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CHAPTER |
INTRODUCTION

1.1 Background of the Study

English reading ability is considered the most important skill required in
second language academic contexts (Grabe & Stoller, 2011). In these contexts,
reading is fundamental to other language skills and it results in students’ academic
achievement (Anderson, 2012; Harmer, 2007; Janzen, 2007). Anderson (2012) asserts
that good readers have very high success in writing, listening, and speaking tasks in
the twenty-first century. This is because they have gained input and developed their
reading ability through extensive reading. Therefore, it is crucial that the students
master their English reading ability both intensively and extensively for effective

global communication.

Unfortunately, however, Thailand is not a reading culture. In fact, reading has
never been a pleasurable activity in the Thai society (Strauss, 2008). The lack of their
reading habits results in poor English reading ability. As evidenced by the Organisation
for Economic Co-operation and Development (OECD, 2012), a report from the
Programme for International Student Assessment (PISA) 2009 revealed that Thailand
made no progress in reading literacy in the past nine years and was placed in the
grouping of the poorest performers. Such problems have been recognized and
attempts have been made to resolve them. For example, according to the report by
The Government Public Relations Department (2009), The National Education Act
1999 and the Office of the Higher Education Commission introduced new initiatives,
guidelines, and projects for English language teaching and learning in institutions.
Despite these efforts, studies still reveal poor English reading ability. Two
fundamental reasons causing these results are teaching methods and teaching
materials at Thai universities. Thai teachers still provide traditional lecture-based
instruction in their English classes, resulting in passive and disengaged students
(Tolley, Johnson, & Koszalka, 2012). Specifically, a study conducted by Bunyakarte
(2008) indicated that the use of lecture-dominant approaches failed Thai students’



reading comprehension. These passive approaches show the lack of interaction and
engagement with the text, social interaction and reflection among students and the
teacher. In English reading classes, teachers merely follow a commercial textbook in
order to finish the lessons and cover all the content needed for the exams. These
practices highligsht the common practice of teaching to the test. Besides, it projects
the teacher-centered approach, with teachers adopting the role of knowledge
transmitters rather than mediators of learning. To help Thai students in the tertiary
level to achieve excellence in English reading ability, primary changes in the

instructional methods and materials have to be made.

1.2 Statement of Problems

The major problem mentioned above similarly occurred in a reading course
at Sripatum University. The researcher of this study was appointed to view and report
students’ learning performance in all English foundation courses to the Institute of
General Education, Sripatum University. A striking finding revealed that students
lacked English proficiency, especially in reading skills. There was a high percentage of
students with low reading ability who failed the course. From 2008 to 2010, it was
found that the percentage of Sripatum students who failed the course rose from
2.98% to 14.48% during this period. Further findings revealed that many students
were also missing classes and tests. Later on, an investigation was conducted and
revealed similar findings as mentioned in the previous section. All classes still
employed the traditional teaching method, but with the use of ICT instead of chalk
and whiteboard. Students were not engaged in enjoyable activities or exposed to
motivating reading materials with culturally embedded-contents. A commercial
textbook employed in the course focused mainly on the cultures of native English
speakers, such as American and British cultures. A solution to these existing

problems was urgently needed and explained as follows.

Reading instruction in the tertiary level needs to aim at helping students

comprehend texts and become fluent readers. Grabe and Stoller (2011, 2013)



explained that reading was a complex skill that requires many components, namely
main idea comprehension, rapid and automatic word recognition, fluent recognition
processing of phrase and clause structures, strategic processing, motivation, and
fluency. This suggests that drawing meaning from the text and interpreting the
information based on their background knowledge are not adequate when designing

a reading curricula.

Stoller, Anderson, Grabe, and Komiyama (2013) suggested five fundamental
goals for effective reading curricula that should be followed. These goals included
extensive practice and exposure to print, commitment to building student
motivation, attention to reading fluency, vocabulary building, and comprehension
skills practice and discussion. In addition, it is found that teachers need to
encourage their students to read extensively and creates a supportive environment
for reading to develop intrinsic reading motivation (Komiyama, 2009; Stoller et al,,
2013). For assessment, it is confirmed that both formal and informal reading
assessments are to be implemented in English reading classes. For example, Grabe
(2009) suggested implementing text monitoring while reading, assigning group tasks to
engage students in discussions for interpretations of texts, using tests of multiple
interpretations, and including ways to measure many skills and strategies. In addition,
Oakley (2011) revealed that ongoing classroom-based assessment was an effective

way that showed students’ progress.

The aforementioned principles suggested that students’ reading ability could
only be developed by employing an effective teaching method. For a reading class,
Grabe and Stoller (2013) suggested a class project, besides oral presentation and
examinations, as one of the valuable means of reading activities in class. An
instructional tool that would suit this suggestion is Project-Based Learning (PBL). It is
one of the most appropriate teaching tools that connect language skills and content
knowledge together. It is also a potential means of reading teaching due to its
integration of knowing, doing, and applying what students know to solve problems
(Markham, 2011). This method offers students the opportunity to explore, interact,

and make connections between the real world and their own. According to Stoller



(2012), PBL is very flexible. It is adaptable to different student proficiency levels,
interests, tangible outcomes, lengths, themes, content resources, and language
emphases. These flexibilities lead to ereat benefits for students, including
engagement in meaningful language, collaboration, motivation, enjoyment, and
creativity. Students can build up confidence, self-esteem, and autonomy, as well as
improve their language skills, content learning, and cognitive abilities. It is evident
that PBL can be an alternative teaching tool, which transforms the teacher-centered
reading classroom to the student-centered one. This alternative tool can result in
effective English reading instruction that leads to students’ excellence in English

reading ability.

However, instructional methods, such as project-oriented language learning,
can become ineffective if it does not take ICC into consideration in the curriculum as
suggested by Laopongharn and Sercombe (2009). In Thai English reading classes,
content and learning materials are not interesting and relevant to students’ needs.
McDonough, Shaw, and Masuhara (2013) suggested that materials should develop
students for global communication, build global relationships, and improve students’
intercultural communication. Matsuda (2012) suggested that reading materials should
not focus merely on the language of the native varieties because they limit students’
perception of the English language and comprehension of the texts. Cultural content
and materials should instead emphasize all speakers who use English as a medium
of communication (Cortazzi & Jin, 1999; Matsuda, 2012). It is evident that the
integration of cultural content into reading instruction can help students gain

motivation to read and develop intercultural communication.

A number of studies revealed that PBL and cultural content benefit English
reading teaching and learning in many ways. Firstly, reading intercultural content
combined with the instruction of project-based learning possibly created active
learning. Students gained motivation, enjoyment, self-esteem, and awareness
(Bradley-Levine et al,, 2010). Second, as part of project work, teachers and peers
could provide valuable scaffolding to support deeper learning, critical thinking and

problem-solving skills, in which learner agency was centered and autonomous



learning occurs (Walqui & vanLier, 2010). Students gained content knowledge by
reading and discussing any cultural matters and sharing ideas with others through
group work. Third, Ketchum (2006) revealed that integrating reading instruction and
culture learning promoted literature and cultural acquisition. Also, it helped to shift
from a teacher-centered to a student-centered approach. Finally, Shu-jing and Li-hua
(2010) suggested that project-based learning was an effective tool in an extensive
reading program to develop students’ intercultural communicative competence and
their language study. This instructional tool indicated that students became an agent

of their own learning with the teacher being a facilitator.

According to the aforementioned theories and studies, it can be concluded
that project-based learning can be an effective instructional tool that carries out
cultural content in an English reading classroom. This integrated practice motivates
students to read and helps them to learn about cultural diversity. However, very
little empirical evidence has been found for research studies conducted on English
reading instruction integrated with project-based learning, emphasizing diverse
cultural contents in the tertiary education in Thailand. This reveals a significant gap
in English reading research. Therefore, the present study attempted to fill this
research gap and discuss the effects of Project-based Reading Instruction on English
reading ability and intercultural communicative competence of undergraduate

students.

1.3 Research Questions
This study addressed the following research questions:

1. To what extent does Project-based Reading Instruction enhance English

reading ability of undergraduate students?

2. To what extent does Project-based Reading Instruction enhance intercultural

communicative competence of undergraduate students?

3. Is there a correlation between students’ English reading ability and their

intercultural communicative competence?



4. What are the opinions of the students toward the Project-based Reading

Instruction?

1.4 Objectives of the Study
This study aimed to:

1. investigate the effects of Project-based Reading Instruction on students’

English reading ability

2. investigate the effects of Project-based Reading Instruction on students’

intercultural communicative competence

3. examine the correlation between students’ English reading ability and their

intercultural communicative competence

4. explore students’ opinions of Project-based Reading Instruction

1.5 Statement of Hypotheses

The integration of project-based learning and English reading instruction,
together with the use of culturally-embedded content, may result in enhancing
students’ English reading ability and intercultural communicative competence. This
was confirmed by Gomez (2012) who conducted an action research with a group of
23 advanced EFL students of the Modern Language Program at a university in Bogota,
Colombia. He found that the students could potentially build both language skills,
and intercultural knowledge through a process of negotiation by working out the
meaning of language in context through the use of appropriate constructivist
approaches. Similarly, Ware (2013) utilized project-based learning to enhance
students’ intercultural communication through the use of authentic international
online exchange. Grabe and Stoller (2013) also suggested a class project, as well as

oral presentation and examinations, improving reading activities in class.



To determine the effectiveness of the Project-based Reading Instruction, the

following hypotheses were formulated:

1. Students’ English reading ability will be increased after using the Project-

based Reading Instruction.

2. Students’ intercultural communicative competence will be increased after

using the Project-based Reading Instruction.

3. There is a correlation between students’ English reading ability and their

intercultural communicative competence.

1.6 Scope of the Study

1. The population of this study was second-year Thai undergraduate students
from ten faculties in a Thai university (i.e,, Accountancy, Architecture, Business
Administration, Communication Arts, Digital Media, Economics, Engineering,
Information Technology, Law, and Liberal Arts) and those who enrolled in a
foundation English reading course. The sample of this study was 32 second-year
Tourism Management major students from the Faculty of Liberal Arts in Sripatum
University. Six of those were randomly selected for the semi-structured interviews.
This particular group of Tourism Management students, however, was selected
because they seemed most likely to remain in the course throughout the study
which would therefore create more accurate results. It was confirmed by the
Registrar Office of the university that Tourism Management students were

permanently assigned to study together in Section 47.

2. The independent variable was project-based reading instruction, which
derived from the integration of project-based learning and English reading instruction
with culturally-embedded content. The dependent variables were the students’

English reading ability, and their intercultural communicative competence.

3. The data were collected using the following research instruments: English

Reading Ability Test, Intercultural Communicative Competence Test (including two



instruments—Intercultural Knowledge-based Test and Intercultural Attitudes and
Skills Inventory), Project-based Reading Portfolio (including Project-based Reading
Portfolio Rubric and Reflection), Project-based Reading Instruction Questionnaire, and

Project-based Reading Instruction Interview Protocol.

1.7 Definition of Terms
The terms presented below are the terms that were employed in this study.

1.7.1 Project-based Reading Instruction (PRI) was an English reading
instruction integrating English reading instruction and project-based learning to
enhance students’ English reading ability and their intercultural communicative
competence. It consisted of five main steps, namely prepare, research, analyze,
produce, and reflect. Students learned to develop their reading ability and
intercultural communicative competence through the use of culturally-embedded
reading materials in English. The intercultural reading materials included three sets of
cultures by country, namely native English speaking cultures (English, American, and
Australian), non-native English speaking cultures (French, Italian, and Japan), and
students’ own culture (Thai), along with three cultural topics, namely festivals and
celebrations, social norms, and intercultural contacts. Students’ English reading
ability and intercultural communicative competence were also achieved through
reading various authentic written and media texts both intensively and extensively,
with the use of project work as an interactive tool to connect English reading learning
to culturally-embedded content. Due to this instruction, the teacher played various
roles throughout the learning process. The assessment and evaluation of their
learning process and product were measured in all steps of the project work using
English Reading Ability Test, Intercultural Communicative Competence Test (including
Intercultural Knowledge-based Test and Intercultural Attitudes and Skills Inventory),
Project-based Reading Portfolio (including project-based reading portfolio rubric and
student’s reflection), Project-based Reading Instruction Questionnaire, and Project-

based Reading Instruction Interview Protocol.



1.7.2 English reading ability was the ability to comprehend various authentic
written and media texts in diverse cultural contents in two levels, literal
comprehension and interpretation comprehension through the use of Project-based
Reading Instruction (PRI). To obtain English reading ability, students were prepared
with motivating reading activities and learned reading comprehension strategies
explicitly (i.e., skimming for gist, scanning for specific information, analyzing words,
inferring comparison, and making conclusion and reference), researched cultural
information through exploration of various written and media texts about different
cultures, analyzed cultural differences through scaffolding, produced a project
product through collaboration, and reflected on their own learning. English reading
ability in this study was reflected by the scores obtained by students in the English
Reading Ability Test. The reading test referred to the researcher-made pre-and post-
English Reading Ability tests, along with the data derived from the Project-based
Reading Portfolio (including project-based reading portfolio rubric and student’s
reflection), to observe students’ English reading ability and students’ reading

progress.

1.7.3 Intercultural communicative competence was the ability to
communicate effectively and appropriately in situations where English was utilized
by speakers of diverse cultures. It consisted of attitudes, knowledge, understanding,
and skills which were combined and applied through actions (Deardorff, 2006). In this
study, the term referred to the ability to communicate effectively and appropriately
with both native English speakers and non-native English speakers from diverse
cultures based on students’ knowledge, attitudes, and skills. This ability was
achieved from understanding written texts related to native English speaking cultures
(English, American, and Australian), non-native English speaking cultures (French,
ltalian, and Japanese), and the students’ own culture (Thai) through reading and
exploring various cultural materials on three topics (festivals and celebrations, social
norms, and intercultural contacts derived from students’ survey), as well as working
collaboratively on a reading project. In this study, knowledge referred to the

acquisition of specific cultural knowledge based on the three cultural topics.
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Attitudes referred to the demonstration of openness and curiosity towards other
cultures of people who used English for communication. Skills referred to two skills
domains of discovery and interaction. Intercultural communicative competence in
this study was reflected by the scores obtained from Intercultural Communicative
Competence Test taken before and after the implementation of PRI and the scores
obtained from Project-based Reading Portfolio Rubric. In addition, descriptive data
from students’ reflections in the Project-based Reading Portfolio were used to

observe the progress of students’ intercultural communicative competence.

1.7.4 Undergraduate students referred to second-year Thai undergraduate
students from ten faculties of Sripatum University, Bangkhen Campus
(i.e., Accountancy, Architecture, Business Administration, Communication Arts, Digital
Media, Economics, Engineering, Information Technology, Law, and Liberal Arts).
However, students majoring in Tourism Management from the Faculty of Liberal Arts
were selected as the sample of the present study. Their ages ranged from 19 to 20. It
was presumed that they were at the intermediate level of English proficiency as they

all had passed English Foundation | and II.

1.8 Significance of the Study

The aim of this study was to develop a reading intervention to enhance
English reading ability and intercultural communicative competence for Thai
undergraduate students. This study was significant in two ways, namely in terms of

theoretical significance and practical significance.

Firstly, the results were expected to contribute to and reflect on English
reading and intercultural communication which would benefit Thai undergraduate
students. Furthermore, the developed Project-based Reading Instruction (PRI) could
be used as baseline data for English reading courses for undergraduate students in

Thailand.

Besides, this study also provided the practical or pedagogical implications and

its purposes. The insightful descriptions of the design of PRI and students’ opinions
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and reflections toward the instruction could yield valuable guidelines for Thai
teachers who desired to implement PRI in their reading course to promote English

reading and intercultural communication.



CHAPTER Il
LITERATURE REVIEW

This chapter describes four fundamental theories which were the center of
this study: (1) English reading instruction, (2) project-based learning, (3) intercultural
communicative competence, and (4) instructional design. Each conceptual theory is
discussed in terms of its general characteristics, practice, and assessment. Towards
the end of this section, the relationships between these theories are discussed and

summarized.

2.1 English Reading Instruction

This study agreed with the prominent scholars such as Grabe and Stoller
(2011) and Bharuthram (2012) that reading was the most crucial skill of all formal
education. To highlight the importance of English reading in second language
learning, this section aims to explain the nature of reading abilities, reading
comprehension, trends in English reading instruction, English reading models, English
reading tasks and materials design, and trends in English reading assessment. Based
on these components, a model of English reading instruction of the present study

was proposed.
2.1.1 The nature of reading abilities

Earlier definitions of reading implied that learners acquired the knowledge of
letters and identification of words, or the process of receiving and interpreting
information from a printed text to achieve reading abilities. Later definitions,
however, went beyond just letters and meanings. Grabe and Stoller (2011) proposed
that learners required (1) different skills and strategies, (2) ability to explain skills,
processes, and knowledge, (3) various cognitive features that were involved in the
operation of reading process with time constraints, (4) the ability to draw and
interpret meaning based on the first or second language proficiency, and (5) social

context. The present study agreed with these requirements because the decoding of
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written texts was far more complex and required other variables. Applying these five
requirements to reading instruction, this study took the four factors suggested by
Grabe and Stoller (2011) into consideration: purposes for reading, process required

for fluent reading, components of reading, and models of reading.
2.1.2 Reading comprehension

For the purpose of reading, the ultimate goal of reading is comprehension
(Anderson, 2008; Stoller et al., 2013), which refers to the ability to understand
information. It requires four fundamental components which included a reader,
context, text, and transaction (Pardo, 2004). In addition, readers’ reading skills and
experiences (i.e., language skills, cognitive resources, and world knowledge) also play
important roles for text comprehension (Department for Education, 2006). Based on
these descriptions, reading comprehension can be viewed as process, product, and

sociocultural practice.

2.1.2.1 Reading comprehension: process, product, and

sociocultural practice

Reading comprehension can be viewed as a process. Richards and
Schmidt (2010) suggested that reading was the process of understanding written text,
and its result was reading comprehension. Grabe and Stoller (2011) referred to the
reading process as a “cognitive activity involving skills, strategies, attentional
resources, knowledge resources, and their integration” (p. 9). However, it was argued
that the reading process was difficult to view because it was a silent, internal, and
private experience. With all these variables, it was clear that the process of reading
was different for different readers, depending upon the purpose, time, and reading
texts. As product, Alderson (2000) claimed that the reading product was the result of
the reading process, which emphasized the reader’s long-term memory as a primary
factor for successful comprehension. Reading also has a sociocultural view of literacy.
Many scholars and researchers do not view literacy as a process that could be
applied to everyone. They believe that reading and writing are practiced and viewed

differently by different social groups and that the reading ability of the readers can
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be influenced by the literacy use in their first language (Bharuthram, 2006).
Therefore, it can be concluded that readers can comprehend and interpret the same
text differently, depending upon the practice and background of their native tongue.
It is also likely that the readers, who are from a different culture from the writer, can
miscomprehend and misinterpret the text they read. It is crucial that teachers
explicitly describe appropriate comprehension and interpretation of culturally-

embedded texts.

According to the aforementioned description, it can be understood
that readers may or may not draw a similar meaning from the same text due to
readers’ reading processes and experiences. Therefore, it is useful to describe the
three general reading processes used in reading comprehension—the bottom-up,

top-down, and interactive models.
1. The bottom-up model

This lower-level reading process is the oldest model emphasizing the
linguistic features. It is prone to be direct instruction. Readers are required to learn
and understand the linguistic features starting from the smallest unit of morpheme
recognition to the larger unit of semantics in combining strings of words to form
phrases or longer sentences. At the end, the meaning of the text is to achieve
comprehension (Hubley, 2012). There are three sub-skills involved in this approach:
decoding, word recognition, and lexical access. Based on this model, the phonics

approach had been applied (Anderson, 2008).
2. The top-down model

Unlike the bottom-up processing, the top-down model emphasizes
meaning of a large amount of text and is considered to be more active. It involves
schemata or background knowledge of the readers in order to perceive and interpret
data. Readers make predictions using contextual cues and prior knowledge to
comprehend texts. In this model, the readers do not have to understand every single
word because the goal of reading is skimming for gist comprehension and identifying

main ideas and supporting details. These micro-skills lead to whole-text
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comprehension (Hubley, 2012). Therefore, teachers most likely focus on meaning-
generating activities rather than the mastery of the skills of letter, sound, and word

recognition (Anderson, 2008).

However, it is evident that both top-down and bottom-up processing
should be designed in a reading instruction because they both complement each
other to reading comprehension. The bottom-up processing helps to activate the
schemata and the top-down processing facilitates the reader’s interpretation
(Anderson, 2008; Carrell & Eisterhold, 1988). The combination of both processes gives

rise to an integrated reading model called the interactive model.
3. The interactive model

The interactive model is utilized and believed to be “the most
comprehensive description of the reading process” (Anderson, 2008). According to
Anderson (2008), the best readers would shift from top-down reading strategies to
bottom-up reading strategies when they encountered difficult linguistic items. This
instructional model currently played a key role in reading instruction, material

development, and reading assessment (Hubley, 2012).

The present study applied the interactive reading model because it
combined process, product, and sociocultural views in English reading instruction to
facilitate students’ English reading comprehension. It is also considered the most
appropriate reading comprehension level to the students’ reading ability, which

could be explained as follows:
2.1.2.2 Reading comprehension levels

Many English reading scholars have classified reading comprehension
into different levels, from the lowest to the highest level of reading ability (Alderson,
2000; T. C. Barrett, 1972; Falke, 1982; Richards, Platt, & Platt, 1992; Rubin, 1993).
These levels can be used as a construct for reading comprehension assessment. Four

primary levels are described as follows:

1. Literal comprehension focuses on understanding, remembering or

recalling the information explicitly as it appeared in the reading passage (T. C. Barrett,
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1972; Falke, 1982; Rubin, 1993) . What has been learned in this level is that the
elements of facts, sequencing of incidents, and details based on students’
memorization and surface understanding could be measured. Tests are objective and
dealing with various assessment methods such as true/false, multiple choice, gap

filling, and recalling and identifying sequences of events or ideas.

2. Interpretative comprehension requires readers to think beyond
what it has appeared in the passage. It is then clear that this level of reading
comprehension focuses on identifying the hidden meaning of a passage and what
the writer has implied. Therefore, readers need to use their experience and
background knowledge of the world. Some of the reading skills and strategies
needed are determining word meanings, finding the main idea, making inferences,
drawing conclusions, recognizing cause and effect reasoning, and analogies, predicting

outcomes, and describing relationships (Falke, 1982; Rubin, 1997).

3. Critical or evaluative comprehension is a higher level of
comprehension that involves making evaluations and personal judgments based on
the actual text and the readers’ own background of personal experience. Readers at
this level are required to employ sophisticated reading tasks such as collect,

interpret, apply, analyze, and synthesize information (Rubin, 1997).

4. Appreciative comprehension is an additional level of reading
comprehension proposed by scholars such as Rubin (1997) and Barrett (1972). This
level involves the affective view of reading comprehension in which readers are
required to react to the content or writer’s use of language, give valued and
emotional responses, and identify characters or incidents stated in the passage they

had read.

Based on the aforementioned descriptions, it is clear that the two
levels of literal comprehension and interpretive comprehension were appropriate for
the reading comprehension assessment of the present study with students of low
English reading proficiency. The next section explains the reading procedure, skills,

and strategies used in the present study.
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2.1.3 Reading procedure, skills, and strategies

Reading procedure, skills, and strategies are considered by teachers in order
to encourage students to develop their reading abilities and provide effective reading

instruction.
2.1.3.1 Reading procedure

There are many different stages of reading comprehension suggested
by many scholars in the field of English reading. It is learned that these stages are
basically embedded into the model, which has been most applied in English reading

instruction, by Williams (1986). These stages are as follows:

1. Pre-reading stage aims to arouse students’ interests and
motivation and to introduce key vocabulary and expressions in the passage. The
former involves connecting the text to the students’ experience or background
knowledge. The latter provides students with a purpose for reading and an
opportunity to make predictions about the text they will read. Activities performed
at this stage include predicting, discussing topics or situations, and teaching linguistic

items.

2. While-reading stage focuses on helping students to understand the
purpose of reading, extract message from specific content, and perceive the structure
of the text. Activity types in this stage include marking, checking or arranging items
from pictures, drawing pictures, gap filling, completing charts or grids, true/false

statements, multiple choices, and searching for specific information.

3. Post-reading stage is an extension of what has been read. Students
reflect and relate the text to their own knowledge, interests, and views. Also, other
language skills can be performed in order to express their thoughts and feelings.
Activities involved in this stage are checking comprehension of the reading text and

making comments through writing or speaking.

The aforementioned evidence reveals that these stages are essential
when designing a reading lesson. These three fundamental stages were thus designed

within the interactive model with appropriate and effective reading tasks in the
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English reading instruction of the present study. The next section explains these two

concepts.
2.1.3.2 Reading skills and reading strategies

After reviewing literature for this part, it is obvious that reading skills
and reading strategies are different by the criterion of consciousness of a reader
(Anderson, 2008). Strategies are the conscious actions that a reader takes to improve
his or her reading skills. Once the reader employs the reading strategies
unconsciously and automatically, then these strategies become skills which can be
found mostly in fluent readers (Grabe & Stoller, 2011). It can perhaps be said that
reading strategies are fundamental for successful reading comprehension, as
confirmed by McNamara (2009) who stated that using appropriate strategies was
important for successful readers. It can be concluded that strategies used by poor
readers can become skills when they gain fluency. Therefore, it is necessary to

explicitly teach reading strategies in the classroom.

There were two main comprehension strategies, which are currently
taken into consideration when teaching English reading comprehension, namely
cognitive and metacognitive strategies. This present study decided to concentrate on
cognitive strategies rather than metacognitive strategies. Since students in the study
were students with poor English reading ability, it was more beneficial to teach them
cognitive strategies in order to help them to comprehend culturally-embedded texts
and to prepare them for project work. Among all of the cognitive strategies, it is
found that the process that reflects the action of skimming for gist, scanning for
specific information, analyzing words, inferring comparisons, and making conclusions
and inference are fundamental. These reading strategies were then applied to an

appropriate and up-to-date English reading instruction of the present study.
2.1.4 Trends in English reading instruction

After reviewing the proposals by Anderson (2012) and Stoller et al. (2013), it is
evident that the current trends in English reading instruction highlighted explicit

reading instruction, extensive practice and exposure to print, commitment to building
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student motivation, attention to reading fluency, vocabulary building, and
comprehension skills practice and discussion. It is also found that including the
principles proposed by Grabe and Stoller (2013) in a reading curricula would be most
beneficial to learners. These nine principles for reading instruction included the

following:

1. Integrate reading skill instruction with extensive practice and exposure to

print.

2. Use reading resources that are interesting, varied, attractive, abundant, and

accessible.
3. Give students choices in what they read.

4. Introduce reading skills and provide students with practice opportunities by

first drawing on course book passages.
5. Connect reading to students’ background knowledge.
6. Structure lessons around pre-, during-, and post-reading tasks.
7. Provide students with opportunities to experience comprehension success.
8. Build expectations that reading occurs in every lesson.

9. Plan instruction around a curricular framework that integrates goals for the

development of reading abilities.
To do so, Grabe and Stoller (2013) suggested the following objectives.
1. Promote word recognition efficiency.
2. Assist students in building a large recognition vocabulary.
3. Create opportunities for comprehension skills practice.
4. Build students’ discourse-structure awareness.
5. Develop the strategic reader.
6. Build students’ reading fluency.

7. Provide consistent, extensive reading opportunities.
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8. Motivate students to read.
9. Integrate content- and language-learning goals.

It was suggested that the aforementioned principles and objectives were
integrated into an effective reading method. The present study considered three
different reading models, namely SQ3R model by Robinson (1961), Scaffolding
Academic Language model by McCloskey, Orr, Stack, and Kleckova (2010), and 3R

model by Ketchum (2006). These are explained in the next section.
2.1.5 English reading models

The three reading models were adapted based on the four criteria (1)
content-area texts, (2) cultural learning, (3) reading teaching texts through the before-
, during-, and after-stages, and (4) interactive reading instruction. The three English

reading models are described as follows:
2.1.5.1 SQ3R model

The SQ3R strategy stands for Survey, Question, Read, Recite, and
Review. It was developed by Robinson (1961) for students to use when reading
content materials. It was claimed to be an effective strategy that is integrated into
many content areas and levels of English proficiency. It is agreed that this model
helps students to comprehend and retain information by the use of the five steps

below.

1. Survey (Before-reading stage): Students survey texts by looking at
the titles, introductory paragraphs, and headings to get an overview of the passage

they will read.

2. Question (Before-reading stage): Students ask questions to set an

expectation of the answer to be found in the passage that they will read.

3. Read (During-reading stage): Students read the text to answer the

given questions formulated in the previous step.

4. Recite (After-reading stage): Students attempt to answer the

questions using their long-term memory.
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5. Review: Students verify the answers given during Step 4 by

rereading parts of the texts or notes.

2.1.5.2 A scaffolding academic language for English students

model

McCloskey et al. (2010) proposed a reading model using scaffolding as
the key strategy. The instructional sequence includes into the text, through the text,
and beyond the text. It is learned that the highlight of this model is scaffolding from
teachers and their peers that help students to achieve the goal of comprehension.

The fundamental stages are described as follows:

1. Into the text. It involves preparing the students with background
information about the text and connecting it with students’ own experience. The
teacher facilitates students to build background knowledge and vocabulary, and

develops text structure and reading strategies.

2. Through the text. It emphasizes scaffolding strategies and schema
for comprehending texts. Students apply reading strategies from Stage 1 and use
different ways to read a text such as reading aloud, paired reading, and thinking

aloud.

3. Beyond the text. It focuses on building reading fluency, extending

other language skills, word study, and grammar focus.
2.1.5.3 The 3R model

The 3R model, proposed by Ketchum (2006), is divided into three
principal stages, namely recognize, research, and relate. The model emphasizes the
process of analysis and interpretation. It is one of the interactive strategies that
combine linguistic, literary, and cultural learning. Culture is the fundamental focus of
this model because it aims for students to demonstrate an understanding of the
relationship among practices, perspectives, and products of a target culture. Each

stage of the model is explained as follows:
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1. Recognize stage. Students discover gaps in their knowledge
regarding the target culture, and recognize the textual elements which trigger their
schemata such as linguistic and literary elements. As a result, it guides the second

phase of research into the target culture.

2. Research stage. Students investigate areas of the target culture that
most interest them and in which they lack adequate background knowledge. In this
second phase, it is important to use multiple and varied types of resources such as
books, articles, the Internet, or even native sources from the community in that
culture. Thus, students are able to relate the texts, linguistic practices, and individual

cultural perspectives.

3. Relate stage. Students make connections between the literary and
linguistic practices of the writer and his or her cultural perspectives that they have
researched. This stage helps them to understand the variety of perspectives that
exist in a single culture and become less biased towards the target culture; thus,
viewing it as equal to their own. It is encouraged that the 3R techniques are used in a

course such as an introduction to literary analysis or a survey course of literature.

The aforementioned reading models are considered as very useful
tools in helping to foster effective reading ability. Table 1 illustrates the synthesis of

the reading instructional frameworks.
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McCloskey et al.

(2010)

Synthesis of reading

the text and
memorize
information to
answer the

questions.

-Students make
predictions of

the text.

the target culture
through multiple and
varied types of

resources.

General | Robinson (1961) Ketchum (2006)
A Scaffolding instruction of the present
Stages SQ3R 3R model
Academic study
Language
Before- 1. Survey 1. Into the 1. Recognize 1. Introduce
reading -Students survey | reading -Teacher triggers -Teacher activates students’
the text to build | -Teacher students’ backeround background knowledge and
background introduces knowledge (linguistic experience about cultural
knowledge. vocabulary. and literary elements). content.
2. Question -Teacher builds -Students discover - Teacher motivates
-Students form students’ knowledge of the target | discussion and contribution of
questions before | background culture. knowledge.
reading the text. knowledge. -Teacher links words to the
-Teacher world through explicit reading
introduces instruction (linguistic
schema of elements, important pre-
reading genre. reading strategies, and
- Teacher comprehension skills) and
introduces questions.
reading strategies -Students explore text
and features. organization and hypothesize
their answers.
During- 3. Read 2. Through the 2. Research 2. Read
reading -Students read reading -Students investigate -Students read (oral reading,

buddy reading) culture-
related texts, and look for
cultural clues.

3. Research

-Students summarize the
reading passage using an
organizational graphic.
-Students work in pairs and
read the text assigned for
out-of-class research activity.
-Students identify a problem
(s) or question from the
reading, and try to find

answers by researching or
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McCloskey et al.

(2010) Synthesis of reading
General | Robinson (1961) Ketchum (2006)
A Scaffolding instruction of the present
Stages SQ3R 3R model
Academic study
Language
interviewing other people.
After- 4. Recite 3. Beyond the 3. Relate 4. Analyze
reading -Students answer | reading -Students apply newly -Teacher introduces Moran’s
the questions -Students developed schemata five-point cultural model to

without looking
at the texts or
notes.

5. Review
-Students verify
the answers by
rereading parts of

the texts.

retelling story.
-Students
develop and
practice
vocabulary.
-Students
organize schema
for writing.
-Students apply
text features to

writing.

back to the text.
-Students make
connection between
literary and linguistic
practices of the writer
and his or her cultural
perspectives to become

less biased.

analyze culturally-embedded
texts and practice in the
whole class.

-Students work in pairs or
groups to reread their
selected passages and
interpret them.

-Students discuss what they
have analyzed.

-Students reflect on the texts
by comparing and contrasting
with their own culture and
identify conflicts, discuss, and

write a paragraph to explain.

5. Reflect

-Students share their
questions and findings and
reflect on their perspectives
different cultures.

-Students establish
comprehension through class
discussion.

-Teacher wraps up on the
English reading strategies and
content that the

cultural

students have learned.
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2.1.6 Design of English reading tasks and materials

It is agreed that teachers consider applying the aforementioned principles
into English reading instructional stages and designing English reading tasks and
materials which complement the instructional approach (Anderson, 2008; Grabe &
Stoller, 2011, 2013; Stoller et al,, 2013). Collaborative learning seems to benefit all
levels of students in mixed ability groups or pairs. Students can gain more motivation
and enjoyment in reading because they become more aware of how others read and
discuss the reading strategies and skills, and interpret texts when working
collaboratively in groups (Bunyakarte, 2008; Genesee & Riches, 2006; Grabe, 1991). It
is believed that much of the guidance comes from collaborative learning in the
group structure which can be viewed in a learning approach such as project based-

learning.
2.1.7 Trends in English reading assessment

It is discovered that the current English reading assessment for second
language learning connects with interactive model of English reading instruction
(Hubley, 2012). Reading assessment is covered in all the three reading stages (pre-,
while-, post-reading) which emphasize different reading strategies in each stage.
Formal and informal assessments are suggested in reading instruction. However, it is
highly recommended that formal assessments are used. Anderson (2008) suggested
that achievement testing was very important in all reading and language instruction
programs. He revealed that standardized assessments were not as complex as
process ones and the result would reveal whether or not the teaching had

accomplished its objectives.

The suggestion by Oakley (2011), however, are most promising. He suggested
that relying on qualitative assessment alone might not be fully accurate or reliable.
The assessment of reading comprehension needed to involve both standardized
testing and a series of assessments (such as through interviews, survey, analysis of

artifacts, questioning, or thinking aloud). Thus, teachers were able to view students’
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learning product and process and facilitate them along the way to reach reading

comprehension.

The reading comprehension tasks in standardized assessment proposed by
Grabe (2008), which were commonly used in classroom contexts, included the

following.
1. Fluency and reading speed
2. Automatic and rapid word recognition
3. Search processes
4. Vocabulary knowledge
5. Morphological knowledge
6. Syntactic knowledge
7. Text-structure awareness and discourse organization
8. Main-ideas comprehension
9. Recall of relevant details
10. Inferences about text information
11. Strategic-processing abilities
12. Summarization abilities
13. Synthesis skills
14. Evaluation and critical reading

Several types of informal assessments were suggested for the
aforementioned tasks including observations, self-reporting measures, progress charts,
performance inventories, participation and engagement records, and portfolios

(Grabe, 2008).
2.1.8 Summary of English reading instruction

After reviewing the literature, it is convinced that reading process, reading

product, and the sociocultural aspects of English reading are highlighted. In this
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study, the reading process referred to comprehension strategies, as well as
motivation and fluency of reading through intensive and extensive reading. The
product of the reading was the ability to comprehend texts. Diverse cultural contents
were included in the sociocultural aspect to facilitate students to effective English
reading comprehension. Interactive learning environments were offered to students
in order to engage them in collaborative work and improve their English reading
ability and intercultural communicative competence. The synthesis of the three
reading models (SQ3R, A Scaffolding Academic Language, and 3R model) was
integrated with the synthesis of the project-based learning frameworks explained in
the next section to constitute Project-based Reading Instruction (PRI). This study
integrated the content syllabus with the project-based learning syllabus using various
types of authentic tasks and culturally-embedded reading materials. Formal
assessments were used to assess students’ English reading ability. A growth or
progress type portfolio was also employed to triangulate with the result obtained

from the formal assessments and to observe students’ learning progress.

2.2 Project-Based Learning: Theory and Practice

Project-Based Learning (PBL) is suggested as one of the effective instructional
tools which enhance both content knowledge and language skills simultaneously.
This section describes its theoretical background and practices and how it was used

in the present study.
2.2.1 Theoretical foundations for project-based learning

It is believed that PBL is one of the language teaching pedagogies supported
by the theory of social constructivism. It emphasizes the importance of learning
through social interactions with other people. This instructional pedagogy involves
other theories which are essential to 21st century learning, namely social
constructivism, cooperative learning, collaborative learning, autonomy in language

learning, and learner-centeredness. The following section concerns these strands.
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2.2.1.1 Social constructivism theories

As summarized by Waring and Evans (2015), social constructivism is
referred to as “the process by which learners are integrated into a knowledge
community” (p. 37). This knowledge community involves social interaction between
students, which is the center of learning. It assists students to understand ideas or
concepts and to perform or think more effectively and creatively (Vygotsky, 1962).
This meaning, which was proposed by Kim (2010), becomes even more dynamic with

the additional concept of culture and context in understanding any society.

The aforementioned aspects of social constructivism reveal the
significance of social interactions which affect cognitive development, the Zone of
Proximal Development (ZPD), and the role of scaffolding. Vygotsky contributed a high
priority to the ZPD which was strongly associated with scaffolding when students
were at the ZPD for a particular task. Walqui and vanLier (2010) stated that students
were able to achieve mastery of the task and then perform the same task again on
their own when they were given appropriate assistance or scaffolding. This was
claimed to help develop students’ cognition. The next section describes two

methodologies which are associated with building students’ cognition.
2.2.1.2 Cooperative learning

Cooperative approaches in the field of education were developed by
Slavin and his colleagues (Stahl, Heubach, & Cramond, 1997). Basically, it is a
teaching methodology which is geared towards gaining fundamental knowledge.
These teaching approaches result in student achievement, develop higher level
thinking skills, improve interpersonal and problem-solving skills, give greater intrinsic
motivation, heighten self-esteem, and encourage positive attitudes toward learning
(Dornyei, 1997; Johnson & Johnson, 1998; Johnson, Johnson, & Stanne, 2000; Olsen &
Kagan, 1992; Slavin, 1995).

Despite its benefits, it is found that cooperative learning contains
some weaknesses. In a research study conducted by Siritararatn (2007), she stated

that cooperative learning could be challenging in the Thai context because those
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who had high responsibility would always do most of the work. It seems that
cooperative learning might not be an effective means of determining a student’
individual performance. The following section provides collaborative learning as

another approach in the formal classroom setting.
2.2.1.3 Collaborative learning

Collaborative learning is claimed to be more proactive than the
cooperative learning approach. These two approaches are similar in some ways and

different in others as pointed out by Mayers (1991) and Rockwood (1995a, 1995b).

Similarly, cooperative and collaborative learning approaches support a
discovery-based approach to learning, and they are related to the Zone of Proximal
Development (ZPD). In contrast, the cooperative approach is structured utilizing the
full control of the teacher. Its central focus is on fundamental knowledge, which is
suitable for courses that require more knowledge content and for students in the
lower academic level. As for collaborative learning, its emphasis is towards the
process of learning, which is student-centered and focused on student talk. Student
talk was stressed as a means for working things out, eroup participation, discovery,
engagement, interaction among students, and responsibility to decide on the

activities, group assignments, and assessments.
2.2.1.4 Autonomy in language learning

Learner autonomy is one of the ultimate goals of education for
lifelong learning, particularly in second language learning. Its concept is defined by
Holec (1981) as “the ability to take charge of one’s own learming” (p. 3). Nunan
(1989) stated that teachers still played a significant role as facilitators who provided

appropriate resources, and teaching materials based on students’ needs.

The concept of autonomy has increasingly become a key concept in
English language learning in the 21st century. It is certainly important for developing
students’ awareness of learning and influencing activities such as self-access, learner

training, classroom practice, and curriculum design.
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2.2.1.5 Learner-centered approach

Learner-centered instruction originated from both constructivist
developmental and socio-cultural theories of learning. Richards and Farrell (2011)
defined learner-centered teaching as the “teaching that reflects learners’ individual
differences in cognitive styles, motivations, needs and interests” (p. 130). They
further explained that in order to develop learner-centered instruction, teachers
should focus on teaching that involved real-life experience, interaction, and
cooperation and development of shared interests and concerns. With this
explanation, they asserted that a goal of learner-centered teaching was to create a
sense of community among students, build motivation into a lesson, develop
language ability, understand the students’ needs and goals, and build learner-
centered outcomes into the lessons. Vale, Weaven, Davies, and Hooley (2010)
suggested that teachers using this approach became facilitators or coaches whose
function was to support students to actively discover and reconstruct knowledge
through their own actions. Thus, the central role of teachers as knowledge

transmitters in the pedagogical process was relinquished.

Based on the aforementioned descriptions, project-based learning
seems to project the principles and characteristics of the five pedagogical strands.
The following section describes the background of project-based learning and its

components in English teaching instruction.
2.2.2 Project-based learning: Means of integrating language and content

Project-Based Learning (PBL) was first introduced in the early 1900s by David
Samuel Snedden and has since been utilized in many academic fields and levels of
study. In second language education, PBL was established about two decades ago
(Hedge, 1993). This section describes its types, steps, assessment, benefits, and

drawbacks.
2.2.2.1 Definition of project-based learning

PBL had been widely defined by a number of experts in the field of

education. Most definitions seem to reflect a similar view that engages students in
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accomplishing an outcome which involves problem solving through meaningful and
authentic tasks. It promotes student-centeredness, learner autonomy, collaborative
learning, critical thinking, and creativity. However, the definition of PBL which seems
to capture many important characteristics is given by Mergendoller, Markham, Ravitz,

and Larmer (2006), as described below:

A systemic teaching method that engages students in learning
essential knowledge and life-enhancing skills through an extended,
student-influenced inquiry process that is structured around complex,
authentic questions and carefully designed products and tasks.

(p. 587)

The aforementioned definition additionally reflects direct, process,
and interactive-oriented learning, which seems appropriate and effective for English
language education. To successfully conduct this approach, it is beneficial to learn its

characteristics.
2.2.2.2 Characteristics of project-based learning

Many scholars have contributed descriptions of PBL. However, Stoller

(1997) described the primary characteristics of project work more fruitfully as follows:
1. PBL focused on content learning through language learning.

2. It was student-centered with the teacher playing a role that offers

support and guidance throughout the process.

3. Students worked cooperatively on their own, in small groups, or as

a class to complete a project.

4. It was the integration of skills and processing of information from

varied sources which reflected real-life tasks.
5. The end product of students’ project work could be shared with others.

6. It improved students’ language skills, content learning, and
cognitive abilities, and built their confidence, self-esteem, and

autonomy.
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These characteristics, in turn, reflect the significant roles of both the
teacher and students, which cannot be seen in the traditional teaching and learmning of
the English language. Teachers become facilitators and managers of the process of
teaching to successfully conduct project work in a classroom. It is suggested that
teachers used interpersonal and communication skills by showing care and interest in
students’ lives, and the ability to manage the open-ended learning process (Markham,
Mergendoller, Larmer, & Ravitz, 2003). Students become active students who are
involved in social interactions for accomplishing tasks, solving problems, or sharing

perspectives of the subject, plans, resources, and skills during the learning process.
2.2.2.3 Types of projects

Based on a number of researchers, there are different types of project

work, which are described as follows:

Haines (1989) classified PBL into three types based on how final
products were presented, namely production projects, performance projects, and

organizational projects.

Legutke and Thomas (1991) classified three types of projects, namely
encounter projects (students had direct contact with native speakers such as in an
excursion or class trip), text projects (students experienced and responded to the
world around them through a given text), and encounter-text projects (students used
different texts produced for the specific purpose of establishing communication

exchanges between groups and individuals).

Stoller (1997) classified project works into five types, according to data
collection techniques and sources of information, namely research projects, text

projects, correspondence projects, survey projects, and encounter projects.

The present study considered choosing the research project type
because it seemed to implement cultural learning which involved students in

researching and reading various texts related to the target cultures in different topics.
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2.2.2.4 Steps in developing a project

There are a number of frameworks which offer different stages or
phases in operating a project work (Alan & Stoller, 2005; Fried-Booth, 1986, Markham
et al,, 2003; Sheppard & Stoller, 1995; Stoller, 2010). It is however revealed that the
stages of these frameworks share similar characteristics which can be concluded into

three simple stages of planning, developing, and presenting.

The present study considered adapting two frameworks by Stoller
(2010) and Nekrasova-Becker (2012) because they were designed for use in reading
instruction and culture learning in global communication. In her framework, Stoller
(2010) proposed seven steps which were modified from her previous 10-step
framework. She collapsed two steps in each cyclical step in which the teacher played
an important role in scaffolding and helping students to compile information, analyze

data, and present the data. The seven-step process can be explained as follows:

Step 1: Agree on a theme for the project—the teacher and students

agree on the theme for the project work.

Step 2: Determine the final outcome—the teacher and the students

determine the final outcome of the project.

Step 3: Structure the project—the teacher and the students structure

the project.

Step 4: Information gathering cycle—the teacher prepares students for

the language and strategy demands of information gathering.

Step 5: Information compilation and analysis cycle—the teacher
prepares students for the language and strategy demands of compiling and analyzing

information.

Step 6: Information reporting cycle—the teacher prepares students for
the language demands of finalizing the project repeatedly until they can produce a

written or spoken report.
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Step 7: Evaluate the project—the students’ self-evaluation, peer
evaluation through constructive feedback, and reflection are used as a crucial
feature. The evaluation involves language, strategies, content, and experience gained

during the project.

Similar to Stoller’s framework, Nekrasova-Becker (2012) suggested
seven steps of a project work for a high school Russian language classroom that
emphasized content and foreign language learning. Their project-based research
included seven steps, namely (1) identifying a relevant theme from the curriculum,
(2) determining the final outcome(s), (3) structuring the project, (4) gathering
information, (5) compiling and analyzing information, (6) reporting information, and (7)
evaluating the project. The description of each step is akin to Stoller’s framework,
but without the cyclical feature. The highlight of their framework is the project
evaluation that appears in all steps. They expanded on evaluating the project step as
a fundamental element which took place from the beginning to the end of a project-
based activity. Incorporating these two frameworks, the synthesis of a project-based

learning framework can be seen in Table 2.

Table 2: Synthesis of Project-Based Learning Frameworks

Synthesis of project-based
General Nekrasova-Becker
Stoller (2010) language learning of the present
stages (2012)
research study
Planning 1. Agree on a 1. Identifying a 1. Prepare
theme for the relevant theme 1. Exploring the project work
project from the STEM and culture
2. Determine the curriculum 2. Discussing project work,
final outcome 2. Determining the g‘ outcomes m
o <
3. Structure the final outcome(s) “CA 3. Planning tasks, %
S ]
project 3. Structuring the {2 | responsibility, and outcome ;é:
>
. D ~+
project o >
Developing | 4. Information 4. Gathering % 2. Search g
Gathering Cycle information 4. Preparing for language demand in a
5. Information 5. Compiling and the information search
Compilation and analyzing 5. Searching for information
6. Attending teacher-student
Analysis Cycle information ending teacherstuden
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Synthesis of project-based
General Nekrasova-Becker
Stoller (2010) language learning of the present
stages (2012)
research study

conference

7. Revising and summarizing
3. Analyze

8. Preparing language demand for
information analysis

9. Analyzing information

10. Attending teacher-student
conference

11. Revising and rewriting

Presenting | 6. Information 6. Reporting 4. Create

Reporting Cycle information 12. Preparing for presentation
7. Evaluation 13. Creating project presentation
14. Attending teacher-student
conference
15. Revising and presenting
5. Wrap-up

16. Reporting and reflecting on

new knowledge

2.2.2.5 Project-based learning assessment

Since PBL is a bridge in language study (process), language use
(product/ performance), and the approach to integrating language and content, the
traditional means of assessing students’ ability using summative assessment alone
would not seem to suit its purpose. It is agreed that both summative and formative
assessments should be carefully designed and constructed to support students’
learning and performance (Becker & Nekrasova-Becker, 2012; Stoller, 2010). Becker
and Nekrasova-Becker (2012) suggested a variety of assessments in all steps of PBL.
Those assessments included (1) formative assessment to collate students’ progress,
(2) summative assessment to determine students’ achievement, (3) direct
assessment to observe students’ knowledge, skills, and abilities, and (4) indirect

assessment to investigate students’ self-reflection and attitudes.



36

After reviewing literature, it was convincing that a working-type
portfolio for assessment seemed most suitable for the present study because it
presented evidence of the students’ performance, engaged the students to review
and reflect on their own performance, and promoted collaboration with their peers
and the teacher (Richards & Farrell, 2005). Most importantly, its purpose was to
triangulate its result with the other result obtained from the standardized testing, to
reveal the progress of students’ reading ability, project work, and intercultural
communicative competence. In turn, this promoted learner autonomy and learner-
centeredness (Lo, 2010). In terms of portfolio assessment rubrics, this study was
carefully designed as the criteria needed to meet the class instructional goals and
objectives. Three features were included in the rubric to make it effective—(1) a set
of aspects of product or performance, (2) a scale with numerical scores describing
each level of performance, and (3) criteria with specific indicators for evaluating a
product or performance’s quality (Markham et al.,, 2003). The assessment was made

by the teacher, while peers and individuals assessed each other.
2.2.2.6 Benefits and drawbacks of using project-based learning

In the present study, students’ reading ability and intercultural
communicative competence were expected to increase greatly because PBL was
claimed to be an effective way to promote the acquisition of language, content, and
skills simultaneously (Beckett & Slater, 2005; Stoller, 1997). Within the information
gathering stage, students read a wide range of print and non-print texts to build an
understanding of texts and diverse cultures. Students also applied a wide range of
strategies to comprehend, interpret, and evaluate texts. Thus, reading ability was
expected to be enhanced intensively and extensively because it was most likely that
students used all the reading strategies learned or guided by the teacher both in and
out of the classroom. Likewise, PBL could enhance intercultural communicative
competence because it carried intercultural content in order to reinforce self-
reflection and feedback among students (Ge, 2006). Students should also able to
understand other cultures and their own culture better through the use of their

mother tongue.
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However, some drawbacks have been noted by certain teachers and
scholars. For example, Fried-Booth (1986), Kraus (2009), and Rousova (2008) revealed
that the oreanization of PBL could be rigid, time consuming, and stressful. Its
assessment could also be challenging because the effective means of measuring
students’ performance and progress normally required alternative assessments.
Moreover, Fried-Booth (1986) and Rousova (2008) stated that the use of mother
tongue and noise in the classroom could be overwhelming for some teachers. It was
also asserted that PBL could be detrimental to language learning for Thai students.
For example, Tolley et al. (2012) revealed that the learning process of Thai students
was impacted by their own culture, which led to passivity, respect of authority, and

fear of making mistakes.

Despite these drawbacks, the present study considered using a variety
of teaching strategies and balancing the learning approaches (passive, active, and
reflective activities) as suggested by many scholars in the field (Genesee & Riches,
2006; Jensen, 2005; Lee, Lim, & Grabowski, 2008; Tolley et al., 2012). To make it
effective, students’ needs, preferences, and interests were taken into consideration.
Most importantly, instructional materials and activities were carefully designed.

2.2.3 Summary of project-based learning: Theory and practice

Based on the aforementioned theories and descriptions, it was convinced
that project-based learning could be the effective instructional tool for the present
study, which would promote student-centeredness, learner autonomy, collaborative
learning, critical thinking, creativity, self-confidence, motivation, and problem-solving
skills. By implementing PBL in the English reading course, it was assumed that
students would obtain English reading strategies, intercultural content knowledge,

skills, and attitudes while completing an end product.

Two PBL frameworks of Stoller (2010) and Becker and Nekrasova-Becker
(2012) were adapted in this study. Then, the synthesis of these two models was
integrated into those of the English reading instruction to constitute the conceptual
framework of Project-based Reading Instruction (PRI). In PRI, the teacher’s roles were

varied according to students’ needs in all stages of the project work. The roles of the
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teacher varied among a project manager, counselor, and facilitator of the process of
teaching. Students became active students who were involved in social interactions
for accomplishing tasks or solving problems and sharing perspectives of the subject,
plans, resources and skills during the learning process. As for assessment, the final
products, namely oral presentation and written product, were assessed by the
teacher, students themselves, and their peers. The result obtained from the portfolio
rubric was used to triangulate the results obtained from the tests of English reading
ability and intercultural communicative competence. It also helped to determine

students’ progress of learning using the project-based reading instruction.

2.3 Intercultural Communicative Competence in English Language Teaching and

Learning

Intercultural Communicative Competence (ICC) is one of the important
elements in English language teaching and learning. In an English classroom,
culturally-embedded contents and materials were centered on both native and non-
native speakers of English to help to increase students’ ICC. The next section reveals
the concept of ICC and how it could be integrated into the English language teaching

and learning.
2.3.1 Culture, Language, and Instruction

According to Saluveer (2004), culture is a large concept that fundamentally
relates to all aspects of human life. The term is divided into two types, “big C”
culture and “small c” culture. The former refers to cultural products of everyday
interaction or achievement, including works of art, architecture, music and literature.
The latter refers to invisible culture which includes beliefs, values, thought patterns,
customs, traditions, practices, and myths that were carried out in everyday lives

(Halverson, 1985; Moran, 2001).

In language teaching, Brooks (1997), the first scholar to propose culture in a
language class, explained that all human beings were influenced by and related to

their society and ways of life in which they were in. Barrett, Byram, Lazar, Mompoint-
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Gaillard, and Philippou (1972) defined culture based on three elements, namely the
materials, social and subjective aspects of culture to understand the term as in the

following statement:

Culture in this way means that groups of any size may have their
own distinctive cultures. This includes nations, ethnic groups, cities,
neighborhoods, work organizations, occupational groups, sexual
orientation groups, disability groups, generational groups, families, etc.
For this reason, all people belong simultaneously to and identify with

many different cultures. (p. 5)

From this view, it could be concluded that everyone belongs to various
groups; therefore, it is essential that people understood and became aware of their

own cultures, as well as others.

It is obvious that culture and language are closely related. The next section

discusses the relationship between language and culture.
2.3.2 Language and culture

Brown (1994) suggested the famous notion of the relationship between
language and culture which has been most cited by a number of scholars to confirm

its strong bond as the following statement:

Language is a part of culture and a culture is a part of a language.
The two are intricately interwoven so that one cannot separate the
two without losing the significance of either language or culture. (p.

164)

Another argumentative point underlining the strong relationship between the
two was given by Kramsch (1998) who stated that the language that one expressed
reflected his or her experiences, attitudes, and beliefs and symbolized his or her
cultural reality and identity through verbal and nonverbal aspects. Similarly, Shao
(2006) stated that culture was an essential part of the interaction between language
and thousght, in which people from the same culture would express similar cultural

patterns, customs, and ways of life among one another or across culture.
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Based on their relationship, it is undeniable that culture must be integrated
into language teaching and learning because it is significant requirement that people
have the ability to communicate effectively and appropriately in the globalized
world. The next section describes intercultural communicative competence, which is

one of the competences that are required in language learning.
2.3.3 Intercultural communicative competence

There are a great variety of the terms given to Intercultural Communicative
Competence (ICC Competence). The most reliable definition could perhaps be found
in the research study conducted by Deardorff (2006) who revealed that Intercultural
Communicative Competence was referred to as “the ability to communicate
effectively and appropriately in intercultural situations based on one’s intercultural
knowledge, skills and attitudes” (p. 13). This definition was given to the term based
on interview questionnaires from 23 expert participants in this field (such as Janet
Bennett, Michael Byram, Guo-Ming Chen, Robert Moran, and etc.). All these experts
most agreed on its definition. The most recent definition also reflected the same
perspective. For example, Barrett et al. (2013) stated that intercultural
communicative competence consisted of attitudes, knowledge, understanding, and

skills which were combined and applied through actions.

Based on the aforementioned definitions, intercultural communicative
competence is the combination of intercultural competence and communicative
competence, focusing on knowledge, skills, and attitudes. It is evident that
intercultural communicative competence is significant in language teaching and
learning in the era of globalization. This notion can be supported by Mckay (2003)
who pointed out that intercultural communication played a dynamic role in language
education both linguistically and pedagogically as English is considered a Lingua
Franca. The following section attempts to explain the integration of intercultural

communicative competence in English language education.
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2.3.4 Integration of intercultural communicative competence in English

language education

According to Byram (1997), intercultural communicative competence involves
communicative competence (which includes linguistic competence, sociolinguistic
competence, and discourse competence) and intercultural competence. These two
main competences are combined to support the theory that successful
communication and interaction of people from different languages, cultures, and
countries depend on several factors such as knowledge about his/her culture,
attitudes towards others, and skills. It can be acknowledged that linguistic
competence, especially of the target language, does not play a major role in the

acquisition of intercultural communicative competence.

The above notion is also agreed upon by many other researchers and
educators. Ho (2000) suggested that EFL teachers need to shift from a traditional
teaching method to an intercultural one to develop both linguistic and intercultural
competences of students. According to Leung and Street (2012), the theory and
practice of English as an International Language (EIL) and Literacy should involve the

link between “local” and “global.”

Based on the aforementioned views, there are many ways to integrate
intercultural communicative competence into English language education such as
employing intercultural approaches and/or materials. In the present research study,
however, the aspect of intercultural materials was centered by employing
intercultural contents to enhance students’ English reading ability and intercultural

communicative competence in an existing English reading course.
2.3.5 Intercultural content teaching materials

McDonough et al. (2013) revealed that English instructional materials should
develop students for global communication, build global relationships, and improve
students’ intercultural communication. Instructional materials of cultural learning
(including native and non-native speakers of English and students’ own culture) were

also suggested to be used. The materials, moreover, should be authentic and
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contain a variety of written documents and visuals (Cortazzi & lJin, 1999; Kramsch,

1998).

In terms of topics and culture categories, it was suggested that cultural topics
include physical location, verbal-non-verbal behavior, routine, moral, social life,
history notable event, values and meaning, cultural heritage, people, society, and
stereotypes. Moreover, the cultural topics and contents should be selected from
different sources, not from any commercial textbooks produced for the course
(Brooks, 1964; Byram, Zarate, Co-operation, & Committee, 1994; Stern, 1992).
However, when designing instructional materials in an existing course, Byram,
Gribkova, and Starkey (2002) and Matsuda (2012) suggested that teachers started
from the theme and content in the textbook. Themes treated in textbooks could be
used to develop an intercultural and critical perspective. The key principle is to get
the students to compare themes in a familiar situation with examples from an

unfamiliar context.

For intercultural content, scholars such as Cortazzi and Jin (1999) and
Matsuda (2012) suggested using three similar types of cultural information but in a
slightly different way. Cortazzi and Jin (1999) suggested source culture materials
referring to a learner’s own culture as content, target cultural materials referring to
the culture of a country where English is spoken as a first language, and international
target culture materials referring to a ereat variety of cultures in English and non-
English-speaking countries around the world. Similarly, Matsuda (2012) suggested
using three cultural contents, namely g¢lobal culture, culture of their future
interlocutors, and the source of the learner’s own culture. Their suggestions were

synthesized for this research study which can be illustrated in Figure 1.
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Figure 1: Synthesis of Intercultural Content

The present study proposed using the three main simple intercultural
contents of the Thai culture, native-English speaker culture, and non-native English
speaker culture. A variety of reading texts and features such as magazines,
newspapers, and online articles were considered in order to reflect students’
thinking, feelings, and interaction with others. The teacher’s tasks were to make

students aware of cultural differences and to facilitate them to learn and acquire ICC.
2.3.6 Methods of assessing intercultural communicative competence

In spite of the fact that ICC has been investigated in education for a number
of years, its assessment remains a major issue in a classroom setting. An argument
about using either summative or formative methods in a typical assessment to
measure students’ performance was raised. For example, Corbett (2003) argued that
both summative and formative assessments were necessary in the general education
in foreign language education where students’ ability was measured by means of a
summative assessment. Many ICC assessment models were suggested. The most
elaborated model was the model of savoirs by Byram (1994) and Byram and Zarate
(1996) which included both summative assessment (i.e., testing) and formative
assessment (i.e., portfolio). Based on these two types of assessments, Barrett and
colleagues (2013) suggested using three key elements of knowledge, attitudes, and
skills. These three elements led to desired internal and desired external outcomes of

intercultural communicative competence, which can be explained below.
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2.3.6.1 Assessing intercultural knowledge

Intercultural learning is assessed in terms of knowledge about events
and their emblems (such as cultural products, myths, practices and so on) found in
various countries and cultures, including ones’ own country and the target culture
(Byram, 1997; Parmenter, 2003). The instrument used to assess intercultural
knowledge can be found mostly in a summative form. Objective tests are suggested
in various formats such as multiple choice, matching, true-false, and interactive

probes.

In the present study, a researcher-made intercultural knowledge test
aiming to measure students’ factual knowledge about specific cultures was
employed to assess students’ intercultural knowledge. The intercultural knowledge-
based test involved different cultural aspects, namely the beliefs, values, practices,
discourses, and products that were used by people in specific cultures. The

questions were adapted from other researchers and scholars relevant to the study.
2.3.6.2 Assessing intercultural skills

The intercultural skills most mentioned in the literature include
interpreting other cultural practices, beliefs, and values, and relating them to one’s
own by comparing similarities and differences between cultures (Byram, 1997;
Corbett, 2003; Deardorff, 2006; Liddicoat, Papademetre, Scarino, & Kohler, 2003).
Useful tasks that can be found for measuring intercultural skills include both
summative and formative assessments. For the summative assessment, Assessment
of Intercultural Competence (AIC) of Fantini (2005) is claimed to be suitable for the
field of language education and conveys high results of reliability. His test items are
Likert-type items indicating the extent to which respondents might agree or disagree
with each statement on a 5-point scale (e.g., 5 = always, 4 = often, 3 = occasionally,
2 = rarely, and 1 = never). Subjective assessment can be executed in various forms,
by role-plays, text construction tasks (reflective writing or speaking tasks), and

discourse completion tasks (Paige, Jorstad, Siaya, Klein, & Colby, 1999).
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2.3.6.3 Assessing intercultural attitudes

Intercultural attitudes refer to the openness, curiosity, and willingness
to learn from and about people who have different cultural perspectives from the
students’ own culture. There are several models proposed by scholars, but they are
not related to language education. ICC assessments of Barrett et al. (2013), Deardorff
(2006), and Fantini (2005) seem most relevant and can possibly be adapted to the
field of language education. When assessing intercultural attitudes, Likert-type items
are most applied to indicate the extent to which respondents may agree or disagree
with each statement on a 5-point scale (e.g., 5 = strongly agree, 4 = agree, 3 =

neutral, 2 = disagree, and 1 = strongly disagree) (Fantini, 2005).
2.3.7 Summary of culture, language, and instruction

It is evident that there is a need to link local culture and global culture
together. It is also essential to include the materials and social and subjective
aspects of culture in language instruction to improve students’ intercultural
communicative competence. In the present research study, the students’ own
culture, the native English culture, and the international English culture were
introduced through materials and cultural contents. A variety of reading texts and
features such as magazines, newspapers, and online articles were employed. In terms
of assessment, the present study employed formative assessment to supplement
the summative assessment. As for summative assessment, the formats of assessment
by Fantini (2005) and a sociocultural test of Zhenya (1990) were adapted to assess
students’ intercultural communicative competence in three aspects, namely
intercultural knowledge, skills, and attitudes. For formative assessment, students’
reflections from the portfolio were used to observe students’ progress in

intercultural communicative competence.
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2.4 The Relations between Reading Instruction, Project-Based Learning, and

Intercultural Communicative Competence

The theoretical foundations of the project-based learning (PBL) approach,
intercultural communicative competence, and previous research studies have
confirmed that there is a strong relationship between the two theories and also

explained how PBL could promote intercultural communicative competence.

Firstly, PBL requires interpersonal skills, collaborative skills, flexibility,
adaptability, confidence, and motivation (as revealed in the synthesis) which all
possibly help to promote ICC. This assumption can be supported based on their
analogous characteristics and studies by a number of scholars and researchers. First
of all, the PBL framework is used as a pedagogical instruction in carrying out
intercultural content in order to reinforce self-reflection and feedback among
students. Intercultural issues or topics are formed based on students’ interests.
Reflection plays a crucial feature of PBL and intercultural communicative
competence by engaging students in group work or project work. Students gain new
knowledge and then reflect upon it. Through conscious reflection and action
required from project-based learning and intercultural learning, students can gain
intercultural awareness. Consequently, they become competent in intercultural
communication, including the target culture, the non-native cultures, and their own.
Zhang (2012) explained that EFL students could gain benefits from project-based
learning from engaging in important, real-world projects, and utilizing their first and

second language knowledge, skills, and abilities to complete the work.

Secondly, the PBL framework and intercultural learning framework share the
same root of Progressivism. They both require experiences of students as a
fundamental component in learning and development. This can be supported by
Wrigley (1998) with the example of the relationship between project-based learning
and culture learning. She provided the following example: teachers who emphasized
individual growth and self-actualization would encourage the projects that involved

personal or cultural expressions of self and community, such as oral history.
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Therefore, background knowledge and/or students’ experience appeared to be very

important factors in the learning.

Thirdly, PBL matches the notion of ICC (Shu-jing & Li-hua, 2010). Both of them
are based on the theory of constructivism, which is related to Vygotsky’s ZPD,
together with the role of scaffolding through which students can significantly gain
knowledge and skills through project work. In other words, project-based learning has
been found to be an effective method which allows students to actively explore,
create authentic language, and use language in real life situations (Hutchinson &
Waters, 1987). As part of the project work, the teacher and peers can provide
valuable scaffolding to support deeper learning, critical thinking, and problem-solving
skills, in which learner agency is centered and autonomous learning occurs (Walqui &

vanLier, 2010).

Fourthly, the inquiry driven approach of PBL helps students become aware of
different cultures, which results in positive attitudes toward learning and cultural
diversity. Also, collaborative learning encourages students to engage actively in
interactive learning and to work together to fulfill various activities or projects
assigned by the teacher. In this experiential learning process, students enrich their
understanding of different cultures, cultivate positive attitudes towards other
cultures, and develop more flexible and adaptable intercultural skills. Also, through
the use of students’ mother tongue, the students understand other cultures and
their own culture better. This can be seen in project work or tasks that involve
discussion and feedback from the teacher, students, and peers, which provides
students with experience in understanding foreign concepts related to the same

topics (Cosgrove, 2004).

Fifthly, PBL enhances ICC through experiential learning. It is the learning
process via the basis of the pedagogical principle “learning by doing.” Similarly, ICC is
also the learning process which can be best learned through experience. Therefore,
using PBL in the classroom can facilitate the students to explore and experience
different cultures through tasks and activities designed in project work. With this

principle, students can also make use of their existing content and practice and
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reflect on it, which is required in the teaching of culture (Lafayette, 1988). As
suggested by Swatevacharkul (2009), using projects or homework assignments outside

of class will help students become aware of different cultures.

Finally, it is evident that there is a positive relationship between English
reading ability and communicative competence. As it seems, the links of these two
variables are knowledge of language and contexts (Grabe & Stoller, 1997).
Specifically, it is possible that extensive reading has an effect on productive skills
such as speaking and writing (Olshtain & Dubin, 1977). Mart (2012) concluded in his
analytical paper on developing speaking skills through reading, that students’
speaking fluency was enhanced by the knowledge of language (vocabulary and
structure) and contexts obtained from reading printed texts. He firmly stated, “As
students develop stronger reading skills, they develop more sophisticated speaking

skills” (p. 95).

The aforementioned reasons can therefore perhaps convince readers that
reading instruction, project-based learning, and ICC are related and that they can
possibly result in effective English reading ability and intercultural communicative

competence.

2.5 Instructional Design

According to Berger and Kam (1996), instructional design can be defined in a
single sentence as a systematic process involving student’s needs, the design of
goals and objectives of the learning, the development of instructional materials and
activities, and the design of assessment and evaluation of the learning materials and
activities. This definition is derived from different views contributed to the term such
as process (based on theory, learning needs, and goals), discipline (involving
knowledge about research, theory, and process), science (involving different steps
and elements for the process of instructional design), and reality (started at any step

in the process).
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Based on the descriptions above, it can be interpreted that instructional
design is a part of a course design and share similar fundamental elements which
have been applied by educational scholars. The next section explains the

frameworks of course design.
2.5.1 Frameworks of course design

Graves (2000) suggested a systematic approach to course design which
consisted of eight fundamental steps: defining the context, articulating beliefs and
defining one’s context, formulating goals and objectives, assessing needs, organizing

materials, organizing the course, and designing an assessment plan (See Figure 2).

assessing needs

—

conceptualizing formulating goals
content / and oblectives
COURSE

organizing

the course DESIG developlng
&\' / materials

designing an
assessment plan
defining the context articulating beliefs
= s,

Figure 2: Course Development Framework by Graves (2000)

It is discovered that this process is similar to the process of English as an
International Language (EIL) curriculum development by Brown (2012). His process
starts with conducting EIL needs analysis, setting goals and objectives, assessing EIL
objectives, compiling EIL materials, supporting EIL teachers, and evaluating the
overall EIL curriculum. It also shares similar elements to the approach of McDonough
et al. (2013) whose framework includes context and syllabus as two essential factors.
These factors are used in a logical sequence, starting with needs analysis consisting
of two contextual factors—students and educational setting. The data from a needs
analysis assist the teacher to formulate the goals of language teaching. The next
stage is to construct a course syllabus which involves many components such as

instructional materials and classroom methods.
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2.5.2 Syllabus design

As for syllabus design, McDonough et al. (2013) defined the term simply as
“an overall organizing principle for what is to be taught and learned” (p. 11). More
deliberately, it is referred to as “the way in which [the] content is organized and
broken down into a set of teachable and learnable units, and will include
consideration of pacing, sequencing and grading of items, methods of presentation
and practice, and so on” (p. 14). Nowadays, many researchers and scholars, such as
Brown (2012), Ho (2000), Liddicoat et al. (2003), Mason (2010), Moran (2001), and
Shu-jing & Li-hua (2010), recommended various types of syllabi such as task-based
syllabus, content-based syllabus, project-based syllabus, text-driven approach,
discourse-based syllabus, communicative strategies, and lexical syllabus. It is
suggested that these syllabi are combined when designing a course. For example,
Brown (2012) suggested that any of the syllabi could be used “singly,” “alternately,”
or “layered.” Mason (2010) suggested the combination of the text-driven approach,
the task-based syllabus, and the content-based instruction approach. Similarly,
Hutchinson and Waters (1987) suggested that “it is wise to take an eclectic approach,
taking what is useful from each theory and trusting also in the evidence of your own

experience as a teacher” (p. 51).
2.5.3 Summary of instructional design

This present study selected the instructional framework of Graves (2000)
because the framework was flexible and systematic. Teachers could start the process
at any stage they wished as long as it was the most appropriate for their students
and contexts. Also, all steps were connected and dependable on one another. Most
importantly, it concerned the teacher’s beliefs about teaching and decision making

based on students’ needs and the context of learning.

A combination of content syllabus and project-based syllabus was applied
because it seemed most appropriate for the present study. There were five
fundamental steps for designing the instruction: analyzing the existing English reading

course from various documents, conducting a learner survey, constructing project-
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based reading instruction (i.e., develop instructional materials, lesson plan, and
assessment), pilot-testing a lesson plan, and redesigning the course. A needs analysis
was not conducted in the present study because the main purpose of this study was
to design an effective English reading instruction that would enhance students’
reading ability and intercultural communicative competence. The instructional design
was also based on the existing course description approved by the university
committee, and experts in the field. Most research studies conducted a learner
survey in order to investigate teachers and students. Learner surveys were normally
conducted on many different aspects related to teaching materials and sources for
the teaching of cultures, students’ opinions about their satisfaction with activities and
techniques, and aspects or topics of culture that they were most interested in
(Kjartansson & Skopinskaja, 2003; Saluveer, 2004; Vrbova, 2006). The present study
conducted a learner survey on the aspects of students’ interests and preferences in
the cultural content. The data obtained were used for preparing instructional

materials, lesson plans, reading tests, and questionnaires.

2.6 Related studies to the present research

There is a number of research studies conducted to investigate reading ability
which revealed links to intercultural communicative competence. This section
attempts to review the following research studies that confirmed successful results,

challenges, suggestions, and limitations.

The first study describes the effective use of constructivist approaches in a
reading course to promote intercultural communicative competence. Gomez (2012)
conducted an action research on “Fostering intercultural communicative
competence through reading authentic literary texts in an advanced Colombian EFL
classroom: A constructivist perspective,” which aimed to develop students’
intercultural competence and investigate the use of constructivist approaches. A
group of 23 advanced EFL students, ages from 18 to 22 of the Modern Language

Program at a university in Bogota, Colombia, participated in the research.  The
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content they studied consisted of factual information including celebrations, food,
tourist places, geography, and historical events of the U.S., England, Australia, and
Canada. The instruments for data collection included direct observations, in-depth
interviews, and journals. Through the process of triangulation, the data were
compared and analyzed in order to identify significant opinions, attitudes, and

comments about the literary texts and the approaches applied.

The results revealed that, among the constructivist approaches, namely
inquiry-based approach, dialogical approach, transactional approach, and content-
based learning, the participants highly favored the inquiry-based process for the
construction of knowledge. The application of this approach enhanced
communicative competence and simultaneously enabled students to acquire
intercultural knowledge. For the dialogic approach, it ultimately became a way for
communication, interaction, and the construction of meaning during the reading
process, while the content-based instruction approach became the means to
develop intercultural communicative competence as EFL students identified
important information about beliefs, traditions, and values. With the use of
appropriate constructivist approaches, the students could potentially build both
language and intercultural knowledge through a process of negotiation by working

out the meaning of language in context.

The second source of literature can be demonstrated in an article of
Uso-Juan and Martinez-Flor (2008) on teaching intercultural communicative
competence through the four skills. This study involved project-based learning,
intercultural content, and English skills, with an emphasis on reading skill. They
suggested activities that were useful in reading with intercultural content, which
included critical reading based on pre-, during-, and post-reading instruction, cultural
bump activities (a situation that caused people to become uncomfortable or feel
strange given particular cultural beliefs and attitudes), and other activities that
focused on written genres or cultural extensive reading. The authors provided three
essential ways or activities to use in the classroom. First, they recommended using

project work in a classroom. Second, the practice of previewing or making guesses
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about the culturally-embedded texts that were given should be included before and
while reading to develop students’ strategic competence. Finally, extensive reading
and assignments (such as answering questions prepared before class, writing
summaries or reaction reports, and giving oral presentations) were recommended to

promote learning outside of the classroom.

More uses of project work were found in a study by Zumbihl (2010) who
designed an intercultural program to prepare French students for the Erasmus
program of a European university exchange using project work. The purpose of this
study was to design a course that helped to improve students’ both linguistic and
cultural adaptation and to help them to become aware of ‘intercultural speakers.’
The course was designed based on the concept of intercultural communicative
competence by Byram (1997) and Lorenz’s model (2001) which included the
elements of global attitude towards otherness and cultural and communicative
practice. This study focused on students’ ICC, mainly on linguistic competence and
intercultural competence to link between language and culture. The evaluation and
assessment included oral examination by means of interview and presentation to
measure speaking skills and a written entry in the portfolio to elicit students’
personal intercultural reflection. There were 15 students attending the course, 13 of
whom passed the examination and significantly improved their linguistic knowledge,
significantly in terms of interaction with the native English teacher, using vocabulary,
and gaining self-confidence. In terms of intercultural competence, students showed
that they had gained intercultural knowledge but had difficulty using the language to
reflect on their intercultural encounters. The researcher concluded that working in
small groups through project work helped students to better express themselves and
that their objectives in both communicative competence in English and intercultural

competence had been achieved.

Similar to the above study, project-based learning was utilized to enhance
students’ intercultural communication skills through the use of authentic
international online exchange. In her study, “Teaching comments: intercultural

communication skills in the digital age”, Ware (2013) analyzed the interactions of



54

102 participants who were American eighth graders and Spanish students using an
interaction through online blogging. The purpose of her study was to investigate how
students’ comments about each other would display their ability to interact with
people from a different country and culture. She also attempted to examine how
the students displayed the skills of discovery and interaction with their encounters.
She adopted the concept of intercultural communicative competence of
Byram et al. (1994). The results of her study revealed new literacy skills needed in a
digital age including writing, reading, communicating, producing, consuming, and
critiquing. These skills and the authentic intercultural interactions could help
students to better understand how the words and symbols could represent their

ways of life.

The aforementioned studies suggested and confirmed the promising
pedagogies and language skills. However, they did not focus on reading skills,
intercultural communicative competence, or multiple aspects of culture. The next
example of research can perhaps reveal a more tangible integration of cultural
elements into the teaching of reading. Ketchum (2006) originated the 3R (Recognize-
Research-Relate process) model and used it as a structured framework of reading
strategies in her research study with American students who were studying French
literature. The 3R model guided students and instructors in the process of analyzing
the relationship between practices and perspectives of French culture. She found
that the model provided a useful tool for analyzing the relationship between
language and culture. She stated, “...each written piece of communication must be
interpreted in reference to cultural, linguistic, and formal schemata that have shaped
the document at hand” (p. 32). Based on her study, it can be assumed that cultural
familiarity of a text assisted students with their comprehension of the texts more
than does linguistic competency. Therefore, it can be concluded that introducing
cultural knowledge of the target language through reading culturally-embedded texts
can possibly help to prevent them from misinterpretation of what an author might

attempt to convey in his or her work. This instruction seems to portray a constructive
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approach because students mostly construct their own knowledge by researching,

and the teacher appears to be the center of students’ learning.

Similar approaches and activities can also be found in the Thai contexts. For
example, Bosuwon and Woodrow (2009) developed a business English reading course
at the University of the Thai Chamber of Commerce (UTCC) using the problem-based
learning approach to investicate its effects on undergraduate students’ reading
English for business communication abilities. Twenty-four students in their fourth
year majoring in English for Business Communication were selected. The research
instruments included a reading English for business communication test and a
problem-solving skills inventory, a problem-based learning log, and a problem-based
learning attitude questionnaire. The study revealed that students’ post-test mean
score was higher than their pre-test mean score. Data obtained from problem-based
learning logs demonstrated that more than 50 percent of the students reported that
their reading for business commmunication and problem-solving skills had improved.
The problem-based learning attitudes questionnaire revealed that all students had
high positive attitudes toward problem-based learning. Also, the problem-solving
activity while doing group work was suggested to be an effective instructional
approach to help enhance cooperation and collaboration for the project work.
However, the students stated it was very time-consuming and that they had to work
harder to become familiar with problem-based learning. The study suggested that
problem-based learning was most suitable to be implemented in an ESP course and
that the students needed to learn intercultural communication because it was one
of the top-five business communication topics. In other words, the study suggested
that intercultural communicative competence should be included in a reading

course in future studies.

Another study conducted by Jabareen (2006) provides a good example of
how to incorporate culture learning in a reading course. Her research study was
conducted as part of a Master’s thesis entitled “Investigating culture through story to
explore ways of integrating cultural awareness with the development of language

”

skills required by the school curriculum.” The researcher adapted the five
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dimensions of culture introduced by Moran (2001) to analyze culture in terms of
persons, products, practices, perspectives, and community. Her implementation
focused on identifying the culture-specific information and perceptions embedded in
stories. The study was conducted with 21 EFL female students at Khadija Bint
Khuwaylad High School for Girls in Um El-Fahem, Israel. The methodologies
employed in her study were collaborative learning, reader response theory and
alternative assessment, and their application to a series of literature pieces. The
alternative method was used and the students were very keen and well acquainted
with a three page length portfolio, which required them to express their thoughts
and opinions on other cultures. The findings revealed that students engaged more in
learning reading, became more interested in learning reading, and gained reading
ability and intercultural competence. Students’ confidence and ability to express
themselves increased significantly throughout the course. These positive findings
were the results of teacher’s adequate support and feedback and the use of graphic

organizers in a lesson.

Another related study to reading and intercultural communicative
competence can also be found in the research conducted by Chang (2012). Her
study was conducted with 30 EFL students enrolled in a general English reading
course to investicate how metacognitive reading strategies and intercultural
sensitivity could increase through the use of the intervention. She employed C2-
based reading instruction which could be understood as two cultures-based reading,
namely the target culture and students’ own culture. The metacognitive reading
strategies were devised through the use of the RID.E.R. approach which included
reading, imaging, describing, evaluating, and repeating. The intercultural sensitivity
test adapted by Chen and Starosta (2000) and a metacognitive reading strategy test
were employed to assess the first two research questions. Correlation analysis and
regression analysis were used to answer the third question. The results revealed that
the students had developed their intercultural sensitivity, enjoyed classroom
interaction, and become open-minded about the target cultures. The students’

metacognitive reading strategies were increased through the use of the R..D.E.R.
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strategy. With this result, the researcher recommended teaching reading strategies
explicitly in the classroom. Its result also showed the positive correlation of

metacognitive reading strategies and intercultural sensitivity.

Based on the aforementioned research studies, several issues were
summarized, which led to a research gap for the present study. First, constructivist
approaches with social interaction were found to be most suitable to EFL/EIL
environments in a reading course. Most researchers used constructivist approaches
with students who had higher English proficiency. However, few of these research
studies were conducted in a reading course using project-based learning. Most of
them used project-based learning either in an oral communication course or an
integrated course covering the four English skills. If the studies were conducted in a
reading course, they did not employ project-based learning as a tool of instruction.
All of these research studies merely emphasized the target cultures of English,

namely American or British cultures.

According to the summary above, a potential gap was revealed and filled in
by the present study. This study aimed to expose students to diversity to promote
the new status of English as a Lingua Franca (ELF) or International Language (EIL) in
the 21st Century. A variety of written genres, besides literature, or various types of
culturally-embedded reading sources were used in the reading course through a
project-based learning approach which promoted students’ English reading and

intercultural communicative competence.

2.7 The Present Research Study

The aforementioned evidence revealed a firm conclusion that project-based
learning would benefit to students’ English reading ability and intercultural
communicative competence. In the present study, Project-based Reading Instruction
(PRI) was designed as an alternative method of English reading instruction. This
instructional design aimed to enhance students’ English reading ability and

intercultural communicative competence. The information obtained from a diverse
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range of documents were analyzed and translated into the goals and objectives of
the English reading course based on the intervention. It was discovered that students
learned to develop their English reading ability and intercultural communicative
competence through exposure to different cultures, namely native English speakers,
non-native English speakers, and students’ own culture. In this study, the
intercultural contents were studied by means of exploring and reading a variety of
written documents, visuals, printed media, and online media. Based on the result of
the learner survey, students would explore cultural contents of festivals, social
norms, and intercultural contacts of native English culture (English, American, and
Australian), non-native English culture (French, Italian, and Japanese), and learner’s
own culture (Thai). Two intercultural skills of discovery and interaction were found
most appropriate for students with low level of English proficiency. The skills of
interpretation and relation were not considered because many previous research
studies had examined them in literature classes which required students to have a
higher level of English proficiency. Intercultural attitudes of openness and curiosity
were selected because they were most likely to facilitate students to gain English
reading ability and intercultural communicative competence. These intercultural
components could be enhanced by explicit teaching, intensive and extensive
reading, and direct interaction with their target speakers. Hence, students learned
and practiced their linguistic and intercultural knowledge simultaneously. This mirrors
a statement by Byram (1997) in that linguistic competence and intercultural
competence were intertwined; thus, these two elements should not be separated in

teaching.

It was hoped that students’ reading ability and intercultural communicative
competence was enhanced through project-based reading instruction. This
instruction included five main stages, namely prepare, research, analyze, produce,
and reflect through before-reading, during reading, and after-reading stages, which
derived from the synthesis of the reading instruction frameworks and project-based
learning frameworks. These steps were designed to promote student-centeredness,

motivation, explicit reading instruction, authentic reading materials, intensive and
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extensive reading comprehension, scaffolding, collaborative learning, integration of
culture-and-reading learning, continuous evaluation, and self-reflection. This study
integrated the content syllabus into the project-based syllabus. Students were
permitted to select their own peers so that learner centeredness and motivation
were promoted. The present study employed summative and formative assessments
as they were strongly suggested by Anderson (2008) and Becker and Nekrasova-
Becker (2012). For the summative assessment, students were required to take the
pre-and post-tests to evaluate their English reading ability and intercultural
communicative competence. To investigate students’ English reading ability, a
researcher-made English reading test was constructed to measure students’ English
reading comprehension. Students were tested for their literal comprehension and
interpretative comprehension through (i) recognizing the main idea, (i) identifying
factual information, (i) predicting word meanings from context, (iv) inferring
comparisons, and (v) drawing conclusions or inferences. To investigate students’
intercultural communicative competence, two separate instruments, which were an
Intercultural Knowledge-based Test, and Intercultural Attitudes and Skills Inventory,
were constructed. The Intercultural Knowledge-based Test was used to measure
students’ factual information about specific cultural contents through multiple-
choice test items. For Intercultural Attitudes and Skills Inventory, students’ attitudes
of openness and curiosity and skills of discovery and interaction were evaluated. A
portfolio rubric was used to triangulate with the quantitative results of the two tests.
Student’s reflection from the portfolio was also used to confirm the quantitative
results. A questionnaire was then employed to investigate the effects of PRI. The
formative assessment, which was a semi-structured interview protocol, was utilized
to triangulate with the summative assessment and provide rich descriptions of the

learning process.



CHAPTER IlI
RESEARCH METHODOLOGY

This chapter describes the research design, population and samples, research
instruments, research procedure, and scope and sequence of Project-based Reading

Instruction.

3.1 Research Design

The study employed a mixed-method approach which adopted the quasi-
experimental research design using quantitative and qualitative methods to
investigate the effects of Project-based Reading Instruction on English reading ability
and intercultural communicative competence of undergraduate students. The
independent variable of this study was Project-based Reading Instruction, while the
dependent variables were English reading ability and intercultural communicative
competence. The one-group pre-test-post-test design and Project-based Reading
Portfolio Rubric were utilized to measure students’ English reading ability and
intercultural communicative competence. The results of these tests were
triangulated with the qualitative data obtained from students’ reflections in the
Project-based Reading Portfolio. An English Reading Ability Test and Intercultural
Communicative Competence Test were utilized to study the correlation between
students’ English reading ability and their intercultural communicative competence.
A Project-based Reading Instruction Questionnaire and Project-based Reading
Instruction Interview were utilized to explore students’ opinions of Project-based

Reading Instruction.
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3.2 Population and Sample
3.2.1 Population

The population of the main study was second-year Thai undergraduate
students from 10 faculties of a private university in Thailand (Accountancy,
Architecture, Business Administration, Communication Arts, Digital Media, Economics,
Engineering, Information Technology, Law, and Liberal Arts), who were taking
Vocabulary and Reading Skills, a compulsory foundation English course offered at
Sripatum University, Bangkhen Campus. The group comprised males and females
aged between 20 and 21 years old, who had enrolled in English Foundation | and |I
courses during their first year at the university. They possessed different levels of
English proficiency, but the majority of the students were placed at the intermediate

level as they all had passed English Foundation I and II.
3.2.2 Sample

The sample of the main study was drawn from the population, adopting the
purposive sampling technique. There were 32 students purposively selected majoring
in Tourism Management of the Faculty of Liberal Arts. The criteria used to select the
samples included (i) they were in the same age range as the population, (i) they
were second-year undergraduate students of Sripatum University in Bangkhen
campus, (i) they had completed English Foundation | and Il courses, (iv) and they
were enrolling in Vocabulary and Reading Skills. In addition, six of those students
were later randomly selected for semi-structured interviews employing a focus-group
interview technique in three groups of low, medium, and high achievers based on

their post-English reading ability test scores.

3.3 Research Instruments

Five research instruments were utilized to elicit quantitative and qualitative
data from the English Reading Ability Test, Intercultural Communicative Competence
Test (comprising two instruments, namely the Intercultural Knowledge-based Test

and Intercultural Attitudes and Skills Inventory), Project-based Reading Portfolio
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(comprising two components, namely project-based reading portfolio rubric and
student’s reflection), Project-based Reading Instruction Questionnaire, and Project-
based Reading Instruction Interview Protocol. These research instruments are
summarized in Table 3 to indicate their methods, purposes, data sources, and data

analyses to answer the research questions.

Table 3: Methods and Instruments Employed by the Researcher to Answer the

Researcher Questions

Research Data
Purposes Instruments Data sources
questions analyses
1. To what extent (1) To assess (1) Prestestand (1) Pre-and post- (1) Descriptive
does Project- students’ English post-test of test scores statistics (x,
based Reading reading ability English Reading (2a) Project-based  SD) and t-test
Instruction (2) To help with Ability Test Reading Portfolio  (2.a)
enhance English  the analysis of the  (2) Project-based  Rubric scores Descriptive
reading ability of  assessment, Reading Portfolio  (2b) Analysis of statistics( x,
undergraduate confirm the (a) Project-based  the data from the  gp)
students? quantitative data, Reading Portfolio  student’s (2.b) Content
and explain how Rubric reflection analysis,
Project-based (b) Student’s coding, and
Reading Portfolio reflection categorization

can enhance

English reading

ability.
2. To what extent (1) To assess (1) Intercultural (1a, 1b) Pre-and (1a, 1b)
does Project- students’ Communicative post -test scores Descriptive
based Reading intercultural Competence of Intercultural statistics (x,
Instruction communicative Test knowledge-based  SD) and t-test
enhance competence (@) Intercultural test and (2.a)
Intercultural (2) To help with the  knowledge- Intercultural Descriptive
Communicative analysis of the based test attitudes and skills  statistics (x,
Competence of assessment, (b) Intercultural inventory SD)
undergraduate confirm the attitudes and (2a) Project-based  (2.b) Content

students? quantitative data, skills inventory Reading Portfolio analysis,
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Research Data
Purposes Instruments Data sources
questions analyses
and explain how (2) Project-based  Rulbric scores coding, and
Project-based Reading Portfolio  (2b) Analysis of categorization
Reading Portfolio (a) Project-based  the data from the
can enhance Reading Portfolio  student’s
intercultural Rubric reflection
communicative (b) Student’s
competence reflection
3. Is there a (1) To study the (1.1) English (1.1, 1.2a, 1.2b) (1) Pearson’s
correlation correlation Reading Ability Post-test scores of  correlation
between between reading test English Reading coefficient
students’ English  ability and their (1.2) Intercultural  Ability and
reading ability intercultural Communicative Intercultural
and their communicative Competence Test Communicative
intercultural competence - (@)intercultural Competence Test
communicative whether or not knowledge- (2) Correlation
competence? they have positive based test analysis
correlation. (b) Intercultural
attitudes and
skills inventory
4. What are the (1) Tofind out and (1) Project-based  (1.1) Scale of (1.1)
opinions of the summarize content  Reading questionnaire Descriptive
students toward indicating the Instruction (1.2) Analysis of statistics x, SD

the Project-based
Reading

Instruction?

students’ opinions

of the intervention.

Questionnaire
(2) Project-based
Reading
Instruction
Interview

Protocol

the texts for open-
ended questions
(2) Analysis of the
data from the

interview

(1.2) Content
analysis,
coding, and
categorization
(2) Content
analysis,
coding, and

categorization
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3.3.1 English Reading Ability Test

To answer the first research question, To what extent does Project-based
Reading Instruction enhance English reading ability of undergraduate students?, the
English reading ability test was developed to assess students’ English reading ability.
This test was used as a pre- and post-test before and after the main study to
investigate the difference between the scores. It aimed to test students’ literal
comprehension and interpretative comprehension by (i) recognizing main idea, (ii)
identifying factual information, (iii) predicting word meanings from context,
(iv) inferring comparisons, and (v) drawing conclusions or inferences. These two levels
of comprehension were selected because they were the most fundamental and
essential levels of reading comprehension which led students to achieve the more
sophisticated understanding (Falke, 1982). They were also most compatible with the
students’ English proficiency level. In addition, they were drawn from various sources
as they were most mentioned in teaching and learning English reading
comprehension, for example, English reading course descriptions, English reading
comprehension textbooks, reading comprehension tests, and taxonomies of reading

comprehension.

As shown in Appendix A, 30 multiple-choice questions were developed and
divided into three main sections of culturally-embedded content: Thai culture,
native-English speaker culture, and non-native English speaker culture based on the
learner survey results (See Appendix K). Of those cultures, English culture, Japanese
culture, and Thai culture were selected as the representatives of the three cultural
categories to be used in the English Reading Ability Test. These three selected
cultures were then assigned three different cultural topics (festivals, intercultural
contacts, and social norms), which made three different reading passages of ten
items each. The ten items in each reading passage were designed to measure
students’ English reading comprehension and place them into the two levels
mentioned earlier. The passages were selected from authentic reading sources based
on the Fry Graph Readability Formula. Each passage contained 100-300 words at the

grade levels of 9-13. These levels were most suitable to students at the intermediate
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level based on the researcher’s investigation of three English reading commercial
textbooks at the intermediate level, namely Strategic Reading by Jack C. Richards
and Samuela Eckstut-Didier (2012); Reading Explorer by Cengage Learning by Becky
Tarver Chase et al. (2011); and Ready to Read Now: A skills-based reader by Karen
Blanchard and Christine Root (2004) . Each test item comprised four choices of a, b,
¢, and d (Alderson, 2000) to offer a 25 percent chance of correctness (Cohen, Paige,
Shively, Emert, & Hoff, 2005). Students were required to read three passages
comprising of ten questions for each culture and complete 30 questions within 60

minutes.

Table 4 demonstrates the construct and culturally-embedded contents for

the English reading ability test.

Table 4: Levels and Items of English Reading Ability Test

Items/ Contents

Levels of the Domains of Thai English Japanese culture  No. of
Reading Reading Culture culture (Intercultural ltems
Comprehension Comprehension ~ (Festivals & (Social contacts)
Celebrations) norms)
Literal Recognize main idea =7 11, 12 21, 22 6

. (Skimming to identify
Comprehension
main ideas)

Level Identify facts and 3 4 1314 23 24 6
details (Scanning to

identify factual

information)

Interpretative Determine 5,6 15, 16 25, 26 6
words/text (Predicting

Comprehension

vocabulary)

Level Make Comparisons 7.8 17, 18 27, 28 6
Draw Conclusions/ 9,10 19, 20 29, 30 6
Inferences

Total 10 10 10 30
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Validation of English Reading Ability Test

The validation of this study included two stages of content and construct
validation, the pilot testing to measure the reliability of the English reading ability
test and test item difficulty. The modification of the test after pilot testing was also

explained. The two stages are discussed as follows:
1. Content validity and construct validity

Content validity and construct validity were assessed by five experts,
including four experts from the field of English reading instruction, and one from the
field of English assessment and evaluation by means of the Index of Iltem Objective
Congruence (I0C) process (Rovinelli & Hambleton, 1977). A three-point rating scale
Evaluation form, -1 = Incongruent, 0 = Questionable, and 1 = Congruent, was
provided to the experts. Mean scores derived from the results were calculated. The
items which did not achieve the score between 0.50 and 1.00 were revised according
to the experts’ suggestions. (See Appendix L for the experts’ validation of the English
Reading Ability Test)

The overall content and construct validity was 0.86 which indicated that the
test content was suitable for the students, the test items and choices were
appropriate for the students and could measure students’ literal comprehension and
interpretative comprehension. Only Iltem 14 was below 0.50 which was suggested to
be changed in terms of its ambiguous distractors. In addition, nine items with the
scores above 0.50 were adjusted slightly in terms of their ambiguous distractors and
word choice according to the experts’ comments and suggestions. Other additional
comments were that the test layout, providing the labels of the reading strategies for
each part, made the test very clear and organized. The passages were also very
interesting and up-to-date. Other suggestions included (i) being consistent with the
format in regard to punctuation, capitalization, and font used in the questions and
choices, (i) keeping the reading passages to a similar length, and (iii) forming

appropriate distractors. The revised and adjusted items are shown in Table 5.
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Table 5: Revised and Adjusted Version of English Reading Ability Test

No. Original Items Revised and Adjusted Items

2 What is the main idea of the third What is the main idea of the third paragraph
paragraph (from line 5)? (lines 5-9)?

4 Which sentence about the story of the  According to the passage, which sentence
water fights is NOT true? about the water fights is NOT true?

5  Based on the passage, what does Based on the passage, what does “blessed”
“blessed” in line 11 mean? (line 11) mean?

8  According to paragraph 3 (from lines 5), According to paragraph 3 (lines 5-10), what is
what is the difference between Hindu the difference between Hindu and Buddhist
and Buddhist water fights? water fights?

10 What can be concluded about the What can be concluded from the passage?
passage?

12 According to the article, the boy band  According to the article, the boy band
becomes very popular among young becomes very popular particularly among
girls because they young girls because they

14 What details of the text support the What details of the text support the idea that
idea that the boy band is very the boy band is very popular?
popular? a The band members call their fans
a. They needed 100 bodyguards to beautiful.

protect them. b. An Australian girl decided not go on
b. British young girls go very a date with Zayn.

crazy about the band. c. The girls spend a lot of money buying
c. They made a song and album the band members gifts.

and tour around the world. d. Young girls around the world go very
d. The girls spent a lot of money crazy about the band members.

buying the band members gifts.

15 Inline 17, what can the word heat be  In line 15, what does the phrase feel the
changed to? heat mean?

19  Based on the detail in the article, Based on the detail in the article, which of
which of these appearances MOST the following traits MOST LIKELY makes the
LIKELY makes the fans like the boys so  fans like the boys so much?
much?

22 What is the main idea of the first What is the main idea of the first paragraph?
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No. Original Items Revised and Adjusted Items
article?

28 Based on the article, what is the Based on the article, what is the similarity
similarity between “Kawaii” and between “Kaomoji” and “Emoji”?
“Emoji”?

2. The pilot testing of English Reading Ability Test

Pilot testing of English Reading Ability Test aimed to measure the reliability of
the English Reading Ability Test and test item difficulty. The test was piloted twice
within a three-week period, before and after completing the intervention of one
lesson. There were 15 students majoring in Tourism Management of Sripatum
University, Bangkhen Campus, in the Additional Summer semester of the academic
year 2014. These students were not from the sample group of the main study but
had similar demographic characteristics, namely English proficiency, age, major area
of study, and enrollment in the English reading course. They also participated in the

evaluation of other research instruments in this pilot test.
Reliability of English Reading Ability Test

As for reliability, the pilot test scores were calculated with the Statistical
Package for Social Sciences (SPSS) program using reliability coefficient (Kuder-
Richardson 20 formula or K-R20) to ensure internal stability reliability. In addition, test
item difficulty (difficulty index) was also calculated. According to the reliability
coefficient (or K-R20), it was found that the overall test reliability was unsatisfactory
(r=0.44). Theoretically, the internal consistency of the test was expected to be over
0.70 (or r < 0.70) to be reliable. The overall test item difficulty was accepted but fell
into the range of ‘very difficult’ (p = 0.25). Basically, the difficulty index should be
between 0.20 and 0.80 (or p = 0.20-0.80) (Sukamolson, 1995). With these
unsatisfactory results, an investigation was conducted. First of all, the test was given
to the students towards the end of the day. It took most of the students only half
an hour to complete the test instead of one hour as instructed. The teacher

researcher did not explain clearly about the objectives of the pilot testing, the
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importance of the data or results obtained from students, and the improvement of
their English reading ability after completing the course using the intervention. An
informal discussion with the class after the test revealed that most of the students
did not attempt to do their best because they assumed that it was not important
and did not have an impact on their course performance. They also lost their

concentration, already felt fatigued and were ready to return home.

According to the investigation above, another pilot test was conducted once
again at the end of the course. This time, the teacher researcher divided the test into
two versions by shuffling the passages and questions around. The pilot test was also
conducted at the beginning of the class. Clear explanations of the study using
Project-based Reading Instruction and all of the research instruments were delivered
prior to administration of the test. The result revealed that the English reading test
was satisfactory (r = 0.84). For the test item difficulty, the overall test item difficulty
was 0.34 which showed that the test was rather difficult (p = 0.21-0.40). The average
score of the test was 9 (Mean = 9). When considering the difficulty of each item, the

following results were found.

Test items 15 and 30 received high test item difficulty (p = 0.67), indicating

that these test items were rather easy (p = 0.61-0.80).

Test items 1, 5, 8, 16, 21, 26, and 28 received the test item difficulty of 0.60,
0.60, 0.47, 0.47, 0.53, 0.47, and 0.53, respectively. The results indicated that the

difficulty of these test items were moderate (p = 0.41-0.60).

Test items 2, 3, 6, 7, 9, 17, 20, 22, 24, 25, and 27 received the test items
difficulty of 0.27, 0.27, 0.40, 0.33, 0.33, 0.27, 0.33, 0.40, 0.27, 0.40, and 0.27,
respectively. The results indicated that these test items were rather difficult (p =

0.21-0.40).

Test items 4, 10, 11, 12, 13, 14, 18, 19, 23, and 29 received the test items
difficulty of 0.20, 0.20, 0.20, 0.13, 0.20, 0.20, 0.20, 0.13, 0.20, and 0.13, respectively.
The test items were very low which indicated that the test was very difficult (p = 0-

0.20) because most of the students answered the test items incorrectly.
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Modification of English Reading Ability Test for the main study

Based on these findings, some adjustments of the test items and test

administration were made for the main study as follows:

1. Prior to administering the test, the teacher researcher needed to explicitly
explain to the students the objectives of the test and what the results

would be used for.
2. The test would be administered at the beginning of the class.

3. Test versions A and B were prepared and distributed to the students in

different rows.

4. Content of the reading passages was slightly adjusted in terms of word
choice and context clues to the answers. Moreover, test distractors of
items 4, 10, 11, 12, 13, 14, 18, 19, 23, and 29 were modified to make them
less difficult.

3.3.2 Intercultural Communicative Competence Test

To answer the second research question, To what extent does Project-
based Reading Instruction enhance Intercultural Communicative Competence
of undergraduate students?, an intercultural communicative competence test was
conducted. According to Barrett et al. (2013), Byram (1997), and Deardorff (2006),
knowledge, attitudes, and skills were three essential key elements of assessing
intercultural communicative competence. In this study, Intercultural Knowledge-
based Test and Intercultural Attitudes and Skills Inventory were two instruments

used to measure students’ Intercultural Communicative Competence.

3.3.2.1 Intercultural Knowledge-based Test was a researcher-made
test aiming to measure students’ factual knowledge of specific cultures based on the
results of the learner survey. In this study, a multiple-choice testing format was used
because it was one of the most appropriate tests for measuring students’
intercultural knowledge, according to Byram et al. (2002) and Skopinskaja (2009). The

test consisted of 30 items and was used before and after the main study to
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investigate the difference between the scores of the pre-and post-test assessing
students’ intercultural knowledge. The test items were constructed based on the
analysis of the test items in social studies tests from ONET, Pre-Ent. Exams. The
amount of test items was decided in alignment with the English reading test and
sufficiently covered all of the cultural aspects. The content was designed evenly to
cover the three categories of seven cultures by country, including native English
speaking cultures (English, American, and Australian), non-native English speaking
cultures (French, ltalian, and Japanese), and students’ own culture (Thai). Within
each category, the items were designed to measure students’ intercultural
knowledge about festivals and celebrations, social norms, and intercultural contacts.
Students were required to complete 30 questions within 50 minutes. The items were
constructed in Thai in order to minimize problems related to the linguistic or English
proficiency of the students (See Appendix B). The test construct of this study is

shown in Table 6.

Table 6: Categories of Cultures and Items of Intercultural Knowledge-based Test

ltems/Cultural Topics

Categories of Cultures Festivals and Social Intercultural No- of
Celebrations norms contacts ftems
Learner’s own culture
® Thailand 1.2 3,4 56 6
Native English Speaking Countries
® Fngland 7,8 9 10 q
® United States of 11 12 13,14 4
America
® Australia 15 16, 17 18 4
Non-Native English Speaking Countries
® France 19, 20 21 22 4
® Jtaly 23 24 25,26 4
® Japan 27 28,29 30 4

Total 10 10 10 30
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Validation of Intercultural Knowledge-based Test

The validation of this study included two stages of (1) content validity
and construct validity and (2) the pilot testing to measure the reliability of the
intercultural knowledge-based test and text item difficulty. The modification of the

test after pilot testing was also explained.
1. Content validity and construct validity

Content and construct validity were assessed by five experts, including
three experts from the field of cross-cultural communication and two experts from
the field of research, assessment, and evaluation by means of the Index of Item
Objective Congruence (I0C) process (Rovinelli & Hambleton, 1977). A three-point
rating scale Evaluation form, -1 = Incongruent, 0 = Questionable, and 1 = Congruent,
was provided to the experts. Mean scores derived from the results were calculated.
The items which did not achieve the score between 0.50 and 1.00 were revised, and
those above the requirement were modified according to the experts’ suggestions.

The results of the experts’ evaluation are illustrated in Appendix M.

The overall I0C value of the intercultural knowledge-based test was
0.80. According to the five experts, the test was suitable and appropriate for the
students. Out of 30 items, items 7, 11, 19, and 27 fell below 0.50 because they
merely measured students’ memory and were not meaningful and comparable with
the Thai context. These items were suggested to be revised. In addition, nine more
items, above 0.50, were suggested to be modified in terms of word choice,
distractors, and conciseness. For the items that asked about intercultural contacts
(particularly on stereotypes) Expert A from the field of ICC suggested that the items
should be using situational questions. The revised and modified items are shown in

Table 7.
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Table 7: Revised Version of Intercultural Knowledge-based Test

No. Original Items Revised/ Adjusted Items
Useindifnlaudatuludoniola JalakilainguszasAvanisdnusemaliniloy
) (In which province is Phi Ta Khon YDIYNOUNDAULIY JInTALay
held?) (Which is NOT the purpose of the Phi Ta Khon
Festival held in the Dan Sai district in Loei?)
Felaforimuaimadauiinsemnidde aulnednlngiduainsesin vildivaeTunnfn
1l eulvedununuuln
5  (Which of the following stereotypes do (A lot of Thai people drag their feet when
foreigners have of Thai people?) walking. What do Westerners think about Thai
people?)
felafouselniinulnglinmetuialy  delafeussloafinulnegldinmeuialy ud
; uirnsenasananlalelsoy ynsAsanudanlalelfdy
(What common Thai greeting usually (What common Thai greeting is usually
surprises by foreigners?) unexpected by foreigners?)
nsmsawaduau Wusssudloniidntu  Ussndinsnsiawaaiuaun (Wse Trooping the
, Tudsewnadinguiledulonidla Coloun lutszmedinguintuiteesls
(On what occasion is Trooping the (What is the purpose of Trooping the Colour
Color traditionally held in England?) held in England?)
wanaansanun Wutuiivnaiafioy wenaa1snmuy (Shrove Tuesday) Uas¥in
Tuansigoraninsasnmuiuneudn SaRsulssimainguiinufeitesesnalsiiu
wAmatisiera wileiu lutuiaufeun  aununudn
Usznavinnisiaduaaedlnen1svine s (How is Shrove Tuesday, held by the
o silalaiiesulszmu Christians in England, associated to
(Shrove Tuesday is the day when pancakes?)
Christians in the United Kingdom make
confession before entering the first day
of Lent. What food do people make
and eat to celebrate the day?)
toladerimuafivesdinuiivninemndilie  wodnssulafiausnaniAsdniausnquainlved
0 1IN Y ALBANULAZASIIUATIN
(What stereotypes do foreigners have (Which behavior explains that English people
of English people?) are fair and patient?)
Fundanigowini asaiuiuivinla iluwneTiu @ 3 Fan1seineasuvenia
0 (When is Independence Day in the Y05 (V30 NANIAABNYINTEUIL)
USA?) (Why do people in Washington D.C. celebrate
the National Cherry Blossom Festival?)
Tolaoviruaimsdsauiivndinniaivio  smewitunhluifdoveuiuemsszninadg
” 1OLTAY Insvirduulanidunaiuiug vlisssinn

(What stereotypes do foreigners have

of people from the USA?)

1 av &
MNemeawsiudunuiuule

(Americans generally have a habit of eating
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No. Original Items Revised/ Adjusted Items
food on the sofa while watching TV for a long
time. What do foreigners think about them?)
Juasudn WuTundunaensasufnues  Tuasufn (Armistice Day) Tiaduaaadlulszne
asnslanadsit 1 Fensauiuiivila WS %’mﬁulﬁai’mqﬂszanﬂ%
19 (Armistice Day is a celebration of the (What is the purpose of Armistice Day, which
armistice of World War |, which falls on is celebrated in France?)
what date?)
wenmaUszmdurdy Wumenadszsnd  wianiauszangiiean (Donkey race) iuwmana
vesydndo fdatuluilednie Uszdlvesnudleusesini A Weu Useina
waluiinuowd Nneumiloratdna 3013 dndudieTngusvasla
Suusnusemadldlalddutuudldosls  (What is the purpose of the Donkey race
- nnFudenseolli festival which is celebrated in Torrita di Siena,
(The Battle of the Oranges is an annual  Italy?)
[talian festival held in Eve Maria, in
Northern Italy. In the past, oranges
were not used. What object was used
instead?)
toladevimuafimnedsnuiinnimenidide  minanwidanideudnlvajordvegiuieuly
Y1IBR NG thuderfudsinafufurnglsuussmedus vinld
(Which of the following stereotypes do  ausnsmAAaiudadswdunuula
26 foreigners have of Italians?) (Most Italians live with their parents, which is
unlike other countries in Europe. What do
foreigners think about that?)
wanmawudu a3 Wundsduaumenia  mAnawudu el (Tenjin Matsur) finisiadu
ﬁL?jauaamﬁqmaq jﬂu Fadunuwimm aaaQﬁﬂé’wUﬂﬁﬂﬁmmmaimaﬂlmmﬂﬁqm
WmnsunuasneesmaL g (What Thai festival is similar to the Tenjin
. wAmatisatuiilada Festival in Japan?)
(Tenjin Festival is one of the three
great festivals of Japan. The parade is
held to respect the land and river
gods. In what city is this festival held?)
olallovirmuaimedsauiinienide  ndniidnvieaiediuldgnsudsiunnuea
¥ World Cup @33 wfifiusesiioguuainionay
(Which of the following statements is v ¥iildrnasenaaiaudiudunuuuule
30  NOT a stereotype that foreigners have  (After watching a World Cup match, Japanese

of the Japanese?)

tourists picked up the trash in the stadium.
What would other foreigners think about their

behavior?)
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2. Pilot testing of the Intercultural Knowledge-based Test

The pilot testing of this test was conducted with 15 students majoring
in Tourism Management of Sripatum University, Bangkhen Campus, in the Additional
Summer semester of the academic year 2014. It was to measure the reliability of the
intercultural knowledge-based test and test item difficulty (difficulty index or p). It

was conducted twice before and after conducting the PRI lesson.
Reliability of Intercultural Knowledge-based Test

Pilot testing scores were calculated with the Statistical Package for
Social Sciences (SPSS) program for reliability coefficient (Kuder-Richardson 20 formula
or K-R20) and test item difficulty. According to the reliability coefficient (or K-R20), it
was found that the overall test reliability was unsatisfactory (r = 0.42). The overall
test item difficulty fell into the range of ‘very difficult’” (p = 0-0.20). With this
unsatisfactory result, an investigation was conducted. Based on students’ feedback
and the teacher researcher’s observation, it was found out that the purpose of the
test was not clearly explained. The test was administered at the end of the class and
students had already lost their concentration and interest in completing it. Students
were sitting too close with one another in a small room, so it was very difficult to

invigilate.

Another pilot test was conducted once again at the end of the course.
This time, the teacher researcher divided the same test into two versions by shuffling
the passages and questions around. The pilot test was also conducted at the
beginning of the class. Clear explanations of the study using Project-based Reading
Instruction and all of the research instruments were delivered prior to taking the test.
The result revealed that the Intercultural Knowledge-based Test was satisfactory (r =
0.76). For the test item difficulty, the overall test item difficulty was 0.38 which
showed that the test was rather difficult (p = 0.21-0.40). However, the items that
were found to be very difficult were not adjusted or modified because the
information about the target cultures was not yet taught to or researched by the

students. Only one unit of culture was introduced to the students; therefore, it could
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be concluded that the test would have been less difficult if the students were
exposed to or learned other aspects of interculture which appeared on the test. It
was presumed that the test would not be too difficult to be utilized in the main

study.

Modification of the Intercultural Knowledge-based Test for the

main study

Based on these findings, some adjustments of the test items and test

administration were made for the main study as follows:

1. Prior to administering the test, the teacher researcher needed to
explicitly explain to the students the objectives of the test and

what the results would be used for.
2. The test was administered at the beginning of the class.

3. Two test versions A and B were prepared and distributed to the

students in different rows.

3.3.2.2 Intercultural Attitudes and Skills Inventory aimed to
examine students’ skills of discovery and interaction and their attitudes of curiosity
and openness towards a target speaker of English from any culture. The inventory
shown in Appendix C was conducted before and after the main study to investigate
the difference between the scores of the pre-and post-test assessing students’
intercultural attitudes and skills. According to Byram (1997) and Skopinskaja (2009),
attitudes and skills in intercultural communicative competence can be assessed in
many different ways such as test, simulation, role-play, problem-solving of critical
incidents, visual literacy tasks, and portfolio. This study, however, used a
questionnaire survey using Likert-type items to collect the data. To measure
students’ intercultural attitudes, 16 items indicating the extent to which respondents
agreed or disagreed with each statement on a 5-point scale (e.g, 1 = Strongly
disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, and 5 = Strongly agree) were used. As
for their intercultural skills, it consisted of 10 Likert-type items indicating the extent

to which respondents assessed their intercultural skills from very low to very high
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with each statement on a 5-point scale (e.g.,, 1 = Very low, 2 = Low, 3 = Moderate, 4
= High, and 5 = Very high). Since there were limited existing studies and ICC tests in
the field of second language education, this inventory was mainly based on the
theory of Byram (1997) and partially adapted from the studies by Fantini (2005) and
Cohen et al. (2005).

The test content did not specify a particular culture but included
festivals and celebrations, social norms, and intercultural contacts to elicit students’
intercultural attitudes and skills. Students were required to complete the test within

30 minutes.
Validation of Intercultural Attitudes and Skills Inventory

The validation of this study included two stages, namely (i) content
validity and construct validity and (i) pilot testing to measure the reliability of the

Intercultural Attitudes and Skills Inventory. The two stages are explained as follows:
1. Content validity and construct validity

Content validity and construct validity were assessed by five experts
(three experts from the field of cross-cultural communication and two experts from
the field of research, assessment, and evaluation) by means of the Index of Item
Objective Congruence (I0C) process (Rovinelli & Hambleton, 1977). A three-point
rating scale evaluation form, -1 = Incongruent, 0 = Questionable, and 1 = Congruent,
was provided to the experts. Mean scores derived from the results were calculated.
The items which did not achieve the score between 0.50 and 1.00 were revised
according to the experts’ suggestions. (See Appendix N for the illustration of the

experts’ validation of the inventory)

The overall IOC value of the intercultural attitudes and skills inventory
was of 0.84 indicated the suitability of Intercultural Attitudes and Skills Inventory. Out
of 20 statements, statement 1.2 of the attitudes domain suggested a revision was
needed. However, 13 statements above 0.50 suggested modification was needed.
The statements shown in Table 8 suggested a revision was needed due to

inappropriate word choice, unclear statements, and multiple factors/ideas in one
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statement. In addition, Expert B from the field of assessment suggested rearranging

the scales from ‘Strongly disagree’ and ‘Very low’ (or 1 to 5) to ‘Strongly agree’ and

‘Very high’ (or 5 to 1) close to the statements.

Table 8: Revised Version of Intercultural Attitudes and Skills Inventory

No. Original Items

Revised and Adjusted Items

yAuAR (Attitudes)

12 gumilaauladumboyaiieaiunsly
FinUsed1Iu mAnad1fsy wuukHuU R
madany wazeilen veyTIReRa
Wudwesnwdinguuazliiluidives
mwdsnquitlilsnandelnsiia Ing
MIONITUBNIADENLAET WHIINNT U
vsoaumniudvestansssudulnenss

(I am interested in searching for information
about important festivals and celebrations,
social norms, and intercultural contacts of
both native and non-native English speakers
by reading about or communicating with

them, not from media or hearing from others.)

Statement was revised and Ideas were separated
1.2 fuauladuaimdeyaannseuvsedeuniy
geanAReiulsendiveny
(I am interested in searching for information about
foreign festivals and celebrations from reading or
asking them questions directly.)

1.3 duauladuaimdeyaannseuvsedeuniy
AR UL UL UR TR sdsaues
LU

(I am interested in searching for information about
foreigners’ social norms from reading or asking them
questions directly.)

14 Fuauladunimdeyainnseumsedeuny
gsiietunsindedeanstiuinusssu
fuLn

(I am interested in searching for information about
intercultural contacts of foreigners from reading or

asking them questions directly.)

13 uldAnUMNITINe09INAUAIRRN
Touusssuiiusenal WuusKuN1sUURNIS
Finu uaznshnsoded st ausssud
wilouriu InegnannuIsvingIumng
TAUFTINVDINULDY WTATUDNLAILAE
viruARveAuBY (WU fuedadvnauls
WUURAN 130 AUBLISAUDIU) UAFLNIBTY
T0LAUAZNITABUNINIINLIIVDLIMUTTIH
thuumy
(I do not assume that people from different
cultures have the same cultural practices
based on my own culture. For example, all
[talian men are romantic or Americans are fat.

Instead, | find more information by reading

texts and asking them questions directly.)

Ideas were separated
1.5 Suldifneneriausinanaiiusendi
willauiuiudy usazmeudeyaviseasun1uan
L%ﬂ%@ﬂaﬁuuﬁiﬁﬂﬁuuﬂu
(I do not assume that foreigners celebrate similar
festivals to my own. Instead, | would search for
information or ask them questions directly.)
1.6 dubiAn e rinAum@AtLUULELNS
UFtRmsdanuimiloufuiudu usezmeudeya
ﬁaaaummmﬂLé’ﬂsuaﬁsuuﬁiimﬂ”’mmu
(I do not assume that foreigners have similar social
norms to my own. Instead, | would search for
information or ask them questions directly.)
1.7 sulsimoneriauinaniiinisindedeas
Turiausssufimiloutuiudu usegmenudoya
W%@ﬁ@Uﬂ’]?«lﬁ]’]ﬂLf\ill’l%aﬂ’QJJWUﬁiiiJﬂ?ULWlu

(I do not assume that foreigners have similar

intercultural contacts to my own. Instead, | would
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No. Original Items Revised and Adjusted Items
search for information or ask them questions
directly.)

1.4 ﬁuauﬁlﬁLqugﬁﬁﬁ'a;ﬂamqqi’muﬁﬁu ) Items 1.4 and 1.5 were combined and ideas were
Uil WuukkunsURURM iy wae 3 _separated
ﬂ’]iaﬂﬁi@ﬁ@ﬁqisﬁHNgﬁNUﬁiiN IWEJ‘VVIEJI’IU 1.8 ﬁua“lﬂ."iﬁLﬂi’]&ﬁﬂ‘ﬂa}lﬁa‘\]']ﬂﬂ'li@']‘hll:ﬂfnﬂ‘U
ﬁuﬁuﬁﬁa;ﬂaﬁaawmﬁuwumﬁﬁ?u szl lnanis wWisulsuanyaziinanenas
(I am interested in analyzing the cultural LAZLANANNIITMUSTTUVDIRUNUIAIUGTTUVD
practice of festivals, social norms, and P1INNY
intercultural contacts by searching for (I am interested in analyzing information from
information from written tests and different texts about foreign festivals and celebrations
communicating in English with the target by comparing similarities and differences between my
speakers of a particular culture.) own culture and a foreign culture.)

1.9 Sualadinsziideyannmseiuieituuuy
ununsUURnedsnu lnensiuTeuiisuanuae
findnendauazuandnameTansssuvesuiy
TAUTTTUYDIYNIANY

(I am interested in analyzing information from
different texts about foreigners’ social norms by
comparing similarities and differences between my
own culture and a foreign culture.)

1.10 duailadianeideyaanniseufeaiuns
AnsodoansdnuTwusssy Tnemsiiaudiou
Snvariindendauazunnend
MIAIUTTTUYDINUNUTUTITUVBIY IR YA

(I am interested in analyzing information from
different texts about foreigners’ intercultural contacts
by comparing similarities and differences between my
own culture and a foreign culture.)

21 guilaudulegeusutuanuvainuaney Statement was adjusted
mwﬁwuﬁﬁimaqmwhasmaﬁi% AUIUREDUTUAUAMUMAINAIIN I TAUSTTUUD
mwdengulumsdedns YAy awdangulunisdoans
(Fam willing to accept the cultural diversity of (1 am willing to accept the cultural diversity of
foreigners who use English as a means of foreigners who use English as a means of
communication.) communication.)

22 Fufenudulslunmsuleniaiivze

A Sneans wazdesnae Weatu
gMAnnR WieRnredeansuALmETTY
Tnglddeniond nwuay ansssy

(I am willing to find an opportunity to read
texts and study about or communicate in
English with foreigners regardless of their

nationality, language, and culture.)

[tems 2.2 was combined with items

2.4 and 2.5 and ideas were separated
2.2 FubuAFeudifinduiefussmdues

g Rlasnnse Wieli Wilauazdeaisiu
wnlfegagniomanmnzaulagliidenden
AYIULAZIUUSITH

(I am willing to learn more about foreign festivals by

reading different texts in order to understand and

communicate with them correctly and appropriately
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No. Original Items

Revised and Adjusted Items

regardless of their nationality, language, and culture.)
2.3 FuBuAGoufifuAuAsTULUULNLNSURR
adINYRINIRRlaeN1Te Welndila
uazdeansiunldegisgniomas anzanlngl
denderinuuas Suusssy

(I am willing to learn more about foreigners social
norms by reading from different texts in order to
understand and communicate with them correctly
and appropriately regardless of their nationality,
language, and culture.)

2.4 SuBuAGoudiuAuAnumsansiodoms
FruTausssuiurmaAlaen1sen el
\ilauazdeansiuinliegnagniesuay wnzaw
TngliidondemAnivuaySamusssy

(I am willing to learn more about intercultural
contacts with foreigners by reading different texts in
order to understand and communicate with them
correctly regardless of their nationality, language, and

culture.)

23 guilenudlafinvdiuanuddnuas
NOANIIUTBINULDLNBNNTFOAT

Winzauwaziluseansan wWiolaanu

'
=

UNAUAS BRANFBABANTIUT IRV RN LY
mwgangulunisdeans

(I am willing to adjust my own feelings and
behaviors for appropriate communication
when reading or communicating with

foreigners appropriately and effectively.)

Ideas were separated
2.5 FuBuifiezUsuanuidnveswmuieaiions
Aeansiiuneay ndminldeuunanuvie
Ansadoansiiurminananldnudnguluns
doans
(I am willing to adjust my own feelings for

appropriate communication when reading and
communicating in English with foreigners.)

2.6 FuBuATazUTuNgAnTTUTewLERBNS
doansfivmnzay Weldemunanuvde
Andedeansiurnisnsaiidnmdmnguluns
doans

(I am willing to adjust my own behaviors for

appropriate communication when reading and

communicating in English with foreigners.)

9ine (Skills)

L1 duanserumdeyaaniy 1w Ussind
WUUBHUNNSUURNNSEIAY wavnIs
AnsedeanstnaiansTYIAUA1IA
A TRIUTITUIINNITOULBNAITNTO
aoumudayaunauluyfty

(Iam able to search for information in
relation to festivals and celebrations, social

norms, and intercultural contacts of

[tems 1.1 and 1.3 were combined and
ideas were separated
1.1 dugnansarumdeyaianienelseinglves

YIFRANEAITE B LAIAAIUENLD
ANMUNUNYTILNTI

(I am able to search for information by reading texts

in relation to foreign festivals and celebrations.)
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No. Original Items Revised and Adjusted Items

foreigners from reading documents orasking 1 2 gugnansoAumYeyawuUwNuNSUFUANS
Y
them questions. o . = . 4 9 va
> 9 9)1 > ﬁQmﬂJEN‘U’YJGYN‘U'W]IWEJﬂ']iEﬂu L‘WE]emLﬂﬂﬂ’J']ll
L3 QuainInIsyuayalanIgnInius I > 4y o

. PR e WU NIUTDI
W Uszinal LFUULLN‘LAﬂﬁﬂQUWWNmﬂN (I am able to search for information from reading texts
uazmshnsiedeanstminmsssuliedng in relation to foreigner social norms.)
gneies sufadilannavneiiviaidlag 1 3 s aunsadumdenansiesodearsing

2 v v .

MIBNULBNATIANC NIBHOUMVOYANIN 51 55950 0AsIRlnenseny e liinany
AUTIAUY Whlapumsneiusiass
(am able to identify specific festivals and (I am able to search for information by reading texts
celebrations, social norms, and intercultural in relation to foreigners’ intercultural contacts.)
contacts and understand meanings of words
correctly from reading documents and asking
foreigners questions.)

12 guanuadnsaeuyinaulansenny Ideas were separated
ﬁqaf];m']ﬂLf‘]’]suaq}jmuﬁjjyngs[mmﬂq]ﬁq 1.4 5U?IWQJWSQV7’1WJW@JL‘ﬁﬂﬂﬂizLWﬂjLLa%ﬂ’]iLQaﬁJ
WInvesnumAtuuazFeansliots 8IBYIANYAlAaE19gNAeIINN1TE U
wnranwaziluseansnn (I am able to comprehend foreign festivals and
(I am able to read, understand, or ask celebrations of foreigners correctly by reading
foreigners questions to understand their different texts.)
culture appropriately and effectively.) 1.5 duanu13avia il U UK UNG RN ve1

Y1IWYIALADE9YNADRINNTEN

(I am able to comprehend social norms of foreigners
correctly by reading different texts.)

1.6 duausavihanudilanediunsinse
5EMITAETIHVRI IR LABE 19N ABIRIN
N15971U

(I am able to comprehend intercultural contacts of
foreigners correctly by reading different texts.)

L4 | fi981uenasvisodaansiuy1 a6 es ltems 1.4 and 1.5 were combined and
aummia?Lﬂl':?wma;gamaamﬂmuiu ideas were separated
’JGll'LlﬁiiiJE]UVlLL@]ﬂWNlU‘\]']ﬂ’J@MSiiiWEN o a ¢ oA
” - - - 1.7 aummsmmewsuaaﬂamﬂmﬁmummﬂ“u
QAU Iﬂﬁlﬂ’]iL‘UiEJ‘ULV]EJUF‘]'J’DJLMJJE]ULL&S = . ad . o

, , . 3 Uszindlvesmansdniuanasluanvesdu Tny
LL(ﬂﬂ@]NiSWJ’]Qﬁ@ﬂ?ﬁ“ﬂﬁiiiﬂﬂ = = = . )

AU ULNGUAMULAUDULAELANANITEIINEDY
(When reading a document or communicating  , o
R . Touusssule
in English with foreigners, who are from a
different culture, | am able to analyze written (I am able to analyze information from different texts
texts by comparing similarities and about foreign festivals and celebrations by comparing
differences between their culture and mine.) similarities and differences with my culture.) .
15 SuanuisonsiadeusnuziilUAesu 1.8 QuaNNINIATIZRYOAINNITOUNLINY

Uil WuuuNunsURURM iy uae
ASARFBHBANTUNN TRUGTTUVDIAU
A19YIRINNATTEU kazauAI el le

WUUMNUNTURURN TP 099199 AN
wanenglUa1nvedu e siuSeudisuniny
WL DULALLANANNTEMINNE@R I IUsTTULe

(I am able to analyze information from different texts
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No.

Original Items

Revised and Adjusted Items

foyatignsios

(I am able to investigate common cultural
information related to festivals and
celebrations, social norms, and intercultural
contacts by reading and asking questions to

receive correct information.)

about foreigners’ social norms by comparing
similarities and differences with my culture.)

1.9 duamnsoinszideyaannse ety
mMsfnredeanstuimusssuiur @i
uanangluanvesiu lnenisiuseudisuainy
willoulazuanA19sEIsEe Tausssula

(I am able to analyze information from different texts
about foreigners’ intercultural contacts by comparing

similarities and differences with my culture.)

21 sywieiideansiumnaseiseTaussy Statement was adjusted
ﬁumﬂmaiﬁﬂﬁuIﬁuvﬁ%a&uwywi:wmﬁ?‘ﬁ 2.1 sywisiideansivyasad sulaldiauad
’]GlliéﬁiilmLLGIﬂGI’NQ’]ﬂQH?@@?J’NQﬂW@Q LLdaUWWNmﬁ@UQJ’m%@éWUMW
Inglaildvirunfivdiaumuilagun (1w AU (While communicating with foreigners in English, | did
Judu Ausn viSeAuwnmaneuAnY) not show any negative attitude towards them, which
(While communicating with foreigners who might have obtained from hearing or reading about
are from a different culture, | understand them.)
their culture correctly without using negative
attitudes towards them. For example Chinese
people are stingy or Korean people are rude.)

22 sgyieiidemsiurisenfseiausssa  tems 2.2 and 2.5 were combined and
Suldnwmanazviiaivanzauitevi ideas were separated
Tnsaununiiuszdnsnn Codd o oyaw o

2.2 sywineideansiurnisnemd auldnieinei
(While communicating with foreigners who A0 d o o
are from a different culture, | am able to use Lmilzé‘fm‘lj’swumﬁiL“U’]LW@V]’]GLMH’]S?IHVIU’]M
verbal and non-verbal language appropriately Usgananm
for effective communication.) (While communicating with foreigners, | used English

25 %mqaﬁﬁamiﬁ’mumaﬁu Su appropriately for effective communication.)
& eSS iureE Tannisidey | 2.3 sTinsiideansiurnsend suldviomed
UTIENY NSRRI TUT IR winraufuTmusssievlinsaun g
NYIBINY wagaiinanseaniy Usgdngnw
annunisalasileagansaunaysl (While communicating with foreigners in English, |
UseBvEnm used non-verbal cues appropriately and effectively to

match their culture.)

(While communicating with foreigners who
are from a different culture, | am able to
communicate with them by means of
reading, speaking, and using body language
appropriately and effectively in real
situations.)

23 syminsfideansfuaumAou sulnseds

£

ToyaanenaUsEngl LUULHUNSUUR
edany waznshnredeansiiy

Susssulu USSR ATILANA199IN
UnANWIlAEN1TUBIIATIENAINMANE YL

ltems 2.3 and 2.4 were combined and
ideas were separated

2.4 szwieiidoansiurnimand 5u1%mmé"17ﬂﬁ

MnmsmeRRUon e aLsssY e
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Revised and Adjusted Items

(While communicating with foreigners who
are from a different culture, | am able to
analyze cultural information related to
festivals and celebrations, social norms, and
intercultural contacts from different

perspectives.)

24 szwineiideansiurunnidu Sunsiadeu
ANHYNFBIVBIANLT TiNYEUALTIAUAR
MITAUSIIUIAEATOULALANYIAIN
LONEINIDABUNIUYIIAIIAN
Sansssutiu

(While communicating with foreigners who

are from a different culture, | am able to

aunnlsneuiulieggneiediasd
UEaANSN N

(While communicating with foreigners in English, |
used the cultural knowledge of various countries
gained from reading texts to correspond about their

culture correctly and effectively.)

2.5 sgwinaiidoasivansinend duldanuiile
MNNIBIwALI T eTas L eaw
manuaglvlsdoyaignses

(While communicating with foreigners in English, |
used the cultural knowledge of various countries

gained from reading texts to ask them questions

correctly to obtain the correct information.)

investigate specific knowledge, intercultural
attitudes and skills by reading documents or

asking them questions.)

2. The Pilot Testing of Intercultural Attitudes and Skills Inventory

Pilot testing was conducted with 15 students majoring in Tourism
Management of Sripatum University, Bangkhen Campus, in the Additional Summer

semester of the academic year 2014.
Reliability of Intercultural Attitudes and Skills Inventory

This pilot test aimed to measure reliability of the inventory using SPSS
to identify Cronbach’s alpha coefficient. The inventory was piloted right after the
intercultural knowledge-based test at the beginning of the pilot testing phase. It went
through the same dilemmas as the intercultural knowledge-based test. Therefore, it
was conducted again at the end of the pilot testing phase. After the pilot test was
completed, it was found that the inventory was applicable for the main study with
the reliability of 0.91. Students did not make comments on any of the statements,

which indicated that all of the statements had been clear to them.
3.3.3 Project-based Reading Portfolio

According to Richards and Farrell (2005), along with other language educators,

a portfolio helps to promote self-reflection, self-assessment, collaboration, learner
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autonomy, and learner centeredness. In this study, a project-based reading portfolio
was used as growth portfolio, which as suggested by Richards and Farrell (2005) and
Erlandson (2003), to evaluate and report on students’ progress and performance in
English reading ability and intercultural communicative competence. It was a
compilation of students’ works, which demonstrated the progress and achievement
in their learning, and their reflection on their reading ability, intercultural
communicative competence, and project work. The works collected in the portfolio
were stored in the style of file folders with a content checklist provided by the

teacher researcher.

The format of the portfolio was adapted from the Portfolio of Intercultural
Competence initiated by Erlandson (2003); Gomez (2012); and INCA (2004). The
content of the portfolio was adapted from experts in the field of reading,
intercultural communication, and Project-Based Learning as follows: Burke, Fogarty,
and Belgrad (2002), ReadWriteThink (2010), WestEd (2013), and Rubistar (2008). The

portfolio content of this study included three parts as follows:

1.1 My passport. This included a profile of the students introducing

themselves and description of students’ personal and academic background.

1.2 Record of the project work. It included the content or works that students
completed. The products included three pieces of the individual work as follows: (i)
a reading research on international festivals from Lesson 1 Festivals and Celebrations,
(i) a reading summary of comparing social norms and patterns of behaviors and
communication of a target culture and Thai from Lesson 2 Social Norms, and (i)
interview questions drawn from drawing conclusion of the previous reading tasks

from Lesson 3 Intercultural Contacts.

1.3 Student’s reflection. Students were required to write a -paragraph essay in
Thai of 300-400 words reflected on students’ English reading ability and intercultural
communicative competence using their work as evidence to prove if their English

reading ability and intercultural communicative competence were enhanced.
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Guideline questions, which resembled the interview protocol, were given to the

students. (See Appendix E)

There were two main tools included in the project-based reading portfolio,
namely project-based reading portfolio rubric and student’s reflection. These tools
were utilized to triangulate with the results of the student’s English reading ability
test and intercultural communicative test and provide detailed descriptions of

students’ reflections on the learning progress.
1. Project-based Reading Portfolio Rubric

According to National Capital Language Resource Center (1997), the portfolio
rubric consists of criteria with a rating scale. As for the rubric used in the present
study, the criteria were employed by an individual, peer, and the teacher researcher
to evaluate students’ mini-projects in the portfolio. The evaluation was done by
students, peer, and instructor. As for the peer evaluation process, students were
shuffled to evaluate their peer for each mini-project. The criteria and scoring rubric in

this portfolio shown in Appendix D are described as follows:

1.1 The criteria of this study was adapted from Burke et al. (2002),
ReadWriteThink (2010), WestEd (2013), and Rubistar (2008). The format of the
portfolio rubric was adapted from Burke et al. (2002) as it was practical, was well-
organized, and served the purpose of the portfolio. This study used the four criteria

of (a) organization, (b) knowledge, (c) group work, and (d) reflections.

a) Organization: It included two components, namely completeness
and mechanics (spelling, grammar, and typing). The students, peer, and the teacher
researcher evaluated all the works compiled in each student’s portfolio by

considering the quality of completion and language use.

b) Knowledge: This part included (1) knowledge of English reading
ability, (2) knowledge of intercultural communicative competence, and (3) process of
the reading project. In this part, descriptors were made with specific details (using the
scores obtained from the three individual mini-project evaluations). A checklist of the

project-based reading process was used to evaluate each other in term of the
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process of the reading project. The checklist contained five statements asking
students whether or not they had used the reading strategies and intercultural skills.
These statements were similar to those which had appeared on the Intercultural

Attitudes and Skills Inventory.

The evidence of students’ works, which reflected the ability to apply
the English reading strategies, key concepts of intercultural communication, and the
frequent use of those reading strategies and cultural concepts to complete the
project, were used. The scores of students’ individual works, which were compiled in
the record of the project work section, were used by the students, peer, and the
teacher researcher to evaluate each student’s knowledge of English reading ability,

intercultural communicative competence, and process.

c) Group work: This part included (1) scaffolding and (2) collaboration.
The students, peer, and the teacher researcher were required to evaluate thier
behaviors in sharing constructive feedback to the group and working well with other

group members.

d) Reflections: the students, peer, and the teacher researcher were
required to evaluate one’s reflective essay on how thoughtful and insightful it was

reflected.

1.2 The scoring rubrics in this study were divided into five levels in the
portfolio including A (80-100 = Excellent), B (70-79 = Good), C (60-69 = Satisfactory),
D (50-59 = Pass), and F (0-49 = Fail). The portfolio was assessed by the students,

peer, and the teacher researcher.
2. Student’s Reflection

A reflection section was included in the last section of the project-based
reading portfolio as described earlier. It was utilized to help explain students’
learning progress in English reading ability, intercultural communicative competence,
and group work. The insightful data gained from students’ reflections were also used
to provide evidence for the quantitative results of students’ performance in English

reading ability and intercultural communicative competence.
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Validation of Project-based Reading Portfolio Rubric

The validation of this study included two stages of content and construct

validation and reliability. The two stages are explained as follows:
1. Content and Construct Validity

Content validity and construct validity were assessed by five experts (two
experts from the field of the English curriculum development and three experts with
specialization in project-based instruction) by means of the Index of Item Objective
Congruence (I0C) process (Rovinelli & Hambleton, 1977). A three-point rating scale
was used in the evaluation form (-1 = Incongruent, 0 = Questionable, and 1 =
Congruent) and was provided to the experts. Mean scores derived from the results
were calculated. Items which did not achieve the score between 0.50 and 1.00 were
revised according to the experts’ suggestions. The experts’ validation of Project-

based Reading Portfolio Rubric can be found in Appendix O.

The mean scores of all the items shown in Appendix O ranged from 0.20 to
1.00. Four out of five criteria received scores of 0.20 and 0.40 indicating the
unsuitability of the portfolio rubric. However, the overall rubric was suitable in terms
of content and construct since it received the overall mean score of 0.56. Based on
this result and experts’ additional recommendations for improvement, the criteria
descriptions of format, knowledge, social skills, and reflections were revised,

adjusted, and added as follows:

1. The criterion in each scale of the format emphasized only spelling and

grammar.

2. The criterion of evidence of knowledge should be separated into English
reading ability and intercultural communicative competence. Also, the heading of
‘Evidence of Understanding’ was changed to ‘Knowledge.” In addition, ‘Process of

the reading project’ was added in this section.

3. Under ‘Group work,” ‘Social skill' was changed to ‘Scaffolding’ and

‘Collaboration’ as suggested by Experts A, B, and F.
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4. Expert F suggested translating the form from English into Thai so that
students would be able to understand the criteria clearly and evaluate their own

and their peers’ performance more effectively without any language barrier.

5. Expert A suggested a weighted rubric to highligsht the knowledge and

process of learning. (See Appendix D)
2. Pilot testing of Project-based Reading Portfolio Rubric

The modified rubric was used in the pilot test at the end of the project to
investigate the practicality and reliability of the portfolio rubric. Each student was
asked to select one friend in their group to evaluate their portfolio. For students to
peer evaluate, the portfolio rubric was explained to them prior to executing the

evaluation.
Reliability of Project-based Reading Portfolio Rubric

The pilot test of the rubric revealed both practicality and impracticality. On
the one hand, students found that evaluating their peer’s performance through the
portfolio was new to them yet beneficial to them as they felt more engaged in the
learning. On the other hand, students had difficulty assigning scores to their peer on
the criteria of ‘Knowledge.” It was found that the descriptions were rather abstract
and too complicated to use. The teacher research also found that it required many
copies of the rubric form for peer and the instructor to evaluate each student.
Evidence of group work included in the student’s portfolio was found unnecessary to
include in the individual portfolio rubric. As for the reliability, based on students’
performance on rating the portfolio of themselves and their peers, it was found that
scores rated by some students and the teacher researcher were rather different.
Many students did not know what score to assign due to ambiguity of the statement.

Modification of Project-based Reading Portfolio Rubric for the main study

In the present study, the rubric was adjusted based on students’ feedback

and the teacher research’s observation during pilot testing as follows.

1. Based on the National Capital Language Resource Center (1997), a student

training session for the portfolio rubric evaluation was needed for reliability. This was
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arranged during a teacher-student conference session so that each group understood

the explanation and had the opportunity to practice.

2. The descriptor of ‘Knowledge’ was adjusted to more detail, so that it was

clearer and easier for students to use to evaluate themselves and peers.

3. In the “Process of the reading project” section, a checklist of project-based
reading processes was added for students and the teacher researcher were able to
evaluate each other more effectively. This would then lead to increased reliability of

the evaluation.

4. The format of the evaluation form was adjusted by creating more columns for

the learner, peer, and instructor so they could to the evaluation on the same form.
3.3.4 Project-based Reading Instruction Questionnaire

This was a questionnaire aiming to explore students’ opinions of the Project-
based Reading Instruction (PRI). Students’ opinions in this study referred to their
beliefs of the effectiveness of PRI on English reading ability and intercultural
communicative competence, and suggestions on PRI based on their direct experience
during the PRI implementation. The questionnaire shown in Appendix F consisted of

two parts as follows:

1. Students’ opinions of the Project-based Reading Instruction intervention: This
covered four aspects, namely classroom management employing PRI (including reading
ability, intercultural communicative competence, and group collaboration), classroom
activities (including statements conceming all of the PRI stages, namely prepare,
research, analyze, produce, and reflect), instructional materials, and assessment and
evaluation. There were 50 Likert-type statements indicating the extent to which
respondents agreed or disagreed with each statement on a 5-point scale (e.g, 5 =

strongly agree, 4 = agree, 3 = neutral, 2 = disagree, and 1 = strongly disagree).

2. Open-ended questions asking the students to provide additional opinions
and suggestions about the Project-based Reading Instruction: Three questions
concerning students’ likes and dislikes and additional opinions on PRI were included

to elicit more information.
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Validation of the Project-based Reading Instruction Questionnaire

To measure the reliability of the questionnaire, the validation of this research
instrument included the two stages of content and construct validation and the pilot

testing as follows:
1. Content validity and construct validity

The questionnaire was validated by five experts (two experts from the field of
the English curriculum development and three experts from the field of project-
based instruction). Mean scores of the five experts were calculated for the Index of
ltem Objective Congruence (I0C) process (Rovinelli & Hambleton, 1977). A three-
point rating scale Evaluation form (-1 = Incongruent, 0 = Questionable, and 1 =
Congruent) was provided to each expert. Mean scores derived from the results were
calculated. Any item that did not achieve scores between 0.50 and 1.00 were revised
according to the experts’ suggestions. Experts’ validation of Project-based Reading

Instruction Questionnaire is demonstrated in Appendix P.

The overall 10C value was 0.68. Out of 19 statements, it was suggested that
six statements be revised due to many ideas or factors being addressed in one
statement. Thus, the experts suggested separating all those ideas into individual
statements. Of the statements that measured above 0.50, only some of them were
revised for improvement according to the experts’ suggestions. For example, two
experts suggested that some statements in the category of Activities should
emphasize the process of learning. This would be beneficial for the researcher to
discuss students’ learning development. The revised version of Project-based

Reading Instruction Questionnaire is demonstrated in Appendix Q.
2. Pilot testing of Project-based Reading Instruction Questionnaire

Pilot testing was conducted with 15 students majoring in Tourism
Management of Sripatum University, Bangkhen Campus, in the Additional Summer
semester of the academic year 2014. This pilot test aimed to measure reliability of

the research instrument using SPSS to identify Cronbach’s alpha coefficient.
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Reliability of Project-based Reading Instruction Questionnaire

The reliability of the questionnaire was 0.98, which implied that the
questionnaire was applicable for the main study. Minimal changes were made in the
content on the misspelt words. Some students made additional opinions and
suggestions. For example, Student A commented that “the instructor explained

about the reading strategies very clearly, which made me understand better.”
3.3.5 Project-based Reading Instruction Interview Protocol

Project-based reading instruction interview protocol was used to help the
researcher to investigate the students’ opinions of PRI in-depth and provide further
information in addition to those obtained from the questionnaires (See Appendix G).
The present study employed a semi-structured interview. This type of research
interview was employed because it provided sguidance on what to talk and was
flexible for the discovery of valuable information which might appear during the
interview. Focus-group interviews were employed because it helped the researcher
to obtain dynamic and extensive detailed information from group interaction (Gill,
Stewart, Treasure, & Chadwick, 2008). There were three groups of high (scores ranged
from 21-30), average (scores ranged from 11-20), and low (scores ranged from 0-10)
achievers based on English Reading Ability post-test scores. Two students, whose

scores were in the same range, were randomly selected from each group.

The interviews were conducted after the completion of the project-based
reading instruction questionnaire. It was administered by an instructor of linguistics
who taught the course in a different section and who had direct experience with
focus-group interviews. The researcher decided not to participate in the interviews
because it was found that students might become biased rather than honest and
open about their own opinions toward the course (Gill et al., 2008). The students
were interviewed in their native language, Thai, in order to avoid problems related to
linguistic or communicative proficiency. Each group was interviewed for
approximately 20 minutes. The interviews consisted of five questions. Questions one

to four were designed to investigate students’ opinions of how the instruction
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helped improve their English reading ability and intercultural communicative
competence, the pros and cons of the instruction, and their feedback on the course.

Question five was to elicit students’ suggestions on course improvement.
Validation of Project-based Reading Instruction Interview Protocol

The validation of this research instrument included two stages of content
validity and construct validity, and the pilot testing that aimed to identify the
effectiveness of the interview questions and the feasibility of gaining sufficient

information as follows:
1. Content validity and construct validity

The questionnaire was validated by five experts (two experts from the field of
the English curriculum development and three experts with the specialization in
project-based instruction). The mean scores of the five experts were calculated using
the Index of Item Objective Congruence (IOC) process (Rovinelli & Hambleton, 1977).
Evaluation form using a three-point rating scale (-1 = Incongruent, 0 = Questionable,
and 1 = Congruent) was provided to the experts. Mean scores derived from the results
were calculated. The items which did not achieve a score between 0.50 and 1.00 were
revised according to the experts’ suggestions. The experts’ validation of project-based

reading instruction interview protocol is demonstrated in Appendix R.

The overall I0C value of the rubric was 0.56. It was suggested that most
questions be revised, mainly on the language use. For example, Expert A suggested
that the second question should be avoided because it assumed that students’
English reading ability had been improved. Instead, the question should be more
open-ended and invite students to provide interesting and useful insights. Expert B
suggested changing the fourth question from asking about the pros and cons of the
instruction to how much they understood about the instruction. This would help

elicit information about the process of their learning as shown in Table 9.
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Table 9: Revised Version of Project-based Reading Instruction Interview Protocol

No. Original Items Revised Items
thAnwweuedlsunniignuasiiosiigaifeaiuneinil Changed to
(What did you like most and least about this " dnAnwidnlansaeunuulassnuniseuvsela egials
1 |
course?) \ (Did you understand Project-based Reading
\Instruction? How?)
AUAINNTINITEIUATBBIN wUDLNANwIATWY \ Changed to
yauziivilassnuegils 2. infnwAnegnslsnoisnisasunuulassunIs
2 | (How did your reading ability of English improve 81U s zezls
while doing the project work?) (What did you think about Project-based Reading
\\ Instruction? Why?)
N,
AuEnINsavesMsAsas ST asssesinAnwd | | A Adjusted to
Fuluvaivilassnuegnils Wuanudsswinedasssy | | 3. dhnwAnimuaansomssunwsangues
iUz ARFDAINUANN AT IRAILETIU TINYEIEWINg nAnwweuiiduesladefieuiuieudeu sy
3| s ozls
(How did your intercultural communication (What did you think about your English reading
competence improve while doing the project wor| ability before and after taking the course? Why?)
(e.g., knowledge, attitudes, and skills)?) N
Adjusted to
. e o 4. fnfnwAnAuasamsioasseving
ozlsfedenlavdoidovensldisnisaounuulaseu d " Y w4 oA
. 5 . Tausssuvesinfdnwineuiiluesalsdefisuiu
nseuluduseu L
4 AeuSeu Tveyls
(What are the pros and cons of having a classroom
(What did you think about your intercultural
atmosphere that incorporates PRI?)
communicative competence before and after
taking the course? Why?)
2. The pilot testing of Project-based Reading Instruction Interview
Protocol

Pilot testing was conducted using three groups (high, average, and low) with

two students in each group based on their English Reading Ability Test results. The

interview was scheduled in Week 14 after the PRI implementation completed on the

basis of convenience for both students and the

instructor. The interview was

conducted in Thai. During the interview, students in the three groups responded in

great detail. The interviewer also added sub-questions for each interview question in

order to elicit in-depth information on students’ opinions towards PRI in the main

study. Their responses revealed correlation of the effectiveness of the PRI.
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3.3.6 Summary of the research instruments

There were five research instruments constructed for this study, namely (1)
English reading ability test, (2) intercultural communicative competence tests
(including intercultural knowledge-based test and intercultural attitudes and skills
inventory), (3) Project-based reading Portfolio (including project-based reading
portfolio rubric and reflection assay), (4) Project-based reading instruction
questionnaire, and (5) Project-based reading instruction interview protocol. These
instruments were assessed for their validity by experts with specializations of English
reading instruction, project-based learning, and intercultural communication. A pilot
study was conducted to investigate the reliability and practicality of the research
instruments and the PRI lesson plan. Based on the results of KR-20 and Cronbach’s
alpha coefficient, they assured that the instruments employed in the Project-based

Reading Instruction were reliable.

3.4 Research Procedure

Project-based Reading Instruction (PRI) was developed to enhance students’
English reading ability and Intercultural Communicative Competence. The PRI
intervention was based on the theories of Project-Based Learning, English reading
instruction, and intercultural materials frameworks. The research procedure is

outlined in Table 10.
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Table 10: Research Procedure

Phase 1: Designing PRI

Stage 1 Exploring theoretical frameworks
Stage 2 Conducting learner survey

Stage 3 Constructing PRI

Stage 4  Pilot testing PRI

Stage 5  Redesigning PRI

Phase 2: Implementing PRI

Stage 1  Administering the English Reading Ability pre-test and Intercultural
Communicative Competence pre-test

Stage 2 Conducting the main study and collecting data

Stage 3 Administering the English Reading Ability post-test and Intercultural
Communicative Competence Test

Stage 4 Distributing the PRI Questionnaire and conducting the interview

Stage 5 Analyzing quantitative and qualitative data

3.4.1 Designing Project-based Reading Instruction (PRI)

The first phase of the present research study comprised five stages: (1)
exploring theoretical frameworks, (2) conducting learner survey, (3) constructing PRI,
(4) pilot testing PRI, and (5) redesigning PRI. These five stages are elaborated as

follows:
3.4.1.1 Exploring theoretical frameworks

To develop the PRI framework, theories and related studies were
extensively and thoroughly investigated and analyzed. Three theoretical frameworks
viewed in this study included (1) English reading instruction, (2) Project-Based
Learning, and (3) intercultural materials. The selected frameworks of each theory
were developed by scholars renowned in their fields, most updated, and/or adapted
by a number of educators and language instructors. The three frameworks are

summarized as follows:
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1. English reading instruction

This study adapted the frameworks proposed by Robinson (1961),
Ketchum (2006), and McCloskey et al. (2010). Robinson (1961) suggested that SQ3R
(Survey, Question, Read, Recite, and Review) helped students to comprehend and
retain information. McCloskey et al. (2010) proposed an instructional sequence of
into the text, through the text, and beyond the text to help students achieve the
goal of comprehension through scaffolding from teachers and their peers. Besides
these two models, Ketchum (2006) proposed the 3R model, which was purposely
created for intercultural teaching and learning. It included recognize, research, and
relate to highlight the cultural aspects in learning English reading comprehension.
These three reading models covered three main reading processes (pre-, during-, and
post-reading stages) throughout the reading instruction. In addition, it supported the
most recent English reading instruction targeting explicit reading comprehension,
which helps increase students’ reading ability (Anderson, 2012; Stoller et al., 2013).

Table 11 illustrates the synthesis of the three reading models.

Table 11: Synthesis of English Reading Instruction Frameworks

General Synthesis of reading Robinson (1961) McCloskey et al. Ketchum (2006)
Stages instruction of the present SQ3R (2010) 3R model
study A Scaffolding

Academic Language

for English Students

Before- 1. Introduce 1. Survey 1. Into the reading 1. Recognize
reading  -Teacher activates -Students survey the  -Teacher uses an -Teacher triggers
students’ background text to build anticipation guide to background
knowledge of the target background prepare students for knowledge.
culture. information. reading. -Discover
- Teacher motivates 2. Question -Teacher asks knowledge of the
discussion -Students form students for target culture.
- Teacher links words to the  questions before agreement or
world through explicit reading the text. disagreement with
reading instruction. the statements.

-Teacher explains an
activity before

reading.
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General Synthesis of reading Robinson (1961) McCloskey et al. Ketchum (2006)
Stages  instruction of the present SQ3R (2010) 3R model
study A Scaffolding

Academic Language
for English Students

During- 2. Read 3. Read 2. Through the 2. Research
reading - Teacher reads text aloud -Students read the reading -Students

and students read along / text and memorize - Students make investigate the

student reads text to their the information to predictions and target culture

pair (oral reading, buddy answer the questions.  distinguishing fact through multiple

reading). from opinion. and varied types of

- Students look for cultural -Teacher selects resources.

clues and summarized text passage and reads

in their mind. aloud to students

-Teacher writes down key and they read along.

words for discussion with -Teacher selects

students. keywords and

3. Research discusses with

- Students respond to the students

texts they have read. -Students summarize

- Teacher helps students the content in mind.

form question (s) of their

interest about the target

language.

- Students investigate the

target culture outside of

the classroom.

-Students summarize the

reading passage.
After- 4. Analyze 4. Recite 3. Beyond the 3. Relate
reading  -Students summarize their -Students answer the  reading -Students apply

research using an
organizational graphic.

- Students work in a group
to analyze and interpret
culturally-embedded texts.
- Students discuss their
analysis to establish
comprehension.

5. Reflect

- Teacher asks students to

questions without
looking at the text or
notes.

5. Review

-Students verify the
answers by rereading

parts of the texts.

- Students respond

to the statements

based on the reading.

-Teacher and
students discuss
answers using the
text to support the
decision.

-Students retell story

and write a summary.

new developed
schemata back to
the text.
-Students make
connections
between literary
and linguistic
practices of the
author and his or

her cultural
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General

Stages

Synthesis of reading
instruction of the present

study

Robinson (1961)

McCloskey et al.
(2010)
A Scaffolding
Academic Language

for English Students

Ketchum (2006)
3R model

reflect on their findings by
comparing and contrasting
with their own culture and
identify conflicts, discuss,
and write a paragraph to
explain.

- Students share their
findings and reflect on their
perspectives of cultural
differences.

-Teacher wraps up both the
English reading strategies
and cultural content of the

lesson.

-Students work alone
or in pairs to find
information in the
text to create a
summary.

-Students share the
summary firstly in
small groups, then
large group.

-Teacher elicits
sample answers from
the whole class to

conclude the activity.

perspectives to
become less

biased.

2. Project-based learning

Project-Based Learning (PBL) frameworks developed by Stoller (2010)
and Becker and Nekrasova-Becker (2012) were adapted. As shown in Table 12,
Stoller’s PBL framework included seven steps aimed at scaffolding to help students
compile information, analyze data, and present their findings. In addition to Stoller’s
framework, Nekrasova and Becker added evaluation from the beginning to the end in
their seven stages of project-based learning. After synthesizing their frameworks, five
main stages derived as follows: prepare, search, analyze, create, and wrap-up. This
synthesis was later integrated with the synthesis of English reading instruction

frameworks to develop Project-based Reading Instruction (or PRI).



Table 12: Synthesis of Project-based Learning Frameworks

Main Synthesis of PBL for the Stoller (2010) Becker and Nekrasova=
stages present study Becker (2012)
Prepare 1. Students explore the 1. Agree on a theme for 1. Identifying a relevant
project work. the project. theme from the STEM
2. Teacher and students 2. Determine the final curriculum.
discuss project works. outcome. 2. Determining the final
3. Teacher and students 3. Structure the project. outcome (s).
plan tasks, responsibilities 3. Structuring the project.
and outcome.
Search 4. Teacher prepares 4. Information Gathering 4. Gathering information.
students to search for Cycle:
information. - Teacher prepares
5. Students search for and students for the language
gather information. gl demands of information o
9 S
6. Teacher-student § gathering. g
conference. ui - Students gather information. =3
Analyze 7. Teacher prepares g 5. Information Compilation | 5. Compiling and analyzing _(Et
students for information % and Analysis Cycle: information. %
analysis. 5 - Teacher prepares ~
8. Students analyze students for the language
information. demands of compiling and
9. Teacher-student analyzing information.
conference. - Students compile and
analyze information.
Create 10. Teacher prepares 6. Information Reporting 6. Reporting information.
students for presentation. Cycle:
11. Students create project - Teacher prepares
presentation. students for the language
12. Teacher-student demands of finalizing the
conference. project.
13. Students revise and - Students finalize and
present. submit/present project.
Wrap up 14. Teacher and students 7. Evaluate the project:
report and reflect on Language, strategies,
reading strategies, cultural content, & experience
content, and experience. (process & product).
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3. Intercultural materials

The framework of intercultural materials in this study adapted from
the two frameworks proposed by Cortazzi and Jin (1999), and Matsuda (2012) are
shown in Figure 3. The present study proposed three main simple intercultural
contents: (1) Thai, (2) native English culture, and (3) non-native English culture to
generate intercultural reading materials accordingly. The PRI reading materials were

designed the basis of being culturally embedded, interactive, and authentic.

Matsuda (2012)

1. Global coltore
2. Culture of speakers" fuiure Intercultural Materials of
interlocutors Project-based Reading Instruction

3. Source of learner’s own culture _
. Thai culture

. Native English culture
. Non-native English culture

lad Pl et

Cortazzi and Jin (1999)
. Source culture
. Target culture
. International target culture

[E R O

Figure 3: Synthesis of Intercultural Materials

Based on the extensive and thorough review and analysis of the three
main theoretical frameworks reviewed above, the conceptual framework of Project-

based Reading Instruction was developed as illustrated in Figure 4.



Stoller (2010)
1. Agree on theme for the project
2. Determine the final outcome
3. Structure the project
4. Information gathering cycle
5. Information compilation and
analysis cycle
6. Information reporting cycle

7. Evaluate the project

Nekrasova and Becker (2012)
1. Identifying a relevant theme

2. Determining the final outcome
3. Structuring the project

4. Gathering information

5. Compiling and analyzing
information

6. Reporting information

* Evaluating all the steps above

Robinson (1961)
SQ3R
° Survey
o Question
° Read
o Recite

° Review

McCloskey and Stack (2003)
A Scaffolding Academic
Language

. Into the text
. Through the text

L4 Beyond the text

Synthesis of Project-
Based Language
Learning Framework

Step 1: Prepare

Step 2: Search
Step 3: Analyze
Step 4: Create
Step 5: Wrap-up

Culturally embedded
texts (Adapted from
Cortazzi & Jin (1999)
and Matsuda (2012)
-Native English speaking
culture
-Non-native speaking culture

-One’s own culture
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Project-based Reading

Instruction

Prepare

y

Research

Analyze

Ketchum (2006)
3R
o Recognize
L4 Research

o Relate

\4

Synthesis of English
Reading Instruction

Framework

Step 1: Introduce
Step 2: Read
Step 3: Research
Step 4: Analyze
Step 5: Reflect

Produce

v

Reflect

English Reading Ability Intercultural

Literal Communicative
Comprehension Competence

. e Intercultural
Interpretative

. Knowledge
Comprehension
e Intercultural Attitudes

e Intercultural Skills

Figure 4: Conceptual Framework of Project-based Reading Instruction (PRI)
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The PRI framework consisted of ten essential principles to be used as

a guideline for designing course objectives, course sequence, and instructional

materials and activities as shown in Appendix T. Based on the synthesis, the PRI

principles included the following:

1.

PRI is student centered.

PRI prepares students for reading comprehension to enhance
intercultural knowledge, skills, and attitudes, not merely the
culture of native English speakers, but also non-native English

speakers and their own.

The learning process focuses on scaffolding between the teacher

and students, and students and their peers.

Learning involves constructing intercultural knowledge, skills, and
attitudes through social interaction by means of project work,
working collaboratively on their own, in small groups, or as a class

to complete a project.

Learning takes place through experiencing, analyzing, and
connecting ideas in every stage of the project to help students to

obtain knowledge, skills, and attitudes.

Learning is enhanced when cultural content can be explored in
depth by reading authentic materials inside and outside the

classroom.

Students gain reading comprehension, intercultural knowledge,
skills, and attitudes through a variety of learning approaches (such
as explicit reading strategies, reading, and experiencing diverse
cultures inside and outside of class, project work, etc.), activities,

and resources.
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8. The teacher’s role varies based on students’ needs throughout
the project work, namely a project manager, a counselor, and a

facilitator.

9. Students are active students controlling their own learning and
work in groups by sharing, reflecting, and giving feedback

throughout the learning process.

10. Students evaluate themselves and others progressively and
formatively on their process and product of the project work and

intercultural communicative competence.

Based on the review of the related theoretical frameworks and the
principles above, PRI integrated Project-based Learning, English reading instruction,
and intercultural communicative competence and emphasized the key fundamental
concepts of learner- centeredness, motivation, authentic reading materials, explicit
reading instruction, intensive and extensive reading comprehension, scaffolding,
collaborative learning, the integration of culture- and reading-learning, continuous
evaluation, and self-reflection. English reading strategies were explicitly taught and
practiced both in and outside of class. The content and materials of PRI were
designed based on interculture through various written and media texts. The
instructional procedure consisted of five fundamental stages, including prepare,
research, analyze, produce, and reflect. The instructional framework in all PRI stages

is illustrated in Figure 5.
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PRI Process Research
¢ Intznzive and sxtensive
Student Centeredness reading comprehension
Prepare " Autha_nti{: reading
k Motivation Durmg ]IIMMS f el
.. . T #* Inteeration of culture-
" E"‘th_ reading Before Readmg and rzading-learning
msuum!}n - Reading [ v Scaffolding
e Authentic - * Aszessment
readin_g After
matmalsl Reading Analvze
" i‘-aﬂﬁ]dmgt » Intzgration of culturs-
P Asseszmen d rzading-lzami
PRI Product R ryri
Mini-project 1: Reading summary " Evalution
Mini-project 2: Role-play Prod
roduce

Mini-projectd: Mini-i i
project mierview I» Collaboration

v Scaffolding

Wall post
A poster # Evaluation

Reflect

* Salf-reflection

Figure 5: Instructional Framework of Project-based Reading Instruction (PRI)

These fundamental stages were designed to promote student-
centeredness, motivation, explicit reading instruction, authentic reading materials,
intensive and extensive reading comprehension, scaffolding, collaborative learning,
integration of culture- and - reading-learning, continuous evaluation, and self-
reflection. These ten fundamental course principles were essential for learning
English reading successfully and were incorporated into this study as shown in
Appendix U. The principles occurred repeatedly in all of the three units of the
cultural topics derived from the learner survey results, namely festivals and
celebrations, social norms, and intercultural contacts. Each unit consisted of one
cultural topic of five hours covering three sessions and requiring students to achieve

one individual reading task and one group mini-project.

Before starting their projects, students selected their own groups of
three to five members according to their own preference, as PRI promoted student
centeredness. By allowing students to select their own group, it was expected that
they would find the course more enjoyable, be more open to work, and help each

other to learn and accomplish the given tasks. During the course, each student was
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required to complete three individual reading tasks for the three group mini-projects,
namely a reading summary, a role-play, and a mini-interview. The three individual
tasks for reading were (1) a reading research report on festivals and celebrations, (2) a
reading summary of English subtitles of a selected movie comparing social norms
and patterns of behavior and communication of a target culture and Thai culture,
and (3) interview questions obtained from a reading summary of festivals and
celebrations, patterns of behavior and communication, and stereotypes and

generalizations. These three individual tasks and mini projects served different

purposes as shown in Table 13.

Table 13: The Sequence and Purpose of PRI Tasks/Mini-projects

Individual reading task

Group

mini-project

Reading Strategy

Intercultural Cormmunicative

Competence

searching, and generating
interview questions based
on the findings from the
previous reading tasks and
the stereotypes and

generalizations.

inferences of a text

1. Researching a festival of 1. Reading 1. Skimming and 1. Identifying cultural facts and
their target culture, writinga | summary scanning various texts | comparing similarities and

few paragraphs about it, and differences between Thai
illustrating their work with a festivals and other festivals
map and pictures.

2. Reading the English subtitles | 2. Role-play 2. Predicting 2. ldentifying culturally

of a selected movie, and vocabulary from appropriate social norms and
observing and comparing contexts and making | communication patterns, and
cultural behaviors and comparisons comparing cultural behaviors
patterns of communication and patterns of communication
between the target culture between the target culture and
and Thai culture. Thai culture

3. Drawing conclusion from 3. Interview 3. Drawing conclusion | 3. Examining the stereotypes
the previous mini-projects, foreigners and making and generalizations of people,

comparing stereotypes and
generalizations of the target
culture and the Thai culture,
and communicating
appropriately and effectively in
English with the native

speakers of the target culture

Final Project

Wall Poster and Presentation
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These three individual tasks and group mini-projects were connected
and covered all the required reading strategies, intercultural contents and aspects.
These tasks were also analogous to the activities in Activity 1 Exploring my culture
and their cultures in the three units. Thus, students were well-equipped and familiar
with the tasks. To complete a group project, students were required to complete
individual task one, two, and three sequentially. Students were also required to
share their individual tasks with the group to complete each mini-project. At the end
of the course, the mini-projects were compiled and used to make a wall poster as an
end product on the group’s chosen topic under the theme of “Culture and
Tourism.” Then, they presented their poster to the class, followed by a question and

answer session.

It is essential to describe each stage of Project-based Reading
Instruction (PRI) in detail. First of all it is important to explain the unit content of PRI.
The content employed in all three units was based on the learner survey results,
and included three units of different cultural content from three categories (native
English culture, non-native English culture, and Thai culture). The three native English
speaking countries were England, the United States of America, and Australia; the
three countries from non-native English speaking countries were France, Italy, and
Japan. Thailand was automatically included as it was categorized in the group of
students’ own culture. Three cultural topics of festivals and celebrations, social
norms, and intercultural contacts were also derived from the survey. Unit one
concentrated on students’ own culture in relation to festivals and celebrations, while
unit two concentrated on native-English speaking cultures in relation to social norms.
The last unit concentrated on non-native English speaking cultures in relation to
intercultural contacts. A detailed explanation of each stage is described as follows:

(also See Appendix | for the sample of instructional materials)
Stage 1: Prepare

This instructional stage was aimed to motivate students to engage in
learning and participate in reading activities, explicit reading instruction, authentic

reading materials, scaffolding, and assessment. In doing so, two main activities,
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namely ‘Exploring my/their culture’ and ‘Linking words to the world,” were used in
all the units. The prepare stage was introduced and executed in class sessions 3, 6,

and 9.

1. As for the activity of ‘Exploring my/their culture,” fun, enjoyable,
and interactive games and activities using props, authentic materials, and online
video clips were used to activate and prepare students’ basic knowledge for the first
activity. Students were given 30 minutes to complete the activity in each unit. In Unit
1: Festivals and Celebrations, the “Guess the Thai Festival?” game was designed for
students to practice reading and to become motivated to learn. They also learned
cultural facts about festivals and celebrations in their Thai culture and in
international cultures. In Unit 2: Social Norms, students participated in an activity
called ‘He said this and She did that.” They were required to read the English
subtitles of a movie entitled Bridget Jone’s Diary, which represented the native
English speaking culture. In this activity, students examined patterns of behavior and
communication of native English speakers. In the last unit on Intercultural Contacts,
students were asked to examine stereotypes of non-native English speaking cultures.
To practice reading strategies and make the activity more effective, the sheet of
descriptions for each festival as hints was changed to a gap-filling exercise. A sample

of a class activity for this stage is illustrated in Figure 6.

Unit 1 Festivals and Celebrations PRIStage 1
Lessom Exploring Amazing Thai and International Festivals and Celebrations Prepare
< Activity 1: Exploring my culture

‘Guess the Thai festival?”
1. Play in groups of four to five, cach groupis given a set of stripped papers of months and names
of the 7 famous Thai festivals.
2. Each group chooses a number on the Power Point slide one at a time. ‘Groups compete against

each other to guess the name of the Thai festivals and the dates they are held The group that
shows the stripped papers of the most correct answers is the winner.

=

3. After finish playing the game, read the description of each festival below and identify its title
shown above.

i This festival takes place where the Chinese community exists.
a 4 sacadbacshe fhi inc i oLk, o iane ool

Figure 6: A Sample of Activity 1: Exploring my Culture
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2. As for ‘Linking words to the world,” the emphasis was placed on
explicit teaching of reading strategies. The teacher researcher explicitly taught and
modeled reading strategies. Students learned the reading strategies for each unit,
practiced them, and used them in the reading research project or in the real world
reading activities. Power Point slides were prepared for presentation in the
classroom. In the first unit, skimming and scanning were explicitly taught and
practiced. As for the second unit, predicting vocabulary from contexts and making
comparisons were taught and practiced. As for the last unit, students explicitly
learned how to draw conclusions and make inferences. This activity lasted 30

minutes. A sample of a class activity for this stage is illustrated in Figure 7.

nit 1 Fastivalsand Celebrations
Lesson: Exploring A mazing Thai and Intermtional Festivals and Ceolebrations

<+ Activity 2: Linking words to the world (30 mins.)

1. Teacher » and the two "3 g for main
ideas and scanning to identify facts and details through the PowerPoint presentation.

2. The whole class practices the strategies while the teacher observed and assisted P:

SKIMMING
To read quickly to get the general idea of 3 v -

> Let’s Practice!
— 4 I l
How to SKIim 7
[y s E—— -
| e R e | SKIMMING

This fesoval b held when flowers and
planes grow. Ii promotes_the growing of fiowers and
decorative plant: i Chiang Mat The festval
Sfeatures a parade of colorful floar and deaury
ontes s

1. Choose the heading that best matches the above
paragraph
2. Phi Ta Khon Festival
b. Vegetarian Festival
c. Flower Festival
d.Monkey Buffet Festival

Figure 7: A Sample of Activity 2: Linking words to the world

As part of the preparation stage, a reading research project
preparation was also required. For an effective project outcome, the teacher
researcher explained the project to the class, and organized groups, plans, and
assessment methods with the students in the orientation session. In addition, a
research skill training session was also provided in this session. Each group then
submitted their topic, culture, and plan to the teacher researcher. During this stage,

the teacher researcher observed students on their performance.
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Stage 2: Research

This stage promoted intensive and extensive reading comprehension,
integration of culture - and - reading-learning, authentic reading materials, scaffolding,
and assessment through pair works, group works, discussions, and reading exercises
and practices. Two main activities in this stage included ‘Reading for comprehension’

and ‘Being a cultural detective,” which can be explained as follows:

1. For the activity of ‘Reading for comprehension’, the teacher
researcher encouraged students to read and complete reading exercises, prepared
them for researching texts, and describing a research task following the background
knowledge activation. This activity in each unit followed similar patterns of 1)
discussing key vocabulary words, 2) reading the given texts, and 3) answering
questions in the multiple-choice format. In the second step, the teacher researcher
read text aloud and students read along (oral reading), or asked students to read text
to their partner (buddy reading). Meanwhile, the teacher researcher wrote down
some key words on the board for discussion with students. The reading strategies
practiced in each unit were connected to those which were taught explicitly in the
previous stage. After reading, students worked in pairs to complete reading

comprehension exercises and checked their answers with the class.

To ensure that students understood the task, a clear explanation with
an example was added to the Teacher’s Book. Also, a training session of how to
search online using the Google search engine was added in the third class session
which was in the research stage of the first mini-project. The training session aimed
to facilitate students to find valid and reliable information. In addition, a set of
criteria (reliable website, reliable author, and fairness) was explained. This stage was
introduced and executed in class sessions 3, 6, and 9. It lasted 60 minutes in each
unit. This activity lasted 30 minutes. A sample of a class activity for this stage is

illustrated in Figure 8.
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Unit | Festivalsand Celebrations

Lesson: Exploring A mazing Thai and Intermational Festivals and Celebrations

< Activity 3: Reading for comprehension (60 mins.)

Instructions:

1. Match the countries below to the descriptions of the festivals in the reading passage.

Australia France Italy Japan England United States of America

2. Now read the seven short articles along with the teacher and check your answers.

International Festivals

A.England
Trooping the Colour: The official birthday of Queen Elizabeth II is set each year
by a military parade and march, known as Troopmg the Colour (Carrymg of the
Flag). The official name is “the Queen’s Birthday Parade”. This year Trooping the
Colour is held on Saturday, 14 June on Horse Guards Parade.

8. United States of America
Memorial Day: It is the first major holiday m the year after New Year's Day s
Memornial Day honors Americans who fought for the country and died i wars. Itis a
federal holiday, so many people travel on this long holiday weekend

c. Australia
ANZAC (Australian and New Zealand Army Corps) Day: It is the suniversary of
the landing of troops from Australia and New Zealand on the Gallipoli Peninsula,

Turkey, @ World War 1 on April 25, 1915. The bravery of all military personnel 10
who participated in this campaign and the lives of those who died m all malitary |

Figure 8: A Sample of Activity 3: Reading for comprehension

For ‘Being a cultural detective,” after the reading comprehension was
completed, the teacher researcher prepared students to research further information
about their chosen project topic and selected culture by country. Prior to assigning
each task to the students, the teacher researcher showed them a sample task and
explained it explicitly. A ‘Grammar Clinic’ section was also provided in the students’
workbook, so that students could study and refer to it as needed when they wrote
summary reports. To complete individual tasks, the teacher researcher also provided
a list of topics for students in each group to choose from. For example, in the first
unit, a list of three festivals of each culture that could be compared to Thai festivals
was provided to all groups. A list of reliable websites for individual tasks in all units
was also given to the students. Each student in the group then had to search for the
cultural information of their target culture and complete a task sheet on the targeted
reading strategies and intercultural contents for each mini-project in their
extracurricular time. In the first unit, Festivals and Celebrations, the teacher
researcher prepared a sheet of questions in regards to the festivals and celebrations
of each country that each group needed to research. In the second unit, Social
Norms, the teacher researcher prepared an observation sheet of cultural behavior
and patterns of verbal and non-verbal communication for students to complete. The
groups were asked to observe and gather information of cultural behavior, and

patterns of verbal and non-verbal communication involved in festivals and
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celebrations, namely greeting, gift giving, and dining from assigned video clips with
English subtitles. These three themes (greeting, gift giving, and dining) were selected
as they were the most frequently mentioned topics in social norms. In the last unit,
Intercultural Contacts, the teacher researcher provided a task sheet of stereotypes
for students to research and then complete the questions. The students also needed
to search for questions most asked by people about their target culture. The
questions were later used for the interview. Groups were required to interview one or
two foreigners of their selected country to confirm the results of the researched and
analyzed information from the previous mini-projects. Students also had their
intercultural communicative skills assessed by their target speaker(s). These mini-

projects were connected and would be used to complete the final project.

In extracurricular time, a teacher-student conference session was
required at this stage of all the units in order to (a) clarify their understanding about
the projects, (b) explain the process, (c) provide assistance and suggestions, (d)
informally assess their understanding of projects, and (e) express their feelings. Prior
to the conference, groups were required to submit a group log addressing their
project progress and questions. During the conference, an individual reading
summary rubric was explicitly explained, demonstrated, and provided to the

students. A sample of the class activity for this stage is illustrated in Figure 9.

Unic 1 Festivalsand Celebrac
Lesson: Exploring Aoazing Thai and Intarnational Festivalsand Celebrations

s

@R < Activity 4: Being a cultural detective (Extracurricular time)

II
Develop students reading s and and culnaral | ey SATERAS,
1. The teacher divides students into six groups and assigns each group a reading
research task to explore in detail about festivals of thew own choice from country on the list

> England United States of America Australia
> France Ttaly Japan —
2. Discuss ibilities with Group log is distributed. *¥
3. In groups, each student (3) selects one festival from the provided list, LB
(11) researches information about the festival from many 1 . and (1)
the information about their festival using the following questions as a guideline:
> When is the festival celebrated?
> Where is it celebrated?
> Who celebrates it?
> How is it celebrated?
> What is the purpose of the celebration?
The summary must cover the above and i1s d with a map and pictures. Study
the Grammar Clinic session 10 help write correct sentences. Remind them to cite their re:ﬂdms
articles.
Remarks: The teacher needs to explain clearly with a sample of the summary to students.
Advise them useful key words for searching for a.rh:les using Google (or a raining

session is provided separately)
4. Bring it to the class to show and discuss with the group

To help vou wnte a summary, studv and follow the below.

T Online searching training I

Figure 9: A Sample of Activity 4: Being a Cultural Detective
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Through group discussion, these sessions also aimed to help the
teacher researcher to determine if students understood the assigned tasks or mini-
projects. Thus, further explanation during the teacher-student conference could be

pursued as needed.
Stage 3: Analyze

This stage promoted integration of culture and reading-learning,
scaffolding, and evaluation. The main activities included ‘Sharing with the group’
(where students shared their findings from the previous stage with their group) and
‘Investigating cultural differences’ (where students worked in groups to share their
individual reading research task for each mini-project). Each individual task was then
evaluated upon completion. The evaluation was composed of student, peer, and
teacher evaluations. Due to time constraints, the teacher researcher, however,
evaluated students’ individual tasks in her own time. Hence, she only provided
feedback and assistance to the students for this activity in the classroom. Further
investigation and research on Thai festivals was suggested to compare cultures more
accurately and completely. The scores obtained from the three mini-projects would
then be calculated and used as base scores for the project-based reading portfolio
rubric. Students were required to assess their project-based reading process through
a checklist for all the three mini-projects. The scores obtained from the checklists
were accumulated and used as a base score for the Project-based Reading Portfolio
Rubric. In the second activity, after evaluation had finished, groups analyzed and
interpreted culturally-embedded texts together. In so doing, the teacher researcher
explained and demonstrated to students how to analyze cultural data from many
perspectives adapted from the 5-point model of Patrick Moran (2001). Once the
analysis was complete, each group reflected on it by comparing and contrasting
other cultures with Thai culture to see what cultural differences there were. The
teacher researcher observed students’ reading comprehension and visited each
group to facilitate their reading comprehension and cultural analysis. Figure 10

illustrates the sample of this step.
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Unit 1 Festivalsand Celebrations

Lesson: Exploring Anmzing Thai and Intermational Festivals and Celebrations | 7

4} 4+ Activity 5: Sharing with the group (40 mins.)

Teacher contributes a checklist of Project-based
ding process for d ' self- !
d share their finds among the group.
Group members evaluate each other’s work and
choose three best works for further analysis.
. Teacher takes turns to visit each group to advice and
give feedback to their summary.

W e

< Activity 6: Investigating cultural differences (50 mins.)

Teacher explains clearly how to compare the two cultures and fill out the table. Write the
sample on the board and ask students to help fill out the table, comparing similanties and
differences between the target festivals and celebrations and the Thai ones.

Sample Thailand

Festivals and 15 Apni
o

Who celebrates
it

Figure 10: A Sample of activity 5: Sharing with the Group

Stage 4: Produce

This step promoted collaboration, scaffolding, and evaluation. It also
enhanced other language skills, including writing and speaking. The main activity
performed in this stage was ‘Presenting to class.” Groups had to prepare for a group
mini-project in each unit (namely a report summary and presentation, role-play, and
a mini-interview). In each group mini-project product, groups were required to
provide a copy of a reading summary or description of the product for a question
and answer session after the presentation of the product, thus enabling the class to
be able to read the summary and answer the questions correctly. In extracurricular
time, a teacher -student conference session was required at this stage of all three
units in order to facilitate with their project products. Prior to the conference, groups
were required to submit a group log addressing their project progress, questions, or
concerns. Groups’ mini-projects were evaluated by the teacher researcher. Feedback
was welcome from peers and provided by the teacher researcher to help scaffold
groups’ performances and their final products. At the end of the course, groups were
asked to display their wall poster and present it one by one to the class and guests.
For effective engagement in the presentation, each group was assigned to prepare
questions to ask the audience about the content of their presentation. Figure 11

illustrates a sample of this step.
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Unit 1 Festivals and Celebrations
Lesson: Exploring Amaring Thai and International Festivals and Celebrations

< Activity 7: Presenting to class (60 mins.)

acilitate with their project product

Tl\-arlnr students conference (2) i arranged sutide of ‘

1. Groups take turns to present their oral reports with a one-page
written summary in the form of a diagram ortabl.e
Each group is given five mi top their 1

2. Q&A

3. The leacher groups”

Unit 1 Festivals and Celebrations RI 5
Lesson: Exploring Amaring Thai and Intermational Festivals and Celebrations | Feflest

<  Activity 8: Voicing out (30 mins.)

1. Allow each group three to five mi for about their
presentahon and lhe new know! :I.ecge you have gained. Gu]dxd comments are:

Figure 11: A Sample Activity 6: Presenting to the Class

Stage 5: Reflect

This stage promoted students self-reflection so that they became
aware of their learning achievements and progress, strengths and weaknesses of their
performance, and future improvement. The activity in this stage was ‘Voicing out.’
The teacher researcher concluded at the end of each unit by summing up reading
comprehension and cultural diversity that had been included in the students’ tasks
and projects. The teacher researcher and students summarized and reflected on
their findings. The teacher researcher explained English usage in the globalized world.
At the end of each unit, students reflected on their learning in the portfolio. At the
end of the course, self-evaluation, peer evaluation, and teacher evaluation of the
students’ portfolios were executed using the portfolio rubric. A sample of this step is

illustrated in Figure 12.
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Uanir 1 Festivals and Celebrations PRI Stage 5
Lesson: Exploring A i Thai and ional Festivals and Celebrations | Reflect

% Actvity 8: Voicing out

1. You have three to five minutes for comments and feedback about your
presentation and the new kacwledge you have gained. Guided

T i comments are:
= > Your reading comprehension
£ > Your cultural knowledge, skills, and attitudes towards festivals

> Your experience on working with others
2. Reflect your thoughts on reading ies, i
communication and project work in yvous portfoliol

Wrap up!

Putting it togetner What do you think about this unit? Give thres words for
uuuuu ponent.

Skim sencral idea

Culture=

Project work=

Figure 12: A Sample of Activity 7: Voicing Out

The course principles illustrated in Appendix U were used to develop
materials for this study. The reading materials were carefully selected to suit
students’ level of English proficiency based on the Fry Graph Readability Formula
(Fry, 1968).

After the conceptual framework was constructed, documents were
analyzed and translated into the goals and the objectives of the reading course
based on the intervention. The course description and course objectives of this

research study are explained as follows:
1. Course description of PRI

The course description of PRI was formulated as an alternative to the
existing course description of the Vocabulary and Reading Skills course offered as an
English foundation course at Sripatum University. The course description of the
present study concerned students’ development of their reading ability and
intercultural communicative competence through the exposure to cultural
differences among native, non-native English speakers, and their own culture by
means of reading and interacting with foreigners. It emphasized effective and
appropriate reading comprehension of culturally-embedded texts, which was gained

through explicit reading instruction, intensive and extensive reading comprehension,
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scaffolding, collaborative learning through project work, integration of culture and

reading-learning, and self-reflection.

The focal points that this course centered on were the reading ability
and intercultural communicative competence. Students were expected to gain
intercultural knowledge, attitudes, and skills. It was also expected that their reading
ability, including literal comprehension and interpretation comprehension, would be

enhanced.
2. Course objectives of PRI

There were some adjustments made to the existing course objectives
specified by the researcher as a curriculum developer, to fit in the framework of
Project-based Reading Instruction. The redesigned objectives of the Project-based
Reading Instruction and the existing course objectives were compared and illustrated

in Table 14.
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Table 14: Existing Course Objectives and Redesigned Course Objectives

Course Objectives

Vocabulary and Reading Skills

Project-based Reading Instruction

After completing the course, students

should be able to:

1. Gain confidence to experiment with
language

2. ldentify topics, main ideas, and
supporting details of the reading
passages

3. Study the reading strategies:
skimming, scanning, previewing, and
predicting

4. Guess the meaning of difficult words
by using different types of contextual
clues

5. Gain English vocabulary: prefixes,
suffixes, antonyms, and synonyms

6. Use a dictionary to find appropriate

and correct meanings of difficult words

After completing the course, students
should be able to:

1. Use reading strategies to
comprehend cultural texts inside and
outside the classroom: skimming for
main ideas, scanning to identify facts
and details, guessing vocabulary or
texts, making comparisons, and
drawing conclusion and inferences

2. Use intercultural knowledge and
skills to analyze written texts and
interact with people from different
cultures appropriately and effectively
3. Do the project by comprehending
and analyzing culturally-embedded
texts and interviewing a foreigner

4. Prepare, produce, present, and
evaluate a research reading project
work to enhance English reading
ability and intercultural

communicative competence

3.4.1.2 Conducting learner survey

According to Byram et al. (2002), the choice of cultural content
and topics should be determined based on students’ interests and should reflect

other target cultures besides the cultures of the native English speakers. Hence, it
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was decided that conducting a learner survey was necessary. The learner survey was
constructed to investigate students’ interests in the cultural content prior to
developing the Project-based Reading Instruction (See Appendix J). Its aim was to
obtain data for designing the course content, instructional materials, and the tests of

English reading ability and intercultural communicative competence.

The survey was conducted in the second semester of the
academic year 2013. After a revision of the survey, the questionnaire was distributed
to 140 undergraduate students majoring in Tourism Management at Sripatum
University. These students were not from the target sample of the main study. Of
these, 137 copies of the questionnaire were returned. The questionnaire survey

contained two parts as follows:
Part I: Cultural topics

Eleven cultural topics were chosen according to experts,
researchers, and material developers in the fields of English language teaching and
intercultural education. Byram et al. (1994), Corbett (2010), Liu (2011), Matsuda
(2012), Saluveer (2004), and Tomalin and Stempleski (1993) suggested over 19 topics.
In  this study, the selected 11 topics were (1) cultural heritage, (2)
customs/holidays/festivals, (3) education, (4) entertainment, (5) food, (6) intercultural
contacts, (7) lifestyle, (8) social norms, (9) sports, and (10) verbal and non-verbal
communication, (11) world and other issues. Students were asked to select the three
most interesting cultural topics to match with the three categories of cultural

content from the native English culture, non-native English culture, and Thai culture.

Based on the results of the learner survey, three cultural
topics were selected by the students, namely festivals and celebrations, intercultural
contacts, and social norms (47.45%, 39.42%, and 37.96%, respectively) as shown in

Appendix K.
Part Il: Cultures by country

Twenty-six countries were chosen according to Baker (2008),

Kachru (1992) and reliable and well-known sources such as the UNWTO (2012) and
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TripAdvisor (2012). These 26 countries were categorized into the following eight
continents: (1) Africa including South Africa, (2) Australia including Australia and New
Zealand, (3) Europe including England, France, Germany, lItaly, Denmark, and
Portugal, (4) East Asia including South Korea, China, and Japan, (5) Indochina including
Cambodia, Laos, and Vietnam, (6) North America including Canada and the United
States of America, (7) countries in the Caribbean and South America including Brazil
and Argentina, and (8) South East Asia including the Philippines, Malaysia, Singapore,
Indonesia, Burma, and Brunei. These countries were classified into two groups: native
English speaking countries and non-native English speaking countries. Students were
required to select the three most interesting countries of each group. They were also

allowed to add any other countries which were not provided in the list.

The results revealed that students were most interested in
England, the United States of America, and Australia, respectively from the list of
native English speaking countries. As for the non-native English speaking countries,
students were most interested in France, Italy, and Japan, respectively. The data

obtained from the survey are shown Appendix K.

The six countries in which most interested in by the students
were three native English speaking countries, namely England from Europe, United
States of America from North America, and Australia from Australia (77.37%, 67.88%,
and 62.04%, respectively). Three non-native English speaking countries were
selected: France and Italy from Europe and Japan from East Asia (66.42%, 49.64%,
and 35.77%, respectively).

The aforementioned results were utilized for designing the
course content, instructional materials, and the tests of English reading ability and
intercultural communicative competence. Examples of their use are presented as

follows:
1. Course content

The selected three topics and six countries, including Thailand,

were used in the three units of festivals, social norms, and intercultural contacts. All
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of the PRI stages, namely prepare, research, analyze, produce, and reflect appeared
in the three units which covered 300 minutes per unit. For example, in the Exploring
Amazing Thai and International Festivals and Celebrations lesson in the Festivals
and Celebrations unit, Thai festivals were explored and discussed through an
enjoyable game called “Guess the Thai festival?” to stimulate students’ background
in the prepare stage. In the research stage, students learned skimming and scanning
and completed reading comprehension exercises. For the stages of research,
analyze, produce, and reflect, students were assigned to research and summarize
festivals in England, the United States, Australia, France, Italy, and Japan from various

printed sources outside the classroom. Below is an example of the course content.

Class sessions 3

Unit 1: Festivals and Celebrations

Lesson: Exploring Amazing Thai and International Festivals and
Celebrations

PRI stages: Stage ™ Prepare and Stage 2" Research
Content: Activity 1: Exploring my culture (30 mins.)

1. Instructor activates students’ background knowledge of Thai
festivals through a “Guess the Thai festival?” game

Activity 2: Linking words to the world (30 mins.)

1. Instructor explicitly teaches and models the two reading strategies:
skimming for main ideas and scanning to identify facts and details
using the descriptions of the festivals.

2. The whole class practices the strategies while the Instructor
observed and assisted.

Activity 3: Reading for Comprehension (60 mins.)

1. The Instructor reads a passage on festivals of various countries
while students read along (Trooping the Colour in England,
Memorial Day in the USA., ANZAC Day in Australia, The Armistice
Day in France, Donkey Race in Italy, and The Tenjin Matsuri in
Japan).

2. Students complete a multiple choice exercise to answer questions
about main ideas and identity facts and details.

3. The class checks the answer by going through the passage and

discussing vocabulary.
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2. Instructional materials

The results of the survey for cultural topics and countries were
used to search for authentic English reading materials and design activities in this
study. Authentic English reading passages, PowerPoint presentations, games, and
interesting activities were designed to motivate students to learn and engage them in
discussion, provision of cultural knowledge of various countries, and exercises to
practice inside and outside the classroom. Supplementary coursebooks, namely a
Student’s Book and Teacher’s Book, were developed based on the PRI framework,
PRI objectives, and course principles. The design of the coursebooks followed the
guidelines presented by Howard and Major (2005). An example of the PRI materials

is presented below. (See Sample of Instructional Material in Appendix )
Class session 3

Unit 1: Festivals and Celebrations

Lesson: Exploring Amazing Thai and International Festivals and
Celebrations

PRI stages: Stage " Prepare

Activity 1: Activating students’ background knowledge of Thai

festivals using “Guess the Thai festival?” Game

1o 2. 3 s

4. 5o 6 .

Materials:
1. Power Point Presentation with images of famous regional Thai

festivals
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2. Script for the description of each festival cited from an English
website for tourists called Thaiways

(http//www.thaiwaysmagazine.com/thailand/thailand_festival.ht

ml, Tourism Authority of Thailand website

(http.//www.tourismthailand.org/See-and-Do/Events-and-
Festivals/). The readability of the passages is at an average of
syllables per 100 words: 158, average of sentences per 100 words:
6.4 and the grade level is between 5 and 13 which is suitable for
beginner and pre-intermediate.

3. A set of stripped papers of months and the names of Thai

festivals for each group.

3. English reading ability test

The test content of this study was based on the learner
survey. Six authentic reading passages were carefully selected. The passages were
separated into three parts which covered some of the selected countries in each
part. The content of the six passages was also related to the three cultural topics.
The example below shows the test item with the content of Japanese culture on the

topic of intercultural contacts.

Section 2: Non-native speaking countries
Passage Il entitled “A Japanese Social App Contacts New Shores”
Reading strategy: Conclusions/Inferences

Q 29. Based on the article, what can be said about Japanese

people?
a. They are good at inventing and using new technology.
b. They have become more westernized from using Line.
c. They understand American people better by using Line.

d. Their way of communication has changed because of Line.


http://www.thaiwaysmagazine.com/thailand/thailand_festival.html
http://www.thaiwaysmagazine.com/thailand/thailand_festival.html
http://www.tourismthailand.org/See-and-Do/Events-and-Festivals/
http://www.tourismthailand.org/See-and-Do/Events-and-Festivals/
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4. Intercultural communicative competence test

The content in this test was based on the results of the survey
that aimed to investigate students’ intercultural knowledge. The survey results were
used to design 20 test items (incorporating all of the chosen six cultures by country
and Thailand) to investigate students’ knowledge of cultural facts regarding festivals,
social norms, and intercultural contacts of each country. Below is an example of a
test item translated into English in the section of native English speaking countries

that aimed to test students’ knowledge on an American social norm.

Q. 14. Americans generally have a habit of eating food while
sitting on the sofa and watching TV for a long time. What do

foreigners think about them?
1. Fat and lazy 2.5imple and easy
3. Intrusive 4. Inactive and boring

It was believed that the course content, materials, and tests
would help to increase students’ reading ability and intercultural communicative

competence.
3.4.1.3 Constructing project-based reading instruction (PRI)

The Project-based Reading Instruction (PRI) framework was based on
the integration of Project-Based Learning, English reading instruction, and Intercultural
materials. PRI materials included three units: Festivals and celebrations, Social
norms, and Intercultural contacts. These three units included Exploring amazing Thai
and international festivals and celebrations, Examining patterns of behavior and
communication of native English speakers, and Experiencing intercultural
communication of non-native English speakers. These three units were planned into
three lessons that followed the same steps and patterns based on the PRI model.
The cultural contents used for project work and reading were designed and selected
based on the criteria of being famous, cultural and traditionally oriented, and
comparable to Thai culture. The coursebooks, namely Student’s Book and Teacher’s

Book, were designed based on the framework of ten guidelines for material
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developers presented by Howard and Major (2005). The guidelines suggested that
English language teaching materials should (1) be contextualized, (2) stimulate
students to learn, (3) encourage students to develop learning skills and strategies, (4)
focus on form and function, (5) integrate language use, (6) be authentic, (7) develop
progression of skills, understanding, and language items, (8) be attractive in terms of
physical appearance, user-friendliness, durability, and ability to be reproduced, (9) be
appropriate to instruction, and (10) be flexible. Additional textbooks were also
explored for ideas prior to designing supplementary coursebooks for PRI. Three
categories of commercial textbooks were reviewed: (1) project-based learning
included the book titled Project written by Tom Hutchinson (2008) published by
Oxford University Press, (2) English reading instruction included the books titled
Panorama: Building perspective through reading written by Kathleen F. Flynn and
others (2006) published by Oxford University Press), and (3) cultural studies included
the books titled People Like Us, Too: Exploring cultural values and attitudes written
by Simon Greenall (2004) published by MacMillan, as well as one coursebook titled
Cross-cultural communication: An introduction by Wirangrong Boonnuch (2012)
published by Thammasat University Press, and one resource books for teachers titled
Cultural Awareness by Barry Tomalin and Susan Stempleski (1993) by Oxford

University Press.

To confirm the content validity and construct validity of the PRI

lesson plans, one unit of festivals and celebrations was assessed by five experts.
Validation of PRI

Content validity and construct validity were measured by five experts
(two experts from the field of English instruction and three experts from the field of
Project-Based Learning). The lesson plan of ‘Exploring amazing Thai and
international festivals and celebrations’ covering the five stages of PRI was
evaluated and commented on by the experts in regards to the lesson title,
objectives, content, materials, time allotment, activities, evaluation and assessment,
and language use. The additional comments and suggestions section was also

provided towards the end of the evaluation. The lesson plan was measured by
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means of the Index of Item Objective Congruence (IOC) process by Rovinelli and
Hambleton (1977). A three-point rating scale Evaluation form (-1 = Incongruent, 0 =
Questionable, and 1 = Congruent) was provided to the experts. The mean scores
from the experts’ validation and their suggestions were used to improve lesson plans
for effectiveness. The other two lesson plans were then designed following the

revised lesson plan.
Findings of the validation of PRI

After the five experts had reviewed and evaluated the PRI lesson plan,
the 10C of each item was then calculated (See Appendix V). Mean scores of all items
ranged from 0.60 to 1. The overall mean score was 0.82 indicating the suitability of
the lesson plan. However, some minor revisions were made according to the experts’
suggestions as follows: Expert A suggested adjusting the original lesson title from
‘Exploring amazing Thai festivals’ to ‘Exploring amazing Thai and international
festivals and celebrations’ because the original title was rather misleading since
there were also other foreign cultures being studied and explored in the lesson. She
also suggested that each group should plan their project and assign roles in the first
class. The instructor should provide a group learning log for the students so that the
instructor could review it before the teacher-student conference session. Activity 1
Exploring my culture should be adjusted to make it more challenging to the
students. Finally, she suggested that the project product of the first task should be
designed to prepare students for making a wall poster display and presentation as
the final project product. Expert B suggested changing the original name for a country
from ‘United Kingdom’ to ‘England’ in order to make it more specific to the
students. Expert C suggested keeping the consistency of the activity titles of all the
units in the same grammar form. The experts’ comments and suggestions were taken
into consideration for the instructional material improvement. Then, PRI pilot testing

was conducted.
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3.4.1.4 Pilot testing of a PRI lesson

After the validation, PRI lessons were pilot-tested. The objective of the
pilot study was to validate the construct of an instructional lesson. This pilot study
was carried out for three consecutive weeks during the end of June to the end of
July with 15 students majoring in Tourism Management in the additional summer
semester of the academic year 2014. The students in this pilot study were not from
the sample group of the main study but with the same demographic characteristics,
namely English proficiency, age, major area of study, and enrollment in the English
reading course. The lesson plan of the “Festivals and Celebrations” unit, its
materials, and activities covering the five steps (prepare, research, analyze, produce,
and reflect) of PRI were piloted. The main purpose of this pilot study was to measure
the effectiveness and practicality of the lesson plan, including materials and
activities. Particular goals of piloting the instructional lesson were to assess whether
or not the intervention, activities, and instructional materials would be practical and
effective in the actual classroom environment of the main research study. The
results of the pilot testing were used for revision and improvement of the

intervention.

According to students’ participation and feedback during the

implementation, several issues were found that needed to be improved as follows:

1. Time allowance to complete activities was inadequate for the

students.
2. Some images in the activities were ambiguous to the students.

3. Some instructions for comprehension tasks were not clear to the

students, so they could not provide correct answers.

4. The researcher did not have enough time to evaluate students’

individual tasks in class.

5. Students did not pay attention to their friends’ presentations or

asked any questions.
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Overall, the pilot test was successful. The lesson plan, materials, and
activities were practical and effective in the actual classroom environment. The

aforementioned issues were adjusted for the main study.
3.4.2 Implementing project-based reading instruction

From the population of all students who enrolled in the Vocabulary and
Reading Skills course in the first semester of the academic year 2014, 32 second-year
students majoring in Tourism Management of the Faculty of Liberal Arts at Sripatum
University in Thailand were selected as the sample of this study. These students
were selected using the purposive sampling technique based on a set of criteria and

students’ volunteers.

The main study was conducted for 14 weeks from August 20th 2014 to
November 19th 2014. The Office of Academic Affairs allowed the Tourism
Management-second-year students to enroll into three different sections (Sections
38, 47, and 48) on the same day and at the same time. However, students from
other majors and faculties later added into these sections. The students from Section
47 of 32 students were finally selected because most Tourism Management students
enrolled in this section. The implementation took place in a regular classroom
setting over one semester during which the researcher employed PRI as the basis for

students’ learning.

There were five stages of the implementation: (1) Administering the English
Reading Ability pre-test and Intercultural Communicative Competence pre-test, (2)
Conducting the main study and collecting data, (3) Administering the English Reading
Ability post-test and Intercultural Communicative Competence Test, (4) Distributing
the Project-based Reading Instruction Questionnaire and Interview, and (5) Analyzing

quantitative and qualitative data. These stages are briefly explained as follows:

3.4.2.1 Administering the English reading ability pre-test and

intercultural communicative competence pre-test

In the second week of the course, the English Reading Ability pre-test

and Intercultural Communicative Competence Test were administered to assess
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students’ reading ability and intercultural communicative competence. This was
conducted prior to the implementation of the Project-based Reading Instruction. The
tests were administered in the second week as the number of students in the class
became stable after the add-drop period of registration. The teacher researcher now
knew the exact number of students in the class and was able to collect the data
successfully. However, there were two students who missed the class and were

rescheduled for the test within the week.

The tests were administered at the beginning of the class for two hour
and twenty minutes (60 minutes were dedicated for the English reading ability test,
50 minutes for the intercultural knowledge-based test, and 30 minutes for the
intercultural attitudes and skills inventory). First, the English Reading Ability Test
versions A and B were distributed to the students in different rows, so that there was
less chance for the students to copy the answers from each other. After they had
finished the test, the Intercultural Knowledge-based Test and the Intercultural
Attitudes and Skills Inventory were conducted. During the tests, students were not
allowed to use a dictionary. The teacher researcher invigilated the class during the

test administration. The overall test administration was satisfactory.
3.4.2.2 Conducting the main study and collecting data

The main study was conducted during weeks 3-14. Prior to the
intervention, the students attended an orientation to the course using Project-based
Reading Instruction. The researcher, whose role was to facilitate the students, took

charge of the teaching and employed PRI as the basis for students’ learning.

In the first class, the teacher researcher gave an orientation to the
course using PRI. Three main concepts, namely English reading, culture and language,
and Project-based Reading Instruction, were introduced and discussed. The students
worked in small groups of three to brainstorm and familiarize themselves with these
concepts. The teacher researcher and the students then discussed the project which
was structured by the teacher researcher. However, the students were able to select

their own project title, poster design, and reading materials and resources. The
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discussion covered the three mini-projects (reading summary of international festivals
and celebrations, role play, and mini-interview), the quality of the tasks, portfolio,
and the quality of the end products. The rubrics for individual tasks and the portfolio
were revealed to the students. Students then formed their own groups of four
members in each group according to their own preference. After forming a group, the

members discussed and assigned their own responsibilities to develop collaboration.

At weeks 3, 6, and 9, the teacher research introduced the students to
various cultural facts based on the theme of each chapter: Chapter 1 Festivals and
Celebrations, Chapter 2 Social Norms, and Chapter 3 Intercultural Contacts,
respectively. The first chapter was conducted in week 3. Students learned about Thai
festivals and celebrations through a fun game called Guess what festivals? Then,
skimming and scanning strategies of reading were presented to the students via
PowerPoint. After that, the students practiced using the strategies and completed
exercises in the student’s book designed for this study. Finally, the students were
assigned an individual task for their first mini-project which was to summarize reading
texts or articles concerning their selected culture regarding festivals and celebrations.
At the end of the lesson, the teacher researcher provided a training session of
searching for online information using the Google search engine to search for cultural
information in order to complete the project. These steps were repeated in all of the
chapters for weeks 6 and 9. Week 6 covered Social Norms, which helped expose the
students to the native English speakers’ cultures (English, American, and Australian)
through a movie and reading articles. Comparing similarities and differences were
emphasized in this week for the reading strategies. Week 9 covered intercultural
contacts. In class, students learned about non-native English speakers’ stereotypes
through an enjoyable activity called, ‘Who they really are: Examining stereotypes |
have heard.” Then, they learned and practiced the last reading strategies of drawing
conclusions and making inferences, in the student’s book. As for an individual
assignment, they had to search for the stereotypes of their target culture. For group

assignment, they were assigned to interview a foreigner(s) of their target culture.
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During this lesson, the teacher researcher facilitated students in the first teacher-

student conference for their individual reading task.

Figure 13: A Sample of Exploring Activity in Unit 2

At weeks 4, 7, and 10, the students had to share their individually
completed task with their group. They were also asked to evaluate their peers. The
group then chose the best three pieces for further reading and completing their final
mini-project product of each chapter. During this lesson, the second teacher-student

conference took place to facilitate students for their final product and presentation.

Figure 14: A Sample of Teacher-Student Conference
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At weeks 5, 8, and 11, each group presented their final products of
the mini-projects. Then, they asked and answered questions. Finally, they were given
a sheet of self-reflection to be filled out to address their learning progress and
performance. This self-reflection was read by the teacher researcher as feedback for
the course improvement. The sheet from the three mini-projects would be included

later in the Project-based Reading portfolio.

Figure 15: A Sample of a Mini-Project (Mini-Interview) in Unit 3

At week 12, students’ wall posters were displayed in the classroom
and presented to the class. The tasks and activities of the instructional activities can

be seen in Table 15.

Figure 16: A Sample of the Final Project (Wall poster and Presentation)



Table 15: Instructional Activities for PRI

132

Task Activities Lesson Plans
1. | Orientation of the course using PRI Class 1
Wall Poster for Reading Research Project
2. Class 1
discussion
Training session of searching for online
information using Google search engine
3. Class 3
Chapter 1: International Festivals and
Celebrations
Extracurricular time
4. | Teacher-student conference during weeks
3,4,6,7,9,10
Self-evaluation and peer evaluation of individual
5. Classes 4, 7, 11
tasks
Presentation of 1° Mini-project: Reading
6. | summary of International Festivals and Class 5
Celebrations
7. | Chapter 2: Social Norms Class 6
Presentation of 2™ Mini-project: Role-play Class 8
9. | Chapter 3: Intercultural Contacts Class 9
10.| Presentation of 3" Mini-project: Mini-interview Class 11
11.| Portfolio evaluation training Class 11
12.| Wall poster showcase and presentation Class 12

Table 16 explains the scope and sequence of Project-based Reading

Instruction in terms of PRI stages, objectives, content, and assessment throughout

each week. In addition, the materials and research instruments employed in the

study were applied at each stage. (See sample of Unit and Lesson Plan in Appendix

H)
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Units

Lessons/

Mini-projects

Class

Session

Stages
of PRI

Objectives

Content

Assessment
Project

Tasks

Orientation of the course using Project-based Reading

Instruction

English Reading Ability Pre-Test

Intercultural Communicative Competence Pre-Test

1
Festivals and
Celebrations

Exploring
Amazing Thai
and
International
Festivals and
Celebrations/
Reading
summary of
International
Festivals and

Celebrations

Prepare

-To skim and
scan various

texts

Activity 1:
Exploring My
Culture
-Exploring my
culture—“Guess
the Thai festival?”
Game (Chiang Mai
Flower Festival,
Chinese New Year
Festival,
Vegetarian
Festival, The River
Kwai Bridge Week,
Phi Ta Khon,
Monkey Buffet
Festival, and
Buffalo Racing)
Activity 2: Linking
Words to the
World

-Skim texts for gist

and scan for detail

-Reading
comprehensi
on exercise

-Observation

Research

-To identify

cultural facts

Activity 3: Reading
for
Comprehension
-International
festivals and
celebrations
(Trooping the
Colour in England,
Memorial Day in

the US., ANZAC

-Reading
comprehensi
on exercise
-A reading
summary
report on
festivals and
celebrations

-Observation

and
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Units

Lessons/

Mini-projects

Class

Session

Stages
of PRI

Objectives

Content

Assessment
Project

Tasks

Day in Australia,
The Amistice of 11
November 1918 in
France, Donkey
Race in Htaly, and
The Tenjin Matsuri
in Japan)

Activity 4: Being a
Cultural Detective
(Extracurricular
time)

-Research
international
festivals and

celebrations

*A teacher-student
conference session

M

feedback

Analyze

-To compare
similarities and
differences
between Thai
festivals and

other festivals

Activity 5: Sharing
with the Group
-Sharing with
group.

Activity 6:
Investigating
Cultural
Differences
-Compare
similarities and
differences of
festivals between
Thai and
international

festivals

*A teacher-student
conference session

@

-Self-
evaluation,
peer
evaluation,
-Cultural
analysis

-A checklist
of project-
based
reading

process
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Assessment
Lessons/ Class Stages
Units Objectives Content Project
Mini-projects Session of PRI
Tasks
Produce | -To work Activity 7: -Q&A
collaboratively | Presenting to -Reading
5 in groups Class summary
-Learn and share | -Evaluation
with each other and pair
feedback
Reflect -To reflect on Activity 8: -Self-
reading ability, | Voicing Out reflection in
intercultural -Reflect and give | the portfolio
communicatio | feedback on the
n, and project | reading research
work project
-Wrap up the
unit
2 Examining Prepare -To predict Activity 1: -Reading
Social patterns of vocabulary Exploring Their comprehensi
Norms behavior and from contexts Culture on exercise
communication and make -‘He said this and | -Observation
of native comparison She did that’
English Activity 2:
speakers Linking the
(United Words to the
Kingdom, World
United States, -Predicting
and Australia)/ vocabulary from
Role-play contexts and
making
comparisons
6 Research | -To identify Activity 3: -Reading
culturally Reading for comprehensi
appropriate Comprehension | on exercise
social norms -Reading -A reading
and ‘Intercultural summary
communicatio | differences comparing

n patterns

around the
world’
Activity 4: Being

a cultural

patterns of
behavior and

communicati

on
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Assessment
Lessons/ Class Stages
Units Objectives Content Project
Mini-projects Session of PRI
Tasks
detective -
(Extracurricular Observation
time) and
-Research patters | feedback
of behaviors and
communication
in native English
speaking
countries
*A teacher-
student
conference
session (1)

Analyze -To work Activity 5: -Self-
individually Sharing with the | evaluation,
and in group Group peer
to analyze -Feedback and evaluation,
cultural evaluation from -Cultural

7 behaviors and | peers. analysis
patterns of Activity 6: -A checklist
communicatio | Investigating of project-
n Cultural based

Differences reading
-Analyzing process
conversations in

movies

*A teacher-student

conference session

)]

Produce | -To Activity T: -Q&A
demonstrate Presenting to -Role-play
communicatio | Class - Evaluation
n patterns of -Role-play. and pair
the students’ feedback
target cultures
through role-
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Assessment
Lessons/ Class Stages
Units Objectives Content Project
Mini-projects Session of PRI
Tasks
play
Reflect -To reflect on Activity 8: -Self-

8 reading ability, | Voicing Out reflection in
intercultural -Reflection and the portfolio
communicativ | conclusion of
e competence | social norms and
and project communication
work patterns of people

from different
cultures
-Wrap up the unit
3 Experiencing Prepare -To draw Activity 1: -Reading
Intercultur | intercultural conclusions Exploring Their comprehensi
al Contacts | communication and make Culture on exercise
of non-native inference of a -‘Who they really | -Observation
English text are: examining
speakers stereotypes | have
(France, Italy, heard’ activity
and Japan)/ Activity 2
A mini-interview Linking Words to
the World
-Draw conclusions
and make
inferences
Research | -To Activity 3: -Reading
communicate Reading for comprehensi
9 appropriately Comprehension on exercise

and effectively
with the native
speakers of
the target
culture in

English

-Read ‘Exploring
National
Stereotypes.’
Activity 4: Being
a cultural
detective
(Extracurricular
time)
-Mini-interview:

Experiencing real

-An interview
form
Observation
and

feedback




138

Units

Lessons/

Mini-projects

Class

Session

Stages
of PRI

Objectives

Content

Assessment
Project

Tasks

intercultural

communication

*A teacher-student
conference session

M

10

Analyze

-To examine
stereotypes
and
generalization
of people
from France,
ltaly, Japanese,
and the native
speakers of
the target

culture

Activity 5:
Sharing with the
Group

-Students share
their findings from
the interview with
other groups.
-Group members
evaluate each
other’s work and
choose the three
best works for
further analysis
Activity 6:
Investigating
Cultural
Differences
-Comparing
differences and
similarities of the
intercultural
contacts and
stereotypes of
their selected
country with

Thailand

*A teacher-student
conference session

@

-Self-
evaluation,
peer
evaluation,
-Cultural
analysis

-A checklist
of project-
based
reading

process

11

Produce

-To work in

groups to

Activity T:

Presenting to

-Q&A

-A mini-
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Assessment
Lessons/ Class Stages
Units Objectives Content Project
Mini-projects Session of PRI
Tasks
present the Class interview
stereotypes - Present their report
and interview mini-interview -Evaluation
of the target with a short and pair
culture written summary | feedback
Reflect -To reflect on Activity 8: -Self-
reading ability, | Voicing Out reflection in
intercultural -Reflect and give the portfolio
communicativ | feedback on the
e competence | reading research
and project and interview
work project
-Wrap up the unit
-Portfolio Training

Showcase of Wall Poster and Presentation
12 Project-based Reading Instruction Questionnaire

Portfolio Assessment and Submission

13 English Reading Ability Post-Test

Intercultural Communicative Competence Post-Test

14 Project-based Reading Instruction Interview

3.4.2.3 Administering the English Reading Ability post-test and

Intercultural Communicative Competence Test

The English reading ability test and the intercultural communicative
competence test (the same version as the pre-tests) were conducted in Week 13th.
At the beginning of the class, the teacher researcher explained the instructions and
objectives of the tests. Then, the English reading ability test was conducted which
lasted 60 minutes. When each student had completed their reading test, the
Intercultural Communicative Competence Test was given (the Intercultural
Knowledge-based Test was given prior the Intercultural Attitudes and Skills

Inventory). The whole test lasted 80 minutes.
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3.4.2.4 Distributing the Project-based Reading Instruction

Questionnaire and Project-based Reading Interview

After participating in Project-based Reading Instruction Questionnaire
during Week 12th, the Project-based Reading Instruction Questionnaire was
distributed to all students asking for their opinions of the course. Following this,
focus-group interviews were conducted during Week 14 by a sociolinguistics
instructor, who had been teaching the same course. The researcher did not
participate in these interviews due to the potential for bias in the answers of
students. It was thought that they would give more open and honest opinions
toward the course when being questioned by an instruction who were not involved
in the students’ grading or assessment. This decision could be confirmed by a study
of Gill et al. (2008). The samples of the interviews were drawn by maximum variation
case sampling method. To obtain various samples, six students (four female and two
male) from three groups (low, medium, and high, based on their post-English reading
ability scores) were purposively selected based on a voluntary basis. The interviews
were conducted group by group for about 20 minutes each during lunch time in the

office of the interviewer. The interviews were also tape recorded.

The Project-based Reading Instruction approach lasted 9 weeks. Figure
17 illustrates the data collection process composed of three phases—before, during,

and after the course implementation.
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Undergraduate students enrolled in ‘English Vocabulary and Reading Skills’

30 sections from 10 faculties

1 section (n & 32)

i

Intercultural Communicative

Competence Pre-Test

English Reading Ability Pre-
Test

____________ jt______

_____ ﬁ________

PRI 9 weeks

!

!

English Reading Ability and

Intercultural communication competence

PRI Questionnaire

v

Project-based Reading Portfolio

Rubric

Intercultural Communicative

Competence Post-Test

English Reading Ability
Post-Test

Before treatment

Week 2

During treatment

Weeks 3-11

After treatment

Week 12-14 -

A\ 4

PRI Interview

Figure 17: Outline of Data Collection

3.4.2.5 Analyzing Quantitative and Qualitative data

Quantitative and qualitative data obtained from the English Reading

Ability Pre- and Post-Test, Intercultural Communicative Competence Pre- and Post-

Test, Project-based Reading Portfolio Rubric, Project-based Reading Instruction

Questionnaire, and Project-based Reading Instruction Interviews were analyzed by

means of descriptive statistics and interferential statistics, namely x, SD, t-test,

content analysis, coding and categorization, and correlation analysis using Pearson’s’

Product Moment Correlation. The qualitative data were listened to carefully and

immediately transcribed word for word.

In terms of coding and categorization, the researcher utilized ATLAS.ti

version 7.0 (Free trial version) to analyze qualitative data gathered from the open-
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ended questions in the questionnaire, students’ reflections from the portfolio, and
focus-group interviews. The qualitative data analysis software was selected because
it accepted the Thai language, operated with multiple documents, was easy to use,
and was free (for the trial version) without expiration date. Its limitations were sizes
of documents, quotations, and codes. Twenty-five codes were assigned, based on
the PRI principles, in four aspects, namely classroom management employing PRI,
classroom activities, instructional materials, and assessment and evaluation. These

four aspects were based on the PRI questionnaire.

To obtain the reliability of coding, two experts from the field of
linguistics and one from the field of assessment were invited to evaluate the codes.
A form with statements derived from an interview and open-ended questions and
assigned codes was given out to the experts. The experts were asked to check 28
statements to say whether they agreed or disagreed with the 26 assigned codes and
provide comments. The results revealed that 89% of the assigned codes were
accepted by the three experts. For the disagreed codes, the researcher considered
not making any changes since there was only one-third of the experts who did not
agree with them. The expert from the assessment field suggested that the researcher

should assign a code to the statement that conveyed a single idea.

3.5 Chapter Summary

This quasi-experimental research study employed a mixed-method approach
to acquire both quantitative and qualitative data to investigate the effects of Project-
based Reading Instruction on English reading ability and the intercultural
communicative competence of undergraduate students. Four quantitative
instruments, namely the English Reading Ability Test, Intercultural Communicative
Competence Test, Project-based Reading Portfolio Rubric, and Project-based Reading
Instruction Questionnaire, were initially employed to provide precise measurement
of the findings. Then, a qualitative instrument, the Project-based Reading Instruction

Interview Protocol, was utilized to add depth and insight into the students’ opinions
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of Project-based Reading Instruction. The quantitative data were analyzed to study
students’ learning outcomes and the correlation between students’ English reading
ability and their intercultural communicative competence applying SPSS statistics.
The qualitative data were analyzed primarily by content analysis. The results from
these two sets of data were then triangulated to examine whether or not the
findings were similar. The next chapter reports the findings from the data analysis of

the research.



CHAPTER IV
RESULTS

This chapter reveals the findings of the data obtained from employing the
one group pre- and post-test design following the implementation of Project-based
Reading Instruction (PRI). The quantitative data obtained from the English Reading
Ability Test and Intercultural Communicative Competence Test were analyzed by
SPSS. The qualitative data acquired from the open-ended questions in the Project-
based Reading Instruction Questionnaire, students’ reflections from the Project-based
Reading Portfolio, and Project-based Reading Instruction Interviews were categorized,
coded, interpreted, summarized, and triangulated with the quantitative results. Both
quantitative and qualitative data were analyzed and presented according to the four

main research questions as described below.

4.1 Results of Research Question 1

To what extent does Project-based Reading Instruction enhance the English

reading ability of undergraduate students?

This question aimed to investigate the effects of Project-based Reading
Instruction on students’ English reading ability. The hypothesis given to this question
was that students’ English reading ability would be increased after using PRI. This
hypothesis was accepted as shown in Table 17 and Table 18. The two research
instruments employed for this question and objective were (a) the English reading
ability test and (b) the Project-based reading portfolio rubric. The results of the pre-
and post-test scores of students’ English reading ability and the final scores of
students’ portfolio rubric were analyzed after the implementation by means of
descriptive statistics (means/SD), and paired sample t-test. Students’ reflections as

part of the portfolio were also analyzed.
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4.1.1 Quantitative findings

From a total score of 30, Table 17 reveals that the mean pre-test score of
students’ English reading ability was 12.41, while the mean post-test score was 15.53.
The test suggested that the t-statistic was significant at the 0.05 critical alpha level (t
= 5.90, p = 0.000). Therefore, it can be concluded that the post-test scores of
student’s English reading ability were significantly higher than their pre-test scores

after implementing PRI into the course.

Table 17: Comparison between the Means of Pre-and Post-English Reading
Ability Test Scores Before and After Employing PRI (n = 32)

Test Score Min  Max X S.D. t Sig.

Pre-English Reading Ability Test 30 500 23.00 1241 4385 5.90* 0.000

Post- English Reading Ability Test 30 8.00 26.00 1553 4.26

*p < 0.05

Besides employing the English reading ability test, the effectiveness of PRI on
students’ English reading ability was also measured by using the Project-based
reading portfolio rubric as shown in Table 18. It was employed to triangulate the

data obtained from the results of the post-test scores of English reading ability test.

Table 18: The Mean Scores of Project-based Reading Portfolio Rubric (n = 32)

Portfolio Rubric Score Min Max X S.D.

Portfolio rubric 100 57.50 99.00 79.42 9.43

After completing the entire project, students’ scores based on the four
criteria of organization, knowledge, group work, and reflections were calculated. The
minimum score of the rubric was 57.50, while the maximum score was 99.00. The
mean final score was 79.42. These results indicate that, overall, the students’ English

reading ability had increased greatly.
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4.1.2 Qualitative findings

Based on students’ reflections, it was found that the majority of students
believed that their English reading ability had increased dramatically. Twenty-five
complete essays out of 32 were returned and revealed that all of the students
reflected that they had improved their English reading ability through the use of PRI.
From the descriptive analysis, it was agreed by all students that their English reading
ability had increased the most through the activities in the stages of preparing and

researching.

In Stage 1: Prepare, students found that the culturally embedded reading
materials were motivating. Students enjoyed playing games, such as the ‘Guess the
Thai festival?” same and the ‘He said this and She did that’ activity. These reading
activities encouraged students to become engaged in learning. Consequently, they
seemed to help students to comprehend texts better. This can be supported by a

student’s statement below.

“@1915elnmilinuduaznanssulyinizeuldiaulavi nlgiseuaunauiudilouay
w91lAve”
(Translation)

“The instructor had games and activities for us. Thus, students enjoyed,

comprehended texts, and memorized texts better.”

(Female student, Reflection, 5 November 2014)

In Stage 2: Research, all of the students believed that their English reading
ability had increased to a certain extent, especially through using the reading
strategies of skimming and scanning, predicting vocabulary from context, and making
comparisons. In Activity 3: Reading for comprehension. It was found that almost all
students used the strategies taught from the preparing stage in the second activity of
‘Linking words to the world.” This helped them to become aware of the reading

strategies through explicit teaching in class. It was surprising to discover that a lot of
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students had been totally unaware of the reading strategies of skimming and
scanning. In Activity 4: Being a cultural detective, the skimming and scanning
strategies were found most useful to all students, while predicting vocabulary from
context and making comparisons strategies were most employed by those students
with medium and high achievements based on their scores of the post English
reading ability test. The progress of students’ reading ability can also be revealed in
this activity. Some students reflected in their entry that after learning about the
reading strategies and practicing them, it was found that their individual reading tasks
in researching cultural information outside the classroom became easier. One

student stated,

“lalgnagnsmsen dussloviievigdsendaailunsed insizvielvgeuls

s lasagu”
(Translation)

“[l] used reading strategies and found that they were beneficial. It helped me

to save time reading and to comprehend the texts | was reading faster.”

(Female student, Reflection, 5 November 2014)

As for the strategies of drawing conclusions and making inferences, students
reflected that they did not feel comfortable using them. This can be seen in some of

the students’ entries.

“lilgle umlevinwedusnnnay ingizastiuvinweiouniay scanning and skimming

WWSIEavaunuInnItaslTUse”
(Translation)

“[l] did not use the strategies [drawing conclusions and making inferences]. |
frequently used those strategies such as scanning and skimming because |

felt most comfortable with them.”

(Female student, Reflection, 5 November 2014)
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In addition, many students thought that they had gained better English
reading ability through the use of English reading strategies for comprehension,
became more confident to read, and were able to apply the knowledge to real life

situations. Some samples of students ‘reflections are revealed below.

“AnimseruaTuny mszusnovluneylpuniiorunweinguuyil 39ludng
W lng et ustl 2 dmsseudinguniseruundu dnslenIwidangwuin
nIwdy Jeilulaiseusluludaneussuenvinluiauseuuad veniouseudunlal

1159714191897 ”
(Translation)

“I think that my reading is better. Previously, | never had to sit down and
read this much, so there was no progress whatsoever. In my second year,
however, | studied English reading extensively and used more English than
before; hence, | learned more. Besides, | read more both inside and outside

the classroom.”

(Female student, Reflection, 5 November 2014)

2
[ 22

“MmsguatuInnglazinmaialunisen liisiaunseFInsalusaniandieg

a1150v1e oe19ls Inen51y skim scan uvviienarsdaau”
(Translation)

“My reading is better because | now know reading techniques. It helped us
with difficult words and to be able to comprehend texts using skimming and

scanning strategies that the instructor taught us.”

(Male student, Reflection, 5 November 2014)

After the intensive reading, extensive reading, and practice, they could apply

these strategies to real life situations. Following the course, many students felt more
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confident to read than before. Before participating in the PRI class, some of them

mentioned that they were scared of reading.

Besides the positive feedback from students’ reflections mentioned above,
there were some obstacles that students had encountered during the learning
process. It was found that some students did not clearly understand the individual
reading tasks. Students agreed that the teacher-student conference significantly
helped them with their reading tasks. Interestingly, it was revealed that all groups felt
that the teacher-student conference sessions were very important to them in order
to complete individual tasks and mini-projects correctly and fruitfully. One student

reflected,

“9191380n159AUENIAIUNITAY UAZUULIISNITIMAZISNITANTNIY 1T

ngue ienund lauInnIndu viukazeludeiimnludilonesesuiednsey”
(Translation)

“The instructor arranged appointments with all the groups after the class
time to explain the assigned tasks again and suggest how to complete tasks
and mini-projects. Thus we could understand better. If we still did not

understand, she would explain once more.”

(Female student, Reflection, 5 November 2014)

Interestingly, it was found that students did not collaboratively help each
other much to comprehend texts through the use of reading strategies. In Stage 5:
Reflection, only a small number of students mentioned that their English reading
ability had increased from the wrap-up activity and feedback given by the teacher

research.

To ensure the results of the quantitative data, the findings of the students’
reflections were used to triangulate with the results of the quantitative data. Based
on their reflections, students thought that their English reading ability had improved

greatly. Further findings were also discovered from the reflections as follows:
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1. In the preparing stage, students reflected that the warm-up activities (such
as games and VDO clips) in Activity 1: Exploring my culture and their culture were
enjoyable, engaging, and interactive. In turn, they believed that their English reading
ability was improved. They also thought that the reading strategies of scanning,
skimming, and predicting vocabulary from contexts, which were taught explicitly in

Activity 2: Linking words to the world helped them with their improvements.

2. In the researching stage, students reflected that they used and applied the
reading strategies, especially scanning, skimming, and predicting vocabulary from

contexts to help them when searching for information to complete individual tasks.

3. Students agreed that the teacher-student conference was a fundamental
key in their improvement of English reading ability. Students felt more confident to

read than before due to the guidance of the teacher researcher.
4. Students did not collaborate with each other greatly to comprehend texts.

5. Peer feedback in the reflection stage was not recognized by the students

in terms of helping them to improve their English reading ability.

4.2 Results of Research Question 2

To what extent does Project-based Reading Instruction enhance intercultural

communicative competence of undergraduate students?

This question aimed to investigate the effects of Project-based Reading
Instruction on students’ intercultural communicative competence. The hypothesis
given to this question was that students’ intercultural communicative competence
would be increased after using the Project-based Reading Instruction. This hypothesis
was accepted after the implementation by means of descriptive statistics (means/SD)
and paired sample t-test. The two research instruments employed for this question
and objective were (a) Intercultural communicative competence test (including the
two instruments of (i) the intercultural knowledge-based test and (ii) the intercultural

attitudes and skills inventory) and (b) the project-based reading portfolio rubric.
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4.2.1 Quantitative findings

The results of the pre-and post-test scores of students’ intercultural
communicative competence and the final scores of students’ project-based reading
portfolio rubric were analyzed after the implementation by means of descriptive

statistics (means/SD), and paired sample t-test as shown in Table 19-21.

Table 19: Comparison between the Mean of Pre-and Post- Intercultural

Knowledge -based Test Scores Before and After Employing PRI (n = 32)

Test Score Min  Max X S.D. t Sig.

Pre-Intercultural Knowledge 30 9.00 20.00 1387 264 4.72* 0.000

Post-Intercultural Knowledge 30 10.00 23.00 16.75 3.35

* p< 0.05

Table 19 shows that the mean pre-test score of students’ intercultural
knowledge was 13.87, while the mean post-test score was 16.75. The test suggested
that the t-statistic was significant at the 0.05 critical alpha level, t = 4.72, p = 0.000.
This result indicates that students’ post-test scores of the intercultural knowledge

were significantly higher than their pre-test scores after using the PRI model.

Table 20: Comparison between the Means of Pre-and Post-Intercultural

Attitudes Test Scores Before and After Employing PRI (n = 32)

Test Score Min  Max X S.D. t Sig.
Pre-Intercultural Attitudes 80 50.00 79.00 65.78 7.30 4.28* 0.000
Post-Intercultural Attitudes 80 56.00 80.00 69.50 6.97

* p< 0.05

Table 20 reveals that the mean pre-test score of students’ intercultural
attitudes was 65.78, while its mean post-test score was 69.50. The test suggested
that the t-statistic was statistically significant at the 0.05 critical alpha level, t = 4.28,

p = 0.000. This result indicates that students’ post-test scores of intercultural
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attitudes of openness and curiosity were significantly higher than their pre-test scores

after employing PRI.

Table 21: Comparison between the Means of Pre-and Post- Intercultural Skills

Test Scores Before and After Employing PRI (n=32)

Test Score Min  Max X S.D. t Sig.
Pre-Intercultural Skills 70 31.00 70.00 5150 7.68 6.02* 0.000
Post-Intercultural Skills 70 47.00 70.00 57.31 6.17

* p< 0.05

Table 21 reveals that the mean pre-test score of students’ intercultural skills
was 51.50 while the mean post-test score was 57.31. The test suggested that the
t-statistic was significant at the 0.05 critical alpha level, t = 6.02, p = 0.000. This
indicates that the post-test scores of students’ intercultural skills of discovery and
interaction were significantly higher than their pre-test scores after the
implementation of PRI.

Besides employing the intercultural communicative competence test, the
effectiveness of PRI on students’ intercultural communicative competence was also
considered by using the Project-based reading portfolio rubric which can be shown in
Table 22.

Table 22: The Mean Scores of Project-based Reading Portfolio Rubric (n = 32)

Portfolio Rubric Score Min Max X S.D.

Portfolio rubric 100 57.50 99.00 79.42 9.43

Table 22 reveals the results of the students’ portfolio rubric. After completing
the entire project, students’ scores based on the four criteria of organization,
knowledge, group work, and reflections, were calculated. The minimum score of the

rubric was 57.50, while the maximum score was 99.00. The mean final score was
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79.42. These results indicated that, overall, the students’ intercultural
communicative competence (in all aspects of intercultural knowledge, attitudes, and
skills) had increased greatly.

4.2.2 Qualitative findings

Qualitative data obtained from students’ reflections revealed similar results in
that students’ intercultural communicative competence was enhanced. Twenty-one
students out of 32 reflected that their intercultural communicative competence was
better than before. All of them stated that they had gained more knowledge about
various cultures. A great number of students believed that their intercultural
communicative competence had increased. Through gaining cultural knowledge,
almost all students believed that they had improved their skills of researching
cultural information, while some students believed that their communication skills
were enhanced.

The aforementioned achievement can be explained through the learning
process. In the PRI process, students engaged in the project-based reading instruction
tasks, which helped them to improve their intercultural communicative competence.
It was found that almost all students had gained intercultural knowledge mostly
from the activities in the preparing stage, researching stage, and producing stage. As
for intercultural attitudes, students developed positive attitudes toward other
cultures from the activities in the researching stage and analyzing stage. As for
intercultural skills, it was found that students seemed to develop their researching
skill in the analyzing stage and develop their interaction skill through activities in the

researching stages. Further explanations and evidence are revealed as follows:

In Stage 1: Prepare, students reflected in their essays that their intercultural
knowledge had increased. They gained deeper knowledge of their target cultures in
various aspects such as festivals and celebrations, patterns of behavior and verbal
and non-verbal communication, and stereotypes through enjoyable PRI activities that
required students to interact with the texts. During Activity 1: Exploring my culture,
students engaged in interactive games and activities such as guessing festivals and

celebrations through images in Unit 1, identifying interesting and surprising aspects of
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behavior shown by native English speakers in a movie clip in Unit 2, or matching
names of countries with their stereotypes in Unit 3. These activities helped students
to gain and understand more about cultural facts of various cultures through reading
culturally-embedded texts and the teacher researcher’s explanations. This can be

supported by a reflection of one student who stated.

“lasusimnsssuvesrrasuamiuegied Tudrueeg wu ieany msinne
N155UYsenINemIT iudu vilils s ssudsaaa 990 Warm-up activity

mbiislinSeniSeuaynuin”
(Translation)

“I eained more cultural knowledge of French people such as greeting and

eating etiquette through the warm-up activity. It was very enjoyable.”

(Female student, Reflection, 5 November 2014)

In Stage 2: Research, students reflected that they had gained intercultural
knowledge, attitudes, and skills. It was discovered that students had gained their
international knowledge from Activity 3: Reading for Comprehension and Activity 4:
Being a Cultural Detective. In the former activity, students learned more about other
cultures from the teacher researcher’s culturally-embedded reading materials. They
also expanded their intercultural knowledge from exploring written materials outside
of the classroom. Through recommended reading resources for exploring other
cultures and guided questions, students were able to complete their individual tasks.
As for intercultural skills, students reflected that they had improved their research
skills. They had to search extensively for cultural information and critically analyze it
in different cultural aspects based on the teacher researcher’s guideline information.
As the course proceeded, students tended to improve this skill. Some of them
reflected that their communication with foreigners had improved. The evidence to
support these statements can be viewed as follows:

“laginmsauaimdeya uazrindrle uasrhuniluande nsauaim

g
a

doya i lamdeyariu ililsidnnuginudu”
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(Translation)

“I used skills of searching for information and comprehension to complete

our project. Searching for information made us increase our knowledge.”

(Female student, Reflection, 5 November 2014)

“..Fom19ATY audenaTu lindanvseneiusss lireeiniouad”

9

(Translation)

“Communication was better. My accent was better. | was not afraid of

communicating with foreigners anymore”

(Female student, Reflection, 5 November 2014)

18/

“Aonguuyidensuinadnians AemaunsnneuaususeuIvinylisosls

v

=

Aeatuusemaiiag inselavieingu uasrlidesinyuiginudsaneil Julg

§979399 Ud2 19I7IRINUAA LTI
(Translation)

“Our group decided to do project about Italy. At the beginning, | did not
know anything about it. Because of working in a group with my friends, |
knew more about the country and realized that there were some

similarities between Italian and Thai cultures.”

(Female student, Reflection, 5 November 2014)

In Stage 3: Analyze, it was found that students developed their intercultural
attitudes and skills. In Activity 5: Sharing with the group and Activity 6: Investigating
cultural differences, students tended to better understand about other cultures from
sharing their individual findings with their groups to confirm for accuracy and
analyzing similarities and differences between their findings of the target cultures and

their own culture. From engaging with their groups, they seemed to develop positive
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attitudes. This also led to real-life application. Some evidence of the findings is

shown below.

“ananiddalaluSeuisuinusssudunuinsssusaes dutulseleviuing
wsrwmemimmilenmalaluseUssmenaglousslovdamaiusvesias s
W9 fe”

(Translation)

“Besides comparing my culture with other cultures, which was very
beneficial, | can perhaps use the knowledge | have learned in the future if

| have the chance to visit other cultures”

(Male student, Reflection, 5 November 2014)

“lgpamsinmeniasieg vesdniad daundidseiuusssuvesssmatil H3an77
Ussimaidlaiinisdnmaniauazaudniasiuile FaunanssuluiueeNaunau 1

Usesiula”
(Translation)

“I learned more about Italian festivals. | had positive attitudes toward
Italian culture. | was impressed to learn that Italians participated in their

festivals and celebrations collaboratively.”

(Female student, Medium level, Reflection, 5 November 2014)

In Stage 4: Produce, it was revealed that students were enthusiastic to
present their summary to the class. However, they were all very nervous to present
their first mini-project it in front of the classroom for the first time. In this stage, the
majority of students wrote that they learned more about other cultures from their

friends’ presentations. This can be supported by the reflection of one student below.

“laginusssuneg Hunegrusdiluy TuiouSeunladiioug unanied

TsTsugInuUssnadug an 8siliisudlalauingey”
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(Translation)

“I learned more about different cultures, besides my target culture, from
other groups who presented the findings of their target cultures. It made

me understand about other cultures even more than before.”

(Female student, Reflection, 5 November 2014)

As for Stage 5: Reflection, only a few students mentioned that their
intercultural communicative competence had increased solely from the wrap-up
activity and feedback given by the teacher researcher. They did not mention that
peer feedback had helped them to improve their intercultural communicative

competence.

To ensure the results of the quantitative data, the findings of the students’
reflections were used to triangulate with the results of the quantitative data. The
reflections revealed that their intercultural communicative competence had
increased greatly. Interestingly, all students thought that their intercultural
knowledge had increased tremendously. However, almost all students believed that
they had gained intercultural skills and followed by intercultural attitudes. These
findings were slightly different from the quantitative results, which revealed that
students had gained intercultural skills the most, followed by intercultural
knowledge and attitudes. Further findings were also discovered from the reflections

as summarized below:

1. In Stage 1: Prepare, students reflected that they had gained deeper
knowledge of their target cultures in various aspects, namely festivals and
celebrations, patterns of behavior and verbal and non-verbal communication, and
stereotypes through enjoyable PRI activities that required students to engage in
playing games and reading materials which involved intercultural knowledge,

attitudes, and skills.

2. In Stage 2: Research, students reflected that they had expanded their

intercultural knowledge through learning and reading culturally-embedded texts in
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the classroom and exploring written materials outside of the classroom. Through
analyzing and interacting with foreigners, they had gained intercultural skills and

attitudes.

3. In Stage 3: Analyze, it was found that students developed their

intercultural attitudes and skills through collaboration.

4. In Stage 4: Produce, students reflected that their intercultural knowledge

was acquired from their friends’ presentations.

5. In Stage 5: Reflection, feedback from the teacher researcher helped them
to improve their intercultural communicative competence. However, peer feedback
was not recognized by the students in terms of helping them to improve their

intercultural communicative competence.

6. The majority of students reflected that the teacher-researcher conference
was important to their learning process and it helped to improve their intercultural

communicative competence.

4.3 Results of Research Question 3

Is there a correlation between students’ English reading ability and their

intercultural communicative competence?

This question aimed to study the correlation between students’ English
reading ability and their intercultural communicative competence. The hypothesis
given to this question was that there was a correlation between students’ English
reading ability and their intercultural communicative competence. This hypothesis
was partially accepted. Table 23 reveals the results of correlation between students’
English reading ability and intercultural communicative competence after the PRI

implementation using Pearson’s product-moment correlation coefficients.
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Table 23: Correlation between students’ English Reading Ability and

Intercultural Communicative Competence (n=32)

Intercultural Communicative Competence

Intercultural Intercultural Intercultural
Knowledge Attitudes Skills
English Reading Ability 0.41* 0.42* 0.30

* p< 0.05

The result in Table 23 reveals the positive result of the correlation between
the post-test scores of the English reading ability test and the intercultural
communicative competence test. In particular, it was found that there was a
significant correlation between students’ mean scores of the English reading ability
test and intercultural knowledge-based test of 0.41. The post-test scores of the
English reading ability test and the intercultural attitudes test also yielded a
significant correlation of 0.42 (p = 0.05). However, the mean scores of the English

reading ability test were moderately correlated to the intercultural skills test.

Based on the aforementioned findings, it can be concluded that students
who gained higher scores in the English reading ability test were more likely to
receive higher scores in the intercultural knowledge-based test and the scores in the
intercultural attitudes through the PRI implementation. Similarly, those students who
received lower post-test scores in the English reading ability test were more likely to
receive lower scores in the post-intercultural knowledge-based test and the scores of
the intercultural attitudes and skills inventory (specifically the intercultural attitudes

scores) caused by the PRI implementation.
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4.4 Results of Research Question 4

What are the opinions of the students toward the Project-based Reading

Instruction?

The final research question aimed to explore students’ opinions of Project-
based Reading Instruction. Supporting evidence was obtained to show statistical
fisures and describe students’ opinions of PRI in regard to four domains, namely
classroom management, classroom activities, instructional materials, and assessment
and evaluation. The two research instruments employed to gather the quantitative
and qualitative data were the Project-based Reading Instruction Questionnaire and
Project-based Reading Instruction Interview Protocol, respectively. The quantitative
data were collected right after the PRI implementation and followed by the

qualitative data.
4.4.1 Quantitative data

Students’ opinions of PRI obtained from the Project-based Reading Instruction
Questionnaire were analyzed and summarized in four main parts, which can be

shown in Table 24.

Table 24: Students’ Opinions of Project-based Reading Instruction

Domain Mean S.D. Meaning

1. Classroom management employing PRI 4.18 0.77 High

1.1 English Reading Ability 4.00 0.83 High

1.2 Intercultural Communicative Competence 4.41 0.68 High

1.3 Project work 4.33 0.74 High

2. Classroom activities 4.31 0.69 High

2.1 Activities of all units 4.38 0.66 High
2.2 Stages of PRI

2.2.1 Prepare 4.42 0.63 High

2.2.2 Research 4.29 0.66 High

2.2.3 Analyze 4.29 0.81 High

2.2.4 Produce 4.27 0.68 High
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2.2.5 Reflect 4.25 0.73 High
3. Instructional materials 4.25 0.67 High
4. Assessment and evaluation 4.35 0.66 High
Overall result 4.27 0.71 High

(1.00-1.05 = very low; 1.51-2.50 = low; 2.51-3.50 = moderate; 3.51-4.50 = high;
4.51-5.00 = very high)

Overall, the questionnaire results show the mean score at the high level of
4.27. The preparing stage was rated the highest, followed by classroom management
of intercultural communicative competence and activities of the three units (Means
of 4.42, 4.41, and 4.38, respectively). When considering each item (See Appendix X),
three items that were rated very high include students’ curiosity to various cultures,
positive effects of the preparing stage on English reading ability and intercultural
communicative competence caused by the teacher scaffolding, and openness to
cultural differences (1.2.2, 2.2.1.4, and 1.2.3, respectively) with means of 4.62, 4.59,
and 4.53, respectively. Among all these items, however, comprehending texts by
using the reading strategies for making comparisons and drawing conclusions (1.1.5
and 1.1.6, respectively) were rated the lowest with means of 3.75 and 3.78,

respectively.
4.4.2 Qualitative data

Qualitative findings were derived from open-ended questions as part of the
Project-based Reading Instruction Questionnaire and the semi-structured interviews.

The findings are revealed as follows:
4.4.2.1 Open-ended questions

Students’ responses from the open-ended question section were
employed to analyze the opinions of the students toward the PRI after they had
completed their final project. Nineteen students out of 32 responded to three
statements which attempted to elicit personal opinions of their likes and dislikes

about the PRI and additional comments they had. Most of them provided a short
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sentence for some of the questions. The result of the open-ended questions was

analyzed by the ATLAS.ti 7 (trial) Program as revealed below.

1. Students agreed that they liked the course in different ways,
namely teacher scaffolding, increased intercultural knowledge, and increased English
reading ability, respectively. Thirteen students out of 19 believed that the teacher
researcher was very supportive. All of them stated that they liked that fact that the
teacher researcher was understanding and always followed up on their work. One
student mentioned that the teacher-student conferences were helpful to him
because he understood the tasks better than before. It was also found that they had
gained intercultural knowledge tremendously. Some of them asserted that they had
learned more factual cultural information of various cultures, and consequently they
understood about others better. Finally, they stated that they liked the PRI because
it helped them to improve their English reading ability. Some of them mentioned
that their reading strategies had increased and thus they could comprehend texts
“more effectively than when they studied in the conventional classroom

environment.”

2. It was found that work overload was the downside of the PRI.
Several students agreed that there were too many assignments. However, they did
not clearly state if this drawback effected their English reading ability and
intercultural communicative competence. In addition, some students revealed that

the speed of instruction and the worksheets overload were the weaknesses of PRI.

3. Some students suggested that the PRI class emphasized more on
the communication skills than on writing reports. They also commented that they
would like other English courses to implement enjoyable and interactive activities as

they did in the PRI class.
4.4.2.2 The semi-structured interviews

A semi-structured interview protocol was employed to elicit in-depth
information in addition to the questionnaires concerning students’ opinions of PRI.

There were three interviews of two students who possessed a similar level of English



163

reading instruction based on their post- test scores in the English reading ability test.
It was found that focus- group interviews allowed students to contribute more
extensive feedback than the one-on-one interview techniques. When employing
focus-group interviews, it was also essential that the interviewees in the groups were
at the same level of English proficiency, so that high achievers would not dominate
the lower achievers. Therefore, the 32 PRI students were randomly selected based
on their post-test scores in the English reading ability test. This gave three group
interviews of low, medium, and high achievers. The interviews for each group were
conducted in Thai for approximately 20 minutes. The results of the focus-group
interviews, which were analyzed by the ATLAS.ti 7 (trial) program, revealed more
positive than negative opinions of PRI in various aspects based on the frequency of
students’ responses. On the positive opinions, students’ opinions of PRI are

described in four domains, which were aligned with the questionnaire, as follows:

1. Classroom management employing PRI

Based on the three interviews, all students indicated that PRI helped
to increase their English reading ability (especially vocabulary, skimming and scanning
strategies), intercultural communicative competence (especially intercultural
knowledge, curiosity, and openness), and motivation. For intercultural
communicative competence, the qualitative analysis showed similar findings to the
quantitative analysis of the questionnaire (See Tables 19-21). According to both
results, most of the students were curious about other cultures and became open to
cultural diversity. Students’ motivation to learn and improve their English skills and
intercultural communicative competence was increased, particularly for medium and

high achievers. This can be confirmed from the statements below.
1.1 Increased English reading ability

The achievers of all levels (low, medium, and high) provided positive

opinions regarding their English reading ability after learning through PRI as follows:
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Group interview 1

In an interview with the low achievers, they revealed that their
skimming and scanning strategies were improved. They also revealed that they had
made progress in their English reading.

“gfunwal: Aniniseruvesinesiiuldedisuiunousou

¥
= U

UnAnY A uas B: ATuAy

Unfinw A: nagvsniseay Skimming Scanning suvilvimumiamouls
Saiiign Fenydliinginnou aeuusniimey wyiusenuden mmmey
ozl37lsi§ vilaiviumensuuueenininn wevai) neudeu midterm myly
sinweil mameuiay wylsideserumunuds uazydna1 vialinsesnide

NI VOINYATUAIE”
(Translation)

“Interviewer: Do you think your reading ability is now better than it

was before taking the course?

Student A and B: Yes. It is better than it was before taking the

course.

Student A: Skimming and scanning strategies helped me to find
answers faster. Before the course, | never knew about these strategies,
I read everything to answer questions and could not finish it in time,
so | failed. After the mid-term exam, | used these strategies to answer
the questions. | did not have to read everything. | also think that my

pronunciation and speaking skills are better.”

(Female low achiever students A and B, Interview, 18 November 2014)
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Group interview 2

Similar opinions were also revealed by the medium achievers who
stated that their English reading ability had increased compared to their previous
English courses.

y v
ST e

“gasnrval: AnInIseIuvesduesndulsdleisununeusey

unfinw D: ARz
unfinw C: wyganiteudnlalafvu uazanindu

(Translation)

“Interviewer: Do you think your reading ability is now better than it

was before taking the course?
Student D: Better.

Student C: | feel that | can now comprehend texts better than

before.”

(Female medium achiever students C and D, Interview, 18 November 2014)

Group interview 3

The high achievers of English reading ability also revealed that English
reading strategies helped them to comprehend texts more effectively. Surprisingly, it
was discovered that the students had learned or heard of English reading strategies
for the first time from the PRI class. The skills that they found beneficial were

skimming, scanning, and predicting vocabulary from contexts.
“fauntwal: Aniniservesinesvuledemisununousey

Undnw F: 91nmeunsma lula3 Skimming Scanning o¢lsiae Aalisorls
e Ao udeuas wanaiSeuluuad Auassr suidisluzuad i
aunsoglavndaiag lU ve mumaniionnisdueneguzasu AaaTusIIle

SUUULINTURUUDUAST”
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Un@nw E: Ansy aua1n1507uARaYs 15918 a0 dia91u uazns

P

DONLGLNAATUAIEAST
(Translation)

“Interviewer: Do you think your reading ability is now better than it

was before taking the course?

Student F: Before taking the pre-test, | never knew about skimming
and scanning strategies. | knew absolutely nothing. | only made

guesses. However, | now know that if | don’t know something, | can
look at the context based on what Ajarn taught us. | think that my

scores will surely increase.”

Student E: Yes. | think reading makes us understand what we read

more and helps us to pronounce words better.”

(Male high achiever students E and F, Interview, 18 November 2014)

Based on students’ opinions of PRI, it is clear that all students
believed that their English reading ability was increased significantly. Not only did
their reading ability increase, the high level students also added that, they could
pronounce words better. Surprisingly, they revealed that they had never known

about or used any reading strategies before taking this course.
1.2 Increased intercultural communicative competence

It was discovered that all of the students’ intercultural communicative
competence had increased based on the three interviews. They asserted that the PRI
activities played an important role in helping them to increase their intercultural
knowledge, attitudes, and skills. Most activities that facilitated their cultural learning
were from the stages of preparing, researching, analyzing, and producing. They
provided insightful opinions on their intercultural communicative competence after

learning through PRI as follows:
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Group interview 1

From the interview consisting of low achievers, it was found that their
intercultural communicative competence had been enhanced through interactive
activities such as role-play and group presentation. They also felt that they had
gained more confidence to perform in front of the class. This can be shown in the

following interview.

“gaunval: lutupeuvesmsiseusinsssudzaz dnfinwilalseuy

0 U INAYINU IS TSI DL UAUADUSIULA AN TIAIIUAINITAN I
INUTTSUYDIUNAN I T UAULE

unfnw A: axidlvieenluiinviuaswsiduausasngu viluawes nouusni
oonlu winowilue1arsehermilanlig uausieenlvuaniliginsneiun
Iy oM sinme torunnisnare n3euntIsh niuemIseslseeilay

uaIneanluuans viundouavasas daunans

v
N o o

gauntwal: ugalguvudaiuilmiamnuaiuisonsinnedes) sty

Sanisssulaid

ndnw A: flauzay

ihdne B: vililguanoen darmsilaundu”
(Translation)

“Interviewer: In the process of learning about cultures, what did you
learn from taking the course? Do you think your intercultural
communicative competence is now better than it was before taking

the course?

Student A: Yes. We were assigned to read and study outside, present
it to other groups, and make a poster. Before we did anything, the
instructor gave us a movie to watch. We then practiced our roles in
different situations such as greetings, and conversation during a party,

or dinner. Finally, we did the role-play. It was fun.
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Interviewer: From doing these activities, do you think you have

gained intercultural communicative competence?
Student A: Yes.

Student B: We had the chance to perform and become more

confident.”

(Female low achiever students A and B, Interview, 18 November 2014)

Group interview 2

The interview with the medium achievers also revealed similar results.
They additionally thought that their intercultural communicative competence could
be applicable for their future career in the tourism industry. The following interview
is revealed as evidence.

“gaunwal: dndnwldiseuseslsthadeivinmsssudadisuiunousey

UAIANTIAIINTIUI TN N TAUTTIUYDIUNAN AN I AULE
unfinw C: myrmylanaugnieiansssuuiniuny

unAnw D: inllourunz uaanangaieny iwsizeeldioluvinuniegi

nsveunegwalulueuinnnigns”
(Translation)

“Interviewer: What did you learn about cultures from taking the
course? And, do you think your intercultural communicative

competence is better than before?

Students C: | think my intercultural communicative competence has

increased.

Students D: Likewise. It is important because we can apply it to our

future career in the tourism industry.”

(Female medium achiever students C and D, Interview, 18 November 2014)
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Group interview 3

The interview with high achievers revealed their intercultural
knowledge had increased from the cultural findings presented by other group. This
helped to expand their knowledge about people from various cultures. The following

interview confirms this finding.

“gaunval: inAnwlalSeugoslsthangaivinusssundeieuiunouseu
UAIAAIIAIINAINITON N IRIUGTTHVEIINANIANINANY

a

Unfinw F: AN Iusssy ATuATy

infinw G: AU ImauTILiow unasAuNITaya InusTsULAaLUsNA
uad wou gl inusssuiis lumundea 1 la g wusssuduan

YDUNDUNDUTILYIDDNUINTITY”
(Translation)

“Interviewer: What did you learn about cultures from taking the
course? And, do you think your intercultural communicative

competence is better than before?
Student F: My cultural knowledge is better.

Student G: Yes. For example, everyone had to search for the cultural
information of their assigned country. When other groups presented
their country, | think we learned more about them, in addition to the

culture we searched and studied.”

(Male high achiever students F and G, Interview, 18 November 2014)

It is obvious to see that students from all levels felt that they had
gained intercultural communicative competence, especially cultural knowledge of
people from various countries. In addition, students from the low reading ability

group felt that the activities in class were fun and that they had gained confidence
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when interviewing foreigners. As for students from the medium reading ability group,

they recognized the importance of ICC for their career path.
1.3 Increased motivation

The students from the three focus-group interviews mentioned that
they became motivated to learn and improve their English skills and intercultural
communicative competence after learning through PRI activities in the stages of

researching and producing. This is shown in the statements below:
Group interview 1

According to the interview with the low achievers, it was found that
they became more motivated to learn and read about cultural facts of people from
different countries. They mentioned that the activities like reading the English
subtitles of a foreign movie allowed them to learn more about these behaviors, thus

they become more confident. This is shown in the statements below:
“gauntval: ... ugawiuiliisiauls lennwdinguiiaenuyintudy
wndnw A: loae laouneginuisesinnsssy ymluislanauanseonuint

unfnw B: indloudums vliis1ldgmis Ussimaiisiviuaan 1a3imusssy

YOSUSLUNANTIN)”
(Translation)

“Interviewer: ...so, did this teaching method motivate you to learn

more English outside of the classroom?

Student A: Yes. | read more cultural information and become more

confident.

Student B: Same for me. | watched more English movies, especially
about the country that we chose to work on. We learned more about

its culture.”

(Female low achiever students A and B, Interview, 5 November 2014)
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Group interview 2

The interview with the medium achievers revealed that they became
motivated by the interview activity. After interviewing a foreigner from their target
culture, they discovered that their communicative competence was better than they
had previously thought. This helped them to gain more confidence and encouraged

them to interact more often with foreigners. This is shown in the statements below:

“gauntwal: An13snsnervrsdinaeuiey oulnuliuselevillaun

v = o/ & a.‘/ 1 Ql‘ 1 a U %
UnAnw C: nsluaun walalsiny iws1za1niiluingAnienuesaluisaisesn
nivorlses 9y wolv s InaIITIREUIAlYLE 151850 Yy

1599
n@nw D: v lis1nartumy uazeenlvilain1ualduelsiuIndu”
(Translation)

“Interviewer: Which part of instructor’s teaching method was most

beneficial to you?

Student C: Interviewing foreigners. | never thought that | would be
able to listen and comprehend them. But once | did it, | was able to

comprehend and interact with them.

Student D: It made us become more confident. | want to interview

foreigners more often.”

(Female medium achiever students C and D, Interview, 5 November 2014)

Group interview 3

Hish achiever students agreed that their motivation had increased.
One of them attempted to read and learn more through watching movies. This is

shown in the statements below:
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“gauntwal: . .uaimsaeuuuudvililsiaulaseun19193ngwesuInFusle

o = = = a o & & o Ao P
Unfinw F: Auntue3eg asu Aduvuludonids 7l sound track 119074
Asy wanlulamazlsaruiuduuiniig swsiziideiaay 191814 A

ATOUAQILA?
UnAnw E: iillounuasy”
(Translation)

“Interviewer: ...so, did this teaching method motivate you to learn

more English?

Student F: Immensely. | bought movies to watch with an English
sound track, but | did not search more information. The instructor and
the texts we read for the project had already covered the culture we

wanted to know about.
Student E: Likewise.”

(Male high achiever students E and F, Interview, 5 November 2014)

Based on students’ opinions, it is clearly shown that students were
motivated to learn and engage in challenging tasks like interviewing foreigners in
English. The low and medium achievers became more motivated to learn, read, and
participate in the classroom activities to complete their project. These students felt
that they had increased their ability to read, listen, and speak. The high achievers
became more motivated to master their English skills on their own, outside the

classroom.

2. Classroom activities

Students from the three focus-group interviews all agreed that the PRI
activities in all stages helped to increase their English reading ability, intercultural
communicative competence and project work. Based on the analysis of the three

interviews, the following factors, which were embedded in the PRI activities, were
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most valued by the students: (1) teacher scaffolding, (2) collaborative learning, and

(3) real-life application. These findings can be shown in the following statements.

2.1 Teacher scaffolding

Based on the three interviews, it was discovered that all achievers
agreed that the teacher scaffolding was a key role in their English reading ability and
intercultural communicative competence. Students mentioned that they had been
supported by the teacher researcher in all of the PRI stages, which is described as

follows:
Group interview 1

It was found that both low achievers agreed that teacher scaffolding
played a key role in their English reading ability and intercultural communicative
competence. The students asserted that the teacher researcher actually helped
them in all PRI stages. For example, in the research stage and analyze stage, students
participated in the teacher-student conferences. These conferences involved
discussion between the teacher researcher and students. In the conferences,
students were required to bring their individual tasks and the products of the
mini-projects with them, so that the teacher researcher could provide them with

feedback and guidance for improvement. This is shown in the statements below:

“gauntval; . .us15enINAiUTIUIgUSENINNISTOUMUYSTIUN (AD
079758 8unamiiasiunsylUsieauuuil Suuane iy uaiveusuln

4NN

Undnw A: dunenesuinay Aelusiaaidey dndnwlaugunuinndy uaa
UUUIITOUNNT9I19158 08U 993 408 b3IVIDNINUAULA QLUUT)
019756al9a10n 77 wegusenulumsdouvuides Akuvuar sulmilule 7

#1149 w1 orwrsdlalaunaulasa el lulalyie 061939
(Translation)

“Interviewer: ...When comparing the traditional teaching method,

where the instructor stands in front of the class to give lectures, with
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PRI, how do you think they differ? and which method do you like the

most?

Student A: They are different because with PRI students had more
opportunity to practice. The instructor also made appointments with
us to follow up on our progress. | felt that the instructor was more
supportive. When learning from textbooks, instructors do not seem to
care about the students whether or not we understand what we

have learned.”

(Female lower achiever student A, Interview, 18 November 2014)

Group interview 2

In the interview with the medium achievers, the findings revealed that
students had gained their English reading ability through the activities in the stages of
prepare, research, and analyze, which had provided teacher-student conferences. In
the first stage, in Activity 2: Linking words to the world, explicit reading strategies
were taught and modeled by the teacher researcher. The teacher researcher made a
great effort to make sure that students understood what the English reading
strategies were and how to apply them to their reading practices inside and outside

of the classroom. This is reflected in the interview below:

“gauntval: . uaguiueels n1sFeuuvul 999158910350 9506
oeily nrsgeueels

Unfinw D: 35n71550un3eny S1msUnyuzag nyAvLIAIANYINoY a3
979158992 UaNT1IENITOMADUTUVINA T UL AOLDIUNINTYUDET 77
e wisludhle eelseeeilnziaunans”

(Translation)

“Interviewer: ...so, how was this teaching method? How did the

instructor begin teaching?
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Student D: Teaching method? For me, | normally guessed the
meaning of the words | did not know. The instructor then taught me
what to do when we started reading. She often asked us whether we

understood what she had taught. It was fun.”

(Female medium achiever student D, Interview 18 November 2014)

Group interview 3

The high achievers mentioned that the teacher scaffolding in the
stages of research and analyze helped them with their English reading ability. In the
teacher-student conference sessions provided in these stages, students always
consulted the teacher researcher on their reading strategies. This is shown in the

following statements.

v
N =F 4

“gaunval: n9vieunguyiliniseuatutelens

Unfinw1 E: ARsy... 919158nvzdnvszyunaan viasnylusionae ey
Asu DinUSnwieuegnidizasy i99AUSnyauivensdnaen lugalm

1599USnw9197580a00 1 linIe1uTIaTY”
(Translation)

“Interviewer: Did collaborative group work help improve your

reading?

Student E: Yes. | think the more we read, then the more we
understood, and it helped us to pronounce words better. For
example, the instructor would always make appointments for
consultations and follow-ups with us. We asked her how to
pronounce unfamiliar words and we consulted with her often, which

resulted in the improvement of our reading ability.”

(Male high achiever student E, Interview, 18 November 2014)
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It is evident that students from all levels thought that teacher
scaffolding had a substantial influence on their learning outcomes, especially their
reading ability. Students most valued the support they gained from the teacher
researcher through the teacher-student conferences. They felt that the teacher was

very attentive, helpful, and inquisitive about their learning and progress.

2.2 Collaborative learning

Collaborative learning was valued by almost all students from the
interviews. Students’ responses appeared to be along similar lines in that they
seemed to improve their intercultural knowledge from their peers when working on
Activity 5: Sharing with the group and Activity 6: Investigating cultural differences in

the analyzing stage. Students’ opinions are shown as follows:
Group interview 1

It was indicated that the low achievers had gained more intercultural
knowledge through sharing with their groups in Activity 5: Sharing with the group.
They preferred working in groups because they could interact with their friends in the
group and consult with them when they encountered problems. Thus, they could
brainstorm to complete their project. This can be seen in Activity 6: Investigating
cultural differences when they had to help each other to analyze individual tasks.

Students’ statements are revealed as follows:
“gauntval: ..uauseunguiviieusIveusly Jlywes sy

Unfinw A: §91UnguAy WUUIAUALITUT SUALST D118 AR

AEgN ImenaaIm3ian Aveunlunsidunnau inrzaundny oe9nekuY
unazaslinauiuLUUlRE

unfinw B: ngunyliliideymesls vyvevaungundeuny inszila

#80Y [AUSHIITUIALUY 1911 IUAN YDA RS ALLIMUIAY A laaeluly

91UN9197581%597”
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(Translation)

“Interviewer: ...so, did you like working with friends? Were there any

obstacles?
Student A: | preferred group work. | was shy when working alone

I would get nervous when | had to present in English by myself. | like
presenting with friends in the group because it was enjoyable and |

was interacting with them in the role play.”

Student B: We did not have any problems in our group. | like group
work because we helped and discussed with each other. We

brainstormed and consolidated the tasks to complete the project.”

(Female low achiever students A and B, Interview, 18 November 2014)

Group interview 2

Similarly, the medium achievers believed that their tasks and mini-
projects were accomplished through collaboration and that they had also learned
and ecained intercultural knowledge through peer scaffolding during group discussions

provided in Activity 5: Sharing with the group.
“fauntval: . usrvevtunaulvuniniign

unfnw D: woukaalwiAmnssusuduiunguey wyldlsous Tansssy

ouguIndu anilalyinnuziuneuislidnenguiuluiouseu

Unfnw1 C: MyvaurNIuNguay iNTIzndeukuyI) A1INARkIazAul
wdoumilavzag Auvumdounssaruanmi Alamilounuimaregauan

ovlsiut uazlalSeuzoiniouse
(Translation)
“Interviewer: ...so, which step did you like the most?

Student D: | liked it when we worked in groups. | learned more about

other cultures from my friends during group discussions.
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Student C: | like working in groups because we shared different views
among friends. We knew what others thought about and learn from

them too.”

(Female medium achiever students C and D, Interview, 18 November 2014)

Group interview 3

In this interview, the students who were higher achievers seemed to
have different opinions towards collaborative learning. One student stated that he
liked working collaboratively with this group and gained more cultural information
from his group members; whereas, the other student asserted that he did not like
working in groups because he thought it was more troublesome and time consuming
when compiling others’” work which took longer time to reach consensus. The

statements below reveal the findings.
“gaunrval: Anseslsiuismsseunuul veuluveumsivesls

Unfnw F: ... agvesngurslieeanside... iviteyauned Akeniuiiou
U uduenngiunmsaiuniowan... [alseusainiiiouinmteyas 1989
vInluy uaglaiseusinenuinusssuivainvale lnglidesiinwinagiues

nanuailiis lalSeuzanniinisieIsIsdnn

unfnw E: Aliinsevouinlngasy ms1zimamiituunguiiuiosiosls
figaenninda mavieunguiiuvatenwan HiAsenuiu niessutoya
A lomsvindgaidezaiu Aosazninuaindoyaiilaides Sufzlamuge
ildursiules daiemutughoeina”

(Translation)

“Interviewer: What do you think about this teaching method? Did you
like or dislike it? Why?

Student F: our group studied Australia...we searched for information
individually. We then compared the information we had found...I

learned the sources of reference and a variety of cultural information
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from my friends without having to learn everything by myself. |

learned more from them than from lectures.”

Student E: | didn’t like working in groups much because | found it
troublesome as there were many ideas involved. Some group
members were lazy and selfish. Sometimes, it took too much time to
compile work from others. Individual work was convenient, but |
could not share my ideas with others. | think perhaps working in pairs

is better.”

(Male high achiever students E and F, Interview, 18 November 2014)

Evidently, almost all students liked group work and felt that it was fun
to work with friends. They also learned from their friends in the group. They believed
that they could complete the project through practicing and doing the tasks
together. During the learning process, most of the students felt that they learned and
received support from their peers. The low achievers appeared to gain benefits from
their peers in asking questions from them when encountering problems and
obstacles. The medium achievers thought that they could exchange ideas and build
more knowledge from them. The higher achievers felt that they could compare and
share information with their friends. However, one student stated that he disliked

working in groups and that working in pairs would perhaps be better.

2.3 Real-life applications

All students from the interviews believed that they could apply their
English reading strategies and intercultural knowledge, attitudes, and skills to real-life
situations. The use of real-life application can be found in Activity 2: Linking words to
the world and Activity 4: Being a cultural detective. The statements below reveal

students’ opinions.
Group interview 1

In this group, the low achiever believed that they had applied their

intercultural skills of interaction when they had interviewed foreigners. They thought
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that they could use the intercultural knowledge and skills, which they had gained in

the classroom, outside the classroom. This statement is shown below:
“gauntval: udatunouiammiomn vouseulusiniian
unfinw A: seurilaseanungiusiazszma udaflaeenu suntvalisny
saningladudanseg Ay lulvuaveuseow”
(Translation)

“Interviewer: From all the steps you have described, which step did

you like most?

Student A: | liked working in a group to learn about each country.
Then, we interviewed foreigners. | feel that we learned from hands-on

experience, not just in the classroom.”

(Female low achiever students A, Interview, 18 November 2014)

Group interview 2

The medium achievers in this group, believed that they could apply
the English reading strategies that they had learned from Activity 2: Linking words to
the world to other courses that were taught in Thai. The statement below is shown

as evidence of this finding.
“gaunrval: . .ususeuneiunIseI e193divIaeuaeals auyd dised
Nw19nguuIee ey uanTioulizizeuas duidimeinoslslilyioiuy
1599079
Undnw C: 9797158Aa0uil skim scan Ale1u9I5 997U

UnAnw D: sudneuAInIulidle sauusn Aueiudnsevils Aveausy

unanw C: wanlalulesuimdumeluimniwileoniwilve”
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(Translation)

“Interviewer: ... about reading, how did the instructor teach you?
Assuming that you had to read English texts and you did not
understand a word, what are the techniques that helped you to

comprehend the texts?

Student C: The instructor taught us skimming and scanning strategies,

looking for specific information.

Student D: If we could not understand a text we were reading for the

first time, we read it again.
Student C: | also used these strategies with other subjects in Thai.”

(Female medium achiever students C and D, Interview 18 November 2014)

Group interview 3

A high achiever student in this group revealed that he could apply the
intercultural knowledge about patterns of behavior that he had learned from Activity
4: Being a cultural detective in the stage of research to his future career when he
would have to work with foreigners. He also thought that the intercultural attitudes
of being open would help him to understand foreigners better. His statement is

revealed below:
“gaunrval: . usmsaeuuuudvililsiaulaSeun1w19ingwesuindusle

unfnw E: daulaugasu Aouuudy islaly iolaviiuduausadsame
wndu fmliideanteyasieiuusssy Tusiiveslssetutudsyne
177 Gailmasvidailainasiiy vesusiaz i mssilnuAldiSsusanneuiinem
Joyaudeaiunsemaninui §e Aveiuuselevimalulunenaminug we

W ViaseEe MU 118N UINATY”
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(Translation)

“Interviewer: ...so, did this teaching method motivate you to learn

more English by yourself?

Student E: Yes. It is like...when we grow up, we tend to work more
with foreigners. We need to search for cultural information to find out
differences between other cultures and our culture, and the dos and
don’ts of each country. | learned this from researching outside of the
class while doing individual work. This will be very beneficial in the

future and makes me want to become better at English”

(Male high achiever student E, Interview, 18 November 2014)

Students in all three levels agreed that they could apply what they
had learned in class to real-life situations. However, the application of knowledge
and skills they had learned through the PRI class was at different levels. The lower
achievers thought about application on a small scale. That is, they applied the
knowledge and skills they learned in class to accomplish the outside class task of
interviewing foreigners. The medium achievers thought about application on a larger
scale by using the English reading strategies learned from the PRI class in other Thai
courses. The high achievers thought about application on an even larger scale
compared to the first two levels. That is, they thought that they would be able to

apply the knowledge and skills they had learned to a work situation after graduation.
3. Instructional materials

It was found that the PRI materials were stimulating and interactive.
Some students with the low, medium, and high achievements commented on the
PRI materials. They stated that the materials presented in Activity 1: Exploring my
culture and their cultures in the prepare stage and Activity 3: Reading for
comprehension in the research stage helped them to become more interested in
learning and created a relaxed environment. The descriptions below reveal their

opinions.
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Group interview 1

A low achiever in this interview revealed that the activity which
required her to identify patterns of behaviors of native English speakers in a VDO clip
helped her to gain more intercultural knowledge about her target culture and
prepared her for the group role play.

“fauntval dhinvuusihbiornsdimiiviude luienthianss

wiodemTIS UNTTOU”

dnfine A: AvAlienyraussaueemd efisldoenluanisiaedlsiis

sioag usnoumhiy e1915gkemianliig iy faelinmaeay azas

Naunims”

(Translation)

“Interviewer: Any other activities or materials you would like to

recommend the instructor to use?

Student A: Yes. Before doing our role play, we were required to read
English subtitles from a movie and watch their behaviors. The VDO

clip helped us a lot. We enjoyed it very much.”

(Female low achiever student A, Interview, 18 November 2014)

Group interview 2

The medium achiever in this group interview revealed that the
instructional materials utilized in class made the PRI class interesting and enjoyable.
She also added that the materials were suitable for the students, up-to-date, and
connected to the content in the teacher’s coursebook designed particularly for the

PRI class. The statement is shown below:

“gaunrval: nfAnvuziiliervrsdiyiniudude luinatuianssy

YIoaeA5I5UNITAOY”
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ndnw D: auad liees Jaen1saounvalnvareiugivsenavlunisaay
WU il ie3rdiiaula dienssuvivikeuraie dauiaulovaizunie
Wi iugaan unisalvilnauladeny uadaenmasdnunIsiSeusan)

Y

vIe9gAnIINaULINAY
(Translation)

“Interviewer: Any other activities or materials you would like to

recommend the instructor to use?

Student D: Everything was just right. Not too much. | liked the variety
of instructional materials that the course offered. It made this course
interesting. The activities made me feel relaxed. The materials were,
interesting and up-to-date, and compatible to us. They were also

relevant to the course content, which captivated our attention.”

(Female medium achiever student D, Interview, 18 November 2014)

Group interview 3

It was found that the high achievers enjoyed the vocabulary games in
Activity 1: Exploring my culture and their cultures and the culturally-embedded texts
in Activity 3: Reading for comprehension.

“gaunval: dnfinvuuzihldervsdiyiuiudude luirssituinssy

N30808713455UN1TTOU”

Unfinw E: voulilon o 1AgnuIniusssy sounungInumIany

unsusl ludliannsainuesls

unAnw F: Aluduzasu AanssuiiSeunsonun slesnunulumisde Favh

isana1m1597uTU”

(Translation)

“Interviewer: Any other activities or materials you would like to

recommend the instructor to use?
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Student E: | liked the content about other cultures, | also liked

vocabulary games. | would not have changed anything.

Student F: | would not want to change anything about the activities
which were already connected to the content in the book. This

helped me with my English reading ability”

(Male high achiever students E and F, Interview, 18 November 2014)

4, Assessment and evaluation

It was found that the students from the three groups formed two
perspectives of the PRI assessment and evaluation, namely 1) that it was clear and
effective, and 2) that they had a preference for teacher evaluation. The following

descriptions display students’ opinions on the evaluation and assessment using PRI.
4.1 Clear and effective evaluation

Students from the three group interviews revealed similar opinions as

follows:
Group interview 1

The discussion of the low achievers in this interview reveals that they
valued the assessments and evaluations because they thought they had become
aware of their own performance. Thus, they knew how much harder they needed to

work to perform better.

“gauntwal: Jorrsdlivsadudneclvieny nousey Insing nawma

uagUsssdiuaue dudegials

unfinw A: lvey neuSeumiow? vaaeunuzialaiseus) naaey

nwessutiuagialse

v
=

nAnw B: An16A lisileisiurnsusyudueeals a7y w3aly 59

MSeuneutniasyuusnilidoaduseiusunies”
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(Translation)

“Interviewer: You had to assess and evaluate yourself during the
course and there were pre-and post-tests, and final projects. What

did you think about these methods of assessment?

Student A: Yes. There was a pre-test which was used to evaluate our

knowledge and skills.

Student B: | think it was good. It made us realize if our performance
was good or not. It was different from my first year. We only learned

from books which was boring.”

(Female low achiever students A and B, Interview, 18 November 2014)

Group interview 2

Similar opinions were addressed by the medium achievers in this
group. Students agreed that the assessment and evaluation helped to improve their
performance. In addition, they also received guidance from the teacher researcher to

help them improve their weaknesses.

“gauntval: Jorvrsdlivsadudneslviens nousey Insing nama

uasUssiliuaug dudeesls

UnAnw C uae D: dAy

unfinw D: Aduzag nyldsnieanSeudiude ilueels ugre1975dive

asueniunlaly wylanunau winduienivsaeuliansuuadu vaswni;
guuUNaUFOU

unfnw C: 1oy wydlas d1desUsudse wiegaglshivmiunevasy”

(Translation)

“Interviewer: You had to assess and evaluate yourself during the

course and there were pre-and post-tests, and final projects. What

did you think about these methods of assessment?



187

Student D: | think it was good. | knew how [ did and if | had
performed better or not. The instructor helped to explain more about
things that | did not understand. After | knew the pre-test score, |

could review more, so that | could increase my scores.

Student C: Yes, me too. | knew what | must improve and what to

concentrate on in particular.”

(Female medium students C and D, Interview, 18 November 2014)

Group interview 3

Similar to the first two groups, students with medium achievement
asserted that they liked continuous assessment and evaluation because it made

them aware of their performance.
“gauntval nsrvidernrselivsaduiuedviony noudyy Iwsma Ina
W nsUssdusnesneulsydyy dufeegals
Undinw1 E: Guzay aulnznisiseusasniia) J9nIsiseuegseauln nay
Soudiliiteaeue1un1w18ingy uazn 1w lneieinuiausssunsy

o g o A s a o 9 v v & = =7
WnAnw F: AGAsU 919158 sudutos vhlssalaiiuans s

pehelsagunialy”
(Translation)

“Interviewer: You had to assess and evaluate yourself during the
course and there were pre-and post-tests, and final projects. What

did you think about these methods of assessment?

Student E: | think it was good. | knew my performance constantly. |
also knew the level of my ability. For example, before the course, we
had an English reading test and intercultural communicative

competence test in Thai.
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Student F: | like the fact that the instructor assessed us often, which

helped us to see how we had learned, and whether it was good or

»

not.

(Male high achiever students E and F, Interview, 18 November 2014)

4.2 Preference for teacher evaluation

It was found that students from the three interviews preferred teacher
evaluation to peer evaluation. In the stages of analyze and produce, students were
asked to evaluate each other’s individual tasks and mini-projects. Following a careful
design of having different peers to evaluate each other’s individual tasks and mini-
projects, students thought that teacher evaluation was more reliable. The following

statements reveal similar opinions of the preference for teacher evaluation.
Group interview 1

“gauntval: .. uaivoudeninsusadulnedues uazsieus aie 1ie7sed

Useiduanvisoiieudszidugna uuunniinu

UnAne A uas B: 919758UseluAY

Yo '

gauntwal: ingy

Unfinw1 B: 5120197136119 3100 31AE WIinyulinoyy”
(Translation)

“Interviewer: ...so, do you like self-assessment and peer-assessment?
Was the teacher assessment better than self-and peer-assessment

and evaluation?

Student A and B: Teacher assessment and evaluation was better

than ours.

Interviewer: Why?
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Student B: Because | believe that the instructor has more knowledge
and knows how to evaluate and assess. We don’t really know how to

evaluate and assess.”

(Female low achiever students A and B, Interview, 18 November 2014)

Group interview 2

“gauntval: uamuAneelsimysududuesuasiiiousyiduaie
Undnw1 C uag D: 9197158 Useiliuiniing

L4 g U

gauntwal: insrzeslsazay

undnw C: 9197580310077 GmyUssiduniiies vydlir9edues 4

MRS TIURN I
(Translation)

“Interviewer: What do you think about self-and peer-assessment and

evaluation?
Student C and D: Teacher assessment is better than ours.
Interviewer: Why do you think so?

Student C: The instructor has more knowledge than students. If we
evaluate and assess ourselves, we could have a self-serving bias. The

teacher assessment and evaluation would be fair.”

(Female medium achiever students C and D, Interview, 18 November 2014)

Group interview 3
“gauntval: .. uavoudeninsusadulpedies uazieug nlg 11975
Useiduandy 1519aosneulssidiugni)

UnAnw E uas F: 919758U5esdun50”
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(Translation)

“Interviewer: So, do you like self~and peer- assessment? Was the

teacher assessment better than self-and peer-assessment?

Students E and F: Teacher evaluation and assessment is better than

ours.”

(Male high achiever students E and F, Interview, 18 November 2014)

Based on the students’ responses, they thought that teacher
evaluation was clear and effective, helped them to become aware of their own
learning progress, and improved their English reading ability and intercultural
communicative competence. Interestingly, according to the focus-group interviews,
most students at all levels of English reading ability thought that teacher assessment
was better than self- and peer- assessment. They preferred that the teacher
researcher evaluate and assess their papers and projects because they believed that
the scores were most reliable when given by the teacher research. They also
believed that the instructor knew how to evaluate and assess them correctly and

fairly.

Despite the positive opinions above, there were four factors brought

negative comments from the students.

1. Lack of preference for collaborative learning. It was found that
one student at the high level of English reading ability preferred working alone to

working with peers.
“gauntval: Aneeilsivisnisaouuvul veuliveuinsvesls

unfinw E: Aluneevouinilusasy imsrzdimauidusunguiiunosdesls
1gheninilan15v19unguiuvaIenIuAn TiNeesIuny nI1ganTINToya
Ay lemsvindeudesaiu Hazasninusdoyailaides Sy lapude

lulduwsnvlas grviemudueioeanil”
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(Translation)
“Interviewer: What do you think about this approach of teaching?
Do you like or dislike it? Why?

Student E: | don’t like it to a certain degree because group work is
rather troublesome. Collaborative group work deals with different
opinions and the selfishness of some group members. It takes a long
time to gather information. Working alone is more effective, but one
would only gain knowledge for him or herself and the information

won’t be shared with anyone. Working with peers is perhaps better.”

(Male high achiever student E, Interview, 18 November 2014)

2. Work overload. The medium and high level students revealed that

there were a lot of assignments they had to complete. Examples of students’

opinions are shown as follows.

“Unfinw A: Geiivhegnaudausaz usnoenlvludunivanaleq Ussine
11An274”

(Translation)

“Students A: The things that we have done in the class were just
right. However, | would like to include more interviews with foreigners

from many different countries.”

(Female students A, Low level, 18 November 2014)

“Unfnw F: Miuegiauaaniadd umsevesnIsusud vioauegeeq i

01991y ag/ U1 WY AYiUn 8101975819
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(Translation)

“Student F: Everything was good and just right. However, there were
rather a lot of assessments and tasks we had to do, but we managed

to finish them on time”

(Male high achiever student F, Interview, 18 November 2014)

3. Speed of instruction. Some students from the low and medium
levels of English reading ability thought that the teacher researcher sometimes spoke

too quickly, and they could not follow the instruction and explanation.
“gauntval: ..ua2 Andsgdedsulgeeils assluueslsdoeluuinly
Unfinw A: yneegnmyInfeguaiugnz uAa131sdaennla”
(Translation)

“Interviewer: ...so, what do you think should be improved? What

should be decreased or increased?

Student A: | think everything was good. It was just that the instructor
spoke quickly.”

(Female low achiever student A, Interview, 5 November 2014)

4.5 Chapter Summary

This section summarizes both quantitative and qualitative results based on

the following four research questions and objectives.

The first research question aimed to investigate the effects of Project-based
Reading Instruction on students’ English reading ability. The quantitative statistical
results obtained from the English reading ability test and Project-based reading
portfolio rubric revealed that students had significantly improved their English
reading ability in both literal comprehension and interpretative comprehension by

the implementation of PRI. In addition, based on the PRI questionnaire, it was found
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that students had improved more in literal comprehension than interpretative

comprehension.

The second research question aimed to investigate the effects of Project-
based Reading Instruction on students’ intercultural communicative competence.
The quantitative statistical results derived from the Intercultural communicative
competence test, included a project-based reading portfolio rubric and the two
instruments of (i) intercultural knowledge-based test and (i) intercultural attitudes
and skills inventory. These showed that PRI had a significant positive effect on
students’” intercultural communicative competence. Students’ intercultural
knowledge, attitudes, and skills were also enhanced significantly. They most
improved their intercultural skills of discovery and interaction, followed by
intercultural knowledge about specific cultural festivals and celebrations, social
norms, and intercultural contacts, and the intercultural attitudes of openness and
curiosity towards other cultures of people who use English for communication. The
final scores of the students’ reading portfolio rubric also confirmed that students did
well with their project. However, it is noted that the mean score obtained from the
portfolio rubric was higher than the mean score of the post-test of English reading
ability and intercultural communicative competence. This was perhaps because the
mean score from the portfolio rubric was partially based on self-evaluation and peer
evaluation; thus, it was likely that the scores obtained might not reflect true
performance. All of the students in the interviews stated they believed that the

teacher assessment and evaluation would be the most accurate.

The third research question aimed to study the correlation between
students’ English reading ability and their intercultural communicative competence.
After the PRI implementation, two pairs of three variables were correlated. English
reading ability scores correlated significantly with students’ intercultural knowledge.
Also, English reading ability scores correlated significantly with students’ intercultural
attitudes. A moderate level of relationship was found between English reading ability

and intercultural skills.
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The final research question aimed to explore students’ opinions of Project-
based Reading Instruction. The qualitative data obtained from the three focus-group
interviews revealed positive results that supported the quantitative data. Based on
students’ opinions, they believed that the course introduced them to a new way of
learning, which was more meaningful and effective than a traditional approach. They
were introduced to scanning and skimming reading strategies for the first time, which
assisted them to comprehend texts effectively. Through intensive and extensive
reading and collaborative learning, they believed that their English reading ability
improved greatly. On a similar note, they believed that their intercultural knowledge
had expanded and that their curiosity and openness to cultural diversity had
increased immensely. They also became highly confident when communicating with
foreigners, because they thought that their communication ability had improved. For
project work, most of the students preferred working collaboratively in groups.
However, interestingly, students preferred working alone for the reading tasks, but
working in groups when they had to produce a final product. For teacher scaffolding,
similar findings obtained from the questionnaire and interviews suggested that
teacher support was one of the significant factors that helped to enhance students’
performance. Even though PRI attempted to reinforce self- and peer-evaluation,
which is part of student-centered learning, students preferred the teacher

assessment and evaluation.

In summary, students favored a real-life learning experience with hands-on
interactive activities, which could be applied to real-life situations. They also liked
student-centered learning because they had the chance to work with their friends,
choose the culture and topics that interested them, and to share information with
and learn from each other. They preferred a relaxed and enjoyable learning
environment with instructor guidance and support. This way of learning offered them
more pleasure than stress, which led to the enhancement of English reading ability

and intercultural communicative competence.



CHAPTER V
DISCUSSION AND CONCLUSION

This chapter concludes and discusses the current study concerning the
effects of Project-based Reading Instruction (PRI) on English reading ability and
intercultural communicative competence of undergraduate students. It consists of
eight main parts, namely (1) Summary of the study, (2) Summary of research findings,
(3) Additional findings, (4) Discussion, (5) Pedagogical implications, (6)
Recommendations for further studies, (7) Limitation of the study, and (8) Summary of
the research discussion and conclusion. The detailed information for each part is as

follows.

5.1 Summary of the Study

The objectives of this study were to investigate the effects of Project-based
Reading Instruction (PRI) on students’ English reading ability and intercultural
communicative competence, examine the correlation between students’ English
reading ability and their intercultural communicative competence, and explore
students’ opinions of PRI. The research employed a mixed-method approach which
adopted a quasi-experimental research design. It employed a one-group pre-test-
post-test design, comparing students’ English reading ability and intercultural
communicative competence, before and after receiving PRI. The post-test scores
were also used to investigate a correlation between English reading ability and
intercultural communicative competence. In this study, qualitative data from group
interviews, open-ended questions in the project-based reading instruction
questionnaire, and reflections in students’ portfolios were utilized to investigate the
students’ opinions of PRI in-depth and to triangulate data obtained from the

quantitative findings to examine whether or not the findings were similar.

The PRI intervention was divided into two phases. The first phase was the

design of PRI which involved the preparation of the intervention and development of
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the research instruments. In this phase, the intervention and instruments were
evaluated by experts in the related fields by means of the Index of Item Objective
Congruence (I0C), and pilot testing was conducted to ensure validity and reliability of
the content and construct. The second phase was the implementation of the
instruction which involved conducting PRI, collecting both quantitative and
qualitative data, and analyzing that data. The detailed information is described

below.
5.1.1 Phase 1: Designing project-based reading instruction

There were five steps in the design process, namely (1) Exploring theoretical
frameworks, (2) Conducting a learner survey, (3) Constructing PRI, (4) Pilot testing the

PRI, and (5) Redesigning the PRI.

The first step was the exploration of theoretical frameworks including English
reading instruction, project-based learning, and intercultural communicative
competence. Three English reading models, namely SQ3R by Robinson (1961), 3R by
Ketchum (2006), and A Scaffolding Academic Language by McCloskey et al. (2010)
were selected. Two project-based learning frameworks by Stoller (2010) and Becker
and Nekrasova-Becker (2012) were chosen. Two intercultural content theories by
Cortazzi and Jin (1999) and Matsuda (2012) were selected. These frameworks were
carefully selected based on the criteria that the scholars were world renowned; the
frameworks were most recent; and these were widely accepted by educators in their
academic fields. After the analysis and synthesis of all the related frameworks, the
Project-based Reading Instruction (or PRI) framework for this study was created. PRI
consisted of five fundamental stages, namely prepare, research, analyze, produce,

and reflect.

The second step was the process of obtaining specific content for teaching
and learning by conducting a learner survey. A researcher-made questionnaire was
distributed in the second semester of the 2013 academic year to elicit cultural topics
and content preferred by students majoring in Tourism Management at Sripatum

University who were not from the target sample of the main study. One hundred and
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thirty-seven copies out of 140 copies of the questionnaire were returned, which were
then analyzed to create the English reading test, intercultural communicative
competence test, and instructional materials. The results revealed that the students
were most interested in six cultures among the two groups of native English speakers
and non-native English speakers. The six cultures included English, North American,
Australian, Japanese, French, and Italian. For cultural topics, the three most selected

topics were festivals and celebrations, intercultural contacts, and social norms.

Based on the previous steps, the PRI was constructed. Five research
instruments were employed to elicit quantitative and qualitative data: the English
Reading Ability Test, Intercultural Communicative Competence Test (comprising two
instruments, namely Intercultural Knowledge-based Test and Intercultural Attitudes
and Skills Inventory), Project-based Reading Portfolio (comprising two tools, project-
based reading portfolio rubric and student’s reflection), Project-based Reading
Instruction Questionnaire, and Project-based Reading Instruction Interview Protocol.
In addition, instructional lesson plans and materials (i.e., student’s book, teacher’s
book, Power Point slides, VDOs, and games) were designed and created based on the
ten principles: (1) student-centeredness, (2) motivation, (3) explicit reading
instruction, (4) authentic reading materials, (5) intensive and extensive reading
comprehension, (6) scaffolding, (7) collaborative learning, (8) integration of culture
and reading learning, (9) continuous evaluation, and (10) self-reflection. The format
for all the tests was derived from the literature review. Authentic reading materials
were selected by means of the Fry Graph Readability Formula to match the
students’ reading ability which was based on a review of several commercial
textbooks written by prominent scholars in the reading field. Three lesson plans were
derived from a synthesis of the three aforementioned frameworks and a review of
several exiting course syllabi of intercultural communication courses and English

reading courses both in Thailand and overseas.

These instruments and instructional materials were then tested for validity of
content and construct by means of the Index of Item Objective Congruence (I0C)

process. Five different experts in the fields of English reading instruction, intercultural
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communicative competence, and English course design were selected using the
criteria that they had obtained a doctoral degree related in the field of this study,
they had been teaching for more than five years, and they had obtained an
academic title. The items which obtained low validity were modified and changed

based on the experts’” comments and suggestions.

In the fourth step, after constructing the PRI, the aforementioned research
instruments and one lesson were pilot-tested for their reliability and test item
difficulty. Fifteen students majoring in Tourism Management at Sripatum University,
Bangkhen Campus participated in the pilot testing in an additional summer semester
of the 2014 academic year. K-R20 was used to measure the reliability of the
multiple-choice tests, and Cronbach’s alpha coefficient was employed to measure

the reliability of the questionnaires.

The last step was redesigning the PRI. After the analysis of the pilot test,
some modifications and changes were made to ensure the feasibility and

effectiveness of the instruments and lesson plans.
5.1.2 Phase 2: Implementing project-based reading instruction

This phase comprised of five steps which were (1) Administering the English
Reading Ability pre-test and Intercultural Communicative Competence pre-test, (2)
Conducting the main study and collecting data, (3) Administering the English Reading
Ability post-test and Intercultural Communicative Competence Test, (4) Distributing
the PRI Questionnaire and conducting the interview, and (5) Analyzing quantitative

and qualitative data.

In the first step, pre-tests of English reading ability and intercultural
communicative competence were administered to a group of 32 students who were
majoring in Tourism Management of the Faculty of Liberal Arts in the first semester
of the 2014 academic year. The samples were selected using the purposive sampling
approach for the main study based on the following criteria: (i) they were in the
same age range as the population, (i) they were second-year undergraduate students

of Sripatum University in Bangkhen campus, (i) they had completed English
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Foundation | and Il courses, (iv) they were enrolling in Vocabulary and Reading Skills,
and (v) they volunteered to participate in this study. The tests were administered in
the second class after the add-drop period of registration so that the data could be

entirely collected.

The second step, conducting the main study and collecting data, continued
from the third until the 11th weeks where three lesson plans were conducted for
nine weeks. Each lesson covered three class periods for 300 minutes. Within these
periods, students followed the five connected stages of prepare, research, analyze,
produce, and reflect to complete a mini-project. These stages are briefly described

as follows:

Stage 1: Prepare—this stage included two main activities, namely ‘Exploring
my/their culture’ and ‘Linking words to the world.” The former activity required
students to engage in interactive fun activities and games using props, authentic
materials, and online video clips to activate and prepare students’ basic knowledge
for the first activity. The later activity provided explicit instruction of English reading
strategies for comprehension to the students in order to prepare them for their

individual tasks and mini-projects.

Stage 2: Researcher—this stage included two main activities, namely ‘Reading
for comprehension” and ‘Being a cultural detective’. Students practiced the reading
strategies by reading culturally-embedded passages and complete exercises in the
first activity. As for the second activity, they were required to search for and read
information to complete an individual reading task which was aligned with the
reading strategies taught in each unit. A teacher-student conference was held to

follow up on students’ individual tasks and assist them according to their needs.

Stage 3: Analyze—this stage included two main activities, namely ‘Sharing
with the group’ and ‘Investigating cultural differences.” In the former activity,
students shared their findings from the previous stage with their group. In the latter
activity, students were required to work in groups to share their individual reading

research task. Each individual task was then evaluated upon completion. The
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evaluation was composed of student, peer, and teacher evaluations. Another
teacher-student conference was provided to all the groups to assist with their mini-

projects.

Stage 4: Produce—one activity performed in this stage was ‘Presenting to
class.” Groups prepared a group mini-project for each unit (namely a reading
summary report and presentation, role-play, and a mini-interview) and presented to
the class with a summary sheet for the class to read. Other groups were required to
prepare a list of questions to ask the group that was presenting. The teacher

researcher evaluated each groups’ performance, and the class provided feedback.

Stage 5: Reflect—the activity included in this stage was ‘Voicing out’ which
the teacher researcher concluded at the end of each unit by summing up reading
comprehension and cultural diversity. Students summarized and reflected on their

findings in their portfolio.

The aforementioned stages were also repeated in the other two lessons. At
the end of the course, self-evaluation, peer evaluation and teacher evaluation of the
students’ portfolios were executed using the portfolio rubric. The first lesson where
students had to complete individual reading and a group task was the only lesson
that they seemed slightly confused with. They appeared to have difficulty registering
the instruction in class due to a lack of listening, an unfamiliar routine, and a new
instructional approach. Within these nine weeks, teacher-student conferences were
arranged in extracurricular time to follow up students’ understanding of the assigned
tasks and to provide guidance and support to both individuals and groups. Since the
students were undertaking other activities as part of their studies and due to the high
volume of work required of them, several students were unable to submit their

assignments on time or were absent from class.

The third step was administering the English reading ability post-test and
intercultural communicative competence test. The post-tests were administered in
the 13th week. Students were given the same tests as the pre-tests, which may

create doubt for some researchers or scholars as to their reliability. However, it can
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be argued that using the same test items for both pre- and post-tests could indicate
the effectiveness of the PRI because there was a sufficient time interval between

both tests and that this approach has been widely adopted by many researchers

The fourth step included distributing the PRI Questionnaire and conducting
interviews in weeks 12 and 14, respectively. The questionnaire was distributed to the
students in the 12th week, so that they still had fresh memories of the learning
process, activities, and content learned both in and outside class. Then, three focus-
group interviews were conducted. Two students from each group (i.e., high, medium,
and low English reading ability based on their post-test scores of English reading
ability) were randomly selected. The questionnaire and interviews were conducted in
Thai, which was students’ native language, to minimize problems related to linguistic
and communicative proficiency and to give an opportunity for students to express

their thoughts and opinions more freely.

The last step was analyzing quantitative and qualitative data. The quantitative
data was analyzed using a Paired-sample t-test and basic statistical formula to
investigate students’ English reading ability and intercultural communicative
competence. Content analysis using ATLAS.ti 7 (trial) program was conducted to
analyze the qualitative data obtained from the interviews. In addition, data from the
open-ended questions in the PRI questionnaire and students’ reflections in the

project-based reading portfolio were analyzed.

5.2 Summary of Research Findings

The research findings revealed that Project-based Reading Instruction (PRI)
had statistically significant effects on both English reading ability and intercultural
communicative competence. Even though not all students passed both tests after
the intervention, the average scores of the post tests were above the median scores.
Specifically, students’ intercultural skills of discovery and interaction were the most
enhanced after the implementation, followed by English reading ability, intercultural

knowledge, and intercultural attitudes of openness and curiosity. These findings can
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also be supported by students’ high scores of the portfolio rubric. It was also found
that there was a relationship between students’ English reading ability and
intercultural communicative competence. Based on the results, it could be
concluded that students who gained higher scores for the English reading ability test
would also be likely to gain higher scores for intercultural knowledge-based test and

intercultural attitudes test.

The effectiveness of the PRI from the aforementioned quantitative results can
perhaps be confirmed by the results of students’ opinions. Overall, it was clear that
students had high positive opinions of PRI in four areas: classroom management,
classroom activities, instructional materials, and assessment and evaluation. They
thought that their English reading ability and intercultural communicative
competence had been enhanced greatly through the reading tasks and interviewing
foreigners required for the final project. Teacher scaffolding was one of the most
influential factors that helped students gain English reading ability and intercultural

communicative competence through teacher support and guidance.

5.3 Additional Findings

After analyzing the qualitative data from the open-ended questions,
reflections, and interviews, interesting findings regarding the PRI were discovered as

follows:

1. As for English reading, it was found that all of the students had learned
the most about English reading strategies for comprehension, especially skimming,
scanning, and predicting vocabulary from contexts. Interestingly, they revealed that
they had heard all these strategies for the first time from the PRI class. They
reflected that these reading strategies were helpful to them when reading English
texts. Before enrolling to the PRI class, they read every word that appeared on the
page, and this took a great amount of time to finish reading whole texts. Having to
do this was laborious and discouraged them to read. However, after completing the

first unit, many of the students thought that they felt more comfortable reading
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English texts through the use of the strategies taught in class. They mentioned that
they had expanded the size of their vocabulary.

Further findings based on the analysis of the ATLAS.ti program found that
most low achievers believed that intensive and extensive reading gave them the
ability to use their reading strategies and intercultural skills outside the classroom. To
the students, the interactive activities created meaningful real-life experience to

them. This is revealed below:
“gaunrval: udatuneunamiaun veunoulyuunign

infinw A: veurhlaswungu Ussimanidenuaaldenduieusey e
TUAEINENIaNTIY UaINlABeni) aunTvalTIny FanTnsIlaasls

9599 Ay [lvuanouse”
(Translation)
“Interviewer: From what you described, which step did you like most?

Student A: | liked working in a group on a country we chose. Then,
we read in class, and searched for more information outside class.
Following that, we interviewed foreigners, which made me feel that |

actually experienced a real-life environment, not just the classroom.”

(Female student, Interview, 18 November 2014)

2. As for intercultural communicative competence, all of the students
gained the most intercultural knowledge about intercultural facts of various cultures.
Interestingly, it was found that many students, especially the medium achievers,
believed that their motivation and communication ability had increased after they
had interviewed and interacted with foreigners using English. They realized that their
communication ability after the PRI implementation was actually better than they

thought.
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“gauntval: Ani1ismsernIsdinaeuidey sulyulivsslevnilamumn

Undnw C: msluaunwalalsiny iws1za1niiluingAnieuesaluisaivean

nioozls og1a3gy Wl AN nTIIaINTaneulAlYIld t9anTolaYy

1599”
(Translation)

“Interviewer: Which part of the instructor’s instruction do you think

was the most useful?

Student C: Interviewing foreigners, because | realized that my English
communication was alright after a foreigner responded to my
questions. | never thought that | would be able to understand

foreigners when communicating with them.”

(Female medium achiever student C, Interview, 18 November 2014)

3. Students’ improvement of both English reading ability and intercultural
communicative competence as described above were facilitated by the PRI activities
such as fun games, VDO clips, role plays, and interview foreigners. What made these
activities appealing to them was that they involved reading, which helped to expand
their knowledge and practice their reading strategies, and to practice the intercultural
skill of interaction. The students acknowledged that these activities were particularly
designed to link to the culturally-embedded content in the Student Book, which
made it meaningful to them. Most of the students, especially the high achievers,
believed that they learned more from their reading class employing PRI than from a
class taught by the traditional method. This was because they worked collaboratively
in groups to read and search for various aspects of cultural information. They then
shared this information and interviewed foreigners. To them, this real-life learning
experience was richly enhanced through collaborative learning as they had the
opportunity to gain exposure to and increase their understanding of diverse

perspectives.
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“gauntval: vasaniiseunvernsdgnua lvuaesvendey 17lase7uN73

974 JuSeunueeels

unfnw F: lasearunisensde ibumdoulvislumdeyauinniinsy
919756 9mdauaamhunwsingy mlouveserarsdin iurnieaiy
Ussinae ) Weasuognvesnguauldsema e Alaniuuunisinnie ua
Awanunsemuveaneslsuvudasy fmdoyauues Aueniuioulun uda
109U asedumSera Idi5eus ldmesuisuazuuziheiniou

unfnw E: lonsu laiSeuiumnnainisiionnIsenn uaausiname Ao

Y v

wieAI3 il lveaeaaamiuTeyaezasy”
(Translation)

“Interviewer: After taking the course with the instructor, can you

describe PRI and how it was operated?

Student F: With PRI, we searched for information from the Internet in
English. In this class, we worked on a project about different
countries. My group worked on Australia. We searched for information
about greetings, social norms. We searched for this information
individually. Then, we shared the information we had found to see
whether it was similar to one another or not. We gained and shared

more knowledge and suggestions from our friends.

Student E: Yes, we learned more from this approach than just
listening to lectures and taking notes because we experienced it and

collected information on our own.”

(Male high achiever students E and F, Interview, 18 November 2014)

The aforementioned additional findings confirmed and highlishted that
students’ English reading ability and intercultural communicative competence were
increased due to the PRI materials (lesson plans with interactive and authentic

activities and content that conveyed knowledge and skills of English reading and
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intercultural communication). In addition, students had gained real-life learning
experiences through the interactive reading activities both inside and outside the
classroom; became motivated to learn which resulted in effective commmunication;
and gained real-life learning experience through collaborative learning. The next

section thoroughly discusses the findings of this study.

5.4 Discussion

The findings will be discussed in four aspects, namely (1) Project-based
reading instruction and improvement of English reading ability, (2) Project-based
reading instruction and improvement of intercultural commmunicative competence, (3)
The relationships between English reading ability and intercultural communicative
competence in project-based reading instruction, and (4) The effectiveness of PRI

from students’ opinions.

5.4.1 Project-based reading instruction and improvement of English

reading ability

After 9 weeks of the PRI implementation, based on the statistical results of
the two research instruments, it can be interpreted and concluded that PRI was
effective in enhancing students’ English reading ability. The core reason that made
PRI successful was that all PRI stages, namely prepare, research, analyze, produce,
and reflect, were constructed based on the ten principles of student-centeredness,
motivation, explicit reading instruction, authentic reading materials, intensive and
extensive reading comprehension, scaffolding, collaborative learning, integration of
culture-and reading-learning, continuous evaluation, and self-reflection. This can be

discussed as follows:

During the PRI intervention, students were given extensive support and
guidance from the teacher researcher. Teacher scaffolding was one of the most
important factors that directly impacted students’ progress in and achievement of
English reading ability. This supported the reading model for English learners by
McCloskey et al. (2010) who believed that students could achieve the goal of
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comprehension through scaffolding from teachers and their peers. However, the
findings from the PRI based on students’ reflections and interviews found that peer
scaffolding did not play an important part in students’ English reading
comprehension. In their framework, peer scaffolding was used in reading strategies
and schema for comprehension of texts, when students read in pairs and reading
together. This can perhaps be explained by a study of Samana (2013) who studied
on teacher scaffolding and student scaffolding in an EFL classroom. Her findings,
which were obtained from a Thai university instructor and 14 Thai undergraduate
students, revealed that peer scaffolding tended to assist students with knowledge
sharing rather than scaffolding. She stated, “The scaffolding from students may help
complete tasks, but it may not enhance learning as much as the scaffolding from the
teacher” (p. 343). It seems that scaffolding from students may not help them as
much in the learning process as down reading comprehension. Therefore, the PRI

students did not seem to value peer scaffolding.

In the first stage of PRI, explicit instruction of reading strategies was found to
be significantly helpful to the students’ English reading ability. This was in line with
the trend of reading instruction proposed by Anderson (2012) and the idea presented
by Stoller et al. (2013). They agreed that explicit instruction in reading
comprehension helped to increase students’ reading ability in an existing reading
curriculum. However, the effectiveness of the explicit instruction was doubted by
Luke (2014) who pointed out that an explicit instructional approach (or any
approaches based on explicit instruction) was not encouraging the engagement
between the teacher and students. In turn, he stated, it “can severely disadvantage
some students.” However, the present study argued that explicit instruction could
become effective if it was combined with other instructional approach(es) as it was in
this PRI. The combination of explicit instruction, content-based learning, and PBL
revealed its effectiveness through students’ performance and opinions. PRI students
mentioned that they used more reading strategies, gained better reading
comprehension, and practiced them both in and out of the classroom while

completing their project tasks and other courses in Thai. For example, all of the
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students stated during the interviews that they had never known or had heard of
skimming and scanning strategies until they took the course employing the PRI
intervention. It also coincided with a research finding by Ballou (2012) who studied
the use of explicit strategy instruction to improve reading comprehension. The
aforementioned findings revealed that explicit instruction did not help to improve
students reading comprehension significantly, but it did improve students’ attitudes

toward reading and their ability to use a wide variety of reading strategies.

The explicit reading instruction in the preparation step of PRI could not have
been effective without the use of interactive activities for reading. Stoller (2015)
recommended reading, rereading, student-centeredness, teacher support, and high
expectation of a reading outcome for the top-five priorities for practicing reading
teachers to help students improve their reading ability. However, the present study
revealed that reading materials and activities for reading were also essential to
students’ English reading ability. The use of interactive activities for reading in PRI
(which were exploring students’ own culture and others through enjoyable games
and VDO clips with the English subtitles for students to read, reading for
comprehension alone and with peers, searching for cultural information through
reading various authentic texts, interviewing foreigners, sharing the findings and
analyzing cultural differences with their group, presenting the findings in group
through presentation, role-play, and reflecting and giving feedback on the reading
research project with the whole class) was found to be effective for students’ English
reading ability. This supported the ideas of Bunyakarte (2008), Genesee and Riches
(2006), and Grabe (1991) who revealed that working together in groups or pairs
assisted students to gain more motivation and enjoyment in reading. In the PRI
classroom, individual and group activities were integrated because students could
become active learners as they enjoyed working and sharing with the class. This was
in line with the report by Taylor (2007) who stated that a successful reading
instruction required a good balance of grouping practices and independent activities
that were motivating. The PRI findings also coincided with a study by Simpson (2011)

who mentioned that her undergraduate Thai students’ language skills were improved
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due to the use of PBL, which provided her students with authentic tasks and
information through reading, speaking, writing, and listening, a real-life situation,
student-centered learning and the opportunity to speak English with teachers or

classmates.

The activities for reading in PRI also extended other language skills in the
post-reading stage and showed that students’ motivation had increased. In PRI,
communication practices through role-playing and interviewing foreigners increased
students’ motivation immensely. It is undeniable that the fundamental goal in
English learning for ESL or EFL students is the ability to speak English and
communicate with others in English fluently. With this goal in mind, students in this
study were motivated to read and learn about other cultures. In turn, students’
reading ability was significantly increased.  Students thought that the reading
materials and activities were enjoyable and had given them real-life learning
experiences through reading authentic texts according to their own preference, and

from interviewing foreigners.

Not only did students read intensively in class, they were also given an
opportunity to choose their own reading materials, with guidance, to read extensively
outside the classroom. These factors helped to establish students’ motivation in
reading and in turn the improvement of students’ English reading ability. Extensive
reading greatly facilitated students’ to improve their reading ability. Students had an
opportunity to choose to read large quantities of reading materials at their leisure
outside of the classroom. It is also argued that the use of extensive reading in PRI
helps to enhance students’ English reading ability by Sritulanon (2013) who stated
that the low-proficient Thai adult EFL students’ reading abilities were improved by

extensive reading.

In addition, teacher-student conferences were purposely included in all steps
of the learning process. Small group conferences implemented in this study proved
to be very beneficial as students valued them highly and mentioned them in their
students’ reflections and interviews. Teacher scaffolding through teacher-student

conferences, as well as peer scaffolding, is one of the essential components of PRI.
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The teacher scaffolding was arranged and formally required in all the steps of PRI.
Students found that it helped them tremendously in terms of improving their reading
ability, gaining new cultural knowledge, and achieving project tasks. All of these
accomplishments were based on motivation, support, and comfort from the PRI
instructor. Students felt more confident and secure after discussing their work with
the teacher researcher during the small-group conference. Many students mentioned
that they felt “less afraid of English” because they knew they could find support and
comfort from the teacher. Simpson (2011) also found that teacher scaffolding played
a major role in enhancing her students’ English skills. Similar findings by
Dhanarattigannon (2014) revealed that conferencing helped reinforce an idea and
gave feedback immediately to her students; however, she suggested that teacher-
student conference, especially on a one-on-one basis, might not be appropriate with
a large class. Based on the present study, it could be argued that a conference
between the instructor and students is suitable to benefit students in a large class.
However, it might require extensive extracurricular time outside of the classroom for
the instructor to have a conference with all groups. The real problem might occur
when it is implemented in English foundation courses where instructors are
responsible to teach many sections per course in addition to other major English
courses. Therefore, teacher-student conferences might be most appropriate and
effective for a major course with only one or two class sections. For peer scaffolding,
it helped students to improve their performance to a certain degree. Most of the
students seemed to support one another in the group in terms of information sharing
and checking for accuracy. They did not seem to help each other in giving feedback
or enhancing each other’s English reading strategies. With their individual reading
tasks, they seemed to work well on their own and would ask their friends to check
the accuracy of the end product, but not the reading process or strategies usage.
They also seemed to enjoy working collaboratively in a group to complete their final
product. This result was also found by Simpson (2011) who revealed that peer
feedback was challenging for Thai students. This challenge is perhaps caused by the

culture of Thai students who are socially conditioned to avoid making criticism.
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Another challenge was also displayed in self-and peer-assessment and
evaluation. The PRI reading tasks required students to formally evaluate themselves
and others on the individual reading tasks in the analyze step. It was evident,
however, that self-and peer-assessment was not favored by the students. Their
perceptions about fairness and reliability of peer assessment were negative. For
example, all students in the interviews thought that they believed more in teacher
evaluation and assessment than themselves or their peers. The majority of students
evaluated themselves more highly than they deserved. They did not make an effort
to evaluate their friends’ work because they thought that their friends did not have
enough knowledge to assess them. This finding can also be found in the previous
study by Channuan (2012) who mentioned that her students did not make any effort
to use self-evaluation and assessment for their extensive reading using learner
autonomy training on reading ability. Similar findings were also made in a study
conducted by Kaufman and Schunn (2010) who revealed that initially their students
felt that their peers were unqualified to assess students’ work. However their study
suggested that ongoing support and training for constructive criticism from a teacher
and continued exposure to peer assessment could provide positive perceptions of

peer assessment.

5.4.2 Project-based reading instruction and improvement of intercultural

communicative competence

It can perhaps be interpreted that the findings of higher mean scores of the
intercultural communicative competence post-test (which included intercultural
knowledge-based test and intercultural skills and attitudes inventory) and the
positive opinions of students toward PRI resulted from the careful design of the
integration of cultural content, project-based learning, and reading instruction.
Students gained cultural knowledge, positive attitudes of openness and curiosity, and
effective skills of discovery and interaction through the ten principles of PRI as

mentioned in the previous section.

The PRI procedure aimed to facilitate students to improve their intercultural

communicative competence, that is, students were able to communicate
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appropriately and effectively with both native- and non-native English speakers from
various cultural backgrounds. Students participated in enjoyable and motivational
reading games and activities which recalled and expanded their cultural knowledge
of various cultures (in this study, the six selected cultures were English, American,
Australian, France, Italian, and Japanese). The instructor then explicitly shared and
explained cultural information with authentic written texts for them to read and
compare with their own culture, which is Thai. Then, they were given an opportunity
to explore more written texts through researching further information of their
selected culture based on the instructor’s guided questions. After the exploration,
students shared their new knowledge with the group and presented their findings to
class. This interactive and direct learning environment entails collaborative learning
which promotes the acquisition of the culture in addition to language skills. This in

turn leads to achieving intercultural communicative competence.

In addition, students’ attitudes of openness and curiosity were increased due
to the integration of culture learning and reading learning. Students had the
opportunity to explore information about cultural diversity and became aware of
how and why people behave and think differently in different cultures. They learned
and read more on social norms and interactions of their selected cultures and
shared their findings with the class. The more they learned, read, and shared in class,

the more curious they became.

For intercultural skills of discovery and interaction, students were able to
search for cultural information, comprehend written texts, and analyze cultural
information via the integration of culture and reading learning as mentioned
previously, and through meaningful and accessible tasks. In addition to reading
authentic written texts, role-plays and also interviews helped students to improve
their intercultural communicative competence. The use of these tasks is encouraged
in intercultural teaching and learning because they tend to help students improve
their competence in intercultural communication (Corbett, 2003; Damnet, 2008).
Throughout the process, students were given support and guidance from the teacher

researcher. The teacher researcher challenged students by asking questions about
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the cultural information they had read, required them to perform role-play, and
interview foreigners outside of the classroom. Peer-scaffolding was beneficial in terms

of cultural information sharing.

Overall, students’ reading ability and intercultural communicative
competence were improved to a certain extent. The statistically significant difference
between students’ mean scores of the pre-and post-intercultural communicative
competence test, however, should be interpreted with caution because the
evaluation and assessment of intercultural communicative competence is still
limited in formal English language education. The intercultural attitudes and skills
inventory, as well as the Project-based Reading portfolio rubric, is a self-evaluation
which has its own weakness of being unreliable and inaccurate. Similarly, Saito (2003)
stated in his article “The Use of Self-Assessment in Second Language Assessment”
that the effectiveness of self-assessment in previous studies was inconsistent and

that self-assessment (for example, grading in portfolios) was unreliable and invalid.

5.4.3 Relationships between English reading ability and intercultural

communicative competence in PRI

The present study found that there were strong positive relationships
between students’ English reading ability and intercultural knowledge, and English
reading ability and intercultural attitudes. That is after the implementation of PRI,
students who gained higher scores for the English reading ability test also gained
higher scores for the intercultural knowledge and intercultural attitudes of openness
and curiosity towards other cultures of people who use English for communication.
As for English reading ability and intercultural skills, there was only a moderate
positive relationship between them. Students who gained moderate scores for
English reading ability also gained moderate scores for intercultural skills of discovery

and interaction. These findings can be described as follows.

PRI activities (which involved text, talk, and image) in intensive and extensive
reading helped to promote the significant correlations between students’ English

reading ability and intercultural knowledge, and English reading ability and
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intercultural  attitudes. The activities were carefully designed to promote
communication. In PRI, reading tasks helped students to gain a wider body of cultural
knowledge and language structure through printed texts. Following that, students
discussed the new knowledge with the class and then discovered in-depth cultural
information from communicating with foreigners. This helped to enhance students’
communication, which was supported by Mart (2012) who stated, “Reading outside
the classroom is the most significant influence on oral communication ability” (p.
91). In the reading content, McDonough et al. (2013) revealed that materials should
be designed to develop students for global communication, build global
relationships, and improve students’ intercultural communication. PRI materials
focused on cultural diversity, which projected various cultural aspects such as
festivals and celebrations, social norms, and intercultural contacts. This supported
the idea of globalization and culture in the context of Matsuda (2012) who suggested
that reading materials should not focus merely on the English language of native
countries because this limited students’ perception of the English language and the
comprehension of texts. In PRI, intercultural communicative competence was
improved through reading and practicing extensively. Students were exposed to a
great amount of written texts and images, which helped them to expand a larger
vocabulary capacity and became familiar with the language structure. In turn,
students were able to communicate more appropriately and effectively based on a
deep content knowledge and the vocabulary they obtained through reading. While
reading, students also built positive attitudes of openness and curiosity about the
speakers of other languages. After reading various written texts and interviewing
foreigners, students became more understanding, accepting, and open to cultural
diversity, which resulted in better communication. The PRI findings were also in line
with the previous study of Jabareen (2006) who conducted a study on incorporating
culture learning in a reading course with 21 EFL students and found that her students
engaged more in learning reading, became more interested in learning reading, and

gained reading ability and intercultural competence. .
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In the PRI, the quantitative findings revealed a significant correlation between
English reading ability and students’ intercultural attitudes of openness and curiosity.
However, there were no empirical studies conducted on this relationship to support
these findings in the present study. The closest findings to support this was a
research study that had investicated the effect of using metacognitive reading
strategies on the development of intercultural sensitivity and found a positive
correlation of the two variables (Chen & Starosta, 2000). To explain the PRI findings,
students’ reflections were used. For example, in the reflections, several students
stated that they became more motivated and encouraged to learn English after
interviewing foreigners. After the course, a number of students mentioned they felt
less scared of reading English texts. They would like to interact more with foreigners
in English and suggested that more real-life learning activities (such as interviewing
foreigners) should be added to the PRI course or any other English course. However,
they did not directly state that they would read more to improve their English
reading ability.

It might be said that if students gain better English reading ability, they would
likely gain more intercultural communicative competence. It is because reading is the
key factor that facilitates EFL students to be able to gain content knowledge and
linguistic knowledge that enables them to communicate with foreigners. In the EFL
learning environment, one accessible way to help students to improve their
communication skills is by communicating with foreigners via social media or chat
rooms, or reading texts from online websites. These activities had proven to be
successful by Ware (2013) who revealed that authentic online interaction had
created new literacy skills needed to write, read, communicate, produce, consume,
and critique in a digital age. These skills and the authentic intercultural interactions
could help students to better understand how words and symbols could represent

their ways of life.
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5.5 Pedagogical Implications

The findings from the present study provide pedagosgical implications in four
topics: (1) the use of the Project-based Reading Instruction framework in ESP courses,
(2) an integration of direct and interactive approaches to English reading instruction,
(3) combination of reading activities through text, talk, and image, (4) instructor and
peers scaffolded learning environment, and (5) continuous assessment and

evaluation.

1. The use of the Project-based Reading Instruction framework in English
reading courses. The current study employed the PRI framework with Tourism
Management students. It is highly suggested that this framework can also be utilized
with students from different fields of study in reading courses. Based on the
quantitative and qualitative results, low and medium achievers of English reading
ability seem to benefit from PRI the most in enhancing their English reading ability. It
can also be said that the medium and high achievers are most likely to increase their
intercultural communicative competence through the use of PRI Instructors can
follow the PRI stages (prepare, research, analyze, produce, and reflect) and activities
included in each stage; however, it is suggested that they adjust the cultural topics
and the final project based on their students’ interests and nature of their study. For
example, when employing PRI in an English reading class of Communication Arts
students, the reading content may convey social issues in different cultures, arts
photography in different cultures, and pop-culture. As for group projects, instructors
may collaboratively decide with the students, so that it is meaningful to them. This
study suggests that a student survey is needed prior to teaching the course.

Modifications to PRI are also suggested in each stage as follows:

Stage 1: Prepare—a modification for Activity 1: Exploring my culture and their
culture and Activity 2: Linking words to the world is merely the content as suggested
previously. Instead of playing “Guess the Thai festival?” game, instructors can ask

students to guess something else based on their interests.
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Stage 2: Research—as in the previous stage, the content is suggested for
modification. In Activity 3: Reading for comprehension, it is suggested that instructors
select authentic reading texts that are relevant to students’ interests and their level
of reading ability. The Fry readability formula (or Fry readability graph) is
recommended as a tool to help instructors to choose appropriate texts for the
students. In addition, this study suggests that instructors encourage their students to
read and complete reading strategy exercises with peers or in small groups, so that

they can help each other to learn these strategies and comprehend texts.

Stage 3: Analyze—based on the findings of this study, it suggests that
instructors encourage students to provide feedback to their peers. A training section
for peer assessment is strongly recommended as early as possible, so that students’

perceptions about the fairness and the reliability of peer assessment are enhanced.

Stage 4: Produce—this study suggests that instructors use presentation, role-
playing, interviewing foreigners, and other types of activities based on the students’
final project. However, all mini-projects need to be connected and lead to the

accomplishment of the final product.

Stage 5: Reflect—instructors are suggested to encourage students to give

constructive feedback to their peers.

2. An integration of explicit approach and interactive approach to English
reading instruction. This is essential for students to improve their English reading
ability and learning skills. Low achievers of English reading ability will benefit
significantly from this integration as they need explicit instruction in the English
reading skills to help them to comprehend the texts they read. In doing so,
instructors need to design the explicit instruction part to be as enjoyable as possible.
For example, instructors can create attractive and relevant reading materials and
employ enjoyable activities or games to help gain students’ motivation before
reading. It is also beneficial for instructors to explicitly assess their discrete reading
skills or strategies, for example, vocabulary knowledge, spelling skills, or reading

comprehension. An interactive approach to English reading instruction of PRI
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reinforces collaborative learning, which, consequently, extends opportunities to
higher level thinking skills, development of social interaction skills, positive attitudes
toward reading and the course, development of oral communication skills,

alternative assessment techniques, and so forth.

3. Combination of reading activities through text, talk, and image. It is
agreed that students can improve their reading ability by reading and rereading. In
addition, this study suggests that instructional materials and activities are also
essential. It is highly suggested that culturally-embedded texts are used by
instructors. This study suggests instructors create their own materials which promote
intercultural communication in three aspects, namely intercultural knowledge,
attitudes, and skills. Activities employed in the classroom therefore need to help
promote these three aspects. This study also suggests that instructors design a
reading course that combines multiple tasks, most importantly, reading and
interaction. This study found that reading ability could be increased not only by
reading and rereading written texts and images but also by interacting with others.
This is to build students’ motivation and language proficiency. In addition, the PRI
approach integrates multiple language skills (such as reading, speaking, listening, and
writing) in the learning activities. Therefore, it suggests that instructors employ this

interactive approach with other language skills, other than the reading skill.

4. Instructor and peers scaffolded learning environment. Through an
instructor and peers scaffolded learning environment, students are encouraged to ask
questions, provide feedback, and share their knowledge. Consequently, students can
become autonomous. Therefore, it is very important that instructors provide
scaffolding to build skills in both reading and collaborative work. In project-based
learning, instructors need to facilitate students’ readiness for working with others,
value others’ personal thoughts and ideas, and trust others’ assessments. In order to
build effective collaboration, team dynamics or a learning community needs to be
established (Chapman, Ramondt, & Smiley, 2005). It is highly suggested that a
learning community should be initiated in the course as early as possible. To build

the team dynamics and accomplishment, teacher-student conferences, of either
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one-to-one or small groups, are highly suggested. This nurturing approach through
teacher-student conferences can establish learning communities by modeling,
discussing, and reinforcing informality, familiarity, honesty, openness, passion,
dialogue, rapport, empathy, trust, authenticity, disclosure, humor, and diverse
opinions (Brindley, Walti, & Blaschke, 2009; Chapman et al., 2005). It must be kept in
mind that full support and time from instructors is needed; otherwise, students
would either fail to learn or would not understand the intended goals of doing the
project work. In addition, students are increasingly motivated to learn and
understand cultural diversity through the support of instructors, in particular, as well

as through autonomous learning.

5. Continuous assessment and evaluation. This is one of the key successes
of students’ performance. Nekrasova-Becker (2012) suggested that continuous
evaluation and assessment is valuable for project-based learning. In the PRI context,
it was a whole new concept of assessment for the students to evaluate themselves
and their peers based on the portfolio rubric. Continuous assessment and evaluation
provides students with up-to-date progress on their learning. Thus, they know where
they are at and how much harder they need to work to achieve the class goals. It is
suggested that instructors need to develop appropriate assigcnments and grading

criteria to facilitate this.

5.6 Recommendations for Further Studies

There are three recommendations for further studies, namely research
methodology, instructional design, and intercultural communicative competence

test.

1. True-experimental research with a two group pre-test post-test design
should be conducted to gain more empirical evidence on the effects of Project-

based Reading Instruction.

2. Further research should be carried out to support whether a true

correlation exists between English reading ability and intercultural attitudes and skills
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as the present study revealed a link, but there was no external academic research to

support this finding.

3. Instructional design should integrate English reading ability and
intercultural  communicative competence via the wuse of social network
correspondence with both native and non-native English speakers or students who
participate in the cooperative learning program/ internship program. By conducting a
study with these methods, students experience real-life learning situations, and
instructors can assess their reading ability and intercultural communicative

competence.

4. An Intercultural communicative competence test, which focuses on the
intercultural skill of interaction, can be designed more effectively in terms of
reliability by using a Discourse-Completion Task (DCT), role-play, simulation, or
interaction with foreigners. The evaluation should be performed by the speakers of
the target culture as they are the ones who can truly assess the students’

intercultural skill of interaction

5.7 Limitations of the Study

One should bear in mind that the results of the intercultural skills and
attitudes inventory need to be interpreted with caution and may need to consider
other sources of data to confirm the findings as they were computed after the
intervention using self-evaluation. In addition, this study utilized a quasi-experimental
research method with a one- group pre-test post-test design; therefore,

generalization of the findings should be used with caution.

5.8 Chapter Summary

The findings of the present study revealed that Project-based Reading
Instruction had statistically significant effects on students’ English reading ability and

intercultural communicative competence. This effectiveness was based on the ten
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principles of student-centeredness, motivation, explicit reading instruction, authentic
reading materials, intensive and extensive reading comprehension, scaffolding,
collaborative learning, integration of culture- and reading-learning, continuous
evaluation, and self-reflection. It also demonstrated that there were correlations
between English reading ability and intercultural knowledge and English reading
ability and intercultural attitudes. Here, students’ ability to orally communicate in
English effectively and appropriately with speakers from diverse cultures was
enhanced by employing reading strategies tasks which promote communication.
Through appropriate and effective reading tasks, students are exposed to a great
amount of written texts and images, followed by talking with foreigners about the
cultural information that students have read or researched. Consequently, students
gain intercultural knowledge, intercultural skills of discovery and interaction, and
intercultural attitudes of openness and curiosity. It can also be concluded that
students who possess higher English reading ability would likely possess higher
intercultural communicative competence through the use of Project-based Reading

Instruction.
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Appendix A
Sample of English Reading Ability Test

Instructions:

The exam has 30 items in three categories of reading passages as follows: Thai
culture, cultures of native English speaking countries and non-native English speaking
countries.

Read each passage and answer the questions on the answer sheet. You are given 60
minutes to complete the test.

Passage I: Thai Culture
Instructions: Read the passage and answer questions 1-10. (10 points).

10

15

20

25

2= (CNN) -- The traditional Thai New Year started

B in Bangkok on April 13 with the world’s

largest water fight.

_ Thousands of celebrators of all ages took
o == buckets, balloons and water guns to the streets

to celebrate Songkran.

The religious festival is an old opportunity for Thais to relax with
family, pay respect to monks and elders, and receive blessings for the New
Year. It’s also a chance for people of all ages to participate in Songkran’s
world famous water fights in Thailand. The festival has its roots in Hindu
and Buddhist water rituals going back over 7,000 years. Similar to the
Buddhist Songkran festival, an ancient Hindu Holy festival has water fights,
but it is colored.

Traditionally, after the water had been poured over the Buddha for
cleansing, this “blessed” water become holy water and believed to give
good luck to elders and family by gently pouring it on the shoulder.

Today, Songkran has changed into more of a “young person’s
holiday.” Families are in the back of pick-up trucks and pedestrians on the
street battle with each other as they drive through the streets of towns and
cities. But many modern Thais still practice the Songkran customs of their
ancestors similar to what they did in the past. In many towns, the main
street is lined with families wearing traditional Thai clothes watching
Songkran parades of floral floats or “Miss Songkran” beauty pageants.

Mike Rios, a 28-year-old American who has lived in Thailand and
Southeast Asia since 2006, says his first Songkran was unlike anything he
had ever experienced. “It’s confusing but beautiful in_its _own_ way
because of how much fun everyone’s having,” he says. “I felt like a little
kid again, and I did for the whole week.”

Nick Thompson, for CNN, April 18, 2011
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Main lIdea

1. What is the best title for the passage?

a. Mike’s first Songkaran festival

b. The history of Songkran festival

c. The largest Buddhist and Hindu festival

d. Water fight at Thailand's Songkran festival

. What is the main idea of the third paragraph (lines 7-13)?

a. The water used during Songkran festival is blessed water.

b. Songkran festival is the day when people attend water fighting.

c. Songkran festival came from the Hindu and Buddhist water rituals.

d. The new Songkran celebration is more famous than the traditional one.

Details/facts

3.

According to the passage, what activity is NOT mentioned during the festival?
a. Going to a temple

b. Wearing traditional Thai clothes

c. Attending a concert of Thai superstars

d. Water fighting with people on the street

According to the passage, which sentence about the water fights is NOT true?
a. The water fights in Thailand are the world’s largest ones.

b. Buckets, balloons and water guns are used for the water fights.

c. The water fights are celebrated in every county around the world.

d. The water fights originated from Hindu and Buddhist water rituals.

Word/Text analyses

5.

6.

Based on the passage, what does “blessed” (line 15) mean?
a. cleansed b. wealthy c. holy d. colored

In lines 25-27, “his first Songkran was unlike anything he had ever
experienced. ‘It’s confusing but beautiful in its own way because of how
much fun everyone’s having,’” These sentences mean that

Mike :

a. did not like the Songkran festival so much

b. had experienced the Songkran festival many times

c. thought that Songkran was not as good as other festivals

d. thought that Songkran was different from other festivals he has gone to
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Comparisons

7.

8.

According to the passage, what is the similarity between traditional and
modern Songkran festivals?

a. Both are not famous among young people.

b. Both focus on water fights by young teenagers.

c. Both are a holiday celebrated only among teenagers.

d. Both are still practiced in the same customs as their ancestors.

According to paragraph 3 (lines 7-13), what is the difference between Hindu
and Buddhist water fights?

a. The color of the water

b. The quantity of the water use

c. The history about the water flights

d. The activities during the water fights

Conclusions/Inferences

9.

According to the passage, which statement is correct?

a. All foreigners like water fights.

b. Water fights have been popular for 7,000 years.

c. Water fights in Thailand were influenced by Hindu culture.

d. Yong people do not practice the Songkran rituals of their ancestors.

10. What can be concluded from the passage?

a. Songkran celebration is only for young teenagers.

b. Water fights are dangerous and boring for foreigners.

c. Water fights were not practiced during the Songkran festival in past.
d. The traditional and modern Songkran celebrations are still practiced.
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Appendix B

Sample of Intercultural Knowledge-based Test
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(Translation)
Intercultural Communicative Competence Test
Intercultural Knowledge-based Test

Instructions

(1)  The purpose of this test is to measure student’s knowledge of the people in the
three cultural groups, namely Thai culture, cultures of native English speakers
(UK, US and Australia) and cultures of non-native English speakers (French, Italian
and Japanese), in three cultural topics: festivals and celebrations, social norms,
and intercultural contacts.

(2)  The exam has 30 items. You are given 60 minutes to complete the test.

1. Which of the following festivals is a traditional festival from central Thailand?
a. Vegetarian Festival b. Phi Ta Khon Festival
c. Monkey Buffet Festival d. Buffalo Racing Festival
2. Which of the following statements is NOT a Thai social behavioral pattern?
a. Thai people greet each other with respect.
b. People Thailand remove their shoes before entering the house.
c. Thai people do not show anger in public.
d. Thai people Thailand haggle on food prices and commodities in
department stores.
3. Mali received a gift from a new foreign friend. What do you think Mali will do
with that gift?
a. Do not receive the gifts
b. Open gifts immediately
c. Keep the ¢ift in the bag and open it later
d. Ask the friend how much the gift was
4. A lot of Thai people drag their feet when walking. What do Westerners think
about Thai people?
a. Noisy b. Impolite C. Lazy d. Aggressive
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5. What common Thai greeting is usually unexpected by foreigners?
a. Have you eaten yet? b. Where have you been?
c. Where are you going? d. All of the above
6. What is the purpose of Trooping the Colour held in England?
a. To celebrate Mother's Day
b. To celebrate St. Patrick's Day
c. To celebrate confession
d. To celebrate the Queens’ birthday
7. How is Shrove Tuesday, held by the Christians in England, associated to
pancakes?
a. It is important to worship God.
b. It is used as a gift given to family and neighbors.
c. It is healthy food for everyone to eat before the lent.
d. It is the food that contains eggs, butter and milk which needed to be eaten
up before the lent.
8. Which of the following statements is a common greeting used by English people?
a. Continuous eye contact during a conversation
b. Use the handshake to greet
c. Call the person by his first name at the first meet
d. Introduce an older person to a younger person
9. Which behavior explains that English people are fair and patient?
a. Stand in queue b. Do not show emotion when angry
c. Often apologize others d. Only talk about climate
10. Which of the following is NOT a Japanese social behavior pattern?
a. Slurping soup or noodles loudly
b. Blowing when greeting, giving thanks, and bidding farewell
c. Using chopsticks to eat rice, fish, and various kinds of food
d. Calling acquaintances by their first name

-—-The End—
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Appendix C

Sample of Intercultural Attitude and Skill Inventory
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(Translation)
Intercultural Attitudes and Skills Inventory

Instructions

(1) Intercultural attitudes and skills inventory aims to measure student’s attitudes
of curiosity and openness, and skills of discovery and interaction.

2 This survey is divided into two sections. The first section is concerning
student’ attitudes, which is composed of 16 statements. The second section
is concerning student’s skills, which is composed of 14 statements. Student
has 30 minutes to complete the survey.

(3) Tick ¥ the box most applied to you.

Section 1: Intercultural Attitudes

Criteria 5 =Strongly agree 4=Agree  3=Neutral 2=Disagree 1=Strongly

disagree

Statements 5 q 3 2 1

1. Curiosity

1.1 I am interested in learning about foreign cultures of

both native and non-native English speakers.

1.2 I am interested in searching for information about
foreign festivals and celebrations from reading or asking

them questions directly.

1.3 | am interested in searching for information about
foreigners’ social norms from reading or asking them

questions directly.

1.4 | am interested in searching for information about
intercultural contacts of foreigners from reading or asking

them questions directly.

1.5 1 do not assume that foreigners celebrate similar
festivals to my own. Instead, | would search for information

or ask them questions directly.

1.6 | do not assume that foreigners have similar social

OO 1O O 0|0
oo 1O O 0|0

OO O 0O 0O |0
OO0 |0 O 0 0O
OO0 1O 1O 10 0O

norms to my own. Instead, | would search for information
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Statements

or ask them questions directly.

1.7 | do not assume that foreigners have similar intercultural
contacts to my own. Instead, | would search for information or

ask them questions directly.

1.8 I am interested in analyzing information from different
texts about foreign festivals and celebrations by comparing
similarities and differences between my own culture and a

foreign culture.

1.9 | am interested in analyzing information from different
texts about foreigners’ social norms by comparing
similarities and differences between my own culture and a

foreign culture.

1.10 I am interested in analyzing information from different
texts about foreigners’ intercultural contacts by comparing
similarities and differences between my own culture and a

foreign culture.

2. Openness

2.1 I am willing to accept the cultural diversity of foreigners

who use English as a means of communication.

2.2 | am willing to learn more about foreign festivals by
reading different texts in order to understand and
communicate with them correctly and appropriately

regardless of their nationality, language, and culture.

2.3 | am willing to learn more about foreigners social norms
by reading from different texts in order to understand and
communicate with them correctly and appropriately

regardless of their nationality, language, and culture.

2.4 | am willing to learn more about intercultural contacts
with foreigners by reading different texts in order to
understand and communicate with them correctly

regardless of their nationality, language, and culture.

2.5 1 am willing to adjust my own feelings for appropriate
communication when reading and communicating in

English with foreigners.
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Statements

2.6 | am willing to adjust my own behaviors for appropriate
communication when reading and communicating in

English with foreigners.

O

O

O

O

O

Section 2: Intercultural Skills

Criteria 5 =Strongly agree 4=Agree 3=Neutral

2=Disagree 1=Strongly disagree

Statements

5

il

3

2

1

1. Discovery

1.1 I am able to search for information by reading texts in

relation to foreign festivals and celebrations.

1.2 I am able to search for information by reading texts in

relation to foreigner social norms.

1.3 | am able to search for information by reading texts in

relation to foreigner social norms.

1.4 1 am able to comprehend festivals and celebrations of

foreigners correctly by reading different texts.

1.5 1'am able to comprehend social norms of foreigners

correctly by reading different texts.

1.6 | am able to comprehend intercultural contacts of

foreigners correctly by reading different texts.

1.7 I am able to analyze information from different texts
about foreign festivals and celebrations by comparing

similarities and differences with my culture.

1.8 I am able to analyze information from different texts
about foreigners’ social norms by comparing similarities and

differences with my culture.

1.9 I am able to analyze information from different texts about
foreigners’ intercultural contacts by comparing similarities and

differences with my culture.

2. Interaction

2.1 While communicating with foreigners in English, | did

not show any negative attitude towards them, which might

O 10 100 00O O 000
O 10 0|0 O O O O O O
O 1000 0O O O OO O
O 10 OO OO OO OO
O 1O 1O ]0O OO OO OO0
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Statements

have obtained from hearing or reading about them.

2.2 While communicating with foreigners, | used English

appropriately for effective communication.

2.3 While communicating with foreigners in English, | used
non-verbal cues appropriately and effectively to match

their culture.

2.4 While communicating with foreigners in English, | used
the cultural knowledge of various countries gained from
reading texts to correspond about their culture correctly

and effectively.

O 100
O |00

O 0O 0
O 1010

2.5 While communicating with foreigners in English, | used
the cultural knowledge of various countries gained from
reading texts to ask them questions correctly to obtain the

correct information.

O
O

O
O
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Appendix D

Sample of Project-based Reading Portfolio Rubric
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(Translation)

Project-based Reading Portfolio Rubric
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Appendix E

Sample of Student’s Reflection

Name

Reflective Essay 1

Reading strategies are important because they help readers comprehend texts. Please describe
how reading strategies have helped you to comprehend cultural texts. Write about 200-300
words (if you have difficulty expressing yourself in English, Thai is allowed) following the guideline
below:

1. Describe how you used scanning and skimming strategies to comprehend cultural texts. Give
an example from a class activity as evidence of your ideas.

2. Describe the new cultural knowledge and skills of discovery and interaction you have gained
and how your attitudes towards other cultures might have changed. Give an example from
one class activity as evidence of your ideas.

3. Describe how Project-based Reading Instruction (PRI) can enhance your reading strategies in
scanning and skimming and intercultural communicative competence based on your

experience in class. Give an example from one class activity to as evidence of your ideas.

Source: Adapted the form from Gomez, 1999
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Sample of Project-based Reading Instruction Questionnaire
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(Translation)
Project-based Reading Instruction Questionnaire
Instructions

(1) This survey aims to find out student’s opinions toward the Project-based Reading

Instruction.

(2) This questionnaire is divided into two sections. The first section is about
classroom management using PRI. The second section is student’s comments

and suggestions

Section 1: Student’s opinions about classroom management

Instructions: Please tick v for the following statements to indicate your opinion.
(5 = strongly agree, 4 = agree, 3 = neither agree nor disagree, 2 = disagree,

1 = strongly disagree)

Criteria

Statements 51413 |2|1

1. Classroom management employing PRI

1.1 English reading ability

1.1.1 | comprehended texts more effectively by using the

Project-based Reading Instruction approach.

1.1.2 1 was able to comprehend English texts more

accurately by scanning for details.

1.1.3 | was able to comprehend English texts more

accurately by skimming for main ideas.

1.1.4 1 was able to comprehend English texts more

accurately by guessing meanings of unfamiliar words.

1.1.5 I was able to comprehend English texts more
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Statements

Criteria

4

3

2

accurately by making comparisons.

1.1.6 I was able to comprehend English texts more

accurately by drawing conclusions.

1.1.7 I was more motivated to read inside the classroom.

1.1.8 | was more motivated to read outside the classroom.

1.2 Intercultural Communicative Competence

1.2.1 1 gained more knowledge about the culture of the

target speakers.

1.2.2 | was more curious to know about foreigners’

cultures that were different from Thai culture.

1.2.3 1 was more open to cultural differences between

foreign cultures and Thai culture.

1.2.4 | searched for information about foreign cultures

and compared it to Thai culture for better understanding.

1.2.5 | communicated in English with foreigners more

appropriately.

1.3 Project work

1.3.1 The instruction engaged me in collaborative

learning.

1.3.2 The instruction provided scaffolding to enhance my

own learning.

2. Classroom activities

2.1 The following activities are appropriate.
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Statements

Criteria

4

3

2

2.1.1 Unit 1: Festivals and Celebrations

2.1.2 Unit 2: Social Norms

2.1.3 Unit 3: Intercultural Contacts

2.2 The PRI Activities

2.2.1 Preparing Stage

2.2.1.1 In the preparation stage, | thought that the
warm-up activities were enjoyable, which resulted in positive
effects on English reading ability and intercultural

communicative competence.

2.2.1.2 In the preparation stage, | thought that the
warm-up activities stimulated students’ cultural knowledge of
various countries, which resulted in positive effects on English

reading ability and intercultural communicative competence.

2.2.1.3 In the preparation stage, | thought that working
in groups resulted in positive effects on English reading ability

and intercultural communicative competence.

2.2.1.4 In the preparation stage, | thought that the
instructor facilitated my English reading strategies, which
resulted in positive effects on English reading ability and

intercultural communicative competence.

2.2.2. Researching stage

2.2.2.1 In the research stage, | thought that | used the
knowledge gained from the reading strategies taught in class to

complete exercises in class.
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Statements

Criteria

4

3

2

2.2.2.2 In the research stage, | thought that | applied
my knowledge of English reading strategies to comprehend

texts outside the classroom.

2.2.2.3 In the research stage, | thought that | learned

more about foreign cultures.

2.2.2.4 In the research stage, | thought that working in
collaboration helped to improve my English reading ability and

intercultural communicative competence.

2.2.2.5 In the research stage, | thought that the teacher-
student conferences helped to improve my English reading

ability and intercultural communicative competence.

2.2.3 Analyzing stage

2.2.3.1 In the analysis stage, | thought that sharing
research information with my friends helped to improve my
English reading ability and intercultural communicative

competence.

2.2.3.2 In the analysis stage, | thought that the
comparison of similarities and differences between foreigners’
cultures and Thai culture helped to improve my English reading

ability and intercultural communicative competence.

2.2.3.3 In the analysis stage, | thought that | gained

more knowledge from peers in the group.

2.2.3.4 In the analysis stage, | thought that the
knowledge gained from analyzing cultural texts helped to

improve my English reading ability and intercultural
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Statements

Criteria

4

3

2

communicative competence.

2.2.4 Producing stage

2.2.4.1 In the production stage, | thought that doing
project works helped to improve my English reading ability and

intercultural communicative competence.

2.2.4.2 In the production stage, | thought that
presentation of my project work helped to improve my English

reading ability and intercultural communicative competence.

2.2.4.3 In the production stage, | thought that self-
evaluation and peer evaluation helped to improve my English

reading ability and intercultural communicative competence.

2.2.4.4 In the production stage, | thought that the
instructional materials helped to improve my English reading

ability and intercultural communicative competence.

2.2.5 Reflecting stage

2.2.5.1 In the reflection stage, | thought that giving and
receiving feedback from the class helped to improve my English

reading ability and intercultural communicative competence.

2.2.5.2 In the reflection stage, | thought that the
reflection in my portfolio helped to improve my English reading

ability and intercultural communicative competence.

2.2.5.3 In the reflection stage, | thought that the unit
summary by the instructor helped to improve my English

reading ability and intercultural communicative competence.

2.3 The time allowance in each period was appropriate.
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Statements

Criteria

4

3

2

3. Instructional Materials

3.1 Instructional materials enhanced my English reading

ability and intercultural communicative competence.

3.2 | thought that the teaching materials were attractive.

3.3 | thought that the written texts were not too difficult.

3.4 | thought that the exercises helped me to develop my
reading ability.

3.5 | thought that the exercises helped me to develop my

intercultural communicative competence.

4. Evaluation and Assessment

4.1 | thought that the continuous evaluation and
assessment had a positive effect on my English reading ability

and intercultural communicative competence.

4.2 | thought that the use of various methods of assessment
and evaluation had a positive effect on my English reading ability

and intercultural communicative competence.

4.3 | thought that the methods of assessment and

evaluation were able to measure my English reading ability.

4.4 | thought that the methods of assessment and
evaluation were able to measure my intercultural

communicative competence.

4.5 | thought that the evaluation criterion was easy to

comprehend.

4.6 | thought that the evaluation criterion was able to
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Criteria

Statements 514|321

measure my learning outcomes according to the course

objectives.

Section 2: Suggestions and Recommendations

1. Likes about the instruction in this class

Thank you ©
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Appendix G

Project-based Reading Instruction Interview Protocol
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(Translation)
Interview form

Project-based Reading Instruction

Semi-structured interview
Instructions of the interviewer:

(1) This interview is intended to elicit in-depth opinions of students on Project-based

Reading Instruction after finished the course.

(2) Six students have been selected from high, medium, and low groups based on
their post-test scores of English reading ability. An instructor, who did not teach
the students, interviews two students from each group for 20 minutes using the

following guided questions.
1. Did you understand Project-based Reading Instruction? How?
2. What do you think about Project-based Reading Instruction? Why?

3. What do you think about your English reading ability before and after taking the

course? Why?

4. What do you think about your intercultural communicative competence before

and after taking the course? Why?

5. What would you suggest to make this course more interesting and worthwhile for

all learners?

The End @
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Appendix H

Sample of Unit and Lesson Plan

Unit 1: Festivals and Celebrations

Lesson: Exploring Amazing Thai and International Festivals and Celebrations

Project Task 1: Reading Summary of International Festivals and Celebrations

Enabling After the lesson, students will be able to:

Objectives 1. Skim various texts for gist and scan for detail inside and outside
of class.
2. ldentify cultural facts concerning famous Thai and international
festivals.
3. Compare similarities and differences between Thai festivals and
celebrations and other festivals and celebrations from various
countries (England, United States of America, Australia, France,
ltaly, and Japan).
4. Work individually and with group to complete a summary report
project of cultural differences, plan their project, and present the
findings to the class.
5. Reflect on their reading strategies, factual cultural knowledge,
and project work.

Teaching In this lesson, the instructor aims to:

objectives

1. Activate students’ background knowledge of Thai festivals and

motivate them to learn and read.

2. Introduce Thai festivals: Chinese New Year, Monkey Buffet

Festival, Chiang Mai Flower Festival, The Phi Ta Khon Festival,
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Buffalo Racing, The River Kwai Bridge, and Vegetarian Festival.
3. Explicitly teach skimming texts for gist and scanning for detail

4. Help students become aware of similarities and differences
between Thai festivals and celebrations and international festivals

and celebrations.

5. Encourage students to work individually and collaboratively in
groups to complete a summary task of international festivals by
following the five stages: prepare, research, analyze, produce, and

reflect.

6. Promote self-evaluation, peer evaluation, and teacher

evaluation.

7. Promote self-reflection.

Language Reading strategies: skimming for main ideas and scanning to identify

skills facts and details.

Intercultural | Cultural facts of Thai festivals and celebrations in different regions

content and famous festivals and celebrations in the native and non-native
English speaking countries (United Kingdom, United States of
America, Australia, France, Italy, and Japan).

Stages of Covering five stages: prepare, research, analyze, produce, and

PRI reflect.

Materials 1. PowerPoint slides of Famous Thai Festivals with photos of

Chinese New Year Festival, Monkey Buffet Festival, Chiang Mai
Flower Festival, The Phi Ta Khon Festival, Buffalo Racing, The River

Kwai Bridge, and Vegetarian Festival.
2. PPT reading strategies and reading exercises.
3. Reading exercises in Student’s Book (p. 3, 5, 7, and 8).

4. A list of international festivals.
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5. Evaluation and assessment sheets: individual reading summary
rubric, group oral presentation rubric, and a checklist of Project-

based reading process.
6. Reflective worksheet.
7. Group learning log.

8. A computer and a projector for presentations.

Time

300 minutes (over three class sessions, plus extracurricular time)

Preparation

1. Prepare a set of striped papers of months and the names of Thai
festivals with description of the famous festivals in English for a

“Guess the Thai festival?” game.
2. Prepare a guessing game using PowerPoint slides.

3. Prepare an evaluation form for individual reading summary and

group Presentation.
4. Prepare a reflective worksheet.

5. Make a list of international festivals and celebrations in United
Kingdom, United States of America, Australia, France, Italy, and

Japan.
6. Prepare a group learning log.

7. Set up a computer and a projector for presentations.

Evaluation

1. Students complete reading tasks after reading.
2. Students are actively engaged in reading and class discussion.
3. Students write a reading summary.

4. Students work in group to present their summary and analysis of

festivals and celebrations

5. Students write a reflective essay in their portfolio.
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Class session 1: 120 minutes

Procedure Materials
PRI stage 1: Prepare (60 mins.) 1. PPT on
Activity 1: Exploring my culture (30 mins.) Famous
Thai
Instructor activates students’ background knowledge of Thai festivals ,
Festivals
through a
2. PPT on
“Guess the Thai festival?” game S
skimming
and
scanning
3.
Student’s
Book
1. Divide students into 7 groups, distribute a set of stripped 4. Alist of
internation

papers of months and names of the 7 famous Thai festivals.

al festivals
2. Explain that the groups are going to compete with each other

to guess the name of Thai festivals and the dates they are 5. Group

held. The group that shows the stripped papers with the learning log

most correct answers is the winner.

To play the instructor shows a grid that has numbers from 1 to 7
with the image of a festival behind it. Then, the instructor calls one
group to choose the number and guess the image behind it, which is
partially covered. After that, the instructor shows a description of the
festival to the students on a Power Point slide to confirm the correct
answers one by one. At the same time, students are asked to read
the descriptions along with the instructor (the descriptions are also

provided in the Student’s Book (p. 2).
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3. Read the script of each festival and identify its name and

confirm the correct answer.
Activity 2: Linking words to the world (30 mins.)

4. Instructor explicitly teaches and models the two reading
strategies: skimming for main ideas and scanning to identify

facts and details using the descriptions of the festivals.

W
hen you Yeaq,
SK/MM/A‘:: and

+. YOI 0
Your two noy best frigngsy

wn

pre pat ey are?

ut doy°’ e

5. The whole class practices the strategies while the instructor

observed and assisted.

PRI stage 2: Research (60 mins. plus extracurricular time)

Activity 3: Reading for comprehension (60 mins.)

1. The instructor reads a passage on festivals of various

countries while students read along.

2. Students complete a multiple choice exercise to answer

guestions about main ideas and identity facts and details.

3. The class checks the answer by going through the passage

and discussing vocabulary.
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Lessan. Exploring Amaring Thal ind Insemasional Festivals snd Celsbrarions | iee

Uit 1 Festivals and Celebrations R Stage 2 ’

& Activity 3 Reading for comprebension

L Matoh the countries below 1o fhe Sescrsptions of the fastvals in the reading passage

[ Frae Tty e i ot s A |

Unit 1 Festivals and Celebrations
Lesscn: Explosing Amazing Thai and Internarional Festivals and Celebrarions

rmber all scldiers in War Werld T

hrine and Sugawar

the purpose of the Doy Race festival?
£ b To praise the donkey for hard work
| Trooping the Colowr be held this year?

, b, OnFriday, 25th Aprit
6. What is the purpose of this passage?

a Tops
b Toinform readess about famous festivals around the world

Activity 4: Being a cultural detective (Extracurricular time)

4. Students are divided into six groups. Each group chooses to
research famous festivals from one country on the list
(United Kingdom, United States of America, Australia, France,
ltaly, and Japan). Responsibilities, evaluation, assessment,

and rubric are explained and discuss carefully.

5. The instructor assigns each group a reading research task to
explore in detail about festivals of their own choice of
country from the Internet or magazines outside of class. Each
group member searches one festival and writes a few
paragraphs about it and illustrates their work with a map and
pictures. Grammar clinic session is provided in Student’s

Book (p. 6) to help them write a summary.

Investigating cultural differences

6. Students turn in their responsibilities and group learning log
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prior to participate in the conference.

*A teacher-student conference session is arranged outside of class
(1) to follow up their reading summary and provide a training session

for evaluation and online searching.

Class session 2: 90 minutes

Procedure Materials
PRI stage 3: Analyze (90 mins.) 1.
Activity 5: Sharing with group (40 mins.) Student’s
Book
7. Instructor contributes a checklist of Project-based reading
process for students’ self-assessment. 2
Individual
8. Students share their findings among the group. _
reading
9. Group members evaluate each other’s work and choose summary
three best works for further analysis. rubric
10. Instructor takes turns to visit each group to advice and give 3. Checklist
feedback to their summary. of Project-
based
reading
process
4. Group
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learning log

Activity 6: Investigating cultural differences (50 mins.)

11. Instructor draws a table on the board to teach and model
students to compare differences and similarities between the

festivals of their selected country and Thai festivals.

12. Groups work together to compare differences and similarities
between their findings and Thai festivals, summarize the

information and prepare their findings and analyses.

13. Instructor explains and shows samples of project product (a
one page summary of festivals) and prepares students for

presentation.

14. Students turn in their group learning log prior to participate in

the conference.

*A teacher-student conference session is arranged outside of class to

facilitate students with their project product and presentation (2)

Class session 3: 90 minutes

Procedure Materials
PRI stage 4: Produce (60 mins.) 1.A
Activity 7: Presenting to class computer
and a
15. Groups take turns to present their oral reports with a one- .
projector
page written summary in the form of a diagram or table. ¢
or

Each group is given five minutes to present their findings.
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16. Questions and Answers session

17. Instructor evaluates groups’ presentation

PRI stage 5: Reflect (30 mins.)

Activity 8: Voicing out

18. After each group has presented its report, allow each group
three to five minutes for to make comments, give feedback

and to ask the group questions.

19. The instructor makes a conclusion of cultural differences and

English reading strategies.

20. Students fill in the reflective worksheet to keep in their
portfolio.

fovinfinun diminfinwn,

fusnnuaeiaunnuiia 1

ety y a6 ARt awow TruuTIEAY 200-300 A

A A T e iy

presentatio

ns

2. Group
oral
presentatio

n rubric

3.
Reflective

Worksheet

a,
Student’s
Book
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Sample of Instructional Material
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Projeci-based Reading Instruction
Explormng culwres through a readang progect
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Appendix J

Learner Survey

Intercultural Contents

(HUANTLTHINIMUSTTY)

This survey aims at getting your information on the preference of various cultural
contents for improving English reading ability and intercultural communicative
competence through Project-based Reading Instruction. (LLUUﬁWiaﬁlﬁjﬁ%qﬂizmﬁLﬁa
Audeyaieriudeviivannuanemainusssy fndnvvoudniuiaunenuanans

EJI’TLJLLazﬂ?ﬁﬁ@ﬁ?iiz%dﬂﬂ%ﬁuﬂﬁiiﬂ%’]ﬂﬂ’]iﬁ@uiﬂﬂiﬁﬂNMUﬂ’ﬁ@lWU)
Please check the box V1 or fill in the provided space of cultural content you

are most interested in learning. (nqmﬁﬁﬂLﬂéaauuﬂﬂgnTundaa M vzadudenu
mMeimusssuiitnAneauladne)
1. What three cultural topics would you consider the most interesting to learn?
(FdemsTmussan 3 Widelaiindnwauladnuwanniige)
[ 11 cultural heritage (e.g., history/religion/national heroes.) (UIANNIITAIUSIIN LTU
UseiRmans enaw war yanadfiy)
1, Customs/holiday/festival ((nAnN1aUUTEINAILAZ TMUSTIN)
[1 3. Education (nsfinw)
[ 14 Entertainment (i)
15 Food (@1919)
[J 6. Intercultural Contacts (m‘iamsiaﬁamﬁmilﬁuuﬁﬁm)
L7 e style (family /youth) (laflalad (Aseunsa way Josu)
[ 18 social norms (Msl4@3nmadenn)
L] 9. Sports (Aw1)
] 10. Verbal and non-verbal Communication (ﬂ’lﬁam(ﬁia%amﬂmwﬁmﬁLLasziﬂ%’
A1)
] 11. World issues (e.g., politics, nature, health, human rights, and power
inequality) Usziiusgaulan wu nsiiles s55u9A gunn avsuysevy uaz
Anuldianenia

] Others (please specify) guﬂ (Wsaszy)
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2. What countries are you most interested in learning or would like to visit?

1

Please check the box

in three countries of each category. (Usgineiozlsi

tnfnwaulaeuiviseluiienunniian njavineIaanunegn M windeusane 3

Usemeluwsiazngy)

1. Uszinafigyaiduidinvasmendange

Native English speaking Country

2. Yszwanidualdlfidudrvesntesange

Non-native English speaking country

Europe (Vﬁﬂeﬂiﬂ)

] 1w

sangu/loswaudiile/anenuaus/ad)

United Kingdom (a%151%07414Nn7 LU

North America (n3Uakiznwile)

[ ] 2 Canada (kAl91)

[] 3. United States of America
(ansgeuisnn)

[ 1 4. Countries in the Caribbean (Bahamas
/ Belize / Jamaica). Uszwalunziauasuideu
(Urga/udY/alunn)

Africa M3Uwansna)

[ 1 5. south Africa (wovanilé)
Australia (MIUsaaLA38E)

[ 6. Australia (GRERGE)

[ 7 New Zealand (@rduaud)

Others (Please specify) 5146] 1Usa

PAY|

Europe (VI%‘LJE!I‘JU)
South America (M3Uali3n1#)

[ 1. France (r;J%"qma)

12 Germany (18o3uil)
[, ltaly (8»13)

[14. Denmark (wuanin)
[ 15 Portugal (Wseuna)

[ 16. Brazil (us3a)

[17. Argentina (@1§aufiu)

South East Asia (WiUtosienziusanidesla)
[1 8. Philippines (WauTud)

[]9. Malaysia (Laiie)

[110. Singapore (&sAlUs)

[ ]11.
|:|12.

[ 13
Indochina (AMUaALNTBUIATL)
[ 114, Cambodia ()
[ ]15. Laos (@12)

[ 116, Vietnam (Fonu)

Indonesia (Bulaide)
Burma (W)

Brunei (Uglu)

East Asia (N3UsoL¥enzIuaan)
[ ]17. South Korea (nwalé)
[J18. china Gu)

[]19. Japan (iﬁlﬂ]u)

Others (Please specify) 3145] 1Usm

Wy
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Findings of Learner Survey

Part I: Cultural topics students considered most interesting to learn
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Rank Cultural Topic Frequency | Percent
1 Customs/holidays/festivals 65 47.45

2 Intercultural contacts 54 39.42

3 Social norms 52 37.96

il Life styles 49 35.77

5 Food 43 31.39

6 Education 40 29.20

7 Entertainment 39 28.47

8 Cultural heritage 34 24.82

9 Verbal and non-verbal communication 25 18.25

10 Sports 7 5.11

11 Global issues 5 3.65
Percentage Mean 27.41
S.D. 13.78

Part Il: A. Cultures by country students most interested in learning or visiting

Rank Native-English Speaking Country
Cultures by country Frequency | Percent
1 United Kingdom 106 77.37
2 United States of America 93 67.88
3 Australia 85 62.04
a4 New Zealand 75 54.74
5 Canada 28 20.44
6 Countries in the Caribbean 9 6.57
6 South Africa 9 6.57
Percentage Mean 42.23
S.D. 30.17
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289

Cultures by country students most interested in learning or visiting

Rank Non-native English Speaking Country
Cultures by country Frequency | Percent
1 France 91 66.42
2 ltaly 68 49.64
3 Japan 49 35.77
4 South Korea 42 30.66
5 Singapore 39 28.5
6 Germany 27 19.71
7 China 17 12.41
8 Brazil 13 9.49
9 Denmark 10 7.30
10 Portugal 9 6.57
10 Philippines 9 6.57
11 Vietnam 7 5.11
12 Laos 5 3.65
13 Argentina 4 292
13 Malaysia 4 2.92
14 Indonesia 3 2.19
14 Burma 3 2.19
14 Brunei 3 2.19
14 Cambodia 3 2.19
Percentage Mean 15.60
S.D. 18.46

Remark: Others suggested cultures by country which were not on the list included

Netherland (1), Spain (2), Egypt (2), Russia (1), and Venezuela (1)
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Experts’ Validation of English Reading Ability Test
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No. Items Mean Results
Is the format of the test easy to follow? 1 Accepted
Is the test suitable for the students? 1 Accepted
Are the reading passages appropriate? 1 Accepted
Are the questions and their choices appropriate? 1 Accepted
Does the test indicate students’ English reading ability? 1 Accepted
1 What is the best title for the passage? 1 Accepted
2 What is the main idea of the third paragraph (from line 5)? 0.8 Accepted
3 According to the passage, what activity is NOT mentioned
0.8 Accepted
during the festival?
a4 Which sentence about the story of the water fights is NOT
0.6 Accepted
true?
5 Based on the passage, what does “blessed” in line 11
0.6 Accepted
mean?
6 In lines 20-21, “his first Songkran was unlike anything he
had ever experienced. “It’s confusing but beautiful in its
0.8 Accepted
own way because of how much fun everyone’s having,”
These sentences mean that Mike
7 According to the passage, what is the similarity between
1 Accepted
traditional and modern Songkran festivals?
8 According to paragraph 3 (from lines 8-9), what is the
1 Accepted
difference between Hindu and Buddhist water fights?
9 According to the passage, which statement is correct? 0.8 Accepted
10 What can be concluded about the passage? 1 Accepted
11 What is the best title for the passage? 0.8 Accepted
12 According to the article, the boy band becomes very
popular among young girls because 0.6 Accepted
they
13 According to the article, when did One Direction first 1 Accepted
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No. ltems Mean Results
become popular?
14 What details of the text support the idea that the boy
0.4 Revised
band is very popular?
15 In line7, what can the word heat be changed to? 0.6 Accepted
16 Inlines 9, what does the word it refer to? 1 Accepted
17 What is the difference between before and after the boy
0.6 Accepted
band appeared on the TV program?
18  According to the passage, how were the fans alike? 1 Accepted
19  Based on the detail in the article, which of these
appearances MOST LIKELY makes the fans like the boys so 0.8 Accepted
much?
20 According to the passage, what could be concluded about
1 Accepted
the fans of One Direction?
21 What is the best title for the passage? 1 Accepted
22 What is the main idea of the first article? 0.6 Accepted
23 According to the article, where did Line originate in? 1 Accepted
24 Japanese people use Line for many purposes, which of
1 Accepted
the following is NOT included?
25  What does the word “bow” in line 1 mean? 0.6 Accepted
26 Inline 6, what does the word “/t” refer to? 1 Accepted
27 What is the difference between Japanese and American
0.6 Accepted
cellphone communication?
28  Based on the article, what is the similarity between
0.6 Accepted
“Kawaii” and “Emoji”?
29  Based on the article, what can be said about Japanese
1 Accepted
people?
30  Based on the article, what can be summarized about it? 1 Accepted

0.50-1.00 = Accepted; 0-0.49= Revised
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Experts’ Validation of Intercultural Knowledge-based Test
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ltems Mean Results
Is the format of the test easy to follow? 1.00  Accepted
Is the test suitable for the students? 0.80  Accepted
Are the questions and their choices appropriate? 0.80  Accepted
Does the test indicate students’ intercultural knowledge? 1.00  Accepted
Is the language usage appropriate, clear and easy to
0.80  Accepted
understand?
dsziwdila iudsziwdtlnanenans
(Which of the following festivals is a traditional festival 0.80  Accepted
from central Thailand?)
Aa o X >
Uszinddanlandaduludimiale
0.60  Accepted
(In which province is Phi Ta Khon held?)
Tala ldidunuuunuwgdnssumassan lne
Which of the following statements is NOT a Thai social 1.00  Accepted
behavioral pattern?
m:ﬁvl,ﬁ%’umadm”nujLﬂuﬂsaugﬁmnLﬁaulﬁximwaaLw%ﬁ‘u
unfinwAadtuzfazyinadne lsnuvasn i
1.00  Accepted
(Mali received a gift from a new foreign friend. What do
you think Mali will do with that gift?)
folafariauadinsdiaufiznidimaideniing
(Which of the following stereotypes do foreigners have of 1.00  Accepted
Thai people?)
foladovszloafiaulnslsinmeoriurialy WA TIAIEN
anlaidaletu
' . . 1.00  Accepted
(What common Thai greeting usually surprises by
foreigners?)
o a Ao X 9
miaTanamInawy Lusssuilouniadululszinasingw
ilaslulamala
0.40 Revised

(On what occasion is Trooping the Color traditionally held

in England?)
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No.

Items Mean

Results

wmamaasnwuny iwinnrelsfouluannsonanans

] @ L A A A o o & A
fIMWLNURaWIN iInamatsiiofia niiin luikiauiiay
musznaimaaivassslasmarneimssialaine
Jutlazmun

: e , 0.60

(Shrove Tuesday is the day when Christians in the United
Kingdom make confession before entering the first day of
Lent. What food do people make and eat to celebrate the

day?

Accepted

Taladuuuvunungdnssunmessanlumsinmesassiy
29Nn

) ) . ) 0.80
(Which of the following statements is a common greeting

used by English people?)

Accepted

10

Foladariauadvossinuiiznidsmaddernsinn e
1.00
(What stereotypes do foreigners have of English people?)

Accepted

11

T Agniganinm avnuiniwile
(When is Independence Day in the USA?)

0.40

Revised

12

auaLsurnmMeauialdsitla 050
(What is a common greeting in the USA?) .

Accepted

13

ﬁal@Lﬂugﬂtmumiﬁamimaa"maam%ﬁ’u
(Which of the following statements is a communication 0.80

style used by people from the USA?)

Accepted

14

o lafaNAnAANIIRIANNTIAITIAN 71815
0.60
(What stereotype do foreigners have of American people?)

Accepted

15

@ o X A a
Tuuanuaa F0Tulwdawamsuveaninlzinea
samasay thaslulamadamezls
0.80
(On what important occasion is ANZAC Day celebrated in

Australia?)

Accepted

16

dnarinmeola Aldiwawdwandnsalvasaueamasiiy
1.00
(What is a unique greeting used by Australians?)

Accepted

17

folaliarsnizegnidadeldsudalwsudssmuaims
lagTni0amasiae 0.80
(Which of the following should NOT be conducted when

Accepted
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No.

Items

Mean

Results

being invited to a meal by Australians?)

18

Toladugdusunisfieasveszneamasiiy
(Which of the following is a communication style of

Australians?)

0.80

Accepted

19

RIUAN 1w wadNaaaINMIRILANUaIaIAIINlaNATIN 1
=2 o o A

FIATINUINAIN LA

(Armistice Day is a celebration of the armistice of World

War |, which falls on what date?)

0.40

Revised

20

TolafedysnuaiiAyuesnuaiuase i umdsaw
(Bastille Day)
(What is the significant symbol used in celebration for

Bastille Day (or French National Day)?)

0.80

Accepted

21

Tala ldlBuuuunungfnssumIsinNvaITINTILAR
(What is NOT a French social behavioral pattern?)

0.80

Accepted

22

A

Wadadnulenuradsaas nsnszvihlanartnaniassunn

a

naaalvnsaadagaasidulyldamed

9

(When meeting with the French, what behavior should be

avoided so that communication will go well?)

0.80

Accepted

23

A ) ° Aa A A
wmanadseiwail &y iwnaniadsyinduassnidaden 7
> t&/ A a a £ = 6 = a A
A0V aIaNISY LATUNANUEA NIRaWIRLATDIBANE
Suuwsndszindiib lula lrgutnuualsaz lsanaianda i
(The Battle of the Oranges is an annual Italian festival held
in Eve Maria, in Northern Italy. In the past, oranges were

not used. What object was used instead?)

0.60

Accepted

24

Tala lufaid Uy uHuwg ANTTUNIFIANVBITIIDALE LY
(Which of the following is NOT considered an Italian social

behavioral pattern?)

1.00

Accepted

25

"1]”91@LﬂugﬂLLuumi?{aa’]imaamaﬁmLﬁﬂu

(What is the communication style of Italians?)

0.80

Accepted

26

TalaAaNARAANIIFIANNTIIANT G TFaTIIBALR LY
(Which of the following stereotypes do foreigners have of

[talians?)

0.80

Accepted
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27

= = P P .:.'
LNANTIALNI WAL EJY]‘]qJ‘S Lﬂuvmﬂua'mmﬂmamwma@'ﬂq@
A ! A ' Y ¥ (Y
?JE]GEUuiJ‘% FITUNBUANWLITINITLNLRZNIINTIANALEN
o Fo X A a
LY]%&J%\E mﬂmammumuaﬂ@
0.40
(Tenjin Festival is one of the three great festivals of Japan.
The parade is held to respect the land and river gods. In

what city is this festival held?)

Revised

28

Tololilguuuunungdnssumessauuesmidgyu
(Which of the following is NOT a Japanese social 1.00

behavioral pattern?)

Accepted

29

folalilsnisviinis (Body language) finaasaannulu
é’mmmmarﬁﬂu L0
(Which of the following body language is NOT used in '

Japanese society?)

Accepted

30

TololilgriruadneFauiiiamaddenidyu
(Which of the following statements is NOT a stereotype 1.00

that foreigners have of the Japanese?)

Accepted

0.50-1.00 = Accepted; 0-0.49= Revised
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Experts’ Validation of Intercultural Attitudes and Skills Inventory

No.

Items Mean

Results

Is the format of the inventory easy to follow?
1.00

Accepted

Is the inventory suitable for the students? 1.00

Accepted

Is the scale used for the inventory appropriate? 1.00

Accepted

Does the inventory indicate students’ intercultural skills and
1.00
attitudes?

Accepted

Is the language usage appropriate, clear, and easy to understand? 0.60

Accepted

naunfA (Attitudes)

1.1

T
[

dfuaulm’%ﬂuﬁi'wuﬁswau’ﬁn@mmﬁ NenLdulIVaIn 1 8INg 1
wazlaiiduidweasmmainge

1.00
(I am interested in learning about foreign cultures of both native

and non-native English speakers.)

Accepted

1.2

suaulamiladumndayaiisaiunslsiayszriu amaddy

nuukHu FURMIFIAN uazdfion vasTdenaniidwsives
mmnsanguuasliiduisaasmensingui i ldunange Insriest

g MWIDMILONLAIBELADD LANINNTENURIORUNWINVLIN VDS
Sausssuinlasasy 0.40
(I'am interested in searching for information about important

festivals and celebrations, social norms, and intercultural contacts

of both native and non-native English speakers by reading about or

communicating with them, not from media or hearing from others.)

Revised

13

auldfamannuiaasinaud e mdansiaussruidseinwd uuy
WHUMIUATANIFIAN uaznsfndafemstiuiausrufimiiontu
lagHaanusImMagIumIIaIusIINYIRULES nIaMUBNIEILAS
RAUAGUIATEN (1T% Q"ﬁ'}ﬂﬁ@']ﬁnﬂﬂuiil,l,man 730 AKOLNSINY

871) Lwiazma'wm]”agaLLa:msaaummmL'«j”waai'@uuﬁﬁmfmmu 0.80
(I do not assume that people from different cultures have the

same cultural practices based on my own culture. For example, all

[talian men are romantic or Americans are fat. Instead, | find more

information by reading texts and asking them questions directly.)

Accepted
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Items Mean

Results

1.4

an

ﬁfuaﬂﬁmﬁzﬁ"ﬁagamdf@uuﬁﬁu Wi Uzl BUULNUMTUHUA
MIFIAN UaZNIRAADRaF TN TR NTITY lasmduFududayanio
FUNIRUAUIN AL

(Iam interested in analyzing the cultural practice of festivals, social (.80
norms, and intercultural contacts by searching for information from

written tests and communicating in English with the target speakers

of a particular culture.)

Accepted

15

dfug??n’immaﬁﬁLﬂuﬁwé’aﬁLﬂi’]:ﬁi@gamdﬂi:szﬁ BUDWNBANT
Uianessan uazmsfadaiesstaiaussin lagnmsisauiioy
ANBULNARUARILALULANA NN IAUTTTNYDIAUNLIRUTTTNV D

. R A Ay X
sdmaialiidnlalausssuauwunisln

. . ) 0.60

(I feel that | need to analyze information about festivals and
celebrations, social norms, and intercultural contacts of people
from other countries by comparing their similarities and differences

with my own culture to understand them better.)

Accepted

2.1

andanudulagausuALANURANRANENIIIWUBIINY B
TANTEN TN aIngeluniiesns

1.00
(Iam willing to accept the cultural diversity of foreigners who use

English as a means of communication.)

Accepted

2.2

aunfianudulalunmsmlamanazevunainy fasas uazFadneg
WNENLTIIA9TN6 nIafadaFamsnuawnavulas laiifanidon
MR I UDIIN

- ) 7 0.60
(Iam willing to find an opportunity to read texts and study about
or communicate in English with foreigners regardless of their

nationality, language, and culture.)

Accepted

23

dfuﬁmmLﬁﬁlﬁ]ﬁﬂ:ﬂ%’ﬂﬂmujﬁﬂLLa:wqaﬂssmawuLaaLﬁami
Fassfimnzaunasivszansaw e ldsuunanuniefadefoss
furnanailsnmannelunmfems

(Iam willing to adjust my own feelings and behaviors for 100
appropriate communication when reading or communicating with

foreigners appropriately and effectively.)

Accepted

24

sudanudulalunsFouiifuduisnuiaussuaug lu

wannaudyuinaliid luazfesmsnusndwmdnldnmmainn s
: 1.00
lunmsmaans

(Iam willing to learn more about other cultures based on different

Accepted
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Items

Mean

Results

aspects, in order to understand and communicate with foreigners

who use English as a means of communication.)

25

sufianubudneznufenudfioy Saussw Tadfiadldeuann
Faen9g ﬁ"uLﬁ‘]"”maof@uuﬁisu‘wa,ﬁaslﬁl,ﬁﬂa]gﬂﬁaaLLazﬁmiaéamivl@T
BENIRNITRY

(I am willing to learn more about values, cultures, and practices
which are obtained from reading different texts in order to better
understand others and communicate in English correctly and

appropriately.)

0.80

Accepted

Nnwg (Skills)

1.1

AUEUINAWANTBYALANE 1% UIiWdh LuuNw I JAN
FIAN LT IAARDTOF I T AUTTINY BIAUGNTI A TAUTTIY
mﬂmiﬁhmaﬂmsﬁaaaumwﬁagamﬂﬂﬂumamfu

(I am able to search for information in relation to festivals and
celebrations, social norms, and intercultural contacts of foreigners

from reading documents or asking them questions.)

0.80

Accepted

1.2

AUANNENNITNEUTINANNEN ARITDNE DNV DI UTTTY
A v v 2 aAadda a ouf d'l 2 i =

WNa i A A9 DT AU R IAUTI AT ULATHOANT LA NI AN RU LA

Yaz®NTNINW

(Iam able to read, understand, or ask foreigners questions to

understand their culture appropriately and effectively.)

1.00

Accepted

13

dfummimxm"fagamwwzmﬁ'@uuﬁisu 19 Uzt b LULLN®NNT
YJuanesiny Lm:mﬁ@@iaﬁamﬁwm"'muﬁﬁuvlﬁazmgnﬁaa
'imﬁaLiﬂl%ﬂa’luﬂuﬂﬂﬁtt,ﬁﬁaiﬂUm'sa"ml,aﬂm‘i@m6] nInFOLOW
iagamﬂﬂumaffu

(I am able to identify specific festivals and celebrations, social
norms, and intercultural contacts and understand meanings of

words correctly from reading documents and asking foreigners’

questions.)

0.80

Accepted

1.4

WadwaNmMINIDFEMINUTNENING dusuInIaNzidayanie
2 da Xa o A 4 . 9 o
fnfadnluwiausrrndwiuandisldaniaussnsesan lagns
WisuifguanuMilanuazuana@sszninagas i ns I e

(When reading a document or communicating in English with
foreigners, who are from a different culture, | am able to analyze

written texts by comparing similarities and differences between

1.00

Accepted
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Mean

Results

their culture and mine.)

15

SumunsnaTImeuanuzi I AB AU uuukunsU 1
NIFINY UazMIRade e ITINIANTIINTBINUAITIRINMIEY
Lm:muﬁmmLﬁ@lﬂﬁﬁagaﬁgﬂﬁm

(Iam able to investigate common cultural information related to
festivals and celebrations, social norms, and intercultural contacts

by reading and asking questions to receive correct information.)

0.80

Accepted

2.1

ERININFIININLTNE N AITAUTTINALANANA® auitnla
: Aadd o A ' [ v [y 0 o

TENTANTIansTINAuandnanldadngndaslaslails

) a A va ) a A a

Neawafudauaun ladnan(ru audwdu anen nIaawnnaRL

a18)

(While communicating with foreigners who are from a different

culture, | understand their culture correctly without using negative

attitudes towards them. For example Chinese people are stingy or

Korean people are rude.)

0.80

Accepted

2.2

T ROININL TR A T Ul dfulﬁnﬁﬂﬂwu@LLa:ﬁ'lw’loﬁ
wanzauiarh lnsaunundlszansnm

(While communicating with foreigners who are from a different
culture, | am able to use verbal and non-verbal language

appropriately for effective communication.)

0.60

Accepted

23

sTniefigassTLAuIN AN sulanzidayalanizntzindl uuy
MU FTAMIFIan uszmfadafemstiuiaussaluianssm
@i’]d’ﬁ’]a‘ﬁlLL@ﬂ@WOﬂWﬂﬁﬂﬁﬂHﬂIﬂUﬂ’]’iuE]G?Lﬂi’]:ﬁ‘ﬂ’m%mULL&&!&J
(While communicating with foreigners who are from a different
culture, | am able to analyze cultural information related to
festivals and celebrations, social norms, and intercultural contacts

from different perspectives.)

0.80

Accepted

2.4

s:m’mﬁﬁamsﬁmumﬁﬁu dfum'maaummgnﬁawaammf
ﬁ'm:r:LLazﬁﬂuﬂﬁmﬁwuﬁsswh Uﬂﬂiﬁ’]%LLﬂ:ﬁﬂH’ﬁ]']ﬂLaﬂﬁ'ﬁ‘ﬁ%a
FOUNUT AT SAUTTTNIN

(While communicating with foreigners who are from a different
culture, I am able to investigate specific knowledge, intercultural
attitudes and skills by reading documents or asking them

questions.)

1.00

Accepted

25

FLRINNREFNINUARTIH DU AUAAADFORIITAUTING1ITIH NIINNAT

0.80

Accepted
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No. Items Mean Results

WauuIsens miwuﬂéamiﬂ”u"n’n@i’m“lj’lﬁl,‘flun’lmé'dﬂqw LAZYINNNY
Augasaanlugniumsniasildagamunsauussddszansnw

(While communicating with foreigners who are from a different
culture, I am able to communicate with them by means of reading,
speaking, and using body language appropriately and effectively in

real situations.)

0.50-1.00 = Accepted; 0-0.49= Revised
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Appendix O
Experts’ Validation of Project-based Reading Portfolio Rubric

No. Items Mean Results
Is the format of the portfolio rubric easy to follow? 0.80  Accepted
Is the portfolio rubric suitable for the students? 0.40 Revised
Is the scale used for the portfolio rubric appropriate? 1.00  Accepted

Does the portfolio rubric indicate students’ English reading
0.60  Accepted
ability and intercultural communicative competence?

Is the criterion for completeness appropriate for the
1 1.00  Accepted
students?

2 Is the criterion for format appropriate for the students? 0.40 Revised

Is the criterion for knowledge of contents appropriate for
3 0.20 Revised
the students?

a Is the criterion for social skills appropriate for the students? 0.20 Revised

Is the criterion for reflections on Project-based Reading
5 0.40 Revised
Instruction appropriate for the students?

0.50-1.00 = Accepted; 0-0.49= Revised
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Experts’ Validation of Project-based Reading Instruction Questionnaire

No.

Items

Mean

Results

Is the format of the questionnaire easy to follow?

0.80

Accepted

Is the questionnaire suitable for the students?

0.60

Accepted

Is the scale used for the questionnaire appropriate?

1.00

Accepted

Does the questionnaire display students’ opinions of

Project-based Reading Instruction?

0.60

Accepted

) o & A \ ~ A a
sndnstlailamfematnananzanuazddszansnnlag
MsltIsMsmeniuulaATINBITEY

(I comprehended texts more effectively by using the

Project-based Reading Instruction approach.)

0.40

Revised

@ £ v a v a 6 1 1
%ﬂﬁﬂ‘l&!’]vl,@]lﬁﬂug aﬂLLazﬂﬂﬂS’]Elﬂaiﬂlﬁﬂ’]ia’]ui@ﬂﬂ’ﬁﬂ']%
WULAT1 9 (scanning) MIswiWadLlaaudmaLY (skimming)
o v € . = a .
MIILANFNANY (guessing vocabulary) nMakl3auLney (making
comparison) LLﬂ:ﬂ’]iﬁEﬂm’m (drawing conclusion) LWaa2w
wla
(I learned, practiced and discussed reading comprehension
strategies (scanning, skimming, analyzing words, making

comparison, and drawing conclusions.)

0.60

Accepted

ﬁfﬂﬁﬂmL%'qum'mwmmJaaﬁwﬁ'wﬂ@ﬂﬁﬁmmwmﬂmnm
fuazlassained
(I learned the meaning of words based on context clues

and word structure.)

1.00

Accepted

@ K a ] qqz' v a v a

%ﬂﬂﬂ‘]&l"]&lLLidﬂOl‘ﬂl%ﬂﬁiaﬁu‘Yldlu%a\‘iLiﬂuLLa:uaﬂ%adLiﬂu
&

NNVY

(I was motivated to read more both inside and outside of

class.)

0.40

Revised

1.2.1

> v l&l é/ { Qs % ] a d U
unﬁﬂmﬁmﬁugmmmﬁmnm@uuﬁswawnmd"m@mm
msingelunsindaioans

(I gained more knowledge about the culture of the target

speakers who used English for communication.)

0.60

Accepted
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Items Mean

Results

122

@ K a o ada v [ 2 o e A
%ﬂﬂﬂi:}'mﬂﬂuzﬂ@m@l%@’]%ﬂ'ﬁﬂ UWﬂELLﬂ&Lﬁ@ﬁU’JW%‘E‘S?&M
LANGNARINNETHUAZALATNLALL T ULAD LT WS ITNUNL
TUUTITY e

. . - 0.40
(I had positive attitudes of openness and curiosity toward
cultural diversity after reading texts of the target culture

and comparing it with Thai culture.)

Revised

1.23

ANANEN SN B UM IAUNL LR ITa R 332AI9NH L
geTanlEmsnsingelunsiadedosslaodie
WNNzRNLazAUIzENTA W

(I gained the skills of discovering and interacting with 040
people from different countries to commmunicate

appropriately and effectively.)

Revised

131

= 1 1 v K =
masounssaunlasltlassinumaysiwtsliundnsniniy
L%'&Juj‘a"mﬂ”u 0.60

(The instruction engaged me in collaborative learning.)

Accepted

1.3.2

a 1 1 Yo K a 2
masunssenlaslilassnunmsdutaliindnmsnSou;
va X A '
laauuannivanlwnaw
1 0.80
(The instruction provided scaffolding to enhance my own

learning.)

Accepted

Aansuluund 1: Usswdh Janunanzay
The activities in Unit 1: Festivals and Celebrations are 1.00

appropriate.

Accepted

222

a P a en o P
ﬂﬁ]ﬂii&li%‘ﬂ“n“n 2: LLUHLLNuﬂqiﬂgu@]ﬂfl\‘]ﬁ\jﬂN ENA2IRREN
LANITRN 1.00

The activities in Unit 2: Social Norms are appropriate.

Accepted

Aanysuluuny 3: NMIAadaRasITNNIGWIIIN IR
VANIERY

o ' 0.80
The activities in Unit 3: Intercultural Contacts are

appropriate.

Accepted

2.2

Aansruluiaasuuuaznuldsidatisiinanuaiansanms
UM BIDINOBUAZNNIAAF DT ENTITNINIIWUTTIN AR 0.60

a X
EANNINEY

Accepted
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Results

(The class activities and project works enhanced my English
reading ability and intercultural communicative

competence.)

23

VAN MLARZAULTEUT AN NRINZRY
1.00
(The time allowance in each period was appropriate.)

Accepted

3.1

ROMIFOUTIVINUANNEINIITONIIOUN B IN HUAZNNT

a '

@ﬂ@laéﬂﬁﬂiizﬁ’j’]d’?@uuﬁiiw
0.60
(Instructional materials enhanced my English reading ability

and intercultural communicative competence.)

Accepted

3.2

A = & A A '
RONNISUUNITFOW LIHaWIUNANUNEH TANNINFWLD
LNEIWa RS L e nawLAL L 0.60

(The instructional materials were attractive and adequate.)

Accepted

33

ﬁ’]ﬂ%‘ﬂ’]ULLGZLLUUﬁﬂﬂv@ﬁﬂl’]N%@LQMLLRZLTWWIE]VL@T\{’]U
(The instruction and explanation were clear and 0.40

understandable.)

Revised

4.1

mysanauazlszdunaluiassowdwllassdaiiiouas

AANNRANY 1T NIFUNAlATIH TIBRM e ¥

wuuinia uazmInnuaauluraason

(Assessment and evaluation in the classroom were 040
continuous and varied, e.g., portfolio, reading reports,

exercises, and discussion.)

Revised

4.2

i Idszifiukanmaiowdilaig weriaanuivesison
eI I E Mo batTictig

(Criteria of the assessment were easy to follow and 0.60
measured students’ learning outcomes based on the

course objectives.)

Accepted

Did the open-ended part encourage students to express
1.00
more opinions?

Accepted

0.50-1.00 = Accepted; 0-0.49= Revised
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Appendix Q

Revised Version of Project-based Reading Instruction Questionnaire

No. Original Items Revised/Adjusted Items
dndnwidladlomnileuesamnzauas  dnAnwudrlademiisiuldegisgndos
fUszdnsnmlagnislaisnisaeuluy wntuanmsliiimsaeunuulasany
1ASHIUNTEIU n1381U

1.1.1 (I comprehended texts more (I comprehended texts more
appropriately and effectively by using effectively by using the Project-based
the Project-based Reading Instruction Reading Instruction approach.)
approach.)

Unfnwlaiseus Anuavefiusenagnsnis  Ideas were separated
21UlALN1TBUKUUATIIY (scanning) M5 1.1.2 dndnwianusaldnagnsniseu
gruritedulanuddty (skimming) MM54A1 wWUUAT19 (Scanning) Liieanandila
AANY (guessing vocabulary) N1g Lﬁammmé’mqwﬁémﬁgﬂéjmmmﬁu
W3suLieu (making comparison) wagn1s (I was able to comprehend English
@5UAu (drawing conclusion) \ienau texts more accurately by scanning for
Wla details.)
(I learned, practiced and discussed 1.1.3 dnfinwanansaldnagnsniseu
reading comprehension strategies, InedulanudiAzy (Skimming) Wioanu
namely scanning, skimming, analyzing Lsﬁﬂ,ﬁ]L‘ﬁammm?ﬁmwﬁémﬁgmﬁa&
L1 words, making comparison, and drawing mﬂéﬁu

conclusions.)

(I'was able to comprehend English
texts more accurately by skimming for
main ideas.)

1.1.4 dnfinwanansaldnagnsnisien
AFNYT (Guessing vocabulary) Wienau
Lﬁffﬂﬁ]Lﬁammmé’ﬂﬂqwﬁémlﬁgﬂé’aq
mnéz;fu

(I was able to comprehend English
texts more accurately by guessing

meanings of unfamiliar words.)

1.1.5 dnAnwianusaldnagnsnis




306

No.

Original Items

Revised/Adjusted Items

Wisuisu (Making comparison) i
anuilanundanguiienlignsesinn
o

(I'was able to comprehend English
texts more accurately by making
comparisons.)

1.1.6 dnfinwanansaldnagnsnisasy
A4 (Drawing conclusion) Wioanu
dilanwdsnquiteruldgniosnntu
(I'was able to comprehend English
texts more accurately by drawing

conclusions.)

unAnwidusegalalumseunslueaseu
LAYUBNMBILSEUNINTY
(I was motivated to read more both

inside and outside of class.)

|deas were separated

1.1.7 dnfnwiiusegalalunisenly
Foudsumniy

(I was more motivated to read inside
the classroom.)

1.1.8 dnAnwiilusegslalunissuuen
Foudsuuniu

(I was more motivated to read outside

the classroom.)

1.2.2

o =2 =]

tihAnwivimugaRfialusnumsosiniuay
nfuTmusssufiunnsismdainsunas
AnsziUssudiouTmusssutuiu
Tausssulney

(I had positive attitudes of openness
and curiosity toward cultural diversity
after reading texts of the target culture

and comparing it with Thai culture.)

|deas were separated

1.2.2 finfnwiiarwesndifinduieni
SAUEITUAIRIRTILANE1921N
Tausssulng

(I was more curious to know about
foreign cultures that were different
from Thai culture.)

1.2.3 dnAnwtasudunnunainiane
NS IUVBIT A RTUANAIRIN
Sausssulnefiva

(I was more open to cultural
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No. Original Items Revised/Adjusted Items
differences between foreign cultures
and Thai culture.)

nAnunivinueiunsdunusaznisdeals Ideas were separated
seyinedu Aurnmenadildnnsnguly  1.2.4 dndnwdumndeyansiausssy
nsansiodeansldegnamnzauuays VOIBNIANTIRLAINWUTE UL UAIIY
Ussansnn wilounazuaneetuTamsssulnedioly
(I gained the skills of discovering and Lﬁﬁjﬂiﬁ]mﬂﬂﬁu
interacting with people from different (I searched for information about
123 countries to communicate foreign cultures and compared it to
appropriately and effectively.) Thai culture for better understanding.)
1.2.5 tnfnudeasmemmdnguiu
T AR |- TR TP et R
(I communicated in English with
foreigners more appropriately.)
AanssuluesSouuasaulusdatiodin Items were added
AUAINNTANITOIUNI BTN BHAZNIT 2.2 Aanssluieaioulagldlasesuns
PnsedeasszrineimusTsulRD . 97U
(The class activities and project works (Classroom activities using Project-
enhanced my English reading ability based Reading Instruction.)
and intercultural communicative 2.2.1 sz8zWaens (Prepare stage)
competence.) 2.2.1.1 Tuszazinsond Un@nw
AniuinfanssuneuseuaynLazdwman
- fensEunIse Ay AoaTsEning

TAIUFTTY
(In the preparation stage, | thought
that the warm-up activities were
enjoyable, which resulted in positive
effects on English reading ability and
intercultural communicative
competence.)

2.2.1.2 Tuszpznsuui Unane

AALALINAINTTUNTEAUAININY
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No.

Original Items

Revised/Adjusted Items

TAIUSTINVDIY 1IN NV FEHARADATS
FounserunardeansseninaTausssy
(In the preparation stage, | thought
that the warm-up activities stimulated
students’ cultural knowledge of
various countries, which resulted in
positive effects on English reading
ability and intercultural
communicative competence.)

2.2.1.3 Tusyaginsuuda Un@nw
Antuinsifienlunguieiudamie
Wlassnumuideiiauldmansons
FounseunardeansseninaTausssy
(In the preparation stage, | thought
that working in groups resulted in
positive effects on English reading
ability and intercultural
communicative competence.)

2.2.1.4 Tuszazinsons dnAnw
Anuiuienassiaeuliinmudianagns
Msgukar TausTsudEmaRdensiFeu
Mg uLardea sy TIY
(In the Prepare stage, | thought that
the instructor facilitated my English
reading strategies, which resulted in
positive effects on English reading
ability and intercultural
communicative competence.)

2.2.2 s38¥n15AUAT (Research
stage)

2.2.2.1 TuszpznisAuadn dnfinw

AniuInnagnsnse s auili
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No.

Original Items

Revised/Adjusted Items

Shdnwvhuuuindalududeul g
(In the research stage, | thought that |
used the knowledge gained from the
reading strategies taught in class to
complete exercises in class.)

2.2.2.2 Tusggnisauan Un@nw
AntuinsUszandldnagninmssiuile
AUATIMIYRLAUBNYTIDTUAIHARABNNT
Founserunardoansseninaimusssu
(In the research stage, | thought that |
applied my knowledge of English
reading strategies to comprehend
texts outside the classroom.)

2.2.2.3 TuszagnisAuain dnAnw
ﬁmLﬁu’iwﬂm’%auﬁﬁmﬁui’wuﬁﬁmmaa
YIIFNYIRNNAARDNITITOUNITOULAE
Aoa eI TIY
(In the research stage, | thought that |
learned more about foreign cultures.)

2.2.2.4 TuszagnisAuai UnAnw
Aniuinnisvhaulunguamwadisonis
FounserunasdoasseninaTausssy
(In the research stage, | thought that
working in collaboration helped to
improve my English reading ability and
intercultural communicative
competence.)

2.2.2.5 TuszagnisAuai dnAnw
AniuinnsUssunguegesiue1aisd
Q’aaufiqwaﬁeiaﬂ'm!%aumié’mLLazﬁams
FENINTIUTTIN

(In the research stage, | thought that
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No.

Original Items

Revised/Adjusted Items

the teacher-student conferences
helped to improve my English reading
ability and intercultural
communicative competence.)

2.2.3 S9EMTIATIZH (Analyze
stage)

2.2.3.1 Tuszezn1siaszitaya

u

v = a

thAnwaaiuinnsulstiuteyatiduat
fuiteusmnguamaron1sSounTey
LLﬁZ%@ﬂWﬁﬁSW}IN}J‘wUﬁiiﬂ
(In the analysis stage, | thought that
sharing research information with my
friends helped to improve my English
reading ability and intercultural
communicative competence.)

2.2.3.2 Tusgpgnsiaseidoya
WnAnwAaiuInsiUSsufisuau
AL ULAZUANAINTENI N TAIUTTIU
PNIANTIRLAE TAUsTIHIEdINaRRONT
FounseuuazdoanssenineTaus sy
(In the analysis stage, | thought that
the comparison of similarities and
differences between foreigners’
cultures and Thai culture helped to
improve my English reading ability and
intercultural communicative
competence.)

2.2.3.3 lusgggmsliasizvivoya

¥
=3

tinfAnwAnmiuilasuausiiuauain
wianlungy
(In the analysis stage, | thought that |

gained more knowledge from peers in
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No.

Original Items

Revised/Adjusted Items

the group.)

2.2.3.4 Tuszggmsliasgvideya
thAnwaaiuaudildFeuaine1aisd
TuM AT itoyamaInusITHAING
HENIBUNISINGBAY oA TTENIN
TUTTTY
(In the analysis stage, | thought that
the knowledge gained from analyzing
cultural texts helped to improve my
English reading ability and intercultural
communicative competence.)

2.2.4 5389¥n3a319NA9U (Produce
stage)

2.2.4.1 Tusgegmsadrwasu
Hn@nwAniuinlassnuiivhdsadise
MsiSeunseuLardeanssEning
TUUTTTY
(In the production stage, | thought
that doing project works helped to
improve my English reading ability and
intercultural communicative
competence.)

2.2.4.2 Tuszegnsasanasu
UnFnwAaiuinnsiiausanunguli
ieuluesdsmafisenisSounisenuuas
Aoasse iU TIY
(In the production stage, | thought
that presentation of my project work
helped to improve my English reading
ability and intercultural
communicative competence.)

2.2.4.3 TuszagnsasIawau
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No.

Original Items

Revised/Adjusted Items

UNANWIAMTINIINTUTEUHANUILD
LarvasioudmanionisiSaunsey
wardoanssEningTaussIy
(In the production stage, | thought
that self-evaluation and peer
evaluation helped to improve my
English reading ability and intercultural
communicative competence.)
2.2.4.4 TuszaensasIamwau

TnAnwAnmiunmseiondetiaueves
9195 ARUAHARFBN1TISEUN1TEY
wardoanssEning sy
(In the production stage, | thought
that the instructional materials helped
to improve my English reading ability
and intercultural communicative
competence.)

2.2.5 SY8¥NTUARIANUAALITIL
(Reflect stage)

2.2.5.1 TuszggmsuansanuAniiy
UnAnwAniuinnsuanaaNLAnLdiy
druFuiefulnsenure e wazYns
\ioudwanmenisiounisenuLazdeans
FEWINNTRIUTTIU
(In the reflection stage, | thought that
giving and receiving feedback from the
class helped to improve my English
reading ability and intercultural
communicative competence.)

2.2.5.2 TusgegnsuansnnuAnLil
Un@AnwAniuINsuansauAniuly

LHLAALIILLNYINUNNTO LAY NS
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No.

Original Items

Revised/Adjusted Items

FoansmaimussndsmaiisenisSounis
suuardeassrninemusssy
(In the reflection stage, | thought that
the reflection in my portfolio helped
to improve my English reading ability
and intercultural communicative
competence.)

2.2.5.3 TusgggnmsuansnnuAnLiiu
ﬁﬂﬁﬂmﬁmﬁudﬂmiaqﬂLﬂ‘famiuwf%au
uarlasaulage1asddanannonIsTeu
MssuuardoasIE N Tans Ty
(In the reflection stage, | thought that
the unit summary by the instructor
helped to improve my English reading
ability and intercultural

communicative competence.)

3.2

a a & A a
donsiseunisasy Wevnunanuieu I
AnuUaula wgawakazlianauiuly
(The instructional materials were

attractive and adequate.)

|deas were separated

3.2 thnwAndiuindenisieunisaeud
AMULNEULA

(I thought that the teaching materials
were attractive.)

3.3 thanwAaduinidemunmuiien
lalgrnauiuly

(I thought that the written texts were
not too difficult.)

33

AT UNLAL LUV NRLAINUTALAULAY
Wnlaladne
(The instruction and explanation were

clear and understandable.)

ltems were revised and added

3.4 dnAnwAniulnwuuRniagewaun
auansalunseldRB ety

(I thought that the exercises helped
me to develop my reading ability.)

v =2 a < ! =2 CN
3.5 UNANYIAAUILUUNN AT

Y
a =

WAIUINTADATTENINITAUSTIULIRDITU
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No. Original Items Revised/Adjusted Items
(I thought that the exercises helped
me to develop my intercultural
communicative competence.)
msienanazUsefiunalurieasewduly ltems were added and separated
agheaileaarannvians Wy maviuily 4.1 dhAnwAniiuiinsianauay
1A5997U MBUNseu vhuuuiindn uar  UseilunansiSeusgnsdaiies duwadise
nsanumeulueaseu MIBEuNTe LAz ARaNTIEINg
(Assessment and evaluation in the IUUTTT
classroom were continuous and various, (I thought that the continuous
such as portfolio, reading reports, evaluation and
exercises, and discussion.) assessment had a positive effect on
my English
reading ability and intercultural
communicative
competence.)
4.2 dnAnwAniuINIs My InNauay
UssiilunanmsSeudiianuainviais
4.1 dananronsSeunisenuLazdeans

FLUINTIAUSTT

(I thought that the use of various
methods of assessment and
evaluation had a positive effect on my
English reading ability and intercultural
communicative competence.)

4.3 WUnAnwAniuITIsMIinNaLay
UsziuNan1SSeua1sn InANNAINNTD
N1581UNTSINguIBIinAnwlAa3

(I thought that the methods of
assessment and evaluation were able
to measure my English reading ability.)
4.4 dnAnwAniuinisnsianawas

UselluNanISIse LT InAMNEINNT
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No. Original Items Revised/Adjusted Items
msfnsedeaismaimusssuvesindny
JEREN
(I thought that the methods of
assessment and evaluation were able
to measure my intercultural
communicative competence.)
WnagINIsUTEIEUNANISIS U198 ag  Items were separated
TanudvesSeumuinguszasdsiedyn 4.5 dnAnwiAamiuinnarinsyszdiuna
(Criteria of the assessment was easy to nsieuladng
follow and measure students’ learning (I thought that the evaluation criterion
outcomes based on the course was easy to comprehend.)
. objectives.) 4.6 tnFAnwIARWIRILNeINTUSTIUNG

NSREUINANANITAVBE L TEURY
TagUszasnves 9183ulaa3e

(I thought that the evaluation criterion
was able to measure my learning
outcomes according to the course

objectives.)




316

Appendix R

Experts’ Validation of Project-based Reading Instruction Interview

Mea
No. [tems
n Results
Is the format of the interview form easy to follow? 0.80
Are the questions suitable to ask the students? 0.60
Does the interview form indicate students’ opinions of
0.80

Project-based Reading Instruction?

) A o A A o a &
wNeNI Tl azvljwqﬂﬂa;@l,l,azua Uﬂq@LﬂU')ﬂ‘Uf’] ek BRP)

1 0.20 Revised
(What did you like most and least about this course?)
\ ) v & akt a o
ANUFINTAMTENBNNH18ING BUBIBNAN AU Uy DAz YN
lassnuatinels
2 0.40 Revised

(How did your reading ability of English improve while doing

the project work?)

{ R o o £
AMNRINITNVBINSTHORITIZRINIIAIUTITNVDINNANEN AU
Tupnizfivhlassnuednals isuanuisenisiaussm viaus
ARAAANURANNRANUNIIWNWTTTN NNBEIZRINIIABTITY

3 ) ] i 0.40 Revised
How did your intercultural communication competence
improve while doing the project work (e.g., knowledge,

attitudes, and skills)?

= v A 3 a A 3
a:vlﬁﬂﬂ"llﬂ@l,l,ﬂzm?JLE(EJ"IJ?Nﬂ'ﬁsl,"li'l‘ﬁﬂﬂiﬁa%LLUUIﬂidd’]uﬂ’ﬁaﬁ%
TupmSon
a4 ) 0.40 Revised
What are the pros and cons of having a classroom

atmosphere that incorporates PRI?

o K A o o d‘ o v a 24’. I
wnAnvddLuein oy Nz v ed i aulanazidn
€ o e oA :&’
Uszlomtdwingisouinndu
5 ) 0.80  Accepted
What would you suggest to make this course more

interesting and worthwhile for future students?

0.50-1.00 = Accepted; 0-0.49= Revised
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Appendix S
Results of Pilot Study

After obtaining the data from the pilot testing, a further statistical analysis was
conducted to predict if PRI had an effect on students’ English reading ability and
intercultural communicative competence. The Paired samples t-test statistic was
employed to determine if the pre-and post-test of the English reading ability test and
the intercultural knowledge-based test were different from each other. In addition,
the post-test scores of the English reading ability test, intercultural communicative
competence test, and the project-based reading portfolio rubric were also analyzed

for correlations.

The results of the English reading ability test showed that the mean score of
the pre-test was 7.00 while the post-test mean score was 9.20. The test suggested a
statistical significance of 0.05 (t = 2.93). That means the t-test indicated that the post-
test scores were significantly higher than the pre-test scores. Similarly, the result of
the intercultural knowledge-based test showed that the mean score of the pre-test
was 12.33, while the post-test mean score was 20.53. The test suggested a statistical
significance of 0.05 (t = 7.20). As for the correlation between the English reading
ability test and intercultural communicative competence test, the result showed a
significant correlation of 0.54 (p < 0.05) based on the scores of these tests. This
indicates that students’ scores of the English reading ability test and intercultural
knowledge-based test were varied accordingly at the moderate level (0.40 < r <
0.79). However, the scores obtained from the portfolio rubric and the English reading
ability test, and the portfolio rubric and the Intercultural knowledge-based test

suggested low correlation at 0.38 and 0.43, respectively.

Based on students’ opinions of the PRI model and interview protocol, it was
revealed that most of the students believed PRI enhanced their English reading
ability and intercultural knowledge of native and non-native English speakers and
their own. Additional comments and feedback derived from the reflection in both

their portfolios and the opinion questionnaires presented intriguing perspectives on
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the course using the PRI model. For example, students believed that the strategies
and knowledge they obtained from the course could be applied in their daily life,
they felt that they were now brave enough to read English and speak the language
with foreigners, they felt that the PRI model encouraged them to try to comprehend
the English texts they read, and they believed that they used and gained more

technological skills in searching for information.

It should be considered that the aforementioned statistical results might not
accurately yield the effects of the PRI on students’ English reading ability and
intercultural knowledge. The reasons given for this analysis was that (i) only one unit
with two specific English reading strategies and one cultural topic were applied in the
pilot study, and (ii) the time allowance of two months for the pilot testing was more
intensive than the four months for the main study. However, both quantitative and
qualitative data and analyses could indicate that students, who were in the PRI class,
would gain  more English reading ability and intercultural communicative

competence.



Appendix T
The Synthesis of the Principles for PRI
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Project-based English reading Project-based
Reading Instruction instruction Learning
(PRI Stoller and Grabe Curtis, 2002; Hedge
(2013) ,1993; Helle, Tynjala,

& Olkinuora, 2006;
Markharn et al., 2003;
Newell, 2003; Stoller,

Intercultural
materials in
English language
teaching and

learning
Byram, Morgan &
colleagues, 1994;

1997 Byram, 1997, 2000;
Cortazzi and Jin,
1999; Kramsch,
2001; McDonough
& colleagues, 2013
1 .Teaching is 1.1 Give students | 2.1 Teaching 3.1 Materials
student centered. choices in what | focused on student | should develop
(1.1, 1.2, 2.5) they read. centeredness is students for
important. global

communication,
build global
relationships, and
improve
students’
intercultural

communication.

2. Teaching prepares | 1.2 Use reading 2.2 The learning
students for reading | resources that process involves
comprehension to are interesting, challenging
enhance knowledge, | varied, attractive, | questions,

skills and attitudes; abundant, and problems, or topics

3.2 Learning
through
interaction and

reflection.
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not merely the
culture of native
English speakers, but
also non-native
English speakers and
their own. (1.3, 1.5,
3.6)

accessible.

of student interest.

3. Learning process
focuses on
scaffolding between
the teacher and
students, and
students and their

peers. (2.2, 2.3)

1.3 Integrate
reading skills
instruction with
extensive
practice and
exposure to

print.

2.3 The learning
process involves
frequent feedback
from peers, and
facilitators, sharing
ideas and

experience.

3.3 Cultural topics
include physical
location,
verbal/non-verbal
behavior, routine,
morale, social life,
notable history
events, values
and meaning,
cultural heritage,
people society,

and stereotypes.

4. Learning involves
constructing cultural
knowledge, skills
and attitudes
through social
interaction by
means of project
work, working
cooperatively and
collaboratively on

their own, in small

1.4 Introduce
reading skills and
provide students
with practice
opportunities by
first drawing on
course book

ppassages.

2.4 The learning
process improves
students’ language
skills, content
learning, and
cognitive abilities,
and builds their
confidence, self-
esteem and

autonomy.

3.4 The topics
and content are
suggested to be
selected from

different sources.
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groups, or as a class
to complete a
project. (2.6, 2.7,
3.1,3.2)

5. Learning takes
place through
experiencing,
analyzing,
connecting ideas in
every stage of the
project to help
students to obtain
knowledge, skills
and attitudes. (1.5,
2.8, 3.6)

1.5 Connect
reading to
students’
background

knowledge.

2.5 Instructional
activities are based
on students’

interest.

3.5 In the learning

process, students

compare the
theme in a
familiar situation
with examples
from an
unfamiliar

context.

6. Learning is

enhanced when

1.6 Structure

lessons around

2.6 Students work

in a collaborative

3.6 It focuses on

helping students

cultural content can | pre-, during-, and | learning to enhance
be explored in post-reading environment. cultural

depth by students tasks. awareness,
through reading understanding,
authentic materials skills, and
inside and outside of knowledge.
the classroom. (1.3,

1.7, 2.8, 3.7)

7. Students gain 1.7 Provide 2.7 Students work 3.7 Sources of

reading
comprehension,
cultural knowledge,

skills, and attitudes

students with
opportunities to
experience

comprehension

cooperatively on
their own, in small
groups, or as a class

to complete a

information
should be
authentic texts,

and the texts
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through a variety of
learning approaches
(explicit reading
strategies,
experiencing
cultures, etc.),
activities, and
resources. (1.4, 1.6,

2.11, 3.6)

success.

project.

should vary.

8. Teacher’s role
varies based on
students’ needs

throughout the

1.8 Build
expectations
that reading

occurs in every

2.8 Students make
an effort to
connect ideas and

gain new skills at

project work. (2.9) lesson. every stage of the
project.

9. Students are 1.9 Plan 2.9 Teachers are

active students instruction facilitators and

controlling their own | around a managers of the

learning and working | curricular teaching process.

in groups by sharing,
reflecting, and giving
feedback throughout
the learning process.

(2.10, 2.13)

10. Students
evaluate themselves
and others on their
process and product
of the project work

and intercultural

framework that
integrates goals
for the
development of

reading abilities.

2.10 Students are
active students
involved in social
interactions for
accomplishing the

tasks, solving

3.8 Assessment is
done through
both summative
assessment and
formative
assessment to
measure
students’
knowledge,
attitudes, and
skills.
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communicative
competence. (2.14,

3.8)

problems, or sharing
perspectives of the
subject, plans,
resources and skills
during the leaming

process.

2.11 Use a variety
of social skills and

management skills.

2.12 Use of
authentic resources

and technologies.

2.13 The project
product is shared
with peers, teachers,
and experts in a

public presentation.

2.14 Assessment of
both process and
product from the
first stage to the

last stage.
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Appendix U

The Incorporation of the Course Principles in PRI

Course principles Features

1. Student-centeredness PRI units are built around students’ interests in
the supplementary course book and teaching
practice. The topics and cultures for the
projects are selected based on students’
preferences. Students form their own group and
responsibilities. Students are given choices in

what they read for their research project.

2. Motivation The preparation stage of each unit starts with
fun games and activities to generate and
maintain interest and activate students’

background knowledge.

3. Explicit reading instruction instructor provides the knowledge of reading
strategies and students practice reading and
using the strategies in the prepare stage of each
unit. Explicit teaching, or a lecture, is provided
using the contemporary form of PowerPoint

presentation with images and audio.

4. Authentic reading materials Reading articles are prepared for students to
read and practice in the prepare stage and the
research stage from authentic sources at an
appropriate level of difficulty. Students search
for information from suggested authentic

materials and their own choices.

5. Intensive and extensive In the research stage, students practice reading
reading Comprehension strategies from short passages for
comprehension in class and do more research

outside the classroom in their free time.
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Course principles Features

6. Scaffolding PRI instructor provides students support and
assistance throughout the units in the form of a
teacher-student conference in extracurricular
time. Instructor plays various roles: a project
manager when preparing for the project, a
counselor in the teacher-student conference,
and a facilitator throughout the project. PRI
students also help and share information with
each other during searching for and analyzing

texts.

7. Collaborative learning PRI students actively control their own learning
and tasks, and work in groups to accomplish

their project.

8. Integration of culture-and PRI students learn about reading strategies and
reading-learning cultures simultaneously in the research and

analyze stages.

9. Continuous evaluation PRI instructor evaluates students through formal
and informal activities. Informal evaluation is
executed in the prepare stage and research
stage through observation by the instructor.
Formal evaluation is executed in the analyze
stage and produce stage through teacher

evaluation, self-evaluation, and peer evaluation.

10. Self-reflection After each unit, PRI students reflect on their
learning, improvement of their reading ability

and communicative competence.




Appendix V

Experts’ Validation of the Lesson Plan

Unit 1: Festivals and Celebrations

Activity 1: Exploring amazing Thai and international festivals and celebrations
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No. Items Mean Results
1 The lesson plan covers all the elements needed for Accepted
teaching. o0
2 The sequence of the lesson plan is appropriate. 0.80 Accepted
3 The elements of the lesson plan are related. 1.00 Accepted
a Name of the lesson plan is appropriate to the PRI. 0.60 Accepted
5 The objectives are relevant to the course objectives 0.80 Accepted
6 The objectives are clear on what is intended to students’ Accepted
learning outcomes. 080
7 The objectives are achievable. 0.80 Accepted
8 The content is relevant to the objectives and is achievable Accepted
to the objectives set. 080
9 Instructional materials are clearly set and prepared. 1.00 Accepted
10 Instructional materials are interesting and relevant to the Accepted
reading strategies and interculture (or cross-culture). 080
11 Time allotment for each activity is appropriate. 1.00 Accepted
12 The instructional procedure is appropriate. 0.80 Accepted
13 Activity 1: Exploring my culture 0.60 Accepted
14 Activity 2: Linking words to the world 1.00 Accepted
15 Activity 3: Reading for comprehension 0.80 Accepted
16 Activity 4: Cultural detective 0.80 Accepted
17 Activity 5: Sharing out loud 1.00 Accepted
18  Activity 6: Investigating cultural differences 0.60 Accepted
19 Activity 7: It’s time to share 0.60 Accepted
20 Activity 8: Voicing out 0.80 Accepted
21 Activities are relevant to project-based learning and 0.80 Accepted

interculture (or cross-culture)
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22 Evaluation and assessment are relevant to the objectives.  0.80 Accepted

23 The methods of measurement are suitable for measuring  0.80 Accepted
the desired behaviors.

24 The evaluation and assessment tools are clearly explained 1.00 Accepted
and easy to use.

25 The language usage in the lesson is appropriate and essay  0.80 Accepted

to understand.

0.50-1.00 = Accepted; 0-0.49= Revised
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Appendix W
Pilot Testing of a PRI Lesson

After the validation, PRI lessons were pilot-tested. The objective of the pilot
study was to validate the construct of an instructional lesson. This pilot study was
carried out for three consecutive weeks during the end of June to the end of July
with 15 students majoring in Tourism Management in the additional summer
semester of the academic year 2014. The students in this pilot study were not from
the sample group of the main study but with the same demographic characteristics,
namely English proficiency, age, major area of study, and enrollment in the English
reading course. The lesson plan of the “Festivals and Celebrations” unit, its
materials, and activities covering the five steps (prepare, research, analyze, produce,
and reflect) of PRI were piloted. The main purpose of this pilot study was to measure
the effectiveness and practicality of the lesson plan, including materials and
activities. Particular goals of piloting the instructional lesson were to assess whether
or not the intervention, activities, and instructional materials would be practical and
effective in the actual classroom environment of the main research study. The
results of the pilot testing were used for revision and improvement of the

intervention.
Findings of the pilot test of a PRI lesson and redesign

According to students’ participation and feedback during the implementation,

findings from the pilot testing were found in different stages based on PRI as follows:
Stage 1: Prepare

Activity 1: Exploring my culture. The time allowance of 50 minutes for
this activity was inadequate. The original version of this game after the validation by
the experts was distributing the stripped paper of months, names of the festivals,
and a sheet of descriptions for each festival as hints to help them guess the correct
festival. It was found that students enjoyed the ‘Guess the Thai festival?’” game.

However, the images of festivals were too obscure for them to make a correct guess.
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In addition, more distractors for the festivals were needed to make it more

challenging.

}

T
Unit 1 Festivals: Exploring Amazing Thai Festivals PRI Stage 1: Propare '

& Activity 1: Exploring my

B S L S Y

| Bangkok

|
!
!
!
!
|

v

Figure 18: Samples of the Instructional Materials Used in Pilot Testing

Activity 2: Linking words to the world. Students became aware of the
reading strategies explicitly taught through PPT in class. It tended to help them

better comprehend and answer questions in the exercise.
Redesigning of Stage 1: Prepare

To complete the first activity, the time allowance was extended from
20 minutes to 30 minutes. More distractors for festivals were also added. The images
of festivals were adjusted to precede a higher degree of transparency as illustrated
below. To practice reading strategies and make the activity more effective, the sheet
of descriptions for each festival as hints was changed to a gap-filling exercise as

illustrated in Figure 19.

Unit 1 Festivals and Celebrations
Lessom: Exploring Amazing Thai and Intemational F

4 Activity 1: Exploring my eulture

“Guess the Thai fustival?”
1 ent 9
an, eceives the m

. | Bangkok N

f Nov en

buifet of fruite, vegetables, soda and lollipops. Many

cukeys o be descendan i, 5o the busfel is
benor.

i ‘This fertival s held when flowers and plant grow. It promates the

Figure 19: Samples of the Redesigned Instructional Materials for Main Study
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Stage 2: Research

Activity 3: Reading for comprehension. It was found that almost all
students used the strategies taught from the previous activity. However, the time

allowance of 40 minutes was inadequate.

Activity 4: Being a cultural detective. Most students did not have
sufficient knowledge of how to use a search engine effectively when looking for
reliable information. Only a few students completed the task correctly as assigned.
Some festivals suggested in the sheet could not be found easily. Also, not all of the
six suggested festivals in each country could be compared with any Thai festivals.
The teacher-student conference session (1) was helpful because the teacher
researcher learned that students did not understand the task, and that the list of the

suggested festivals needed to be altered.
Redesigning of Stage 2: Research

To complete the reading for comprehension task, the time allowance
was extended from 40 minutes to 60 minutes. To ensure that students understood
the task, a clear explanation with an example was added to the Teacher’s Book.
Also, a training session of how to search online using the Google search engine was
added in the third class session which was in the research stage of the first mini-
project. The training session aimed to facilitate students to find valid and reliable
information. In addition, a set of criteria (reliable website, reliable author, and
fairmess) was explained. As for the festivals list, instead of six, only the top three
festivals were assigned as they could be compared to Thai festivals. The rubrics of
the individual reading summary tasks were provided and explained at the teacher-

student conference sessions.
Stage 3: Analyze

Activity 5: Sharing with group. Students were content with sharing their
individual reading summary report with their friends. They were also able to follow
the individual reading summary rubric. However, the teacher researcher could not

evaluate the students’ entire reading summary within the class time.
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Activity 6: Investigating cultural differences. Students were able to
compare their target festivals to the Thai festivals, but further investigation on Thai
festivals was needed to reveal different analyses. The teacher-student conference

session (2) outside the classroom proved to be very useful.
Redesigning of Stage 3: Analyze

Due to time constraints, the teacher researcher evaluated students’
individual tasks in her own time. Hence, she only provided feedback and assistance
to the students for this activity in the classroom. Further investigation and research
on Thai festivals was suggested to compare cultures more accurately and

completely.
Stage 4: Produce

Activity 7: Presenting to class. Students showed that they were
enthusiastic to present their summary to the class. However, they were all very
nervous to present it in front of the classroom for the first time and were not ready
to be graded. In addition, not many questions were asked by the audience because

they were preparing for their own presentation.
Redesigning of Stage 4: Produce

The end products of the group mini-projects were not graded since it
was not used in the portfolio rubric. However, their products were given feedback
and suggestions by the teacher researcher and the class. Only their individual reading
summaries of the three projects were evaluated. For effective engagement in the
presentation, each group was assigned to prepare questions to ask the audience
about the content of their presentation. The questions and answers activity was then

added into this stage.
Stage 5: Reflect

Activity 8: Voicing out. Students engaged in this activity by providing
constructive feedback about their own learning through PRI In addition, the

conclusion made by the teacher researcher helped to wrap up reading
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comprehension, factual knowledge about different cultures, and group work.
Students constructively expressed their thoughts about the lesson in a reflection
sheet as part of the portfolio. Similarly, they provided extensive feedback concerning
the effects of PRI on their English reading ability and intercultural communicative
competence in the reflective essay after completing the main project. They seemed

to recognize the importance of the aforementioned elements.
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Domain Mean SD | Meaning
1. Classroom management employing PRI
1.1 English Reading Ability
1.1.1 | comprehended texts more effectively by using 4.13 0.61 High
the Project-based Reading Instruction approach
1.1.2 I was able to comprehend English texts more 4.03 0.70 High
accurately by scanning for details.
1.1.3 | was able to comprehend English texts more 4.13 0.71 High
accurately by skimming for main ideas.
1.1.4 1 was able to comprehend English texts more 4.00 1.08 High
accurately by guessing meanings of unfamiliar words.
1.1.5 I was able to comprehend English texts more 3.75 0.95 High
accurately by making comparisons.
1.1.6 | was able to comprehend English texts more 3.78 1.04 High
accurately by drawing conclusions.
1.1.7 I was more motivated to read inside the 4.16 0.81 High
classroom.
1.1.8 I was more motivated to read outside the 4.03 0.79 High
classroom.
1.2 Intercultural Communicative Competence
1.2.1 | gained more knowledge about the culture of 4.44 0.62 High
the target speakers using English.
1.2.2 | was more curious to know about foreign 4.62 0.55 Very
cultures that were different from Thai culture. High
1.2.3 1 was more open to cultural differences between 453 | 0.67 Very
foreign cultures and Thai culture. High
1.2.4 | searched for information about foreign cultures 4.41 0.80 High
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Domain

Mean

SD

Meaning

and compared it to Thai culture for better

understanding.

1.2.5 | communicated in English with foreigners more

appropriately.

4.03

0.74

High

1.3 Project work

1.3.1 The instruction engaged me in collaborative

learning.

4.25

0.72

High

1.3.2 The instruction provided scaffolding to enhance

my own learning.

4.41

0.76

High

2. Classroom activities

2.1 Activities of all units

2.1.1 Unit 1: Festivals and Celebrations

4.41

0.67

High

2.1.2 Unit 2: Social Norms

4.38

0.67

High

2.1.3 Unit 3: Intercultural Contacts

4.34

0.65

High

2.2 Steps of PRI

2.2.1 Prepare stage

2.2.1.1 In the preparation stage, | thought that the
warm-up activities were enjoyable, which resulted in
positive effects on English reading ability and

intercultural communicative competence.

4.31

0.54

High

2.2.1.2 In the preparation stage, | thought that the
warm-up activities stimulated students’ cultural
knowledge of various countries, which resulted in
positive effects on English reading ability and

intercultural communicative competence.

4.44

0.67

High

2.2.1.3 In the preparation stage, | thought that working

in groups resulted in positive effects on English reading

ability and intercultural communicative competence.

4.34

0.70

High

2.2.1.4 In the Prepare stage, | thought that the

4.59

0.61

Very
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Domain

Mean

SD

Meaning

instructor facilitated my English reading strategies,
which resulted in positive effects on English reading

ability and intercultural communicative competence.

High

2.2.2 Research stage

2.2.2.1 In the research stage, | thought that | used the
knowledge gained from the reading strategies taught in

class to complete exercises in class.

4.22

0.66

High

2.2.2.2 In the research stage, | thought that | applied
my knowledge of English reading strategies to

comprehend texts outside the classroom.

4.19

0.70

High

2.2.2.3 In the research stage, | thought that | learned

more about foreign cultures.

4.34

0.65

High

2.2.2.4 In the research stage, | thought that working in
collaboration helped to improve my English reading

ability and intercultural communicative competence.

4.25

0.62

High

2.2.2.5 In the research stage, | thought that the
teacher-student conferences helped to improve my
English reading ability and intercultural communicative

competence.

4.47

0.68

High

2.2.3 Analyze stage

2.2.3.1 In the analysis stage, | thought that sharing
research information with my friends helped to
improve my English reading ability and intercultural

communicative competence.

4.41

0.84

High

2.2.3.2 In the analysis stage, | thought that the
comparison of similarities and differences between
foreigners’ cultures and Thai culture helped to
improve my English reading ability and intercultural

communicative competence.

4.44

0.80

High
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Domain

Mean

SD

Meaning

2.2.3.3 In the analysis stage, | thought that | gained

more knowledge from peers in the group.

4.00

0.89

High

2.2.3.4 In the analysis stage, | thought that the
knowledge gained from analyzing cultural texts helped
to improve my English reading ability and intercultural

communicative competence.

4.31

0.74

High

2.2.4 Produce stage

2.2.4.1 In the production stage, | thought that doing
project works helped to improve my English reading

ability and intercultural communicative competence.

4.25

0.72

High

2.2.4.2 In the production stage, | thought that
presentation of my project work helped to improve
my English reading ability and intercultural

communicative competence.

4.22

0.71

High

2.2.4.3 In the production stage, | thought that self-
evaluation and peer evaluation helped to improve my
English reading ability and intercultural communicative

competence.

4.22

0.71

High

2.2.4.4 In the production stage, | thought that the
instructional materials helped to improve my English
reading ability and intercultural communicative

competence.

4.38

0.61

High

2.2.5 Reflect stage

2.2.5.1 In the reflection stage, | thought that giving and
receiving feedback from the class helped to improve
my English reading ability and intercultural

communicative competence.

4.25

0.72

High

2.2.5.2 In the reflection stage, | thought that the

reflection in my portfolio helped to improve my

4.16

0.68

High
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Domain

Mean

SD

Meaning

English reading ability and intercultural communicative

competence.

2.2.5.3 In the reflection stage, | thought that the unit
summary by the instructor helped to improve my
English reading ability and intercultural communicative

competence.

4.34

0.79

High

2.3 The time allowance in each period was

appropriate.

4.16

0.68

High

3. Instructional materials

3.1 Instructional materials enhanced my English
reading ability and intercultural communicative

competence.

4.28

0.63

High

3.2 | thought that the teaching materials were

attractive.

4.19

0.64

High

3.3 | thought that the written texts were not too

difficult.

4.09

0.73

High

3.4 | thought that the exercises helped me to develop
my reading ability.

4.34

0.70

High

3.5 | thought that the exercises helped me to develop

my intercultural communicative competence.

4.34

0.65

High

4. Assessment and evaluation

4.1 | thought that the continuous evaluation and
assessment had a positive effect on my English reading

ability and intercultural communicative competence.

4.34

0.65

High

4.2 | thought that the use of various methods of
assessment and evaluation had a positive effect on my
English reading ability and intercultural communicative

competence.

4.28

0.59

High

4.3 | thought that the methods of assessment and

4.28

0.68

High
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Domain Mean SD | Meaning
evaluation were able to measure my English reading
ability.
4.4 | thought that the methods of assessment and 4.28 0.63 High
evaluation were able to measure my intercultural
communicative competence.
4.5 | thought that the evaluation criterion was easy to 4.47 0.67 High
comprehend.
4.6 | thought that the evaluation criterion was able to 4.44q 0.72 High
measure my learning outcomes according to the
course objectives.
Overall result 4.27 | 0.71 High

(1.00-1.05 = very low; 1.51-2.50 = low; 2.51-3.50 = moderate; 3.51-4.50 = high; 4.51-

5.00 = very high)
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