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Thai undergraduate engineering students seem to have difficulty mastering English 

oral communication ability and learner autonomy.  This study investigated the effects of a 

project-based blended learning with communication strategy instruction model to develop 

English oral communication ability and learner autonomy of undergraduate engineering 

students.  Four communication strategies, namely asking for clarification, asking for 

confirmation, circumlocution, and use of fillers and hesitation devices, and the ways to 

conduct the independent project, were taught to 20 undergraduate Engineering students in a 

face-to-face environment. The students carried out their online tasks and an independent 

project via social platforms (e.g., Facebook, Skype, etc.).  Quantitative and qualitative data 

collection and analyses were conducted.  Students’ pretest and posttest scores were compared 

using the Wilcoxon signed rank test to examine their English oral communication ability 

development in six aspects (i.e., range, accuracy, fluency, interaction, coherence, and 

pronunciation) based on the Common European Framework of Reference Languages 

(CEFR) 2017.  Moreover, students’ pre-learner autonomy questionnaire and post-learner 

autonomy questionnaire scores were compared using the Wilcoxon signed rank test to 

investigate their learner autonomy development in three main components (i.e., personal 

responsibilities, personal capabilities, and independent learning), each of which was divided 

into six aspects, namely determining the goals and the objectives, defining the learning 

progressions; taking the initiative; making decisions on selecting methods or techniques, 

communication strategies, and resources; monitoring the task and the project completion 

procedures; and evaluating the completed tasks and the project.  Qualitative data of learner 

autonomy were obtained from student logs, observation checklists, and semi-structured 

interviews. The findings revealed that changes in English oral communication ability and 

learner autonomy took place after the students were taught communication strategies in a 

blended learning environment and their opinions toward the PBBCSI were at the high level, 

thus indicating that the project-based blended learning with communication strategy 

instruction model could be used to promote English oral communication ability and learner 

autonomy of language learners. 
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CHAPTER I 

INTRODUCTION 

 

1.1 Background and significance of the problems 

 In this 21st century, English has become an international language which plays 

a crucial role in many fields such as business, commerce, entertainment, education, 

science, and technology.  Through its spread, the English language is used between 

native-to-native (L1-L1), native-to-non-native (L1-L2), and non-native-to-non-native 

(L2-L2) speakers of English to serve their communicative needs (Jindapitak & Teo, 

2013).  In 2019, English is spoken as a first or second language over one billion people 

(Eberhard et al., 2019) and around a billion people speak English as a foreign language 

(Ives-Keeler, 2014).  This suggests that English is widely used in different countries 

and contexts with several varieties of the language spoken by different speakers in 

different interactional acts.  

 In Thailand, the importance of English for the educational system, business, 

science, and technology is acknowledged.  English is regarded as a key to success in 

education as well as in the profession (Rajprasit & Hemchua, 2015).  However, most 

Thai learners fail to achieve global English language standards compared with learners 

in many other countries.  Based on the EF English Proficiency Index by Education First 

(2015), learners’ English language proficiency in Thailand is very low and dropping 

relative to that of learners in other countries, scoring the third lowest in Asia and ranking 

the 62nd out of 70 nations included in the index.  Moreover, average scores on the 

international TOEFL in 2015 fell at 77 out of 120, or the 21st rank out of a total of 30 

nations in Asia, and the seventh out of ten nations in the AEC countries, higher only 

than Cambodia and Laos (Educational Testing Service, 2016). As for International 

English Language Testing System (IELTS) average scores in 2015 (International 

English Language Testing System, 2016), Thai general training test takers’ scores were 

rated at 5.2 out of the 9-band scale, categorized as a modest user, and ranked the 38th 

out of 40 nations surveyed.  In addition, Thai academic test takers’ scores were rated at 

6.0, categorized as a competent user, and ranked the 22nd out of 40 nations surveyed.  
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Unfortunately, TOEFL and IELTS scores of Thai test takers indicate that Thai learners 

have difficulty in all four language skills, including English oral communication ability. 

Such a failure may result from the constraints on the development of English oral 

communication ability derived from traditional instruction in Thailand as well as a lack 

of learner autonomy, which prevent learners striving to develop the English language 

skills on their own. 

 According to Sermsongswad and Tantipongsanuruk (2013), Thai teachers 

employ traditional teaching methods that focus more on prescriptive grammar devoid 

of context than on communicative use of English.  This causes learners to focus on 

language accuracy, not fluency, in their communication.  In addition, Thai teachers 

adamantly adhere to teaching styles that emphasize test-taking strategies, rote-learning, 

use of Thai in the English classroom, and teacher-centeredness, all of which are at the 

expense of developing learners’ ability to communicate fluently and appropriately in 

various contexts.  Therefore, Thai learners of English should develop their English oral 

communication ability for effective communication, including undergraduate 

engineering students.  

Studies in the area of workplace communication have suggested that it is 

necessary for professional engineers including computer engineers to show excellent 

soft competencies such as effective oral communication ability, an understanding of 

ethics, teamwork, and leadership besides achieving their mastery in technical skills 

(Rainey et al., 2005, as cited in Radzuan & Kaur, 2010). In Thailand, although computer 

engineering departments at a university level have produced a large number of 

computer engineering staff with varied career paths such as programmers, software 

developers, software test engineers, hardware design engineers, system analysts, 

computer network architects, information security analysts, etc. to workforce markets, 

Mala (2016) has pinpointed out that the demand for computer engineering staffs will 

continue to rise in Thailand.  This is because advanced technologies such as artificial 

intelligence, robotics, nanotechnology and 3D printing will be widely used in all 

industries.  However, previous studies have reported that language proficiency levels 

and communication skills of engineers as well as computer engineers are in urgent need 

of improvement (Rajprasit & Hemchua, 2015; Rajprasit et al., 2015). 
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Concerning learner autonomy, recent studies have revealed that Thai students 

encounter constraints on the development of learner autonomy (e.g., Duong, 2014; 

Rungwaraphong, 2012).  According to Swatevacharkul (2014), major constraints that 

prevent Thai university students from developing learner autonomy include the 

following: 1) students’ lack of self-confidence, laziness, irresponsibility, learning 

inability, and lack of motivation, 2) Thai culture influencing the Thai educational 

system that emphasizes the belief that teachers are authoritative figures in the 

classroom, and 3) teachers employing traditional teaching methods with spoon-feeding 

and rote memorization, and exam orientation.  In addition, Rungwaraphong (2012) 

points out that Thai university students are not ready for the implementation of learner 

autonomy in the learning process, since students perceive their teachers’ roles in a 

traditional approach that teachers should be the people who direct their learning and 

give all the knowledge to students; students do not take on an active part in the learning 

process; and students do not sufficiently use learning strategies beneficial for 

autonomous learning. 

For these reasons, schools and universities should introduce ways to improve 

students’ learner autonomy while promoting their English proficiency, especially 

English oral communication ability, to meet the global English language standards.  

One of the well-recognized global standards is the Common European Framework of 

References for Languages: CEFR (Council of Europe, 2017).  For Thai university 

undergraduates, they should reach CEFR level B2 as determined by the Office of the 

Basic Education Commission (OBEC) (2011).  This simply means that their English 

proficiency including English oral communication ability should be improved. 

One way to enhance English oral communication ability and learner autonomy 

is to incorporate technology into language teaching.  Nowadays, it is undeniable that 

technology plays an important role in all aspects of modern-day society, such as in 

business, commerce, education, entertainment, etc.  Technology is also highlighted in 

the Thailand 4.0 policy which emphasizes a Creative Economy highlighting creativity 

and innovation, and the development of new technologies (Buasuwan, 2018).  For 

higher education towards Thailand 4.0, the Office of the Higher Education Commission 

is in the process to develop the 3rd Framework of the 15-year long range plan (2017-

2031) which gives prominence to University 4.0 (Buasuwan, 2018). Buasuwan also 
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pinpoints that future generations of Thailand 4.0 as well as University 4.0 should be 

“be knowledgeable, highly skilled, socially responsible; maintain their Thai identity; 

and be able to use technology” (p. 7).  This suggests that technology should be 

integrated into new teaching and learning paradigms for quality future generations. 

At present, computer technology also plays a crucial role in educational 

development.  Computer-mediated communication involves technology to facilitate 

interaction between people.  Computer-mediated communication tools can be used 

without or with very little limitation of time and place, face-to-face and online 

classrooms, and through appropriate tools like computers in classrooms, mobile 

phones, iPads, Facebook, Skype, Google Docs, YouTube, blogs, etc.  Additionally, 

computer-mediated communication tools enable teachers to integrate traditional face-

to-face instruction in class time with learning outside of class in the online environment, 

referred to as blended learning (McCarthy, 2016). 

 Many recent studies have focused on the advantages of blended learning using 

computer-mediated communication tools to improve oral communication ability, 

because it is believed that blended learning can improve learners’ English oral 

communication ability effectively (Campbell, 2015; Rodrigues & Vethamani, 2015). In 

addition, several studies have suggested that “technology-mediated tasks may support 

increased language production during task performance in online environments” 

(Thomas, 2017, p. 28). 

 According to Campbell’s (2015) study which investigated the effects of ICT 

blended instruction on students’ English language achievement, the results have 

indicated that the ICT blended instruction positively affected students’ performance in 

English including English oral communication ability when compared with that of 

students in traditional face-to-face classes. 

 Moreover, blended learning can enhance learner autonomy in that it encourages 

learners to have high ability to control over and responsibility for their own learning 

which is a very important element to be autonomous learners (Banditvilai, 2016).  

 To date, a number of studies (e.g., Kintu et al., 2017; Saengsawang, 2013; 

Sanprasert, 2010; Yang et al., 2013) have been carried out to determine the effects of 

blended learning on English oral communication ability and learner autonomy of EFL 

learners. However, few studies have focused on the effects of blended learning on 
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English oral communication ability and learner autonomy of computer engineering 

students, especially in Thailand.  

Researchers have utilized many teaching methods to better support the use of  

blended learning in order to effectively develop learners’ English oral communication 

ability and learner autonomy.  Communication strategy instruction and project-based 

language learning have been implemented in many English language teaching 

classrooms to develop learners’ English proficiency, but few studies have reported the 

effects of blended learning with integration of communication strategy instruction and 

project-based language learning on development of English oral communication ability 

and learner autonomy. 

As for communication strategy instruction, previous studies have found that the 

use of communication strategies can improve learners’ oral communication ability 

(Nakatani, 2010, 2012) and learner autonomy (Gökgöz, 2008; Machón, 2000; Salehi et 

al., 2015).  Such findings have led to a conclusion that communication strategy 

instruction should be integrated into English language teaching to develop learners’ 

English oral communication ability and learner autonomy, especially in blended 

learning environments. 

Regarding project-based language learning, it has been discovered that the use 

of projects can help EFL learners significantly improve their oral communication ability 

and enable them to apply content knowledge in their professional field to complete their 

projects (Kovalyova et al., 2016). Project-based language learning can effectively 

enhance autonomous learning and collaborative problem-solving through the learning 

process (Dooly & Masats, 2011). Like communication strategy instruction, project-

based language learning should therefore be integrated into English language teaching 

to enhance learners’ English oral communication ability and learner autonomy, 

particularly when it is implemented in a blended learning environment. 

Based on the aforementioned discussion, it is evident that there is a gap that 

needs to be filled. That is, the effects on the improvement of English oral 

communication ability and learner autonomy of computer engineering students in 

Thailand when it is implemented with communication strategy instruction and project-

based language learning should be further investigated. 
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 As previously discussed, like computer engineering students at King Mongkut 

University of Technology North Bangkok (KMUTNB) encounter different constraints 

when struggling to achieve mastery of the English language, including their English 

oral communication ability, as well as learner autonomy. 

According to Pinphet’s (2017a) case study of computer engineering students’ 

needs for problems in English Conversation courses, the findings from the 

questionnaire revealed that students had the highest level of problems with English oral 

communication because they could not understand listening texts or speeches in 

interactions effectively due to limited or no understanding of related vocabulary. In 

addition, the listening texts or speeches were too fast, and they lacked confidence to 

communicate in English. Such findings have confirmed that computer engineering 

students’ English oral communication ability need to be improved. In addition, learning 

materials should be developed to meet computer engineering students’ specific needs 

and problems found in the study. 

 Furthermore, the results from Pinphet’s (2017b) case study on the effects of 

multimedia-based instructional material to improve English oral communication ability 

of computer engineering students have shown that the students only had a fairly good 

(CEFR B1) level of English communication ability in the aspects of fluency, coherence, 

range, accuracy, and interaction, respectively. The results have implied that these 

computer engineering students at KMUTNB need improvement when it comes to their 

English oral communication ability, since university students at an undergraduate level 

are required to achieve the CEFR level B2 as set by Office of the Basic Education 

Commission (OBEC) (2011). 

Moreover, it is deemed crucial for universities and educational institutions to 

make sure that computer engineering graduates “have the capacity to meet the needs of 

employers…[and] are prepared to move into employment with skills and expectations 

that benefit their employers,” as mandated by the Association for Computer Machinery 

(ACM) and the Institute of Electrical and Electronics Engineers Computer Society 

(IEEECS)  (2016, p. 37).   The ACM and IEEECS develop Computing Curricula 

Guidelines for Computer Engineering Programs, known as CE2016 with a particular 

purpose to “[support] a group of professionals who are responsible for developing and 

teaching a range of degree programs in computer engineering worldwide” (Association 
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for Computing Machinery  & Institute of Electrical and Electronics Engineers 

Computer Society, 2016, p. 11).  The Computer Engineering Curriculum 2016 of 

KMUTNB is also constructed based on CE2016 developed by ACM and IEEECS. 

 With regard to English oral communication ability, communication skills are 

considered one of the five domains of complementary skills that engineering graduates 

should master, namely, communication skills, teamwork skills, soft or personal skills, 

experience, lifelong learning, and business perspectives (Association for Computing 

Machinery  & Institute of Electrical and Electronics Engineers Computer Society, 

2016).  In addition, English is considered an international language in Thailand, 

“[e]mployers identify communication [skills including oral communication] as one of 

the basic competencies every graduate should have, asserting that the ability to 

communicate is valuable for obtaining employment and maintaining successful job 

performance” (Chairat, 2016, p. 39).  This suggests that EFL computer engineering 

students are expected to be proficient in communicating with native and non-native 

colleagues and customers in their line of work. 

Concerning learner autonomy, engineers are required to work both in a team 

and on their own.  As such, they should possess abilities to take responsibility as 

professionals for their work; plan and organize working procedures; evaluate 

procedures, products, and work; make initiatives, choices, and decisions to create 

innovations, etc.  These abilities are related to strategies for promotion of learner 

autonomy.  In addition, teamwork and lifelong learning skills are considered 

complementary skills that computer engineers should be equipped with so as to be able 

to fully function as professionals in their fields (Association for Computing Machinery  

& Institute of Electrical and Electronics Engineers Computer Society, 2016).  

Therefore, it is necessary for EFL and computer engineering students to be trained to 

possess learner autonomy, thereby being able to apply those strategies and abilities for 

their professional development. 

As previously pointed out, besides learner autonomy, English oral 

communication ability of computer engineering students at KMTUNB needs to be 

enhanced in accordance with Computer Engineering Curriculum 2016 of KMUTNB,  

emphasizing five domains of objectives:  
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 Students should “be able to communicate with other people effectively; work in 

group or team; possess communication ability in Thai, international and computer 

languages” (King Mongkut's University of Technology North Bangkok, 2016, p. 8) 

with specified learning outcomes: students should “be able to communicate with people 

in Thai and foreign languages effectively; apply knowledge of their profession to 

communicate with society in appropriate issues” (p. 80). 

Concerning learner autonomy, in one of the specified learning outcomes: it is 

stated that students should “be able to retrieve resources and search for additional 

knowledge themselves for life-long learning and in line with changing body of 

knowledge and technologies” (p. 80). 

Despite clearly specified learning objectives and outcomes and despite 

instructors’ attempt to achieve such objectives and outcomes, most of the computer 

engineering students still encounter problems with English oral communication ability 

and learner autonomy as previously mentioned earlier.  In the English conversation 

course, most instructors seem to employ exam-based teaching, rote-learning, and 

memorization to make sure that students will be able to pass four main tests: midterm 

speaking, final speaking, final listening, and final language tests. In addition, 

commercial textbooks supplemented with additional online materials in the course are 

not authentic, since most of the contents and materials are particularly created for the 

purpose of teaching, not for exposing the students to authentic communication to enable 

them to deal with real-world tasks effectively.  As Reinders and Balçikanli (2011) 

suggest that commercial textbooks insufficiently enhance learner autonomy and that 

when they do, they provide limited opportunity for practice to students, since strategies 

to foster learner autonomy provided in commercial textbooks are not arranged in a 

structural way and “there appears to be no attempt to draw learners’ attention to the 

learning process in a way that gradually gives them more responsibility for their 

learning.  Occasionally, some information or an activity may be included but this is not 

connected to previous or subsequent content” (p. 207). 

Apart from limitations of commercial textbooks to develop English oral 

communication ability and learner autonomy, there are factors that hinders computer 

engineering students from acquiring English oral communication ability—time 

constraint and a lack of sufficient exposure to English in authentic communication 
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inside and outside classrooms.  Moreover, there is a mismatch between the content of 

the English conversation course focusing on everyday situations and students’ needs to 

have the skills to deal with real-world tasks at their workplaces and in real-world 

situations related to their work. 

In addition, through years of the researcher’s personal observations, computer 

engineering students seem to lack confidence in their own ability to orally communicate 

in English.  As for learner autonomy, most of the students tend to passively wait for 

their instructors to feed them the information on what to do, administer learning 

materials and resources, and plan learning process for them.  In other words, students 

do not actively perform the learning tasks both inside and outside the classroom, hence 

limited capabilities to control and manage their own learning well.  Therefore, the 

intervention of new instructional model is expected to help computer engineering 

students develop their English oral communication ability and learner autonomy they 

seriously need. 

With the utilization of the project-based blended learning with the 

communication strategy instruction (henceforth PBBCSI) model, computer engineering 

students at KMUTNB should be able to improve their English oral communication 

ability to interact with other people in authentic, real-world situations related to their 

work and workplace effectively, after developing English oral communication ability 

by doing face-to-face activities, online tasks, and the independent project.  In addition, 

the PBBCSI model is also guided by the concept of learner autonomy.  Accordingly, 

computer engineering students should be able to gradually develop their learner 

autonomy after learning with the PBBCSI model, which allows them to set their 

learning directions, make plans for doing online tasks and the project, organize 

available learning resources, and make choices and decisions about their own learning 

to finally achieve their learning goal. 
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1.2 Research objectives 

1. To investigate the effects of the PBBCSI on English oral communication ability of 

undergraduate engineering students. 

2. To investigate the effects of the PBBCSI on learner autonomy of undergraduate 

engineering students. 

3. To investigate undergraduate engineering students’ opinions toward the PBBCSI. 

 

1.3 Research questions 

1.  What are the effects of the PBBCSI on English oral communication ability of 

undergraduate engineering students? 

2.  What are the effects of the PBBCSI on learner autonomy of undergraduate 

engineering students? 

3. What are undergraduate engineering students’ opinions toward the PBBCSI? 

 

1.4 Statements of Hypotheses 

 Recent studies (e.g., Campbell, 2015; Kintu et al., 2017; Rodrigues & 

Vethamani, 2015; Sanprasert, 2010; Yang et al., 2013) have suggested that blended 

learning can improve learners’ English oral communication ability and learner 

autonomy effectively.  In addition, previous studies have revealed that the use of 

communication strategies can enhance learners’ oral communication ability (Nakatani, 

2010, 2012) and learner autonomy (Gökgöz, 2008; Machón, 2000; Salehi et al., 2015).  

To investigate the extent to which the PBBCSI model can improve English oral 

communication ability and learner autonomy of undergraduate engineering students, 

the following hypotheses have been formulated based on a review of previous studies: 

 1. After implementation of the PBBCSI model, there would be changes in the 

posttest mean scores of English oral communication ability of undergraduate 

engineering students. 

 2. After implementation of the PBBCSI model, there would be changes in the 

posttest mean scores of learner autonomy of undergraduate engineering students. 
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1.5 Scope of the study 

In order to find of the effects of the PBBCSI model on English oral 

communication ability and learner autonomy, the present study was conducted with an 

intact class of computer engineering undergraduate students attending an elective 

English course entitled “English conversation” at King Mongkut’s University of 

Technology North Bangkok during the first semester of the academic year 2019.  The 

PBBCSI model was conducted in 15 consecutive weeks during which the students were 

taught four communication strategies.  The instruction was divided into six phases of 

project-based language learning in a blended learning environment.  The independent 

variable of the study was the PBBCSI model; the dependent variables were students’ 

English oral communication ability and learner autonomy.  

 

1.6 Definitions of terms 

1.6.1 Project-based language learning  

Project-based language learning is “a language teaching method which organizes 

instructional activities around projects and is promoted as an effective way of 

facilitating students’ language learning, content learning and integrated skills’ 

development” (Xu et al., 2017, p. 235). 

In this study, project-based language learning refers to a teaching method that 

incorporates both face-to-face teaching and online tasks that were designed to promote 

students’ English oral communication ability and learner autonomy.  The concept of 

project-based language learning employed in the present study was adapted from 

Larmer’s (2015, 2019) essential project design elements which consisted of the 

following: challenging problem or driving question, sustained inquiry, authenticity, 

student voice and choice, reflection, critique and revision, and public product. These 

seven elements were developed to construct the instructional model of this study. 

1.6.2 Blended learning 

Blended learning has been defined by Garrison and Vaughan (2008) as an 

approach that combines the strengths of both face-to-face classroom instruction with 

community and online instruction “to go beyond the capabilities of each separately” (p. 

6).  By the same token, according to Sharma and Barrett (2007), blended learning refers 
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to “a language course which combines a face-to-face (F2F) classroom component with 

an appropriate use of technology” (p. 7). 

In this study, blended learning refers to a learning system which combines the 

face-to-face with online instructions with the use of technology such as the Internet and 

computer-mediated communication to assure that the students can gain the benefits of 

both face-to-face instruction in class as well as online instruction.  Also, the weaknesses 

of each type of instruction are compensated for.  The blended learning instructional 

model used in the present study was adapted from Lam’s (2015) blended learning model 

in order to optimize students’ learning process with both face-to-face and online 

learning, hence more likelihood to achieve the learning goals to develop both English 

oral communication ability and learner autonomy.   

1.6.3 Communication strategies 

Communication strategies refer to the strategies employed by the speakers to 

“solve communicative disruptions and enhance interactions in the target language” 

(Nakatani, 2010, p. 116).  Simply put, they are strategies used by language learners to 

make sure that their communication acts can be sustained until their communicative 

purposes can be achieved.  In this study, communication strategies refer to the strategies 

used by the students to deal with communication problems and achieve target purposes 

of face-to-face activities, online tasks, and an independent project. The four 

communication strategies taught in this study were selected from three categories 

adapted from Cohen’s (2010) taxonomy of communication strategies, namely:  

circumlocution selected from the category of achievement or compensatory strategies, 

use of fillers and other hesitation devices selected from the category of stalling or time-

gaining strategies, asking for clarification, and asking for confirmation selected from 

the category of interactional strategies. 

1.6.4 English Oral Communication Ability  

Canale and Swain (1980, as cited in Sanguanngarm, 2010) define oral 

communication ability as communicative competence that comprises grammatical 

competence, sociolinguistic competence, discourse competence, and strategic 

competence. For Bachman (1990, as cited in Sakulprasertsri, 2014), oral 
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communication ability refers to communicative ability that consists of knowledge or 

competence in an appropriate and contextualized communicative context.  

In this study, English oral communication ability refers to students’ individual 

capacity to use English orally in different communicative situations with the use of 

taught communication strategies to overcome communication problems so as to achieve 

their communicative purposes. 

English oral communication ability in this study was assessed by the English oral 

communication ability test and the test rubric adapted from CEFR (Council of Europe, 

2017) to assess six aspects of English oral communication ability, namely range, 

accuracy, fluency, interaction, coherence, and pronunciation.    

1.6.5 Learner autonomy  

According to Holec (1981, as cited in Benson, 2001) learner autonomy refers to 

“the ability to take charge of one’s own learning [and] responsibility for all the 

decisions concerning all aspects of learning…” (p. 48). 

In this study, learner autonomy refers to the extent to which the students are able 

to take control on their responsibilities (students’ willingness to take responsibilities), 

capabilities (students’ confidence in abilities), and independent learning (individual 

students’ control of their own responsibilities and capabilities to carry out the assigned 

tasks).  Learner autonomy was divided into six aspects of determining the goals and the 

objectives; defining the learning progressions; taking the initiative; making decisions 

on selecting methods or techniques, communication strategies, and resources; 

monitoring the task and the project completion procedures; and evaluating the 

completed tasks and the project.  In so doing, students learned to be more independent 

and work with instructor and peer support rather than direct instruction and control of 

the instructor.  The autonomy questionnaire was used to measure students’ learner 

autonomy. 

 1.7 Significance of the study 

 The investigation of the effects of the project-based blended learning with 

communication strategy instruction on English oral communication ability and 

learner autonomy was the objective of this study.  It was anticipated that the findings 

of this study would shed more light on how project-based language learning could be 
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integrated with oral communication strategy instruction in a blended learning 

environment as project-based learning and communication strategy instruction had 

been found to be effectively utilized singlehandedly in language classrooms with 

face-to-face instruction, but not many studies have been conducted to explore the 

effects when both of them were implemented together, particularly in a blended 

learning environment.  Moreover, language instructors and other related persons 

would develop better understanding how this type of instruction could be 

implemented not only to enhance language acquisition but also promote learner 

autonomy of language learners, both of which are considered important language 

learning goals of Thai EFL learners, computer engineering students included. 

 In addition to theoretical significance, the findings of this study could be 

utilized as guidelines for Thai instructors who desire to implement the project-based 

blended learning with communication strategy instruction in order to develop 

learners’ English oral communication ability and learner autonomy in their 

conversation or speaking courses.  Instructors would more clearly understand how 

communication strategies can be taught with online tasks and projects at different 

learning phases according to their learners’ interests in the problems or questions set 

for their projects.  Moreover, instructors would also have a reference on how to 

provide their learners the opportunity to make choices regarding social platforms, 

resources, and technology to carry out their tasks and projects to gradually develop 

English oral communication ability and learner autonomy, which are seen as the 

ultimate goal of instructors of English.  Finally, the institution would have more 

effective instructional model to help their students achieve mastery of English oral 

communication ability and also became autonomous learners of English who have 

responsibilities and capabilities to deal with their works and learning directions 

independently. 
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CHAPTER II 

LITERATURE REVIEW 

  

 This research aimed to investigate the effects of the project-based blended 

learning with communication strategy instruction (PBBCSI) on English oral 

communication ability and learner autonomy of undergraduate engineering students. 

The theoretical framework of the PBBCSI is related to four guiding principles 

comprising English oral communication ability, learner autonomy, project-based 

language learning, and blended learning. 

  

2.1 English oral communication ability  

 Researchers have proposed various definitions of English oral communication 

ability (Jarupan, 2013).  For example, Jarupan (2013) defines English oral 

communication ability as “an individual’s ability to form abstract [utterances] that are 

produced and adapted to circumstances at the moment of speaking, by making rapid 

decisions and contributions that adequately fit the given situation” (p. 1).   In addition, 

Sakulprasertsri (2014) defines English oral communication ability as “the ability to use 

the language orally and appropriately in any circumstances as well as shared 

sociocultural or pragmatic suppositions” (p. 23). These definitions suggest that English 

oral communication ability involves communicative competence, since learners who 

possess communicative competence can use language communicative purposes 

(Richards, 2015b). 

 

2.1.1 Concept of oral communication ability 

Many scholars (e.g., Canale & Swain, 1980; Hymes, 1972) have investigated 

the concept of oral communication ability in relation to the “communicative 

competence.”  According to Canale and Swain (1980),  their communicative 

competence model includes the four main components: grammatical competence, 

which refers to knowledge of grammatical rules, vocabulary, pronunciation and 

spelling; sociolinguistic competence, which refers to knowledge of appropriate use of 

language in context—appropriate use of vocabulary, politeness, register and style in 
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particular situation; discourse competence, which refers to ability to attain coherence 

and cohesion in written and oral communication; and strategic competence, which 

refers to knowledge of verbal and non-verbal communication strategies. 

According to CEFR (Council of Europe, 2017), communicative competence 

comprises linguistic, sociolinguistic, and pragmatic competence.  As for linguistic 

competence, it includes general range, vocabulary range, grammatical accuracy, 

vocabulary control, phonological control, and orthographical control, while 

sociolinguistic competence refers to sociolinguistic appropriateness.  Concerning 

pragmatic competence, it consists of flexibility, taking the floor, thematic development, 

coherence, propositional precision, and spoken fluency. 

 According to Kanchai (2019), the CEFR, or the Common European Framework 

of Reference for Languages, has been widely implemented in many countries including 

Thailand since 2014.  Since the CEFR communicative competence serves the expected 

learning outcomes of the “English conversation” course in which the present study 

would be conducted, as well as Canale and Swain’s (1980) definition of communicative 

competence, the CEFR was adapted into practice in this present study.  The relationship 

between the CEFR communicative competence, the learning outcomes of the existing 

course, and Canale and Swain’s (1980) concept of communicative competence was 

illustrated in Table 1. 
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Table  1: The Relationship among the CEFR Communicative Competence, the 

Learning Outcomes of the Existing Course, and Canale and Swain’s (1980) Concept 

of Communicative Competence  
 

Communicative competence 

CEFR (Council of Europe, 

2017) 

Learning outcomes of the 

existing course  

“English conversation” 

(1/2019)  

 

Concept of 

Communicative 

competence 

(Canale & Swain, 

1980) 

- Sociolinguistic competence  1) Converse on a broad 

range of common topics 

that occur in everyday 

conversations 

- Sociolinguistic 

competence  

- Pragmatic competence  2) Use various speech 

functions such as greeting 

and acknowledging people, 

opening and closing feelings, 

making requests, and 

offering suggestions and 

recommendations 

- Sociolinguistic 

competence  

- Sociolinguistic competence 3) Respond to and initiate 

questions on situations, 

events and activities during 

social interactions and 

conversations in English 

- Sociolinguistic 

competence 

- Linguistic competence 4) Acquire sufficient 

vocabulary not only to be 

able to recognize what is 

said, but also to have 

something to say or add in 

response 

- Grammatical 

competence  

- Sociolinguistic competence  

 

5) Understand the 

relationship between the 

speaker and hearer is and 

select sufficiently polite or 

casual language for the 

situation or adjust his/her 

conversational choices 

accordingly, and 

- Sociolinguistic 

competence 
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- Pragmatic competence 

 

6) Share the responsibility 

of maintaining the flow of 

talk and making their 

contributions both 

comprehensible and 

relevant. 

- Discourse 

competence 

- Strategic 

competence 

 

 

 The relationship among the CEFR communicative competence, the learning 

outcomes of the existing course, and the Canale and Swain’s (1980) concept of 

communicative competence implies that the essential components of the rubric adapted 

from CEFR (Council of Europe, 2017, pp. 155-156)  were also relevant to the learning 

outcomes of the experimental course and the concept of communicative competence 

suggested by Canale and Swain (1980). 

 In this study, the English oral communication ability test rubric, and the task 

and project rubric of English oral communication ability were adapted from the 

qualitative features of spoken language (expanded with phonology) of the Common 

European Framework of Reference for Languages (CEFR) (Council of Europe, 2017, 

pp. 155-156).  

When communicating with other people, learners of English tend to produce 

errors which affect their English oral communication ability.  According to 

Arakkitsakul (2008) “errors” refer to ungrammatical usage of a word or form produced 

by language learners in their spoken or written production due to the lack of necessary 

proficiency.   (Dulay et al., 1982) have pointed out that errors are produced when the 

surface structures are changed with the form by means of specific and systematic ways, 

namely omission, addition, misformation, and misordering that can be described as 

follows: 

1) Omission 

Omission errors can occur when the speakers omit a word that needs to be in a 

grammatically correct utterance or sentence.  Dulay et al. (1982) highlight that the 

language learners tend to leave function words rather than content words.  In addition, 

content words are omitted because of the absence of vocabulary knowledge, and 

“learners usually indicate their awareness of the missing constituent” (p. 155) such as 

using gestures to make the meaning clearer. 
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Example: 

Vivian *(is the) teacher *(at) this school.  

(Adapted from Dulay et al., 1982)  

  The speaker omits the words “is” (main verb), “the” (article), and “at” 

(preposition) in the sentence. 

2) Addition 

Addition errors can be produced when speakers incorrectly insert an item of 

morpheme or word that needs to be in a grammatically correct utterance or sentence. 

There are three types of addition errors: double marking, regularization, ad simple 

addition.  

2.1 Double marking errors occur when the semantic feature is marked twice (in 

two components) to construct an utterance or sentence.  

Example: 

She didn’t *swam in the river last week. 

(Adapted from Dulay et al., 1982)  

 The past tense is marked twice in the auxiliary “didn’t” and the verb “swam” 

when it is needed only once in the auxiliary “didn’t.”  Therefore, the well-formed 

utterance should be said “She didn’t swim in the river last week.” 

 2.2 Regularization errors occur when the rules are applied to the places where 

they do not take.  

Example:  

They *meeted again yesterday. 

(Adapted from Dulay et al., 1982)  

 The rule of making the regular past tense verb by adding <-ed> after the regular 

verb is incorrectly applied to the irregular verb “meet.”  The irregular past tense verb 

should become “met” not “meeted.” 

 2.3 Simple addition errors occur when additions cannot be identified as a double 

marking nor a regularization.  

 

Example: 

The *sheeps *doesn’t eat meat. 

(Adapted from Dulay et al., 1982)  
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 The singular present tense marker <-s> is marked in the auxiliary verb “doesn’t” 

that should be used with the singular subject “sheep,” but the regular plural noun marker 

<-s> is applied to the irregular noun “sheep” to become “sheeps,” so it is very difficult 

to determine exactly if the addition error is categorized as the doubling marking from 

the error “doesn’t” or the regularization from “sheeps.”   

It is noticeable that when two or more different features are applied or marked 

in different components, they can cause the error called simple addition. 

3) Misformation  

Misformation errors can be produced when speakers use the incorrect form of a 

feature or structure.  There are three types of misformation as follows: 

3.1 Regularization errors occur when the rules are applied to the components 

when they are not need toed.  This type of errors is very similar to the regularization 

errors of the addition errors.  Therefore, in this study, the regularization errors are 

categorized into misformation errors. 

Example: 

I *drinked orange juice this morning. 

(Adapted from Dulay et al., 1982) 

The rule of making the regular past tense verb by adding <-ed> after the regular 

verb is incorrectly applied to the irregular verb “drink.”  The irregular past tense verb 

should become “drank” not “drinked.” 

3.2 Archi-form errors occur when speakers use one form to represent the entire 

other forms. 

Example: 

“that bird” and “*that birds” 

(Adapted from Dulay et al., 1982) 

The demonstrative adjective “that” is used in the two phrases to represent the 

entire class of demonstrative adjectives. The latter phrase “that birds” should be “those 

birds” because the demonstrative adjective “that” is grammatically used with singular 

nouns while “those” is used with plural nouns. 

 3.3 Alternating form errors occur when the speakers use various forms 

interchangeably with each other when producing utterances. 
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Example: 

“*those house” and “*this cars” 

(Adapted from Dulay et al., 1982) 

It is observed that the plural demonstrative adjective “those” incorrectly used 

with the singular noun “dog” is interchangeably produced with the singular 

demonstrative adjective “that” incorrectly used with the plural noun “cats.” 

However, there are partially overlapped concepts between addition and 

misformation errors based on the surface structure taxonomy proposed by Dulay et al. 

(1982).  In this study, the addition errors occur when the speakers incorrectly insert a 

word that needs to be in a grammatically correct utterance or sentence, while the 

misformation errors occur when speakers use an incorrect form of a feature or structure. 

4) Misordering 

Misordering errors are produced when speakers arrange grammatical forms of 

utterances in a wrong order.  Misordering errors often occur with the arrangement of 

adverbials, interrogatives, and adjectives (Phettongkam, 2017).  In addition, this type 

of errors is related to word-for-word translations of native language surface structures 

(Dulay et al., 1982). 

Example: 

“Design *computers complex” 

  

 Misordering error occurs when an adjective is placed after the noun after the 

noun “computers” because in the Thai language adjectives come after a noun they 

modify.  

 When being engaged in communication, speakers are likely to employ 

communication strategies to serve their communicative needs and solve their 

communication problems. Therefore, to develop students’ English oral communication 

ability for effective communication, communication strategies should be taught and 

practiced. 

2.1.2 Communication strategies  

Communication strategies are considered one of the key components of 

communicative competence.  Communication strategies involve strategic competence 
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(Canale & Swain, 1980).  Studies show that communication strategies can enhance 

English oral communication ability (e.g., Kongsom, 2009, 2016; Somsai & 

Intaraprasert, 2011; Thu & Thu, 2016) and learner autonomy  (e.g., Gökgöz, 2008; 

Machón, 2000; Salehi et al., 2015).  

According to Nakatani (2010), communication strategies refer to the strategies 

employed by speakers to “solve communicative disruptions and enhance interactions 

in the target language” (p. 116).  In this study, communication strategies refer to the 

strategies used by the speakers to deal with communication problems or breakdowns 

and difficulties, as well as to enhance their communication to achieve the target 

purposes of the conversations in classrooms and real-life communicative situations.  

Students employed target communication strategies which included the strategies of 

circumlocution, asking for clarification, asking for confirmation, and use of fillers and 

hesitation devices to compensate for the lack of English oral communication ability 

when having to cope with communication problems and difficulties in different 

contexts.  The relationship between communication strategies and English oral 

communication ability is clarified in the following section. 

2.1.2.1 Communication strategies and English oral communication ability 

Communication strategies can help students improve English oral 

communication ability.  This is because they support students when they are dealing 

with communication problems or breakdowns to keep the conversation flowing and to 

maintain their interaction with their interlocutors (Kongsom, 2009, 2016; Nakatani, 

2010; Somsai & Intaraprasert, 2011; Thu & Thu, 2016).  

Researchers have investigated the effects of communication strategies on 

students’ English oral communication ability.    According to Kongsom (2016), after 

Thai undergraduate students received the ten-week communication strategy 

instruction, their level of strategic competence increased in the post-speaking tasks in 

all five strategic competence components: goal setting, use of verbal communication 

strategies, use of non-verbal communication strategies, achievement of communicative 

goals through production, and achievement of communicative goals through 

comprehension, especially the use of verbal communication strategies as it was found 

that the students could extensively employ verbal communication strategies to express 

their ideas when they encountered communication problems.  The increase in the use 
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of strategic competence components indicated that communication strategy instruction 

can improve EFL learners’ English oral communication ability. 

 Likewise, Nakatani (2010) has reported that communication strategy 

instruction could enhance students’ English oral communication ability after 

examining whether the use of specific communication strategies could enhance 

students’ oral communication.  They study participants attended a 12-week course with 

oral communication strategy training which comprised: review, presentation, rehearsal, 

performance, and evaluation.   The conversation pretest and posttest were used to 

examine whether and how the participants improved their oral communication ability.  

Discourse data from videotaped interactions in the posttest were transcribed and 

analyzed in terms of production rates, the number of errors, and strategy use.  An oral 

communication strategy inventory was used to investigate the participants’ variety and 

frequency of specific oral communication strategy use through a self-report 

questionnaire.  Results from discourse data and oral communication strategy inventory 

were triangulated with the participants’ retrospective think-aloud protocol data. The 

findings suggested that communication strategy instruction improved students’ English 

oral communication ability, particularly in 1) the response for maintenance strategies 

(i.e. providing active response and shadowing) which helped participants keep the 

conversation smooth and make their speech more fluent, and 2) negotiation of meaning 

(i.e. confirmation checks, comprehension checks, and clarification requests) which 

enabled participants to obtain opportunities to check, clarify, and react to utterances 

during their interaction. 

In another study, Puripunyavanich (2017) examined a study to examine the 

effects of learning and communication strategies instruction on EFL undergraduates’ 

oral communication ability and their attitudes toward the instruction in an attempt to 

improve their informative presentation and informal meeting skills.  Twenty-three 

economics undergraduates at a public university in Thailand studying in an English 

oral communication course were taught 13 learning and communication strategies in 

class following the three-stage instruction: pre-stage, while stage, and post stage.  Both 

quantitative and qualitative revealed that students’ oral communication ability 

improved after implementation of learning and communication strategies instruction.  

In addition, students also had positive attitudes toward the instruction as they reflected 
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that the instructed strategies were useful in both learning activity and test tasks and 

could also be applied to other courses.  The data from the interviews, students’ journals, 

and teacher’s observation notes suggested that students used 12 learning and 

communication strategies to perform the oral assessment and posttest tasks. Moreover, 

students employed more communication strategies in the informal meeting posttest due 

to the nature of the task that required asking questions during the discussion. 

 Besides this, communication strategies have also been found to have a 

relationship with learner autonomy.  It is believed that communication strategies 

support EFL learners’ development of their autonomy (Gökgöz, 2008; Machón, 2000; 

Salehi et al., 2015), as can be shown in more details in the next section. 

2.1.2.2 Communication strategies and learner autonomy 

 Previous studies (e.g., Gökgöz, 2008; Machón, 2000; Salehi et al., 2015) have 

suggested that communication strategies can help develop learner autonomy.  For 

instance, Faerch and Kasper (1983, as cited in Gökgöz, 2008) suggest that “by learning 

how to use communication strategies appropriately, learners will be more able to bridge 

the gap between pedagogic [classroom] and non-pedagogic [real-life] communicative 

situations” (p. 35).  They also posit that “learner autonomy can be thought of as the 

ability to bridge that gap, instruction can be thought of as the means to develop that 

ability” (p. 65).  In this way, when students possess the ability to apply communication 

strategies that they have studied in class to perform real world tasks, learner autonomy 

occurs.  These suggestions are in line with what Wenden (1991) has pointed out.  

According to Wenden, learner autonomy encompasses personal responsibilities and 

personal capabilities.  With respect to personal capabilities, after learners acquire 

communication strategies in class, they should be confident in their capabilities and 

willing to take responsibilities for their learning, as well as their real-life 

communication, and this enables them to become autonomous learners. 

 In addition, Machón (2000) also agrees with Faerch and Kasper’s (1983) 

argument that communication strategy instruction can bridge the gap between 

classroom and real-life communication leading to development of learner autonomy in 

that communication strategy can raise learners’ awareness of the factors that help them 

select appropriate strategies when coping with various communicative situations.  The 

argument in support of communication strategy instruction is in accordance with the 
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goal of strategy instruction discussed by Machón (2000, p. 20) which is to help learners 

to “1) regulate their own learning, 2) approach new learning tasks with confidence, and 

3) develop their knowledge about strategies in order for them to select the most 

appropriate strategies for completing a given task and monitor such strategy use.” 

In brief, communication strategies can be taught to improve English oral 

communication ability and learner autonomy of EFL students, so they should be 

instructed in EFL classrooms so that EFL students will be equipped with 

communication strategies necessary for overcoming communication problems or 

breakdowns and difficulties in their interactions of different communicative situations.  

This eventually leads them to develop their English oral communication ability as well 

as learner autonomy.  

The selection of communication strategies implemented in the PBBCSI in this 

study was important because the selected communication strategies were aimed to 

enable the students to develop their English oral communication ability and learner 

autonomy simultaneously.   Therefore, communication strategy selection is discussed 

in the following section. 

2.1.2.3 Communication strategy selection for the communication strategy 

instruction  

Researchers have classified communication strategies into different categories. 

Table 2 summarizes well-known communication strategies with descriptions and 

examples. The categories of communication strategies presented are based on Cohen’s  

(2010) taxonomy of communication strategies.  
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Table  2:   Some Commonly Used Communication Strategies 
 

Categories and 

Communication 

Strategies 

(Cohen, 2010) 

Descriptions 

 (Cohen, 2010) 

Examples 

(adapted from Cohen, 

2010; Dörnyei & Scott, 

1997) 

1. Avoidance or reduction strategies 

1.1 Message abandonment Leaving a message 

unfinished because of 

some language difficulty 

 

(Faerch and Kasper 

(1983) suggest that 

learners employ this 

strategy because they 

want to avoid making 

errors or they want to 

increase their fluency by 

using this strategy).  

It is a person er… who is 

responsible for a hotel, 

for suggesting …. 

1.2 Topic avoidance Avoiding topic areas or 

concepts which cause 

language difficulty 

I was looking for the 

book. …[then the speaker 

has changed the topic 

because he/she does not 

know the target word or 

is not familiar with the 

topic in the 

conversation]… er… 

technology is very 

important for everyday 

life. 

1.3 Message replacement Substituting the original 

message with a new one 

because of incapability 

of executing it 

Saying that ‘the pipe was 

broken in the middle’ 

instead of “the screw 

thread was broken”. (The 

speaker does not know 

“screw thread,” so he/she 

says a new word instead.) 

2. Achievement or compensatory strategies 

2.1 Circumlocution Describing or 

exemplifying the target 

word they cannot 

remember  

‘the thing you open 

bottles with’ for 

“corkscrew” 

2.2 Approximation Using an alternative term 

which expresses the 

meaning of the word 

they cannot remember as 

closely as possible  

‘ship’ for “sailing boat” 
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2.3 Use of all-purpose 

words 

Extending a general, 

“empty” lexical item to 

contexts where specific 

words are lacking 

The overuse of “thing, 

stuff, make, and do”, e.g. 

I can’t work until you 

repair my thing. 

2.4 Word coinage Creating a non-existing 

L2 word based on a 

supposed rule  

‘vegetarianist’ for 

“vegetarian” 

2.5 Use of non-linguistic 

means 

 

 

Using mime, gesture, 

facial expression or 

sound imitation to 

deliver the meaning 

(As for sound imitation, 

it is considered ‘use of 

similar-sounding words’ 

as stated in Dörnyei and 

Scott (1997) as 

compensating for a 

lexical item whose form 

they are unsure of with a 

word, either existing or 

non-existing, which 

sounds more or less like 

the target item). 

Regarding sound 

imitation, the speaker 

uses ‘cap’ for “pan” 

because the speaker 

thinks that ‘cap’ sounds 

similar to “pan” that the 

speaker wants to say. 

2.6 Literal translation translating literally a 

lexical item, an idiom, a 

compound word or 

structure from L1 to L2 

Saying this computer 

model is ‘torn’ instead of 

“out of stock”. 

 

2.7 Foreignizing Using an L1 word by 

adjusting it towards the 

L2 phonologically (that 

is, with a L2 

pronunciation) and/or 

morphologically 

Saying ‘a krok’ (Thai 

word) for “mortar” or 

‘muaning’ (Thai word 

with English present 

participle morpheme “-

ing”) for “rolling” 

2.8 Code switching Switching to L1 /the 

native language 

Artificial intelligence (AI) 

is an area of computer 

science that emphasizes 

the creation of intelligent 

machines ซ่ึงท างานและ
โตต้อบคลา้ยกบัมนุษย ์(that 

work and react like 

humans). 

3. Interactional strategies 

3.1 Appeal for help Turning to the 

conversation partner for 

help when encountering 

language difficulty 

Either saying directly 

(e.g., What do you call 

…?, What’s the name?) 

or indirectly (e.g. I don’t 
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know the name …. [with 

rising intonation, pause, 

eye contact, puzzled 

expression]) 

3.2 Asking for repetition Requesting repetition 

when not hearing or 

understanding something 

properly 

‘Sorry,’ ‘Pardon,’ 

‘What?’ 

3.3 Asking for clarification Requesting explanation 

of an unfamiliar meaning 

structure 

‘What do you mean?,’ 

‘The what?,’ ‘You saw 

what?’  

3.4 Asking for 

confirmation 

Requesting confirmation 

that one heard or 

understood something 

correctly 

‘You said ……?,’ ‘You 

mean …….?,’  

‘Do you mean ……..?’ 

3.5 Expressing non-

understanding  

Expressing that one did 

not understand 

something properly 

either verbally or 

nonverbally 

‘Sorry, I don’t 

understand,’ and ‘I think 

I’ve lost the thread.’ 

3.6 Interpretive summary Extended paraphrase of 

the interlocutor’s 

message to check that 

the speaker has 

understood correctly 

‘So what you are saying 

is ……,’ and 

‘Let me get this right; you 

are saying that ……’ 

4. Stalling or time-gaining strategies 

4.1 Use of fillers and other 

hesitation devices 

Using filling words or 

gambits to fill pauses 

and to gain time to think 

‘well,’ ‘now let me see,’ 

‘as a matter of fact,’ ‘you 

know,’ ‘actually,’ ‘okay,’  

‘this is rather difficult to 

explain,’  

‘well, actually, it’s a 

good question.’ 

4.2 Repetition Repeating a word or a 

string of words 

immediately after they 

are said either by the 

speaker or the 

conversation partner 

without intention of 

emphasis 

It was made… it was 

made of fiberglass.  

 

According to Cohen’s (2010) taxonomy of communication strategies, 

avoidance or reduction strategies are employed by speakers to leave a message 

unfinished, avoid the problem due to their language difficulty, and change the 
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communicative goal.  Accordingly, speakers may not achieve their communicative goal 

when using avoidance or reduction strategies. 

In this study, students were encouraged to use communication strategies to 

achieve their communicative goal in conversations.  The communication strategy 

instruction of the present study included three categories: 1) achievement or 

compensatory strategies, 2) interactional strategies, and 3) stalling or time-gaining 

strategies.  There were four communication strategies selected from the three 

categories, namely 1) circumlocution selected from the achievement or compensatory 

strategies, 2) use of fillers and other hesitation devices selected from the stalling or 

time-gaining strategies, 3) asking for clarification, and 4) asking for confirmation 

selected from the interactional strategies. Those four communication strategies have 

been reported to be more frequently used in communication, they are teachable, and 

they are useful for coping with oral communication difficulties (Dörnyei & Scott, 1997; 

Kongsom, 2016; Pinweha, 2010). The definitions and examples of those four 

communication strategies can be seen in Table 3. 

 

Table  3: Communication Strategies of the Present Study 
 

Categories and 

Communication Strategies 

(Cohen, 2010) 

Definitions Examples 

(adapted from Cohen, 

2010; Dörnyei & Scott, 

1997; Pinweha, 2010) 

Achievement or compensatory strategies 

1. Circumlocution The speaker or 

interlocutor describe or 

exemplifies the target 

word he/she cannot 

remember.  

‘the equipment that you 

connect to a computer to 

copy and store 

information’ for “a handy 

drive” 

Interactional strategies 

2. Asking for clarification 

 

The interlocutor asks the 

speaker to explain the 

previous utterances 

- What do you mean? 

- What does it mean?  

- Could you explain the 

meaning? 

- Could you explain that 

word? 
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3. Asking for confirmation The interlocutor asks the 

speaker to check if the 

interlocutor understands 

what the speaker has 

said (e.g. Right?, OK?) 

or the interlocutor 

repeats what the speaker 

has said to confirm 

whether what he/she has 

heard or understood is 

correct (e.g. You 

mean…, Do you mean 

…) 

- Right?, OK? Do you 

understand? 

- ‘You said ……?’, ‘You 

mean …….?’,  

- ‘Do you mean ……..?’ 

- (Oh), really? 

Stalling or time-gaining strategies 

4. Use of fillers and other 

hesitation devices 

The speaker uses filling 

words to fill pauses and 

to gain time to think in 

the conversation 

Lexical words:  

‘well,’ ‘now let me see,’ 

‘as a matter of fact,’ ‘you 

know,’ ‘actually,’  

‘this is rather difficult to 

explain,’ ‘well, actually, 

it’s a good question’ 

Non-lexical words:  

‘Uhm/ Hm/ Er/ Ah  

  

2.1.3 Frameworks for the communication strategy instruction 

Many frameworks have been introduced to equip students with communication 

strategies and to enable them to become independent and autonomous learners through 

their increasing command of a variety of communication strategies useful for their 

learning.  

There are two well-recognized frameworks for communication strategy 

instruction: the Cognitive Academic Language Learning Approach (CALLA) 

framework (Chamot et al., 1999) and Nakatani’s (2010) framework.  

2.1.4.1 CALLA framework  

The CALLA framework for communication strategy instruction is an effective 

way for teaching and learning strategies which “emphasizes explicitness, metacognitive 

knowledge, and scaffolded support as the teacher or instructor and students work 

through these phases” (Chamot et al., 1999, p. 44) as illustrated in Figure 1. 
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Figure  1: CALLA Framework for Strategy Instruction 

(Chamot et al., 1999) 

 

The CALLA framework comprises five stages: 1) preparation which involves  

activating students’ background knowledge of strategies, 2) presentation which deals 

with modelling the use of new strategies for a particular task and explaining how and 

when to use them, 3) practice which is about practicing the strategies in class activities, 

4) evaluation which focuses on evaluating students’ use of strategies and their 

effectiveness for the task, and 5) expansion which extends students’ use of strategies 

into new situations or tasks. 

 According to the CALLA framework, teachers or instructors begin explicit 

instruction, gradually reduce prompts and cues as their scaffolding in the instruction, 

and increase opportunities for students to participate in doing activities, so the students 

become more responsible for their learning and expand their learning experiences they 

have learned and practiced in class to new contexts.  Therefore, the CALLA framework 

can be applied to other forms of language instructions to help develop students’ English 

oral communication ability and leaner autonomy. 

 The other well-known framework for communication strategy instruction for 

EFL students is proposed by Nakatani (2010). 
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2.1.4.2 Nakatani’s (2010) framework  

This framework is composed of five stages as follows: 

1. Review 

At this stage, students conduct the previous task with a different partner from 

the last lesson. They can have chances to review their previous performance and make 

use of feedback for oral communication strategies used in the previous lesson.  By 

practicing interaction in the first task, students are also given time to warm up for the 

new task. 

2. Presentation 

 The teacher or instructor presents a new task topic and explains the goal and 

procedures. The teacher or instructor chooses some communication strategies and 

suggests students that they use strategies explicitly. Students also discuss requested 

linguistic resources for the task through brainstorming sessions. 

3. Rehearsal 

 Students are divided into two groups and each group is given a different role 

card which deals with the simulated communicative context.  They prepare agendas to 

fulfill the roles assigned to them.   They practice their roles with pairs in the same group.  

4. Performance 

 Each student from different role groups makes a pair and operates the task. After 

finishing the simulation task with the first pair, they change the partner and carry it out 

again with the next partner. 

5. Evaluation 

 After actively practicing the task, students check and reflect on their own 

learning.  They review their strategy use.  

 It can be seen that Nakatani’s (2010) framework is a framework that is 

distinguished from the CALLA framework in that Nakatani’s framework is aimed at 

developing students’ communication ability using communication strategies via five 

stages with its emphasis being placed on planning and practicing taught communication 

strategies in target situations.   On the other hand, the CALLA framework is aimed at 

applying taught strategies to new situations.  For these reasons, the two frameworks 

were applied in this study so that the students could develop their English oral 
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communication ability by means of planning and practicing communication strategies 

in both target and new situations as shown in Table 4. 

 

Table  4: Communication Strategy Instruction Steps 

 

CALLA 

framework 

(Chamot et al., 

1999) 

Nakatani’s 

framework 

(Nakatani, 2010) 

Communication strategy instruction 

steps of the present study 

(Chamot et al., 1999; Nakatani, 2010) 

1. Preparation 

2. Presentation  

3. Practice 

4. Evaluation 

5. Expansion 

1. Review 

2. Presentation 

3. Rehearsal 

4. Performance 

5. Evaluation 

1. Preparation  

2. Presentation 

3. Rehearsal 

4. Performance                 

5. Feedback 

6. Expansion 

7. Evaluation  

 

 These adapted communication strategy instruction steps were integrated with 

the blended learning environments and project-based language learning as the learning 

and teaching steps in the communication strategy instruction in the PBBCSI as follows. 

1) Preparation 

 The instructor activated students’ background knowledge to prepare them for 

the following topics of the study unit. 

2) Presentation 

 The instructor presented new topics, language use, communication strategies, 

as well as activities for developing learner autonomy.  

3) Rehearsal 

 The students applied what they learned in the previous steps to rehearse in 

carrying out the communication activity.  

4) Performance 

 The students practiced the communication activity again to correct their 

mistakes and increase their speaking fluency.  
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5) Feedback 

 The students gave feedback and comments on their peers’ performances against 

the task and project rubric which was similar to the test rubric in the part of English 

oral communication ability. 

6) Expansion  

The students extended the use of taught communication strategies and the  

ways to do the project via their online tasks. 

7) Evaluation 

 The students gave feedback and comments on their peers’ online tasks posted 

on the Facebook group. Then, they also rated their online tasks against the task and 

project rubric and reflected on their tasks onto the student log to improve them in the 

following phases. 

 Apart from the communication strategy instruction, collaborative learning 

should be taken into account in order to improve students’ English oral communication 

ability and learner autonomy as clarified in the next section. 

2.1.4 Collaborative learning 

 The broad concept of collaborative learning is proposed by Dillenbourg (1999) 

as “a situation in which two or more people learn or attempt to learn something 

together” (p. 1). 

Likewise, Chang (2012) defines collaborative learning as the situation in which 

the learner engages in a learning task with more capable others such as teachers or more 

proficient learners who can provide assistance and guidance.  

As can be seen from the concepts of collaborative learning pinpointed by 

Dillenbourg (1999) and Chang (2012), all members of a group with different language 

proficiency levels help each other in a way that more proficient individuals such as their 

teacher or peers scaffold less proficient ones, to complete a task.  

In addition, Barkley et al. (2014) also point out that the one of the outcomes of 

collaborative learning for learners is that collaborative learning help prepare them for 

careers by providing them opportunities to learn and practice the teamwork skills 

valued by employers and develop skills to collaboratively address the common 

problems facing a diverse society.  Collaborative learning can engage all students by 
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valuing the perspective each student can contribute from his or her personal academic 

and life experience to others. 

Another subset of collaborative learning is cooperative learning which also 

helps students develop their language ability in the learning process.  More crucial 

details about cooperative learning are given in the following section. 

2.1.5 Cooperative learning 

Cooperative learning occurs when students promote and facilitate each other’s 

efforts to learn (Brewer & Klein, 2006).  It is believed that instructors should promote 

cooperative learning in learning contexts so that individual students are aware of their 

responsibilities for learning the assigned materials and also for ensuring that all 

members of the group learn it. 

For cooperative learning, success is related to the contribution of an individual 

responsible for completing the assigned part to the group activity and integrating the 

assigned part to achieve the group activity as well as the learning goal.  Collaborative 

learning, on the other hand, success is associated with the contribution of all group 

members working together as a team to achieve the group activity and the learning goal. 

In brief, all group members work together as a team for group achievement. 

In the present study, both collaborative learning and cooperative learning were 

encouraged in the learning process to support students who were trying to develop their 

English oral communication ability and learner autonomy while they were working 

together to complete their task and achieve the learning goals.  It was believe that 

eventually the students would be able to carry out their independent projects 

successfully. 

2.1.6 Zone of proximal development and scaffolding 

 The concept of zone of proximal development (ZPD) plays an important role in 

both collaborative learning and cooperative learning.  This concept was first introduced 

by Vygotsky (1978) who defines ZPD as “the distance between the actual development 

level as determined by independent problem solving and the level of potential 

development as determined through problem solving under adult guidance or in 

collaboration with more capable peers” (p. 86).  

Scaffolding has become an essential concept in many educational areas. 

Scaffolding refers to “the variety of ways in which teachers and others help or support 
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learners to move beyond their current level of understanding [or proficiency] by giving 

them cues, suggestions or even direct guidance at appropriate moments in their 

investigations or activities” (Westwood, 2004, p. 23). After “students become more 

proficient, the scaffold is gradually removed” (Diaz-Rico & Weed, 2002, p. 85) until 

eventually they can deal with the task independently. 

According to Verenikina (2002), scaffolding techniques vary such as 

demonstration, dividing a task into simpler steps, providing guidelines, keeping 

attention focused, providing examples and questioning, and breaking content into 

manageable pieces. 

 In this study, the concept of scaffolding was applied in the learning process to 

enable less capable students to learn from more capable peers so that they could “move 

beyond their current level of understanding [or proficiency]” (Westwood, 2004, p. 23). 

Assistance came in the form of cues, suggestions, or even direct guidance given at 

appropriate moments when students were doing oral communication activities, which 

meant that when less capable students were scaffolded in the learning process by either 

their more capable peers or instructors or both, they would develop their English oral 

communication ability as well as learner autonomy. 

2.1.7 Assessment of English oral communication ability 

There are different types of speaking tests that can be used to assess English 

oral communication ability.   For example, Clark (1979) suggests that there are three 

types of speaking tests:  indirect, semi-direct, and direct tests which can be explained 

as follows:  

Indirect tests refer to the procedures in which the test taker does not actually 

speak, but gives responses to the prompts on paper or computer such as responding to 

conversation cloze tests or pronunciation tests (e.g., phoneme discrimination, stress and 

intonation identification, etc.).  

Semi-direct tests refer to the procedures in which the test taker speaks and gives 

responses to the prompts rather than to face-to-face conversation with a live interlocutor 

such as responding to recorded questions, imitating a voice model, or describing 

pictures aloud.  The test taker’s performance is audio- or video-recorded and later rated 

by one or more trained assessors.  Clark (1979) points out that the test taker’s responses 

in the semi-direct tests represent artificial language use in non-real-life situations.    
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Direct tests refer to the procedures in which the test taker actually speaks and 

interacts with one or more live interlocutors.  The examples of direct tests are a face-

to-face interview and a role play.   Clark (1979, as cited in O’Loughlin, 2001) also 

points out that the use of direct tests is “the most valid procedures” (p. 6) to measure 

speaking proficiency of students because the test contexts are closely related to real-

world tasks.  

In addition, Clark also states that face-to-face interviews seem to have the 

greatest degree of validity as a measure of global speaking proficiency though 

acknowledging that the language produced in the interview seems not to reflect real-

life communication due to the fact that the interviewer controls the interview through 

questioning.  To make the interview reflect the real-life communication, the interviewer 

can challenge the interviewees to take turn and interact rather than merely answering 

questions. 

Types of assessment 

Assessment can be divided into analytic and holistic assessments, both of which 

are used to evaluate student’s performance on tasks.  According to Richards (2015b), 

analytic assessment refers to the scoring method which reflects the student’s 

performance on individual criteria that are assessed, while holistic assessment refers to 

the scoring method which gives a single score representing an overall impressionistic 

assessment of the student’s performance on the task as a whole.  Hughes (2003, as cited 

in Richards, 2015b) comments on the selection of analytic and holistic assessments: 

 

 The choice between holistic and analytic scoring depends in part on the 

 purpose of the testing.  If diagnostic information is required directly from  the 

 ratings, then analytic scoring is essential. The choice also depends on the 

 circumstances of the scoring.  If it is being carried out by a small well-knit group 

 at a single site, the holistic scoring, which is likely to be more economical of 

 time, may be the most appropriate. But if scoring is being conducted by a 

 heterogenous, possibly less well-trained group, or in a number of different 

 places, analytic scoring is probably called for (p. 688). 

 

In the present study, the students took the English oral communication ability 

pretest and posttest which required them to interact with live interlocutors (examiners) 

in different three test tasks which were non-scripted role-plays and face-to-face 

interviews in real-life communicative situations.  The students’ performance was video-
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recorded and rated by two raters (the researcher and another experienced and trained 

instructor) using the English oral communication ability test rubric with analytic 

assessment. The English oral communication ability test rubric comprised six aspects 

of spoken language: range, accuracy, fluency, interaction, coherence, and 

pronunciation adapted from the qualitative features of spoken language (expanded with 

phonology) of the Common European Framework of Reference for Languages (CEFR) 

(Council of Europe, 2017, pp. 155-156) in terms of range, accuracy, fluency, 

interaction, coherence, and phonology (see Appendix B). 

In addition to the aforementioned test tasks, online tasks and an independent 

project were also used, and the students’ performance was graded using the task and 

project rubric (see Appendix C).   

2.1.8 Related studies on English oral communication ability in EFL classrooms 

A large number of researchers have investigated students’ development of 

English oral communication ability in classrooms.  To begin with, Jarupan (2013)  

examined the levels of English oral communication competency of civil engineering 

students at a Thai university of technology.  The findings revealed that the participants 

had problems with grammatical errors, pronunciation, and the use of L1 in 

communication. The participants’ problems were as follows: 1) pronunciation: they had 

problems with the omission of final sounds in the final consonant clusters and plural 

“s” ending, mispronunciation of /l/ and /r/, and putting stress on wrong syllables, 2) 

vocabulary: they lacked vocabulary knowledge in choosing correct words in the 

interview, and 3) fluency: they showed difficulties of fluency in forms of speech rate, 

long pauses and silence fragment, broken words, and use of L1 during the tasks. 

Regarding grammatical errors, Phettongkam (2017) found that the most 

frequent types of errors based on the surface structure description that Thai students 

faced problems with were omission errors because they were unaware of grammatical 

components when producing utterances, followed by misformation errors since they 

employed the wrong forms of target words.  Based on the linguistic description of 

errors, the three most frequent types of errors that the students encountered were plural 

form, article, and verb form.  Phettongkam pointed out that these errors occurred due 

to students’ lack of target language knowledge and the complexity of the English 

structures.  Phettongkam also suggested that students were required to focus more on 
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problematic areas and they should practice continuously over time to improve their oral 

communication ability. 

With respect to pronunciation, Sahatsathatsana (2017) conducted a study on the 

pronunciation problems of Thai students learning English phonetics in order to 

investigate the students’ opinions on problems in phonetics learning and find out the 

factors causing the problems in phonetics learning of students. The data were collected 

from twelve undergraduate English for international communication students studying 

an English phonetics course in the first semester of the academic year 2013.  To gather 

the quantitative data, the questionnaires were contributed to all of the students to 

complete. Of the twelve students, six of them were purposively selected for the semi-

structured interview in Thai. The findings showed that consonant cluster articulation 

and linking sound were very serious problems, while consonant articulation, intonation, 

and final sound with -d and -ed were serious problems.  Based on the qualitative results 

from the semi-structured interview, there were two main types of pronunciation 

problems: the problems with the differences of the sound systems between English and 

Thai, and the factors that negatively affect students’ pronunciation. 

 Likewise, Yangklang (2013) conducted a study on improving English stress and 

intonation pronunciation of 40 first-year students of Nakhon Ratchasima Rajabhat 

University after using an e-learning program in order to examine their improvement of 

English stress and intonation pronunciation.  Their satisfaction with the e-learning 

program for improving their stress and intonation pronunciation was also explored.  

Results from the pronunciation test revealed that the students developed their stress and 

intonation pronunciation after taking the e-learning program.  However, the students 

had stress pronunciation problems with some words such as “bio'graphy,” especially 

the three-syllable words.  In addition, the students also had intonation pronunciation 

problems with uttering “yes-no questions” with rising and falling intonation patterns 

that were used with the utterances. 

As for students’ satisfaction with the e-learning program, most of the students 

reflected that the content of the e-learning program was good, but some features of the 

program should be developed to be more interesting, attractive, and relevant to the 

objectives. 
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In summary, EFL students had problems with the development of their English 

language skills including English oral communication ability.  However, they showed 

their satisfaction with integration of technology in the classroom.  Therefore, 

technology should be employed in EFL classrooms in order to make the English courses 

more interesting and attractive, and relevant to the objectives and students’ needs. 

 

2.2 Learner autonomy 

One of the most frequently cited definitions of learner autonomy is seen in 

Holec (1981, as cited in Benson, 2001) in which “autonomy” is described as “the ability 

to take charge of one’s own learning” (p. 48).  Holec elaborates on the definition, stating 

that taking charge of one’s own is to have, and to hold, the responsibilities for all the 

decisions, which are related to five aspects of learner autonomy which can be divided 

into determining the objectives, defining the contents and progressions, selecting 

methods and techniques to be used, monitoring the procedure of acquisition properly 

speaking (rhythm, time, place, etc.) , and evaluating what has been acquired.  

Another term discussed in relation to learner autonomy is “autonomous  

learning.”  According to Benson (2001), autonomous learning refers to learning modes, 

tools, or methods through which learners can exercise and show their ability, and can 

be “characterized by particular procedures and relationships between learners and 

teachers” (p.111) in order to develop their learner autonomy.  The learning modes, 

tools, and methods for autonomous learning include, for example, computer-assisted 

language learning (CALL), computer-mediated communication, self-access, distance 

learning, social platforms, activities, etc. that help learners improve their learner 

autonomy.  

 Holec’s (1981) definition (as cited in Benson, 2001)  reflecting five aspects of 

learner autonomy previously mentioned seems to cover main aspects of learner 

autonomy, it is therefore applied in this study.  However, to get more insights into 

learner autonomy, other scholars’ perspectives on learner autonomy should be further 

examined. 

2.2.1 Proactive and reactive autonomy 

The concept of proactive and reactive autonomy was introduced by Littlewood 

(1999).  Proactive autonomy refers to the form of autonomy “that is usually intended 
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when the concept [of LA] is discussed in the West” (p. 75) in which students take charge 

of their own learning, determined their objectives, select learning methods and 

techniques, and evaluate what they have learned.  In this way, learners construct a 

personal agenda for their own learning which “affirms their individuality and sets up 

directions in a world” for their own learning (Littlewood, 1999, p. 75).  This means that 

learners have a greater degree of choice to set up directions for their own or learner-

directed learning (Benson, 2001; Littlewood, 1999).  Western learners seem to possess 

proactive autonomy (Littlewood, 1999).  

As for reactive autonomy, it is the form of autonomy in which learners do not 

set up directions for their own learning, “but once a direction has been initiated 

[normally by the teacher as teacher-directed learning], it enables learners to organize 

their resources autonomously in order to reach their goal” (Littlewood, 1999, p. 75).   

East Asian learners, for example, are more likely to possess reactive autonomy 

(Littlewood, 1999). 

Benson (2001) pinpoints that national culture is an important factor in fostering 

autonomy.  Pennycook (1997) states that the notions of student-centered education, 

individualism, and autonomy are developed from a particular context, and structured 

and valued differently across cultural contexts.  He also suggests that fostering learner 

autonomy without an awareness of social, cultural and political contexts may cause 

inappropriate language teaching and cultural problems to learners.  Therefore, fostering 

learner autonomy should be practiced appropriately with students’ social and cultural 

contexts.  

2.2.2 Fostering learner autonomy in Western and Asian contexts 

Littlewood (1999) explains that cultures can be distinguished according to 

whether they are individualism-oriented or collectivism-oriented.  An individualistic 

orientation or individualism, it encourages individuals to believe in their own identity.  

Triandis (2001) points out that people in individualistic societies or contexts are 

autonomous and independent from their groups, and they prioritize their personal or 

self-oriented goals over their group-oriented goals.  Western countries or contexts seem 

to possess the characteristics of individualistic cultures or individualism (Littlewood, 

1999).  It can be seen that individualistic orientation or individualism suits proactive 
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autonomy that emphasizes individuality and encourages students to set up individual 

learning direction.   

As for a collectivistic orientation or collectivism, it encourages individuals to 

see themselves as an inseparable part of the group, and they prioritize their group-

oriented goals over their self-oriented goals (Littlewood, 1999).  Mills and Clark (1982, 

as cited in Triandis, 2001) also pinpoint that people in collectivistic cultures are 

interdependent within groups. Asian countries seem to possess the characteristics of 

collectivistic cultures or collectivism (Littlewood, 1999).  In addition, Asian learners 

seem to have a clear view of differences in power and authority between themselves 

and a person with high power and authority—their teacher or instructor (Littlewood, 

1999).  In this regard, compared with Western learners, Asian learners are more likely 

to perceive the teacher or instructor as an authority figure who have more knowledge 

and more control of the classroom.  This suggests that proactive autonomy is more 

applicable and relevant to Western learners, meaning that learners are required to 

initially set their own learning directions, while reactive autonomy is more applicable 

and relevant to Asian learners, indicating that learners regulate their own learning once 

direction has been set by the instructor. 

2.2.3 Fostering learner autonomy in Thai contexts 

Like other Asian countries, Thailand possesses collectivism and acceptance of 

power and authority (Littlewood, 1999).  This suggests that reactive autonomy should 

be promoted among Thai students once the learning direction has been set by their 

instructor, Thai students gradually develop their learner autonomy until they finally are 

able to initiate their own learning without instruction from the instructor.  This can be 

done by 

 Researchers have introduced many ways to develop learner autonomy.  There 

are six stages to foster learner autonomy, namely determining the goals and the 

objectives; defining the learning progressions; taking the initiative; making decisions 

on selecting methods or techniques, communication strategies, and resources; 

monitoring the task and the project completion procedures; and evaluating the 

completed tasks and the project. 

 As for determining the objectives, it is important for students to make their 

decisions for taking charge of their own learning.  Benson (2001) points out that 
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students should be able to direct the course of their own learning by making the 

important decisions on management and organization, which means that they should be 

encouraged to formulate their goals and objectives to help them make efforts in correct 

directions to control their own learning and achieve their learning effectively.   

 With regard to defining the contents, Holec (1981, as cited in Benson, 2001) 

states that students should accept responsibilities for defining learning contents.  In this 

regard, Little (1991) suggests that designing the learning content for developing learner 

autonomy needs negotiation between instructors and students since instructors have 

more expertise in learning contents while students know better their own preferences 

on what contents and materials are really relevant to them and truly serve their needs, 

which means that instructors and students should discuss and negotiate the appropriate 

learning contents of the course.  In addition, Benson (2001)emphasizes that the learning 

content should be decided by students according to their learning contexts.  

  As for defining the progressions, it helps the students develop their learner 

autonomy (Littlewood, 1999).  When the students define the progressions, they make 

efforts to learn something (Scharle & Szabó, 2000).  In this way, they also put their 

efforts to achieve the learning tasks as best as they can.   

 With regard to selecting methods and techniques to be used, students should 

be encouraged to make decisions to select appropriate choices, methods, techniques, 

language use, and resources to facilitate their learning process and achieve learning 

tasks according to Benson’s (2016) suggestion that choices and decision making is 

central to the development of learner autonomy.  

With respect to monitoring, learners monitor to assess their effectiveness  

while working on the task (Chamot et al., 1999).   Wenden (1991) argues that learners 

identify difficulties or problems in learning process when monitoring, they “assess their 

knowledge and skills to seek the cause…” (p. 27).   

 Regarding to evaluating, students should reflect on how well they have 

performed the tasks and how well evaluating helps and if they do not, what prevents 

them from achieving the task goals and what they can do differently next time  (Chamot 

et al., 1999).   

  Apart from the five aspects of learner autonomy previously mentioned, taking 
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the initiative also plays an important role in fostering learner autonomy.  Feryok (2013) 

points out that taking the initiative “is related to both choice and responsibility, and also 

control, since taking [the] initiative demonstrates being able to decide on and potentially 

take action… learner autonomy will be defined as showing initiative in taking charge 

or control, making choices, and bearing responsibility” (p. 214).   In addition, Le (2013) 

supports Feryok’s definition of the initiative that it “is the awareness of their own roles 

and responsibilities.  In other words, students must be aware that they are the main 

agent who have the power and means to direct their own learning” (p. 244).  In this 

way, taking the initiative is related to starting actions or new actions, or making new 

choices or ideas for the learning process. 

According to Feryok (2013), learner autonomy can be developed when students 

learn how to take the initiative of learning.  This refers to the extent to which students 

self-initiate or self-start to take a common action that is necessary to complete the work 

with or without guidance from the instructor and peer.  They make new choices, 

different from instructor’s and peers’ initiation for their learning process.  

Students’ taking the initiative can be divided into three main categories: 1) self-

initiation without instructor-or-peer initiation, 2) self-initiation with instructor-or-peer 

initiation to take common action, and 3) self -initiation with instructor-or-peer initiation 

to take new actions, which can be elaborated as follows. 

1) Self-initiation without instructor-or-peer initiation refers to the extent to 

which students start taking new actions, or make new choices, or ideas without the 

instructor’s or peers’ initiation.  The instructor may or may not have control them.  

2) Self -initiation with instructor-or-peer initiation to take a common action 

which refers to the extent to which students self-initiate or self-start to take a common 

action that is necessary for completing the activities after receiving encouragement 

from their instructor or peer. 

3) Self -initiation with instructor-or-peer initiation to take a new action which 

refers to the extent to which students self-initiate or self-start to take a new action or 

make new choices because of the instructor’s or peers’ initiation, with or without 

instructor’s control.   

The concept of taking the initiation is embedded in reactive autonomy, which is 

believed to be more appropriate for Thai students since Thailand seems to possess the 
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“acceptance of power and authority” (Littlewood, 1999, p. 81) where Thai students are 

more likely to perceive their teacher or instructor “as an authority figure” (p. 85) who 

have more knowledge and control over the classroom.  In other words, they are more 

likely to wait for their teacher or instructor or even their peers to give knowledge and 

suggestions, control or manage the class, and initiate any learning directions or plans 

for their learning. 

Scholars have researched into learner autonomy for over decades. However, 

there are some misconceptions about learner autonomy.  Little (1991) argues what 

learner autonomy is not involved in, suggesting that learner autonomy is not confined 

to learning without a teacher or instructor.  As such, any intervention from the teacher 

or instructor is permissible.  In addition, the development of learner autonomy should 

be facilitated or scaffolded to promote students to become autonomous in the learning 

process.  Moreover, Little also points out that the permanence of learner autonomy 

cannot be guaranteed and “the [student] who displays a high degree of autonomy in one 

area may be non-autonomous in another” (p. 4) which means that learner autonomy is 

not a constant state when achieved by students.    

According to Little’s (1991) arguments on misconceptions of learner autonomy, 

teachers or instructors should support learners to become autonomous in the learning 

process.  This is in agreement with Sheerin’s (1997) assertion that “all learners need to 

be prepared and supported on the path to greater autonomy by teachers” (p. 63).  To 

promote learner autonomy, major components of learner autonomy should be 

considered.   

2.2.4 Main components of learner autonomy 

Concerning the development of learner autonomy, Wenden (1991) suggests that 

there are two main constructs based on the attitudes toward learner autonomy that help 

foster autonomous learners as follows:  

1) Personal responsibility refers to students’ willingness to take responsibilities 

for expressing capabilities for learning. The students “see themselves having a crucial 

role on their language learning” (Wenden, 1991, p. 53), suggesting that the learners 

attempt to do the tasks and do whatever ways to carry out and complete the tasks. 

Therefore, it can be said that the autonomous learners are willing to do whatever they 

have to take responsibilities completing the learning tasks.   
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2) Personal capability refers to students’ confidence in their own abilities to 

learn and manage their learning.  Simply put, autonomous learners are confident in their 

learning.  As such,  this suggests that learner autonomy highlights the ability of learners 

to take responsibilities for expressing capabilities for their own learning process.  

With respect to learner autonomy, the concepts of ZPD proposed by Vygotsky 

(1978) and Westwood’s (2004) scaffolding that adult guidance and collaboration with 

more capable peers can help learners move beyond their current proficiency level until 

they become more proficient to deal with the task or learning independently imply that 

learner autonomy can be fostered through the transition from interdependence 

(collaborative learning) to independence (independent learning).  Such a proposition is  

supported by Khabiri and Lavasani (2012) who further elaborate that “the development 

and internalization of autonomy within learners will consecutively move from 

interdependence to independence at each ZPD stage and when moving to the next stage 

the learner will gain move from interdependence to independence but at a higher level” 

(p. 1294). 

As previously discussed, when considering the effects of communication 

strategies on the improvement of learner autonomy, it can be seen that after the students 

are equipped with knowledge and ability to use communication strategies they have 

acquired through collaborative and cooperative learning when doing activities in class, 

they possess the fundamental component of learner autonomy—the capabilities.  

Therefore, they are confident to take control over their responsibilities for doing online 

works to achieve the mastery of using communication strategies, English oral 

communication ability, and learner autonomy in completing their tasks.  Eventually, 

they should be able to manage materials, resources, and learning process independently 

from their instructor to complete their independent project. 

Wenden’s attitudes towards leaner autonomy (personal responsibility and 

capability) can be considered two main components that lead students to achieve 

learner autonomy.   In addition, Breen and Mann (1997, as cited in Benson, 2001) 

suggest that autonomous learners should “have a capacity to learn that is independent 

of the educational processes in which they engaged” (p. 85).  This suggests that 

autonomous learners should be independent from their instructors, materials, and 

resources provided by instructors and the program. 
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As such, the other key factor in development of learner autonomy is independent 

learning, which can be described in the next section. 

 

 

3) Independent learning 

The term ‘independent learning’ and ‘autonomous language learning’ can 

sometimes be used interchangeably (Benson, 2001, p. 14).  This implies that 

independent learning is related to the teaching and learning process that enables  

students to become autonomous learners.  This is in line with Breen and Mann’s (1997, 

as cited in Benson, 2001) suggestion on eight qualities of autonomous learners, one of 

which is “independence.” 

Lamb and Reinders (2006, as cited in Najeeb, 2013) elaborate about 

independent learning through independence or autonomy that there are two strands of 

independence or autonomy, one is concerned with language learning as essentially an 

independent process, while the other concerns organizing learning to make sure that it 

can take place independently without teacher’s control.  This means that teachers or 

instructors should gradually shift their responsibilities to students who will therefore 

learn how to take control of their own learning in order to develop students’ learner 

autonomy.   

However, it is noteworthy that the concepts of learner autonomy and 

independent learning can differ to a certain extent.  Learner autonomy includes the 

notion of interdependence which implies working in collaboration and cooperation with 

other people such as instructors and other learners to accomplish the same learning 

goals (Kohonen, 1992, as cited in Benson, 2001).  In so doing, students have to rely on 

the independent learning process that is independent of the teacher’s or instructor’s 

control while simultaneously working with peers. 

As previously discussed, Little (1991) and Sheerin (1997) argue that teachers or 

instructors should facilitate or scaffold learners in learning processes to achieve learner 

autonomy.  One of the teacher’s and instructor’s essential roles for enhancement of  

independent learning is the change in their role from being a ‘teacher’ or ‘instructor’ to 

being a ‘counsellor.’  
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2.2.5 Teacher as a counsellor 

The role of the teacher or the instructor has been widely discussed when it 

comes to the development of learner autonomy.  According to Voller (1997), the term 

“counsellor” refers to “to whom learners turn for consultation and guidance,…” 

(p.103).  Kongchan (2008, as cited in Alonazi, 2017) points out that the counsellor helps 

learners to talk about their achievements, problems, and the ways to solve those 

problems.  Riley (1997, as cited in Alonazi, 2017) has differentiated the teacher and the 

counsellor as shown in Table 5.  

 

Table  5: Teacher and Instructor Roles in Teaching and Counselling 
 

Teaching Counselling 

1. Setting the objectives 

 

2. Determining course content 

3. Selecting materials 

 

4. Deciding on time, place, and pace 

5. Deciding on learning tasks 

6. Initiating and managing classroom 

interaction 

7. Monitoring the learning situation 

8. Keeping records and assigning 

homework 

 

9. Presenting vocabulary and grammar 

10. Explaining 

11. Answering questions 

12. Marking and grading 

 

13. Testing 

14. Motivating 

15. Rewarding or punishing 

1. Eliciting information about aims,  

    needs, and wishes 

2. Giving and clarifying information 

3. Suggesting materials and sources 

 

4. Suggesting organization procedures 

5. Suggesting methodology 

6. Listening and responding to students 

 

7. Interpreting information 

8. Suggesting record-keeping and  

    planning procedures 

 

9. Presenting materials 

10. Analyzing techniques 

11. Offering alternative procedures 

12. Suggesting self-assessment tools and 

      techniques 

13. Giving feedback on self-assessment 

14. Being positive 

15. Supporting students 

 

 According to Riley (1997, as cited in Alonazi, 2017), the teacher or instructor 

should support students when they need suggestions for their learning so that they are 

able to apply their knowledge and capabilities they have been equipped during class to 
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work independently and accomplishing tasks that they are required to do in face-to-face 

or online environments on their own later. 

 2.2.6 Measurement of learner autonomy 

The measurement of learner autonomy has been investigated and discussed 

intensively in EFL and EIL environments.  To begin with, Lin and Reinders (2017) 

discuss how learner autonomy can be assessed by mentioning Benson’s notion as 

follows:  

 

 Autonomy is a multidimensional construct (Benson, 2005, p. 51) … But 

 this does not mean that “we should not attempt to measure it. If we aim to help 

 learners to become autonomous, we should at least have some way of judging 

 whether we are successful or not (p. 54). 

  

 When investigating learner autonomy, Lin and Reinders (2017)  state that “the 

most commonly used method of eliciting data in the autonomy-related empirical 

research is the survey questionnaire” (p. 309).  However, Dixon (2011, as cited in Lin 

& Reinders, 2017) suggests that the data derived from the questionnaire should be 

viewed in context and in consultation with learners. As such, the qualitative data from 

students’ voice such as observation and interviews should be utilized to triangulate with 

the data from the questionnaire so that a clearer picture could be obtained. 

2.2.6 Related studies on learner autonomy 

 Borg and Alshumaimeri (2017) carried out the study investigating beliefs about 

leaner autonomy of 359 teachers working in an English Preparatory Year Program at a 

university in Saudi Arabia.  The findings of the questionnaire revealed that fostering 

learner autonomy was a desirable goal of their teaching.  They believed that learner 

autonomy facilitated success in L2 learning.  Moreover, metacognitive skills in the 

sense of learning how to learn, self-monitoring, and self-assessment were the key 

elements to become autonomous.  They also pointed out that independent study 

contributed positively to the development of learner autonomy, but opportunities to 

work with and learn from others were also important.  

The findings also indicated that the teachers preferred involving learners in  

course decisions, and developing learner autonomy and ability than putting these 

desirable predispositions into practice.  Learners possessed a fair degree of autonomy 
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with some evidence of autonomy such as completing work independently, making 

decisions about their own learning, studying outside the classroom, etc. Three major 

factors limiting learner autonomy were found: learner characteristics, curriculum and 

prior education.  Key learner characteristics showing the lack of autonomy were the 

lack of motivation, the lack of independence, a focus on products of learning, and low 

English proficiency, respectively.  Finally, the factors limiting development of learner 

autonomy were exam-oriented curricula, lack of flexibility in task completion, etc.  

Such findings suggest that instructors need to make sure that curriculum, course 

objectives, and teaching and learning materials promote students’ motivation and 

independence for their own learning, as well as applicability for their real-world tasks. 

Learning assessment should not be exam-oriented, but should include products and 

processes of learning as well. 

  

2.3 Project-based language learning  

Project-based language learning is “a language teaching method which 

organizes instructional activities around projects and is promoted as an effective way 

of facilitating students’ language learning, content learning and integrated skills’ 

development” (Xu et al., 2017, p. 235).   In addition, project-based language learning 

enables students to develop their language skills effectively as Ertmer and Glazewski  

(2015) point out that it is a “powerful means for facilitating students’ attainment of the 

higher-level competencies and transferable skills” (p. 89). 

 Larmer (2015, 2019) proposes essential project design elements for the gold 

standard project-based learning (see Figure 2) as follows: 
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Figure  2: Essential Project Design Elements for the Gold Standard Project-based 

                 Learning  

  

Challenging problem or driving question: Teachers (sometimes with students) 

identify the heart of the project—what it is about, a problem to investigate and solve, 

or a question to explore and answer. 

Sustained inquiry: Inquiring means seeking information to find answers or 

solutions for the driving question emerging from the key problem.   Larmer (2015, 

2019) gives one example of the driving question; that is, “How can we teach letter 

sounds to preschoolers?”  This activates the students to ask more questions such as 

“What are letter sounds?,” “How can we teach the preschoolers?,” and “When will we 

teach the preschoolers?”  It can be seen that the students are challenged to ask deeper 

questions to find answers to the driving question. 

Inquiry is iterative, when the students face a challenging problem or driving 

question, they ask more questions, find resources to find answers and solutions to the 

driving question, and then ask more deeper questions again if the answers or solutions 

are not enough to answer the driving question.  The process occurs repeatedly until 

satisfactory solutions or answers are achieved.  

The fact that the inquiry is iterative implies that students also monitor what they 

do in the project.  When students ask more questions (to find answers and solutions for 

the driving question) in corporation with finding information via many resources and 

data collection such as textbooks, websites, interviews, etc., they monitor the 
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information and the procedure whether they help them find answers or solutions for the 

driving question.  If not, or if they encounter more problems and questions, they make 

further inquiries to find answers and solutions to the driving question again by 

formulating deeper questions.  This process occurs iteratively. 

In this study, inquiry refers to asking deeper questions to seek information to 

find answers or solutions to the driving question emerging from the key problem.  In 

addition, students should monitor the obtained information and the procedure or what 

they do in the project.  If they encounter more difficulties and problems to find answers 

and solutions to the driving question, they perform further inquiry iteratively.  

 To encourage students to monitor the procedure as mentioned above is 

considered a monitoring strategy which is one of the metacognitive strategies 

promoting learner autonomy (Chamot et al., 1999). 

Authenticity: Teachers should relate the learning or the task to the real-world 

experiences or situations for students.  

Student voice and choice: Teachers should give opportunities to students to 

have a say, use their judgment when solving a problem and answering driving questions 

as well as give them choices to control over many aspects of their project for their 

learning process.  This implies that students should have opportunity to plan a set of 

directions for controlling over their project.  Planning strategy is considered one of the 

metacognitive strategies which help promote learner autonomy (Chamot et al., 1999). 

Reflection: Students should reflect on what, how, why they are learning. 

Reflection can occur informally as part of classroom culture and dialogue and 

discussions at project checkpoints.  In this way, students should be encouraged to reflect 

on their weak and strong points, as well as how to make their work better.   

Critique and revision: Students should be taught how to give constructive peer 

feedback and improve or revise project processes and products, guided by rubrics, 

models and formal feedback/critique protocols.   

Public product: Students are encouraged to present or display their work to an 

audience beyond the classroom. 

 In this study, the essential project design elements for the gold standard project-

based learning (Larmer, 2015, 2019) previously illustrated in Figure 2 was adapted as  
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project-based language learning phases for further synthetization of the final framework 

of this study as shown in Figure 3. 

 

 

 

Figure  3: Project -based language learning (PBLL) phases 

(adapted from Larmer, 2015, 2019) 

 

 2.3.1 Related studies on project-based language learning in EFL classrooms 

Dooly and Masats (2011) examined the development of a project-based teacher-

training unit implemented with the trainees stated above. They were engaged in 

experiential learning, called ‘loop input’ to obtain experiences, gain knowledge and 

develop materials for students. The unit was aimed at helping the trainees understand 

pedagogies that enhanced autonomous learning and collaborative problem-solving 

through the learning process. The instructional framework originated from the 

researchers’ belief that schoolteachers should help learners to develop 1) audiovisual 

and linguistic competences (and the content knowledge in relation to both language 

systems), 2) information, communication, and technology (ICT) competences (and the 

associated procedural knowledge), and 3) inter- and intra-personal competences (and 

the skills necessary to learn in collaboration with others).   During the eight sessions, 

the trainees undertook key steps through peer interaction, self-reflection, and teacher 

feedback to complete tasks and the main project as follows: planning (sketching the 
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whole product including steps with brief details), project presentation to project 

participants (presenting sketched product, activating background, and defining goals 

and procedure), implementation (elaborating storyboard, editing video), presentation of 

project product(s), and  assessment (reflection on learning experience and assessment 

of work).  

 Within the framework previously mentioned, the project goal had to be 

authentic and interesting.  In addition, the project development had to lead to the final 

product that corresponded to the project goal and the addressees of the final product 

(target learners) had to be specified before the planning stage. 

 The findings revealed that the project-based language learning gave many 

advantages to EFL classrooms since the student-teachers were exposed to authentic 

materials and received opportunities to use the target language meaningfully.   In 

addition, they learned how to use media technology to implement projects by 

themselves, so they could develop their linguistic, technical, and pedagogical 

knowledge through this practice. 

Moreover, Dooly and Masats (2011) also reported that learners’ reflection on 

their learning experience was an essential part of project-based language learning.  In 

addition, the project-based language learning of the study could foster learner autonomy 

from the evidence that the student-teachers realized that they could share some of the 

responsibilities of teaching with their students.  They assigned self-directed tasks and 

allowed their students to choose the tasks by themselves.  In so doing, students were 

given freedom to choose the content and type of the materials that they wanted to 

produce.  Giving students freedom to choose which actions to take is consistent with 

Benson’s (2016) notion that giving students choices and decision-making for their 

learning can promote learner autonomy effectively. 

Another study on the effects of project-based language learning in EFL 

classrooms was undertaken by Oranpattanachai (2018) who investigated 42 

engineering students’ perceptions of video projects at a university in Thailand.  The 

findings revealed that the students had positive perceptions of video projects in four 

categories of perceptions: English language improvement, teamwork, learning 

experiences, and challenges.  In terms of English language improvement, the students 

perceived that their English language improved at a high level in aspects of speaking 
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and listening skills, vocabulary, grammar, and English phrases used in the workplace. 

As for teamwork, they had high to very high levels of perceptions as they perceived 

that the video project helped them develop their spirit of teamwork.  With respect to 

learning experiences, the students had high to very high levels of perceptions since the 

video project was seen as a useful teaching tool that promoted their creative thinking.  

Finally, when it came to challenges, they had highly positive perceptions of project 

work that was creative and fun, involved teamwork, and offered them a chance to 

practice English speaking, vocabulary, and grammar.   

 

2.4 Blended Learning  

Technology plays an important role in English language learning and teaching, 

when it is in incorporated into language instruction inside and outside the classroom as 

Richards (2015a) has pointed out.  When technology can be used both inside and 

outside the language classroom, the emergency of blended learning can take place.  

 According to Bonk and Graham (2006), blended learning systems integrate 

face-to-face classroom instruction with computer-mediated instruction.  The emergence 

of technological innovations has facilitated the possibilities for learning in the 

computer-mediated instruction (i.e. computer-mediated communication) across the 

four dimensions—space (technologies facilitate both online and face-to-face classroom 

interaction), time (technologies facilitate synchronous and asynchronous interaction), 

fidelity (technologies facilitate showing rich senses), and humanness (technologies 

facilitate human interaction via computer-mediated collaboration, virtual communities, 

etc.) which were once possible only in face-to-face classroom instruction.  

Based on Bonk and Graham’s (2006) definition of blended learning, 

technological innovations have a huge impact when computer-mediated and online 

instruction are integrated into traditional face-to-face classroom. Technology enables 

classroom instructors to optimize online learning experiences of their students, as well 

as their interaction and collaboration across the four dimensions (space, time, fidelity, 

and humanness).  

Murphy (2002) who defines blended learning as instruction that integrates face-

to-face classroom instruction with online instruction so as to maximize the advantages 

of both online and face-to-face classroom instruction, reduce faculty and teaching 
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assistant workloads, lessen classroom contact hours, support various students’ learning 

styles and personalize their learning experiences.  In short, blended learning can 

optimize individual learning styles and learning experiences of students in addition to 

facilitating independent and collaborative learning experiences (Garrison & Kanuka, 

2004).  

In agreement with Murphy’s (2002) definition, Garrison and Vaughan (2008) 

point out that blended learning is a design approach that combines the strengths of both 

face-to-face classroom instruction and online instruction “to go beyond the capabilities 

of each separately” (p. 6) in order to enhance student engagement, reduce traditional 

class contact hours and attain the goals of specific courses or programs.  In other words, 

blended learning combines the strong properties of both kinds of instruction to 

strengthen each other and compensate for their weaknesses.   For example, in face-to-

face classroom instruction, a group discussion takes a long time, cannot have all 

students participate in, nor meet various learning styles and self-pace learning 

requirements, but can encourage social interaction and a sense of community well.  In 

online instruction, all students can take part in the discussion at the time and place most 

convenient to them.  However, Kirkup and Jones (1996, as cited in Miliszewska, 2007)  

“students need dialogue with their teachers and with other students in order to 

consolidate and check on their own learning” (p. 5) in the face-to-face classroom 

instruction   Therefore, the strengths of both types of instruction can be maximized with 

blended learning to optimize learning and teaching, so that goals of courses and 

programs can be achieved.    

In addition, Sharma and Barrett (2007)  define blended learning as a language 

course which combines a face-to-face classroom component with an appropriate use of 

technology.  In this definition, the term technology encompasses a wide range of recent 

technologies, such as the Internet, CD-ROMs and interactive whiteboards. It also 

includes the use of computers as a means of communication (i.e., computer-mediated 

communication tools via chatting platforms and email), and a number of environments 

which enable teachers to enrich their courses such as VLEs (virtual learning 

environments), blogs, and Wikis. 

 Thus, blended learning can refer to a learning system which combines face-to-

face classroom and online instructions with an appropriate use of technological 
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innovations such as the Internet and computer-mediated communication to take 

advantages of the strengths of both instruction and compensate for weaknesses of each. 

Accordingly, the activities administered in face-to-face classroom and online 

instructions should be designed to maximize the advantages of blended learning.  

 2.4.1 Concepts of blended learning 

 As previously reviewed, blended learning is composed of face-to-face 

classroom and online instructions with the use of technology to take advantages of the 

strengths of both instruction in order to help students achieve learning outcomes and 

goals of the course. 

 Heinze and Procter (2004) propose the concept of blended learning based on the 

relationship of the use of technology and the time spent on online instruction to deliver 

activities and content, as illustrated in Figure 4. 

 

 
Figure  4: The Concept of Blended Learning 

(Heinze & Procter, 2004, p. 1) 
 

As seen in Figure 4, blended learning is the overlapped area between pure face-

to-face classroom instruction and pure online instruction.  As a result, in a blended 

learning, the time spent on online instruction is proportional to the use of technology in 

online instruction.  This suggests that the more the time is spent on online instruction, 

the more the use of technology is integrated.   
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However, it is worth nothing that Heinze and Procter’s (2004) concept of 

blended learning does not give specific details about the activities and content delivered 

online.  

Allen et al. (2007) introduce the indications for blended learning continuum 

with the proportion of content, type of instruction and typical description, which enable 

instructors to make decisions on which proportion is appropriate for their instruction 

and material selection as shown in Table 6. 

 

Table  6: Indications for Blended Learning Continuum 

 

Proportion of content 

delivered online 

Type of course Typical description 

0% Traditional No online technology used with 

content being delivered in writing 

or orally 

1 to 29% Web facilitated Instruction with web-based 

technology to facilitate what is 

essentially a face-to-face course, 

with a course management system 

(CMS) or web pages for  

assignments and announcements 

30 to 79% Blended/Hybrid Instruction blending online and 

face-to-face delivery with 

substantial proportion of the 

content being delivered online, 

typically uses online, with some 

face-to-face meetings 

80% up Online Instruction with most or all of the 

content being delivered online with 

typically no face-to-face meetings 
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 Concerning the aforementioned indications, Chew et al. (2008) explain that 

Allen et. al.’s (2007) continuum may emphasize technology rather than pedagogy such 

as instructional activities, social interactions and roles of teachers and learners which 

are not directly described in the continuum.  Nevertheless, their continuum provides 

some flexibility for practitioners to make decisions on which point can best suit their 

teaching methods, proportion of content delivered in face-to-face classrooms and online 

instruction, and students’ learning styles and needs so as to achieve students’ learning 

outcomes and goals of the course. 

 2.4.2 Blended learning design 

To maximize the potential of blended learning, its design should promote 

students’ learning experiences.  Different designs of blended learning have been 

proposed by different scholars and researchers, some of which are worth discussing in 

detail below. 

2.4.2.1 Carman’s (2005) model of five key ingredients 

Carman (2005) introduces the model of five key ingredients for a blended 

learning process as follows: 

 First, live events: students should be encouraged to participate in learning events 

at the same time. In addition, blended learning courses should engage learners’ attention 

for learning and be relevant to their real-life situations. Learning experiences in blended 

learning should enhance learners’ confidence in their skills and abilities to achieve 

course objectives. 

 Second, self-paced learning: students should be exposed to their learning 

experiences at their own speed and on their own time. 

 Third, collaboration: designers should create environments where learners and 

instructors can collaborate synchronously in chat rooms (i.e., social network platforms 

such as Skype, Facebook Messenger, Line, etc.) or asynchronously using e-mail and 

threaded discussions” (p.5).  There are two types of collaboration: peer-to-peer 

collaboration which can help learners discuss topics or issues with other learners, and 

peer-to-mentor (or learner-to-teacher) collaboration which allows instructors to field 

questions and tailor responses to individual students, and give additional guidance to 

students using emails, suggested practice items, and resources. 
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 Fourth, assessment: assessment is one of the most important ingredients of 

blended learning because it can show how much content learners already know after 

being exposed to learning experiences in blended learning.  In addition, it can measure 

the effectiveness of blended learning on learners’ learning. 

 Fifth, performance support materials: blended learning materials should 

promote learning retention and transfer to work situations.  For example, students 

should be able to download or print documents such as charts, graphs, summaries, clips, 

multimedia materials anytime and anywhere to support their learning and work 

performance. 

2.4.2.2 Picciano’s (2009) multimodal model 

Consistent with Carman’s (2005) model of five key ingredients for designing 

blended learning courses, Picciano (2009) postulates a “blending with purpose” 

multimodal model for the blended learning design to enhance students’ learning 

experiences and enable them to accomplish their learning goals. 

This model comprises six basic pedagogical objectives or activities, called 

components, with appropriate technologies to achieve them. Figure 5 depicts six 

components in the multimodal model: content, social/emotional, dialectic/questioning, 

synthesis/evaluation (assignments and assessment), collaboration/student-generated 

content (collaborative learning), and reflection.  The number of components in the 

model is flexible—they can be added or removed, and teachers also have to apply 

suitable technologies to achieve objectives of each component. 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

61 

 

 

Figure  5: Blending with Purpose—The Multimodal Model 

(Picciano, 2009, p. 15) 

 

The first component is content.  Picciano points out that it is one of the primary 

drivers of instruction that should be delivered and presented via multiple technologies 

and media to suit a wide range of students’ learning styles and attain the content 

objective effectively. 

The second component is social and emotional component.  Picciano suggests 

that instruction is not just about learning content or a skill, but also about providing 

students with some social and emotional support where possible and suitable.  

The third component is the dialectic and questioning component. This 

component allows instructors to examine what students know and clarify their 

understanding of the content. Dialectic and questioning can be attained through 

activities such as discussion board and asking and answering questions that help 

students think critically about a topic or issue. 

The fourth component is reflection.  Students are required to reflect on what 

they are studying and share their ideas and opinions with teachers and other students. 

The fifth component is collaborative learning. Picciano suggests that 

collaborative learning should be promoted by doing group work and group project. In 
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addition, computer-mediated communication such as Wikis and other computer-

mediated communication tools should be utilized to facilitate collaborative learning. 

The sixth component is synthesis, evaluation and assessment of learning.  

According to Picciano, this is the most important component of the model.  Online 

technology comes into play in the part of evaluation and assessment activities.  For 

example, oral presentations in the form of YouTube videos and discussions on 

discussion boards or blogs can be shared and viewed by students and instructors.  This 

provides instructors with electronic records “that can be reviewed over and over again 

to examine how students have participated and progressed over time” (Picciano, 2009, 

p. 16).   Therefore, the instructors will have information that they can use to self-assess 

their teaching, thus better understanding of what works and what does not work.  

To summarize, key considerations in the models suggested by Carmen (2005) 

and Picciano (2009) are essential components for designing blended learning courses 

which include live events to increase students’ learning engagement, self-paced 

learning, and collaboration between students and students, and students and instructors.  

Students will also have a chance to reflect during the learning process and receive social 

and emotional support from peers and instructors.  Content that corresponds with 

students’ learning styles and is relevant to their real-life situations, dialectic or 

questioning in the social community and interaction that initiates students’ critical 

thinking. Materials that can promote students’ learning process and outcomes, and 

appropriate assessment of students’ learning outcomes and evaluation can promote 

effectiveness of the blended courses. 

2.4.2.3 Lam’s (2015) blended learning model 

Lam (2015) postulates a blended learning model from the study which 

investigated the students’ experiences with blended learning.  In-dept interviews, 

classroom observation, online participant observation, students’ learning logs, focus 

group student interviews, individual teacher interviews, and an individual course leader 

interview were used to collect data.  The findings revealed 12 themes: traditional 

learning activities, online learning activities, learning process, engagement, learning 

outcomes, assessment, collaborative learning, teacher’s role, personal barrier, course 

problems, need and preference. The blended learning conceptual model used in the 

course was constructed based on the findings as illustrated in Figure 6. 
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Figure  6: The Conceptual Model of the Blended Learning Course 

  

 In Figure 6, the ‘In Class’ area refers to traditional face-to-face teaching and 

online learning inside the classroom.  In a face-to-face environment, the teacher’s role 

is to provide instruction and encourage collaboration.  The students engaged in learning 

by participating in both traditional and online activities.  

 The ‘Outside Class’ area refers to pre-class and post-class learning in which 

students participate in both traditional and online activities, including online 

collaboration (e.g. through social media tools).  The six aspects of the model are as 

follows:   

 First, online activities integrated into face-to-face learning to enhance their 

learning process to make students better understand the lessons.  This affirms that this 

model can connect learning in and beyond the classroom.  

 Second, students have more engagement in learning through interaction with 

others and doing learning activities.  

 Third, collaborative learning is promoted when students make use of social 

media to collaborate with their friends to facilitate their learning process.   

Learning outcome, assessment, teacher 

needs, barriers, problems 
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 Fourth, instruction can be directed by students.  Instructors are still responsible 

for designing the curriculum, facilitating discourse, and giving direct instruction to 

students. 

 Fifth, barriers in the learning process include boredom, stress, and language 

difficulty can hinder students’ communication and learning. 

 Sixth, students’ needs and preferences are considered external factors that affect  

engagement in blended learning.  Computer-mediated communication and computer 

technology are employed to meet students’ needs to facilitate their learning activities at 

the time, place, and pace they prefer. 

 2.4.3 Computer-mediated communication  

Bax’s (2003, 2011) concept of “normalization” refers to the use of computers 

and technological devices like mobile phones, iPads, etc. into learning and teaching that 

can occur anywhere and anytime, not just in a traditional face-to-face classroom. 

Erben et al. (2009) suggest that computer-mediated communication can 

promote language learning because it can promote participation on the part of the 

students, resulting in exposure to comprehensible input, collaboration,  opportunities 

for negotiation of meaning, and a social learning environment facilitating language 

learning. 

There are two types of computer-mediated communication: synchronous 

computer-mediated communication and asynchronous computer-mediated 

communication (Sharma & Barrett, 2007). 

2.4.3.1 Synchronous computer-mediated communication  

Ellis and Romano (2008, as cited in Khalil & Ebner, 2017) point out that 

synchronous computer-mediated communication tools promote real-time 

communication and collaboration in a same time-different place mode.  Synchronous 

computer-mediated communication tools include text-based and voice/video-based 

tools such as Facebook Messenger (live chat mode), Skype, Line, etc. 

According to Obasa et al. (2013), although synchronous computer-mediated 

communication tools increase students’ engagement in learning, the primary 

disadvantage of these tools is that students are required to participate in the activity at 
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the same time.  Different time zones and conflicting schedules can cause challenges for 

students.  In addition, synchronous computer-mediated communication tools are costly 

and may require large amount of bandwidth for effectiveness.  Khalil and Ebner (2017) 

assert that synchronous computer-mediated communication tools are difficult to 

moderate large-scale conversations.  

2.4.3.2 Asynchronous computer-mediated communication  

Asynchronous computer-mediated communication tools promote 

communication and collaboration over a period of time through a different time-

different place mode (Khalil & Ebner, 2017).  Asynchronous computer-mediated 

communication tools include email, discussion forum, Wikis, Google Docs, blogs, 

Facebook, Twitter, etc. 

 Concerning the advantages of asynchronous computer-mediated 

communication tools, Obasa et al. (2013) suggest that these tools provide students with 

instantly accessible resources and information.  They are also useful for obtaining 

details of group interactions.  The primary disadvantage of these tools is that they 

require some discipline in using the tools for teaching and learning purposes. For 

example, emails can be employed for many activities, especially social connections, 

apart from distributing and receiving learning materials. This can lead to confusion for 

dealing with mixed information in the emails.  

 Tables 7 and 8 show some synchronous computer-mediated communication and 

asynchronous computer-mediated communication tools with their usability and 

limitations (Obasa et al., 2013). 

 

Table  7: Some Synchronous Computer-Mediated Communication Tools 

 

Tool Usability Limitations 

Video conferencing Real time interaction that 

mimics conventional 

classroom 

Expensive, quality 

dependent on bandwidth 

 

Web conferencing  

 

Permits sharing of 

presentation, documents 

and 

application demonstration 

 

Expensive, quality 

dependent on bandwidth, 

and at 

times effective with audio 

conferencing 
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Audio conferencing  

 

 

Collaborative discussions 

that involve certain 

number of people 

May be expensive if 

international participants 

are expected 

Chat  

 

Text and graphics 

capabilities are available 

for information sharing of 

low-complexities 

Mostly text based and as 

such slows down 

communication rate 

 

Video calling  

 

Audio-visual: activity of 

speaking and listening, 

(un)intentional emotions; 

Sequential/adjacent 

discourse patterns; 

Image of counterpart: 

cyber face-to-face 

Words or sentences that 

have been uttered can be 

modified but never 

erased; and call for 

immediate reaction 

Instant messaging  

 

 

Instantaneous massage 

delivery such as important 

announcements 

Requires some specific 

devices like handset. It 

allows 1:1 or 1: n 

interactions 

White boarding  Demonstration and co-

development of ideas 

Expensive, bandwidth 

based, and at times 

effective with audio 

conferencing 

Application sharing  Demonstration and co-

development of documents 

Expensive, bandwidth 

based, and at times 

effective with audio 

conferencing 

 

Table  8: Some Asynchronous Computer-Mediated Communication Tools 
 

Tool Usability Limitations 

Forums  

 

Collaboration and sharing 

of ideas over certain time 

period 

May take longer to arrive 

at decisions or 

conclusions 

Web logs (Blogs)  

 

Dissemination of ideas 

and comments 

May take longer to arrive 

at decisions or 

conclusions 

Messaging (e-mail)  

 

Distribution of course 

materials on one-to-one or 

one-to-many basis 

Difficult to get instant 

reply to mails especially 

with large classes. 

Streaming audio  Lecture delivery through 

playback 

Static and does not cater 

for interaction. 

Streaming video Lecture delivery through 

playback 

Static and does not cater 

for interaction. 

Narrated slideshows Lecture delivery through 

playback 

Static and does not cater 

for interaction. 
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Document libraries  Tracking of learning 

resources 

Adequate management of 

storage media highly 

needed. 

Databases  

 

Repository and 

management of teaching 

and learning resources. 

Requiring proper 

management and good 

personnel 

e-books  

 

Supplements teaching and 

learning 

Static and does not cater 

for interaction. 

Surveys and polls  Evaluates teaching trends 

and performance 

Requiring clear definition 

and proper coordination 

Shared Calendars  

 

Regulating and 

coordinating activities 

Could be affected by time 

zone 

Web site links (or online 

resources—Richards, 

2015a, p. 12)  

 

Directing students to 

additional resources and 

references 

 

Movement of web 

resources may lead to 

non-availability 

of the resource being 

pointed at 

 

 It can be seen that these computer-mediated communication tools can be used 

to support teachers’ and students’ interests and requirements in their learning and 

teaching.   According to Richards (2015a), the Internet is “a major source of a variety 

of spoken and written texts” (p. 12).   Technology, the media, and the use of virtual 

social networks including computer-mediated communication tools provide greater 

opportunities for meaningful and authentic language use than what are available in the 

classroom, which promote out-of-class learning activities effectively which offer 

students collaborative learning, multimodal input (e.g. Ted Talks, digital games, etc.), 

authentic input,  and autonomous learning (students can make choices and decisions on 

what kinds of speech events they will choose according to their interests).   As such, 

learning beyond the classroom should be promoted to achieve two important 

dimensions to successful second language learning, which mean what goes on inside 

the classroom as well as what goes on outside of the classroom.  

2.4.3.3 Related studies on computer-mediated communication 

Studies have disclosed benefits of computer-mediated communication on 

improvement of English oral communication ability and learner autonomy.  

Wang and Chen (2012) investigated the effectiveness of computer-mediated 

communication tools on collaborative learning and Vygotsky’s (1978) notion. The 

researchers focused on the degrees of collaborative language learning that are 

supported in cyber face-to-face interaction.  A combination of real-time oral/aural, 
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visual, and text-based interaction happened simultaneously in an advanced synchronous 

learning management system called collaborative cyber community (3C).  The study 

discussed the results of an evaluation of the five features, namely, the interactive 

whiteboard, the text chat, the group cyber face-to-face classrooms, the audio, and the 

video, in a 3C.  Thirty-three students from an online Chinese and English interpreting 

course at the School of Languages and Linguistics, Griffith University in Australia, 

participated in this study. The findings indicated that collaborative learning could be 

effectively facilitated in a cyber-face-to-face environment. The tools allowed the 

teacher to guide students by showing examples, giving important information, and 

exemplifying students’ work so that the whole class or groups of students could 

comment on their friends’ work and scaffold their friends to complete the tasks 

collaboratively. 

One of the remarkable concepts in language learning and teaching today is 

learner autonomy. The benefits of computer-mediated communication tools that can 

promote learner autonomy can be seen in Peterson’s (2008) study.  He investigated how 

EFL learners managed their real time interaction in a computer-mediated 

communication environment called Schmooze University MOO.  MOO was an 

abbreviation of “Multi-User Domain, Object-Oriented” and referred to a text- or 

hypertext-based and web-based virtual reality system that allowed users to communicate 

and collaborate in real time.  

In Peterson’s (2008)  study, 14 intermediate level learners of English who were 

enrolled in two universities in Tokyo took part in weekly text chat sessions over a 

semester.  Four task types were implemented; information-gap, jigsaw, decision-making 

and opinion-exchange.  The findings showed that the subjects actively managed their 

interaction, monitored their linguistic output, supported each other and exercised 

autonomy.   In terms of autonomy, the findings reflected the exercise of a considerable 

degree of autonomy on these learners, as there was no requirement to obtain higher 

levels of user status in the MOO.  However, the data showed that these subjects were 

clearly willing to invest the time and effort to obtain a higher level of user status, outside 

of regular class time. In addition, the finding in an analysis of the interaction showed 

that these participants had explored the MOO environment and agreed to meet in this 

new location prior to start of the session.  This showed that the students paid attention 
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to their activity and study.  Those mentioned findings indicated that these students were 

highly able to take control of and be responsible for their learning which was a very 

important element to become autonomous learners.  

 2.4.4 Related studies on blended learning in EFL classrooms 

 Due to its accepted benefits, blended learning has been applied in EFL 

classrooms to improve students’ English oral communication ability and learner 

autonomy.  Chotipaktanasook (2018), for instance, carried out a study to investigate Thai 

EFL students’ experiences with blended learning at the tertiary level.   Data were collected 

by means of a the semi-structured interview with 12 randomly-selected out of 215 students 

who were first-year students of six universities.  The findings revealed that blended 

learning supported students to have more learning opportunities to practice and improve 

their language skills, especially their mastery of vocabulary.  In addition, blended learning 

developed learner autonomy in terms of language learning strategies and learning skills 

via the blended learning environment, especially metacognitive strategies (i.e., planning), 

affective strategies (i.e., building confidence), social strategies (i.e., cooperating with other 

students), and necessary 21st century learning skills (i.e., digital literacy skills). 

Remarkably, blended learning also helped students become independent learners it 

allowed them to work without instructor’s assistance. 

However, some interviewed students did not prefer studying in the blended 

learning environment due to their low English proficiency level, self-directed learning 

skills, and computer skills.  They reported that they experienced some frustration, 

especially when encountering language and technical problems. 

To achieve effective learning experiences and learning skills, Chotipaktanasook 

(2018) suggested that “teachers should learn more how to achieve an effective blend and 

be able to select appropriate technology and design appropriate tasks” (p. 77).  

Another study that showed the effects of blended learning on students’ 

improvement in oral communication ability was Ehsanifard, Ghapanchi, and Afsharrad’s 

(2020) study. The findings yielded the students’ more development in overall oral 

communication ability in the blended group than in the traditional group.  Ehsanifard et 

al. (2020) pointed out that the students might avoid contributing their learning in face-to-

face environment due to “the pressure of anxiety or lack of sufficient time to process and 

produce language in real time” (p. 257).  Ehsanifard et. al. (2020) pointed out that the 
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students of blended group showed more learning engagement in doing assignments.  In 

addition, the students with different characteristics could control learning at their own pace 

in blended environment.  Hojnacki (2015, as cited in Ehsanifard et al., 2020) stated that 

some students contributed more in face-to-face environment whereas other students were 

more active in learning in blended environment, thus producing more oral output. 

Campbell (2015) investigated the effects of Information and Communication 

Technologies (ICT) blended instruction on students’ English language achievement, 

students’ participation within English classes, and students’ attitudes towards learning 

English.  Participants were 278 students attending a rural university in North-eastern 

Thailand.   They were arranged into blended learning and face-to-face classes.  A course 

web site was developed for course instruction using social network tools such as 

Skype (categorized as synchronous computer-mediated communication tools), and 

Twitter and Facebook (as asynchronous computer-mediated communication tools) for 

the blended learning class for communications and language acquisition. Data were 

collected from the pre-test and post-test instruments, class room observation check 

lists, questionnaires, semi-structured interviews,  and the researcher’s field notes in order 

to compare ICT blended instruction and traditional face-to-face instruction.  

Results of the data analysis revealed that ICT blended instruction showed a 

significant, positive difference in student’s English learning achievement (four skills) 

when compared with the English learning achievement of students in traditional face-

to-face classes.  Furthermore, in terms of classroom participation, it was found that 

blended learning students’ contributions, interactions, quality of ICT use, frequency of 

ICT use, and autonomous learning practices were greater than those of students in face-

to-face, traditional classes.  Finally, the findings derived from the quantitative data, 

attitude questionnaires, and open-ended attitude survey, together with findings derived 

from the qualitative data collected by means of semi-structured interviews, indicated 

that students’ attitudes towards learning English through ICT blended instruction 

improved throughout the study and progressively became more positive. 

Obviously, computer-mediated communication tools can encourage students to 

improve their speaking ability with enhancement of positive attitudes towards ICT 

blended learning, contributions and interactions in classroom, frequency and quality of 

ICT use, and learner autonomy. Pedagogically, lecturers of EFL classes should be 
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trained to integrate technology into their courses and must be supported by their 

institutions as well. 

In addition, blended learning has been investigated to determine effects on 

learner autonomy.  Saengsawang (2013) conducted a study on 161 students’ learning 

achievement and attitudes toward learner autonomy in a fundamental English course 

integrating Facebook group activities at King Mongkut’s University of Technology 

North Bangkok, Thailand.  Data were elicited from three questionnaires investigating 

participants’ demographic characteristics, attitudes towards learner autonomy and 

Facebook use, and semi-structured interview.  The findings revealed that the 

participants’ learning achievement did not go with the specified criterion.  This might 

be caused by the fact that peers did not give quality feedback as the teacher did—they 

just gave some comments or compliments irrelevant to grammar or structures.  In 

addition, the researcher pointed out that the participants might be distracted by 

Facebook functions such as games, as well as the opportunity to socialize with friends 

which were consistent with previous studies (Kirchner & Karpinski, 2010; Junco, 

2012a; Junco, 2012b; Junco & Cotton, 2012, all cited in Saengsawang, 2013).  Based 

on such findings, the researcher concluded that willingness to take charge of doing 

assignments and responsibilities needed to be promoted so as to ensure development of 

students’ learner autonomy.   

As regards attitudes towards learner autonomy, the mean scores were rated at a 

moderate level of all three phases of the study: pre-, mid- and post-course.  However, 

there was a slight decrease in the mean scores of their attitudes in the mid- and post-

course survey.  The researcher argued for this decrease that the students might be 

burdened with doing assignments, following and receiving feedback every week.  

Consequently, they became exhausted with these workloads. In addition, the teacher’s 

control over the students’ assignments or activities causing the participants to be more 

teacher-dependent could also decrease the level of favorable attitudes towards learner 

autonomy.   Thus, too heavy workloads should be avoided. 

With respect to learner autonomy, Sanprasert (2010) carried out a study on the 

effects of the application of a course management system to enhance autonomy in 

learning English. The participants were 57 students studying at a Thai university.   The 

study aimed at finding out whether the course management system integrated into face-
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to-face English Foundation class could foster learner autonomy.   The data elicited with 

questionnaires and student learning journals.  The questionnaire was adapted from the 

questionnaire developed by Cotterall (1995) to investigate the effects on learner 

autonomy in six dimensions: role of teacher, role of feedback, learner independence, 

learner confidence in study ability, experience of language learning, and approach to 

studying.  The participants were required to write down the processes of learning in 

their journals as well.  The findings showed that blended learning could change learner 

perceptions in that they became more aware of the importance of feedback, more 

independent, more confident and more experienced in language learning.  As for learner 

behavior, they became more independent and confident.  Moreover, they developed 

their autonomous behavior such as making contributions to the course materials online, 

setting their own learning goals, planning for more online practice, and monitoring and 

evaluating their learning progress.  The findings suggested that students developed their 

reactive autonomy, learned to work collaboratively, and organized their resources as 

directed by the teacher to engage in the independent study. 

 Another study that explored the effects of blended learning on learner autonomy 

was undertaken by Kintu et al. (2017).   The emphasis was on student characteristics or 

background (self-regulation, computer competence, workload management, social and 

family support, attitudes toward blended learning, gender and age), design features 

(interactions, technology quality, face-to-face support, and learning management 

system tools and resources), and learning outcomes (performance, motivation, 

satisfaction, and knowledge construction.  Data collection was administered with 238 

participants, and the final examination results were used to assess their performance.  

The results revealed that students had a high level of attitudes toward blended learning.   

In addition, learner self-regulation was good enough in all the sub-scales of goal setting, 

environment structuring, task strategies, time management, help-seeking and self-

evaluation.  The findings also suggested that design features (technology quality, and 

online tools and resources), and learner characteristics (attitudes to blended learning 

and self-regulation) were significant predictors of learner satisfaction with blended 

learning, as well as knowledge construction, indicating that learners’ capacity to carry 

out their work by themselves, peer support, and high levels of interaction with the 

quality technology led them to construct their own ideas and knowledge in blended 
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learning.  They also significantly predicted the students’ intrinsic motivation in the 

blended learning, thereby indicating that good technology, online tools and resources, 

and high interaction levels with independence in learning led to high intrinsic 

motivation.   

 

2.5 Conceptual framework of the study 

 The conceptual framework of this present study which included blended 

learning, communication strategy instruction, and project-based language learning was 

developed based on an extensive review of literature and research in order to develop 

students’ English oral communication ability and learner autonomy, as summarized as 

follows: 

 1. Project-based language learning  

 Seven essential project design elements proposed by Larmer (2015, 2019) 

consisting of challenging problem or question, sustained inquiry, authenticity, student 

voice and choice, reflection, critique and revision, and public product were synthesized 

to construct six project-based language learning phases as illustrated in Figure 3.   These 

six project-based language learning phases which included initiation, inquiry, analysis, 

solution, assessment and reflection, and revision and publication, were combined with 

communication strategy instruction as previously reviewed.  Students were encouraged 

to employ what they learned and practiced to conduct their works in each phase so as 

to develop English oral communication ability in six aspects of range, accuracy, 

fluency, interaction, coherence, and pronunciation, and their three main aspects of 

leaner autonomy which included personal responsibilities, personal capabilities, and 

independent learning.  In addition, learner autonomy of each component was divided 

into determining the goals and the objectives; defining the learning progressions; taking 

the initiative; making decisions on selecting methods or techniques, communication 

strategies, and resources; monitoring the task and the project completion; and 

evaluating the completed tasks and the project. 

 2. Blended learning  

 In this study, Lam’s (2015) blended learning model as previously reviewed was 

adapted to construct the instructional framework.  It was believed that blended learning 

could combine the  strength of each type of instruction in face-to-face and online 
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environments and compensate for their weaknesses so as to more effectively develop 

students’ English oral communication ability and learner autonomy while they were 

trying to complete face-to-face and online tasks. 

 3. Communication strategy instruction  

 In this study, the CALLA framework (Chamot et al., 1999) and Nakatani’s  

(2010) framework of communication strategy instruction were integrated to construct 

the adapted communication strategy instruction as previously reviewed and 

summarized in Table 3.  Then, the communication strategy instruction was integrated 

with Lam’s (2015) blended learning model as previously mentioned in order to 

explicitly instruct the students about the communication strategies to overcome 

communication problems so as to develop their English oral communication ability. 

 The conceptual framework of the present study is illustrated in Figure 7. 
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CHAPTER III 

RESEARCH METHODOLOGY 

 

This chapter describes the research methodology used in this study.  The 

description covers research design, population and sample, research procedures, course 

development, instruments for each phase of the research, data collection, and data 

analysis methods. 

 

3.1 Research design 

This study was a research and development with a quasi-experimental design 

referring to “an experimental design that does not meet all the requirements necessary 

for controlling the influence of extraneous variables…[and] lack[s] random assignment 

of participants to groups” (Christensen et al., 2015, p. 290).  In other words, a one-

group pretest-posttest, non-randomized design was employed in this study.  Data were 

collected and analyzed by means of quantitative and qualitative methods.  Table 9 

depicts the research design with O and X referring to dependent and independent 

variables, respectively.  

 In this study, the independent variable referred to the treatment of project-based 

blended learning with communication strategy instruction (PBBCSI).  The dependent 

variables included students’ English oral communication ability and students’ learner 

autonomy.  

 

Table  9: One-Group Pretest-Posttest Design  

               (adapted from Christensen et al., 2015) 

Pretest measure Treatment Posttest measure 

O1 

 

X  

(PBBCSI) 

O2 

 

 

 In Table 9, O1 was the English oral communication ability pretest conducted 

before the PBBCSI treatment of the independent variable.  O2 is the English oral 

communication ability posttest carried out after the PBBCSI treatment.  The posttest 

scores were compared with those of O1 or the pretest. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

77 

 

 As for the other dependent abstract variable, students’ learner autonomy was 

measured with the learner autonomy questionnaire before and after implementing the 

PBBCSI, and supported by the qualitative data from the face-to-face and online 

observation checklists, student logs (for the outside class task and project), and semi-

structured interviews.  The improvement of students’ learner autonomy was assessed 

by the differences between mean scores of the pre-learner autonomy questionnaire (Pre-

LAQ) and post-learner autonomy questionnaire (Post-LAQ) before and after the 

PBBCSI and were triangulated with the qualitative data from the instruments 

previously mentioned.  

 

3.2 Population and sample 

 3.2.1 Population 

 The population of this study was 154 Computer Engineering students from the 

field of computer engineering, Department of Electrical and Computer Engineering, 

Faculty of Engineering, KMUTNB. 

 3.2.2 Participants 

 The 20 participants in this study were purposively selected from computer 

engineering students who were enrolled in a course entitled 080103016 English 

Conversation.  This study adopted the purposive sampling technique for the selection 

of the participants, since these purposively selected participants “possess the necessary 

information about the population” (Wasanasomsithi, 2015, p. 69).  The participants 

enrolled in the section reserved for computer engineering students in the second to the 

fourth years, with the permission from the Department of Electrical and Computer 

Engineering, and the Department of Languages, responsible for this course.  Most of 

the participants were third-year students.  The class was offered once a week for three 

hours. The age range of the participants was between 18 and 22.  In addition, all the 

participants majored in computer engineering and had education and computer 

background conforming to the same Computer Engineering Curriculum 2016.  Hence, 

the participants shared similar characteristics with the population in terms of computer 

literacy and English learning background under Computer Engineering Curriculum 

2016 (Faculty of Engineering, KMUTNB, 2016).  Consequently, the participants of the 

study represented the population. 
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 Concerning the English conversation course, it is an elective course designed to 

improve general and listening skills or English oral communication ability for everyday 

situations.  This course is offered every semester of every academic year.  Each 

semester, there are approximately 40-50 sections with 25-50 students in each section. 

The computer engineering students usually enroll in the section reserved for electrical 

and computer engineering students in the first semester of every academic year.  

 The PBBCSI was conducted in 15 consecutive weeks (1.5 hours a week) in the 

main course where the students were taught four communication strategies selected 

from the three categories adapted from Cohen’s (2010) taxonomy. 

 3.2.3 Statistical tests 
 In general, there are two main types or statistical tests: parametric and non-

parametric tests.  The non-parametric tests were used for this study due to its small 

sample size (n < 30) (Kuntz, 1997).  According to Field (2009), non-parametric tests 

are distribution-free tests, and they make no assumptions or is less restrictive in making 

assumptions about the data distribution than their parametric counterparts.  This 

suggests that the non-parametric tests do not assume anything about the data 

distribution such as they do not require to assume that the data come from the normally 

distributed population.  Also, Vogt et al. (2014) make suggestion about the distribution-

free tests (e.g. Chi-squared (χ2) test, Wilcoxon signed-rank test, Friedman test, etc.) that 

the inferences of their findings are correct regardless of the shape of data distribution.  

Therefore, the distribution tests were not applied for the non-parametric tests in this 

study (i.e. Wilcoxon signed-rank test).  

 Concerning the non-parametric tests, Field (2009) explains that most of the non-

parametric tests work on ranking the data; that is, the lowest score of the data is given 

a rank of 1, the next highest score is then given a rank of 2, and so on.  As such, the 

analysis is processed on the ranks rather than the actual data or means as their 

parametric counterparts.  

 As for non-parametric tests, medians are the appropriate statistics when the data 

are in the ordinal scale (Field, 2009; Siegel, 1957). The data of this study were 

transformed into ranks which were also in the ordinal scale for the non-parametric tests, 

thus the medians were reported as the main statistics for the results of this study.  
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 With regard to the median, it refers to the middle value of a dataset which is in 

an ordered distribution from the highest to lowest values or the lowest to highest ones 

which divide the distribution into two equal parts (Field, 2009; Vanlalhriati & Singh, 

2015).  One useful feature of the median is that the extreme values (e.g. the scores of 

those who have the highest or smallest ones in the measurements) do not affect the 

median unlike the arithmetic mean (Bonamente, 2017; Vanlalhriati & Singh, 2015).  

 To analyze the research findings, the statistical tests in this study were as 

follows: 

1. The Wilcoxon signed-rank test (also called the Wilcoxon matched-pair 

signed ranks test and the Wilcoxon signed ranks test) was used to compare the 

differences between ranked scores in the two conditions (e.g. pretest and posttest) from 

the same participants (Field, 2009).  

 2. The effect size r or r coefficient of each pairwise comparison referring to “an 

objective and (usually) standardized measure of the magnitude of observed effect” 

(Field, 2009, p. 56) was used and calculated as follows (Rosenthal, 1991, p. 19):  

r = Z 

     √N 

 

in which Z = the z-score produced by SPSS, N = the number of observations in the 

comparison.  Field (2009) points out that the correlation coefficient which implies that 

the negative sign of the effect size r can be ignored as stated below:  

 

  the correlation coefficient can also be negative (but not below -1), which 

 is useful when we’re measuring a relationship between two variables 

 because the sign of r tells us about the direction of the relationship, but in 

 experimental research the sign of r merely reflects the way in which the 

 experimenter coded their groups (p. 57). 

 

 As mentioned above, in experimental research, it can be inferred that the 

negative sign of the effect size r can be ignored for data analysis and interpretation 

because the way in which the way the researcher codes the groups seems not to affect 

the main usefulness of the effect size r for determining the magnitude of the observed 

effect between the two tests (e.g. pretest and posttest) of the experiment. For example, 
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when running the Wilcoxon signed rank test by SPSS in this study (also as experimental 

research), the scores were coded into positive and negative ranks and then calculated 

for test statistics such as T and Z values, possibly resulting in negative values.  After 

this, the effect size r was estimated using the formula previously described, also 

possibly resulting in its negative values.  However, the importance of the effect size r 

in this situation was accounted for the magnitude of the observed effect, not the 

relationship between the two variables. Therefore, it is implied that the negative sign of 

r can be ignored due to the way the scores are coded for calculation of some test 

statistics, but not for the effect size r in this situation. 

 In addition, when calculating the effect size r as previously mentioned, the 

negative sign of Z can be ignored for data analysis and interpretation (Field, 2009, p. 

554), suggesting that the negative sign of the effect size r can also be neglected.  This 

is because when the negative sign of Z is ignored in the calculation, the negative value 

of the effect size is not constrained for data analysis and interpretation, either.  

 Therefore, the interpretation of positive or negative values of the effect size r 

was the same in the present study.  The interpretation of the effect size r was adapted 

from both Cohen (1988) and Rosenthal (1996) as shown in Table 10 below. 

 

Table  10: The Effect Size r and Interpretation 

 

The effect size r Interpretation 

.10 to .30 or 

- .10 to - .30 

small 

.31 to .50 or 

- .31 to - .50 

medium 

.51 to .70 or 

- .51 to - .70 

large 

≥ .70 very large 

 

 Moreover, Spearman’s correlation coefficient (rs) or Spearman’s rho was used 

to measure the strength of relationship between two variables (e.g. researcher’s and 

interrater’s scores).  In this study, the interpretation of the Spearman’s correlation 
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coefficient (rs) was based on Dancey and Reidy (2007) as demonstrated in Table 11 

below. 

 

Table  11: Spearman’s Correlation Coefficient (rs) and Interpretation  

 

Spearman’s correlation coefficient (rs) Interpretation 

1 or -1 Perfect  

.70  to  .99  or 

- .70 to - .99 

Strong positive  

Strong negative  

.40  to  .69  or 

- .40 to - .69 

Medium positive 

Medium negative 

.10  to  .39  or 

- .10 to - .39 

Weak positive 

Weak negative 

0  to .09  or 

0  to - .09 

Zero 

 

  Field (2009) explains how the correlation coefficient can be interpreted: 

 

  a coefficient of +1 indicates that the two variables are perfectly 

 positively correlated, so as one variable increases, the other increases by a 

 proportionate  amount. Conversely, a coefficient of -1 indicates a perfect 

 negative relationship:  if one variable increases, the other decreases by a 

 proportionate amount (p. 170).  

 

 It can be seen that as one variable (e.g. the researcher’s rating scores) increases 

or decreases, the other one (e.g. the other rater’s rating scores) also increases or 

decreases, respectively. 

  

 

3.3 Data Collection Instruments 

 Eight data collection instruments were used to elicit data from the participants 

to answer research questions 1, 2, and 3.  They were the English oral communication 

ability test, English oral communication ability test rubric, tasks and the independent 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

82 

 

project, task and project rubric, learner autonomy questionnaires, student log (for the 

task and the project), observation checklists, and semi-structured interviews, which can 

be described in detail below.  

 3.3.1 English oral communication ability test 

 To assess students’ English oral communication ability, all of the participants 

were asked to complete a set of three speaking test tasks before and after 

implementation of the PBBCSI.  The three test tasks were designed based on a review 

of related studies and research.  The direct tests were applied to construct the English 

oral communication ability test in this study in the forms of the interview and role-plays 

to ensure a close relationship with real-life communication and elicited the use of 

communication strategies to overcome communication problems to achieve 

communication purposes in the conversation. 

 The three speaking test tasks were designed to elicit students’ use of target 

communication strategies and reflect the six aspects of English oral communication 

ability.  The three speaking test tasks were as follows (see Appendix A): 

 

Test Task 1: Description and solution  

 The objective of this test task was to assess students’ English oral 

communication ability (i.e. range, accuracy, fluency, interaction, coherence, and 

pronunciation) in describing computer products or technology, and giving solutions to 

a problem. 

 Each student was the owner of the computer and electronic devices show. 

He/She asked and answered the questions about the product (i.e. a portable SSD) and 

its problem (i.e. defragmenting and optimizing drives) to sell one kind of device that a 

customer was looking for. The students also showed and gave the instructions to solve 

the problem. 

 

 

Test Task 2: Interview 

 The objective of this test task was to assess students’ English oral 

communication ability in six aspects as previously mentioned in discussing and 

exchanging opinions towards computer technology and the computer engineering field. 
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 In this task, each student was interviewed by the employer/interviewer of a 

company (i.e. the researcher) who was looking for the right candidate for his/her 

company.  The oral interview consisted of three sets of questions: computer products 

and technology, creation of the innovation, and application of knowledge and skills 

(abilities) for their innovation.  

 

Test Task 3: Presentation 

 The objective of this test task was to assess students’ English oral 

communication ability in six aspects as previously mentioned in delivering the project 

presentation on selected issues.  Each student gave a five-minute project presentation 

to a customer about their company project in order to promote their new antivirus 

software.  The student was provided with key information and the findings of the 

project.  Following this, the student prepared himself/herself for the presentation.  To 

ensure the interaction, the student asked and answered the questions to clarify the 

product and overcome communication problems in a conversation. 

 During the pretest and posttest, students’ performances on each test task were 

rated against the English oral communication ability test rubric adapted from CEFR, 

Council of Europe, 2017) in six aspects of range, accuracy, fluency, interaction, 

coherence, and pronunciation (see Appendix B) by two raters (i.e. the researcher and 

another experienced instructor).  There were four levels of English oral communication 

ability on the test rubric which ranged from level 0 to 4.  Of each aspect of each test 

task, students’ performances were rated analytically with the scores of 0, 1, 2, 3, and 4.  

It was noted that the use of the two strategies “asking for clarification” and “asking for 

confirmation” depended on situations and their language functions stimulating the 

students (speakers) to employ them in order to interact with their interlocutors, help 

them overcome communication problems, and maintain the conversations to achieve 

the communication purposes.  As for “circumlocution” and “use of fillers and other 

hesitation devices,” the use of these two strategies depended on personal decisions to 

use them in conversations, so test takers’ use of these strategies could not be controlled.   

If controlled, the conversations in the pretest and posttest would not be natural.  Hence, 

the test tasks might or might not be able to elicit the use of circumlocution, and use of 

fillers and other hesitation devices strategies. 
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 The obtained data from the English oral communication ability pretest and 

posttest were used as evidence of students’ English oral communication ability before 

and after taking the PBBCSI.  The English oral communication ability pretest scores 

were compared with the English oral communication ability posttest scores using the 

Wilcoxon signed-rank test.  The data were then transcribed, coded into the four target 

communication strategies, and analyzed in order to reflect the effects of the PBBCSI 

on each aspect of the English oral communication ability and support the quantitative 

data gathered from the English oral communication ability pretest and posttest. 

 To examine the interrater reliability of the three test tasks, Spearman’s 

correlation coefficient (rs) or Spearman’s rho was used to measure the strength of 

relationship between researcher’s and interrater’s scores of each test task and ensure 

that the obtained scores were reliable for further analysis.   Of each test task, there were 

two raters (the researcher and another instructor) who each rated the performances of 

the six purposively-selected students. These students were the same as the six students 

who paired up by themselves to perform the online tasks (pair tasks).  

 With respect to the interrater reliability identified by the Spearman’s correlation 

coefficient values, there was a significantly strong relationship between the researcher’s 

and each experienced instructor’s rating scores of pretest tasks 1, 2, and 3 (rs = .95, .84, 

and .76, respectively, p < .01 (two-tailed), meaning that as the researcher’s rating scores 

increased, each experienced instructor’s rating scores also increased in the pretest. In 

addition, there was also a significantly strong relationship between the researcher’s and 

each experienced instructor’s rating scores of posttest tasks 1, 2, and 3 (rs = .95, .91, 

and .73, respectively, p < .01 (two-tailed), meaning that as the researcher’s rating scores 

increased, each experienced instructor’s rating scores also increased in the posttest.  The 

obtained correlation coefficient values indicated that the pretest and posttest scores 

were reliable for further analysis.     

                                

3.3.1.1 The validation of the English oral communication ability test 

 1) Experts’ validation  

 As for content validity, the item-objective congruence (IOC) index (Rovinelli 

& Hambleton, 1977) was used to assess the ratings by the three experts (see Appendix 

O) obtained in order to evaluate the match between test items and the table of 
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specifications.  Mean scores from the three experts would be calculated and the items 

which did not receive a score between 0.50 and 1.00 would be revised according to 

their comments and suggestions.  In this regard, the content validity of the English oral 

communication ability test for the pretest and posttest was .73 (see Table 54 in 

Appendix J), indicating that the English oral communication ability test was acceptable 

and applicable for the pilot study.  However, the English oral communication ability 

test was revised according to experts’ comments and suggestions that the explicit 

statements of the PBBCSI objectives and assessor’s and student’s roles of the situations 

of the test task design should be given. The preparation time should be increased.  Table 

12 illustrates the example of the revised parts of the English oral communication ability 

test. 
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 2) The pilot study of the English oral communication ability test 

 The pilot study was tried out in the summer of the second semester, academic 

year 2018.  The participants in the pilot study were electrical engineering students who 

were enrolled in 080103034 English Conversation, semester 1, academic year 2019. 

Both of the electrical engineering students (the pilot participants) and the computer 

engineering students (the main participants) studied in the Department of Electrical and 

Computer Engineering, Faculty of Engineering, KMUTNB.  They already took the 

same fundamental English courses, English 1 and English 2.  Therefore, they were 

likely to have the similar characteristics in terms of computer literacy and English 

learning background under Computer Engineering Curriculum 2016 (King Mongkut's 

University of Technology North Bangkok, 2016). 

 During the pilot test, there were no problems and the pilot students understood 

the questions, so they did not give any comments or suggestions about the test.  The 

questions of the tests were clear and could be used to elicit the students’ use of 

communication strategies in different situations.  However, one of the experts (or the 

raters) suggested that the job functions related to the study unit and more details of 

student’s and assessor’s roles should be given.  After the English oral communication 

ability test was revised according to experts’ comments, it was used in the main study.  

Table 13 demonstrates the example of the revised parts of the English oral 

communication ability test. 
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 3.3.2 Learner autonomy questionnaires  

 As for the measurement of learner autonomy levels before and after the 

intervention with the PBBCSI, the pre-learner autonomy questionnaire (Pre-LAQ) 

before taking the PBBCSI and post-learner autonomy questionnaire (Post-LAQ) after 

taking the PBBCSI were used respectively.  The questionnaires was the Likert scale 

type, with a five-point rating scale ranging from 1 to 5 (see Appendix E) which rated 

the students’ learner autonomy according to each statement in the questionnaires.  Scale 

1 meant “very slightly agree,” scale 2 “slightly agree,” scale 3 “moderately agree,” scale 

4 “very agree,” and scale 5 “extremely agree” with the statements.  

 The questionnaires were developed based on the literature review regarding the 

components of learner autonomy.  The statements of the questionnaires adapted from 

Alrabai (2017), Channuan (2012), and Swatevacharkul (2006) were written in English, 

and then translated into Thai to overcome language barriers. The Pre-LAQ and Post-

LAQ were the same in Part 1. The Pre-LAQ consisted of Part 1 only, while the Post-

LAQ comprised of Part 1 and 2 as follows:  

 Part 1: The measurement of learner autonomy levels: personal responsibilities, 

personal capabilities, and independent learning  

 Part 2: Opinions towards the PBBCSI model 

 

Part 1: The measurement of learner autonomy levels 

 To elicit the data regarding the three main components of learner autonomy in 

this study (i.e. personal responsibilities, personal capabilities, and independent 

learning), three sections of 56 main items (before experts’ validation) were constructed 

to measure students’ levels of learner autonomy before and after taking the PBBCSI.  

Based on the complete version of the questionnaires, items 53-61 were reverse coded 

items and were interpreted in the opposite direction when compared with the remaining 

items of the questionnaire.  It was necessary to recode the reverse coded items in order 

to facilitate consistent interpretation of the data (Salkind, 2007).  Those three sections 

were as follows: 

 1.1 Personal responsibilities  

 Students rated the willingness to take responsibilities in the PBBCSI according 

to the statements on six aspects of learner autonomy which included determining the 
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goals and the objectives, defining the learning progressions, taking the initiative, 

making decisions on methods or techniques, communication strategies, and resources, 

monitoring task and project completion procedures, and evaluating the completed tasks 

and project. 

 1.2 Personal capabilities   

 Students rated the confidence in capabilities to take responsibilities in the 

PBBCSI according to the statements on six aspects of learner autonomy as previously 

mentioned. 

 1.3 Independent learning 

 Students rated the independence from the instructor and/or peers according to 

the statements on six aspects of learner autonomy before and after taking the PBBCSI. 

 

Part 2: Opinions towards the PBBCSI model 

 There were 18 main statement items (before experts’ validation) in this part that 

required the students to rate their opinions towards the PBBCSI. 

 

3.3.2.1 The validation of the Pre-LAQ and Post-LAQ 

 1) Experts’ validation 

 To ensure the content validity, mean scores from the three experts’ validation 

with the IOC index were calculated and the items which did not receive a score between 

0.50 and 1.00 was revised in accordance with the experts’ comments and suggestions.  

Since the Pre-LAQ and Post-LAQ were the same in Part 1, while the Post-LAQ 

comprised Parts 1 and 2 as previously mentioned, the Post-LAQ was distributed to the 

three experts to perform validation on two main parts: the measurement of learner 

autonomy levels and opinions towards the PBBCSI.  As such, the content validity of 

the Post-LAQ also represented that of the Pre-LAQ.  In this regard, the content validity 

of the questionnaires was .72 (see Table 55 in Appendix J), indicating that the Pre-LAQ 

and Post-LAQ were applicable for the pilot study.  However, the Pre-LAQ and Post-

LAQ were revised according to experts’ comments and suggestions as most of the items 

fell in the characteristic of double-barreled statements which could cause a lot of 

confusion to the students.  Therefore, those items with double-barreled statements and 
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other too long statements were revised to become shorter and to ensure that there could 

be only one claim for each statement as demonstrated in Table 14. 
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 Noted that the English and Thai versions of the questionnaires were validated 

by the three experts if the meaning of each statement on both versions were consistent 

to each other and comprehensible. 

 2) The pilot study of the Pre-LAQ and Post-LAQ 

 The pilot study of the Pre-LAQ and Post-LAQ was carried out with the six 

electrical engineering students in the summer class of the academic year 2018. 

Although they were not the participants of the main study, they could be representatives 

of the population as previously discussed.  

 As for the pilot study, the Pre-LAQ was distributed to those six students on the 

first day of the PBBCSI implementation and the post-learner autonomy questionnaire 

(Post-LAQ) on the second day of the pilot study.  As for the main study, the Pre-LAQ 

was distributed to the students in the first week of the PBBCSI implementation and the 

Post-LAQ in the final week.  Cronbach’s alpha internal consistency was used to 

calculate reliability of the questionnaires. George and Mallery (2003)described the 

guidelines for the Cronbach's alpha coefficient range in Table 15. 

 

Table  15: Guidelines for the Cronbach’s Alpha Coefficient Range 
 

Cronbach's Alpha coefficient (α) Internal consistency 

More than or equal to .9 Excellent 

.80 to .89 Good 

.70 to .79 Acceptable 

.60 to .69 Questionable 

.50 to .59 Poor 

Less than .5 Unacceptable 

 

 After the pilot study, the obtained data from the Pre-LAQ and Post-LAQ were 

analyzed using SPSS to examine the Cronbach’s alpha coefficient.  In this regard, the 

Cronbach’s alpha coefficient values of the Pre-LAQ and Post-LAQ were .93 and .95, 

respectively, indicating excellent reliability.  

 However, some items (2, 22, 30, 50, 62, 68) were deleted from the original 

version due to the revision and reduction of the teaching and learning steps from eight 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

94 

 

to seven steps.  Some items (8, 9, 10, 11, 12, 15, 16, 36, 37, 38, 39, 40, 43, 44, 59, 65, 

66, 69, 70, 71, 72, 73, 74, 79, 81, 86, 87, and 88) were revised to be clearer by changing 

the terms to be consistent with the PBBCSI model:  “during class” to become “face-to-

face,” and “after class” to become “online,” to name just a few.  After the revision, the 

Pre-LAQ and Post-LAQ were applicable for the main study (see Appendix E).  

 The Wilcoxon signed-rank test was used to examine score differences in the 

Pre-LAQ and Post-LAQ before and after implementing the PBBCSI model.  The effect 

size r of those two scores was estimated. 

  

 3.3.3 Tasks and the project  

 The tasks and the independent project were used to stimulate participants’ 

online interaction with their peers to elicit the use of communication strategies, as well 

as develop English oral communication ability and learner autonomy while completing 

the tasks and their project on social platforms.  Therefore, the tasks and the project were 

not analyzed, but the findings of the data collection instruments related to the tasks and 

the project were collected and analyzed.  Students’ tasks and projects were rated against 

the task and project rubric.  There were two platforms in this study as follows: 

 1) Facebook: The participants visited Facebook to participate in the group of 

English conversation (for computer engineering students) which mainly consisted of 

unit posts with learning resources, online tasks, and projects on each pinned unit post.

 2) Self-selected platform:  As choices and decision making are central to the 

development of learner autonomy (Benson, 2016), particularly in selecting methods, 

techniques, and resources, the students were given the liberty to make their own 

decision to select the social platforms they preferred to do the tasks and the projects 

such as Facebook Messenger, Skype, Line, etc.  These platforms were well-known in 

Thailand, so the students were familiar with them and did not have problems using 

them.  

 Students used the Ocam program or other programs to record their 

conversations for their tasks and the project.  Then they posted their recorded tasks and 

projects in Facebook group in each pinned unit post (see Figure 8).  
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Figure  8: Unit Posts with Learning Resources in Facebook Group 

 

 There were three tasks and the independent project in order to help participants 

improve their English oral communication ability and learner autonomy.  The students 

carried out the three online tasks and eventually the project.  

3.3.3.1 The validation of the tasks and the project 

 1) Experts’ validation of the tasks and the project 

 The sample instructional materials including the sample unit 1 and its task (see 

Appendix K), the lesson plan (see Appendix L), the PBBCSI syllabus (see Appendix 

M), and the independent project (see Appendix N) were validated by a panel of three 

experts in English language instruction (see Appendix O). As for the content validity, 

mean scores from the three experts’ validation with the IOC index were calculated and 

the items which did not receive a score between 0.50 and 1.00 were revised in 

accordance with experts’ comments and suggestions.  The content validity was equal 

to .92 (see Table 56 in Appendix J), indicating that the tasks and the project were 

acceptable and applicable for the pilot study.  However, one expert was concerned with 

the authenticity and content relevance to the computer engineering field.  In fact, the 

contents were designed according to the job functions that were obtained from the 

document analyses on Computer Engineering Curriculum 2016, a needs analysis study 

of computer engineering students at KMUTNB, and a needs analysis study of computer 
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engineers as previously reviewed and described.  Therefore, the authenticity and 

content relevance met the computer engineering students’ needs of the main study.  

 2) The pilot study of the tasks and the project 

 Unit 1 with its activities and pair task 1, and the instructions of the project (due 

to the time constraint before the beginning of the semester) were tried out with the six 

electrical engineering students in the summer class of the academic year 2018.  Pilot 

students did not give comments or suggestions because they reflected that the materials 

in the PBBCSI were already good and the instructions were clear.  However, the first 

part of ‘Before class presentation’ was deleted due to the time constraint.  

 There were three outside class tasks and one independent project that the 

individual students had to complete in the PBBCSI as follows: 

 A. Pair task 1 

Find your pair. Find one problem in your computer engineering field,  

community, or country and decide what computer technology can help solve that 

problem.  Set up the driving question to find the answers to the problem.  Perform 

discussions on the driving question and computer technology that can solve the 

problem.            

B. Pair task 2  

The problem which originates the driving question in Pair Task 1 (Unit 1) might 

have other possible causes that should be taken into consideration and there may be 

computer products and technology that can help you deal with those possible causes of 

the problem.  Therefore, to find more information for the driving question, consider 

asking deeper questions “What are possible causes of the problem that should be 

considered? and “What computer products and technology can help deal with those 

possible causes of the problem?” (You can ask deeper questions for the specific answer 

from answering the driving question previously).  Then, to answer the two deeper 

questions, perform the interview between you (as a sale representative) and your partner 

(as a customer).  Work in the same pair of pair task 1 as guided below.    

Notes: You can change your driving question in this task and can change your 

pair, but your friends (both in the old and new pairs) should be willing to do that as 

well. 
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C. Semi-pair task 3 

Student A is a sales representative and Student B is a customer who is interested 

in being an investment partner of Student A’s company.  Analyze the data of Pair Task 

2 (questionnaire and interview).  Then, the sales representative do a presentation on the 

survey results (all of the question items), conclusion, and solution for the customer.  

In addition, the customer is not sure about the information that the sales 

representative has presented, so he/she asks for confirmation about the information (on 

DIFFERENT ASPECTS).  The customer sometimes cannot recall some WORDS, so 

he/she describes those words and the sales representative guesses the exact/target 

words. 

      D. Independent project 

The independent project consists of three main parts: project preparation, 

project presentation, and after presentation as described in more details in Appendix L. 

 To improve tasks and the independent project by students themselves, their 

tasks and the project posted on Facebook were commented on by their peers according 

to the aspects of the task and project rubric (see Appendix C) in which they could select 

English or Thai versions by themselves.  Then, the instructor gave comments and 

suggestions on their tasks and the project based on the task and project rubric.  

 As previously mentioned, students were encouraged to conduct the outside class 

tasks to develop their English oral communication ability.  They were able to select the 

ways to carry out their own independent project phase by phase. 

 With respect to fostering learner autonomy, students were encouraged to 

perform the outside class tasks and the project to develop their learner autonomy.  

In this way, students performed the outside class tasks and the independent project, 

filled out the information on the student logs when doing the tasks and the project, and 

gave comments on their peers’ tasks and project on Facebook after completing the tasks 

and the project.  As such, insightful qualitative data about learner autonomy could be 

found in the student logs, observation checklists, and the semi-structured interviews.  

 3.3.4 Student logs (for the tasks and the project) 

 The students filled in the information on the student log when they performed 

the outside class tasks and the independent project.  This student log was used to train 

the students to develop their learner autonomy in their responsibilities, capabilities, and 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

98 

 

independent learning in six aspects of learner autonomy as previously mentioned in 

order to complete the independent project.  The data from the student logs of the two 

pairs of focused students who were willing to participate in the study were analyzed 

and coded into categories of what they wrote in the student logs.  The obtained data 

would be triangulated with the data obtained from the whole class.  The student logs 

were used as the evidence of whether the participants had responsibilities, capabilities, 

and independent learning in six aspects of learner autonomy as previously mentioned.  

In brief, the data were used to determine if the students could become autonomous or 

independent learners. 

3.3.4.1 The validation of student logs 

 1) Experts’ validation of student logs 

 The student log was validated by a panel of three experts.  As for the content 

validity, mean scores from the three experts’ validation with the IOC index were 

calculated, and the items which did not receive a score between 0.50 and 1.00 were 

revised in line with the experts’ comments and suggestions.  The content validity was 

1.00 (see Table 57 in Appendix J), indicating that the student log was acceptable and 

applicable for the pilot study.  However, all of the three experts suggested that the 

student log needed to be tried out to see if it could get the target evidence of learner 

autonomy. 

 2) The pilot study of the student logs 

 The student log was tried out with the electrical engineering students in the 

special class in the summer semester of the academic year 2018.  The pilot students did 

not give comments or suggestions on the student log because they did not have 

problems when filling out the information onto the student log.  However, due to the 

deletion of ‘Before class presentation,’ the student log (for the during-class activity) 

was also deleted. 

 3.3.5 Observation checklists 

 Since the learning process inside and online was important evidence for 

students’ development of learner autonomy as previously mentioned, there were two 

kinds of observation checklists (see Appendix F) used in this study:  
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 1) Face-to-face observation checklist 

 Two pairs of focused students were video-recorded while learning in face-to-

face environment. 

 2) Online observation checklist 

 On Facebook, the students and the two pairs of focused students gave comments 

on their peers’ tasks and projects, and the data were discussed in the consultation box.  

The obtained data from both types of observation checklists were collected, transcribed, 

coded, and analyzed according to the six aspects of learner autonomy previously 

described. 

3.3.5.1 The validation of observation checklists 

 1) Experts’ validation of observation checklists 

 Both of the face-to-face and online observation checklists were validated by a 

panel of three experts (see Appendix O).  As for the content validity, mean scores from 

the three experts’ validation with the IOC index were calculated and the items which 

did not receive a score between 0.50 and 1.00 were revised based on the experts’ 

comments and suggestions.  In this regard, the content validity was .87 (see Table 58 

in Appendix J), indicating that the observation checklists were acceptable and 

applicable for the pilot study.  

 2) The pilot study of observation checklists 

 The observation checklists were tried out with the six electrical engineering 

students in the summer of the academic year 2018.  The researcher found that it was 

difficult to analyze the students’ occurrences of learner autonomy in different three 

main components (i.e. personal responsibilities, personal capabilities, and independent 

learning) in six aspects of learner autonomy as previously described.  Therefore, the 

observation checklists were revised by dividing one column of the components of 

learner autonomy into three columns so that the occurrences of each component could 

be examined more easily as shown in Appendix F.  In addition, due to the revision of 

the PBBCSI that included deletion of the first part of ‘before class presentation’ in all 

of the four units and the section of ‘before class observation checklist’ on the face-to-

face observation checklist, the wording of ‘during class observation checklist’ and 

‘after class observation checklist’ were changed into ‘face-to-face observation 

checklist’ and ‘online observation checklist,’ respectively. 
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 3.3.6 Semi-structured interviews 
 Semi-structured interviews (see Appendix G) were carried out with twelve 

purposively-selected students to gain more in-depth information on six aspects of 

learner autonomy.  The interview questions were, therefore, based on two parts of the 

Pre-LAQ and Post-LAQ as previously described.  

 The interview questions were translated from English into Thai to overcome 

language barriers.  The interviews were administrated at the end of the course on the 

basis of the convenience of the students, raters, and the researcher.  The data were then 

be transcribed, coded, and analyzed. 

3.3.6.1 The validation of semi-structured interviews 

 1) Experts’ validation of semi-structured interviews 

 With regard to content and construct validity, mean scores from the three 

experts’ validation with the IOC index were calculated and the items which did not 

receive a score between 0.50 and 1.00 were rewritten in accordance with the experts’ 

comments and suggestions.  In this regard, the content validity of the semi-structured 

interviews was 1.00 (see Table 59 in Appendix J), indicating that the semi-structured 

interviews were acceptable and applicable for the pilot study.  

 It is noteworthy that the English and Thai versions of the interview questions 

were validated by those three experts to ensure that the meaning of each question on 

both versions were consistent with each other and comprehensible. 

 2) The pilot study of semi-structured interviews 

 The pilot study of semi-structured interviews was conducted with the six 

electrical engineering students in the summer class of the academic year 2018.  The 

interviews were carried out in Thai with them.   

 As for the revision of the semi-structured interviews, the pilot students were 

asked if they understood the interview questions clearly.  Their comments and 

suggestions were used to revise the interview questions.  Although they did not have 

problems with the questions and explained that those questions were already clear, three 

questions about their independent learning were added (see Appendix G), two weeks 

after the interviews of the main study completed.  
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 3.3.7 English oral communication ability test rubric 

 The English oral communication ability test rubric was used to assess the 

students’ English oral communication ability when doing the English oral 

communication ability test.  The test rubric consisted of six aspects of spoken language: 

range, accuracy, fluency, interaction, coherence, and pronunciation adapted from the 

qualitative features of spoken language (expanded with phonology) of the Common 

European Framework of Reference for Languages (CEFR) (Council of Europe, 2017, 

pp. 155-156) in terms of range, accuracy, fluency, interaction, coherence, and 

phonology. 

 According to Hiranburana et al. (2017), the Ministry of Education announced 

the Common European Framework of Reference for Languages (CEFR) as the 

standards to be practiced at all levels of education in Thailand, stating  “Teachers and 

students have found that their English proficiency levels are too low to achieve the 

required standard” (p. 91).  This suggests that CEFR levels should be adapted to be 

more achievable, comprehensible, and practical in Thailand.  In addition, Hiranburana 

et al. (2017, p. 93) pinpoint that CEFR should be adopted or adapted to be “appropriate 

to the needs, characteristics, and local context of particular learners or groups of 

learners to make the framework more comprehensible and more practical” as Council 

of Europe (2001, p. 30, as cited in Hiranburana et al., 2017) has stated as follows: 

 

  You may well wish to keep some, reject others and add some of your 

 own...the taxonomic scheme presented… of the framework is not seen as a 

 closed system, but one which is open to further development in the light of 

 experience (p. 93). 

 

 In this study, there were five levels of the English oral communication ability 

test rubric ranging from level 4 to level 0.  To construct the English oral communication 

ability test rubric, some expressions and structures of CEFR descriptors which were 

very complex and difficult to achieve, and which were not related to the contents and 

learning outcomes of the PBBCSI, were deleted, while others were simplified and 

adapted to the required levels to be more achievable, comprehensible, and practical to 

the Thai context, computer engineering students’ pre-intermediate and intermediate 

proficiency levels, and the PBBCSI.  Therefore, most of the descriptors of C1 and C2 
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levels which contained many difficult expressions and complicated structures were 

adapted and adjusted to become level 4, and B2 level adapted and adjusted to become 

level 3. Since some descriptors of A1 and A2 levels were similar and overlapped, they 

were adapted and adjusted to become level 1.  In addition, level 0 was constructed to 

represent students’ inabilities that made them unable to give responses or their 

responses were not related to the stimulus (see Appendix B).  Of each aspect, 

participants’ performances were assessed analytically according to five levels of the 

adapted test rubric ranging from level 0 to level 4 (see Appendix B).   

3.3.7.1 The validation of the English oral communication ability test rubric  

 1) Experts’ validation of the English oral communication ability test rubric 

 With regard to content validity, mean scores from the three experts’ validation 

with the IOC index were calculated and the items which did not achieve a score between 

0.50 and 1.00 were revised according to the experts’ comments and suggestions.  In this 

regard, the content validity was .67 (see Table 60 in Appendix J), indicating that the 

English oral communication ability test rubric was acceptable and applicable for the 

pilot study.  However, the experts commented that there were some ambiguous words 

modifying nouns such as “varied cohesive devices” and suggested that phrases should 

be added to differentiate the different quantity of those nouns.  Likewise, the quantifiers 

should have been used carefully to really differentiate levels of English oral 

communication ability as illustrated in Table 16. 
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Table  16: Examples of the Revised Parts of the English Oral Communication Ability 

                 Test Rubric 
 

Original Parts 

 

Revised Parts 

 

 

 

 2) The pilot study of the English oral communication ability test rubric  

 The pilot study of the English oral communication ability test rubric was 

conducted with the three raters during the English oral communication ability test in 

the summer class of the academic year 2018.  Their comments and suggestions were 

used to revise the English oral communication ability test rubric. However, they did not 

give comments on the revised version of the test rubric. Therefore, this complete 

version of the English oral communication ability test rubric (see Appendix B) was 

considered applicable for the main study.  With respect to the descriptions of the aspects 

in the test rubric, there were six aspects of spoken language: range, accuracy, fluency, 

interaction, coherence, and pronunciation adapted from the qualitative features of 

spoken language in the CEFR (Council of Europe, 2017, pp. 155-156).  Their 

descriptions were as follows: 

 1. Range referred to the extent to which the students could use a large amount 

of varied vocabulary to convey meaning and ideas appropriately for topics and 

situations.  
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As for language use analysis, the four target categories of range (i.e. nouns, verbs, 

adverbs, and adjectives) were examined to compare their differences in the English oral 

communication ability pretest and posttest. 

 2. Accuracy referred to the extent to which the students could employ 

grammatical structures and usage. As for language use analysis, accuracy of the 

grammatical structures (minor and major mistakes) employed by the students were 

analyzed in the English oral communication ability pretest and posttest. 

 3. Fluency referred to the extent to which the students could produce utterances 

with smooth and effortless flow of language.  Short pauses or hesitations might occur.  

Concerning language use analysis, the use of fillers and hesitation devices were 

analyzed to compare their differences in the pretest and posttest.  In addition, the pauses 

and the length of utterances were analyzed without consideration on their frequencies. 

 4. Interaction referred to the extent to which the students could use a large 

number of varied expressions to interact in a conversation with appropriate (natural) 

turn-taking in order to initiate the topics and/or ideas, and take the turns in the 

conversation.  In this study, the expressions referred to words, phrases, and sentences 

related to the four communication strategies taught in units 1 to 4 used to interact in the 

conversations which included asking for clarification strategy (e.g. What does that 

word mean?, Why do you think that?; circumlocution strategy (e.g. What should I call 

…(something: e.g. a device/ equipment, etc.) that …….?, I don’t know how to say/ call 

it. It is something that ………..; asking for confirmation strategy (e.g. Is it pronounced 

“………………”?, You mean …………………?(with rising intonation); and use of fillers 

and other hesitation devices (e.g. Uhm/Hm/Er/Ah…, Well…, Now let me see., Let me 

think., Let’s see….). 

 The expressions related to the communication strategies and the conversation 

topic that the speakers (students) studied in units 1 to 4 and employed them in their 

conversations in the online tasks, independent projects, and the English oral 

communication ability pretest and posttest such as “What do you think about …….?, I 

think ………”, “May I ask you a few questions?”, “Do you know how to …….?, etc. 

were investigated, analyzed, and coded into the four taught communication strategies 

to compare their differences in the pretest and posttest. 
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 5. Coherence referred to the extent to which the students could produce 

utterances using a range of cohesive devices to connect separate ideas into a coherent 

whole of logical responding utterances appropriately.  The responses are also related to 

the topic in the conversation.  According to Widdowson (2007), the cohesive devices 

are used to:  

 

  serve to link parts of a text together. It is important to note, however, 

 that they (i.e. these cohesive devices) do so (i.e. link parts of texts together) so 

 that new content is understood in relation to the content that has been established 

 in the reader's mind by what has been said before (p. 46). 

 

 Therefore, cohesive devices in this study referred to various types of linking 

words used to add, show the relationship between cause and effect of, give examples to 

clarify, indicate the order of, and contrast the information or the new ideas of the 

utterances.  In addition, the categories of the cohesive devices focused in this study 

included 1) addition: “and” and “also,” used for adding some information to the 

preceding utterances, 2) result: “so,” and “because,” used for showing the relationship 

between cause and effect of the information in the utterances, 3) exemplification: “for 

example,” “such as,” and “like,” used to give examples to clarify the preceding 

utterances, 4) sequencing: “first,” “second,” “next,” “then,” and “finally,” used for 

indicating a series of related things or events, or the order in which they happened in 

the utterances, and 5) contrast: “but”) used to connect ideas that were contrasted in the 

utterances.  

 As for language use analysis, varied cohesive devices were examined and 

analyzed to compare their differences in the English oral communication ability pretest 

and posttest, and the qualitative findings were also used to support the quantitative 

findings. 

 6. Pronunciation referred to the extent to which the students could employ 

correct pronunciation of word (sounds), word and sentence stress, and intonation to 

produce utterances with high comprehensibility.  With respect to the pronunciation 

errors that affected the English oral communication ability in pronunciation, they were 

categorized into two main types of errors: minor pronunciation errors that referred to 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

106 

 

the errors that did not obscure or hardly obscured the meaning of utterances and major 

pronunciation errors that referred to the errors that obscured the meaning of utterances. 

 With respect to language use analysis, pronunciation of word (sounds), word 

and sentence stress, and intonation patterns employed by the students were analyzed 

and compared in the English oral communication ability pretest and posttest. 

 Concerning the limitation of the study in terms of pronunciation, the 

interviewers in the pretest and posttest of the recent study were Thai university 

instructors who had experiences in English teaching for many years, so they were 

familiar with Thai students’ pronunciation. Hence, the results of the students’ 

pronunciation of utterances in the pretest and posttest in the study were limited to the 

context where the speakers and interlocutors were Thai speakers of English.    

 3.3.8 The task and project rubric 

 The task and project rubric was used to rate the tasks and the project.  The rubric 

was adapted from Buck Institute for Education (2017) whose essential project design 

elements are relevant to Larmer’s (2015, 2019) project-based language learning 

adapted for the framework of this study previously mentioned.  The rubric was also 

designed in accordance with the elements and phases of project-based language 

learning, and the syllabus content of the PBBCSI in the main course ‘English 

conversation.’  The task and project rubric consisted of both English and Thai versions 

so that the students could select the language they preferred.   However, students’ 

selection of different versions was not investigated in this study.  The rubric comprised 

two following sections: 

 A. Task and project quality 

  As for the task and project quality, the rubric assessed the tasks and the project 

in aspects of content, organization, authenticity, use of methods or techniques and 

resources, and reflection.   

 B. English oral communication ability 

 Similar to the English oral communication ability test rubric, this section of the 

task and project rubric assessed and reflected the tasks and the project in the six aspects 

of English oral communication ability: range, accuracy, fluency, interaction, coherence, 

and pronunciation.  
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 Students’ performances when conducting the online tasks and the projects were 

rated according to the task and project rubric on four levels which ranged from levels 0 

to 4. The researcher marked the scores with 0, 1, 2, 3, and 4 on each aspect of task and 

project quality and English oral communication ability.  On Facebook group, the 

students gave comments on their peers’ tasks in sections A and B.   

3.3.8.1 The validation of the task and project rubric 

 1) Experts’ validation of the task and project rubric 

 Regarding content validity, mean scores from the three experts’ validation with 

the IOC index were calculated and the items which did not receive a score between 0.50 

and 1.00 were revised according to the experts’ comments and suggestions.  The 

English and Thai versions of the task and project rubric (see Appendix C) were 

validated by those three experts to determine if the meaning of each descriptor on both 

versions were consistent with each other and was comprehensible.  Experts’ comments 

and suggestions were used to revise the task and project rubric.  Concerning the content 

validity of the task and project rubric, it was .71 (see Table 60 in Appendix J), indicating 

that the task and project rubric was acceptable and applicable for the pilot study.  Since 

the task and project rubric was similar to the English oral communication ability test 

rubric, it also had similar problems to the test rubric, and as such the ways to revise it 

were also similar to the ways to revise the test rubric as previously described. 

 

 2) The pilot study of the task and project rubric 

 The pilot study of the task and project rubric was conducted with the six 

electrical engineering students in the summer class of the academic year 2018.  For the 

revision of the descriptors, the pilot students were asked to specify if they understood 

the descriptors of both versions clearly.  Pilot students’ comments and suggestions were 

expected to be used to revise the questions of the semi-structured interviews.  However, 

they did not give comments or suggestions because they could understand and employ 

the rubric themselves with ease.  But if they did not understand some parts of the 

English version, they could compare them to the Thai version. 

3.4 Research procedures  

 The research procedures consisted of two main phases: the preparation of the 

PBBCSI and the implementation and evaluation of the PBBCSI as shown in Table 17.  



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

108 

 

 

Table  17: Research Procedures 
 

Phase 1: Preparation of the PBBCSI 

1. Performing document analysis to identify job functions and the main 

components of the theoretical framework 

2. Designing the PBBCSI 

3. Validating the PBBCSI 

4. Performing the pilot study of the PBBCSI  

5. Revising the PBBCSI 

Phase 2: Implementation of the PBBCSI   

Data collection 

1. Administrating the English oral communication ability pretest and 

distributing the Pre-LAQ before taking the PBBCSI 

2. Conducting the main study and collecting data from the observations and 

student logs 

3. Administrating the English oral communication ability posttest and 

distributing the Post-LAQ after taking the PBBCSI 

4. Conducting the semi-structured interviews 

 

Data analysis 

5. Analyzing data corresponding to Research Questions 1, 2, and 3 

 

3.4.1 Phase 1: Preparation of the PBBCSI 

 The first phase of the research procedures was the preparation of the PBBCSI. 

It consisted of five steps: 1) performing document analysis to identify job functions and 

the main components of the theoretical framework, 2) designing the PBBCSI, 3) 

performing the pilot study of the PBBCSI, 4) validating PBBCSI, and 5) revising the 

PBBCSI. 

 

3.4.1.1 Performing document analysis to identify job functions and the 

main components of the theoretical framework 

 To identify computer engineering job functions and the main components of the 

theoretical framework, documents such as Computer Engineering Curriculum 2016 

(King Mongkut's University of Technology North Bangkok, 2016), and related studies 

were examined and analyzed.  
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3.4.1.1.1 Identification of computer engineering job functions  

 According to Jordan (1997, as cited in Brown, 2016), documentation or 

document analysis is one way to perform a needs analysis.  In this study, document 

analysis was applied to identify the job functions which were mainly related to 

computer engineering job functions and could also be guidelines to identify the 

expected outcomes of the units of study in the PBBCSI model. The job functions were 

derived from three main document analyses: Computer Engineering  Curriculum 2016  

(King Mongkut's University of Technology North Bangkok, 2016), Pinphet’s (2017a) 

unpublished study on the analysis of needs and problems with English oral 

communication ability of computer engineering students at King Mongkut’s University 

of Technology North Bangkok on their English oral communication ability, and 

Rajprasit and Hemchua’s (2015) study which was about the analysis of needs and 

problems of Thai computer engineering professional in the international workplace on 

their English language proficiency.  The obtained job functions after the triangulation 

of the data from the three documents were then selected and adapted to create the job 

functions and the unit themes in accordance with the four phases of the PBBCSI (i.e. 

initiation, inquiry, analysis, and solution phases) and the learning outcomes of the main 

course “English conversation.”  

 The steps to identify the job functions based on document analyses were as 

follows: 

 Step 1: Analyzing goals/objectives of computer engineering program and 

learning outcomes of five domains in Computer Engineering Curriculum (2016). 

 Step 2: Grouping goals/objectives of computer engineering program and 

learning outcomes of five domains. 

 Step 3: Identifying the job functions from the analysis on Computer 

Engineering Curriculum (2016) which provided the five main job functions as follows: 

1) Describing computer organization, products, operations of computer systems, 

and tools; 

2) Giving instructions, warnings, suggestions and solutions for using, installing, 

maintaining computer products and solving related problems; 

3) Analyzing, discussing, and exchanging opinions towards Computer 

Engineering issues and problems;  
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4) Conversing socially for the meeting/conference; and 

5) Delivering presentations on engineering issues and projects. 

 Step 4: Triangulating the gained job functions with the data about the job 

functions derived from Pinphet’s (2017a) and Rajprasit and Hemchua’s (2015) studies 

in order to consolidate and obtain more reliable information about different functions 

that students should be able to perform in communicative situations of the PBBCSI. 

 The job functions from this data triangulation were the same as those before the 

data triangulation with the two studies previously mentioned, reliable, and good for 

developing the syllabus content. 

 Step 5: Selecting and adapting the job functions for the PBBCSI of the present 

study 

 The four out of five job functions from the triangulation were then selected   

and adapted to construct the job functions and the unit themes to be relevant to the four 

phases of the PBBCSI (i.e. initiation, inquiry, analysis, and solution phases) and the 

learning outcomes of the main course “English Conversation” to ensure that what the 

students learned in the PBBCSI were related to the objectives of the main course. The 

selected and adapted four job functions were as follows: 

 

 Four job functions of the present study 

1) Discussing and exchanging opinions towards computer technologies;  

2) Describing computer products and peripherals; 

3) Giving instructions, warnings, suggestions, and analysis results to give solutions 

regarding computer products and peripherals; and 

4) Delivering the independent project on selected issues. 

 Four themes: 

1) Computer Technologies for Better Lives 

2) Computer Products and Peripherals 

3) Computer and Networking Problems 

4) Project Presentation 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

111 

 

3.4.1.1.2 The main components of the PBBCSI framework 

 As reviewed, related studies and theories of the three main components of the 

PBBCSI had been analyzed to develop the PBBCSI framework which included blended 

learning, communication strategy instruction, and project-based language learning 

which are briefly summarized as follows: 

 1. Blended learning  

 In this study, Lam’s (2015) blended learning model as previously reviewed was 

adapted to construct the instructional framework, since this model encouraged students 

to integrate learning activities in face-to-face and online environments in order to 

optimize their learning process effectively.  In addition, since the proportion of face-to-

face time and online time was not fixed in Lam’s blended learning model, it could 

provide instructors with flexibility to manage learning activities in face-to-face and 

online environments without the constraints on the proportion of face-to-face and online 

time use.  

 With its prominent characteristics and flexibility which could integrate learning 

activities in face-to-face and online environments could be combined and go beyond 

the limit of the traditional proportion of face-to-face and online time use as previously 

reviewed, Lam’s (2015) blended learning model was adapted for the instructional 

framework of the present study and combined with the communication strategy 

instruction and project-based language learning for the PBBCSI framework.  

 2. Communication strategy instruction  

 In this study, the CALLA framework (Chamot et al., 1999) and Nakatani’s 

(2010) framework of communication strategy instruction were integrated to construct 

the adapted communication strategy instruction as previously reviewed and 

summarized in Table 3.  Then, the adapted communication strategy instruction was 

integrated with Lam’s (2015) blended learning model which included face-to-face and 

online environments without the constraints in the proportion of face-to-face and online 

time use in the PBBCSI model in order to instruct the four communication strategies 

and the ways to conduct the independent project in a face-to-face environment.  In the 

online environment, the students applied what they had learned and practiced in the 

face-to-face environment to do online tasks and eventually their independent projects.   
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 The seven learning and teaching steps would be implemented as the essential 

learning and teaching steps to explicitly instruct the students about the communication 

strategies to overcome communication problems, especially those relevant to the 

essential components of English oral communication ability which comprised range, 

accuracy, fluency, interaction, coherence, and pronunciation.  

 The seven learning and teaching steps were implemented in each of the first 

four phases of the PBBCSI which included initiation, inquiry, analysis, and solution 

(see Figure 7) and were proceeded in face-to-face and online environments as briefly 

described below:  

 Face-to-face environment: 

1) Preparation 

 The instructor activated students’ background knowledge to prepare them for 

the following topics of the study unit. 

2) Presentation 

 The instructor presented new topics on listening comprehension and 

pronunciation by having the students do the exercises of those topics themselves to 

develop their learner autonomy, and explained the language expressions related to the 

taught communication strategies.  

3) Rehearsal 

 The students applied what they had learned in the previous topics in the 

rehearsal of  the communication activity.  

4) Performance 

The students practiced the communication activity again in order to master the  

target communication strategies and other aspects of English oral communication 

ability. 

 

5) Feedback 

 The instructor gave feedback and comments to students’ performances against 

the task and project rubric similar to the test rubric in the part of English oral 

communication ability so that the students could employ the comments and suggestions 

as guidelines to improve their activities in the following units.  In addition, the way that 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

113 

 

the instructor gave feedback and comments could be the guidelines for students to 

comment their peers’ online tasks and projects. 

 Online environment: 

6) Expansion 

 The students extended the use of the taught communication strategies and the 

ways to do the projects through the online task completion. 

7) Evaluation 

 The students gave feedback and comments on their peers’ online tasks posted 

on the Facebook group.  Then, they also rated their online tasks against the task and 

project rubric and gave reflection on their tasks in the student log to improve their 

performance in the following phases. 

  These seven learning and teaching steps were implemented in the phases of the 

project-based language learning, which were then synthesized for the PBBCSI 

framework consisting of six phases: initiation, inquiry, analysis, solution, assessment 

and reflection, and revision and publication.  

 

 3. Project-based language learning  

 Seven essential project design elements proposed by Larmer (2015, 2019) 

consisting of challenging problem or question, sustained inquiry, authenticity, student 

voice and choice, reflection, critique and revision, and public product were synthesized 

to construct six project-based language learning phases as illustrated in Figure 9.   These 

six project-based language learning phases were then combined with the blended 

learning communication strategy instruction which was implemented in face-to-face 

and online environments as the instructional framework of the present study called the 

PBBCSI. 
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Figure  9: Project-based Language Learning Phases 

                                            (adapted from Larmer, 2015, 2019) 

   

3.4.1.2 Designing PBBCSI framework 

 The three main components of blended learning, communication strategy  

instruction, and project-based language learning were integrated and synthesized to 

construct the PBBCSI framework of the present study (see Figure 7).  It consisted of 

six phases and seven learning and teaching steps of the communication strategy 

instruction in face-to-face and online environments to guide the students on how to 

complete the independent project in each of the six PBBCSI phases as summarized 

below. 
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 Face-to-face environment and online environments 

1) Initiation phase:  

- The students self-selected a topic and made up the driving question that 

emerged from the key problem for their independent project. 

2) Inquiry phase: 

- The students formulated more insightful questions to research into self-

selected resources (e.g. websites, interviews, etc.), and collected information (e.g. 

interview, survey, questionnaire, etc.). 

3) Analysis phase: 

- The students analyzed the results. 

4) Solution phase: 

- The students gave solutions to the problems to answer the driving question. 

            Online environment  

5) Assessment and reflection phase: 

- The students continued doing their project, presented the project, assessed 

the project, and provided comments and feedback for their project reflection. 

6) Revision and publication phase: 

- The students revised their independent project according to peers’ comments 

and feedback, as well as their own reflection, before sharing it on their Facebook 

page. 

 

 Each of the first four PBBCSI phases: initiation, inquiry, analysis, and  solution 

was administered in face-to-face and online environments through the seven learning 

and teaching steps of the communication strategy instruction which included 

preparation, presentation, rehearsal, performance, feedback, expansion, and evaluation 

that were explicitly explained to the participants to ensure their understanding of which 

communication strategies they needed to tackle communication problems or maintain 

the conversations to achieve the communication purposes.  The ways to perform the 

independent project in each of the first four PBBCSI phases were also discussed.  In 

the face-to-face environment, the students applied the background knowledge they were 

prepared in step 1 ‘Preparation’ to study and carry out the activities regarding the 

communication strategies in step 2 ‘Presentation’ presented by the instructor including 
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new topics on vocabulary and pronunciation necessary for the communication activities 

in step 3 ‘Rehearsal’ which required the students to apply what they had learned in the 

previous steps to perform the communication activity and practice more in step 4 

‘Performance.’  Then, in step 5 ‘Feedback,’ the students received the instructor’s 

feedback and comments on their activities as the model when they did the presentation 

in front of the class to ensure that they were able to give feedback and comments on 

their peers’ online tasks in step 7 ‘Evaluation.’ After that, in the online environment, 

the students applied what they learned and practiced in the previous steps in the face-

to-face environment to carry out their online tasks in step 6 ‘Expansion’ which required 

them to select appropriate technology to perform the three online tasks such as 

communication social platform (e.g. Skype, Facebook Messenger, Discord, etc.), 

screen saving programs (e.g. Ocam, Bandicam, etc.), and Internet resources. 

Subsequently in step 7 ‘Evaluation,’ the students gave feedback and comments on their 

peers’ online tasks posted in Facebook Group as previously learned in step 5 

‘Feedback.’  They also rated their online tasks against the task and project rubric and 

reflected on their tasks in the student log for subsequent improvement.   

 Concerning the online tasks and the project, the participants needed to conduct 

three online tasks in the online environment phase by phase in order to practice the use 

of communication strategies and the ways to carry out one independent project.  They 

posted their videos of online tasks and gave comments and feedback on their peers’ 

online tasks in Facebook Group according to the English oral communication ability 

task and project rubric which included two sections of the criteria: task and project 

quality, and  English oral communication ability.  The descriptors and levels of six 

aspects of English oral communication ability were similar to those of the English oral 

communication ability test rubric of the pretest and posttest.  In addition, participants’ 

online tasks were also assessed by the instructor according to the same task and project 

rubric.  Therefore, each participant’s English oral communication ability could be 

improved by means of doing those three online tasks and one independent project.   

3.4.1.2.1 Conducting the main study and collecting data 

 The main study was conducted and the data were collected as follows: 

 Week 1: The students took the English oral communication ability pretest 

administered according to students’ and three raters’ agreed availability and 
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convenience of date and time.  Also, the students responded to the pre-learner autonomy 

questionnaire (Pre-LAQ) before taking the PBBCSI. 

 Week 2: The students were introduced to the Facebook page consisting of the 

materials and links used for studying and carrying out the outside class tasks and the 

independent project of the PBBCSI.  In addition, they were introduced to some social 

platforms such as Skype and Facebook messenger, and the screen saving program 

“Ocam” that could be used to carry out the tasks and the independent project.  They 

were also informed that they could use other social platforms and screen saving 

programs to complete their tasks and projects as appropriate 

 During week 3 to week 14, the six phases of the PBBCSI model were 

implemented according to the PBBCSI syllabus (see Appendix K).  

 Week 15: The students filled out the post-learner autonomy questionnaire (Post-

LAQ) and took the English oral communication ability posttest.  In addition, they were 

also interviewed with the semi-structured interview protocol according to their 

convenience and availability.   

3.4.1.2.2 Instructor’s roles 

 In this PBBCSI, the instructor acted as a facilitator and a motivator encouraging 

students to do communicative activities.  He also acted as an organizer and 

administrator of resources for students’ activities; a monitor of the students’ working 

on the activities; a commentator to give feedback on students’ activities, works, tasks, 

and the project; and a counselor when the students faced problems and needed 

suggestions or assistance. 

 In addition, the students’ roles in the PBBCSI changed from those in a 

traditional classroom.  The instructors encouraged the students to initiate their own 

learning in order to transfer some responsibilities to them.   

3.4.1.2.3 Students’ roles 

 The students were engaged in doing communicative activities with their peers. 

They took the responsibilities for their own learning and learned how to work 

independently for task and project completion. 

3.4.1.3 Validating the PBBCSI model 

 The PBBCSI manual was validated by three experts (see Appendix O) in aspects 

of rationale, theoretical framework, and components of the PBBCSI lesson plan 
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(learning outcomes, instructional activities, and assessment and evaluation) as 

previously described in the validation of the tasks and the project.  As for the content 

validity, mean scores of the three experts’ validation with the IOC index were 

calculated and the items which did not receive a score between 0.50 and 1.00 were 

revised the instructional materials in accordance with experts’ comments and 

suggestions.  In this regard, the content validity was .92 (see Table 56 in Appendix J), 

indicating that the components of the PBBCSI were acceptable and applicable for the 

pilot study.  The three experts’ comments and suggestions were used to revise the 

manual, lesson plan, and other components of the PBBCSI as well.  

3.4.1.4 Performing the pilot study of the PBBCSI 

 The pilot study of the sample unit 1 was conducted in the second semester of 

the academic year 2018 with the six electrical engineering students in the English 

Conversation course.  The pilot study aimed to validate the contents of four units of the 

study as well as the data collection instruments.    

3.4.1.5 Revising the PBBCSI 

 Pilot students’ suggestions and the researcher’s observations were used to revise 

the PBBCSI as previously described. 

 

3.4.2 Phase 2: Implementation of the PBBCSI  

3.4.2.1 Data collection 

 The main study of the PBBCSI was undertaken for 15 weeks in the first 

semester of the academic year 2019.   Data collection consisted of three phases: before, 

during, and after the implementation 

 1) Before the implementation  

 The English oral communication ability pretest 

 The students took the English oral communication ability pretest.  Their 

performances of each test task were video-recorded.  Also, they filled out the pre-

learner autonomy questionnaire (Pre-LAQ) before taking the PBBCSI. 

 2) During the implementation 

 Weeks 3: The students did the activities, outside class tasks, and the independent 

project as shown in the syllabus of the PBBCSI (See Appendix G). 

 3) After the implementation 
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 Week 15: The students performed the English oral communication ability 

(EOCA) posttest and their performances were video-recorded.  They were also asked 

to respond to the post-learner autonomy questionnaire (Post-LAQ).  

 As for the semi-structured interviews, the interviews were scheduled according 

to the researcher’s and the students’ availability and convenience, after week 15.  The 

interviews were carried out in Thai with 12 students who were purposively selected to 

give more in-depth information in accordance with the Pre-LAQ and Post-LAQ (the 

same questionnaires).  The interviews were video- and audio-recorded.  The data were 

translated, transcribed, and coded by researcher. 

3.4.3 Data analysis 

 The quantitative and qualitative data were analyzed to answer Research 

Questions 1, 2, and 3 as follows: 

 Research Question 1: 

 What are the effects of PBBCSI on English oral communication ability of 

undergraduate engineering students? 

 Answers to Research Question 1 were gathered from the English oral 

communication ability pretest and posttest which were used to examine the 

improvement of students’ English oral communication ability.  

 The English oral communication ability pretest and posttest were rated by the 

researcher and another experienced instructor using the English oral communication 

ability test rubric.  The interrater reliability identified by the Spearman’s correlation 

coefficient values was checked. The results revealed that there was a significantly 

strong relationship between the researcher’s and each experienced instructor’s rating 

scores of pretest tasks 1, 2, and 3 (rs = .95, .84, and .76, respectively, p < .01 (two-

tailed).  In addition, there was also a significantly strong relationship between the 

researcher’s and each experienced instructor’s rating scores of posttest tasks 1, 2, and 

3 (rs = .95, .91, and .73, respectively, p < .01 (two-tailed).  The correlation coefficient 

values of the pretest and posttest demonstrated that as the researcher’s rating scores 

increased, each experienced instructor’s rating scores also increased both in the pretest 

and posttest.  Accordingly, the obtained correlation coefficient values indicated that the 

pretest and posttest scores were reliable for further analysis. 
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  The Wilcoxon signed-rank test was used to calculate the differences in pretest 

and posttest scores of the students’ English oral communication ability.  The effect size 

r scale of the two test scores was estimated to see the magnitude of the observed effect 

between the pretest and posttest scores. 

 To triangulate the findings of the pretest and posttest, qualitative data were 

collected from the recorded videos of the six purposively-selected students out of the 

20 students while taking the pretest and posttest.   All of the 18 videos of those six 

students were analyzed and the obtained data were classified into different themes 

according to each aspect of English oral communication ability using the qualitative 

software “NVivo.”  Based on the levels of English oral communication ability, the 

students pretest scores ranged from 1.00 to 1.50 which was classified at the low level, 

1.51-2.50 the moderate level, 2.51-3.50 the high level, and 3.51-4.00 the very high 

level.  As such, the two videos of each test task in the pretest were chosen from the two 

purposively-selected students whose levels of English oral communication ability were 

of the low or moderate level and the high level to ensure that those purposively-selected 

students were of mixed English oral communication ability and represented for the 

ability of the whole class.  In addition, the two videos of each test task in the posttest 

from the same students in the pretest were analyzed in order to compare the qualitative 

findings of the pretest and posttest. All of these qualitative findings were then used to 

support the quantitative findings of the pretest and posttest as concluded in Table 18. 

 

Table  18: Students’ Videos Selection from Each Test Task in the Pretest and Posttest  

 
Test Task Video of 

student in 

the pretest 

Average 

student’s 

pretest 

scoresa 

Student’s level 

of English oral 

communication 

ability in the 

pretest 

Video of 

student in 

the posttest 

Average 

student’s 

posttest 

scores 

Student’s level 

of English oral 

communication 

ability in the 

posttest 

Test Task 

1 

#student 1 2.83 high #student 1 3.50 high 

 #student 2 2.33 moderate #student 2 2.83 high 

Test Task 

2 

#student 3 2.50 moderateb #student 3 2.83 high 

 #student 6 1.50 low #student 6 2.17 moderate 
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Test Task 

3 

#student 4 2.67 high #student 4 3.17 high 

 #student 5 2.00 moderate #student 5 2.33 moderate 

a Average students’ scores were classified or interpreted into levels of English oral communication 

ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-3.50 = high, and 3.51-4.00 

= very high 
b There was none of the six purposively-selected students whose level of English oral communication 

ability was higher than 2.50 in test task 2 of the pretest.  

 

  To support the quantitative findings, the obtained data were then transcribed and 

undergone the language use analysis on six aspects of English oral communication 

ability as follows: 

 1. Range 

 The obtained data were analyzed and coded into the four main contents words 

which typically carried the meaning of a spoken utterance, consisting of nouns, verbs, 

adjectives, and adverbs to compare the evidence of the use of those four content words 

in the pretest and posttest.  

 In addition, the errors of word choice affecting the English oral communication 

ability in range were also examined.  The errors were categorized into two main errors: 

1) minor errors of word choice that referred to the errors of word choice that did not 

obscure or hardly obscured the meaning of utterances and 2) major errors of word 

choice that referred to the errors of word choice that obscured or sometimes obscured 

(depending on the contexts) the meaning of utterances.  The findings were used to 

support the quantitative data previously reported.  

 2. Accuracy 

 The obtained data were analyzed and coded into types of errors according to the 

surface structure taxonomy of Dulay et al. (1982) consisting of four main types of 

errors: omission, addition, misformation, and misordering, and also based on linguistic 

description of errors or specific types of errors in spoken English of Phettongkam 

(2017) comprising verb form, word form, plural form, article, preposition, pronoun, 

subject-verb agreement, tense, question, negation, and severe errors (major errors).  

 Moreover, the utterances that were accounted for spoken language such as 

“Better?”, “What problem?”, or “In my company?” were not considered as errors in 

this study according to Brown (2003) who suggests that the grammar of spoken 
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language does not require complete sentences and “the persistent use of complete 

sentences will sound strange” (p. 4), but the grammar of spoken language needs the 

spoken English that sounds natural and appropriate in the context of conversations.  

 Concerning the errors, they were classified into two types of errors: minor and 

major errors.  The minor errors referred to the errors that made the utterances  

comprehensible and did not change or almost did not change the meaning of utterances 

such as subject-verb agreement, omission of the articles “a, an, the” and could be 

analyzed and classified into four main types of errors and ten specific types of errors 

previously mentioned.  On the other hand, major errors referred to the errors that made 

the utterances incomprehensible and changed the meaning of utterances such as 

incorrect numbers of persons and things, misordering the words causing 

incomprehension  (e.g. “He high specifications the CPU needs of”) and could not be 

analyzed or classified into four main types of errors and 1ten specific types of errors 

due to their un-English forms and uncertainty of which type of errors was required for 

analysis, such as “er… you in life everyone your for everyone… .”  The findings were 

used to support the quantitative data previously reported. 

 3. Fluency 

 According to CEFR, Council of Europe (2017), the “ability to construct 

utterances, despite hesitations and pauses (lower levels), ability to maintain a lengthy 

production or conversation, and ease and spontaneity of expression” (p. 142) are related 

to fluency, implying that the use of fillers and hesitation devices, the pauses, and the 

length of utterances are main factors affecting the English oral communication ability 

in fluency.  

 Therefore, in this study, the language use analysis was performed on the 

transcribed data to investigate and compare the evidence on the use of fillers and 

hesitation devices, as well as short and long pauses between the pretest and posttest. 

According to Oviatt (1994), short utterances include one to 12 words while long 

utterances contain more than 13 words.  The findings were used to support the 

quantitative data previously reported.  

 4. Interaction 

 The obtained data were analyzed and coded into target communication 

strategies, namely, asking for clarification, asking for confirmation, and circumlocution 
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in the pretest and posttest. The other target communication strategy “fillers and 

hesitation devices” was already analyzed in “fluency.”  The findings were used to 

support the quantitative data previously reported.  

 5. Coherence 

 The content analysis was performed with the transcribed data to investigate and 

compare the evidence of the use of cohesive devices employed to connect separate ideas 

into a coherent whole of logical responding utterances appropriately in the pretest and 

posttest.  The cohesive devices focused on in this study included 1) addition: “and” and 

“also,” 2) result: “so,” and “because,” 3) exemplification: “for example,” “such as,” and 

“like,” 4) sequencing: “first,” “second,” “next,” “then,” and “finally,” and 5) contrast: 

“but.”  The findings were used to support the quantitative data previously reported. 

 6. Pronunciation 

 The obtained data of the listening texts were analyzed and coded into types of 

errors in pronunciation on sounds, stress (word and sentence), and intonation found in 

the pretest and posttest.  The findings were used to support the quantitative data 

previously reported.  

 With regard to pronunciation errors, they were classified into two types of 

errors: minor and major errors.  The minor errors referred to the errors that did not affect 

comprehensibility of the utterances and did not change or almost did not change the 

meaning of the utterances in the context such as the word “problem” /'prɒbləm/ 

incorrectly pronounced as /'prɒbəm/ when the speakers reduced the cluster /-bl-/ to /-b-

/ of the word or /prɒ'blæm/ when the speakers incorrectly shifted the stress on the 

syllable of the word and replaced /ə/ with /æ/ in the final syllable, and the yes-no 

question “Does it mean unsuitable? with rising intonation (↑) incorrectly produced with 

falling intonation (↓).  In contrast, the major errors referred to the errors that made the 

utterances incomprehensible and changed the meaning of utterances in the context such 

as the word “appropriate” /ə'prəʊpriət/ incorrectly pronounced as /ə'brəʊət/ when the 

speakers incorrectly replaced the cluster /-pr-/ with /-b-/ and deleted the cluster /-pr-/ in 

the third syllable and the interlocutor could not understand the messages or not even 

guess their meaning in the context. 
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 Research Question 2:  

 What are the effects of PBBCSI on learner autonomy of undergraduate 

engineering students? 

  

 Answers to Research Question 2.1 were obtained from the pre- and post-learner 

autonomy questionnaires (Pre-LAQ and Post-LAQ) in part 1 (the measurement of 

learner autonomy levels), observation checklists, student logs, and semi-structured 

interviews. 

 Consisting of sub three parts of part 1, the five-Likert scale Pre-LAQ and Post-

LAQ provided the data regarding levels of learner autonomy in terms of personal 

responsibilities, personal capabilities, and independent learning in six aspects of learner 

autonomy as follows: 

 

 Personal responsibilities  

 This part investigated the learner autonomy levels of personal responsibilities 

according to the statements on six aspects of learner autonomy which included 

determining the goals and the objectives, defining the learning progressions, taking the 

initiative, making decisions on methods or techniques, communication strategies, and 

resources, monitoring task and project completion procedures, and evaluating the 

completed tasks and project. 

 

 Personal capabilities   

 This part examined the learner autonomy levels of personal capabilities 

according to the statements on six aspects of learner autonomy previously mentioned. 

 

 Independent learning 

  This part investigated the learner autonomy levels of independent learning from 

the instructor according to the statements on six aspects of learner autonomy previously 

stated. 

 The Wilcoxon signed-rank test was used to examine the score changes in the 

Pre-LAQ and Post-LAQ before and after the implementation of the PBBCSI. The effect 

size r of those two scores was calculated.  
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 To gain more in-depth information on learner autonomy, the semi-structured 

interviews were administered with the twelve purposively-selected students.  These 

twelve students included the six students whose videos of the pretest and posttest were 

also collected and analyzed to answer Research Question 1, the four focused students 

whose data were collected and analyzed for the student logs and observation checklists 

previously mentioned, and the other two students.  All of these twelve students were 

willing to participate in the study and give the information on the interview questions.  

The obtained data were then transcribed, coded, and analyzed by the researcher.  

 

 Research Question 3: What are students’ opinions toward the PBBCSI? 

 To answer Research Question 3, the results of the scores of part 2 of the post-

learner autonomy questionnaire (Post-LAQ) scores after the implementation of the 

PBBCSI (opinions towards the PBBCSI model) were analyzed.  

 To triangulate the findings of the Post-LAQ, qualitative data were collected 

using semi-structured interviews of the twelve students who were purposively-

selected for the interviews and analyzed as previously described. The data collection 

instruments and data analysis are summarized in Table 19 below. 

 

Table  19: Data Collection Instruments and Data Analysis 
 

Research Questions Instruments Data analyses 

1. What are the effects of 

PBBCSI on English oral 

communication ability of 

undergraduate engineering 

students? 

1. The English oral 

communication ability 

pretest and posttest 

 

-Descriptive statistics 

-Wilcoxon signed-rank test 

-Language use analysis 

 

2. What are the effects of 

PBBCSI on learner 

autonomy of 

undergraduate engineering 

students? 

1. The pre-learner 

autonomy questionnaire 

(Pre-LAQ) and the 

post-learner autonomy 

questionnaire (Post-

LAQ) in Part 1 

-Descriptive statistics 

-Wilcoxon signed-rank test 

 

 2. Semi-structured 

interviews 

-Content analysis 

3) Observation 

checklists  

-Descriptive statistics 

-Content analysis 
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4) Student logs -Content analysis 

3. What are students’ 

opinions toward the 

PBBCSI? 

1. The post-learner 

autonomy questionnaire 

(Post-LAQ) in Part 2 

-Descriptive statistics 

-Wilcoxon signed-rank test 

 

 2. semi-structured 

interviews 

-Content analysis 
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CHAPTER IV 

RESULTS 

 

 This chapter reports the findings of the data collected from the English oral 

communication ability test, learner autonomy questionnaires, semi-structured 

interviews, student logs, and observation checklists.  Data were analyzed and presented 

in relation to the three main research questions: 

1. What are the effects of project-based blended learning with communication 

strategy instruction (PBBCSI) on English oral communication ability of 

undergraduate engineering students? 

2. What are the effects of PBBCSI on learner autonomy of undergraduate 

engineering students? 

3. What are students’ opinions toward the PBBCSI? 

 

4.1 Results of Research Question 1 

Research Question 1: What are the effects of PBBCSI on English oral communication 

ability of undergraduate engineering students? 

Hypothesis 1: After implementation of the PBBCSI model, there would be changes in 

the posttest mean score of English oral communication ability of undergraduate 

engineering students. 

 

 This research question aimed to investigate the effects of the PBBCSI on 

English oral communication ability of undergraduate engineering students by assessing 

the pretest and posttest scores of the English oral communication ability test which 

consisted of three test tasks: Test Task 1 (Sales Task), Test Task 2 (Interview Task), 

and Test Task 3 (Presentation Task). These three test tasks were rated against the 

English oral communication ability test rubric adapted from CEFR  (Council of Europe, 

2017) on six aspects of English oral communication ability of range, accuracy, fluency, 

interaction, coherence, and pronunciation.  

Due to the small sample size (n < 30), the non-parametric tests were used for 

data analysis (Kuntz, 1997) on the results of this study.  Therefore, the Wilcoxon signed 
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rank test was used to determine the difference between the pretest and posttest ranked 

scores.  To interpret the students’ levels of English oral communication ability, the total 

scores of all six aspects were calculated for the average scores and then run with the 

Wilcoxon signed rank test.  Generally, the results of the non-parametric tests were 

reported by median scores (Field, 2009; Siegel, 1957).  However, in some cases of the 

study results, the pretest and posttest median scores were equal, resulting in zero median 

differences and causing confusion on analyzing the results.  Therefore, medians and 

means were also reported together to simply show if the posttest median scores 

increased.  Nevertheless, the meaning or the interpretation of students’ levels of English 

oral communication ability was based on the median scores.   

To answer Research Question 1, the quantitative and qualitative results were 

analyzed and reported.  

 

4.1.1 Quantitative Results of Research Question 1 

 The obtained data from the pretest and posttest of the 3 test tasks were analyzed 

and displayed in Table 20.  

 

Table  20: Pretest and Posttest Scores of Overall Aspects of English Oral 

                 Communication Ability and Overall Test Tasks 
 

 Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diffb 

Median 

Diffc 

Zd p 

 

Effect 

Size 

r 

Pretest 1.95 1.94 Moderate .70 .62 -3.92 .00* -.62 

Posttest 2.56 2.56 High      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high; b Mean Difference; c Median Difference; d Z refers to 

the test statistic value calculated by SPSS and its negative sign (-) of Z can be ignored for data 

analysis and interpretation (Field, 2009, p. 554), suggesting that the negative sign of the effect 

size r can be also neglected (p. 57).  
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The results in Table 20, indicated the students’ significant improvement  

(Z = -3.92, p < .05) in their English oral communication ability pretest and posttest 

scores of overall six aspects of English oral communication ability and three test tasks 

after the fifteen-week intervention with the improvement in their level of English oral 

communication ability from a moderate (Mdn pretest = 1.94) to a high level (Mdn posttest 

= 2.56).  

The significant improvement was shown in an increase of the posttest median 

scores of .62 points. The effect size r of pretest and posttest median scores was -.62 or 

a large effect size (Cohen, 1988; Rosenthal, 1996).  This indicated the significantly 

great improvement of undergraduate engineering students’ English oral communication 

ability after their exposure to the PBBCSI.  Therefore, Research Hypothesis 1 of 

Research Question 1, i.e. After implementation of the PBBCSI, there would be changes 

in the posttest mean score of English oral communication ability of undergraduate 

engineering students was accepted.   

 To determine if the PBBCSI significantly improved the pretest and posttest 

scores of each aspect of English oral communication ability of overall test tasks, another 

Wilcoxon signed rank test was conducted.  The findings of each aspect of English oral 

communication ability were shown in Table 21. 

 

Table  21: Pretest and Posttest Scores of Each Aspect of English Oral 

                 Communication Ability of Overall Test Tasks 
 

English oral 

communication 

ability 

Aspect 

Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

Range pre 2.28 2.33 Moderate .79 .67 -3.87 .00* -.61 

Range post 3.07 3.00 High      

Accuracy pre 1.82 1.83 Moderate .53 .50 -3.56 .00* -.56 

Accuracy post 2.35 2.33 Moderate      

Fluency pre 1.83 1.67 Moderate .75 .66 -3.62 .00* -.57 
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Fluency post 2.58 2.33 Moderate      

Interact pre 1.98 2.00 Moderate .70 .67 -3.36 .00* -.53 

Interact post 2.68 2.67 High      

Coherence pre 1.88 2.00 Moderate .67 .67 -3.87 .00* -.61 

Coherence post 2.55 2.67 High      

Pronun pre 1.90 2.00 Moderate .20 0 -2.51 .01* -.40 

Pronun post 2.10 2.00 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high 

 

The findings in Table 21 exhibited students’ pretest and posttest scores of each 

aspect of English oral communication ability of overall test tasks. The findings 

indicated the students’ significant improvement in all six aspects of English oral 

communication ability of range, accuracy, fluency, interaction, coherence, and 

pronunciation (Z = -3.87, -3.56, -3.62, -3.36, -3.87, and -2.51, respectively, p < .05) 

after the PBBCSI intervention with changes in students’ levels of English oral 

communication ability from a moderate to a high level in 3 aspects; namely, range (Mdn 

pretest = 2.33, Mdn posttest = 3.00, r = -.61), interaction (Mdn pretest = 2.00, Mdn posttest = 

2.67, r = -.53), and coherence (Mdn pretest = 2.00, Mdn posttest = 2.67, r = -.61), indicating 

the large effect sizes of all the three aspects.  

Despite the significant improvement, there were no changes in students’ levels 

of English oral communication ability, staying at the moderate level in three aspects; 

namely, accuracy (Mdn pretest = 1.83, Mdn posttest = 2.33, r = -.56), fluency (Mdn pretest 

= 1.67, Mdn posttest = 2.33, r = -.57), both indicating the large effect sizes, and  

pronunciation (Mdn pretest = 2.00, Mdn posttest = 2.00, r = -.40), indicating the moderate 

effect size. 

Moreover, the effect sizes of the pretest and posttest median scores 

demonstrated the students’ highest improvement in range and coherence, fluency, 
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accuracy, and interaction, respectively (r = -.61, -.61, -.57, -.56, and -.53, respectively), 

indicating the large effect sizes.  However, their effect size on pronunciation showed 

the least improvement (r = -.40), indicating the moderate effect size.  

 It could be concluded that after taking the PBBCSI, the students yielded 

significant improvement in all aspects of English oral communication ability, the three 

aspects of which demonstrated high development with changes in their levels of English 

oral communication ability in range, interaction, and coherence from the medium to the 

high level, and with no changes in their levels of English oral communication ability 

by staying at the moderate level in accuracy fluency, and pronunciation.  It was also 

evident that the students had the highest development in range and coherence with 

changes in their levels of English oral communication ability from the medium to the 

high level, and the least in pronunciation with no change in the level of English oral 

communication ability by staying at the moderate level. 

To determine if the PBBCSI significantly improved the pretest and posttest 

scores of each test task from overall aspects of English oral communication ability, 

another Wilcoxon signed rank test was carried out.  The findings were displayed in 

Table 22. 

 

Table  22: Pretest and Posttest Scores of Each Test Task of Overall Aspects of 

                 English Oral Communication Ability  
 

Test Tasks Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

Test Task 1 pre 2.05 2.00 Moderate .61 .83 -3.71 .00* -.59 

Test Task 1 post 2.66 2.83 High      

Test Task 2 pre 1.93 2.00 Moderate .51 .42 -3.41 .00* -.54 

Test Task 2 post 2.44 2.42 Moderate      

Test Task 3 pre 1.87 1.83 Moderate .70 .67 -3.93 .00* -.62 

Test Task 3 post 2.57 2.50 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

133 

 

The findings in Table 22 indicated the students’ significant improvement  

on their pretest and posttest scores of Test Tasks 1, 2, and 3 (Z = -.71, -3.41, and  

-3.93, respectively, p < .05) of overall six aspects of English oral communication ability 

after the 15-week intervention with the change in their levels of English oral 

communication ability from the medium to the high level in Test Task 1 (Mdn pretest = 

2.00, Mdn posttest = 2.83, r = -.59), indicating the large effect size.  Despite the significant 

improvement, there were no changes in their levels of English oral communication 

ability, staying at the moderate level in Test Task 3 (Mdn pretest = 1.83, Mdn posttest = 

2.50, r = -.62) and Test Task 2 (Mdn pretest = 2.00, Mdn posttest = 2.42, r = -.54), both 

indicating the large effect sizes. 

Moreover, the effect sizes of the pretest and posttest median scores 

demonstrated significantly high improvement of all the three test tasks by the students 

in which the highest improvement was found in Test Task 3 (r = -.62) and Test Task 1  

(r = -.59), respectively, and the least improvement in Test Task 2 (r = -.54), indicating 

the large effect sizes of all test tasks.  

Overall, it could be stated that after taking the PBBCSI, the students had 

significant development of all test tasks of overall aspects of English oral 

communication ability in which Test Task 3 was found the highest improvement with 

no change in the level of English oral communication ability by staying at the moderate 

level, followed by Test Task 1 with the change in the level of English oral 

communication ability from the medium to the high level.  Of all the test tasks with 

significant development, Test Task 2 was found the least improvement with no change 

in the level of English oral communication ability by staying at the moderate level.  

To determine if the PBBCSI significantly improved the pretest and posttest 

scores of each aspect of English oral communication ability of each test task (Test Tasks 

1, 2, and 3), Wilcoxon signed rank tests were carried out with each test task. The results 

were reported in Tables 23, 24, and 25, respectively. 
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Table  23: Pretest and Posttest Scores of Each Aspect of English Oral 

                 Communication Ability of Test Task 1 
 

English oral 

communication 

ability 

Aspect 

Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

Range pre 2.55 2.50 Moderate .50 .50 -2.89 .00* -.46 

Range post 3.05 3.00 High      

Accuracy pre 1.80 2.00 Moderate .60 .50 -3.21 .00* -.51 

Accuracy post 2.40 2.50 Moderate      

Fluency pre 1.70 1.50 Low .90 1.50 -3.26 .00* -.52 

Fluency post 2.60 3.00 High      

Interact pre 2.60 2.50 Moderate .55 .50 -2.39 .02* -.38 

Interact post 3.15 3.00 High      

Coherence pre 1.85 2.00 Moderate .70 1.00 -2.84 .01* -.45 

Coherence post 2.55 3.00 High      

Pronun pre 1.80 2.00 Moderate .40 0 -2.53 .01* -.40 

Pronun post 2.20 2.00 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high 

 

The findings in Table 23 revealed students’ pretest and posttest scores of each 

aspect of English oral communication ability of Test Task 1.  The findings indicated 

the students’ significant improvement in all six aspects of English oral communication 

ability or range, accuracy, fluency, interaction, coherence, and pronunciation (Z = -

2.89, -3.21, -3.26, -2.39, -2.84, and -2.53, respectively, p < .05) after the PBBCSI 

intervention with changes in their levels of English oral communication ability, 

remarkably from the low to the high level (Mdn pretest = 1.50, Mdn posttest = 3.00, r = -

.52), indicating the large effect size, and from the moderate to the high level in 3 

aspects; namely, range (Mdn pretest = 2.50, Mdn posttest = 3.00, r = -.56),    interaction 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

135 

 

(Mdn pretest = 2.50, Mdn posttest = 3.00, r = -.38), and coherence (Mdn pretest = 2.00,     

Mdn posttest = 3.00, r = -.45), indicating the moderate effect sizes of all the three aspects. 

In spite of the significant improvement, there were no changes in students’ 

levels of English oral communication ability, staying at the moderate level in two 

aspects; namely, accuracy (Mdn pretest = 2.00, Mdn posttest = 2.50, r = -.51), indicating 

the large effect size and pronunciation (Mdn pretest = 2.00, Mdn posttest = 2.00,  r = -.40), 

indicating the moderate effect size. 

Moreover, the effect sizes of the pretest and posttest median scores 

demonstrated the students’ highest improvement in fluency, accuracy, range, 

coherence, and pronunciation, respectively (r = -.52, -.51, -.46, -.45, and -.40, 

respectively), indicating the large effect sizes on fluency and accuracy, and the 

moderate effect sizes on range, coherence, and pronunciation.  However, their effect 

size on interaction showed the least improvement (r = -.38), indicating the moderate 

effect size.  

 It could be summarized that after taking the PBBCSI, the students had 

significant improvement in all aspects of English oral communication ability in Test 

Task 1 with increases in their levels of English oral communication ability from the 

moderate to the high level in range, interaction, and coherence, and remarkably from 

the low to the high level in fluency.  They also showed significant improvement in 

accuracy and pronunciation with no increases in their levels of English oral 

communication ability by staying at the moderate level.  It was also evident that the 

students yielded the highest development in fluency and the least in interaction. 

 To determine if the PBBCSI significantly improved the pretest and posttest 

scores of each aspect of English oral communication ability of Test Task 2, the 

Wilcoxon signed rank test was carried out.  The results were reported in Table 24. 
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Table  24: Pretest and Posttest Scores of Each Aspect of English Oral 

                 Communication Ability of Test Task 2 
 

English oral 

communication 

ability 

Aspect 

Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

Range pre 2.15 2.00 Moderate .80 1.00 -3.77 .00* -.60 

Range post 2.95 3.00 High      

Accuracy pre 1.85 2.00 Moderate .55 0 -3.05 .00* -.48 

Accuracy post 2.40 2.00 Moderate      

Fluency pre 1.95 2.00 Moderate .65 0 -3.15 .00* -.50 

Fluency post 2.60 2.00 Moderate      

Interact pre 1.85 2.00 Moderate .30 0 -1.26 .21 NAb 

Interact post 2.15 2.00 Moderate      

Coherence pre 1.95 2.00 Moderate .55 .50 -2.65 .01* -.42 

Coherence post 2.50 2.50 Moderate      

Pronun pre 1.85 2.00 Moderate .20 0 -2.00 .05* -.32 

Pronun post 2.05 2.00 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high; b NA refers to the effect size of the non-significant 

results that was not reported. 

 

The findings in Table 24 revealed students’ pretest and posttest scores of each 

aspect of English oral communication ability of Test Task 2.  The findings indicated 

the students’ significant improvement in five aspects of English oral communication 

ability in range, accuracy, fluency, coherence, and pronunciation (Z = -3.77, -3.05,           

-3.15, -2.65, and -2.00, respectively, p < .05) after the PBBCSI intervention with the 

change in their level of English oral communication ability from the moderate to the 

high level in range (Mdn pretest = 2.00, Mdn posttest = 3.00, r = -.60), indicating the large 

effect size, and with no changes in levels of English oral communication ability, staying 

at the moderate level in four aspects; namely, accuracy (Mdn pretest = 2.00, Mdn posttest 

= 2.00, r = -.48), fluency (Mdn pretest = 2.00, Mdn posttest = 2.00, r = -.50), coherence                     
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(Mdn pretest = 2.00, Mdn posttest = 2.50, r = -.42), and pronunciation (Mdn pretest = 2.00,                  

Mdn posttest = 2.00, r = -.32), indicating the moderate effect sizes of all the four aspects.  

However, the students did not show significant improvement in interaction  

(Z = -1.26, p = .11) at .05 significance level with no change in their level of English 

oral communication ability, staying at the moderate level (Mdn pretest = 2.00, Mdn posttest 

= 2.00). 

 Moreover, the effect sizes of the pretest and posttest median scores 

demonstrated the students’ highest improvement in range, fluency, accuracy, and 

coherence, respectively (r = -.60, -.50, -.48, and -.42, respectively), indicating the large 

effect size for range and the moderate effect sizes on fluency, accuracy, and coherence. 

However, their effect size on pronunciation showed the least improvement (r = -.32), 

indicating the moderate effect size.  

 It could be concluded that after taking the PBBCSI, the students yielded 

significant improvement in five aspects of English oral communication ability in range, 

fluency, accuracy, coherence, and pronunciation in Test Task 2 with the increase in 

their levels of English oral communication ability from the moderate to the high level 

in range and with no increases in their levels of English oral communication ability in 

accuracy, fluency, coherence, and pronunciation by staying at the moderate level.  It 

was also evident that the students showed the highest improvement in range and the 

least in pronunciation.  However, they did not yield significant improvement in 

interaction. 

 To determine if the PBBCSI significantly improved the pretest and posttest 

scores of each aspect of English oral communication ability of Test Task 3, the 

Wilcoxon signed rank test was conducted.  The results were reported in Table 25. 
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Table  25: Pretest and Posttest Scores of Each Aspect of English Oral 

                 Communication Ability of Test Task 3 

 

English oral 

communication 

ability 

Aspect 

Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

Range pre 2.15 2.00 Moderate 1.05 1.00 -3.67 .00* -.58 

Range post 3.20 3.00 High      

Accuracy pre 1.80 2.00 Moderate .45 0 -3.00 .00* -.47 

Accuracy post 2.25 2.00 Moderate      

Fluency pre 1.85 2.00 Moderate .70 .50 -2.89 .00* -.46 

Fluency post 2.55 2.50 Moderate      

Interact pre 1.50 1.00 Low 1.25 2.00 -3.37 .00* -.53 

Interact post 2.75 3.00 High      

Coherence pre 1.85 2.00 Moderate .75 1.00 -3.27 .00* -.52 

Coherence post 2.60 3.00 High      

Pronun pre 2.05 2.00 Moderate 0 0 0 1.00 NAb 

Pronun post 2.05 2.00 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of English oral 

communication ability:  0.00-0.99 = very low, 1.00-1.50 = low, 1.51-2.50 = moderate, 2.51-

3.50 = high, and 3.51-4.00 = very high; b NA refers to the effect size of the non-significant 

results that was not reported. 

 

The findings in Table 25 demonstrated students’ pretest and posttest scores of 

each aspect of English oral communication ability of Test Task 3.  The findings 

indicated the students’ significant improvement in five aspects of English oral 

communication ability in range, accuracy, fluency, interaction, and coherence (Z =          

-3.67, -3.00, -2.89, -3.37, and -3.27, respectively, p < .05) after the PBBCSI intervention 

with changes in their levels of English oral communication ability, remarkably from 

the low to the high level in interaction (Mdn pretest = 1.00, Mdn posttest = 3.00, r = -.53), 

indicating the large effect size, and from the moderate to the high level in 2 aspects; 

namely, range (Mdn pretest = 2.00, Mdn posttest = 3.00, r = -.58) and coherence (Mdn pretest 
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= 2.00, Mdn posttest = 3.00, r = -.52), both indicating the large effect sizes; and with no 

changes in levels of English oral communication ability, staying at the moderate level 

in two aspects; namely, accuracy (Mdn pretest = 2.00, Mdn posttest = 2.00, r = -.47) and 

fluency (Mdn pretest = 2.00, Mdn posttest = 2.00, r = -.46), both indicating the moderate 

effect sizes.  

However, the students did not yield significant improvement in pronunciation  

(Z = 0, p = .50) at .05 significance level. 

Moreover, the effect sizes of the pretest and posttest median scores revealed the 

students’ highest improvement in range, interaction, coherence, and accuracy, 

respectively (r = -.58, -.53, -.52, and -.47, respectively), indicating the large effect sizes 

on range, interaction, coherence, and the moderate effect size on accuracy.  However, 

their effect size on fluency showed the least improvement (r = -.46), indicating the 

moderate effect size.  

It could be concluded that after taking the PBBCSI, the students yielded 

significant improvement in five aspects of English oral communication ability in range, 

accuracy, fluency, interaction, and coherence in Test Task 3 with increases in their 

levels of English oral communication ability, remarkably from the low to the high level 

in interaction, and from the moderate to the high level in range and coherence; and with 

no changes in levels of English oral communication ability in accuracy and fluency by 

staying at the moderate.  It was also evident that the students showed the highest 

improvement in range and the least in fluency.  However, they did not yield significant 

improvement in pronunciation. 

 

4.1.1 Summary of the Quantitative Results of Research Question 1 

 Overall, the data from the English oral communication ability test (i.e. pretest 

and posttest) showed that there was the highly significant improvement in 

undergraduate engineering students’ English oral communication ability of overall six 

aspects of English oral communication ability and three test tasks after the 15-week 

intervention with the increase in their level of English oral communication ability from 

the moderate to the high level.  

 Of each aspect of English oral communication ability of overall test tasks, the 

students also showed significant development with changes in their levels of English 
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oral communication ability in three aspects of range, interaction, and coherence with 

large effect sizes, and without changes in their levels of English oral communication 

ability, staying at a moderate level in three aspects of accuracy, fluency, and 

pronunciation with moderate effect sizes.  They yielded the highest improvement in 

range with the increase in the level of English oral communication ability from the 

medium to the high level, and the least improvement in pronunciation with no increase 

in the level of English oral communication ability.  

 With respect to each test task of overall aspects of English oral communication 

ability, the students showed significant improvement of all test tasks. They 

demonstrated the highest improvement in Test Task 3 with no increase in the level of 

English oral communication ability by staying at the moderate level, followed by Test 

Task 1 with the increase in the level of English oral communication ability from the 

medium to the high level.  However, they yielded the least improvement with no 

increase in the level of English oral communication ability by staying at the moderate 

level. 

 Of each aspect of English oral communication ability of Test Task 1, the 

students showed significant improvement in all aspects of English oral communication 

ability with the highest improvement in fluency and the least in interaction.  

As for Test Task 2, the students yielded significant improvement in five aspects 

of English oral communication ability in range, fluency, accuracy, coherence, and 

pronunciation with the highest improvement in range and the least in pronunciation. 

However, they did not show significant improvement in interaction.  

Regarding Test Task 3, the students showed significant improvement in five 

aspects of English oral communication ability in range, accuracy, fluency, interaction, 

and coherence with the highest improvement in range and the least in fluency. 

Nevertheless, they did not demonstrate significant improvement in pronunciation. 

 To give details and support the findings of the English oral communication 

ability pretest and posttest, the qualitative data were collected and analyzed by means 

of language use analysis on eighteen videos of the six purposively-selected students 

during taking the English oral communication ability pretest and posttest of three test 

tasks: Test Task 1 (Sales Task), Test Task 2 (Interview Task), and Test Task 3 

(Presentation Task).  These three test tasks were rated against the English oral 
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communication ability test rubric adapted from CEFR (Council of Europe, 2017) on six 

aspects of English oral communication ability of range, accuracy, fluency, interaction, 

coherence, and pronunciation.   

 The qualitative data were gathered and analyzed in order to examine the effects 

of the PBBCSI model on each aspect of English oral communication ability as follows. 

  

 The PBBCSI effects on English oral communication ability in range 

 This aspect of the recent study refers to the extent to which the students can use 

a large amount of varied vocabulary to convey meaning and ideas appropriately for 

topics and situations.  

Based on the quantitative findings previously discussed in the quantitative part, 

there was significant development in students’ English oral communication ability 

pretest and posttest scores of overall test tasks (see Table 22) and each test task (see 

Tables 23-25) of range with the improvement in their level of English oral 

communication ability from the moderate to the high level.   

To support the findings previously described, it was necessary to perform the 

language use analysis on the qualitative data in terms of the word items and the errors 

of word choice found in the pretest and posttest.   To do so, the qualitative data of each 

test task were analyzed and coded according to the four categories of the content words: 

nouns, verbs, adjectives, and adverbs for their word items that were used to deliver the 

main utterances or messages in conversation.  

Overall, the students used all of the four categories of content words, namely, 

nouns, verbs, adjectives, and adverbs in overall test tasks of the pretest and posttest. 

The students usually used varied word items of each content word that were mainly 

related to computer technology and computer engineering in response to different topics 

or functions of each test task (see Table 26).  For example, test task 1 was about 

describing computer products or technology, and giving solutions for a problem; test 

task 2 was about discussing and exchanging opinions towards computer technology and 

computer engineering field; and test task 3 was about delivering the project presentation 

on selected issues.  

In addition, the new word items of all of the four categories of content words 

were also found in each test task of the posttest, suggesting students’ development on 
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English oral communication ability in range that they produced new word items in 

conversation in the posttest after taking the PBBCSI.  

The examples of the frequent word items of each content word and each test 

task, and new word items are reported in Table 26.  Moreover, the examples of frequent 

word items of each content word and each test task, and new word items in sentences 

are shown in Table 26. 
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 According to Tables 26 and 27, they showed that the students mainly used 

nouns, verbs, and adjectives in relation to different topics or functions of each test task 

to carry their main utterances or messages in conversation and commonly used adverbs 

for modifying the actions such as “just” and “easily”, indicating the time such as 

“today” and “now”, and showing the sequence such as “first” and “next” in the 

utterances or messages to achieve their communication purposes in each test task of the 

pretest and posttest.  

Furthermore, with reference to Tables 26 and 27, the new word items of all of 

the four types of content words (i.e. nouns, verbs, adjectives, and adverbs) were also 

found in all test tasks of the posttest.  In addition, the students seemed to produce longer 

utterances in the posttest when they interacted in conversation, suggesting students’ 

development on English oral communication ability in range that they produced new 

word items with longer utterances in conversation in the posttest after taking the 

PBBCSI. 

With respect to the errors of word choice that also affected the English oral 

communication ability in range, they were categorized into two main errors: minor 

errors of word choice that referred to the errors of word choice that did not obscure or 

hardly obscured the meaning of utterances and major errors of word choice that referred 

to the errors of word choice that obscured or sometimes obscured (depending on the 

contexts) the meaning of utterances. 

The findings from the language use analysis revealed that the students seemed 

to produce the utterances with less minor errors of word choice and no major errors of 

word choice in the posttest rather than in the pretest, showing students’ improvement 

on English oral communication ability in range after taking the PBBCSI.  The examples 

of the findings are reported in Table 28.  

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

149 

 

Table  28: Examples of Minor and Major Errors of Word Choice in the Pretest and 

                 Posttest 
 

Pretest Explanation 

Minor errors of word choice 

“I’m sorry I forgot that how to er … 

improve (solve)a this problem.” 

(Student 2, test task 1) 

The student misselected the wrong word 

“improve” instead of the correct word 

“solve.” 

“Er student must not take a book … weight 

(heavy) book.” 

(Student 6, test task 2) 

The student misselected the wrong word 

“weight” instead of the correct word 

“heavy.” 

“Oh, I think that’s like (almost) a half … 

half of [the]b budget.” 

(Student 4, test task 3) 

The student misselected the wrong word 

“like” instead of the correct word 

“almost.” 

Major errors of word choice 

S6: “Er it is a quality (quantity) of water in 

everyday life [calculated] from [your] 

weight er … you have Ipad I can create [an] 

application from Ipad in [a] smart button 

from my subject Programming.” 

Interviewer 2:  Why do you want to create 

that thing or that innovation? 

S6: “Because because er everyone………. 

drink[s] drink[s] water [a] little bit [from] 

everyday.”  

(Student 6, test task 2) 

The student misselected the wrong word 

“quality” instead of the correct word 

“quantity” causing much 

misunderstanding. In the context of the 

conversation, the student tried to explain 

that she wanted to create the application on 

Ipad that was able to calculate the 

appropriate amount of water for user’s 

consumption a day, not the standard of 

water. Therefore, the correct word in this 

context was “quantity” not “quality.” 

Posttest Explanation 

Minor errors of word choice 

“You can use this by … add[ing] 

(connecting) this on [to] the USB port…” 

(Student 2, test task 1) 

The student misselected the wrong word 

“add” instead of “connect” and also 

misused the wrong form of a base form of 

verb “add” instead of the correct form of 

present participle form of verb 

“connecting.” 

“I … I favorite (like) er… computer 

network[ing].” 

(Student 6, test task 2) 

The student misselected the wrong word 

“favorite” and also misused the wrong 

form of an adjective as a verb instead of 

the correct word “like.” 

“Yeah, as I say above (earlier).” 

(Student 5, test task 3) 

The student misselected the wrong word 

“above” instead of the correct word 

“earlier.” 

Major errors of word choice 

- - 

n = 6, a ( ) the parentheses refer to the correct word choice for the underlined incorrect word 

choice, b [ ] the square brackets refer to the components added or replaced with the incorrect 

ones to make the utterances grammatically correct, (…) refers to short pauses, and (……….) 

refers to long pauses. 
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 According to Table 28, the students misselected the wrong words of word 

choice whose meanings were a bit close to the meanings of the correct words.   

However, those wrong words did not go together or collocate with other words in the 

context both in the pretest and posttest.   Although the students misselected the wrong 

words of word choice, the interlocutors or listeners could guess the meaning of the 

utterance from the context.    

In conclusion, the findings from the language analysis revealed that the students 

used all of the four categories of content words (i.e. nouns, verbs, adjectives, and 

adverbs) mainly related to computer technology and computer engineering in order to 

give responses to different topics or functions of all test tasks both in the pretest and 

posttest.  In addition, the students produced longer utterances with new word items and 

less minor errors without major errors of word choice in the posttest, indicating 

students’ development on English oral communication ability in range after taking the 

PBBCSI. 

These qualitative findings confirmed the quantitative findings that the students 

had significant improvement in range of overall test tasks and each test task with 

changes in levels of English oral communication ability from the moderate level to the 

high level after taking the PBBCSI.  

 

The PBBCSI effects on English oral communication ability in accuracy 

This aspect of the recent study refers to the extent to which the students can 

employ grammatical structures and usage to construct the utterances for their 

communication. 

Based on the quantitative findings previously discussed in the quantitative part, 

there was highly significant development in students’ English oral communication 

ability pretest and posttest scores of overall test tasks (see Table 22) of accuracy. 

Despite having high development, there was no change in their level of English oral 

communication ability in the pretest and posttest, staying at the moderate level. 

Therefore, it was essential to perform an error analysis on grammatical errors in 

the pretest and posttest to support the quantitative findings previously reported.  To do 

so, the types of errors were analyzed and coded according to the linguistic descriptions 

of errors or ten specific types of errors in spoken English of Phettongkam (2017) 
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comprising verb form, word form, plural form, article, preposition, pronoun, subject-

verb agreement, tense, question, and negation.  

As for the errors, they were classified into two types of errors: minor and major 

errors. The minor errors referred to the errors that made the utterances still 

comprehensible and did not change or almost did not change the meaning of utterances 

such as subject-verb agreement, omission of the articles “a, an, the” and could be 

analyzed and classified into ten specific types of errors previously mentioned, whereas 

the major errors referred to the errors that made the utterances incomprehensible and 

changed the meaning of utterances such as incorrect numbers of persons and things, 

misordering the words causing incomprehension  (e.g. “He high specifications the CPU 

needs of”) and could not be analyzed and classified into ten specific types of errors 

previously described due to their un-English forms and uncertainty of which type of 

errors was required for analysis, for example, “er…in everyone your in life for 

everyone…” (Student 6, pretest task 2).  

The qualitative data of accuracy from the six purposively-selected students were 

analyzed and coded.  Both in the pretest and posttest, the findings revealed that the 

students produced the utterances with the ten specific types of errors (i.e. verb form, 

word form, plural form, article, preposition, pronoun, subject-verb agreement, tense, 

question, and negation) as demonstrated in Table 29. 
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According to Table 29, the findings showed that the students faced the problems 

with grammatical features on all of the specific types of errors.  These errors were 

considered the minor errors that were still comprehensible and did not change or almost 

did not change the meaning of utterances.   In addition, students’ errors occurred when 

the specific forms of the sentences or utterances were used ungrammatically.  Both in 

the pretest and posttest, the students produced the utterances with all of the specific 

types of errors on word form, article, preposition, verb form, plural form, pronoun, 

subject-verb agreement, tense, question, and negation by means of omission, 

misformation, addition, and misordering on those forms.  

Concerning the major errors that made the utterances incomprehensible and 

changed the meaning of utterances, the findings from the language use analysis 

indicated the students had very few problems with this type of errors, suggesting that 

they had more problems with minor errors than major ones.   They produced one major 

error in the pretest “…because computer er … in everyone your in life for everyone …” 

(Student 6, pretest task 2) that caused uncertainty of which type of errors was required 

for analysis, and the other one in the posttest “My invent … er … have how much how 

money?” (Student 6, posttest task 2) that the interviewer did not understand the 

student’s question and might be confused if the student did not understand the question, 

so the interviewer asked the question again. 

 To summarize, the students had more problems with the minor errors than the 

major ones both in the pretest and posttest.  As for the minor errors, the student faced 

the grammatical problems with all of the ten specific types of errors based on the 

linguistic descriptions both in the pretest and posttest, namely, word form, verb form, 

article, preposition, pronoun, subject-verb agreement, plural form, question, tense, and 

negation.  

 Therefore, the qualitative findings indicated that the students had grammatical 

errors when producing utterances both in the pretest and posttest previously reported 

that could affect their English oral communication ability in accuracy despite of having 

significant development on this aspect.  However, there was no improvement in their 

level of English oral communication ability, remaining at the moderate level, possibly 

due to many errors that the students faced caused their difficulties to achieve the higher 

level. 
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 The PBBCSI effects on English oral communication ability in fluency 

 This aspect of the recent study refers to the extent to which the students can 

produce utterances with smooth and effortless flow of language, and short pauses or 

hesitations might occur.  

Based on the quantitative findings in Table 22, there was highly significant 

development on students’ pretest and posttest scores of fluency.  However, there was 

no improvement in students’ level of English oral communication ability, staying at the 

moderate level.  

With reference to CEFR, Council of Europe (2017, p.142), “ability to construct 

utterances, despite hesitations and pauses (lower levels), ability to maintain a lengthy 

production or conversation, and ease and spontaneity of expression” are related to 

fluency, implying that the use of fillers and hesitation devices, the pauses, and the length 

of utterances are main factors affecting the English oral communication ability in 

fluency.  

Therefore, the language use analysis was performed with the transcribed data to 

investigate the evidence on the use of fillers and hesitation devices, the length of the 

utterances, and short and long pauses in the pretest and posttest.  

 The findings showed that the students used “er”, “ah”, “uhm”, and “well” as the 

fillers and hesitation devices both in the pretest and posttest, and the new one “actually” 

only in the posttest in order to fill pauses and gain thinking time for continuing further 

utterances in conversation.  The examples of the use of fillers and hesitation devices, 

and short and long pauses in the pretest and posttest are shown in Table 30. 
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Table  30: Examples of the Use of Fillers and Hesitation Devices, and Short and Long 

                 Pauses in the Pretest and Posttest 

 

Fillers and 

hesitation 

devices 

Pretest 

“er” “…er……….it’s er faster and lighter than HHD.” 

(Student 1, pretest task 1) 

“ah”  “Student … not ………. ah ……….. student must not take a book 

… weight book” 

 (Student 3, pretest task 2) 

“uhm” “Uhm……….[the] content about er ……….criminal[s].” 

(Student 5, pretest task 3) 

“well” “Well… Yeah we have …” 

(Student 4, pretest task 3) 

 Posttest 

“er” “Ok…er looking for something for your notebook?” 

(Student 1, posttest task 1) 

“ah”  “Ah … [for] example, it can help they [them] schedule their life 

[lives].” 

(Student 3, posttest task 2) 

“uhm” “Uhm ………. in this case er… if the customer use[s] it …” 

(Student 5, posttest 3) 

 

“well” “Well… smartphone, it can help people talk and video call … when 

it er … they far from home.”  

(Student 4, posttest task 3) 

“actually” “Actually er… the er… harm er… or the secure for anything if you 

want … so … the last feature of this is er… it’s ………. It can er… 

trial for 1 month …” 

(Student 5, test task 3) 
a [ ] the bold square brackets refer to the words added or replaced with the incorrect words to 

make the utterances grammatically correct. 

  

Table 30 shows that the students used the non-lexical words “er”, “ah”, “uhm” 

and the lexical word “well” as the fillers and hesitation devices to fill short and long 

pauses, and gain more thinking time to further their utterances in conversation both in 

the pretest and posttest.  In addition, they used the new lexical word “actually” but only 

once in the posttest.   It seemed that the students used more non-lexical words “er”, 
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“ah”, and “uhm” than the lexical words “well” and “actually” in the pretest and posttest.  

This might be due to that these non-lexical words containing one syllable were easy to 

use and familiar to the students, so they naturally used them in the pretest and posttest 

more than the lexical words. 

In addition, according to the findings of Table 30, the students seemed to 

produce more fillers and hesitation devices in the posttest than in the pretest in longer 

utterances to respond to the questions in the posttest. 

Moreover, the findings indicated that the student produced longer utterances 

with more fillers and hesitation devices, but less short and long pauses in the posttest 

than in the pretest to gain thinking time for continuing further utterances in 

conversation.  

 Interestingly, it also found that the students used the fillers and hesitation 

devices to fill pauses in order to self-correct or restructure the problem utterances both 

in the pretest “Student … not ………. ah ……….. student must not take a book … 

weight book” (Student 3, pretest task 2) and posttest “Well… smartphone, it can help 

people talk and video call … when it er … they far from home” (Student 4, posttest 

task 3). 

It could be seen that the students noticed their own errors “Student … not” and 

“it”, so they used “ah” and “er” to fill long and short pauses in the pretest and posttest 

to gain more thinking time and correct the errors to become “weight” (however, it 

should be corrected to become “heavy”) and “they,” respectively. 

 The aforementioned findings suggested that the students used fillers and 

hesitation devices to fill pauses and gain more thinking time to continue further 

information, and also used them to gain more thinking time to self-correct the problem 

utterances both in the pretest and posttest.  Furthermore, they used more fillers and 

hesitation devices in the posttest because of the longer utterances. Also, they used less 

short and long pauses in order to obtain thinking time to further longer utterances in 

conversation, resulting in more smooth and effortless flow of language in conversation 

in the posttest rather than the pretest.  These findings suggested that the students had 

better English oral communication ability in fluency in the posttest than the pretest. 

To conclude, the students showed their significant improvement on English oral 

communication ability in fluency since they produced longer utterances or information 
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with more fillers and hesitation devices (such as “er,” “ah,” “uhm,” “well,” and the new 

one “actually”) in the posttest with less short and long pauses to gain more thinking 

time for continuing further utterances, thereby contributing to more smooth and 

effortless flow of longer utterances in communication in the posttest than the pretest. 

The findings were consistent with the quantitative results that the students had 

significant improvement in fluency. However, their improvement in fluency as 

previously discussed was not much enough to achieve the higher level of English oral 

communication ability which still stayed at the moderate level. 

 

The PBBCSI effects on English oral communication ability in interaction 

“Interaction” of the recent study refers to the extent to which the students can 

use a large number of varied expressions to interact in a conversation with appropriate 

turn-taking in order to initiate the topics and/or ideas, and take the turns in the 

conversation.  The expressions of this study refer to words, phrases, and sentences 

related to the four communication strategies taught in the PBBCSI, namely, asking for 

clarification, asking for confirmation, circumlocution, and the use of fillers and 

hesitation devices, mainly aimed at dealing with communication problems for 

interacting with interlocutors in conversation in the pretest and posttest. 

 According to the quantitative results in Table 22, there was highly significant 

development on students’ pretest and posttest scores of interaction with the change in 

their level of English oral communication ability in interaction from the medium to the 

high level. 

  The language use analysis was carried out with the transcribed data of the six 

purposively-selected students to investigate the evidence on the effects of those 

communication strategies on the English oral communication ability in interaction. 

 Both in the pretest and posttest, the findings found that the students used only 

three communication strategies, namely, asking for clarification, asking for 

confirmation, and the use of fillers and hesitation devices according to their functions 

that would be discussed in the following sections for dealing with the communication 

problems in the aspects of English oral communication ability (i.e. range, accuracy, 

fluency, coherence, and pronunciation, excluding interaction because it was the aspect 

being discussed, but the students did not use circumlocution to do so, possibly due to 
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the fact that the students were studying for computer engineering, they were 

accordingly familiar with technical terms in their field and related ones, thus they used 

the technical terms fluently with no needs to use the circumlocution strategy for 

describing the terms in conversation.  

Noted that since the results of the use of fillers and hesitation devices were 

reported and discussed previously, only their necessary information was reported and 

discussed in the aspect of interaction. 

 

Asking for clarification strategy 

 With respect to asking for clarification strategy, the students (the interlocutors) 

mostly used them to ask the speakers (the interviewers) to explain the target problem 

utterances (the single underline used for marking the target problem utterances) 

previously requested or asked by either the speakers or the students, and the problem 

utterances related to the aspects of English oral communication ability (the double 

underlines used for marking the problem utterances related to the aspects of English 

oral communication ability) in the pretest and posttest as in the examples below: 

  

In the pretest 

Example 1: the problem utterances related to the aspect of range 

Interviewer 2:  Okay Besides the innovation that you talk about Ipad, besides Ipad, 

what innovation would you invent if you had budget and knowledge? 

Student 6:  What is [the meaning of] “budget”? 

Interviewer 2:  Money.  

Student 6:  Um … could you tell me for answer again?  

Interviewer 2:  Question, right? 

Student 6:  Oh I’m sorry. 

(Student 6, pretest task 2) 

 

Example 2: the problem utterances related to the aspect of range 

Interviewer 3:  Can this product protect kids from inappropriate content? 

Student 5:  Appropriate.  

Interviewer 3:  Inappropriate. 
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Student 5:  Um what [does] it mean?  

Interviewer 3:  Er… it means “not good, not suitable for the kids.” 

So can this product protect kids from inappropriate content? 

Student 5:  ………. Er… Yes, it will can be, it will can be protect [kids] in the  

future. 

(Student 5, pretest task 3) 

 

As shown in Examples 1 and 2, Students 6 and 5, respectively used the asking 

for clarification strategy in the pretest by asking the interviewers different questions 

“What is [the meaning of] budget?” (Example 1, pretest task 2) and “Um what [does] 

it mean?” (Example 2, pretest task 3) to clarify more information when they faced the 

problem utterances about the meanings of the problem words “budget” (Example 1) 

and “inappropriate” (Example 2), suggesting that they made choices of clarifying 

questions themselves, mainly related to the word meanings considered the English oral 

communication ability in range, and selected the appropriate choice of clarifying 

questions to deal with their different problem utterances in conversation in order to 

achieve their purposes in communication of different situations. 

 

In the posttest 

In the posttest, the students (the interlocutors) used the asking for clarification 

strategy like the pretest by asking the speakers (the interviewers) different questions as 

demonstrated in Examples 3 and 4 below. 

 

Example 3: the target problem utterances 

Student 1:  Er… Hello my name is Chaninat Boonsiri…I’m from computer  

engineering [department]…er what do you want from me? 

Interviewer 1:  Yes, I’m looking for something for my notebook ok. 

Student 1:  Ok…er looking for something for your notebook?  

(asking for confirmation with rising intonation—spoken form of 

language) 

Interviewer 1:  Yes. 

Student 1:  Er…what about…what [does] it look like?  
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(asking for clarification) 

Interviewer 1:  Yeah, I’m looking for a device that can store a lot of data from my  

  notebook. 

 (Student 1, posttest task 1) 

 

 

Example 4: the problem utterances related to the aspect of range and the target 

problem utterances 

Interviewer 2:  I see. That’s good. And for the last question, er besides the innovation 

you give examples, er what innovation would you invent if you had 

budget and knowledge? 

Student 6:  What is [the] mean[ing of] er “invent”?  

(asking for clarification) 

Interviewer 2:  “Invent”, right? 

Student 6:  Yes. 

Interviewer 2:  For the word “invent” it means “create or do”. Create or do. 

Student 6:  You mean … my invent[ion]?  

(asking for confirmation with rising intonation—spoken form of  

language) 

Interviewer 2:  Yes. 

Student 6:  My invent[ion] … er … have how much how money [is the 

budget]?  

 (asking for clarification) 

Interviewer 2:  Oh, I … I mean so what, what innovation or what things would you 

create if you had budget and knowledge to do? 

Student 6:  Oh, I … think I … want to … if I had budget and knowledge I … I 

want to … er construct er … smart … smart car. 

(Student 6, posttest task 2) 

  

As shown in Examples 3 and 4, Students 1 and 6, respectively employed the 

asking for clarification strategy in the posttest by asking the interviewers different wh-

questions “Er…what about…what [does] it look like?” (Example 3, posttest task 1), 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

164 

 

“What is [the] mean[ing of] er “invent”?”, and “My invent[ion] … er … have how 

much how money [is the budget]?” (Example 4, posttest task 2) to clarify more 

information when they faced the target problem utterances about “something for my 

notebook” (Example 3), “my invention” (Example 4), and the problem utterances about 

the meanings of the problem word “invent” (Example 4), suggesting that they made 

more different choices (or forms) of clarifying questions themselves when they 

encountered the target problem utterances and the problem utterances related to the 

word meanings considered the English oral communication ability in range in the 

posttest than in the pretest, and selected the appropriate choice (or form) of clarifying 

questions to deal with their different problem utterances in conversation in order to 

achieve their purposes in communication of different situations. In contrast with the 

posttest, the students employed limited choices of the clarifying questions in the pretest, 

mainly when they faced the problem utterances related to the word meanings 

considered the English oral communication ability in range. 

As the students made more different choices of clarifying questions to deal with 

their different problem utterances in the posttest, the students (the interlocutors) had 

opportunities to take more turns to interact with the speakers (the interviewers) in the 

posttest than in the pretest, suggesting students’ development on English oral 

communication ability in interaction after taking the PBBCSI. 

Asking for confirmation strategy 

As for asking for confirmation strategy, the students (the interlocutors) 

employed this strategy to ask the speakers (the interviewers) to check if they (the 

interviewers) understood what the students said (e.g. Right?, OK?) or ask the speakers 

by repeating what the speakers said to confirm what they heard or understood was 

correct (e.g. You mean…, Do you mean …?) about the target problem utterances 

previously produced and the problem utterances related to the aspects of English oral 

communication ability in the pretest and posttest as in the examples below: 
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In the pretest 

Example 5: the target problem utterances 

Interviewer 1:  But I don’t like SSD. I like the old one….HHHHH…something… I 

can’t remember. But I think it’s better. The old one is better. 

Student 2:  Better? Er… Did you mean that HDD?  

Interviewer 1:  Um Right. What do you think? Why do most people prefer to use this 

SSD rather than HDD? 

Student 2: Because the SSD is faster and lighter and it’s er … it’s better because 

it’s faster. 

(Student 2, pretest task 1) 

 Example 6: the target problem utterances related to the aspect of range 

Interviewer 3:  Um, and for the customer for the customer, can they get any 

compensation when their transactions have problems? 

Student 5:  Compensation?  

 (asking for confirmation with rising intonation) 

Interviewer 3:  Yes. 

Student 5:  What [does] it mean?  

 (asking for clarification) 

Interviewer 3:  It means the money you pay for the customers when they have 

problems.  

(Student 5, pretest task 3) 

  

 As demonstrated in Examples 5 and 6, students 2 and 5, respectively used the 

asking for confirmation strategy in the pretest by asking the interviewers the yes-no 

question “Er… Did you mean that HDD?” (Example 5, pretest task 1) and the spoken 

form of language with rising intonation “Compensation?” (Example 6, pretest task 3) 

to confirm what they understood and heard about the target problem utterances “The 

old one is better” and the problem utterances related to the aspect of range 

“Compensation?,” respectively, was correct, suggesting that they made choices of 

confirming questions themselves, mainly making sure what the interlocutor understood 

or heard was correct or so-called confirmation check and selected the appropriate 
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choice of confirming questions to deal with their problem utterances in conversation to 

accomplish their purposes in communication of different situations. 

 

In the posttest 

In the posttest, the students (the interlocutors) used the asking for confirmation 

strategy by asking the speakers (the interviewers) the yes-no questions and spoken 

forms of language with rising intonation as previously demonstrated in Examples 4 and 

7.  

 

Example 4: the problem utterances related to the aspect of range 

Interviewer 2:  I see. That’s good. And for the last question, er besides the innovation 

you give examples, er what innovation would you invent if you had 

budget and knowledge? 

Student 6:  What is [the] mean[ing of] er “invent”?  

(asking for clarification) 

Interviewer 2:  “Invent”, right? 

Student 6:  Yes. 

Interviewer 2:  For the word “invent” it means “create or do”. Create or do. 

Student 6:  You mean … my invent[ion]?  

(asking for confirmation with rising intonation—spoken form of  

language) 

Interviewer 2:  Yes. 

(Student 6, posttest task 2) 

 

Example 7: the target problem utterances 

Interviewer 1:  And once I use it and it becomes slow, right! Do you have any 

recommendations for this serious flaw? 

Student 1:  Um…Yeah you can…you can fix it by…[this way] you can go to 

“start”. 

Interviewer 1:  Yes. 

Student 1:  And then you type er “defragment” … disk defragment your hard 

drive…ok and click…[the student is clicking on the screen]. And then 
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you if you connect er device on to computer, you will see the name of 

your device then you…ah ah I…[the student is clicking on the screen] 

when you click on your device… name and you click on “defragment 

disk.” 

Interviewer 1:  Ah, I see. 

Student 1:  Yes…it will generate [work] and it will fix it by itself so it can fix that 

when you have a problem slow [slow problem] or something others, it 

will [be] faster. 

Interviewer 1:  Ok. 

Student 1:  Can you remember?  

(asking for confirmation) 

Interviewer 1:  Yeah, er thank you very much for your information.  

(Student 1, posttest task 1) 

 

 As shown in Examples 4 and 7, like the pretest, Students 6 and 1, respectively 

used the asking for confirmation strategy in the posttest by asking the interviewers the 

spoken form of language with rising intonation “You mean … my invent[ion]?” 

(Example 4, posttest task 2) and the yes-no question “Can you remember? (Example 7, 

posttest task 1) to make confirmation in 2 ways: 1) to confirm what Student 6 herself 

understood and heard about the problem utterances related to the aspect of range “For 

the word “invent” it means “create or do”. Create or do” was correct and 2) to check if 

the speaker (the interviewer) understood what Student 1 (the interlocutor) 

recommended to tackle the target problem utterances “Do you have any 

recommendations for this serious flaw?”, suggesting that they made more choices (or 

forms) of confirming questions themselves (i.e. 1) confirming what the interlocutor 

understood or heard was correct or so-called confirmation check and 2) checking if the 

speaker (or interlocutor when taking turns) understood what the interlocutor (or speaker 

when taking turns) said  or so-called comprehension check) and selected the appropriate 

choice of confirming questions to deal with their problem utterances in conversation to 

accomplish their purposes in communication of different situations.  In contrast with 

the posttest, the students employed limited choices of confirming questions in the 
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pretest, mainly for making the confirmation check if what the interlocutor understood 

or heard was correct as previously discussed. 

Since the students made more choices of confirming questions to deal with their 

different problem utterances in the posttest as previously discussed, the students (the 

interlocutors) had opportunities to take more turns to interact with the speakers (the 

interviewers) in the posttest than in the pretest which were the reasons for students’ 

development on English oral communication ability in interaction after taking the 

PBBCSI.  

 

The use of fillers and hesitation devices 

Regarding the use of fillers and hesitation devices, the students often used the 

non-lexical words “er”, “ah”, “uhm” and the lexical words “well” and “actually” to gain 

more thinking time to further their utterances in conversation as previously discussed 

in the aspect of fluency.  As for the aspect of interaction, the students used these 

strategies with other communication strategies to gain more thinking time and then 

selected other appropriate strategies to deal with the problem utterances in order to 

achieve their communication purposes in different situations in the pretest and posttest 

as previously demonstrated in Examples 5 and 3.  Furthermore, the fillers and hesitation 

devices seemed to be more used with other communication strategies in the posttest 

(Example 3) than in the pretest (Example 5) as shown below. 

 

In the pretest 

Example 5: the target problem utterances 

Interviewer 1:  But I don’t like SSD. I like the old one….HHHHH…something…  

I can’t remember. But I think it’s better. The old one is better. 

Student 2:  Better?   Er … Did you mean that HDD?  

(ASCon)(F)(S)(ASCon)* 

Interviewer 1:  Um Right. What do you think? Why do most people prefer to use this 

SSD rather than HDD? 

Student 2: Because the SSD is faster and lighter and it’s er … it’s better because 

it’s faster. 

(Student 2, pretest task 1) 
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*F = fillers and hesitation devices, S = short pause, ASCon = asking for confirmation 

ASClar = asking for clarification 

 

In the posttest 

Example 3: the target problem utterances 

Student 1:  Er… Hello my name is Chaninat Boonsiri…I’m from computer  

engineering [department]…er what do you want from me? 

Interviewer 1:  Yes, I’m looking for something for my notebook ok. 

Student 1:  Ok…er looking for something for your notebook?  

   (S)(F)(ASCon)* 

Interviewer 1:  Yes. 

Student 1:  Er…what about…what [does] it look like?  

(F)(S)(ASClar)* 

Interviewer 1:  Yeah, I’m looking for a device that can store a lot of data from my  

  notebook. 

 (Student 1, posttest task 1) 

*F = fillers and hesitation devices, S = short pause, ASCon = asking for confirmation 

ASClar = asking for clarification 

 

 As demonstrated in Example 5 (pretest task 1), Student 2 used the non-lexical 

word “er” as the fillers and hesitation devices strategy with the short pause to gain more 

thinking time for further utterances in the expressions of asking for confirmation 

strategy “Better? Er … Did you mean that HDD?” that consisted of the spoken form of 

language with rising intonation “Better? and the yes-no question “Did you mean that 

HDD?” to make sure what the student understood was correct. 

 Regarding Example 3 (posttest task 1), Student 1 used the non-lexical word “er” 

as the fillers and hesitation devices strategy with the preceding short pause to gain more 

thinking time for further utterances before the expression of asking for confirmation 

strategy “…er looking for something for your notebook?” that was the spoken form of 

language with rising intonation to ensure what the student heard was correct. Moreover, 

the student also used the non-lexical word “er” with the short pause to gain more 

thinking time for further utterances in the expression of asking for clarification strategy 
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to clarify more information when they faced the target problem utterances about 

“notebook.”  

 As for initiating the new topics or ideas, the students rarely used the expressions 

related to the taught communication strategies to do so.  However, to initiate the new 

topics or ideas, few students used the confirming questions such as “Do you have any 

question about this project?” in the pretest (Student 4, pretest task 3) and “Do you have 

any question?” in the posttest (Student 5, posttest task 3) to initiate the topics that the 

customers might want to ask for more information related to the presentation that they 

had just performed. This finding implied that the students preferred to use the 

expressions related to the taught communication strategies for dealing with their 

communication problems rather than initiating the new topics or ideas. 

 In addition, the findings of the use of fillers and hesitation devices previously 

discussed suggested that they seemed to be more used with the asking for clarification 

and asking for confirmation strategies in the posttest than in the pretest, indicating that 

the students employed more use of the fillers and hesitation devices in order to give 

more thinking time for further their utterances in conversation with the asking for 

clarification and asking for confirmation strategies in order to deal with the problem 

utterances, interact, and take turns with other people in conversation to achieve their 

communication purposes in different situations in the posttest than in the pretest.  

To summarize, in the aspect of interaction, the findings revealed that in order to 

achieve different communication purposes of different situations, the students 

employed only three communication strategies both in the pretest and the posttest, 

namely, asking for clarification, asking for confirmation, and the use of fillers and 

hesitation devices, excluding the circumlocution strategy that might be due to the fact 

that that the students were studying for computer engineering, they were accordingly 

familiar with technical terms in their field and related ones, thus they used the technical 

terms fluently with no needs to use the circumlocution strategy for describing the terms 

in conversation.  

As for asking for clarification strategy, the students made more different choices 

of clarifying questions when they encountered the target problem utterances (e.g. 

“Er…what about...what [does] it look like?” in Example 3, posttest task 1) and the 

problem utterances related to the word meanings considered the English oral 
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communication ability in range (e.g. “What is [the] mean[ing of] er “invent”?” in 

Example 4, posttest task 2) in the posttest than in the pretest. 

With respect to asking for confirmation strategy, the students also made more 

different choices of confirming questions by means of making 1) confirmation check 

to confirm what the interlocutor understood or heard was correct (e.g. “You mean … 

my invent[ion]?” in Example 4, posttest task 2) and 2) comprehension check to make 

sure if the speaker understood what the interlocutor said (e.g. the yes-no question “Can 

you remember? in Example 7, posttest task 1) to tackle their problem utterances in 

conversation to achieve their communication purposes of different situations. 

Concerning the use of fillers and hesitation devices, the students often employed 

the non-lexical words “er,” “ah,” “uhm” and the lexical words “well” and “actually” to 

gain more thinking time for continuing further utterances in conversation.  Also, they 

were more used with the asking for clarification and asking for confirmation strategies 

in the posttest to deal with the problem utterances, interact, and take turns with other 

people in conversation to achieve their communication purposes in different situations. 

As the evidence showing that the students employed more varied 

communication strategies in the posttest than in the pretest in order to tackle the 

problems, interact, and take turns with other people in conversation to achieve their 

communication purposes in different situations, thus supporting the quantitative results 

that there was significant development on students’ pretest and posttest scores of 

interaction with the improvement in their level of English oral communication ability 

in interaction from the medium to the high level after taking the PBBCSI model.  

  

 The PBBCSI effects on English oral communication ability in coherence  

 “Coherence” in this recent study refers to the extent to which the students can 

produce utterances using a range of cohesive devices to connect separate ideas into a 

coherent whole of logical responding utterances in conversation appropriately.   

 Since students’ responses in the pretest and posttest might be complete or 

incomplete but still showed their ability in using coherence, assessing their English oral 

communication ability in coherence did not include the ability to give responses with 

complete or incomplete information in the English oral communication ability test.  
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Instead, it focused on assessing their English oral communication ability in coherence 

by means of the use of cohesive devices as mentioned above.   

 Referring to the quantitative results in Table 22, there was highly significant 

development on students’ pretest and posttest scores of coherence with the high 

improvement in their level of English oral communication ability from the moderate to 

the high level after tasking the PBBCSI model. 

The findings revealed that the students used different words “and,” “so,” 

“because,” and “but” as cohesive devices both in the pretest and posttest, and the new 

ones “such as,” “first,” “next,” “then,” “also,” “like,” and “for example” in the posttest 

in order to connect the separate ideas or utterances into a coherent whole of logical 

responding utterances appropriately according to the functions of those cohesive 

devices previously stated in their conversation. The examples of those cohesive devices 

in the utterances in the pretest are shown in Examples 8, 9, and 10, respectively. 

 

In the pretest 

Example 8: 

Interviewer 1:  So, where should I go first? 

Student 2:  Go to “My computer”, and “properties” and then …(working with  

the computer)... I forgot that hahaha (laughing). I’m sorry I forgot 

[how] to err … improve [solve] this problem, but you can call to the 

help [call] center. I’m really sorry. 

      (Student 2, pretest task 1) 

  

 To answer the interviewer’s question in Example 8, the student used “and” to 

add the information about the buttons on the computer screen when describing the steps 

to deal with the slow problem of SSD and also used the word “then” to indicate the 

order of the step that followed.  In addition, the student used the word “but” to contrast 

the previous information about solving the problem that she forgot, so she used the 

word “but” to give another information for doing so. 

 

Example 9: 

Interviewer 2: Let’s start the interview. Why do computer technology and products  
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make people have better lives?  

Student 8: Because the technology have [makes] ah people are comfortable for  

their life and make[s] their life is easily [easier] and faster. So, the 

technology is important in [for] our life. 

(Student 4, pretest task 2) 

  

As shown in Example 9, the student used the word “because” to show the 

relationship between cause and effect by clarifying the reason (considered the cause) 

for the interviewer’s question (considered the effect).   Like Example 8, the student 

used the word “and” to give more information about the reason that “computer 

technology and products make people have better lives.”  Furthermore, the student also 

used the word “so” to indicate the relationship between cause and effect by giving the 

conclusion (considered the effect, referring to the interview’s question) for the 

preceding reasons (considered the cause). 

 It was interesting to find that the students sometimes used the cohesive devices 

unnecessarily and incorrectly in some situations in the pretest as shown in Example 10. 

 

Example 10:  

(The student is introducing the project for test task 3.) 

Student 4: My name is Isara Kunudomchaiwat. And I’m here to present your  

[my] project, antivirus project. Yeah, and in today [the] world, it’s 

[the] information era. … Everybody now can access [the] Internet with 

their phone with their computer, and [but] it isn’t safe anymore. … 

Your children could [can] access to the sexual content or inappropriate 

content on [in the] online world. … 

      (Student 4, pretest task 3) 

 As shown in Example 10, the student used the word “and” three times.  The first 

two words “and” were unnecessarily used to begin the utterances in order to add more 

information about the project.  The third “and” was incorrectly used to contrast the 

preceding positive information instead of the appropriate word “but.”   

 In the pretest, it could be seen from the examples previously discussed that the 

students used varied cohesive devices in the pretest as their functions in order to achieve 
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their communication purposes of each test task.  However, the students sometimes used 

the cohesive devices unnecessarily to construct cohesive utterances and incorrectly 

used them not in line with their functions as previously discussed in Example 10. 

 In the posttest, the findings showed that the students used different words “and,” 

“so,” “because,” “then,” and “but” as cohesive devices similar to the pretest, and also 

the new ones “such as,” “first,” “next,” and “also” to combine the separate ideas or 

utterances into the coherent or related whole of logical responding utterances in 

conversation appropriately according to the functions of those cohesive devices. 

Moreover, the students used most of the cohesive devices correctly and appropriately 

when necessary, suggesting students’ development on English oral communication 

ability in coherence that they could use more varied cohesive devices correctly and 

appropriately when required to connect the separate utterances into the coherent whole 

of logical responding utterances in conversation in the posttest after taking the PBBCSI. 

The Examples of cohesive devices used in the posttest are demonstrated in Examples 

11 to 17. 

 

In the posttest 

Example 11: 

Interviewer 1:  Flash drive, and how about its specs? Could you tell me about its 

specs? 

Student 2:  Specs er …[its capacity] is about 32 gigabyte[s]. 

Interviewer 1:  Uh, anything else? 

Student 2:  Er if you don’t want to storage [store] a lot of data er … 32 gigabytes 

is [are] enough, but if you storage [store] er a lot of data … [for] 

example, picture[s], videos, or anything, er I prefer [offer] you 

something that [has] lot of [more] capacity more than this.  

(Student 2, posttest task 1) 

  

 As shown in Example 11, the word “but” was used to contrast between the needs 

of the first drive having the storage capacity of 32 gigabytes and the second one having 

more storage capacity.  In addition, the student also used the word “example” instead 

of “for example” to give examples of things that the second drive could store.  The 
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reason that the student used only the word “example” might be due to that she applied 

the word “examples” from the text of the PBBCSI model in unit 4 in which the word 

“examples” functioning as a noun was used to give examples for any explanations in 

the text to use it as the cohesive devices in order to give examples in the posttest.  

 Apart from the word “for example,” the students also used the word of cohesive 

devices “such as” to give examples of the preceding utterances as seen in Example 12. 

 

Example 12: 

Student 3:  Because today er everything in your life has a computer in that, it’s 

because [the] embedded [embedding] subject help …helps… er 

anything [that] have [has a] computer in there [inside] such as your 

clock. … 

(Student 3, posttest task2) 

 

 In addition, the students used the words of cohesive devices “so” and “because” 

to indicate the relationship between cause and effect of the utterances in the posttest as 

demonstrated in Example 13. 

 

Example 13: 

Student 1:  Er did you say, did you mean H..HDD?  

Interviewer 1:  Uh yes.  

Student 1:  Um…this that is a the old [one] and…and it’s also er slow slower than  

this [one]…so if you…if you need the more one one thing that [is] a 

new thing, I recommend to buy this because it faster and lighter…it’s 

small. 

(Student 1, posttest task 1) 

 

 As shown in Example 13, the student used the word “so” to indicate the 

relationship between cause and effect by giving the details of the cause “this that is a 

the old [one] and…and it’s also er slow slower than this [one]” for the effect “if you…if 

you need the more one one thing that [is] a new thing.”  Like the function of the word 

“so,” the student also used the word “because” to express the relationship between 
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cause and effect by giving the reason of the effect “I recommend to buy this” for the 

cause “it faster and lighter…it’s small.” 

Apart from the new words of cohesive devices “for example” and “such as”  

previously stated, the students also used other new words such as “first,” “then,” and 

“next” to show the sequence of utterances or information in conversation as displayed 

in Examples 14, 15, and 16, respectively. 

 

Example 14: 

Interviewer 3:  Oh I see. And for the registered customers, can they get any 

compensation when their transaction has problems? 

Student 4:  Sure, but we will have to investigate first if it [is] coming from our 

software not their fault. I mean, yeah, but we have to investigate first. 

(Student 4, posttest task 3) 

 

Example 15: 

Interviewer 1:  And … and how if I use it for sometimes … and then it becomes slow, 

do you know what would you recommend any recommendations? 

Student 2:  When your SSD slow … you can ………. (the student is working with 

the computer) ……….. er search defragment, and then defragment this 

… er………. You use the drive… the disk … maybe I open this……. 

(the student is working with the computer) …........  

(Student 2, posttest task 1) 

Example 16: 

Student 5: … er the Avira can select the file or folder …er if for you to scan this 

if you er… um… if you think it’s er dangerous for your computer. So 

next er the Avira is er… can er scan er or ………. filter … can filter in 

er information in the Internet … 

(Student 5, posttest task 3) 

 

Moreover, the students used other varied words of cohesive devices according 

to their functions in the posttest as shown in Example 17. 
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Example 17: 

Student 4:  Good afternoon. My name is Isara Kunudomchaiwat. I’m [a] computer 

engineering from the ABC company. Today, I am coming to present 

you a research on antivirus software. This presentation will take one or 

two minutes and there will be time for you … after that if you have 

any question. So, are you ready? 

Interviewer 3:  Yes. 

Student 4:  Okay. My research on antivirus software I found out that … most of 

the customers want to try to try our software before we are … before 

they [are] actually buying them and … they want our software to be 

cheap. Our objective of this survey is to find customer needs on 

antivirus software and we also found out that … our software should 

keeping their children safe from the information on [the] Internet … 

that can harm them or harm their emotional emotion. Alsay [slip of the 

tongue] also they also want to … make sure that they have safe … 

surfing in on the Internet like transaction. … And this project will take 

around two millions baht. 

Interviewer 3:  Hmm. 

Student 4:  And that’s all for my presentation, do you have any question? 

Interviewer 3:  Yes, I have some questions, please sit down. 

Student 4:  Okay. 

(Student 4, posttest task 3) 

  

As seen in Example 17, the student employed the word “and” and the new word 

“also” to give more information for the preceding utterances.   In addition, he also used 

the word “like” to give examples of the preceding utterances similar to the words “for 

example” and “such as” as demonstrated previously in Examples 11 and 12, 

respectively. 

 To summarize, in the aspect of coherence, the students employed varied words 

of cohesive devices such as “and,” “so,” “because,” and “but” as cohesive devices both 

in the pretest and posttest, and the new ones like “such as,” “first,” “next,” “then,” 

“also,” “like,” and “for example” in the posttest in order to relate the separate ideas or 
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utterances into the coherent whole of logical and meaningful responding utterances 

according to their functions in conversation, comprising 1) addition such as “and” and 

“also” for adding some information to the preceding utterances, 2) result such as “so,” 

and “because,” for showing the relationship between cause and effect of the 

information in the utterances, 3) exemplification such as “for example,” “such as,” and 

“like,” for giving examples to clarify the preceding utterances, 4) sequencing: “first,” 

“next,” and “then” for indicating a series of related things or events, or the order of 

information in the utterances, and 5) contrast: “but” for connecting ideas that contrast 

in the utterances as previously discussed. 

When compared with the pretest, it was evident that the students performed 

better in using more varied words of cohesive devices correctly and appropriately when 

necessary in the posttest than the pretest, indicating students’ development on English 

oral communication ability in coherence after taking the PBBCSI model, and thus 

supporting the quantitative results that there was highly significant development on 

students’ pretest and posttest scores of coherence with the high improvement in their 

level of English oral communication ability in coherence from the medium to the high 

level after taking the PBBCSI model. 

  

The PBBCSI effects on English oral communication ability in 

pronunciation  

“Pronunciation” of the recent study refers to the extent to which the students 

can employ correct pronunciation of word (sounds), word and sentence stress, and 

intonation to produce utterances with high comprehensibility.  

With respect to the pronunciation errors that affected the English oral 

communication ability in pronunciation, they were categorized into two main errors:  

minor pronunciation errors that refer to the errors that do not obscure or hardly obscure 

the meaning of utterances and major pronunciation errors that refer to the errors that 

obscure the meaning of utterances.  

 Referring to the quantitative results in Table 22, there was significant 

development on students’ pretest and posttest scores of pronunciation with no change 

in their level of English oral communication ability, staying at the moderate level. 
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 In the pretest, it was revealed that most of the students had pronunciation 

problems with sounds, word and sentence stress, and intonation.  

 As for the pronunciation of word (sounds), most of the students produced the 

utterances with pronunciation errors in some consonant and vowel sounds of the words 

in all word positions (i.e. initial, medial, and final positions).  

Concerning the consonant sounds, most of the students encountered the 

pronunciation problems with some consonant sounds like /r/, /v/, /θ/, /ð/, and /dӡ/ and 

replaced the correct sounds with the similar Thai sounds such as “read” /l/ instead of 

/r/, “invent” /w/ instead of /v/, “other” /t/ instead of /ð/, “third” /t/ instead of /θ/, “they” 

/d/ instead of /ð/, and “storage” /d/ instead of /dӡ/. 

Furthermore, they faced the problems with consonant cluster pronunciation in 

all word positions by deleting one sound of the clusters such as “create” /k-/ instead of 

/kr-/, “drink” /d-/ instead of /dr-/, “apply” /-p-/ instead of /-pl-/, “problem” /p-, -b-/ 

instead of /pr-, -bl-/, and “help” /-p/ instead of /-lp/. 

With respect to the vowel sounds, most of the students expressed pronunciation 

errors in some vowel sounds such as /e/, /ə/, /æ/, /ɛ/, and /ʊ/ by substituting the correct 

vowel sounds with the incorrect ones such as “dangerous” /æ/ instead of /e/, “problem” 

/æ/ instead of /ə/, “their” /e/ instead of /ɛ/, “guarantee” /a/ instead of /æ/ or /ɛ/, and 

“graduate” /u/ instead of /ʊ/.  

It seemed that the students did not have the pronunciation problems with the 

compound vowel sounds, including /aI/, /aʊ/, and /ɔI/.   This might be due to the fact 

that these compound vowel sounds are similar to Thai compound sounds and the 

students might be familiar with compound vowel pronunciation in English, thus they 

did not have pronunciation problems with the compound vowel sounds. 

Concerning the pronunciation of word and sentence stress in the pretest, most 

of the students also had pronunciation problems with word and sentence stress of most 

of their utterances in conversation.  For normal sentence stress, the students tended to 

stress all words of the utterances with more or less equal pitch, meaning that they spoke 

without giving the primary stress on the last content word of phrases or sentences and 

the secondary stress on other content words of phrases or sentences such as “'Yes, 'SSD 

'can 'store 'your 'data 'in 'your note'book” (student 2, pretest task 1) instead of “'Yes, 

ˌSSD can ˌstore your ˌdata in your 'notebook” (see Table 34) that they should have put 
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the primary stress ( ' ) on the last content word of phrases or sentences and the secondary 

stress ( ˌ ) on other content words of phrases or sentences.  More examples are 

demonstrated in Table 31. 

 

Table  31: Examples of Sentence Stress in the Pretest 

 

Students’ Sentence Stress  Correct Sentence Stress 

“'Yes, 'SSD 'can 'store 'your 'data 'in 

'your note'book.”  

(Student 2, pretest task 1) 

“'Yes, ˌSSD can ˌstore your ˌdata in 

your 'notebook.”  

 

“'Create er… 'it’s 'smart 'smart 

'button.”  

(Student 6, pretest task 2) 

“Cre'ate er… it’s [a] ˌsmart ˌsmart 

'button.”  

“… 'it 'will 'be er 'dangerous 'from 

'your com'puter ………. and pro'tect 

… pro'tect er 'send 'firewall.”  
(Student 5, pretest task 3) 

“… it will be er ˌdangerous from [for] 

your comˌputer ………. and proˌtect … 

proˌtect er [from] ˌsend[ing] 'firewall.”  
 

The bold words refer to the words uttered with the incorrect word and sentence stress. 

( ' ) This symbol refers to the primary stress on the last content word of each phrase or sentence, 

while ( ˌ ) refers to the secondary stress on the other content words. [ ] refers to the components 

added to make the utterances sound grammatical. 

 

 As shown in Table 31, the students did not assign the primary stress ( ' ) on the 

last content word of phrases or sentences and the secondary stress ( ˌ ) on other content 

words of phrases or sentences, but they stressed all the words of the utterances with 

more or less equal pitch instead, resulting in the pronunciation errors in word and 

sentence stress as previously described.  

 With respect to the intonation pronunciation in the pretest, most of the students 

encountered pronunciation problems with intonation on statements, wh-questions, and 

yes-no questions in conversation in that they incorrectly spoke with flat intonation in 

substitution of rising-falling intonation on statements and wh-questions, and rising 

intonation on yes-no questions as seen in Table 32. 
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 In the posttest, it was revealed that most of the students still had pronunciation 

problems with sounds, word and sentence stress, and intonation.  However, their 

pronunciation errors of those features in the posttest seemed to be fewer than those 

occurred in the pretest. 

 Concerning the pronunciation of sounds, like the pretest, most of the students 

produced the utterances with pronunciation errors in some consonant and vowel sounds 

of the words in all word positions. 

Regarding the consonant sounds, similar to the pretest, most of the students 

faced the pronunciation problems with some consonant sounds like /r/, /v/, /θ/, /ð/, /dӡ/. 

They replaced the correct sounds with the similar Thai sounds such as “rice” /l/ instead 

of /r/, “invent” /w/ instead of /v/, “other” /t/ instead of /ð/, “they” /d/ instead of /ð/, and 

“storage” /d/ instead of /dӡ/. It was evident that all of the problematic consonant sounds 

were the same ones and mostly in the same words of the pretest, confirming that these 

consonant sounds /r/, /v/, /θ/, /ð/, and /dӡ/ were really problematic for the students, 

suggesting that pronunciation errors in consonant sounds affected their development on 

English oral communication ability in pronunciation. 

Like the pretest, the students also encountered the problems with consonant 

cluster pronunciation in all word positions in the posttest by deleting one sound of the 

clusters such as such as “create” /k-/ instead of /kr-/, “drink” /d-/ instead of /dr-/, 

“defragment” /-f-/ instead of /-fr-/, “problem” /p-, -b-/ instead of /pr-, -bl-/, “help” /-p/ 

instead of /-lp/, and “ask” /-k/ instead of /-sk/.  It was indicated that students’ 

pronunciation errors in consonant clusters also negatively affected their development 

on English oral communication ability in pronunciation. 

Regarding the vowel sounds, similar to the pretest, most of the students had 

pronunciation errors with some vowel sounds like /e/, /ə/, /æ/, /ɛ/, and /ʊ/ by replacing 

the correct vowel sounds with the incorrect ones such as “dangerous” /æ/ instead of /e/, 

“problem” /æ/ instead of /ə/, “their” /e/ instead of /ɛ/, “defragment” /a/ instead of /æ/, 

and “graduate” /u/ instead of /ʊ/.  It was evident that all of those problematic vowel 

sounds were the same ones and mostly in the same words of the pretest, confirming that 

these vowel sounds were really problematic for the students and also affected students’ 

development on English oral communication ability in pronunciation. 
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Similar to the pretest, it seemed that the students did not have the pronunciation 

problems with the compound vowel sounds, including /aI/, /aʊ/, and /ɔI/.  As previously 

discussed, it might be due to the fact that these compound vowel sounds are similar to 

Thai compound sounds and the students might have been familiar with compound 

vowel pronunciation in English, thus they did not have pronunciation problems with 

compound vowel sounds both in the pretest and posttest. 

As for the pronunciation of word and sentence stress in the posttest, most of the 

students still had pronunciation problems with word and sentence stress of most of their 

utterances in conversation.   For normal sentence stress, the students tended to stress all 

words of the utterances with more or less equal pitch, indicating that they spoke without 

giving the primary stress on the last content word of phrases or sentences and the 

secondary stress on other content words of phrases or sentences such as “'Flash 'drive 

'can 'storage er 'the 'data 'that 'you 'want” (student 2, posttest task 1) instead of 

“ˌFlash ˌdrive can storage [store] er the ˌdata that you 'want” (see Table 33) that they 

should have assigned the primary stress ( ' ) on the last content word of phrases or 

sentences and the secondary stress ( ˌ ) on other content words of phrases or sentences. 

More examples are seen in Table 33. 
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Table  33: Examples of Sentence Stress in the Posttest 

 

Students’ Sentence Stress Correct Sentence Stress 

'Flash 'drive 'can 'storage er 'the 

'data 'that 'you 'want. 

(Student 2, posttest task 1) 

ˌFlash ˌdrive can storage [store] er the 

ˌdata that you 'want. 

 

Er 'smart'phone, 'it 'can 'help 'people 

'talk 'and 'video 'call … 

(Student 6, posttest task 2) 

Er 'smartˌphone, it can ˌhelp ˌpeople 

ˌtalk and 'video ˌcall … 

 

…'it’s er 'harm 'or 'dangerous 'for 

'your 'children. 

(Student 5, posttest task 3) 

…it’s er ˌharm[ful] or ˌdangerous for 

your 'children. 

 

The bold words refer to the words uttered with the incorrect word and sentence stress. 

( ' ) This symbol refers to the primary stress on the last content word of each phrase or sentence, 

while ( ̩  ) refers to the secondary stress on the other content words.  [ ] refers to the components 

added to make the utterances sound grammatical. 
 

As seen in Table 33, most of the students still stressed all words of the utterances 

with more or less equal pitch, confirming that pronunciation errors in word and sentence 

stress were really problematic for the students and also affected students’ development 

on English oral communication ability in pronunciation. 

 As for the intonation pronunciation in the posttest, like the pretest, most of the 

students faced pronunciation problems with intonation on statements and wh-questions 

as they incorrectly spoke them with flat intonation in replacement of rising-falling 

intonation.  Interestingly, all of the purposively-selected students correctly produced 

the utterances of yes-no questions with rising intonation, indicating students’ 

improvement on English oral communication ability in intonation pronunciation of yes-

no questions, but not statements and wh-questions, resulting in students’ little 

development on English oral communication ability in intonation pronunciation.  

Examples of students’ intonation pronunciation are shown in Table 34. 
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 Concerning the categories of pronunciation errors, since the interlocutors in 

both pretest and posttest are Thai nationalities that are familiar with Thai students’ 

pronunciation, they can comprehend the meanings of the utterances with students’ 

pronunciation errors.   Therefore, all of the students’ problematic utterances previously 

discussed were considered minor pronunciation errors both in the pretest and posttest 

as they did not obscure or hardly obscure the meaning of utterances.  Although the 

interlocutors might encounter some difficulties in following and comprehending 

students’ minor pronunciation errors, they were still comprehensible and did not cause 

any miscomprehension in communication.   This might be due to that the interlocutors 

used the context in conversation to help interpret the meanings of the utterances with 

pronunciation errors.  

 Compared with the pretest, the students seemed to perform better in their 

pronunciation of sounds, word and sentence stress, and intonation as their minor 

pronunciation errors of those features as previously stated tended to be more found in 

the pretest than in the posttest according to the details previously discussed, suggesting 

students’ development on English oral communication ability in their level of English 

oral communication ability, thus supporting the quantitative results that there was 

significant development on students’ pretest and posttest scores of pronunciation. 

However, there was no change in their level of English oral communication ability, 

staying at the moderate level, possibly because of many pronunciation errors they 

produced that affected their ability to accomplish the higher level of English oral 

communication ability in pronunciation.  

 To conclude, in the aspect of pronunciation, the students faced more 

pronunciation problems with sounds, word and sentence stress, and intonation in the 

pretest than posttest as their pronunciation errors of those three main components were 

likely to be more found in the pretest than in the posttest as previously discussed, 

indicating students’ development on English oral communication ability in 

pronunciation. However, there was no change in their level of English oral 

communication ability, staying at the moderate level, possibly because of many 

pronunciation errors they produced that affected their ability to achieve the higher level 

of English oral communication ability in pronunciation.  
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 In summary, overall, the quantitative findings from the English oral 

communication ability pretest and posttest revealed that there was the significant 

development in undergraduate engineering students’ English oral communication 

ability of overall six aspects of English oral communication ability in range, accuracy, 

fluency, interaction, coherence, and pronunciation, and overall three test tasks after the 

PBBCSI implementation with a change in students’ levels of English oral 

communication ability from a moderate to a high level.  

 Of each aspect of English oral communication ability of overall test tasks, the 

students also showed significant development with changes in their levels of English 

oral communication ability in three aspects of range, interaction, and coherence with 

large effect sizes, and without changes in their levels of English oral communication 

ability, staying at a moderate level in three aspects of accuracy, fluency, and 

pronunciation with moderate effect sizes.  

 Concerning English oral communication ability in each test task, the students 

had significant improvement in all six aspects in test task 1, and in five aspects in test 

tasks 2 and 3 in which they did not show significant improvement in aspects of 

interaction and pronunciation, respectively.  

 As for the qualitative findings, they supported the quantitative findings of each 

aspect of English oral communication ability and indicated the evidence of students’ 

development in those aspects as follows. 

 Regarding English oral communication ability in range, the students had 

significant development in this aspect with the change in their level of English oral 

communication ability from the moderate to high level after taking the PBBCSI due to 

the evidence showing that they used a large variety of four categories of content words, 

including nouns, verbs, adjectives, and adverbs mainly relevant to computer technology 

and computer engineering to achieve communication purposes of different topics or 

functions of each test task.  In addition, they also produced longer utterances of 

information with new word items, more varied word items of all four categories of 

content words, and less minor errors without major errors of word choice in the posttest. 

 Concerning English oral communication ability in accuracy, the students 

showed significant development in this aspect after taking the PBBCSI without 

improvement in their level of English oral communication ability, staying at the 
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moderate level due to the findings that the students had many grammatical errors that 

caused their difficulties to achieve the higher level of English oral communication 

ability in accuracy.   Concerning the grammatical errors, the students had more 

problems with the minor errors than major ones both in the pretest and posttest.  The 

students’ specific types of errors based on the linguistic descriptions consisted of word 

form, verb form, article, preposition, pronoun, subject-verb agreement, plural form, 

question, tense, and negation.  

 With regard to English oral communication ability in fluency, the students 

demonstrated significant development in this aspect after taking the PBBCSI due to the 

findings revealing that they produced longer utterances with more varied fillers and 

hesitation devices such as “er,” “ah,” “uhm,” “well,” and the new one “actually” in the 

posttest with less short and long pauses to gain more thinking time to further their 

utterances, and also employed fillers and hesitation devices with pauses to gain more 

thinking time to self-correct the problem utterances, thus generating more smooth and 

effortless flow of longer utterances in communication with the interlocutors to 

accomplish communication purposes in different situations.  

 Regarding English oral communication ability in interaction, the students 

expressed significant development in this aspect after taking the PBBCSI due to the 

results showing that the three communication strategies taught in model, namely, 

asking for clarification, asking for confirmation, and the use of fillers and hesitation 

devices were more employed in the posttest according to their functions as previously 

discussed for tackling the target problem utterances, interacting, and taking turns with 

other people in conversation to achieve communication purposes in different situations.  

In addition, the students preferred to employed the expressions related to the taught 

communication strategies rather than initiating the new topics or ideas. 

 As for the asking for clarification strategy, the students made more different 

choices of clarifying questions when they encountered the target problem utterances 

and the problem utterances related to the word meanings considered the English oral 

communication ability in range, and selected the appropriate choice (or form) of 

clarifying questions to tackle their different problem utterances in conversation in order 

to achieve communication purposes of different situations. 
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 With respect to the asking for confirmation strategy, the students also made 

more different choices of confirming questions by means of making confirmation check 

to confirm what the interlocutor understood or heard was correct and comprehension 

check to make sure if the speaker understood what the interlocutor said, and selected 

the appropriate choice of confirming questions to tackle their problem utterances in 

conversation to achieve their communication purposes of different situations. 

 Considering the use of fillers and hesitation devices, the students often 

employed the non-lexical words “er,” “ah,” “uhm” and the lexical words “well” and 

“actually” to gain more thinking time for continuing further utterances in conversation. 

Also, they were more used with the asking for clarification and asking for confirmation 

strategies in the posttest to deal with the problem utterances, interact, and take turns 

with other people in conversation to achieve their communication purposes in different 

situations. 

 As for English oral communication ability in coherence, the students expressed 

significant development in this aspect after taking the PBBCSI due to the findings 

revealing that they used more varied words of cohesive devices correctly and 

appropriately when necessary and were employed more extensively used in the posttest 

than the pretest to relate the separate ideas or utterances into the coherent whole of 

logical and meaningful responding utterances according to their functions in 

conversation.  Those cohesive devices included “and,” “so,” “because,” and “but” as 

cohesive devices both in the pretest and posttest, and the new ones in the posttest like 

“such as,” “first,” “next,” “then,” “also,” “like,” and “for example” and were used 

according to their functions comprising 1) addition such as “and” and “also” for adding 

some information to the preceding utterances, 2) result such as “so,” and “because,” for 

showing the relationship between cause and effect of the information in the utterances, 

3) exemplification such as “for example,” “such as,” and “like,” for giving examples to 

clarify the preceding utterances, 4) sequencing: “first,” “next,” and “then” for indicating 

a series of related things or events, or the order of information in the utterances, and 5) 

contrast: “but” for connecting ideas that contrast in the utterances as previously 

discussed. 

 Concerning English oral communication ability in pronunciation, the students 

demonstrated significant development in this aspect after taking the PBBCSI due to the 
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findings revealing that they performed better in their pronunciation of sounds, word and 

sentence stress, and intonation as their minor pronunciation errors of those features 

were likely to be more found in the pretest than in the posttest according to the details 

previously discussed.  Remarkably, the students produced utterances without major 

pronunciation errors both in the pretest and posttest. Despite having significant 

development in pronunciation, there was no improvement in students’ level of English 

oral communication ability, staying at the moderate level due to many pronunciation 

errors they produced that affected their ability to accomplish the higher level of English 

oral communication ability in pronunciation.  
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4.2 Results of Research Question 2 

Research Question 2: What are the effects of PBBCSI on learner autonomy of 

undergraduate engineering students? 

Hypothesis 2: After implementation of the PBBCSI, there would be changes in the 

posttest mean score of learner autonomy of undergraduate engineering students. 

 

 This research question aimed to investigate the effects of project-based 

blended learning with communication strategy instruction (PBBCSI) on learner 

autonomy of undergraduate engineering students.  The quantitative data from the pre-

learner autonomy questionnaire (Pre-LAQ) and the post-learner autonomy 

questionnaire (Post-LAQ) were used to investigate students’ learner autonomy 

differences before and after taking the PBBCSI.  The Pre-LAQ and Post-LAQ were 

the same in Part 1.  The Pre-LAQ consisted of Part 1 only, while the Post-LAQ 

comprised Part 1 and 2 as follows:  

Part 1 explored three main components of the six aspects of learner autonomy, 

comprising three sections: personal responsibilities (34 items), personal capabilities 

(34 items), and  independent learning (20 items), and  

Part 2 investigated students’ opinions toward the PBBCSI model, consisting 

of 48 items. 

To answer Research Question 2, the results based on the Pre-LAQ scores 

before taking the PBBCSI and the Post-LAQ scores after taking the PBBCSI of  

Part 1 can be illustrated in Table 35.  
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Table  35: Pre-LAQ and Post-LAQ Scores of Overall Components and Aspects of 

                 Learner Autonomy  
 

 Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diffb 

Median 

Diffc 

Zd p 

 

Effect 

Size 

r 

Pre-

LAQ 
2.87 2.83 Moderate .71 .67 -3.81 .00* -.60 

Post-

LAQ 
3.58 3.50 Moderate      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of learner autonomy: 1.00-

1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 4.51-5.00 = very 

high;  b Mean Diff refers to Mean Difference; c Median Diff refers to Median Difference;                            
d Z refers to the test statistic value calculated by SPSS and its negative sign (-) is ignored for 

data analysis (Field, 2009), the same way as for the effect size r. 

 

 The results in Table 35 indicated the students’ significant improvement  

(Z = -3.81, p < .05) in Pre-LAQ and Post-LAQ scores of overall three main 

components and six aspects of learner autonomy as previously stated after the fifteen-

week implementation of the PBBCSI with no change in their level of learner 

autonomy, remaining at a moderate level (Mdn Pre-LAQ = 2.83, Mdn Post-LAQ = 3.50).  

 The significant improvement was shown in an increase of the Post-LAQ 

median scores of .67 points.  The effect size r of the Pre-LAQ and Post-LAQ median 

scores was -.60 which was considered a large effect size (Cohen, 1988; Rosenthal, 

1996).  This indicated the students’ significant improvement of learner autonomy after 

taking the PBBCSI model.  Therefore, Research Hypothesis 2 of Research Question 

2, i.e.  After implementation of the PBBCSI model, there would be changes in the 

posttest mean score of learner autonomy of undergraduate engineering students was 

accepted. 

To determine if the PBBCSI significantly improved the Pre-LAQ and Post-

LAQ scores of each learner autonomy component of overall aspects, another 

Wilcoxon signed rank test was conducted. The findings of each learner autonomy 

component are shown in Table 36. 
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Table  36: Pre-LAQ and Post-LAQ Scores of Each Learner Autonomy Component of 

                 Overall Aspects  

 

Learner 

Autonomy 

Components  

Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Mean 

Diff 

Median 

Diff 

Z p 

 

Effect 

Size 

r 

P Resb Pre-LAQ 3.23 3.32 Moderate .75 .59 -3.81 .00* -.60 

P Res Post-LAQ 3.98 3.91 High      

P Capc Pre-LAQ 2.95 3.01 Moderate 1.04 .87 -3.82 .00* -.60 

P Cap Post-LAQ 3.99 3.88 High      

ILd Pre-LAQ 2.12 2.00 Low .11 .23 -.79 .43 NAe 

IL Post-LAQ 2.23 2.23 Low      

*p < .05, n = 20 
a Meaning (median-based) refers to the classified or interpreted level of learner autonomy: 1.00-

1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 4.51-5.00 = very 

high; b P Res refers to Personal Responsibilities, c P Cap refers to Personal Capabilities, d IL 

refers to Independent Learning, e NA refers to the effect size of the non-significant results that 

was not reported.           

 

 The findings in Table 36 exhibited the students’ Pre-LAQ and Post-LAQ 

scores of each learner autonomy component of overall six aspects as previously 

mentioned.  The findings indicated the students’ significant improvement in personal 

responsibilities and personal capabilities (Z = -3.81 and -3.82, respectively, p < .05) 

after the implementation of the PBBCSI with changes in their levels of learner 

autonomy from a moderate to a high level in two components; namely, personal 

responsibilities (Mdn Pre-LAQ = 3.32, Mdn Post-LAQ = 3.91, r = -.60) and personal 

capabilities (Mdn Pre-LAQ = 3.01, Mdn Post-LAQ = 3.88, r = -.60), both indicating the 

large effect sizes.  

On the other hand, the students did not show significant development in 

independent learning (Z = -.79, p = .43) at .05 significance level with no change in 

their level of learner autonomy, remaining at a low level (Mdn Pre-LAQ = 2.00,            

Mdn Post-LAQ = 2.23) which might be due to the fact that their increased scores were 

not enough to achieve the higher level.  

It could be concluded that students significantly developed their learner 

autonomy in personal responsibilities and capabilities after the implementation of the 
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PBBCSI while they still had problems to develop their learner autonomy in 

independent learning in their learning process.  

 In addition, the Wilcoxon signed rank test was conducted with each of the 

three main components of learner autonomy on the Pre-LAQ and Post-LAQ to get 

more insights into students’ responses to each main component.  

  

 A. Personal responsibilities 

 Table 37 shows the students’ Pre-LAQ and Post-LAQ scores of each aspect 

of personal responsibilities. The findings indicated the students’ significant 

development in four out of six aspects of learner autonomy which included taking the 

initiative, making decisions on selecting methods or techniques, communication 

strategies, and resources, monitoring the procedure of doing the tasks and the project, 

and evaluating the completed tasks and the project (Z = -2.64, -3.78, -3.81, and -2.45, 

respectively, p < .05) after the implementation of the PBBCSI with changes in their 

levels of learner autonomy from a moderate level to a high level in taking the initiative 

(Mdn Pre-LAQ = 3.07, Mdn Post-LAQ = 3.86, r = -.42) and evaluating the completed tasks 

and the project (Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, r = -.39), both indicating a 

moderate effect size, and making decisions on selecting methods or techniques, 

communication strategies, and resources (Mdn Pre-LAQ = 3.36, Mdn Post-LAQ = 4.14, r = 

-.60) and monitoring the task and the project completion procedures (Mdn Pre-LAQ = 

3.00,  Mdn Post-LAQ = 4.00, r = -.60), both reflecting a large effect size. 

 However, the students did not demonstrate significant improvement in 

determining the goals and objectives (Mdn Pre-LAQ = 3.33, Mdn Post-LAQ = 3.83, Z =       

-1.84) with a change in their level of learner autonomy from a moderate level to a 

high level and defining the learning processions (Mdn Pre-LAQ = 4.00, Mdn Post-LAQ = 

4.00, Z = .00) without a change in their level of learner autonomy due to the fact that 

increased scores remained the same at a high level.  
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Table  37: Pre-LAQ and Post-LAQ Scores of Each Aspect of Personal 

                 Responsibilities  

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

Personal responsibilities 3.32 

[Moderate] 

3.91 

[High] 

.59 -3.81 .00* -.60 

A. Determining the goals 

and the objectives 

3.33 

[Moderate] 

3.83 

[High] 

.50 -1.84 .07 NAc 

B. Defining the learning 

progressions 

4.00 

[High] 

4.00 

[High] 

.00 .00 1.00 NA 

C. Taking the initiative 3.07 

[Moderate] 

3.86 

[High] 

.79 -2.64 .01* -.42 

D. Making decisions on 

selecting methods or 

techniques, communication 

strategies, and resources 

3.36 

[Moderate] 

4.14 

[High] 

.78 -3.78 .00* -.60 

E. Monitoring the task and 

the project completion 

procedures 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.81 .00* -.60 

F. Evaluating the completed 

tasks and the project 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.45 .01* -.39 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported. 

 

 Overall, it could be concluded that after taking the PBBCSI, the students 

significantly developed their learner autonomy in four out of six aspects, indicating that 

they were willing to take responsibilities in those four aspects, including taking the 

initiative, making decisions on selecting methods or techniques, communication 

strategies, and resources, monitoring the task and the project completion procedures, 

and evaluating the completed tasks and the project to complete the online tasks and 

eventually the independent project with changes in their level of learner autonomy from 

a moderate level to a high level.  In addition, the students were willing to determine the 

goals and objectives, and define the learning processions despite no significant 

improvement in these two aspects of learner autonomy, at a high level in order to 

conduct their outside tasks and the independent project. 
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 The Pre-LAQ and Post-LAQ scores of personal responsibilities were further 

examined to reflect more insights on each of the six aspects of personal responsibilities, 

namely, determining the goals and the objectives, defining the learning progressions, 

taking the initiative, on selecting methods or techniques, communication strategies, and 

resources, monitoring the task and the project completion procedures, and evaluating 

the completed tasks and the project. 

 To do so, the data of the first main component of learner autonomy (i.e. 

personal responsibilities) were analyzed and its findings of each aspect were 

demonstrated as follows. 

 Personal responsibilities: Determining the goals and the objectives 

 As for personal responsibilities in determining the goals and the objectives, 

the findings in Table 38 did not demonstrate the students’ significant development in 

determining the goals and the objectives.  The insignificant findings included setting 

the goals of learning in this model (Item 1, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z 

= -1.78) and determining the objectives of the online tasks (Item 2, Mdn Pre-LAQ = 3.50, 

Mdn Post-LAQ = 4.00, Z = -.88) with the improved level of learner autonomy from the 

moderate level to the high level. 

 It was interesting that the significant evidence was found in setting the 

objectives of the independent project (Item 3, Mdn Pre-LAQ = 3.50, Mdn Post-LAQ = 4.00, 

Z = -2.18, r = -.42) with the improved level of learner autonomy from the moderate 

level to the high level, reflecting the moderate effect size.  
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Table  38: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Determining 

                 the Goals and the Objectives 

 
Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

A. Determining the goals 

and the objectives 

3.33 

[Moderate] 

3.83 

[High] 

.50 -1.84 .07 NAc 

1. I am willing to set my 

goals of learning in this 

model. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -1.78 .08 NA 

2. I am happy to determine 

the objectives of the 

online tasks.  

3.50 

[Moderate] 

4.00 

[High] 

0.50 -.88 .38 NA 

3. I feel good to set the 

objectives of the 

independent project. 

3.50 

[Moderate] 

4.00 

[High] 

0.50 -2.18 .03* -.34 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported.           

 

 It could be seen that although the students did not significantly develop their 

learner autonomy in determining the goals and the objectives after taking the PBBCSI, 

they significantly improved in an element of this aspect in setting the objectives of 

the independent project, suggesting that they were willing to take responsibilities to 

set the objectives of the independent project with the increased level of learner 

autonomy from the moderate level to the high level.  Moreover, the students were 

willing to set the goals of learning in this model and determine the objectives of the 

online tasks in spite of no significant development in these two elements, with the 

increased level from the moderate level to the high level after the implementation of 

the PBBCSI. 

 Personal responsibilities: Defining the learning progressions 

 Concerning personal responsibilities in defining the learning progressions, 

overall, the findings in Table 39 did not demonstrate the students’ significant 

development in defining the learning progressions.  However, the significant findings 

were found in all of the target elements of this aspect of learner autonomy which 

included setting the expected progression scores of the English oral communication 
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ability test (Item 4, Mdn Pre-LAQ = 3.50, Mdn Post-LAQ = 4.00, Z = -2.34, r = -.37), 

defining the expected progression scores of the tasks (Item 5, Mdn Pre-LAQ = 3.50, Mdn 

Post-LAQ = 4.00, Z = -2.02, r = -.32), and setting the expected progression scores of the 

project (Item 6, Mdn Pre-LAQ = 3.50, Mdn Post-LAQ = 4.00, Z = -2.12, r =    -.34) with the 

increased level of learner autonomy from the moderate level to the high level, 

indicating the moderate effect size.  

 

Table  39: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Defining the 

                 Learning progressions 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

B. Defining the learning 

progressions 

4.00 

[High] 

4.00 

[High] 

.00 .00 1.00  NAc 

4. I am willing to set the 

expected progression scores 

of the English oral 

communication ability test. 
 

3.50 

[Moderate] 

4.00 

[High] 

.50 -2.34 .02* -.37 

5. I am happy to define the  

expected progression scores 

of the tasks. 

3.50 

[Moderate] 

4.00 

[High] 

.50 -2.02 .04* -.32 

6. I feel good to set the 

expected progression scores 

of the project. 

3.50 

[Moderate] 

4.00 

[High] 

.50 -2.12 .03* -.34 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported.           

 

 It could be seen that despite no significant development in defining the 

learning progressions, the students significantly developed all of the elements of this 

aspect of learner autonomy, suggesting that they were willing to take responsibilities 

for setting the expected progression scores of the English oral communication ability 

test, defining the expected progression scores of the tasks, and setting the expected 

progression scores of the project with the improved level of learner autonomy from 

the moderate level to the high level to complete the tasks and the independent project 

after the implementation of the PBBCSI. 
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 Personal responsibilities: Taking the initiative 

 With respect to personal responsibilities in taking the initiative, Table 40 

shows the students’ significant development in taking the initiative.  The significant 

findings were found in the following target elements of this aspect of learner 

autonomy which included self-initiating to take the following actions: new actions for 

completing the face-to-face activities after the instructor or peers start taking actions 

(Item 8, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.14, r = -.34), common actions 

according to the work prompts for completing the online tasks after the instructor or 

peers start taking actions (Item 9, Mdn Pre-LAQ = 3.00,     Mdn Post-LAQ = 4.00, Z = -

2.58, r = -.41), new actions for completing the online tasks after the instructor or peers 

start taking actions (Item 10, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.51, r =     

-.40), common actions according to the work prompts for completing the project (Item 

12, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.67, r = -.42), and new actions for 

completing the project (Item 13, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.13, r 

= -.34) with the improved level of learner autonomy from the moderate level to the 

high level, all indicating the moderate effect size.  

 

Table  40: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Taking the 

                 Initiative 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

C. Taking the initiative 3.07 

[Moderate] 

3.86 

[High] 

.79 -2.64 .01* -.42 

7. After the instructor or  

peers start taking actions 

for learning and teaching, I 

am willing to self-initiate to 

take common actions 

according to the work 

prompts for completing the 

face-to-face activities.   

3.00 

[Moderate] 

4.00 

[High] 

1.00 -1.55 .12 NAc 

8. After the instructor or 

peers start taking actions 

for learning and teaching, I 

am willing to self-initiate to 

take new actions that I 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.14 .03* -.34 
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newly create for completing 

the face-to-face activities.   

9. After the instructor or  

peers start taking actions 

for learning and teaching, I 

am happy to self-initiate to 

take common actions 

according to the work 

prompts for completing the 

online tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.58 .01* -.41 

10. After the instructor or 

peers start taking actions 

for learning and teaching, I 

am happy to self-initiate to 

take new actions for 

completing the online tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.51 .01* -.40 

11. Although the instructor 

or peers do not take actions 

for learning and teaching, I 

am willing to self-initiate to 

take new actions that I 

newly create for completing 

the face-to-face activities. 

3.00 

[Moderate] 

3.50 

[Moderate] 

.50 -1.86 .06 NA 

12. I am happy to self- 

initiate to take common 

actions according to the 

work prompts for 

completing my project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.67 .01* -.42 

13. I am willing to self- 

initiate to take new actions 

for completing my project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.13 .03* -.34 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported.           

 

  In addition, the findings did not indicate the students’ improvement in self-

initiating to take common actions according to the work prompts for completing the 

face-to-face activities after the instructor or peers start taking actions (Item 7,          

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -1.55) with the improved level of learner 

autonomy from the moderate level to the high level and new actions for completing 

the face-to-face activities although the instructor or peers do not take actions (Item 

11, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 3.50, Z = -1.86) which the level of learner 

autonomy remained at the moderate level.  
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 Overall, it could be concluded that after taking the PBBCSI, the students 

significantly developed their learner autonomy in taking the initiative in the elements 

of self-initiating to take different actions, indicating that they were willing to take 

responsibilities for self-initiating to take different actions as follows: new actions for 

completing the face-to-face activities after the instructor or peers start taking actions, 

common actions according to the work prompts for completing the online tasks after 

the instructor or peers start taking actions, new actions for completing the online tasks 

after the instructor or peers start taking actions, common actions according to the work 

prompts for completing the project, and new actions for completing the project with 

changes in their level of learner autonomy from the moderate level to the high level 

to carry out the tasks and the project successfully. 

 Despite no significant improvement in the two elements, the students were 

willing to self-initiate to take common actions according to the work prompts for 

completing the face-to-face activities after the instructor or peers start taking actions 

with a change in their level of learner autonomy from the moderate level to the high 

level and new actions for completing the face-to-face activities with no change in their 

level of learner autonomy which remained at the moderate level after taking the 

PBBCSI. 

 Personal responsibilities: Making decisions on selecting methods or 

techniques, communication strategies, and resources 

 Concerning personal responsibilities in making decisions on selecting methods 

or techniques, communication strategies, and resources, the findings in Table 41 

showed the students’ development in ‘making decisions on selecting methods or 

techniques, communication strategies, and resources. 
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Table  41: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Making 

                 Decisions on Selecting Methods or Techniques, Communication 

                 Strategies, and Resources 
 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

D. Making decisions on 

selecting methods or 

techniques, 

communication strategies, 

and resources 

3.36 

[Moderate] 

4.14 

[High] 

.78 -3.78 .00* -.60 

14. I am willing to make  

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

face-to-face activities. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.63 .01* -.42 

15. I am willing to make  

decisions on selecting the 

appropriate resources to 

achieve the face-to-face 

activities. 

4.00 

[High] 

4.00 

[High] 

.00 -2.95 .00* -.47 

16. I am pleased to make  

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

tasks. 

3.00 

[M] 

4.00 

[High] 

.1.00 -3.46 .00* -.55 

17. I am pleased to make  

decisions on selecting the 

appropriate resources to 

achieve the tasks. 

4.00 

[High] 

4.00 

[High] 

.00 -2.80 .01* -.44 

18. I am happy to make  

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.49 .00* -.55 

19. I am happy to make  

decisions on selecting the 

appropriate resources to 

achieve the project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.15 .00* -.50 

20. I am willing to choose  

the appropriate 

communication strategies 

or language expressions 

related to communication 

strategies to overcome 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.74 .01* -.43 
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communication problems 

or maintain the 

conversations.  

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference 

 

 Table 41 demonstrates the significant findings in all of the target elements of 

aspect of making decisions on selecting methods or techniques, communication 

strategies, and resources which consisted of making decisions on selecting the 

appropriate elements as follows: methods or techniques to achieve the face-to-face 

activities (Item 14, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.63, r = -.42), 

methods or techniques to achieve the tasks (Item 16, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ 

= 4.00, Z = -3.46, r = -.55), methods or techniques to achieve the project (Item 18, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.49, r = -.55), resources to achieve the 

project (Item 19, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.15, r = -.50), 

communication strategies or language expressions related to communication 

strategies to overcome communication problems or maintain the conversations (Item 

20, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.74, r = -.43) with the improved 

level of learner autonomy from the moderate level to the high level, all indicating the 

moderate effect size.  

 In addition, the findings also indicated the students’ improvement in making 

decisions on selecting the following appropriate elements: resources to achieve the 

face-to-face activities (Item 15, Mdn Pre-LAQ = 4.00, Mdn Post-LAQ = 4.00, Z = -2.95, r 

= -.47) and resources to achieve the tasks (Item 17, Mdn Pre-LAQ = 4.00, Mdn Post-LAQ 

= 4.00, Z = -2.80, r = -.44) without a change in their level of learner autonomy due to 

the fact that the increased scores remained at the same at the high level.  

 It could be concluded that after taking the PBBCSI, the students significantly 

developed their learner autonomy in making decisions on selecting methods or 

techniques, communication strategies, and resources in all of the elements, suggesting 

that they were willing to be responsible for making decisions on selecting the 

following elements: methods or techniques to achieve the face-to-face activities, 

methods or techniques to achieve the tasks, methods or techniques to achieve the 

project, resources to achieve the project, and communication strategies or language 
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expressions related to communication strategies to overcome communication 

problems or maintain the conversations with changes in their level of learner 

autonomy from the moderate level to the high level, while they were willing to make 

decisions on selecting the resources to achieve the face-to-face activities and 

resources to achieve the tasks with no change in their level, staying at the high level 

in order to complete the online tasks and the independent project. 

 Personal responsibilities: Monitoring the task and the project completion 

procedures 

 With respect to personal responsibilities in monitoring the task and the project 

completion procedures, Table 42 demonstrates the students’ significant development 

in monitoring the task and the project completion procedures. 

 

Table  42: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Monitoring 

                 the Task and the Project Completion Procedures 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

E. Monitoring the task and 

the project completion 

procedures 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.81 .00* -.60 

21. I am happy to check my  

steps of doing the tasks in the 

following aspects in the 

student log (for the task and 

the project) 

      

21.1 Time (duration of 

doing each step) 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.68 .01* -.42 

21.2 Place 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.54 .00* -.56 

21.3 Pace (duration of 

doing the entire work)  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.84 .01* -.45 

21.4 Respondents 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.20 .00* -.51 

21.5 Resources 

 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.59 .00* -.57 

22. I am willing to check my 

steps of doing the project in 

the following aspects in the 

student log (for the task and 

the project) 
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22.1 Time (duration of 

doing each step) 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.94 .00* -.62 

22.2 Place 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.64 .00* -.58 

22.3 Pace (duration of 

doing the entire work)  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.57 .00* -.56 

22.4 Respondents 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.37 .00* -.53 

22.5 Resources 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.34 .00* -.53 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference 

 

 According to Table 42, the significant findings were discovered in all of the 

target elements of this aspect of learner autonomy which included checking the steps 

of doing the tasks in the student log in the following elements: time (Item 21.1,        

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.68, r = -.42), place (Item 21.2, Mdn 

Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.54, r = -.56), pace (Item 21.3, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -2.84, r = -.45), respondents (Item 21.4, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.20, r = -.51), resources (Item 21.5, Mdn Pre-LAQ = 

3.00, Mdn Post-LAQ = 4.00, Z = -3.59, r = -.57) with the improved level of learner 

autonomy from the moderate level to the high level, the effect sizes of which were 

ranged from moderate to large.  

 It was remarkable that the significant findings were also found in checking the 

steps of doing the project in the student log in the following elements: time (Item 22.1, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.94, r = -.62), place (Item 22.2, Mdn 

Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.64, r = -.58), pace (Item 22.3, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.57, r = -.56), respondents (Item 22.4, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.37, r = -.53), resources (Item 22.5, Mdn Pre-LAQ = 

3.00, Mdn Post-LAQ = 4.00, Z = -3.34, r = -.53) with the increased level of learner 

autonomy from the moderate level to the high level, all reflecting the large effect size. 

 It could be seen that after taking the PBBCSI, the students significantly 

developed their learner autonomy in monitoring the task and the project completion 

procedures in all of the target elements, suggesting that they were willing to take 

responsibilities to check the steps of doing the tasks and the project in the essential 

elements which included time, place, pace, respondents, and resources with changes 
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in their level of learner autonomy from the moderate level to the high level in order 

to complete their tasks and the project successfully. 

 Personal responsibilities: Evaluating the completed tasks and the project 

 In consideration of the sixth aspect of personal responsibilities in evaluating 

what has been acquired and performed in the tasks and the project, Table 43 reveals 

the students’ significant development in evaluating the completed tasks and the 

project. 

 

Table  43: Pre-LAQ and Post-LAQ Scores of Personal Responsibilities: Evaluating 

                 the Completed Tasks and the Project 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

F. Evaluating the completed 

tasks and the project 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.45 .01* -.39 

23. I am pleased to evaluate 

the quality and English oral 

communication ability of 

my tasks in different aspects 

specified in the task and 

project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.55 .01* -.40 

24. I am happy to evaluate 

the quality and English oral 

communication ability of 

my project in different 

aspects specified in the task 

and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.20 .00* -.51 

25. I feel good to make 

reflection on the quality and 

English oral communication 

ability of my tasks in 

different aspects specified in 

the task and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.95 .00* -.47 

26. I am willing to make 

reflection on the quality and 

English oral communication 

ability of my project in 

different aspects specified in 

the task and project rubric. 

4.00 

[High] 

4.00 

[High] 

.00 -1.81 .07 NA 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 
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4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported.           

  

 In Table 43, the significant findings were found in three elements of this aspect 

of learner autonomy as follows: evaluating the quality and English oral 

communication ability of the tasks (Item 23, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, 

Z = -2.55, r = -.40), evaluating the quality and English oral communication ability of 

the project (Item 24, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.20, r = -.51), 

making reflection on the quality and English oral communication ability of the tasks 

(Item 25, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.95, r = -.47) with the 

improvement in their level of learner autonomy from the moderate level to the high 

level, indicating the moderate effect size. 

 Despite no significant improvement, the results revealed that the students were 

willing to make reflection on the quality and English oral communication ability of 

the project (Item 26, Mdn Pre-LAQ = 4.00, Mdn Post-LAQ = 4.00, Z = -1.81) without a 

change in their level of learner autonomy due to the fact that the increased scores kept 

at the same at the high level.  

 It could be seen that the students significantly developed their learner 

autonomy of personal responsibilities in evaluating the completed tasks and the 

project in three out of four elements of this aspect of learner autonomy, suggesting 

that after taking the PBBCSI, they were willing to take responsibilities for evaluating 

the completed tasks and the project in terms of evaluating the quality and English oral 

communication ability of the tasks, evaluating the quality and English oral 

communication ability of the project, and making reflection on the quality and English 

oral communication ability of the tasks with changes in their level of learner 

autonomy from the moderate level to the high level.  Furthermore, they were willing 

to make reflection on the quality and English oral communication ability of their 

project in different aspects specified in the task and project rubric despite no 

significant improvement in this element, without the change of their level of learner 

autonomy which remained at the high level after taking the PBBCSI.  
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 B. Personal capabilities 

 According to Table 44, the findings revealed the students’ Pre-LAQ and Post-

LAQ scores of each aspect of personal capabilities. The findings indicated the 

students’ significant development in all of the six aspects of learner autonomy which 

consisted of determining the goals and objectives, defining the learning progressions,  

taking the initiative, making decisions on selecting methods or techniques, 

communication strategies, and resources, monitoring the task and the project 

completion procedures, and evaluating the completed tasks and the project (Z = -3.81, 

-3.41, -3.46, -3.79, -3.65, and -3.38, respectively, p < .05) after the implementation of 

the PBBCSI with changes in their levels of learner autonomy from a moderate level 

to a high level in determining the goals and objectives (Mdn Pre-LAQ = 2.83, Mdn Post-

LAQ = 4.00, r = -.60), defining the learning progressions (Mdn Pre-LAQ = 3.00, Mdn Post-

LAQ = 4.00, r = -.54), taking the initiative (Mdn Pre-LAQ = 2.85, Mdn Post-LAQ = 3.86, r = 

-.55),  making decisions on selecting methods or techniques, communication 

strategies, and resources (Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 3.93, r = -.60), monitoring 

the task and the project completion procedures (Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 

4.00, r = -.58), and evaluating the completed tasks and the project  (Mdn Pre-LAQ = 

3.00, Mdn Post-LAQ = 4.00, r = -.53).   

  

Table  44: Pre-LAQ and Post-LAQ Scores of Each Aspect of Personal Capabilities  

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

Personal capabilities 3.01 

[Moderate] 

3.88 

[High] 

.87 -3.82 .00* -.60 

A. Determining the goals 

and the objectives 

2.83 

[Moderate] 

4.00 

[High] 

1.17 -3.81 .00* -.60 

B. Defining the learning 

progressions 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.41 .00* -.54 

C. Taking the initiative 2.85 

[Moderate] 

3.86 

[High] 

1.01 -3.46 .00* -.55 

D. Making decisions on 

selecting methods or 

techniques, communication 

strategies, and resources 

3.00 

[Moderate] 

3.93 

[High] 

.93 -3.79 .00* -.60 
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E. Monitoring the task and 

the project completion 

procedures 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.65 .00* -.58 

F. Evaluating the completed 

tasks and the project 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.38 .00* -.53 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference  

 

 Overall, it could be summarized that after taking the PBBCSI, the students 

significantly developed their learner autonomy in all of the six aspects of personal 

capabilities, suggesting that they were confident in their capabilities in those six 

aspects with changes in their levels of learner autonomy from the moderate level to 

the high level in order to successfully carry out the online tasks and the independent 

project. 

 The Pre-LAQ and Post-LAQ scores of personal capabilities were further 

analyzed to disclose more insights on each of the six aspects of personal capabilities, 

namely, determining the goals and the objectives, defining the learning progressions,  

taking the initiative, making decisions on selecting methods or techniques, 

communication strategies, and resources,  monitoring the task and the project 

completion procedures, and evaluating the completed tasks and the project as follows. 

 Personal capabilities: Determining the goals and the objectives 

 The findings in Table 45 showed the students’ significant development in 

determining the goals and the objectives.  The significant evidence included setting 

the goals of learning in this model (Item 27, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, 

Z = -3.26, r = -.52) and setting the objectives of the independent project (Item 29, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.78, r = -.60) with the improved level 

of learner autonomy from the moderate level to the high level, and determining the 

objectives of the online tasks (Item 28, Mdn Pre-LAQ = 2.50, Mdn Post-LAQ = 4.00,  Z = 

-3.58, r = -.57) with the improved level of learner autonomy from the low level to the 

high level, all indicating the large effect size. 
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Table  45: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Determining the 

                 Goals and the Objectives 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

A. Determining the goals 

and the objectives 

2.83 

[Moderate] 

4.00 

[High] 

1.17 -3.81 .00* -.60 

27. I am confident I can set 

my goals of learning in 

this model. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.26 .00* -.52 

28. I am confident I can 

determine the objectives 

of the online tasks.  

2.50 

[Low] 

4.00 

[High] 

1.50 -3.58 .00* -.57 

29. I am sure I can set the 

objectives of the 

independent project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.78 .00* -.60 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference 

 

 It could be seen that after taking the PBBCSI, the students significantly 

developed their learner autonomy in determining the goals and the objectives in all of 

the elements of this aspect of learner autonomy, suggesting that they were confident 

in their capabilities of determining the goals and the objectives in terms of setting the 

goals of learning in this model and setting the objectives of the independent project 

with the increased level of learner autonomy from the moderate level to the high level, 

and determining the objectives of the online tasks with the improved level of learner 

autonomy from the low level to the high level in order to successfully complete the 

tasks and the project. 

 Personal capabilities: Defining the learning progressions 

 In Table 46, the findings showed the students’ significant development in 

defining the learning progressions in all of the target elements of this aspect of learner 

autonomy which included setting the expected progression scores of the English oral 

communication ability test (Item 30, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z =  

-3.17, r = -.50), defining the expected progression scores of the tasks (Item 31,        

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.96, r = -.47) with the increased level 
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of learner autonomy from the moderate level to the high level which indicated the 

large effect size, and setting the expected progression scores of the project (Item 32, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.46, r = -.55) with the increased level 

of learner autonomy from the moderate level to the high level, reflecting the large 

effect size.  

 

Table  46: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Defining the 

                 Learning Progressions 

 

Statements  Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

B. Defining the learning 

progressions 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.41 .00* -.54 

30. I am confident I can set 

the expected progression 

scores of the English 

oral communication 

ability test. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.17 .00* -.50 

31. I am sure I can define the 

expected progression 

scores of the tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.96 .00* -.47 

32. I am confident I can set 

the expected progression 

scores of the project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.46 .00* -.55 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference 

 

 It could be seen that after the implementation of the PBBCSI, the students 

significantly developed their learner autonomy in defining the learning progressions 

in all of the elements of this aspect of learner autonomy, reflecting that they were 

confident in their capabilities of defining the learning progressions in terms of setting 

the expected progression scores of the English oral communication ability test, 

defining the expected progression scores of the tasks, and setting the expected 

progression scores of the project with the improved level of learner autonomy from 

the moderate level to the high level in order to successfully complete the tasks and the 

independent project. 
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 Personal capabilities: Taking the initiative 

 In Table 47, the findings revealed the students’ significant development in 

taking the initiative in all of the target elements of this aspect of learner autonomy.  

 

Table  47: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Taking the 

                 Initiative 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

C. Taking the initiative 2.85 

[Moderate] 

3.86 

[High] 

1.01 -3.46 .00* -.55 

33. After the instructor or  

peers start taking actions for 

learning and teaching, I am 

confident I can self-initiate to 

take common actions 

according to the work 

prompts for completing the 

face-to-face activities.   

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.00 .00* -.47 

34. After the instructor or 

peers start taking actions for 

learning and teaching, I am 

sure I can self-initiate to take 

new actions that I newly 

create for completing the 

face-to-face activities.   

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.03 .00* -.48 

35. After the instructor or 

peers start taking actions for 

learning and teaching, I am 

confident I can self-initiate to 

take common actions 

according to the work 

prompts for completing the 

online tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.17 .00* -.50 

36. After the instructor or 

peers start taking actions for 

learning and teaching, I am 

confident I can self-initiate to 

take new actions for 

completing the online tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.14 .00* -.50 

37. Although the instructor or 

peers do not take actions for 

learning and teaching, I am 

confident I can self-initiate to 

take new actions that I newly 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.63 .01* -.42 
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create for completing the 

face-to-face activities. 

38. I am confident I can self- 

initiate to take common 

actions according to the work 

prompts for completing my 

project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.09 .00* -.49 

39. I am sure I can self-

initiate to take new actions 

for completing my project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.29 .00* -.52 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high;  b Mdn Diff refers to Median Difference 

 

 Table 47 shows significant findings of students’ development in taking the 

initiative in all of the target elements which included self-initiating to take the following 

actions: common actions according to the work prompts for completing the face-to-face 

activities after the instructor or peers start taking actions (Item 33, Mdn Pre-LAQ = 3.00, 

Mdn Post-LAQ = 4.00, Z = -3.00, r = -.47), new actions for completing the face-to-face 

activities after the instructor or peers start taking actions (Item 34, Mdn Pre-LAQ = 3.00, 

Mdn Post-LAQ = 4.00, Z = -3.03, r = -.48), common actions according to the work prompts 

for completing the online tasks after the instructor or peers start taking actions (Item 

35, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.17, r = -.50), new actions for 

completing the online tasks after the instructor or peers start taking actions (Item 36, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.14, r = -.50), new actions according to 

the work prompts for completing the face-to-face activities although the instructor or 

peers do not take actions (Item 37, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.63, r 

= -.42), and common actions according to the work prompts for completing the project 

(Item 38, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.09, r = -.49) with the improved 

level of learner autonomy from the moderate level to the high level which indicated the 

moderate effect size, and new actions for completing the project (Item 39, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.29, r = -.52) with the improved level of learner 

autonomy from the moderate level to the high level which reflected the large effect size. 

 To conclude, after taking the PBBCSI, the students significantly developed 

their learner autonomy in taking the initiative in all of the elements of this aspect of 

learner autonomy, indicating that they were confident in their capabilities of taking 

the initiative’ in terms of self-initiating to take the following actions which included 
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common actions according to the work prompts for completing the face-to-face 

activities after the instructor or peers start taking actions, new actions for completing 

the face-to-face activities after the instructor or peers start taking actions, common 

actions according to the work prompts for completing the online tasks after the 

instructor or peers start taking actions, new actions for completing the online tasks 

after the instructor or peers start taking actions, new actions according to the work 

prompts for completing the face-to-face activities although the instructor or peers do 

not take actions, common actions according to the work prompts for completing the 

project, and new actions for completing the project with changes in their level of 

learner autonomy from the moderate level to the high level to carry out the tasks and 

the project. 

 Personal capabilities: Making decisions on selecting methods or 

techniques, communication strategies, and resources 

 According to Table 48, the findings suggested the students’ significant 

development in making decisions on selecting methods or techniques, communication 

strategies, and resources in all of the target elements of this aspect of learner 

autonomy.  

 

Table  48: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Making 

                 Decisions on Selecting Methods or Techniques, Communication Strategies, 

                 and Resources 
 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

D. Making decisions on 

selecting methods or 

techniques, communication 

strategies, and resources 

3.00 

[Moderate] 

3.93 

[High] 

.93 -3.79 .00* -.60 

40. I am confident I can make  

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

face-to-face activities. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.54 .00* -.56 

41. I am confident I can make 

decisions on selecting the 

appropriate resources to 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.01 .00* -.48 
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achieve the face-to-face 

activities. 

42. I am sure I can make 

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.08 .00* -.49 

43. I am confident I can make 

decisions on selecting the 

appropriate resources to 

achieve the tasks. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.51 .00* -.56 

44. I am sure I can make 

decisions on selecting the 

appropriate methods or 

techniques to achieve the 

project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.57 .00* -.56 

45. I am confident I can make 

decisions on selecting the 

appropriate resources to 

achieve the project. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.46 .00* -.55 

46. I am confident I can  

choose the appropriate 

communication strategies or 

language expressions related 

to communication strategies 

to overcome communication 

problems or maintain the 

conversations.  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.26 .00* -.52 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high;  b Mdn Diff refers to Median Difference 

 

 According to Table 48, it could be seen that the significant findings of 

students’ development were found in making decisions on selecting methods or 

techniques, communication strategies, and resources which consisted of making 

decisions on selecting the appropriate elements as follows: methods or techniques to 

achieve the face-to-face activities (Item 40, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, 

Z = -3.54, r = -.56), resources to achieve the tasks (Item 43, Mdn Pre-LAQ = 3.00, Mdn 

Post-LAQ = 4.00, Z = -3.51, r = -.56), methods or techniques to achieve the project (Item 

44, Mdn pretest = 3.00, Mdn Pre-LAQ = 4.00, Z = -3.57, r = -.56), resources to achieve the 

project (Item 45, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.46, r = -.55), and 

communication strategies or language expressions related to communication 

strategies to overcome communication problems or maintain the conversations (Item 
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46, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.26, r = -.52) with the improved 

level of learner autonomy from the moderate level to the high level which indicated 

the large effect size, and resources to achieve the face-to-face activities (Item 41, Mdn 

Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.01, r = -.48), methods or techniques to 

achieve the tasks (Item 42, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.08, r = -

.49) with the increased level of learner autonomy from the moderate level to the high 

level which reflected the moderate effect size. 

 It could be concluded that after taking the PBBCSI, the students significantly 

developed their learner autonomy in making decisions on selecting methods or 

techniques, communication strategies, and resources in all of the elements of this 

aspect of learner autonomy, suggesting that they were sure in their capabilities of 

making decisions on selecting the following elements: methods or techniques to 

achieve the face-to-face activities, resources to achieve the face-to-face activities, 

methods or techniques to achieve the tasks, resources to achieve the tasks, methods 

or techniques to achieve the project, resources to achieve the project,’ and 

communication strategies or language expressions related to communication 

strategies to overcome communication problems or maintain the conversations’ with 

changes in their level of learner autonomy from the moderate level to the high level 

in order to accomplish the online tasks and the independent project. 

 Personal capabilities: Monitoring the task and the project completion 

procedures 

 With respect to personal capabilities in monitoring the task and the project 

completion procedures, Table 49 shows the students’ significant development in 

monitoring the task and the project completion procedures in all of the target elements 

of this aspect of learner autonomy. 
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Table  49: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Monitoring the 

                 Task and the Project Completion Procedures 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

E. Monitoring the task and 

the project completion 

procedures 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.65 .00* -.58 

47. I am confident I can 

check my steps of doing 

the tasks in the following 

aspects in the student log 

(for the task and the 

project): 

      

47.1 Time (duration of 

doing each step) 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.23 .00* -.51 

47.2 Place 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.14 .00* -.50 

47.3 Pace (duration of 

doing the entire work)  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.49 .00* -.55 

47.4 Respondents 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.46 .00* -.55 

47.5 Resources 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.10 .00* -.49 

48. I am sure I can check my 

steps of doing the 

project in the following 

aspects in the student 

log (for the task and the 

project): 

      

48.1 Time (duration of 

doing each step) 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.89 .00* -.46 

48.2 Place 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.76 .00* -.59 

48.3 Pace (duration of 

doing the entire work)  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.34 .00* -.53 

48.4 Respondents 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.51 .00* -.56 

48.5 Resources 3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.84 .00* -.61 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high;  b Mdn Diff refers to Median Difference 

 

 According to Table 49, the significant findings of students’ development in 

monitoring the task and the project completion procedures were found in all of the 
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target elements of this aspect of learner autonomy which included checking the steps 

of doing the tasks in the student log in the following elements: time (Item 47.1,              

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.23, r = -.51), place (Item 47.2,             

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z =  -3.14, r = -.50), pace (Item 47.3,             

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.49, r = -.55), respondents (Item 47.4, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.10, r = -.55), resources (Item 47.5, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.10, r = -.49) with the improved level 

of learner autonomy from the moderate level to the high level, the effect sizes of which 

were ranged from moderate to large.  

 It was remarkable that the significant findings were also found in checking the 

steps of doing the project in the student log in the following elements: time (Item 48.1, 

Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.89, r = -.46), place (Item 48.2, Mdn 

Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.76, r = -.59), pace (Item 48.3, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.34, r = -.53), respondents (Item 48.4, Mdn Pre-LAQ 

= 3.00, Mdn Post-LAQ = 4.00, Z = -3.51, r = -.56), resources (Item 48.5, Mdn Pre-LAQ = 

3.00, Mdn Post-LAQ = 4.00, Z = -3.84, r = -.61) with the increased level of learner 

autonomy from the moderate level to the high level, the effect sizes of which were 

classified into moderate to large.  

 It could be concluded that after taking the PBBCSI, the students significantly 

developed their learner autonomy in monitoring the task and the project completion 

procedures in all of the target elements, suggesting that they were confident in their 

capabilities of checking the steps of doing the tasks and the project in the essential 

elements which included time, place, pace, respondents, and resources with changes 

in their level of learner autonomy from the moderate level to the high level in order 

to complete their tasks and the project successfully. 

 Personal capabilities: Evaluating the completed tasks and the project 

 In Table 50, the students showed the significant development in evaluating  

the completed tasks and the project in all of the elements of this aspect of learner 

autonomy. 
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Table  50: Pre-LAQ and Post-LAQ Scores of Personal Capabilities: Evaluating the 

                 Completed Tasks and the Project  

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

F. Evaluating the completed 

tasks and the project  

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.38 .00* -.53 

49. I am confident I can  

evaluate the quality and 

English oral communication 

ability of my tasks in 

different aspects specified in 

the task and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.75 .01* -.44 

50. I am sure I can evaluate 

the quality and English oral 

communication ability of 

my project in different 

aspects specified in the task 

and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.33 .00* -.53 

51. I am confident I can make 

reflection on the quality and 

English oral communication 

ability of my tasks in 

different aspects specified in 

the task and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -2.70 .01* -.43 

52. I am confident I can make 

reflection on the quality and 

English oral communication 

ability of my project in 

different aspects specified in 

the task and project rubric. 

3.00 

[Moderate] 

4.00 

[High] 

1.00 -3.35 .00* -.53 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of 

learner autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = 

high, and 4.51-5.00 = very high;  b Mdn Diff refers to Median Difference 

 

 

 According to Table 50, it could be seen that the  significant findings of 

students’ development in evaluating  the completed tasks and the project were found 

in all of the elements of this aspect of learner autonomy which included evaluating 

the quality and English oral communication ability of the tasks in different aspects 

specified in the task and project rubric (Item 49, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 

4.00, Z = -2.75, r = -.44) and making reflection on the quality and English oral 
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communication ability of the tasks in different aspects specified in the task and project 

rubric (Item 51, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -2.70, r = -.43) with the 

improvement in their level of learner autonomy from the moderate level to the high 

level, indicating the moderate effect size, and evaluating the quality and English oral 

communication ability of the project in different aspects specified in the task and 

project rubric (Item 50,  Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 4.00, Z = -3.33, r = -.53) 

and making reflection on the quality and English oral communication ability of the 

project in different aspects specified in the task and project rubric (Item 51,               

Mdn Pre-LAQ = 3.00, Mdn posttest = 4.00, Z = -3.35, r = -.53), both reflecting the high 

effect size. 

 It could be seen that the students significantly developed their learner 

autonomy in evaluating  the completed tasks and the project in all of the elements of 

this aspect of learner autonomy, suggesting that after taking the PBBCSI, they were 

confident in their capabilities of evaluating the quality and English oral 

communication ability of the tasks, evaluating the quality and English oral 

communication ability of the project, making reflection on the quality and English 

oral communication ability of the tasks and making reflection on the quality and 

English oral communication ability of the project with changes in their level of learner 

autonomy from the moderate level to the high level.  

  

 C. Independent Learning 

 Table 51 shows the students’ Pre-LAQ and Post-LAQ scores of each aspect 

of independent learning. The findings did not indicate the students’ significant 

development in all of the six aspects of learner autonomy which consisted of  

determining the goals and the objectives, defining the learning progressions, taking 

the initiative, making decisions on selecting methods or techniques, communication 

strategies, and resources, monitoring the task and the project completion procedures, 

and evaluating the completed tasks and the project (Z = -1.08, -1.36, -.85, -.35, -.26, 

and -.15, respectively, p < .05) with no changes of their level of learner autonomy 

which remained at a low level. 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

221 

 

Table  51: Pre-LAQ and Post-LAQ Scores of Each Aspect of Independent Learning 

 

Statements Median 

(Mdn) 

Pre 

[Meaninga 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffb 

Z p 

 

Effect 

Size r 

Independent learning 2.00 

[Low] 

2.23 

[Low] 

.23 -.79 .43 NAc 

A. Determining the goals 

and the objectives 

2.00 

[Low] 

2.00 

[Low] 

.00 -1.08 .28 NA 

B. Defining the learning 

progressions 

2.00 

[Low] 

2.33 

[Low] 

.33 -1.36 .17 NA 

C. Taking the initiative 2.00 

[Low] 

2.00 

[Low] 

.00 -.85 .40 NA 

D. Making decisions on 

selecting methods or 

techniques, communication 

strategies, and resources 

2.00 

[Low] 

2.00 

[Low] 

.00 -.35 .72 NA 

E. Monitoring the task and 

the project completion 

procedures 

2.00 

[Low] 

2.00 

[Low] 

.00 -.26 .79 NA 

F. Evaluating the completed 

tasks and the project 

1.81 

[Low] 

2.00 

[Low] 

.19 -.15 .88 NA 

*p < .05, n = 20, a Meaning (median-based) refers to the classified or interpreted level of learner 

autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 

4.51-5.00 = very high,  b Mdn Diff refers to Median Difference, c NA refers to the effect size of 

the non-significant results that was not reported.           

 

 It could be seen that after the implementation of the PBBCSI, the students did 

not significantly develop their learner autonomy in all of the six aspects of 

independent learning, suggesting that they could not control their own responsibilities 

and capabilities in those six aspects of learner autonomy for carrying out the online 

tasks and the independent project. 

 The Pre-LAQ and Post-LAQ scores of independent learning were further 

examined to reveal more information on each of the six aspects of independent 

learning as demonstrated in Table 52. 
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Table  52: Pre-LAQ and Post-LAQ Scores of Independent Learninga 

 

Statements Median 

(Mdn) 

Pre 

[Meaningb 

Pre] 

Median 

(Mdn) 

Post 

[Meaning 

Post] 

Mdn 

Diffc 

Z p 

 
Effect 

Size  

r 

A. Determining the goals and 

the objectives 

2.00 

[Low] 

2.00 

[Low] 

.00 -1.08 .28 NAc 

54. I like the instructor and/or  

peers to decide the goals of 

learning in the PBBCSI model 

and the objectives of doing the 

independent project. 

2.00 

[Low] 

2.00 

[Low] 

.00 -1.08 .28 NA 

B. Defining the learning 

progressions 

2.00 

[Low] 

2.33 

[Low] 

.33 -1.36 .17 NA 

55. I want the instructor and/or 

peers to set the expected 

progression scores of the 

following works: 

      

55.1 Online tasks 

 

 

2.00 

[Low] 

2.00 

[Low] 

.00 -1.01 .31 NA 

55.2 Independent project 2.00 

[Low] 

2.00 

[Low] 

.00 -.22 .83 NA 

55.3 English oral 

communication ability test  

2.00 

[Low] 

2.50 

[Low] 

.00 -1.71 .09 NA 

C. Taking the initiative 2.00 

[Low] 

2.00 

[Low] 

.00 -.85 .40 NA 

56. I want the instructor and/or 

peers to offer new choices, 

ideas, and ways for learning all 

the time. 

2.00 

[Low] 

2.00 

[Low] 

.00 -.85 .40 NA 

D. Making decisions on 

selecting methods or 

techniques, communication 

strategies, and resources 

2.00 

[Low] 

2.00 

[Low] 

.00 -.35 .72 NA 

57. I prefer my instructor 

and/or peers to select the 

methods or techniques, 

communication strategies, and 

resources for learning all the 

time. 

2.00 

[Low] 

2.00 

[Low] 

.00 -.35 .72 NA 

E. Monitoring the task and the 

project completion 

procedures 

2.00 

[Low] 

2.00 

[Low] 

.00 -.26 .79 NA 

58. I want the instructor and/or 

peers to check my working 

steps in the following aspects 
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in the student log (for the task 

and the project). 

58.1 Time (duration of 

doing each step) 

2.00 

[Low] 

2.00 

[Low] 

.00 -.82 .42 NA 

58.2 Place 2.00 

[Low] 

2.00 

[Low] 

.00 -.26 .80 NA 

58.3 Pace (duration of 

doing the entire work) 

2.00 

[Low] 

2.00 

[Low] 

.00 .00 1.0

0 

NA 

58.4 Respondents 2.00 

[Low] 

2.00 

[Low] 

.00 -.39 .69 NA 

58.5 Resources 2.00 

[Low] 

2.00 

[Low] 

.00 -.73 .47 NA 

F. Evaluating the completed 

tasks and the project 
1.81 

[Low] 

2.00 

[Low] 

.19 -.15 .88 NA 

53. **I like the instructor 

and/or peers to support me all 

the time so that I can be 

confident in my learning. 

2.00 

[Low] 

2.00 

[Low] 

.00 -.79 .43 NA 

59. I believe that evaluation on 

the works needs to be done by 

the instructor and/or peers 

only. 

2.00 

[Low] 

2.00 

[Low] 

.00 -.37 .71 NA 

60. **I like the instructor 

and/or peers to identify weak 

points and errors of English 

oral communication ability in 

the following works:  

      

60.1 Face-to-face activities 2.00 

[Low] 

2.00 

[Low] 

.00 -.47 .64 NA 

60.2 Online tasks 2.00 

[Low] 

2.00 

[Low] 

.00 .00 1.0

0 

NA 

60.3 Independent project 2.00 

[Low] 

2.00 

[Low] 

.00 -.50 .61 NA 

61. **I prefer the instructor 

and/or peers to correct weak 

points and errors of English 

oral communication ability in 

the following works: 

      

61.1 Face-to-face activities 2.00 

[Low] 

2.00 

[Low] 

.00 -.88 .38 NA 

61.2 Online tasks 2.00 

[Low] 

2.00 

[Low] 

.00 -.85 .40 NA 

61.3 Independent project 2.00 

[Low] 

2.00 

[Low] 

.00 -.45 .65 NA 

Overall opinions       

62. I believe that I can achieve 

in completing the independent 

project independently of 

instructor and peer control of 

4.00 

[High] 

4.00 

[High] 

.00 -.88 .38 NA 
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responsibilities and 

capabilities. 

*p < .05, **Adapted from Alrabai (2017), Channuan (2012), and Swatevacharkul (2006). 

n = 20, a Items 53-61 were reverse coded items, b Meaning (median-based) refers to the 

classified or interpreted level of learner autonomy: 1.00-1.50 = very low, 1.51-2.50 = low, 2.51-

3.50 = moderate, 3.51-4.50 = high, and 4.51-5.00 = very high, c Mdn Diff refers to Median 

Difference, c NA refers to the effect size of the non-significant results that was not reported.           

 

 According to Table 52, the findings showed that the students did not have 

significant development in all of the elements of six aspects of independent learning 

with no changes in their levels of learner autonomy which remained at the low level. 

 With respect to determining the goals and the objectives, the students did not 

demonstrate significant development in its element of deciding the goals of learning in 

the PBBCSI and the objectives of doing the independent project (Item 54, Mdn Pre-LAQ 

= 2.00, Mdn Post-LAQ = 2.00, Z = -1.08), suggesting that they preferred their instructor 

and/or peers to help them to set the goals and the objectives for their learning. 

 As for defining the learning progressions, the students did not show significant 

development in the elements of setting the expected progression scores of the following 

works: online tasks (Item 55.1, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -1.01), 

independent project (Item 55.2, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ =  2.00, Z = -.22), and 

English oral communication ability test (Item 55.2, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 

2.50, Z = -1.71), indicating that they wanted their instructor and/or peers to support 

them to define their learning progressions in the learning process. 

 Considering the aspect of taking the initiative, the students did not have 

significant development in its element of offering new choices, ideas, and ways for 

learning all the time (Item 56, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.85), 

reflecting that they preferred their instructor and/or peers to initiate in taking actions 

for their learning. 

 In regard to making decisions on selecting methods or techniques, 

communication strategies, and resources, the students did not reveal their significant 

development in its element of ‘selecting the methods or techniques, communication 

strategies, and resources for learning all the time’ (Item 57, Mdn Pre-LAQ = 2.00,          

Mdn Post-LAQ = 2.00, Z = -.35), suggesting that they preferred their instructor and/or 

peers to make decisions on selecting appropriate methods or techniques, 
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communication strategies, and resources for carrying out the activities, the tasks, and 

the project. 

 With respect to monitoring the task and the project completion procedures, the 

students did not show significant development in the elements of checking the working 

steps in the student log in terms of time (Item 58.1, Mdn Pre-LAQ = 2.00,      Mdn Post-LAQ 

= 2.00, Z = -.82), place (Item 58.2, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.26), 

pace (Item 58.3, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = .00), respondents (Item 

58.4, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.39), and resources (Item 58.5, Mdn 

Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.73), reflecting that they preferred their 

instructor and/or peers to help them to do so. 

 When considering the aspect of evaluating the completed tasks and the project, 

the students did not demonstrate significant development in all of the elements of this 

aspect of learner autonomy which included supporting me (the student) all the time so 

that I (the student) can be confident in my (his or her) learning (Item 53, Mdn Pre-LAQ = 

2.00, Mdn Post-LAQ = 2.00, Z = -.79), evaluation on the works needs to be done by the 

instructor and/or peers only (Item 59, Mdn Pre-LAQ = 3.00, Mdn Post-LAQ = 2.00, Z = -

.37), identifying weak points and errors of English oral communication ability in terms 

of face-to-face activities (Item 60.1, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.47), 

online tasks (Item 60.2, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = .00), and 

independent project (Item 60.3, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.50), 

correcting weak points and errors of English oral communication ability in terms of 

face-to-face activities (Item 61.1, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.88), 

online tasks (Item 61.2, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.85), and 

independent project (Item 61.3, Mdn Pre-LAQ = 2.00, Mdn Post-LAQ = 2.00, Z = -.45) which 

reflected that they needed their instructor and/or peers to support them to have more 

confidence in their learning, help them evaluate their works, as well as identify and 

correct their weak points and errors of English oral communication when conducting 

their inside and outside works, as well as their independent project. 

 Remarkably, although the students did not show significant development for 

their overall opinions toward the independent learning (Item 61.3, Mdn Pre-LAQ = 2.00, 

Mdn Post-LAQ = 2.00, Z = -.45) with no improvement in their level of learner autonomy 
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which remained at the high level, the students were still confident in completing the 

independent project without direct instruction and control of the instructor. 

To summarize, after taking the PBBCSI, the quantitative findings showed that 

the students demonstrated significantly great development in both personal 

responsibilities and personal capabilities with the improvement in their levels of learner 

autonomy from the moderate to the high level.  However, they did not show significant 

improvement in independent learning without the improvement in their level of learner 

autonomy, remaining at the low level in most of the elements of independent learning.  

 To support the findings of the Pre-LAQ and Post-LAQ of each main component 

of learner autonomy (i.e. personal responsibilities, personal capabilities, and 

independent learning), qualitative data were drawn from student logs of the two pairs 

of focused students whose data were collected during phases 1 to 6, semi-structured 

interviews with twelve purposively-selected students whose data were collected at the 

end of the course to support some aspects of learner autonomy, and  observation 

checklists which consisted of the face-to-face observation checklist which observed the 

two pairs of focused students who were video-recorded while studying in class during 

phases 1 to 4 and the online observation checklist which observed those two pairs of 

focused students during phases 1 to 5 performing on Facebook such as posting the 

videos of online tasks and projects, making comments on their peer online tasks and 

projects.  One occurrence of observed behaviors in each of the face-to-face and online 

observation checklists, and the student logs was counted as one occurrence according 

to the criteria as specified in the observation checklists and the student logs (see 

Appendices D and F).  Qualitative data from those sources were analyzed according to 

three main components: personal responsibilities, personal capabilities, and 

independent learning in the six aspects of learner autonomy as previously described.  

 Concerning the results of the observation checklists, behaviors of some aspects 

of learner autonomy did not occur in both of or either face-to-face environment or 

online environment because of the reason that the objectives of the face-to-face 

activities and online tasks were not aimed to elicit behaviors in some aspects in those 

environments such as determining the goals and the objectives, defining the learning 

progressions, making decisions on selecting methods or techniques, communication 
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strategies, and resources, and monitoring the task and the project completion 

procedures.  

 As for reliability of the quantitative data of the pretest and posttest scores, the 

online tasks, and the projects, each of which was verified by the two experts (see 

Appendix P) for its inter-rater reliability.  With respect to qualitative data, it was 

assured by the intra-rater reliability for researcher’s self-consistency in coding 

information at one-month interval where disagreement needed to be rechecked and 

revised.  The qualitative findings were reported as follows. 

 Determining the goals and the objectives 

 With respect to determining the goals and the objectives, according to the 

student logs of the two pairs of focused students in terms of determining the goals 

during phases 1 to 6, the findings showed the students’ development in learner 

autonomy of personal responsibilities, personal capabilities, and independent learning 

in terms of determining the goals and the objectives, initially with little instructor 

support (e.g. some comments on student logs) and peer support (because of task 

characteristics that needed the students to work in pairs) and eventually without direct 

instruction, instructor and peer support, and control of the instructor to complete their 

independent projects. 

 In the student logs, the students attempted at and were capable of writing the 

goals related to applying the knowledge to their future careers and everyday life 

situations with few grammatical errors for tasks 1, 2, and 3 of phases 1, 2, and 3, 

respectively, initially with little instructor support on giving comments and 

suggestions on their student logs and eventually without instructor and peer support 

when coming to carry out their independent projects of phases 4 to 6 after they got 

training on how to set and write the goals and the objectives on the introduction week 

such as “Apply the knowledge acquired on the job and can be applied to everyday” 

(Focused pair 1, task 1), “We can communicate more pronunciation and fluently” 

(Focused pair 2, task 3), and “Apply the knowledge acquired on the job and can be 

applied to everyday” (Focused student 1, project). 

 Likewise, as for the determining the objectives, the students demonstrated 

their attempts and capabilities to write the objectives specified for improving their 

language skills, especially grammar and communication skills for tasks 1, 2, and 3 of 
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phases 1, 2, and 3, respectively, initially with little instructor support on giving 

comments and suggestions on their student logs and eventually without instructor and 

peer support when dealing with their independent projects of phases 4 to 6 such as 

“Practice using grammar and speaking English” (Focused pair 1, task 1), “Can use 

English skill for communication” (Focused pair 2, task 2), “Able to analyze and 

summarize data from questionnaires” (Focused pair 1, task 3), and “Apply the 

knowledge to solve communication problems ex. asking for confirmation or get more 

information” (Focused student 2, project). 

 As such, the behaviors of determining the goals and the objectives as 

previously described showed that the students gradually developed their learner 

autonomy of personal responsibilities, personal capabilities, and independent learning 

in the aspect of determining the goals and the objectives to conduct their online tasks, 

initially with little instructor support on comments and suggestions on the student 

logs, and peer support on working in pairs, and eventually without instructor and peer 

support when they came to carry out their projects, thus indicating that they were 

willing to take responsibilities for and confident in their capabilities of determining 

the goals and the objectives to complete their independent projects without direct 

instruction, instructor and peer support, and control of the instructor to complete their 

independent projects after taking the PBBCSI. These findings indicated the 

discrepancy against the quantitative findings that the students did not significantly 

develop their learner autonomy of personal responsibilities (see Table 37) and 

independent learning (see Table 51) in the aspect of ‘determining the goals and the 

objectives’ after taking the PBBCSI. 

 Defining the learning progressions 

 When considering the aspect of defining the learning progressions, the 

occurrences of observed behaviors of three main components of learner autonomy 

including personal responsibilities, personal capabilities, and independent learning 

from the online observation checklist were plotted into different graphs as 

demonstrated in Figure 10. 
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Figure  10: Occurrences of Observed Behaviors in Defining the Learning 

                   Progressions in Online Environment  

        

 According to Figure 10, the occurrences of observed behaviors of learner 

autonomy of three main components in defining the learning progressions were equal 

and remained at 6.67 percent during phases 1 to 3, and then increased to 13.33 percent 

in phases 4 and 5.  During phases 1 to 3, one pair of focused students did not submit 

their tasks before the due date and time, but in phases 4 and 5 all of the four focused 

students submitted their independent projects before the due date and time.  It could 

be seen that the students’ development in learner autonomy of three main components 

in defining the learning progressions in aspect of submitting their tasks and projects 

before due date and time was at a standstill before moving up to achieve their learner 

autonomy, since some students could submit their tasks before the due date and time 

at the beginning and during of the model with little instructor support via specifying 

the due date and time on the PBBSCI syllabus, and with peer support because of 

characteristics of pair tasks, and eventually without instructor and peer support when 

dealing with their projects.  This was because all of the students developed themselves 

well in three main components of learner autonomy when they submitted their 

independent projects before the due date and time. 

 It was interesting that the occurrences of observed behaviors of learner 

autonomy of three main components in defining the learning progressions in terms of 

submitting their tasks and projects before the due date and time were equal which 

suggested that there was relationship between personal responsibilities, personal 

capabilities, and independent learning as one interviewed student pointed out in the 
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semi-structured interviews that “Like previous tasks, confidence leads to willingness 

to do works.  It means it must start from confidence, so we want to do [them]” (Student 

7).  However, the relationship between personal responsibilities, personal capabilities, 

and independent learning was beyond the objective of this present study, so more 

details of this point were not discussed. 

 As for the findings from the student logs in the aspect of defining the learning 

progressions, two pairs of the focused students attempted and were able to give 

expected progression scores on the task and project rubric for all of the three tasks 

without instructor support but with peer support due to characteristics of pair tasks. 

Eventually, all of the four focused students also showed their attempts and capabilities 

to mark the expected progression scores on the task and project rubric for the 

independent projects without instructor and peer support.  These findings showed that 

they gradually developed their learner autonomy of personal responsibilities, personal 

capabilities, and independent learning in defining the learning progressions by means 

of giving expected progression scores on the task and project rubric to complete the 

tasks with peer support (due to task characteristics of tasks that needed the students 

to work in pairs) and eventually without direct instruction, instructor and peer support, 

and control of the instructor when completing their independent projects. 

 Therefore, the findings from the student logs also showed the students’ 

development of learner autonomy of personal responsibilities, personal capabilities, 

and independent learning in defining the learning progressions similar to the findings 

from the online observation checklist previously described, thus suggesting that the 

students were willing to take responsibilities for and were confident in their 

capabilities of defining their learning progressions in order to complete their 

independent projects eventually without direct instruction, instructor and peer 

support, and control of the instructor after taking the PBBCSI.  However, these 

findings indicated the discrepancy against the quantitative findings that the students 

did not significantly develop their learner autonomy of personal responsibilities (see 

Table 37) and independent learning (see Table 51) in the aspect of defining the 

learning progressions after taking the PBBCSI. 
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 Taking the initiative 

 As for taking the initiative, consistent with some quantitative findings, the 

findings from the face-to-face observation checklist indicated the students’ 

development in learner autonomy of personal responsibilities, personal capabilities, and 

independent learning in taking the initiative that could be reflected through the 

occurrences of observed behaviors as illustrated in Figure 11. 

 

 

Figure  11: Occurrences of Observed Behaviors in Taking the Initiative: 

                   Face-to-face Environment  

  

 According to Figure 11, the occurrences of observed behaviors in three main 

components of learner autonomy in taking the initiative in face-to-face environment 

were at 5.73 percent in phase 1, rose to 8.30, 8.90, and 10.71 in phases 2, 3, and 4, 

respectively, suggesting that the students gradually developed themselves to achieve 

learner autonomy of personal responsibilities, personal capabilities, and independent 

learning in taking the initiative after taking the PBBCSI.  To complete the activities in 

the face-to-face environment during phases 1 to 4, the students attempted at and were 

capable of self-initiating to take many actions in three main categories: self-initiation 

with (after) instructor-or-peer initiation to take common actions necessary for 

completing the activities according to the work prompt of instructions, self-initiation 

with (after) instructor-or-peer initiation to take new actions that they newly created for 

learning, and self-initiation without instructor-or-peer initiation to take new actions for 

learning. 
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 As for self-initiation with (after) instructor-or-peer initiation to take common 

actions necessary for completing the activities according to the work prompt of 

instructions, the evidence of this category included that the students formed the pairs, 

listened to and watched YouTube clips, discussed and noted down their ideas and 

shared them to their pairs, helped type answers on the Google Doc tables, and 

participated in presenting face-to-face activities in front of the class in order to be 

commented by instructor and peers. These common actions emerged when the students 

attempted and were able to do the face-to-face activities after the instructor gave and 

explained the instructions with some examples and suggestions. Moreover, their peers 

might explain and give ideas to them so that they could complete the activities. 

 With respect to self-initiation with (after) instructor-or-peer initiation to take 

new actions that the students newly created for learning, they encouraged their pairs to 

participate in doing the activities by turning to their pairs to start doing the activities. 

They also acted as leaders in doing activities such as asking their pairs to repeat the 

questions.  In addition, they asked other pairs about what they were not sure.  

 To deal with their face-to-face activities, they initially needed instructor and 

peer support which could be seen when the focused students asked questions with their 

adjacent peers to clarify the points that they had problems with in order to complete 

their activities.  The students’ occurrences of asking questions with the instructor and 

peers reduced when they came to deal with the activities in phases 3 and 4 since they 

had learning experience from previous phases. 

 When facing more problems with vocabulary although the activities were 

equipped with ‘Video Vocabulary’ (see Figure 12), they looked up the word meaning 

on online dictionary while listening to YouTube clips and other face-to-face activities, 

and sometimes opened scripts when listening to YouTube clips in order to complete the 

activities.  These new actions occurred when the students attempted and were able to 

do the face-to-face activities after the instructor gave and explained the instructions 

with some examples and suggestions.  In addition, their peers might explain and give 

ideas to them, so the students chose their new choices that they self-created to take new 

actions in order to complete their activities effectively. 
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 Figure  12: Unit 1, Activity A with the Supplementary ‘Video Vocabulary’ 

  

 With regard to self-initiation without instructor-or-peer initiation to take new 

actions for learning, the students looked up the word meaning on online dictionary 

(most of the times, English-Thai dictionary, and sometimes, Thai-English dictionary) 

when dealing with activities of step 2 ‘Presentation’ of Activity A, ‘Vocabulary before 

listening’ and Activity B, and ‘Listening comprehension’ (see Figure 13).  This new 

action emerged when the individual students chose their own choice that they self-

created to take this new action to complete their activities effectively which showed 

that the individual students attempted at and were capable of dealing with the face-to-

face activities without the instructor and peer support such as instructions, explanations, 

and suggestions. 

 

 

       Figure  13: Unit 2, Students’ Looking up the Word Meaning on Online 

                          Dictionary 
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 Similar to the findings from the face-to-face observation checklist, the findings 

from the online observation checklist also indicated the students’ development in 

learner autonomy of three main components which included personal responsibilities, 

personal capabilities, and independent learning in the aspect of taking the initiative that 

could be seen through the occurrences of observed behaviors as illustrated in Figure 14. 

 

 

Figure  14: Occurrences of Observed Behaviors in Taking the Initiative: Online 

                   Environment 

 

  According to Figure 14, the occurrences of observed behaviors in three main 

components of learner autonomy in taking the initiative in online environment were at 

7.78 percent in phase 1, slightly decreased to 6.67 percent in phases 2 and 3, and rose 

to 12.22 percent in phases 4 and 5, indicating the students’ development in learner 

autonomy of personal responsibilities, personal capabilities, and independent learning 

in taking the initiative with some inconsistent development (i.e. a bit decrease and 

increase in learner autonomy development) during their development process to 

achieve learner autonomy.  To complete the tasks and the independent projects in the 

online environment during phases 1 to 5, the students exhibited their attempts and 

capabilities to self-initiate to do many actions in two main categories which consisted 

of self-initiation with (after) instructor-or-peer initiation to take common actions 

necessary for completing the online tasks and the independent projects according to the 

work prompt of instructions and self-initiation with (after) instructor-or-peer initiation 

to take new actions that they newly created for learning. 
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 As for self-initiation with (after) instructor-or-peer initiation to take common 

actions necessary for completing the online tasks and the independent projects 

according to the work prompt of instructions, overall, after the students received the 

instructor’s and peers’ instructions, explanations, or suggestions on the tasks and the 

projects, the students attempted at and were capable of completing them according to 

the instructions without instructor support for the tasks, and without direct instruction, 

instructor and peer support, and control of the instructor for the projects.  In addition, 

they posted their videos of tasks and projects on the Facebook group, and gave 

comments on them before the due date and time.  

 With respect to self-initiation with (after) instructor-or-peer initiation to take 

new actions that they newly created for learning in phase 1, one focused student 

encouraged her peers to give comments on the videos posted on Facebook.  However, 

the behavior in encouraging peers to give comments on the videos did not occur again 

since phase 2, causing a little decrease of occurrences of behaviors in this kind of 

actions during phases 2 and 3 (see Figure 14).  In phases 4 and 5, the occurrences of 

behaviors in this kind of actions rose again when carrying out their independent 

projects.  For instance, focused student 1 self-initiated to take new actions by posting 

the correct way to submit their projects in .pptx form (PowerPoint form) (see Figure 

15) in the ‘consultation box’ on Facebook group in which the students asked the 

instructor or peers the questions to deal with their works. 

 It was interesting that the characteristics of questions in phases 1 and 5 were 

different in that in phase 1 the questions were mainly about how to do the tasks but in 

phase 5 the questions were about project submission because the students needed to 

make sure they submitted their projects before the due date and time.  

 However, there were no occurrences of behaviors related to self-initiation 

without instructor-or-peer initiation to take new actions for learning when compared 

with the findings from the face-to-face observation checklist.  It might be due to the 

reason that the students attempted to complete the tasks according to the instructions 

only.  
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Figure  15: Correct Way to Submit the Independent Projects Posted by 

                   Focused Student 1 

 

 To conclude, the findings from both the face-to-face and online observation 

checklists reflected that the students gradually developed their learner autonomy of 

personal responsibilities, personal capabilities, and independent learning in taking the 

initiative which initially they needed instructor’s and peers’ initiation on task 

explanations and suggestions in phase 1, and as such they were willing to and able to 

complete the tasks without instructor and peer support in phases 2 and 3.  Then, they 

applied what they learned and practiced to start carrying out their independent projects 

since phase 4.  However, the findings from the checklists were limited in phases 1 to 4 

in face-to-face environment and phases 1 to phase 5 in online environment.  Therefore, 

these findings needed to be supported by the findings from the student logs and the 

semi-structured interviews in the following sections. 

 Congruent with the findings from both the face-to-face and online observation 

checklists, the findings from the student logs demonstrated the students’ development 

in learner autonomy of personal responsibilities, personal capabilities, and independent 

learning in taking the initiative during phases 1 to 6 which the students showed their 

attempts and capabilities of self-initiating to take many actions in two main categories 

which consisted of self-initiation with (after) instructor-or-peer initiation to take 

common actions necessary for completing the online tasks and the independent projects 

according to the work prompt of instructions and self-initiation with (after) instructor-

or-peer initiation to take new actions that they newly created for learning.  

 When considering self-initiation with (after) instructor-or-peer initiation to take 

common actions necessary for completing the online tasks and the independent projects 
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according to the work prompt of instructions, the students gradually developed 

themselves for filling out the student logs with more details task by task and eventually 

their independent projects (see Appendices H and I). 

 With regard to self-initiation with (after) instructor-or-peer initiation to take 

new actions that they newly created for learning, the students changed to use self-

selected platforms such as ‘Discord’ instead of instructor-recommended ones such as 

Skype, Facebook Messenger, etc. for oral communication platforms, and ‘Bandicam’ 

instead of ‘Ocam’ for recording the screen while doing the tasks and the projects. 

 As such, these findings of students’ self-initiation after instructor-or-peer 

initiation to take common and new actions previously described suggested that the 

students were willing and able to self-initiate to do many common and new actions to 

complete their tasks and independent projects. 

 Similar to the findings from the online observation checklist, the findings from 

the student logs did not show the occurrences of observed behaviors of students’ self-

initiation without instructor-or-peer initiation to take new actions for carrying out the 

tasks and the projects because they filled out the information according to the 

requirements of each part of the student log and carried out the tasks and the projects 

according to the instructions of the tasks and the projects, and according to their 

application of what they learned and practiced in the previous tasks of previous phases. 

 Also, from the semi-structured interviews, most of the interviewed students 

reflected their willingness to take responsibilities for and confidence in their capabilities 

in taking different actions which contributed to their independent learning in order to 

complete the face-to-face activities, the online tasks, and the independent project or so-

called works as follows. 

 With respect to self-initiation with (after) instructor-or-peer initiation to take 

common actions necessary for completing the works according to the work prompt of 

instructions (e.g. giving explanations, examples, guidelines, choices, or ideas), most of 

the interviewed students were willing to self-initiate to take common actions as 

previously described such as forming pairs, listened to and watched YouTube clips, 

discussed and shared ideas with their peers, giving comments on peers’ tasks and 

projects before the due date and time, etc. because self-initiating to take common 
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actions helped them develop their English oral communication ability, especially their 

vocabulary. 

 

 “I am willing to do so because we are studying this [doing tasks and projects], 

if we want to improve what we want to understand, we must practice or work on it as 

assigned in order to develop our skills [English oral communication ability].”  

                    (Student 1) 

  

 “I am willing to do so because it’s an opportunity to learn new words and watch 

YouTube clips. When I don’t know the meaning of words, I search [on the Internet], 

making me want to learn and feel more confident in using words.” 

                    (Student 4) 

  

 In addition, one interviewed student pointed out that self-initiation with (after) 

instructor-or-peer initiation gave benefits for further doing works (i.e. face-to-face 

activities, online tasks, and independent projects). 

  

 “I am willing to do so because after the instructor or peers say [or explain], 

this makes us know what we should start, so it also makes us confident to do right 

things.” (Student 12) 

  

 In terms of confidence in capabilities to do works after instructor-or-peer 

initiation to take common actions, most of the interviewed students reflected that they 

were more confident in the dealing with works after they got instructor explanations, 

especially on the concepts and the steps of doing works.  

 

 “I feel more confident. I mean if the instructor explains about works or explains 

about the concepts and steps of works, this makes me confident of what I am going to 

do is correct, so I feel more confident to start doing works.” (Student 1) 

 

 “It means after getting the instructor’s explanations, I understand what the 

instructor wants me to do, so I do works with confidence.” (Student 3) 
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 In addition, the finding revealed that the students showed their attempts to 

complete works by different ways to increase their confidence in their capabilities to 

tackle works. 

 

 “Before starting to work, I myself read instructions again…to make sure there 

are no missing points to do works.” (Student 7) 

 

 “I try on searching [information] by myself. I want to do it by myself and search 

by myself. If there are words that I don’t know their meanings, I try on looking up their 

meanings on the dictionary and remember them.” (Student 4) 

 

 As for self-initiation with (after) instructor-or-peer initiation to take new 

actions that they newly created for learning, most of the interviewed students reflected 

that they were willing to conduct their works because the new actions were useful for 

them to complete the works.  To do so, they searched for new knowledge to solve 

problems by means of different ways such as looking up the meaning of words on online 

dictionary, searching more information on the Internet, etc. 

  

 “I may feel willing because I can look up word meaning on a dictionary [online 

dictionary]… when I want to know word meaning, I go search for the meaning.” 

(Student 3) 

  

 “I am willing to do so like the previous question. I can learn new things that I 

don’t know, so I try to search for [more information].” (Student 4) 

 

 In addition, some interviewed students also reported that they were willing to 

self-initiate to take new actions with (after) instructor-or-peer initiation after they had 

ideas, so they could initiate their peers to complete the works. 

  

 “I am willing to do so because after I have ideas, I will initiate my pair that I 

have this idea, how about you? And then conclude the ideas before conducting the 

works.” (Student 12) 
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 “Most of the times I initiate my pair and tell her to start doing works.”  

                                (Student 7) 

 

 One interviewed student added that score rewarding was one reason that he was 

willing to self-initiate to take new actions after instructor-or-peer initiation to complete 

the works. 

 

 “…Actually, the works must be completed. And scores are one of the reasons 

that the works must be completed…”  (Student 8) 

  

 In terms of confidence in capabilities to do works after instructor-or-peer 

initiation to take new actions, most of the interviewed students revealed that they were 

confident in their capabilities in dealing with the works because they required better 

ways to complete their works. 

 

 “I am confident because if there is another way to do works, and if I have better 

ways to do so I will propose them [to my pair] or apply them to conduct works 

successfully.” (Student 1) 

 

 “…I am confident because everything should start from confidence that is 

enough to initiate peers to do works, activate them to do works, look for appropriate 

ways, or search more information for more appropriate ways to carry out the project.” 

(Student 7) 

  

 Regarding self-initiation without instructor-or-peer initiation to take new 

actions for learning, most of the interviewed students reflected that the main factor if 

they were willing to self-initiate to take new actions without instructor-or-peer initiation 

depended on their understanding of works. 

 “If I don’t understand the works, I don’t want to do them, but if I understand 

them, I am willing to conduct and find better ways to deal with them successfully.”  

          (Student 1) 
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 “When I understand the work, it means its scope is clear, so I can start doing 

the work, so I can initiate my peers to do the work.” (Student 7) 

 

 Interestingly, one interviewed student reflected a self-awareness of taking 

responsibilities for doing the works that taking new actions without instructor-or-peer 

initiation in order to complete the works was such a thing that the students had to do 

because it was their responsibilities or duties as shown in this conversation:  

 

 Interviewer:  How can you know that you have to do works? 

 Student 8:  I have to do. 

 Interviewer: Why do you have to do them? 

 Student 8: They are duties.  

 

 When considering the confidence in capabilities of doing works without 

instructor-or-peer initiation to take new actions, most of the interviewed students were 

confident in their capabilities of conducting the works due to availability of various 

choices to complete the works which meant that they felt confident in their capabilities 

of searching for and selecting the appropriate choices to deal with their works 

successfully as demonstrated in the following excerpts of their answers. 

 

 “Because I think there are many choices to get answers such as online 

dictionary, Google that the answers can be found there.” (Student 8) 

 

 “I am confident because we have to search for many ways to conduct the works 

successfully.” (Student 12) 

 

 In addition, one interviewed student also pinpointed that “needs to learn” 

(Student 1) were one of the reasons that helped her feel confident in her capabilities in 

taking new actions to tackle the works without instructor-or-peer initiation. 

 To summarize, it was evident that the findings from the face-to-face and online 

observation checklists, and the student logs indicated the students’ development in 

learner autonomy of personal responsibilities, personal capabilities, and independent 
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learning in terms of taking the initiative with gradual development in face-to-face 

environment, and with some inconsistent development (i.e. a bit decrease and increase 

in learner autonomy development) before rising up in their learner autonomy 

development in online environment.  To complete the works, the students mainly 

performed three kinds of actions which included self-initiation with (after) instructor-

or-peer initiation to take common actions necessary for completing the works (i.e. the 

activities, the tasks, and the projects) according to the work prompt of instructions, self-

initiation with (after) instructor-or-peer initiation to take new actions that they newly 

created for learning, and self-initiation without instructor-or-peer initiation to take new 

actions for learning as previously described.  The students demonstrated all of three 

kinds of actions in face-to-face environment to carry out the face-to-face activities, 

while they performed the first two kinds of actions in online environment and in the 

student logs to conduct the online tasks and eventually the independent projects which 

might be caused by the main reasons that the students filled out the information on the 

student logs according to their requirements and conducted the online tasks and the 

projects according to their instructions.  

 As such, these two kinds of actions showed that the students were willing to 

take responsibilities for and confident in their capabilities of taking the initiative after 

they initially gained instructor-or-peer initiation (e.g. instructions, explanation, 

suggestions) so that eventually they completed their projects without direct instruction, 

instructor and peer support, and control of the instructor. 

 The findings from the semi-structured interviews gave more details and were 

also in congruence with the findings of the face-to-face and online observation 

checklists, and the student logs.  In addition, the qualitative findings from all of the 

sources as previously mentioned were consistent with the quantitative findings of two 

main components of learner autonomy that overall the students had the development in 

learner autonomy of personal responsibilities (see Table 37) and personal capabilities 

(see Table 44) in taking the initiative, while the qualitative findings showed the 

discrepancy against the quantitative findings which the students did not demonstrate 

their significant development in learner autonomy of independent learning (see Table 

51) in the aspect of taking the initiative for completing the works as previously 

described. 
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 Making decisions on selecting methods or techniques, communication 

strategies, and resources 

 With respect to making decisions on selecting methods or techniques, 

communication strategies, and resources, the findings from the face-to-face 

observation checklist in the face-to-face environment indicated the students’ 

development in the aspects of personal responsibilities, personal capabilities, and 

independent learning in making decisions on selecting methods or techniques and 

resources, except communication strategies as shown in Figure 16.  The occurrences 

of observed behaviors in this aspect were at 5.88 percent in phase 1, went up to 6.54, 

9.15, and 11.76 percent in phases 2, 3, and 4, respectively, suggesting that the students 

gradually developed themselves to achieve learner autonomy of personal 

responsibilities, personal capabilities, and independent learning in the aspect of 

making decisions on selecting methods or techniques and resources after taking the 

PBBCSI.  

 

 

Figure  16: Occurrences of Observed Behaviors in Making Decisions on Selecting 

                   Methods or Techniques, Communication Strategies, and Resources in 

                   Face-to-face Environment 

 

 The occurrences of observed behaviors in face-to-face environment 

previously mentioned included that the students attempted to collaboratively (i.e. 

working together on the same steps of doing the activities) conduct the activities most 

of the times due to the time constraint to complete them within the allocated time.  For 

example, they tried to work on Google slides so they could help each other 
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collaboratively work on the same slides at the same time but from different computers 

(see Figure 17).   In addition, after the students received instructions, explanations, 

and suggestions to carry out the activities, initially they needed little instructor support 

on suggestions to deal with their activities, but still needed peer support when working 

in pairs.  The occurrences of observed behaviors in completing the activities by means 

of using different methods or techniques and resources, initially with peer support and 

eventually without instructor support as previously described on making decisions on 

selecting methods or techniques and resources suggested the students’ willingness to 

take responsibilities for and confidence in their capabilities of carrying out the 

activities in face-to-face environment, contributing to their development in learner 

autonomy of personal responsibilities, personal capabilities, and independent learning 

in making decisions on selecting methods or techniques and resources. 

 It was noted that the occurrences of observed behaviors in making decisions 

on selecting communication strategies both in face-to-face and online environments 

were not collected because in face-to-face environment, it was very difficult to collect 

and analyze students’ decisions on selecting communication strategies.  Moreover, 

due to time constraints, the students planned to use the communication strategies for 

the activities, but the planned-to-use communication strategies were not gathered as 

empirical evidence in this environment.  In online environment, the students needed 

to reflect their decisions on selecting communication strategies on the student logs in 

‘Planning the procedure’ for doing their online tasks and independent projects. 

However, they did not do so, but used communication strategies in their videos of 

online tasks and projects.  

 

 

Figure  17: Students’ Collaboration on Google Slides 
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 Similar to the findings from the face-to-face observation checklist, the 

findings from the student logs in terms of making decisions on selecting methods or 

techniques and resources during phases 1 to 6 revealed the students’ attempts and 

confidences in capabilities to make decisions on selecting methods or techniques and 

resources initially with little instructor support (e.g. giving some comments on their 

student logs) and peer support (due to characteristics of tasks that needed them to 

work in pairs) for dealing with their tasks (phases 1 to 3) and eventually without 

instructor and peer support for completing their independent projects (phases 4 to 6).  

 Concerning selecting methods or techniques, on part III ‘Planning the 

procedure’ on the student logs (see Appendices H and I), the students changed to use 

self-selected oral communication platforms as their new choices which were more 

appropriate for doing the following online tasks and projects such as ‘Discord” instead 

of instructor-recommended platforms such as Skype, Facebook Messenger, etc. and 

‘Bandicam’ instead of ‘Ocam’ for recording the screen when carrying out their online 

tasks and projects as previously described in self-initiating to take new actions in order 

to accommodate their working process according to time, place, and pace as specified 

in the table of ‘Planning the procedure.’  

 Regarding selecting another methods or techniques as reflected in the column 

of ‘Respondents’ in which the students assigned responsibilities for each person when 

conducting tasks 1 to 3 of phases 1 to 3 (see Figure 19).  In doing so, the students 

cooperatively conducted task 1 in which they allocated each person to take 

responsibilities for each step of doing the entire work.  For the following tasks, they 

collaboratively (i.e. both students worked together for each step of the entire work) 

and cooperatively carried out the tasks in order to facilitate their working process 

according to time (duration of doing each step of the entire work), place (meeting 

places and selected social platforms), and pace (duration of doing the entire work), in 

order to carry out their tasks before the due date and time with little instructor support 

(e.g. giving some comments on student logs) and peer support (due to task 

characteristics that needed them to work in pairs) and eventually to complete their 

independent projects without instructor and peer support on selecting methods or 

techniques and resources, as well as communication strategies that were shown in 

their videos but not analyzed in this study.   
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 With respect to selecting resources as demonstrated in the column of 

‘Resources’ (see Figure 18), the students selected appropriate resources on the 

Internet to best conduct their tasks and independent projects.  

  

 

Figure  18: ‘Planning the procedure’ on the Student Log 

 

 It was evident that students’ behaviors reflected from the student logs in 

‘Planning the procedure’ in terms of selecting new methods or techniques using self-

selected oral communication platforms, allocating work via cooperation and 

collaboration, and choosing appropriate resources to complete the purposes of 

different tasks and independent projects supported the students’ development in 

learner autonomy of personal responsibilities, personal capabilities, and independent 

learning in the aspect of making decisions on selecting methods or techniques and 

resources, initially with little instructor support (e.g. giving some comments on 

student logs) and peer support (due to task characteristics that needed them to work 

in pairs) and eventually without instructor and peer support to complete their 

independent projects. 

 Evidence of behaviors in making decisions on selecting communication 

strategies was not found in the face-to-face and online observation checklists, and 

even the student logs since this aspect was not investigated both in face-to-face and 
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online environments.  As for the student logs, the students did not report the use of 

communication strategies in ‘Planning the procedure,’ but those communication 

strategies were employed in the videos of the online tasks and the independent 

projects which were not analyzed in this study.  However, from the researcher’s 

observation while scoring students’ tasks and projects, the students mainly employed 

three communication strategies, including asking for clarification, asking for 

confirmation, and the use of fillers and hesitation devices, while the circumlocution 

strategy was rarely used in their tasks and was not used in projects.  These findings 

were in line with the quantitative findings from the test tasks previously described 

that the students employed only three communication strategies, consisting of asking 

for clarification, asking for confirmation, and the use of fillers and hesitation devices, 

except the circumlocution strategy that is used for describing the target words that the 

speaker cannot remember, possibly due to the fact that the students were studying in 

the computer engineering field, thus having no difficulty using the technical terms 

related to different topics of test tasks naturally. 

 Furthermore, based on the semi-structured interviews, the interviewed 

students employed those three frequently used communication strategies in order to 

solve communication problems as follows. 

   As for the asking for clarification strategy, it was used to inquire the speaker 

or interlocutor to explain the target problem utterances: “I have little knowledge of 

vocabulary, so I ask my friends about its meaning.” (Student 4)  

 With respect to the asking for confirmation, it was used to check if the 

interlocutor understood what the speaker has said or to confirm what the speaker has 

heard or understood was correct: “I usually use this strategy with my friends, 

sometimes I ask my instructor if what I have understood is correct, or if it means like 

this, so I ask for raising my confidence.” (Student 7) 

  

 Regarding the use of fillers and hesitation devices, it was employed to obtain 

more time to think before continuing further utterances:  

 

 “I use this strategy to buy time to think about appropriate vocabulary because 

I have limited knowledge of vocabulary.” (Student 1)  
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 “Sometimes when my friends speak to me and I cannot answer immediately, 

so I need to extend more time to think to avoid dead air.” (Student 12) 

  

 As for the circumlocution strategy, the reasons that most of the interviewed 

students did not use this strategy because it was more difficult for them to describe 

the target words due to their limited language knowledge, so they tried to use other 

words instead. 

 

 “…because I am not good at English. It needs to explain [the target words] a 

lot and I have to know their meanings.” (Student 4) 

 

 “It’s difficult to explain the words, so I use other words instead.” (Student 1) 

 

 “…because when explaining something, it needs a combination of words, 

possibly it needs more than that combination, so it is difficult for me to do so…” 

(Student 8) 

 

 To conclude, the findings from the face-to-face and online observation 

checklists, and the student logs reflected that the students gradually developed their 

personal responsibilities, personal capabilities, and independent learning in making 

decisions on selecting methods or techniques and resources, especially on new 

methods and resources as their new choices which were more appropriate to support 

their working process according to time, place, and pace in order to accomplish their 

activities, tasks, and projects effectively, initially with little instructor support (e.g. 

giving some comments on student logs) and peer support (because of task 

characteristics that needed the students to work in pairs) and eventually without 

instructor and peer support to complete their independent projects which meant that 

the students were willing to take responsibilities for and confident in their capabilities 

of making decisions on selecting methods or techniques and resources to complete 

their independent projects without direct instruction, instructor and peer support, and 

control of the instructor after taking the PBBCSI.   These qualitative findings were in 
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accordance with the quantitative findings that overall the students showed their 

development of personal responsibilities (see Table 37) and personal capabilities (see 

Table 44) in making decisions on selecting methods or techniques and resources, 

except communication strategies which were not found in the qualitative sources 

because this aspect was not investigated in the face-to-face observation checklists and 

were not found in the online observation checklists, and the students did not mention 

the use of communication strategies in the student logs as previously described.  

 However, the qualitative findings from the face-to-face and online observation 

checklists, and the student logs showed the discrepancy against the quantitative 

findings that the students did not have significant development in independent 

learning (see Table 51) in the aspect of making decisions on selecting methods or 

techniques, communication strategies, and resources. 

 Monitoring the task and the project completion procedures 

 With respect to monitoring the task and the project completion procedures, the 

findings from the student logs (see Appendices H and I) in terms of monitoring the 

task and the project completion procedures during phases 1 to 6 showed the students’ 

development in learner autonomy of personal responsibilities, personal capabilities, 

and independent learning in terms of monitoring the task and the project completion 

procedures, initially with little instructor support (e.g. giving some comments on 

student logs) and peer support (because of task characteristics that the students needed 

to work in pairs) and eventually without instructor and peer support to complete their 

independent projects. 

 In phase 1, one pair of the focused students did not monitor their working steps 

on the student log.  Later, two pairs of focused students gave more information on 

their monitoring the task and the project completion procedures when they stepped 

into more phases of doing online tasks and projects and reflected that checking the 

steps of doing those works helped them “work in a sequence of steps and 

accommodate [doing] the tasks efficiently” (Focused pair 1, task 2), especially phase 

3 (task 3) and phases 4 to 6 (independent project) in which they gave specific details 

to improve their tasks and more details of their monitoring as follows: 
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 “[We] should add a plan to review the data we analyze and summarize to 

increase the efficiency of the work and complete the work with perfection.” (Focused 

pair 1, task 3) 

 

 “The plan helps achieve the project effectively. It helps me save time for doing 

project because the plan makes me know what to do next and resources that should 

be used to do the project.” (Focused student 3, independent project) 

 

 According to the students’ reflections on the student logs, it could be seen that 

the students attempted at and were able to give more information on their monitoring 

the task and the project completion procedures when they stepped into more phases 

of doing tasks and projects, initially with little instructor support (e.g. giving some 

comments on student logs) and peer support (due to pair task characteristics) and 

eventually without instructor and peer support to complete their independent projects, 

suggesting the students’ development of personal responsibilities, personal 

capabilities, and independent learning in monitoring the task and the project 

completion procedures which meant that they become more willing to take 

responsibilities for and confident in their capabilities of monitoring their working 

process for completing their independent projects without direct instruction, instructor 

and peer support, and control of the instructor, thus supporting the quantitative 

findings that the students significantly developed their learner autonomy of personal 

responsibilities (see Table 37) and personal capabilities (see Table 44) in monitoring 

the task and the project completion procedures, but showed the discrepancy against 

the quantitative findings of independent learning in this aspect (see Table 51). 

 Evaluating the completed tasks and the project 

 In consideration of evaluating the completed tasks and the project, Figure 19 

shows the occurrences of observed behaviors of three main components of learner 

autonomy consisting of personal responsibilities, personal capabilities, and independent 

learning from the online observation checklist in online environment which remained 

at 9.09 percent during phases 1 to 5 for personal responsibilities and personal 

capabilities.  As for independent learning, the occurrences of observed behaviors were 
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at 0 percent, then increased and remained at 9.09 percent the same as those of the first 

two components. 

 

 

Figure  19: Occurrences of Observed Behaviors in Evaluating the Completed Project 

                   in Online Environment 

 

 However, the graph of the occurrences could not reveal real occurrences of 

observed behaviors in this aspect due to the fact that their occurrences of observed 

behaviors came to the optimal point that they could not go beyond that point because 

when one focused student gave comments on their peer works in Facebook group, it 

was interpreted as one occurrence of this behavior.  Therefore, when all of the four 

focused students gave comments on peer works of all phases, resulting in equal 

occurrences of observed behaviors of all investigated phases which seemed to show no 

development of their learner autonomy in this aspect, but in fact, it was not like that. 

All of the students of the class including all of the four focused students gave comments 

under their peers’ videos of tasks and projects in Facebook group in relation to the 

criteria of the task and project rubric (see Figures 20 and 21).  
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 Figure  20: Focused Student 2’s Comments on Peer Online Task 1 
 

 

 

Figure  21: Focused Student 2’s Comments on Peer Independent Project 

 

 With respect to students’ comments in the Facebook group, they were 

categorized into two aspects according to the criteria of the task and project rubric as 

follows: 

 1) the task and project quality, especially on content of the tasks and projects 

such as “This is a good content that you talk about e-wallet” (Student 1) and use of 

methods or techniques “…the video is frozen.”  (Student 3) 
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 2) English oral communication ability, especially on range (vocabulary), 

fluency, and pronunciation such as “But sometimes there are monotone and not fluency. 

A little wrong pronunciation” (Student 2) and “Sometimes speaking is not fluent, some 

pronunciation is incorrect.” (Student 4) 

 

 According to students’ comments in Figures 20 and 21, they had more details 

when the students came to deal with the following tasks with little instructor and peer 

support (noted that for task 1, the instructor had to encourage one focused student to 

tell other students to give comments on their peer videos, and each student commented 

the videos without instructor support since phase 2) and eventually without instructor 

and peer support when they stepped into conducting their independent projects, 

suggesting the students’ gradual development of personal responsibilities, personal 

capabilities, and independent project in evaluating the completed tasks, initially with 

little instructor and peer support, and eventually without instructor and peer support 

when completing their independent projects which meant that they became more 

willing to take responsibilities for and confident in their capabilities of evaluating the 

independent projects without direct instruction, instructor and peer support, and control 

of the instructor for their learning after taking the PBBCSI. 

 Interestingly, concerning the optimal point that the students could not move 

beyond that point, it also confirmed that there was relationship between personal 

responsibilities, personal capabilities, and independent learning previously described 

the in the section of defining the learning progressions in that when the occurrences of 

one component increased, the occurrences of other components also increased. 

However, this relationship was not always consistent as could be seen in phase 1 in 

Figure 19 when the occurrences of observed behaviors of personal responsibilities and 

personal capabilities rose up, but no occurrences in independent learning emerged 

because the instructor had to encourage one focused student to tell other students to 

evaluate their peers’ videos in Facebook group which meant that they needed instructor 

and peer support for doing so.  Further details of this relationship were not investigated 

and analyzed since they were beyond the objectives of this study. 

 Consistent with the findings from the online observation checklist, the findings 

from the student logs also suggested the students’ development of personal 
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responsibilities, personal capabilities, and independent learning in evaluating the 

complted tasks and the project.  

 During phases 1 to 6, all of the four focused students evaluated all of their online 

tasks and projects by giving the self-assessment scores on the task and project rubric, 

the scores of which were not analyzed in this present study.  In addition, the students 

made reflections on their tasks and projects on all of the questions with more details 

when coming to task 3, initially with little instructor support via comments and 

suggestions on the student logs, and peer support via working in pairs, and eventually 

without instructor and peer support when conducting  their independent projects, 

suggesting that they became more willing to take responsibilities for and confident in 

their capabilities of evaluating and making reflections on independent projects without 

direct instruction, instructor and peer support, and control of the instructor when they 

had enough learning experiences and ideas to do so independently as seen in the part 

‘Reflection’ of the student logs (see Appendices H and I). 

 In summary, the qualitative findings from the face-to-face and online 

observation checklists, and student logs showed the students’ gradual development in 

learner autonomy of three main components which consisted of personal 

responsibilities, personal capabilities, and independent learning in all of the six 

aspects which included determining the goals and the objectives, defining the learning 

progressions, taking the initiative, making decisions on selecting methods or 

techniques, communication strategies, and resources, monitoring the task and the 

project completion procedures, and evaluating the completed tasks and the project, 

initially with little instructor support such as comments and suggestions both in face-

to-face and online environments during phases 1 to 3, and with some peer support due 

to the characteristics of activities and tasks that needed the students to work in pairs, 

and eventually without instructor and peer support when they came to conduct their 

independent projects since phase 4, thus indicating that the students became more 

willing to take responsibilities, confident in their capabilities, and independent for 

doing their independent projects.  As such, they became able to take control on their 

responsibilities, capabilities, and independent learning for dealing with the six aspects 

of learner autonomy in order to complete their independent projects without direct 

instruction,  instructor and peer support, and control of the instructor for their 
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independent learning after they took the PBBCSI, thereby confirming most of the 

quantitative findings that the students significantly developed their learner autonomy 

of personal responsibilities and personal capabilities, but indicated the discrepancy 

against the quantitative findings that the students did not have significant development 

in independent learning.  

 Moreover, the students showed inconsistent development in three aspects of 

learner autonomy which included defining the learning progressions in terms of 

submitting the tasks and the projects before the due date and time in online 

environment in which the students showed standstill development in early PBBCSI 

phases before moving up to achieve their learner autonomy (see Figure 11); taking 

the initiative in online environment in which the students demonstrated their rising-

falling-standstill-rising learner autonomy development (see Figure 15); and  

evaluating the completed tasks and the project in online environment in which the 

students’ occurrences of observed behaviors reached their optimal point that they 

could not move beyond that point, resulting in standstill development which seemed 

to show no development in learner autonomy, but in fact there was students’ 

development in learner autonomy as previously described. 

  

 

4.3 Results of Research Question 3 

Research Question 3: What are students’ opinions toward the PBBCSI? 

 

 In response to this research question, the data from the post-learner autonomy 

questionnaire (Post-LAQ) in Part 2 consisting of 48 items were used to uncover 

undergraduate engineering students’ opinions toward the PBBCSI after taking this 

instructional model. 

To answer Research Question 3, the results based on the post-learner 

autonomy questionnaire (Post-LAQ) scores after taking the PBBCSI of Part 2 were 

analyzed and illustrated in Table 53.  
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Table  53: Students’ Opinions toward the PBBCSI 
 

 Mean 

(M) 

Median 

(Mdn) 

Meaning 

(median-

based)a 

Overall opinions 3.86 3.73 High 

I. Learning and teaching steps for doing the online tasks and 

the independent project 

   

63. The following learning and teaching steps help develop my 

English oral communication ability for doing the online tasks.  

   

63.1 Face-to-face environment 3.90 4.00 High 

63.2 Online environment 3.70 4.00 High 

64. The following learning and teaching steps help develop my 

English oral communication ability for carrying out the 

independent project. 

   

64.1 Face-to-face environment 3.75 4.00 High 

64.2 Online environment 3.75 4.00 High 

65. The following learning and teaching steps help develop my 

responsibilities (willingness to take responsibilities) for doing 

the online tasks.   

   

65.1 Face-to-face environment 3.80 4.00 High 

65.2 Online environment 3.65 4.00 High 

66. The following learning and teaching steps help develop my 

responsibilities for carrying out the independent project. 

   

66.1 Face-to-face environment 3.95 4.00 High 

66.2 Online environment 3.90 4.00 High 

67. The following learning and teaching steps help develop my 

capabilities (confidence in your abilities) for doing the online 

tasks.  

   

67.1 Face-to-face environment 4.05 4.00 High 

67.2 Online environment 4.05 4.00 High 

68. The following learning and teaching steps help develop my 

capabilities for doing the independent project.  

   

68.1 Face-to-face environment 4.10 4.00 High 

68.2 Online environment 4.10 4.00 High 

II. PBBCSI phases on English oral communication ability 

and learner autonomy for completing the independent 

project 

   

69. The following phases of the PBBCSI model help develop 

my English oral communication ability for completing the 

independent project.   

   

69.1 Initiation 3.80 4.00 High 

69.2 Inquiry 3.70 4.00 High 

69.3 Analysis 3.65 4.00 High 

69.4 Solution 3.80 4.00 High 

69.5 Assessment and reflection 3.90 4.00 High 

69.6 Revision and publication 3.85 4.00 High 

70. The following phases of the PBBCSI model help develop 

my responsibilities for completing the independent project. 

   

70.1 Initiation 3.85 4.00 High 

70.2 Inquiry 3.90 4.00 High 

70.3 Analysis 3.85 4.00 High 

70.4 Solution 3.85 4.00 High 

70.5 Assessment and reflection 4.05 4.00 High 
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70.6 Revision and publication 4.00 4.00 High 

71. The following phases of the PBBCSI model help develop 

my capabilities in completing the independent project. 

   

71.1 Initiation 3.70 4.00 High 

71.2 Inquiry 3.80 4.00 High 

71.3 Analysis 3.85 4.00 High 

71.4 Solution 3.75 4.00 High 

71.5 Assessment and reflection 3.80 4.00 High 

71.6 Revision and publication 3.75 4.00 High 

79. The wrap-up at the end of each unit helps me better 

understand the concept of each phase for performing the 

independent project. 

4.10 4.00 High 

III. Benefits of instructor’s and peers’ comments and 

suggestions, and self-selected choices on completing the 

online tasks and the independent project 

   

72. **In case, I attended the instructor-student project 

consultation, I benefit from instructor’s comments and 

suggestions.  

2.80 4.00 High 

73. **I benefit from peers’ comments and suggestions about my 

online tasks on Facebook. 

3.75 4.00 High 

74. **I benefit from peers’ comments and suggestions about my 

independent project on Facebook. 

3.75 4.00 High 

75. **I benefit from instructor’s comments and suggestions 

about my online tasks on the task and project rubric. 

4.20 4.00 High 

76. **I benefit from instructor’s comments and suggestions 

about my independent project on the task and project rubric. 

4.20 4.00 High 

77. **I benefit from instructor’s and peers’ comments and 

suggestions about my independent project in the instructor-

student project consultation.  

4.10 4.00 High 

78. I benefit from making and selecting choices for learning and 

doing works. 

4.10 4.00 High 

IV. Preferences of the PBBCSI on the development of 

English oral communication ability and learner autonomy 

   

80. **In overall, I think the PBBCSI model improves my 

English oral communication ability to perform: 

   

80.1 Face-to-face activities 3.80 4.00 High 

80.2 Online tasks 4.05 4.00 High 

80.3 Independent project 4.00 4.00 High 

81. In overall, I think the PBBCSI model has increased my 

responsibilities to perform:  

   

81.1 Face-to-face activities 4.05 4.00 High 

81.2 Online class tasks 3.80 4.00 High 

81.3 Independent project 3.80 4.00 High 

82. In overall, I think the PBBCSI model has enhanced my 

capabilities in the six aspects of learner autonomy to perform:  

   

82.1 Face-to-face activities 3.85 4.00 High 

82.2 Online tasks 3.90 4.00 High 

82.3 Independent project 3.80 4.00 High 

83. I think the PBBCSI model can give me benefits for my 

future careers. 

3.95 4.00 High 

*p < .05, n = 20, **Adapted from Channuan (2012). 
a Meaning (median-based) refers to the classified or interpreted level of opinions: 1.00-1.50 = 

very low, 1.51-2.50 = low, 2.51-3.50 = moderate, 3.51-4.50 = high, and 4.51-5.00 = very high 
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 The findings in Table 53 demonstrated that overall the students had positive 

opinions toward the PBBCSI after the fifteen-week intervention at a high level (Mdn 

= 3.73).  In addition, the findings also revealed the students’ positive opinions towards 

the PBBCSI in all of the items of the four domains which consisted of learning and 

teaching steps for doing the online tasks and the independent project; PBBCSI phases 

on English oral communication ability and learner autonomy for completing the 

independent project; benefits of instructor’s and peers’ comments and suggestions, 

and self-selected choices on completing the online tasks and the independent project; 

and preferences of the PBBCSI on the development of English oral communication 

ability and learner autonomy.  

 To support the findings of the Post-LAQ, the qualitative data were collected 

and analyzed from semi-structured interviews with the twelve students who were 

purposively-selected for the interviews as previously described.  These students were 

the same as those who paired up by themselves to perform the online tasks and were 

willing to give responses to the questions. 

 Domain 1: Learning and teaching steps for doing the online tasks and the 

independent project 

 When considering the first domain learning and teaching steps for doing the 

online tasks and the independent project, the students reflected the positive opinions 

towards all of the elements of this domain at the high level (Mdn = 4.00, for each 

element) which learning and teaching steps in both the face-to-face and online  

environments helped the students develop English oral communication ability for 

completing the online tasks and the independent project, and responsibilities and 

capabilities for doing the online tasks and the independent project. 

 Interestingly, the data obtained from the semi-structured interviews revealed 

the benefits of blended learning of the seven learning and teaching steps of the face-

to-face and online environments in the PBBCSI which enabled the students to apply 

what they acquired and practiced about the communication strategies to solve 

communication problems and the ways to perform the independent project in each 

PBBCSI phase from the face-to-face environment (i.e. preparation, presentation, 

rehearsal, and feedback) to conduct the online tasks in the online environment (i.e. 

expansion and evaluation).   
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 The data obtained from the semi-structured interviews also revealed the 

benefits of blended learning in the PBBCSI on students’ English oral communication 

ability and three main components of learner autonomy (i.e. personal responsibilities, 

personal capabilities, and independent learning) as follows. 

 In terms of the benefits of blended learning on English oral communication 

ability, most of the interviewed students reflected that blended learning helped them 

increase their English oral communication ability and confidence when 

communicating with other people. 

 

  “It helps me, I mean it makes me feel more confident when speaking. There 

are vocabulary, strategies, and techniques that I don’t know, and it also helps me 

better understand Computer Engineering such as specific vocabulary I learn from 

this model. It also helps me improve my working skills in terms of systematic 

working.” (Student 1) 

 

 “It helps me, I think I’m better than the past that I didn’t dare speak. It’s quite 

better.” (Student 5) 

 

 With respect to the benefits of blended learning on personal responsibilities, 

most of the interviewed students pointed out that blended learning developed their 

systematically planning management, resulting in that they were willing to take 

responsibilities to carry out the online works. 

  

 “It helps me a lot because we learn how to work in a systematic way. For 

example, we plan that each work should be completed within our due date and must 

complete it due to prior plan that makes us more responsible.” (Student 1) 

  

 “…because we have the planning table that tells us what to do and we have 

an exact due time that makes us more active to complete our works as scheduled … I 

don’t know, I feel that we should complete works as our schedule, so this activates us 

to work.” (Student 2) 
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 One interviewed student also added that an awareness of duties or 

responsibilities in the blended learning helped them develop their personal 

responsibilities to be willing to conduct their works. 

 

 “It’s possible because no matter I am assigned to do whatever works, I think 

everyone must be responsible for them.” (Student 9) 

 

 In addition, another one student said that blended learning also improved their 

presentation skills in that “… it [blended learning] helps me know presentation steps 

such as the use of ‘first’ and what I should say at the end.” (Student 9) 

  

 Regarding the benefits of blended learning on personal capabilities, most of 

the interviewed students reflected that blended learning promoted their sequencing 

management, so they felt more confident in their capabilities to deal with the works. 

 

 “We have learned the steps of doing the project about what we should have, 

we think about the driving question and deeper questions. These things help arrange 

the sequence of doing works and make me become confident.” (Student 3) 

 

 “It’s helpful. If I don’t study [the steps of doing the project], I won’t be 

confident. Actually, we have already studied each step of doing the project, making 

me more confident.” (Student 1) 

 

 Concerning the benefits of blended learning on independent learning, the 

interviewed students pointed out three main reasons of its benefits that eventually 

contributed to conducting their projects independently of instructor and peer support 

as follows: 

 1) Learning engagement between inside and outside classes 

 Most of the interviewed students revealed that blended learning engaged 

learning between inside and outside classrooms that enabled them to apply what they 

learned and practiced face-to-face to outside class. 
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 “I think it’s good because I can apply what I learn face-to-face to outside 

class. In that way, we can review our knowledge we learn to do works outside class.” 

(Student 3) 

 

 “… I think I can apply what I learn face-to-face to do works and the project.” 

(Student 9) 

 

 2) Compensation for weakness of face-to-face learning and teaching  

 Some interviewed students revealed that blended learning could compensate 

weakness of less practice in face-to-face environment for more practice in outside 

class environment. 

 

 “I think If we work in class only, there is no enough communicative 

interaction. If we work outside class, we can apply what we learn and practice face-

to-face for more communication.” (Student 1) 

  

 “I think it’s not enough for me to learn face-to-face only. As I said earlier, it’s 

like a self-review. If there is an face-to-face learning only without working outside 

class, possibly I forget some parts of I have learned, but if I review them, I can 

remember them.” (Student 9) 

   

 3) Promotion of learning convenience and time saving 

 One interviewed student pointed that blended learning promoted convenience 

and time saving for learning that the students could do their works anywhere and 

anytime they wanted that eventually facilitated them to complete the project 

independently of instructor and peer support.   

  

 “It [blended learning] is good. It’s convenient for us to make a video call, so 

we don’t need to meet each other at one place. We can stay home, chat online, and 

see each other.” (Student 3) 
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 Domain 2: PBBCSI phases on English oral communication ability and 

learner autonomy for completing the independent project 

 With respect to the PBBCSI phases on English oral communication ability  

and learner autonomy for completing the independent project, the students expressed 

positive opinions towards all of the elements of this domain at the high level (Mdn = 

4.00, for each element) which all of the six PBBCSI phases (i.e. initiation, inquiry, 

analysis, solution, assessment and reflection, and revision and publication) 

contributed to students’ development in English oral communication ability and 

learner autonomy in completing the independent project. 

 The data obtained from the semi-structured interviews reflected the benefits 

of project-based language learning in the PBBCSI on students’ English oral 

communication ability and three main components of learner autonomy (i.e. personal 

responsibilities, personal capabilities, and independent learning) as follows. 

 Most of the interviewed students reflected that the ways and the steps to 

conduct the independent project they learned and practiced in each PBBCSI phase 

such as thinking about the driving question, setting up the deeper questions to get 

more information for the driving question, collecting data, analyzing the results, etc. 

helped them develop their English oral communication ability as the following 

reasons. 

 1) Step-by-step development on English oral communication ability 

 Most of the interviewed students pinpointed that the ways and the steps they 

learned and practiced in each PBBCSI phase enabled them to improve their English 

oral communication ability step by step. 

 

 “For pair tasks, they help improve [English oral communication ability]. 

After learning face-to-face, we don’t practice speaking enough, but when doing these 

tasks that we don’t study face-to-face, I feel I can speak more fluently.” (Student 12) 

 

 “It’s helpful because each step [of doing the project] is identified to tell us  

how to do it. This improves skills in dealing with that step that means it helps improve 

[English oral communication ability].” (Student 11) 
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 “It’s helpful. There are steps of doing the project step by step, step one leads 

to step two, etc. I think the first step about the driving question is the most helpful for 

initiating other steps.” (Student 4) 

 

 2) Development on project presentation skills 

 Some of the interviewed students reflected that the ways and the steps of doing 

the project helped them develop their project presentation skills which are considered 

as English oral communication ability. 

 

 “They [the ways and the steps] are helpful for presentation because before 

presenting [the project], we have to think [prepare data] and then give the 

presentation to other people.” (Student 6) 

  

 3) Planning development 

 A few interviewed students reflected that the ways and the steps of doing the 

project contributed to their planning development, resulting in developing their 

English oral communication ability. 

 

 “… driving question and deeper questions are the guidelines for what we 

should ask to get enough information that depends on our plan to speak in order to 

get answers.” (Student 7) 

 

 4) Identification on communication scopes 

 A few interviewed students reflected that the ways and the steps of doing the 

project they learned and practiced helped them identify communication scopes to 

achieve their communication purposes. 

 

 “They [the ways and the steps] can help me because when we know the 

objectives that we want to do, we can do [whatever] to achieve our objectives, so they 

help me.” (Student 5) 
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 “The [the ways and the steps] help me. Likewise, they can specify our 

objectives, what we speak, and scopes [of the project].” (Student 8) 

 

 With respect to the benefits of project-based language learning on students’ 

learner autonomy in terms of personal responsibilities, most of the interviewed 

students reflected that the ways and the steps to conduct the independent project they 

learned and practiced in each PBBCSI phase made them become willing to take 

responsibilities for doing the works (i.e. tasks and projects) because of different 

aspects of motivation such as interesting topics or contents “…because it makes me 

interested in what I learned, so I want to learn more in that thing on how to do it in 

each step” (Student 1), program requirement “It’s like it’s important to do [works] 

because when we register to study [this course] we need scores and pass this course. 

It’s because [works] are our responsibilities in learning.” (Student 12), needs to find 

answers “when we set the driving question, we want to know [the answers], so I 

search for the answers. This makes me want to do and find the answers.” (Student 4), 

and needs to develop English oral communication ability “Doing works can 

improve language skills, so I want to do them.” (Student 6). 

 However, one interviewed student pointed out that he was not sure if those 

steps of doing the project made him feel willing to do it because he reflected that those 

steps were not involved in willingness to take responsibilities for carrying out the 

project.  In fact, the ways and steps of doing the project were instructed in order to 

assure that the students had knowledge to do their independent projects and applied 

what they learned and practiced in each PBBCSI phase to conduct their projects. 

Therefore, it was possible that some students might not feel willing to do so during 

the working process. 

 When considering the benefits of project-based language learning on students’ 

learner autonomy in terms of personal capabilities, most of the interviewed students 

revealed that practical and clear knowledge of doing the project step by step enabled 

them to feel confident in their capabilities to carry out their works (i.e. tasks and 

projects).  
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 “I feel more confident. At first, I don’t know about the working steps, but after 

studying I feel confident that what I do is correct. I do according to the steps that I 

have planned.” (Student 1) 

 

 “I feel more confident because I study for the guideline of doing the project. 

As I study, it makes me more understand the steps of doing the project step by step, 

making me know what to do next.” (Student 12) 

 

 Concerning the benefits of project-based language learning on students’ 

learner autonomy in terms of independent learning, most of the interviewed students 

indicated that the ways and the steps of doing the project enabled them to apply 

knowledge for doing their independent project independently of instructor and peer 

support. 

 

 “They are helpful because I can apply what I learned inside and outside 

classrooms to do my project. Inside and outside class learning is enough for doing an 

assignment [an outside class task] each week and the project, so I don’t need to ask 

the instructor and peers.” (Student 1) 

 

 “They are helpful because when I know the steps of doing the project, I can 

apply them to do my project by myself without asking anybody or asking for help from 

anyone because I know [those steps of doing the project].” (Student 3) 

  

 In addition, one interviewed student pinpointed that the ways and the steps of 

doing the project helped learn more in another new viewpoints “…they make me study 

more in other points that are different from usual study.” (Student 8) 

 

 Regarding the benefits of communication strategy instruction that was 

implemented in each PBBCSI phase on students’ English oral communication ability, 

most of the interviewed students reflected three main reasons that helped them 

improve their English oral communication ability. 
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 1) Promotion of clear communication 

 Most of the interviewed students said that communication strategies that were 

instructed in each PBBCSI phase contributed to clear communication. 

  

 “They are useful. Clarification makes me better understand and asking can 

help me practice pronunciation, too. My friends will give me the meaning with correct 

pronunciation, so I can apply it to my speaking.” (Student 4) 

 

 “They help me, so I have ways [strategies] to make clearer conversations.” 

             (Student 12) 

 

 2) Application for real-life situations 

 Some of the interviewed students pointed out that they could apply 

communication strategies that they learned and practiced in each PBBCSI phase to 

real-life situations. 

 

 “They are helpful because they can be used in real-life situations and used 

with foreigners for better understanding [in conversation].” (Student 1) 

 

 “… [those communication strategies] can be applied in conversations.”  

                (Student 4) 

 

 3) Solutions for communication problems 

 Some interviewed students suggested that communication strategies that were 

implemented in each PBBCSI phase helped solve communication problems. 

 

 “… [communication strategies] help develop what I speak to be better when 

having communication problems.” (Student 1) 

 

 “They help me because when I have some words that I don’t understand I can 

ask the speaker. For example, there are some words that I am not sure, so I ask for 
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confirmation to check if what I understand is correct. If there is something not correct, 

the speaker can correct it.” (Student 6)  

 

 When considering the benefits of communication strategy instruction that was 

implemented in each PBBCSI phase on learner autonomy in terms of personal 

responsibilities, most of the interviewed students reflected that they were willing to 

take responsibilities for doing the works because the communication strategies they 

learned made their working process easier. 

 

 “…because some [communication] strategies make our working better and 

communicate better.” (Student 8) 

 

 “They are helpful because they help in communication. I think that they lead 

to easier communication, making me want to work and making the work not difficult. 

And when I feel that the work is not difficult, so I can do it.” (Student 4) 

 

 Moreover, one interviewed student added that the communication strategies 

caused confidence in communication. 

 

 “…those communication strategies make me become more confident in a way 

that I have to do [speak] like this in order to complete the works…” (Student 7) 

 

 With respect to the benefits of communication strategy instruction that was 

implemented in each PBBCSI phase on learner autonomy in terms of personal 

capabilities, most of the interviewed students revealed that they were confident in 

their capabilities when doing works because they could apply the communication 

strategies they learned and practiced in each PBBCSI phase to solve communication 

problems and have smooth and effortless flow of utterances in conversation. 

 

 “I feel confident because if I don’t know something, at least, I can ask my 

friend [the speaker]… when I’m not sure about some words I can ask [the speaker].”  

(Student 6) 
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 “They help me confident to speak and ask more.” (Student 1) 

 

 “We can employ these communication strategies to communicate smoother 

and make the important messages not to be missing.” (Student 4) 

 

 With respect to the benefits of communication strategy instruction that was 

implemented in each PBBCSI phase on learner autonomy in the aspect of independent 

learning, most of the interviewed students suggested that the communication 

strategies that were instructed in PBBCSI phases enabled them to tackle 

communication problems while doing the works without instructor and peer support. 

 

 “When I don’t know the meanings of some words such as specific works in my 

field, I can ask the speaker to clarify the word meanings and I can learn those words 

at the same time.” (Student 3) 

 

 “I think they help me. For example, when doing the project, I can’t remember 

one word, so I can buy time to think and ask the interlocutor to clarify that word.” 

(Student6)  

  

 Domain 3: Benefits of instructor’s and peers’ comments and suggestions, 

and self-selected choices on completing the online tasks and the independent 

project 

 Concerning the benefits of instructor’s and peers’ comments and suggestions, 

and self-selected choices on completing the online tasks and the independent project, 

the students also had positive opinions towards all of the elements of this domain at 

the high level (Mdn = 4.00, for each element) that they got benefits from the following 

elements: peers’ comments and suggestions about the online tasks and the 

independent project on Facebook, instructor’s comments and suggestions about the 

online tasks and the independent project on the tasks and project rubric, and 

instructor’s comments and suggestions about the independent project in the instructor-

student project consultation. 
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 The data obtained from the semi-structured interviews showed the benefits of 

instructor’s and peers’ comments and suggestions, and self-selected choices on 

completing the online tasks and the independent project according to the three 

elements previously mentioned as follows: 

 With respect to peers’ comments and suggestions about the online tasks and 

the independent project on Facebook, most of the interviewed students reflected that 

they gained the benefits from peers’ comments and suggestions on their works (i.e. 

tasks and projects) in Facebook group because those comments and suggestions could 

improve their English oral communication ability such as “…I get benefits in speaking 

such as accent and vocabulary…” (Student 9) and “They [peers] give comments on 

the points that I ignore such as slide presentation, speaking mistakes and dead air 

time [periods of silence in conversation].” (Student 12), and enhance their task and 

project quality such as “They are beneficial because there are many tasks to be 

completed and after getting comments on each task, we can apply them to improve 

the following tasks and we also get benefits from knowing in which points we are 

weak.” (Student 1). 

 When considering the benefits of instructor’s comments and suggestions 

about the online tasks and the independent project on the task and project rubric, most 

of the interviewed students pointed out that those comments and suggestions were 

useful because the those comments and suggestions could be used to improve 

students’ problems at the right points such as “…the instructor gives comments on the 

rubric such as mispronunciation and ungrammatical structures that make me know 

in which points I make mistakes, so I can use them to improve my following tasks in 

a correct way.” (Student 1) and “They are useful like peers’ comments but 

instructor’s comments are more insightful, making me know my mistakes and taking 

them to solve [my problems].” (Student 12). 

 Concerning the benefits of instructor’s comments and suggestions about the 

independent project in the instructor-student project consultation, most of the 

interviewed students suggested that those comments and suggestions were useful 

because they are clear and relevant to their problems such as “They are very useful 

because at that time I have a problem with the driving question and deeper questions 

that I have some misunderstanding, but after I ask the instructor and get some 
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comments, I can do the project.” (Student 9) and “I think they are useful because 

which point I don’t understand I can ask the instructor.” (Student 5). 

 In addition, some of the interviewed students reflected that the instructor’s 

comments and suggestions in the instructor-student project consultation helped them 

reshape the ideas and scopes of their projects such as “To do the project, first, I have 

to think about the questionnaire which did not answer the driving question. After 

receiving instructor’s comments and suggestions, I add and correct it [the 

questionnaire].” (Student 1) and “I get benefits because at first I set the driving 

question too broad and the questionnaire seemed to answer the deeper questions, but 

after I talked to the instructor, I thought it twice if they were what I thought or not.” 

(Student 12). 

 In consideration of the benefits of self-selected choices on completing the 

online tasks and the independent project, all of the interviewed students reflected that 

the self-selected choices for completing the works enabled them to have more 

opportunities for selecting the appropriate choices for their learning and doing the 

works such as “I think they are useful. For programs, I use another program ‘OBS’ 

that I can capture the parts and the voice I want. This is more convenient for me 

because I don’t need to edit the video again. And if the screen is too small, I can 

enlarge it proportionally. It’s more convenient and time saving.” (Student 8). 

 

 Domain 4: Preferences of the PBBCSI on English oral communication 

ability and learner autonomy development 

 As for the preferences of the PBBCSI on English oral communication ability 

and learner autonomy development, like previous domains, the students reflected 

positive opinions towards all of the elements of this domain at the high level (Mdn = 

4.00, for each element) that overall the PBBCSI helped them improve English oral 

communication ability and learner autonomy to perform the face-to-face activities, 

online tasks, and the independent project.  In addition, the students reflected that the 

PBBCSI was beneficial for their future careers.  

 The data obtained from the semi-structured interviews showed the students’ 

preferences of the PBBCSI on the development of English oral communication ability 

and learner autonomy as follows: 
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 In terms of the students’ preferences of the PBBCSI on the development of 

English oral communication ability, most of the interviewed students reflected that 

they preferred this model because it increased more opportunities for speaking 

practice such as “I feel this model makes me communicate more in conversation. 

When I studied Eng 1 [English 1] and Eng 2 [English 2] with foreign instructors, I 

studied based on the textbooks too much. When doing the videos [in those courses], 

there were no interaction, but in this model I did the tasks every week and also got 

feedback.” (Student 8) and “When doing the video tasks, I could improve my speaking 

skills. It [this model] is useful.” (Student 11). 

 When considering the students’ preferences of the PBBCSI on the 

development of learner autonomy, some interviewed students revealed that this model 

enabled them to develop their planning management to do work step by step and 

became confident to speak. Eventually, this could help them complete their 

independent projects independently of instructor and peer support. They said “… it 

helps me know that planning to do the project is useful because I can apply it 

[planning] to give a presentation. I know the patterns and dare to speak.” (Student 9) 

and “This model helps us complete the works step by step as we want.” (Student 6). 

   However, few interviewed students did not like this PBBCSI model because 

of the following reasons: workloads of other subjects “…there are many works of 

other subjects in Computer Engineering Department that I spend many days and 

hours a week on doing them.” (Student 12), lack of practice with native speakers 

“I think communicating with classmates who have the similar accent, so it’s not 

useful. We should have had chances to interview foreigners.” (Student 2), and their 

weakness of English oral communication ability “…but my problems are about 

vocabulary… I’d like the instructor to add more vocabulary than steps of doing the 

project.” (Student 9). 

  

 To conclude, the quantitative findings from the questionnaire revealed that 

overall the students reflected the positive opinions towards the PBBCSI.  Also, they 

demonstrated the positive opinions towards the PBBCSI in all of the four domains of 

opinions which included Learning and teaching steps for doing the online tasks and 

the independent project, PBBCSI phases on English oral communication ability and 
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learner autonomy for completing the independent project, benefits of instructor’s and 

peers’ comments and suggestions, and self-selected choices on completing the online 

tasks and the independent project, and preferences of the PBBCSI on the development 

of English oral communication ability and learner autonomy.   

 As for the qualitative findings from the semi-structured interviews, most of the 

interviewed students reflected positive opinions and reasons towards all of the four 

domains which were also congruent with the quantitative findings as previously 

described, suggesting that the PBBCSI model was effective to develop students’ 

English oral communication ability and learner autonomy. 

 

4.4 Summary of the results 

 4.4.1 The effects of the PBBCSI on English oral communication ability of 

undergraduate engineering students 

 Overall, the quantitative findings from the English oral communication ability 

pretest and posttest scores showed that the PBBCSI significantly developed students’ 

English oral communication ability of overall six aspects of range, accuracy, fluency, 

interaction, coherence, and pronunciation with changes in their levels of English oral 

communication ability from a moderate level to a high level in range, interaction, and 

coherence, and without changes in their levels, remaining at the moderate level in 

accuracy, fluency, and pronunciation because the students produced many grammatical 

errors, fillers and hesitation devices, pauses, and pronunciation errors that caused them 

not to be able to achieve the higher level of English oral communication ability in 

accuracy, fluency, and pronunciation, respectively. 

 4.4.2 The effects of the PBBCSI on learner autonomy of undergraduate 

engineering students 

 Overall, the quantitative findings from the pre-learner autonomy and post-

learner autonomy questionnaires revealed that the PBBCSI significantly developed 

students’ learner autonomy in the two main components which consisted of personal 

responsibilities and personal capabilities in the six aspects of learner autonomy which 

were divided into determining the goals and the objectives, defining the learning 

progressions, taking the initiative, making decisions on selecting methods or 

techniques, communication strategies, and resources, monitoring the task and the 
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project completion procedures, and evaluating the completed tasks and the project.  The 

qualitative findings of those two components were in congruence with the qualitative 

findings and showed the evidence of their learner autonomy development, but indicated 

the discrepancy against the quantitative findings that the students did not demonstrate 

significant development in their independent learning.  The evidence showed that the 

students were eventually able to conduct their independent projects without direct 

instruction, instructor and peer support, and control of the instructor after taking the 

PBBCSI. 

 4.4.3 The students’ opinions toward the PBBCSI 

 Overall, students’ opinions toward the PBBCSI were highly positive because 

they reflected that it increased their opportunities for speaking practice while 

conducting the online tasks and the projects and enabled them to develop their planning 

management to do works step by step and helped them become more confident in 

speaking, which gave them the benefits for their future careers. 
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CHAPTER V  

DISSCUSSION AND CONCLUSION 

  

 This chapter presents summary of research findings, discussion, conclusion, 

pedagogical implications, and recommendations for further studies drawn from the 

findings. 

5.1 Summary of the study 

 This study aimed to investigate the effects of project-based blended learning 

with communication strategy instruction on English oral communication ability and 

learner autonomy of undergraduate engineering students. The main focus of the 

PBBCSI was to develop students’ English oral communication ability in six aspects 

which included range, accuracy, fluency, interaction, coherence, and pronunciation 

based on the Common European Framework of Reference Languages (CEFR) 2017 

(Council of Europe, 2017) and the three main components of learner autonomy in six 

aspects which consisted of determining the goals and the objectives; defining the 

learning progresses; taking the initiatives; making decisions on selecting methods or 

techniques, communication strategies, and resources; monitoring the task and the 

project completion procedures; and evaluating the completed tasks and the project. 

 The population of this study was 154 computer engineering students from the  

Department of Electrical and Computer Engineering, Faculty of Engineering, King 

Mongkut’s University of Technology North Bangkok. The twenty students were 

purposively-selected from those who were enrolled in the English Conversation course 

offered in the first semester of the academic year 2019 to participated in the PBBCSI. 

All of the participants majored in computer engineering and had education and 

computer background conforming to the Computer Engineering Curriculum 2016. 

Hence, the participants shared similar characteristics with the population in terms of 

computer literacy and English learning background.  This study was quasi-experimental 

research with a one-group pretest-posttest design. Data were collected and analyzed by 

means of both quantitative and qualitative methods, with the data collection instruments 

including the  English oral communication ability test, English oral communication 

ability test rubric, tasks and the independent project, the task and project rubric, learner 
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autonomy questionnaires: pre-learner autonomy questionnaire (Pre-LAQ) and post-

learner autonomy questionnaire (Post-LAQ), student log, observation checklists which 

included face-to-face observation checklist and online observation checklist, and  

semi-structured interview protocol.  

 Of the 20 participants, six were purposively selected for the language use 

analysis of range, accuracy, fluency, interaction, coherence, and pronunciation.  In 

addition, data of the four focused students (i.e., two pairs of focused students) were 

collected from the student logs and observation checklists to be subsequently analyzed 

using the content analysis on three main components of learner autonomy in the six 

aspects as previously stated. 

 In order to investigate the effects of the PBBCSI on Thai engineering students’ 

English oral communication ability, this study attempted to answer the following three 

research questions:  

 1.  What are the effects of PBBCSI on English oral communication ability of 

undergraduate engineering students? 

 2.  What are the effects of PBBCSI on learner autonomy of undergraduate 

engineering students? 

 3. What are students’ opinions toward the PBBCSI? 

 Concerning English oral communication ability, the findings of the pretest and 

posttest scores of the three test tasks showed the students’ significant improvement in 

all six aspects of English oral communication ability which included range, accuracy, 

fluency, interaction, coherence, and pronunciation with changes in their levels of 

English oral communication ability from a moderate to a high level in three aspects of 

range, interaction, and coherence, and without changes in their levels of English oral 

communication ability, remaining at the moderate level, in three aspects of accuracy, 

fluency, and pronunciation after the 15-week implementation of the PBBCSI. 

 Regarding learner autonomy, the findings of the Pre-LAQ and Post-LAQ scores 

indicated the students’ significant development in learner autonomy of personal 

responsibilities and personal capabilities with changes in their levels of learner 

autonomy from the moderate to the high levels even though the students did not exhibit 

significant development in independent learning without changes in their level of 

learner autonomy, staying at the low level.  However, the qualitative findings from the 
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face-to-face and online observation checklists as well as the student logs revealed the 

students’ gradual development in all of the three main components (i.e., personal 

responsibilities, personal capabilities, and independent learning) and in all of the six 

aspects of learner autonomy which consisted of determining the goals and the 

objectives; defining the learning progressions; taking the initiative; making decisions 

on selecting methods or techniques, communication strategies, and resources; 

monitoring the task and the project completion procedures; and evaluating the 

completed tasks and the project. 

 With respect to the students’ opinion toward the PBBCSI, the students reflected 

their positive opinions towards the PBBCSI in all of the four domains of opinions which 

comprised learning and teaching steps in face-to-face and online (i.e., blended learning) 

environments for doing the online tasks and the independent project, the PBBCSI 

phases on English oral communication ability and learner autonomy for completing the 

independent project, the benefits of the instructor’s and peers’ comments and 

suggestions and self-selected choices on completing the online tasks and the 

independent project, and  preferences of the PBBCSI on the development of English 

oral communication ability and learner autonomy. 

 

5.2 Discussion 

 The findings are discussed in three aspects: PBBCSI and gains in English oral 

communication ability, PBBCSI and gains in learner autonomy, and students’ opinions 

toward the PBBCSI. 

 5.2.1 PBBCSI and gains in English oral communication ability 

 The comparison of the English oral communication ability pretest and posttest 

scores demonstrated the students’ significant improvement in all six aspects of English 

oral communication ability of range, accuracy, fluency, interaction, coherence, and 

pronunciation. In addition, the qualitative findings revealed more details on the 

quantitative findings of each aspect of English oral communication ability.  It could be 

seen that the findings of the present study showed the positive effects of the PBBCSI 

on the students’ improvement of each aspect of English oral communication ability.  

The plausible explanations are related to the integration of the three main components 
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in the PBBCSI which consisted of project-based language learning, blended learning, 

and communication strategy instruction.  

 Project-based language learning and English oral communication ability 

 The findings of the present study showed the positive effects of the project-

based language learning which was integrated into the PBBCSI on the development of 

each aspect of English oral communication ability.  This could be explained that the 

use of project-based language learning encouraged the students to employ the 

communication strategies they had learned and practiced to conduct each online task, 

phase by phase, before eventually moving on to one independent project, with the topic 

being related to their job functions.  To do so, the students had to communicate with 

their pairs whose levels of English oral communication ability were different from their 

own in order to carry out their online tasks and the project.  They also had to use the 

communication strategies to deal with communication problems relevant to six aspects 

of English oral communication strategies to accomplish the communication purposes 

in different situations of the online tasks and the project phase by phase.  Moreover, the 

project-based language learning enabled them to master each aspect of English oral 

communication ability when they tried to apply the vocabulary and pronunciation they 

learned in each phase.  Simply put, the students had to practice different aspects of 

English oral communication ability in doing the online tasks and the project. Therefore, 

the use of communication strategies and the practice of each aspect of English oral 

communication ability while conducting the online tasks and the project enabled them 

to develop English oral communication ability.  The findings of the present study were 

consistent with Xu et al.’s (2017) concept of project-based language learning.  They 

point out that project-based language learning is “a language teaching method which 

organizes instructional activities around projects and is promoted as an effective way 

of facilitating students’ language learning, content learning, and integrated skill 

development” (p. 235).  Furthermore, when the students were working with their peers, 

their English oral communication ability could be developed since the project-based 

language learning is seen as a “powerful means for facilitating students’ attainment of 

the higher-level competencies and transferable skills” (Ertmer & Glazewski, 2015, p. 

89).  The online tasks and the project used in this study were relevant to the students’ 

job functions, so they attempted to do their best to complete them.  In so doing, they 
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chose the topics of tasks and projects that they were really interested in and planned 

well to accomplish those works.  The findings were also consistent with Dooly and 

Masats’ (2011) study that project-based language learning enabled students to be 

exposed to authentic materials and increased their opportunities to practice using their 

English language meaningfully, which resulted in an increase in oral English 

communication ability.  The students who participated in this study had the opportunity 

to use authentic materials such as social platforms and resources to conduct their online 

tasks and the project corresponding to different computer engineering job functions.  

Evidently, this was different from most of the materials used in a traditional English 

class.  According to Dooly and Masats (2011), when the students have a chance to 

practice English oral communication ability with authentic materials, and when 

materials are meaningfully relevant to their major field of study or future career, they 

are more likely to be interested in them and want to take responsibilities to carry out 

and complete the tasks.  Thus, in this study, the students’ oral communication scores 

increased. Moreover, such findings were in congruence with the findings of 

Oranpattanachai’s  (2018) who conducted a study to investigate the engineering 

students’ perceptions of video projects and found that video projects could promote the 

students’ vocabulary, grammar, speaking, and listening, all of which were considered 

similar to English oral communication ability explored in the present study.  

 Blended learning and English oral communication ability 

 In the online environment of the blended learning implemented in the present 

study, the students had more chances to practice their English oral communication 

ability while doing both the online tasks and the independent project. Evidently, a 

blended learning environment helped the students overcome the restrictions of pace, 

place, and time that were more common in the face-to-face learning environment in 

class.  Such an online environment could contribute to the students’ improvement in all 

six aspects of English oral communication ability because in this study, the students 

could work with their peers anywhere and anytime on their self-selected social 

platforms such as Discord, Skype, Line, etc.  In so doing, they were able to control 

what, when, where, and for how long they wanted to complete their online tasks and 

projects.  Therefore, their English oral communication ability could be developed 

because when compared with the traditional face-to-face environment, the students had 
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more time to design their tasks and projects, they had plenty of opportunity to search 

for as much relevant information on the Internet as they wanted to support their works, 

and had the liberty to practice their conversation until they were confident to perform 

their live conversation on their selected social platforms.  This finding concurred with 

Bax’s (2011) concept of using computer-mediated communication tools to support life 

and learning, stating that computer-mediated communication tools in a blended 

learning environment can promote students’ learning anywhere and anytime beyond 

learning in traditional face-to-face classrooms, which means that students can choose 

what they want to study more, anytime and anywhere when they are convenient and 

ready to do.  Also, such finding was in congruence with Richards’ (2015) suggestion 

that computer-mediated communication tools increase more students’ opportunities for 

negotiation of meaning, a context for interaction, and a social learning environment and 

also with Kintu et al.’s  (2017) study that quality technology, online tools, resources, 

and peer support facilitate the students to self-regulate their learning in completing their 

work, thus contributing to the students’ improvement of English oral communication 

ability since they have more opportunities and control over their working and learning 

process.  In the present study, it could be seen that when the students could conveniently 

control their time, place, and pace of learning when carrying out their online tasks and 

projects, oral communication ability could be increased because the students could do 

their tasks and projects when they had the convenience to do so, on any platforms that 

they self-selected to ensure ease of access and use when dealing with their tasks and 

projects.  Some students who were slow in learning could also practice more until they 

felt confident to do their tasks and projects. 

 Such findings also yielded support to previous studies (Chotipaktanasook, 2018; 

Pertiwi, 2018) that blended learning increased students’ opportunities to exercise and 

develop their English oral communication ability, especially mastery of vocabulary as 

the students in the present study showed their highest improvement in range and 

vocabulary. 

 Communication strategy instruction and English oral communication 

ability 

 Communication strategy instruction in the present study was done with seven 

learning and teaching steps of the PBBCSI.  It was found that such instruction enabled 
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the students to use the taught communication strategies to tackle communication 

problems to achieve communication purposes in different situations when working on 

the online tasks and the project. In addition to their application of the taught 

communication strategies, the students also acquired and practiced vocabulary and 

pronunciation, as well as made use of other English oral communication ability while 

doing the activities.  In the face-to-face environment, they underwent the steps of 

preparation, presentation, rehearsal, performance, and feedback, and while in the online 

environment through the steps of expansion and evaluation, they practiced more and 

more on the use of communication strategies, vocabulary, language expressions, and 

pronunciation for their conversations and discussions while doing the online tasks and 

projects.  Moreover, they gave comments on their peers’ tasks and projects in terms of 

English oral communication ability, and they utilized their peers’ comments to develop 

and further improve their tasks and projects in the following PBBCSI phases.   Thus, 

the practice led to the development of English oral communication ability.  The findings 

were consistent with a previous study which have reported that communication strategy 

instruction enabled students to employ more taught communication strategies in order 

to show their ideas when dealing with communication problems (Kongsom, 2016). In 

addition, communication strategy instruction taught them how to keep the conversation 

floor smooth and make their speech fluent.  Also, they had a chance to learn to  engage 

in negotiation of meaning through their use of communication strategies, thereby 

increasing more opportunities to check, clarify, and react to utterances in interaction, 

which was similar to what (Nakatani, 2010) has pointed out.  Finally, the finding of the 

present study were similar to the finding of a study undertaken by Puripunyavanich 

(2017) which has revealed that communication strategies enhanced students’ English 

oral communication ability, especially their presentation skills, the skills were also 

included in the present study. 

   

 5.2.2 PBBCSI and gains in learner autonomy 

 The findings revealed that the students exhibited significant improvement in 

two main components of learner autonomy—personal responsibilities and personal 

capabilities, but not independent learning. However, the qualitative findings from the 

face-to-face and online observation checklists and student logs indicated that the 
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students showed a gradual improvement in all of the three main components of learner 

autonomy which consisted of personal responsibilities, personal capabilities, and 

independent learning. The findings regarding students’ development of learner 

autonomy can be discussed in the following topics: benefits of the integration of 

blended learning, benefits of communication strategy instruction, and integration of 

project-based language learning into the PBBCSI. 

 Project-based language learning and learner autonomy 

 In this study, project-based language learning was adapted from Larmer’s 

(2015, 2019) essential project design elements to form six phases in the PBBCSI to 

ensure that the students understood and were able to conduct each phase to complete 

their project independently without instructor and peer support.  

 One possible explanation why the PBBCSI could result in the students’ gain in 

learner autonomy is the concept of zone of proximal development proposed by  

Vygotsky’s (1978), which explains that this zone is the gap between what a student can 

do without help and what he or she can achieve with guidance and support from a more 

capable and knowledgeable person.  This means that in order to help students achieve 

their learning, they may need some support from their instructors or peers.  In this  

study, the students were instructed the ways to conduct their independent projects phase 

by phase, which could be seen as the scaffolding that supported them to “move beyond 

their current level of understanding” (Westwood, 2004, p. 23) of how to complete the 

projects, with some support from the instructors who gave comments and suggestions 

on their tasks, and with peer support when doing their pair tasks.  Such support in the 

form of scaffolding enabled them to complete their project, and this might not have 

been possible without instructor and peer support due to a lack of necessary English 

oral communication ability. 

 The findings of the present study are consistent with Dooly and Masats’ (2011) 

study that the project-based language learning of their study could develop the student-

teachers’ learner autonomy since they shared some responsibilities of teaching with 

their students and the students also had freedom to select the contents and the types of 

materials in order to produce their projects.  As for the present study, the instructor 

support was gradually reduced in order to transfer instructor’s responsibilities to the 

students in the PBBCSI.   In a face-to-face environment, the instructor provided support 
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by giving detailed instructions of the online tasks written in the PBBCSI lessons and 

giving comments on the students’ videos posted on the Facebook page.  The amount of 

initial support the students received from the instructor was gradually reduced in 

PBBCSI phase 2: Inquiry, and it was not given at all in phase 3: Analysis.  While the 

instructor gradually withdrew the support given, the students had to learn to take more 

charge of their learning.  In other words, they had to struggle to complete the assigned 

tasks on their own.  The support they initially received enabled them to continue 

carrying out the tasks on their own.  When the students learned to take charge of their 

own learning without support from the instructors, their autonomy was fostered.  

 As Dooly and Masats (2011) have pointed out, the students need to have 

freedom to select the contents and the types of materials to produce their independent 

project, and such freedom of choice contributed to the development of their learner 

autonomy.  In the present study, the students made their own choices to self-initiate 

different actions to perform so as to complete their works which included face-to-face 

activities, online tasks, and the independent project.  The choices that they made 

included the choices that they newly created to complete their works without instructor-

or-peer initiation, the choices that they newly created to complete their works after or 

with instructor-or-peer initiation, and the choices that they did not want to create any 

new choices but kept on following instructor-or-peer initiation according to the 

instructions of activities, tasks, and projects. These choices contributed to students’ 

self-initiation to take different actions to complete their works, which was considered 

an indicator of learner autonomy.   

 Interesting evidence of the students’ development of learner autonomy that 

emerged in this present study occurred at different points of time. At the beginning, 

during early PBBCSI phases, they did not show any sign of autonomy.  However, after 

having engaged in the PBBCSI for a while, they began to learn to take the initiative in 

their learning when they came to do their online tasks in the first phase.  They were 

required to give comments on their peers’ tasks; however, they did not show any 

initiation to do so.  Accordingly, the instructor had to ask one student to encourage the 

class to give the comments.  After that, they learned that they needed to give comments 

on their peers’ works once they posted them on the Facebook group in other phases.  It 

is worth noting that the behavior in encouraging peers to give comments never 
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happened again nor did other initiatives in the following phases until they came to do 

the independent projects when one student showed initiation by posting the correct way 

to submit their projects in the PowerPoint format in the consultation box on the 

Facebook group without waiting for their instructor to do so. However, it is worth 

noting that development of learner autonomy in this study was more like a through 

rising-falling-standstill-rising pattern as sometimes the students did not exhibit any 

attempt to initiate their learning or completing the tasks assigned. 

 According to Little (1991), learner autonomy is not developed in a steady state 

and once the students achieve this construct, it does not mean that they are equipped 

with it forever.   In other words, learner autonomy is a dynamic state, “its permanence 

cannot be guaranteed” (p. 4).  Likewise, the students in the present study struggled to 

develop their learning autonomy, going through the rising-falling-standstill-rising 

pattern before their ability to take initiative in learning could be established.   

 Despite some development of certain aspects of learner autonomy, there was 

one aspect of learner autonomy that the students were unable to achieve.  That is, they 

unable to develop learner autonomy in the aspect of defining their learning progressions 

in the early PBBCSI phases because they could not submit their online tasks before the 

due date, but finally they submitted their projects before the due date.   Such finding 

was consistent with Little’s (1991) suggestion that the students who show “a high 

degree of autonomy in one area may be non-autonomous in another” (p. 4). 

 Blended learning and learner autonomy 

 The online environment for blended learning in the present study enabled the 

students to have more chances to practice their English oral communication ability 

when doing their independent project online.  Initially, they received instructor support 

when the instructor gave them comments and suggestions while doing face-to-face 

activities including oral presentation in class. In addition, when working online, the 

students received support from their peers in the forms of comments and feedback on 

their online tasks, done on Facebook.  The instructor withdrew their support later on, 

and the students had to learn to take control of their learning.  They had to be responsible 

for the assigned tasks and work independently without direct instruction from their 

instructor. The students had to make their own choices of computer-mediated 

communication tools such as self-selected screen recording programs, social platforms, 
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and online resources.  Therefore, the blended learning environment of this study helped 

the students learned to be able to work on their own without much reliance on others 

particularly their instructor.  Thus, their learner autonomy was fostered.  Such findings 

were congruent  with Campbell’s (2015) study that the students in the blended learning 

environment were better than the students in the traditional face-to-face environment in 

terms of more learning contributions, interactions, and autonomous learning practices 

or behaviors which meant that these students were willing to take responsibilities for 

their own learning and were confident in their own capabilities to work when they were 

in a blended learning environment.  

 Chotipaktanasook (2018) conducted a study and found that blended learning 

enabled the students to become independent learners because it encouraged the students 

to work without instructor support. Likewise, the students of the present study 

developed their learner autonomy during the learning process to be able to eventually 

conduct their independent project without instructor and peer support.  Put another way, 

they were able to develop their learner autonomy after participating in the PBBCSI.

 A similar finding was found in Sanprasert’s (2010) study that the students in a 

blended learning environment in which learning directions were initially set by the 

teacher could develop their reactive learner autonomy by demonstrating responsibilities 

and confidence in language learning, organizing their resources as directed by the 

teacher to conduct their independent study, and showing their autonomous behaviors 

such as making contributions to online learning, setting their learning goals, planning 

for more practice outside class, and monitoring and evaluating their learning progress.  

  Furthermore, the findings of the present study offered support to Littlewood’s 

(1999) concept of reactive learner autonomy.  According to Littlewood, “once a 

direction has been initiated [normally by the teacher as teacher-directed learning], 

enables learners to organize their resources autonomously in order to reach their goal” 

(p. 75).  In this study, in order to achieve the goal of the assigned project, the students 

had to carry out their own projects according to the learning directions that the 

instructor initially set for their learning process in which they underwent the PBBCSI 

phases to master the ways to conduct the independent project by means of doing the 

online tasks phase by phase.  Initially, the resources were set for the students, but they 

could make their own choices to select their resources when they came to do online 
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tasks and the projects in the following phases.  In so doing, their learner autonomy could 

be promoted. 

 Communication strategy instruction and learner autonomy 

 In this study, communication strategy instruction was integrated into the 

PBBCSI as the seven learning and teaching steps in both face-to-face and online 

environments.  The study findings indicated that the PBBCSI contributed to the 

students’ development of learner autonomy because it was found from the quantitative 

findings of the Pre-LAQ and Post LAQ that the students were willing to take 

responsibilities for and were confident in their capabilities when they had to select 

appropriate communication strategies to overcome communication problems they 

encountered or maintain the conversations.  The qualitative findings of the semi-

structured interviews and the researcher’s observation while scoring the students’ tasks 

and projects also supported the conclusion that the PBBCSI promoted the students’ 

selection.  In particular, their learner autonomy could be observed when they selected 

three communication strategies taught in class including asking for clarification, asking 

for confirmation, and using fillers and hesitation devices in order to complete their tasks 

and projects successfully.  However, the circumlocution strategy was rarely employed 

in their tasks and was not used in the students’ projects because they reflected that it 

was more difficult for them to describe the target words due to their limited language 

knowledge, so they employed other words instead.  The findings of the present study 

was in congruence with Faerch and Kasper’s (1983) suggestion that communication 

strategy instruction can be thought of as a way to develop the students’ capabilities to 

connect the gap between classroom instruction and real-life communicative situations, 

and the students’ capabilities are one of the three main components of learner autonomy 

in the present study which indicated that communication strategy instruction was 

effective to develop students’ learner autonomy in selecting appropriate 

communication strategies to deal with communication problems in conversation.  

 In addition, the findings of the present study were in line with Machón’s (2000) 

study, stating that communication strategy instruction helped the students “develop 

their knowledge about strategies in order for them to select the most appropriate 

strategies for completing a given task” (p. 20). 
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 5.2.3 PBBCSI and students’ opinions toward the PBBCSI 

 The findings from the post-learner autonomy questionnaire scores and the semi-

structured interviews revealed the students’ positive opinions toward the PBBCSI in all 

four domains which included learning and teaching steps for doing the online tasks and 

the independent project; PBBCSI phases on English oral communication ability and 

learner autonomy for completing the independent project; benefits of instructor’s and 

peers’ comments and suggestions, and self-selected choices regarding completion of 

online tasks and the independent project; and preferences of the PBBCSI for the 

development of English oral communication ability and learner autonomy.  The 

findings regarding the four domains can be interpreted as the benefits of the integration 

of project-based language learning, blended learning, and communication strategy 

instruction. Therefore, the findings of this present study regarding the students’ 

opinions toward the PBBCSI are discussed according to the four domains as follows. 

 Regarding the opinions toward the benefits of project-based language learning 

on English oral communication ability, the students revealed that project-based 

language learning enabled them to acquire and practice how to do the independent 

project phase by phase. Furthermore, the project-based language learning encouraged 

them to develop their planning and project presentation skills as well as identifying 

communication scopes to achieve their communication purposes in different situations 

when conducting their independent project. The findings of the present study were in 

congruence with Oranpattanachai’s (2018) study that the students showed positive 

perceptions toward video projects because the project-based language learning helped 

them develop their English language skills at a high level in aspects of speaking and 

listening skills, vocabulary, grammar, and English phrases used in the workplace.  

 Concerning the opinions toward the benefits of project-based language learning 

for development of learner autonomy, the students reflected that project-based 

language learning enabled them to acquire practical and clear knowledge of how to do 

the independent project phase by phase, making them feel more confident in their 

capabilities to be responsible for conducting their project without direct instruction, 

support, and control from their instructor. The findings of the present study agreed with 

the findings reported by Dooly and Masats’ (2011) that project-based language learning 

could enhance the student-teachers’ learner autonomy because they could share some 
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responsibilities of learning with their students and the students also had freedom to 

choose the contents and types of materials to produce their projects, as previously 

discussed.  In terms of the benefits of blended learning on English oral communication 

ability, the students explained that the blended learning environment in the present 

study encouraged them to apply the taught communication strategies and vocabulary 

they acquired to complete the online tasks and the independent project.  Furthermore, 

they could also apply what they had practiced in the face-to-face environment with the 

tasks and the project they did online. The findings of the present study were consistent 

with the findings of Chotipaktanasook’s (2018) who discovered that the students felt 

that blended learning offered them more opportunities to practice and improve their 

language skills. Likewise, the students in the present study revealed in the semi-

structured interviews that the PBBCSI helped them develop their English oral 

communication ability and their confidence in communicating with other people.  

 With respect to the benefits of blended learning on learner autonomy, the 

students reflected that the blended learning of the PBBCSI made them feel willing to 

carry out their project with confidence and without having to rely on direct instruction, 

support, and control of their instructor because the blended learning helped them 

develop their systematic planning, sequencing, and management. They further 

described that the blended learning helped raise their awareness of duties and 

responsibilities toward their own learning, promoted transfer for knowledge from face-

to-face and online environments, were convenient, and saved their time.  Such findings 

lent support to the findings reported by Chotipaktanasook (2018) that the blended 

learning environment promoted  independent working, enabling students to work 

without instructor support.    

 When considering the opinions toward the benefits of communication strategy 

instruction on English oral communication ability, it could be seen that the students 

in this study had positive opinions toward the PBBCSI because of three important 

reasons. First, they agreed that communication strategy instruction enabled them to 

communicate more effectively, apply communication strategies they learned in class 

in real-life situations, and solve communication problems. Similar findings have been 

reported by Puripunyavanich (2017) who found that the students had positive attitudes 

toward the learning and communication strategies instruction which aimed to develop 
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their English oral communication ability after they took the instruction.  They 

reflected that the instructed strategies were useful for doing learning activities and test 

tasks and could be applied to other courses.  

 Finally, with regard to the benefits of communication strategy instruction on 

learner autonomy, the students in the present study agreed that after taking the 

PBBCSI, they were willing to take more responsibilities for the works assigned to 

them because the communication strategies they had learned helped them do the 

works more easily. In addition, they were able to apply the communication strategies 

to solve communication problems. Most importantly, they realized that they were able 

to carry on smooth and effortless flow of utterances in a conversation even without 

instructor and peer support. Likewise, Puripunyavanich (2017) has found that 

communication strategy instruction was useful for the students as they were able to 

apply what they had learned to complete learning activities in other situations.   

 

  

5.3 Implications of the study findings 

 According to the study findings, three pedagogical implications in Thai 

classroom context can be suggested.  

 To begin with, the PBBCSI promoted the students’ English oral communication 

ability and learner autonomy.  One of the components that led to such findings is the 

students’ liberty to complete the final project without direct instruction, instructor and 

peer support, and control of the instructor.  The challenging problem or the driving 

question of the project is very important as the heart of the project (Larmer, 2015, 2019) 

when other instructors or practitioners want to apply this model.  Therefore, they should 

be very careful when they come to design a project.  In addition, the project they design 

should be really meaningful for their students so that the students would realize that the 

project is important for them so as to successfully develop their English oral 

communication ability and learner autonomy, as well as other skills necessary for their 

future careers, as Dooly and Masats (2011) have pointed out that when the students 

have been exposed to practice English oral communication ability with authentic 

materials that are meaningfully relevant to their major field of study or future career, 

they are more likely to take responsibilities and express their capabilities to carry out 
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their works, so their learner autonomy and  English oral communication ability can be 

improved. 

 Second, when the PBBCSI is applied, instructors and practitioners should be 

aware of the support needed to facilitate students’ learning process.  According to Riley 

(1997, as cited in Alonazi, 2017), instructors should support students when they need 

suggestions for their learning so that they are able to apply their knowledge and 

capabilities they have been equipped with during class to work independently and 

achieving tasks that they are required to do, so as to support them to “move beyond 

their current level of understanding” (Westwood, 2004, p. 23).   In the present study, at 

the first PBBCSI phase, the students did not give comments on their peers’ online tasks 

because they were not familiar with this kind of activity that aimed to promote their 

leaner autonomy, so they passively waited for their instructor to tell them to do what, 

when, where, and how.  This evidence did not mean that they could not develop their 

learner autonomy, but they were more familiar with being explicitly instructed on what 

to do by their teacher just like most Thai students.  Therefore, instructors and 

practitioners should not withdraw their support in the early stages of instruction as Little 

(1991) has argued against the misconceptions of learner autonomy that instructors 

should support students to become autonomous in the learning process.  This is in 

congruence with Sheerin’s (1997) assertion that “all learners need to be prepared and 

supported on the path to greater autonomy by [instructors]” (p. 63).  

 Finally, the study findings revealed that the students made different choices to 

initiate doing their online tasks and independent projects by means of selecting their 

own social platforms and resources, thus contributing their development on learner 

autonomy and English oral communication ability.  In so doing, instructors and 

practitioners should not stop students’ selection of their own choices to complete their 

works, since giving students choices and decision-making for their learning can 

promote learner autonomy effectively (Benson, 2016). 

 

5.4 Limitations of the study 

 There were some limitations that should be taken into consideration when 

interpreting the findings of the study as follows. 
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 First, the topics of the tasks and the independent project were designed in 

relation to the students’ field of study in computer engineering and limited to Thai 

stakeholders such as their Thai friends at a university and Thai experts when they did 

the interview survey, including working with their Thai pairs for their online tasks.  As 

a result, they were exposed to Thai speakers in a Thai context only. In addition, when 

doing the interviews, they used the Thai language to communicate with those people.  

As such, they did not have opportunities to be exposed to English-speaking foreigners 

and native speakers of English. 

 Second, since learner autonomy is not a steady, but a dynamic state, “its 

permanence cannot be guaranteed” (Little, 1991, p. 4).  However, the present study was 

conducted in 15 weeks in one semester which might not be enough for students’ learner 

autonomy to be developed on some aspects since the evidence showed that some 

aspects of learner autonomy such as taking the initiative in the learning process were 

not developed well as evidenced by a rising-falling-standstill-rising pattern before their 

ability to take initiative in learning could be established.  As such, the findings of the 

study could be generalized only to a short-period-of-time context of learner autonomy 

development. 

 Finally, the findings of the present study revealed that a few of the students who 

were interviewed did not like the PBBCSI because of the workloads of other subjects 

and the works in the PBBCSI they had to take care of made them feel overwhelmed, so 

they felt that they did not have sufficient time to do online tasks and projects.  As a 

result, their works might not be the best version or reflect their actual capability, thus 

affecting their development on English oral communication ability and learner 

autonomy.     

 

5.5 Recommendations for further studies 

 This study was subject to some limitations previously mentioned; therefore, the 

recommendations in such regard are made as follows. 

 To begin with, research should be conducted in which instructors design the 

tasks and projects that encourage students to communicate with English-speaking 

foreigners and native speakers of English with different topics of their interests to see 
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if the students’ oral communication ability can be developed in the same way or not 

when they have to communicate with speakers who did not share their mother tongue. 

 Second, longitudinal research should be carried out to monitor if the PBBCSI 

has a long-term effect on development of students’ learner autonomy as it is believed 

that learner autonomy is dynamic in nature and can change, increasing or decreasing, 

over time.   

 Finally, research should also be undertaken to further explore different means 

by which learner autonomy can be promoted.  For instance, the student participants in 

the research may be encouraged to initially set their learning directions to achieve the 

objectives of the course, while the instructor acts as a counsellor who gives suggestions 

only when the students make a request, so as to see if the students’ learner autonomy 

development can successfully take place without teachers’ direct instruction in the 

initial stage in hope of findings more effective means to foster learner autonomy among 

Thai students who are likely to be passive learners and who may not be familiar with 

the concept of learner autonomy in the Thai contexts.  
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APPENDIX A: English Oral Communication Ability Test 

FOR STUDENT 

Test Task 1 

Describing computer products or technology, and giving solutions for a problem 

 

STEP 1: Read the test task design for the role play. 

 

Test Task Design: 

Objective:  

 

 

To assess students’ English oral communication ability 

(range, accuracy, fluency, interaction, coherence, and 

pronunciaiton) in describing computer products or 

technology, and giving solutions for a problem. 

Job functions related 

to the study unit  

- Describing computer products and peripherals (Unit 2 

Computer Products and Peripherals) 

- Giving instructions, suggestions, warning, and analyzing 

results to give solutions for computer products and 

peripherals (Unit 3 Computer and Networking Problems) 

Known criteria:  Students are informed of the procedure and assessment  

criteria, and the use of taught communication strategies in 

advance. 

[Your performance will be video-recorded.] 

Purpose context: At a shop of computer and electronic devices in Bangkok, 

Thailand 

Student’s role  

(Test taker’s role): 

The owner of the computer and electronic devices shop 

in Bangkok, Thailand 

-You (the student) ask and answer some questions about 

the product and its problem to sell one kind of device that 

a Singaporean customer is looking for. 

-READ the situation with its details in the sheets of “Test 

Task 1 (For the student/test taker).” 

Assessor’s role: The Singaporean customer 

-The assessor acts as the Singaporean customer who is 

looking for one kind of device for his/her notebook, but 

he/she does not know how to call it. He/She asks some 

questions about the product and its problem in the 

“Statements and questions (For Interviewer 1).” 

Preparation time: 7 minutes 

Performance time: 5 minutes 

Assessment The English oral communication ability test rubric 
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FOR STUDENT 

 

STEP 2: Read the sheets of test task 1. 

 

Test Task 1 (For the student/test taker) 

 

You will have 7 minutes to read and understand the following situation and 

information: 

 

Situation: The role play between the owner of the computer and electronic 

devices shop in Bangkok, Thailand and the Singaporean customer 

You are the owner of the shop. There is the Singaporean customer who is 

looking for one kind of device for his/her notebook, but he/she does not know how 

to call it. He/She has some questions about the product and its problem in the table 

below. You greet/welcome him/her first. You end the conversation with thank you 

expressions when you get the money from the customer. 

 

Sandisk Extreme 900 Portable SSD  

 
 

Specifications: 

Capacity:  1.9 TB 

Read speed 850 MB/s 

Write speed 850 MB/s 

Compatibility Windows 8, Windows 10, and Mac OS 10.6+ 

Other 

information  

SSD: faster, lighter, more expensive than HDD 

 (Give this information after the customer asks you about this.) 

 

SEE NEXT PAGE 
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Problem Solutions 

Slow SSD 

 
1Adapted from: https://www.sandisk.com/home/ssd/extreme-900-ssd 
2Taken from: https://windowsreport.com/fix-slow-ssd-windows-

10/?EsetProtoscanCtx=735efe0 

 

STEP 3: Perform test task 1. 

 

 

 

 

 

 

 

 

 

 

 

 

Don’t click on ‘Optimize’ when showing to the 

customer. 

https://www.sandisk.com/home/ssd/extreme-900-ssd
https://windowsreport.com/fix-slow-ssd-windows-10/?EsetProtoscanCtx=735efe0
https://windowsreport.com/fix-slow-ssd-windows-10/?EsetProtoscanCtx=735efe0
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FOR RATER 

 

STEP 3: Perform test task 1. 

 

Test Task 1: Statements and questions (For Interviewer 1) 

[The interviewer is the experienced instructor.] Use English rubric for rating. 

 

TEST PROCEDURE 

Step 1: Give the student the test task design  

 -Ask the student if he/she is ready for step 2 “Are you ready for the next 

step?” 

Step 2: Give the student the sheets of test task 1 (7 minutes) 

Step 3: Perform test task 1 (5 minutes) 

 

Student Greeting/Welcoming you [the 

interviewer]. 

[Interaction criteria on the 

test rubric]  

If the student does not greet 

you, you start saying the next 

statement. 

1. Interviewer - I’m looking for something for 

my notebook. 

To elicit communication 

strategies “Asking for 

clarification”  

Student Asking for clarification  

e.g. -Can you be more specific? 

-What do you use it for? 

-What do you want exactly? 

If the student does not ask for 

clarification, you start saying 

the next statement. 

2. Interviewer - Er…I’m looking for a device 

that can store a lot of data from 

my notebook. 

 

Student Recommending the Sandisk 

Extreme 900 Portable SSD. 

If the student does not 

recommend the SSD, you 

start saying ‘I’m looking for 

the SSD.’ and the next 

question. 

3. Interviewer - I don’t know about it. 

What is SSD?... or what is it used 

for? 

 

Student Describing SSD with its use. (The student use his/her 

basic background knowledge 

of Computer Engineering to 

answer this question, and 
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they also learned about SSD 

in class.) 

If the student does not 

describe the SSD, you start 

saying the next statement. 

In addition, the student may 

initiate ideas which are 

sprung out of this topic. 

4. Interviewer - Can you tell me about its specs?  

Student Describing its specs  

5. Interviewer But I don’t like SSD. I 

like…er… the old 

one….HHHHH…something…I 

can’t remember. I think it’s 

better. 

To elicit student’s use of 

communication strategies 

“Asking for confirmation”  

[e.g. ‘Is it HDD?’] or  

“Asking for clarification”  

[e.g. ‘Why do you think like 

that? /Why?] 

Student Responses  

with the possible use of “Asking 

for confirmation” [e.g. ‘Is it 

HDD?’] or “Asking for 

clarification” [‘Why do you think 

that? /Why?] 

 

6. Interviewer Responses and then ask 

- Why do most people prefer to 

use this SSD rather than HDD?  

 

*[Paraphrase:  

“Why do most people like to use 

this SSD more than common hard 

disk drive?”] 

 

 

 

 

*If the student does not 

understand the question, 

repeat the question again.  

If still not understand, wait 

for a while (5 seconds), and 

then ask the paraphrasing 

question on the left. 

Student Giving the reason— 

For example, 

(If yes) Because SSD is faster, 

lighter, but more expensive than 

HDD. 

(If no) Because SSD is more 

expensive than HDD. 

In addition, the student may 

initiate ideas which are 

sprung out of this topic. 
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7. Interviewer If SSD is slow, do you have any 

recommendations for this serious 

flaw? 

 

*[Paraphrase:  

“Do you have any suggestions 

for me to solve this problem?”] 

 

 

 

 

 

*If the student does not 

understand the question, 

repeat the question again.  

If still not understand, wait 

for a while (5 seconds), and 

then ask the paraphrasing 

question 

on the left. 

 

To elicit student’s use of 

“Asking for clarification”  

[e.g. ‘What does the word 

‘flaw’/ ‘recommendations’ 

mean?] or 

“Asking for confirmation”  

[e.g. ‘Does the word ‘flaw’ 

mean ‘weak point’? / Does 

the word ‘recommendations’ 

mean ‘suggestions’?] 

Student Giving the ways to solve the 

problem according to the steps 

given in the prompts. 

 

8. Interviewer Thank you very much for your 

information. Oh, it costs 1,500 

baht. I’ll take it. Here’s 1,500 

baht. 

 

Student Responses and end the 

conversation. 

Ending the conversation is 

not assessed. 

 

Notes: 

1) If each of the repeated question or the paraphrasing question is asked twice 

and the student cannot still answer the question, this affects the proficiency level in 

the criteria “interaction.”  

[This suggests that the student cannot apply the communication strategies to 

solve the communication problems nor the expressions to interact in the 

conversation]. 
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2) If the student does not give complete information nor does answer all the 

questions, this affects the proficiency level in the criteria “coherence.” 

3) During the conversation, the student may use the taught and non-taught 

communication strategies to overcome communication problems and maintain the 

conversation to achieve the communication purpose. Only the taught communication 

strategies are coded and analyzed for their frequency and functions used by the test 

takers. 

4) In the PBBCSI model, the students are instructed with the following 

communication strategies: 1) Asking for clarification, 2) Asking for confirmation, 3) 

Circumlocution, and 4) Use of fillers and other hesitation devices. 

 As for “Asking for clarification” and “Asking for confirmation,” the use of 

these two strategies depend on situations and their language functions stimulating the 

speakers to deploy them to interact with their interlocutors, help them overcome 

communication problems, and maintain the conversations to achieve the 

communication purposes. 

 Concerning “Circumlocution” and “Use of fillers and other hesitation 

devices,” the use of these two strategies depends on personal decisions to use them in 

conversations, so test takers’ use of these strategies cannot be controlled. If 

controlled, the conversation in this test will not be natural. Hence, this test task may or 

may not be able to elicit the use of circumlocution, and use of fillers and other 

hesitation devices strategies. 
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FOR STUDENT 

 

Test Task 2 

Interview 

STEP 1: Read the test task design for the role play. 

Test Task Design: 

Objective:  

 

To assess students’ English oral communication ability 

(range, accuracy, fluency, interaction, coherence, and 

pronunciaiton) in discussing and exchanging opinions 

towards computer technology and Computer Engineering 

field. 

Job function 

related to the study 

unit  

- Discussing and exchanging opinions towards computer 

technology and Computer Engineering field (Unit 1 

Computer Technology for Life) 

Known criteria:  Students are informed of the procedure and assessment  

criteria, and the use of taught communication strategies in 

advance. 

[Your performance will be video-recorded.] 

Purpose context: In a job interview by an American employer at an 

American company in Thailand 

Student’s role 

(Test taker’s role): 

The candidate for a computer technician 

-You (the student) ask and answer the questions to interact 

with the American employer/interviewer of the American 

company who is looking for the right candidate for his/her 

company. 

-READ the situation with its details in the sheet of “Test 

Task 2 (For the student/test taker).” 

Assessor’s role: The American employer/interviewer at the American 

company in Thailand 

-The assessor acts as the American employer/interviewer 

who asks and answers the questions to select the right 

candidate for his/her company in the “Statements and 

questions (For Interviewer 2).” 

Preparation time: 2 minutes 

Performance time: 10 minutes 

Assessment The English oral communication ability test rubric 
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FOR STUDENT 

 

STEP 2: Read the sheet of test task 2. 

 

Test Task 2 (For the student/test taker) 

 

You will have 2 minutes to read and understand the following situation and 

information: 

 

Situation: The role play between the candidate and the American  

                  employer/interviewer of the American company in Thailand 

You are applying for the computer technician at the company. You are going 

to have a job interview with the American employer who has read your resume 

briefly. The interview consists of 3 main sets of questions. After you hear each 

question, you will have about 5 seconds to start answering the question. You greet 

the employer. And when appropriate, you can suggest the new ideas and/or topics 

to interest the employer.  

 

 

STEP 3: Perform test task 2. 
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FOR RATER 

 

STEP 3: Perform test task 2. 

 

TEST PROCEDURE 

Step 1: Give the student the test task design  

 -Ask the student if he/she is ready for step 2 “Are you ready for the next 

step?” 

Step 2: Give the student the sheet of test task 2 (2 minutes) 

Step 3: Perform test task 2 (10 minutes) 

 

Sets of Questions (For Interviewer 2) 

[The interviewer is the experienced instructor.] Use English rubric for rating. 

 

After the test taker hears each question, he/she will have about 5 seconds to start 

answering the question. If he/she consumes time more than specified, the assessor 

must stimulate him/her to answer the question. 

 

Set 1 

1. Why do computer technology and products make people have better 

lives? 

 

 

2. Give one example or more and how your example(s) can help people 

have better lives.  

***That’s great! 

(To compliment and show that you are listening to student’s answer)  

 

[Skip item 2 if the student answers with example(s) and the ways in 

item 1 mentioned above.  

[The student may initiate the new topics by talking about new products 

(apart from the one he/she has already answered) with the expressions 

such as “Let me talk about ……. / I’d like to talk about ……/ I’d like to 

propose the new ……., etc., or without saying the expressions but 

suggesting the additional innovations.] .]→ Interaction criteria: Initiating 

new topic/idea 
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Set 2 

1. Besides the innovation in Set 1, what innovation would you invent if you 

had budget and knowledge?  

If the student does not understand the question, repeat the question again.  

If still not understand, wait for a while (5 seconds), and then ask the 

paraphrasing question: 

[Paraphrase: What innovation that is NOT the same as in Set 1 would you 

create if you had money and knowledge?] 

***Wow! That’s amazing! 

(To compliment and show that you are listening to student’s answer)  

 

2. Why do you want to create that innovation?  

***Wonderful! 

(To compliment and show that you are listening to student’s answer)  

 

[The student may initiate the new ideas by talking about other new 

innovations (apart from the one he/she has already answered) with the 

expressions such as “Let me talk about ……. / I’d like to talk about ……/  

I’d like to propose the new ……., I’d also like to make …, etc., or without 

saying the expressions but suggesting the additional innovations.]→ 

Interaction criteria: Initiating new idea 

 

Set 3 

1. What is your most favorite subject in Computer Engineering field?  

2. Why? 

***I see. 

(To show that you are listening to student’s answer)  

 [The student may talk about his/her subject and use some technical 

words, so he/she may use communication strategies “circumlocution” to 

talk with the interviewer. (See the summary of the PBBCSI model about 

the information on ‘circumlocution’)]  

 [The student may add the new subject (apart from the one he/she has 

already answered) with the expressions such as “Let me talk about ……. /  

I’d like to talk about ……/ I also like ……., etc., or without saying the 

expressions but suggesting the additional innovations.]→ Interaction 

criteria: Initiating new idea 

[If the student answers with “subject A and subject B” all together, this 

answer is not included in the above criteria.] 

 

3. How do you apply the knowledge and skills of that subject to your 

innovation? 
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***Sounds interesting! 

(To compliment and show that you are listening to student’s answer) 

If the student does not understand the question, repeat the question again.  

If still not understand, wait for a while (5 seconds), and then ask the 

paraphrasing question: 

[Paraphrase: How do you use the knowledge and skills of that subject to 

create your innovation?] 

 

Notes: 

1) If each of the repeated question or the paraphrasing question is asked twice 

and the student cannot still answer the question, this affects the proficiency level in 

the criteria “interaction.”  

[This suggests that the student cannot apply the communication strategies to 

solve the communication problems nor the expressions to interact in the 

conversation]. 

2) If the student does not give complete information nor does answer all the 

questions, this affects the proficiency level in the criteria “coherence.” 

3) During the conversation, the student may use the taught and non-taught 

communication strategies to overcome communication problems and maintain the 

conversation to achieve the communication purpose. Only the taught communication 

strategies are coded and analyzed for their frequency and functions used by the test 

takers. 

4) In the PBBCSI model, the students are instructed with the following 

communication strategies: 1) Asking for clarification, 2) Asking for confirmation, 3) 

Circumlocution, and 4) Use of fillers and other hesitation devices. 

 As for “Asking for clarification” and “Asking for confirmation,” the use of 

these two strategies depend on situations and their language functions stimulating the 

speakers to deploy them to interact with their interlocutors, help them overcome 

communication problems, and maintain the conversations to achieve the 

communication purposes. 

 Concerning “Circumlocution” and “Use of fillers and other hesitation 

devices,” the use of these two strategies depend on personal decisions to use them in 

conversations, so test takers’ use of these strategies cannot be controlled. If 

controlled, the conversation in this test will not be natural. Hence, this test task may or 

may not be able to elicit the use of circumlocution, and use of fillers and other 

hesitation devices strategies. 
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FOR STUDENT 

 

Test Task 3 

Presentation 

 

STEP 1: Read the test task design for the role play. 

 

Test Task Design: 

Objective:  

 

To assess students’ English oral communication ability 

(range, accuracy, fluency, interaction, coherence, and 

pronunciaiton) in delivering the project presentation on 

selected issues. 

Job function 

related to the study 

unit 

- Delivering the independent project presentation on 

selected issues (Unit 4 Project presentation) 

Known criteria:  Students are informed of the procedure and assessment  

criteria, and the use of taught communication strategies in 

advance. 

[Your performance will be video-recorded.] 

Purpose context: Project presentation for a Chinese customer at the meeting 

room in Australia 

Student’s role 

(Test taker’s role): 

The project presentor 

-You (the student) give the project presentation for the 

Chinese customer at the meeting room in Australia. 

-READ the situation with its details in the sheet of “Test 

Task 3 (For the student/test taker).” 

Assessor’s role: The customer 

-The assessor acts as the customer who is looking for a 

company that can produce a product suitable for 

cumtomers’ needs at present.  

Preparation time: 6 minutes 

Performance time: 10 minutes: 

(5 minutes for project presentation and another 

 5 minutes for answering customer’s questions) 

Assessment The English oral communication ability test rubric 
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FOR STUDENT 

 

STEP 2: Read the sheet of test task 3. 

 

Test Task 3 (For the student/test taker) 

 

You will have 6 minutes to read and understand the following situation and 

information: 

 

Situation:  

You are going to give a 5-minute project presentation to the Chinese 

customer at the meeting room in Australia about your company project to 

promote your new antivirus software. You have to include the greeting, introducing 

yourself, main body, and concluding parts. 

 

The key information and the findings of the project: 

Objective • To find the antivirus software that meets the customers’ 

needs. 

Product information • Keep children safe from the information that can cause 

mental and emotional damage to them. 

• Secure all online transactions.  

Budget  • 2,000,000 baht 

Customers’ needs • A 3-month trial  

• Cheap price 
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FOR RATER 

 

STEP 3: Perform test task 3. 

 

TEST PROCEDURE 

Step 1: Give the student the test task design  

 -Ask the student if he/she is ready for step 2 “Are you ready for the next 

step?” 

Step 2: Give the student the sheet of test task 3 (6 minutes) 

Step 3: Perform test task 3 (10 minutes) 

 

Questions (For Interviewer 3) 

[The interviewer is the experienced instructor.] Use English rubric for rating. 

1. Can this product protect kids from inappropriate content? 

***That’s great! 

If the student does not understand the question, repeat the question again.  

If still not understand, wait for a while (5 seconds), and then ask the 

paraphrasing question: 

[Paraphrase: Can this product protect kids/children from not suitable 

contents?] 

[Using ‘inappropriate’ to elicit student’s use of communication strategies 

“Asking for clarification” [e.g. ‘What does ‘inappropriate’ mean?]  

or “Asking for confirmation” [e.g. ‘Does it mean ‘not suitable’?] 

 

2. Give one example of inappropriate content? 

[To check if the student understands ‘inappropriate content’?] 

 

3. For the registered customers, can they get any compensation when their 

transactions have problems? 

***Wow, amazing! 

[Using ‘compensation’ and ‘transactions’ to elicit student’s use of 

communication strategies “Asking for clarification” [e.g. ‘What does 

‘compensation’/ ‘transactions’ mean?] or 

“Asking for confirmation” [e.g. ‘Does it mean ‘money that is paid for 

some problems?’, Does it mean ‘a payment method in which the transfer 

of money happens online’?] 

 

4. Give one example of compensation for this case. 

[To check if the student understands ‘compensation’?] 

 

5. Can you reduce the budget to 1,500,000 baht? 

6. Great! Why? / Oh, why not? 
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Notes: 

1) If each of the repeated question or the paraphrasing question is asked twice 

and the student cannot still answer the question, the proficiency level is lowered. 

Please look at the criteria “interaction.”  

[This suggests that the student cannot apply the communication strategies to 

solve the communication problems nor the expressions to interact in the 

conversation]. 

2) If the student does not give complete information nor does answer all the 

questions, please look at the criteria “coherence.” 

3) During the conversation, the student may use the taught and non-taught 

communication strategies to overcome communication problems and maintain the 

conversation to achieve the communication purpose. Only the taught communication 

strategies are coded and analyzed for their frequency and functions used by the test 

takers. 

4) In the PBBCSI model, the students are instructed with the following 

communication strategies: 1) Asking for clarification, 2) Asking for confirmation, 3) 

Circumlocution, and 4) Use of fillers and other hesitation devices. 

 As for “Asking for clarification” and “Asking for confirmation,” the use of 

these two strategies depend on situations and their language functions stimulating the 

speakers to deploy them to interact with their interlocutors, help them overcome 

communication problems, and maintain the conversations to achieve the 

communication purposes. 

 Concerning “Circumlocution” and “Use of fillers and other hesitation 

devices,” the use of these two strategies depends on personal decisions to use them in 

conversations, so test takers’ use of these strategies cannot be controlled. If 

controlled, the conversation in this test will not be natural. Hence, this test task may or 

may not be able to elicit the use of circumlocution, and use of fillers and other 

hesitation devices strategies. 
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APPENDIX D: Student Log (for the task and the project)  

Members:me(s)                                                                                    

1. ………………………………………. Student ID No. ……………….. 

2. ………………………………………. Student ID No. ……………….. 

 

Complete the information in English. 

I. Setting the goal(s) and objectives  

1. Goal(s) of learning in the PBBCSI model 

…….....………………..…………………..………………………………………… 

2. Driving question (for unit 1): 

……………………………………………………………………………………… 

3. Deeper questions (for the tasks of units 2-3 and the project):    

 …………………………………………………………………………………………. 

    

…..……………………………………………………………………………………… 

4. Objectives (set by the instructor): 

1. ………………………………………………………………………………… 

2. ……………………………………………………………………….………… 

 

Your objectives: 

1. ………………………………………………………………………………… 

2. ……………………………………………………………………….………… 

 

II. Setting the expected progression scores on the task and project rubric: 

English version        or Thai version    
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III. Planning the procedure:  

1. How do you do the task or the project? 
Working steps Respondent  

(Who?) 

Resources 

(Write T if 

available 

from the 

textbook, F 

if from 

Facebook, N 

if they are 

new, and 

name who 

suggests 

them.) 

Time 

(duration 

of doing 

each 

step) 

Place 

(meeting 

places and 

selected 

social 

platforms) 

Pace 

(duration 

of doing 

the entire 

work) 

1. ……………………

……………………

………..…………. 

     

 

 

2. ……………………

……………………

………..…………. 

     

3. ……………………

……………………

………..…………. 

     

4. ……………………

……………………

………..…………. 

     

5. ……………………

……………………

………..…………. 

     

6. ……………………

……………………

………..…………. 

     

7. ……………………

……………………

…………………… 

     

New ideas, methods or techniques, expressions, and names who suggest them: 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………  

IV. Monitoring the task and the project completion procedures 

1. Will the planned working steps in aspects of time, place, pace, respondents (who?), 

and resources help achieve the objectives of the task or the project effectively? If not, 

how will you develop them? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………  
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V. Performing the task or the project 

 

VI. Evaluating the task or the project: 

1) Self-assessment 

1.1 Self-assess your task or project in terms of task and project quality, and English 

oral communication ability in the task and project rubric: English or Thai versions. 

   English version        or Thai version    

 

2) Reflection  

2.1 How well did you do your task or project in terms of quality?  

…………………………………………………………………………………………

…………………………………………………………………………………………

……………………………………………………………………………………….. 

 

2.2 Did the planned working steps in aspects of time, place, pace, respondents (who?), 

and resources help achieve the task or project objectives effectively? 

2.2.1 If yes, how did they help achieve the objectives? 

2.2.2 If not, how will you solve the problem? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

2.3 Did the communication strategies help achieve the task or project objectives 

effectively?  

2.3.1 If yes, how did they help achieve the objectives? 

2.3.2 If not, how will you solve the problem? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

2.4 What are weak points or problems in your task or project in aspects of quality? 

(Use the descriptors in section A: Task and Project Quality in the task and project 

rubric as your guideline.) 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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2.5 How well did you do your task or project in terms of English oral 

communication ability? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

2.6 What are weak points or problems in your task or project in aspects of English 

oral communication ability? (Use the descriptors in section B: English Oral 

Communication Ability in the task and project rubric as your guideline.) 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

2.7 How will you make your task or project better in terms of quality and English 

oral communication ability? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

For researcher 

Criteria for marking occurrences on the observation on learner autonomy components: 

1. Resp. refers to “Responsibilities”. If students show the behavior related to each 

incident described previously in each aspect of learner autonomy on the student log, 

suggesting that they attempt to do the outside class tasks and the independent projects, 

and do whatever ways to carry them out even if they are complete or not), they are 

willing to take their responsibilities of the observed incident in each aspect of learner 

autonomy to perform the outside class tasks and the independent project.  

2. Cap. refers to “Capabilities”. If students show the behavior related to each incident 

described previously in each aspect of learner autonomy and complete the outside class 

tasks and the project, they are confident in their abilities of the observed incident in 

each aspect of learner autonomy to manage, perform, and complete the tasks and the 

project.  

3. IL refers to “Independent Learning”. If students show the behavior related to each 

incident described previously in each aspect of learner autonomy and complete the 

outside class tasks and the project without or with little instructor and peer support, the 

students can answer the questions/complete the student log independently of instructor 

and peer control without or with little instructor and peer support of those 

responsibilities and capabilities of the observed incident in each aspect of learner 

autonomy for their independent learning. 
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APPENDIX E: Learner Autonomy Questionnaire 

The Effects of a Project-based Blended Learning with Communication Strategy 

Instruction on English Oral Communication Ability and Learner Autonomy of  

Undergraduate Engineering Students 

Instructions: 

This questionnaire was constructed to study the effects of a project-based blended 

learning with communication strategy instruction (hereafter, PBBCSI) on English oral 

communication ability and learner autonomy of undergraduate Engineering students on 

English oral communication ability and learner autonomy of undergraduate engineering 

students. In addition, the questionnaire is also aimed to investigate students’ opinions 

toward the PBBCSI model.  

Please rate each item according to the fact applied to you. The overall information 

confidentiality shall be assured, and the information of each individual shall not be 

revealed. Besides, your answers shall not have any effect on your English grades.  

 

Definition of terms 

1. The PBBCSI model stands for the project-based blended learning with communication 

strategy instruction (PBBCSI) which refers to the instructional model which combines 

the essential elements of the blended learning, communication strategy instruction, and 

the project-based language learning for doing the independent project. The model is 

aimed to develop students’ English oral communication ability and learner autonomy 

through the six phases which include 1) initiation, 2) inquiry, 3) analysis, 4) solution, 

5) assessment and reflection, and 6) revision and publication. Each of the first four 

phases includes 7 learning and teaching steps:  

A. Face-to-face learning and teaching steps:  

1) preparation, 2) presentation, 3) rehearsal, 4) performance, 5) feedback, and  

B. Outside class learning and teaching steps: 6) expansion and 7) evaluation. 

 

2. The face-to-face activities refer to the activities that are performed in class and 

particularly in the learning and teaching steps of 3) rehearsal, 4) performance, and 5) 

feedback. 

 

3. The online tasks refer to the tasks that are performed in group or pair in the learning 

and teaching steps of 6) expansion and 7) evaluation. 

 

4. The independent project refers to the project that the individual student takes his/her 

own responsibilities and express their capabilities for completing it without direct 

instruction, instructor and peer support, and control of the instructor. 

 

5. The works refer to all of the face-to-face activities, the outside class tasks, and the 

independent project that the students have done in the PBBCSI model. 

 

6. Learner autonomy refers to the extent to which the students are able to take their  

responsibilities (students’ willingness to take responsibilities) and capabilities 

(students’ confidence in abilities) in six aspects of learner autonomy in 1) determining 

the goals and the objectives, 2) defining the learning progressions, 3) taking the 

initiative, 4) making decisions on selecting methods or techniques, communication 

strategies, and resources, 5) monitoring the task and the project completion procedures, 

6) evaluating the online tasks and the project, in order to eventually carry out the 
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independent project in the six phases of the PBBCSI model as previously mentioned, 

without direct instruction, instructor and peer support, and control of the instructor. 
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Part I: The measurement of learner autonomy levels 

 

1.1 Personal responsibilities  

Please state how much you rate your willingness to take responsibilities in the 

PBBCSI model by making a circle          around the number which means the 

followings: 

 

5 = Extremely 

4 = Very 

3 = Moderately  

2 = Slightly 

1 = Very slightly 

A. Determining the goals and the objectives      

1. I am willing to set my goals of learning in this model. 5 4 3 2 1 

2. I am happy to determine the objectives of the online tasks.  5 4 3 2 1 

3. I feel good to set the objectives of the independent project. 5 4 3 2 1 

B. Defining the learning progressions      

4. I am willing to set the expected progression scores of the English oral 

communication ability test. 

5 4 3 2 1 

5. I am happy to define the expected progression scores of the tasks. 5 4 3 2 1 

6. I feel good to set the expected progression scores of the project. 5 4 3 2 1 

C. Taking the initiative      

7. After the instructor or peers start taking actions for learning and 

teaching such as giving explanations, examples, etc., I am willing to 

self-initiate to take common actions according to the work prompts for 

completing the face-to-face activities.   

5 4 3 2 1 

8. After the instructor or peers start taking actions for learning and 

teaching, I am willing to self-initiate to take new actions that I newly 

create (e.g. encouraging my peers to work and making new choices, 

ideas, or ways, etc.) for completing the face-to-face activities.   

5 4 3 2 1 

9. After the instructor or peers start taking actions for learning and 

teaching, I am happy to self-initiate to take common actions according 

to the work prompts for completing the online tasks. 

5 4 3 2 1 

10. After the instructor or peers start taking actions for learning and 

teaching, I am happy to self-initiate to take new actions for completing 

the online tasks. 

5 4 3 2 1 

11. Although the instructor or peers do not take actions for learning and 

teaching, I am willing to self-initiate to take new actions that I newly 

create (e.g. browsing the Internet to find information to support your 

purposes, etc.) for completing the face-to-face activities. 

5 4 3 2 1 

12. I am happy to self-initiate to take common actions according to the 

work prompts for completing my project. 

5 4 3 2 1 

13. I am willing to self-initiate to take new actions for completing my 

project. 

 

 

 

5 4 3 2 1 
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D. Making decisions on selecting methods or techniques, communication strategies, and 

resources 

14. I am willing to make decisions on selecting the appropriate  

methods or techniques (e.g. work cooperation: collaboration or 

cooperation, etc.) to achieve the face-to-face activities. 

5 4 3 2 1 

15. I am willing to make decisions on selecting the appropriate resources 

(e.g. websites, textbooks, brochures, etc.) to achieve the face-to-face 

activities. 

5 4 3 2 1 

16. I am pleased to make decisions on selecting the appropriate 

methods or techniques (e.g. the use of social platforms: Google 

Hangouts, Skype, Facebook Messenger, etc.) to achieve the tasks. 

5 4 3 2 1 

17. I am pleased to make decisions on selecting the appropriate resources 

(e.g. websites, textbooks, brochures, etc.) to achieve the tasks. 

5 4 3 2 1 

18. I am happy to make decisions on selecting the appropriate  

methods or techniques (e.g. the use of social platforms: Google 

Hangouts, Skype, Facebook Messenger, etc.) to achieve the project. 

5 4 3 2 1 

19. I am happy to make decisions on selecting the appropriate resources 

(e.g. websites, textbooks, brochures, etc.) to achieve the project. 

5 4 3 2 1 

20. I am willing to choose the appropriate communication strategies or 

language expressions related to communication strategies to overcome 

communication problems or maintain the conversations.  

5 4 3 2 1 

E. Monitoring the task and the project completion procedures  

21. I am happy to check my steps of doing the tasks in the following aspects 

in the student log (for the task and the project): 

     

21.1 Time (duration of doing each step) 5 4 3 2 1 

21.2 Place 5 4 3 2 1 

21.3 Pace (duration of doing the entire work)  5 4 3 2 1 

21.4 Respondents 5 4 3 2 1 

21.5 Resources 5 4 3 2 1 

22. I am willing to check my steps of doing the project in the following 

aspects in the student log (for the task and the project): 

     

22.1 Time (duration of doing each step) 5 4 3 2 1 

22.2 Place 5 4 3 2 1 

22.3 Pace (duration of doing the entire work)  5 4 3 2 1 

22.4 Respondents 5 4 3 2 1 

22.5 Resources 5 4 3 2 1 

F. Evaluating what has been acquired and performed in the tasks and the project 

23. I am pleased to evaluate the quality and English oral communication 

ability of my tasks in different aspects specified in the task and project 

rubric. 

5 4 3 2 1 

24. I am happy to evaluate the quality and English oral communication 

ability of my project in different aspects specified in the task and project 

rubric. 

5 4 3 2 1 

25. I feel good to make reflection on the quality and English oral 

communication ability of my tasks in different aspects specified in the 

task and project rubric. 

5 4 3 2 1 

26. I am willing to make reflection on the quality and English oral 

communication ability of my project in different aspects specified in the 

task and project rubric. 

5 4 3 2 1 
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1.2 Personal capabilities 

Please state how much you rate your capabilities to take responsibilities in the PBBCSI model by 

making a circle          around the number which means the followings: 

 

5 = Extremely 

4 = Very 

3 = Moderately  

2 = Slightly 

1 = Very slightly 

A. Determining the goals and the objectives      

27. I am confident I can set my goals of learning in this model. 5 4 3 2 1 

28. I am confident I can determine the objectives of the online tasks.  5 4 3 2 1 

29. I am sure I can set the objectives of the independent project. 5 4 3 2 1 

B. Defining the learning progressions      

30. I am confident I can set the expected progression scores of the English 

oral communication ability test. 

5 4 3 2 1 

31. I am sure I can define the expected progression scores of the tasks. 5 4 3 2 1 

32. I am confident I can set the expected progression scores of the project. 5 4 3 2 1 

C. Taking the initiative      

33. After the instructor or peers start taking actions for learning and 

teaching such as giving explanations, examples, etc., I am confident I 

can self-initiate to take common actions according to the work prompts 

for completing the face-to-face activities.   

5 4 3 2 1 

34. After the instructor or peers start taking actions for learning and 

teaching, I am sure I can self-initiate to take new actions that I newly 

create (e.g. encouraging my peers to work and making new choices, 

ideas, or ways, etc.) for completing the face-to-face activities.   

5 4 3 2 1 

35. After the instructor or peers start taking actions for learning and 

teaching, I am confident I can self-initiate to take common actions 

according to the work prompts for completing the online tasks.  

5 4 3 2 1 

36. After the instructor or peers start taking actions for learning and 

teaching, I am confident I can self-initiate to take new actions for 

completing the online tasks. 

5 4 3 2 1 

 

37. Although the instructor or peers do not take actions for learning and 

teaching, I am confident I can self-initiate to take new actions that I 

newly create (e.g. browsing the Internet to find information to support 

your purposes, etc.) for completing the face-to-face activities. 

5 4 3 2 1 

38. I am confident I can self-initiate to take common actions according to 

the work prompts for completing my project. 

5 4 3 2 1 

39. I am sure I can self-initiate to take new actions for completing my 

project. 

5 4 3 2 1 

D. Making decisions on selecting methods or techniques, communication strategies, and 

resources 

40. I am confident I can make decisions on selecting the appropriate 

methods or techniques (e.g. work cooperation: collaboration or 

cooperation, etc.) to achieve the face-to-face activities. 

5 4 3 2 1 

41. I am confident I can make decisions on selecting the appropriate 

resources (e.g. websites, textbooks, brochures, etc.) to achieve the face-

to-face activities. 

5 4 3 2 1 
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42. I am sure I can make decisions on selecting the appropriate  

methods or techniques (e.g. the use of social platforms: Google 

Hangouts, Skype, Facebook Messenger, etc.) to achieve the tasks. 

5 4 3 2 1 

43. I am confident I can make decisions on selecting the appropriate 

resources (e.g. websites, textbooks, brochures, etc.) to achieve the tasks. 

5 4 3 2 1 

44. I am sure I can make decisions on selecting the appropriate  

methods or techniques (e.g. the use of social platforms: Google 

Hangouts, Skype, Facebook Messenger, etc.) to achieve the project. 

5 4 3 2 1 

45. I am confident I can make decisions on selecting the appropriate 

resources (e.g. websites, textbooks, brochures, etc.) to achieve the 

project. 

5 4 3 2 1 

46. I am confident I can choose the appropriate communication strategies or 

language expressions related to communication strategies to overcome 

communication problems or maintain the conversations. 

5 4 3 2 1 

E. Monitoring the task and the project completion procedures 

47. I am confident I can check my steps of doing the tasks in the following 

aspects in the student log (for the task and the project): 

     

47.1 Time (duration of doing each step) 5 4 3 2 1 

47.2 Place 5 4 3 2 1 

47.3 Pace (duration of doing the entire work)  5 4 3 2 1 

47.4 Respondents 5 4 3 2 1 

47.5 Resources 5 4 3 2 1 

48. I am sure I can check my steps of doing the project in the following 

aspects in the student log (for the task and the project): 

     

48.1 Time (duration of doing each step) 5 4 3 2 1 

48.2 Place 5 4 3 2 1 

48.3 Pace (duration of doing the entire work)  5 4 3 2 1 

48.4 Respondents 5 4 3 2 1 

48.5 Resources 5 4 3 2 1 

F. Evaluating what has been acquired and performed in the tasks and the project 

49. I am confident I can evaluate the quality and English oral 

communication ability of my tasks in different aspects specified in the 

task and project rubric. 

5 4 3 2 1 

50. I am sure I can evaluate the quality and English oral communication 

ability of my project in different aspects specified in the task and project 

rubric. 

5 4 3 2 1 

51. I am confident I can make reflection on the quality and English oral 

communication ability of my tasks in different aspects specified in the 

task and project rubric. 

5 4 3 2 1 

52. I am confident I can make reflection on the quality and English oral 

communication ability of my project in different aspects specified in the 

task and project rubric. 

5 4 3 2 1 
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1.3 Independent Learning 

 

Please state how much you agree with each statement about your independent learning in the 

PBBCSI model by making a circle          around the number which means the followings: 

 

5 = Extremely 

4 = Very 

3 = Moderately  

2 = Slightly 

1 = Very slightly 

53. * I like the instructor and/or peers to support me all the time so that I 

can be confident in my learning.  

5 4 3 2 1 

54. I like the instructor and/or peers to decide the goals of learning in the 

PBBCSI model and the objectives of doing the independent project. 

5 4 3 2 1 

55. I want the instructor and/or peers to set the expected progression scores 

of the following works: 

     

55.1 Online tasks 5 4 3 2 1 

55.2 Independent project 5 4 3 2 1 

55.3 English oral communication ability test  5 4 3 2 1 

56. I want the instructor and/or peers to offer new choices, ideas, and ways 

for learning all the time. 

5 4 3 2 1 

57. I prefer my instructor and/or peers to select the methods or techniques 

and sources for learning all the time. 

5 4 3 2 1 

58. I want the instructor and/or peers to check my working steps in the 

following aspects in the student log (for the task and the project). 

     

58.1 Time (duration of doing each step) 5 4 3 2 1 

58.2 Place 5 4 3 2 1 

58.3 Pace (duration of doing the entire work) 5 4 3 2 1 

58.4 Respondents 5 4 3 2 1 

58.5 Resources 5 4 3 2 1 

59. I believe that evaluation on the works needs to be done by the instructor 

and/or peers only. 

5 4 3 2 1 

60. *I like the instructor and/or peers to identify weak points and errors of  

English oral communication ability in the following works:  

     

60.1 Face-to-face activities 5 4 3 2 1 

60.2 Online tasks 5 4 3 2 1 

60.3 Independent project 5 4 3 2 1 

61. *I prefer the instructor and/or peers to correct weak points and errors of 

English oral communication ability in the following works: 

     

61.1 Face-to-face activities 5 4 3 2 1 

61.2 Online tasks 5 4 3 2 1 

61.3 Independent project 5 4 3 2 1 

62. I believe that I can achieve in completing the independent project 

independently of instructor and peer control of responsibilities and 

capabilities. 

5 4 3 2 1 

(Items 53-61 were reverse coded items) 
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Part II: Opinions towards the PBBCSI model 

Please state how much you agree with each statement about your opinions towards the PBBCSI 

model by making a circle          around the number which means the followings: 

5 = Extremely 

4 = Very 

3 = Moderately  

2 = Slightly 

1 = Very slightly 

63. The following learning and teaching steps help develop my English oral 

communication ability for doing the online tasks.  

     

63.1 Face-to-face environment 5 4 3 2 1 

63.2 Online environment 5 4 3 2 1 

64. The following learning and teaching steps help develop my English oral 

communication ability for carrying out the independent project. 

     

64.1 Face-to-face environment 5 4 3 2 1 

64.2 Online environment 5 4 3 2 1 

65. The following learning and teaching steps help develop my 

responsibilities (willingness to take responsibilities) for doing the online 

tasks.   

     

65.1 Face-to-face environment 5 4 3 2 1 

65.2 Online environment 5 4 3 2 1 

66. The following learning and teaching steps help develop my 

responsibilities for carrying out the independent project. 

     

66.1 Face-to-face environment 5 4 3 2 1 

66.2 Online environment 5 4 3 2 1 

67. The following learning and teaching steps help develop my capabilities 

(confidence in your abilities) for doing the online tasks.  

     

67.1 Face-to-face environment 5 4 3 2 1 

67.2 Online environment 5 4 3 2 1 

68. The following learning and teaching steps help develop my capabilities 

for doing the independent project.  

     

68.1 Face-to-face environment 5 4 3 2 1 

68.2 Online environment 5 4 3 2 1 

69. The following phases of the PBBCSI model help develop my English 

oral communication ability for completing the independent project.   

     

69.1 Initiation 5 4 3 2 1 

69.2 Inquiry 5 4 3 2 1 

69.3 Analysis 5 4 3 2 1 

69.4 Solution 5 4 3 2 1 

69.5 Assessment and reflection 5 4 3 2 1 

69.6 Revision and publication 5 4 3 2 1 

70. The following phases of the PBBCSI model help develop my 

responsibilities for completing the independent project. 

     

70.1 Initiation 5 4 3 2 1 

70.2 Inquiry 5 4 3 2 1 

70.3 Analysis 5 4 3 2 1 

70.4 Solution 5 4 3 2 1 

70.5 Assessment and reflection 5 4 3 2 1 
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70.6 Revision and publication 5 4 3 2 1 

71. The following phases of the PBBCSI model help develop my 

capabilities in completing the independent project. 

     

71.1 Initiation 5 4 3 2 1 

71.2 Inquiry 5 4 3 2 1 

71.3 Analysis 5 4 3 2 1 

71.4 Solution 5 4 3 2 1 

71.5 Assessment and reflection 5 4 3 2 1 

71.6 Revision and publication 5 4 3 2 1 

72. **In case, I attended the instructor-student project consultation, I 

benefit from instructor’s comments and suggestions.  

(Note: if you did not attend the instructor-student project consultation, 

please skip this item.) 

5 4 3 2 1 

73. **I benefit from peers’ comments and suggestions about my  

online tasks on Facebook. 

5 4 3 2 1 

74. **I benefit from peers’ comments and suggestions about my 

independent project on Facebook. 

5 4 3 2 1 

75. **I benefit from instructor’s comments and suggestions about my 

online tasks on the task and project rubric. 

5 4 3 2 1 

76. **I benefit from instructor’s comments and suggestions about my 

independent project on the task and project rubric. 

5 4 3 2 1 

77. **I benefit from instructor’s and peers’ comments and suggestions 

about my independent project in the instructor-student project 

consultation. 

5 4 3 2 1 

78. I benefit from making and selecting choices for learning and doing 

works. 

5 4 3 2 1 

79. The wrap-up at the end of each unit helps me better understand the 

concept of each phase for performing the independent project. 

5 4 3 2 1 

80. **In overall, I think the PBBCSI model improves my English oral 

communication ability to perform the following works: 

     

80.1 Face-to-face activities 5 4 3 2 1 

80.2 Online tasks 5 4 3 2 1 

80.3 Independent project 5 4 3 2 1 

81. In overall, I think the PBBCSI model has increased my responsibilities 

(i.e. my willingness to take responsibilities) to perform the following 

works:  

     

81.1 Face-to-face activities 5 4 3 2 1 

81.2 Online tasks 5 4 3 2 1 

81.3 Independent project 5 4 3 2 1 

82. In overall, I think the PBBCSI model has enhanced my capabilities  

(i.e.  my confidence in abilities) in the six aspects of learner autonomy 

to perform the following works:  

     

82.1 Face-to-face activities 5 4 3 2 1 

82.2 Online tasks 5 4 3 2 1 

82.3 Independent project 5 4 3 2 1 

83. I think the PBBCSI model can give me benefits for my future careers. 5 4 3 2 1 

Thank you very much for your co-operation. 
*Adapted from Alrabai (2017), Channuan (2012), and Swatevacharkul (2006).  

**Adapted from Channuan (2012). 
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APPENDIX E: Learner Autonomy Questionnaire (Thai version) 

แบบสอบถำมควำมสำมำรถในกำรควบคมุกำรเรียนรู้ด้วยตนเองของผู้เรียน 
ผลของรปูแบบกำรเรียนรู้แบบผสมผสำนโครงงำนเป็นฐำนโดยใช้กำรสอนกลวิธีกำรส่ือสำรต่อควำมสำมำรถในกำร
พดูภำษำองักฤษเพื่อกำรส่ือสำรและควำมสำมำรถในกำรควบคมุกำรเรียนรู้ด้วยตนเองของผู้เรียนของนักศึกษำ
วิศวกรรมศำสตรร์ะดบัปริญญำตรี 
 
ค ำช้ีแจง 

แบบสอบถำมฉบบันี้จดัท ำเพื่อศกึษำผลของรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำน โดยใชก้ำรสอนกลวธิี
กำรสื่อสำร (ต่อไปนี้ใชค้ ำว่ำ รปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI)) ตอ่ควำมสำมำรถในกำรพดู
ภำษำองักฤษเพื่อกำรสื่อสำรและควำมสำมำรถในกำรควบคุมกำรเรยีนรูด้ว้ยตนเองของผูเ้รยีนของนักศกึษำวศิวกรรมศำสตร์
ระดบัปรญิญำตร ี  นอกจำกนี้ แบบสอบถำมนี้ยงัมวีตัถุประสงคท์ีจ่ะส ำรวจควำมคดิเหน็ของผูเ้รยีนตอ่รปูแบบกำรเรยีนรูแ้บบ
ผสมผสำนโครงงำนเป็นฐำนฯ อกีดว้ย     

โปรดใหค้ะแนนขอ้ค ำถำมแต่ละขอ้ตำมควำมเป็นจรงิเกีย่วกบัคุณ   ขอรบัรองว่ำมกีำรเกบ็ขอ้มลูทัง้หมดไวเ้ป็น
ควำมลบั และขอ้มลูของท่ำนจะไม่ถูกเปิดเผย   นอกจำกนี้ ค ำตอบของท่ำนจะไม่ส่งผลกระทบใด ๆ ต่อระดบัผลกำรเรยีนในวชิำ
ภำษำองักฤษทัง้สิน้ 
 
ค ำนิยำม 
1. รปูแบบกำรเรียนรู้แบบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) ย่อมำจำก รปูแบบกำรเรยีนรูแ้บบผสมผสำน

โครงงำนเป็นฐำนโดยใชก้ำรสอนกลวธิกีำรสื่อสำร ทีผ่สมผสำนองคป์ระกอบทีส่ ำคญัระหว่ำงกำรเรยีนรูแ้บบผสมผสำน 
(Blended learning: BL) กำรสอนกลวธิกีำรสื่อสำร (Communication strategy instruction: CSI) และกำรเรยีนรูแ้บบ
โครงงำนเป็นฐำน (Project-based language learning: PBLL) เขำ้ไวด้ว้ยกนัส ำหรบักำรท ำโครงงำนโดยอสิระ   รปูแบบกำร
เรยีนรูด้งักล่ำวมวีตัถุประสงคเ์พื่อพฒันำควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำรและควำมสำมำรถในกำร
ควบคุมกำรเรยีนรูด้ว้ยตนเองของผูเ้รยีน  โดยผ่ำนระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระทัง้ 6 ระยะ ซึง่ประกอบดว้ย 1) 
กำรรเิริม่ (initiation)  2) กำรตัง้ค ำถำม (inquiry)  3) กำรวเิครำะหผ์ล (analysis)  4) กำรแกไ้ขปัญหำ (solution)  5) กำร
ประเมนิผลและกำรคดิใคร่ครวญเพื่อปรบัปรุงแกไ้ขงำน (assessment and reflection)  6) กำรปรบัปรุงแกไ้ขและกำรน ำ
ผลงำนออกเผยแพร่ (revision and publication)  ระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระแต่ละระยะในสีร่ะยะแรก
ประกอบดว้ยขัน้ตอนกำรเรยีนกำรสอน 7 ขัน้ตอนคอื  

ก. ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีนประกอบดว้ย ขัน้ที ่1) กำรเตรยีมตวั (preparation)   
2) กำรน ำเสนอ (presentation) 3) กำรฝึกซอ้ม (rehearsal)   
4) กำรปฏบิตัจิรงิ (performance)  5) กำรวจิำรณ์ผลงำน  (feedback)   

ข. ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีนประกอบดว้ย ขัน้ที ่6) กำรขยำยประสบกำรณ์เรยีนรูสู้่ 
 สถำนกำรณ์ใหม่ (expansion)  และ 7) กำรประเมนิผล (evaluation)  

2. กิจกรรมในชัน้เรียน (Face-to-face  activities) หมำยถงึ กจิกรรมต่ำงๆ ที่ปฏบิตัใินชัน้เรยีน โดยเฉพำะอย่ำงยิง่ใน
ขัน้ตอนกำรเรยีนกำรสอนขัน้ตอนที ่3) กำรฝึกซอ้ม (rehearsal)  
4) กำรปฏบิตัจิรงิ (performance)  และ 5) กำรวจิำรณ์ผลงำน  

3. งำนออนไลน์ (Online tasks) หมำยถงึ งำนต่ำงๆ ทีป่ฏบิตันิอกชัน้เรยีนในขัน้ตอนที ่6) กำรขยำยประสบกำรณ์เรยีนรูสู้่
สถำนกำรณ์ใหม่ (expansion) และ 7) กำรประเมนิผล (evaluation)  

 
4. โครงงำนโดยอิสระ (Independent project) หมำยถงึ โครงงำนทีผู่เ้รยีนแต่ละคนรบัผดิชอบและใชค้วำมสำมำรถต่ำงๆ 

เพื่อท ำโครงงำนใหส้ ำเรจ็โดยเป็นอสิระจำกกำรควบคุมของผูส้อนและเพื่อนเกีย่วกบัควำมรบัผดิชอบและควำมสำมำรถ
ต่ำงๆ ตำมควำมสนใจและค ำถำมผลกัดนัใหอ้ยำกเรยีนรู ้(driving question) ของผูเ้รยีนตลอดภำคกำรศกึษำนอกชัน้เรยีน 
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5. งำนต่ำงๆ (Works) หมำยถงึ งำนทัง้หมดทีเ่ป็นกจิกรรมในชัน้เรยีน  งำนนอกชัน้เรยีน  และโครงงำนโดยอสิระทีผู่เ้รยีนได้
ท ำในรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) 

 
6. ควำมสำมำรถในกำรควบคมุกำรเรียนรู้ด้วยตนเองของผู้เรียน (Learner autonomy) หมำยถงึ ขอบเขตทีผู่เ้รยีน

สำมำรถแสดงควำมรบัผดิชอบต่ำงๆ (ควำมเตม็ใจของผูเ้รยีนทีจ่ะรบัผดิชอบงำน) และควำมสำมำรถต่ำงๆ (ควำมมัน่ใจของ
ผูเ้รยีนในควำมสำมำรถทีจ่ะรบัผดิชอบงำน) ในดำ้นควำมสำมำรถในกำรควบคุมกำรเรยีนรูด้ว้ยตนเองของผูเ้รยีนทัง้ 6 ดำ้น 
ไดแ้ก่ 1) กำรก ำหนดเป้ำหมำยและวตัถุประสงค ์ 2) กำรก ำหนดควำมกำ้วหน้ำของกำรเรยีนรู ้ 3) กำรท ำสิง่รเิริม่  4) กำร
ตดัสนิใจเลอืกวธิกีำรหรอืเทคนิค กลวธิกีำรสื่อสำรและแหล่งทรพัยำกร  5) กำรตรวจสอบขัน้ตอนของกำรท ำกจิกรรม งำน
ต่ำงๆ และโครงงำนโดยอสิระ  6) กำรประเมนิสิง่ทีไ่ดเ้รยีนรูแ้ละปฏบิตัใินกำรท ำงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ ใน
ทำ้ยทีสุ่ดเพื่อทีจ่ะท ำงำนโครงงำนโดยอสิระในระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระทัง้ 6 ระยะของรปูแบบกำรเรยีนรู้
แบบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) ดงัทีก่ล่ำวไวแ้ลว้ขำ้งตน้ ซึง่จะเป็นอสิระจำกกำรควบคมุของผูส้อน
และเพื่อนเกีย่วกบัควำมรบัผดิชอบและควำมสำมำรถต่ำงๆ เพื่อกำรเรยีนรูโ้ดยอสิระ 
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ตอนท่ี 1   กำรวดัระดบัของควำมสำมำรถในกำรควบคมุกำรเรียนรู้ด้วยตนเองของผู้เรียน 
1.1 ควำมรบัผิดชอบโดยส่วนตวัของผู้เรียน 
โปรดระบุควำมเตม็ใจของท่ำนท่ีจะรบัผิดชอบเพ่ือแสดงควำมสำมำรถในกำรเรียนรู้ในรปูแบบกำรเรียนรู้แบบ
ผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) โดยวงกลมล้อมรอบ           ตวัเลขดงัต่อไปน้ี 
 5 = มำกทีสุ่ด 
 4 = มำก 
 3 = ปำนกลำง 
 2 = เลก็น้อย 

1 = น้อยมำก 
ก. กำรก ำหนดเป้ำหมำยและวตัถปุระสงค์      
1. ฉนัเตม็ใจทีจ่ะก ำหนดเป้ำหมำยของกำรเรยีนรูใ้นรปูแบบกำรเรยีนรูแ้บบ

ผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) นี้ 
5 4 3 2 1 

2. ฉนัยนิดทีีจ่ะก ำหนดวตัถุประสงคข์องงำนนอกชัน้เรยีน  5 4 3 2 1 
3. ฉนัรูส้กึดทีีจ่ะก ำหนดวตัถุประสงคข์องโครงงำนโดยอสิระ 5 4 3 2 1 
ข. กำรก ำหนดควำมก้ำวหน้ำของกำรเรียนรู้      
4. ฉนัเตม็ใจทีจ่ะก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องกำรทดสอบ

ควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำร 
5 4 3 2 1 

5. ฉนัยนิดทีีจ่ะก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องงำนนอกชัน้เรยีน 5 4 3 2 1 
6. ฉนัรูส้กึดทีีจ่ะก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องโครงงำนโดยอสิระ 5 4 3 2 1 
ค. กำรท ำส่ิงริเร่ิม      
7. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้ เชน่ 

กำรใหค้ ำอธบิำย ตวัอย่ำง และอื่นๆ ฉนัจงึเตม็ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำ
สิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

8. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้  
ฉนัจงึยนิดทีีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ใหม่ๆ ทีฉ่นัคดิขึน้มำใหม่ (เช่น กำร
กระตุน้ใหเ้พื่อนๆ ท ำงำน  กำรสรำ้งตวัเลอืก ควำมคดิสรำ้งสรรค ์หรอืวธิกีำร
ใหม่ๆ เป็นตน้)  เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

9. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้  
ฉนัจงึเตม็ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน 
เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

10. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้  
ฉนัจงึยนิดทีีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ใหม่ๆ เพื่อใหก้ำรท ำงำนนอกชัน้
เรยีนส ำเรจ็ลุล่วง 
 

5 4 3 2 1 

11. ถงึแมว้่ำผูส้อนหรอืเพือ่นๆ ไม่เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอน  
กต็ำม  แต่ฉนักย็งัคงเตม็ใจทีจ่ะเริม่ต้นดว้ยตวัเองเพื่อท ำสิง่ใหม่ๆ ทีฉ่นัคดิขึน้มำ
ใหม่ (เช่น กำรคน้หำขอ้มลูบนอนิเตอรเ์น็ตเพื่อตอบวตัถุประสงคข์องคุณ และ
อื่นๆ) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

12. ฉนัยนิดทีีจ่ะเริม่ตน้ดว้ยตวัเองทีจ่ะท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน 
เพื่อใหก้ำรท ำโครงงำนโดยอสิระส ำเรจ็ลุล่วง 

5 4 3 2 1 

13. ฉนัยนิดทีีจ่ะเริม่ตน้ดว้ยตวัเองทีจ่ะท ำสิง่ใหม่ต่ำงๆ เพื่อใหก้ำรท ำโครงงำนโดย
อสิระส ำเรจ็ลุล่วง 

 

5 4 3 2 1 
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ง. กำรตดัสินใจเลือกวิธีกำรหรือเทคนิค กลวิธีกำรส่ือสำรและแหล่งทรพัยำกร 
14. ฉนัเตม็ใจทีจ่ะตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เช่น กำรร่วมมอืกนั

ท ำงำน ซึง่ไดแ้ก่ ประเภทท ำงำนร่วมกนัหรอืแบ่งงำนกนัท ำงำน และอื่นๆ) 
เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

15. ฉนัเตม็ใจทีจ่ะตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น เวป็ไซต์ 
หนังสอืเรยีน แผ่นพบั และอื่นๆ) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

16. ฉนัพงึพอใจทีจ่ะตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เช่น กำรใชพ้ืน้ที่
ทำงสงัคม ซึง่ไดแ้ก่ Google Hangouts, Skype, Facebook Messenger และ
อื่นๆ) เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

17. ฉนัพงึพอใจทีจ่ะตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น เวป็ไซต์ 
หนังสอืเรยีน แผ่นพบั และอื่นๆ) เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

18. ฉนัยนิดทีีจ่ะตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เช่น กำรใชพ้ืน้ทีท่ำง
สงัคม ซึง่ไดแ้ก่ Google Hangouts, Skype, Facebook Messenger และอื่นๆ) 
เพื่อใหก้ำรท ำโครงงำนโดยอสิระส ำเรจ็ลุล่วง 

5 4 3 2 1 

19. ฉนัพงึพอใจทีจ่ะตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น เวป็ไซต์ 
หนังสอืเรยีน แผ่นพบั และอื่นๆ) เพื่อใหก้ำรท ำโครงงำนโดยอสิระส ำเรจ็ลุลว่ง 

5 4 3 2 1 

20. ฉนัยนิดทีีจ่ะเลอืกกลวธิกีำรสื่อสำรทีเ่หมำะสมหรอืส ำนวนกำรใชภ้ำษำที่
เกีย่วขอ้งกบักลวธิกีำรสือ่สำรเพื่อแกไ้ขปัญหำเกีย่วกบักำรสื่อสำร และประคอง
กำรสนทนำใหค้งอยู่  

5 4 3 2 1 

จ. กำรตรวจสอบขัน้ตอนของกำรท ำงำนนอกชัน้เรียน และโครงงำนโดยอิสระ 
21. ฉนัยนิดทีีจ่ะตรวจสอบขัน้ตอนกำรท ำงำนนอกชัน้เรยีนในดำ้นต่ำงๆ ในบนัทกึ

กำรท ำงำนของผูเ้รยีน (ส ำหรบังำนนอกชัน้เรยีนและโครงงำนโดยอสิระ) ดงันี้ 
     

21.1 ด้ำนเวลำ (ช่วงเวลำของกำรท ำงำนแต่ละขัน้ตอน) 5 4 3 2 1 
21.2 สถำนที่ 5 4 3 2 1 
21.3 ควำมเรว็ (ช่วงเวลำของกำรท ำงำนทัง้หมด) 5 4 3 2 1 
21.4 ผูร้บัผดิชอบ 5 4 3 2 1 
21.5 แหล่งทรพัยำกร 5 4 3 2 1 

22. ฉนัเตม็ใจทีจ่ะตรวจสอบขัน้ตอนกำรท ำโครงงำนโดยอสิระในดำ้นต่ำงๆ ใน
บนัทกึกำรท ำงำนของผูเ้รยีน (ส ำหรบังำนนอกชัน้เรยีนและโครงงำนโดยอสิระ) 
ดงันี้ 

     

22.1 ด้ำนเวลำ (ช่วงเวลำของกำรท ำงำนแต่ละขัน้ตอน) 5 4 3 2 1 
22.2 สถำนที่ 5 4 3 2 1 
22.3 ควำมเรว็ (ช่วงเวลำของกำรท ำงำนทัง้หมด) 5 4 3 2 1 
22.4 ผูร้บัผดิชอบ 5 4 3 2 1 
22.5 แหล่งทรพัยำกร 5 4 3 2 1 

ฉ. กำรประเมินส่ิงท่ีได้เรียนรู้และปฏิบติัในกำรท ำงำนนอกชัน้เรียน และโครงงำนโดยอิสระ 
23. ฉนัพงึพอใจทีจ่ะประเมนิคุณภำพและควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อ

กำรสื่อสำรของงำนนอกชัน้เรยีนในดำ้นต่ำงๆ ตำมทีร่ะบุไวใ้นเกณฑก์ำรประเมนิ
งำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and project rubric) 

5 4 3 2 1 

24. ฉนัยนิดทีีจ่ะประเมนิคุณภำพและควำมสำมำรถในกำรพดูภำษำองักฤษเพือ่กำร
สื่อสำรของโครงงำนโดยอสิระในดำ้นต่ำงๆ ตำมทีร่ะบุไวใ้นเกณฑก์ำรประเมนิ
งำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and project rubric) 

5 4 3 2 1 
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25. ฉนัรูส้กึดทีีจ่ะคดิใคร่ครวญเพื่อปรบัปรุงแกไ้ขคุณภำพและควำมสำมำรถในกำร
พดูภำษำองักฤษเพือ่กำรสือ่สำรของงำนนอกชัน้เรยีนในดำ้นต่ำงๆ ตำมทีร่ะบุไว้
ในเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and 
project rubric) 

5 4 3 2 1 

26. ฉนัเตม็ใจทีจ่ะคดิใคร่ครวญเพื่อปรบัปรุงแกไ้ขคุณภำพและควำมสำมำรถในกำร
พดูภำษำองักฤษเพือ่กำรสือ่สำรของโครงงำนโดยอสิระในดำ้นต่ำงๆ ตำมทีร่ะบุ
ไวใ้นเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and 
project rubric) 

5 4 3 2 1 

 
1.2 ควำมสำมำรถโดยส่วนตวัของผู้เรียน 
 
โปรดระบุควำมมัน่ใจในควำมสำมำรถของท่ำนท่ีจะรบัผิดชอบเพ่ือแสดงควำมสำมำรถในรูปแบบกำรเรียนรู้
แบบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) โดยวงกลมล้อมรอบ  
          ตวัเลขดงัต่อไปน้ี 

5 = มำกทีสุ่ด 
4 = มำก 
3 = ปำนกลำง 
2 = เลก็น้อย 
1 = น้อยมำก 

ก. กำรก ำหนดเป้ำหมำยและวตัถปุระสงค์      
27. ฉนัมัน่ใจว่ำฉนัสำมำรถก ำหนดเป้ำหมำยของกำรเรยีนรูใ้นรปูแบบกำรเรยีนรู้

แบบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) นี้ได ้
5 4 3 2 1 

28. ฉนัมัน่ใจว่ำฉนัสำมำรถก ำหนดวตัถุประสงคข์องงำนนอกชัน้เรยีนได้  5 4 3 2 1 
29. ฉนัแน่ใจว่ำฉนัสำมำรถก ำหนดวตัถุประสงคข์องโครงงำนโดยอสิระได้ 5 4 3 2 1 
ข. กำรก ำหนดควำมก้ำวหน้ำของกำรเรียนรู้      
30. ฉนัมัน่ใจว่ำฉนัสำมำรถก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องกำร

ทดสอบควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำรได ้
5 4 3 2 1 

31. ฉนัแน่ใจว่ำฉนัสำมำรถก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องงำนนอก
ชัน้เรยีนได ้

5 4 3 2 1 

32. ฉนัมัน่ใจว่ำฉนัสำมำรถก ำหนดคะแนนควำมกำ้วหน้ำทีค่ำดหวงัไวข้องโครงงำน
โดยอสิระได ้
 

5 4 3 2 1 

ค. กำรท ำส่ิงริเร่ิม      
33. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอน เชน่ กำรให้

ค ำอธบิำย ตวัอย่ำง และอื่นๆ แลว้   ฉนัมัน่ใจว่ำฉนัสำมำรถทีจ่ะเริม่ตน้ดว้ย
ตวัเองเพื่อท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน เพื่อใหก้ำรท ำกจิกรรมในชัน้
เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

34. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้   ฉนั
แน่ใจว่ำฉนัสำมำรถทีจ่ะเริม่ตน้ดว้ยตวัเองเพื่อท ำสิง่ใหม่ๆ ทีฉ่นัคดิขึน้มำใหม่ 
(เช่น กำรกระตุน้ใหเ้พือ่นๆ ท ำงำน  กำรสรำ้งตวัเลอืก ควำมคดิสรำ้งสรรคห์รอื
วธิกีำรใหม่ๆ เป็นตน้) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 
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35. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้   ฉนั
มัน่ใจว่ำฉนัสำมำรถทีจ่ะเริม่ตน้ดว้ยตวัเองเพื่อท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์อง
งำน เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

36. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอนแลว้   ฉนั
มัน่ใจว่ำฉนัสำมำรถทีจ่ะเริม่ตน้ดว้ยตวัเองเพื่อท ำสิง่ใหม่ๆ  ตำมโจทยข์องงำน 
เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

37. ถงึแมว้่ำผูส้อนหรอืเพือ่นๆ ไม่เริม่ท ำสิง่ต่ำงๆ เพื่อกำรเรยีนกำรสอน  
กต็ำม  แต่ฉนักม็ัน่ใจว่ำฉนัสำมำรถเริม่ตน้ดว้ยตวัเองเพื่อท ำสิง่ใหม่ๆ ทีฉ่นัคดิ
ขึน้มำใหม่ (เช่น กำรคน้หำขอ้มลูบนอนิเตอรเ์นต็เพื่อตอบวตัถุประสงคข์องคุณ 
และอืน่ๆ) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วง 

5 4 3 2 1 

38. ฉนัมัน่ใจว่ำฉนัสำมำรถเริม่ตน้ดว้ยตวัเองทีจ่ะท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์อ
งำน เพื่อใหก้ำรท ำโครงงำนโดยอสิระส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

39. ฉนัมัน่ใจว่ำฉนัสำมำรถเริม่ตน้ดว้ยตวัเองทีจ่ะท ำสิง่ใหม่ต่ำงๆ เพื่อใหก้ำรท ำ
โครงงำนโดยอสิระส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

ง. กำรตดัสินใจเลือกวิธีกำรหรือเทคนิค กลวิธีกำรส่ือสำรและแหล่งทรพัยำกร 
40. ฉนัมัน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เชน่ กำร

ร่วมมอืกนัท ำงำน ซึง่ไดแ้ก่ แบบท ำงำนร่วมกนัหรอืแบบแบ่งงำนกนัท ำงำน และ
อื่นๆ) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีนส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

41. ฉนัมัน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น 
เวป็ไซต์ หนังสอืเรยีน แผน่พบั และอืน่ๆ) เพื่อใหก้ำรท ำกจิกรรมในชัน้เรยีน
ส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

42. ฉนัแน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เชน่ กำรใช้
พืน้ทีท่ำงสงัคม ซึง่ไดแ้ก่ Google Hangouts, Skype, Facebook Messenger 
และอืน่ๆ)  เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

43. ฉนัแน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น 
เวป็ไซต์ หนังสอืเรยีน แผน่พบั และอืน่ๆ) เพื่อใหก้ำรท ำงำนนอกชัน้เรยีนส ำเรจ็
ลุล่วงได ้

5 4 3 2 1 

44. ฉนัแน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกวธิกีำรหรอืเทคนิคทีเ่หมำะสม (เชน่ กำรใช้
พืน้ทีท่ำงสงัคม ซึง่ไดแ้ก่ Google Hangouts, Skype, Facebook Messenger 
และอืน่ๆ  เพื่อใหก้ำรท ำโครงงำนโดยอสิระส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

45. ฉนัแน่ใจว่ำฉนัสำมำรถตดัสนิใจเลอืกแหล่งทรพัยำกรต่ำงๆ ทีเ่หมำะสม (เช่น 
เวป็ไซต์ หนังสอืเรยีน แผน่พบั และอืน่ๆ) เพื่อใหก้ำรท ำโครงงำนโดยอสิระ
ส ำเรจ็ลุล่วงได ้

5 4 3 2 1 

46. ฉนัมัน่ใจว่ำฉนัสำมำรถเลอืกกลวธิกีำรสื่อสำรทีเ่หมำะสมหรอืส ำนวนกำรใช้
ภำษำทีเ่กีย่วขอ้งกบักลวธิกีำรสื่อสำรเพื่อแกไ้ขปัญหำเกีย่วกบักำรสื่อสำร และ
ประคองกำรสนทนำใหค้งอยู่  

5 4 3 2 1 

จ. กำรตรวจสอบขัน้ตอนของกำรท ำงำนนอกชัน้เรียน และโครงงำนโดยอิสระ 
47. ฉนัมัน่ใจว่ำฉนัสำมำรถตรวจสอบขัน้ตอนกำรท ำงำนนอกชัน้เรยีนในดำ้นต่ำง ๆ 

ในบนัทกึกำรท ำงำนของผูเ้รยีน (ส ำหรบังำนนอกชัน้เรยีนและโครงงำนโดย
อสิระ) ไดด้งันี้ 

     

47.1 ด้ำนเวลำ (ช่วงเวลำของกำรท ำงำนแต่ละขัน้ตอน) 5 4 3 2 1 
47.2 สถำนที่ 5 4 3 2 1 
47.3 ควำมเรว็ (ช่วงเวลำของกำรท ำงำนทัง้หมด) 5 4 3 2 1 
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47.4 ผูร้บัผดิชอบ 5 4 3 2 1 
47.5 แหล่งทรพัยำกร 5 4 3 2 1 

48. ฉนัคดิว่ำฉนัสำมำรถตรวจสอบขัน้ตอนกำรท ำโครงงำนโดยอสิระในดำ้น 
ต่ำง ๆ ในบนัทกึกำรท ำงำนของผูเ้รยีน (ส ำหรบังำนนอกชัน้เรยีนและโครงงำน
โดยอสิระ) ไดด้งันี้ 

     

48.1 ด้ำนเวลำ (ช่วงเวลำของกำรท ำงำนแต่ละขัน้ตอน) 5 4 3 2 1 
48.2 สถำนที่ 5 4 3 2 1 
48.3 ควำมเรว็ (ช่วงเวลำของกำรท ำงำนทัง้หมด) 5 4 3 2 1 
48.4 ผูร้บัผดิชอบ 5 4 3 2 1 
48.5 แหล่งทรพัยำกร 5 4 3 2 1 

ฉ. กำรประเมินส่ิงท่ีได้เรียนรู้และปฏิบติัในกำรท ำงำนนอกชัน้เรียน และโครงงำนโดยอิสระ 
49. ฉนัมัน่ใจว่ำฉนัสำมำรถประเมนิคุณภำพและควำมสำมำรถในกำรพดู

ภำษำองักฤษเพื่อกำรสื่อสำรของงำนนอกชัน้เรยีนในดำ้นต่ำงๆ ตำมทีร่ะบุไวใ้น
เกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and project 
rubric) ได ้

5 4 3 2 1 

50. ฉนัแน่ใจว่ำฉนัสำมำรถประเมนิคุณภำพและควำมสำมำรถในกำรพดู
ภำษำองักฤษเพื่อกำรสื่อสำรของโครงงำนโดยอสิระในดำ้นต่ำงๆ ตำมทีร่ะบไุว้
ในเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and 
project rubric) ได ้

5 4 3 2 1 

51. ฉนัมัน่ใจว่ำฉนัสำมำรถคดิใคร่ครวญเพื่อปรบัปรุงแกไ้ขคุณภำพและ
ควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำรของงำนนอกชัน้เรยีนใน
ดำ้นต่ำงๆ ตำมทีร่ะบุไวใ้นเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดย
อสิระ (task and project rubric) ได ้

5 4 3 2 1 

52. ฉนัมัน่ใจว่ำฉนัสำมำรถคดิใคร่ครวญเพื่อปรบัปรุงแกไ้ขคุณภำพและ
ควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำรของโครงงำนโดยอสิระใน
ดำ้นต่ำงๆ ตำมทีร่ะบุไวใ้นเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดย
อสิระ (task and project rubric) ได ้

5 4 3 2 1 

 
1.3 กำรเรียนรู้โดยอิสระ 
โปรดระบุว่ำท่ำนเหน็ด้วยกบัข้อควำมท่ีเก่ียวกบักำรเรียนรู้โดยอิสระในรปูแบบกำรเรียนรู้แบบผสมผสำน
โครงงำนเป็นฐำนฯ (PBBCSI model) มำกน้อยเพียงใดโดยกำรวงกลมล้อมรอบ               ตวัเลขดงัต่อไปน้ี 
                5 = มำกทีสุ่ด 
 4 = มำก 
 3 = ปำนกลำง 
 2 = เลก็น้อย 

1 = น้อยมำก 
53. *ฉนัชอบใหผู้ส้อนและ/หรอืเพื่อนๆ ชว่ยเหลอืฉนัตลอดเวลำเพือ่ฉนัจะไดม้ัน่ใจ

ในกำรเรยีนรูข้องฉนั 
5 4 3 2 1 

54. ฉนัตอ้งกำรใหผู้ส้อนและ/หรอืเพื่อนๆ ตดัสนิใจเกีย่วกบัเป้ำหมำยกำรเรยีนรูใ้น
รปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) และ
วตัถุประสงคข์องกำรท ำงำนต่ำงๆ ตลอดเวลำ 

5 4 3 2 1 

55. ฉนัตอ้งกำรใหผู้ส้อนและ/หรอืเพื่อนๆ ก ำหนดคะแนนกำรเรยีนรูท้ีค่ำดหวงัไว้
ของงำนต่อไปนี้ 
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55.1 งำนนอกชัน้เรยีน 5 4 3 2 1 
55.2 โครงงำนโดยอสิระ 5 4 3 2 1 
55.3 กำรทดสอบควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสือ่สำร   5 4 3 2 1 

56. ฉนัตอ้งกำรใหผู้ส้อนและ/หรอืเพื่อนๆ เสนอตวัเลอืก ควำมคดิสรำ้งสรรคแ์ละ
วธิกีำรใหม่ๆ ส ำหรบักำรเรยีนรูแ้ละใหง้ำนต่ำงๆ ส ำเรจ็ลุล่วงตลอดเวลำ 

5 4 3 2 1 

57. ฉนัชอบใหผู้ส้อนและ/หรอืเพื่อนๆ เลอืกวธิกีำรหรอืเทคนิค กลวธิกีำรสือ่สำรและ
ทรพัยำกรต่ำงๆ ส ำหรบักำรเรยีนรูต้ลอดเวลำมำกกว่ำ 

5 4 3 2 1 

58. ฉนัตอ้งกำรใหผู้ส้อนและ/หรอืเพื่อนๆ ตรวจสอบขัน้ตอนกำรท ำงำนของฉนัใน
ดำ้นต่ำงๆ ในบนัทกึกำรท ำงำนของผูเ้รยีน (ส ำหรบังำนนอกชัน้เรยีนและ
โครงงำนโดยอสิระ) ดงันี้ 

     

58.1 ด้ำนเวลำ (ช่วงเวลำของกำรท ำงำนแต่ละขัน้ตอน) 5 4 3 2 1 
58.2 สถำนที่ 5 4 3 2 1 
58.3 ควำมเรว็ (ช่วงเวลำของกำรท ำงำนทัง้หมด) 5 4 3 2 1 
58.4 ผูร้บัผดิชอบ 5 4 3 2 1 
58.5 แหล่งทรพัยำกร 5 4 3 2 1 

59. ฉนัเชื่อว่ำกำรประเมนิงำนต่ำงๆ จ ำเป็นตอ้งใหผู้ส้อนและ/หรอืเพือ่นๆ ท ำเท่ำนัน้  5 4 3 2 1 
60. *ฉนัชอบใหผู้ส้อนและ/หรอืเพื่อนๆ ชีจุ้ดบกพร่องและขอ้ผดิพลำดเกีย่วกบังำน

ต่ำงๆ และควำมสำมำรถในกำรพดูภำษำองักฤษเพือ่กำรสือ่สำรของฉนัในงำน
ดงัต่อไปนี้  

     

60.1 กจิกรรมในชัน้เรยีน 5 4 3 2 1 
60.2 งำนนอกชัน้เรยีน 5 4 3 2 1 
60.3 โครงงำนโดยอสิระ 5 4 3 2 1 

61. *ฉนัชอบใหผู้ส้อนและ/หรอืเพื่อนๆ แกไ้ขจุดบกพร่องและขอ้ผดิพลำดเกีย่วกบั
งำนต่ำงๆ และควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำรสื่อสำรของฉนัใน
งำนดงัต่อไปนี้ 

     

61.1 กจิกรรมในชัน้เรยีน 5 4 3 2 1 
61.2 งำนนอกชัน้เรยีน 5 4 3 2 1 
61.3 โครงงำนโดยอสิระ 5 4 3 2 1 

62. ฉนัเชื่อว่ำฉนัสำมำรถท ำโครงงำนโดยอสิระใหส้ ำเรจ็ไดโ้ดยอสิระจำกกำรควบคุม
ของผูส้อนและเพื่อนเกีย่วกบัควำมรบัผดิชอบและควำมสำมำรถต่ำงๆ ได้ 

5 4 3 2 1 

ส่วนท่ี 2: ควำมคิดเหน็ต่อรปูแบบกำรเรียนรู้แบบผสมผสำนโครงงำนเป็นฐำนฯ  
โปรดระบุว่ำท่ำนเหน็ด้วยกบัข้อควำมท่ีเก่ียวกบัควำมคิดเหน็ต่อรปูแบบกำรเรียนรู้แบบผสมผสำนโครงงำน
เป็นฐำนฯ (PBBCSI model) มำกน้อยเพียงใดโดยกำรวงกลมล้อมรอบ               ตวัเลขดงัต่อไปน้ี 
                5 = มำกทีสุ่ด 
 4 = มำก 
 3 = ปำนกลำง 
 2 = เลก็น้อย 

1 = น้อยมำก 
63. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมสำมำรถในกำรพดู

ภำษำองักฤษเพื่อกำรสื่อสำรเพื่อท ำงำนนอกชัน้เรยีน 
     

63.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
63.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 
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64. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมสำมำรถในกำรพดู
ภำษำองักฤษเพื่อกำรสื่อสำรเพื่อท ำโครงงำนโดยอสิระ 

     

64.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
64.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 

65. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมรบัผดิชอบ (ควำมเตม็ใจทีจ่ะ
รบัผดิชอบ) เพือ่ท ำงำนนอกชัน้เรยีน 

     

65.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
65.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 

66. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมรบัผดิชอบเพื่อท ำโครงงำน
โดยอสิระ 

     

66.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
66.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 

67. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมสำมำรถ (ควำมมัน่ใจใน
ควำมสำมำรถ) เพื่อท ำงำนนอกชัน้เรยีน 

     

67.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
67.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 

68. ขัน้ตอนกำรเรยีนกำรสอนตอ่ไปนี้ชว่ยพฒันำควำมสำมำรถเพื่อท ำโครงงำนโดย
อสิระ 

     

68.1 ขัน้ตอนกำรเรยีนกำรสอนในชัน้เรยีน 5 4 3 2 1 
68.2 ขัน้ตอนกำรเรยีนกำรสอนนอกชัน้เรยีน 5 4 3 2 1 

69. ระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระของรปูแบบกำรเรยีนรูแ้บบผสมผสำน
โครงงำนเป็นฐำนฯ (PBBCSI model) ต่อไปนี้ช่วยพฒันำควำมสำมำรถในกำร
พดูภำษำองักฤษเพือ่กำรสือ่สำรของฉนัเพื่อท ำโครงงำนโดยอสิระใหส้ ำเรจ็ลุล่วง 

     

69.1 ระยะกำรรเิริม่  5 4 3 2 1 
69.2 ระยะกำรตัง้ค ำถำม 5 4 3 2 1 
69.3 ระยะกำรวเิครำะหผ์ล 5 4 3 2 1 
69.4 ระยะกำรแกไ้ขปัญหำ 5 4 3 2 1 
69.5 ระยะกำรประเมนิผลและกำรคดิใคร่ครวญเพือ่ปรบัปรุงแกไ้ขงำน 5 4 3 2 1 
69.6 ระยะกำรปรบัปรุงแกไ้ขและกำรน ำผลงำนออกเผยแพร่ 5 4 3 2 1 

70. ระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระของรปูแบบกำรเรยีนรูแ้บบผสมผสำน
โครงงำนเป็นฐำนฯ (PBBCSI model) ต่อไปนี้ช่วยพฒันำควำมรบัผดิชอบของ
ฉนัเพื่อท ำโครงงำนโดยอสิระใหส้ ำเรจ็ลุล่วง 

     

70.1 ระยะกำรรเิริม่  5 4 3 2 1 
70.2 ระยะกำรตัง้ค ำถำม 5 4 3 2 1 
70.3 ระยะกำรวเิครำะหผ์ล 5 4 3 2 1 
70.4 ระยะกำรแกไ้ขปัญหำ 5 4 3 2 1 
70.5 ระยะกำรประเมนิผลและกำรคดิใคร่ครวญเพือ่ปรบัปรุงแกไ้ขงำน 5 4 3 2 1 
70.6 ระยะกำรปรบัปรุงแกไ้ขและกำรน ำผลงำนออกเผยแพร่ 5 4 3 2 1 

71. ระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระของรปูแบบกำรเรยีนรูแ้บบผสมผสำน
โครงงำนเป็นฐำนฯ (PBBCSI model) ต่อไปนี้ช่วยพฒันำควำมสำมำรถของฉนั
เพื่อท ำโครงงำนโดยอสิระใหส้ ำเรจ็ลุลว่ง 

     

71.1 ระยะกำรรเิริม่  5 4 3 2 1 
71.2 ระยะกำรตัง้ค ำถำม 5 4 3 2 1 
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71.3 ระยะกำรวเิครำะหผ์ล 5 4 3 2 1 
71.4 ระยะกำรแกไ้ขปัญหำ 5 4 3 2 1 
71.5 ระยะกำรประเมนิผลและกำรคดิใคร่ครวญเพือ่ปรบัปรุงแกไ้ขงำน 5 4 3 2 1 
71.6 ระยะกำรปรบัปรุงแกไ้ขและกำรน ำผลงำนออกเผยแพร่ 5 4 3 2 1 

72. **ในกรณีทีฉ่นัเขำ้ปรกึษำโครงงำนโดยอสิระระหว่ำงผูส้อนและผูเ้รยีน 
ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อน 
(หมำยเหตุ: ถำ้คุณไม่ไดเ้ขำ้ปรกึษำโคงงำนโดยอสิระระหว่ำงผูส้อนและผูเ้รยีน 
โปรดขำ้มขอ้นี้ไป) 

5 4 3 2 1 

73. **ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของเพื่อนๆ เกีย่วกบังำนนอก
ชัน้เรยีนของฉนับน Facebook 

5 4 3 2 1 

74. **ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของเพื่อนๆ เกีย่วกบัโครงงำน
โดยอสิระของฉนับน Facebook 

5 4 3 2 1 

75. **ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อนเกีย่วกบังำนนอกชัน้
เรยีนในเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task and 
project rubric) 

5 4 3 2 1 

76. **ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อนเกีย่วกบัโครงงำน
โดยอสิระในเกณฑก์ำรประเมนิงำนนอกชัน้เรยีนและโครงงำนโดยอสิระ (task 
and project rubric) 

5 4 3 2 1 

77. **ฉนัไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อนและเพื่อนๆ 
เกีย่วกบัโครงงำนโดยอสิระของฉนัในช่วงกำรใหค้ ำปรกึษำโครงงำนโดยอสิระ
ของผูส้อนตอ่นักศกึษำ (instructor-student project consultation) 

5 4 3 2 1 

78. ฉนัไดร้บัประโยชน์จำกกำรสรำ้งและเลอืกตวัเลอืก (เช่น วธิกีำรหรอืเทคนคิ 
แหล่งทรพัยำกร และอื่นๆ) เพือ่กำรเรยีนรูแ้ละท ำงำนต่ำงๆ 

5 4 3 2 1 

79. ส่วนสรุปทำ้ยบทเรยีนแต่ละบทช่วยใหฉ้นัเขำ้ใจควำมคดิหลกัของระยะกำร
เรยีนรูก้ำรท ำโครงงำนโดยอสิระแต่ละระยะ ส ำหรบักำรท ำโครงงำนโดยอสิระ 

5 4 3 2 1 

80. **โดยรวมแลว้ ฉนัคดิว่ำรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครำงงำนเป็น 
ฐำนฯ (PBBCSI model) พฒันำควำมสำมำรถในกำรพดูภำษำองักฤษเพื่อกำร
สื่อสำรของฉนั เพื่อกำรท ำงำนต่อไปนี้ 

     

80.1 กจิกรรมในชัน้เรยีน 5 4 3 2 1 
80.2 งำนนอกชัน้เรยีน 5 4 3 2 1 
80.3 โครงงำนโดยอสิระ 5 4 3 2 1 

81. โดยรวมแลว้ ฉนัคดิว่ำรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครำงงำนเป็น 
ฐำนฯ (PBBCSI model) พฒันำควำมรบัผดิชอบ (ซึง่กค็อื ควำมเตม็ใจทีจ่ะ
รบัผดิชอบ) ของฉนัเพื่อกำรท ำงำนตอ่ไปนี้ 

     

81.1 กจิกรรมในชัน้เรยีน 5 4 3 2 1 
81.2 งำนนอกชัน้เรยีน 5 4 3 2 1 
81.3 โครงงำนโดยอสิระ 5 4 3 2 1 

82. โดยรวมแลว้ ฉนัคดิว่ำรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครำงงำนเป็น 
ฐำนฯ (PBBCSI model) พฒันำควำมสำมำรถ (ซึง่กค็อื ควำมมัน่ใจใน
ควำมสำมำรถ) ของฉนัเพื่อกำรท ำงำนต่อไปนี้ 

     

82.1 กจิกรรมในชัน้เรยีน 5 4 3 2 1 
82.2 งำนนอกชัน้เรยีน 5 4 3 2 1 
82.3 โครงงำนโดยอสิระ 5 4 3 2 1 
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83. ฉนัคดิว่ำรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI 
model) มปีระโยชน์ตอ่อำชพีในอนำคตของฉนั 

5 4 3 2 1 

 
ขอขอบคุณท่ำนมำกส ำหรบัควำมร่วมมือ 
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APPENDIX G: Semi-structured Interviews 

Learner Autonomy Interview Questions 

(Semi-Structured Interview) 

 

1. *As for communication strategies taught during class (circumlocution, asking for 

clarification, asking for confirmation, and use of fillers and other hesitation 

devices), what communication strategies do you often and rarely use when 

performing the works (i.e. face-to-face  activities, online tasks, and the 

independent project)?  

[To clarify items 60, 63, and 71] 

  Why do you often/rarely use them? 

 

2. Do you think the communication strategies that you have learned and practiced 

during and after class help develop your English oral communication ability?  

help develop your English oral communication ability?  

A. If yes, how? 

B. If not, why? 

[To verify/clarify items 60, 63, and 71] 

 

3. Do you think the communication strategies that you have learned and practiced 

inside and online help develop your responsibilities and capabilities in 

completing the works (i.e. face-to-face  activities, online tasks, and the 

independent project)?     Reshaped because the question is complex. 

A. If yes, how? 

(Clarifying questions:  

-What you have learned and practiced or anything else makes you willing to 

do the works?  

-What makes you feel confident to do the works?) 

B. If not, why? 

(Clarifying questions:  

-What makes you not willing to do the works?  

-What makes you feel unsure to do the works?) 

[To verify/clarify items 16, 39, 61, 62, 64, 65, 72, and 73.] 

Re-interview 

Do you think the communication strategies that you have learned and practiced 

inside and online help develop your independent learning (individual students’ 

control on carrying out the online tasks and independent project, independently of 

instructor and peer control) in completing the works and project (i.e. face-to-face  

activities, online tasks, and the independent project)? 

A. If yes, how do CSs help you do so? 

B. If not, why don’t CSs help you do so? 

 

4. Do you think the six aspects of learner autonomy which comprise 1) determining 

the goals and the objectives, 2) defining the learning progressions, 3) taking the 

initiative, 4) making decisions on selecting methods or techniques, communication 

strategies, and resources, 5) monitoring the task and the project completion 
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procedures, the tasks, and the project, 6) evaluating what has been acquired and 

performed in the tasks and the project help develop your English oral 

communication ability?  

A. If yes, how? 

B. If not, why? 

[To verify/clarify items 60, 63, and 71] 

 

5. Do you think that the ways and the steps to perform the independent project that 

you have learned and practiced—i.e. each step of doing the project (e.g. thinking 

about the driving question, setting up the deeper questions to get more 

information for the driving question, collecting data, analyzing the results, etc.) 

help develop your English oral communication ability?   

A. If yes, how? 

B. If not, why?  

[To verify/clarify items 63 and 71]  

 

 

6. Do you think that the ways and the steps to perform the independent project that 

you have learned and practiced—i.e. each step of doing the project (e.g. thinking 

about the driving question, setting up the deeper questions to get more 

information for the driving question, collecting data, analyzing the results, etc.) 

help develop your responsibilities and capabilities in completing the works and 

project?  

A. If yes, how?  

(Clarifying questions: -What makes you willing to do the works?  

-What makes you feel confident to do the works?) 

B. If not, why?  

(Clarifying questions: -What makes you not willing to do the works?  

-What makes you feel unsure to do the works?) 

[To verify/clarify items 64 and 65] 

 

Re-interview: 

Do you think that the ways and the steps (in each phase) to perform the 

independent project that you have learned and practiced—i.e. each step of doing 

the project (e.g. thinking about the driving question, setting up the deeper 

questions to get more information for the driving question, collecting data, 

analyzing the results, etc.) help develop your independent learning  in 

completing the works and project. (You don’t need support/suggestion from the 

instructor/peers to complete the works and project?) 

 A. If yes, how/why?  

(Clarifying questions:  

Why does the model/What helps you be able to do the works independently of 

instructor/peers?  

B. If not, why?  

(Clarifying questions: -Why doesn’t the model/What doesn’t help you be able to 

do the works?  

 [To verify/clarify items 64 and 65] 
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Re-interview 

Do you think that the learning and teaching steps face-to-face and online  (for 

doing the work of each step of doing the project) help develop your independent 

learning  in completing the works and project (You don’t need 

support/suggestion from the instructor/peers to complete the works and 

project?)  

A. If yes, how/why?  

(Clarifying questions:  

Why does the model/What helps you be able to do the works independently of 

instructor/peers?  

 

B. If not, why?  

(Clarifying questions: -Why doesn’t the model/What doesn’t help you be able to 

do the works and project?  

 [To verify/clarify items 64 and 65] 

 

7. After your instructor or friends start taking actions for teaching and learning (e.g. 

giving explanations, examples, guidelines, choices, or ideas):  

7.1 Are you willing to self-initiate to take common actions according to the work 

prompts (e.g. forming the group or pair, making short notes, etc.) for doing the 

works? 

Why or why not? [To verify/clarify items 8, 9, 31, and 32] 

 

7.2 Are you willing to self-initiate to take new actions (e.g. encouraging your 

friends to work, making new choices, ideas, and ways, being a leader or a 

volunteer in a group or pair work, etc.) for doing the works?  

Why or why not? [To verify/clarify items 8, 9, 31, and 32] 

 

7.3 Are you confident to self-initiate to take common actions according to the 

work prompts for doing the works?  

Why or why not? [To verify/clarify items 8, 9, 31, and 32] 

 

7.4 Are you confident to self-initiate to take new actions for doing the works?  

Why or why not? [To verify/clarify items 8, 9, 31, and 32] 

 

 

8. Although the instructor or friends do not take actions for teaching and learning,  

8.1 Are you willing to self-initiate to take common actions according to the work 

prompts for doing the works?  

Why or why not? [To verify/clarify items 10, 11, 33, and 34] 

 

8.2 Are you willing to self-initiate to take new actions for doing the works?  

Why or why not? [To verify/clarify items 10, 11, 33, and 34] 
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8.3 Are you confident to self-initiate to take common actions according to the 

work prompts for doing group or pair works?  

Why or why not? [To verify/clarify items 10, 11, 33, and 34] 

 

8.4 Are you confident to self-initiate to take new actions for doing group or pair 

works?  

Why or why not? [To verify/clarify items 10, 11, 33, and 34] 

 

9. Do you think that the learning and teaching steps (inside and online) in the 

PBBCSI model help develop your English oral communication ability? 

A. If yes, what steps or what phases help you? Why? or How? 

B. If not, what steps or what phases don’t help you? Why or How? 

 

10. Do you think that the learning and teaching steps (inside and online) in the 

PBBCSI model help develop your responsibilities (willingness to take 

responsibilities) to perform the works? 

A. If yes, what steps or what phases help you? Why? or How? 

B. If not, what steps or what phases don’t help you? Why or How? 

 

11. Do you think that the learning and teaching steps (inside and online) in the 

PBBCSI model help develop your capabilities (confidence in abilities to take 

responsibilities) to perform the works? 

A. If yes, what steps or what phases help you? Why? or How? 

B. If not, what steps or what phases don’t help you? Why or How? 

 

12. About giving comments and suggestions on the works: 

12.1 Do you get benefits from peers’ comments and suggestions on your works on 

Facebook? 

Why?/Why not? 

 

12.2 Do you get benefits from instructor’s comments and suggestions on your 

works on the task and project rubric? 

Why?/Why not? 

Which way of receiving comments and suggestions do you prefer? Or equally 

like? Why? 

 

12.3 Do you get benefits from instructor’s and peers’ comments and suggestions 

on your works in the phase “6) revision and publication”? 

Why?/Why not? 

Whose comments and suggestions do you prefer? Why? 

 

13. Do you get benefits from making and selecting choices for learning and doing 

works? Why?/ Why not? 

 

14. *What do you like and dislike in the PBBCSI model? Why? What should be 

improved? 
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 (If the informant does not talk about the benefits of the PBBCSI model for his/her 

future careers, item 14 is asked.) 

[To verify/clarify items 1-74] 

 

15. Does the PBBCSI model give you benefits for your future careers?  

Why or why not? [To verify/clarify items 74]  

 

*Adapted from Channuan (2012). 
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APPENDIX G: Semi-structured Interviews (Thai version) 

ค ำถำมส ำหรบักำรสมัภำษณ์ 
ควำมสำมำรถในกำรควบคมุกำรเรียนรู้ด้วยตนเองของผู้เรียน 

(กำรสมัภำษณ์แบบก่ึงโครงสร้ำง) 
 

1. *ส ำหรบักลวธิกีำรสือ่สำรซึ่งสอนในระหว่ำงกำรเรยีนกำรสอน (เช่น กลวธิกีำรพดูออ้มเพือ่
อธบิำยค ำทีต่อ้งกำร (circumlocution)  กลวธิกีำรถำมเพือ่ตอ้งกำรควำมชดัเจน (asking for 
clarification)  กลวธิกีำรถำมเพือ่ยนืยนั (asking for confirmation)  และกลวธิกีำรใชค้ ำเตมิ
และแสดงควำมลงัเลเพือ่ขอเวลำคดิ (use of fillers and hesitation devices)    กลวธิกีำร
สือ่สำรดงักล่ำวกลวธิใีดทีคุ่ณใช้บ่อยๆ และแทบจะไม่ไดใ้ชเ้ลย ในกำรท ำงำนต่ำงๆ (เช่น 
กจิกรรมในชัน้เรยีน  งำนนอกชัน้เรยีน  โครงงำนโดยอสิระ)  
[To clarify item 59] 
-ท ำไมถงึใชบ้่อย/ แทบจะไม่ไดใ้ชเ้ลย 
 

2. คุณคดิว่ำกลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไป ช่วยพฒันำควำมสำมำรถในกำรพดู
ภำษำองักฤษเพือ่กำรสือ่สำรของคุณ ใช่หรอืไม่ 

ก. หำกใช่ ช่วยอย่ำงไร 
ข. หำกไม่ใช่ เป็นเพรำะเหตุใด 

[To verify/clarify items 60, 63, and 71] 
 

3. คุณคดิว่ำกลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไปในขัน้ตอนกำรสอน ในและหลงักำรเรยีน
กำรสอนนัน้  ช่วยพฒันำควำมรบัผดิชอบและควำมสำมำรถในกำรท ำงำนต่ำงๆ (ซึง่กค็อื 
กจิกรรมในชัน้เรยีน งำนนอกชัน้เรยีน และโครงงำนโดยอสิระ) ใหส้ ำเรจ็ลุล่วง ใช่หรอืไม่ 

ก. หำกใช่ ช่วยอย่ำงไร 
(ค ำถำมเพื่อควำมชดัเจน:  
-กลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไปท ำใหคุ้ณเตม็ใจทีจ่ะท ำงำนต่ำงๆ ใช่หรอืไม่ 
อย่ำงไร  
-กลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไปท ำใหคุ้ณรูส้กึมัน่ใจทีจ่ะท ำงำนต่ำงๆ ใช่หรอืไม่
อย่ำงไร 
B. หำกไม่ใช่ เพรำะเหตุใด 
(ค ำถำมเพื่อควำมชดัเจน:  
-กลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไปท ำใหคุ้ณไม่เตม็ใจทีจ่ะท ำงำนต่ำงๆ ใช่หรอืไม่ 
อย่ำงไร 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 381 

-กลวธิกีำรสือ่สำรทีไ่ดเ้รยีนและฝึกฝนไปท ำใหคุ้ณรูส้กึไม่มัน่ใจทีจ่ะท ำงำนต่ำงๆ ใช่
หรอืไม่ อย่ำงไร  
[To verify/clarify items 16, 39, 61, 62, 64, 65, 72, and 73] 

 
4. คุณคดิว่ำควำมสำมำรถในกำรควบคุมกำรเรยีนรูด้ว้ยตนเองของผูเ้รยีนทัง้ 6 ดำ้น อนัไดแ้ก่   

1) กำรก ำหนดเป้ำหมำยและวตัถุประสงค ์ 2) กำรก ำหนดควำมก้ำวหน้ำของกำรเรยีนรู ้  
3) กำรท ำสิง่รเิริม่  4) กำรตดัสนิใจเลอืกวธิหีรอืเทคนิค กลวธิกีำรสือ่สำรและแหล่งทรพัยำกร   
5) กำรตรวจสอบขัน้ตอนของกำรท ำกจิกรรม งำนต่ำงๆ และโครงงำนโดยอสิระ   
6) กำรประเมนิสิง่ทีไ่ดเ้รยีนรูแ้ละปฏบิตัใินกำรท ำงำนหลงักำรเรยีนกำรสอนและโครงงำน
โดยอสิระนัน้ ช่วยพฒันำควำมสำมำรถในกำรพดูภำษำองักฤษเพือ่กำรสือ่สำรของคุณ ใช่
หรอืไม่ 

ก. หำกใช่ ช่วยอย่ำงไร 
B. หำกไม่ใช่ เป็นเพรำะเหตุใด 

[To verify/clarify items 60, 63, and 71] 
 

5. คุณคดิว่ำวธิกีำรและขัน้ตอนต่ำงๆ ส ำหรบัท ำโครงงำนโดยอสิระทีคุ่ณไดเ้รยีนรูแ้ละฝึกฝนไป
แลว้ (เช่น กำรคดิเกีย่วกบัค ำถำมผลกัดนัใหอ้ยำกเรยีนรู ้(driving question)   กำรตัง้ค ำถำม
เชงิลกึเพือ่ใหไ้ดข้อ้มูลเพิม่ขึน้ (deeper questions) ส ำหรบัค ำถำมผลกัดนัใหอ้ยำกเรยีนรู ้ 
กำรเกบ็ขอ้มลู  กำรวเิครำะหผ์ล และอื่นๆ) เพือ่ท ำงำนหลงักำรเรยีนกำรสอนและโครงงำน
โดยอสิระ ช่วยพฒันำควำมสำมำรถในกำรพดูภำษำองักฤษเพือ่กำรสือ่สำรของคุณ ใช่
หรอืไม่ 

ก. หำกใช่ ช่วยอย่ำงไร 
ข. หำกไม่ใช่ เป็นเพรำะเหตุใด 

[To verify/clarify item 63 and 71] 
 

6. คุณคดิว่ำวธิกีำรและขัน้ตอนต่ำงๆ ส ำหรบัท ำโครงงำนโดยอสิระทีคุ่ณไดเ้รยีนรูแ้ละฝึกฝนไป
แลว้ (เช่น กำรคดิเกีย่วกบัค ำถำมผลกัดนัใหอ้ยำกเรยีนรู ้(driving question)   กำรตัง้ค ำถำม
เชงิลกึเพือ่ใหไ้ดข้อ้มลูเพิม่ขึน้ (deeper questions) ส ำหรบัค ำถำมผลกัดนัใหอ้ยำกเรยีนรู ้ 
กำรเกบ็ขอ้มลู  กำรวเิครำะหผ์ล และอื่นๆ) เพือ่ท ำงำนหลงักำรเรยีนกำรสอนและโครงงำน
โดยอสิระ ช่วยพฒันำควำมรบัผดิชอบและควำมสำมำรถในกำรท ำงำนต่ำงๆ ใหส้ ำเรจ็ลุล่วง 
ใช่หรอืไม่ 
ก. หำกใช่ ช่วยอย่ำงไร 
(ค ำถำมเพือ่ควำมชดัเจน:  
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-สิง่ใดทีคุ่ณไดเ้รยีนรูแ้ละฝึกฝนไปแลว้ หรอืสิง่อื่นๆ ท ำใหคุ้ณเตม็ใจทีจ่ะท ำงำนต่ำงๆ     
-สิง่ใดทีท่ ำใหคุ้ณรูส้กึมัน่ใจทีจ่ะท ำงำนต่ำงๆ) 
ข. หำกไม่ใช่ เพรำะเหตุใด 
(ค ำถำมเพือ่ควำมชดัเจน:  
-สิง่ใดทีคุ่ณไดเ้รยีนรูแ้ละฝึกฝนไปแลว้ หรอืสิง่อื่นๆ ท ำใหคุ้ณไมเ่ตม็ใจทีจ่ะท ำงำนต่ำงๆ     
-สิง่ใดทีท่ ำใหคุ้ณรูส้กึไม่มัน่ใจทีจ่ะท ำงำนต่ำงๆ)  
[To verify/clarify items 64 and 65] 
 

7. หลงัจำกทีผู่ส้อนหรอืเพือ่นๆ เริม่กำรกระท ำต่ำงๆ ส ำหรบักำรเรยีนกำรสอน เช่น กำรให้
ค ำอธบิำย ตวัอย่ำง แนวทำงปฏบิตั ิตวัเลอืก หรอืควำมคดิต่ำงๆ แลว้   
7.1 คุณเตม็ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน (เช่น กำรจบั
กลุ่มหรอืจบัคู่  กำรจดบนัทกึ และอื่นๆ) เพือ่ท ำงำนต่ำงๆ (กจิกรรมก่อนและระหว่ำงกำร
เรยีนกำรสอน   งำนหลงักำรเรยีนกำรสอน   และโครงงำนโดยอสิระ) ใช่หรอืไม่ 
-ท ำไมถงึเตม็ใจ หรอืท ำไมถงึไม่เตม็ใจ 
 
7.2 คุณเตม็ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ใหม่ต่ำงๆ (เช่น กำรกระตุน้ใหเ้พือ่นๆ ท ำงำน 
กำรสรำ้งตวัเลอืก ควำมคดิสรำ้งสรรค ์วธิกีำรใหม่ๆ  กำรเป็นผูน้ ำหรอือำสำสมคัรในงำนกลุ่ม
หรอืงำนคู่ และกำรกระท ำอื่นๆ) เพือ่ท ำงำนต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึเตม็ใจ หรอืท ำไมถงึไม่เตม็ใจ 
 
 [To verify/clarify items 8, 9, 31, and 32] 
 
7.3 คุณมัน่ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน เพื่อท ำงำน
ต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึมัน่ใจ หรอืท ำไมถงึไม่มัน่ใจ 
 
7.4 คุณมัน่ใจทีจ่ะเริม่ต้นดว้ยตวัเองเพือ่ท ำสิง่ใหม่ต่ำงๆ (เช่น กำรกระตุน้ใหเ้พือ่นๆ ท ำงำน 
กำรสรำ้งตวัเลอืก ควำมคดิสรำ้งสรรค ์วธิกีำรใหม่ๆ  กำรเป็นผูน้ ำหรอือำสำสมคัรในงำนกลุ่ม
หรอืงำนคู่ และกำรกระท ำอื่นๆ) เพือ่ท ำงำนต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึมัน่ใจ หรอืท ำไมถงึไม่มัน่ใจ 
 [To verify/clarify items 8, 9, 31, and 32] 
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8. ถงึแมว้่ำผูส้อนหรอืเพือ่นๆ ไม่กระท ำสิง่ต่ำงๆ ส ำหรบักำรเรยีนกำรสอน   
8.1 คุณกย็งัเตม็ใจทีจ่ะเริม่ตน้ดว้ยตวัเองเพือ่ท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน เพือ่
ท ำงำนต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึเตม็ใจ / ท ำไมถงึไม่เตม็ใจ 
 
8.2 คุณกย็งัเตม็ใจทีจ่ะเริม่ต้นดว้ยตวัเองเพือ่ท ำสิง่ใหม่ต่ำงๆ เพือ่ท ำงำนต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึเตม็ใจ / ท ำไมถงึไม่เตม็ใจ 
 
8.3 คุณกย็งัมัน่ใจทีจ่ะเริม่ต้นดว้ยตวัเองเพือ่ท ำสิง่ทัว่ไปต่ำงๆ ตำมโจทยข์องงำน เพื่อท ำงำน
ต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึมัน่ใจ / ท ำไมถงึไม่มัน่ใจ 
 
8.4 คุณกย็งัมัน่ใจทีจ่ะเริม่ต้นดว้ยตวัเองเพือ่ท ำสิง่ใหม่ต่ำงๆ เพือ่ท ำงำนต่ำงๆ ใช่หรอืไม่ 
-ท ำไมถงึมัน่ใจ / ท ำไมถงึไม่มัน่ใจ 
[To verify/clarify items 10, 11, 33, and 34] 
 

9. คุณคดิว่ำขัน้ตอนกำรเรยีนกำรสอนต่ำงๆ (ในและนอกชัน้เรยีน) ในรูปแบบกำรเรยีนรูแ้บบ
ผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) ช่วยพฒันำควำมสำมำรถในกำรพดู
ภำษำองักฤษเพือ่กำรสือ่สำร ใช่หรอืไม่ 
ก. หำกใช่ ข ัน้ตอนกำรเรยีนกำรสอนใดทีช่่วยพฒันำ  ท ำไมหรอือย่ำงไร 
ข. หำกไม่ใช่ ขัน้ตอนกำรเรยีนกำรสอนใดทีไ่ม่ช่วยพฒันำ  ท ำไมหรอือย่ำงไร 
 

10. คุณคดิว่ำขัน้ตอนกำรเรยีนกำรสอนต่ำงๆ (ในและนอกชัน้เรยีน) ในรูปแบบกำรเรยีนรูแ้บบ
ผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) ช่วยพฒันำควำมรบัผดิชอบ (ควำมเตม็ใจที่
จะรบัผดิชอบงำน) ใช่หรอืไม่ 
ก. หำกใช่ ข ัน้ตอนกำรเรยีนกำรสอนใดทีช่่วยพฒันำ  ท ำไมหรอือย่ำงไร 
ข. หำกไม่ใช่ ข ัน้ตอนกำรเรยีนกำรสอนใดทีไ่ม่ช่วยพฒันำ  ท ำไมหรอือย่ำงไร 
 

11. คุณคดิว่ำขัน้ตอนกำรเรยีนกำรสอนต่ำงๆ (ในและนอกชัน้เรยีน) ในรูปแบบกำรเรยีนรูแ้บบ
ผสมผสำนโครงงำนเป็นฐำนฯ (PBBCSI model) ช่วยพฒันำควำมสำมำรถ (ควำมมัน่ใจใน
ควำมสำมำรถทีจ่ะรบัผดิชอบงำน) ใช่หรอืไม่ 
ก. หำกใช่ ข ัน้ตอนกำรเรยีนกำรสอนใดทีช่่วยพฒันำ  ท ำไมหรอือย่ำงไร 
ข. หำกไม่ใช่ ข ัน้ตอนกำรเรยีนกำรสอนใดทีไ่ม่ช่วยพฒันำ  ท ำไมหรอือย่ำงไร 
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12. ในเรื่องกำรใหค้ ำวจิำรณ์และค ำแนะน ำต่องำนต่ำงๆ นัน้ 

12.1 คุณไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของเพือ่นๆ เกีย่วกบังำนทีอ่ยู่บน 
Facebook ใช่หรอืไม่ 
-ท ำไมไดร้บัประโยชน์ / ท ำไมถงึไม่ไดร้บัประโยชน์ 
 
12.2 คุณไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อนเกีย่วกบังำนทีอ่ยู่ในเกณฑ์
กำรประเมนิงำนหลงักำรเรยีนกำรสอนและโครงงำนโดยอสิระ (Task and project rubic) 
-ท ำไมไดร้บัประโยชน์ / ท ำไมถงึไม่ไดร้บัประโยชน์ 
 
12.3 ไดร้บัประโยชน์จำกค ำวจิำรณ์และค ำแนะน ำของผูส้อนและเพือ่นๆ เกีย่วกบัโครงงำน
โดยอสิระของฉันในระยะกำรเรยีนรูก้ำรท ำโครงงำนโดยอสิระระยะที ่ “6) กำรปรบัปรุงแกไ้ข
และกำรน ำผลงำนออกเผยแพร่” (revision and publication) 
 

13. คุณไดร้บัประโยชน์จำกกำรสรำ้งและเลอืกตวัเลอืกเพือ่กำรเรยีนรูแ้ละท ำงำนต่ำงๆ ใช่หรอืไม่ 
เพรำะเหตุใด 
 

14. *สิง่ใดทีคุ่ณชอบและไม่ชอบในรปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนโดยใชก้ำร
สอนกลวธิกีำรสือ่สำร    เพรำะเหตุใดถงึชอบ หรอื เพรำะเหตุใดถงึไม่ชอบ 
สิง่ใดควรปรบัปรุง 
(หำกผูเ้รยีนไม่พูดถงึประโยชน์ของรูปแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ ต่อ
งำนอำชพีในอนำคตของเขำ จงึถำมต่อขอ้ 12) 
[To verify/clarify items 1-83] 
 

15. รปูแบบกำรเรยีนรูแ้บบผสมผสำนโครงงำนเป็นฐำนฯ มปีระโยชน์ต่องำนอำชพีในอนำคตของ
คุณ ใช่หรอืไม่ 
เพรำะอะไรถงึมปีระโยชน์  หรอื  เพรำะอะไรถงึไม่มปีระโยชน์ 
[To verify/clarify item 83]  
 

*Adapted from Channuan (2012). 
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APPENDIX H: Student Log Completion on Task 1  
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APPENDIX I: Student Log Completion on the Independent Project 
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APPENDIX J: Experts’ Validation of Data Collection Instruments 

Table  54: Experts’ Validation of the English Oral Communication Ability Test 

 

Items IOC Results 

1. The objectives of the test tasks match with the objective of the 

PBBCSI model in terms of English oral communication 

ability. 

0.67 Accepted 

2. The objectives of the test tasks are relevant to the job 

functions. 

1 Accepted 

3. The objectives of the test tasks are relevant to the unit 

objectives [in terms of English oral communication ability]. 

0.67 Accepted 

4. The objectives of the test tasks are achievable. 1 Accepted 

5. The test tasks can elicit students’ uses of taught 

communication strategies. 

0.67 Accepted 

6. The sequence of the test tasks is appropriate. 1 Accepted 

7. The contents of the test tasks are appropriate to students’ 

proficiency level (intermediate) and the Computer 

Engineering field. 

1 Accepted 

8. The instructions of the test tasks are clear and appropriate. 0.67 Accepted 

9. The preparation time allotment of each test task is appropriate. 0.33 Revised 

10. The performance time allotment of each test task is 

appropriate. 

0.33 Revised 

11. The assessment of the test tasks is appropriate.  0.67 Accepted 

12. The objectives of the test tasks match with the objective of the 

PBBCSI model in terms of English oral communication 

ability. 

0.67 Accepted 

13. The objectives of the test tasks are relevant to the job 

functions. 

1 Accepted 

14. The objectives of the test tasks are relevant to the unit 

objectives [in terms of English oral communication ability]. 

0.67 Accepted 

15. The objectives of the test tasks are achievable. 1 Accepted 

16. The test tasks can elicit students’ uses of taught 

communication strategies. 

0.67 Accepted 

17. The sequence of the test tasks is appropriate. 1 Accepted 

18. The contents of the test tasks are appropriate to students’ 

proficiency level (intermediate) and the Computer 

Engineering field. 

1 Accepted 

19. The instructions of the test tasks are clear and appropriate. 0.67 Accepted 

20. The preparation time allotment of each test task is appropriate. 0.33 Revised 

21. The performance time allotment of each test task is 

appropriate. 

0.33 Revised 

22. The assessment of the test tasks is appropriate.  0.67 Accepted 

OVERALL .73 Accepted 
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Table  55: Experts’ Validation of the Pre-LAQ and Post-LAQ 

 

Objectives  Items/ Aspects of learner 

autonomy 

IOC Results 

 A. Determining the goals and the 

objectives 

  

Items 1-4: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

determining the goals and the 

objectives in learning and doing 

the activities, the tasks, and the 

project specified in each item. 

1. I am willing to set my goals of 

learning in this model. 

1 Accepted 

2. I am pleased to determine the 

objectives of the during class 

activities. 

1 Accepted 

3. I am happy to determine the 

objectives of the after class 

tasks.  

1 Accepted 

4. I feel good to set the objectives 

of the independent project. 

 

1 Accepted 

 B. Defining the learning 

progressions 

  

Items 5-7: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

defining the learning 

progressions by setting the 

expected progression scores 

specified in each item. 

(Note: Setting the expected 

progression scores of the during 

class activities is not performed 

in class) 

5. I am willing to set the 

expected progression scores of 

the English oral 

communication ability test. 

1 Accepted 

6. I am happy to define the 

expected progression scores of 

the tasks. 

1 Accepted 

7. I feel good to set the expected 

progression scores of the 

project. 

1 Accepted 

 C. Taking the initiative   

Items 8-9: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

taking the initiative after or with 

initiating the actions by the 

instructor or peers. Taking the 

initiative in this way is 

categorized as self-initiation 

after instructor-or-peer initiation. 

*In this study, the students self-

initiate or self-start to take 

8. After the instructor or peers 

start taking actions for learning 

and teaching such as giving 

explanations, examples, 

guidelines, choices, or ideas, I 

am willing to self-initiate* to 

take common actions that are 

necessary for completing the 

works according to the work 

prompts (e.g. forming the 

group or pair, making short 

notes, etc.) and new actions 

 0.33 Revised 
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common and new actions, make 

new choices, ideas, or ways in 

expressing responsibilities and 

capabilities for their own 

learning which can possibly 

occur after (with) or without 

instructor-or-peer initiation.  

that I newly create after the 

instructor and peers guide or 

initiate to do so (e.g. 

encouraging my peers to work, 

making new choices, ideas, or 

ways, being a leader or a 

volunteer in a group or pair 

work, asking the questions to 

stimulate other students or the 

instructor to clarify or correct 

some mistakes, problems, and 

unclear points, etc.) for 

completing the during class 

activities.  

 

 9. After the instructor or peers 

start taking actions for learning 

and teaching, I am happy to 

self-initiate to take common 

actions that are necessary for 

completing the works 

according to the work prompts 

and new actions that I newly 

create after the instructor and 

peers guide or initiate to do so 

for completing the after class 

tasks.  

0.33 Revised 

Items 10-11: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

taking the initiative without 

initiating the actions by the 

instructor or peers. Taking the 

initiative in this way is 

categorized as self-initiation 

without instructor-or-peer 

initiation. 

(*Students’ taking common 

actions in the aspect of taking 

the initiative are not examined 

because what the students do 

without instructor’s or peers’ 

initiation or actions is considered 

new actions.) 

10. Although the instructor or 

peers do not take actions for 

learning and teaching, I am 

willing to self-initiate to take 

new actions* that I newly 

create and the instructor and 

peers do not guide or initiate to 

do so (e.g. browsing the 

Internet to find information to 

support your purposes, etc.) 

for completing the during class 

activities. 

 

0.67 Accepted 
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 11. Although the instructor or 

peers do not take actions for 

learning and teaching, I am 

happy to self-initiate to take 

new actions that I newly create 

and the instructor and peers do 

not guide or initiate to do so 

(e.g. browsing the Internet to 

find information to support 

your purposes, consulting with 

experts in Computer 

Engineering and related fields, 

etc.) for completing the after 

class tasks. 

0.67 Accepted 

12. To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

taking the initiative in doing the 

project with and/or without 

initiating the actions by the 

instructor or peers. 

12. I am happy to self-initiate to 

take common and new actions, 

propose, and implement new 

choices, ideas, and ways for 

completing my project. 

1 Accepted 

Items 13-15: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

deciding to select appropriate 

methods or techniques, 

communication strategies, and 

resources. 

13. I am willing to make decisions 

on selecting the appropriate 

methods or techniques (e.g. 

work cooperation: 

collaboration or cooperation, 

etc.), and resources (e.g. 

websites, textbooks, 

brochures, etc.) to achieve the 

during class activities. 

0.33 Revised 

14. I am pleased to make decisions 

on selecting the appropriate 

methods or techniques (e.g. the 

use of social platforms: 

Google Hangouts, Skype, 

Facebook Messenger, etc., 

work cooperation: 

collaboration or cooperation, 

data collection: questionnaires, 

interviews, etc.), and resources 

(e.g. websites, textbooks, 

brochures, etc.) to achieve the 

tasks. 

0.33 Revised 

 15. I am happy to make decisions 

on selecting the appropriate 

0.33 Revised 
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methods or techniques (e.g. the 

use of social platforms: 

Google Hangouts, Skype, 

Facebook Messenger, etc., 

work cooperation: 

collaboration or cooperation, 

data collection: questionnaires, 

interviews, etc.), and resources 

(e.g. websites, textbooks, 

brochures, etc.) to achieve the 

project. 

16. To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

choosing the appropriate 

communication strategies to 

overcome communication 

problems or breakdowns, 

especially relevant to range, 

accuracy, fluency, interaction, 

coherence, and pronunciation, 

and maintain the conversations 

to achieve their communication 

purposes.  

16. I am willing to choose the 

appropriate communication 

strategies or language 

expressions related to 

communication strategies to 

overcome communication 

problems or breakdowns, 

especially relevant to range, 

accuracy, fluency, interaction, 

coherence, and pronunciation, 

and maintain the conversations 

in order to achieve the 

communication purposes. 

0.67 Accepted 

Items 17-19: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

monitoring the procedure of 

doing the activities, the tasks, 

and the project. 

17. I feel good to check my steps 

of doing the activities in 

aspects of time (duration of 

doing each step), place, pace 

(duration of doing the entire 

work), respondents, and 

resources in the learning and 

teaching steps of “Rehearsal” 

and “Performance” on the 

student log (for the during 

class activity). 

0.33 Revised 

18. I am happy to check my steps 

of doing the tasks in aspects of 

time (duration of doing each 

step), place, pace (duration of 

doing the entire work), 

respondents, and resources on 

the student log (for the task 

and the project). 

0.33 Revised 

19. I am willing to check my steps 

of doing the project in aspects 

0.33 Revised 
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of time (duration of doing each 

step), place, pace (duration of 

doing the entire work), 

respondents, and resources on 

the student log (for the task 

and the project). 

Items 20-21: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

evaluating the tasks and the 

project in terms of quality and 

English oral communication 

ability. 

20. I am pleased to evaluate the 

quality and English oral 

communication ability of my 

tasks in different aspects 

specified in the task and 

project rubric. 

1 Accepted 

21. I am happy to evaluate the 

quality and English oral 

communication ability of my 

project in different aspects 

specified in the task and 

project rubric. 

1 Accepted 

Items 22-23: 

To verify if the students are 

willing to take responsibilities 

for expressing capabilities of 

making reflection on their tasks 

and the project in terms of 

quality and English oral 

communication ability. 

22. I feel good to make reflection 

on the quality and English oral 

communication ability of my 

tasks in different aspects 

specified in the task and 

project rubric. 

1 Accepted 

23. I am willing to make reflection 

on the quality and English oral 

communication ability of my 

project in different aspects 

specified in the task and 

project rubric. 

1 Accepted 

 A. Determining the goals and the 

objectives 

  

Items 24-27: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of determining the 

goals and the objectives in 

learning and doing the activities, 

the tasks, and the project 

specified in each item. 

24. I am confident I can set my 

goals of learning in this model. 

1 Accepted 

25. I am sure I can determine the 

objectives of the during class 

activities. 

1 Accepted 

26. I think I can determine the 

objectives of the after class 

tasks.  

1 Accepted 

27. I am sure I can set the 

objectives of the independent 

project. 

1 Accepted 

 B. Defining the learning 

progressions 
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Items 28-30: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of defining the 

learning progressions by setting 

the expected progression scores 

specified in each item. 

(Note: Setting the expected 

progression scores of the during 

class activities is not performed 

in class) 

28. I am confident I can set the 

expected progression scores of 

the English oral 

communication ability test. 

1 Accepted 

29. I am sure I can define the 

expected progression scores of 

the tasks. 

1 Accepted 

30. I think I can set the expected 

progression scores of the 

project. 

1 Accepted 

 C. Taking the initiative   

Items 31-32: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of taking the 

initiative after or with initiating 

the actions by the instructor or 

peers. Taking the initiative in 

this way is categorized as self-

initiation after instructor-or-peer 

initiation. 

31. After the instructor or peers 

start taking actions for learning 

and teaching such as giving 

explanations, examples, 

guidelines, choices, or ideas, I 

am sure I can self-initiate to 

take common actions that are 

necessary for completing the 

works according to the work 

prompts (e.g. forming the 

group or pair, making short 

notes, etc.) and new actions 

that I newly create after the 

instructor and peers guide or 

initiate to do so (e.g. 

encouraging my peers to work, 

making new choices, ideas, or 

ways, being a leader or a 

volunteer in a group or pair 

work, asking the questions to 

stimulate other students or the 

instructor to clarify or correct 

some mistakes, problems, and 

unclear points, etc.) for 

completing the during class 

activities.  

0.33 Revised 
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32. After the instructor or peers 

start taking actions for learning 

and teaching, I think I can self-

initiate to take common 

actions that are necessary for 

completing the works 

according to the work prompts 

and new actions that I newly 

create after the instructor and 

peers guide or initiate to do so 

for completing the after class 

tasks.  

0.33 Revised 

Items 33-34: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of taking the 

initiative without initiating the 

actions by the instructor or 

peers. Taking the initiative in 

this way is categorized as self-

initiation without instructor-or-

peer initiation. 

33. Although the instructor or 

peers do not take actions for 

learning and teaching, I am 

confident I can self-initiate to 

take new actions that I newly 

create and the instructor and 

peers do not guide or initiate to 

do so (e.g. browsing the 

Internet to find information to 

support your purposes, etc.)  

for completing the during class 

activities. 

0.33 Revised 

 34. Although the instructor or 

peers do not take actions for 

learning and teaching, I am 

confident I can self-initiate to 

take new actions that I newly 

create and the instructor and 

peers do not guide or initiate to 

do so (e.g. browsing the 

Internet to find information to 

support your purposes, 

consulting with experts in 

Computer Engineering and 

related fields, etc.) for 

completing the after class 

tasks.  

0.33 Revised 

35. To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of taking the 

initiative in doing the project 

with and/or without initiating the 

35. I am confident I can self-

initiate to take common and 

new actions, propose, and 

implement new choices, ideas, 

and ways for completing my 

project. 

0.67 Accepted 
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actions by the instructor or 

peers. 

 

Items 36-38: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of deciding to select 

appropriate methods or 

techniques, communication 

strategies, and resources. 

36. I am confident I can make 

decisions on selecting the 

appropriate methods or 

techniques (e.g. work 

cooperation: collaboration or 

cooperation, etc.), and 

resources (e.g. websites, 

textbooks, brochures, etc.) to 

achieve the during class 

activities. 

0.33 Revised 

37. I am sure I can make decisions 

on selecting the appropriate 

methods or techniques (e.g. the 

use of social platforms: 

Google Hangouts, Skype, 

Facebook Messenger, etc., 

work cooperation: 

collaboration or cooperation, 

data collection: questionnaires, 

interviews, etc.), and resources 

(e.g. websites, textbooks, 

brochures, etc.) to achieve the 

tasks. 

0.33 Revised 

38. I think I can make decisions on 

selecting the appropriate 

methods or techniques (e.g. the 

use of social platforms: 

Google Hangouts, Skype, 

Facebook Messenger, etc., 

work cooperation: 

collaboration or cooperation, 

data collection: questionnaires, 

interviews, etc.), and resources 

(e.g. websites, textbooks, 

brochures, etc.) to achieve the 

project. 

0.33 Revised 

39. To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of choosing the 

appropriate communication 

strategies to overcome 

communication problems or 

39. I am confident I can choose 

the appropriate communication 

strategies or language 

expressions related to 

communication strategies to 

overcome communication 

problems or breakdowns, 

0.67  
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breakdowns, especially relevant 

to range, accuracy, fluency, 

interaction, coherence, and 

pronunciation, and maintain the 

conversations to achieve their 

communication purposes.  

especially relevant to range, 

accuracy, fluency, interaction, 

coherence, and pronunciation, 

and maintain the conversations 

in order to achieve the 

communication purposes. 

Items 40-42: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of monitoring the 

procedure of doing the activities, 

the tasks, and the project. 

40. I am sure I can check my steps 

of doing the activities in 

aspects of time (duration of 

doing each step), place, pace 

(duration of doing the entire 

work), respondents, and 

resources in the learning and 

teaching steps of “Rehearsal” 

and “Performance” on the 

student log (for the during 

class activity). 

0.33 Revised 

 41. I am sure I can check my steps 

of doing the tasks in aspects of 

time (duration of doing each 

step), place, pace (duration of 

doing the entire work), 

respondents, and resources on 

the student log (for the task 

and the project). 

0.33 Revised 

 42. I think I can check my steps of 

doing the project in aspects of 

time (duration of doing each 

step), place, pace (duration of 

doing the entire work), 

respondents, and resources on 

the student log (for the task 

and the project). 

0.33 Revised 

Items 43-44: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of evaluating the 

tasks and the project in terms of 

quality and English oral 

communication ability. 

43. I am confident I can evaluate 

the quality and English oral 

communication ability of my 

tasks in different aspects 

specified in the task and 

project rubric. 

 

 

 

0.67 Accepted 

 44. I am sure I can evaluate the 

quality and English oral 

communication ability of my 

0.67 Accepted 
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project in different aspects 

specified in the task and 

project rubric. 

Items 45-46: 

To verify if the students are 

confident in their abilities to take 

responsibilities for expressing 

capabilities of making reflection 

on their tasks and the project in 

terms of quality and English oral 

communication ability. 

45. I think I can make reflection 

on the quality and English oral 

communication ability of my 

tasks in different aspects 

specified in the task and 

project rubric. 

 

 

0.67 Accepted 

 46. I am confident I can make 

reflection on the quality and 

English oral communication 

ability of my project in 

different aspects specified in 

the task and project rubric. 

0.67 Accepted 

47. To verify if the students are 

independent of instructor and 

peer control of learning. 

47. * I like the instructor and/or 

peers to support me all the 

time so that I can be confident 

in my learning. 

1 Accepted 

48. To verify if the students are 

independent of instructor and 

peer control of determining the 

goals of learning in the PBBCSI 

model and the objectives of 

doing the works. 

48. I like the instructor and/or 

peers to decide the goals of 

learning in the PBBCSI model 

and the objectives of doing the 

works at all times. 

1 Accepted 

49. To verify if the students are 

independent of instructor and 

peer control of setting their 

learning progressions. 

49. I want the instructor and/or 

peers to set the expected 

progression scores of my 

tasks, project, and the English 

oral communication ability 

test. 

1 Accepted 

50. To verify if the students are 

independent of instructor and 

peer control of taking the 

initiative. 

50. I want the instructor and/or 

peers to offer new choices, 

ideas, and ways for learning 

and completing the works all 

the time. 

0.67 Accepted 

51. To verify if the students are 

independent of instructor and 

peer control of selecting 

methods or techniques, language 

use (communication strategies 

and appropriate use of range, 

accuracy, fluency, interaction, 

51. I prefer my instructor and/or 

peers to select the methods or 

techniques, language use, and 

sources for learning all the 

time. 

0.67 Accepted 
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coherence, and pronunciation), 

and sources for learning. 

52. To verify if the students are 

independent of instructor and 

peer control of monitoring the 

procedure of doing the works in 

aspects of time, place, pace, 

respondents, and resources. 

52. I want the instructor and/or 

peers to check my working 

steps in aspects of time 

(duration of doing each step), 

place, pace (duration of doing 

the entire work), respondents, 

and resources during and after 

classes. 

0.67 Accepted 

Items 53-55: 

To verify if the students are 

independent of instructor and 

peer control of evaluating what 

they have acquired and 

performed for their learning. 

 

53. I believe that evaluation on the 

works needs to be done by the 

instructor and/or peers only. 

1 Accepted 

54. *I like the instructor and/or 

peers to identify weak points 

and errors of my works and 

English oral communication 

ability.  

0.67 Accepted 

55. *I prefer the instructor and/or 

peers to correct weak points 

and errors of my works and 

English oral communication 

ability. 

0.67 Accepted 

57. To verify if the students 

prefer to discuss the questions in 

the learning and teaching step 

“before class preparation” to 

help them activate their 

background knowledge and 

interest before class.  

56. Discussing the questions in the 

discussion box on Facebook 

before class activates my 

background knowledge and 

interest in the topic that I am 

going to study in each unit. 

0.67 Accepted 

58. To verify if the students 

prefer the learning and teaching 

steps before and during classes 

to make them willing to take 

responsibilities for completing 

the after class tasks.  

57. The learning and teaching 

steps before and during classes 

make me willing to take 

responsibilities for expressing 

capabilities in completing the 

after class tasks.  

0.67 Accepted 

59. To verify if the students 

prefer the learning and teaching 

steps before and during classes 

to make them confident to take 

responsibilities for completing 

the after class tasks. 

58. The learning and teaching 

steps before and during classes 

make me confident in my 

abilities to take responsibilities 

for expressing capabilities in 

completing the after class 

tasks.  

0.67 Accepted 

60. To verify if the students 

prefer the learning and teaching 

59. The eight learning and 

teaching steps before, during, 

0.67 Accepted 
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steps before, during, and after  

classes implemented in the first 

four phases of the PBBCSI 

model to help develop their 

English oral communication 

ability for doing the after class 

tasks and the independent 

project. 

and after classes which are 

implemented in the first four 

phases of the PBBCSI model 

“1) initiation, 2) inquiry, 3) 

analysis, 4) solution” help 

develop my English oral 

communication ability for 

doing the after class tasks and 

continuing carrying out the 

independent project in the 

independent learning weeks 

(weeks 12-15).   

61. To verify if the students 

prefer the learning and teaching 

steps before, during, and after  

classes implemented in the first 

four phases of the PBBCSI 

model to help develop their 

responsibilities for doing the 

after class tasks and the 

independent project. 

60. The eight learning and 

teaching steps before, during, 

and after classes which are 

implemented in the first four 

phases of the PBBCSI model 

help develop my 

responsibilities for doing the 

after class tasks and continuing 

carrying out the independent 

project in the independent 

learning weeks (weeks 12-15). 

0.67 Accepted 

62. To verify if the students 

prefer the learning and teaching 

steps before, during, and after  

classes implemented in the first 

four phases of the PBBCSI 

model help develop their 

capabilities for doing the after 

class tasks and the independent 

project. 

61. The eight learning and 

teaching steps before, during, 

and after classes which are 

implemented in the first four 

phases of the PBBCSI model 

help develop my capabilities 

for doing the after class tasks 

and continuing carrying out 

the independent project in the 

independent learning weeks 

(weeks 12-15). 

0.67 Accepted 

63. To verify if the students 

prefer the six phases of the 

PBBCSI model to help develop 

their English oral 

communication ability for 

completing all the works. 

62. The six phases of the PBBCSI 

model “1) initiation, 2) 

inquiry, 3) analysis, 4) 

solution, 5) assessment and 

reflection, and 6) revision and 

publication” help develop my 

English oral communication 

ability.   

0.67 Accepted 

64. To verify if the students 

prefer the six phases of the 

PBBCSI model to help develop 

63. The six phases of the PBBCSI 

model help develop my 

0.67 Accepted 
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their responsibilities for 

completing all of the works. 

responsibilities for completing 

all of the works. 

65. To verify if the students 

prefer the six phases of the 

PBBCSI model to help develop 

their capabilities in completing 

all of the works. 

64. The six phases of the PBBCSI 

model help develop my 

capabilities in completing all 

of the works. 

0.67 Accepted 

66. To verify if the students get 

the benefits from instructor’s 

comments and suggestions when 

they attend the instructor-student 

project consultation. 

65. **In case, I attended the 

instructor-student project 

consultation, I benefit from 

instructor’s comments and 

suggestions.  

(Note: if you did not attend the 

instructor-student project 

consultation, please skip this 

item.) 

1 Accepted 

67. To verify if the students get 

the benefits from peers’ 

comments and suggestions about 

their after class tasks and the 

independent project on 

Facebook. 

66. **I benefit from peers’ 

comments and suggestions 

about my after class tasks and 

the independent project on 

Facebook. 

0.67 Accepted 

68. To verify if the students get 

the benefits from instructor’s 

comments and suggestions about 

their after class tasks and 

independent project on the task 

and project rubric. 

67. **I benefit from instructor’s 

comments and suggestions 

about my after class tasks and 

independent project on the task 

and project rubric. 

0.67 Accepted 

69. To verify if the students get 

the benefits from instructor’s and 

peers’ comments and 

suggestions about their 

independent project in the phase 

“5) assessment and reflection.” 

68. **I benefit from instructor’s 

and peers’ comments and 

suggestions about my 

independent project in the 

phase “5) assessment and 

reflection.” 

1 Accepted 

70. To verify if the students 

prefer the wrap-up at the end of 

each unit to help them better 

understand the concept of each 

phase for carrying out the 

independent project. 

69. The wrap-up at the end of each 

unit helps me better 

understand the concept of each 

phase for performing the 

independent project. 

 

1 Accepted 

71. To verify if the students 

think that the PBBCSI model 

improves their English oral 

communication ability. 

70. **In overall, I think the 

PBBCSI model improves my 

English oral communication 

ability. 

 

1 Accepted 
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72. To verify if the students 

think that the PBBCSI model 

develops their responsibilities 

for expressing capabilities of 

English oral communication in 

the six aspects of learner 

autonomy to perform the 

activities, the tasks, and the 

project for their independent 

learning. 

71. I think the PBBCSI model has 

increased my responsibilities 

or my willingness to take 

responsibilities for expressing 

capabilities of English oral 

communication in the six 

aspects of learner autonomy to 

perform the activities, the 

tasks, and the project for my 

independent learning. 

0.67 Accepted 

73. To verify if the students 

think that the PBBCSI model 

develops their capabilities or 

their confidence in abilities to 

take responsibilities for 

expressing capabilities of 

English oral communication in 

the six aspects of learner 

autonomy to perform the 

activities, the tasks, and the 

project for their independent 

learning. 

72. I think the PBBCSI model has 

enhanced my capabilities or 

my confidence in abilities to 

take responsibilities for 

expressing capabilities of 

English oral communication in 

the six aspects of learner 

autonomy to perform the 

activities, the tasks, and the 

project for my independent 

learning. 

0.67 Accepted 

74. To verify if the students get 

the benefits from the PBBCSI 

model for their future careers. 

73. I think the PBBCSI model can 

give me benefits for my future 

careers. 

1 Accepted 

75. The LAQ is constructed in accordance with the definitions of 

learner autonomy in this study. 

1 Accepted 

76. The LAQ is constructed in accordance with the PBBCSI model or 

framework. 

1 Accepted 

77. The LAQ (English version) is consistent with the LAQ (Thai 

version). 

1 Accepted 

OVERALL 0.72 Accepted 
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Table  56: Experts’ Validation of the Tasks and the Project 

 

Items IOC Results 

I. Objectives   

1. The unit objectives are appropriate. 1 Accepted 

2. The unit objectives are achievable. 1 Accepted 

3. The unit objectives are relevant to the contents. 1 Accepted 

II. Contents    

4. The contents are relevant to the PBBCSI model. 

 

0.67 Accepted 

5. The sequence of the contents is appropriate. 

 

 

0.67 Accepted 

6. The contents of each unit support one another to help the 

students perform the tasks and the project from phase to phase. 

 

 

1 Accepted 

Criteria IOC Remarks 

III. The instructional materials, the before and during class activities, 

the after class tasks, and the project 

  

7. The materials, the activities, and the task match the unit 

objectives. 

 

1 Accepted 

8. The project matches the goals of the PBBCSI model. 

 

 

 

 

1 Accepted 

9. The information on the group of “English Conversation (for the 

Computer Engineering students)” on Facebook is well-

organized. 

1 Accepted 

10. The group of “English Conversation (for the Computer 

Engineering students)” on Facebook can support the students to 

do the during class activity and the after class tasks and the 

project. 

1 Accepted 

11. The instructions of the activities, tasks, and the project are clear 

and appropriate. 

 

1 Accepted 

12. The materials, the activities, the tasks, and the project are 

meaningful and useful to students. 

 

1 Accepted 

13. The tasks in each unit support the students to perform the project 

from phase to phase. 

 

0.67 Accepted 
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14. The arrangement of students to perform three pair tasks (2 

students) and the project (1 student), respectively supports the 

students to do the project independently. 

 

1 Accepted 

15. The time allotment of the before class activity  

(i.e. discussing the questions in the discussion box on Facebook) 

is appropriate. 

1 Accepted 

16. The time allotment of during class activities is appropriate. 0.67 Accepted 

17. The time allotment of each after class task is appropriate.  1 Accepted 

18. The time allotment of giving comments on their peers’ tasks and 

projects on Facebook is appropriate.  

1 Accepted 

19. The materials, resources, the activities, the tasks, and the project 

are authentic.  

1 Accepted 

IV. Lesson plan and the instructional manual   

20. The lesson plan is related to the PBBCSI model. 1 Accepted 

21. The instructional manual is in accordance with the contents, the 

materials, and the lesson plan. 

1 Accepted 

22. The instructional manual provides clear steps of doing the 

activities and the tasks. 

1 Accepted 

V. The assessment and evaluation   

23. The assessment of the tasks and the project is appropriate.  0.67 Accepted 

24. The assessment of students’ English oral communication ability 

is appropriate.  

0.67 Accepted 

25. The measurement of students’ levels of learner autonomy is 

appropriate.  

1 Accepted 

OVERALL .92 Accepted 

 

Table  57: Experts’ Validation of the Student Log 

 

1. Student log (for the during class activity) (It was deleted in the main study) 

Aspects of 

learner autonomy 

Objectives Items IOC Remarks 

I. Determining 

the goals and the 

objectives 

1.1 To see if the 

students are able to set 

the goals of learning in 

the PBBCSI model 

and the objectives of 

the during class 

activity of the learning 

and teaching steps 

“Rehearsal.”  

 

I. Setting the goal(s) and 

objectives 

1. Goal(s) of learning in 

the PBBCSI model 

2. Driving question 

3. Deeper questions 

4. Objectives 

1 Accepted 

 1.2 To see if the 

students are able to set 

 1 Accepted 
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the driving question 

(to initiate the 

independent project) 

and deeper questions 

(to investigate more 

information for 

answering the driving 

question) which are 

important for 

performing the 

independent project. 

II. Defining the 

learning 

progressions 

2.1 To see if the 

students are able to 

define their learning 

progressions on each 

task and the project. 

II. Setting the expected 

progression scores on 

the task and project 

rubric 

1 Accepted 

III. Taking the 

initiative 

3.1 To see if the 

students are able to 

take the initiative in 

terms of self-initiation 

with (after) instructor-

or-peer initiation or 

self-initiation without 

instructor-or-peer 

initiation on their 

planning the procedure 

(working steps). 

III. Planning the 

procedure 

 

1 Accepted 

IV. Making 

decisions on 

selecting 

methods or 

techniques, 

communication 

strategies, and 

resources 

4.1 To see if the 

students are able to 

decide to select useful 

methods or 

techniques, 

communication 

strategies, and 

resources for 

performing each task 

and the project. 

III. Planning the 

procedure 

 

1 Accepted 

V. Monitoring 

the procedure of 

doing the 

activities, the 

tasks, and the 

project 

5.1 To see if the 

students are able to 

monitor the steps of 

performing each task 

and the project. 

IV. Monitoring the 

procedure 

1 Accepted 

- - V. Performing the 

activity 

- - 
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VI. Evaluating 

what has been 

acquired and 

performed in the 

tasks and the 

project 

- The students do not 

perform this aspect 

during class. 

- - 

 

2. Student log (for the online task and the project) 

Aspects of 

learner autonomy 

Objectives Items IOC Remarks 

I. Determining 

the goals and the 

objectives 

1.1 To see if the 

students are able to 

set the goals of 

learning in the 

PBBCSI model and 

the objective of the 

during class activity 

of the learning and 

teaching steps 

“Expansion” and 

“Evaluation.”  

I. Setting the goal(s) 

and objectives 

1. Goal(s) of learning 

in the PBBCSI model 

2. Driving question 

3. Deeper questions 

4. Objectives 

1 Accepted 

 1.2 To see if the 

students are able to 

set the driving 

question (to initiate 

the independent 

project) and deeper 

questions (to 

investigate more 

information for 

answering the driving 

question) which are 

important for 

performing the 

independent project. 

 1 Accepted 

II. Defining the 

learning 

progressions 

2.1 To see if the 

students are able to 

define their learning 

progressions on each 

task and the project. 

II. Setting the 

expected progression 

scores on the task and 

project rubric 

1 Accepted 

III. Taking the 

initiative 

3.1 To see if the 

students are able to 

take the initiative in 

terms of self-

initiation with (after) 

III. Planning the 

procedure 

 

1 Accepted 
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instructor-or-peer 

initiation or self-

initiation without 

instructor-or-peer 

initiation on their 

planning the 

procedure (working 

steps). 

IV. Making 

decisions on 

selecting 

methods or 

techniques, 

communication 

strategies, and 

resources 

4.1 To see if the 

students are able to 

decide to select 

useful methods or 

techniques, 

communication 

strategies, and 

resources for 

performing each task 

and the project. 

III. Planning the 

procedure 

 

1 Accepted 

V. Monitoring 

the procedure of 

doing the 

activities, the 

tasks, and the 

project 

5.1 To see if the 

students are able to 

monitor the steps of 

performing each task 

and the project. 

IV. Monitoring the 

procedure 

1 Accepted 

VI. Evaluating 

what has been 

acquired and 

performed in the 

tasks and the 

project 

6.1 To see if the 

students are able to 

assess (evaluate) and 

reflect on their tasks 

and the project in 

order to identify their 

weak points and 

improve their works 

better. 

VI. Evaluating the task 

or the project 

1) Self-assessment 

2) Reflection 

1 Accepted 

  OVERALL 1 Accepted 
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Table  58: Experts’ Validation of the Face-to-face and Online Observation 

                 Checklists 
 

Before Class Observation Checklist (It was deleted in the main study.) 

(Discussing about the questions in the discussion box on Facebook) 

 

Aspects of 

learner 

autonomy 

Objectives Items IOC Results 

Six aspects 

of learner 

autonomy 

1. The before class 

observation checklist 

supports the instructor to 

observe the possible 

evidence of each aspect 

of learner autonomy. 

1. Incidents in six aspects 

of learner autonomy  

0.67 Accepted 

 

 

During Class Observation Checklist  

(It became the face-to-face observation checklist in the main study.) 

 

Aspects of  

learner 

autonomy 

Objectives Items IOC Remarks 

I. 

Determining 

the goals and 

the objectives 

1.1 To see if the students 

are willing and able to set 

the objectives of the 

activities and the goals of 

learning during learning 

and doing the during 

class activities. 

1.1 Students actively talk 

about and complete the 

objectives of the activities 

(set by the instructor and 

the students) and the goals 

of learning (set by the 

instructor and the students) 

during learning and doing 

the during class activities. 

1 Accepted 

 1.2 To see more if the 

students are willing and 

able to set the objectives 

of the activities and the 

goals of learning during 

learning and doing the 

during class activities. 

1.2 Other possible 

incidents: 

 

1 Accepted 

II. Defining 

the learning 

progressions3 

2.1 To see if the students 

are willing and able to 

define their learning 

progressions on their 

project by showing their 

2.1 Students show their 

project progressions (e.g. 

submitting the draft or 

concept of the driving 

question, the deeper 

1 Accepted 
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project progressions 

according to the optional 

due date. 

questions, data collection, 

etc.) according to the 

optional due date specified 

in the learning schedule of 

the PBBCSI syllabus. 

 2.2 To see if the students 

are willing and able to 

talk about the learning 

progressions on their task 

and project quality and 

the English oral 

communication ability in 

different aspects specified 

in the task and project 

rubric during class. 

2.2 Students talk about the 

learning progressions on 

their task and project 

quality and the English oral 

communication ability in 

different aspects specified 

in the task and project 

rubric. 

1 Accepted 

 2.1 To see more if the 

students are willing and 

able to talk about or 

define the learning 

progressions in other 

ways during class. 

2.3 Other possible 

incidents: 

 

  

III. Taking 

the initiative 

3.1 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to 

instructor’s or peers’ 

initiation or actions 

actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

 

3.1 With (After) instructor-

or-peer initiation*, the 

students actively self-

initiate or self-start to take 

common actions that are 

necessary for completing 

the activities according to 

the work prompts (e.g. 

forming the group or pair, 

making short notes, etc.) /or 

new actions that they newly 

create for learning (e.g. 

encouraging friends to 

participate in studying or 

doing the activities, trying 

to become an administrator 

or facilitator of the class, 

etc.) 

1 Accepted 

 3.2 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to 

instructor’s or peers’ 

initiation or actions 

3.2 With (After) instructor-

or-peer initiation, the 

students actively ask the 

questions to initiate or 

stimulate other students 

and/or the instructor to 

1 Accepted 
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actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

clarify or correct some 

problems, mistakes, and 

unclear points, or reflect 

more on some aspects 

(excluding asking for 

clarifying the definitions of 

words). 

 3.3 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to  

instructor’s or peers’ 

initiation or actions 

actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

3.3 With (After) instructor-

or-peer initiation, the 

students actively offer new 

ideas or choices apart from 

instructor’s and peers’ 

initiation (e.g. choices of 

topics, technologies, 

websites, methods or 

techniques, etc.) to improve 

their learning and activities. 

1 Accepted 

 3.4 To see if the students 

are willing and able to 

self-initiate or self-start to 

take new actions actively 

without any instructor’s 

or peers’ initiation in 

order to find the evidence 

of self-initiation without 

instructor-or-peer 

initiation. 

3.4 Without instructor-or-

peer initiation*, the 

students actively self-

initiate or self-start to take 

new actions for learning 

and doing the activities 

(e.g. browsing the Internet 

to find information to serve 

their proposes, reading the 

lessons and doing the 

exercises before class or 

before the instructor 

initiates to do so, etc.). 

0.67 Accepted 

 3.5 To see more if the 

students are willing and 

able to self-initiate or 

self-start to take common 

actions or new actions 

actively without and with 

(after) instructor’s or 

peers’ initiation in order 

to find the evidence of 

self-initiation without and 

with (after) instructor-or-

peer initiation. 

 

3.5 Other possible 

incidents:  

 

1 Accepted 
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IV. Making 

decisions on 

selecting 

methods or 

techniques, 

communicati

on strategies, 

and resources 

4.1 To see if the students 

are willing and able to 

decide to select useful 

methods or techniques, 

communication 

strategies, and resources 

for performing the tasks 

and the project. 

4.1 Students actively talk 

about selecting the 

appropriate methods or 

techniques, communication 

strategies, and resources for 

their learning and activities. 

1 Accepted 

 4.2 To see more if the 

students are willing and 

able to decide to select 

useful methods or 

techniques, 

communication 

strategies, and resources 

for performing the tasks 

and the project. 

4.2 Other possible 

incidents: 

 

1 Accepted 

V. 

Monitoring 

the procedure 

of doing the 

activities, the 

tasks, and the 

project 

5.1 To see if the students 

are willing and able to 

monitor the steps of 

performing the tasks and 

the project. 

5.1 Students actively check 

the steps of doing the 

during class activities on 

the “student log (for the 

during class activity).” 

0.67 Accepted 

 5.2 To see more if the 

students are willing and 

able to monitor the steps 

of performing the tasks 

and the project. 

5.2 Other possible 

incidents: 

1 Accepted 

VI. 

Evaluating 

what has 

been 

acquired and 

performed in 

the tasks and 

the project4 

6.1 To see if the students 

are willing and able to 

participate in giving 

feedback and comments 

with the instructor. 

6.1 Students may 

participate in giving 

feedback and comments 

with the instructor. 

 

1 Accepted 

 6.2 To see more if the 

students are willing and 

able to participate in 

giving feedback and 

comments with the 

instructor. 

6.2 Other possible 

incidents: 

1 Accepted 
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After Class Observation Checklist  

(It became the online observation checklist in the main study.) 

 

Aspects of  

learner 

autonomy 

Objectives Items IOC Results 

I. Determining 

the goals and 

the objectives 

1.1 To see if the students 

are willing and able to 

give comments on 

setting the objectives of 

the tasks or the goals of 

learning after class. 

 

 

1.1 Students actively give 

comments on setting the 

objectives of the task (set 

by the instructor and the 

students) or the goals of 

learning (set by the 

instructor and the students).  

1 Accepted 

 1.2 To see more if the 

students are willing and 

able to do as in item 1.1 

1.2 Other possible 

incidents: 

 

1 Accepted 

II. Defining 

the learning 

progressions 

2.1 To see if the students 

are willing and able to 

give comments in 

relation to the learning 

progressions scores on 

the tasks or the project 

after class.  

2.1 Students actively give 

comments in relation to the 

learning progression scores 

on the tasks or the project. 

 

1 Accepted 

 2.2 To see more if the 

students are willing and 

able to do as in item 2.1. 

2.2 Other possible 

incidents: 

 

1 Accepted 

III. Taking the 

initiative 

3.1 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to 

instructor’s or peers’ 

initiation or actions 

actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

3.1 With (After) instructor-

or-peer initiation*, the 

students actively self-

initiate or self-start to take 

common actions that are 

necessary for completing 

the activities according to 

the work prompts (e.g. 

forming the group or pair, 

giving comments, etc.) or 

new actions that they newly 

create for learning (e.g. 

encouraging friends to give 

comments, trying to 

become an administrator or 

facilitator of the English 

1 Accepted 
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Conversation group on 

Facebook, etc.). 
 3.2 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to 

instructor’s or peers’ 

initiation or actions 

actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

3.2 With (After) instructor-

or-peer initiation, the 

students actively ask the 

questions to 

initiate/stimulate the 

owners of the task or the 

project, and/or other 

students to clarify or correct 

some problems, mistakes, 

and unclear points, or 

reflect more on some 

aspects (excluding asking 

for clarifying the 

definitions of words). 

1 Accepted 

 3.3 To see if the students 

are willing and able to 

self-initiate  

or self-start to react to 

instructor’s or peers’ 

initiation or actions 

actively in order to find 

the evidence of self-

initiation with (after) 

instructor-or-peer 

initiation. 

3.3 With (After) instructor-

or-peer initiation, the 

students actively offer new 

ideas or choices apart from 

instructor’s and peers’ 

initiation (e.g. choices of 

topics, technologies, 

websites, methods or 

techniques, etc.) to improve 

the tasks or the project. 

1 Accepted 

 3.4 To see if the students 

are willing and able to 

self-initiate  

or self-start to take new 

actions actively without 

any instructor’s or peers’ 

initiation in order to find 

the evidence of self-

initiation without 

instructor-or-peer 

initiation. 

3.4 Without instructor-or-

peer initiation*, the 

students actively self-

initiate or self-start to take 

new actions5 for giving 

comments on their peers’ 

tasks and the project (e.g. 

browsing the Internet to 

find information to support 

their comments, consulting 

with experts in Computer 

Engineering and related 

fields, etc.). 

0.67 Accepted 

 3.5 To see more if the 

students are willing and 

able to self-initiate  

or self-start to take 

common actions or new 

3.5 Other possible 

incidents: 

  

1 Accepted 
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actions actively without 

and with (after) 

instructor’s or peers’ 

initiation in order to find 

the evidence of self-

initiation without and 

with (after) instructor-

or-peer initiation. 

IV. Making 

decisions on 

selecting 

methods or 

techniques, 

communicatio

n strategies, 

and resources 

4.1 To see if the students 

are willing and able to 

give comments on the 

appropriateness of 

selecting useful methods 

or techniques, 

communication 

strategies, and resources 

for performing the tasks 

and the project. 

4.1 Students give comments 

on the appropriateness of 

selecting methods or 

techniques, communication 

strategies, and resources for 

doing the tasks or the 

project. 

1 Accepted 

 4.2 To see more if the 

students are willing and 

able to do as in 4.1. 

4.2 Other possible 

incidents: 

 

1 Accepted 

V. Monitoring 

the procedure 

of doing the 

activities, the 

tasks, and the 

project 

5.1 To see if the students 

are willing and able to 

give comments on 

monitoring the steps of 

doing the tasks and the 

project. 

5.1 Students actively 

recommend their friends to 

recheck the steps of doing 

the tasks and the project on 

the student log. 

1 Accepted 

 5.2 To see more if the 

students are willing and 

able to give comments 

on monitoring the steps 

of doing the tasks and 

the project. 

5.2 Other possible 

incidents: 

 

1 Accepted 

VI. Evaluating 

what has been 

acquired and 

performed in 

the tasks and 

the project 

6.1 To see if the students 

are willing and able to 

give comments on 

evaluating the tasks and 

the project in terms of 

the task and project 

quality and the English 

oral communication 

ability. 

6.1 Students actively give 

comments in relation to the 

criteria specified in the task 

and project rubric in terms 

of 1) the task and project 

quality (i.e. content, 

organization, authenticity, 

use of methods or 

techniques and resources, 

and reflection) and 2) the 

English oral 

communication ability (i.e. 

range, accuracy, fluency, 

1 Accepted 
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interaction, coherence, and 

pronunciation). 
 6.2 To see if the students 

are willing and able to 

give comments on 

evaluating whether the 

tasks and the project can 

achieve the objectives of 

the tasks and the project 

(set by the instructor and 

the students) or the goals 

of learning (set by the 

instructor and the 

students). 

6.2 Students actively give 

comments on evaluating 

whether the tasks and the 

project can achieve the 

objectives of the tasks and 

the project (set by the 

instructor and the students) 

and the goals of learning 

(set by the instructor and 

the students). 

 

1 Accepted 

 6.3 To see if the students 

are willing and able to 

give comments on how 

to make the tasks and 

the project better. 

6.3 Students actively give 

comments on how to make 

their tasks and the project 

better.  

1 Accepted 

 6.4 To see more if the 

students are willing and 

able to give comments 

on evaluating the tasks 

and the project in terms 

of the task and project 

quality and the English 

oral communication 

ability. 

6.4 Other possible 

incidents: 

 

1 Accepted 

  OVERALL .87 Accepted 
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Table  59: Experts’ Validation of Semi-Structured Interviews 
 

Objectives Items IOC Results 

1. To clarify item 59. 

(Noted that the 

number of item 

changed due to the 

revision of the Pre-

LAQ and Post-LAQ.) 

16. *As for communication strategies in 

forms of language expressions 

taught during class (circumlocution, 

asking for clarification, asking for 

confirmation, and use of fillers and 

other hesitation devices), what 

communication strategies do you 

often and rarely use when 

performing the works (i.e. the 

during class activities, the after 

class tasks, and the independent 

project)? 

1 Accepted 

2. To verify/clarify 

items 60, 63, and 71. 

 

17. Do you think the communication 

strategies that you have learned and 

practiced during and after class help 

develop your English oral 

communication ability?  

      A. If yes, how? 

B. If not, why? 

1 Accepted 

3. To verify/clarify 

items 16, 39, 61, 62, 

64, 65, 72, and 73. 

 

18. Do you think the communication 

strategies that you have learned and 

practiced during, and after class 

help develop your responsibilities 

and capabilities in completing the 

works?  

A. If yes, how? 

(Clarifying questions:  

-What you have learned and 

practiced or anything else 

makes you willing to do the 

works?  

-What makes you feel confident 

to do the works?) 

B. If not, why? 

(Clarifying questions:  

-What makes you not willing to 

do the works?  

-What makes you feel unsure to 

do the works?) 

1 Accepted 
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4. To verify/clarify 

items 60, 63, and 71. 

(The six aspects are 

instructed through the 

eight learning and 

teaching steps which 

are implemented in 

each of the first four 

phases of the 

PBBCSI) 

 

19. Do you think the six aspects of 

learner autonomy which comprise 

1) determining the goals and the 

objectives, 2) defining the learning 

progressions, 3) taking the 

initiative, 4) making decisions on 

selecting methods or techniques, 

communication strategies, and 

resources, 5) monitoring the 

procedure of doing the activities, 

the tasks, and the project, 6) 

evaluating what has been acquired 

and performed in the tasks and the 

project help develop your English 

oral communication ability?  

A. If yes, how? 

B. If not, why? 

1 Accepted 

5. To verify/clarify 

items 63 and 71. 

 

20. Do you think that the ways and the 

steps to perform the independent 

project that you have learned and 

practiced (e.g. thinking about the 

driving question, setting up the 

deeper questions to get more 

information for the driving 

question, collecting data, analyzing 

the results, etc.) for doing the after 

class tasks and the independent 

project help develop your English 

oral communication ability?   

A. If yes, how? 

B. If not, why?  

1 Accepted 

6. To verify/clarify 

items 64 and 65. 

 

21. Do you think that the ways and the 

steps to perform the independent 

project that you have learned and 

practiced (e.g. thinking about the 

driving question, setting up the 

deeper questions to get more 

information for the driving 

question, collecting data, analyzing 

the results, etc.) for doing the after 

class tasks and the independent 

project help develop your 

responsibilities and capabilities in 

completing the works?  

A. If yes, how?  

1 Accepted 
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(Clarifying questions: -What 

makes you willing to do the 

works?  

-What makes you feel confident 

to do the works?) 

B. If not, why?  

(Clarifying questions: -What 

makes you not willing to do the 

works?  

-What makes you feel unsure to 

do the works?) 

7. To verify/clarify 

items 8, 9, 31, and 

32. 

 

22. After your instructor or friends start 

taking actions for teaching and 

learning (e.g. giving explanations, 

examples, guidelines, choices, or 

ideas), are you willing and confident 

to self-initiate to take common 

actions according to the work 

prompts (e.g. forming the group or 

pair, making short notes, etc.) and 

new actions (e.g. encouraging your 

friends to work, making new 

choices, ideas, and ways, 

being a leader or a volunteer in a 

group or pair work, etc.) for doing 

group or pair works?  

Why or why not? 

1 Accepted 

8. To verify/clarify 

items 10, 11, 33, and 

34. 

 

23. Although the instructor or friends 

do not take actions for teaching and 

learning,  

are you willing and confident to 

self-initiate to take  common and 

new actions for doing group or pair 

works?  

Why or why not? 

1 Accepted 

9. To verify/clarify 

items 12 and 35. 

 

24. Are you willing and confident to 

self-initiate to take common and 

new actions, propose, and 

implement new choices, ideas, and 

ways for completing your project? 

Why or why not? 

1 Accepted 
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10. To verify/clarify 

items 1-74. 

25. *What do you like and dislike in the 

PBBCSI model? Why? What 

should be improved? 

 (If the informant does not talk 

about the benefits of the PBBCSI 

model for his/her future careers, 

item 11 is asked.) 

1 Accepted 

To verify/clarify 

items 74. 

26. Does the PBBCSI model give you 

benefits for your future careers?  

Why or why not?  

1 Accepted 

 OVERALL 1 Accepted 

 

Table  60: Experts’ Validation of the Task and Project Rubric 
 

Items IOC Results 

1. The criteria of the two main aspects of the rubric are relevant to 

the PBBCSI model. 

0.67 Accepted 

2. The rubric can assess or reflect the objectives of the tasks and 

the project. 

1 Accepted 

3. The rubric can assess or reflect the process and the product. 1 Accepted 

4. The levels of each criterion are different from each other. 0.33 Revised 

5. Of each criterion, the descriptors of each level are clear and 

appropriate. 

0.33 Revised 

6. The criteria in the aspect of English oral communication ability 

are relevant to those of the English oral communication ability 

test rubric. 

1 Accepted 

7. The task and project rubric of English version matches with that 

of Thai version. 

0.67 Accepted 

OVERALL .71 Accepted 
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APPENDIX K: Sample Unit 1 and Its Task 

Unit 1   Computer Technology for Life  

 

Job function: Discussing and exchanging opinions towards computer technology 

and computer engineering field. 

 

Unit objectives: Students should be able to: 

A. English oral communication ability 

1. Discuss the advantages of preferred computer technology in the video and the 

problem(s) that the computer technology is used to solve in students’ careers, 

community, or country. 

2. Demonstrate the rising-falling intonation of wh-questions. 

3. Apply the communication strategy “Asking for clarification” to solve 

communication problems with the aspects of English oral communication 

ability (range, accuracy, interaction, and pronunciation). 

 

B. Learner autonomy 

4. Select the appropriate methods or techniques, communication strategies, and 

resources to perform the activity.  

[Aspect 4 of learner autonomy: Making decisions on selecting methods or 

techniques, communication strategies, and resources] 

5. Monitor the steps of doing the online task (via the student log).  

[Aspect 5 of learner autonomy: Monitoring the task and the project 

completion procedures] 

 

C. Task and independent project 

6. Write the driving question for the task. [Application for their project] 

7. Discuss and exchange opinions toward the driving question. 

8. Apply the taught communication strategy “Asking for clarification” and the 
ways to do the project to conduct the online task of the initiation phase. 

9. Apply responsibilities, capabilities, and independent learning in the aspects (1, 

2, 4, 5, and 6) of learner autonomy for doing the online task of the initiation 

phase. 

(Aspects 1, 2, and 6 of learner autonomy were practiced in the introduction 

week 2) 
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Face-to-face environment 

 

1. Preparation 

A.  Watch the video on YouTube at          

https://www.youtube.com/watch?v=xI0uGBEPMts (time: 00.51-02.10 and 04.09-

04.59). What kinds of computer technology are mentioned in the video? 

 

 
 

B. Group work. From the video, discuss with your group of 3-4 students on ONE 

computer technology that you prefer about its advantages (mentioned in the video 

and your opinions) and the problem(s) that the computer technology is used to 

solve in your careers, community, or country. Complete the information in the 

table on the Google docs via this link https://bit.ly/2kXJHIr or this QR code .                       

 
 

 Group ___ 

Preferred computer technology  Example: Holographic smartphones 

Its advantages  

 

 

 

The problem(s) that the computer 

technology is used to solve 

 

Video Vocabulary 

1. track (v.)  = follow 

2. dizziness 

(n.)  

 

= the quality of 

confusing and 

very fast 

3. thrilling 

(adj.) 

= very exciting 

4. approach 

(v.) 

= come near to 

something or 

someone 

 

 

 

https://www.youtube.com/watch?v=xI0uGBEPMts
https://bit.ly/2kXJHIr
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2. Presentation 

Listening 

A. Vocabulary before listening 

Match the words in column A with their definitions in column B. 

Column A Column B 

1. user-friendly (adj.) A. an injury to a person's body or to an 

organ inside their body 

2. diagnose (v.) B. to harm something 

3. lesion 

 A lesion on a brain 

C. simple to use 

4. damage (v.) D. a group of connected cells in parts of 

body 

5. tissue (n.) 

 

   Human brain tissue 

E. to recognize and name the exact 

characters of a disease or other 

problems by making an examination 

Sources: Adapted from: https://dictionary.cambridge.org/  

   https://en.oxforddictionaries.com/definition/online 

Suggested source: https://www.yourdictionary.com/technology (“usage notes” about the 

adjectives  

often applied to computer technology) 

 

B. Listening comprehension 

 Listen to a dialogue between two American and Thai colleagues, Tom and 

Sarah. Answer the following questions. 

1. What are the speakers mostly talking about? 

2. What fields of computer technology are mentioned in the dialogue? 

3. What programs mentioned in the dialogue are used for video calling? 

4. What fields of computer technology are the speakers most likely to talk about  

next? 

 

 

 

 

https://dictionary.cambridge.org/
https://en.oxforddictionaries.com/definition/online
https://www.yourdictionary.com/technology
file:///C:/Users/Ohm/Google%20Drive%20(pichaipin@gmail.com)/99%20DISSERTATION/ITHESIS/AUDIO%20UNIT%201/Unit%201%20Listening%20comprehension.mp3
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Tom: Hi, Sarah, what are you doing? 

Sarah:  I’m reading a website about computer technology. What do you think about 

it? 

Tom: I think it is very wonderful. It makes the world go round and our lives better. 

Look! What would the world be like if we didn’t have computers? 

Sarah:  What do you mean? 

Tom: Well…Let’s imagine! What would you do if you didn’t have any computers in 

your life? 

Sarah:  My life would be more difficult. I couldn’t do anything if I didn’t have 

computers. They come into our normal life at home, at work, anywhere, and 

anytime, so they become an important part of our life.  

Would you go along with that? 

Tom: You’re absolutely right. 

Sarah: Why do you think that? 

Tom: In my opinion, computer technology is very useful in many fields such as 

communication, business, education, medicine, and so on. For 

communication, there are many conferencing and chatting programs to do 

video calls in real time. 

Sarah: Can you give some examples of those programs? 

Tom: Yes. They are Google Hangouts, Facebook Messenger, Skype, and Line. These 

programs are very popular and user-friendly today.  

Computer technology can also advance medical care more effectively. 

Sarah: Could you explain that for me? 

Tom:  Okay… Computer technology helps develop medical devices to diagnose and 

cure patients in more accurate and successful ways. For example, some 

surgical robots can now investigate lesions on the brain without damaging any 

of the surrounding tissue. 

Sarah: Oh! That’s amazing. If those robots weren’t used in surgery, patients wouldn’t 

be safe. Do you agree with me? 

Tom:  I see your point, but they are very expensive and surgeons need to be well 

trained in using them. 

                 A surgical robot 
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Pronunciation 

Rising-Falling intonation of wh-questions 

A.  Listen and practice. Notice how these wh-questions are usually spoken 

with a rising-falling intonation that begins with pitch level 2, then the voice rises to 

pitch level 3 on a stressed syllable of the final content word, and glides down to 

pitch level 1. 

                       ₃                                                                ₃ 

What are you doing?   What do you mean? 

           ²                        ₁                                        ²                       ₁ 

                                                                                           ₃ 

What would the world be like if we didn’t have computers? 

                                              ²                                                         ₁ 

                                                        ₃ 

Why are robots used in medical care? 

                            ²                                        ₁ 

                                                ₃ 

How do computers support learning?  

                        ²                                           ₁ 
 

Notes:  

• Pitch level 1 refers to a low pitch, pitch level 2 a normal pitch, and pitch level 3 

a high pitch. 

• Wh- questions are the questions that begin with the words “who, whose, 

whom, what, where, when, why,” and “how.” 

• The content words are nouns, main verbs, adjectives, and adverbs. 

Source: Jotikasthira, P. (2006). Introduction to the English language system and 

structure. 

                         Bangkok: Academic Works Publishing Center. 
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Language Expressions 

 

Expressions 

A. Asking for opinions*            

[Asking for and giving opinions are considered developing the English oral 

communication ability terms of interaction]            

• What do you think about …….? 

• What’s your view on ……….? 

• What are your thoughts on ……..? 

• Would you go along with that? 

• Do you agree with me? 

 

 

B. Giving opinions Agreeing 

• I think ……… 

• In my opinion, ………. 

• From my point of view, ……….. 

• I believe that …………. 

• I (really) feel that ………….. 

• I (totally) agree with you/that. 

• You’re absolutely right. 

• Absolutely/ Definitely/ 

Exactly. 

• I see your point. 

 

Disagreeing 

• I’m afraid I disagree. 

• I don’t agree with you/that. 

• I don’t think so. 

• I don’t feel the same. 

Partly agreeing 

• I see your point, but …….. 

• I agree with you to an extent, 

but… 

• You make a good point, but 

…… 

Communication Strategies:  Interactional strategies 

C. Asking for clarification 

1. Asking for an explanation or definition of a word and giving its pronunciation 

Developing the English oral communication ability in terms of range and 

pronunciation 

• What does that word mean? 

• Could you explain that word?  

• Could you explain the meaning? 

• It means….. 

• Yes, it means….. 
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• Could you pronounce this word “L-E-S-I-O-

N”? 

• How do you pronounce this word “S-O-P-

H-I-S-T-I-C-A-T-E-D”? 

• It is pronounced/said ……. 

2. Asking for explaining what has been said 

Developing the English oral communication ability in terms of interaction 

• What do you mean? 

 

• Can you clarify that for me? 

• Can you explain that concept for us? 

• Why do you think that?  

• Why should we check it first? 

• How do you check it?  

 

• I mean……./ You should…../  

I’d like you to…….. 

• Yes, I mean……../ it means……. 

• OK, it’s about…… 

• Because……. 

 

• (First,) you should…….. 

Developing the English oral communication ability in terms of accuracy 

• Why should we say this sentence in the 

past tense? 

• Because we talk about what 

we would do in imaginary 

situations in the present 

unreal conditional form.  

• How can we say this sentence to 

emphasize the continuing action? 

“We have developed our project for a few 

months” 

• You can say “We have been 

developing our project for a 

few months.” 

3. Asking for a narrowing down of what has been said 

Developing the English oral communication ability in terms of interaction 

• Can you be more specific? 

 

• OK. It’s about……..  

• I mean…….. 

4. Asking for examples 

Developing the English oral communication ability in terms of interaction 

• Can you give/share some examples? • Yes, they are…….. 

*The speakers ask for clarification and opinions, and give opinions towards those questions 

to interact in the conversation using the expressions and communication strategies 

previously mentioned, thereby improving the English oral communication ability in the 

aspect of interaction. 

Sources: Adapted from https://www.englishclub.com/vocabulary/fl-asking-for-

opinions.htm 

https://www.myenglishteacher.eu/blog/asking-giving-opinions-agreeing-

disagreeing/ 

https://www.englishclub.com/vocabulary/fl-asking-for-opinions.htm
https://www.englishclub.com/vocabulary/fl-asking-for-opinions.htm
https://www.myenglishteacher.eu/blog/asking-giving-opinions-agreeing-disagreeing/
https://www.myenglishteacher.eu/blog/asking-giving-opinions-agreeing-disagreeing/
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Communication Activity: Communication Problems 

A. Pair work. Each pair (Student A and Student B) is given two cards (A and B) of 

prompts which have the expressions and the answers mixed together. Then follow 

these instructions: 

1. Identify communication problems (Range, Accuracy, Interaction, and 

Pronunciation) for each prompt on your card. 

2. Student A reads the prompt for each communication problem on card A (and 

Student B on card B when taking turns). 

3. Student B gives responses to those prompts appropriate to the communication 

problems. The responses can be answers or questions appropriate to those 

prompts. 

 

Examples:                        Student A: Card A 

Communication 

problem 

Prompts 

 1. Ex.1: How do you 

pronounce this word “M-

O-O-S”?  

2. (question) 

 3. Ex.2: It means making 

something stronger or 

more extreme.  

4. (answer) 

 

Student A:                                                         Student B:  

Communication 

problem 

Prompts  Giving possible responses  

Pronunciation 5. Ex.1: How do you pronounce 

this word “M-O-O-S”?  

6. (question) 

 Ex.1: It is pronounced 

“muus.”  

(answer) 

 

Range 7. Ex.2: It means making 

something stronger or more 

extreme.  

8. (answer) 

 Ex.2: What does that word 

mean? OR 

What does it mean? 

(question) 

Pronunciation 

Range 
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Extra activity for the project: Writing a driving question 
 
Group work. Look at the following problems and then write the driving question to 
find the answers for each problem on the Google docs via this link 

https://bit.ly/2kLKV9W or this QR code   . 
 

Problems Driving Questions 

Thai students have problems with English 
speaking. 

How can we improve Thai 
students’ English speaking ability?  

1. People in Bangkok face problems with 
air pollution. 

 

2. People do not trust in net banking 
security. 

 

3. There are a lot of car accidents in 
Thailand. 

 

 
3. Rehearsal 

A. Group work.  Watch the video on YouTube at   
https://www.youtube.com/watch?v=uFIIrmjGhIA (time: 00.00-02.56).  

Instructions: 

Part 1: Planning [25 minutes] 

Take these tentative steps as your 

guideline: 

1. Form a group of 3-4 students in order 

to discuss and exchange opinions 

toward the driving question “How 

does AI affect people’s lives?”  Watch 

the video.  

2. Apply the pronunciation, 

communication strategy, and 

expressions you have learned to do 

this work as appropriate.  

 

 

 
 

https://bit.ly/2kLKV9W
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3. Make short notes on paper about the 

information in the video, points or 

topics you will discuss, 

communication strategies, and 

expressions you will use them for 

your discussion. 

4. At this stage, it is optional for looking or not looking at the notes. All of the 

group members must discuss this work.  

Part 2: Performing the activity (discussion) [15 minutes] 

5. Start discussing and exchanging opinions toward the driving question “How 

does AI affect people’s lives?”   

 
Guidelines:  

• AI is used in …………….. 

• It helps us ……………….. 

• It is useful for ………(those who use it for their work)……. because ………….  

• We would ……………….. if it were not used in …………….. 

 

4. Performance 

A. Group work. From the 4A work, discuss and exchange opinions toward the 

driving question “How does AI affect people’s lives?”  Except looking at the topics, 

try not to look at your short notes. (While doing the activity, monitor your English 

oral communication ability as specified in the ‘task and project rubric’ in the aspect 

of B. English oral communication ability [English version: https://shorturl.at/iKPU7 or 

Thai version:  https://shorturl.at/bmoxT ]. It is not necessary to self-assess your 

English oral communication ability.)    

 

5. Feedback 

A. One group of students is selected to present their discussion in front of the 

class. The instructor gives feedback and suggestions on their discussion using the 

‘task and project rubric’ in section B: English oral communication ability. 

 

Online environment 

 

6. Expansion 

Pair Task 1. Find your pair. Find one problem in your Computer Engineering field, 

community, or country and what computer technology can solve that problem. Set 

up the driving question to find the answers for the problem. Perform discussions 

on the driving question and computer technology that can solve the problem. 

https://shorturl.at/iKPU7
https://shorturl.at/bmoxT
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Instructions: 

Take these tentative steps as your guideline: 

1. Set your expected scores (i.e. learning progressions) before doing this task on the 

task and project rubric: English version: https://shorturl.at/iKPU7        

or Thai version:  https://shorturl.at/bmoxT   .  

2. Complete the student log (for the online task and the project) [link: 

https://urlzs.com/rPo9j  or   ].  

3. To investigate the answers, explore the information on the Internet or other 

resources about the computer technology that can solve the problem. 

4. Perform discussions on the driving question and computer technology that can 

solve the problem. 

4.1 Discuss with your pair to find the problem in your community or country that 

interests your pair and set up the driving question to investigate the answers 

for the problem. 

4.2 Discuss with your pair to select the appropriate computer technology. 

4.3 Apply the pronunciation, communication strategy “Asking for clarification”, 

and expressions you have learned to do this work as appropriate. 

5. Select one social interactive platform you prefer such as Facebook Messenger, 

Google Hangouts, Skype, etc. for doing this task.  

6. Record your discussions (on computer screen with audio) in 4.1-4.2 (taken 10-15 

minutes) using the Ocam program.  

7. Don’t read your short notes or scripts. (Looking at the notes affects your 

“Fluency” as specified in the task and project rubric in the aspect of B. English 

oral communication ability.) 

 

 

 

 

https://shorturl.at/iKPU7
https://shorturl.at/bmoxT
https://urlzs.com/rPo9j
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7. Evaluation 

Pair Task 1.  

Instructions: 

1. Assess your task using the task and project rubric (English or Thai version). 

2. Post your task in the Facebook group “English Conversation (for Computer 

Engineering students) [link: https://bit.ly/2K6P8zY or    ]. 

3. On Facebook, give comments on at least one task according to the aspects in 

section B: English oral communication ability of the task and project rubric. 
 

 

 

 

Wrap up  

 Initiation Phase: 

 
 

References: 

 

Vocabulary before listening 

 Adapted from: https://dictionary.cambridge.org/ 

   https://en.oxforddictionaries.com/definition/online 

 
Pronunciation: 

Jotikasthira, P. (2006). Introduction to the English language system and structure. 
 Bangkok: Academic Works Publishing Center. 

 
Language Expressions: 

Adapted from https://www.englishclub.com/vocabulary/fl-asking-for-opinions.htm 

1.

•Finding the problem

•--> Find the problem that interests you.

2.

•Determining the driving question

•--> Set up the driving question to find the answers for the problem. 

3.

•Investigating the answers

•--> Investigate the information from resources such as websites, textbooks, brochures, 
etc. to find the answers for the driving question.

https://bit.ly/2K6P8zY
https://dictionary.cambridge.org/
https://en.oxforddictionaries.com/definition/online
https://www.englishclub.com/vocabulary/fl-asking-for-opinions.htm
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https://www.myenglishteacher.eu/blog/asking-giving-opinions-agreeing-disagreeing/ 
Pictures 

A lesion on a brain 
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=U4RRXK3EKsrSvw
TEv7PIDQ&q=brain+injury&oq=brain+injury&gs_l=img.3..35i39j0l9.248735.250649..250982...
0.0..0.158.730.4j3......1....1..gws-wiz-img.......0i67.bEmlb1x3eLY#imgrc=4HvyWBNfycrJtM 

 
Human brain tissue 
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=_IJRXKfwOYmWv
QSL0YS4Ag&q=brain+tissue&oq=brain+tissue&gs_l=img.3..35i39l2j0j0i67j0l6.336823.341223
..341462...1.0..0.190.1710.3j10......1....1..gws-wiz-
img.1ojCOpW2Je4#imgrc=ySHvDloIO7RGkM 

 
 
A surgical robot 
https://www.google.com/url?sa=i&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwi1q
v7TvZPgAhVKOisKHVsgCbIQjRx6BAgBEAU&url=http%3A%2F%2Ffortune.com%2F2016%2F07
%2F28%2Fsurgical-robot-development-intuitive-surgical-medtronic-
google%2F&psig=AOvVaw2t1HPLxFPwo65JbCZWod8s&ust=1548868135849254 

 
 
YouTube videos: 

1A https://www.youtube.com/watch?v=xI0uGBEPMts 

3A https://www.youtube.com/watch?v=uFIIrmjGhIA 

https://www.myenglishteacher.eu/blog/asking-giving-opinions-agreeing-disagreeing/
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=U4RRXK3EKsrSvwTEv7PIDQ&q=brain+injury&oq=brain+injury&gs_l=img.3..35i39j0l9.248735.250649..250982...0.0..0.158.730.4j3......1....1..gws-wiz-img.......0i67.bEmlb1x3eLY#imgrc=4HvyWBNfycrJtM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=U4RRXK3EKsrSvwTEv7PIDQ&q=brain+injury&oq=brain+injury&gs_l=img.3..35i39j0l9.248735.250649..250982...0.0..0.158.730.4j3......1....1..gws-wiz-img.......0i67.bEmlb1x3eLY#imgrc=4HvyWBNfycrJtM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=U4RRXK3EKsrSvwTEv7PIDQ&q=brain+injury&oq=brain+injury&gs_l=img.3..35i39j0l9.248735.250649..250982...0.0..0.158.730.4j3......1....1..gws-wiz-img.......0i67.bEmlb1x3eLY#imgrc=4HvyWBNfycrJtM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=_IJRXKfwOYmWvQSL0YS4Ag&q=brain+tissue&oq=brain+tissue&gs_l=img.3..35i39l2j0j0i67j0l6.336823.341223..341462...1.0..0.190.1710.3j10......1....1..gws-wiz-img.1ojCOpW2Je4#imgrc=ySHvDloIO7RGkM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=_IJRXKfwOYmWvQSL0YS4Ag&q=brain+tissue&oq=brain+tissue&gs_l=img.3..35i39l2j0j0i67j0l6.336823.341223..341462...1.0..0.190.1710.3j10......1....1..gws-wiz-img.1ojCOpW2Je4#imgrc=ySHvDloIO7RGkM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=_IJRXKfwOYmWvQSL0YS4Ag&q=brain+tissue&oq=brain+tissue&gs_l=img.3..35i39l2j0j0i67j0l6.336823.341223..341462...1.0..0.190.1710.3j10......1....1..gws-wiz-img.1ojCOpW2Je4#imgrc=ySHvDloIO7RGkM
https://www.google.com/search?biw=1280&bih=531&tbm=isch&sa=1&ei=_IJRXKfwOYmWvQSL0YS4Ag&q=brain+tissue&oq=brain+tissue&gs_l=img.3..35i39l2j0j0i67j0l6.336823.341223..341462...1.0..0.190.1710.3j10......1....1..gws-wiz-img.1ojCOpW2Je4#imgrc=ySHvDloIO7RGkM
https://www.google.com/url?sa=i&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwi1qv7TvZPgAhVKOisKHVsgCbIQjRx6BAgBEAU&url=http%3A%2F%2Ffortune.com%2F2016%2F07%2F28%2Fsurgical-robot-development-intuitive-surgical-medtronic-google%2F&psig=AOvVaw2t1HPLxFPwo65JbCZWod8s&ust=1548868135849254
https://www.google.com/url?sa=i&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwi1qv7TvZPgAhVKOisKHVsgCbIQjRx6BAgBEAU&url=http%3A%2F%2Ffortune.com%2F2016%2F07%2F28%2Fsurgical-robot-development-intuitive-surgical-medtronic-google%2F&psig=AOvVaw2t1HPLxFPwo65JbCZWod8s&ust=1548868135849254
https://www.google.com/url?sa=i&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwi1qv7TvZPgAhVKOisKHVsgCbIQjRx6BAgBEAU&url=http%3A%2F%2Ffortune.com%2F2016%2F07%2F28%2Fsurgical-robot-development-intuitive-surgical-medtronic-google%2F&psig=AOvVaw2t1HPLxFPwo65JbCZWod8s&ust=1548868135849254
https://www.google.com/url?sa=i&source=images&cd=&cad=rja&uact=8&ved=2ahUKEwi1qv7TvZPgAhVKOisKHVsgCbIQjRx6BAgBEAU&url=http%3A%2F%2Ffortune.com%2F2016%2F07%2F28%2Fsurgical-robot-development-intuitive-surgical-medtronic-google%2F&psig=AOvVaw2t1HPLxFPwo65JbCZWod8s&ust=1548868135849254
https://www.youtube.com/watch?v=xI0uGBEPMts
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APPENDIX M: PBBCSI Syllabus 

 

 

Syllabus of  

the Project-based Blended Learning with Communication Strategy Instruction 

(PBBCSI)  

implemented in 080103034 English Conversation  

Department of Languages, Faculty of Applied Arts, KMUTNB 

 

1. Course Description (of the main course “English Conversation”) 

English communication skills with an emphasis on speaking, listening, and 

pronunciation; functional languages in daily conversation. 

 

2. Learning Goals of the PBBCSI model 

      After completion of the PBBCSI model, students should develop their: 

 2.1   English oral communication ability in aspects of range, accuracy, fluency, 

interaction, coherence, and pronunciation; and 

 2.2 Three components of learner autonomy which include personal 

responsibilities, personal capabilities, and independent learning.  Of each component, 

learner autonomy is also divided into determining the objectives, defining the learning 

progressions, taking the initiative, making decisions on selecting methods or 

techniques, communication strategies, and resources, monitoring the task and the 

project completion procedures, and evaluating the completed tasks and the project. 
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n

d
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v
a
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o
n
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f 
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e 

P
B

B
C

S
I 
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o
d
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1
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E

n
g
li
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ra
l 
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m

m
u

n
ic

a
ti

o
n

 a
b

il
it

y
  

- 
T

h
e 

E
n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
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n
 a

b
il

it
y
 p

re
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st
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n
d
 p

o
st
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st

 

R
u
b

ri
c:

 T
h
e 

E
n
g
li

sh
 o

ra
l 
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m

m
u
n
ic

at
io

n
 a

b
il

it
y
 t

es
t 

ru
b
ri

c 
(E

n
g
li

sh
 o

r 
T

h
ai

 v
er

si
o
n
s)
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E
n
g
li

sh
 v

er
si

o
n
 

  
  
  
 o

r 
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h
ai

 v
er

si
o
n
  

 

 T
h
e 

E
n
g
li

sh
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l 
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m

m
u

n
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at
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n
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b
il

it
y

 p
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te
st
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n

d
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o
st

te
st
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re
s 

o
f 

th
e 

3
 t

es
t 

ta
sk

s 
ra

te
d
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g
ai

n
st

 t
h
e 

E
n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
io

n
 a

b
il

it
y

 

te
st

 r
u
b
ri

c 
(a

d
ap

te
d
 f

ro
m

 C
E

F
R
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C

o
u
n
ci

l 
o
f 

E
u
ro

p
e,

 2
0
1
7

) a
ss

es
se

d
 i

n
 s

ix
 a

sp
ec

ts
: 

ra
n
g
e,

 a
cc

u
ra

cy
, 

fl
u
en

cy
, 
in

te
ra

ct
io

n
, 
co

h
er

en
ce

, 
a
n
d
 

p
ro

n
u
n
ci

a
ti

o
n

 a
re

 u
se

d
 t

o
 d

et
er

m
in

e 
if

 t
h
e 

st
u
d
en

ts
 h

av
e 

th
e 

im
p
ro

v
em

en
t 

o
n
 E

n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
io

n
 a

b
il

it
y
 a

ft
er

 t
ak

in
g

 t
h
e 

P
B

B
C

S
I.

  
A

s 
fo

r 
th

e 
co

n
te

n
t 

an
al

y
si

s,
 t

h
e 

o
b
ta

in
ed

 d
at

a 
fr

o
m

 t
h
e 

3
 t

es
t 

ta
sk

s 
o
f 

th
e 

E
n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
io

n
 a

b
il

it
y

 p
re

te
st

 a
n
d
 

p
o
st

te
st

 a
re

 t
ra

n
sc

ri
b
ed

, 
co

d
ed

, 
an

d
 a

n
al

y
ze

d
 i

n
 o

rd
er

 t
o
 r

ef
le

ct
 t

h
e 

ef
fe

ct
s 

o
f 

th
e 

P
B

B
C

S
I 

o
n
 e

ac
h
 a

sp
ec

t 
o
f 

E
n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
io

n
 

ab
il

it
y

 a
n
d
 t

o
 t

ri
an

g
u
la

te
 t

h
e 

o
b
ta

in
ed

 d
at

a 
fr

o
m

 t
h
e 

E
n
g
li

sh
 o

ra
l 

co
m

m
u
n
ic

at
io

n
 a

b
il

it
y

 p
re

te
st

 a
n
d
 p

o
st

te
st
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 2
. 
L

ea
rn

er
 a

u
to

n
o

m
y
  

T
o
 i

n
v
es

ti
g
at

e 
st

u
d
en

ts
’ 

le
ar

n
er

 a
u
to

n
o
m

y
 b

ef
o

re
 a

n
d
 a

ft
er

 t
ak

in
g
 P

B
B

C
S

I,
 t

h
e 

p
re

-l
ea

rn
er

 a
u
to

n
o
m

y
 q

u
es

ti
o
n
n
ai

re
 (

P
re

-L
A

Q
) 

an
d
 t

h
e 

p
o
st

-l
ea

rn
er

 a
u
to

n
o
m

y
 q

u
es

ti
o
n

n
ai

re
 (

P
o
st

-L
A

Q
) 

ar
e 

u
se

d
. 
T

h
e 

P
re

-L
A

Q
 a

n
d
 P

o
st

-L
A

Q
 a

re
 t

h
e 
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m

e 
in

  

P
ar

t 
1
. 
T

h
e 

P
re

-L
A

Q
 c

o
n
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st

s 
o
f 

P
ar

t 
1
 o

n
ly

, 
w

h
il

e 
th

e 
P

o
st

-L
A

Q
 c

o
m

p
ri

se
s 

P
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t 
1
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n
d
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w
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T
h
e 
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f 
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p
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l 
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n
si

b
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n
a
l 
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p
a
b
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n
d
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n
d
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en
d
en

t 
le

a
rn
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g
  

P
a
rt

 2
: 

O
p
in

io
n
s 

to
w

a
rd

s 
th

e 
P

B
B

C
S
I 

 

T
h
e 

d
ev

el
o
p
m

en
t 

o
f 
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u
d

en
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’ 
le

ar
n

er
 a

u
to

n
o
m

y
 i

s 
m

ea
su

re
d
 b

y
 t

h
e 

p
re

-l
ea

rn
er

 a
u
to

n
o
m

y
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u
es

ti
o
n
n
ai

re
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n
d
 t

h
e 

p
o
st

-l
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rn
er

 a
u
to

n
o
m

y
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u
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T

h
e 

o
b
ta

in
ed

 d
at

a 
ar

e 
th

en
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ri
an

g
u
la

te
d
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it
h
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u
al
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at
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e 

d
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a 
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o
m
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) 
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u
d
en
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g
s,

 2
) 

o
b
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n
 c
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ec

k
li

st
s,
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n
d
 3

) 
se

m
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ru

ct
u
re

d
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n
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ie

w
s.
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n
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f 
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e 

“
E

n
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n
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ti
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n

”
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s 

fo
r 

th
e 
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o
n
li

n
e 
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s 
an

d
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h
e 
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d
ep

en
d
en

t 
p
ro

je
ct

, 
th
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 u

se
d
 f

o
r 
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e 

m
ai

n
 c

o
u
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e 
ev

al
u
at

io
n
, 
b
u
t 

n
o
t 

fo
r 

th
e 

P
B

B
C

S
I 

ev
al

u
at

io
n
. 
T

h
e 

ta
sk

s 
an

d
 t

h
e 

p
ro

je
ct

 a
re

 t
h
e 

ra
te

d
 a

g
ai

n
st

 t
h
e 

ta
sk

 a
n
d
 p

ro
je

ct
 r

u
b
ri

c 
(E

n
g
li

sh
 o

r 
T

h
ai

 v
er

si
o
n
s)

: 

E
n
g
li

sh
 v

er
si

o
n
  

  
  
o
r 

  
  
  
T

h
ai

 v
er

si
o
n
 

 

 T
h
e 

st
u
d
en

ts
 c

an
 c

h
o
o
se

 t
h
e 

p
re

fe
rr

ed
 v

er
si

o
n
 o

f 
th

e 
ru

b
ri

c 
to

 s
el

f-
as

se
ss

 t
h

ei
r 

o
n
li

n
e 

ta
sk

s 
an

d
 t

h
e 

p
ro

je
ct

 s
in

ce
 c

h
o
ic

es
 a

n
d
 d

ec
is

io
n
 

m
ak

in
g
 i

s 
ce

n
tr

al
 t

o
 t

h
e 

d
ev

el
o
p

m
en

t 
o
f 

le
ar

n
er

 a
u

to
n
o
m

y
 (

B
en

so
n
, 
2
0
1
6
),

 t
h
e 

st
u
d
en

ts
 d

ec
id

e 
to

 s
el

ec
t 

th
e 

v
er

si
o
n
 a

p
p
ro

p
ri

at
e 

to
 t

h
em

. 

H
o
w

ev
er

, 
th

e 
ef

fe
ct

 o
f 

u
si

n
g
 d

if
fe

re
n
t 

v
er

si
o
n
s 

ar
e 

n
o
t 

in
v
es

ti
g

at
ed
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 A
s 

fo
r 

th
e 

m
ai

n
 c

o
u
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e 

ev
al

u
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n
, 
th

e 
sc

o
re
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o

f 
th

e 
th

re
e 

o
n
li

n
e 

ta
sk

s 
[p

ai
r 

ta
sk
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 (

2
5
%

) 
an

d
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h
e 

in
d
ep

en
d
en

t 
p
ro

je
ct

 (
2
5
%

) 
ar

e 
re

p
la
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d
 

fo
r 

th
e 
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id

eo
 i

n
te
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w
s 

1
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2
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an

d
 3

” 
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o
re

s 
(1

0
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1

5
, 
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d
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5
%

, 
re
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ec

ti
v
el

y
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 b
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e 
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o
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o
f 

th
e 
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e 
o
n
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n
e 

ta
sk

s 
[p

ai
r 

ta
sk

s]
 a

n
d
 t

h
e 

p
ro

je
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P
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p
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b
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si
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o
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n
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s 
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a
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a
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 a

n
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h
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d
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en
d
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t 

p
ro
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 a
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A
P

P
E

N
D

IX
 N

: 
In

d
ep

en
d

en
t 

P
ro

je
c
t 

 

In
d

ep
e

n
d

e
n

t 
P

ro
je

ct
 

U
n

it
 4

: P
ro

je
ct

 P
re

se
n

ta
ti

o
n

 

 P
ro

je
ct

 o
b

je
ct

iv
es

: S
tu

d
en

ts
 s

h
o

u
ld

 b
e 

ab
le

 t
o
: 

1
. 

A
p

p
ly

 r
es

p
o

n
si

b
ili

ti
es

, c
ap

ab
ili

ti
es

, a
n

d
 in

d
ep

en
d

en
t 

le
ar

n
in

g 
in

 s
ix

 a
sp

ec
ts

 o
f 

le
ar

n
er

 a
u

to
n

o
m

y 
fo

r 
ca

rr
yi

n
g 

o
u

t 
th

e 
in

d
ep

e
n

d
en

t 

p
ro

je
ct

. 

2
. 

P
re

se
n

t 
th

e 
so

lu
ti

o
n

s 
(a

n
sw

er
s)

 a
n

d
 r

el
at

ed
 in

fo
rm

at
io

n
 f

o
r 

th
e 

p
ro

b
le

m
 a

n
d

 d
ri

vi
n

g 
q

u
es

ti
o

n
 v

ia
 t

h
e 

p
ro

je
ct

 p
re

se
n

ta
ti

o
n

. 

3
. 

Ex
p

re
ss

 E
n

gl
is

h
 o

ra
l c

o
m

m
u

n
ic

at
io

n
 a

b
ili

ty
 in

 a
sp

ec
ts

 o
f 

ra
n

ge
, a

cc
u

ra
cy

, f
lu

en
cy

, i
n

te
ra

ct
io

n
, c

o
h

er
en

ce
, a

n
d

 p
ro

n
u

n
ci

at
io

n
. 

4
. 

A
p

p
ly

 t
h

e 
kn

o
w

le
d

ge
 a

n
d

 c
ap

ab
ili

ti
es

 o
f 

u
si

n
g 

co
m

m
u

n
ic

at
io

n
 s

tr
at

eg
ie

s 
(a

sk
in

g 
fo

r 
cl

ar
if

ic
at

io
n

, a
sk

in
g 

fo
r 

co
n

fi
rm

at
io

n
, 

ci
rc

u
m

lo
cu

ti
o

n
, a

n
d

 u
se

 o
f 

fi
lle

rs
 a

n
d

 o
th

er
 h

es
it

at
io

n
 d

ev
ic

es
) 

th
at

 t
h

e 
st

u
d

en
ts

 h
av

e 
le

ar
n

ed
 in

 t
h

e 
P

B
B

C
SI

 p
h

as
es

 (
in

it
ia

ti
o

n
, 

in
q

u
ir

y,
 a

n
al

ys
is

, a
n

d
 s

o
lu

ti
o

n
) 

to
 s

o
lv

e 
co

m
m

u
n

ic
at

io
n

 p
ro

b
le

m
s 

w
h

en
 c

ar
ry

in
g 

o
u

t 
th

e
 in

d
ep

en
d

en
t 

p
ro

je
ct

.  

5
. 

A
p

p
ly

 t
h

e 
w

ay
s 

to
 d

o
 t

h
e 

in
d

ep
en

d
en

t 
p

ro
je

ct
 t

h
at

 t
h

e 
st

u
d

en
ts

 h
av

e 
le

ar
n

ed
 in

 t
h

e 
P

B
B

C
SI

 p
h

as
es

 a
lo

n
g 

th
e 

se
m

e
st

er
 t

o
 c

o
n

ti
n

u
e 

ca
rr

yi
n

g 
o

u
t 

th
e 

in
d

ep
en

d
en

t 
p

ro
je

ct
 in

 a
n

o
th

er
 t

w
o

 P
B

B
C

SI
 p

h
as

es
 (

as
se

ss
m

en
t 

an
d

 r
ef

le
ct

io
n

, a
n

d
 r

ev
is

io
n

 a
n

d
 p

u
b

lic
at

io
n

).
 

 M
at

e
ri

al
s:

  

1
. S

tu
d

en
t 

lo
g 

 

2
. T

as
k 

an
d

 p
ro

je
ct

 r
u

b
ri

c 
(E

n
gl

is
h

 o
r 

Th
ai

 v
er

si
o

n
s)

 

3
. S

tu
d

en
t-s

el
ec

te
d

 in
te

ra
ct

iv
e 

p
la

tf
o

rm
 (e

.g
. G

o
o

gl
e 

H
an

go
u

ts
, S

ky
p

e
, e

tc
.)  

4
. O
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m
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ro

gr
am
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 Ti
m

e
: W

ee
ks

 3
-1

5 
 

 In
st

ru
ct

io
n

s:
 

Th
e 

in
d

ep
en

d
en

t 
p

ro
je

ct
 c

o
n

si
st

s 
o

f 
th

re
e 

m
ai

n
 p

ar
ts
: p

ro
je

ct
 p

re
p

ar
at

io
n

, p
ro

je
ct

 p
re

se
n

ta
ti

o
n

, a
n

d
 a

ft
e

r 
p

re
se

n
ta

ti
o

n
 d

es
cr

ib
ed

 in
 

m
o

re
 d

et
ai

ls
 a

s 
fo

llo
w

s: 

 I.
 

P
ro

je
ct

 P
re

p
ar

at
io

n
 

1
.1

 T
h

in
k 

ab
o

u
t 

th
e 

d
ri

vi
n

g 
q

u
es

ti
o

n
 (f

ro
m

 t
h

e 
m

ai
n

 p
ro

b
le

m
 in

 y
o

u
r 

C
o

m
p

u
te

r 
En

gi
n

ee
ri

n
g 

fi
el

d
 a

n
d

 r
el

at
ed

 f
ie

ld
s,

 c
ar

e
er

s,
 

co
m

m
u

n
it

y,
 o

r 
co

u
n

tr
y)

 a
n

d
 f

in
d

 s
o

m
e 

in
n

o
va

ti
o

n
(s

) a
b

o
u

t 
co

m
p

u
te

r 
p

ro
d

u
ct

s 
o

r 
te

ch
n

o
lo

gy
 th

at
 c

an
 h

el
p

 a
n

sw
er

 t
h

e 
d

ri
vi

n
g 

q
u

es
ti

o
n
.  

1
.2

 A
p

p
ly

 t
h

e 
w

ay
s/s

te
p

s 
o

f 
d

o
in

g 
th

e 
in

d
ep

en
d

en
t 

p
ro

je
ct

 a
n

d
 c

o
m

m
u

n
ic

at
io

n
 s

tr
at

eg
ie

s 
th

at
 y

o
u

 h
av

e 
le

ar
n

ed
 a

n
d

 p
ra

ct
ic

ed
 in

 

fa
ce

-t
o

-f
ac

e 
an

d
 o

n
lin

e 
en

vi
ro

n
m

en
ts

 f
o

r 
d

o
in

g 
yo

u
r 

in
d

ep
en

d
en

t 
p

ro
je

ct
. 

1
.3

 O
p

ti
o

n
al

ly
, a

tt
en

d
 t

h
e 

in
st

ru
ct

o
r-

st
u

d
en

t 
co

n
su

lt
at

io
n

 (o
p

ti
o

n
al

) o
n

 w
ee

k 
1

1
 (5

 S
ep

te
m

b
er

) i
n

si
d

e 
cl

as
s 

an
d

 p
o

st
 y

o
u

r 
o

w
n

 

d
ee

p
er

 q
u

es
ti

o
n

s 
an

d
 q

u
es

ti
o

n
n

ai
re

 in
 F

ac
eb

o
o

k 
gr

o
u

p
 (d

u
e 

d
at

e
: 1

0
 S

ep
te

m
b

er
) t

o
 g

et
 p

ee
r 

fe
ed

b
ac

k.
 [

Th
is

 s
te

p
 is

 a
d

d
ed

 f
o

r 

d
o

in
g 

th
e 

p
ro

je
ct

 o
n

ly
].

 

 

II
. 

P
ro

je
ct

 P
re

se
n

ta
ti

o
n

 

- O
n

 w
ee

k 
12

 (a
t 

1
0
.0

0
 a
.m

., 
M

o
n

d
ay

, 1
6

 S
ep

te
m

b
er

, i
n

 t
h

e 
Fa

ce
b

o
o

k 
gr

o
u

p
), 

th
e 

in
st

ru
ct

o
r 

d
ra

w
s 

th
e 

b
al

lo
t t

o
 m

at
ch

 t
h

e 
p

ai
rs

 a
s 

th
e 

p
re

se
n

te
r 

an
d

 t
h

e 
cu

st
o

m
er

 f
o

r 
p

er
fo

rm
in

g 
th

e 
p

ro
je

ct
 p

re
se

n
ta

ti
o

n
 in

 p
ar

ts
 1

 a
n

d
 

2
. 

   



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

4
6
1
 

 

P
ar

t 
1

 

- W
it

h
 y

o
u

r 
p

ai
r,

 p
re

se
n

t 
yo

u
r 

p
ro

je
ct

 t
o

 t
h

e 
cu

st
o

m
er

 o
n

 y
o

u
r 

se
le

ct
ed

 s
o

ci
al

 p
la

tf
o

rm
 a

n
d

 r
ec

o
rd

 y
o

u
r 

p
re

se
n

ta
ti

o
n

 b
y 

O
ca

m
 

p
ro

gr
am

. N
o

te
s: 

- T
im

e 
al

lo
tt

e
d

 f
o

r 
p

re
se

n
ta

ti
o

n
: 5

-8
 m

in
u

te
s. 

(S
ta

rt
 t

h
e 

p
ro

je
ct

 p
re

se
n

ta
ti

o
n

 a
t 

1
0

.0
0

, p
o

st
 t

h
e 

U
N

ED
IT

ED
 V

D
O

 o
f 

p
re

se
n

ta
ti

o
n

 

b
ef

o
re

 9
.0

0
, T

u
es

d
ay

, 1
7

 S
ep

te
m

b
er

, i
n

 F
ac

eb
o

o
k 

gr
o

u
p

.) 

To
 e

n
su

re
 t

h
e 

in
te

ra
ct

io
n

 b
et

w
ee

n
 t

h
e 

p
re

se
n

te
r 

an
d

 t
h

e 
cu

st
o

m
er

, p
er

fo
rm

 t
h

e 
d

is
cu

ss
io

n
 (

Q
 &

 A
 s

es
si

o
n

) 
af

te
r 

co
m

p
le

ti
n

g 

P
ar

t 
1

. 

 P
ar

t 
2

 

- T
h

e 
cu

st
o

m
er

 is
 in

te
re

st
ed

 in
 y

o
u

r 
p

ro
je

ct
, b

u
t 

h
e
/sh

e 
h

as
 s

o
m

e 
q

u
es

ti
o

n
s 

to
 a

sk
 f

o
r 

m
o

re
 in

fo
rm

at
io

n
 o

n
 t

h
e 

in
fo

rm
at

io
n

 y
o

u
 

h
av

e 
p

re
se

n
te

d
. P

er
fo

rm
 t

h
e 

d
is

cu
ss

io
n
 b

et
w

ee
n

 y
o

u
 (t

h
e 

p
re

se
n

te
r)

 a
n

d
 t

h
e 

cu
st

o
m

er
. D

o
n

’t
 le

t 
th

e 
p

re
se

n
te

r 
kn

o
w

 y
o

u
r 

q
u

es
ti

o
n

s 

b
ef

o
re

 a
sk

in
g 

h
im

/h
er

.) 

- R
ec

o
rd

 y
o

u
r 

d
is

cu
ss

io
n

 b
y 

O
ca

m
 p

ro
gr

am
. 

- T
h

en
 t

ak
e 

tu
rn

s b
et

w
e

en
 y

o
u

 (t
h

e 
p

re
se

n
te

r) 
an

d
 y

o
u

r 
p

ai
r 
(th

e 
cu

st
o

m
er

) f
o

r 
d

o
in

g 
P

ar
ts

 1
 a

n
d

 2
. 

Ti
m

e 
al

lo
tt

ed
 f

o
r 

th
e 

d
is

cu
ss

io
n

: 5
-8

 m
in

u
te

s (
ea

ch
 t

u
rn

). 

       



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

4
6
2
 

 II
I.
 A

ft
e

r 
P

re
se

n
ta

ti
o

n
 

1
. 

To
 e

n
su

re
 t

h
at

 y
o

u
 c

o
m

p
le

te
 t

h
e 

p
ro

je
ct

 p
re

se
n

ta
ti

o
n

 a
s 

sc
h

ed
u

le
d

, p
o

st
 t

h
e 

U
N

ED
IT

ED
 V

D
O

 o
f 

p
re

se
n

ta
ti

o
n

 b
ef

o
re

 9
.0

0
, T

u
es

d
ay

, 
1

7
 S

ep
te

m
b

er
, o

n
 F

ac
eb

o
o

k 
gr

o
u

p
. T

h
e 

u
n

ed
it

ed
 V

D
O

 in
cl

u
d

es
 t

h
e 

p
ar

ts
 o

f 
w

h
en

 y
o

u
 p

er
fo

rm
 t

h
e 

p
re

se
n

ta
ti

o
n

 a
n

d
 a

n
sw

er
 

cu
st

o
m

er
’s

 q
u

es
ti

o
n

s.
  

2
. 

C
o

m
p

le
te

 s
el

f-a
ss

es
sm

en
t,

 c
o

m
m

en
ts

, a
n

d
 s

tu
d

en
t 

lo
g.

  

3
. 

R
ev

is
e

/E
d

it
 y

o
u

r 
V

D
O

 o
f 

p
ro

je
ct

 p
re

se
n

ta
ti

o
n

 a
cc

o
rd

in
g 

to
 p

ee
r 

fe
ed

b
ac

k 
(c

o
m

m
en

ts
) a

n
d

 y
o

u
r 

re
fl

ec
ti

o
n

 (r
ev

is
e 

o
n

ly
 p

h
ys

ic
al

 

fe
at

u
re

s 
su

ch
 a

s 
ad

d
in

g 
w

o
rd

s 
fo

r 
th

e 
sc

en
e,

 r
es

o
u

rc
es

/re
fe

re
n

ce
s 

at
 t

h
e 

en
d

, e
tc

.) 
b

y 
m

e
an

s 
o

f 
W

in
d

o
w

s 
M

o
vi

e 
M

ak
er

, V
SD

C
 V

id
eo

 

Ed
it

o
r,

 e
tc

. 
 4

. 
P

o
st

:  
1

) t
h

e 
co

m
p

le
te

 V
D

O
 o

f 
p

ro
je

ct
 p

re
se

n
ta

ti
o

n
  

2
) t

h
e 

q
u

es
ti

o
n

n
ai

re
  

3
) t

h
e 

lin
k 

o
f 

in
te

rv
ie

w
 c

lip
s,

  

4
) r

es
o

u
rc

e
s/

re
fe

re
n

ce
s 

o
f 

in
fo

rm
at

io
n

 t
h

at
 y

o
u

 u
se

 t
o

 d
o

 t
h

e 
p

ro
je

ct
 in

 t
h

e 
V

D
O

 in
 1

) 
th

e 
Fa

ce
b

o
o

k 
gr

o
u

p
 o

f 
En

gl
is

h
 

co
n

ve
rs

at
io

n
 f

o
r 

C
o

m
p

u
te

r 
En

gi
n

ee
ri

n
g 

st
u

d
en

ts
 a

n
d

 2
) 

yo
u

r 
Fa

ce
b

o
o

k 
P

ag
e 

(T
im

el
in

e)
 [

TA
G

G
ED

 W
IT

H
 Y

O
U

R
 IN

ST
R

U
C

TO
R

] 
to

 b
e 

co
m

m
en

te
d
  b

y 
at

 le
as

t 
2

 p
er

so
n

s.
  

 

U
n

d
er

 y
o

u
r 

co
m

p
le

te
 V

D
O

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

463 
 

APPENDIX O: List of Experts Validating Data Collection Instruments 

 

1. The Research Framework, Unit of Study, Lesson Plan and Manual 

 1.1 Asst. Prof. Paweena Channuan, Ph.D. (Naresuan University) 

 1.2 Assoc. Prof. Piyatida Changpueng, Ph.D. (KMUTNB)  

1.3 Asst. Prof. Tiwaporn Kongsom, Ph.D. (KMUTNB) 

 

2. The Learner Autonomy Questionnaire and Interview Questions 

 2.1 Assoc. Prof. Supong Tangkiensirisin, Ph.D. (Thammasat University) 

 2.2 Asst. Prof. Paweena Channuan, Ph.D. (Naresuan University) 

 2.3 Assoc. Prof. Piyatida Changpueng, Ph.D. (KMUTNB) 

 

3. Observation Checklists 

 3.1 Asst. Prof. Paradee Praphruetkij, Ph.D. (KMUTNB)  

3.2 Ajarn Karnchanoke Wattanasin, Ph.D. (KMUTNB) 

 3.3 Asst. Prof. Yaowaret Tharawoot, Ph.D. (KMUTNB) 

 

4. Student Logs  

 4.1 Asst. Prof. Paradee Praphruetkij, Ph.D. (KMUTNB) 

 4.2 Ajarn Karnchanoke Wattanasin, Ph.D. (KMUTNB) 

 4.3 Asst. Prof. Yaowaret Tharawoot, Ph.D. (KMUTNB) 

 

5. English Oral Communication Ability Test 

 5.1 Asst. Prof. Supalak Nakornsri, Ph.D. (KMUTNB) 

 5.2 Asst. Prof. Tiwaporn Kongsom, Ph.D. (KMUTNB) 

 5.3 Asst. Prof. Korapin Paranapiti, Ph.D. (Kasetsart Univesity) 

 5.4 Asst. Prof. Songyut Akkakoson, Ph.D. (KMUTNB)  

 

6. Task and Project Rubric, and English Oral Communication Ability Test Rubric 

6.1 Asst. Prof. Supalak Nakornsri, Ph.D. (KMUTNB) 

 6.2 Asst. Prof. Tiwaporn Kongsom, Ph.D. (KMUTNB) 

 6.3 Asst. Prof. Korapin Paranapiti, Ph.D. (Kasetsart Univesity) 

 6.4 Asst. Prof. Songyut Akkakoson, Ph.D. (KMUTNB)  
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APPENDIX P: List of Experts Verifying the Inter-rater Reliability of the English 

Oral Communication Ability Tests, Online Tasks, and the Independent Project 

 

1. The English oral communication ability tests (pretest and posttest) 

 1.1 Asst. Prof. Supalak Nakornsri, Ph.D. (KMUTNB)  

 1.2 Asst. Prof. Songyut Akkakoson, Ph.D. (KMUTNB) 

 1.3 Asst. Prof. Tiwaporn Kongsom, Ph.D. (KMUTNB) 

 

2. The online tasks and the independent project 

 1.1 Asst. Prof. Yaowaret Tharawoot, Ph.D. (KMUTNB) 

 1.2 Ajarn Valaikorn Charoensuk, Ph.D. (KMUTNB) 

 1.3 Ajarn Duangta Jaipetch, Ph.D. (KMUTNB) 
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