is important to know how to 

organise a story when you have to 

retell it.  

เราตอ้งมีการเรียบเรียงเร่ืองราวใหดี้ก่อนน าไป
เล่าต่อ 

It is important to know how to 

organise a story when you have to 

retell it.  

การเรียงล าดบัเร่ืองราวก่อนเล่านั้นมีความส าคญั 

19 I should learn how different types 

of speech are organised.  

ฉนัควรจะเรียนรู้รูปแบบการพดูตา่งกนัไป
ตามจุดประสงคแ์ละการเรียบเรียงเน้ือหา 

I should learn how different types of 

speech are organised.  

ฉนัควรจะเรียนรู้ประเภทของการพดูและการ
เรียบเรียงเน้ือหาต่างกนัไปตามจุดประสงค ์

23 For talks, I always prepare an 

outline with a proper introduction 

and conclusion. 

ทุกๆการน าเสนอ  ฉนัมกัเตรียมบทน าและ
สรุปไวอ้ยา่งดีเสมอ 

For talks, I always prepare an 

outline, which includes proper 

introduction, body and conclusion. 

ทุกๆการน าเสนอ  ฉนัมกัเตรียมเคา้โครงการพดู
ท่ีประกอบไปดว้ยบทน า เน้ือหา และสรุปไว้
อยา่งดีเสมอ 
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Question Original Version Revised version 

30 I listen, I quickly adjust my 

interpretation if I realise that it is 

not correct. 

ขณะฟังฉนัสามารถปรับการแปลความได้
อยา่งรวดเร็วหากรู้วา่มีความผิดพลาดเกิดข้ึน 

While listening, I quickly adjust my 

interpretation if I realise that it is not 

correct. 

ขณะฟังฉนัสามารถปรับการแปลความทนัทีหากรู้
วา่มีความผิดพลาดเกิดข้ึน 

31 I translate into Thai in my head as 

I listen. 

ฉนัแปลส่ิงท่ีฟังจากภาษาองักฤษเป็นภาษา 
ไทยในหวั 

I translate the message into Thai in 

my head as I listen. 

ฉนัแปลส่ิงท่ีฟังจากภาษาองักฤษเป็นภาษาไทยใน
หวั 

33 When my mind wanders, I recover 

my concentration right away. 

ถา้ฉนัเร่ิมไม่มีสมาธิกบัส่ิงท่ีฟัง  ฉนัจะดึงสติ
กลบัมาทนัที 

When my mind starts to wanders, I 

recover my concentration right away. 

ถา้ฉนัเร่ิมไม่มีสมาธิกบัส่ิงท่ีฟัง  ฉนัจะดึงสติ
กลบัมาทนัที 

 

 

 Secondly, there were suggestions in separating double barrel questions into 

two sub-question: questions 18 and 25. Therefore the two questions, are divided as 

follows: 

Question 18:  

[Original version]:  “I should speak English to everyone I meet and not be 

embarrassed.” 

    ฉนัไม่ควรอายท่ีจะพดูภาษาองักฤษ 

[Revised version]:  “I should speak English to everyone I meet.” 

    ฉนัควรพดูภาษาองักฤษกบัทุกคน 

Question 19: “I should not be embarrassed when I speak English.” 

    ฉนัไม่ควรอายท่ีจะพดูภาษาองักฤษ 
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Question 25: 

[Original version]:  “When I don’t know some key words, I will keep quiet, but I 

know this isn’t good.” 

    เม่ือฉนัคิดค าท่ีจะพดูไม่ออก ฉนัจะเงียบ  แมจ้ะรู้วา่นัน่เป็นวธีิการส่ือสาร

    ท่ีไม่ดีก็ตาม  

[Revised version]:  “When I don’t know some key words, I keep quiet.” 

    ถา้ฉนัคิดค าท่ีจะพดูไม่ออก  ฉนัจะเงียบ 

Question 26: “I know it’s not good to keep quiet while interacting.” 

    ฉนัรู้วา่การเงียบขณะส่ือสารเป็นส่ิงท่ีไม่ดี 

 Lastly, one expert commented on a repetitive question: question 12. As a 

result, the revised version did not include this item. Having revised the questionnaire, 

the final format consisted of 37 questions.  

   3.4.11.3 Semi-Structured Interview for Stimulated Recall 

   Interview IOC 

 After the questions were formed, they were sent to evaluate by three experts. 

The result of the IOC is 0.945 which infers that the questions are acceptable. There 

was no item which was scored below 0.6. As a result, no revision was made to the 

interview questions. The IOC result is illustrated in appendix R.  

 

   3.4.11.4 Oracy Pre-and Post-test and Assessment Criteria 

   IOC 

 After the oracy pre-and post test and assessment criteria had been created, they 

were sent to three experts to comment and evaluate. The result of the IOC is 0.926 
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which infers that the test is appropriate. There was no item which was scored below 

0.6. Consequently, no revision was made to the test (see appendix S). 

  

   3.4.11.5 Reliability of two inter-raters 

 In addition to the research instrument IOC, two inter-raters ascertained the 

reliability of the results of pre- and posttests. The inter-rater reliability was examined 

using Pearson Correlation Coefficient.  

Table 26: Pearson Correlation Coefficient of inter-rater reliability 

Raters r 

R1 + R2 .992 

 

 As shown in Table 26, the overall result of the Pearson Correlation Coefficient 

of Interrater Reliability was .992 from pre-test grading. The correlation values imply 

that the scores marked by the two raters are consistent.  

The two interrater also ascertained the reliability of the results of students’ 

posttest. 

Table 27: Pearson Correlation Coefficient of inter-rater reliability 

Raters r 

R1 + R2 .969 

 

 As shown in Table 27, the overall result of the Pearson Correlation Coefficient 

of Interrater Reliability was .969 from posttest grading. The correlation values imply 

that the scores marked by the two raters are consistent.  
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 Stage 4: Pilot the Instruction 

 After the lesson plans, activities, and tasks were verified by the three experts, 

the pilot study was conducted two weeks prior to the main study to see the 

effectiveness and unforeseen problems of the instruments.  

 The pilot instruction was done term 2, academic year 2018 with 30 students in 

grade 9 at Taksin School. They shared the same English background as they had been 

studying in the same class for 2 years. They had taken English for communication, 

basic English and English reading and writing courses before taking this course. The 

period of teaching was three weeks, 2 lessons in a week, 50 minutes a lesson. The pre-

test and lesson plan of the first unit: Working from 9 to 5 were conducted. Blended-

learning approach was used within these two weeks. The students were asked to use 

Gogole Classroom and Line Application during the study. The activities were tried 

and adjusted according to the level of the students. The justification of activities and 

lesson plan will be discussed in the following section: revising the lesson plans and 

instruments. 

 

 Stage 5: Revising the Lesson Plans and Instruments 

 After the pilot study had been done, the pre- and post-test was revised. In 

terms of pre- and post-test adjustment, parts 2 (comparison), 3 (discussion) and 4 (role 

play) of the test were revised. Firstly, the test time was over consuming because the 

students spent too much time in thinking of two hobbies for the comparison. 

Consequently, the researcher asked them to compare the one they like, in which they 

had stated from the first part, with the other one from the researcher’s choice. 

Secondly, the instructions of parts three and four of the test were too difficult for the 
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students to understand within the time limit, therefore, the researcher had to translate 

the task direction into first language. Secondly, the lesson plan was revised to match 

the ability of the students. Since they were at slightly lower intermediate level, the 

input in the first and second lessons were strongly recommended to extend into 3-4 

lessons prior to the unit task performance (see appendix O for the revised lesson 

plan).  

 

Phase 2: The Implementation and Evaluation Phase 

 Stage 6: The Implementation of the Developed In-Class and Online Oracy 

 Tasks  

 The scores from in-class tasks performance were collected. The pre-test was 

assigned to the first class and the scores were collected and later were used to 

compare with the post-test. During the implementation time, the students were also 

asked to study online materials by themselves and records of hours study online were 

saved on the website.  

 Stage 7: The Evaluation of Oracy Tasks 

 This stage is aimed to answer the two research questions. The table below is 

created to illustrate how each research question can be answered by using which 

instrument, types of data and how the data were analysed.  

3.5 Research Instruments  

 3.5.1 English Oracy Skills Test  

 3.5.2 English Oracy Unit Tasks 

 3.5.3 The Inventory of Metacognitive Awareness in Oracy Skills Questionnaire 

 3.5.4 Blended-learning questionnaire  
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 3.5.5 Semi-structured interview questions towards blended-learning 

 3.5.6 Stimulated Recall Interview (SRI) 

 3.5.7 Speaking and Listening Diary 

 

3.5.1 English Oracy Skills Test 

 The English oracy skills pre-test and post test (see Appendix M) were 

conducted twice: before and after the course instruction to see the progression. The 

test is adapted from Cambridge ESOL’s test since “it is suitable for level-based tests 

and allowed for different types of interaction between the participants; the multi-part 

test is design to elicit types of talk (question/ answer, long turn, collaborative 

discussion) and so generate a broad and rich sample of language for assessment 

purposes.” (cited in Taylor pp. 56) There are four parts of the test. First part, the 

students are asked to introduce themselves and talk about their leisure activities. They 

have to give answers one by one. Second part is monologue where students have to 

talk about 2 activities. Each student will be given 2 pictures and then have to prepare 

the talk for 1 minute over activity that they choose with reasons. After that, they have 

to give a talk for 2 minutes. The third part is called ‘discussion’ part. The candidates 

are asked to discuss which free time activities should do and why. They can use 

photos given as a prompt from the previous part. Finally, the last past is ‘role-play’. 

The students will be given a different role card. They have 2 minutes to read their role 

card and prepare their talk. The role card asks each student to choose one preferable 

activity and try to invite the other to do it together. The role card also gives the 

students useful expressions to apply. They have 3 minutes to perform. After the raters 

finished rating the students, inter-raters reliability was checked by using Pearson 
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Correlation. The results were .992 and .969. Therefore, it could be said that the scores 

were reliable.  

  

3.5.2 English Oracy Unit Tasks 

 The English Oracy Unit Tasks are presentation, semi-scripted role play, and 

debate. They are difficulty sequential tasks. In other words, presentation is the least 

complicated, which is introduced in the first unit and debate is the most complicated 

one, which is presented in the third unit. Cronbach’s alpha for the two scores of each 

task were .515, .616, .996, .958, .929, and .928 (p < 0.0005) for first and second 

performance of presentation, semi-scripted role play and debate, respectively. 

  

3.5.3 The Inventory of Metacognitive Awareness in Oracy Skills Questionnaire 

 This questionnaire was particularly invented to explore students’ 

metacognitive awareness in terms of metacognitive knowledge and metacognitive in 

active listening skill. The questionnaire consists of two main parts: speaking and 

listening to examine students’ metacognitive level. The first part is adapted from 

metacognitive knowledge about second language speaking questionnaire by Goh & 

Burns (2012) and the second part is partly adopted from metacognitive awareness 

listening questionnaire (MALQ) by Vandergrift (2006). The questionnaire is a 6-

Likert scale, and partly selected from the original framework. 

  3.5.3.1. Metacognitive Knowledge about Second Language  

  Speaking Questionnaire 

 The questionnaire is adapted from Goh & Burns (2012) for students to rate 

themselves in 6-point Likert scale: totally disagree, quite disagree, disagree, quite 

agree, agree and totally agree. It is important to note that the 6-point Likert scale is 
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applied to avoid neutral point resulting in respondents could not hedge (Vandergrift 

et. al, 2006). There are marks plus (+) and minus (-) to guide the researcher to know if 

that characteristic is considered as a positive or negative trait. The purpose of using 

this questionnaire is to give the research quantitative data in analysing students’ 

metacognitive awareness while performing oracy tasks. The questionnaire will be 

used five times: two times after the pre- and post- task and after the three unit tasks.  

  3.5.3.2. Metacognitive Awareness Listening Questionnaire  

 The MALQ questionnaire from Vandergrift (2006) was included as  part of the 

Inventory of Metacognitive Awareness in Oracy Skills Questionnaire, and was 

conducted before and after the course instruction to see the differences of levels of 

awareness. To analyse the score of metacognition in listening, one-sample t-test was 

conducted to calculate the mean by using SPSS software. There are five factors 

indicated in the questionnaire: problem-solving (6 items), planning and evaluation (5 

items), mental translation (3 items), person knowledge (3 items), and directed 

attention (4 items).  

  

3.5.4 Blended-Learning Questionnaire  

 Questionnaire is a form of quantitative survey (Mackey & Gass, 2005). This 

blended-learning questionnaire was conducted to gather students’ opinions towards 

blended-learning approach. The questionnaire consists of 19 items. The questionnaire 

was conducted to elicit students’ opinions whether blended-learning approach benefits 

in 4 areas: background of blended-learning, engagement, outcome, and convenience. 

Items 1, 2, 4 and 8 determine whether students had some background on blended-

learning approach. Items 5, 6 and 14 determine the engagement during the course. 
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Items 3, 7, 10-13 and 16-22 determine the outcome of the learning. Lastly, items 9 

and 15 determine the convenience of the approach. Below is the item and its 

measurement. 

Table 28: Areas of perception in blended-learning 

Areas of perception Question items 

Background of blended-leaning  1, 2, 4, and 8 

Engagement 5, 6 and 14 

Outcome 3, 7, 10, 11, 12, 13, 16-22 

Convenience  9 and 15 

 

  

3.5.5 Blended-learning Semi-Structured Interview Questions 

 In addition to the questionnaire, the students’ perception towards blended-

learning environment was also interviewed in order to gain the more insightful data. 

The interview was followed a week later after the questionnaire was conducted. The 

focused group was called to give the information. The questions were semi 

established, so that there would be room for other probable questions.  

 

3.5.6 Stimulated Recall Interview 

 The students’ performances were recorded on the VDOs. They were 

interviewed to elicit their thoughts when they were performing the task. Stimulated 

Recall Interview (SRI) ‘gives participants a chance to view themselves in action as a 

means to help them recall their thoughts of events as they occurred.’  (cited in 

Nguyen, N., et al., 2013). The SRI requires VDO taping students during their 

performing, later 9 students, in which were grouped in 3 different levels: low-, mid-, 

and high-proficiency, were asked questions after watching their own work. The 
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questions are open-end probes, in which will help the students remain focus on the 

issues. The suggested questions are a) What were your thoughts of doing this activity? 

b) What were you thinking when you decided to do this? and c) Why did you decide 

to do that?  

 

3.5.7 Speaking and Listening Diary 

 In addition to the interview, students’ Speaking and Listening Diary was 

collected to check if the students applied strategies or knowledge gained in their tasks. 

It is believed that self-reflection, in a form of diary, could help students recall their 

actions in task planning, performance, and evaluation. The diary is completed after 

every unit task. The students were asked to complete 3 times. The key coding for the 

diary is related to metacognitive awareness: experience and knowledge, and oracy 

strands: physical, linguistic, cognitive, and social and emotional. The diary was 

analysed qualitatively by using NVivo programme to answer research question 1.  

 

3.6 Data Analysis 

 The analysis of the research was divided according to data types: quantitative 

and qualitative data. To answer research question one regarding metacognitive 

experience and knowledge, the Inventory of Metacognitive Awareness in Oracy Skills 

Questionnaire was analysed quantitatively using SPSS to find the means and standard 

deviation. In addition to that, interview data was transcribed, coded and categorised 

by the researcher using NVivo (Jacob & Davidson, 2008). In addition to that, 

speaking and listening diary was collected, coded and categorized by the researcher 

using NVivo to complement metacognitive knowledge findings. Regarding strategy 
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use, and improvement of oracy skills, the quantitative analysis, scores of oracy pre- 

and posttests, and unit oracy tasks were collected and analysed by SPSS to find the 

means and standard deviation, relationship, and reliability using the following 

statistics: the Pearson Correlation Coefficient, and the Cronbach’s Alpha Internal 

Consistency. Secondly, the metacognition in listening questionnaire  was collected 

and analysed to see the factors in which learners used during their listening. Despite 

the suggested 30 participants in other studies (Fraenkel & Wallen, 2000; Wongwanich 

& Wiratchai, 2003), sample t-test could be used to compare two means since “t-test 

assumes that the criterion measure scores are normally distributed, and that both 

groups also have equal variation in terms of the criterion measure.” (cited in Drew 

et., al, 2008, p. 313). Therefore, it is more flexible in numbers of participants e.g. n = 

12 to 30 or above (Drew et., al 2008). The qualitative data was transcribed, coded and 

categorised by the researcher using NVivo (Jacob & Davidson, 2008). The table 

below shows the research questions and data analysis methods. 
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Table 29: Research questions and data analysis 

Research questions Instrument Types of 

data 

Analysis 

1. What are the effects of oracy 

building instruction via 

blended-learning environment 

on EIL students’ metacognitive 

awareness? 

1.1) Metacognitive experience; 

 

 

 

 

 

 

 

 

1.2) Metacognitive knowledge, 

and  

 

 

 

 

 

 

 

 

 

 

1.3) Strategy use. 

 

 

 

 

2. What are the effects of oracy 

building instruction via 

blended-learning environment 

on EIL students’ oracy skills? 

 

2.1) Speaking skill, and 

 

2.2) Listening skill 

 

 

 

 

 

The Inventory of 

Metacognitive 

Awareness in Oracy 

Skills Questionnaire  

 

Stimulated-Recall 

Interview 

 

 

The Inventory of 

Metacognitive 

Awareness in Oracy 

Skills Questionnaire  

 

Stimulated-Recall 

Interview 

 

Speaking and 

Listening Diary 

 

 

English Oracy Skills 

Test 

 

Unit Oracy Tasks 

 

 

 

 

 

 

English Oracy skills 

Test 

Unit Oracy Tasks 

 

 

 

 

 

Quantitative 

 

 

 

 

Qualitative 

 

 

 

Quantitative 

 

 

 

Qualitative 

 

 

 

Qualitative 

  

 

 

Quantitative 

 

 

Quantitative 

 

 

 

 

 

Quantitative 

 

 

 

 

 

Descriptive 

Statistics 

 

 

 

content-

analysis 

 

 

Descriptive 

Statistics 

 

 

content-

analysis 

 

 

content-

analysis 

 

 

Descriptive 

Statistics 

 

Descriptive 

Statistics 

 

 

 

 

Descriptive 
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3 What are the students’ 

perceptions towards the oracy 

building via blended-learning 

instruction? 
 

3.1) perception towards face-to-

face learning mode, and 

3.2) perception towards online 

learning mode 

 

 

 

 

 

Blended-learning 

questionnaire  

Semi-structured 

interview 

 

 

 

 

 

Quantitative  

 

Qualitative 

 

 

 

 

 

Descriptive 

Statistics  

content 

analysis 

 

 

 

 

3.7 Summary 

 The aim of this research is to explore the extent to which OBIBLE could 

enhance students’ metacognitive awareness and oracy skills via blended-learning 

environment, the effectiveness of the course, and the opinions of students towards this 

particular teaching instruction. As such, this research employed a quasi experimental 

design, which applied both quantitative and qualitative analysis to answer the research 

questions on the effects of OBIBLE on Thai junior high school students’ 

metacognitive awareness and oracy skills. The research method was designed to 

answer three research questions using pre- and posttest, oracy tasks scores differences 

for each individual. Questionnaire of Likert scale, speaking and listening diary, and 

focus group interview were conducted to gather data regarding their metacognitive 

awareness during the task performances and perceptions towards blended-learning 

approach. The key research instruments used in this study were pre- and post-test 

communicative task, oracy unit task scores, the Inventory of Metacognitive 

Awareness in Oracy Skills Questionnaire, Blended-Learning Questionnaire, focus 

group interview questions, and speaking and listening diary.  

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER IV 

FINDINGS 

4.1 Introduction 

 This chapter presents the findings of the main study according to the two 

research questions mentioned in chapter one. The research questions were answered 

by examining the qualitative and quantitative data. The findings were investigated 

based on the metacognitive awareness levels, oracy skills, and perceptions towards 

blended-learning approach after completing the oracy building instruction via 

blended-learning environment (OBIBLE). This chapter consists of 5 parts. 

 The first part of this chapter examines the effects of the OBIBLE on students’ 

metacognitive experience. In order to answer research question 1.1), the analysis of 

questionnaire and interview were presented.  

 The second part of the chapter demonstrates the effects of OBIBLE on 

students’ metacognitive knowledge. In order to answer research question 1.2) the 

analysis of questionnaire, interview, and students’ speaking and listening diary were 

presented.  

 The third part of the chapter presents findings of students’ strategy use, which 

is one of metacognitive awareness aspects and divided into two subcategories: 

language use and language development. Analysis of interview, oracy unit task scores 

displayed in each oracy strand, English oracy skills tests and students’ speaking and 

listening diary were showed to answer research question 1.3). 
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 The fourth part of the chapter presents results of students’ oracy unit task 

scores and three-entry listening scores. Analysis of the scores was demonstrated to 

answer research question 2. 

 Finally, the fifth part of the chapter explores the perception towards face-to-

face and online learning modes. In order to answer research question 3), the analysis 

of questionnaire and interview were presented. 

  
 

4.2 The Effects of OBIBLE on Learner’s Metacognitive Awareness 

 Research Question 1: What are the effects of oracy building instruction via 

blended-learning environment on EIL students’ metacognitive awareness? 

1.1) Metacognitive experience; 

1.2) Metacognitive knowledge, and  

1.3) Strategy use 

 Hypothesis: After having engaged in the treatment, students will give 

themselves higher scores in the second questionnaire showing positive attitude 

towards metacognition than in the first one.  

 The next section will show the results of research questionnaire, and 

stimulated recall interview in relation to metacognitive experience. 

4.2.1 Results from the Pre- and Post-Questionnaire of Metacognitive 

Experience 

 Metacognitive experience  

 Metacognitive experience refers to feelings and judgement while performing a 

particular task. Experience of feeling and judgement could be tackled by asking the 

students’ reflection toward their performance to see if they could recall their feeling 
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and solution when problems occurred. In order to answer this research question, the 

two research instruments were used, namely the Inventory of Metacognitive 

Awareness in Oracy Skills Questionnaire and stimulated recall interview. The 

comparison of the questionnaire pre- and post-course was presented quantitatively and 

selected interview answers showing students’ metacognitive experience were 

displayed as a qualitative value. The 6-Likert scale questionnaire was conducted to 

explain the level of the agreement or disagreement avoiding neutral opinion answers. 

The scales were interpreted in 6 ranges:  1.00-1.49 means strongly disagree, 1.50-2.49 

means disagree, 2.50-3.49 means quite disagree, 3.50-4.49 means quite agree, 4.50-

5.49 means agree, and 5.50-6.00 means strongly agree. 

 In the questionnaire, items 1-4 were constructed in order to investigate the 

students’ metacognitive experience. The data from the questionnaire (Questions 1-4) 

showed the findings related to the students’ metacognitive experience before and after 

the course.  

Table 30: Students’ metacognitive experience before and after the course 

Questionnaire items Mean 

(before) 
S.D.  

(before) 

Mean 

(after) 
S.D. 

(after) 
Meaning 

1. During the tasks, I could 

remember situations when I was 

struggling with forgotten words 

(it’s just tip of the tongue) very 

well. 

3.79 1.207 4.62 1.049 agree 

2. I often came back to find out 

the forgotten words or grammar 

after the tasks. 
3.59 1.806 4.28 1.131 

quite 

agree 

3. I could make use of vocabulary 

or structures learned in class 

during the next performance. 4.45 1.088 4.90 1.012 agree 
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Questionnaire items Mean 

(before) 
S.D.  

(before) 

Mean 

(after) 
S.D. 

(after) 
Meaning 

4. I felt more confident as I used 

the strategies to achieve the task 

target.  
4.24 0.730 4.86 0.990 agree 

Mean  4.017 0.396 4.665 0.284 agree 

1.00-1.49 = strongly disagree  1.50-2.49 = disagree  

2.50-3.49 = quite disagree  3.50-4.49 = quite agree   

4.50-5.49 = agree   5.50-6.00 = strongly agree 

 

 Table 30 shows that the level of students’ metacognitive experience is higher 

from the beginning of the course. The mean scores of the questions which were higher 

than 4.50 (items 1, 3 and 4) at the end of the course indicated that students agreed that 

they could remember situations where they could not come up with a particular word 

or a sentence, also later they came back to search for those problematic parts 

(question 2, mean 4.28, SD 1.13).  Furthermore, they agreed that they could make use 

of vocabulary and structures learned in class (question 3, mean 4.90, SD 1.01). Lastly, 

they agreed at the end of the course that they felt more confident because they used 

strategies to achieve the task target (question 4, mean 4.86, SD 0.99).  

 In addition to the questionnaire, stimulated recall interview was conducted to 

obtain qualitative data to triangulate the research result. Following section will display  

the interview result via verbal protocol.  

 

4.2.2 Results from the Stimulated Recall Interview of Metacognitive 

Experience  

 Stimulated recall interview was done with three groups of students: low-, 

medium-, and high-proficiency students, in which each group the result consisted of 
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three students to explore the students’ metacognitive experience while doing the three 

unit tasks. The four questions were 1) How did you feel when you perform the task? 

2) Did you forget some words or sentence structures? 3) How did you manage to 

solve the problem? and 4) Could you perform better the second time? 

 The interviews were conducted three times after each unit task: presentation, 

semi-scripted role play and debate. The focus group interview was done by the 

researcher and recorded to transcribe after the session finished. Two raters - the 

researcher and a Thai teacher of English, who has experienced in teaching English - 

were assigned to interpret and code samples’ verbal protocol reports. The content 

analysis of students’ reflections towards their three-unit tasks: presentation, semi-

scripted role play, and debate was employed. Below is the table representing 

interview questions and behaviours in which demonstrate metacognitive experience.  
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Table 31: Metacognitive experience behaviours found in stimulated recall interview  

 

  

 

 

 

 

RQ 1.1 

Metacognitive 

experience 

behaviours 

Stimulated 

recalled 

Interview 

Results and No. of entry 

report 

Example (from each oracy 

unit task) 

1. remember their 

difficulties during 

the performance 

2. come back and 

check their work 

3. make use of 

words and grammar 

learned in class 

4. feel more 

confident 

1. How did 

you feel 

when you 

performed 

the task? 

 

negative feelings: 

nervous, anxious and 

depressed 

 

 

 

21 

 

“I was anxious because I’m 

not good at speaking.” 

 

positive feelings: 

confident and excited 

 

 

6 

“I was feeling fun because I 

could be both police and the 

thief.” 

2. Did you 

forget some 

words or 

sentence 

structures? 

Yes 

 
24 

“I forgot some sentences 

then I just used the other 

sentences. I had the script 

so I used it quite a lot. I was 

more on reading like 80% 

in debate task.” 

No 3 

“No, because I understood 

what I was going to say.” 

3. How did 

you manage 

to solve the 

problem? 

 

negative behaviours: 

stopped speaking, 

memorized the script 15 

“I went back and recited 

the script again and re 

record it.” 

positive behaviours: 

improvisation, 

circumlocution, 

synonyms 

27 

“I tried other words that I 

know that might not be 

exactly the same as the 

teacher taught in the 

lesson.”  

4. Could you 

perform 

better the 

second time? 

positive behaviour: 

confidence 

27 “It was better because I 

was more confident and can 

flow my talk.” 

“It was better because I 

was practising 

pronunciation and putting 

myself in that character.” 
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From the table, there are four main behaviours suggesting if students had this 

metacognitive awareness: remembering difficulties during the performance, coming back 

and checking their work, making use of language and grammar learned, and lastly feeling 

more confident at the second performance. These four characteristics will be explained with 

the supports from the verbal protocols.  

 Firstly, remembering what they did, the coding is analysed using positive and 

negative affective factor. Positive feeling refers to any positive feelings or thoughts about 

the task such as excited, confident, and well-prepared. Negative feeling refers to any 

negative feelings or thoughts such as nervous, stressed, and depressed. It was found that 

negative feelings were more frequent reported at 21 entries, while the positive ones were 

mentioned 6 times (see table 31). In addition to that, most students were able to recall their 

lost part in while performing as of 24 entries, in which far more outweigh the ones who 

reported no forgotten part – 3 entries.   

 In this part, verbal protocol report on metacognitive experience is displayed. The 

findings were revealed that the students from low- and mid- level of proficiency could 

remember their experience of feelings in which most of them were anxiety, nervousness 

and depression. On the other hand, two of high-level proficiency students were more 

confident (see verbal protocol report 1). 

Verbal protocol report 

 Verbal protocol report 1 

 L1 : “รู้สึกต่ืนเตน้ครับ ไม่เคยไดอ้ดัวิดีโออะไรแบบน้ี  ไม่ค่อยมัน่ใจในตวัเอง” 

 “I was nervous because I have never recorded on videos like this. I wasn’t 

 confident in myself.” 

       (Negative feeling) 
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 M3: “รู้สึกกดดนั  เพราะเวลามีจ ากดั” 

 “I was depressed because of the time limit.” 

(Negative feeling) 
 

 H1: “รู้สึกวา่น่าจะท าไดอ้ยูค่รับ เพราะท่ีผา่นมาเคย role-play เป็นภาษาไทยท าให้มีประสบการณ์” 

“I felt confident at some extent because I have done role plays in Thai, so I 

had some experience.”  

(Positive feeling) 

 Secondly, coming back and checking their work was mentioned in the 

interview. Take the answers from mid- and high-proficiency students as examples:  

“For the first round, I hadn’t prepared much. I only prepared a little. But for the 

second round, I prepared a lot and I wanted to speak more than 2 minutes.” (M2) 

 “I think it was better. Before the second performance, I had realised my 

 mistakes from the first performance, so I fixed it at the second time.”(H1) 

 “I carefully planned my talk. For the second round, I also planned for my 

 team and brought some pictures. I practiced by reciting my script.” (H3) 

      (answers from the debate task) 

 Thirdly, making use of vocabulary and grammar learned in class was also 

mentioned as using scripts when the students got asked how they solved the problems 

during their performance (interview question 3). There were 15 entries reported of 

stopping communicating or reciting the script again, which mostly found in lower 

level students, while 27 entries were of those who tried synonyms or improvisation 

(see verbal protocol report 2).  
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 Verbal protocol report 2 

 L1: “แกปั้ญหาโดยการ แอบเหลือบไปมองสคริปตค์รับ” 

 “I resolved the problem by glancing the script.”   

 M1: “ถา้ไม่ใชค้  าศพัทค์ลา้ยๆกนัก็บอกให้เพ่ือนพดูอีกทีแลว้คิดค าศพัท ์ หรือบางทีก็หยดุไปเลย” 

 “I was either trying synonyms or asking my friend to say again and tried to 

 come up with the word. Otherwise, I would just stop.” 

 M3: “คิดค าอ่ืนแลว้พดูออกมาแทน” 

 “I thought of other words instead.” 

 H1: “พยายามจะดูแต่ถา้เป็นค าท่ีง่ายก็ใชค้  าอ่ืนแทน”  

 “I tried to look at the script but if it was an easy word, I would just used other 

 words  instead.” 

 H2: “ก็ลองพดูไปก่อน”  

 “I just tried saying something.” 

 H3: ก็เอาค  าศพัทค์  าอ่ืนค่ะท่ีเหมือนกนัแต่วา่อาจจะไม่เหมือนเป๊ะๆมาใชแ้ทนท่ีครูสอนค่ะ 

 “I tried other words that I know that might not be exactly the same as the 

 teacher taught in the lesson.”  

 Finally, feeling more confident when repeating the task was frequently 

reported as 27 entries. It could be said that all of students were certain that they could 

do the second performance better than the first time (see verbal protocol 3). 

  

 Verbal protocol report 3 

 L1: “ดีกวา่ครับ ก็มีความมัน่ใจและพดูล่ืนไหลข้ึน” 

 “It was better because I was more confident and can flow my talk.” 
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 L2: “ท าดีข้ึนค่ะ  รอบแรกต่ืนเตน้แต่รอบสองอ่านไดล่ื้นไหลข้ึน” 

 “I could do it better. The first round I was nervous but the second time, I was 

 able to read better.” 

 L3: “รู้สึกวา่จะดีข้ึนค่ะ  เพราะไดถ้ามเพ่ือนวา่ตอ้งท ายงัไง  แลว้ก็ออกท่าทาง” 

 “I felt I could do it better because I was asking my friends and used body 

 language.” 

 M3: “ดีข้ึนค่ะเพราะวา่ไดฝึ้กส าเนียงและรู้วา่ตวัเองเป็นตวัละครนั้น” 

“It was better because I was practising pronunciation and putting myself in 

that character.” 

 H3:“สามารถพดูไดโ้ดยท่ีเหมือนกบัวา่เรามัน่ใจท่ีจะพดูเพราะว่าหนูศึกษาเน้ือหามาดีเหมือนว่าเปิดดูแลว้พอดีเรามีประ

 เด็นน้ีท่ีฝ่ายนั้นพดู” 

 “I could confidently perform in the debate because I had studied the content 

 appropriately. And at that time, the opponent was just saying things that I had 

 prepared prior to the performance.”  

 From the interview, it is suggested that students had metacognitive experience 

in feeling and judgement because they could recall it and remembered how they 

solved the problems. After both of quantitative and qualitative data were presented, 

the next section will relate the results to see their relationship.  

 

4.2.3 The Relationship Between Results from Questionnaire and 

Interview 

 Table 30 shows that students’ metacognitive experience was higher in terms of 

feeling and judgement. Before the course, the mean score of how much they could 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 140 

remember their past experience on communication mistake was 3.79 (SD = 0.730), by 

the end of the course, it was risen to 4.62 (SD = 0.990). Similar to the interview where 

all of them reported that they forgot some words or sentences during the performance 

(see the Verbal protocol report 1). Furthermore, the mean score of metacognitive 

experience of judgement was higher at the end of the course at 4.28 (SD = 1.31), 

while the mean before the course was 3.59 (SD = 1.806). Similarly, from the 

interview, it can be  said that students came back to search for the words or sentences 

they forgot. In addition, more students could make use of the vocabulary and 

structures learned in class with the higher mean score at 4.90 (SD = 1.012) at the end 

from 4.45 (SD = 1.088) at the beginning of the course. This demonstrates that 

students agreed that they could make use of the target language learned in class. In the 

interview, however, there were mixed feelings of the solutions they had. While L1 

and L2 needed the script to help them at the spot, L3 and M1 were trying to use other 

words that their friends might understand. Moreover, H3 was trying to use synonyms 

if her partner could not comprehend her when she used words learned from class. This 

also links to confidence level of the students when interviewed. Ultimately, for 

questionnaire item 4: “I felt more confident as I used the strategies to achieve the task 

target.’, the mean score of the after course was higher than the mean score of the 

before course: 4.24 (SD = 0.730) and 4.86 (SD = 0.990), respectively. This could be 

interpreted that the students agreed that they were more confident in performing the 

task for the second time. This is also demonstrated though the stimulated recall 

interview where all of them said that they were more confident in terms of fluency 

and accuracy.  
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 In summary, from the quantitative data and qualitative data results, students 

had higher level of metacognitive experience in using L2 in their communication. 

Next section, metacognitive knowledge will be reported in three sub sections: person 

knowledge, task knowledge, and strategic knowledge.  

 

4.2.4 Results from the Pre- and Post-Questionnaire of Metacognitive 

Knowledge  

Metacognitive knowledge 

 Metacognitive knowledge refers to the three aspects of knowledge, namely 

person knowledge, task knowledge, and strategic knowledge that students know what 

is needed to achieve their task and know how adapt their learning style to become an 

effective speaker. To measure the level of the metacognitive knowledge, 6-Likert 

scale of the Inventory of Metacognitive Awareness in Oracy Skills Questionnaire and 

stimulated recall interview were conducted. The questionnaire was completed at the 

beginning and the end of the course, and the interview with the focus group was 

carried three times after the unit task. In this section, the results of the questionnaire 

and interview will be displayed.  

 In the questionnaire, question items 5-27 were constructed in order to 

investigate the students’ metacognitive knowledge. The positive items were marked 

plus  (+), and the negative items were marked minus (-) and were converted in scores 

before calculating the means. However, the original question sentences were kept and 

displayed in the result table. The scales were interpreted in 6 ranges:  1.00-1.49 means 

strongly disagree, 1.50-2.49 means disagree, 2.50-3.49 means quite disagree, 3.50-

4.49 means quite agree, 4.50-5.49 means agree, and 5.50-6.00 means strongly agree. 
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 The results showed that students gained higher metacognitive knowledge in 

two categories: task and strategic knowledge at the mean scores of 5.02 (SD = 0.46), 

and 4.71 (SD = 0.55), respectively. These can be interpreted that the students agreed 

that they had appropriate knowledge about the tasks and strategies to achieve them. 

However, the mean score of person knowledge was lower from 3.65 (SD = 1.27) to 

3.64 (SD = 1.48). This means that the students felt that they had to think and know 

enough vocabulary to perform the tasks.  The following is the table of mean score of 

metacognitive knowledge.  

Table 32: Students’ metacognitive knowledge before and after the course 

  

Question items Types of 

knowledge 

Mean 

(pre) 

SD 

(pre) 

Mean 

(post) 

SD 

(post) 

Meaning 

5. I must try not to 

feel so stressed each 

time I have to speak in 

front of a big group of 

audience in English. 

(+) 

Person 

4.66 0.90 5.10 0.86 agree 

6. I don’t need to 

think a lot before I say 

something.  

 

I need to think a lot 

before I say 

something. (original) 

2.45 1.24 2.00 1.17 disagree 

7. I have enough 

vocabulary repertoire 

to express some 

meanings in English. 

 

My problem is not 

having enough 

vocabulary repertoire 

to express some 

meanings in English. 

(original) 

4.34 1.40 2.79 1.32 
quite 

disagree 
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Question items Types of 

knowledge 

Mean 

(pre) 

SD 

(pre) 

Mean 

(post) 

SD 

(post) 

Meaning 

8. I know that if I ask 

the speaker for 

clarification, I will 

have more time to 

think about my reply. 

(+) 

4.83 1.23 4.66 0.94 agree 

Mean 
 

3.65 1.27 3.64 1.48 
quite 

agree 

9. I need to think 

about what to say and 

how to say it at the 

same time. (+) 

Task 

4.21 1.24 4.48 1.09 
quite 

agree 

10. I need to work 

with my interlocutor 

during a conversation 

so we can understand 

what we are both 

trying to say. (+) 

4.79 1.15 5.17 0.89 agree 

11. Speech isn’t like 

writing, which has 

many neat and 

complete sentences. 

(+) 

4.48 1.33 5.07 0.88 agree 

12. It is important to 

know how to organise 

a story when you have 

to retell it. (+) 

4.76 1.22 5.31 0.76 agree 

13. Having the right 

intonation when 

speaking is useful. (+) 

4.48 1.33 5.38 0.86 agree 

14. I must be careful 

when speaking 

English to people 

from other cultures so 

that I will not offend 

them. (+) 

4.79 1.26 4.97 0.91 agree 
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Question items Types of 

knowledge 

Mean 

(pre) 

SD 

(pre) 

Mean 

(post) 

SD 

(post) 

Meaning 

15. I was told that 

different countries use 

different greeting 

expressions. (+) 

5.14 1.13 5.28 1.07 agree 

16. I need to know 

enough about the 

content to talk about 

it. (+) 

4.34 1.17 4.97 1.02 agree 

17. I should speak 

English to everyone I 

meet. (+) 

3.41 0.91 3.86 1.33 
quite 

agree 

18. I should not be 

embarrassed to speak 

in English. (+) 

4.76 0.87 5.31 0.89 agree 

19. I should learn how 

different types of 

speech are organised. 

(+) 

4.93 0.84 4.97 0.87 agree 

20. I need to learn to 

speak naturally and 

not repeat sentences 

that I write down. (+) 

4.90 1.01 5.52 0.63 
strongly 

agree 

Mean 

 

4.58 0.45 5.02 0.46 agree 

21. If you don’t have 

the English word, you 

should use other 

words to explain 

yourself and express 

the same meaning. (+) 

Strategic 

4.90 1.21 5.17 0.97 agree 

22. I learned many 

useful phrases that I 

can use in my 

conversations. (+) 

4.21 1.32 4.90 0.90 agree 
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Question items Types of 

knowledge 

Mean 

(pre) 

SD 

(pre) 

Mean 

(post) 

SD 

(post) 

Meaning 

23. In the 

presentation, I always 

prepare an outline 

which includes proper 

introduction, body and 

conclusion. (+) 

3.97 1.05 4.41 1.12 
quite 

agree 

24. In group 

discussion, it is 

always useful to know 

how to disagree 

politely. (+) 

4.55 1.06 4.55 0.91 agree 

25. When I don’t 

know some key 

words, I don’t keep 

quiet. 

 

When I don’t know 

some key words, I 

keep quiet. (original) 

3.66 1.63 3.69 1.58 
quite 

agree 

26. I know it’s not 

good to keep quiet 

while  

interacting. (+) 

5.10 0.90 5.34 0.67 agree 

27. Memorising the 

entire speech is not 

useful because I may 

get stuck on one part 

and won’t be able to 

go on. (+) 

4.34 1.37 4.90 1.01 agree 

Mean  

4.34 0.59 4.71 0.55 agree 

1.00-1.49 = strongly disagree  1.50-2.49 = disagree   
2.50-3.49 = quite disagree  3.50-4.49 = quite agree   

4.50-5.49 = agree   5.50-6.00 = strongly agree 

 

 Considering each item of the questions, most positive items were scored 

higher, and negative items were scored lower after the course finished. However, 
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there was one positive item: 8 was scored lower at the mean scores of 4.66 (SD = 

0.94). Next section will illustrate the result of the categories of each metacognitive 

knowledge aspect.  

 Metacognitive knowledge is classified in three different aspects: person, task, 

and strategic. Nevertheless, each aspect refers to several categories. Firstly, person 

knowledge refers to self-concepts and self-efficacy about speaking. Secondly, task 

knowledge includes six categories which are mental, affective, and social processes 

involved in speaking, differences between spoken and written discourse, skills for 

second language speaking, cultural and social differences of speakers, factors that 

influence speaking, and ways of improving overall speaking development. The table 

below shows the mean score and SD of each category.  
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Table 33: Metacognitive knowledge mean score of pre- and post-course 

Metacognitive 

knowledge 
Sub categories Pre-course Post-course Meaning 

Mean SD Mean SD  

Person 

knowledge 

a. Self-concepts and 

self-efficacy about 

speaking 

3.56 1.56 3.60 2.12 quite 

agree 

b. Problems related 

to L2 speaking, 

reasons, and possible 

solutions 

3.75 1.53 3.73 1.32 quite 

agree 

Total   3.65 1.27 3.64 1.48 quite 

agree 

Task 

knowledge 

a. Mental, affective, 

and social processes 

involved in speaking 

4.50 0.410 4.83 0.49 agree 

b. Differences 

between spoken and 

written discourse 

4.48 1.33 5.07 0.88 agree 

c. Skills for second 

language speaking 

4.62 0.20 5.36 0.05 agree 

d. Cultural and social 

differences of 

speakers 

4.97 0.25 5.13 0.22 agree 

e. Factors that 

influence speaking 

4.17 0.69 4.71 0.76 agree 

f. Ways of improving 

overall speaking 

development 

4.92 0.02 5.25 0.39 agree 

Total 4.58 0.45 5.02 0.46 agree 

Strategic 

knowledge 

a. Strategies for 

managing 

communication and 

discourse 

4.55 0.49 5.04 0.19 agree 

b. Strategies for 

specific types of 

speaking tasks 

4.26 0.41 4.66 0.35 agree 
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Metacognitive 

knowledge 
Sub categories Pre-course Post-course Meaning 

Mean SD Mean SD  

Person 

knowledge 

a. Self-concepts and 

self-efficacy about 

speaking 

3.56 1.56 3.60 2.12 quite 

agree 

b. Problems related 

to L2 speaking, 

reasons, and possible 

solutions 

3.75 1.53 3.73 1.32 quite 

agree 

Total   3.65 1.27 3.64 1.48 quite 

agree 

c. Ineffective 

strategies 

4.26 0.88 4.64 0.85 agree 

Total 4.34 0.59 4.71 0.55 agree 

 

 Firstly, person knowledge, the total mean score of the post-course 

questionnaire was slightly lower than the pre-course, 3.64 (SD = 1.27) and 3.65 (SD = 

1.48), respectively. It could be said that students had lower person knowledge after 

the course. To explain, although the mean of self-concepts and self-efficacy was 

higher at the end of the course  at 3.56 (SD = 1.56) than 3.60 (SD = 2.12) from the 

beginning, the problems related to L2 speaking were perceived lower at the post-

course stage than the pre-course stage at 3.73 (SD = 1.32) and 3.75 (SD = 1.53), 

respectively. Secondly, task knowledge category got higher mean score at the end of 

the course than at the beginning of the course, 4.58 (SD = 0.45) and 5.02 (SD = 0.46), 

respectively. All aspects of task knowledge got higher mean at the end of the course: 

mental, affective, and social processes involved in speaking (mean = 4.83, SD = 

0.49), differences between spoken and written discourse (mean = 5.07, SD = 0.88), 

skills for second language speaking (mean = 5.36, SD = 0.05), cultural and social 

differences of speakers (mean = 5.13, SD = 0.22), factors that influence speaking 
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(mean = 4.71, SD = 0.76), and ways of improving overall speaking development 

(mean = 5.25, SD = 0.39). 

 For strategic knowledge, the total mean scores of the post-course and the pre-

course questionnaire were 4.71 (SD = 0.55) and 4.34 (SD = 0.59), respectively. This 

means that the students had higher metacognitive awareness in strategic knowledge. 

All aspects of the strategic knowledge got higher mean score at the end of the course, 

namely strategies for managing communication and discourse (mean = 5.04, SD = 

0.19), strategies for specific types of speaking tasks (mean = 4.66, SD =  0.35), and 

ineffective strategies (mean = 4.64, SD =  0.85).  

 After the quantitative result of the questionnaire has been displayed, next 

section, the result of the qualitative data about metacognitive knowledge will be 

revealed.  

 

4.2.5 Results from the Stimulated Recall Interview of Metacognitive 

Knowledge 

 In addition to quantitative data collected by the questionnaire, qualitative data 

were gathered through stimulated recall interview to explore the students’ 

metacognitive knowledge while doing the three unit tasks. The focus group students 

were interviewed. The four questions were 1) Did you plan carefully before 

performing the task? How? 2) What did you know before performing the task? Was it 

enough to achieve the task target? 3) How did you manage to solve the problem? and 

4) Could you perform better the second time? 

 The stimulated recall interviews were conducted three times after each unit 

task: presentation, semi-scripted role play and debate. The focus group interview was 
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done by the researcher and recorded to transcribe after the session finished. In the 

stimulated recall, the participants showed their memory on their task preparation. The 

findings were presented based on elements of metacognitive knowledge: person 

knowledge, task knowledge, and strategic knowledge.  

 Regarding the first category: person knowledge, behaviours showing that 

students had the awareness are planning their task and knowing their gap. After the 

interview, there were some evident illustrating that students were aware the 

importance of preparation and their gaps. Results from the interview question 5 

suggested that students tried to understand task requirements and knew what they 

needed to prepare. From table 33 there were 18 entries of verbal protocol showed that 

the students tried to understand demands and 27 entries suggested how they prepared. 

From verbal protocol 4, lower level students were well attended in preparing the script 

and pronunciation, while mid- and higher level were more focused on content and 

organisation. There were also some evidence suggested that mid- and higher level 

students did not manage to prepare their linguistic strand.   

 Secondly, task knowledge can be examined through six actions: thinking of 

what they wanted to say, knowing the differences between the spoken and written 

discourse, making their talk comprehensible by organizing and using intonations, 

showing the awareness of different English use in different countries, performing task 

confidently, and making their speaking natural. From table 31, there were 3 entries 

indicating that students thought of what they wanted to say (social processes involved 

in speaking). Furthermore, there were 3 entries mentioned about difference between 

spoken and written discourse when they realized that they need to speak more fluently 

with the accuracy. Moreover, 16 entries of the answers mentioned about skills for 
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second language speaking where they had to organize and use intonations. Most 

metacognitive awareness aspect mentioned by the students is factors that influence 

speaking. There were 20 times when students mentioned about necessary skills or 

factors in second language speaking: vocabulary, grammar, pronunciation and 

organization. Finally, there were two times when students mentioned about ways of 

improving overall speaking  (see verbal protocol 5). 

 Finally, for strategic knowledge refers to strategies for managing 

communication and discourse, differences between spoken and written discourse, and 

ineffective strategies. To begin with, strategies for managing communication and 

discourse mean general strategies that speakers can use to flow the talk e.g. asking for 

repetition, circumlocution, and useful phrases to ask when they do not understand. 

There were 15 entries mentioning about those strategies when the students were asked 

about strategies they used during the performances. Furthermore, strategies for 

specific types of speaking tasks refers to the knowledge of specific strategies that can 

be used in a particular task. There were 14 times when students mentioned or named 

of the strategies learned in class for tasks. Lastly, ineffective strategies refers to the 

understanding that some strategies are not proper in an interactive communication e.g. 

keep quiet or reciting from the script. There were 9 entries mentioned about those 

ones.  
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Table 34: Metacognitive knowledge behaviours found in stimulated recall interview 

  

Metacognitive 

knowledge 

behaviours 

Stimulated 

recalled 

Interview 

Results and No. of 

entry report 

Example 

Person 

knowledge 

1. plan their 

task 

2. know their 

gap 

 

5. Did you 

plan carefully 

before 

performing the 

task? How? 

 

understanding 

of task 

demands 

18 “I planned the 

content, we should 

search for the 

information. If we are 

in the oppositional 

team, so we should be 

able to disagree with 

them.” 

 

understanding 

gaps between 

the task 

demand and 

background 

knowledge 

27 “I wrote a script and 

recited until I could 

memorise it. I was 

searching on the 

internet to know how 

to write and how to 

pronounce.” 

Task 

knowledge 

1. think of what 

they say while 

interacting with 

the interlocutor 

2. know the 

difference of 

spoken and 

written forms 

3. make their 

talk 

comprehensive 

by using 

intonations and 

good 

organization 

*4. show that 

they were aware 

of difference of 

English use in 

different 

countries 

6. What did 

you know 

before 

performing the 

task? Was it 

enough to 

achieve the 

task target? 

 

mental, 

affective, and 

social processes 

involved in 

speaking 

3 “For speaking, I just 

said what popped up 

in my mind and then 

said it as a sentence.”  

 

 

differences 

between spoken 

and written 

discourse 

 

3 “I think it was enough. 

I just needed to put it 

in correct grammar 

and speak more 

fluently.” 

 

skills for 

second 

language 

speaking 

 

16 “I used different 

intonations to indicate 

that it was the 

question or my 

opinion  or 

something that I really 

wanted to know.” 

 

 

 

 

*cultural and 

social 

differences of 

speakers 
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5. perform the 

task confidently 

6. make their 

speaking tasks 

sound natural 

 

factors that 

influence 

speaking 

 

20 “When I got the topic, 

I had some ideas to 

talk about it and I 

needed to organised 

those ideas to make it 

comprehensible.” 

“I used vocabulary, 

accents and word 

stress.” 

ways of 

improving 

overall 

speaking 

development 

 

2 “It was enough 

because I just did what 

the teacher said and I 

got better.” 

Strategic 

knowledge 

1. know 

communicative 

strategies 

2. know specific 

strategies to 

achieve the task 

7. What 

strategies did 

you use during 

the task 

performance? 

What was 

effective and 

what was not? 

Strategies for 

managing 

communication 

and discourse 

 

15 “For listening, if I 

didn’t understand my 

friend, I would ask her 

to say it in another 

words.” 

 

  

Strategies for 

specific types 

of speaking 

tasks 

 

14 “I used sequencing 

talk, back channelling 

and asking for 

repetition: again 

please.” 

 

“I couldn’t remember. 

I memorised the script 

and then spoke.” 

ineffective 

strategies 

9 

* no entries appeared  

 

 Verbal protocol report 5 

 L1: “ไม่มากพอครับ  ก็ขาดค าศพัทแ์ละการออกเสียงค ายงัไม่ถูกตอ้ง” 

“Not really enough. I was lacking of vocabulary and I didn’t know how to 

 pronounce words.” 

 (Factors that influence speaking, and skills for second language speaking)  

 L2: “ไม่ค่อยพอเท่าไหร่  ความมัน่ใจ  จ าค  าศพัทไ์ดไ้ม่ค่อยเยอะ  แลว้ก็พดูผิดๆถูกๆ  พวกกลยทุธ์หนูก็พอเขา้ใจอยู”่ 
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 “Not really enough. I wasn’t confident. I couldn’t remember vocabulary and 

 still made mistake while speaking. I understood strategies.” 

(Factors that influence speaking, and skills for second language speaking)  

 M2: “ท่ีขาดไปน่าจะเป็นเร่ืองเก่ียวกบัการพดู เสียงสูง-ต ่ายงัไม่ดีพอ” 

 “I still lack of intonation knowledge.” 

 (Skills for second language speaking) 

H1: “ในหวัขอ้ท่ีไดม้าตอนนั้นคิดว่ามากพอแลว้ครับ พอไดห้วัขอ้ก็มีไอเดียเพ่ิมข้ึน มาคิดวา่มีมากพออยูค่รับ   เหลือ

เอามาจดัเรียงให้มนัไดใ้จความ” 

 “I think it was enough. When I got the topic, I had some ideas to talk about it 

 and I needed to organised those ideas to make it comprehensible.” 

(Factors that influence speaking, and skills for second language speaking) 

 H2: “เพียงพอค่ะ เพราะครูบอกก็ไปท าตามมนัก็ดีข้ึน” 

 “It was enough because I just did what the teacher said and I got better.” 

(Ways of improving overall speaking development) 

 H3: “น่าจะเพียงพอค่ะ เหลือแค่การเรียง grammar ให้ถูก และพดูให ้flow กวา่น้ี” 

 “I think it was enough. I just needed to put it in correct grammar and speak 

 more fluently.” 

(Factors that influence speaking, Ways of improving overall speaking development) 

 Next, there were some evidence gained from the interview that students 

applied some strategies to their tasks. However, there were only a few times when the 

students addressed the names of the strategies they used for interview question 7: 

What strategies did you use during the task performance? What was effective and 

what was not? Many could explain specifically what they used but could not manage 
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to recall the names of the strategies. There were also some answers from lower-level 

students who mentioned that they did not use the strategies, but memorised the script 

and perform.  

 Verbal protocol report 6 

 L1: “เอ่อ.......จ าไม่ไดน้ะครับ  ผมจ าสคริปตเ์อาแลว้ก็พดู” 

“I couldn’t remember. I memorised the script and then spoke.”   

              (Ineffective strategies) 

 L2: “ก็ถา้หนูไม่เขา้ใจท่ีเพ่ือนพดูก็จะพดูวา่ again please” 

 “If I didn’t understand, I would say again, please.”  

(Strategies for managing communication and discourse) 

 L2: “ก็พดูมีเสียงสูงต ่า  ถา้เป็นการฟัง  ก็ฟังเคา้ให้เขา้ใจวา่เคา้พดูวา่อะไร  แต่ท่ีจริงหนูก็ไม่ค่อยไดย้นิเคา้ 

 แต่แบบตอ้งไปใกล้ๆ เคา้ถึงไดย้นิ  หนูก็นัง่มองหนา้เคา้แลว้พยกัหนา้ให้รู้วา่หนูก าลงัฟังเขาอยู”่ 

“I used intonation in my speaking. For listening strategies, I tried to 

understand what they were saying. However, I didn’t really hear them so I had 

to move a bit closer to them so that I could hear. I was looking at them and 

nodding my head to signify them that I was listening.”  

(Strategies for managing communication and discourse) 

 
 L3: “speaking ก็ใชค้  าท่ีเราคิดไดใ้นขณะนั้นแลว้เราก็เอามาเรียงประโยค” 

 “For speaking, I just said what popped up in my mind and then said it as a 

 sentence.”   

(Strategies for managing communication and discourse) 

 M1: “ก็ฟังเน้ือหาส าคญั และพดูท่ีเราเขา้ใจ ไดบ้ทมาก็สรุปท่ีเราเขา้ใจอีกทีนึงครับ  เพ่ือนจะไดเ้ขา้ใจง่ายดว้ย” 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 156 

 “I listened for main idea and said what I understood. I also summarised my 

 content for it would be easy to understand.”    

   (Strategies for managing communication and discourse) 

 M1: “ก็พวกค าศพัท ์ มีการใชส้ าเนียงในการพดู  แลว้ก็มีการพดูเนน้ค  า” 

 “I used vocabulary, accents and word stress.”  

   (Strategies for managing communication and discourse)  

M2: “การพดูเรียงล าดบัครับ ไดใ้ช ้back channelling, asking for repetition again please.” 

 “I used sequencing talk, back channelling and asking for repetition: again 

 please.” 

(Strategies for specific types of speaking tasks) 

 M3: “ถามเพ่ือนให้เพ่ือนพดูอีกรอบถา้เราไม่เขา้ใจ ถามค าถามว่าเกิดอะไรข้ึนมีใครเป็นอะไร  ยงัไงบา้ง” 

 “I asked my friend to say again if I didn’t understand. I asked my friend what 

 happened, who, how.”   

  (Strategies for specific types of speaking tasks and strategies for 

managing communication and discourse) 

 
H1: “เก่ียวกบัการฟังคนอ่ืนให้เขา้ใจ เก่ียวกบัการถาม ถา้เกิดไม่เขา้ใจให้เขา  อธิบายอีกรอบการพดูเนน้ค าศพัทท่ี์ท า

ให้คนอ่ืนเขา้ใจง่าย” 

 “In relation to listening, I tried to understand the others and if I don’t 

 understand them, I would ask them to explain again. For speaking, I stressed 

 some words to make it easier to understand.” 

(Strategies for managing communication and discourse) 
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H2: “การฟังก็ถา้เราไม่เขา้ใจความหมายให้เพ่ือนพดูค าอ่ืนท่ีความหมายเหมือนกนั” 

“For listening, if I didn’t understand my friend, I would ask her to say it in 

another words.”  

(Strategies for managing communication and discourse) 

 H2: “ก็พวกแบบแกรมม่าของบทน้ีท่ีครูบวัสอน  แลว้ก็เรียงประโยคให้มนัถูกตอ้ง” 

 “Like grammar that you taught us in class, and I had to put it in the sentences 

 in the correct order.”  

(Strategies for specific types of speaking tasks) 

H3: “การพดูโดยใชโ้ทนเสียงท่ีต่างกนัค่ะ เพ่ือท่ีจะไดแ้สดงวา่อนัน้ีเป็นค าถาม  อนัน้ีเป็นความคิดเห็นอนัน้ีเป็นว่าเรา

ตอ้งการอยากรู้มนัจริงๆ” 

 “I used different intonations to indicate that it was the question or my opinion 

 or something that I really wanted to know.” 

(Strategies for managing communication and discourse) 

 
 In accordance with the interview result, it could be summarised that students 

could recall their metacognitive knowledge. It seemed that lower-level students felt 

the need of physical strand: pronunciation and linguistic strand: vocabulary, while 

mid- and higher-level students considered more on cognitive strand: content and 

organisation, and social and emotion strand: taking interlocutor as an importance. 

Lastly, even strategies names were not frequently articulated, the students could give 

some examples of them.  

 In conclusion, from the survey and interview results, there were links between 

the two data of metacognitive knowledge to confirm that students had higher 

metacognitive awareness of their personal learning style, task demands, and strategies 
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required in communications. However, to confirm whether or not the students actually 

knew the specific strategies highlighted in the three oracy tasks, their second 

performance of each task was analysed to locate such strategies and calculate in 

percentages displaying in the next section.  

 

 4.2.6 Results from Metacognitive Awareness of Strategic Knowledge  

 Strategic knowledge is one of the metacognitive knowledge. Not only does it 

show how much the students know strategies for managing communication and 

discourse, also it shows how students could apply speaking and listening strategies 

taught in second performance of each unit task. To be able to tackle this, second 

performance was replayed and noted where target strategies were applied. The 

researcher counted the time when either of strategy was used. There were six 

strategies highlighted in the three units: sequencing talk, asking for clarification, 

exemplification, back channelling, asking for repetition, and paraphrasing, in which 

the first three strategies are speaking, and the others are listening. 

 The results of times when the students used the strategies are presented as 

follows: 
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Table 35: Percentage of strategies used in each unit task 

Speaking and 

listening strategies 
Presentation 

task (unit 1) 
Semi-scripted role 

play (unit 2) 
Debate (unit 3) 

Sequencing talk 11.37%  6.89% 

Back channelling  7.24% 6.89%  

Asking for 

clarification 
 16.20%  

Asking for 

repetition 

 1.03%  

Exemplification   17.24% 

Paraphrasing   1.03% 

 N = 29  % = average times of strategy use  x 100 

             N 

 

 From the table, it can be seen that exemplification was mostly used in debate 

task at the average of 17.24% in the students’ performance, and the second one is 

asking for clarification strategy which was used in semi-scripted role play task at the 

average of 16.20% in the task. In addition to that, sequencing talk and back 

channelling were sometimes used in presentation task at the average of 11.37% and 

7.24%, respectively. However, the lowest listening strategies used in the tasks were 

asking for repetition and paraphrasing, in which were averagely used at 1.03% in the 

tasks. This means that some students did not use the two strategies.  

 

4.2.7 The results of the interview on strategies for specific types of 

speaking tasks 

 As we can see that the most used strategy is exemplification at the average of 

5 times in each performance. Similarly, from the interview, the students were saying 

that they had used the strategy. 
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Table 36: Entry reports of students’ answer on speaking and listening strategies 

Strategies  No. of entry Reports 

Speaking  

Sequencing talk 4 

Asking for clarification 5 

Exemplification 6 

Listening 

Back channelling  3 

Asking for repetition 5 

Paraphrasing 1 

 N = 29 

 

 

 Question 7 (Unit 3): What strategies did you use during the task performance?  

 What was effective and what was not? 

 

 Verbal protocol report 7 

 L3: “การพดูก็จะเป็นการยกตวัอยา่ง  statistics  แลว้ก ็ expert’s opinion ค่ะ”  

 “For speaking strategies, I used exemplification by saying statistics and 

 expert’s opinion.  

  M2: “การยกตวัอยา่ง  เรียงล าดบั  และการ paraphrase”  

 “I used examples, sequencing talk and paraphrasing.” 

 

 The second most used speaking strategy is asking for clarification. Some 

students also reported that they applied the strategy in their performance. However, 

there were some students stated the wrong strategy. There was a confusion between 

asking for clarification, which is a speaking strategy, and asking for repetition, which 

is a listening strategy (see Verbal protocol report 9 from students L3 and M2).  
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 Question 7 (Unit 2): What strategies did you use during the task performance? 

 What was effective and what was not? 

 Verbal protocol report 9  

 M3: “ถามเพ่ือนให้เพ่ือนพดูอีกรอบถา้เราไม่เขา้ใจ ถามค าถามวา่เกิดอะไรข้ึนมีใครเป็นอะไร ยงัไงบา้ง”  

 “I asked my friend to say it again if I didn’t understand. I also asked what 

 happened, and who were injured.” 

H1: “การพดูใชก้ารถามค าถาม และก็การฟังมีการใช ้ back chanelling ครับ  จากการท่ีฝ่ังนูน้ พดูแลว้ก็มี

การตอบรับครับ”  

“For the speaking strategy, I used asking questions and for listening strategy, 

I used back channelling. I listened and responded to them.”   

 L3: “ใช ้again please ค่ะตอนท่ีฟังเพ่ือนไม่รู้เร่ือง  หรือไม่ไดย้นิค่ะ” 

 “I used again please when I didn’t understand or couldn’t hear them.” 

 M2: “ไดใ้ช ้ asking for repetition ถามให้อีกฝ่ายพดูอีกคร้ัง” 

 “I used asking for repetition.” 

 The third most used speaking strategy was sequencing talk. There were also 

report from the students that they had used the strategy. 

 

 Question 7 (Unit 1): What strategies did you use during the task performance? 

 What was effective and what was not? 

 Verbal protocol report 10 

 M3: “ล าดบั first, second, third การเปรียบเทียบ”  

 “Sequencing talk like first, second, third, and comparison.” 
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H3:  “ใช ้sequencing talk ท่ีเป็นค าวา่ first, second, third ค่ะ เป็นการเรียงล าดบั  หรือไม่ก็ใชภ้าษา

มือค่ะ  เช่น ถา้หน่ึงชูน้ิวช้ีข้ึนมาน้ิวนึงค่ะ” 

 “I used sequencing talk like first, second, third. Also I used gesture to signify 

 the order for example, I showed one finger when I meant the first.” 

 However, there were some evidence suggesting that students did not know 

what strategies were, therefore, they gave some answers in which are not 

communicative strategies (see verbal protocol 8). 

 

 Verbal protocol report 8 

 L3: ใชค้่ะ ใชค้  าท่ีเราทราบแลว้ก็เอามาเรียบเรียงเป็นประโยค 

 “I have used the strategies and I used words that I know, then I strung them as 

 sentences.” 

 L3:  การฟังก็พยายามจบัใจความ  ส่วนการพดูก็พยายามศึกษาดูว่าถา้เราไดบ้ทอะไรก็ตอ้งท าความเขา้ใจ   

 “For listening, I was trying to get the main idea. For listening, I tried to 

 understand  the role that I got.” 

 L2: ก็พดูให้มนัมี เหมือนแยง้เคา้อ่ะค่ะ 

 “The strategy that I used was disagreeing.” 

H2: การพดูก็มีการฝึกอ่าน เหมือนอยา่งค  าศพัทไ์หนยากๆมนัอ่านว่ายงัไงบา้งอ่ะค่ะ ส่วนการฟัง ส่วนใหญ่ก็เป็นการจบั

ประเด็นของฝ่ังตรงขา้มเพ่ือท่ีจะไดห้าขอ้ขดัแยง้ของฝ่ังตรงขา้มไดอ่้ะค่ะ 

“For speaking, I practised pronouncing difficult vocabulary that I didn’t know 

how to read. For listening, I tried to listen for the main idea which the 

opponents tried to say, and then I disagreed with them.” 
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 4.2.8 Results from the English Oracy Skills Test Scores 

Strategy use refers to language use and language development. The former is 

the actual language use in an unplanned communication, while the latter is the 

focused language use in a particular unit task for students to improve their language 

skills. Consequently, students can prepare and script for their performance. The table 

36 compares the difference of the two: one is focused on the two-time unplanned 

performance of English oracy skills test, while the other is focused on unit task 

development divided into four oracy strands. Overall, there was the improvement of 

 language use and language development. It is clear that language use got improved at 

the mean score of 40.00 (SD = 12.65) to 61.65 (SD = 7.77) from pre- and post -test of 

English oracy skills test, respectively. In addition to that, each strand of unit oracy 

tasks got higher mean score at the second performance. The inter-rater reliability was 

calculated using Pearson Correlation Coefficient. Pearson Correlation Coefficient for 

the pre-test and post-test scores were .992 and .969 (p<0.0005). The results are 

presented as follows: 
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   Table 37: Scores from English oracy skills tests and oracy unit tasks  

 

Strategy Use 

 Language Use 

 Table 38 indicates that the mean of students’ oracy skills post test score was 

higher than the mean of  pre-test score. The mean of pre-test score was 40.00, while 

the mean of post-test score was 61.65. The results revealed that there was a significant 

difference between the pre-test and post-test mean scores of the students’ oracy skills  

in the oracy proficiency test at a 0.05 level of significance (p<0.05). 

 

 

 

English 

Oracy 

Skills 

Test 

 

Language 

Use 

Oracy 

Unit 

Tasks 

Language development 

Pre-test 

Mean SD presentation Improvement of 

the oracy 4 

strands 

 

1
st
 

performance 

 

2
nd

 

performance  

40.00 12.65 

Physical 

Linguistic 

Cognitive 

Social&emotion 

 

11.34 

4.52 

8.17 

4.66 

 

14.72 

5.41 

9.28 

5.00 

 

role play Improvement of 

the oracy 4 

strands 

1
st
 

performance  

2
nd

 

performance 

 

Physical 

Linguistic 

Cognitive 

Social&emotion 

 

9.66 

4.55 

5.48 

7.97 

 

11.83 

5.55 

6.31 

9.66 

 

Post-test 61.65 7.77 

debate 

 

 

 

Improvement of 

the oracy 4 

strands 

1
st
 

performance 

 

2
nd

 

performance 

 

Physical 

Linguistic 

Cognitive 

Social&emotion 

 

9.55 

11.10 

15.76 

2.00 

 

12.17 

14.48 

20.93 

3.00 
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Table 38: Paired samples t-test between the pre-test and post-test of oracy skills 

 

4.2.9 Results from the Comparison of the Oracy Strands from 3 Oracy 

Unit Tasks: Presentation, Semi-Scripted Role Play and Debate  

Strategy use 

  Language development  

 To be able to answer whether the students had higher metacognitive awareness 

in strategy use, language development in each task was evaluated by using score of 

each oracy strand. The reliability of the two raters: the researcher and the non-native 

English teacher was calculated using Cronbach’s alpha. Cronbach’s alpha for the two 

scores of each task were .515, .616, .996, .958, .929, and .928 (p < 0.0005) for first 

and second performance of presentation, semi-scripted role play and debate, 

respectively. The mean scores of each oracy strand from the three unit tasks are 

displayed as follows: 

 

 

 

 

 

 

 

Oracy 

skills 
Pre-test Post-test t-test Sig (2-tailed) 

Mean SD Mean SD 

11.118 0.000 
40.00 12.65193 61.65 7.7703 
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Table 39: The mean score and S.D. for the three unit tasks 

Unit tasks Oracy strands First (1st) performance Second (2nd) 

performance 

Mean SD Mean SD 

Presentation Physical 

Linguistic 

Cognitive 

Social and emotion 

13.34 

4.52 

8.17 

4.66 

1.895 

.829 

.928 

1.173 

14.72 

5.41 

9.28 

5.00 

2.153 

.867 

1.066 

.886 

Semi-scripted 

role play 

Physical  

Linguistic 

Cognitive 

Social and emotion 

9.66 

4.55 

5.48 

7.97 

1.758 

.870 

1.214 

1.742 

11.83 

5.55 

6.31 

9.66 

1.713 

.827 

1.137 

1.610 

Debate Physical 

Linguistic 

Cognitive 

Social and emotion 

9.55 

11.10 

15.76 

2.00 

1.502 

1.012 

.739 

.000 

12.17 

14.48 

20.93 

3.00 

1.91 

.986 

.998 

.000 

  

 Overall, scores of each oracy strand were higher at the second performance. 

For presentation task, the highest mean score was from physical strand (mean = 14.72, 

SD = 2.153), while social and emotion strand got the lowest mean at 5.00 (SD = 

.886). Similarly, physical strand also got the highest mean at 11.83 (SD = 1.713) for 

semi-scripted role play task, whereas linguistic strand got the lowest mean at 5.55 (SD 

= .827). For debate task, on the other hand, cognitive strand got the highest mean at 

20.93 (SD = .998), and social and emotion got the lowest mean at 3.00 (SD = .000) 

for the second performance.  

 After discussing the quantitative data on scores of each oracy task, next 

section, the interview result on strategy use will be revealed.  
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4.2.10 Results from the Stimulated Recall Interview of Strategy Use   

 To triangulate the research result, the stimulated recall interview was 

conducted and transcribed. The questions related to metacognitive knowledge were 

items 8-10.  

Table 40: Entry reports of the students answer open-ended question 8 in the interview 

Question 8: Did you find the improvement from the first and second task 

performance? What was that?  

Theme No. of entry Reports 

Improved 27 

Not improved 0 

Effective strategies 13 

Ineffective strategies 5 

Total 45 

 N = 27 

 From the table, it could be said that all students accepted that their second 

performance was better than the first one. The interviews were recorded and 

transcribed as shown in Verbal protocol report 9.  

 

 Verbal protocol report 9 

 L1: “รอบสองดีข้ึนครับ  เร่ิมรู้สึกมัน่ใจมากข้ึน  การถามตอบกบัเพ่ือนท่ีล่ืนไหล  แลว้ก็เขา้ใจกนัมากข้ึน” 

“The second time was better. I felt more confident. Questioning and 

answering with friends were smoother and we understood each other more.  

 L2: “ดีข้ึนค่ะ  เพราะไดก้ลบัไปทบทวนใหม่” 

 “It was better because I went back to revise it.” 
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 L3: “ก็รอบแรกต่ืนเตน้แต่รอบสองอ่านไดล่ื้นไหลข้ึน” 

 “The first time was nervous but I could read better at the second time.” 

 M1: “มีบทมากข้ึนแลว้ก็มีค  าศพัทเ์ติมมากข้ึน  เขียนให้มนัสมบูรณ์” 

 “I obtained longer script and more vocabulary. I was writing a complete one.” 

 M2: “ก็เตรียมเน้ือหามาดีกว่ามีเวลาเตรียมตวัเยอะกว่า แลว้ก็เพราะผมไปศึกษาค าศพัทแ์ละโครงสร้างประโยคต่างๆมาเพ่ิม” 

 “There was more time for the second performance preparation so I got more 

 content to say. In addition to that, I was going back and studied more on 

 vocabulary and sentence structures.” 

 M3: “พดูไม่ติดขดัเหมือนรอบแรก ไม่ดูสคริปต ์รู้เหตุการณ์ต่างๆ รู้วา่ตอ้งถามยงัไง” 

 “I didn’t get stuck and read the script like the first round. I knew what the 

 situation was so I knew how to question.” 

 H1: “รอบท่ีสองเน้ือหาเยอะกวา่เดิมและตรงประเด็นมากกวา่เดิม” 

 “I got more information at the second performance and got to the point.” 

 H2: “มีการวางแผนให้ค  าพดูล่ืนไหลมากข้ึน” 

 “I planned the task so I could talk more fluently.” 

 H3: “เร่ืองการเตรียมตวักบัเพ่ือนค่ะ วา่พดูให้เราชา้ๆ  แลว้ก็พดูให้เพ่ือนเขา้ใจ  แลว้ก็เขา้ใจท่ีเพ่ือนพดู” 

 “I was planning with my friends. We agreed to talk slower so we could 

 understand each other.” 

 

 Question 9: Did you regular monitor yourself whether you plan, select the 

strategy, use the strategy and evaluate the strategy? 
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 Verbal protocol report 10 

 L1: “เช็คครับ ท าไดไ้ม่ดีก็มีหลายเร่ืองครับ อยา่งเช่นการพดูก็พดูไม่มีเสียงต ่าสูง พอรอบสองก็มีเพ่ิมเสียงต ่าเสียงสูง  

 และก็มีการพดูขยายความท่ีชดัเจนมากข้ึน” 

 “I checked. I did a lot of mistakes in the first performance like no intonations. 

 So I tried to use intonations in the second round and tried to explained more.” 

 L2: “ออกท่าทาง แลว้หนูก็ไปเสิร์ชในเน็ตวา่ตอ้งเขียนยงัไงตอ้งพดูยงัไง” 

 “I acted out and searched for more information on how to write and how to 

 say.” 

 L3: “พยายามจบัใจความท่ีเพ่ือนพดูไดผ้ลค่ะ” 

 “Focusing on what my friend said was effective.” 

 M1: “กลยทุธ์ท่ีไดผ้ลก็เป็นพวกส าเนียงแลว้ก็มีการ  paraphrase” 

 “The strategies that work were pronunciation and paraphrasing.” 

 M2: “รอบสองก็มีการพดูเก่ียวกบัเรียงล าดบัท่ีรอบแรกไม่มี” 

 “I used adverb of sequence at the second performance which I didn’t use it at 

 the first performance.” 

 M3: “การพดูเป็น order ไดผ้ลค่ะเพราะวา่มนัเป็นเช่ือมประโยค”  

 “Sequencing talk was effective because it linked your sentences together.” 

 H1:“ส่วนท่ีบกพร่องในรอบแรกคิดวา่น่าจะเป็นการถามค าถามท่ียงัจะมีติดขดัอยูบ่า้งท าให้ยากในการส่ือสารก็ได ้

 กลบัไปฝึกในการถาม” 

 “I wasn’t able to question properly in the first round so that was why it was 

 difficult to communicate. Then I went back and practised more.” 

 H2: “รอบท่ีสองใส่ลูกเล่นให้ค  ามนัดูดีข้ึน เช่น I don’t like  เป็น I don’t like but… แบบน้ีอ่ะค่ะ” 
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 “I put more decorations from ‘I don’t like…’ to ‘I don’t like but….’ something 

 like that.” 

H3: “ก็เปล่ียนอาจจะเป็นความรู้สึกท่ีเป็นต ารวจและความรู้สึกท่ีเป็นผูป้ระสบภยัมากข้ึน เพราะถา้เราส่ืออะไรไป  มนั

จะออกมาเป็นเสียง  และท าให้มนัดูเหมือนจริง  เปล่ียนgrammar ใชท่ี้มนัดีกวา่และถา้ไม่เขา้ใจอนัไหน ก็ถามเพ่ือน

ไปเลยค่ะ”  

 “The thing that I changed may be the feeling when I played the police and the 

 victim roles because the voice we made conveyed the meaning. And I made it 

 look real. I also changed some grammar to make it better, and if I didn’t 

 understand anything, I’d just ask my partner.” 

 
 Question 10: Is it anything to revise from the two times performance? 

 

 Verbal protocol report 11 

 L1: “รอบสามน่าจะดีข้ึนครับ ก็จะเตรียมความพร้อมให้มากกวา่น้ีพวกเน้ือหา  และการพดูออกเสียง” 

“The third round might be better. I would prepare more in terms of content 

and pronunciation.” 

 L2: “เร่ืองการออกเสียงก็ออกเสียงให้มนัชดัเจนและท าเวลาให้ดีข้ึนกวา่เดิม” 

 “I would work on pronunciation and time management.” 

 L3: “รอบสามอาจจะดูรู้สึกวา่กดดนักวา่เดิม” 

 “The third time might be more depressed.” 

 M1: “อาจจะฟังเพ่ือนให้ชดัข้ึนครับ” 

 “I would try to listen to my friends.” 

 M2: “ตอบค าถามไดดี้ข้ึน  พดูให้ดีข้ึนครับ” 
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 “I might be able to answer the questions well, and I would speak better.” 

 M3: “แกเ้ร่ืองส าเนียงและค าศพัทบ์างค าท่ีอ่านผิด” 

“I would revise my accent and pronunciation of some words that I was 

wrong.” 

 H1: “พยายามดูตวัประโยคให้กระชบัเขา้ใจง่ายข้ึน คร้ังแรกอาจเขา้ใจยาก  ความหมายผิดก็เอามาปรับแกค้รับ” 

 “I would look for concise sentences. My first performance might be difficult to 

 understand or  I used  the wrong words.” 

 H2: “อาจจะพดูไดค้ล่องเลยค่ะ เพราะชอบดูหนงัเลยไดฟั้งส าเนียง” 

 “I might be able to speak fluently because I like watching movie, that’s how I 

 listen to accents.” 

 H3: “แกไ้ขบทค่ะหน่ึง สองเป็น grammar สามเป็นส าเนียง ส่ีการเขินกลอ้ง” 

 “I would revise content, grammar, pronunciation and camera panicking 

 management.” 

 In conclusion, after revealing the results of the interview, it can be said that the 

students were able to demonstrate how they applied the strategies taught in the course 

to their performance as it was also illustrated in their performance video records. 

Moreover, in order to identify which strategies and oracy strands students were aware 

the most, self-reflection was created to elicit these areas. Next section, the results 

from students’ unit journal will be discussed.  

 
 4.2.11 Results from Speaking and Listening Diary 

 In order to measure the students’ strategy use, the speaking and listening diary 

was created for the students to demonstrate whether they had applied speaking or 

listening strategies to the tasks. The three main speaking strategies are sequencing the 
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talk, asking for clarification and exemplification. The three main listening strategies 

are back channelling, asking for repetition and paraphrasing.  

 The diary entries were collected after each task and coded by NVivo. The 

coding schemes are divided into two: oracy strands, and strategies. Oracy strands are 

subcategorised as physical, cognitive, linguistic, and social and emotion. Strategies 

are divided into two sub categories: listening and speaking strategies. Listening 

strategies are back channelling, asking for repetition, and paraphrasing, and speaking 

strategies are sequencing talk, asking for clarification, and exemplification. In 

addition to the two schemes, irrelevant or general solutions or strategies were also 

coded. The result is as follows:  

Table 41: Percentages of oracy strands and strategies mentioned in speaking and 

listening diary 

Coding items/ 

percentages of 

writing 

Unit 1 

(presentation task) 
Unit 2 

(semi-scripted role 

play task) 

Unit 3 

(debate) 

Oracy strands 

 

physical strand 

89.66% 86.20% 75.86% 

linguistic strand 41.38% 93.10% 48.27% 

cognitive strand 13.79% 34.48% 55.17% 

social and emotion 

strand 

37.93% 89.66% 79.31% 

Strategies Sequencing talk and 

back channelling  
Asking for 

clarification and 

asking for repetition 

Exemplification and 

paraphrasing  

Speaking 

strategies  

0 3.44% 31.03% 

Listening 

strategies 

34.48% 34.48% 27.58% 
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Coding items/ 

percentages of 

writing 

Unit 1 

(presentation task) 
Unit 2 

(semi-scripted role 

play task) 

Unit 3 

(debate) 

Irrelevant 

strategies 

13.79% 0 3.44% 

General solutions/ 

suggestions  

34.48% 34.48% 13.79% 

  

As we can see from the table speaking strategy which was most mentioned is 

exemplification at the percentage of 31.03% while none of the students mentioned 

about sequencing talk in the first unit, and only one student wrote the speaking 

strategy: asking for clarification in the second unit. For listening strategies, more 

students: 10 or 34.48% of students mentioned about back channelling and asking for 

repetition, in units 1 and 2, respectively, while 8 students mentioned about 

paraphrasing in the third unit.  

There were irrelevant strategies stated in these 3 units such as asking the 

others to slow down, using synonyms to get the meaning across when the interlocutor 

did not understand, and taking notes. Those mentioned strategies were not introduced 

in class but the students managed to use them in the first and third tasks. General 

solutions were another record found in the speaking and listening diary such as 

practising many times, asking friends or teacher for help when they did not 

understand, learning more about the unit vocabulary, and watching educational video 

clips.  
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4.2.12 The Results of Stimulated Recall Interview, Self-reflection and 

Numbers of Strategies Use in Each Task 

 To triangulate the research result, the relationship among the data obtained 

from interview, self-reflection and task performances is analysed. To start, most 

students used exemplification strategy, at the mean score of 5.0 times in their 

performance which could also be tracked from their speaking and listening diary 

analysed by NVivo where 9 students mentioned about it. Similarly, from the 

interview, that L2 and M2 said that they used exemplification for instance their 

experience, expert’s view and statistics to support their argument in the debate task. 

Secondly, asking for clarification was the second most use strategy in semi-scripted 

role play task at the mean score of 4.7. This also was proven by the diary where 1 

student named the strategy, and another could give the exact question sentences 

demonstrated this strategy use e.g. “Who were you with?” and “Where were you?”. 

Similar to the interview, when M3 and H2 said that they were giving examples of 

several questions in their role play to seek more information. Thirdly, sequencing talk, 

was a speaking strategy which was used at the mean score of 3.3 in the presentation 

task. In addition to that, there were some students mentioned about the strategy. Take 

M3 as an example which the response was neither of the strategy name nor example 

of the words, strategy phrases or sentences were shown in their diary.  

 

4.3 The Effects of OBIBLE on Learner’s Oracy Skills 

 Research Question 1.2: How does the students’ oracy skills improve? 

 Hypothesis: After having engaged in the treatment, students will achieve 

higher scores in the second performance than in the first performance. 
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 4.3.1 Results from the Comparison of the First and Second Unit Tasks 

 To be able to answer research question 2) How does the students’ oracy skills 

improve?, the scores for the three tasks were collected. The students were asked to 

perform each task twice. The rubric score for each task was generated (see appendix 

F) based on oracy strands to be the guideline. The inter-rater reliability could be 

assessed by correlating the marks given by the two raters: the researcher and a non-

native English teacher, who has experience in English teaching. The data analysis 

from the scores showed that Cronbach’s alphas for the unit tasks both first and second 

performances were .515, 616, .996, .998, .929, and .928, for presentation, semi-

scripted role play and debate, respectively. The mean score and SD were displayed in 

the table below.  

Table 42: Mean Score and SD of each unit task 

Oracy tasks Average 1 

First (1st) performance 

Average 2 

Second (2nd) 

performance 

t-test 

Mean SD Mean SD  

Presentation 30.5 2.4275 33.86 2.4528 7.327 

Semi-

scripted role 

play 

28.6 5.3924 34.27 4.1973 6.615 

Debate 38.259 2.9082 50.776 4.1696 19.032 

 

sig (2-tailed) .000 

 This table presents a descriptive statistic of the two samples in this paired 

sample t-test analysis. Average 1 represents an average of the participants’ first 

presentation scores and Average 2 represents an average of the participants’ second 

presentation scores (N = 29). It can be observed that the participants’ average second 
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performance score (M = 33.862 , SD = 2.452) appears to be higher than the first 

performance (M = 30.5 , SD = 2.427). It can also be observed from the standard 

deviation that the participants’ second performance scores seems to be slightly more 

dispersed than their first performance scores (SD = 2.452 and 2.427 respectively). 

 For semi-scripted role play, the participants’ average second performance 

score (M = 34.276, SD = 4.197) appears to be higher than the first performance (M = 

28.603, SD = 5.392). It can also be observed from the standard deviation that the 

participants’ second performance scores seems to be less dispersed than their first 

performance scores (SD = 4.197 and 5.392 respectively). 

 For debate task, the participants’ average second performance score (M = 

50.776 , SD = 4.1696) appears to be higher than the first performance (M = 38.259, 

SD = 2.9082). It can also be observed from the standard deviation that the 

participants’ second performance scores seems to be more dispersed than their first 

performance scores (SD = 4.1696 and 2.9082 respectively). 

 This demonstrates the result of paired samples t-test scores between the 

participant’s first and second performance scores. It has been found in this paired 

sample t-test that the difference between pre-test and post-test scores of the 

participants seems to be significant in these three tasks; t(28) = 7.327, 6.615, and 

19.032 p < 0.001, respectively. 

 In summary, from the higher score of the second performance of each task, it 

can be concluded that students’ speaking and listening skills have been improved 

significantly. The hypothesis was accepted that after having engaged in the treatment, 

students would get higher score in each oracy task. Next section, listening score will 

be illustrated to fully answer the research question.  
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 4.3.2 Results of Listening Comprehension 

 In order to answer research question 1.2: How does the students’ oracy skills 

improve?, the 3-entry listening activity was assigned for six times in three units: three 

times in class and another three times as an online homework to measure the 

improvement of the students’ listening skill. The score was given ranging from 1 to 4, 

to explain, 1 means the answer of the third listening got fewer correct items than the 

first or second listening, 2 means the answer of the third listening was not correct and 

was similar to the first or second listening, 3 means the answer of the third listening 

got more correct answers than the first or second listening but still got some incorrect 

answers, and 4 means the answer of the third listening got correct answers than the 

first or second listening and all were correct.  

Table 43: 3-entry listening scores of the 3 units 

Unit Mean SD 

Unit 1 In-class task 
 

Online 

2.45 1.00 

3.14 0.97 

Unit 2 In-class task 
 

Online 

3.32 
 

2.72 

1.53 
 

0.69 

Unit 3 In-class task 
 

Online 

3.03 
 

3.44 

0.72 
 

0.84 

 

 From the table, the mean scores of unit 1, 2, and 3 were 2.45 (SD = 1.00), 3.32 

(SD = 1.53), and 3.03 (SD = 0.72), respectively. The scores of listening homework of 

unit 1, 2 and 3 were 3.14 (0.97), 2.72 (0.69), and 3.44 (SD = 0.84), respectively. It is 

clearly seen that scores of homework listening tasks from units 1 and 3 were higher 

than tasks done in class. However, unit 2 was different where the in-class listening 
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task got higher mean than the one did online. In general, students achieved the highest 

score in the last unit.  

 After the listening scores have been revealed, Metacognitive Awareness in 

Listening Questionnaire (MALQ) embedded in Inventory of Metacognitive 

Awareness in L2 Speaking and Listening of this research will be revealed in the next 

section.  

 

 

 4.3.3 Result of Metacognitive Awareness Focusing on Listening Skill 

 In order to triangulate the research result, the questionnaire was conducted to 

see if the listening score is related to the metacognition. The table below shows the 

survey results of pre- and post-course questionnaire gained from the students. The 

questions, which were a part of the Inventory of Metacognitive Awareness in Oracy 

Skills Questionnaire, were taken from Metacognitive Awareness Listening 

Questionnaire (MALQ) to assess the students’ listening five factors: planning and 

evaluation, problem solving, mental translation, directed attention, and person 

knowledge.  

Table 44: The results of MALQ items in questionnaire 

 

Question items 
Five-factor 

model 

Mean 

(pre) 
S.D. 

(pre) 

 

Mean 
(post) 

S.D. 

(post) 
Meaning 

28. Before I start to 

listen, I have a plan in my 

head for how I am going 

to listen. Planning 

and 

evaluation 

3.79 1.424 4.45 1.213 
quite 

agree 

29. After listening, I think 

back to how I listened, 

and about what I might 

do differently next time. 

4.45 0.985 5.00 0.886 agree 
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Question items 
Five-factor 

model 

Mean 

(pre) 
S.D. 

(pre) 

 

Mean 
(post) 

S.D. 

(post) 
Meaning 

Mean 

 

4.12 0.446 4.725 0.388 agree 

30. I use the words I 

understand to guess the 

meaning of the words I 

don’t understand. 
Problem 

solving 

4.76 1.023 4.83 0.886 agree 

31. While listening, I 

quickly adjust my 

interpretation if I realise 

that it is not correct. 

3.76 1.215 4.24 0.988 
quite 

agree 

Mean 
 

4.26 0.707 4.535 0.417 agree 

*32. I don’t translate the 

message into Thai in my 

head as I listen.  

 
[original] I translate the 

message into Thai in my 

head as I listen. Mental 

translation 

3.86 1.481 4.59 1.181 agree 

*33. I don’t translate key 

words into Thai as I 

listen.  

 
[original] I translate key 

words into Thai as I 

listen.  

3.52 1.430 4.48 1.122 
quite 

agree 

Mean 
 

3.69 0.240 4.535 0.077 agree 

34. When my mind starts 

to wanders, I recover my 

concentration right away.  

Directed 

attention 4.21 1.424 4.55 0.910 agree 
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Question items 
Five-factor 

model 

Mean 

(pre) 
S.D. 

(pre) 

 

Mean 
(post) 

S.D. 

(post) 
Meaning 

*35. When I have 

difficulty understanding 

what I hear, I don’t give 

up and don’t stop 

listening.  

 
[original] When I have 

difficulty understanding 

what I hear, I give up and 

stop listening.  

3.21 1.590 4.14 1.457 
quite 

agree 

Mean 
 

3.71 0.707 4.345 0.289 
quite 

agree 

*36. I don’t feel that 

listening comprehension 

in English is a challenge 

for me.  

 
[original] I feel that 

listening comprehension 

in English is a challenge 

for me. 

Person 

knowledge 

5.00 1.000 5.17 0.848 agree 

37. I don’t feel nervous 

when I listen to English. 3.45 1.478 3.72 1.486 
quite 

agree 

Mean 
 

4.225 1.096 4.445 1.025 
quite 

agree 

*items 32, 33, 35 and 36 were reverse-coded prior to scoring.  

 In general, all five factors gained higher mean score after the treatment.  

Questions 28 and 29 aimed at assessing students’ planning and evaluation of the 

listening task. The mean score at the end of the course (mean = 4.725, SD = 0.388) 

was higher than the beginning of the course (mean = 4.12, SD = 0.446). Secondly, 

questions 30 and 31 aimed at assessing students’ problem solving skill while 

listening. The mean score of the post course (mean 4.535, SD = 0.417) was higher 

than the pre course stage (mean = 4.26, SD = 0.7071). It could be interpreted that 
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students agreed that OBIBLE helped them plan and evaluate, and improved their 

problem-solving skill in their listening comprehension.  

 Questions 32 and 33 aimed at assessing students’ mental translation, however, 

the result of the post-course mean scores were slightly higher. These two questions 

were reverse-coded prior to scoring. Question 32: ‘I translate the message into Thai in 

my head as I listen.’, the mean score of the pre-course was 3.86 (SD = 1.481) while 

the post-course mean score was 4.59 (SD = 1.181), interpreted as quite agree to agree, 

respectively, which means that the students translated more while listening. For 

question 33: ‘I translate key words into Thai as I listen.’ , the mean score of the pre-

course questionnaire was 3.52 (SD = 1.430) while the mean score of the post-course 

was 4.48 (SD = 1.122), interpreted as quite agree. It could be said that students 

translated into L1 more while listening.  

 Questions 34 and 35 aimed at assessing students’ directed attention, whether 

or not the students could stay focused on the task. Question 34: ‘When my mind starts 

to wanders, I recover my concentration right away.’, the mean scores of the pre-and 

post- course were slightly increased from 4.21 (SD = 1.424) to 4.55 (SD = 0.910), 

interpreted as quite agree to agree. However, the mean scores of question 35: ‘When I 

have difficulty understanding what I hear, I give up and stop listening.’, were higher 

from 3.21 (SD = 1.590) to 4.14 (SD = 1.457), interpreted as quite disagree to quite 

agree. This means that the students were giving up when the task was difficult.  

 Questions 36 and 37 aimed at assessing person knowledge. The mean score of 

the post course (mean = 4.445, SD = 1.025) was higher than the pre course (mean = 

4.225, SD = 1.096), interpreted as quite disagree to quite agree. Therefore, it could be 

said that even the listening task was challenging, they felt less nervous.  
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 In summary, students have higher metacognitive awareness in listening after 

the course in all factors despite the higher mean of translation. Having illustrated the 

research results of the research question 1, result of the research question 2 will be 

followed in the next section.  

 

 

4.4 Students’ Perceptions Towards Blended-Learning 

  

 Research Question 2: “What are the students’ perceptions towards the oracy 

    building via blended-learning instruction?” 
 

 Blended questionnaire and semi-structured interview were done to collect the 

data to examine students’ perceptions toward blended learning environment. The 

perceptions were assessed in 4 areas (see table 12): background in blended-learning 

environment (Q1, 2, 4, and 8) convenience afforded by blended-learning (9 and 15), 

engagement in the blended-learning course (Q5, 6 and 14), and views on learning 

outcomes (Q3, 7, 10, 11, 12, 13, 16-22). A series of 22 questions were generated in 4-

Likert-scale questionnaire type to gather students’ opinions after the course. The 

scores were interpreted into 4 levels: 1.00-1.49 means disagree, 1.50-2.49 means quite 

disagree, 2.50-3.49 means quite agree, and 3.50-4.00 means agree. Each mean score 

of single question is displayed in table 12.  
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Table 45: The four perception areas of blended-learning questionnaire 

Areas of perception Question items mean SD 

1. Background of blended-

leaning  
1, 2, 4, and 8 3.05 0.19551 

2. Engagement 5, 6 and 14 3.29 0.42771 

3. Outcome 3, 7, 10, 11, 12, 

13, 16-22 

3.30 0.17695 

4. Convenience  9 and 15 2.81 0.26870 

 

 

Table 46: Descriptive statistics result of the questionnaire 

Questionnaire items Mean SD Meaning 

1. I liked using computers or other online 

technology to help me learn English.  
3.17 0.658 quite 

agree 

2. I liked to learn English communication 

(speaking and listening). 
3.14 0.581 quite 

agree 

3. I think the teacher taught the course effectively. 3.69 0.471 agree 

4. I wanted to learn the course from the beginning. 3.14 0.789 quite 

agree 

5. I often participated in the course face-to-face. 3.79 0.412 agree 

6. I often participated in the course online. 3.07 0.704 quite 

agree 

7. I have more experienced a lot in using 

technology for learning in this course. 
3.38 0.622 quite 

agree 
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Questionnaire items Mean SD Meaning 

8. I have had some knowledge about blended 

learning before taking this course.  
2.76 0.636 quite 

agree 

9. I had no difficulties in learning online.  2.62 0.820 quite 

agree 

10. Learning online helped me learn by myself. 3.28 0.751 quite 

agree 

11. Learning online is useful. 3.34 0.769 quite 

agree 

12. I enjoyed learning face-to-face. 3.31 0.806 quite 

agree 

13. I enjoyed learning online. 2.93 0.842 quite 

agree 

14. I can work and get support from friends while 

learning online. 
3.03 0.680 quite 

agree 

15. My group work ran smoothly online. 3.00 0.598 quite 

agree 

16. Online learning helped me improve my 

pronunciation. 
3.10 0.673 quite 

agree 

 

17. Online learning helped me plan my speaking 

task. 

3.31 0.660 quite 

agree 

18. Online assignments gave me knowledge and 

ideas for my unit speaking task in class. 
3.24 0.786 quite 

agree 

19. Online listening exercises helped me improve 

my listening skill. 
3.28 0.528 quite 

agree 

20. Online listening exercises exposed me to 

various English accents. 
3.48 0.634 quite 

agree 
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Questionnaire items Mean SD Meaning 

21. Online listening exercises helped me plan my 

listening task in class. 
3.34 0.670 quite 

agree 

22. Online listening tasks helped me understand 

listening strategies. 
3.28 0.751 quite 

agree 

 

Mean  

 

3.21 

 

0.266 

quite 

agree 

 
 

 Table 46 shows that students had positive opinion towards blended-learning 

environment (mean = 3.21, SD = 0.266). The questions with score higher than 3.50 

(question 3 and 5) indicated that students strongly agree that the teacher taught the 

course effectively, and they often participated face-to-face lessons. Students also 

agree that blended environment provided them opportunities to practise oracy skills 

both in and outside class despite no experience in blended-learning method (mean = 

2.76, SD = 0.636). They agreed that online learning helped them generate ideas for in-

class speaking tasks (question 17 and 18) with the mean scores of 3.31 (SD = 0.660), 

and 3.24 (SD = 0.786), respectively. In addition to speaking skill, students agree that 

online platform could promote various English accents (question 20) at the mean 

score of 3.48 (SD = 0.634), and helped them plan their in-class listening tasks 

(question 21) at the mean score of 3.34 (SD = 0.670).  

 Considering the perception of each area, outcome gained the highest mean at 

3.30 (SD = 0.17695) which means that students had a positive perception that 

blended-learning environment is beneficial for them in learning the skills. It either 

helped them understand the contents or prepare for the tasks. Secondly, engagement 
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got the mean score at 3.29 (SD = 0.42771) which means that the students frequently 

participated both in face-to-face and online modes. Furthermore, background of 

blended-learning method gained the mean score at 3.05 (SD = 0.19551) which means 

that students had some experience in using technology for learning and wanted to 

learn this course, however, they did not have much understanding in blended-learning 

method (as the mean score for this question item is 2.76, SD = 0.820). Lastly, students 

scored convenience the lowest at the mean score of 2.81 (SD = 0.26870), and this 

means that students had some difficulties in online learning and found it difficult to 

manage group work online.  

 In summary, it can be concluded that students have positive perceptions 

towards blended-learning environment in terms of background, convenience, 

engagement, and outcome of using this method in their English learning.  

 Apart from quantitative data analysis, qualitative data was collected to explore 

the opinions towards blended learning environment. Students reported that online 

learning was useful in terms of completing and submitting work and communicating 

(see verbal protocol 13).  

 

 Verbal protocol report 13 

 Question: How do you find online activities? 

 L3: “ก็โอเคดีค่ะ  แบบจากปกติท่ีเรียนแต่ในห้อง  ก็สนุกดีค่ะ  ใชง้านง่าย  แต่ก็มีงงๆบา้งว่ามนัใชย้งัไงประมาณ  2  

 สปัดาห์” 

 “It was okay. In the past, we only had face-to-face class. The application was 

 easy to use although it was confusing for the first two weeks.” 

 H3: “โอเค  เพราะว่าสะดวกข้ึน  ไม่ตอ้งมารอ  ส่งงานง่ายไม่ตอ้งรอคิวส่ง” 
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 “It was okay in terms of submitting the homework. I don’t have to queue up.” 

 M3: ดีค่ะ  พอท่ีจะท าได ้ ตอนท่ีไม่เขา้ใจก็ถามเพ่ือน 

 “It was good. I could manage, and when I don’t understand, I would ask my 

 friends.’ 

 H1: “คิดวา่ไม่ไดแ้ยเ่ท่าไหร่  ใชไ้ดอ้ยูค่รับ  เอาไวติ้ดต่อส่งงาน” 

 “It wasn’t bad, it’s okay. I used it for sending homework.” 

 H2: “ดีค่ะ  เพราะครูเป็นครูคนแรกท่ีให้ใชแ้อพน้ีคร้ังแรก  สะดวกดี  ใชไ้ม่ยาก  ง่ายนิดเดียว” 

 “It was good. You were the only one who had us use this application. It was 

 easy to use, not difficult.” 

 M2: “ก็ดีครับ  ไม่ตอ้งใชส้มุดจด  สะดวกดี” 

 “It was good for note taking. We didn’t have to use our notebook. It was 

 convenient.” 

 M3: “สะดวกดี  ท าตอนไหนก็ได ้ ไม่ตอ้งว่ิงไปส่ง  และไม่หาย” 

 “It was convenient. You could do your work anytime. You didn’t have to run to 

 the teacher’s room to send your work, and it won’t get lost.” 

 In addition to the convenience of the online platform, the students provide 

some examples of activities that helped them learn in class (see verbal protocol report 

14).  

 

 Verbal protocol report 14 

 Question: How does it help you learn in class? Give specific examples. 

 H3: “ช่วย  เพราะครูจะแทรกเน้ือหาในใบงานมา  ออกมาแลว้ลืม  กลบัไปทบทวนได ้ เช่น  strategies  ท่ี

เขียนส่งคลิปดีเบตท่ีมีท าให้เรารู้วา่ตอ้งพดูอะไรบา้ง” 
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“It helped because you would provide us contents on the worksheet. When the 

class was over, we could go back and review it again, for example, the 

strategies worksheet, and debate video clip, which made me know what to 

speak.” 

M3: “เหมือนกบัเป็นแบบฝึกหดัท่ีท าให้เราเขา้ใจในห้องมากข้ึน  เช่น  พวกการ role play การสนทนา   ช่วย

ให้เราเขา้ใจท่ีจะสนทนา” 

 “It was like an exercise that made us have more understanding in class, for 

 example the dialogue of role play, which helped us understand it.” 

 H1:“เวลาตอบมีเวลาทบทวนก่อนท่ีจะส่งค าตอบ เช่นเก่ียวกบัการเปรียบเทียบอาชีพ  ขอ้ดี  ขอ้เสีย  การเตรียมพร้อม  

 ก่อนเขา้ชั้นเรียน”  

 “It provided us extra time to review before we submitted our work such as the 

 comparison task between the two jobs. It helped me prepare myself before 

 class.” 

 L1: “ท่ีครูให้ดูวิดีโอ  ไดฝึ้กการฟังกบัการจบัใจความ  ผมวา่มนัก็ช่วยใน  เอ่อ....ใบงานมนัช่วย  แต่มีลอกเพ่ือนบา้ง  

 ใชกู้เก้ิลทรานสเลทช่วยก่อน” 

 “When you assigned us the video, I had a chance to practise my listening 

 comprehension. I guess it helped. Hm…worksheet was also helpful, but I 

 sometimes copied from my friends and also used Google Translate.” 

 L3: “ช่วยนะคะ  แบบพวกเร่ือง  stories ต่างๆ  Role play” 

 “It helped in terms of stories and role play.” 

 M1: “ดีครับ  ท่ีให้ฟัง  3  รอบ  แลว้ก็มาตอบค าถาม  แลว้ก็มีตอบค าถามท่ีเป็นเลือกชอ้ยส์  กบัดูคลิปแลว้ตอบ  

 ชอ้ยส์ง่ายกวา่ เพราะบางทีคลิปฟังไม่รู้เร่ือง”  
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 “It was good. The 3-entry listening activities helped my listening 

 comprehension practice. However, the multiple choices form was easier 

 because somehow I couldn’t catch up with the video clips.” 

 H2: “ก็ช่วยให้เราพิมพง์านไดไ้วข้ึน  ท าให้การเรียนในห้องเพ่ิมข้ึนมั้ยเหรอคะ  อนัน้ีวิดีโอคลิปแชร์มาก็ช่วย  

 เรียนรู้ค  าศพัท ์ ฝึกส าเนียงได”้ 

 “It helped me type faster. In terms of assisting in-class learning, I think video 

 clips helped me learn vocabulary and practise my accent.” 

 

 In terms of oracy skills, students suggested that they could improve the skills 

via online platform. There are different aspects they learned from online such as 

pronunciation, content and fluency. However, a low-level student found it was not 

helpful for speaking skill since he still could not improve the skill via online. In 

addition to speaking skill, students could improve their listening skill through 3-entry 

listening homework where they had to listen to one recording for three times and 

complete the worksheet. Some of them reported that they listened until they 

understood at home and they could prolong their concentration more at home (see 

verbal protocol report 15). 

 

 Verbal protocol report 15 

 Question: How does it help you learn listening/ speaking? 

 H3: “สามารถไดส้ าเนียงท่ีคลา้ยๆกนั  เปรียบเทียบส าเนียงตวัเองกบัคนอ่ืนๆท่ีเป็น 

 ตวัอยา่งในนั้น  ส าหรับ  3-entry listening ทา้ทายว่าจะฟังทนัไหม  สองสามคร้ัง”  
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 “I could get similar accents and compared my accent to theirs. For the 3-

 listening activity, it was challenging whether I could get it within 2-3 times 

 listening.” 

 H1: “พฒันาการพดูมากกวา่ ช่วยในเร่ืองการเขียนสคริปต ์ส่วน listening ช่วยการจบัใจความ  เพราะมีสมาธิ  

 มากกวา่ตอนอยูท่ี่บา้น ฟังครบสามคร้ังเลย  ให้แน่ใจเลยดีกวา่” 

 “It helped me improve my speaking skill in terms of preparing the script. For 

 listening, it helped my listening comprehension because I had more 

 concentration when listening at home. I listened 3 times to really make me 

 certain about the answers.” 

 M3: “การฟังท าให้แบบเราเขา้ใจความหมายของศพัท์  เราสามารถฟังซ ้ าใหม่ได ้ หาความหมาย  ส่วนของการพูด  

 ช่วยในเร่ืองส าเนียง” 

“It helped me in understanding vocabulary. I could repeat the tracks and 

looked  up the meaning of some words. For speaking, it helped me improve my 

accent.” 

 M2: “เหมือนฝึกตวัเองก่อนมาท าในชั้นเรียน คนท่ีไม่ไดเ้ขา้ก็จะไม่รู้  แลว้ก็มาถามหนู listening บนออนไลน์ 

 พวกคลิปเสียงเป็นประโยชน์ 3-entry listening หนูฟังสองรอบ  เพราะหนูเกทแลว้  รอบแรกอะไรก็ไม่รู้  

 รอบสองก็เขา้ใจเลย  ฟังท่ีบา้นมีสมาธิมากกวา่  ดา้นการพดูก็จะเป็น  ท่ีครูบวัให้อดัเสียงการออกเสียงค า ช่วยการเตรียมเ

 น้ือหาจากตวัอยา่งท่ีครูส่งมา” 

“It was like an exercise that prepared me before coming to class. For those 

who didn’t go online, they wouldn’t understand it and then they came to ask 

me. For the listening tasks, there were some useful clips. For the 3-entry 

listening task,  I listened only 2 times because I already got it. The first 

listening was confusing, butthe second time was clear. I had more 
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concentration at home when I listened though. For  speaking skill, when you 

asked us to record ourselves in pronouncing words, it helped us prepare for the 

task from the example you gave.” 

 L1: “ช่วยเร่ืองการฟัง  ไดห้ดัฟัง  การพดู  ผมฟังไปแต่ก็พดูเหมือนเดิม” 

 “It helped my listening skill, but I still speak the same even I’d listened to the 

 recording.” 

 H2: “ส าหรับการฟังแรกๆ  ก็งง  หลงัๆก็สามารถจบัค  าศพัทไ์ด ้ การพดูไดฝึ้กส าเนียง  ไม่เป็นส าเนียงไทย” 

“For listening skill, the first listening was confusing, but later I could get 

some vocabulary. For speaking skill, I could practise my accent not to sound 

so Thai.” 

 L3: “ช่วยการฟังอยูค่่ะ  คือแบบวา่ฟังจนกว่าจะเขา้ใจ  พอมาเรียนในห้องก็ง่ายข้ึน 

 การพดูไม่เท่าไหร่ค่ะ  ส่วนใหญ่จะไดก้ารฟังมากกวา่”  

“It helped my listening. I could listen as many times as I wanted until I 

understood. Then it made easier for my study in class. But for the speaking 

skill, I don’t think it really helped.” 

 Not only were the skills focused reported to be improved, types of online 

activities were asked to explore whether students had activities to suggest for better 

online platform. The results revealed that students wished to see more interactive 

online activities e.g. online chatting or partner interviewing, and listening then write 

the answers. In addition to that, games and quizzes were recommended (see verbal 

protocol report 16). 
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 Verbal protocol report 16 

 Question: What kind of activities should online provide? 

 H1: “ถา้ให้ดีควรจะมีการเทสตคุ์ยกบัเพ่ือนบนนั้นไดเ้ลย”  

 “You could have us test online with our classmates.” 

 H3: “ส่งสอบพดูออนไลน์  ช่วยคนท่ีไม่กลา้  ไม่ประหม่า” 

 “You could ask us to send our speaking clip online so that it could help 

 unconfident people not to feel nervous.” 

 L3: “กิจกรรมพวกเก่ียวกบัค  าศพัท ์เพ่ือท่ีสามารถจะไดเ้ตรียมก่อนเขา้ห้องเรียน ตอนเขา้ห้องเรียนไม่สามารถน ามาดูได”้  

“Activities related to vocabulary may help prepare ourselves before getting 

into class, and we could look it up when we studied in class.” 

M3: “กิจกรรมพวกท่ีมนัเป็นคลิปเสียงเยอะๆ  ให้ครูเอากระดาษมาเขียนตอบ  เหมือนกบัเน้ือหาของบทท่ี 2 ท่ีครูให้

มามนัสนุกและไดค้วามรู้  คลิปดีเบตกส็นุก” 

“Clips full of speaking with worksheet like unit 2 that you gave and debate 

clips were educational and fun.” 

L1: “ท าไรดี  อาจจะเป็นการ  ยงัไงดีแบบ  ครูให้แบบ  อยา่งเช่นครูให้โทรสัมภาษณ์กบัเพ่ือนมนัจะท าให้สนุกดีนะ” 

“Hm…What should we do? I think telephone interview with friends will be fun.” 

 L3: “น่าจะมี quiz มาให้เล่น  มีเกมแบบน้ีอ่ะค่ะ”  

 “I think we should have some quizzes and games something like that.” 

 

 After asking about the suggestions for online activities, the students were 

asked if they frequently joined the online session. The results revealed that high and 

mid-level students agreed that they often went online while there were mixed feelings 
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amongst the lower level ones either frequently participated or sometimes activated 

(see verbal protocol report 17). 

 

 Verbal protocol report 17 

 Question: Did you join every time? 

 H3: “เขา้เกือบทุกคร้ัง  นอกจาก technical problem เลยไม่ไดเ้ขา้” 

 “I joined almost every time unless there was a technical problem.” 

 H1: “เขา้ไปท ากิจกรรมทุกคร้ัง  ประมาณ 10 นาที  เขา้กลบัไปฟัง track เก่าๆดว้ย” 

 “I participated every time, about 10 minutes for each time. I also went back to 

 the old recordings.” 

 H2: “ก็เขา้ทุกคร้ัง  เหมือนมีงานเขา้มาก็เขา้ไปท าไดเ้ลย” 

 “I joined every time, like when there was an assignment notification, I would 

 just log in right away.” 

 M1: “ก็เขา้บ่อยนะครับ  มีบางสปัดาห์ท่ีท  าไม่ทนั  ก็ส่งชา้ไป”  

 “I often participated, but there were some weeks which I submitted the work 

 late.” 

 M3: เขา้ทุกคร้ัง  มีปัญหาตอนส่งค าตอบ capital letters จากถูกเช็ควา่ผิด 

“I logged in every time. There was a problem with capital letters settings 

where  I should get it correct, it was wrong then.” 

 M2: “เขา้ไปท าทุกคร้ัง  บางคร้ังมีลืมแลว้มนัเตือนข้ึนมา  ก็มีงง  แต่ก็ท  า” 

“I logged in every time. There were sometimes that I forgot though. There 

were also some confusion but I still could manage.” 

 L1: “ก็ไม่บ่อย  บางคร้ังก็ลืม  เลยก าหนดครูส่งไปแลว้” 
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 “No, not many times. I sometimes forgot and it was overdue.” 

 L3: “ก็เขา้ทุกคร้ังท่ีครูสัง่มา  ไดเ้ก็บงานหมด” 

 “I participated every time and did all the assignments.” 

 After the questions regarding online session were asked, question regarding 

in-class session was enquired. The answers from the three groups revealed that face-

to-face session was more productive because they could ask the questions 

immediately (see verbal protocol report 18). 

 

 Verbal protocol report 18 

 Question: How do you find face-to-face class? 

 L1: “การเรียนในห้องมีเขา้ใจบา้งไม่เขา้ใจบา้ง  เรียนในห้องไดเ้ยอะกวา่  แต่กูเก้ิลช่วย” 

 “In class learning might cause understanding or confusion. However, I gained 

 more in class but Google did help.” 

 L3: “ดีอยูค่่ะ  ไดพ้อๆกบัออนไลน์แต่ตอ้งหาค าตอบเอง แต่ในห้องครูแนะแนวไดม้ากกวา่  ถามครูได”้ 

 “It was good. I learned things in class by myself and I could ask the teacher 

 too.” 

 M2: “ก็ดีคือถา้มีปัญหาก็ถามครูไดเ้ลย” 

 “It was good. I mean when I had a problem, I could ask the teacher 

 immediately.” 

 H3: “ช่วยพฒันาทกัษะ  ในห้องไดท้กัษะมากกวา่  เราไดเ้จอกบัครูตวัต่อตวั  ท าให้เราถามไดล้ะเอียดมากข้ึน” 

“It helped me improve the skills more in class because we could ask the 

teacher in detail.” 
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 Last question was asked to discover if the students had a preferred style of 

learning: in-class or online. Most of them chose in-class session because they could 

ask questions when they had and to help them resolve problems (see verbal protocol 

19). 

 

 Verbal protocol report 19 

 Question: Compare between the two, which one would you choose? Why?  

 M2: “เรียนออนไลน์ครับ  ไม่จ  าเป็นตอ้งอยูใ่นห้อง  เรียนท่ีไหนก็ได ้ มีปัญหาก็แชทถามไดเ้ลยสามารถเรียน  

 ทกัษะการฟังกบัพดูไดเ้กือบเท่ากนั วิดีโอคอลได”้  

“I prefer online because we don’t have to go to class. We can learn any place. 

In case we have problem, we could chat the teacher. Therefore, we could learn 

listening and speaking skills through video call. It works similar way when we 

learn in class.”  

 L1: “ผมเลือกในห้องละกนัครับ  ถา้เกิดสงสยัอะไรก็ถามไดเ้ด๋ียวนั้น  แต่ผมก็ไม่กลา้ถาม” 

 “I think I would choose in class learning because I could ask the question 

 immediately. However, I was shy to ask.” 

 L3: “แบบในห้องค่ะ  เพราะว่าออนไลน์คือเราตอ้งอ่านอะไรเอาเอง  แต่ในห้องเราถามครูไดเ้ลย” 

“Face-to-face learning because we had to read by ourselves while we could 

ask the teacher right away when we learn in class.” 

 H3: “เลือกเรียนในห้องดีกวา่  เพราะใกลชิ้ดครูมากกวา่  แกปั้ญหาไดโ้ดยตรง” 

 “I would choose face-to-face learning because we could approach to the 

 teacher and the teacher could help us solve the problem directly.” 
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4.5 Summary 

 On the whole, this chapter presents the findings of all research questions 

which correspond with the effectiveness of OBIBLE instruction on students’ 

metacognitive awareness in oracy skills, speaking and listening abilities, and 

perceptions towards the blended-learning approach. Overall, students’ metacognitive 

awareness gained statistically significant higher mean scores in terms of 

metacognitive experience, person task knowledge, strategic knowledge, strategy use. 

Person knowledge, however, gained a mere lower mean score. The second research 

question was answered by the higher mean score of oracy tasks, in which indicates 

that students oracy skills were improved. Lastly, the third research question was 

revealed by the questionnaire and interview data on students’ perceptions towards 

blended-learning approach. The four perception areas were scored as agree to the 

extent that the approach was positive to their language learning. The thorough 

discussions of each research question will be deliberated in the next chapter. 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER V 

CONCLUSIONS AND RECOMMENDATION 

 This chapter consists of four parts that summarise the study, discuss of 

findings, present the implications of the findings, and offer recommendations for 

future research.  

 

5.1 Summary of the Study 

 The current study was done to investigate the effects of oracy building 

instruction via blended environment on students’ metacognitive awareness. There are 

two research questions: ‘What are the effects of oracy building instruction via 

blended-learning environment on EIL students’ metacognitive awareness?’, and 

‘What are the students’ perceptions towards the oracy building via blended-learning 

instruction?’ 

 

 Oracy instruction steps were brought from Goh and Burns (2012) which 

consists of seven stages: introduction, input, first performance, correction and 

feedback, second performance, feedback, and reflection. This teaching cycle is 

believed to help promote metacognitive awareness for students because activities 

embedded in stages require students to plan, monitor, and evaluate, in which are the 

keys of being aware of one’s learning.  

 Blended learning environment was carried in this study since it is believed as 

an effective method of delivery that can provide more practice time for the students to 

learn on their own. Also, class materials and useful media such as videos and 

recordings could be retrieved and played as many as they wanted. In so doing, the 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 198 

class time could be fully devoted for interactive activities e.g. communicative 

activities and strategies teaching.  

 OBIBLE was carried within 13 weeks organised according to unit themes 

which are Working from 9 to 5, What happened?, and A law must be passed!. 

‘Interchange 3’ course book was used throughout the study as a compulsory material.  

The first unit was conducted for 2 weeks, the second one was extended to 3 weeks, 

and the  last unit was completed in 4 weeks. There were three main tasks for each 

unit: presentation, semi-scripted role play and debate, respectively. The students were 

asked to perform these tasks twice within the teaching cycle.  

 This study used single group experimental research. The students were in 

Mattayom 3 or grade 9 students from Taksin High School Rayong. There were 29 of 

them: 17 male and 12 female students.  

 The pretest and post-test was exactly the same and adapted from Cambridge 

ESOL speaking test. The objective of the test is to measure students’ speaking and 

listening skills. The pretest was conducted a week prior to the course and post-test 

was done a week after the course had finished. There test consists of 4 parts: self 

introduction, short question and answer, short presentation, and discussion. The 

students were asked to pair up with their partner freely, but they were asked to be 

paired with the same partner both pre- and posttest.  

 The pretest is followed by the 12-session OBIBLE programme was included 

to improve students’ oracy skills. Google classroom was used to provide contents 

online for the students to practise at their own convenience.  
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5.2 Summary of the Findings  

 The findings of the study can be summarised in three aspects: 1) the students’ 

metacognitive awareness; 2) the students’ oracy skills, and 3) the students’ opinion 

towards blended-learning instruction. The improvement of metacognitive awareness 

could be described in three different aspects, namely, metacognitive experience, 

metacognitive knowledge, and strategy use.  

 

5.2.1 Improvement of Metacognitive Experience 

 After implementing OBIBLE, student’s metacognitive experience was higher 

signified by the significantly higher mean score from the questionnaire and verbal 

protocol report from the interview. In terms of metacognitive of feeling, it seemed 

that students could remember their emotional responses while performing the tasks. 

Most of them, especially lower level one had negative feelings such as anxiety, 

nervousness, and depression before the first performance, whereas some from higher 

level reported their positive feelings e.g. confident and excited. Similar vein has been 

found from other research studies suggested that level of confidence has a positive 

relation to proficiency. Having done the first performance, the students then gained 

more confidence. As found in Goh and Burns (2012), it is advisable that English tasks 

should be conducted more than one time in order to increase student’s self reliance. 

Therefore, it could be said that negative affective factor could influence students 

speaking a target language, but once they are familiar with the tasks, they could feel 

more comfortable. It is believed that if they have enough input, they should be able to 

feel less anxious while communicating.  
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 In terms of metacognitive of judgement, there were evidence suggesting that 

students went back and learned some vocabulary and grammar structures prior to their 

second performance. In addition to that, they were certain that they could apply their 

revised content to the task. As a result, the score of second performance across the 

three tasks were higher than the first one. Interestingly, it is found that competent 

students could remember detail or give specific areas of revised content, while the less 

competent ones failed to address about it.  

 

5.2.2 Improvement of Metacognitive Knowledge: Person Knowledge, 

Task Knowledge and Strategic Knowledge 

 The student’s metacognitive knowledge was analysed by using both 

quantitative and qualitative data from the Inventory of Metacognitive Awareness in 

Oracy Skills Questionnaire and focus group interview. The quantitative data derives 

from the questionnaire, where the students rated themselves higher by the end of the 

course of the mean score of 5.02 (SD = 0.46) under the 6-Likert Score scale. Since the 

average score was in the range of 4.50-5.49, it indicates that the students had 

metacognitive knowledge.  

 As for the qualitative data, it was obtained by the interview and self-reflection. 

The answers reveal that students had some knowledge regarding task, and strategies. 

However, some students could not elaborate on strategies they used. Oftentimes they 

said they used it but they could not give an example or the name of the strategies, 

especially lower level students. Likewise, some students gave examples of the 

strategies, but actually they were not. In other words, they misunderstood or did not 
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know the strategies truly.  Similarly, the evidence found in self-reflection where less 

than 50% of the notes reflected on strategies.  

 In summary, despite the decreasing of person knowledge level, task and 

strategic knowledge were increasing. This might be because students realised the 

bigger gap between their background knowledge and tasks to achieve. That was why 

they felt they learned and gained a lot before performing more demanding task such 

as debate.  

 

5.2.3 Improvement of Strategy Use: Language Development and 

Language Use  

 Student’s improvement of strategy use was analysed in two aspects: language 

use and language development. The former was examined by students’ pre- and post-

test scores, in which the post-test score was significantly higher than the pre-test. The 

descriptive statistics showed that the mean score of post test was 61.65 (SD = 7.770), 

while the mean score of pre-test was 40 (SD = 12.651) This sample T-test suggested 

that students’ oracy skills were improved after the course. This signifies that students 

language development has been progressed within the term. Besides the language 

development was analysed by investigating speaking and listening strategies, and 

target language used in the three unit tasks. There were evidence demonstrating that 

students applied those strategies and specific task language in their task performances. 

Those are proven by the higher score of the three tasks.  
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5.2.4 Improvement of Oracy Skills 

 The students’ speaking and listening skills were significantly improve after the 

course. As for the quantitative data showed that students’ oracy three tasks scores 

were increased at the second performance of each task. Also the higher score in post-

test than the pre-test was significant. However, listening comprehension was not 

considerably improved as the scores were fluctuated and were not gradually 

increasing as time passed in both learning modes: face-to-face and online.  

 

5.2.5 The Students’ Perceptions towards Blended-Learning Environment  

 The result of the questionnaire suggested a positive attitude towards blended 

learning in all four perception areas: background, engagement, outcome, and 

convenience. Students often participated the two platforms: face-to-face and online. 

They found the two platforms complemented each other. While face-to-face mode 

allowed them to ask questions instantly, online mode helped them prepare for the 

communicative tasks. For qualitative data, the focus group interview was done to 

gather students’ opinions towards blended-learning environment. The interview was 

recorded and transcribed. The students have expressed their positive thinking about 

the blended-learning environment, specifically videos posted and worksheet which 

they could experience different accents and review by themselves at anytime. 

 

5.3 Discussions 

 The study is conducted to assess the impact of oracy building instruction via 

blended-learning environment on EIL students’ metacognitive awareness and oracy 

skills. The discussion in relative to this study is based on the following three aspects 
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of findings: 1) the development of students’ metacognitive awareness after 

implementing OBIBLE; 2) the development of students’ oracy skills after 

implementing OBIBLE, and 3) the students’ perception towards blended-learning 

instruction. 

5.3.1. The Development of Students’ Metacognitive Awareness after 

Implementing OBIBLE 

 This study has employed the speaking teaching cycle from Goh & Burns 

(2012) as stages of instructing. There are seven stages in which metacognitive 

awareness is embedded, and conducted under blended-learning environment. Stage 

one is objective setting, where students had to know what they were going to do and 

realised their gaps in class. Stage two is teaching, where students were introduced 

vocabulary, useful expressions, and structures to construct their own work. This stage 

was done both in class and online. Stage three is first performance, where students 

had to perform their task in class within the time limit. Stage four is feedback and 

corrections from the first performance so they could revise their work for the second 

performance. This stage could be either done in class or online. Stage five is for the 

second performance, where they had to perform the same task again online. Stage six 

is feedback, where students had to write their own reflection, and this stage could be 

done either in class or online. Finally, stage seven is publish their work and give 

feedback to their peers. After implementing OBIBLE, the metacognitive awareness 

was scored higher and their oracy skills were improved. This leads onto the next 3 key 

components of the discussion: 1) the improvement of metacognitive experience, 2) the 

improvement of metacognitive knowledge, and 3) the improvement of the strategy 

use. The data supported will be brought from qualitative and qualitative ones.  
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5.3.1.1 Metacognitive Experience 

 Metacognitive experience consists of the two facets: metacognitive of feelings 

and metacognitive of judgements (Efklides, 2009). Firstly, metacognitive of feelings 

determine whether the students feel confident or not to perform the tasks. Students 

who could recall most of the activities are likely to be students from the higher level. 

The quantitative results showed that students could tackle their metacognitive of 

feelings better after the implementing of OBIBLE, when they could recall their 

problems during the task performances and come back to find out what they had 

forgotten during the task. It is believed that students who could remember what they 

were doing and tried to fix their problem have higher chances in improving their 

skills. 

 After implementing OBIBLE, student’s metacognitive experience was 

improved, signified by the significantly higher mean score from the questionnaire and 

verbal protocol report from the interview. In terms of metacognitive of feeling, it 

seemed that students could remember their emotional responses while performing the 

tasks. Most of them, especially lower level students, had negative feelings such as 

anxiety, nervousness, and depression before the first performance, whereas some from 

the higher level reported positive feelings such as confident and excited. A similar 

vein has been found from other research studies suggesting that the level of 

confidence has a positive relation to proficiency (Cetinkaya, 2005). Having done the 

first performance, the students then gained more confidence. As found in Goh & 

Burns (2012), it is advisable that English tasks should be conducted more than one 

time in order to increase the student’s self reliance. Even though the negative affective 
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factor could influence students speaking a target language, they could feel more 

comfortable if they are familiar with it. 

 In terms of metacognitive of judgements, there was evidence suggesting that 

students went back and learned some vocabulary and grammar structures prior to their 

second performance. In addition to that, they were certain that they could apply their 

revised content to the task. As a result, the scores of the second performance across 

the three tasks were higher than the first one. Interestingly, it is found that competent 

students could remember detail or give specific areas of revised content, while the less 

competent students failed to address it. This is also seen in Rosa and O’Neil (1999), 

and Leow (2000) studies that students who could show understanding of targeted 

language structure could outperform the students who only were noticing it. 

 For the qualitative data, there were some answers that demonstrated that the 

students could not think of words or sentences while performing the tasks, and they 

could not specifically mention those forgotten words or sentence structures, for 

example, “I forgot. I forgot some content words, but not many. For example…..”,  

“When I was the police, I often forgot. I forgot the vocabulary because they were 

quite similar and were in wrong order.”. On the other hand, there were some students 

who could remember all of the script because they had prepared well before the task, 

especially students from mid and high proficiency levels.  

 Secondly, in terms of metacognitive of judgements, which shows the students’ 

solutions after they experienced the problem, the mean score at the end of the course 

was higher than at the beginning. This means that the students could make use of 

vocabulary and sentence structures in their second performance. Consequently, it 

could be said that they had gone back to revise their work from the first performance 
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and made it better in the second performance. This result also agrees with question 4 

where they rated themselves a slightly higher level of confidence when performing 

the second time. In addition to the quantitative data, the focus group interview 

answers revealed similar ideas. There were answers stating that the students had 

negative feelings before performing the tasks such as nervousness, anxiety, and 

depression. Lacking of experience and knowledge were reported to be the main 

reason for those negative feelings. Similar studies also establish this discovery that the 

students who lack knowledge would also have a higher negative metacognitive 

experience (Efklides, 2009). Therefore, it could be claimed that metacognitive 

experience and metacognitive knowledge are linked to each other.  

 For qualitative data, there were reports from lower level students that they 

tended to memorise and had the scripts ready to look for when performing the tasks 

while the higher level would think of synonyms or say something to make the 

conversation flow. Therefore, it could be said that lower level students had a 

limitation in improvisation, and this resulted in a communication break down (Leong 

& Ahmadi, 2017), whereas higher level students could continue their speaking 

without stopping in the middle of their speech. 

5.3.1.2 Metacognitive Knowledge 

 Metacognitive knowledge means that students know what is needed to achieve 

their task and how to become an effective speaker. It consists of three facets: person 

knowledge, task knowledge and strategy knowledge. In this section, each facet will be 

thoroughly discussed with quantitative and qualitative data support. The themes in the 

discussion are brought from the Inventory of Metacognitive Awareness in Oracy 

Skills questionnaire. 
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5.3.1.2.1 Person Knowledge  

 Person  knowledge is the knowledge of the cognitive and affective factors that 

facilitate one’s speaking performance and overall speaking development which 

consists of two facets: self-concepts and self-efficacy about speaking, and problems 

related to L2 speaking, and reasons and possible solutions, which will be discussed 

quantitively and qualitatively in this section.  

 Overall mean score of person knowledge was lower at the end than at the 

beginning of the course: 3.64 (SD = 1.48), and 3.65 (SD = 1.27), respectively. A mere 

0.01 decrease is difficult to clearly summarise that students had a lower person 

knowledge level. Nonetheless, this may imply that the students realised their gaps in 

the three tasks so they rated themselves lower in self-concepts and self-efficacy about 

speaking. They disagreed to the question that they did not need to think a lot before 

they said something. The mean score of the question was lower from 2.45 (SD = 1.24) 

to 2.00 (SD = 1.17). It could be explained that because of the cognitive load they had, 

they felt stressed at different levels according to the task complexity (Révész et al., 

2016; Sasayama, 2016). To support this claim, the result of problems related to L2 

speaking, and reasons and possible solutions should be discussed. As it is showed in 

another question, where they disagreed that they had enough vocabulary repertoire to 

express some meanings in English, the mean score of this question was lower from 

4.34 (SD = 1.40) to 2.79 (SD = 1.32) by the end of the course. This significant 

decrease suggests that students were actually weak in vocabulary and they knew it. 

Concerning the qualitative data from the focus group interview, the students reported 

that they had problems with vocabulary and grammar structures, especially amongst 

the lower level students. In addition to that, the students seemed not to know that 
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asking for clarification could buy their thinking time as mean score of the question: “I 

know that if I ask the speaker for clarification, I will have more time to think about 

my reply.”, was lower from 4.83 (SD = 1.23) at the beginning of the course to 4.66 

(SD = 0.94) at the end of the course. Together with the interview, a student reported 

that she asked for repetition when she did not understand: “If I didn’t understand, I 

would say again, please.”. In conclusion, while students tried not to be pressured from 

their cognitive load, the lack of linguistic knowledge and strategies could possibly 

hinder them. 

5.3.1.2.2 Task Knowledge  

 Task knowledge is the knowledge about the nature and demands of a speaking 

task, how to approach the task, and when deliberate effort is required. This consists of 

six facets: mental affective and social processes involved in speaking, differences 

between spoken and written discourse, skills for second language speaking, cultural 

and social differences of speakers, factors that influence speaking, and ways of 

improving overall speaking development. From the interview, it is probable that 

higher level students tried to work with their interlocutor and made their reading like 

speaking. Moreover, they tended to aim at how to achieve the task rather than paying 

attention to vocabulary or sentence structures. In other words, higher level students 

would work in an up-down process, where the lower level student would work from 

the bottom-up. As a result, when they are assigned the work, students in the higher 

level would think of content and how to accomplish the task, while students in the 

lower level would work with words and pronunciation (Thornbury, 2005). This study 

also discovered the same result and is the major part of metacognitive knowledge. 
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 To begin with, mental affective and social processes involved in speaking, 

students agreed that they needed to think about what to say and how to say it at the 

same time with the higher mean score from 4.21 (SD = 1.24) at the beginning of the 

course to 4.48 (SD = 1.09) at the end of the course. This could be implied that the 

students had more cognitive load while performing the task. This could be because of 

the complexity of the tasks, which were sequentially difficult throughout the term. 

This was why they found it more challenging. When students felt the burden of the 

task they tried to communicate with each other. This shows that the students kept their 

conversation going even when it was difficult for them. Secondly, students had more 

awareness of the differences between reading and speaking. The qualitative data 

suggested that many students wrote their script and recited it during the task 

performance, but many of them reported that they tried to make it more like speaking 

by not looking at the paper. They expected to sound more natural. From the evidence, 

it could be concluded that students had an attempt to improve their pronunciation 

(physical strand) even their content (cognitive strand), and grammar and vocabulary 

(linguistic strand) were not yet mastered.  

 Thirdly, skills for second language speaking, the mean score rose from 4.62 

(SD = 0.20) to 5.36 (SD = 0.05). This implies that students were more aware of their 

task knowledge. The two knowledge aspects asked in the questionnaire were 

intonation and organisation, in which from the focus group interview students also 

mentioned  this about them. In the light of factors that could influence their 

performance, students had a higher score than the mean score. Not only did they 

realise the skills needed in the task, they could also analyse the gaps they had, such as 

inappropriate knowledge, and negative affective factor such as shyness. However, 
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higher level students reported more on content and organisation they lack or may 

improve, while lower level students had more concern about vocabulary and 

pronunciation.  

 Fourth, factors that influence speaking, as negative feeling such as shyness 

and appropriate content play a major role in L2 communication. Students had more 

awareness in these issues as suggested by the questionnaire result and interview. Most 

students reported that they felt unconfident before doing the first performance. 

However, there were some high-level students who were excited to try their skills. 

From the verbal protocol report, it is suggested that all students were searching and 

preparing their information or script before performing the task. 

 Lastly, ways of improving overall speaking development, not reading the 

script and learning different organisations of different types of speech are considered 

to be the ways of speaking skill improvement.(The previous sentence doesn't seem 

right) Many students have to memorise the script, especially amongst the lower level 

ones. They found it challenging by not having any written form available during the 

task performance. However, high proficiency students also used the script in the 

debate task where they needed long and specific contents.   

5.3.1.2.3 Strategic Knowledge  

 Strategic knowledge means the knowledge of effective strategies for general 

communication or specific speaking tasks as well as ineffective strategies. The study 

found that higher level students tend to know more of them and could apply them in 

their tasks, while the lower level students may know some of them but could not use 

what they know in their communicative tasks, and even used ineffective strategies 

instead such as memorising the script. First and foremost, the quantitative data shows 
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that strategies for managing communication and discourse, and the level of awareness 

in these strategies gained a higher mean score. In the qualitative data it was found that 

higher level students knew more of them than lower level students.  A similar finding 

also displayed by past papers was that more competent second language speakers 

have strategies for managing communication and discourse such as using synonyms 

or phrases. Interestingly, most students were aware of pronunciation and intonation, 

and considered those as a strategy but in actuality they are skills. They referred to 

these elements frequently both from the interview and self-reflection. Secondly, 

strategies for specific types of speaking tasks were more often used by the higher-

level students. From the score of the three tasks performances, higher level students 

could make use of the specific strategies in their task. Surprisingly, many students 

from all levels mentioned in the interview or self-reflection about paraphrasing, which 

is the listening strategy taught in the third unit, but in practice, many students from the 

lower level did not apply it at all. Ineffective strategies such as memorising or reciting 

the script were mentioned more often by lower level students. 

 Thirdly, considering skills for second language speaking, it seems that all the  

students knew the strategies such as good organisation and correct intonation. 

However, from the performances, the higher-level students could apply the strategies 

significantly better than the lower level students. Therefore, it could be claimed that 

even though the students know the strategies, they might not be able to use it, 

especially students who are not competent enough. As a result, it is suggested that 

strategies should be explicitly emphasised. In so doing, students will know what they 

are expected to achieve at the end. To support this claim, the self-reflection written by 

the students were analysed and it was found that only a few students stated clear unit 
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objectives in units 1 and 2. Then the researcher had to restate the objectives of the 

task in unit 3 to draw the attention to the goal of the task more often compared to the 

first two units. Finally, two-thirds of the students could write the correct objective.  

 From the above mentioned, knowing objectives and strategies is beneficial for 

students to establish their action plan to achieve the task. However, to apply those 

strategies is far more important since it will determine their successfulness, despite 

their prerequisite level. For example, one student from mid-level could outperform the 

debate task without stating the correct objective. She wrote the correct action plans 

and applied all strategies required in her performance. On the contrary, some students 

who could state the correct objective, could not state their strategic action plans but 

simply wrote general solutions e.g. asking the teacher or studying more vocabulary. 

 It is apparent that, knowing the objective was not enough to reassure that 

students, specifically lower level students, will be able to achieve their task target. 

What is more important is they know ‘how’ to achieve it or could imagine what they 

are going to do. Many students knew their weaknesses and intended to resolve it, 

however, they did not truly understand how they could master a particular task within 

a limited time. Many reflections from the students showed their lack of grammar and 

vocabulary, however, they did not explicitly explain how they were going to resolve 

the problems. Despite their task performance, their awareness was generally 

improved. 
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5.3.1.3 Strategy Use:  

 Strategies use is one of metacognitive awareness elements which consists of 

language use and language development. It is worth mentioning that strategies use is 

different from strategic knowledge, in which the former is actual interaction in task 

performance while the latter is knowledge of general and specific strategies. The 

discussion in this section will be divided into two sections to discuss each of the 

element. Before embarking on the discussion, definition of the strategies use is worth 

restating. 

 Strategies use refers to speaking strategies that can facilitate speaking 

performance during spoken interactions comprise communication and discourse 

strategies (Goh & Burns 2012). Other scholar has put it another way in defining that 

strategies use also means general skills through which learners manage, direct, 

regulate, guide their learning i.e. planning, monitoring and evaluating (cited in 

Wanden, 1988). In this research, to be able to tackle these elements, strategies use will 

be analysed by using the three tasks performance, and pre- and post-test. Language 

development will be analysed from the three tasks performance each of which 

students performed it twice, and language use will be analysed by the pre- and 

posttest.  

 

 5.3.1.3.1 Language Use  

  Language use means strategies for spoken interactions communication 

and discourse. The higher score of the post-test indicates that students language use 

was improved in all four oracy strands. In physical strand, students could pronounce 

words clearer and used intonation more correctly. For linguistic strand, students could 
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applied some grammar structures learned in class to the task. They could select proper 

words and construct their sentences grammatically correct. Thirdly, for cognitive 

strand, students  could focus of what they were going to say as well as organised their 

talk well. In addition, they could improvise their ideas built up on the other’s. Lastly, 

for social and emotion strand, students could work well with their partner and showed 

the sign of listening by having eye contact, asking for repetition, and nodding their 

head. It is found that students were more fluent and accurate in using the target 

language. Finally, most students could apply general and specific task strategies in 

their performance.  

 

 5.3.1.3.2 Language Development  

  Language development means general and task-specific strategies use.  

It is believed that L2 students should be trained on how to use strategies because these 

strategies will help them overcome their anxiety or other psychological barriers 

(MacIntyre and Noels, 1994). Not only should strategies themselves be introduced, 

but also how to apply them should be highlighted. The process of applying those 

strategies are planning, monitoring and evaluating both in general and specific tasks. 

In this study, it seems that students have more knowledge in general strategies - clear 

pronunciation and organisation, but not the ones applied in unit tasks. It is obvious 

that lower-level students could not apply taught strategies to the unit tasks because of 

their limited vocabulary, and strategic knowledge. Similarly, Liu and Jackson (2008) 

found that vocabulary is one of the big obstacles that hinder Chinese students’ second 

language speaking skill. This was also found in Hauck (2001) study that a rich 

knowledge base has a positive connection with strategy use. In other words, without 
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appropriate knowledge in L2 speaking, learners may fail to apply strategies in their 

speaking. It is worth mentioning here that even though high-level proficiency students 

could not perform the tasks without script, they had shown that they included those 

strategies in.  

 

5.3.2 The Development of Students’ Oracy Skills after Implementing OBIBLE 

 OBIBLE has offered interactive tasks in class: presentation, semi-structured 

role play, and debate. The three tasks demanded the students to speak and listen at the 

same time. The students were expected to apply general and specific strategies in their 

tasks. The development of speaking and listening skills are described separately in 

this section. The speaking skill will be discussed based on oracy strands: physical, 

linguistic, cognitive, and social and emotion. The listening skill will be discussed 

based on social and emotion strand, MALQ, and listening comprehension.  

 

 5.3.2.1 The Development of Speaking Skill 

 After the implementation of OBIBLE, the students’ speaking skill was 

improved in the oracy four strands: physical, linguistic, cognitive, and social and 

emotional. This section will discuss to what extent the four strands have been 

improved. First of all, physical strand is considered as the most noticeable area for 

students to improve as they frequently mentioned it in the interview and self-

reflection (speaking and listening diary), as well as that this strand scored higher in 

the second performance of the three tasks. As Hoover and Gough (1990) explained 

that oracy skills are cognitive components which could help aid reading 

comprehension. Furthermore decoding words and skill in accessing word’s meaning 
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effortlessly would benefit comprehension. To put these together, pronunciation, which 

is one of the components in physical strand, is significantly important because it is the 

fundamental element of listening comprehension, and if one could understand what is 

heard, the person could give a proper response to the interlocutor. To explain, if one 

could notice the sound from listening, it would enable the person to speak. Building 

up from the oracy skills, reading comprehension could be later mastered. Obviously, 

this study found that lower level students were trying to master this strand, to be able 

to pronounce unknown words, while higher level students wanted to have a clear 

pronunciation and intonation to be able to convey the message more effectively. 

Consequently, instead of focusing on task achievement, lower level students were 

struggling with unfamiliar vocabulary (Thornbury, 2005). When they sometimes 

failed to recognise the sound or did not know the meaning of the word, they could not 

manage to achieve the task target, especially the students who also did not know 

communicative strategies.  

 In terms of linguistic strand, grammar and vocabulary, students agreed that 

they gained new words and sentence structures from each unit, however, it seemed 

not enough to confidently perform the task. To support this claim, students eventually 

realised how much they did not know before performing the tasks, and that was why 

they scored their metacognitive knowledge lower than at the beginning of the course. 

Despite the difficulties, students were able to perform the three tasks with the aid of 

scripts, especially the debate task where most of them were reciting what they had 

written. However, the higher level students could apply specific vocabulary and 

sentence structures learned from the unit reasonably well. On the contrary, lower level 

students tended to memorise the script and struggled with new vocabulary. It is worth 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 217 

noting that as some scholars emphasised that linguistic knowledge requires a long 

time to process (De Jong et. al, 2012), it is not appropriate here in saying that students 

had acquired grammar and vocabulary from the course permanently.  

 For cognitive strand, it seemed that all the students were more focused at the 

second performance of each oracy task. They could select and organise contents they 

wanted to say in presentation and semi-scripted role play tasks better in the second 

performance. In addition to that, students could support and explain their thoughts 

thoroughly in the debate task. A similar vein was discovered by Lieb 2007 and Iman, 

2017 where the debate task is considered as a task which could promote reason 

giving. To this light, students are required to speak longer than usual with the use of 

examples, explanations, statistics, and experts’ opinions in the task. Nonetheless, for 

low and intermediate level students, the task could be too challenging since they had 

to construct long and complex sentences. For that reason, lower level students needed 

scripts throughout the performance and could not improvise their speaking in a 

limited amount of time. For higher level students, difficult tasks could draw their 

attention away from form, and hence less accuracy and fluency (Skehan, 2001). As a 

result, it is important to mark here that challenging tasks, in which cognitive aspect is 

highly demanded, such as debate require more time to practice especially for lower 

level students in order to achieve the task target; otherwise, it would be an occasion 

when the task is poorly achieved, and students’ motivation is reduced.  

 For social and emotional strand, they worked well with their partner in the 

second performance as suggested by the higher score in the social and emotional 

strand. Importantly, semi-scripted role play could promote social and emotional strand 

the most. As semi-scripted role play required students to listen and complete the form, 
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they inevitably had to listen to their friend attentively for the missing information. It is 

a form of a gap filling task where Buck (2001) found it suitable for listening practices 

because it combines bottom-up and top-down fluency. In contrast, such monologue 

tasks, like debate and presentation, can only assess the top-down fluency which 

students have to listen for the main idea and comprehend the messages. Once they 

were familiarised with the task requirements, they felt more cooperative with their 

interlocutor. Otherwise, they struggled with what they wanted to say. It is frequently 

addressed that incompetent L2 users would pay more attention to what they were 

going to say rather than thinking about the listeners.  

 In summary, it could be said that pronunciation, intonation and body language 

were aspects that could be improved the fastest, while the social and emotional strand 

needed more time. This might be because students often needed more effort in 

thinking of what to say, and then they did not fully pay attention to what they were 

listening to. This depended on task type. Semi-scripted role play, for instance, 

required active listening skill more than any other tasks and it received the highest 

mean score of the social and emotional strand across the three tasks.  

 

 5.3.2.2 The Development of Listening Skill 

  Listening Strategies  

 Listening strategies were improved after the implementing of OBIBLE. 

Firstly, the students’ listening at the second time of performance received a higher 

score which shows that the students could apply listening strategies to their 

communication. The three different tasks required different listening strategies: back 

channelling, asking for repetition, and paraphrasing. Among the three, back 
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channelling was the easiest, where they had to say something to show that they were 

listening to the speaker. It is considered as the easiest in listening strategies yet 

perceived differently by Thai people who keep quiet while listening. Because of its 

simplicity, this strategy was the most used by the students. In the same vein, asking 

for repetition in semi-scripted role play was also found useful in the task, where 

students used it quite often to be able to complete the police form. This strategy 

seemed to be the most successful because the students were requested to write down 

what they heard in the police form. It is suggested that ‘listen then write’ or so called 

interactive activities could draw students’ attention more with great fun and 

meaningful interaction (Namaziandost, Esfahani, Nasri, & Mirshekaran, 2018). In 

contrast, paraphrasing was least used by the students because it was the most 

challenging. 

 

  Strategies and Listening Comprehension 

 The 3-entry listening activity was assigned to assess students’ listening 

comprehension and practiced their active listening skills by allowing them to stay 

focused for three times paying attention to each listening task.  The results showed 

that there was no significant relationship between metacognitive strategies and 

listening comprehension. In other words, despite the three times listening, 

comprehension was not always improved. This may be explained through the two 

listening strategy theories: metacognitive strategies, and cognitive strategies. 

Metacognitive strategies means controlling learning through planning, monitoring and 

evaluating the learning activity (Ratebi, 2013), where students have to plan prior to 

their listening, stay focused on what they miss from the first listening and listen again 
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for the third time, then evaluate whether they could comprehend the story. This is also 

called active listening process (Goh & Burns, 2012). Another is cognitive strategies 

which refer to strategies to obtain knowledge and understanding of linguistic systems, 

for example, learners’ abilities in understanding the meaning of words from contexts 

or linking new information with existing schema (Huy, 2015). In this study, students 

did not get a higher score as time went by. Instead they seemed to have a problem 

with unknown words, and speed of the recording (Azmi Bingol, Celik, Yidliz, and 

Tugrul Mart, 2014). This confirms the findings of H.Mecartty (2000) that listening 

comprehension relies heavily on lexical and grammar knowledge. When the two 

issues are applied in a listening task, students are more likely to get confused and not 

understand what they listened to. 

 In addition to issues that might affect listening comprehension, modes of 

listening were experimented with to see whether face-to-face or online were more 

influencing students’ performance. From the interview, more students said that they 

could focus more when listening at home, because they could control the atmosphere 

where there was no interruption. It did not necessarily mean that listening 

comprehension would be improved by how much they tried to focus on the task. It 

depended more on trying not to translate  word by word or keywords. In the next 

section, listening and translation will be discussed.  

  Listening and Translation  
 

 From the Metacognition on Active Listening Questionnaire (MALQ), the 

results reveal that students used more translation in their listening comprehension, 

either word by word or key words. This could be because of the limitation of their 

vocabulary and unfamiliar context. However, it is interesting to see that they are less 
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nervous compared to the results of the mean score at the beginning of the course. This 

may be explained by the idea that students were familiar with listening activities but 

not yet enough to fully comprehend the meanings. It is predicted that with a longer 

period of time and practice, students will be able to improve their listening 

comprehension skill. 

 

5.4 Perceptions Towards Blended-Learning Environment and Its Effectiveness 

 The results from the questionnaire and focus group interview consists of 

positive results of the students that have participated in the Oracy Building Instruction 

via Blended-learning Environment (OBIBLE) programme. Overall, it seems that 

students had a positive attitude towards the blended-learning method. Both 

quantitative and qualitative data show that it could help improve students’ oracy skills 

and learning process. There are four areas of blended-learning perceptions which will 

be discussed in this section: background of blended learning, course engagement, 

learning outcome, and convenience. After the four perceptions have been discussed, 

the recommendation of using the blended-learning environment will be displayed.  

 Firstly, background in blended-learning, it was found that students liked using  

the computer in helping them learn and wanted to study this course at the beginning. 

However, the study found evidence of students with no experience in the blended-

learning method or Google Classroom as an online platform before taking this course. 

Fortunately, the students found the application easy to use despite having no 

experience (Beaumont, 2018). As suggested by Tawil (2018) that online platform has 

a great influence on learning and teachers should be able to apply them simply enough 

to help learners learn effortlessly.  
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 Considering the use of engagement, students mentioned that they often 

participated in both face-to-face and online sessions. Students from all levels 

mentioned that they tried to finish all the assigned tasks. However, some evidence 

suggested that students did the online work late because of technical problem or they 

forgot. A similar result has been found in other studies claiming that without a 

teacher, students might lose their attention or ignore the tasks easily (Moore & 

Kearsely, 2011). For this reason, as it is suggested in a Kintu, Zhu, and Kagambe 

(2017) study that teachers should have concern about the connectedness issue by 

providing balance interaction between teachers, students, and peers when using this 

delivery method. Similar to the findings in this study it was also found that students 

wanted more interactive activities in online mode such as real-time chatting or video 

call, where they could see their friends or the teacher.  

 For the use of outcome, it is suggested that students from mid and high levels 

benefitted from this teaching approach. They found that the online platform could 

enable them to prepare for the communicative tasks in the use of content to talk about 

as well as improve their oracy skills in terms of pronunciation and listening 

comprehension, in which they challenged themselves in the 3-entry listening activity. 

On the other hand, lower level students found the online platform helped them learn 

new vocabulary and improve listening skill, but not speaking skill. It is argued in 

Young (2008) that blended-learning could help improve university students’ speaking 

skill, however, in this study, it might be questionable whether it is suitable for all 

levels. It is suggested here that lower level students might need more support while 

learning online to achieve the learning objectives. The probe question used in the 

interview entails that lower level students used Google Translate during their online 
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learning to help them complete the task. Therefore, to aid students’ performance, 

more preparation activities such as vocabulary or expressions should be provided. In 

so doing, this might motivate them to engage more and be willing to reach for the task 

target as suggested in Banditvilai (2016) in which students with positive attitude 

towards the approach are most likely to put their effort into blended learning.  

 Lastly, convenience was the area investigated by whether students found 

blended-learning as a suitable approach. They agreed that the online platform was 

convenient in terms of retrieving data, submitting their work, and repeating learning 

activities like listening comprehension. As mentioned, students used the online 

platform as an available resource of information for their task preparation or 

practicing their oracy skills, especially for mid and high proficiency students. 

However, many students reported that they preferred the face-to-face mode when it 

comes to questions. They liked that they could ask questions immediately in class. 

 

5.5 Pedagogical Implications  

 According to the results of the study, the Oracy Building Instruction via 

Blended-Learning Environment (OBIBLE) is portrayed and characterised as an 

approach that can improve and increase metacognitive awareness and oracy skills 

among the students from Thai public school. Thereby, integration of this course is 

highly recommended. The following suggestions are derived from research findings 

for instructors who wish to adopt OBIBLE in their Communicative English course.  
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 5.5.1 Implications and Recommendations for Instructors 

 As indicated by the research questionnaire, interview, speaking and listening 

diary, and pre- and post-test, OBIBLE is recommended to instructors who are 

conducting or going to have their communicative English courses.  

 

5.5.1.1 Implications and Recommendations for the Integration of 

Oracy Building Instruction 

 As aforementioned, Oracy Building Instruction seems possible to improve 

students speaking and listening skills. The seven stages of teaching suggested by Goh 

and Burns (2012) were adaptable to a particular class condition. In this study, this 

cycle was modified in two modes of delivery: face-to-face and online. Therefore, 

practice time constraint was diminished. In addition to the delivery modes, 

recommendation for each stage teaching will be elaborated in this section.  

 First stage (introducing and establishing unit objectives), this stage is advised 

to be done in class so that students would have clear understanding because they can 

express any concerns in the presence of the teacher. Moreover, objectives, 

expectations of unit task, and score criteria should be clearly stated. Ultimately, 

students will be able to write their action plans or analyse their gap after realising the 

goals. Noting that planning worksheet could be spoiled if students simply recite or 

copy the instructor’s words. Action plan, therefore, is necessary to confirm whether 

the students know what they are going to do. Furthermore, score criteria should be 

thoroughly explained, so the students will understand what they are expected to do. 

However, the criteria should be written in simple words so that will not be confusing. 

Applying interesting way to explain the rubric might be an effective way to draw 
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students’ attention such as placing 1-3 stars stickers depending on their level of 

confidence, on each assessment criterion while explaining would not only help them 

understand, but also raise their awareness in their goal setting.  

 Second stage (providing input), this stage is highly suggested to be done in 

two platforms: face-to-face and online. In terms of in-class activities, interactive ones 

will fully provide students opportunities to practice the skills. As found in the study, 

classroom was the important occasion when students had to be active. On the 

contrary, grammar and vocabulary exercises should be supplied online. This is 

because each student learns with different pace, and they have different strengths and 

weaknesses. Most importantly, despite challenging linguistic knowledge required by 

the task, speaking and listening strategies are necessary. Students will likely need 

those in their performance. The problem, particularly in this research, was students 

could not learn such strategies by product, they need them to be taught explicitly. 

Therefore, strategies have to be highlighted and practised appropriately.  

 Third stage is the performance. This stage could cause high tension to the 

students, especially to unprepared one. In a big-class size, teacher has to be a 

facilitator, walking and helping when is needed. Lower-level students might have 

problems in comprehending the task instruction, therefore, teachers have to be certain 

that they understand what is required, otherwise, the task will be badly spoiled and 

unsuccessful. After this stage, the instructor should have some time to give feedback.  

 Stage four: revising the task. As students had finished their first performance, 

the teacher should gather some major mistakes to correct in front of the class. There 

are four oracy strands to remember: physical, linguistic, cognitive, and social and 

emotion. Each strand should be equally mentioned. In Thai teachers classroom, many 
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might pay more attention to linguistic strand, which grammar and vocabulary play an 

important role, however, in EIL context, fluency is significant.   

 Stage five: redoing the task is highly recommended to assign as a homework 

because students should have some time to revise and reflect their first work. Also 

teacher may have to give feedback for individuals which the more detail, the better 

will become. Students might have to send some script or planning worksheet to the 

instructor again if needed. Worth to note that there were many occasions where 

students did not improve their work, so the teacher should not ignore that. There 

should be some positive encouragement such as compliment for good work or polite 

yet effective feedback for them to redo again for the third or forth time. 

 Stage six: guiding feedback and comparing L1 to L2, students should be 

guided to give score to themselves or learn from their peers’ masterpiece. They could 

reflect their thoughts verbally with their friends as it is easier than written form. This 

could be done in class so that teacher could also highlight differences of L1 and L2 

used in the unit task. In so doing, the students will have an awareness of language 

differences and they will be able to recognise by themselves in the future.  

 Stage seven, giving feedback about themselves, this activity requires the 

students to write what they learned in the unit and told the experience to the teacher. 

The students should be given a self-reflection form to write in each topic: oracy 

strands, strategies, successes and what to improve. In so doing, students complete the 

last stage of metacognitive process where they have to evaluate their strategies use. 

As a teacher, it is important to read and comment on students’ reflection. This is 

because lower level students or young learners could not deeply reflect themselves 
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without the help from the teacher. Teacher’s comment can also prevent unserious 

reflection from students who may not want to think internally.  

 Lastly, teachers should be bilingual as they have to be a role model in using 

the target language and also explain in L1 where deep understanding is needed such 

as metacognitive activity.  

  

5.5.1.2 Implications and Recommendations for Blended-Learning 

Environment 

 As suggested from the research that despite the time constraint, blended-

learning approach could enable a language course to cover learning and practice. In 

other words, it offers platforms to learn and practice dynamically with flexibility. This 

approach has been proved to helped intermediate -level students or above from many 

studies. However, there are some doubts on lower-level ones. Similar findings were 

also found in this study. Lower-level students needed more support, so they required 

the presence of the teacher. To aid this gap, online activity should be simple to 

understand so that students would feel more comfortable to participate. Importantly, 

self-learning could fail if learners do not have enough motivation, therefore, it is 

suggested that online activities are captivating and interactive. Games, quizzes, online 

chat, and telephone interview were mentioned as favourable activities from the 

participants. It seems that even passive skills e.g. listening, active participation is 

needed. Therefore, it is the instructor’s responsibility to establish tasks that might 

excite the learners.  
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5.6 Limitations of the Study 

 This study has been designed to optimise internal and external validity. 

However, there were some limitations that should be considered when interpreting the 

findings of this study. 

 Sample size—The sample size is small because the research is conducted in a 

classroom setting with 29 students. Consequently, generalisation of the findings 

should be made with caution. 

 Research design—This study employed the pre-test/ post-test quasi 

experimental design and students were required to register for the course as it was a 

mandatory subject. It was impossible to randomly select the sample from the 

population.  

 

5.7 Recommendations for Future Study 

 Further studies could be done on the area with the three recommendation 

below: 

 Firstly, specific interactive task types that may improve metacognitive 

awareness and oracy skills should be investigated. From this study, only three types of 

tasks: presentation, semi-scripted role play, and debate were done. Due to time 

limitation, each task was not carried for long enough to see its effectiveness. Such 

task types that could promote oracy skills and metacognition will be greatly beneficial 

for future English communicative course.  

 Secondly, metacognitive awareness should be conducted as a longitudinal 

study. A short period study might not be able to claim that the metacognitive 

awareness improvement would be sustainable or consistent. Moreover, to elicit 
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metacognitive awareness in young learners is perceived as challenging since young 

age has limited words to express. Therefore, well-grounded questions and simple 

processes are paramount of importance.  

 Thirdly, as a result shows that blended learning support intermediate to high 

level students. They could follow the activities both face-to-face and online with no 

difficulties, however, for lower lever, they needed more help and guidance from the 

teacher. Therefore, in further studies, there should be an exploration of ways in which 

teacher or technology could provide such students to feel more engaged to the 

activities. 
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Appendix A: A learner’s self-observation sheet on speaking development 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix B: Thinking about the overall structure of a spoken text of genre 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Thinking about your experiences in learning to speak a second language 

 
It is important that you spend some time thinking about your own learning processes.  

It will help you to have better control over how you learn to speak in another language. 

You will also gradually become less dependent on your teacher. To help you get 

started, here are some simple questions. Write short responses to each one. 
 
1. When and how did you learn to speak English? 
2. What is your main reason for learning to speak English? 

3. What did you like most about learning to speak English? Was there anything you    
    did not like? 

4. Do you feel nervous or anxious when you speak English? 

5. What kind of learning activities do you like for your speaking lessons 

6. What would you like your teachers to do to help you speak English better? 

7. What do you think you can do by yourself to improve your speaking ability? 

8. If you are usually quiet in class, what can you do to participate more actively? 

9. How would you describe your speaking ability right now? 

10. Can you list three things about your speaking that you would like to improve? 

Thinking about the overall structure of a spoken text genre 

 

In the speaking task that you will be doing, you have to speak for about two 

minutes to your group members on one of the topics listed below. What would 

you say for each topic, and how would you organise your information 

differently for each one? Write out your points or ideas for each one clearly. 

 

1. Explain the process of applying for a passport in your country. 

2. Compare a place you like with another that you dislike. 

3. Narrate your favourite childhood story. 
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Appendix C: A pre-task planning guide for a giving talk 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix D: A pre-task planning guide for participating in a discussion 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

Explaining a procedure or process: planning and rehearsing 

Part 1: Guideline to help you prepare for the task 

 
1. Identify a topic you are interested in or know quite a lot about (e.g., how to make 

your favourite fruit salad). 
2. Write the main points you want to cover in the space provided below: 

a. ________________________________________________________________ 

b. ________________________________________________________________ 

c. ________________________________________________________________ 

3. Write down a phrases to an expression you would use to show that you will  
    be moving from Point A to Point B, and them on to Point C. 

a. ________________________________________________________________ 

b ________________________________________________________________ 

c. ________________________________________________________________ 

 
Part 2: Rehearsal (optional) 
 
Practise giving the explanation. Use the points you have made, and link your ideas by 

using the signposting words you have just identified. Don’t write down everything you 

want to say, so that you can practise bringing in different points! 

Planning for discussion: content and participation 

 
In this lesson, you will be discussing The best city in the world to live in. The 

following guiding questions are meant to help you plan what you can say during the 

discussion. Write down your answer after each question. 
 
1. Which country will you choose? Jot down three reasons for your choice. 
______________________________________________________________________

______________________________________________________________________

______________________________________________________________________ 

 
2. When you are giving your reasons, what phrases or expressions will be useful to help 

you present your views? 

______________________________________________________________________

______________________________________________________________________

______________________________________________________________________ 
 
3. What would you say to members in your group if they…? 
a.  Disagree with you 

b.  Support your views 

c.  Do not explain themselves clearly 

d.  Make a good point 
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Appendix E: Oracy assessment template 

Circle the score ranging from 1 to 5 (1 = the least, 5 = the most) 

 

1. Physical 

1a) Voice                  1     2     3     4     5 

- Fluency & Pace of speech 

- Tonal variation 

- Clarity of pronunciation 

- Voice projection 

2a) Body language     1     2     3     4     5 

- Gesture & posture 

- Facial expression & eye contact 

2. Linguistic 
2a) Vocabulary  1     2     3     4     5 

- Appropriate vocabulary choice 

2b) Language     1     2     3     4     5 

- Register 

- Grammar 

2c) Rhetorical techniques    

                           1     2     3     4     5 

- Rhetorical techniques such as metaphor, 

humour, irony & mimicry 

3. Cognitive 

3a) Content              1     2     3     4     5 

- Choice of content to convey meaning & 

intention 

- Building on the views of others 

3b) Structure            1     2     3     4     5 

- Structure & organisation of talk 

3c) Clarifying & summarising   

                                 1    2    3    4    5 
- Seeking information & clarification 

through  

  questions/ ing 

- Summarising 

3d) Reasoning          1     2     3     4     5 

- Giving reasons to support views 

- Critically examining ideas & views 

expressed 

4. Social & Emotional 
4a) Working with others      

1     2     3     4     5 
- Guiding or managing interactions 

- Turn-taking 

4b) Listening & responding    

1     2     3     4     5 

- Listening actively & responding 

appropriately 

4c) Confidence in speaking    

1     2     3     4     5 
- Self assurance 

- Liveliness and flair 

4d) Audience awareness         

1     2     3     4     5 

- Taking account of level of understanding 

of the audience  
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Appendix F: Oracy multi-trait analysis rubric score  

Criteria 1 2 3 4 5 

Physical The speaker 

speaks with 

hesitant 

pauses and 

dead air 

often occurs. 

The voice 

was unclear 

and most 

words are 

mispronounc

ed. No 

sentence 

tonal 

variations. 

The speaker 

does not use 

gesture to 

enhance the 

meaning of 

their talk and 

looks rather 

nervous with 

no eye 

contacts.  

The speaker 

speaks with 

hesitant 

pauses. The 

voice was 

unclear and 

many words 

are found as 

mispronounce

d. Monotone 

is found. The 

speaker 

seldom uses 

gesture to 

enhance the 

meaning of 

their talk. Eye 

contacts have 

been seldom 

made.  

The speaker 

speaks quite 

smoothly 

with unstable 

speed. Many 

words are 

pronounced 

correctly but 

with some 

errors. 

Monotone is 

often found. 

The speaker 

can use 

gesture to 

enhance the 

meaning of 

their talk but 

some 

hesitation is 

found. Eye 

contacts have 

been 

sometimes 

made.  

The speaker 

speaks 

smoothly 

with a 

suitable speed 

and clear 

voice. Most 

words are 

pronounced 

correctly with 

some tonal 

variations of 

sentences. 

However, 

monotone is 

found. The 

speaker can 

use gesture to 

enhance the 

meaning of 

their talk. 

Also eye 

contacts have 

been often 

made to 

engage the 

audiences.  

The speaker 

speaks 

smoothly 

with a 

suitable speed 

and clear 

voice. Most 

words are  

pronounced 

correctly and 

sentences are 

spoken with 

different 

tonal 

variations. 

The speaker 

can use 

gesture 

appropriately 

and naturally 

to enhance 

the meaning 

of their talk. 

Also eye 

contacts have 

been made to 

engage the 

audiences. 
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Linguistic The speaker 

can choose 

correct word 

choice with 

a lot of 

mistakes and 

provide a 

very limited 

variety of 

vocabulary. 

The register 

is addressed 

appropriatel

y to the 

audiences, 

though a lot 

of errors are 

found. 

Grammar is 

sometimes 

correctly 

used but is 

not suitable 

for the talk 

genre. The 

speaker does 

not use other 

devices e.g. 

metaphor, 

simile, 

anecdote, 

and jokes to 

build rapport 

with their 

listeners. 

The speaker 

can choose 

correct word 

choice with 

some mistakes 

and provide a 

limited variety 

of vocabulary. 

The register is 

addressed 

appropriately 

to the 

audiences, 

though some 

errors may be 

found. 

Grammar is 

correctly used 

and suitable 

for the talk 

genre, though 

a number of  

errors 

consistently 

occur. The 

speaker does 

not use other 

devices e.g. 

metaphor, 

simile, 

anecdote, and 

jokes to build 

rapport with 

their listeners. 

The speaker 

can mostly 

choose 

correct word 

choice with 

some 

mistakes and 

provide a 

quite limited 

variety of 

vocabulary. 

The register 

is addressed 

appropriately 

to the 

audiences. 

Grammar is 

mostly 

correctly used 

and suitable 

for the talk 

genre, though 

some errors 

consistently 

occur. The 

speaker 

limitedly uses 

other devices 

e.g. 

metaphor, 

simile, 

anecdote, and 

jokes to build 

rapport with 

their 

listeners. 

The speaker 

can mostly 

choose 

correct word 

choice with a 

few mistakes 

and provide 

variety of 

vocabulary. 

The register 

is addressed 

appropriately 

to the 

audiences. 

Grammar is 

mostly 

correctly used 

and suitable 

for the talk 

genre, though 

some errors 

consistently 

occur. The 

speaker uses 

other devices 

e.g. 

metaphor, 

simile, 

anecdote, and 

jokes to build 

rapport with 

their 

listeners. 

The speaker 

can mostly 

choose 

correct word 

choice and 

provide 

variety of 

vocabulary. 

The register 

is addressed 

appropriately 

to the 

audiences. 

Grammar is 

mostly 

correctly used 

and suitable 

for the talk 

genre. The 

speaker uses 

other devices 

e.g. 

metaphor, 

simile, 

anecdote, and 

jokes to build 

rapport with 

their 

listeners. 

Repeating 

important 

words for 

emphasis and 

offering short 

lists are also 

included.  
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Cognitive The speaker 

cannot 

choose 

relevant nor 

interesting 

content for 

their 

audience. 

Monologue 

is often used 

instead of 

two-way 

communicati

on in 

building 

view based 

in their 

audiences’, 

forming 

effective 

questions to 

seek 

information, 

clarifying 

their 

thoughts and 

summarising 

ideas.  

The speaker 

cannot give 

reasons to 

support or 

justify their 

views. Only 

short 

sentences 

are provided. 

Time 

allocation in 

talking is not  

appropriate, 

either too 

short or too 

long.  

The speaker 

can choose 

some relevant 

but not 

interesting 

content for 

their audience 

with the 

understanding 

of the 

audiences’ 

background 

knowledge 

towards to 

topic.  

Two-way 

communicatio

n needs to be  

made more in 

building view 

based in their 

audiences’, 

forming 

effective 

questions to 

seek 

information, 

clarifying their 

thoughts and 

summarising 

ideas.  

The speaker 

cannot give 

reasons to 

support or 

justify their 

views. Time 

allocation in 

talking is not  

appropriate, 

either too 

short or too 

long.  

The speaker 

can choose 

quite relevant 

and 

interesting 

content for 

their audience 

with the 

understandin

g of the 

audiences’ 

background 

knowledge 

towards to 

topic.  

Two-way 

communicati

on is seldom 

made in 

building view 

based in their 

audiences’, 

forming 

effective 

questions to 

seek 

information, 

clarifying 

their thoughts 

and 

summarising 

ideas.  

The speaker 

can give 

reasons to 

support or 

justify their 

views but 

fails to do 

occasionally. 

Also time 

allocation in 

talking is 

appropriate.  

The speaker 

can choose 

relevant and 

interesting 

content for 

their audience 

with the 

understandin

g of the 

audiences’ 

background 

knowledge 

towards to 

topic.  

Two-way 

communicati

on is 

sometimes 

made in 

building view 

based in their 

audiences’, 

forming 

effective 

questions to 

seek 

information, 

clarifying 

their thoughts 

and 

summarising 

ideas.  

The speaker 

can often 

give reasons 

to support or 

justify their 

views 

confidently. 

Also time 

allocation in 

talking is 

appropriate.  

The speaker 

can choose 

relevant and 

interesting 

content for 

their audience 

with the 

understandin

g of the 

audiences’ 

background 

knowledge 

towards to 

topic.  

Two-way 

communicati

on is often 

made in 

building view 

based in their 

audiences’, 

forming 

effective 

questions to 

seek 

information, 

clarifying 

their thoughts 

and 

summarising 

ideas.  

The speaker 

can always 

give reasons 

to support or 

justify their 

views 

confidently. 

Also time 

allocation in 

talking is 

appropriate.  
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Social and 

Emotion 

The speaker 

hesitates to  

contribute 

ideas and 

cannot 

encourage 

the others to 

speak. Short 

sentences 

are often 

used. The 

speaker fails 

to initiate 

and make 

themselves 

convincing.  

The speaker 

cannot 

perform as a 

talk leader. 

The speaker 

is also a 

quite active 

listener but 

may fail to 

answer in a 

time limit or 

does not 

show signs 

of listening. 

The speaker 

could not 

show their 

enthusiasm 

or 

imagination 

in role play. 

The speaker 

hesitates to  

contribute 

ideas and 

cannot 

encourage the 

others to 

speak. The 

speaker finds 

it hard to 

initiate and 

make 

themselves 

convincing.  

The speaker 

cannot 

perform as a 

talk leader. 

The speaker is 

also a quite 

active listener 

but may fail to 

answer in a 

time limit. The 

speaker could 

not show their 

enthusiasm or 

imagination in 

role play. 

The speaker 

can 

contribute 

ideas and 

encourage the 

others to 

speak at some 

level. The 

speaker may 

find it hard to 

initiate and 

make 

themselves 

convincing.  

The speaker 

is rarely the 

talk leader 

who opens 

for others to 

talk 

sufficiently.  

The speaker 

is also a quite 

active listener 

who shows 

sign of 

listening and 

can give a 

response with 

some delays 

to questions 

posed in a 

time limit. 

The speaker 

could not 

show their 

enthusiasm or 

imagination 

in role play. 

The speaker 

can manage 

the 

interaction 

with the 

audience by 

contributing 

ideas and 

encouraging 

the others to 

speak. Also 

the speaker 

can 

sometimes 

initiate and 

make 

themselves 

convincing.  

The speaker 

is 

occasionally 

the talk 

leader who 

opens for 

others to talk 

sufficiently.  

The speaker 

is also an 

active listener 

who shows 

sign of 

listening and 

can give a 

response with 

some delays 

to questions 

posed in a 

time limit. 

The speaker 

could 

somehow 

show their 

enthusiasm or 

imagination 

in role play. 

The speaker 

can manage 

the 

interaction 

with the 

audience by 

contributing 

ideas and 

encouraging 

the others to 

speak. Also 

the speaker 

can initiate 

and make 

themselves 

convincing.  

The speaker 

is prompted 

to be the talk 

leader who is 

open for 

others to talk 

sufficiently.  

The speaker 

is also an 

active listener 

who shows 

sign of 

listening and 

can give a 

prompt 

response to 

any questions 

posed in a 

time limit. 

The speaker 

could show 

their 

enthusiasm or 

imagination 

in role play.  
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Listening 

comprehe

nsion 

The 

student is 

unable to 

state the 

main ideas 

and does 

nothing to 

help 

themselves 

do so. 

The  

student is 

able to 

summari 

se 

every 

few 

sentences 

by 

stating 

main 

ideas if 

prompted 

by the 

speaker. 

The 

student is 

able to 

summarise 

every few 

sentences 

by stating 

main 

ideas. 

Takes 

notes if 

this is 

helpful. 

The 

student is 

able to 

summarise 

every few 

sentences 

by stating 

main ideas 

80% of 

the time.  

Takes 

notes if  

this is 

helpful. 

The student is 

able to 

summarise 

every few 

sentences by 

stating main 

ideas 100% 

of the time. 

Takes notes if 

this is 

helpful.  

 

 

 

 

Make 

connectio

n and ask 

questions 

The student 

is unable to 

link what 

they are 

hearing to 

any prior 

spoken text. 

The student 

links what 

they are 

hearing to 

prior 

knowledge 

with the help 

of the speaker.  

The student 

links what 

they are 

hearing to 

prior spoken 

text and can 

ask some 

questions. 

The student 

links what 

they are 

hearing to 

prior spoken 

text 80% of 

the time, 

build up their 

ideas on what 

was said and 

ask some 

questions.  

The students 

links what 

they are 

hearing to 

prior spoken 

text all the 

time, build up 

their ideas on 

what was said 

and ask some 

questions.  
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Appendix G: Blended-learning questionnaire 

Instruction: Please tick / the box which is true for you (ให้นกัเรียนท าเคร่ืองหมาย / ขอ้ท่ีเป็นจริง

ส าหรับนกัเรียน  โดยท่ี 

Strongly Disagree = ไม่เห็นดว้ยอยา่งยิง่ 

Somewhat Disagree = ไม่เห็นดว้ย 

Somewhat Agree = เห็นดว้ย 

Strongly Agree = เห็นดว้ยอยา่งยิ่ง) 
 

Items Strongly 
Disagree 

 

 

Somewhat 
Disagree 

 

 

Somewhat 
Agree 

 

 

Strongly 
Agree 

 

 
1. I liked using computers or other online 
technology to help me learn English. 

  ฉนัชอบใชค้อมพิวเตอร์หรือส่ือออนไลน์ต่างๆใน  
  การเรียนภาษาองักฤษ 

    

2. I liked to learn English communication 
(speaking and listening). 

  ฉนัชอบเรียนการส่ือสารภาษาองักฤษ  (ทกัษะพดู 
  และฟัง) 

    

3. I think the teacher taught the course 

effectively. 

ฉนัคิดวา่คุณครูสอนรายวชิาน้ีไดอ้ยา่งมีประสิทธิภาพ 

    

4. I wanted to learn the course from the 

beginning. 

ฉนัอยากเรียนวชิาน้ีตั้งแต่แรกแลว้ 

    

5. I often participated in the course both 

face-to-face. 

ฉนัเขา้เรียนอยา่งสม ่าเสมอ 

    

6. I often participated in the course online. 

ฉนัเขา้เรียนออนไลน์อยา่งสม ่าเสมอ 

    

7. I have more experienced a lot in using 

technology for learning in this course. 

รายวชิาน้ีไดเ้ปิดโอกาสใหฉ้นัเรียนรู้การใช้
เทคโนโลยใีนการเรียน 

    

8. I have had some knowledge about 
blended learning before taking this 
course. 

ฉนัพอมีความรู้เก่ียวกบัการเรียนแบบผสมผสาน  

(เรียนในชั้นเรียนและออนไลน์)  ก่อนเรียนรายวชิา
น้ี 

    



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 256 

Items Strongly 
Disagree 

 

 

Somewhat 
Disagree 

 

 

Somewhat 
Agree 

 

 

Strongly 
Agree 

 

 
9. I had difficulties in learning online. 

ฉนัประสบปัญหาการเขา้เรียนออนไลน์ 
    

10. Learning online helped me learn by 

myself. 

การเรียนออนไลน์ท าใหฉ้นัเรียนรู้ดว้ยตนเอง 

    

11. Learning online is useful. 

การเรียนออนไลน์มีประโยชน ์

    

12. I enjoyed learning face-to-face. 

ฉนัชอบเรียนในชั้นเรียน 

    

13. I enjoyed learning online. 

ฉนัชอบเรียนออนไลน ์

    

14. I can work and get support from friends 

while learning online.  

ฉนัสามารถท างานและไดรั้บความช่วยเหลือจาก
เพื่อนๆขณะเรียนออนไลน ์

    

15. My group work ran smoothly online. 

งานกลุ่มท่ีท าออนไลนด์ าเนินไปดว้ยดี 

    

16. Online learning helped me improve my 

pronunciation. 

การเรียนออนไลน์ช่วยพฒันาการออกเสียงใหก้บัฉนั  

    

17. Online learning helped me plan my 

speaking task. 

การเรียนออนไลน์ช่วยในการวางแผนการท ากิจกรรม
การพดูใหก้บัฉนั  

    

18. Online assignments gave me knowledge 

and ideas for my unit speaking task in class.  

การเรียนออนไลน์ช่วยใหเ้ตรียมกิจกรรมการพดูใน
หอ้งไดดี้ข้ึน 

    

19. Online listening exercises helped me 

improve my listening skill. 

แบบฝึกหดัการฟังออนไลน์ช่วยพฒันาทกัษะการฟัง
ของฉนั 

    

20. Online listening exercises exposed me to 

various English accents. 

แบบฝึกหดัการฟังออนไลน์  ท าใหฉ้นัไดเ้รียนรู้
ส าเนียงภาษาองักฤษท่ีหลากหลาย 
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Items Strongly 
Disagree 

 

 

Somewhat 
Disagree 

 

 

Somewhat 
Agree 

 

 

Strongly 
Agree 

 

 
21. Online listening exercises helped me 

plan my listening task in class. 

การเรียนออนไลน์ช่วยส่งเสริมการฟังในชั้นเรียนไดดี้
ข้ึน 

    

22. Online listening tasks helped me 

understand listening strategies. 

แบบฝึกหดัการฟังออนไลน์  ท าใหฉ้นัเรียนรู้กลวธีิการ
ฟัง 

    

 

ขอ้เสนอแนะ/  ความคิดเห็นเพ่ิมเติม 
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Appendix H: Course lesson plan & Unit lesson plans 

Theme Face-to-face Online 

Physical Cognitive Linguistic Social 

and 

Emotion 

Physical Cognitive Linguisti

c 
Social and 

Emotion 

Pre-test 

1. 

Workin

g 9 to 5 

(1) 

 
Introduc

tion of 

the unit: 

state the 

objectiv

es and 

final 

task of 

the unit 

with 

rubric 

score 

Pronuncia

tion: 

pronounci

ng jobs 

and words 

used in 

back 

channelin

g e.g. 

Really?, 

Uh, huh, 

That’s 

interestin

g etc. 

Jobs and 

responsibi

lities 

discussion 

Elicit 

grammar 

and 

vocabulary 

needed for 

the task 

i.e. 

compariso

n, 

vocabulary 

about jobs 

nd 

responsibil

ities, 

gerunds as 

subject 

and object 

Speaki

ng and 

listenin

g to 

each 

other 

about 

what 

they 

want to 

do by 

using 

back 

channel

ing 

strateg

y 

Recordi

ng 

themsel

ves 

pronoun

cing 

words 

introduc

ing in 

class 
 
Send the 

work on 

Line 

applicati

on 

Write 

compara

tive 

sentence

s about 

job they 

choose 

Do 

exercise 

provide

d online 

regardi

ng 

gramma

r and 

vocabul

ary 

used in 

compari

son 

Teacher 

comme

nce on 

their 

work 

on Line 

applica

tion 
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2. 

Worki

ng 9 to 

5 (2) 

Students 

practice 

body 

language in 

giving a 

presentatio

n 

Students 

watch a 

video clip 

presenting 

about 

‘Cyber 

bullying’ 

and 

reflect on 

the 

presentati

on done 

by Indian 

students 

 

Students 

construct 

and 

organise 

their talk 

in logical 

sequence 

Students 

learn 

comparis

ons 

structure 

and 

presentati

on 

signpostin

gs: 

Firstly, 

next, 

then, in 

summary, 

etc. 

Students 

show their 

interest by 

making 

eye 

contact 

while 

listening 

to their 

friends 

and make 

questions 

Students 

record 

their 

pronunciati

on and 

send via 

Line 

Students 

complete 

their 

presentati

on plan 

by 

selecting 

and 

sequenci

ng 

informati

on 

 

 

 

Students 

complete 

the pre-

task 

planning 

and 

discussed 

guide 

(appendi

x B) 

Students 

do 

exercise 

provided 

online 

regarding 

grammar 

and 

vocabular

y used in 

compariso

n 

Teacher 

comment

s their 

work via 

Line 

3. 

Worki

ng 9 to 

5 (3)  

Students 

present 

their work 

using clear 

pronunciati

on and 

body 

language 

Students 

present 

their work 

with a 

good 

evidence 

to back up 

their point 

e.g. 

compariso

ns 

between 

the job 

they 

chose and 

the one 

they did 

not 

Students 

use 

grammar 

and 

vocabular

y learned 

in their 

oral 

presentati

on 

correctly 

Students 

can 

engage 

listener to 

their 

presentati

on with 

notes and 

answer the 

question 

made 

from their 

partner 

Students 

record 

their 

presentatio

n as a 

video clip 

and post it 

online 

Students 

post their 

final 

presentati

on online 

with a 

good 

sequence 

Students 

use 

grammar 

and 

vocabular

y learned 

in their 

presentati

on 

correctly 

On 

Google 

Classroo

m, 

students 

post their 

revised 

presentati

on 

according 

to 

feedback 

given by 

the 

teacher 
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4. 

Worki

ng 9 to 

5 (4) 

Students 

watch their 

own 

performanc

e and 

review 

their own 

pronunciati

on and 

body 

language 

Question 

and 

answer 

about 

their own 

performan

ce and 

elicit their 

thought 

while 

performin

g the task 

Students 

compare 

language 

used in 

their 

presentati

on from 

L2 to L1 

Commenti

ng each 

other’s 

work 

Recording 

themselves 

pronouncin

g words 

and 

sentences 

learned in 

class 

Students 

answer 

the 

question 

on 

Google 

form 

given by 

the 

teacher 

Students 

study 

gerund 

and 

compariso

n by 

themselve

s online 

Students 

reflect on 

their task 

performa

nce with 

the 

teacher 

(from 

intervein 

questions

) 

5. 

What 

happe

ned? 

(1) 

Introdu

ction 

of the 

unit: 

state 

the 

objecti

ves and 

final 

task of 

the unit 

with 

rubric 

score 

Students 

pronounce 

sentence 

intonations: 

rising and 

falling 

Students 

think of 

the 

relationsh

ip 

between 

the two 

picture 

prompts 

and try to 

come up 

with 

sentence 

structures 

to 

describe 

the events 

Students 

learn past 

continuou

s and past 

simple 

structures  

Students 

practice 

conversati

ons from 

the book 

with some 

changes of 

some parts 

of the 

conversati

on  

 

Listener 

empathise

s the 

speaker 

Recording 

themselves 

pronouncin

g words 

and 

sentences 

learned in 

class 

Students 

think of 

their own 

strange 

story 

Students 

listen to a 

horror 

story 

posted 

online 

and 

complete 

the 

sentences 

in the 

correct 

tenses 

Students 

reflect 

the story 

listened 

on 

Gooogle 

Classroo

m with 

their 

friends 
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6. 

What 

happe

ned? 

(2)  

Students 

pronounce 

past verb (-

ed): /t/, /d/, 

/Id/ 

Students 

construct 

a logical 

sequence 

for a mini 

role-play 

using role 

card 

provided 

by the 

teacher as 

a police 

or a 

witness 

Students 

use 

grammar 

and 

vocabular

y learned 

in the unit 

in their 

mini role-

play 

Students 

practice 

the mini 

role-play 

with a 

partner by 

giving 

proper 

support 

for each 

other 

throughou

t their 

conversati

on 

Students 

practice 

past verb 

pronunciati

on 

Students 

think of 

their own 

strange 

events 

and 

construct 

some 

sentences 

to talk 

about it 

Students 

review 

grammar 

and 

vocabular

y learned 

in class 

by doing 

exercises 

Students 

get 

feedback 

from the 

teacher 

on their 

police 

note from 

the mini 

role-play 

7. 

What 

happe

ned? 

(3)   

Students 

pronounce 

past verb (-

ed): /t/, /d/, 

/Id/ 

 

Empathy 

expressions 

e.g. ‘That’s 

horrible!’, 

‘Sorry to 

hear that.’, 

‘Wow! 

That’s 

interesting!

’ 

Students 

construct 

a logical 

sequence 

for a mini 

role-play 

using role 

card 

provided 

by the 

teacher as 

a police 

or a 

witness 

Students 

use 

grammar 

and 

vocabular

y learned 

in the unit 

in their 

mini role-

play 

Students 

practice 

the mini 

role-play 

with a 

partner by 

giving 

proper 

support 

for each 

other 

throughou

t their 

conversati

on 

Students 

practice 

past verb 

pronunciati

on 

Students 

think of 

their own 

reflection 

towards 

an 

incident 

in their 

own 

words 

and 

sequence 

Students 

construct 

some 

sentences 

using 

vocabular

y and 

grammar 

learned in 

class for 

their 

semi-

scripted 

role play 

Students 

comment 

each 

other 

performa

nce 
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8. 

What 

happe

ned? 

(4) 

Students 

perform 

their role 

play using 

correct 

intonation 

and 

pronunciati

on learned 

in class 

Students 

construct 

their own 

sentences 

based on 

the role 

and given 

situation 

Students 

use 

correct 

grammar 

and 

vocabular

y in their 

role play 

Students 

interact 

with each 

other 

during the 

role play 

Students 

perform 

their role 

play using 

correct 

intonation 

and 

pronunciati

on learned 

in class  

Students 

construct 

their own 

sentences 

based on 

the role 

and given 

situation 

Students 

use 

correct 

grammar 

and 

vocabular

y in their 

role play 

Students 

interact 

with each 

other 

during 

the role 

play 

9. 

What 

happe

ned? 

(5) 

Students 

watch their 

own 

performanc

e and 

review 

their own 

pronunciati

on and 

body 

language 

Question 

and 

answer 

about 

their own 

performan

ce and 

elicit their 

thought 

while 

performin

g the task 

Students 

compare 

language 

used in 

their 

presentati

on from 

L2 to L1 

Commenti

ng each 

other’s 

work 

Recording 

themselves 

pronouncin

g words 

and 

sentences 

learned in 

class 

Students 

answer 

the 

question 

on 

Google 

form 

given by 

the 

teacher 

Students 

review 

past 

tenses  by 

themselve

s online 

Students 

reflect on 

their task 

performa

nce with 

the 

teacher 

(from 

interview 

questions

) 

10. A 

law 

must 

be 

passed

! (1) 

Students 

practise the 

pronunciati

on :

sentence 

stress e.g .

It’s against 

the law to 

feed 

pigeons in 

Venice 

Students 

think of 

what 

debate is 

and what 

do they 

need to 

know to 

achieve 

the task 

Elicit 

expressio

ns to use 

in a 

debate: 

opinion 

expressio

ns e.g. In 

my view, 

It seems 

that,…, 

You 

might be 

right 

but……  

Students 

discuss 

whether 

they agree 

or 

disagree 

to a 

particular 

issue 

Students 

practise the 

pronunciati

on: 

sentence 

stress at 

home 

Students 

watch the 

VDO 

online 

(uploade

d on 

Google 

Classroo

m) and 

answer 

the 

question 

in 

workshee

t 

Students 

practise 

modal + 

v. to be + 

past 

participle 

Students 

talk to 

each 

other 

about the 

debate 

topic they 

want to 

do in 

class 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 263 

11. A 

law 

must 

be 

passed

! (2)  

Students 

practise 

pronunciati

on :

question 

tag e.g. 

Talking on 

the phone 

in public 

transportati

on should 

be banned, 

shouldn’t 

it?, Copy 

your 

friends 

isn’t good, 

is it?  

Students 

think of 

disagreem

ent that 

they have 

to express 

Elicit 

question 

tag 

structures  

Students 

agree or 

disagree 

with each 

other 

towards 

the given 

situations  

Students 

practise 

question 

tag 

pronunciati

on 

Students 

think 

about 

their 

debate 

informati

on that 

they will 

be using 

Students 

do 

question 

tags 

exercise  

Students 

practise 

debate 

with each 

other 
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12. A 

law 

must 

be 

passed

! (3) 

Studentspra

ctise 

opinion 

expressions 

pronunciati

on e.g. In 

my view, 

Yes, but…. 

etc. 

Students 

give 

opinions 

and 

support 

details in 

terms of  

experienc

e, 

common 

sense, 

expert’s 

ideas and 

statistics 

Students 

write and 

say 

sentences 

using 

headings 

to start 

sentences 

such as 

From my 

experienc

e, People 

know 

that…, 

One 

expert 

said 

that..., 

From the 

research,

…. 

Students 

express 

their 

opinion 

and 

disagree 

with each 

other 

Students 

practise 

pronouncin

g opinion 

expression

s 

Students 

prepare 

the script 

for their 

debate 

using 

logical 

sequence 

of 

argument 

Students 

construct 

their 

sentences 

for the 

debate 

using 

modal + 

be + v.3, 

compariso

ns, and 

vocabular

y learned 

in class 

Students 

practise 

debate 

with each 

other  

13. A 

law 

must 

be 

passed

! (4) 

Students 

perform the 

task using 

pronunciati

on, body 

language 

learned 

from the 

class 

Students 

show their 

content 

organisati

on and  

build their 

argument 

on others’ 

point of 

view  

Students 

show 

their 

sentence 

structures 

using 

grammar 

and 

vocabular

y learned 

in class 

Students 

listen and 

build on 

or contrast 

ideas each 

others 

Students 

practise 

pronouncin

g opinion 

expression

s 

Students 

prepare 

the script 

for their 

debate 

using 

logical 

sequence 

of 

argument 

Students 

construct 

sentences 

using 

grammar 

and 

vocabular

y learned 

in class 

Students 

comment 

their 

performa

nce 

online 
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14. A 

law 

must 

be 

passed

! (5) 

Students 

perform the 

task using 

pronunciati

on, body 

language 

learned 

from the 

class 

Students 

show their 

content 

organisati

on and  

build their 

argument 

on others’ 

point of 

view  

Students 

show 

their 

sentence 

structures 

using 

grammar 

and 

vocabular

y learned 

in class 

Students 

listen and 

build on 

or contrast 

ideas each 

others 

Students 

practise 

pronouncin

g opinion 

expression

s 

Students 

prepare 

the script 

for their 

debate 

using 

logical 

sequence 

of 

argument 

Students 

construct 

sentences 

using 

grammar 

and 

vocabular

y learned 

in class 

Students 

comment 

their 

performa

nce 

online 

15. A 

law 

must 

be 

passed

! (6) 

Students 

watch their 

own 

performanc

e and 

review 

their own 

pronunciati

on and 

body 

language 

Students 

revise 

their 

content 

organisati

on and 

add some 

informati

on for 

their 

second 

debate 

Students 

revise 

sentence 

structures 

and 

vocabular

y of their 

2-time 

debate 

script 

Students 

practise 

saying 

their 

debate 

script with 

their team 

Students 

debate 

outside the 

classroom 

with their 

friends 

using 

proper 

pronunciati

on and 

body 

language  

Students 

show 

their 

logical 

content 

organisati

on and 

build on 

others’ 

opinion 

througho

ut the 

performa

nce 

Students 

use 

correct 

sentence 

structures 

and 

vocabular

y 

Students 

agree and 

disagree 

with each 

others 

16. A 

law 

must 

be 

passed

! (7) 

Students 

watch their 

own 

performanc

e and 

reflect on 

their own 

pronunciati

on and 

body 

language 

Question 

and 

answer 

about 

their own 

performan

ce and 

elicit their 

thought 

while 

performin

g the task 

Students 

compare 

language 

used in 

their 

presentati

on from 

L2 to L1 

Commenti

ng each 

other’s 

performan

ce 

Students 

reflect 

themselves 

on 

pronunciati

on and 

intonation 

Students 

answer 

the 

question 

on 

Google 

form 

given by 

the 

teacher 

Students 

review 

grammar 

and 

vocabular

y learned 

by 

themselve

s online 

Students 

give 

comment

s to each 

other 

online 

Post-test 
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Unit 2: Working 9 to 5   Duration: 200 minutes   

      (50 minutes/ day) 
 

Learning Objectives 

1. The students will be able to present their opinions of their dream job with 

supporting details e.g. advantages and disadvantages of the job. 

2. The students will be able to ask their friends’ follow-up questions related to their 

presentation. 

 

Speaking skills: talk about possible careers; describe jobs 

Listening skills: listen to stress with compound nouns; listen to the good and bad 

parts of a job; listen for complaints 
 

Language focus: formulaic expressions for giving and responding to a presentation  
 

Strategies:  

 - speaking strategies: sequencing talk  

 - listening strategies: back channeling, asking for specification  
 

Thai national foreign language standard:  
 

Strand 1: Language for Communication 

Standard F1.2: Endowment with language communication, skills for exchange of data 

and information, efficient expression of feelings and opinions 

Indicator: Speak and write appropriately to ask for, give data, explain, compare and 

express opinions about what has been heard and read. 
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Stages 
(time) 

Activities 
Metacognitive 

awareness/ 

Oracy strands 

Modes of 

delivery 
Resources/ 

Materials 

Stage 1 
(DAY 1): 

Focus 

learners’ 

attention 

on oracy 

skills 

a) Students write responses to 

questions about oracy skills 

learning experience 
b) Students answer questionnaire 

c) Teacher tells the students that 

this unit they will learn and do: 

 how to give a short presentation 

 comparing two things 

 listening to talks about jobs 

d) Students complete a unit task 

preparation worksheet 

e) Teacher states the task 

expectation and shows the task 

rubric score 

Metacognitive 

awareness 
face-to-face Worksheet 

1&2 (Pre-task 

planning) 
 

 

Stage 2 
Task: present their idea about job they want to have 
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(DAY 1): 

Give input 

and guide 

planning 

a) Students sit in group and list 

some jobs that they know and 

brainstorm responsibilities of 

each job 

b) Students practice 

pronunciation (p.12) 

c) Students learn gerund phrases 

as subject (p.9)  

d) Students listen to career 

choices discussion, and ask and 

answer each other if they agree or 

disagree (p.9) 

e) Students practice ‘giving 

reasons’ using phrases like ‘In my 

opinion…’ 

f) Teacher introduces ‘back 

channeling’ strategy (i.e. strategy 

of showing the others if they are 

listening by using verbal and non-

verbal e.g. uh-huh, oh, really?) to 

the students. 

g) Students practice saying 

opinions to each other while the 

listeners practice ‘back 

channeling’ strategy 

h) Teacher gives students some 

pairs of things and let the students 

in pair compare about it 

 

 

 

 

 

i) Students learn comparative 

adjective 

j) Students prepare their main 

task in completing: 

Which job do I choose? 

What are the advantages and 

disadvantages of this job 

compared to the other? 

What questions can be asked 

about my talk? 

 

k) Students talk about a career 

they would like to have, other 

students use back channeling 

strategy and ask some follow-up 

questions 

 

 

 

HW: students do ex. 6 p.10, 

listening to conversation (ex.7, 

p.11) and do word power 

‘suffixes’ ex. 4 p.10 

a) linguistic & 

cognitive 

 

 

b) physical 

 

c) linguistic 

 

d) social and 

emotion 

 

e) linguistic and 

cognitive 

 

 

f) metacognitive 

awareness & 

cognitive 

 

 

 

g) social and 

emotion 

 

 

h) social and 

emotion, 

linguistic, 

physical, 

cognitive, 

metacognitive 

awareness 

 

i) linguistic 

 

j) linguistic, 

cognitive, 

metacognitive 

awareness 

 

 

 

 

 

k) physical, 

linguistic, 

cognitive, social 

and emotion, 

metacognitive 

awareness 

 

 

linguistic & 

active listening 

face-to-face 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 
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Stage 2  
(DAY 2): 

Give input 

and guide 

planning 

Task : compare 2 jobs they might have and why they choose that one 

 

a) [INTRO] Students sit in group 

and watch a presentation VDO 

(uploaded on Google Classroom) 

answer questions in 

presentation organization: 

introduction, body and conclusion 

expressions use in each part of a 

presentation 

body language 

(These are done by teacher 

demonstrating.) 

 

b) Students practise body 

language 

c) Students look at pairs of jobs 

then compare in 3 respects: 

money, security and stressfulness 

d) Teacher elicits comparative 

structures (ex.8 p.11) 

e) Students listen to an audio 

programme and write down their 

answer in 3-entry answer sheet 

(ex.10 p.12) 

f) [ASSESSMENT] Student 

compare 2 jobs  

 

 

 

 

 

HW :students do ex.13 p.13 

reading and answer questions, 

students prepare their 

presentation for next class 

 

a) metacognitive 

awareness, 

cognitive, 

linguistic, 

physical 

 

 

 

 

 

 

 

b) physical 

 

c) cognitive& 

linguistic 

 

d) linguistic 

 

e) metacognitive 

awareness& 

active listening 

 

f) metacognitive 

awareness, 

cognitive, 

linguistic, 

physical 

 

 

linguistic, 

metacognitive 

awareness 

 

face-to-face 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

3-entry 

listening 

answer sheet 

 

 

 

planning 

worksheet 

Stage 3  
(DAY 3): 

Task : students give a short presentation saying why they choose a job not the other 

one 
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Conduct 

oracy task 
a) Students sit in a group of 4 
b) [INTRO] Teacher discusses the 

task assessment criteria again  

c) Students in group, take turn to 

give their presentation (3 minutes 

each) while the listeners ask at 

least 1 follow-up question 

 
b) metacognitive 

awareness 
c) physical, 

linguistic, 

cognitive, social 

and emotion 

face-to-face Assessment 

criteria 

 

Stage 4 
(DAY 3): 

Focus on 

language/ 

skills/ 

strategies 

a) Teacher asks the students to 

watch a presentation VDO again 
b) Teacher asks the students to 

reflect and revise their own work 

in three areas: 
 language use (vocabulary and 

grammar) 

 presentation procedures and 

phrases 

 body language and pronunciation 

 
 

b) metacognitive 

awareness 

face-to-face VDO 
Planning 

worksheet 

Stage 5 

(DAY 3):  
Repeat 

speaking 

task 

Students perform the task again in 

group and post their recording 

online: Google classroom 

metacognitive 

awareness, 

physical, 

linguistic, 

cognitive, social 

and emotion 

online Google 

Classroom 

Stage 6 

(DAY 4): 

Direct 

learners’ 

reflecting 

on learning 

Task: students can tell the differences of L1 and L2 presentation 

a) [INTRO] Students complete 

the speaking and listening diary  
b) [ASSESSMENT] Students are 

asked to compare and contrast 

presentation procedure and 

comparative in L1 and L2 

metacognitive 

awareness, 

cognitive, 

linguistic 

face-to-face Speaking and 

listening diary 
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Stage 7 

(DAY 4):  
Facilitate 

feedback 

on learning 

a) Teacher gives comment (paper 

form) 
b) Students give comment to each 

other in group (verbally) 

c) Students reflect on their 

performance and strategies use  

 
HW :Students give feedback to 

their friend’s work online 

metacognitive 

awareness 
face-to-face 
 
 

 

 

 

 

online 

Self-

assessment 

(see Table 12)  
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Unit 4: What happened?   Duration: 250 minutes (50 minutes/ 

day) 
 

Learning Objectives 

1. The students can be able to narrate/ tell what happened in the past. 

 

 

Speaking skills: narrating a story; describing events and experiences in the past 

Listening skills: listening to intonation in complex sentences in news stories, 

messages and a podcast 

    

Language focus: formulaic expressions and interaction in a role play 

    

Strategies:  

 - speaking strategies: asking for clarification 

 - listening strategies: asking for repetition 
 

 

Thai national foreign language standard:  
 

Strand 4: Language and Relationship with Community and the World 

Standard F4.1: Ability to use foreign languages in various situations in school, 

community and society 

Indicator: Use language for communication in real situations/ simulated situations in 

the classroom, school, community and society. 
 

Strand 2: Language and Culture 

Standard F2.2: Appreciation of similarities and differences between language and 

culture of native and Thai speakers, and capacity for accurate and appropriate use of 

language 

Indicator: Compare and explain similarities and differences between pronunciation of 

various kinds of sentences in accordance with structures of sentences in foreign 

languages and Thai language. 
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Stages 
(time) 

Activities Metacognitive 

awareness/ 

Oracy strands 

Modes of 

delivery 
Resources/ 

Materials 

Stage 1 
(DAY 1): 

Focus 

learners’ 

attention 

on oracy 

skills 

a) Teacher introduces the students 

about the unit task 

b) Students complete a unit task 

preparation worksheet 

c) Teacher asks about recent news 

in Thailand 

d) Students sit in group and discuss 

about news (SNAPSHOT) (ex.1 

p.22) 

 

 

 

b) metacognitive 

awareness 
c) cognitive 

 

d) linguistic, 

cognitive, social 

and emotion 

 

face-to-face Pre-task 

planning 
 

Stage 2 

(DAY 1):  
 

Task :tell me what happened! 
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Give input 

and guide 

planning 

 

a) [INTRO] Students listen to a 

radio programme and answer the 

question (ex.2 p.22)  
b) Students practise the 

pronunciation: intonation in 

complex sentences (ex. 4 p. 23) 

c) Teacher shows two pictures and 

asks the students to describe the 

relationship of the two events 

d) Students learn past continuous 

and past simple structures and the 

use of those two (ex. 3 p. 23) 

e) Students listen to a conversation 

(ex. 7 p.25) and answer the 

question use the 3-entry answer 

sheet  

f) [ASSESSMENT] Students 

practise saying the conversation 

and change some parts of the 

conversation into their own version 

with their partner 

 
 

HW :students do listening ex.5 p .

24, grammar focus past perfect 

tense ex .8 p .25), word power ex .

9 p .26 and find a strange story of 

themselves to share with their 

friends in the next lesson 

 
Students listen to a horror story 

posted on Google Classroom and 

complete the story 

 
 

 

a) linguistic 

 
 

b) physical 

 
 

c) linguistic & 

cognitive 

 
d) linguistic  

 
 

e) metacognitive 

awareness 

 
 
f) physical, 

social and 

emotion, 

linguistic, 

cognitive 

 
 

metacognitive 

awareness 
cognitive 

linguistic 

 

face-to-face 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 

 
 

 

3-entry 

listening 

answer sheet 

Stage 2 

(DAY 2): 

 
Task :a mini role-play saying what happened  
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Give input 

and guide 

planning 

a) [INTRO] Teacher shows the 

pictures of two past actions: one 

had happened first and the other 

happened later to check if the 

students have reviewed past 

perfect and past simple as in their 

homework 

b) Students sit in group and watch 

a role play VDO answer questions 

in 

past perfect structure 

past simple structure 

how to use these two past tenses 

c) Students practise body language 

according to the story they have 

watched 

Students read ‘It’s a story about” 

ex. 10 p. 26 

d) Students share their prepared 

strange story with their friends  

e) Students practise regular past 

tense verb (-ed) sounds: /t/, /d/ and 

/Id/ 

f) Students practise empathy in 

listening using expressions like 

‘Really?’, ‘Wow!’, ‘That’s 

interesting.’, ‘Oh, dear, sorry to 

hear that.’  

g) Students practise semi-

structured role play by listening to 

a sentence from a teacher and then 

think of their own response 

 

h) [ASSESSMENT] Mini-role 

play performance using role play 

cards  

 

 

 

HW: students do reading ex.12 

p.27, role play preparation 

a) cognitive, 

linguistic  

 

 

 

 

 

b) linguistic 

 

 

 

 

 

c) physical & 

linguistic 

 

 

 

d) social and 

emotion 

e) physical  

 

 

f) physical, 

social and 

emotion 

 

 

g) physical,  

linguistic, 

cognitive, social 

and emotion 

 

h) physical, 

linguistic, 

cognitive, social 

and emotion 

 

 

metacognitive 

awareness & 

linguistic 

 

 

 

face-to-face 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 

Assessment 

criteria 

Stage 2 

(DAY 3):  

 
Task: a mini role-play saying what happened with semi-structured script 
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Give input 

and guide 

planning 

a) Students sit in group and check 

their listening homework 

b) Students review regular past 

verb (-ed) pronunciation: /t/, /d/ 

and /Id/ and sentence intonations: 

rising and falling 

c) Students review empathy in 

listening using expressions like 

‘Really?’, ‘Wow!’, ‘That’s 

interesting.’, ‘Oh, dear, sorry to 

hear that.’ again 

d) [ASSESSMENT] In pair, 

students do mini role-play using 

role play cards in various 

situations e.g. accident, robbery, 

murder: Student A is a police and 

student B is a witness. After the 

role play, the police had to hand in 

the notes to check if they get the 

correct information. 

 
HW: students do reading ex.12 

p.27, role play preparation 

 

 

b) physical 

 
 

 

c) physical, 

social and 

emotion 

 
 

d) physical, 

linguistic, 

cognitive, social 

and emotion 

 
 
 
 
 
 
metacognitive 

awareness & 

linguistic 

face-to-face 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

online 

Role-play 

cards 

Police record 

worksheet 

 

Stage 3 

(DAY 4): 

Conduct 

oracy task 

Task :students perform a role play given by the teacher 

a) [INTRO] Teacher shows the 

rubric score to the students and 

review some vocabulary, question 

sentences and strategies that can 

be used in the role play  

b) Teacher gives student a role 

play situation: incident report. One 

student plays as a police who will 

interrogate the witness with 

questions and write down the 

information on a police file. The 

other plays as a witness who tells 

what happened and answer the 

police questions. 

c) Students prepare expressions to 

perform a role play 

Students perform the role play 

according to their given role 

within 2 minutes 

 

d) [ASSESSMENT] students 

perform the role play 

 

 

 

 

 

b) cognitive & 

metacognitive 

awareness 

 
 

 

 

 

c) metacognitive 

awareness, 

physical, 

linguistic, 

cognitive, social 

and emotion 

 
d) physical, 

linguistic, 

cognitive, social 

and emotion 

face-to-face Rubric score 

Semi-scripted 

role cards 
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Stage 4 

(DAY 4): 

Focus on 

language/ 

skills/ 

strategies  

a) Teacher asks the students to 

watch a role play video again and 

compare to their performance 
b) Students revise their role play 

expressions in three areas: 

 language use (vocabulary and 

grammar) 

 empathy and interaction with their 

partner 

 body language and pronunciation 

 

 

 

b) metacognitive 

awareness 

face-to-face  

Stage 5 

(DAY 4): 

Repeat 

speaking 

task 

Students perform the task again in 

group and post their recording 

online 

physical, 

linguistic, 

cognitive, social 

and emotion 

online  

Stage 6 

(DAY 5): 

Direct 

learners’ 

reflecting 

on learning 

a) Students complete the speaking 

and listening diary 

b) Students are asked to compare 

and contrast structures used in 

narrate past events in L1 and L2 

a) metacognitive 

awareness 

b) linguistic 

face-to-face Speaking and 

listening 

diary 

Stage 7 

(DAY 5): 

Facilitate 

feedback on 

learning 

a) Teacher gives comment on 

students’ performance  

b) Students give comment to each 

other in group (verbally) 

c) Students reflect on their 

performance and strategies use 

d) Students complete the interview 

questions 

HW. Students give feedback to 

their friend’s work online 

metacognitive 

awareness 
face-to-face Self 

assessment 

(see Table 

14) 

 
Semi-

structured 

interview 

questions 
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Unit 15: A law must be passed!  Duration: 350 minutes   

      (50 minutes/ day) 
 

Learning Objectives 

 

1. The students can be able to debate their opinions about social issues 

2. The students will be able to give their opinions about laws and social issues 

 

Speaking skills: giving opinions for and against controversial topics; offering a 

different opinion; agreeing and disagreeing 

Listening skills: paraphrasing of what they hear 

   
 

Language focus: formulaic expressions and interaction in a debate using passive 

modals: should be, ought to 

    
 

Strategies:  

 - speaking strategies: exemplification: offering examples to make one’s point 

clear 

 - listening strategies: comprehension checks: paraphrasing what is heard to 

confirm one’s understanding  
 

 

Thai national foreign language standard:  
 

Strand 1: Language for Communication 

Standard F1.2: Endowment with language communication, skills for exchange of data 

and information, efficient expression of feelings and opinions 

Indicator: Speak and write to describe their own feelings and opinions about various 

matters, activities, experiences and news/ incidents, as well as provide justifications 

appropriately.  
 

Strand 3: Language and Relationship with Other Learning Areas 

Standard F3.1: Usage of foreign languages to link knowledge with other learning 

areas, as foundation for further development and to seek knowledge and widen one’s 

world view 

Indicator: Search for, collect and summarise the data, facts related in other learning 

areas from learning sources, and present them through speaking/ writing.  
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Stages 
(time) 

Activities Metacognitive 

awareness/ 

Oracy strands 

Modes of 

delivery 
Resources/ 

Materials 

Stage 1 

(DAY 1): 

Focus 

learners’ 

attention 

on oracy 

skills 

a) Teacher introduces the students 

about the unit task: debate 

b) Students complete a unit task 

preparation worksheet 

c) Teacher asks about recent news 

in Thailand 

d) Students sit in group and discuss 

about the news (SNAPSHOT) (ex.1 

p.22) 

 

 

b) metacognitive 

awareness 

 
 
d) cognitive & 

linguistic 

face-to-face Worksheet 

4 
 

Stage 2 
Task :tell me your opinions 
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(DAY 1):  
Give input 

and guide 

planning 

a) Teacher shows the strange laws 

around the world to the students 

(ex.1 p.100) 

b) Students practise the 

pronunciation: sentence stress e.g. 

It’s against the law to feed pigeons 

in Venice. (ex. 1 p. 100) 

c) Students do listening activity and 

write their answer in the 3-entry 

listening answer sheet (ex. 2 p. 100) 

d) Students learn grammar: Giving 

recommendations and opinions 

(ex.3 p. 101) 

e) [ASSESSMENT] ‘Do you agree 

or disagree’ activity: Teacher gives 

some opinions towards some social 

issues  

Sitting in group, students discuss 

whether they agree or disagree 

f) Teacher asks the students about 

the expressions they have just used 

and elicit/ introduce useful 

expressions with them e.g. In my 

opinion…., To me,….. It seems to 

me that…., Maybe, but in my 

opinion,…… You may have a point 

but,…… That sounds interesting, 

but I think……. 

g) Teacher asks the students to 

brainstorm what debate is 

h) Teacher introduces debate 

procedures and common 

expressions use in the activity to the 

students by showing a debate VDO  

i) Teacher asks the students to think 

of an interesting debate topic 

(students may consider the topics 

provided on p. 102) 

HW: students do listening ex.5 p. 

102, Grammar focus ex. 9 p. 103 

 

 

 

b) physical 

 
 

 

c) metacognitive 

awareness 

 
d) linguistic 

 
 

 

e) linguistic, 

cognitive, social 

and emotion 

 
 

f) linguistic 

 
 

 

 

 

 

 

 

g) metacognitive 

awareness 
h) cognitive, 

linguistic 

 
 

 

 

 

 

linguistic 

 

 

face-to-face 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Online 

3-entry 

listening 

answer 

sheet 
 
debate 

example 

video on 

Google 

Classroom 
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Stage 2 
(DAY 2): 

Give input 

and guide 

planning 

Task: Let’s debate! 

a) Students listen to a conversation 

on ex.8 p. 103/ Teacher elicits 

question tag structure 

b) Students listen again and answer 

question in question B 

c) Students practise pronunciation: 

question tag (ex. 10 p. 104)  

d) Students do listening activity and 

write their answer in 3-entry 

listening worksheet (ex. 11 p. 104)  

e) Students watch a VDO showing 

interruption expression and list on 

their book  

f) Teacher gives some ideas and 

students practise how to interrupt 

politely e.g. (T): ‘I think that a lot 

homework will be beneficial for the 

students.’ (S): ‘No, I don’t think so. 

Homework can also take away our 

socializing time.’ 

g) Students listen to the teacher and 

paraphrase what they hear in their 

own words e.g. So you said that…./ 

What you mean is ……. 

h) [ASSESSMENT] Students in 

group, practise expressing and 

interrupting people 

     Students prepare their opinions 

about the situation, and anticipate 

questions they might be asked  

      

i) Teacher assigns students in a 

team of 4 (8 teams in total) 

j) Two teams are matched and draw 

the topic and choose the side: For or 

Against. The topics are as follows:  

‘People should not be allowed to 

drive alone’  

‘Extra classes/ schools should close 

by 7 pm.’   

‘Primary students should not be 

allowed to own their phone.’ 

‘Online game is dangerous.’  

 
HW: the students prepare 

information for the debate activity 

in the following class 

a) linguistic 
 
 

b) metacognitive 

awareness 
c) physical 

 

d) metacognitive 

awareness 

 
e) linguistic 
 
 

f) linguistic & 

cognitive 
 
 

 

 

 

g) metacognitive 

awareness 
 

h) physical, 

linguistic, social 

and emotion 
metacognitive 

awareness 

 

 

 

 

 

 

 

 

 

 

 

 

 
metacognitive 

awareness 

face-to-face 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
online 

situation 

role cards 
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Stage 2 

(DAY 3): 

Give input 

and guide 

planning 

Task: express opinions with reasons 

a) Students in their debate groups 

share their information to each 

others 
b) Students practise saying their 

sentences with each other  
c) Students are swapped their seats 

to sit with the opposing team: two 

from propositional team and other 

two from the oppositional team 

practise: 

 agreement and disagreement 

 interruption 

 giving opinions and supporting 

details: experience, common sense, 

expert’s ideas and statistics  

a) cognitive 
 
 

b) physical 
 
c) physical, 

cognitive, 

linguistic, social 

and emotion, 

metacognitive 

awareness 

face-to-face Debate 

topic and 

debate task 

preparation 

worksheet 

Stage 3 

(DAY 4): 

Conduct 

oracy task 

Task: debate 

a) Teacher shows the criteria of the 

task assessment  

b) Students prepare expressions to 

perform in their debate in group  

c) Students (team 1-4 )perform do 

the debate according to their topic 

(each of them has 2 minutes to 

speak) 

c) physical, 

cognitive, 

linguistic 
social and 

emotion 

metacognitive 

awareness 

face-to-face Assessment 

criteria 

Stage 3 

(DAY 5): 

Conduct 

oracy task 

a) Teacher shows the criteria of the 

task assessment  

b) Students prepare expressions to 

perform in their debate in group  

c) Students (team 5-8 )perform do 

the debate according to their topic 

(each of them has 2 minutes to 

speak) 

c) physical, 

cognitive, 

linguistic 
social and 

emotion 

metacognitive 

awareness 

face-to-face Assessment 

criteria 
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Stage 4 
(DAY 6) :

Focus on 

language /

skills /

strategies 

a) Teacher asks the students to 

watch a debate VDO again and 

compare to their performance 
b) Students revise their debate 

expressions in three areas:  

 language use (vocabulary and 

grammar) 

 empathy and interaction with their 

partner 

 body language and pronunciation 

physical, 

cognitive, 

linguistic, 

cognitive, social 

and emotion, 

metacognitive 

awareness 

face-to-face  

 

Stage 5 

(DAY 6):  
Repeat 

speaking 

task 

Students perform the task again in 

group and post their recording 

online 

Physical, 

linguistic, 

cognitive, social 

and emotion, 

metacognitive 

awareness 

online  

Stage 6 

(DAY 7): 

Direct 

learners’ 

reflecting 

on learning 

a) Students complete the speaking 

and listening diary  

b) Students are asked to compare 

and contrast presentation procedure 

and comparative in L1 and L2 

a) metacognitive 

awareness 
b) linguistic 

face-to-face  

Stage 7 

(DAY 7): 

Facilitate 

feedback 

on learning 

a) Teacher gives comment (paper 

form) 

b) Students give comment to each 

other in group (verbally) 

c) Students reflect on their 

performance and strategies use  

d) Students complete the 

questionnaire  

 

HW :Students give feedback to 

their friend’s work online 

metacognitive 

awareness 
face-to-face 
 
 

 

 

 

 

 

 

 

online 

Speaking 

and 

listening 

diary 
Self-

assessment 

(Table 16) 

Semi-

structured 

interview 

questions 
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Appendix I: Planning a unit of work using seven stages of the speaking-teaching 

cycle. (Goh & Burns, 2012) 

Sample speaking lesson from Goh & Burns (2012) 

Level: Pre-Intermediate 

Topic: Introductions and talking about oneself. 

Speaking skills: Introduce oneself and others formally and informally. 

       Respond to introductions. 

   Describe personal preferences. 

Language focus: Formulaic expressions for making and responding to introductions. 

Strategies: Ask for clarifications and repetitions. 

Duration: 180 minutes (including time for introduction and closure of lessons). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 285 

Stage Activities 
Estimated 

time 
Resources 

1. Focus 

learners’ 

attention 

on 

speaking. 

Students write short responses to 

questions about learning learning to 

speak in English. 

Teacher tells the students that 

he/she will collect the self-

observation notes at the end of the 

unit of work and will read the notes 

before returning them.) 

10 minutes Self-observation 

sheet/ prompts 

(see appendix 1. 

2. Give 

input and 

guide 

planning. 

Students prepare: 

• A short introduction of themselves.  

• Some useful phrases for introducing 

others. 

10 minutes • A pre-task 

planning guide 

(see appendix 

3&4); 

• A list of 

vocabulary items 

based on the 

prompts. 

3. 

Conduct 

speaking 

task. 

a. Students introduce themselves to 

each other in pairs. 

b. Next, they ask each other the 

questions they prepared 

20 minutes Students own 

notes based on 

Stage 2. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 286 

4. Focus 

on 

language/ 

skills/ 

strategies. 

a. Students listen to an audio recording 

or watch a video recoding of 

different people: 

• Making self-introductions. 

• Introducing one person to another. 

b. They identify and write down 

expressions that are used for making 

introductions and responding to 

introductions, 

c. Students listen again with the help 

pf the transcript, highlighting the 

relevant expressions when they hear 

them. 

d. Teacher discusses with students the 

differences between formal and 

informal registers when making and 

responding to introductions, and 

how these are signaled by some 

formulaic expressions. 

e. Students listen to/ watch the 

recording again. This time, they are 

asked to observe any gestures or 

actions and routines that accompany 

some of the introductions. 

40 minutes • A recording by 

the teacher or 

from another 

course book. 

• Transcripts of the 

recording. 
 

Examples of 

expressions that 

can be 

highlighted are: 

“Hi, my name is 

Z.” “Let me 

introduce you to 

Y.” “Meet my 

friend, X.” “It’s 

my pleasure to 

introduce X.” 

“Nice to meet 

you, X.” 
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5. Repeat 

speaking 

task. 

a. Students in their paris are matched 

with another pair. One person in the 

pair introduces himself/ herself 

briefly before introducing his/ her 

partner to the other pair. 

b. Students do an informal interview 

activity to meet other members of 

the class. 

c. Selected students are asked to use 

the information they obtained from 

the activity to introduce a classmate 

to their teacher formally. (To 

maximise learner talk-time in a 

large class, this can be done in 

groups instead, with selected 

students taking the role of the 

teacher.) 

50 minutes An adaptation of 

the prompts in 

Stage 2. 

 

6. Direct 

learners’ 

reflection 

on 

learning. 

a. Students compare the way 

introductions are made in English 

and their first language. 

b. They compare their observations 

with a partner’s. 

c. Students refer to their responses ti 

prompts in Stage 1 of this chart. 

They change and add what they 

have written. 

d. Teacher collects the reflection 

sheets to find out more about the 

students. 

20 minutes • Reflection 

sheets  

• Reflection 

prompts; e.g. 

(see appendix 1) 

used in Stage 1 

can also be 

modified for this 

purpose. 
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7. 

Facilitate 

feedback 

on 

learning. 

Teacher reads and writes comments 

on the reflection sheets before 

returning them to the learners. 

Students consider how their learning 

can be transferred to a new task in 

another unit of work/ series of 

lessons. 

 Some prompts 

for Stage 1 that 

build on the 

learners’ 

experience in the 

previous 

teaching-

speaking cycle. 
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Appendix J: Oracy components and modes of delivery lesson plan guideline 

Stage Activities Oracy 

strands 

Mode of 

delivery 

Resources 

1. Focus 

learners’ 

attention 

on 

speaking 

and active 

listening 

• Unit introduction (goal and 

objectives) and self-

observation 

• Reviewing background 

knowledge (including grammar 

and vocabulary related to the 

unit) 

• Asking and answering each 

other about the topic  

• Pronunciation drill  

• Telling the students what kind 

of text are they going to listen 

to in the unit 

• Cognitive 

 

 

 

• Linguistic 

 

 

• Social and 

emotion 

• Physical  

• Raising 

awareness 

of active 

listening 

Face-to-face Self-observation 

sheet (see 

appendix A&B) 
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2. Give 

input and 

guide 

planning. 

• Practice with speaking prompts 

provided by the teacher in 

group or pair 

• Watching VDO clips and elicit 

ideas of language use and body 

language with the teacher 

• Reading and exercise online 

• Comments and give feedback 

to each other over the online 

tasks 

• Active listening exercises: 

listen to the recordings 3 times 

for each exercise 

• Cognitive 

 

• Social and 

emotion 

 

• Linguistic 

 

• Physical 

 

• Social and 

emotion 

• Active 

listening  

Face-to-face 

 

 

 

 

 

 

Online 

Face-to-face 

and Online 

 

Speaking prompts 

and planning guide 

(see appendix 

C&D) 

 

 

 

 

 

Google classroom 

and 

www.meandenglis

h.com 

 

3-entry answer 

sheet 

http://www.meandenglish.com/
http://www.meandenglish.com/
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3. Conduct 

speaking 

and 

listening 

task. 

 performing  

task with pronunciation and 

body language prepared 

 

• performing according to the 

guiding plan 

 

• performing with correct 

sentence structure and 

vocabulary 

 

• performing with a sense of 

having a real audience, asking 

and answering with the 

audience 

• Physical 

 

 

 

 

• Cognitive 

 

 

 

• Linguistic 

 

 

 

 

• Social and 

emotion 

 

• Active 

listening 

 

 

Face-to-face 

 

Speaking prompts 

and planning guide 

from stage 1 

 

 

VDO recorder 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 292 

 

4. Focus on 

language/ 

skills/ 

strategies. 

• giving feedback on students’ 

body language and 

pronunciation and practise with 

the whole class 

• asking students to revise their 

speaking plan with added or 

correct input  

• eliciting grammar points and 

vocabulary/ model correct 

answer 

• asking and answering questions 

while performing the task 

• asking the students about their 

listening difficulties during the 

task 

• physical 

 

 

 

 

 

 

• Cognitive 

 

 

 

 

 

 

 

• Linguistic 

 

 

 

 

• Social and 

emotion 

 

 

 

 

 

 

 

 

 

 

 

• Active 

listening 

 

Face-to-face 

 

Students’ 

performance and 

supplement 

materials e.g. 

video 
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5. Repeat 

speaking 

task. 

 correcting pronunciation and 

body language  

 

• changing or adding some 

details 

 

• correcting the language  

 

• changing partner or group to 

perform the same task again 

(question and answer is 

occurred) 

• asking and answering questions 

with the audience  

• Physical 

 

 

 

 

 

• Cognitive 

 

 

 

• Linguistic 

 

 

• Social and 

emotion 

 

 

 

 

 

 

 

 

• Active 

listening  

 

 

 

online 

 

Speaking prompts 

and planning guide 

from stage 1 

 

Google classroom 
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6. Direct 

learners’ 

reflection 

on 

learning. 

 asking the students on their 

performance about their 

pronunciation and body 

language 

 

• asking the students to create 

criteria in giving feedback 

together so that they know 

what to assess/ rewrite the self-

observation sheet from stage 1 

 

• comparing the L2 to L1 of 

expressions used in the unit  

 

• guiding students to publish 

their work online to the real 

audience 

• Physical 

 

 

 

 

 

 

 

 

 

 

 

• Cognitive 

 

 

 

 

 

 

 

• Linguistic 

 

 

 

 

• Social and 

emotion 

 

 

Face-to-face Self-observation 

sheet (see 

appendix A&B) 
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7. 

Facilitate 

feedback 

on 

learning. 

 Using polite language  

 

• giving feedback based on 

topics and rubrics to their peers 

and themselves 

 

• providing students feedback 

expressions e.g. ‘It might be 

good if you…..’, to avoid 

‘rubber stamp’ expressions 

 

• Using emoticons or stickers to 

support or encourage their 

classmates 

• Physical 

 

 

 

 

 

• Cognitive 

 

 

 

 

 

• Linguistic 

 

 

 

 

 

 

 

 

 

 

• Social and 

emotion 

 

 

 

online 

 

Google classroom 

 

 

Appendix K: Listening 3-column answer form  

Instruction: write your answers on the table while or after each listening time 

First listening  Second listening  Third listening  

1 1 1 

2 2 2 

3 3 3 

4 4 4 

 
Reflection: 
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Appendix L: Metacognitive Awareness Listening Questionnaire (MALQ) 

 

Type scale Strategy or belief/perception 

Planning-

evaluation 
1. Before I start to listen, I have a plan in my 

head for how I am going to listen. 
1    2    3    4    5    6 

Directed 

attention 
2. I focus harder on the text when I have trouble 

understanding. 
1    2    3    4    5    6 

Person 

knowledge 
3. I find that listening in English is more difficult 

than reading, speaking, or writing in English. 
1    2    3    4    5    6 

Mental 

translation 
4. I translate in my head as I listen. 1    2    3    4    5    6 

Problem-

solving 
5. I use the words I understand to guess the 

meaning of the words I don’t understand. 
1    2    3    4    5   6 

Directed 

attention 
6. When my mind wanders, I recover my 

concentration right away. 
1    2    3    4    5    6 

Problem-

solving 
7. As I listen, I compare what I understand with 

what I know about the topic. 
1    2    3    4    5    6 

Person 

knowledge 
8. I feel that listening comprehension in English 

is a challenge for me. 
1    2    3    4    5    6 

Problem-

solving 
9. I use my experience and knowledge to help 

me understand. 
1    2    3    4    5    6 

Planning/ 

evaluation 
10. Before listening, I think of similar texts that I 

may have listened to. 
1    2    3    4    5    6 

Mental 

translation 
11. I translate key words as I listen. 1    2    3    4    5    6 

Directed 

attention 
12. I try to get back on track when I lose 

concentration. 
1    2    3    4    5    6 

Problem-

solving 
13. As I listen, I quickly adjust my interpretation 

if I realise that it is not correct. 
1    2    3    4    5    6 

Planning/ 

evaluation 
14. After listening, I think back to how I listened, 

and about what I might do differently next time. 
1    2    3    4    5    6 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 297 

Type scale Strategy or belief/perception 

Person 

knowledge 
15. I don’t feel nervous when I listen to English. 1    2    3    4    5    6 

Directed 

attention 
16. When I have difficulty understanding what I 

hear, I give up and stop listening.  
1    2    3    4    5    6 

Problem-

solving 
17. I use the general idea of the text to help me 

guess the meaning of the words that I don’t 

understand. 

1    2    3    4    5    6 

Mental 

translation 
18. I translate word by word, as I listen. 1    2    3    4    5    6 

Problem-

solving 
19. When I guess the meaning go a word, I think 

back to everything else that I have heard, to see 

if my guess makes sense. 

1    2    3    4    5    6 

Planning/ 

evaluation 
20. As I listen, I periodically ask myself if I am 

satisfied with my level of comprehension. 
1    2    3    4    5    6 

Planning/ 

evaluation 
21. I have a goal in mind as I listen.  1    2    3    4    5    6 
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Appendix M: Oracy skills pre-test and post-test 

Part 1: Self-introduction (2-3 minutes) 

Instruction: each candidate (student A and student B) will be asked to introduce  

themselves and questions regarding their leisure activities. Each candidate will be  

asked the same questions.  

Part 2: Short monologue (3-5 minutes) 

Instruction: each candidate will choose 2 photos from different activities. They will  

have 1 minute in looking and preparing their talk. They have to compare the two  

activities with their own opinions. Each candidate will have 2 minutes to talk.  

 

 

 

 

 

  

   

 

 
Part 3: Discussion (3 minutes) 

Instruction: candidates will talk to each other about free time activities. They will 

have to discuss what activities teenagers should do and why. They can use the  

given photos in part 2 as a prompt.  

Part 4: Role-play (5 minutes) 

Instruction: student A and B will be given a different role card. They will have 2  

minutes to look at their role card and prepare their talk. Then they will start the role  

play and they will be given 3 minutes.  
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Part 4: Role-play 

Student A’s role card 

 

 

 

 

 

A B C 

 

Situation: You are planning a day out with your friend this weekend. You are thinking 

of these three activities: watching movie at Central Plaza Rayong, having lunch at a 

fast food restaurant in Passione Department Store, and going to the water park at 

Ramayana Chonburi. After you make a decision, call your friend and talk over it. You 

may need to prepare the second plan if the first one is refused.  

Instruction: 

Look at the activities, choose one activity that you want to do at this weekend. 

Think about the plan on ‘how’ you will do the chosen activity: 

- Where is the place? 

- What time shall you meet? 

- What things should you prepare? How much money should you have? 

- How will you go there? 

- What are the good things of doing the activity? 

Invite B to come with you. Discuss about the plan to see if he/she would like it. 

If you are interested in B’s plan, you can agree to do his/her plan. Ask for details 

about his/her plan. 
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Student B’s role card 

 

 

 

 

 

A B C 

Situation: You are planning a day out with your friend this weekend. You are thinking 

of these three activities: singing at a karaoke at Central Plaza Rayong, going to PMY 

beach, and cycling at Srimuang Park. After you make a decision, call your friend and 

talk over it. You may need to prepare the second plan if the first one is refused.  

Instruction: 

Look at the activities, choose one activity that you want to do at this weekend. 

Think about the plan on ‘how’ you will do the chosen activity: 

- Where is the place? 

- What time shall you meet? 

- What things should you prepare? How much money should you have? 

- How will you go there? 

- What are the good things of doing the activity? 

Invite B to come with you. Discuss about the plan to see if he/she would like it. 

If you are interested in B’s plan, you can agree to do his/her plan. Ask for details 

about his/her plan. 
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Appendix N: Inventory of Metacognitive Awareness in Oracy Skills Questionnaire 

Inventory of Metacognitive Awareness in Oracy Skills Questionnaire 

Instruction: Please tick / the box which is true for you (ใหน้กัเรียนเลือกท าเคร่ืองหมาย / ขอ้ท่ีเป็นจริง
ส าหรับนกัเรียน โดยท่ี   

  1 = ไม่เห็นดว้ยอยา่งยิ่ง  
  2 = ไม่เห็นดว้ย  
  3 = ค่อนขา้งไม่เห็นดว้ย 
  4 = ค่อนขา้งเห็นดว้ย 
  5 = เห็นดว้ย  
  6 = เห็นดว้ยอยา่งยิ่ง 

 

Item 

1 2 3 4 5 6 

Speaking 

I. Metacognitive experience       

1. During the tasks, I could remember situations 

when I was struggling with forgotten words (it’s 

just tip of the tongue) very well.  

ฉนัจ าประสบการณ์ท่ีคิดค าเป็นภาษาองักฤษไม่ออกในขณะส่ือสารไดดี้ 

      

2. I often came back to find out the forgotten words or 

grammar after the tasks.  

ฉนักลบัมาหาค า  หรือหลกัไวยากรณ์ท่ีใชใ้นสถานการณ์นั้น 

      

3. I could make use of vocabulary or structures learned in 

class during the next performance.  

ฉนัรู้สึกวา่ฉนัสามารถน าค าหรือประโยคท่ีเรียนมาใชไ้ดดี้ข้ึนในการท ากิจกรรม
คร้ังต่อไป  

      

4. I felt more confident as I used the strategies to achieve 

the task target.  

ฉนัรู้สึกมัน่ใจมากข้ึนเพราะฉนัไดใ้ชก้ลวิธีในการท ากิจกรรมใหส้ าเร็จ 

      

II. Person knowledge 

a. Self-concepts and self-efficacy about speaking: 

5. I must try not to feel so stressed each time I have 

to speak in front of a big group of audience in 

English.  
ฉนัตอ้งพยายามไม่กดดนัตวัเองขณะพดูภาษาองักฤษต่อหนา้ผูฟั้งกลุ่มใหญ่ 

      

6. I need to think a lot before I say something.  

ฉนัตอ้งคิดหาค าท่ีจะพดูก่อนพดูเสมอ 

      

b. Problems related to L2 speaking, reasons, and possible solutions: 
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Item 

1 2 3 4 5 6 

Speaking 

7. My problem is not having enough vocabulary 

repertoire to express some meanings in English.  

ปัญหาของฉนัคือฉนัไม่มีคลงัค  าศพัทม์ากพอท่ีจะส่ือสารความคิดของ
ตนเองได ้

      

8. I know that if I ask the speaker for clarification, I 

will have more time to think about my reply. 

ฉนัรู้วา่หากฉนัขอให้ผูถ้ามอธิบายค าถามอีกคร้ัง  จะท าให้ฉนัมีเวลาใน
การคิดค าตอบมากข้ึน 

      

III. Task knowledge 

a. Mental, affective, and social processes involved in speaking: 

9. I need to think about what to say and how to say 

it at the same time. 

ฉนัตอ้งคิดค าท่ีจะใชแ้ละพดูออกมาในเวลาเดียวกนั 

      

10. I need to work with my listener during a 

conversation so we can understand what we are 

both trying to say. 

ฉนักบัผูฟั้งตอ้งตั้งใจฟังซ่ึงกนัและกนั จึงจะสามารถเขา้ใจส่ิงท่ีเราทั้งสอง
คนตอ้งการจะส่ือได ้

      

b. Differences between spoken written discourse: 

11. Speech isn’t like writing, which has many neat 

and complete sentences.  

ฉนัรู้ดีวา่ภาษาพดูกบัภาษาเขียนไม่เหมือนกนั ซ่ึงภาษาเขียนจะปราณีต
และตอ้งเป็นประโยคสมบูรณ์เสมอ 

      

c. Skills for second language speaking: 

12. It is important to know how to organise a story 

when you have to retell it.  

การเรียงล าดบัเร่ืองราวก่อนเล่านั้นมีความส าคญั 

      

13. Having the right intonation when speaking is 

useful. 

เสียงข้ึนลงในประโยคช่วยให้ส่ือความไดดี้ข้ึน 

      

d. Cultural and social differences of speakers: 
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Item 

1 2 3 4 5 6 

Speaking 

14. I must be careful when speaking English to 

people from other cultures so that I will not offend 

them. 

ฉนัตอ้งระวงัการใชภ้าษาองักฤษกบัผูท่ี้มาจากต่างประเทศ เพ่ือท่ีจะไม่
เป็นการท าให้ผูฟั้งขุ่นเคือง 

      

15. I was told that different countries use different 

greeting expressions.  

ฉนัรู้วา่แต่ละประเทศมีการทกัทายเป็นประโยคท่ีแตกต่างกนั 

      

e. Factors that influence speaking: 

16. I need to know enough about the content to talk 

about it. 

ฉนัตอ้งมีความรู้  ขอ้มูลมากพอท่ีจะพูดถึงเร่ืองใดเร่ืองหน่ึง 

      

17. I should speak English to everyone I meet.  

ฉนัควรพดูภาษาองักฤษกบัทุกคนท่ีพบ 

      

18. I should not be embarrassed to speak in English.  

ฉนัไม่ควรอายท่ีจะพดูภาษาองักฤษ 
      

f. Ways of improving overall speaking 

development: 
      

19. I should learn how different types of speech are 

organised.  

ฉนัควรจะเรียนรู้ประเภทของการพดูต่างกนัไปและการเรียบเรียงเน้ือหา 

      

20. I need to learn to speak naturally and not repeat 

sentences that I write down. 

ฉนัตอ้งเรียนรู้วิธีการท่ีจะพดูภาษาองักฤษให้ไดอ้ยา่งเป็นธรรมชาติ  และ
ไม่พดูแบบท่อง 

      

IV. Strategic knowledge 

a. Strategies for managing communication and discourse: 

21. If you don’t have the English word, you should 

use other words to explain yourself and express the 

same meaning.  

ถา้ฉนัคิดค าเฉพาะไม่ออก  ฉนัควรหาวิธีการบรรยายค านั้นดว้ยประโยค
ต่างๆท่ีแตกต่างกนัไปแต่ยงัคงความหมายเดิม 

      

22. I learned many useful phrases that I can use in 

my conversations. 

ฉนัไดเ้รียนรู้วลีต่างๆท่ีเป็นประโยชนแ์ละน าไปใชไ้ดใ้นการส่ือสาร 
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Item 

1 2 3 4 5 6 

Speaking 

b. Strategies for specific types of speaking tasks: 

23. In the presentation, I always prepare an outline 

which includes proper introduction, body and 

conclusion. 

ทุกๆการน าเสนอ ฉนัมกัเตรียมเคา้โครงการพดูท่ีประกอบไปดว้ย บทน า  
เน้ือหา และสรุปไวอ้ยา่งดีเสมอ 

      

24. In group discussion, it is always useful to know 

how to disagree politely. 

วลีท่ีใชใ้นการแสดงความเห็นต่างอยา่งสุภาพนั้นจ าเป็นต่อการอภิปราย
กลุ่มเสมอ 

      

c. Ineffective strategies: 

25. When I don’t know some key words, I keep 

quiet. 

ถา้ฉนัคิดค าท่ีจะพดูไม่ออก ฉนัจะเงียบ 

      

26. I know it’s not good to keep quiet while 

interacting. 

ฉนัรู้วา่การเงียบขณะส่ือสารเป็นส่ิงท่ีไม่ดี 

      

27. Memorising the entire speech is not useful 

because I may get stuck on one part and won’t be 

able to go on. 

ฉนัรู้ดีวา่การท่องจ าบทพดูนั้นไม่ดี เน่ืองจากวา่อาจจะท าให้ฉนัพดูติดขดั
จนไม่สามารถพดูต่อไปจนจบได ้

      

Listening 

V. Planning and evaluation 

28. Before I start to listen, I have a plan in my head 

for how I am going to listen. 

ฉนัวางแผนก่อนท่ีจะฟังเสมอ 

      

29. After listening, I think back to how I listened, 

and about what I might do differently next time. 

หลงัจากท่ีฉนัฟังแลว้ ฉนัจะวิเคราะห์จุดท่ีตอ้งแกไ้ข และน าไปปรับปรุง
ในคร้ังถดัไป 

      

VI. Problem solving 
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Item 

1 2 3 4 5 6 

Speaking 

30. I use the words I understand to guess the 

meaning of the words I don’t understand. 

ฉนัใชค้  าท่ีฉนัรู้มาช่วยในการท าความเขา้ใจหรือเดาความหมายของค าท่ี
ฉนัไม่รู้ 

      

31. While listening, I quickly adjust my 

interpretation if I realise that it is not correct. 

ขณะฟังฉนัสามารถปรับการแปลความทนัทีหากรู้วา่มีความผิดพลาด
เกิดข้ึน 

      

VII. Mental translation 

32. I translate the message into Thai in my head as I 

listen. 

ฉนัแปลส่ิงท่ีฟังจากภาษาองักฤษเป็นภาษาไทยในหวั 

      

33. I translate key words into Thai as I listen. 

ฉนัแปลเฉพาะค าส าคญัเป็นภาษาไทยในหวั 
      

VIII. Directed attention 

34. When my mind starts to wanders, I recover my 

concentration right away. 

ถา้ฉนัเร่ิมไม่มีสมาธิกบัส่ิงท่ีฟัง ฉนัจะดึงสติกลบัมาทนัที 

      

35. When I have difficulty understanding what I 

hear, I give up and stop listening.  

ฉนัจะเลิกฟังทนัทีถา้รู้สึกวา่ส่ิงท่ีฟังนั้นยากจะเขา้ใจ 

      

IX. Person knowledge 

36. I feel that listening comprehension in English is 

a challenge for me. 

ฉนัรู้สึกวา่การฟังจบัใจความเป็นภาษาองักฤษนั้นทา้ทาย 

      

37. I don’t feel nervous when I listen to English. 

ฉนัไม่ไดรู้้สึกประหม่า หรือกงัวลเวลาฟังเป็นภาษาองักฤษ 

      

  

 

 

ขอ้เสนอแนะ ______________________________________ 
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Appendix O: Lesson plan IOC 

Standard Analysis from 

experts 
IOC 

score 
Result 

Standard 1: Objectives and lesson time setting 

Experts number 

1 2 3 

1.1 The lesson objective is clear and matched with Thai 

national curriculum. 
+1 +1 +1 1.0 Congruent 

1.2 The objective is matched with the lesson topic. 0 +1 +1 0.667 Congruent 

1.3 The objective is matched with the level of the learners. +1 +1 +1 1.0 Congruent 

1.4 The lesson time is appropriate. +1 +1 0 0.667 Congruent 

Standard 2: Contents and sequence of learning 

activities  

Analysis from 

experts 
IOC 

score 
Result 

Experts number 

1 2 3 

2.1 The sequence of the content is appropriate. 0 +1 +1 0.667 Congruent 

2.2. The activities are matched with the lesson objective. 0 +1 0 0.333 Need revision 

2.3 The teaching method is matched with what is wanted to 

research.  
+1 +1 +1 1.0 Congruent 

2.4 Activities emphasise speaking and listening skills +1 +1 +1 1.0 Congruent 

2.5 Learning activities enable the students to perform unit 

task 
+1 +1 0 0.667 Congruent 

Standard 3: Assessment and evaluation 

Analysis from 

experts 
IOC 

score 
Result 

Experts number 

1 2 3 

3.1 Assessment criteria are clear 0 +1 +1 0.667 Congruent 

3.2 There are various of assessment and evaluation forms 

e.g. self-evaluation, teacher evaluation and peer assessment  
+1 +1 0 0.667 Congruent 

IOC 0.758 Congruent 
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Appendix P: Blended-learning questionnaire IOC 

Standards 
 
 

Standard 1: Form of the questionnaire 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1.1 The objectives and instruction of the 

questionnaire are clear. 

+1 0 +1 0.667 Congruent 

1.2 The length of the questionnaire is proper.  +1 +1 +1 1.0 Congruent 

1.3 The form of the questionnaire makes it easy to 

understand. 

+1 0 +1 0.667 Congruent 

Standard 2: The quality and sequence of the 

questions  

Analysis from 

experts 

IOC 

Score 

Result 

Experts 

number 

1 2 3 

2.1 The questions covers the research questions. 0 +1 +1 0.667 Congruent 

2.2 The sequence of the questions are grouped 

appropriately and not complicated. 

+1 0 +1 0.667 Congruent 

2.3 The translation is correct and easy to understand.  0 0 0 0 Need 

revision 

Standard 3: The assessment and evaluation 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1.  The assessment criteria are clear. +1 +1 +1 1.0 Congruent 

IOC 0.619 Congruent 
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Appendix Q: Inventory of Metacognitive Awareness in Oracy Skills IOC 

Standard 1: Form and layout of the 

questionnaire 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1. The objectives and instruction are clearly explained. +1 +1 +1 1.0 Congruent 

2. The length of the questionnaire is appropriate. +1 +1 +1 1.0 Congruent 

3. The questionnaire layout makes it easy to 

understand. 

+1 +1 +1 1.0 Congruent 

Standard 2: The quality and sequence of 

questions  

Analysis from 

experts 

IOC Result 

Experts number 

1 2 3 

1. The questions are aimed at answering  

the  research questions.  

+1 0 +1 0.667 Congruent 

2. The sequence of questions are well     grouped 

and not complicated. 

0 0 0 0 Need 

Revision 

3. The questions are correctly translated and easy to 

understand. 

-1 0 0 -0.333 Need 

Revision 

Standard 3: Assessment and Evaluation 

Analysis from 

experts 

IOC Result 

Experts number 

1 2 3 

1. The assessment and evaluation are appropriate.  +1 +1 +1 1.0 Congruent 

IOC 0.619 Congruent 
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Appendix R: Stimulated Recall Interview IOC 

Standard 1: Overview of questions 

Analysis 

from experts 

IOC 

score 

Result 

Experts 

number 

1 2 3 

1. The objective of the interview is clearly   

     instructed.  

+1 +1 +1 1.0 Congruent 

2.  The length of questions is appropriate. +1 +1 +1 1.0 Congruent 

Standard 2: Content and sequence 

Analysis 

from experts 

IOC 

score 

Result 

Experts 

number 

1 2 3 

1. The questions are aimed at answering the  

     research questions.  

+1 +1 +1 1.0 Congruent 

2. The sequence of questions are well       

    grouped and not complicated. 

+1 +1 +1 1.0 Congruent 

3. The questions are correctly translated and  

    easy to understand. 

0 +1 +1 0.667 Congruent 

Standard 3: Assessment and Evaluation 

Analysis 

from experts 

IOC 

score 

Result 

Experts 

number 

1 2 3 

1. It is appropriate to arrange the interview  

    a week after the performance. 

+1 +1 +1 1.0 Congruent 

IOC 0.945 Congruent 
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Appendix S: Pre- and Post-test assessment criteria IOC table 

Standard 1: Objectives 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1.  The objective of the test is clear. +1 +1 +1 1.0 Congruent 

2.  The test difficulty is suitable for the level  

     of the students. 

+1 +1 +1 1.0 Congruent 

3.  The test procedure is clear and not  

     complicated. 

+1 +1 +1 1.0 Congruent 

4.  The time of the test is proper.  +1 +1 +1 1.0 Congruent 

Standard 2: Test’s contents and activities 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1.  The test’s contents cover listening and speaking 

skills.  

+1 +1 +1 1.0 Congruent 

2.  The test is difficult sequential design.  +1 +1 +1 1.0 Congruent 

3. The test prompts are appropriate. +1 +1 +1 1.0 Congruent 

Standard 3: Assessment and evaluation 

Analysis from 

experts 

IOC 

score 

Result 

Experts number 

1 2 3 

1.  Scoring criteria are clear. +1 0 +1 0.667 Congruent 

2.  Assessment is diverse.   +1 0 +1 0.667 Congruent 

IOC 0.926 Congruent 
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