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ABSTRACT
English is the most widespread international language. It is a lingua franca for the majority of the
population of the earth which has many different languages, while, according to statistics,
English occupies the first place between the languages used for international communication.
Therefore, knowledge of English plays a vital role in academic context and for academic
achievement reading is the most prominent and substantial skill to possess for students.
The goal of this dissertation is to discover the effect of Project-Based Learning in enhancing
undergraduate Iraqi EFL learners’ Reading skills through the implementation of PBL projects. A
total of 48 Ishik University freshmen students from the Faculty of Education participated in the
research. This paper hypothesizes that the use of PBL projects might establish the basis to
practice effectively and, correspondingly, improve English language reading skills. The methods
of research in the dissertation were: review and analysis of existing literature on the topic,
questionnaire, interview, and experiment. Quantitative and qualitative data, which are combined
in the single study, enabled me to explain the obtained results and make their authentic
interpretation. Extensive literature has also been used as a powerful instrument to enhance
reliability and validity of the thesis data.
This paper concludes that the integration of students’ most favored activities (using internet,
social media, and various mobile phone applications) to Iraqi EFL reading context, PBL projects
will entail motivate students to read more in English and that reading-based projects improve
their reading skills.
It is shown that poor reading habits and lack of critical reading handicaps studies in Iraqi EFL
context; this should be taken into account and proper scaffolding should be provided to improve
the reading skills. EFL learners should be engaged in various types of projects and activities,
which aim at the enhancement of English Language skills or other study and work skills.
Projects in Project-Based Learning often involve a great deal or reading, which entails analyzing
and synthesizing of the read material with reading strategies of question generation and
clarifying. It is recommended that Project-Based Learning should be implemented in all levels
and stages of academic life.
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INTRODUCTION
English has become the most important international language, which is widely used throughout
the world. People with different first languages try to use English as a lingua franca to
communicate with each other. If people want to go ahead in their professional lives, then English
is an unavoidable step in the process. Hence, the demand for a high proficiency in the use of
English has become very important. Educators attempt diverse teaching approaches, to enhance
the development of EFL students’ language skills. Project-Based Learning is one of the
approaches. Current researches (Ke, 2010; Rousová, 2008; Simpson, 2011; Thomas, 2000) show
that Project-Based Learning can be more effective than traditional instruction and it is a valid
approach to improve the English language proficiency. However, with each passing day, new
electronic devices, a wide range of attractive mobile phones, innovations in technology have
complicated teachers’ job to attract students’ attention to lessons, make them do their homework
properly. Project-Based Learning is an effective way to help students understand, apply and
retain information, involving these devices. Those who work on projects show an increased
motivation and engagement in their studies.
Initially, Project-Based Learning was used in scientific disciplines, then, with the increased
demands of professional English, the implementation of Project-Based Learning entered the
language acquisition field, such as ESL (English as a Second Language) and EFL (English as a
Foreign Language).
The important cause of implementing Project-Based Learning in EFL context is its influence on
life-long learning. After graduating from the school / university and facing with real life, learners
cannot use what they have learnt through long years. Even perfect English skills solely are not
sufficient to improve and reach success in the competitive professional world because life-long
skills are essential.
Project-Based Learning is also used very productively in ESP (English for Specific Purposes)
context, because traditional English teaching methods are insufficient in this sphere. ProjectBased Learning gives opportunities to students not just to learn English relevant to their
specialties, but also helps to develop critical thinking, creativity, collaboration and self-direction.
Furthermore, Project-Based Learning opens the door to enjoyable and effective ways to learn
English and gain real-life skills.
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Due to the rapid development of technology young people have become the “visual generation”,
preferring pictures to reading, so students’ reading habits have decreased. National Endowment
for the Arts (2004, p. 7), for example, published Reading at Risk: A Survey of Literary Reading
in America. The study showed that “Americans in almost every demographic group were reading
fiction, poetry, drama and books in general at significantly lower rates than 10 or 20 years
earlier. The declines were steepest among young adults”.
However, getting accomplishment in university academic life is directly and closely connected
with students’ reading habits, reading comprehension level and possessed reading skills. The
problem becomes more serious, when education requires reading in a foreign language. In our
case the foreign language is English. Students’ education at Ishik University (Iraq, Erbil) is
completely in English. Hence, to be able to read and understand written material in English is
significant for students not only academically, but also for personal advancements. Therefore,
various teaching approaches are being used to enhance students’ reading skills. Project-Based
Learning is one of the teaching approaches that enables to integratethe21stcenturytechnological
age skills with the improvement of learners’ reading skills and reading in English as a foreign
Language context (EFL). It helps to create an interactive student/s – student/s and teacher –
student/s atmosphere. The above-said makes the topic of the research important/urgent.
Thus, the dissertation aims at making a smidgen contribution to English as a foreign language
undergraduate students’ reading skills enhancement by Project-Based Learning implementation
in Iraqi context.
The goal of my doctoral dissertation was to inquire:
•

Whether Project-Based Learning (PBL) implementation significantly increased EFL
undergraduate learners’ reading skills;

•

Whether traditional teaching enhanced EFL undergraduate learners’ reading skills;

•

Whether reading test results increased significantly in the group, where PBL had been
applied, compared to the traditional teaching reading test results.

The hypothesis formulated in the research is:
EFL undergraduate learners’ reading skills will be significantly enhanced through Project-Based
Learning (PBL) implementation, if:
2

•

at the initial stage, they start to do short-term projects and, with the increase of learners’
reading skills, they move to longer-term projects;

•

the teacher’s input in the projects decreases with time (first project done largely under
teacher’s guidance, later quite autonomously)

•

during project work, development of higher order cognitive skills and important reading
strategies are enhances and emphasized.

The methods of research applied in the dissertation in order to assess the hypotheses were:
•

Review and analysis of existing literature on the topic;

•

Survey;

•

Interview;

•

Experiment,

•

Statistical analysis of quantitative data obtained through experiment data.

The methods of research were quantitative and qualitative. Quantitative and Qualitative data
were combined in a single study what enabled to explain the obtained results and to make an
authentic interpretation.
Novelty
The advantages of Project-Based Learning in EFL context, especially its great contribution to
students’ speaking and presentation skills have been supported by extensive literature with
research evidence. However, there is almost no study on particularly reading skills enhancement
via projects in Iraq, which are organized in such a way that Reading skills are the main focus of
practice and advancement in the process of PBL project generation. There are few studies
concerning PBL projects’ active application in particular English Language skills or sub-skills.
The study is innovatively focused on identifying how Project-Based Learning projects improved
Iraqi EFL undergraduate learners’ reading skills. The projects that were designed and offered in
the dissertation are original and detailed.
Theoretical Value
The theoretical bases of the dissertation are:
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•

The eligibility of constructivist theory of learning to Project-Based Learning (PBL)
application with a proper and apt structure (Doppelt, 2003; Gülbahar & Tinmaz, 2006;
Sidman-Taveau, 2005; Simpson, 2011; Welsh, 2006);

•

Project-Based Learning (PBL) is an approach which is advocated by theoretical
principles of social constructivism (Helle, Tynjälä, & Olkinuora, 2006; Sidman-Taveau
& Milner-Bolotin, 2001);

•

Successful Project-Based Learning and Communicative Language Teaching (CLT)
integration (Beckett & Slater, 2005; Johnson, 2003; Thomas, 2000);

•

The Project-Based Learning education philosophy and the learning by and through
experiences(Aimeur, 2012);

•

Project-Based Learning integration into Second and Foreign language context (FriedBooth, 1986; Haines, 1989; M. Legutke, 1984; Papandreou, 1994;Sheppard & Stoller,
1995).

The theoretical value of the dissertation deals with the analysis of existing literature in ProjectBased Learning and its application in EFL context. The effects of Project-Based Learning on
EFL learners’ reading skills are emphasized in the dissertation. Reading comprehension
strategies in general and concerning Project-Based Learning and different assessment methods
could be strong theoretical bases for EFL teachers to help language learners in enhancing their
reading skills.

Practical Value
There is no need to declare the place of social media and technology in current-age children’s,
teenagers’ and even adults’ life. The place of reading is insignificant, compared to it. Students’
reading reluctance, reading comprehension difficulties and shortage of reading skills are clear
and distinct; some of our university students might have never read any academic writings. The
dissertation will help teachers to draw students’ attention to a number of attractive reading
projects. It should be noted that these projects are applicable for different types of students, with
different language and cultural background, not only to improve their reading skills, but also to
generate a positive learning environment in foreign language teaching.

4

Structure of Dissertation
The dissertation includes the following parts: introduction, 3 chapters, conclusions,
recommendations and appendices. It involves 39 tables, 5 figures and 2 graphs.
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CHAPTER 1 -THEORETICAL BACKGROUND (LITERATURE REVIEW)
1.1.

Theories of Learning: Pedagogical Approaches

The section below focuses on learning theories in EFL context. To shed light on the paradigm of
Project-Based Learning, Constructivist theory, Social Constructivism and Communicative
approach are discussed.
1.1.1. Constructivist learning theory
Worldwide high-speed changes have an effect on education system, teaching and learning
theories. Nowadays the trend in education has been to move from a static, immobile, passive
view of knowledge towards a more adaptive, authentic and active view.
Many educational psychologists were interested and more concerned with what was in process in
human brain. Dewey (2012, first published in 1916), Piaget (1973), Vygotsky (1978) and Bruner
(1966) proposed that learners could learn to effectively construct, build new knowledge and
information based on their prior knowledge. According to Dewey, experience forms the main
step of knowledge. Situations reflect and show the experiences of the environment, and learners
are in interaction with their environment. Dewey also believed that the prominent function of
Education was to develop “reasoning process”. Developing learners’ real-life problem-solving
skills is the prominent ability that constructivist learning method emphasizes on. As the main
theorist of Pragmatism and Progressivism, John Dewey (1933-1998) is generally referred to as
the philosophical founder of ideas that led to constructivism. The concept of Constructivism first
was theorized by Piaget. Bruner (1966) and Piaget (1970) are considered the chief theorists
among the cognitive constructivists. Vygotsky (1978) is the major theorist among the social
constructivists. However, Murphy states that constructivism roots came from ancient philosophy
of Socrates who, by asking series of questions, promoted students’ critical thinking (Murphy,
1997).
One of the first essential things we should do when considering how to teach our students, is to
accept that each student is individual, has his/her own learning style and does not learn in the
same way. Hence, many educators struggle finding out adequate teaching and assessment style
for their learners. A lot of research studies have been carried out in order to investigate the
effective teaching ways.
6

The process started with the Approach of Behaviorism, continued with Cognitivism and ended
up with Constructivist approach (Gülbahar & Tinmaz, 2006).Constructivism is getting premium
for several factors, such as learner-centered approach and students’ active participation (Frank,
Lavy, & Elata, 2003; Richardson, 2003).
In reviewing the literature on Project-Based Learning, recent research remarks that the
Constructivist theory of learning is postulated as a proper and apt structure and frame for
supporting the application of Project-Based Learning instruction(Doppelt, 2003; Gülbahar &
Tinmaz, 2006; Sidman-Taveau, 2005; Simpson, 2011; Welsh, 2006).There are a lot of
definitions of Project-Based Learning, but there are some properties that are constant with all
versions of it. The assumption of Piaget’s (1970) Constructivist theory of knowledge was based
on the idea that learners do not absorb or copy ideas from the outside (external) world, which is
an accustomed way of traditional class students like in Iraq, but learners must build their
understanding

and

concepts

through

active

and

individual

observation

and

experimentation(Piaget, 1970). The assertions below, that summarize briefly and clearly the
constructivist view of learning, overlap with the principal purposes of Project-Based Learning
approach:
•

The learner actively constructs knowledge, through achieving understanding.

•

Learning depends on what we already know, or what we can already do.

•

Learning is self-regulated.

•

Learning is goal-oriented.

•

Learning is cumulative(Mayes & De Freitas, 2004,p16).

•

Project-Based Learning is not only a way for implementing the Constructivist
philosophy. It is an instrument to deliver effective pedagogy(Pelech, 2008).

Overall as educators we should take into consideration the high global competitiveness during
the education process and students should not be a closed-circuit box where teacher pours
knowledge and learners, like empty vessels, wait to be filled. Contrariwise, learners are the
knowers of how to connect, have links and engage the learnt information with prior experiences
and background and to be able to properly implement it in real-life situations. The Constructivist
learning theory promotes learners’ analytical skills, where learners do not accept truth directly,
rely on someone else’s information without any interpretation. Furthermore, with Constructivist
theory, students shift from limitations and singleness to the world of mutual and group
incorporation of their prior knowledge and experiences.
7

From my own teaching experiences, the most significant necessity of Iraqi students is the
presence in meaningful academic environment. Constructivism builds up a platform for a myriad
of various backgrounds to come together and the learners get an opportunity to observe and
analyze information and ideas. Constructivism builds students’ understanding.
In cognitive constructivism, Piaget focuses on assimilation and accommodation – two important
learning processes. Moreover, the concept of equilibration was invoked by Piaget (1985, first
French ed. 1975) to define individuals’ knowledge and skills construct process. According to
Piaget, assimilation is the way learners attempt to comprehend new context by connecting it with
existing knowledge structure (equilibration). When learners are unable to link novel experiences
with existing data, it is resulted in cognitive conflict (disequilibrium). When learners adjust or
adapt new information to existing knowledge structure, it is an accommodation of novel
experiences (Mascolo, 2009; Pritchard, 2013). Constructing an understanding incrementally
develops students’ higher order of thinking (Gray, 1997) and facilitates to acquire “a deeper and
broader understanding”(Pritchard, 2013, p. 25).
In Project-Based Learning students are involved in active and dynamic learning. The new
obtained data and information are linked with their prior knowledge. Students produce outcomes,
findings and artifacts by exploring and coherently linking the real world with their own. To
accomplish their projects, students need to collect data by conducting surveys, interviews,
getting expert opinions and e-sources. These realistic task improvement stages promote learners’
abilities of assembling new concepts with accumulated informational data. Gradually, learners
advance their interdisciplinary knowledge (Gülbahar & Tinmaz, 2006; Thomas, 2000).
The social dimension of constructivism cannot be neglected. Real-life social regulations,
communities within and out of school and learners’ environmental concerns should be paid
attention to in the teaching and learning process. In the next sub-chapter, all of these aspects will
be elaborated in details in the context of Social Constructivist theory.

1.1.2. Social Constructivism learning theory
Social Constructivism was heavily influenced by Lev Vygotsky. He did not accept Piaget’s
assumption that it was possible to separate learning from its social context. He agreed with many
8

key points of Piaget; however, he did not share the view of a child as a “lone scientist”(Jarvis,
2005, p.19).As Harry Daniels remarked, learning and development from Social Constructivist
perspective take place in socially and culturally embodied context which are constantly changing
(Daniels, 2005).
The significance of social constructivism is the social interactivity between learners and those
who assist them to comprehend concepts or ideas to present or intellectualize more
effectively(Brown,

Collins,

&

Duguid,

1978).Vygotsky’s important notion is

1989;

Lave

&

Wenger,

1991;

Vygotsky,

‘Zone of Proximal Development’ (ZPD) and his

prioritized attitude to it highly impacted social constructivism(Pritchard, 2013; Sidman-Taveau
& Milner-Bolotin, 2001). The concept of ZPD elucidates the difference between what can be
achieved independently and what can be accomplished with guidance and encouragement from a
skilled partner or a more knowledgeable other (MKO)(McLeod, 2010). Furthermore, some
researchers support the idea that interaction of an expert and a novice is necessary in
ZPD(Lantolf, 2000; Nassaji & Fotos, 2004). Others assert and include equal peer collaboration
as pair or group work (Carmichael-Wong, 2004; De Guerrero & Villamil, 2000; Ohta,
2005;Tudge, 1992). In spite of various interpretations, all of the authors have an agreement of
foundation components of ZPD. That is, in the ZPD, a problem or a task and a person who
mediated an assistance is able to perform better than when unassisted(Khaliliaqdam, 2014). The
process of using different methods to support learners in order to improve and promote learning
is called scaffolding (Verenikina, 2003).This provision of help step by step should be withdrawn
as the learner gets competence over the task. This is what Vygotsky named scaffolding. Wood,
Bruner and Ross (1976) further elaborated and extended the concept of scaffolding:
Those elements of the task that are initially beyond the learner’s capacity, thus permitting
him to concentrate upon and complete only those elements that are within his range of
competence. (p.90)

As Hammond stated, scaffolding is the temporary help of a teacher in order to assist learners to
fulfill the required task or develop new understanding. In this way later they will be able to
complete a simple assignment or a task single-handed (Hammond, 2001). Teacher’s role as a
more knowledgeable person is crucial to maximize learners existing level of intellect and present
proficiency. On the other hand, scaffolding should be disassembled in adequate time once the
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learners master the task (Sharpe, 2001).The scaffolding concept is the prominent base of social
constructivist learning theory.

1.1.2.1.

The theory of Social Constructivism in Project-Based Learning and English as a
foreign language context

The 21st century technological, economic, political, and educational high speed progress has
increased the demand for authentic English language knowledge. Hence, the EFL field eagerly
welcomes some exerted influence of development of different learning theories on language
teaching.
Many pedagogies of foreign/second language teaching include implications of Constructivism
and Project-Based Learning is one method or approach which is advocated by theoretical
principles of Social Constructivism (Helle et al., 2006; Sidman-Taveau, 2005; Sidman-Taveau &
Milner-Bolotin, 2001). Socio-cultural theorists consider language not only as a tool transmitting
messages but also a vehicle for thought.
The connection between social learning and language is innate. It has risen out of our
desideratum or necessity to communicate with one another. It is usually an immediate
consequence of our long for solving problems (Miller, 2010), which entails Project-Based
Learning. Solving problems and communicability in the target language and in the social context
of it are some of the aspects that were realized through implementation of Project-Based
Learning in EFL or ESL context.
Further, one of the dearest worth features of Project-Based Learning is sensitivity to the culture
and the context in which learning is intended to take place. To make the learning process more
significant and eloquent, Project-Based Learning gets the edge of the social nature learning by
empowering student interactions (Symonds, 2008). Correspondingly with Vygotsky, the
effective learning secret bases on the composition of the social interaction between two or more
people with dissimilar levels of knowledge and skills (Williams & Burden, 2004). That is
implemented in EFL context as one of main principles of Project-Based Learning, which
provides team work or peer work. Lev Vygotsky’s widely known concept of Zone of Proximal
Development is the area of comprehension or understanding where learners move next and are
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able to work effectively with support or in cooperation with more capable peers (Pritchard,
2013). Teacher as a pathfinder and an advisor in Project-Based Learning in EFL context can
fulfill the position of a skilled adult or a peer.
The role of scaffolding is weighty to acquire knowledge and skills in Project-Based Learning and
it can advance language development of English as a foreign (EFL) and second language (EFL)
(Polias & Dare, 2001).Gibbons signified that to achieve cooperative and social learning in ESL
and EFL contexts, learners need to be engaged with real-life, meaningful and challenging tasks.
Language and tasks cannot be accomplished and mastered lonely; therefore, it is time when
learners conduce scaffolding in order to extend and elaborate their levels of understanding
(Gibbons, 2002).Videlicet, if scaffolding is used adequately as a bridge for learning gaps–what
learners have learned and what they are anticipated to know and able to do scaffolding, students
reach higher levels of comprehension and skill acquisition.
A teacher in Project-Based Learning is a facilitator whose function is to aid discovery not to
declare or transfer information to learners, whose role is to inspire and motivate learners to learn
and seek the knowledge, how to master and recognize the prominent skills needed to be effective
and applicable by learners in the present and in the future (Newell, 2003).Regardless of the
different contexts in EFL, Project-Based Learning is constructed to assist students in their
expedition to explore and disclose themselves, to create the environment and society where
teachers receive inputs to direct their scaffolding. Henceforth, teachers use scaffolding according
to the needs of each student or a group (Sidman-Taveau, 2005).
The mechanism of producing and building the artifacts leads learners to find out their particular
own steps to solution. A facilitator will assist learners to overcome obstacles and complicated
stages in order to achieve their goals and reach the expected destination, and by providing
reflections and feedback to individuals, team members develop their sharpened meditativeness
(Helle et al., 2006).Herewith in this theory, teachers do not play as a sage on the stage. Instead,
they act as a guide on the side.
Student –student or peer collaboration is another form of scaffolding in Project-Based Learning
that represents the theory of Social Constructivism (Pritchard, 2013).The opportunity of a skilled
teacher maximizes learning; however, dialog activities between peers can also provide the right
level of scaffolding for skill development (Ellis, 2003). Collaboration in the Project-Based
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Learning environment stresses inter-intragroup interactions, where learners actively get involved
in the learning process while investigating the proper path to the solution of problems (Collis,
1997). Peer collaboration is sometimes called peer-assisted learning, group learning, peertutoring, etc. In opposition to competitive or individualistic way of learning (Johnson, Johnson,
& Smith, 2007), this type of cooperation forms a friendly and warm social environment.
Peer collaboration enables students to improve, analyze and estimate their thoughts with group
members. Furthermore, it might encourage students to prepare entirely in order to prevent
disappointment and discouragement from other group members (Umble, Umble, & Artz, 2008).
Learners in Project-Based Learning are active learners who are engaged in social interaction in
the classroom. They are motivated to assist each other by providing suggestions for developing
artifacts or solving problems and spread subject’s perspective, plans, recourses and abilities
while learning (Stoller, 1997). Contribution in this way can advance critical skills (Pritchard,
2013).Additionally, through dialogic, cooperative and collaborative activities in Project-Based
Learning, learners clearly perceive and comprehend what and how to learn (Muniandy, 2000;
Pritchard, 2013). Many researches documented constructive effects of peer collaboration
(Barnard, 2002; De Guerrero & Villamil, 2000; Riazi & Rezaii, 2010; Van Lier, 2002;Walqui,
2006).
Features and characteristics are below summarized to give a brief and general view of
scaffolding and its effects in the language scope.
There are six successful principles of scaffolding suggested by Wood et al. (1976):
1. Activates learners’ interest to the task – in Project-Based Learning implementation
teachers attempt to distribute projects according to the tutees’ concern in EFL classes.
2. Minimizes the level of independence in the task to make it enforceable to the learner.
While implying Project-Based Learning, teachers provide students with some outlines or
graphic organizers to guide and show students how the required task could be
accomplished.
3. Sustains the target direction during the process of doing projects, tutees stick with goal
direction.
4. Indicates apprehensive features.
5. Manages frustration.
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6. Provides sample solutions to the task. Possible fruit of that scaffolding is advanced in
task competence by the learner in a stream that would outdistance his unaided efforts.
Van Lier (2000) remarks six features of scaffolding in the field of language:
1. Continuity – iterated occasions over time with differences connected to one another.
2. Contextual support – a safe but thought-provoking or stimulating environment where
mistakes are anticipated and approved as a part of the learning process.
3. Intersubjectivity – reciprocal engagement, two minds considered as one.
4. Contingency – the scaffolding endorsement depends on learners’ reflections and attitudes
where components can be added, suspended, terminated, repeated, etc.
5. Handover/Takeover – there is an augment of the learners’ functions when abilities and
self-assurance increase.
6. Flow – communication among members is not impacted but flows inherently.
It can be concluded that students, teachers and their surroundings all are “social beings, far from
being trivially true, this fact is a central aspect of learning”(Wenger,1998 in Driscoll & Driscoll,
2005, p.164). The learning which takes place in these kinds of authentic settings is more
meaningful, vivacious and lifelong because it is not separate and unrelated from its application,
but knowledge is integrated with application in the social context. Teachers’ and students’
missions in Project-Based Learning are different from those in the traditional methods. Teachers
are coaches and facilitators, and learners are self-directed, able to set their objectives, discover
resources, asses and analyze the learning progress in order to fulfill their aims. The gap between
the school world and the real-life society narrows with implementation of Project-Based
Learning in the EFL context. These are essential needs of Iraqi educational environment and
Iraqi learners instead of education settings, where knowledge is a ready-made product and
teacher is a dominant subject.
Socio-constructivist aspects of Project-Based Learning in EFL context lead researchers to
examine it according to the contemporary language teaching methods. Project-Based Learning is
one of the applications of communicative language teaching (Simpson, 2011).Nowadays,
English language teaching has moved away from the traditional methods to communicative
language teaching.

In regard to the importance of communicative language teaching, the

theoretical background and teaching/learning process will be evaluated further.
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1.2.

Methods of teaching reading in Foreign Language Teaching

The sections below give a view of different methods dealing with reading. The theoretical
background of Communicative Language Teaching (CLT), communicative competence and
Project-Based Learning (PBL), and reading from the aspect of Whole-Language will be
discussed.
1.2.1. Psycholinguistic theories dealing with reading
Another perspective which affects the development of language teaching theory from the aspects
of the individual language learner and the process of language learning is psychology. Every
day, when teachers enter the class and deals with students during the observation of language
learning process, they try to find the answer and the adequate solution to the question - why
some students are successful while others seem flounders.
This inquiry for the greatest part bounds to psychological concepts, because learning process is
unavoidably pierced with learners’ psychological knowledge stores. Therefore, psychology and
psycholinguistics in language teaching in the EFL context come into prominence (Stern,
1983).Psycholinguistics is the field of study of cognitive processes that promotes the acquisition
and use of language (De Bot, 2000). In the 1940s and 1950s second and foreign language
teaching were greatly influenced by behaviorist psychology and structural linguistics (e.g., the
Audio-Lingual method),based on inductive learning of grammatical rules, teaching and
practicing language structures through drillings (Nunan, 1992). However, languages are not only
the system of abstract structures; languages are vehicles which are used in thought and
communication and it is what psycholinguistics (or psychology of language) undertakes,
bringing to light how knowledge of language is assumed in the mind/brain of fluent speakers,
how input data are used to generate, produce and comprehend expressions and how speakers
gain these skills (Akmajian, Demer, Farmer, & Harnish, 2001).
Chomsky’s work in psycholinguistics greatly affected and dislocated the reliance on behaviorist
approach to second language teaching. Noam Chomsky, accepted as one of the successful critics
of behaviorism, rejected the behaviorist interpretation of language formation as stimulus control
conditioning (Dixon, 2004). He believed that children are born with a language acquisition
devise (LAD). With respect to Chomsky, this ‘little black box’ assists the child to communicate
in the native language without any help of adults in a short time span. He argued that language
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can be acquired through the inherent development of structures, which enables people to
recognize speech sounds, arranges linguistic input and composes and constructs words, phrases
and statements (Brown, 2014).Chomsky’s criticisms to behaviorism that language is not a
consuetude structure and rareness of iteration fixed phrases commenced the revolution not only
in linguistics, but also in psychology and psycholinguistics (Stern, 1983).
Further, in order to analyze the connections among psycholinguistics and reading, L1 reading
and reading in EFL context should be indicated. In recent years there is a remarkable worldwide
increase in the number of English language learners in the EFL context. This movement attached
importance to literacy skills, and reading still figures to be of primary importance to literacy.
Reading is probably the most significant skill not only for native English speakers and second
language learners (Ediger, 2001), but also it has a crucial importance for EFL learners. The
prominent role and aspects of reading in language proficiency is that it widely and deeply affects
academic literacy and achievement in tertiary academic context (Ediger, 2001; Songy, 2007;
Stoynoff, 1997). These academic advances are the real needs of Iraqi students. Many factors
have given birth to these deficiencies such as Arabic alphabet, which is completely different
from Latin, different writing way from right to left, unlike in European languages, lack of
libraries and insufficient level of reading habits.
Not only Iraqi students, but also many EFL learners have difficulties with reading
comprehension (David & Govindasamy, 2003; Otlowski, 2008; Vlack, 2009). Since the role of
English language is very important in international communication and in getting globally
scientific and technical information, on the stage of the 21stcentury,thedevelopmentof reading
acts as a satellite which receives the published information (Farhady & Sajadi, 1999) and
general comprehension of printed material is prevalent to search for and probe information, to
learn and imbibe new information and cognition, to synthesize naturally and evaluate
information (Grabe & Stoller, 2001). Alderson states that in many countries in almost all
graduate programs the knowledge of English is a pre-requisite (Alderson, 1984).
The interest in reading in a foreign language commenced with widely-recognized language
teaching method, Grammar Translation Method (GTM), also known as the “Reading approach”.
The main activity in this method was reading a text in the target language. It impressed on
matching the target language words with the appropriate meaning in the students’ native tongue
(Dubin & Bycina, 1991). The process of arriving at understanding and comprehending was paid
15

little or no attention. In addition, the ignoring of communicative purposes and overlooking
spoken principles of the target language caused the approach later to be rejected (Cahyono,
2010).
Then the 1940s and 1950swere the period of Audio Lingual Method (ALM) and the matter of
pronunciation gained more importance. Primarily speaking skills mattered. The structural
linguist Charles Carpenter Fries supported the notion that language means speech, which
culminates in conviction that reading skills development process should be moved after the
promotion of student speaking skills. Hence, for the teacher expended excrescence time to
provide oral learning before giving green light to reading text (Rivers, 1981).To this end, in
compliance with ALM, the principal functions of reading instruction was to improve and
strengthen learners’ speaking skills (Lado, 1964).While prosecuting the ALM techniques,
teachers realized the perception that reading as a reinforcement for oral skills is ragged and the
approach could not bring students’ level to the required academic standards.
Many researches remarked that, when taught for tertiary education, academic achievement is an
essential requirement based on comprehending written text increasing the prominence of reading
in EFL learning (Lynch & Hudson, 1991). Moreover, printed texts assist enhancing language
acquisition processes, open the door to good patterns of writing, opportunities to reach and
introduce original, new, modern, and hot topics to encourage and foster discussion and to study
the language (Richards & Renandya, 2002).
With the decline of Audio-Lingual method and with ever-growing demands for sophisticated
level readers, the need of reading for academic purposes impelled scholars to probe the reading
process through the findings of psycholinguistics (Farhady & Sajadi, 1999). A new concept of
reading was triggered by the old, but well-known psycholinguistic model of reading process
which is propounded by Goodman (1967, 1970). He stated that reading is a psycholinguistic
guessing game (Goodman, 1967, 1970). The new reading paradigm was inspired from
apprehension of Noam Chomsky’s linguistic theory (Silberstein, 1987). According to Goodman,
reading is a transactional socio-psycholinguistic process in which readers, in order to make sense
of text, engage with their knowledge of the language summon systems (Goodman, 1969,
1996;Goodman, Flurkey, & Xu, 2003). Furthermore, reading is a psycholinguistic process
because it produces an interaction and correlation of thought and language. In addition,
Goodman, in the transactional view of reading, advocated that reading is a cyclical
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psycholinguistic process. When the reading process commences, a reader coercively passes
through a series of cycles, such as visual or optical, perceptual, syntactic or semantic (Goodman
et al., 2003). Another Goodman’s considerable suggestion is that reading must be scrutinized
with social and humanistic aspects because it takes place at a particular time in a particular
socio-linguistic context (Wang, 2006).
For the purpose of clarity, it is worth to reveal the connection between the whole-language
approach and reading.

1.2.1.1.

Reading from the aspect of Whole-Language

Teaching reading does not always seem the same for educators. There are many different
philosophies and approaches to teaching reading to the language learners. The Whole-Language
Approach (WLA) is a philosophy that that stresses the importance of language learners thinking
about their thinking, or being metacognitive. Whole-Language Approach focuses on learners
making sense of skills that are involved in reading which opposes just memorizing the letter
sounds or symbols. The Whole-Language Approach to teaching reading focuses more on
learners making important connections between reading and real life. It stresses the importance
of learners’ learning and making sense of their emerging reading and language skills in relation
to other words. In concern with reading approach, proponents believe that this movement is more
than teaching reading–it illuminates the way to develop learners as independent readers and
writers by guiding and assisting them. Language serves the learners’ personal, social, and
academic aspects, as they tackle with the meaning and uses of prints in their surroundings
(Ediger, 2001). From the perspective of Whole-Language, reading is a far more multifaceted
process than matching letters to sounds (Goodman, 1967).
With psycholinguistic aspects of reading, Goodman qualified reading as information–processing
skill wherewith the learner–reader constitutes predictions and extrapolating, emerges hypotheses
and then disconfirming/confirming and correcting are required to build up meaning while
transacting with the written text. He called miscue on analysis– the methodology of research
which was used to construct this view (Goodman, 1967).
Shaywitz (2008), claimed that reading is a comprehending process of the conversation among
letters and sounds which forms a low-level decoding process. This view is rejected by the
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Whole-Language learning approach. This approach supports the upgrade from this insufficient
cuing low-level decoding system to gain the ground on a high-level intelligent guessing, making
sense, based on syntax and semantics. Additionally, predicting is not a distinctive characteristic
of reading; it is the oral language use’s nuts and bolts. Essentially, reading is as much a language
process as listening and speaking (Strauss, Goodman, & Paulson, 2009).

1.2.2. Communicative competence and Project-Based Learning
While reviewing the literature, it can be noticed that almost in all methods one of the principal
goals is to make learners learn how to communicate in the target language. Some educators
observed that being able to communicate requires more than just mastering linguistic structure
(linguistic competence). It requires communicative competence (Larsen-Freeman & Anderson,
2011, p. 121). The definition of communicative competence by Canale and Swaine (1980) is
probably the best–known. The four dimensions were identified: grammatical, sociolinguistic,
discourse and strategic competence. Over the years the definition has undergone some
modifications and actional competence was included. More and more language learning has
shifted towards the communicative competence notion. Stemming from authentic activities
engaged in Project-Based Learning, it improves language learners’ social, cognitive and
communicative skills. One of the benefits of Project-Based Learning is that it promotes
communicative competence as well as assists learners to acquire a deep understanding of group’s
partner (Cañado, 2012).
Bulach (2010), in his study of Project-Based Learning, in the promotion of communicative
competence with examining the impact of discourse, asserted that a focus on learners’ autonomy
and authenticity projects in language learning enables instructors to encourage their EFL learners
to speak more freely, thereby enhancing the communicative competence in the EFL context.
Project-Based Learning projects require a high degree of interactive negotiation among students
and it demands language learners to use all four language skills: listening, writing, reading and
speaking, which stretches learners’ communicative competence. The authentic nature of projects
in Project-Based Learning is another reason for the communicative competence advancement of
EFL learners. International and national standards in second language acquisition (Keengwe,
2014) also underline that language programs and approaches, such as Project-based learning,
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improve EFL learners’ language proficiency with communicative competence aspects and reallife reflection, because it contains and embeds real-life language usage and communication.
Wu and Meng’s (2010) study about the integration of inter–culture into intensive reading
through Project-Based Learning indicated that PBL projects not only assist the inter-culture
integration in EFL context, but also have a great contribution into the cultivation of EFL
learners’ overall communicative competence.
To summarize this section, it can be said that generally an adequate access to target language for
EFL learners is less possible. They directly return to their native language as they leave the
classroom and most likely there is no opportunity to practice what have been learnt in the
classroom. However, it is suggested that both linguistic and pragmatic competence acquired and
developed through the exposure and use of Project-Based Learning is one of the approaches that
generates a good basis for EFL learners to have sufficient target language exposure, input and
chances to practice the in-class acquired language knowledge in out-class environment, in reallife settings.

1.2.3. Communicative Language Teaching approach (CLT)
Interest to Communicative Language Teaching approach has started since the 1970sand in
research it has become a current trend and the most important approach to foreign language
teaching (Brown, 2000; Spada, 2007).CLT is accepted as an approach, not a method (Brown,
2000).
Communicative language teaching can be apprehended as a set of principles about the goals and
objectives of language teaching, how learners learn a language, the types of classroom activities
that best facilitate communicative language learning, and the roles of teachers and learners in the
classroom. The main theoretical concepts in communicative language teaching are
communication or “communicative competence”(Savignon, 2002).
In CLT the language is viewed not only in terms of its structure, but also in terms of
communicative functions that it performs. The approach proposes the understanding of how
people use or what people do with language forms when they communicate (Littlewood, 1981).
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Communication and communicative competence has become the main goal of language teaching
in CLT (Johnson, 1995; Kim, 2003; Savignon, 2002), where almost everything is done for
communicative purposes (Larsen-Freeman & Anderson, 2011).
The Communicative Language Teaching Approach has been accepted as one of the effective
ways to enhance learners’ communicative competence. The approach assists learners’
communicative competence in using English for different purposes in different settings with
different speech communities (Heng & Tan, 2006).The aim of CLT is to make use of real-life
situations that necessitates communication (Brandl, 2007). Another prominent distinctive
characteristic of CLT is its underscore meaning-oriented instruction (MOI). The term appeared
in response to the language teaching method that emphasized the mastery of language forms
(Hedge, 2000).Because of the rapidly growing international needs for business, travel, and
technology, the traditional language teaching approaches could not fulfill the needs of EFL
learners (Chang & Goswami, 2011). The table 1.1 below displays

the comparison of

distinguishing features of different approaches to Language Teaching according to Marianne
Celce-Murcia’s “Teaching English as a Second Or Foreign Language” (Celce-Murcia, Brinton,
& Snow, 2013,p.29). It indicates that the distinctive characteristic of CLT is that it tries to satisfy
learners’ target language needs instead of sticking around mistakes to accomplish learners’
language incompetence.
Table 1.1. Comparison of Distinguishing Features of Approaches to Language Teaching
Grammar Translation

Audiolingual Method

Communicative
Language Teaching
Explained when
necessary
Central feature

Grammar rules

Central feature

Not explained

Meaningful
communication
Pronunciation

Not important

Limited

Not considered

Target= native–like
pronunciation

Use of translation

Central feature

Forbidden

Sequencing of lessons

Follows linguistic
complexity
Teacher – centered

Follows linguistic
complexity
Teacher – centered

Teacher – student roles
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Target =
comprehensible
pronunciation
Used when
necessary
Follows learners’
needs
Teacher facilitates
student-to-student
interaction

Attitude to errors

Accuracy emphasized

Accuracy emphasized

Errors part of
learning process

Balance of Language

Reading and writing

Skills taught

Skills

emphasized

Listening and speaking
emphasized

according to
learners’ need

Source: (Celce-Murcia, Brinton, & Snow, 2013: 29)

With the shift from teachers who are authorities and transmitters and students who are receptive
vessels to CLT, teachers begin to interact with students and encourage them to interact with
each other (Lee & VanPatten, 2003).The classroom can be converted into the area of ‘cooperative negotiation’, joint interpretation and sharing of expression, where learners are
negotiators (Breen & Candlin, 1980). They negotiate with self, the process of learning and the
object of learning(Richards & Rodgers, 2001). Therefore, learners should be involved in the
class discussion and have an opportunity to negotiate meaning with their peers and teacher.
Learners should be motivated, inspired and encouraged to express and reflect their personal
opinion, thinking, feelings and needs ( Johnson, 1995). Hence, student-centered environment is
formed and gives learners a high sense of “ownership”(Brown, 2007).
In summary, in various countries educational and political institutions have become more
sensitive towards the prominence of teaching foreign languages for communicative purposes (not
only for the purpose of passing an exam or test or of fulfilling the requirements).Hence, learners
might become more competent and global to achieve the aims of communicative language
teaching (Brown, 2000), and CLT would bring students closer to the target language community
(Johnson, 1982).
There are several studies which have remarked and documented the prosperity of
implementation of the CLT and Project-Based Learning integration (Beckett & Slater, 2005;
Johnson, 2003; Markham, Larmer, Education, & Ravitz, 2003; Sidman-Taveau, 2005; SidmanTaveau & Milner-Bolotin, 2001; Simpson, 2011; Thomas, 2000) and the features of ProjectBased Learning complement the features of Communicative Language Teaching.
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1.3.

Project-Based Learning

In order to better comprehend and find out how Project-Based Learning connects theory and
practice and naturally engages learners with target language real-life context, the following
sections give in detail the history of Project-Based Learning and its definition, and how it is used
in EFL/ESL context. Moreover, Project-Based Learning’s benefits will be outlined not only in
language learning, but also in other areas with the challenges of implementation.
1.3.1. History of Project-Based Learning
Project-Based Learning seems and feels like the 21st century conviction; however, it is based on
a venerable foundation. Early proponents of learning by doing were Confucius and Aristotle,
also Socrates as mentioned in the Constructivist theory part. Modelled learning through
questioning, investigating and critical thinking – reflection of all these strategies can be observed
in today’s Project-Based Learning implementation (Boss, 2011). According to Beckett, ProjectBased Learning can find its roots in the mid-1800s, and first David Snedden presented it with the
lessons of science in American agriculture classes (Beckett & Miller, 2006). Later in the 20th
century it dated back to the early 1900s to John Dewey, who endeavored to support experiences
and action-based learning as the foremost perspective of positive learning (Van Lier in Beckett,
2006). Dewey also bent towards the consideration that classroom should be not an isolated, but a
society-reflected environment and students should be active participants rather than simply being
stored containers (Eyring, 2001). Dewey’s reformative movement in the United States mirrored
numerous European precedent educational reforms, which suggested action-based, experiencebased and perception-based education (Petersen, 2008). In addition, the reform education
movement was affected by the nineteenth century industrial revolution, which brought to light
the importance of the social and cultural aspects in the growing development process. It also
used to Americanize immigrants in order to facilitate their integration into the society (Peterson,
2012).These perspectives are conspicuous in Dewey’s (2012, first published in 1916) pragmatist
study Democracy and Education, in which he accentuated that educators needed to develop
aprocess of learning, which produces responsible citizens and a democratic society of coefficient individuals who function in harmony. Dewey indicated that education is not preparation
for life, it is life itself. In this end, Dewey’s philosophy of education opts the learning by and
through experiences (Aimeur, 2012).
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One of Dewey’s philosophical counterparts, William Heard Kilpatrick, popularized educational
project work and brought it into prominence through his The Project Method pamphlet in 1918
(Beckett & Miller, 2006). According to Kilpatrick, an educational project is a ‘whole-hearted
purposeful’ activity that should be engaged and encapsulated into school settings (Kilpatrick,
1922). In the background of Project-Based Learning, there are some noteworthy influences like
Maria Montessori, Jean Paget and Lev Vygotsky (Petersen, 2008).
Afterwards, Kolb in his seminal work appertaining to experiential learning reunited
philosophical practicality, social psychology and cognitive-developmental humanism, which
provide a more substantive and indwelling learning theory. In experiential learning theory, he
emphasized the life-long learning and concrete experiences based on observation and reflection
(Kolb, 1984). In other words, learners in Project-Based Learning made connections between the
acquired information and their existing knowledge, which assists composing a meaningful
learning context after engaging knowledge in order to generate the end product (Wrigley, 1998).
From the Aristotle epoch till the 21st century, researcher-spirited teachers have tried to find the
way to engage students in the learning process as a meaningful participation. The ability of
synchronization of the prior and newly-gained knowledge with the deep, copious learning that is
actualized will not be senseless anymore. Otherwise, the school will be a theatre, the teacher – a
performer on the stage, and the students –passive audience sitting in rows, who are unable to
long after remember what was heard and seen. Project-Based Learning endeavored to provide
learning by doing, action-based learning, group dynamics and interpersonal communication. To
summarize, we can observe the fruits of educator scholars’ contributions to the education
process, as education and learning are more active, real-life connected and practical.

1.3.2. Definitions and description of Project-Based Learning
When students are struggling and cannot find solution to real-life challenges, the whole world
becomes a classroom (Solomon, 2003). Project-Based Learning is the process where learners are
in action, try to propound write-ups, some papers, online journals, leaflets, bulletins or booklets,
attempt to obtain and reach the required information by applying questionnaires, surveys or
online researches, come together to plan, meet, brainstorm, construct and produce end-products,
such as presentations, videos, performances, posters, or web-sites. Presentation skills are
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evaluated not only by teachers, but also by students’ peers. The purpose of Project-Based
Learning is to awake students’ feeling of responsibility for their own education, empower them
with the methods not heard of or overlooked in traditional circumstances like classrooms,
teachers, taught materials and entirely educational settings.
As one searches the literature, the scope of Project-Based Learning is apparent. It is related to:
negotiated language learning (Eyring, 2001; Legutke &Thomas, 1991; Padgett, 1994),
investigative research(Kenny, 1993), problem-based learning (Savoie & Hughes, 1994; Wood &
Head, 2004), and is also called project-based approach, project approach (Levis & Levis, 2003;
Papandreou, 1994), and project work (Fried-Booth, 1986, 2002; Haines, 1989; Henry, 2012).
It is indubitable that the names of approaches mentioned above are not all Project-Based
Learning itself and they do not involve all features of it. However, step by step the structuring
and development of these methods and approaches caused the emergence of this approach.
Thomas explained Project-Based Learning as a model that orchestrates learning around projects.
It is not the same with assigning projects in traditional classroom (Gülbahar & Tinmaz, 2006).
The Project-Based Learning knack is that it is not tangled of methods or approaches(Petersen,
2008). As Thomas states, Project-Based Learning is an educational philosophy, which in order to
provide more democratic and participatory community targets at providing possible directions
and ways. Further, for the method of learning he noted five considerable criteria for the ProjectBased Learning:
1. Projects are the heart of teaching strategy, where learners attain the main concept of
discipline via projects. If the projects, such as the enrichment projects, are out of the
curriculum, they cannot be examples of Project-Based Learning.
2. The discipline principles and central concepts are accomplished by questions or problems
on which projects are focused “drive” foster students to the apprehended solution
(Blumenfeld, Krajcik, Marx, & Soloway, 1994).
3. The assigned project should engage students to constructive investigation (Bereiter &
Scardamalia, 1993), otherwise, if a project is carried out with using already-learned
information or skills, it could not be a Project-Based Learning project.
4. Projects on some significant level should be masterminded by students. The teacher-led,
scripted projects are not Project-Based Learning projects. These projects are crafts of more
student autonomy and unsupervised work-time.
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5. Projects should involve real-life challenges (realistic) and generate the sense of
authenticity to learners and another principal feature is figured out solutions that should
have a potential to be implemented (Thomas, 2000).
A comprehensive instructional approach, which engages learners with constructive and
cooperative investigation, is called Project-Based Learning (Bransford & Stein, 1993).It is a
teaching and learning strategy that provides learners with an environment where they are able to
engage in multifaceted activities. To compose, it requires several different stages. A nonrestrictive duration may vary from a few class periods up to the whole semester. The approach is
focused on producing a product, demonstrating, and enjoining learners to discern and organize
their evolvement process (Han & Bhattacharya, 2001).
Project-Based Learning is an accorded praise to be the approach and means to master the 21st
century skills. It is the way that facilitates learners disengaging from rote-learning and
memorization to making headway in harmonization to movement from information age to the
Age of Conceptualizing (Ministry of Education, 2006). The schematic representation of the
Project-Based Learning definition by Malaysia Ministry of Education is also conspicuous
(Ministry of Education PROJECT-BASED LEARNING HANDBOOK “Educating the Millennial
Learner", 2006, p. 5). The scheme below summarized some phases of Project-Based Learning
working process. Getting a meaningful end-product is significant here, where various products
(planning, construction, training, media, technology, presentation, and written products) can be
generated. The synchronization between the teaching and learning method, not student isolation,
but, on the contrary, engagement in learning is prominent – taking into consideration the
development of skills. It is evaluated not only by some tests criteria, but also by authentic
assessment.
Furthermore, many educators consider projects as displayers of learning by doing (Blumenfeld et
al., 1991) and this approach has been acknowledged as the most effective learning approach
(Lombardi, 2007). Many famous names mentioned it in their quotes like Benjamin Franklin
”Tell me and I forget, teach me and I may remember, involve me and learn”(Van den Brule
&Paris, 2007, p. 30). “What we have to learn to do, we learn it by doing” also known as
Aristotle’s expression. In other educational terms, the student-centered approach comes into
prominence. As Project-Based Learning is a student–centered approach, therefore a lot of
researchers and instructors develop a positive attitude towards it (Chang, 2014).
25

Figure 1.1. Schematic representation of Project-Based Learning

Source: (Ministry of Education, 2006: 5)
Prince and Felder (2006) state that Project-Based Learning gets started with an assignment to
accomplish one or more tasks that guide to output of end-product - a model, a design, a device or
a computer simulation.
When defining Project-Based Learning, we should take into consideration several types of
projects. One is the structured projects – the topic is set and prescribed by the teacher (learners
have some options to choose). Data collecting and analyzing method is clarified and specified;
learners have some offers to decide on. A semi-structured type of projects, where learners take
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on more responsibility, projects’ court and equipment are organized both by the teachers and
learners. When projects are completely defined and illustrated by learners, these are unstructured
projects. Projects, which are conduced communication with experts, individuals or businesses by
using letters, faxes, phone calls or emails are called correspondence projects. Survey projects are
those, where learners necessitated generating a proper instrument to survey and then implement
it in order to collect the data and analyze them. Production projects encapsulate learners making
products such as: bulletin boards, radio programs, videos, poster sessions, handbooks, written
reports, oral presentation, travel itineraries, letters, menus and brochures. If projects lead to oral
presentations like some debates, theatres, fashion shows or food fair, these are performance
projects. Final projects to be mentioned are organizational ones where students need to plan and
organize a club or a table of conversation or a partner program (Haines, 1989; Henry, 2012;
Michael Legutke & Thomas, 1991; Petersen, 2008; Stoller, 1997).
It is difficult to specify a pandemic or worldwide accepted definition of Project-Based Learning
(Welsh, 2006).However, the well-known project expert Sylvia Chard’s project’s definition is
frequently encountered and repeatedly cited in the literature. According to Sylvia Chard, project
is “a deep investigation of a real-world topic worthy of children’s attention and effort” (Curtis,
2002, p. 50). Curtis supported a three-phased approach to projects which is shown below in
figure 1.2 summarized by the researcher.
Figure 1.2. Schematization of Curtis’ conviction

Project topic elaboration

Gathering and analyzing
data

Demonstration of
the end product
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Further, principal features of the Project-Based Learning are defined as Six A’s by Almeida,
Johnson, Steinberg (2006), these principles are: authenticity, applied learning, academic rigor,
active exploration, adult correlation and assessment. The properties of authentic projects are
being able to reflect and represent situations and circumstances that might occur in learners’
indoor or outdoor settings and generally around the world and prop up questions that are
meaningful to students. Steinberg states that applied learning stipulates learners to use their
abilities and skills, like self–management and organization. Academic rigor necessitates learners
to gain, carry out and practice knowledge, connect it with an assortment of disciplines and use
higher-order thinking skills and research methods. In active exploration, a remarkable amount of
time should be allocated to an area-based study and miscellaneous ways for investigation and
media should be utilized. Peer-collaboration, multi-age, same-age negotiation, team-works are
characteristics of adult correlation; moreover, another significant indicator is learners’
interaction with specialists and professionals. Rubrics designing process should involve learners’
contributions, exhibition and portfolios that are also used frequently as the methods of
evaluation, existence evaluation of expert, all of them are considered to be elements and features
of whole assessment process.
The continual progress of world has its own effects on the education field and causes the flourish
and alteration of notion and concepts in education. In this sense the definition of Project-Based
Learning also has been changing and every new day the scholars’, educators’, trainers’, teachers’
new observations, surveys, researches, and obtained results bring new possibilities to adjust the
description of it. Naturally, as to every approach some ejections and insertions are possible. In a
simple way, Project-Based Learning is a work that provides connections between a group of
learners and gives them some opportunities like taking on an issue close to their hearts, step by
step find out a response and be able to present the results to a wider audience. Project-Based
Learning opens the door from disciplinary approach to authentic life. It assists learners to get
competence in the field of study. Moreover, it correlates theory with practice.
As Project-Based Learning is a real-life integrated and prominent transmitter of authenticity to
the education field and the carrier of the 21st century’s desideratum, it is certainly momentous to
explore and reveal Project-Based Learning in EFL and ESL settings, which is presented in the
following section.

28

1.3.3. Project-Based Learning in English as a Foreign and English as a Second Language
(EFL/ESL) context
Nowadays in a lot of countries English is the most commonly studied foreign language (Kitao,
1996). On a different level of learners’ education life at school they have to learn English as a
foreign language (Chang, 2014). However, the applicability and practicability of English to real
life are the most tragically lacking factors in English as a foreign language instruction (Symonds,
2008). The contemporary education animadversions have asserted that learners cannot or are
weak to master essential concepts and principles of a foreign language and they are not able to
use what they learn in daily life (Finn, 2008). Teachers’, learners’ and researchers’ experiences
prove this to be true. Despite teachers’ constant efforts and exertions in the classrooms, learners
undergo the mountain of information and data, and mostly the obtained results are not
satisfactory and underwhelming, learners heard narration–convert to disremembered or sunk into
oblivion information pond (Bagherzadeh, Motallebzadeh, & Ashraf, 2014). The researcher as an
insider of EFL community shared the same feelings.
From day to day, demands are expanding, concerning the usage of English language, how
English could be taught more effectively, how language could be acquired easily and cozily to
apply in each phase of real life. Hence these demands have become essential and objectives for
English Language instructors, in order to fulfill these 21st century needs, various education
approaches spring and attempt to be implemented in the field of language education. ProjectBased Learning is one of them (Noom-ura, 2013), which has got importance from the 1980sand
the integration of Project-Based Learning into second and foreign language context has been
blossoming and developing all over the world (Alan & Stoller, 2005; Fried-Booth, 1986; Haines,
1989; M. Legutke, 1984; M. Legutke, 1985; Papandreou, 1994; Sheppard & Stoller, 1995;
Stoller, 1997; Tessema, 2005; Tomei, Glick, & Holst, 1999). However, according to Hedge, the
lights of Project-Based Learning commenced brightening English as a second language context
inthe1970s (Hedge, 1993) and then, after a while, various aspects of Project-Based Learning
appeared in English as a foreign language environment.
Fried-Booth (1986) was one of the forerunners who recommended the usage of the term ‘project’
in the EFL context. Her book “Project Work” was one of the initial publications which drove and
portrayed an application of project learning in Second Language Acquisition (SLA). According
to Fried –Booth, the gap between language learned in the classroom and language used out of the
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classroom is bridging with the project works. She stated that projects conduce inherently
ingenerating of language tasks. Haines, on the other hand, emphasized, that projects subsume
multi-skilling activities, which pay attention to a scope of interest, rather than particular language
works (Haines, 1989). Stoller (1997), in his turn, asserted that Project-based Learning should be
accepted as an inherent evolvement of completely integrated language and learning of content,
within Project-Based Learning it becomes a feasible solution in multifarious settings connected
with the English language, such as General English (GE), English for Academic Purposes
(EAP), and in ESP (English for Specific Purposes). Furthermore, Project-based learning is a
practical choice in English language for vocational, professional and occupational purposes.
Hedge (2000) indicated the thought that projects are wide-broad tasks, which generally provide
learners with an opportunity to combine language skills with various activities. The integration
of language with other skills occurs during deciding goals, planning, data and information
collecting through listening, reading, observing, interviewing, having group information debates,
solving the problems, writing and doing oral reports and showing. She also supported the idea
that Project-Based Learning is homo-featured with task-based learning, but Project-Based
Learning is multi-tasked; it is more than a single task. Moreover, it is tasks’ harmonization.
Project-Based Learning is a systematic teaching method, which improves learners’ language
skills, notional and intellectual understanding, and universal personality skills by favor of
substantial and valuable projects (Ribé & Vidal, 1993). Numerous authors steadily presented
Project-Based Learning in a second and foreign language application as a strong and influential
instruction method to enhance learners’ second or foreign language skills via learning by doing
(Hutchinson, 1993; McGrath, 2003; Ribé & Vidal, 1993).

As mentioned above, language

learners perceive the target language as an unfamiliar tool, because they do not have any
opportunity or chance to use the obtained language neither in indoor settings (in the class, in the
house), nor in outdoor settings (outside the classroom, in the streets, parks, squares, etc.)
(Simpson, 2011). Project-Based Learning facilitates and enables learners to be involved in active
participation, rather than getting theoretical input with hands-on experience in realistic,
authentic, meaningful context, and prompts language learners’ problem solving skills and fosters
ingeniousness of getting and composing the end-product (Fried-Booth, 2002). Learners should
see that the language which they struggle and endeavor to learn can be utilized in their daily and
professional lives and it is applicable to their demands and it is an instrument to accomplish the
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required tasks. In this way, learners are able to develop their language skills, social and
communicative competence. With cooperation and self-discipline learners gain confidence and
independence. In the end, learners, through the real-life project implementation, acquire a proper
adequacy and qualification of the target language, which cultivates learners’ language skills and
makes them easy, fluent users of the target language in different speech contexts, such as their
private lives, their native and target language culture and personal environment to global
problems. Therefore, Project-Based Learning is compatible to classes with different achievement
levels and mixed abilities because each learner has a chance to put in work and display not only
pure language skills, but also their personal crafts (Dhieb-Henia, 1999; Ursula Hilton-Jones,
1988).
While reviewing literature, the trend becomes visible: an increase in computer-assisted ProjectBased Learning application in EFL context (Sidman-Taveau, 2005). In this connection, when
Project-Based Learning is assisted with the technology, it becomes even more effective, and
learners get a profound target language knowledge. In addition, when English language teaching
is realized through Project-Based Learning in a web-based setting, learners vitally acquire the
ways of how to learn and gain knowledge with enhancing their inter-technological and
interpersonal communication and negotiation (Moss & Van Duzer, 1998; Wang, 2009; Wrigley,
1998) and have a natural opportunity to be in some kind of reciprocation, mutual interaction and
correlation needed in their future carriers and employment (Duch, 1996).Furthermore, while
reviewing and studying Project-Based Learning literature, it is possible to see many different
schemas, figures, tables, charts which succinctly show the effects of it in EFL, ESL and SLA
settings. One of such figures is presented below (Beckett & Slater, 2005, p. 108). It pithily
summarizes the aforementioned issue – Project-Based Learning and EFL interrelations.
Three main parts are analyzed in the framework: target language, content and skills. They
represent the prominent features of Project-Based Learning in the EFL context, such as
knowledge and skills acquisition where sharing occurs through a project. Using the target
language (English), with dotted double-edged arrow, signified that many of the skills (drawing
conclusions, classifying, designing experiments, formulating theory, defending an opinion)
demonstrated in the planning framework above can be captured, such as classification trees, flow
charts, tables, decision diagrams, which include the content displayed and mirrored a particular
language for describing.
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Figure 1.3. Project-Based Learning and EFL interrelations

Source: (Beckett & Slater, 2005: 108)

It seems evident that Project-Based Learning assists and enhances the learning of content and
language in a sphere of English as a foreign language. In addition, it equips learners with a
strong communicative competence and factual knowledge what is rarely seen in traditional
language classroom. The table below shows that both traditional and Project-Based Learning
instructions have course goals, objectives and outcomes. Nonetheless, they have some
distinguished differences; learners’ academic and real-life language demands are the foremost
indicators in Project-Based Learning- EFL context instruction, but in traditional instruction it is
important to pour what was planned and determined without considering learners’ language
gaps. The role of Project-Based Learning in EFL context in not to transfer language knowledge
like in traditional language teaching; the high-level awareness of target language is significant.
Some information was used from Michele R. Mapes (Effects and Challenges of Project-Based
Learning: A Review) to generate the chart below (Mapes, 2009, p. 9).
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Table 1.2. Comparison of traditional teaching style with Project-Based Learning
Traditional Teaching Style

Project-Based Learning

Teacher-centered. Teacher is in charge of the

Learner-centered. Peer negotiation and

process of language learning.

Interaction. Teacher is a facilitator.

Holistic transmitting of language knowledge to a Constructing the knowledge of language.
group.
Material memorization is essential.

Content understanding is prominent.

Cosmetic learning of language (shallowing

Deep language learning (through comprehending

information about a lot of concepts).

main concepts, focusing on social and
communicative language competence).

Learning out of the context.

Authentic learning in context.

Individual language learning.

Group language learning.

Traditional assessment.

Performance-Based assessment.

In conclusion, literature review relevant to Project-Based Learning and EFL relations or the
effects of Project-Based Learning in EFL context obviously shows that it is at all points steps
ahead of traditional language teaching method. From being eligible to current century’s
demands, it gingers up the educational process of language teachers and learners, and, the most
significant, each phase of the Project-Based Learning pivots of learner, so, indeed, learners are
equipped with the required academic attributes as well as with well-developed not only language
skills, but also real-life competence.
Project-Based Learning is also used very productively in the ESP (English for Specific Purposes)
context, because the traditional English teaching way is insufficient here. It gives opportunities
to students not just to learn English relevant to their specialties, but also helps to develop critical
thinking, creativity, collaboration and self-direction. Furthermore, Project-Based Learning opens
the door to enjoyable and effective ways to learn English and gain real-life skills.
Lastly, PBL abbreviation is used for both Project-Based Learning and Problem-Based Learning.
However, in this study the PBL abbreviation is only used to refer to Project-Based Learning.
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1.3.4. Project-Based Learning used for reading
In recent years, Project-Based Learning has received a great deal of attention from educators
around the world and is now establishing its place in the foreign language learning context
(Cusen, 2013). Small (review, research articles within short-term implementation) and large–
scales studies (MA, Doctoral Thesis and books) almost all laid emphasis on the effect of ProjectBased Learning on General English language skills and EFL/ESL students’ English language
learning attitudes. The studies tried to investigate the effect of Project-Based Learning on all four
skills together – reading, writing, listening, speaking - and other non-language related skills.
However, there are few studies that focus only on one English language skill, in particular, on
reading.
Agustina (2009) did an action research in Accountancy Department at the State Polytechnic
University in Malang. The aim of the research was to prove that through Project-Based Learning
EFL students improved their reading and speaking skills. Findings indicated that PBL in the
form of student–made newsmagazine improved learners’ reading and speaking skills.
Simpson’s (2011) doctoral thesis is an empirical study that provided an in-depth examination of
Project-Based Learning integration in EFL context and its effects on Thai University English
Language Tourism classroom’s third-year students. This is a mixed research study, where data
were derived from quantitative instruments which included TOEFL – Reading IBT, speaking,
and writing. The study’s findings indicated that Project-based learning had a statistically
significant effect on EFL learners’ reading skills. At the end of this study, it was also found that
EFL learners developed their reading skills to summarize the information, understand the main
idea and the ability to read to improve their writing skills.
Chu et al. (2011) carried out a case study concerning the Project-Based Learning. The study
results gained from quantitative and qualitative analyses, the PIRLS (Progress in International
Reading Literacy Study) test, surveys and qualitative interviews, all proved the positive effects
of Project-Based Learning on learners’ reading abilities. Statistically proved students’
improvement of reading abilities was supported by qualitative components. Qualitative data
indicated three areas of development, which were related to the learners’ reading abilities:
reading comprehension, reading speed and vocabulary progress.
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Nassir’s (2014) large-scale study aimed to explore the effectiveness of Project-Based Learning in
English language skills’ achievement level and students’ attitudes towards English reading
lessons in the governmental school among ninth graders. Students’ English language skills
including reading skills were analyzed through pre- and post-experimental achievement test and
the obtained data were statistically analyzed by utilizing SPSS. The results of the study identified
that there was a significant difference in the experimental group students’ English language
achievement test. In relation to reading, the experimental group students’ reading skills
(skimming and scanning skills) post – test means were statistically higher compared to the
control group and the difference between the experimental and the control group related to
skimming and scanning skills was statistically significant. The calculated effect size (by Eta η
square) of PBL on experimental groups’ reading skills showed that there was a large positive
effect. This study result provided strong evidence that strategies in Project-Based Learning
entailed higher achievement in the four main English Language skills (reading, writing, listening
and speaking) than in other English language areas such as vocabulary and grammar.
Soleimani, Rahimi & Sadeghi’s (2015) study aimed to investigate the effect of Project-Based
Learning on Iranian intermediate level female students’ reading ability, short-term vocabulary
development and its recall in the long term. The research study tested and not only proved
statistically the positive effect of Project-Based Learning on intermediate level EFL students’
reading comprehension, but also ascertained that well–designed projects foster learners’ short
and long-term vocabulary recall achievement. The analysis outcomes identified that not only
there was a significant difference between the two set scores of Project-Based Learning
implemented group, but also this group’s reading ability outperformed the control one.
Shiraz & Larsari’s (2014) paper examined the effect of Project-Based Learning activities on Kish
English Institute of Rasht, Iran intermediate EFL learners’ reading comprehension. It is a
detailed study with two experimental and one control EFL learners’ groups, which revealed that,
irrespective of the type and nature of the project (one of experimental group’s projects was
making up magazines, the other dealt with wall newspapers), the experimental group’s reading
comprehension skill level far outweighed the control group which received instruction through
CLT approach.
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To sum up, the few studies assessing the impact of project work on separate language skills and
in particular reading have so far shown a positive impact of project work on both students’
motivation to be involved in reading and on their development of reading skills.

1.3.5. Benefits of PBL in other areas than language learning
The 21st century competitive environment makes up progress every day. Therefore, success in
the educational field is connected with keeping up with the century’s technological innovations.
To get well-equipped learners, rapid global and digital improvement requirements should not be
ignored.
In this case we come across with another vital teaching process points. Real-life settings, the 21st
century, digital age, world globalization and rapid development requirements should not be
ignored in the language learning process, but how all of these can be integrated into language
acquisition? By this time, in ESL/EFL context various approaches have been implemented, such
as:
a. Grammar-Translation Approach
b. Direct Approach
c. Reading Approach
d. Audiolingual Approach (United States)
e. Oral–Situational Approach (Britain)
f. Cognitive Approach
g. Affective–Humanistic Approach
h. Comprehension–based Approach
i. Communicative Approach (Celce-Murcia, Brinton, & Snow, 2013, p. 5)
However, in recent years new approaches have started blossoming in ESL/EFL contexts
(Computer-Assisted Language Learning, Problem-Based Learning, Brain-Based Learning).
Project-Based Learning is one of the approaches, where the main principle is the engagement of
language skills with real–life settings. For many years, Project-Based Learning has been used as
an effective learner-centered and productive approach in medicine, engineering, economics and
business in order to compose authentic, experience-based, meaningful and powerful engineering,
and science and technology concepts. PBL is an approach which equips ESL/EFL learners with
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the 21st century skills (Kavlu, 2015b), such as higher-order, critical, and analytical thinking.
Furthermore, ESL/EFL learners, while generating projects in Project-Based Learning, besides
acquiring English language skills, have an interpersonal and intergroup cooperation, peercollaboration and communication, brainstorming and problem-solving environment. Students
also learn how to collect and analyze data to accomplish the required project. By presenting
research results of completed project end-product (poster, power-point, leaflet, brochure,
magazine, or newspaper) learners enhance their speaking and presentation skills.
Nowadays Project-Based Learning (PBL) establishes a ground to in-depth knowledge and leads
learners to acquire real-life skills.
General consensus is that English language is no longer seen as just a lingua franca or as a tool
that can be taught without engagement with other disciplines and skills. Learners need not only
make progress in their English language proficiency, but also advance other generic, global
competences, such as intercultural and interpersonal communicative competence, digital
competence and integrate them into their skills’ repertoire which entails the attitudes of
flexibility, tolerance and collaboration (Fitzpatrick & O’Dowd, 2012).
The 19th and 20th centuries’ industrial changes and the 21st century high-speed technological
progress are the main causes and triggers of implementing Project-Based Learning in EFL and
ESL contexts (Baş & Beyhan, 2010; Rousová, 2008). According to Baş & Beyhan (2010), it is
synchronized with the need of an environment where learners acquire not only knowledge, but
also real-life skills. Therefore, the integration of Project-Based Learning into EFL and ESL
context has increasingly been growing since the early1980s (Alan & Stoller, 2005; Fried-Booth,
2002; Haines, 1989; Papandreou, 1994; Sheppard & Stoller, 1995; Simpson, 2011; Tessema,
2005; Tomei, Glick, & Holst, 1999). It is based on the Constructivist theory (Ke, 2010) and
shifts away from the traditional, teacher-centered approach to the learner-centered one.
According to the Constructivist theory, knowledge is not only what is taught, but it should also
be shaped with learner’s active behaviors (Benson, 2013; Yam & Rossini, 2010). Learning
process occurs when learners connect new information with their background knowledge
(Sidman-Taveau, 2005). Learning responsibility transfers from teacher to the learner(Doppelt,
2003). Consequently, teachers’ roles change from a lecturer to the role of a partner, a facilitator,
a guide and a tutor in the process of learning transfer. Learners are active; they gain knowledge
through active thinking and solving problems. Knowledge is not rote memorization, homework
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from books or exercises done for teachers, is learners’ selecting, retaining and elaborating
information which allows them to satisfy their curiosity (Holt, 1995; Rogers, 1970). Learners
build long-lasting knowledge and meaning when the new information is connected with her or
his peculiar way of perception (Baş & Beyhan, 2010; Brooks, 1999). Learners’ active
participation is prominent in Project-Based Learning. It is a deep-learning approach, which
engages learners in the investigation of real-world problems and engenders an active learning
environment through substantial and valuable projects (Ribé &Vidal, 1993; Hong, Yam &
Rossini, 2010). Project-Based Learning conduces to learners to create links between textbooks
and real-life language (Fried-Booth, 2002). Besides enhancing learners’ engagement in probing
important and meaningful questions, Project-Based Learning also assists learners to develop
collaborative and communicative skills, which are noteworthy features in learners’ later working
life (Hadim & Esche, 2002). Collaborative learning improves learners’ ideas and thought. As
projects are often done in groups, this joint undertaking trains and advances learners’ abilities for
team-work and productive collaboration (Henze & Nejdl, 1998). Hilton-Jones (1988) explained
Project-Based Learning as an eligible approach for mixed-ability language classes, because
fulfilling projects enable learners to work in the pace and level that is appropriate for them.
Project-Based Learning gives opportunities to learners to comprehend their real needs for using
the target language (Dhieb-Henia, 1999; Hilton-Jones, 1988).
There are many studies (MA and PhD theses, longitudinal studies), researches that investigate
the effects of Project-Based Learning not only on language skills (speaking, listening, reading,
writing), but also critical and analytical thinking, problem solving, generic and life-long skills,
and digital skills, which are reported as positive and fruitful (Ke, 2010; Petersen, 2008; Rousová,
2008; Simpson, 2011). The adaptation of Project-Based Learning in EFL classrooms can be
prosperous and advantageous.

1.3.6. Teachers’ role in PBL projects
As it was previously stated, Project-Based Learning is a student–centered approach. That is why
it requires a fundamental shift in the teacher roles (Beckett & Miller, 2006, p. 144). It is a
journey where learners find out who they are and what they want to learn and become (Simpson,
2011, p. 46). Therefore, teachers play a crucial role in assisting learners to explore their own
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journey. Teachers can play many different roles in the process of project implementation. Even
during one class there are times that teachers’ roles change.
Teacher as a facilitator in Project-Based Learning originates activities in the way that learners
get opportunities to build and strengthen their skills in critical thinking, inquiry and problemsolving (Fried-Booth, 2002; Newell, 2003). The constructive inquiry environment established by
a teacher–facilitator should encourage risk–taking (Blumenfeld et al., 1991). To assist the
successful learning settings and burst it out into blossom, a teacher-facilitator can help learners to
improve goals, monitor the process of project generation, answer the raised questions and
provide suggestive options, whenever learners reach an impasse (Woodward & Cuban, 2001).
Teacher taking the role of a facilitator offers advice and assistance.
During learning or generating projects learners may struggle to procure high–quality artifacts.
Therefore, a teacher–facilitator enables learners to undertake the projects successfully. They
need to guide, model and support learners (Blumenfeld et al., 1991). Furthermore, teachers need
to monitor the process of progress and provide constructive feedback. At the same time, teachers
should refrain from imposing their own ideas on students, because projects are learners’ own
voices, ideas and designs’ reflections (Clark, 2006). Whenever learners have an opportunity to
inquire, imagine, struggle for possible answers, guess the solutions, interrogate each other,
compare phenomena and generate their own outcomes, they are fully engaged and motivated in
their in-depth study.
In Project-Based Learning a teacher is an advisor. The teacher acts as an advisor to be in
harmony with his/her learners. He/she is a consultant who helps them to get ahead on their
journey of learning. Learners’ actual needs are understanding, love and heartening, simply
sharing the same moments with them while doing or suffering to finish projects, to morally and
psychologically support and encourage students (Fried-Booth, 2002). At the same time, teachers
should know learners’ abilities, learning styles, aptitudes and paces (Markham et al., 2003)
In Project-Based Learning a teacher should also be a knowledgeable master. To be able to assist
learners effectively, teachers should be equipped with sufficient knowledge about projects and
their contents.
It can be concluded that for successful projects in Project-Based Learning, teachers’ competence,
support and guidance play prominent roles. However, a teacher should slowly withdraw the level
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of his/her input and culminate own-learning awareness in learners, who are competent to state
the problem, make possible investigation, gather and examine data carefully, find out solutions
and make decisions. Moreover, learners should correlate their prior knowledge with newlyacquired knowledge, which allows the emergence of more successful, self- directed learners,
able to work efficiently in teams.

1.3.7. Challenges in implementing Project-Based Learning
Various benefits are associated with Project-Based Learning, which have been previously
mentioned and discussed. Despite the numerous benefits of Project-Based Learning, it should not
be overlooked that each successful and useful implementation presents several challenges which
should be considered and possible solutions put forward to minimize the negative effects of
challenges.
According to Zhang’s (2015) study, the students reported that Project-Based Learning offers
them more opportunities to be active in learning, opportunities to analyze and synthesize
information. In spite of these advantages, students stated that Project-Based Learning also
requires too much time and effort.
Gülbahar and Tinmaz’s (2006) study shared the same idea about time and effort spent while
doing projects. Participants of the study expressed that they spent extensive time and effort and it
was difficult for them to manage submissions’ deadlines as they were overloaded during the
semester.
Guo (2006)in his study pointed out another notable challenge. He found that Project-Based
Learning application to Chinese teachers and students seemed to be a great challenge, because
they were used in teacher-centered classrooms. It means that both sides needed adjustments for
the formation of a student-centered environment. Some Chinese Universities’ teachers were
reluctant to apply Project -Based Learning because it required more time and effort.
Tsiplakides and Fragoulis (2009, p. 117) in their Primary School Project-Based Learning
implementation noticed that students were not familiar with group work, and sometimes they
seemed to have lost interest and motivation by the end of the project work.
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Applying specific methods and strategies to scaffolding, PBL teachers minimize the impacts of
challenges, which they are likely to encounter in the process of Project–Based Learning
implementation. Implementing projects assists teachers to adopt new roles and new classroom
management more easily (Ertmer & Simons, 2005). In the environment where teacher-centered
mentality is the dominant stepwise approach, gradual transition from traditional teaching model
to student-centered learning might be one of the solutions. Arrangement of various informative
panels, seminars and in-service teacher training programs, which elucidate and represent the
significance of putting students at the center of their learning, making them responsible for their
learning, taking into account personal dominants’ results in increasing students’ motivation to
learn (An & Reigeluth, 2011).
Being involved makes students willing to learn which might be another way of possible solutions
to the healthy shift to student-centered learning. Preparing a good activity plan and progress
schedule with the group members’ readiness to the parts that they are responsible for in the
project can be some of the positive factors to reduce the time spend on projects. Teachers’ welltimed scaffolding in appropriate phase of the projects can also be a beneficial element in
minimizing the time spent on them.
To conclude this part, it is needed to emphasize that, like all other learning and teaching theories
and approaches, Project-Based Learning has its own challenges, but it is beneficial for EFL
learning environment and EFL learners. It seems time-consuming and burdensome for teachers
as well as students. However, both teachers and students need to be persuaded that Project-Based
Learning is a platform of meaningful cooperation and collaboration which gives teachers
opportunities to be closely acquainted with learners, to improve substantially not only their
English language skills, but also learning and innovation skills, digital and presentation skills,
leadership, interpersonal, communication, team working skills, study and analyzing skills, which
are all at the same time pre–requisite for the 21st century members’ ability to maintain satisfied
and successful career lives. Moreover, it is a construct basis which emerges students’ abilities
and allows learners to explore their won capabilities which they are not aware of.
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1.4.

Conclusion to chapter 1

This chapter has demonstrated theories underlying Project-Based Learning: Constructivist and
Social Constructivist theories. The theories emphasize the substantial points what educators and
language teachers should do when teaching English language (in particular, reading) to not only
EFL and ESL learners, but also to all students. Each learner has his/her own learning style. The
theories underline the importance of interaction and collaboration in acquiring real-life, problemsolving skills, reasoning, establishing cause and effect relationships. All of these are some of the
key elements that Project-Based Learning focuses on and competences that are desired to be
attained for improving EFL learners’ reading skills.
Educators should take into consideration the high global competitiveness during the educational
process. Students are neither circuit boxes where teachers throw or pour knowledge nor empty
vessels to be filled. On the contrary, learners are engaged in the learning process based on their
prior experiences and backgrounds. Project-Based Learning creates an environment that shifts
learners from limitation and singleness to the world of mutual and group incorporation with their
prior knowledge and experiences. These are the most significant necessities of Iraqi students,
like many other students.
The literature review in the chapter proves that Project-Based Learning builds up a platform for a
myriad of various backgrounds to come together, taking advantages from each other’s
experiences, observing and analyzing information and ideas. Students can generate magnificent
artifacts and demonstrate outstanding performance in their learning process because in ProjectBased Learning students are involved in the active and dynamic learning process. Realistic tasks
while doing projects promote learners’ ability to assemble new concepts with accumulated
knowledge.
The chapter probes and presents how Project-Based Learning fulfills the increased demands for
authentic English language knowledge for the 21st century technological, economic and highspeed educational progress. The Project-Based Learning instruction considers language not only
as a tool for transmitting messages, but also a vehicle of thought. One more feature that makes
Project-Based Learning worth implementing is sensitivity to culture and context in which
learning is intended to take place. This also documents the relevance of Project-Based Learning
to Iraqi EFL context.
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As the research scope is reading skill, the chapter also introduces psycholinguistic theories
dealing with reading.
Remarkable world-wide increase in the number of English language learners in EFL and ESL
contexts attached a special importance to literacy skills and, first of all, reading, which is
indispensable for professional development in any sphere. The chapter has presented the short
history of Project-Based Learning and many definitions of the notion. It has illustrated types of
projects and principal features of projects. The chapter goes through Project-Based Learning
integration into second and foreign language context.
This theoretical part of the thesis provides a strong evidence that Project-Based learning assists
and enhances learning of content and language in a sphere of English as a foreign language by
equipping learners with a strong communicative competence and factual knowledge which is
rarely seen in traditional language classrooms.
The chapter also sheds light to teacher’s role in Project-Based Learning with some challenges in
implementing. Teacher is a facilitator and an advisor, whose function is to aid discovery not to
declare information to learners.
To summarize this chapter, after meticulous and elaborative literature review, the high positive
effects of Project-Based Learning in EFL/ESL context were observed. Although Dewey is
considered as a founder of ‘learning by doing’, the basic principle of Project-Based Learning
approach comes from the ancient philosophy and is related to the name of Socrates.
Project-Based Learning has come into prominence in EFL context because it enables EFL
learners to be involved in active, real-life participation rather than getting theoretical input. The
advantages and success of Project-Based Learning in EFL context are proved by extensive
literature with research evidence.
Project-Based Learning is a real-life integrated and prominent transmitter of authenticity to
education field and the carrier of the 21st century’s desideratum.
The next chapter presents the model of Project-Based Learning implementation in teaching
reading that was developed for holding the experiment.
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CHAPTER 2 – MODEL OF PROJECT-BASED LEARNING (PBL)
IMPLEMENTATION FOR TEACHING READING
2.1.The importance of reading for EFL students
Without enough reading it is impossible to get an academic level of language knowledge.
Reading is not only important in language acquisition, but also the crucial element for successful
comprehension of the printed material. The door to knowledge is opened by reading. The
proverbial quotes below advocate the importance of reading such as:
“Today a reader, tomorrow a leader” (Fuller,2009 as cited in Alabaster, 2010, p. ix).
“The right book in the right hands at the right time can change the world”(Coady & Johannessen,
2007, p. 2).
It means that if teachers lead and drive students to right and useful readings, it increases learners’
knowledge of the target language. Furthermore, it increases their cultural and social awareness
level as well as making them more tolerant, helpful and gaining good interpersonal relationships
which are sometimes more substantial in real-life settings than students’ English language
competence.
People can start speaking naturally through conversations and listening occurs from the first
moment of your life, but reading seems a quite complex skill even in ones’ first language. In the
second language, as well as in the foreign language acquisition, people are not able to read
without being purposefully taught to do so. As we deal with university level students, most
probably, they can read on some level, but the biggest problem is written text comprehension.
Reading, in academic contexts, is the most important skill for students to possess. This view is
also shared by Noor (2011), who also found that self-teaching and development embodies
reading as an integral concept, in terms of researching and investigating ideas and collecting
knowledge alone. This is particularly true with regards to reading in foreign languages. When
students study their disciplines at university in a foreign language, they need to acquire and
understand complex and subject-specific vocabulary, which EFL learners can only gain through
reading. Furthermore, if the education language is not the students’ first language, they do not
have the advantage of perhaps being familiar with certain subject-specific words through cultural
use or background understanding. In this respect, it is particularly important for students who
study subjects in a foreign (English) language to read more in order to understand not only
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subject-specific words, but also the writing conventions in terms of style and expressions.
Moreover, reading is fundamental for students to keep up-to-date with the news, not just daily,
but also news with regards to their majors. It is a tool for continuous education. Reading is a way
of acquiring new skills and knowledge in a foreign language, to attain information from the
media such as the internet, newspapers, magazines, leaflets and computers (Noor, 2011). To
manage successfully with the 21st century rapid innovations, challenges and complexities,
reading is a valued crucial skill not only for students, but also for people from different parts of
the society (Akanda, Hoq, & Hasan, 2013; Akarsu & Darıyemez, 2014). Sanders-ten Holte
(1998),emphasizes the importance of reading, in that it amplifies the quality of life and gives
opportunities to access culture and gain cultural heritage. He believed that reading strengthens,
sets citizens free and brings people together. The importance of reading is evidently high and
indisputable.

2.2.Reading in Iraq
As research was conducted among EFL learners’ in Iraq, learners’ reading habits and reading
itself within Iraqi communities and the Northern part of Iraq, Kurdistan should be portrayed.
Iraqi and Kurdistan regions are placed like a boxing ring - through the history war is the common
word that everyone knows. Therefore, it is difficult to talk about students who are well-educated
and have good reading habits, because it requires at least twenty years to educate the generation
which is well-read, enlightened, lettered with good reading habits.
In reference to UNICEF reports, until the 1990’s Iraq had one of the best systems of education
among Middle Eastern and North African countries (De Santisteban, 2005). Researchers in the
Northern part of Iraq have stated that this part of Iraq also was exposed to various wars and
conflicts. In 1988 Saddam Hussey in launched the chemical gas attacks on Halabja. Thousands
of people were killed and thousands of others were badly injured (Hooglund, 1991; Sarkissian,
2013).Then, according to the Watson Institute for International and Public affairs of Brown
University, collapsing of the Iraqi education system started in 1990 with the International
sanctions regime and got worse and culminated in 2003 with the invasion of the United States
("Costs of War," 2015; De Santisteban, 2005; UNICEF, 2005).A lot of schools, universities,
libraries were totally destroyed and countless printed materials and books were burnt. With
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respect to 2013 reports, 18% of Iraq’s population at the age of above 9 years old is illiterate. It
has been poignant dropping in educational achievement and in school enrollment which reached
a peak by 2014 attacks of ISIS on Iraq. Cities like Mosul which is at the same time the second
largest city in Iraq, Fallujah, Al-Anbar, Basra, and Ramadi being the most important cultural
centers of Iraq have been completely destroyed. Families have responded by keeping their
children at home. The education system is nearly annihilated in these regions. From 2003 until
2013 more than 4 million Iraqis were displaced by the increased ISIS attacks. It goes without
saying, that the education sector was devastated and the safety of schoolchildren, parents and
especially academics was completely threatened. Only between 2003-2008, 259 academics were
assassinated and according to Iraq’s Association of University Teachers 10000 professors left the
country during the twelve years of sanction (Wilson, 2013). All of these factors have been
impairing people’s cognitive development. Students have learning difficulties, lack of
concentration, get bored quickly, do not have enough patience to fulfill the required tasks and
also suffer from different psychological disorders (Baker, 2013).In addition to these issues, welltrained teachers fled abroad. However, the Northern part of Iraq –Kurdistan where my University
is located is the safest place (Mincheva & Gurr, 2013), but we have a lot of students from war
regions. Among all of these difficulties, the question of the place of reading in Iraq should be
answered. Maslow’s hierarchy of needs can be one of the essential answers to this question.
When psychological needs which are very basic and simultaneously vital, such as water, air,
food, sleep are not satisfied, the absence of one of these basic needs will not allow people to
improve. The satisfaction of these needs makes us able to focus on other things. Immediately we
are faced with the need of safety. Stabilization, protection and feeling safe cannot be negligible.
Apart from exceptions, reading cannot take place even in the third layer of the Hierarchy of
Needs (belonging, love). It is somehow on a fourth layer (self-esteem, confidence, achievement)
(Huitt, 2004).
In conclusion, life circumstances remove reading from the Iraqi people’s agenda. Furthermore,
generally my colleagues from my university, other lecturers from different universities, school
teachers and me observed that students are reluctant even to approaches which are widely
accepted as very productive and interesting. So the descriptions above could be some of the
reasons of this drawback. The inducement to draw attention to this concern that should be
pointed out is that as educators we have to be realistic that implementation of researches, case
studies and variable trials in Iraq generally will not give the same result as with the developed or
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warless countries. On the other hand, it should be emphasized that in spite of all of this negative
conglomeration, foremost the regional government of Northern part of Iraq – KRI (Kurdistan
Region - Iraq), local administration, teachers, students and parents show a great effort and try to
do their utmost to generate a high quality education system, to spread the educational network
system as wide as possible in order to have a more educated population and to keep pace with
the 21st century technological age.
As it was mentioned above, the non-stabilization, continuous wars mainly affected education and
correspondingly the people’s reading habits. People are trying to run away without food and
water, from ISIS attacks, seeking for shelter (Walker, 2014) or looking for the piece of land to
become a refuge to survive. These stand for the reasons that reading is impossible and
unthinkable.
Reading is interrelated with the total educational process (Palani, 2012). Passing the University
entrance exams, getting into a college are sorts of achievements which are accompanied with
reading and need successful reading habits and comprehension. The problems root in primary
schools first, second and foreign language acquisition, old hand-down, plain and colorless
textbooks to teach languages and other disciplines by young, less-experienced or old and too
conservative teachers. The most prominent determinant of poor reading habits is that the way of
success is passing through rote memorization, even the mandatory exam which is really a high
external motivator for studying and having required readings is based on rote memorization of
problems, solutions, and questions’ possible correct answers (Kavlu, 2015a). However, reading
is a practice that helps individuals to develop mental capacities, critical thinking abilities and
acquire creativeness (Chettri & Rout, 2013). So the shortage of reading impairs students’ higher
order thinking and comprehension capacities which are considered vital in academic roadway.
Furthermore, the failures or successes of students in academic life to a great extent depends on
their reading abilities (Chettri & Rout, 2013).
Another factor of poor reading habits is the fact that reading must be started from small ages, but
families and parents are not sufficient to encourage individuals to read because they themselves
are victims of the digital time.
One of the influencing parameters on students’ reading habits formation is the lack of
professional teaching staff. The reasons of professional teachers’ absence in Iraq – Kurdistan
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Region are multifarious. If students get a high mark from mandatory (University entrance) exam,
they directly choose the medical department, if the score is not enough - department of
pharmacy, then engineering. At last the students with low grades who are not accepted by other
departments apply to teaching departments and education faculties. To realize what impact on
teacher professionalism this factor has, researches assiduously claim that teachers are people
who have a great effect on students’ reading habits (Ruddell, 1995; Skinner & Belmont, 1993).
In addition, teachers’ daily academic engagements with the students make them much aware of
the need to motivate their students to read (O’Flahavan, Gambrell, Guthrie, Stahl, & Alvermann,
1992). When teachers share their own reading experiences with their students and impress them
on reading’s significant role to enrich and enhance their lives, a teacher becomes a Reading
Model, what gives students a charge, makes reading exciting and fosters reading in classrooms
(Applegate & Applegate, 2004; Gambrell, 1996). Some researches even present the connection
between the amount of reading done by teachers and students’ reading achievement(Lundberg &
Linnakyla, 1993).
Another truism that should not be missed out is that reading requires time. It is easier to watch a
movie for two hours and get the same meaning of the story than to read the whole book which
sometimes takes days. It is very important to persuade students that even a good movie based on
a book gives much less information, emotions, provokes fewer thoughts than the book itself.
Libraries are substantial elements in generating reading habits. The poverty of libraries in Iraq
has adverse impacts on students’ reading habits. Apart from university libraries (usage of which
is open to question), only one National Library named “Zaytun” exists which was donated by
South Korea (Mawloodi, 2008). Unfortunately, hardly any of students and even the lecturers of
our University know and even heard about this library.
However, libraries should provide an easy access to reading materials which will assist learners
to acquire and improve their skills. The use of reading for pleasure, getting information, passing
exams, and individual progress through life-long learning should be introduced by libraries
(Aina, Ogungbeni, Adigun, & Ogundipe, 2011). Smith (2001)observes that libraries are the
backbones of education and without them academic success cannot be actualized (Busayo,
2011).
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Once more it should be emphasized that new, innovative, path-breaking, seminal learning,
teaching and technological approaches should be investigated, attempted to apply in order to
generate a friendly, productive, enjoyable in-class and out-class environment, where students
will have mutual understanding, regardless of their culture and religious background, where they
will seek knowledge and, like great bookworms, explore books and the world. Project-Based
Learning can be one of these approaches, because it is a learner-centered approach where diverse
projects are incentives related to learners’ interests. Working in groups in the process of
ascertainment and blending, it was required to have data and information, from various resources
to accomplish PBL projects. Designing projects and learners’ endeavors to present their endproduct is the best way to allow the formation of a warm, affectionate atmosphere, where
students gain the abilities to establish positive relationship with other people.

2.3.Developing reading comprehension strategies during the project
The usage of the word “reading” by language teachers often renders to two completely different
processes. In one circumstance it means that a teacher wants students to read printed material
aloud, while in another a teacher’s purpose is to make students read written passages for
comprehension (Chastain, 1988). At that case what is reading? Is it an activity to teach
grammatical forms, or work on pronunciation or enhance vocabulary? Chastain asserted (1988)
that none of these activities engenders reading at all, because reading comprises comprehension.
When students read and comprehension does not take place, it, in fact, means they are not
reading.
Furthermore, the majority of EFL students probably seldom will have the opportunity to speak
with native speakers (Rivers, 1981), but any time, in any place they have an easy access to
English written material. It can be a journal, fiction literature, scientific, technical or periodical
publications (in software or hardware) that they will really need and that will assist them in their
major and further field studies (Kazemi, Hosseini, & Kohandani, 2013). Therefore, reading is
always feasible in foreign language case, while the target language oral meaningful input is
limited (Gorsuch & Taguchi, 2008).
With respect to literature reading comprehension is – understanding a written text largely based
on understanding of its context. The result of understanding is called comprehension.
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Comprehension may be characterized as an art to communicate with the text inducing the
process of integration which includes decoding sentences and vocabulary, activating – by using
cognitive and metacognitive strategies– the background knowledge related to the text in order to
get messages which the author wants to transmit (Isa, 2012). Harris and Hodges (1995)contend
that reading comprehension is intentional thinking through which meaning is set up by
interaction between a text and a reader. Stated in other words, reading comprehension is nonstatic, a process, not merely bound up to a reader. It is notably a complex process of reciprocal
idea interchange between the readers and the messages in a certain context (Panel, Health, &
Development, 2000; Snow, 2002).
Comprehension is the essential and final aim of all reading (Goldenberg, 2011; Loew, 1984). It
entails understanding from the text (Jay & Strong, 2008). Cohen and Cowen (2007) maintained
the idea that comprehension commences before actual reading of the text, during the readers’
title scan, glance at the book / article / story to make predictions. It happens in the phase of
reading when the readers synthesize, process and enquire the information obtained through
reading. It takes place in the post–reading process when readers scrutinize and try to interpret
what was read with their existing knowledge–base. Furthermore, reading comprehension is a
dynamic process of formation of intellectual pictures of the read material in the sense that
readers collect them in their memories and then use these presentments for sequential
applications when needed.
Consequentially, NRP (National Reading Panel, 2000) pointed out three essential issues
connected to comprehension:
1. Reading comprehension cannot occur without analyzing the crucial role of vocabulary
learning, instruction and its progress.
2. During the advancement of reading comprehension, an interactive and dynamic process
is significantly necessary.
3. Reading comprehension development is profoundly connected with teachers’ preparation
to make their students ready and pave the way in this complicated process.
In addition, a considerable amount of research in the last three decades have attested the
importance of comprehension strategy instruction within multiple reading strategies in assisting
students to grow into strategic readers and to enhance their reading (Klingner, Vaughn,
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&Schumm, 1998; Koda, 2005; Lee, 2003; Lenski & Nierstheimer, 2002; Palinscar & Brown,
1984; Pressley & Allington, 2014; Rosenshine & Meister, 1994; Song, 1998). Moreover,
researchers have generated a consensus that comprehension strategy instruction should be
progressional and multi-componential(Almasi & Fullerton, 2012; Anderson & Cheng, 1999;
Brown, Pressley, Van Meter& Schuder, 1996; Carrell, 1988; Dole et al., 1991; Koda, 2005;
Pressley, 2002; Pressley, 2000). Below several strategies are presented:
1. Collaborative Strategic Reading recommended by Klinger et al.(1998) is one of the reading
comprehension strategies which promotes students’ strategic reading abilities in small group
discussions. CSR teaches four reading strategies:
a. preview
b. click and clunk
c. get the gist
d. wrap up
The positive effect of CSR in secondary and primary EFL learners’ reading comprehension,
language acquisition and learning motivation have been advocated by empirical studies (Huang,
2004; Klingner et al., 1998; Standish, 2005; Wang, 2008).
2. Reciprocal teaching is accepted as one of the most efficient approaches, supported by
Palinscar and Brown (1984). It is planned for students with elementary decoding abilities,
but who have problems and difficulties in meaning formation. Pressley (2002)stated that it is
the first adopted and proved approach to teach the package of comprehension strategies.
Reciprocal teaching instruction encapsulates collaborative work of students and teachers to
text meaning construction. Practically, four cognitive reading strategies are structured by
applying thinking aloud techniques to assist students in reading comprehension
improvement (Roehler & Duffy, 1984):
a. summarizing,
b. question generation,
c. clarifying,
d. making predictions
Reciprocal teaching has been expanded to various age ranges. Research was conducted from
primary to secondary as well as from high school to university and adult learners where its
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positive effects were examined and affirmed in first, second and foreign language classrooms
(Chen, 2005a; Cotterall, 1990; Fan, 2010; Rosenshine & Meister, 1994; Song, 1998).
3. Comprehension strategies’ direct explanation is another comprehension strategy. Teachers’
modelling role is critical to facilitate students reading comprehension (Roehler & Duffy,
1984). Teachers demonstrably accommodate students with:
a. declarative knowledge (about strategies – what they are);
b. conditional knowledge (when strategies should be used);
c. procedural knowledge (how to use strategies).
When students have already gained experiences in implementing reading strategies, teachers
decrease instruction scaffolding and feedback, which makes students more autonomous.
Experimental studies showed that direct explanation structures improve students’ understanding
of concept (conceptual comprehending) and reading achievement (Duffy, Roehler, & Herrmann,
1988; Duffy et al., 1987; Pearson & Dole, 1987).
4. Transactional strategies instruction (TSI) was suggested by Pressley et al. (1992) which was
influenced by Roehler and Duffy’s (1984) approach. This reading intervention strategy has
the same characteristics with direct explanation of comprehension strategies; however, it
diverges in its impressing readers and text interpretative transaction and transaction between
members of the group to form meaning together (Pressley & Allington, 2014). Furthermore,
the significant deference of TSI from other treading comprehension strategies is that TSI
puts under the scope the interpretative strategies, but not only underscores cognitive reading
strategies (Pressley, 2002). TSI studies are distinctive from most of the reciprocal teaching
studies, because the researches were designed as a long-term experiment, and these studies
validated that TSI advances students’ interpretative reading comprehension (Anderson,
1992; Brown et al., 1996; Fan, 2010; Loranger, 1997).
All in all, comprehension necessitates readers going beyond the given information in the text.
Even the simple mundane texts require readers to put in use not only language knowledge, but
also knowledge of the world, the resources that reader already has, general information, and
common sense and experiences (Nuttall, 1996; Shihab, 2011). It should be emphasized once
again that in the process of Project-Based Learning implementation in EFL context, learners
during the PBL project construction and carving them out need to do further readings and it
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engenders the natural employment of reading strategies. While analyzing written materials, EFL
learners take advantage of their existing knowledge in order to be able put forward their own
verdicts.
Project-Based Learning projects require a deep understanding which is closely linked with
comprehension of written material. Inherently, acquisition of the above-mentioned reading
comprehension strategies is embedded in the stages of PBL project generation process, because,
while working on projects, EFL learners typically use reading to investigate and pursue the
assigned tasks’ topics that enable learners to carry out their projects. During investigation such
reading strategies as preview, click and clunk, get the gist and wrap up are applied.
Project-Based Learning projects require more than just reading. They draw upon all aspects of
EFL learners’ English Language literacy skills (Hammond, 2010). Hence, reading strategies and
skills which are acquired in a course time will be gradually used by students to do their projects.
Project-Based Learning projects often involve a great deal of reading (Stout-Boone, 2015). It
entails analyzing and synthesizing of the read material with reading strategies of question
generation and clarifying.
Project-Based Learning projects are group–work generation. They are fruit of collaborative and
cooperative interaction between members of the group or the team, while all of the members of
the group read the material about the investigated topic. As a result of transaction between the
members of the group, the read material starts making sense and group members form the
meaning together that is actualizing of the transactional reading strategies.
To sum up, studies (Bell, 2010; Walsh, 2010), show that Project-Based Learning projects
motivate students to read and the essential aim of reading comprehension arises from the
application of reading strategies and discussion throughout the process of generating projects.
Based on the above, I worked out the following scheme of teaching students reading strategies in
the process of PBL application:
Stage 1 (during a very short project 1):
Presenting reading strategies by the teacher – what they are, when they should be used and how
to use them.
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Strategy 1: preview, get the gist, and make predictions.
Stage 2 (during a very short project 2):
Strategy 2: summarize, generate questions, and clarify details.
Stage 3 (during a longer project 3):
Strategy 3: Guessing unfamiliar vocabulary (eliciting the meaning) based on linguistic
knowledge.
Stage 4 (during a longer project 4):
Strategy 4: Guessing unfamiliar vocabulary (eliciting the meaning) based on context
Stage 5 (during a long project 5):
Strategy 5: Guessing unfamiliar vocabulary (eliciting the meaning based on background
knowledge
Stage 6 (during a long project 6):
Strategy 4: Guessing unfamiliar vocabulary (eliciting the meaning) based on context
Stage 7 (during a long project 7):
Choosing the appropriate strategy
Stage 1 and 2 are completely teacher-guided, stage 3 and 4 are partially teacher-guided,
while stage 5-7 are practically independently fulfilled by students.

2.4. Skills acquired during Project-Based Learning
The section below gives information about reading skills and how EFL learners acquire and
practice them through Project-based Learning implementation.
Summarizing is accepted as one of the concrete, elaborative and most frequently used reading
strategies (Shang, 2010; Song, 1998;Weinstein & Mayer, 1986). Summarizing and paraphrasing
abilities are indispensable skills, especially for college and university students, because they
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assist them to be able to analyze and synthesize the content of the read material, steer their
education life more successfully and have more meaningful assignments and writings (Belcher &
Braine, 1995; Chimbganda, 2010; Kirkland & Saunders, 1991).
Bhatia (2002) and Paltridge (1995) stated that summarizing improves students’ academic
literacy, promotes students’ acculturation into the discipline discourse community. In the last 30
years a lot of studies were conducted to find out the differences between poor and good readers
(Brown & Day, 1983; Johns, 1985; Sherrard, 1986;Winograd, 1984). The studies showed that
poor readers have problems in identifying the main idea and in gripping the summary task.
However, ingenious readers use various and more effective strategies to comprehend the gist of
the text (Garner, 1982; Kennedy, 1985;Taylor, 1984).
In ESL/EFL context Johns and Mayes’ (1990) research indicated that students with low English
skills’ level more copied verbatim than students with high English proficiency level. Another
study reported that university ESL students’ composition course scores were significantly lower
than native speakers’. The fact of the matter is that ESL/EFL students have great difficulties or
often cannot paraphrase the main ideas (Campbell, 1990; Currie, 1998).
Analyzing the text critically while reading is substantial. Only summarizing the main idea of the
text is a narrow and shallow transaction. Students should have mutual interrelationship or
dialogue with author’s transmitted opinion (Allison, 1994; Gadamer, Weinsheimer, & Marshall,
2004).
At this stage arises a question about projects’ contribution to EFL learners’ reading skill in
Project-Based Learning. While generating projects, EFL learners have to make some steps. In
project application stage, after collecting a lot of required information to the assigned task,
students synthesize information they need. To make the selected information applicable to
presentation, it should be summarized in the most proper way. EFL students attempt to
summarize what they read in a short and informative way. Thus, through each project, EFL
students get an opportunity to learn how to summarize the reviewed academic and non-academic
written material by leaving out the unnecessary information and highlighting the most important
one. Students go through information break down into main points. Successful projects’
presentation in Project-Based Learning usually begins and ends with a good summary of the
obtained information. In this dissertation a Short Story Movie Project was one of the numerous
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projects where students trained and developed their summarizing skills. After reading the story
for several times learners try to summarize it without meaning impairment and making it
applicable to short movie criteria.
In a few words, summarizing is a strategy that calls on other reading strategies to acquire
conceptual and factual comprehension of the text. It can be described as: deleting unnecessary
and leaving non–essential information aside, classifying the obtained information, ascertaining
reading parts’ or texts’ main idea, and establishing readers’ own main ideas if the authors’ main
idea was not stated clearly (Brown & Day, 1983).
In the figure 2.1 the researcher tried to show the steps leading to summarizing the material.
Figure 2.1. The place of summarizing in Project–Based Learning Steps
Summurize
Synthesize
Evaluate
Comprehend

Gather

Inferencing. Each foreign (in our case English) language learners’ biggest dream and desire is to
open any written material (a scientific book, general literature, an article, a newspaper or a
magazine), read and get it without tackling to unfamiliar vocabulary which hinders their
understanding. Unfamiliar vocabulary can be explored by looking up in the dictionary (that
learners almost never do), asking others or trying to infer the meaning from the context
(Tavakoli & Hayati, 2011). According to Brown and Yule (1983), inferencing is the connections
that readers build up during their attempts to interpret texts. According to Oxford (1990),
inferencing is intelligent guessing in the process of reading. In the process of inferring, the
familiar context is used to recognize the unfamiliar one (Gao, 2012). It is also accepted as a
process of making deductions based on apparent information in the reading part and readers’
background knowledge (Grabe & Stoller, 2002).
Generally, two types of inferencing are mentioned in the literature: lexical inference and
contextual inference. Lexical inference occurs in the process of reading when readers assign
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meaning to the unfamiliar words (Wesche & Paribakht, 2009). Linguistic, extra-linguistic clues
and consciousness about the context are used to guess the meaning of the unknown words.
Contextual inference includes lexical inferencing. Contextual inference is a dynamic process
where students try to work out the meanings of words by guessing and then testing them in
different sentences and in different contexts (Haastrup, 1991). Therefore, contextual inferencing
induces cognitive or metacognitive activities (Nassaji, 2003).
In Project-Based Learning inferencing occurs while learners are searching for the needed
information through English reading material. Students acquire inferencing skills while
analyzing the information for projects presented in the text. Background knowledge that students
bring to the reading parts make words or context clear for them. Learners also practice the
mentioned skills while reading group members’ observation reports. During students’ quest of
the necessary information for the assigned task for their projects, PBL learners generally avoid
using a dictionary in order not to get stuck while reading for gathering the information. However,
at this stage learners are moving towards becoming successful readers because each member of
the group makes guesses based on what they are reading and what they already know.
Additionally, Wu and Krajick (2006) stated that Project-Based Learning promotes the skills of
inferencing, interpreting and predicting in EFL learners.
Drawing conclusions. Textual comprehension is arranged as: literal comprehension and
interpretive comprehension. In literal comprehension readers should find the information that
was clearly mentioned in the text, while interpretive comprehension is analyzing beyond the
explicit meaning. Readers should be able to indicate the connections among ideas, draw
conclusions and predict outcomes. Besides, there is a critical comprehension where readers need
deeper understanding and discern between an opinion and a fact (English, 2011).
Drawing conclusions is postulated as an interpretive comprehension. Drawing conclusions is
opted in critical reading strategies (Axelrod, Cooper, & Warriner, 2007;Nasrollahi, Krishnasamy,
& Mohd Noor, 2015; Singh, Chirgwin, & Elliott, 1997;Tovani, 2000). A conclusion is a reader’s
general opinion about what has been read (Jasim, 2007; Wiener & Bazerman, 1999). It is a great
verdict which a critical reader constructs on remarks done by authors through what is not overtly
mentioned (Hennings, 2001).
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Learners in Project-Based Learning focus on planning the process, collecting and analyzing the
data and information. In the phase of information collecting, learners chase up what they do not
know related to the task’s topic. In the process of information reading from each reading text,
that can be an article, a blog post, some parts of a book or magazines, they draw their own
conclusions, because projects’ nature in Project-Based Learning requires group members to
elaborate the information, but not to copy and paste others’ ideas and conclusions.
In the project generation process students read, sometimes scan the text, go quickly through the
text, and skim for the main idea. While reading and passing on to another source in searching
information, sometimes learners acquire and practice lexical inferencing skills. They utilize their
linguistic and non-linguistic clues, and sometimes they run contextual inferencing and word
meaning guessing by reading them in the sentences and text during the reading process. In the
process of text reading, endeavors to actualize the text understanding lead students to get
involved with the text and the process of analyzing, synthesizing and drawing conclusions.
Students also try to grab explicitly the mentioned conclusions in the reading parts. On the other
hand, in some occasions, in order to be able to draw conclusions, learners need to capture what
has been meant between lines, and sometimes reader-learners are supposed to read the text very
carefully from the beginning till the end to get the competence to draw conclusions, because
substantial points are embedded in the text or sprinkled to the whole text that are not mentioned
explicitly.
In Project-Based Learning all these conclusions are the instruments that assist learners to be able
to draw their own conclusions through the text by using their experiences and background
knowledge. In this dissertation, each project had the part where students presented the
conclusions drawn by scholars’, authors’ or text itself, and a part where learners shared they own
conclusions. Especially, students acquired and practiced this skill while analyzing world–famous
newspapers related to their task. It is one of characteristics of Project-Based Learning that
students are drawing conclusions by themselves. Generating a final product, which addresses the
driving question, entails students to draw their own conclusions. For each project in the process
of topic searching the teacher in the research in this dissertation a question was posed: “what
conclusion might we draw from this information?” where the researcher (I) had an opportunity to
listen to various types of conclusions proposed by learners in the group.
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To be able to draw conclusions effectively, it is necessary to catch the writer’s clues which
enable readers to get the information between the lines and take into consideration their own
real-life experiences, while interpreting the thoughts that are not explicitly spelled out. All
information given by the author should be collected in a critical and logical way in order to be
able to draw a sententious conclusion (Wilson, 2015).
All the above-mentioned skills in the research in this dissertation were taught in a logical
sequence, step by step, through Oxford University Press books elementary and pre-intermediate
“English Result” (Hancock & McDonald, 2013) and Oxford “Cover to Cover 1 – Reading
Comprehension and Fluency” (Day & Yamanaka, 2012). Reading skills which were enhanced by
Project-Based Learning were parallel to the course’s syllabus.

2.5. Steps of reading project development
The ongoing process which is undertaken by students with support provided by the teacher is the
process of project formation. The nature of the project is varied due to which language skill or
skills are aimed to enhance. However, the main steps of project development process, whether it
is a reading, writing, listening, or speaking project, are almost the same. It should be emphasized
that while fulfilling the requirements of project steps, the accomplishment process goes through
the exposure to the target English language skill.
Steps in a project development are the sequence of principles which lead learners and teachers to
a tangible outcome. These principles are planned on the basis of the language skills that students
most need to develop (Rost & Candlin, 2014). For those students who need to enhance their
reading skills, reading-based projects are proposed. Project steps necessitate learners to read and
utilize their reading skills to enhance them.
After the review of the literature, the relevant steps of the reading project development (El-Din,
2010; Fried-Booth, 2002; Hutchinson, 1991; Lyutaya, 2011; Moss & Van Duzer, 1998; Simpson,
2011; Stoller, 1997; Tsiplakides & Fragoulis, 2009) can be summarized as shown in the Figure
2.2 below.
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Figure 2.2. Steps of reading project development

Start the project

Develop the project

Present the project

Assess the project

1. Start the project: Before implementing projects, teachers should already know what
problems their learners suffer in English language reading. If the class is new and the
teacher does not have information in this regard, a needs analysis should be carried out to
reveal the students’ English language reading roadmap. Before starting the project, the
learners need to acquire basic team–working skills, how to interact with others in a friendly
atmosphere, manage conflicts peacefully, and criticize without offending others.
Furthermore, learners should have various research skills related to technology, information
or resource seeking, and plagiarism. A motivating, stress-free and enjoyable environment is
an indispensable part of the projects where students feel comfortable, less anxious and find
pleasure to share their ideas and interact with their friends and teachers.
The next stage in starting projects is setting the project objectives which should be based on
the reading outcomes.Topics in reading projects should be broad enough to allow students to
select them according to their interests. They should be in line with the covered topics in the
reading course and have a potential of engaging students in adopting the concepts being
studied.
Teacher can pose guiding question/s which assist learners to get an idea what to do and how
to do. It is especially necessary for EFL students, who have never had the experiences of
doing projects.
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Then the next step is group formation and assigning the roles. After it the groups establish
the reading projects’ outline and plan. Teacher can show a sample reading project outcomes.
The material which should be read to accomplish the project should be appropriate to the
English reading level that students already have.
2. Developing the project: at this stage, the target reading skills are cultivated. It is the stage
of investigation. To drive the research, students need preliminary information which is
generally obtained through the amount of reading. Sometimes it can be obtained through
listening and watching. Then students conduct their planned research, collect the data,
analyze and categorize it. During this process, learners should have in-group discussion
about the problems and possible changes in the project plan. At this stage, teacher should
deliberately take up the role of a facilitator to assist the process of the reading project
development.
3. Present the project: as a result of an intensive study, projects need to be presented, read
and evaluated properly.The group during the discussion determines the crucial points and
defines the information worth sharing in the presentation part. The presentation stage can
be followed by discussion and Q/A (Questions and Answers) session. Projects can be
displayed in the class, within the department as well as for a wider community.
4. Assessment of the project: as with any type of work, students want to be appreciated for
their with endeavor. It means the reading projects need to be acknowledged and assessed.
Self-assessment, peer-assessment, teacher assessment or their feasible combinations are
possible to evaluate the learners’ final product. It is the stage of presenting what has been
learned.
As it is described, reading projects are the result of a systematic methodology. It is worth to note
that a little bit flexible deadlines should be scheduled, not to put them near or in the middle of
other disciplines’ final or mid-term exams.

2.5.1. Implemented reading projects’ plan in Project-Based Learning
The steps of reading projects’ development have been elaborated in the previous sub-chapter.
This part illustrates the projects’ plan which was implemented in the research in this dissertation
during the Project–Based Learning. I organized the plan by taking into consideration the main
principles of reading projects’ development process.
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In order to develop successful projects, certain steps should be taken. Each project has its certain
plan, where all steps should be carefully followed and fulfilled by the teacher and students.
Teacher’s role in the project development is serving as a coach, guiding students to use various
resources, employing a strategy that is enjoyable and motivating, and uncover the content with
depth and breath. Based on my classroom experience, I suggest five major steps in the project
development.
1. Setting up the stage: on account that projects’ topics were the main themes in the reading
courses, topics were focused on, discussed and taught in detail. At the beginning the
students acquired preliminary and after three or four lessons wide information which they
needed while accomplishing the project. I gave an overview and provided students with the
required knowledge, showed examples, but not too specific ones, and learners already
gained insights from the lessons.
2. Forming teams: students were allowed to form their groups with friends they felt
comfortable with, but I paid ultimate attention to the point that at least one successful
student should have been in each group.
3. Assigning team members’ position: to avoid the accumulation of project work and
responsibilities over one particular learner, from the very beginning the learners had been
told that each team member should contribute equally in every task. I allowed students to
discuss and assign positions (functions) in their teams. Then all positions’ responsibilities
were explained and the teams were asked to report.
4. Working stage on the reading project: in the process of project generation, I assigned a
student for each group who led efforts. The groups were monitored from time to time to
make sure that all students participated in each task. Moreover, the usage of the Internet
was encouraged to find out the required authentic reading text/s and obtain the necessary
information.
5. Providing scaffolding: I was a facilitator who met with each team. Each team was
allocated time to come to my office and inquire questions that arose while building the
projects. There was no difference in terms of providing guidance and assistance between
the control and experimental group because all lecturers of University, if they are
available, help students with their questions and problems. It is the Ishik University
approach to establish a friendly environment between learners and teachers. I was in
periodic contact with Group Leaders to help them and make sure that everyone was
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participating. The reason for this routine check of students’ participation was that previous
studies indicated that sometimes unfair distribution of tasks can occur and always the same
people can be forced to do more work.
According to doctoral thesis of Project-Based Learning by Simpson (2011), students stated
that sometimes the majority of project work weighted down on a certain person, or they
could not meet at time because some group members kept waiting for others.
Projects themselves enabled the students to become aware of that working as a team is
prominent to achieve the end result and that individuals must fulfill their assigned personal
duties when they are working towards their team goals.
Students were encouraged to read in English and asked to have in-group peer assessment
and inter-group evaluation to provide a positive and constructive feedback. I also had
contingency plans either for a faster group or a weaker group.
The teams prepared for their presentations. The first projects were presented in the
classroom environment in order to bring out students’ shell and allow them to master
presentation skills. Further, especially while doing the long-term projects, they were
presented in different platforms and assessed by different people, such as – first, second
and third year students, notably the poster presentation debate competition between the
groups were appraised and evaluated by all Faculty of Education and Prep-School
lecturers.
By taking into account the learners and the research conditions in this dissertation, the abovementioned steps were organized by the researcher (myself) because the studies may have
common features but each study is unique and needs some original modifications.

2.6. Types of reading projects
Many of us as EFL teachers are familiar with the classic type of reading comprehension
exercises in which learners read the given text and then answer some open-ended and closeended questions, define true/false answers, or do multiple choice tasks.
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Teachers make an effort to improve learners’ reading skill, but it is not easy within the limited
lesson time, with an intensive and strict curricula. The lesson time is obviously not enough to
improve and make foreign language reading enjoyable, especially for the community of students
who initially do not like reading. In this case, Project-Based Learning projects come to teachers’
and students’ assistance. Since the reading skill is crucial, especially for undergraduate students,
where English is used as a Medium of Instruction, it should be integrated into students’ real and
academic life. There are some projects that help teachers to improve English language learners’
reading skills.
The usefulness of reading-project-based debate in language learning is acknowledged by Krieger
(2005, p. 25): “… Debate engages students in a variety of cognitive and linguistic ways”. Apart
from the fact that debate greatly enhances language learners’ speaking skills, there is another
truth that it also advances EFL students’ reading skills (Al-Mahrooqi & Tabakow, 2015).
Before the debate competition, in order to have adequate information about the topics to be
debated, learners should be competent due to participation in the discussion. According to Lieb
(2007, p. 74), “learners must research particular topic and employ skimming, scanning and
critical reading skills to select evidence that supports their arguments”. In the preparation process
of debate competition students need information from many interrelated disciplines and areas.
The pursuit of strong arguments and necessary information promote EFL learners’ level of
knowledge, enhance their reading habits and enrich their vocabulary range. The earlier debate
competition announcement enables learners to use more sources to gather data. During the data
collection students are exposed to some written materials and engaged with reading that
reinforces their reading habit formation (Alasmari & Ahmed, 2012).
With respect to Fahim, Bagherkazemi &Alemi (2010) and Vaseghi & Barjesteh (2012), the
studies’ results revealed that the debate strategy had a significant effect on EFL learners’ reading
comprehension.
It can be concluded that debate itself and debate competition foster efficient reading. EFL
learners need to research the debate topics in advance. Therefore, applied skills in order to be
able “selectively choose the relevant and useful evidence and reliable references to support their
claims and arguments” (Zare & Othman, 2013, p. 1510), such as skimming, scanning and critical
reading skills are improved. Through debate competition project in Project-Based Learning,
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EFL learners come across with the type of readings that they would never otherwise consumed.
Debate competition procures some incentives that challenge EFL learners to read materials
considerably above their own English reading proficiency level what assists the development of
argument literacy. They acquire instruments to develop their reading comprehension by
analyzing some difficult reading texts. Furthermore, EFL learners enhance their summarization
and outlining skills.
Another type of project worth mentioning is Quiz – games that make reading lessons more
interesting and enjoyable. Games offer students a fun-filled and relaxing learning atmosphere
(Chen, 2005b). It is a way to practice the covered material in the reading lesson in a non stressful environment. Students go through various celebrities’ biographies to be able to prepare
informative, attention-grabbing, but at the same time specific questions. Reading biographies
improves EFL students’ scanning and skimming for specific information skills. In the period of
data collection in the Quiz-show EFL students “improve their reading for information,
recognizing text types and transforming information from one mode to another” (Beckett &
Miller, 2006, p. 190).
The third type of a project is making a short story movie, being a source of entertainment and
enjoyable way of reading skills’ acquisition for EFL students (Ismaili, 2013). Making a short
story movie assists learners to gain visualization skills, being a crucial way to foster greater
comprehension when reading. Visualization enables EFL learners to draw conclusions easier,
generate the interpretation of the texts and become more engaged in their reading (Keene &
Zimmermann, 1997).The principal of using the movie is actually enabling learners/readers to
picture and visualize characters, events, narrations, stories and the words in the context (Ismaili,
2013).
Draper (2010) stated that visualization is a substantial pre-requisite for good readers as, while
reading, students use their ability of visualization, which makes them build up the mental
pictures or images of stories.
According to Collie and Slater(2004) short stories are the most suitable literary genres to use in
teaching English reading, due to their shortness. The second advantage is that they are not
complicated and learners can work on their own. A variety of choices of short stories extend the
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area of usage according to different tastes and interests. Furthermore, short stories are available
materials for all language learners’ levels from beginner to advanced and to all ages as well.
Belcher and Hirvela (2000) asserted short stories as providing authentic input for English
language learning, which has a potential effect on formation of high-level linguistic skills in
reading, writing, speaking and listening. With regard to reading, short stories allow EFL students
to efficaciously practice the speed-reading techniques, skimming, scanning, and finding the main
idea (Zeraatkar & Hadipanah, 2013).
The general consent about project presentation is that it improves the speaking skills. The word
‘presentation’ is generally associated with oral and presenting skills and it comes to mind that
someone speaks and others listen. However, the presentation has a direct connection with
reading skills, especially in the process of data collection, when readers research the written
material on the topic, which is going to be presented. Furthermore, while presenting, the
audience also reads the written material on the presentation slides.
King (2002) noted that the benefit of presentation requires language learners to employ all four
language skills: reading, writing, listening and speaking. To be able to prepare a properly
organized academic presentation, language learners need to use their English reading skills
(Brooks & Wilson, 2015).
Another type of project in Project-Based Learning is student–made magazine (Poonpon, 2011).
Students prepare a magazine about a book mentioned in the course book, newsmagazine or
magazine, dealing with the assigned topics. To prepare a magazine, printed material of the
similar nature – magazines, newsmagazines, on-line magazines and articles - should be read and
analyzed. Students can find a lot of new information in these types of printed material, which are
authentic and provide interesting topics for learners (Motai, 1989). These materials are accepted
as ideal for practicing reading strategies, such as skimming and scanning. When learners want to
get some information from these reading materials, they search for particular facts and ideas.
EFL learners apply different reading strategies when they read any particular text or passage
(Grellet, 1981). They are series of reading skills, which learners practice while reading to get
information for their projects, to get the main point of the text, skimming through the text
(Makhloufi, 2013), to look for specific information through the reading part, searching for a
specific word or phrase, or scanning the reading part (Lindsay & Knight, 2006).While reading
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for details or with the purpose to get detailed comprehension, learners need to have a more
careful scrutiny. EFL learners follow the text more attentively and more slowly to find out the
required supporting ideas, details that can be arguments, facts, statistics or reasons to enhance the
main idea. In order to draw on an important clue in the reading text, learners cultivate their
reading for main idea skills (Grellet, 1981; Poonpon, 2011).
One more type of project worth mentioning is making a survey through world-famous
newspapers. Nowadays, most of the foreign newspapers have web-based versions which are
quick, cheap (or free) and readily available from our homes, desks and hands on mobiledevices.
The advantage of this type of a project is that students not only hear the names of the famous
newspapers such as The New York Times, The Washington Post (The United States of
America), The Independent (The United Kingdom), Today’s Zaman (Turkey) and a lot of others,
but also discover other world-famous newspapers. They start following, reading and using these
newspapers as a great source of information. Moreover, it is the productive platform for EFL
learners to acquire and train their scanning and skimming skills while searching for the necessary
information, which promotes their critical thinking and assistst hem in academic English
language improvement. According to Cornish research (as cited in Abu-Al-Sha’r, 2009, p. 88), it
was displayed that the learners, who use newspapers for language learning, score higher on
reading comprehension tests and develop stronger critical thinking skills.
Poster Presentations as one of the project-types in Project–Based Learning should be generated
as a poster and presented after the investigation and survey of the assigned topic. As a simple
fact, students learn to read in the process of poster project generation (Stoller, Anderson, Grabe,
& Komiyama, 2013). Furthermore, they learn to reach and discover the desired and needed
information, to achieve the condition of ‘now we have enough accumulation of knowledge to be
able to deduce, to write and present easily the assigned topic’ they pass through a huge amount
of reading. Therefore, students experience purposeful reading, they want to find something out,
to clarify or check information, analyze similar problems with possible outcomes. Learners
widely apply reading decoding skills to get the meaning from these sources (Rahman, 2007).
Furthermore, poster presentation project gives learners an opportunity to have an interaction with
the audience and group members, which is less possible with a more academically structured
presentation. Weaker learners in terms of their English language reading skills enable to exhibit
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their other abilities (Wilson & Brooks, 2014) having a productive contribution to their groups’
project-posters.
To summarize the types of reading-based projects and their advantages, based on the
observations during the experiment and literature analysis, the researcher (I) made up table 2.1.
Table 2.1. Types of reading-based projects and their advantages
Project
types
/
advantages

readingprojectbased
debate
& debate
competition
celebrities
quiz games

short story
movies
studentmade
magazine
making
survey
through
worldfamous
newspapers
poster
presentation

links the
development
of reading,
speaking and
listening
X

contributes
to
authentic
language
learning

links
develops
language reading
and
strategies
culture

engages
all
students

enjoyable
and
relaxing

provides
visualization

X

X

X

it
depends

it
depends

-

X

X

X

X

X

X

X

yes,
if
they
know the
people
discussed
X

X
partially

X

X

X

it
depends

it
depends

X

partially

X

X

X

it
depends

it
depends

-

partially

X

X

X

it
depends

it
depends

X

X

-

X

X

It can be concluded that each type of projects has its own effect on students’ reading skills.
While debate competition

enhances EFL learners’ summarizing, outlining, analyzing and

reading for specific information skills, quiz – shows promote scanning, skimming for specific
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information skills in biographies or other souse of information. All projects implemented in
Project-Based Learning have the stage of presentation. Having good speaking skills is
influential, but not the substantial element for undergraduate level projects. Without being
exposed to scientific input it is not possible to produce an academic level presentation. Reading
skills equip undergraduate EFL students with techniques which enable them to skip less
important information and select the necessary one.

2.6.1. Reading projects distribution according to the course book’s topics
The sub-chapter focuses on some projects which were held during the research in this
dissertation. To prepare the ground for Project-Based Learning, students started doing simple
projects. Those projects can be called ‘Students’ Work’, which did not necessitate extensive time
allocation and teamwork. Oxford English Result Elementary Students Book (Hancock and
McDonald, 2013) was used as a course book in the process of the research in this dissertation. It
was taught 18 hours a week. In the tables below, I summarized the skills which were focused and
tasks which the students of the experimental group had to do. At this stage I presented to them
reading-based projects, explained what they are, why they are useful, how they should be worked
on, etc.
Table 2.2.Focused skills and students’ work during the first three weeks
Stage
1

Units
1,2,3

Focused skills

Initial ‘Students’ Work’

Scanning signs and labels for Label the objects in your room or house and
specific information; scanning send it to teacher (me) via Viber or WhatsApp.
and

understanding

of In case of not having internet connection, take

dialogues

photos and show at the lesson. (see in
Appendix )

Students were asked to form groups. Five Groups were formed. Three groups consisted of five
students and two groups of 4 students due to the fact that the whole experimental group consisted
of 23 students. Group–work or teamwork style was described to students. They knew how to do
group work and how to have cooperation with their team peers. By taking into account the fact
that students had not had such experience before their University life, they were supposed to do
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more enjoyable, less complicated and short-term projects not to lose concentration and
motivation.
Table 2.3.Focused skills and students’ work during very short and longer-term projects
Stage

Units
4,5,6

2

Focused skills

Less complicated short-term projects

Reading for details in signs and notices;
Reading for detail in quiz questions and
answers; scanning a dialogue for
specific information; scanning

Are you a Morning Flower or a

timetable for specific information;

Morning Monster

using background information to
understand the reading part.
3

4

Units

Reading, Scanning for detail in a poem;

Moment Poems

7,8,9

understanding details in a dialogue;

A Busy Moment

understanding details in a

A Quiet Moment

questionnaire; Scanning song lyrics for

An Exciting Moment

special information.

A Boring Moment

Units

Reading for details in short narratives;

10,11, 12

reading using background information;

Iraqi or General Celebrity Quiz

scanning a biography for specific

Game

information.

Students were not overloaded in their period of Mid-Terms (one semester includes 2 mid-term
exams) and Final Exam, because they had to study for some other courses, they also were
supposed to do their ‘term assignments’, and do daily course requirements for other subjects.
The second Term projects were supposed to be more complicated and longer-term Projects.
“Cover to Cover 1 – Oxford, “Reading Comprehension and Fluency” (Day and Yamanaka,
2012) Book was used in the second term. It was taught 4 hours a week. In the table below, I
summarized the skills which were focused and tasks which students had to do during their
longer-term projects in the second semester.
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Table 2.4.Second term projects (long-term) with focused skills
Stage

Units 1,2

Reading Text

Skills Focus

Long-term
Projects

5

Marriage

Sleep

To Marry Not to Marry

Finding main ideas

The Couple That Loves Wedding

in paragraphs;

Sleep deprivation

Extensive Reading – The

scanning;

on Teenagers

Withered Arm

identifying meaning

Getting Enough Sleep

from

The Experts Are Wrong

context; skimming

Extensive Reading – The

for the main idea.

Presidents’ Murderer
6

Units 3,4,5 Not All Fun and Games?

Predicting the topic;

Online

The Internet How secure Is It?

recognizing points

Debate

Extensive Reading – The

of view; ignoring

Competition

Adventures of Tom Sawyer

unknown words;

Advantages and

Learning in America

Recognizing

Disadvantages of

A Team Player

reference words;

Using Internet

Extensive Reading - Pocahontas

skimming for the

Culture

main idea.
7

Units

The Secret to a Long Life

Recognizing signal

For the second term

6,7,8,9,10,

A cure for Aging

words; recognizing

final project I

11,12

Extensive Reading – Christmas in

points of view;

prepared a list of

Prague

ignoring unknown

several projects and

Survival After Eight Days at Sea

words; scanning;

set groups free to

An Unlikely Friendship

recognizing

choose the one they

Extensive Reading – The Wizard

reference words;

felt close to their

of Oz

reading faster and

heart according to

Understanding Ourselves

more fluently.

their area of

Happy People

interest.

Extensive Reading – Aladdin and
Enchanted Lamp

Proposed Projects

The Camel Library

Extensive Reading

A Living Legend

story’s
71

Extensive Reading – The Coldest

Short Movie,

Place on Earth

Cover to Cover 1

A Lesson Learned

Magazine,

An Amazing Athlete

Poster

Extensive Reading – A Little

Presentation

Princess

& A Guidebook
for My Region
(My City)

Detailed information about the first term projects is given below.
1. Are you Morning Flower or Morning Monster: it was a personality test in the Course
Book (related page in the appendix). Students had to print and hand out the test or read it
orally and ask the test questions to at least 20 students at Ishik University, Faculty of
Education. Then obtained information had to be presented in Power Point.
a. At the beginning this test was applied in class between groups and group’s members and
students grasped what Personality Test and ‘The Morning Flower’ meant and what the
‘Morning Monster’ was, then the PBL project phase implementation commenced.
b. Students used their allocated office hours and asked questions concerning the test
implementation.
c. To accomplish the project, each group member at least 5 to 7 times needed to read the
test. Students gathered information, discussed it, read and tried to understand other
members’ results. All members read extra authentic materials about ‘Which one is better,
being ‘Morning Flower’, ‘Morning Monster’ or ‘Normal’?(related page in the appendix
7).
d. After all groups prepared their presentations, they presented their findings – how many
students in our Faculty were ‘Morning Flowers’, ‘Morning Monsters’ and ‘Normal’.
Meanwhile, it should be noted that, to be able to present properly, students read their
presentation notes at least 2 or 3 times, it was another way of practicing their reading
skill.
It should be emphasized that in the second term, I taught Reading Course from low-achievers to
high ones, to all First Grade of Faculty (experimental and control group). In the second term, one
of the topics in Cover to Cover 1 – Reading Comprehension and Fluency (Day and Yamanaka,
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2012) was about Teenagers’ Sleep Deprivation. I asked the same question to all classes, control
and experimental “Can you tell me, you are Morning Flower or Morning Monster?”
Students looked surprised at me, as they were not able to understand my question. Only ProjectBased Learning implemented class (experimental group) replied:
‘Ms. Aziza! You forgot that the majority of our class is Morning Flowers and if you want we can
give you some examples about our University students.’
At that moment, the class and I felt mutual satisfaction, because students saw that they have not
forgotten what they learnt by doing. Though, knowledge recall is not the object of research in
this dissertation.
I realized that each project in Project-Based Learning improved not only students’ reading skills,
but also it assisted the development of other learning capabilities.
2. Moment Poems: in this project students had to write about a Busy Moment, a Quiet
Moment, an Exciting Moment and a Boring Moment in Students’ Life.
a. The poem from the course book was integrated into university students’ life, which made
it authentic and more memorable.
b. As it was mentioned in the first project, the poem was covered during the class time. This
project was one step harder than the previous one. In this case, reading the poem
carefully two or three times was not enough to fully comprehend it. Each member of the
group shared his/her opinion about the poem, found similar poems. While searching for
similar poems, students practiced and enhanced their scanning skills.
c. Gained information about the students’ Busy, Quiet, Exciting and Boring Moment was
analyzed and converted to poetry. At the end, students wrote the group poem.
It goes without saying, that in limited lesson time (50 minutes) some students could not reach the
point of fully understanding the language context. However, Project-Based Learning enabled
them to notice their weak sides or not clear points in the covered material.
The ready end-product was presented in Power-Point or on A3 paper upon their choice. Apart
from language skills Project-Based Learning made it possible for students to demonstrate their
other skills.
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3. Iraqi or General Celebrity Quiz Game: in this project students had to prepare a Quiz
Show.
a. Some groups preferred to prepare work on Iraqi and Kurdish famous people, female
opted for Hollywood celebrities and one group gave preference to Prophet Muhammed
and his Caliphs’ Life.
b. To make ready their Quiz Game, students divided the celebrities about whom they had to
find information (4 per team member). They read the related famous people’s biographies
to be able to prepare both interesting and informative questions.
c. The obtained information (by reading biographies about celebrities) was analyzed and
broken down into parts: works (belles-lettres; poems, novels, rare collections, song
movies), unforgettable messages brought to humanity and society, remarkable activities,
childhood, active period and death.
d. In the next step, groups wrote quirky, tricky but exciting questions and then composed an
active presentation.
e. The last stage was the presentation of the end-product which, can be named as a play
‘quiz show’.
The quiz show was entertaining as well as educational and elucidative. Everyone benefited, from
teacher to students. Arab and Turk students and the teacher (me) learnt a lot about Kurdish
celebrities (famous writers, singers, poets, and leaders).
The Hollywood Stars quiz show was full of fun. One of the groups gave chocolates to those who
knew the answer.
It was the last project in the First Term and this show became a happy termination of the first
term. Students step by step explored that reading is the key that opens a great wealth of
knowledge and information and their reading skills are vehicles that assist them to get the
treasure. The teacher herself (me) also participated with the class in the quiz show.
In this part some implemented Reading-based PBL projects were presented in order to show the
steps that students underwent in the preparation process and focus on the skills that they acquired
during doing the projects (see in the appendix).
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2.6.1.1. Debate competition as an implemented sample of PBL projects
There are different sub-chapters in the dissertation which focus on some projects which were
held during the study. This section illustrates how scaffolding and contributions were provided
for enhancing Iraqi EFL learners’ reading skills.
Before assigning a debate project (which enquired the advantages and disadvantages of using
internet) five types of articles were brought to the class which were chosen according to
students’ English language level and age. The articles were broken down into the advantages and
disadvantages of using internet. Then they were distributed to each group to take a quick look
and try to predict the topic of the articles.
From each group’s response, it was clear that the students found out that the topic of the article
was internet. It was realized that they were more interested in such printed out materials than just
plain texts.
After practicing predicting skills students were asked to go through the article cooperatively
within their groups and note down the advantages and disadvantages of using internet. They
allocated a short period of time to previously taught scanning and skimming skills. Then they
summarized orally the advantages and disadvantages of using internet from the article. After this
stage students were asked to hold a group discussion and empower the topic of the article by
expressing their own points of view, the experiences and prior knowledge.
This stage exposes the milestones of Constructivism and Social Constructivism learning theories
in Project-Based Learning. Students work collaboratively in groups to prepare, generate and get
ready for their projects. That is because students get opportunities to link their prior knowledge
and experience to new topics and skills.
In the next stage students were involved in deeper article analysis but without imposing the
author’s view. That is the reason of discussions that were held between stages in order to enable
students to present their groups’ ideas and consensus about the advantages and disadvantages of
using internet without referring back to the author’s view. This triggers students’ critical thinking
and analytical reading.
Afterwards, students were asked to deliberate the text in order to detect a stronger evidence and
facts which the author mentioned in the article concerning the topic. These readings provided
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students with sort of knowledge and information which emerged them to be knowledgeable and
competent ones while debating. They were also asked to discover the author’s personal opinion
which was explicitly mentioned in the article and analyze beyond the explicit meanings for
getting the implicit points of the article. The teacher led the class and facilitated the activities,
also instructed them where they got stuck. Teacher’s proposed roles in Project-Based Learning
were fulfilled where she/he is a consultant, an advisor and a facilitator withdrawing the
assistance gradually.
The students were free to express their ideas and not overwhelmed with the teacher’s ideas. It
shows how the class and the learning process became a student-centered class. In addition, the
students were free to paraphrase the author’s ideas that assisted them to draw logical conclusions
through their reading.
To conclude, as assigned PBL project was debate competition, a trial of mini-debate was
implemented at the end of the lesson. Each team was given the opportunity to offer the
arguments that they had previously gained via text analysis and direct questions to the opposing
team where the teacher was a mediator. With respect to Project-Based Learning, optimal
scaffolding was provided to EFL elementary students, who have never experienced PBL-based
reading instructions. It should be noted that while doing the literature review, English language
learning context in Iraq and students’ cultural background and boundaries were observed and
analyzed. All implemented projects were modified and adjusted to the students and context
where the study was conducted.

2.7. PBL assessment in EFL (English as a Foreign Language) context
The end-product is the significant phase of learning process in Project-Based Learning.
Elaborative and objective evaluation and assessment criteria are considerable not only for the
end-product, but also for the whole product generation process from the beginning to the end. It
goes without saying that assessment and evaluation are prominent in education. For teacher’s
evaluation the outcome is the map which shows whether planned and intended goals were
achieved or not. It also aids to indicate learners’ strengths and weaknesses. On the other hand,
well-designed evaluation and assessment criteria and the process are the important ways that
assist learners to keep the enthusiasm level high while trying to accomplish the projects.
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Moreover, to know what is going to be gained and appraised engenders the positive interaction
and increases the learners’ motivation. There is a question of how learners’ endeavors and final
work results (posters, power point presentations, short movies, videos, leaflets, magazines, and
debates) should be assessed? Can standardized tests be used to evaluate projects?
In order to explore the issue of assessment in Project-Based Learning, it is necessary to find out
what “assessment” and “evaluation” mean. Learner’s strength and weakness awareness is
strongly based on a sufficient amount of feedback, an adequate assessment and evaluation
process. Feedback, assessment and evaluation are indispensable instruments in the development
of a learning process. Learners generally will not be able to examine and manage adequately
their learning process without assessment, evaluation and feedback which acquaint them with the
outcomes of their efforts. The validity of these evaluation instruments assist in developing the
coherent and consistent model of EFL learning. One of the main purposes of assessment is to
estimate the achievement of both sides – the learner and the teacher. The assessment process of
achievement is the feedback that promotes progress and makes it possible. Well-designed
assessment enables instructors to indicate strengths and weaknesses in the planned instructional
goals. Other primary aspects of assessment in the learning process is giving an opportunity to
the learner to realize what was missed and the teacher is able to identify learners’ needs and what
should be done as a next stage to advance learning (Chastain, 1988).
Language assessment has shown a marked improvement in the last years. Literature has provided
outstanding reviews of these advancements. The aim of the sub-chapter is to compare some
contemporary PBL assessment types in EFL reading context.
From Lado’s discrete–point test orientation (as cited in Farhady, 2006) to Oller’s (1979)
integrative tests (cloze and dictation), various theoretical principles were offered and used by
language test developers to produce fairer language test types. However, in the early 80sCanale
and Swain’s (1980) work marked a new epoch in the language testing field. The communicative
competence notion and sociolinguistics as a principal component became a focal point in
language assessment process.
In the case of Project-Based Learning assessment in EFL reading context, researches proved that
it is a crucial and challenging phase. Compared to the traditional learning assessment, ProjectBased Learning assessment is different as well as challenging. For example, teachers by
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implementing various forms of paper–and–pencil based tests can measure learners’ vocabulary
and grammatical knowledge but not communication skills (such as speaking skills). Learners’
spoken communication skills required an oral performance. Accordingly, in Project-Based
Learning implementation real–life skills such as higher-order thinking, critical thinking,
problem-solving, formulating hypotheses, data collecting and drawing valid conclusions
necessitate the use of different from testing types of assessment (although it goes without saying
that for getting more reliable and efficient results for factual knowledge objective test items are
important). Thus, different types of assessments are used for Project-Based Learning assessment,
such as process self-assessment, peer assessment, case-based, performance-based assessment and
portfolio assessment. As Project-Based Learning is process and end-product oriented, true-false
tests, multiple choice tests types of standardized tests are not adequate to measure the whole
getting end-product process’ phases, because there is rarely a sole right or best answer, there may
be multi-solutions, various outcomes and performances would be judged excellent (Linn, 2008).
While implementing Project-Based Learning in language teaching, learners, in order to
accomplish their learning purposes, use real communication, authentic language and multiple
learning experiences. Hence, performance assessment forms are essential in Project-Based
Learning assessment. According to Hutchinson (1993), grammatical and linguistic accuracy
should not be the single focal point of assessment in Project-Based Learning. Therefore, as a
conclusion, an effective assessment program can be defined as a harmonization of multiple types
of summative and formative assessments integrated into the whole educational process.
As it was mentioned, a well-designed assessment constructs instruction and it is an integral and
powerful part of effective instruction. Correspondingly, to assessment’s advancements in
education, assessment forms in language teaching, especially in teaching English as a foreign
language, demonstrate a remarkable progress. Language teachers, in order to get more adequate
evaluation, go steps further from test-based assessment to non-test one. Self– and peer–
assessment are the types of alternative assessment which are not only used in the language field,
but also in other disciplines for different purposes.
Conventional language teaching argued that learners might not be able to assess properly
themselves or their peers, most particularly in the early process of language acquisition.
However, recent years’ research reveals the necessity and benefit of self– and peer– assessment
(Brown & Hudson, 1998). Self– and peer–assessment are implemented in different disciplines
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and courses to understand the learning process in teams and between team members (Tan &
Keat, 2005). Furthermore, as it was stated above, Project-Based Learning implementation in EFL
and English Language Reading context assists enhancing the 21st century skills. Therefore, to
measure these abilities, the 21st century assessment system is vital.
One of the main instructional goals for all learners is to learn how to evaluate one’s own work.
Self-assessment skills are vital for learners’ advancements in a path of being an independent
learner. Moreover, self–assessment gives learners an opportunity to find out her/his strengths and
weaknesses while acquiring a language. Self–assessment also can be learners’ personal needs
analysis survey to generate more perfect and knowledgeable projects and to explore the English
language learning process gaps. Self–assessment increases learners’ own mistakes’ awareness. It
is common knowledge that people are more forgetful to external correction, on the contrary
when a learner correct her/his own mistakes, s/he hardly ever make them again, which gives
raise for life-long learning. Self-assessment aids learners to clarify learning goals, to determine
their own directions to accomplish the required project objectives.
The other main source of assessment is peer-assessment. In fact, real life almost always requires
being in touch and working with others. Peer-assessment is one of real-life setting reflections in
the classroom. The most prominent features of Project-Based Learning are establishing and
encouraging a positive environment for learners’ team-working activities. The projects done
while implementing Project-Based Learning are the end-product of learners’ collaboration and
cooperation. Collaborative and cooperative learning are the keystones in Project-Based Learning
as they allow learners to share their knowledge, language skills, life and learning experiences,
engage and participate in their own learning process. Therefore, in Project-Based Learning peerassessment with well-designed rubrics and evaluation forms provided by the instructor or
mutually agreed on by the teacher and students’ rubrics are significant, because they facilitate
and make the evaluation process smoother. Learners can evaluate their own group or team
member as well as other group projects or stages of works by offering positive recommendations
and suggestions for project’ advancement or provide support and help each other to
requirements. In the peer-assessment process learners gain a very important, even it can be called
vital skill - giving constructive feedback, because learners need this skill not only in project
formation or language learning process, but also in their entire life, from private to educational
and work-related.
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It should be highlighted that almost nobody enjoys bitter criticism. In addition, peer-assessment
is not only the process of marking others’ works or presentations, but it is also the process of
building knowledge with social interaction in meaningful, communicative with real-life aspects
context. In peer-assessment learners are assessment providers as well as assessment receivers
which makes them more serious, attentive and responsible for their interpretations and for their
own weaknesses. Being active in the process of evaluation and assessment, EFL learners shift
from being passive containers where teachers throw information, to active learners in interactive
learning process.
Peer– and self-assessment allow the instructor to reveal what is overlooked and undetected to
establish a more substantial learning process, supervise and help learners in a better and more
observant way. Nevertheless, self– and peer-assessment have been criticized with regard to
fairness. Brindley and Scoffield (1998) stated, that peers do not assign each other low marks,
even when the performance is insufficient or poor. Moreover, some students feel that they cannot
judge themselves fairly while others feel that they are not judged fairly.
The researcher (I) did a schematized analysis of the items discussed above.
Table 2.5.Comparison table of Self – Assessment, Peer – Assessment and Tutor, Facilitator –
Assessment
Self – Assessment

Peer – Assessment

Tutor,

Facilitator

–

Assessment
Popularity

Increase

Increase

Obligatory

Assessment

Authentic, alternative

Authentic, alternative

Traditional,

Form

evaluate one’s own work

evaluate peer work

evaluates learners’
personal effort and
teamwork

Learner

Active performer in the Interactive and active

Feedback and evaluation

assessment process.

performer in the assessment receiver

Learner autonomy

process

increases

Learner autonomy
increases

Approach

Student – centered

Student – centered

According to the
implemented assessment
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form it can be teacher –
centered or the
equilibrium mixture of a
teacher and a student
centered approach
Information

Obtained directly from Getting information,

Comments about

the learner herself/himself

constructive feedbacks and learners’ individual or

(self-checklists, self-

enlightenments from peers intergroup progress.

evaluation form)

or team members (peer- Gives feedbacks which
checklists, observation,

assist learners to avoid

peer-evaluation form)

misconception

and

to

advance the process of
learning
Learning

Active, responsible for Active, constructing

Learner is passive,

Process

his/her own learning, self-

knowledge, sharing

Instructor/Facilitator’s

correction, self –

information

positive feedbacks

directing, acquired
different assessment
techniques
Questions

What is my progress and

How

should

I

provide If the requirements that

deficiencies?

constructive, effective and should be accomplished
not offensive feedbacks?

What is my responsibility
to fulfill our project?

while doing projects are
clear.

Are

my

rubrics

feedbacks
criteria

and How to keep students on

able

to track and make them not

What is original that can increase her/his (or their, if to lose focus?
be done?

one team evaluates another) Do students shift from
motivation, enthusiasm to spoon-feeding

towards

accomplish project rather active learning and being
than generating negative knowledge seeker?
competitive environment?

As the research aim of this dissertation was the investigation of EFL students’ reading skills
improvement, while generating rubrics to provide self, peer and teacher assessment to evaluate
projects, I laid an emphasis on reading skills. The rubrics were arranged in a way to reveal which
reading skills were applied in the process of the project’s generation, which resources were used,
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in which stage of project construction the most reading was done. Each project had different
outcomes, but general principles of rubrics and outline were established with respect to the
milestones of reading skills.

2.8. Conclusion to chapter 2
The second chapter draws the model of Project-Based Learning implementation for teaching
reading. The chapter reveals the significance of reading in EFL context. Reading is perceived as
a main pillar in academic and higher education context for EFL and ESL learners. They receive
new information through reading which assists them to gain comprehension, reading between
lines, synthesizing, interpreting in order to go ahead in their study field (Grabe, 1991; Noor,
2011; Richards, 1976).
As the research in this dissertation was conducted among EFL learners in Iraq, this chapter
portrayed the current situation of learners’ reading habits and reading itself within Iraqi
communities and the Northern part of Iraq, Kurdistan. This chapter indicated that the unstable
situation and life circumstances in Iraq removed reading from the Iraqi people’s agenda,
continuous wars mainly affected education and, correspondingly, people’s reading habits. In this
chapter educators’ attention was drawn to the concern that implementation of researches, case
studies and variable trials in Iraq generally will not give the same result as with the developed or
warless countries. As reading skills were the variable aimed to treat, Iraqi learners’ reading
problems were studied, which helped to organize the research and optimize projects according to
the learners’ needs and demands.
In the chapter it was shown that the most prominent determinant of poor reading habits is that the
way of success of the majority of Iraqi students passes through rote memorization. Even the
mandatory exam, which is a really strong external motivator for studying, as well as having
mandatory readings is based on rote memorization of problems, solutions, and possible correct
answers to the beforehand-known questions. If not most, almost all reading-related problems and
factors in Iraqi educational and EFL community were analyzed in the chapter, because it is not
possible to speak about reading skills where there is no reading. Thus, Project-Based Learning
projects were arranged with high cultural and content awareness of study settings and
participants’ situation.
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The chapter proposes different reading comprehension strategies applied during the ProjectBased Learning implementation through which learners acquire and practice their reading skills.
Project-Based Learning projects require a deep understanding which is closely linked with
comprehension of written material. Inherently, acquisition of reading comprehension strategies is
embedded in stages of PBL project generation process, because, while working on projects, EFL
learners typically use reading to investigate and pursue the assigned tasks’ topics that enable
learners to carry out their projects. The chapter suggested 7 stages of development reading
strategies and 6 steps of reading project development. The 7 stages deal with project length
(from short to long ones), teacher’s involvement (from great to minimum) and with strategies
(including previewing, getting the gist, making predictions, summarizing, generating questions,
clarifying details, and unfamiliar vocabulary meaning elicitation based on the linguistic context,
situation and background knowledge). The 6 steps in project development are the sequence of
principles which lead learners and teachers to the tangible outcome. These principles are planned
on the basis of the language skills that students most need to develop.
The chapter illustrates types of reading-based PBL projects: debate competition, quiz-games,
short story movies, student–made magazines, surveys through world-famous newspapers and
poster presentations. Each type of project has its own effect on students’ reading skills. While
debate competition enhances EFL learners’ summarizing, outlining, analyzing and reading for
specific information skills, quiz-shows promote scanning, skimming for specific information
skills in biographies or other source of information.
The chapter probes Project-Based Learning assessment types in EFL context. Language teachers,
in order to get more adequate evaluation, go steps further from test-based assessment to non-test
one. Self and peer-assessment are the types of alternative assessment which are used not only in
language field, but also in other disciplines. Self-assessment skills are vital for learners’
advancements on the path of becoming an independent learner. The other main source of
assessment in Project-Based Learning is peer-assessment. In fact, real life almost always requires
being in touch and working with others. Peer assessment is one of the real-life setting reflections
in the classroom.
The information obtained from the second chapter was the basis for the research part of the
thesis.
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CHAPTER 3 - STUDY DEALING WITH PROJECT-BASED LEARNING
IN ENGLISH-LANGUAGE CLASSROOMS
Different research instruments were utilized at various stages of Project-Based Learning
implementation. To explain the gained results and make an authentic interpretation, a mixed
method approach was designed. On the grounds of the research purposes - to probe how ProjectBased Learning could improve Iraqi undergraduate students’ reading skills - quantitative and
qualitative instruments were used.
The study involves several researches:
•

A pre-experimental students’ questionnaire

•

A pre-experimental teachers’ interview

•

Experimental study – Project-Based Learning implementation to enhance Iraqi
undergraduate EFL learners’ reading skills (experiment itself, with control- traditional,
and experimental-Project-Based Learning implemented groups)

•

Lecturers’ post-experimental interview

•

Students’ post-experimental survey

3.1 Research Setting
In order to fully understand the nature of study, it is necessary to give a clear picture of the
circumstances in which the study occurred. This study was conducted in an EFL setting, at Ishik
University – Erbil, Kurdistan Region of Iraq. Ishik University is one of the private universities in
Iraq with Ishik Erbil – main Branch and Ishik Sulaimani Branch. At Ishik University, students
who cannot score 60 out 100 points in the given language proficiency test at the beginning of the
academic year are required to enroll to the preparatory school, which automatically prolongs the
education period from four to five years. The students who pass the mentioned exam directly
start to take their department-related courses. This study was carried out for the Faculty of
Education students. At Ishik University the Faculty of Education students’ study period is four
years; in the first year of study there are compulsory intensive English courses with some
department courses. For all freshmen students English is a pre-requisite to be able to take
sophomore courses, because English is the medium of Instruction at Ishik University.
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The data collection started with the beginning of the academic year at Ishik University.
According to Ishik University regulations, students’ placement procedures involve taking the
Oxford Placement Test in English. After this phase, based on the test results, students are placed
in their classes with respect to the internationally recognized students’ attainment levels in the
CEFR (the Common European Framework of Reference): A1, A2, B1 and B2 in accordance
with their level. B1 and B2 were in the same class.
Totally 114 students enrolled the faculty of Education in 2014-2015 academic year. After the
placement test one starter, four elementary, and one intermediate level classes were formed.
Intermediate level students (B1, B2) were generally children of families who left Kurdistan
region of Iraq in the twenty-nineties because of political and economic reasons. The families
returned after residing abroad for a long time, especially in European countries such as:
Germany, Sweden, Switzerland, and Britain. The other part of students were from private
schools where English was the medium of instruction, but the majority of students were from
public schools. Their language skills’ level reveals the fact that students did not acquire a proper
English level through the whole school life. English lessons start from the primary school, and
they should have attained the intermediate level, but the test results are the indicators of
problems in English language teaching which directly impact students’ English language
acquisition. It means that English Language teaching and learning should be paid more attention
to in this region.

3.1.1

Pre-experimental questionnaire

A questionnaire was implemented with 12 yes/no and multiple choice items and with 2 openended questions for data collection. The items were designed for evaluating students’ general
attitudes towards reading, their reading habits, smart phone usage habits, and reading habits.
Two open-ended questions were asked in order to get qualitative data and gain an insight of
students’ opinions.
The questionnaire was conducted in the interviewees’ native language for respondents’ better
comprehension. During the application process, written instructions were also explained verbally
in students’ native languages - Kurdish, Arabic and Turkish. In this survey one more fact should
be noted that at the beginning of the study when the students of the experimental groups were
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asked to form their groups for doing projects, they stated that they did not want to be in mixedgender groups. As the study was conducted in one of Middle East countries, cultural and
community sensitivities should have been taken into account. Students organized their groups
voluntarily; therefore, in the study there were the groups that consisted of solely female students
and solely male students. Normally Iraqi female students prefer to sit next to female students,
rarely ask questions, especially some female students hardly ever inquire. In the research itself
learners’ reading skills were evaluated without male and female differentiation. On the other
hand, the process of group formation showed the gender issue should not be totally ignored.
With regard to sensitivity of this region, there was no pressure in this respect. The students were
told that they could group with students they feel more comfortable with to facilitate their project
working and minimize group conflicts.
The questionnaire was conducted at the Faculty of Education – in the future experimental group.
The main purpose of it was to be closely acquainted with the students to teach them optimally.
The information gathered from the questionnaire let me give projects to the experimental group,
considering their interests, as well as the digital tools, social networks, computers’, smart
phones’, and tablets’ applications (apps) that they used.
Table 3.1. Students’ attitude towards reading

I like reading

Female
Male
Number (11)
Percentage
Number (12)
Percentage
(from
all
(from
all
respondents)
respondents)
7
32%
9
40%

I don’t like reading

4

16%

3

12%

Table 3.1 shows that the majority of students, regardless of their gender, like reading (female –
32% + male – 40% = 72%). On the other hand, 28% (16+12) of students do not like reading, and
it is quite a considerable amount for University students, especially for the faculty of Education
students who are the future teachers of this society. It means that almost one third of the students
do not have an interest in reading. The male students have a little bit more positive attitude
towards reading in this survey, but, of course, to make far-going conclusions, wider studies are
necessary.
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Table 3.2. Students’ free- time activities
Number

Percentage

Read a book

8

34.7%

Go out with friends
Surf the Internet

15
13

65.2%
56.5%

In table 3.2, three items out of eight, which were named in the questionnaire as free time
activities, are included, as others were almost not chosen by the respondents, even although the
students were let to make more than one choice out of eight. Instead of asking students to name
the leisure activities themselves, different free-time activities were listed in order not to direct
students to choose the desirable for the dissertation option – reading, to prevent bias. The results
show that only 34.7% percent of students prefer reading in their free time, but at the same time
other aspects emerged from the results of questionnaire. The first one is that 65.2% of the
students like to go out with friends and enjoy spending time with them. As Project-Based
Learning is based on students’ cooperation and collaboration, it necessitates teamwork. This
answer meant that they might enjoy teamwork.
Besides, 56.5% of the students surf the internet in their free time. Project-based learning
positively configures students’ tendencies to be on the Internet as it contributes to project
fulfillment.
Table 3.3. Hours spent on reading daily

I read more than four hours
every day
I read about three hours every
day
I read about two hours every
day
I read about one hour every day
I read less than one hour every
day
I do not always read every day
I seldom read

Female
Number (11)

Percentage

Male
Number (12)

Percentage

0

0%

0

0%

0

0%

3

23%

2

16.7%

3

23%

3
2

25%
16.7%

5
0

38.5%
0%

2
3

16.7%
25%

1
1

7.7%
7.7%
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Table 3.3 presents learners’ hours spent on reading daily. Before analyzing the table it should be
stated that by sentences “I read” students intended all types of reading – reading to study
lessons, their social networks readings (Facebook, Twitter, Instagram comments and shares,
Phones’, Viber’s, and Whats App’s messages). It should be noted that for most of the students
reading activity means only studying, because very few students have recreational reading
habits. According to the table, the male students read more than the female students. Table 3.3
also shows that 25% of female students seldom read and 32.4% of female students do not always
read or read less than one hour a day (25%-seldom read + 32.4%-do not always read and read
less than one hour a day= 57.4%), it means that approximately 60% of female students do not
have reading habits. The effect of this factor was observed on the presented projects, male
students’ projects were more educational and had a richer context.
Table 3.4. Length of time of having reading habit
Female
Number (11)
I have read English since
in kindergarten
I have read English since
in elementary school
I have read English since
in secondary school
I have read English since
in senior high school
I have read English since
in university/college

Percentage

Male
Number (12)

Percentage

I was 1

8.3%

0

0%

I was 7

58.3%

2

15.4%

I was 0

0%

1

7.7%

I was 0

0%

4

30.8%

I was 4

33.3%

6

46.2%

Table 3.4 provides information about students’ reading habits’ background. The female students’
reading habit formation started earlier than males’, but in the process some factors decreased the
volume of their readings.
Table 3.5. Purpose of reading in English

I read in English only for doing my
homework (assignments)
I read in English only to pass my exam
I read English for pleasure
I read English for improving my

Female
Number (12)

Percentage

Male
Number (12)

Percentage

2

16.7%

2

15.4%

2
1
2

16.7%
8.3%
16.7%

2
1
4

15.4%
7.7%
30.8%
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knowledge
I read English because my parents
support/encourage me to read
I read English to improve my English
skills

0

0%

0

0%

5

41.7%

4

30.8%

Table 3.5 shows that equal number of students - 32.4% (16.7 + 16.7)- read in English for doing
homework and passing exams. Only 16.7 % reads for pleasure. The majority of students, 47.5%,
read in English to improve their language knowledge. Researcher spoke informally to the
students, their comments revealed that the reason of the lack of English reading habits is their
insufficient English language knowledge level, like narrow vocabulary set and poor grammar
structure knowledge. These factors made it difficult to comprehend the reading text. The
information in table 3.5 gave the researcher (me) an opportunity to motivate students. Another
important feature in this table that should not be overlooked is that students’ families do not
support and encourage them to read.
Table 3.6. Students’ negative attitudes towards reading
Female
Number (11)

Percentage

Male
Number (12)

Percentage

I don’t like reading

1

8.3%

1

7.7%

I find reading as a boring activity
I do not read because my parents
do not read
I do not read because my friends
do not read
I do not read because I am too
busy with my phone
I do not read because I do not
feel the need
I do not read because it is
difficult

1
0

8.3%
0%

1
0

7.7%
0%

0

0%

1

7.7%

6

50%

6

46.2%

3

25%

0

0%

1

8.3%

4

30.8%

The aim of this part of the questionnaire was to find out why students do not read. Table 3.6
shows that students do not read, because they believe they are too busy with their phones. This
fact was taken into consideration during the work in the experimental group, because 50% of
female and 46% of male students are too occupied with their phones. Hence, the first stage for
trial purposes’ projects were asked to be sent to the teacher, such as: presentation videos,
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projects’ pictures, video projects via different social networks, via Viber and What’s App. While
doing projects with their group members, these applications facilitated to establish group
cooperation and collaboration and helped to exchange ideas with one another more easily. It
encouraged students in the first step of Project-Based Learning implementation and their
feedback showed that they felt happy to share reading passages, their comments and
interpretations about the written material through the discussion panel in their phones.
In order to have a well-designed study, each element was related to the control and the
experimental group and the experiment setting. An utmost attention was paid not to generate
pressure or force students in order to achieve the purpose of study. The table above shows that
30.8% of male students do not read because they believe reading is difficult. Therefore, in the
initial projects students needed to go through and analyze easy vocabulary and small reading
pieces. It had to be done in that way because the students were in their first year. Students tried
to get used to university life, On the one hand, and to the courses which were more difficult and
complicated than high school ones, on the other hand. Another prominent matter is that students
were of elementary level. Therefore, in the first 2-3 weeks they were just practicing their reading
skills.
Table 3.7. Students’ personal reading habits’ perceptions
Female
Number (11)
I have good reading habits in 12
English
I have poor reading habits in 0
English

Percentage

Male
Number (12)

Percentage

100%

7

0%

0%

6

0%

Table 3.7 displays students’ personal reading habits’ perception. Although female students’
reading habits are poorer than males’, they all believe that they have good reading habits in
English, but male students’ awareness is high about their deficient in reading.
Table 3.8. Students’ desire to improve reading skills
Female
Number (11)
I want to improve my English 11
reading skills
I don’t want to improve my 0

Percentage

Male
Number (12)

Percentage

50%

12

50%

0%

0

0%
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English reading skills

Table 3.8 is the last one that presents students’ desire to improve their reading skills. As it is seen
from the table, all students, male and female, want to develop their reading skills.
Students in the informal discussion with the researcher mentioned theybelieve, that if they
acquire good reading skills, they will enhance their understanding which will have positive
effects on their academic life progress, course grades, and their future career. Moreover, they
gasp for being good readers.
It should be pointed out that one of the main aspects of good readers – reading habit formation
starts in early ages with parental encouragement (Bendriss & Golkowska, 2011; Whitebread &
Bingham, 2013). It is obvious that if students do not have supportive and encouraging
environments, they will not read. So, parental engagement is important, but educational
institutions can and should contribute to reading habits development as well as to the motivation
to read.
Students’ reading skills was the dependent variable of the study. The necessary information for
the study about students’ reading was obtained from the pre-experimental interview and
analyzed carefully in order to hold a well-designed research and to minimize overlooked or noninvestigated possible factors’ effects. Then the independent variable, the application of ProjectBased Learning in the process of teaching reading was introduced.

3.2 A pre-experimental interview with Ishik University lecturers concerning reading in
English
3.2.1

Goal and participants

Before commencing the implementation of Project-Based Learning, an interview was held
with5Ishik University lecturers concerning students’ reading habits and their suggestions for
enhancing students’ reading skills. The respondents were lecturers from English language
department, the Faculty of Education. The interviewed lecturers had an experience of teaching
students of this geographic area and at Ishik University. The interview was held in order to set
out projects’ appropriateness to fit students’ abilities, capacities and interests.
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A qualitative instrument, unstructured interview, was used not to limit the respondents and to
allow them to discuss some issues to develop a deeper understanding that might not be
considered in the questionnaire. It was also recorded in order to transmit the answers to paper
and analyze them in detail.
Question 1: What do you think about general reading habits in Iraq and Ishik University
students’ reading habits?
Lecturer 1: Based on the seven years’ experience here in Kurdistan – Iraq Region, I have seen
that the people do not read enough. Actually, they not only don’t read enough, but also hate
reading. Many of the students who came here to Ishik University declared that reading is a tough
subject for them. Even in their native language they do not read magazines, books or even
newspapers. Around the city it is too hard to find newspaper agencies or bookstores. We can
understand that they do not read based on the quality of their writing. Since they do not read
even in their native language or English, their vocabulary is really limited and this is notable in
their writing.
Lecturer 2: Generally, students do not read unless forced to. It is neither a hobby they enjoy nor
something which is encouraged by family and friends.
Lecturer 3: I think 80% of our students do not have reading habits. I do not have enough
information to be able to speak about Iraq on the whole.
Lecturer 4: I think that our students at Ishik University do not read unless they have to, for
example, for a quiz or an exam. Only few students read recreationally.
Lecturer 5: I have been giving an extensive reading course for three years. I can say that you
have to force students to read. They all state that reading is useful and they appreciate the value
and effectiveness of it; however, they donot like reading, in our course we sometimes struggle
with students. I think students have to be encouraged to read by teaching then some learning
strategies.
Question 2: What do you think can be done to improve students’ reading habits and remove
the general reluctance towards reading?

92

Lecturer 1: Reading is visualizing the written texts in the mind. For an academic study, reading
is not only for passing the classes, but also it should be for the cognitive development. I think
motivation is one of the most important key tools for reading. If the students are motivated and
persuaded to read, they can read.
Another important key factor is attracting or causing the students’ interests towards reading.
Research showed that the more the students are attracted, the more they read.
Next factor may be the most important one, reading habits awareness should be implemented at
home in their early childhood times. Families play an important role and it is advisable to have a
library at home.
Finding different types of activities and techniques, a positive encouragement, praising and
finding priorities are some other techniques to develop students’ reading habits.
Lecturer 2: I think the context they are reading is important. So, as it is important that they have
to read. In this regard, assessment and testing on information need is a good technique.
Lecturer 3: First of all it starts at home. We have to set time for reading in the family. We should
understand our child’s /student’s interest and let him/her read according to his/her interest.
Families /teachers must insist that television and internet cannot substitute for reading and they
waste our time.
Lecturer 4: Reading must be fun and beneficial for our students. I think firstly we should provide
recreational reading books and magazines. A library in each building is helpful, in addition to a
reading club that meets fortnightly and discusses the read material. When students are forced to
read, they are demotivated, but when they are left free to decide, they will not read. Hence, a
balanced approach needs to be adopted where we create an awareness of the importance and joy
of reading.
Lecturer 5: I believe that students have to be taught learning strategies, for example, they can be
taught how to break sentences into smaller pieces by identifying members of the sentences
(S+V+O), or they can take notes. Another point is that students should do some productive tasks.
The lecturers’ convictions show that in general students do not like reading, and it has an adverse
impact on their writing. They also stated that students’ reading habits are poor which may be
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caused from the lack of internal and external motivators and supporters. It was mentioned that
few students read recreationally and this means that the majority of students read solely for
quizzes or exams. On the other hand, students are aware of vital importance of reading. Related
to the suggestions above, lecturers recommended that students should be motivated by teachers
and persuaded in the prominence of reading. The most emphasized point among the proposals is
the implementation of possible various techniques, strategies, and positive encouragement. The
interviewed lecturers believe that the formation of reading habits commences in the family
environment. Lecturers also laid a weight on the significance of students’ interests which should
be taken into consideration. Reading for getting marks in the progress of time may turn into or
give way to recreational reading. I do believe that if almost all educators desire and wish to have
students who are great readers, they should help students not only to read but also to be able to
analyze, scrutinize, interpret written material, link the acquired knowledge to real life and put it
into practice in required steps in private life path. At this stage various projects in Project-Based
Learning will assist educators and learners in the formation of learners with good reading skills
that are required in the highly-competitive 21st century. Therefore, the realized projects were
designed by taking into account each fine detail, the projects’ context provide basis for learners
to have a required amount of reading by applying the taught course book appropriate level
reading skills. At the same time projects entail information on synthesizing, teamwork, group
brainstorming and digital skills (search on the internet, prepare power-point presentations, fit the
designed projects, create online newspapers and magazines).

3.3. Experimental Study
3.3.1. Goals, problem and research questions
The goal of the experimental study was to find out whether Project-Based Learning organized
according to the worked out model would really increase Iraqi EFL undergraduate learners’
reading skills. Correspondingly, three research questions were asked:
•

Does the application of projects in Project-Based Learning significantly increase EFL
undergraduate learners’ reading skills?

•

Does the application of traditional teaching increase EFL undergraduate learners’ reading
skills?
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•

Do the reading test results in the experimental group increase significantly compared to
the test results in the control group?

3.3.2. Method
To answer the research questions, an experimental study was implemented where different
projects were used in the experimental group during the experiment period, while no such
projects were held in the control group. The projects implemented in the experimental groups
were held according to the seven-stage model developed in chapter two. The control group read
the texts offered in the course book and fulfilled the tasks, offered in the course book. Reading
tests were implemented to measure the students’ reading skills. Overall, one pre-, two while-and
one post-test were implemented.

3.3.2. Experiment participants
Experiment participants were Ishik University freshmen students from the Faculty of Education,
aged 17-25, who were taking General English in the first semester and Reading as a separate
skill in the second semester.
The study was carried out with elementary level students because at least two groups of students
with the same level of English language Proficiency were needed (after the placement test, one
starter, one intermediate level and four elementary classes were formed, which shows that only
elementary level was represented by more than 1 group. Two elementary level groups were
chosen at random to be a control and an experimental one. Students were identified as A1
(elementary level) according to their Oxford Placement Test scores with regard to CEFR. The
total number of participants was 48, including 25 female and 23 male students (summarized in
the table 3.9 below). The groups were selected at random among volunteers for the duration of
the experiment (one academic year - in the 2014/2015 education year). The course books used
during the experiment were Cover to Cover 1 – Reading Comprehension and Fluency (Day and
Yamanaka, 2012) and Oxford University – elementary and pre–intermediate “English Result”
(Hancock and McDonald, 2013).
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Table 3.9. Distribution of Students in the groups in terms of number, gender, and nationality in the
experimental and control group
Groups

N

Experimental Group
Control Group

23
25

Gender
Female
11
14

Nationality
Kurdish
Arab
16
4
16
6

Male
12
11

Turkmen
2
1

Turkish
1
2

Students were placed in their classes with regard to their placement test results by the Head of
ELT Department without any intervention. The only demand was to have English Language
proficiency levels same or close to each other to eliminate bias and biased sampling procedures.
As result, choosing students who volunteered to be part of experiment, two groups were formed
by placing them at random to control and experimental group. The only difference between the
groups was the way reading was taught to the groups (see table 3.10).
Table 3.10. Experiment design of the groups
Experimental Group

The group where Project-based Learning methods were implemented to
enhance the learners’ reading Skills.

Control Group

The group where conventional instructional methods were applied.

3.3.4. Experiment procedure
As it was mentioned in research settings, the students’ English language level was determined
according to OOPT – Online Oxford Placement Test. OOPT results revealed students’ level
according to CEFR. All students of the control and experimental groups were A1 in reference to
CEFR. Therefore, standardized KET tests were selected as a Pre – Post and While – Tests.
KET stands for Key English Test. There are two versions of the KET test.
1. KET – this standard version of KET is aimed at candidates aged 15 and over.
2. KET for schools (KETfS) – this version is aimed for students aged 11 – 14.
Both versions include the same type of questions. The KET for schools involves the content of
interest to school-age learners.
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KET test is designed by University of Cambridge ESOL examinations (Cambridge ESOL).The
systems and process for designing, developing, delivering examination and assessment services
of Cambridge ESOL are certified as meeting the internationally recognized ISO 9001 – 2008 for
quality management. One of the most important features of Cambridge ESOL examinations is
that they are suitable for all nationalities (not culture-biased), whatever their first language or
cultural background. Furthermore, the examinations are suitable for almost any age of learners
(KET Handbook for Teachers, 2015). KET was developed between 1991 and 1994. It is a
standardized test which is rigorously developed, trialed and revised and helps determining what
is really measured, i.e. it is valid (Hobbs et al., 2011, p. 131). The reliability coefficients for the
KET reading test was estimated by TestDaF and found to be 0.9 (Milanovic & Weir, 2004),
which is really high.
With respect to ESOL Examinations’ Report, KET – Reading exam is designed around five
essential qualities; validity, reliability, impact, practicality and quality (for more details see KET
Handbook for Teachers, 2015, pp. 2-6). In the reading part of KET – test students have to
practice skills: reading for the main messages, reading and finding the right answer for everyday
conversions (authentic reading), reading and finding the right word (scanning), reading to
understand the detail and main ideas of a text and reading to find the structural word (see for
more details Principles of Good Practice,Quality management and validation in language
assessment, 2013).
It can be concluded that KET is a valid and reliable measure to determine students’ existing
reading skills on pre–test and follow the progress in While and Post –Tests , especially for
elementary level students because students possessed limited Reading ability. However, KET
overall and in terms of reading parts, vocabulary and structure selection is a carefully and
attentively designed test which is well-trialed, tested and approved by taking into consideration
all main four language skills with sub–skills as well as knowledge of structure and its use, not
only in reading but also other parts. KET test is based on realistic tasks and situations. The test is
as fair as possible to all test–takers, whatever their national ethic and linguistic background,
gender or disability (KET Handbook for Teachers, 2015, p. 3).
The same format and difficulty level of KET test was employed before and after the experiment.
Each time the participants were given 1 hour and 10 minutes (70 minutes) as it is normally
allocated in real test to complete the KET – Test’s Reading part.
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Since the same format of KET – Reading was administered in the pre-, while- and post-tests, the
participants (students of control and experimental groups) may experience a testing effect. That
is, the experience of taking the pre–test may have an impact on the further tests. However, the
participants studied the same courses, in the same class conditions in the period of the
experiment, they had the same testing experiences. Hence, with the assumption that all
participants had the same experiences, on the repeated test format any testing effect could not
have any bias.
To test the hypothesis of the experiment one pre-, two while-and one post-test were implemented
which gradually tested the experiment participants’ achievement in English reading. Both the
experimental and the control group were placed in maximally identical conditions, to avoid
impacts of other variables except the application of project-based teaching reading. The
classrooms were modern university classrooms equipped with smart boards, projectors, air
conditioning and whiteboards. Each student had his / her own desk, but generally students were
sitting 2 desks side by side in 3 rows. Assessment and the assessor were the same during the
experiment. The time spent in class on reading in both groups was the same. To avoid the impact
of time factor while doing the projects (in the experimental group) / other reading tasks (in the
control group), tasks commeasurable in time were given to both groups. Thus, test results can be
viewed as reliable.

3.3.5. Results and discussions
The purpose of this study was to examine the effect of Project-Based Learning on Iraqi EFL
undergraduate students’ reading skills. The quantitative data were analyzed using Statistical
Package for the Social Sciences (SPSS – 22).
In order to assess students’ achievement in reading across the control and experimental groups at
the beginning, in the process and at the end of the study (pre-, while-1, while-2, and post-tests),
quantitative data were collected and utilized. Independent T–test and Paired–Sample T – test was
run to analyze the data, to support the reliability of the results.
All the participants underwent the pre–test at the beginning of the study. The purpose was to
establish a data reference line from which post – test’s gains could be measured. Already before
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the pre–test the groups were designed in each aspects homogenously with regard to OOPT (The
Oxford Online Placement Test) results, but to prove and to certify students’ initial English
reading proficiency level statistically, independent samples T–tests were run for groups’ pretests.
Table 3.11. Pre–Test Statistical Results
Pre – Test
Control Group
Experimental Group

Number
25
23

Mean
50.320
51.435

Std. Deviation
12.7106
13.7967

Std. Error
Mean
2.5421
2.8768

Table 3.11 presents the control and experimental groups’ statistical results of pre–test. The
control group’s mean is 50.320 and the experimental group’s– 51.435. The means are very close
to each other. However, to find out whether this difference between the means is statistically
significant, an independent T-test was held, as shown in the next table.
Table 3.12. Independent Samples T–Test
Levene's Test
for Equality
of Variances

T-test for
Equality of
Means

T-test for Equality of Means

Sig. (2tailed)
F
Preexperi
mental
Equal
varianc
es
assume
d
Equal
varianc
es not
assume
d

.543

Mean
Differe
nce

Std.
Error
Differen
ce

95% Confidence
Interval of the
Difference
Lower
Upper

Sig
.

t

df

.46
5

.291

46

.772

1.1148

3.8257

8.8155

6.5860

.290

44.7
56

.773

1.1148

3.8391

8.8482

6.6186
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Table 3.12 shows that confidence interval of the difference is 95%. This means that there is no
statistically significant difference between the experimental and control groups’ reading
proficiency level, because the variances of both groups’ scores are very close and Sig. (2-tailed)
value is .772-.773 what is higher than 0.05(0.947 ≥ 0.05), and it means that the students of the
control and the experimental groups are homogenous from the point of view of their English
reading proficiency level before the implementation of Project-based learning.
After proving the English reading level homogeneity of the two groups, the statistical differences
of while – tests results within the groups was established. In order to reveal whether the uptrend
in the experimental and control groups is statistically significant or not, Paired–Samples–T–Tests
were utilized.
Table 3.13. Paired Samples Statistics of Experimental Group’s While – Test 1 and 2
While –test 1
While – test 2

Mean
60.391
71.043

N
23
23

Std. Deviation
12.6518
11.3637

Std. Error Mean
2.6381
2.3695

Table 3.13 indicates the means, standard deviation and standard error mean of while–test 1 and
while–test 2 (post – test) of the experimental group. The mean scores of the experimental
group’s while–test 1 is 60.391 and while–test 2 is 71.043, which shows progress (71.043– 60.391
= 10.652) in mean scores. The statistical significance of the progress is analyzed in the next table
- 3.14.
Table 3.14. Paired Samples Test of Experimental Group’s While Tests
Paired Differences

While
1
While
2

Mean

Std.
Deviation

Std.
Error
Mean

10.652

7.33366

1.52917

95% Confidence Interval
of the Difference
Lower

Upper

t

df

Sig.
(2tailed)

7.48086

13.82349

6.966

22

.000

The paired samples test aimed to reveal the statistical significance of group’s internal results.
Table 3.14 indicates the increase of mean scores between while-test 1 and 2 by10.652, the Sig.
(2–tailed) value is less than 0.05. This statistical test confirmed that the difference between
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while-test 1 and while-test 2 is statistically and educationally significant. It means that in the
process of PBL implementation treatment the students’ English reading proficiency level
gradually increased. While-test 1was administered in the middle of the first semester and while–
test 2 - in the middle of the second semester.
In the period of Project-Based Learning implementation to the experimental group, the control
group was going through traditional educational process in reading lessons and it had its own
effect on students’ English Reading Proficiency. The control group’s while tests’ results were
analyzed to compare and demonstrate the progress of the group in the period of time.
Table 3.15. Paired Samples Statistics of Control Group’s While Tests
Mean
52.680
50.880

While-test-1
While-test-2

N
25
25

Std. Deviation
11.8523
11.5806

Std. Error Mean
2.3705
2.3161

Table 3.15 shows the control group paired sample statistics results. The control group’s while–
test 1 mean score is 52.680 and while–test 2 mean score is 50.880. The decrease between tests is
(52.680 – 50.880 = 1.8) 1.800. The control group’s while-tests were statically tested. With
respect to paired sample test, table 3.16 shows that Sig. (2-tailed) value is .577 and it is greater
than 0.05 (.577>0.05). The decrease in control group’s while-tests was not significant.
Table 3.16. Paired Samples Test of Control Group’s While Tests
Paired Differences

Mean
While
1
–
While
2

1.800
0

Std.
Deviatio
n

Std.
Error
Mean

7.1995

1.4399

95%
Confidence
Interval
of
the
Difference
Lower

Upper

t

df

Sig.
tailed)

4.7718

1.1718

1.250

24

0.223

(2-

It should be noted that the raise in the experimental group’s while–tests’ mean score is 10.652
and the control group’s mean score decreased by 1.8. To see whether the difference between the
groups is statistically and educationally significant, independent samples t-tests were held,
reflected in the next tables.
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Table 3.17. Independent Samples T –Test Statistics of Control and Experimental groups’ While –
Tests 1

Control Group
While –1
Experimental
Group While –1

N

Mean

Std. Deviation

Std. Error Mean

25

52.680

11.8523

2.3705

23

60.391

12.6518

2.6381

Table 3.17 illustrates the mean score, standard deviation and standard error mean of the control
and experimental groups’ while–tests 1. The independent samples T–Test’s mean score of the
control group while–test 1 is 52.680, while the experimental group’s is 60.391. The mean scores
stated that the experimental group’s mean score is higher than the control group in while–test 1.
The table 3.18 indicates that Sig. (2-tailed) value is 0.034 which is less than 0.05 (.034<0.05).
The mean score of the control group is 50.880 and the experimental group’s mean score is
71.043.So the progress (the difference is 7.713 points) was statically significant.
Table3.18. Independent Samples T –Test of the control and the experimental groups’ while – tests 1
Levene's
t-test
Test
for Equality
Equality of Means
Variances

Equal
variance
s
assumed
Equal
variance
s
not
assumed

for t-test for Equality of Means
of

F

Sig.

t

Df

Sig.
(2tailed
)

.12
0

.73
1

1.72
6

46

.034

7.7113

3.5368

.5921

14.830
5

1.72
6

47.99
0

.035

7.7113

3.5466

.5680

14.854
6
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Mean
Differenc
e

95% Confidence
Interval of the
Difference
Lowe
Upper
r

Std. Error
Differenc
e

Table 3.19. Independent samples T –Test statistics of the control and the experimental groups’
while – tests –2

Control Group
While –2
Experimental
Group While –2

N

Mean

Std. Deviation

Std. Error Mean

25

50.880

11.5806

2.3161

23

71.043

11.3637

2.3695

Table 3.19 presents the statistics of the experimental and the control groups in independent
samples T –Test. It was utilized to see if the changes in reading tests during the treatment time
was different for the both (control and experimental) groups. It shows the differences among
groups’ mean scores in terms of their English reading proficiency level in the middle of the
experiment implementation. The results reveal that the experimental group outperformed the
control group in while–test 2. The difference among groups’ means is (71.043– 50.880=20.1635)
– 20.1635. In the second while tests’ mean scores’ difference was 20.1635 and to see whether it
was a significant difference independent Samples T-test was held, the results of which are shown
in table 3.20. It is possible to see that the difference among groups’ mean scores was 20.1635
and value of Sig. (2-tailed) was .000 which is less that alpha level 0.05 (.000< 0.05) and it proves
the experimental group’s (Project-Based Learning implemented) advancement in while – test 2
with 95% confidence interval of the difference is significant.
Table 3.20.Independent Samples T –Test of the control and the experimental groups’ while – tests 2
Levene's
t-test
Test
for Equality
Equality of Means
Variances

Equal
variance
s
assumed
Equal
variance
s
not
assumed

for t-test for Equality of Means
of
Sig.
(2tailed)

Mean
Differenc
e

Std.
Error
Differenc
e

95% Confidence
Interval of the
Difference
Lower
Uppe
r

F

Sig
.

t

Df

.02
3

.88
0

6.08
0

46

.000

20.1635

3.3161

13.488
5

26.83
85

6.08
5

45.79
9

.000

20.1635

3.3134

13.493
1

26.83
89
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In the last stages the acquired reading skills was measured by reading post-test. The analysis of
the independent samples T–test was conducted to examine the effect of Project-Based Learning
projects on students’ reading skills. The mean and standard deviation as well as the results of the
independent samples T–test are presented in table 3.20 respectively.
Table 3.21. Independent Samples T –Test Statistics of Control and Experimental groups’ Post –
Tests
Post – Test
Control Group
Experimental Group

N
25
23

Mean
58.640
86.087

Std. Deviation
12.0031
9.2781

Std. Error Mean
2.4006
1.9346

Table 3.21 provides the information about the mean, standard deviation and standard error mean
for the both groups’ post–tests. The mean value of the post–test scores in the experimental group
is 86.087and in the control group-58.640. The difference between post–tests’ mean score is
27.4470(86.087 – 58.640= 27.4470). Whether the difference is statistically significant is shown
in the next table.
Table 3.22. Independent Samples T –Test of the control and the experimental groups’ post – tests
Levene's Test t-test for Equality t-test for Equality of Means
for Equality of of Means
Variances
Mean
Std.
Sig.
Differ
Error
(2ence
Differe
tailed
nce
F
Sig.
t
df
)

95%
Confidence
Interval
of
the
Difference
Lower
Upper

post
Equal
varian
ces
assum
ed
Equal
varian
ces
not
assum
ed

.506

.481

8.807

46

.000

27.44
7

2.9968

21.1740

33.719
9

8.902

44.72
0

.000

27.44
7

2.9968

21.2361

33.657
8
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To answer the research question, an independent samples T–test was performed between the
mean scores of the post–tests’ of both groups. The results are shown above. Table 3.22 shows the
details of the results of the independent samples T–test of the control and experimental groups’
post–tests. The results of the T– test indicated that there was a significant difference between the
mean scores of the control and experimental groups at the end of the term in the post–test
because p-value = 0.000 < α = 0.05. In other words, by looking at the information presented in
Table 3.22 it becomes evident, that Sig (2-tailed) value is .000 which is less than 0.05. So the
difference between the experimental and control group is statistically significant. To conclude,
there was a significant difference between the experimental and control group in the reading
post–test. The result of Sig (2-tailed) calculation, which was 0.000, indicated that the
experimental group outperformed the control group in English Reading after implementing
Project-Based Learning’s projects. Moreover, the results showed that in the post–test
experimental group showed significantly higher scores than the traditional group. So it can be
concluded that the application of Project-Based Learning to a reading course positively and
significantly influences EFL learners’ reading skills, which entails the development in students’
reading comprehension and the improvement in English reading level.
The findings above clearly testified and demonstrated that learners’ performance in the
experimental group far outweighed the control group’s results in all tests, especially in the posttest. However, to crosscheck fully employed paired samples T–test for the reading post–test
results of both groups. The paired samples of T–tests allowed to track the changes overtime
within the groups. In the tables below, the progress in English reading of the experimental (from
the beginning until the end of treatment – 2 semesters) and the control group (in the same period
as an experimental group, without PBL treatment) were analyzed. The progress within the
groups of while–tests 1 and 2 was already explained in the tables above.
Table 3.23.Paired samples statistics of the Experimental Group’s pre and post tests
Pre
Post

Mean
51.435
86.087

N
23
23

Std. Deviation
13.7967
9.2781

Std. Error Mean
2.8768
1.9346

From the Table 3.23 above, the mean score of the experimental group’s pre–test was 51.435 and
the post-test mean score was 86.087. It manifests that learners’ reading post-test’s mean score
(86.087) is substantially higher than before starting the application of Project-Based Learning
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(pre–test mean 51.435). The mean difference between reading pre- and post-tests (86.087–
51.435=34.6522) is 34.6522. In each administrated test, the experimental group learners showed
better results than in the previous one. The rise was gradual and on each step statistically
significant.
Table 3.24. Paired samples test of the experimental group’s pre and post tests
Paired Differences

Pre Post

Mean
34.652
2

Std.
Deviation

Std.
Error
Mean

9.3983

1.9597

95%
Confidence
Interval
of
the
Difference
Lower

Upper

30.5880

38.7163

t
17.68
3

df

Sig.
tailed)

22

.000

(2-

The paired samples T–test was utilized – in Table 3.24 to evaluate whether the difference
between pre- and post-tests of the experimental group is statistically significant. The difference
increase of mean scores during 2 academic semesters is 34.6522 and with confidence interval
(CI) the lower cases (least difference) was30.5880, while in upper cases (biggest difference) 38.7163.The Sig. (2-tailed) value is 0.000, which is less than < 0.05, so the statistical test
confirmed that the difference between pre- and post–test mean score is statistically significant.
To reveal the difference between Project-Based Learning and traditional instruction in the
process of teaching reading, the results of the control group’s reading pre- and post-tests were
also examined. For statistical analysis a paired samples T–test was utilized.
Table 3.25. Paired samples statistics of the control group’s pre and post tests
Pre
Post

Mean
50.320
58.640

N
25
25

Std. Deviation
12.7106
12.0031

Std. Error Mean
2.5421
2.4006

Table 3.25 illustrates the control group’s pre- and post-tests statistics in paired samples T–test.
The control group’s reading pre–test’s mean score is 50.320 and post–test’ - 58.640. The
difference (58.640– 50.320= 8.320) between them is 8.320.
Table 3.26 presents that the control group also had significant difference between the two tests,
because Sig (2-tailed) value is 0.000 and it was less than 0.05, it indicates the significant
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difference of the control group’s pre- and post-tests. It should be remarked that at the end of the
academic year the control group’s students developed good enough reading skills, which reveals
that the education system (including teaching reading) at Ishik University is quite good.
However, the significant point is that the mean difference of the experimental group’s pre- and
post-tests is 34.6522, while in the control group is only 8.3200. By looking at the mean scores of
the two groups, it becomes evident that experimental group’s reading scores grew considerably
more than the control group’s scores. Moreover, when 2 mean score results are compared,
although the reading scores of learners’ increased both in the control group and the experimental
group, the comparison discloses the reality that this increase in the experimental group is
statically and substantially higher than that of the control group. To put it simply, the
experimental group, which received the PBL treatment, outweighed substantially in reading
score and outperformed the control group, which did not. The results indicate that Project-Based
Learning enhanced and promoted English reading performance of the experimental group’s
learners more efficiently than the performance of the students in the traditional instruction class.
The detailed results of the experiment are presented in tables 3.26 and 3.27 below.
Table 3.26. Paired samples test of the control group’s pre and post tests
Paired Differences

Pre Post

Mean

Std.
Deviatio
n

Std.
Error
Mean

8.3200

9.0817

1.8163

95%
Confidence
Interval
of
the
Difference
Lower

Upper

t

df

Sig.
tailed)

4.5713

12,687

4.581

24

.000

Table 3.27.Test results for the Control Group
Control
Group

Preexperimental

Whileexperiment-1

Whileexperiemt-2

Postexperimental

Student 1
Student 2
Student 3
Student 4

67
35
47
41

48
42
70
53

50
40
66
46

70
42
68
50
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Difference
between preand
postexperimental
results
3
7
21
9

(2-

Student 5
Student 6
Student 7
Student 8
Student 9
Student 10
Student 11
Student 12
Student 13
Student 14
Student 15
Student 16
Student 17
Student 18
Student 19
Student 20
Student 21
Student 22
Student 23
Student 24
Student 25
Mode(s)
Median
Mean
Std.
Deviation

51
49
41
47
55
41
59
53
69
77
21
35
45
35
55
49
55
59
69
45
58

53
56
56
53
36
53
60
50
70
72
24
38
58
40
56
53
46
42
68
69
51

54
48
38
45
38
50
55
50
58
73
25
41
59
39
40
56
49
60
69
70
53

60
50
60
57
60
59
58
56
69
75
30
44
61
45
42
70
57
72
78
74
59

9
1
19
10
5
18
-1
3
0
-2
9
9
16
10
-13
21
2
13
9
29
1

41 and 59
50.5
50.3200
12.71063

53
52
52.680
11.8040

50
48
50.8800
11.58059

60
54
58.6400
12.003006

8.32
-

Table 3.28. Test results for the Experimental Group
Experimental
Group

Preexperimental

Whileexperiment-1

Whileexperiemt-2

Postexperimental

Student 1
Student 2
Student 3
Student 4
Student 5
Student 6
Student 7
Student 8
Student 9

52
53
31
66
48
43
40
68
74

59
63
37
60
49
63
61
76
59

66
69
50
70
60
81
71
82
88

81
87
71
91
78
98
87
98
98

108

Difference
between preand
postexperimental
results
39
34
40
35
30
55
47
30
24

Student 10
Student 11
Student 12
Student 13
Student 14
Student 15
Student 16
Student 17
Student 18
Student 19
Student 20
Student 21
Student 22
Student 23
Mode(s)

72
46
58
34
52
56
38
72
70
38
56
46
32
38

69
59
66
53
54
59
45
77
85
51
85
69
42
48

82
64
72
59
61
66
58
82
86
70
89
78
52
78

96
76
89
75
77
82
76
94
98
85
97
88
70
88

24
30
41
41
25
26
38
22
28
47
41
42
38
50

38

59

82

98

-

Median

55.5
51.435

61
60.391

69.5
71.043

87
86.087

-

Mean
Std. Deviation

13.7367

12.6518

11.3637

9.2781

-

34.65

The skill level in both groups before the experiment is very close to each other (50.320 and
51.435). This means that the groups are really comparable.
The control group’s results are fluctuating and eventually reveal a small increase of 8.32 points.
Five students (# 3, 7, 10, 20, 24) in the control group have significantly (by 18-29 points)
increased their results. On the other hand, one student’s results did not improve and three
students even decreased their results (# 11, 14, especially,19). All the central tendency statistical
parameters (mode, median and mean) behave analogously from measurement to measurement,
which shows the reliability of the obtained results. The standard deviation is a bit high (12.7111.58, while the appropriate level is up to 10), which shows that the group is not very
homogeneous; this level of variety remains practically the same during the whole experiment,
which means that the improvement of the mean results is mostly achieved at the expense of the
best students in the group.
The experimental group results reveal a significant growth of 34.65 points. Each student has
improved his / her results, minimum by 20 points, but one student even increased the results by
50 points. The central tendency statistical parameters (mode, median and mean) behave
analogously from measurement to measurement, which shows the reliability of the obtained
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results. The standard deviation is a bit high in the first three tests (13.79-11.36), which show that
the group is not very homogeneous; however, it is decreasing step by step and in the last test it
has lowered to 9.27, which is appropriate for a homogeneous group). As it is shown none of the
students has decreased or maintained the same results. The fact that the group has become more
homogeneous by level means that the weaker students have significantly caught up with the rest
of the group.
In order to provide the general view of the quantitative data, the results of the control and the
experimental groups are displayed in the Tables 3.29 and 3.30 in a summary form, including the
mean, the standard deviation, maximum and minimum scores, and standard error of the mean.
Table 3.29. Representative performance data of the control group in all tests
Time

Pre-test

While-test 1

While-test 2

Post–test

Mean
Std. Deviation
Maximum
Minimum
Standard Error

50.320
12.7106
77
21
2.5421

52.680
11.8526
72
24
2.3705

50.880
11.5806
73
25
2.3161

58.640
12.0031
78
30
2.4006

Table 3.30. Representative performance data of the experimental group in all tests
Time

Pre-test

While-test 1

While-test 2

Post–test

Mean
Std. Deviation
Maximum
Minimum
Standard Error

51.435
13.7967
74
31
2.8768

60.391
12.6518
85
37
2.6381

71.043
11.3637
89
50
2.3695

86.087
9.2781
98
70
1.9346

To assess the situation visually, the graphs 3.1 and 3.2 were built. In the graphs we can see that
between the pre-experimental and while-experimental tests the control group’s results fluctuate
and eventually grow to some degree, while the experimental group’s results were improving all
the time, especially at the last stage.
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Graph 3.1. Experiment mean results
Experiment mean results - students' reading skills level
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Graph 3.2. Comparative testing results of control and experimental groups
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These results support our hypothesis – the role of Project-Based Learning for the improvement
of reading skills is really positive.
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3.4. Post-experimental interview with Ishik University lecturers
A post-experimental interview with lecturers was applied which surveyed the effects of assigned
projects on their reading skills. Teachers’ observations and feedback revealed projects’ positive
effects on students’ reading skills.
The teachers got the impression that students were happy by doing these projects, because, if the
students feel excitement and satisfaction in any course, the instructors who taught this group feel
that. Teachers, who communicated with other colleagues, noted that Project-Based Learning had
positive effects on students’ ability to understand the reading matter better not only in English
classes, but also in their major classes. The teachers observed students’ satisfaction of being able
to succeed in a project. The committee which assessed projects involved teachers who were total
strangers to the students, the students got the feedback of the committee, and the more students
read for their projects’ accomplishment, the more their reading capacity got enriched. ProjectBased Learning projects also assisted students to get familiar with reading strategies. This is
observed by seeing students with different books and different kinds of available sources who
come up with different questions related to their projects’ topic.
Lecturer A: students held an interview with me about the traditions of marriage in other
countries and while doing this interview, I realized that the members of the group had a grasp of
the researched topic. They collected enough information and prior knowledge to the topic. It was
observed by the type of questions of the interview which contained some enquiries and
requirements dealing with prior knowledge on the topic.
The interview was held with multicultural teachers, the students had to give a brief insight into
marriage traditions in various countries during the presentation, which required from the students
to read some relevant sources. Some teachers noticed that the more students did research in
Project-Based Learning implemented course, the more they improved their reading skills and
course-based skills as well. Teachers felt the progress in the enrichment of Project-Based
Learning implemented learners’ general knowledge academically, due to their oral responses in
the class and written responses on exam papers and their proper analysis. Students’ oral or
written output displayed that the students could analyze their reading rather than memorizing it.
Teachers mentioned that doing projects improved students’ social skills and psychological wellbeing (they have built self-confidence).
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According to the participant teachers’ feedback, it is noticed that the students have made a big
change in their social and academic lives. They have seen that Project-Based Learning facilitates
teachers’ duties by activating and empowering the students to do various activities. The students
realize their potentials which previously were not noticeable neither to the teachers, not to the
students themselves. The students’ reading skills improvement facilitates their course
comprehension and meaningful learning, which induces the increase of academic achievement.
The second question of the survey attempted to survey teachers’ opinions about positive effects
of PBL projects on students’ reading skills.
Lecturers stated that PBL enriched students’ knowledge in their specific fields. Projects required
research along with reading, thus, the more the students read, the more it expanded students’
vocabulary, which is directly connected with students’ English Language Reading
Comprehension.
Lecturer B: While doing research and reading for the needed information for their projects,
students learned more complicated sentence structures and phrases. In the process of project
fulfilment and presentation, learners utilized the new acquired structures and phrases. By doing
projects students can comprehend reading much better than before.
Most of the participant teachers of Ishik University pointed out that the students had to read a lot
with the intention of doing an efficient research. Hence, their reading skills got improved. Some
instructors, who were jury members for debate competitions, which were one of the projects in
Project-Based Learning, noticed that students’ reading skills and strategies, such as
summarizing, inferencing, drawing conclusions and distinguishing between a fact and an
opinion, highly improved.
The interview also dealt with the lecturers’ critics about Project-Based Learning implementation.
According to the interview results, the majority of teachers have not observed any negative
regards of Project-Based Learning, however, few shortcomings were spotted, such as: leaving
the lesson in order to get together for brainstorming the project ideas, being overloaded and
facing problems in time management.
To sum up, the general inference from lectures’ post-experimental interview is that ProjectBased Learning is closely related with reading, expands students’ scanning and skimming skills,
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learning is more advanced, students acquire up-to-date vocabulary and various sentence
structures. Reading for the purpose of preparing for projects or doing research is very useful for
English language reading improvement that allows the EFL learners to make progress in their
general and academic English language. As language of instruction at Ishik university is English,
these effects help learners to gain successful educational performance in their tertiary studies.
There is more to say that writing and communication skills’ instructors were surprised that
Project-Based Learning implemented class students had dramatically improved their academic
writing skills and public communication skills. There were various types of projects in the
survey. So the majority of interviewees who are instructors at Ishik University listed PBL among
the most beneficial ways for EFL students’ reading skills improvement, if the following PBL
formats are applied: debate competition, the projects which require reading online articles,
newspapers and journals, students conference, students - made magazines and newsletters, and
poster presentations.

3.5. Students’ post-experimental questionnaire
Quantitative data proved that Project-Based Learning implemented group (experimental)
students caused a significant improvement in students’ English language reading skills. Besides,
it was essential to find out students’ aftermath of the experiment. A post-experimental student
questionnaire was held. To provide the quality of the questionnaire, it was in advance piloted on
four students who did not participate in the research, and some corrections were done according
to their feedback. The questionnaire items were first written in English, then the students were
provided with translations in their native language. For this questionnaire a five – point Likert
scale was used, rating from 1 (strongly agree) to 5 (strongly disagree). While analyzing the
questionnaire results, codes 1 and 2 (strongly agree/agree) and codes 4 and 5 (disagree/strongly
disagree) were tailed together to show clear opinions. In the table 3.31 below find the questions
related to the English language reading.
Table 3.31. Reading skills questionnaire
%
Agree
1. By doing projects I learned how to analyze a reading 88%
text
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Not Sure
12%

Disagree
0%

2. By doing projects I learned how to find the main idea 94%
of the reading text
3. By doing projects I learned how to read online a 96%
newspaper article

6%

0%

0%

4%

4. Debate projects enhanced my reading for arguments 92%
(specific information)

4%

4%

5. By doing projects I learned how to scan the text

94%

6%

0%

6. By doing projects I learned how to skim the text

84%

10%

6%

0%

4%

7. All types of projects had positive effects on my 96%
reading comprehension

Quite a high number of respondents, 88%, agreed that they learned to analyze the reading text
while doing projects. Only 12% was neutral in the choice of the answer and nobody disagreedthis proves projects’ benefit. 94% agreed that projects helped them to acquire the skill of finding
the main idea in the text. Quite a small number, 6%, was not sure and nobody disagreed. Doing
projects was beneficial for 96% of the students for reading newspapers online, while only 4%
disagreed with the idea. For 92% of the students, projects improved the skill of finding specific
information in the text and again 4% of the respondents disagreed or was not sure. Scanning skill
was improved for 94% of the respondents. Only 6% was not sure and nobody disagreed.
Skimming skill was enhanced for 84%. 10% of the respondents were not sure and 6% could not
improve the mentioned skill. The overall effect of projects on students’ reading comprehension
was positive for 96% of the respondents and only 4% had negative opinions.
Thus, the answers to the questionnaire prove the positive effects of Projects-Based Learning
implementation for enhancing undergraduate EFL learners’ reading skills. Besides Iraqi EFL
learners’ reading skills, the questionnaire surveyed other skills which were enhanced by doing
projects. Answers are summarized below in the table 3.32.
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Table 3.32. Questionnaire assessing enhanced skills in PBL
%
Agree
1. Project presentations improved my public speaking
skills
2. Projects made us learn by investigating

80%

Not
Sure
8%

84%

12%

4%

3. PBL’s projects taught us how to use acquired
knowledge in Real – life

88%

8%

4%

4. It was fun to do projects with my friends

72%

16%

12%

5. What I learned through projects I don’t forget easily

96%

0%

4%

6. I want to continue my future course with PBL

96%

4%

0%

12%

4%

7. I believe that PBL had a great contribution on my 84%
general English language improvement

Disagree
12%

80% of experimental group EFL learners agreed that the project presentations improved their
public speaking skills, while 12% disagreed and only 8% was not sure. 84% of the respondents
believed that by doing projects they developed investigating skills, 4% disagreed and 12% was
not sure. 88% of students applied the acquired knowledge from the project in their real life,
while 4% disagreed and 8% was not sure. For 72% of the respondents doing projects with friends
was fun, 12% disagreed and 16% was not sure in the answer. The crucial point is that 96% of
students strongly agreed that they remembered quite well what they learned through projects and
4% disagreed. This means that doing projects fixes the acquired knowledge and makes it
memorable. The same number - 96% of the learners - agreed that they wanted to continue their
further learning in Project-Based Learning implemented class. Only 4% was not sure and nobody
disagreed. This means that they benefitted a lot from doing projects. Quite a high number of
respondents - 84% - believed that Project-Based Learning improved their general English
language skills. 4% disagreed and 12% was not sure if general English skills were improved.
To conclude, the students’ questionnaire results show that the majority of students believe that
Project-Based Learning improves their reading skills (and their constituent skills) and promotes
their general English language knowledge improvement. In addition, projects assisted them to
obtain real-life skills.

116

Quantitative data is supported with qualitative data results. See below the most common
comments which were made by the participant students:
S1: I want to continue my education with PBL, because it helps me to learn better.
S3: I want to continue in the future with PBL projects. One of the advantages of PBL is that I can
do something achievable in my future efforts.
S6: PBL projects are very effective for improving my General English and reading skills.
S9: PBL changed my learning habits and I find it very helpful at elementary English level.
S10: I feel more relaxed in doing PBL projects and it urges me to continue with more reading, so
PBL was a good starting point for me.
S11: PBL projects made me think differently and critically, which made me realize the
importance of reading in my academic and personal life.
S13: Using PBL during my English language learning and reading course supports me to
understand the content of the major subjects deeper. It was motivating to work as a team and we
tried all our best as a group to perform the final results of the project.
S17: I don’t want to continue with traditional teaching in the next semester, because it does not
motivate me to make more effort. It gives less information and I forget what I learned.
Traditional teaching does not stimulate me to search for new information.
S19: PBL is more beneficial than the traditional teaching.
S22: PBL is more preferable for me, because the information is ‘installed’ to my mind and I
don’t forget it easily, because I contributed to the projects and got involved in them.
S23: I feel more comfortable and PBL decreased my anxiety in English language reading.
The majority of participant students stated that they do not have any critics besides the
expectance of being more motivated by the teachers and when they are not motivated they feel
disappointed.
As students have never done projects before, they expect more assistance from teachers. The
students in their further projects will face fewer problems and need less assistance. On the other
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hand, if students have never done PBLs projects, the proper scaffolding should be provided and
the instructor should be group facilitator. The teacher should offer them help until the students
get their own autonomy.

3.6. Limitations and further research
The study was conducted in Northern part of Iraq –Kurdistan Region with First year Faculty of
Education students. It is hard to determine whether the findings obtained from the research can
be generalized to EFL context in other countries, even to overall Project-Based Learning
implementation in Iraqi tertiary EFL courses.
The study’s main analysis was based on statistical analyzes of quantitative data. However, more
qualitative studies are needed in this field.
Other limiting factors are the number of students and the fact that the study was implemented in
one faculty (Faculty of Education) in one private University. If the study had been conducted in a
state university with more students, it might have revealed different results. Nonetheless, caution
is required in drawing conclusions and implications for other settings and students for this study.

3.7. Conclusions to chapter 3
In conclusion for this chapter we can note that the survey, concerning the students’ attitudes
towards reading, was held with the experimental group. The survey revealed that the students
like reading, but they do not have enough time for reading, because they are too busy with their
phones, 50% of female and 46% of male students are too occupied with their phones. Female
students (approximately 60%) read less than male students and this reading deficiency obviously
makes itself evident on students’ generated artifacts’ (projects)’ content, context and quality. On
the other hand, a positive sight that survey indicated is that all students, regardless their gender,
desired to develop reading skills and achieve reading compression competence.
An interview with Ishik University lecturers, concerning reading in English, was productive,
informative and gave insights about students’ reading habits at Ishik University and in Iraq.
Lecturers’ recommendations towards how students’ reading could be improved and what could
be done to remove reading reluctance were remarkable. Applying innovative, optimal authentic
learning and teaching approaches were among the suggestions.
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The experimental part was held with the control and experimental groups (control group – 25
and experimental group – 23 students) during the autumn and spring semesters 2014/2015. The
experiment indicated, tested and proved with strong statistical evidence that Project-Based
Learning had a great positive effect on enhancing Iraqi EFL learners’ English language reading
skills (the mean results in the experimental group grew from about 51.4 to 86.1 or by 34.7 points,
which is a great difference, while in the control group they grew from approximately 50.3 to 58.6
or only by 8.5, which is statistically significant, but much less than in the experimental group.
What is also important that in the experimental group the results were improving regularly, from
test to test, while in the control group the results were fluctuating – sometimes increasing a bit,
and sometimes decreasing. Besides, in the experimental group all students benefitted from the
suggested approach, while in the control group there were some students who either did not
improve their reading skills’ level or even decreased them.
The post-experimental lecturers’ interview and students’ questionnaire inferences and
experimental test results correspond to each other and support each other cogently.
The three questions, asked in the research were answered:
•

Project-Based Learning (PBL) implementation significantly increased the EFL
undergraduate learners’ reading skills by mean differences 34.652 or67.37%.

•

Traditional teaching did not increase perceivably the EFL undergraduate learners’
reading skills by mean differences 8.320 or by16.53%.

•

The experimental group, where Project-Based Learning (PBL) was implemented, reading
test results increased much more significantly (67.37%) compared to the control group
where traditional teaching of reading was applied (16.53%).

Thus, the hypothesis (at least for these groups of students) was confirmed.
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CONCLUSIONS and RECOMMENDATIONS

This study was designed to investigate the Project-Based Learning implementation effect on
Iraqi undergraduate students’ reading skills. The review of the relevant literature established the
theoretical framework for the research. The research purpose was to fill the gap of innovative,
student-centered,

critical-thinking

and

analyses-based

language

learning

approach

implementation in Iraqi educational and English language learning community.
Technology and especially mobile technology development, social media popularity increment,
easy internet and information access have had some adverse impacts on students’ reading habits.
Unfortunately, reading is fading away nowadays from students’ life and it is overshadowed by
the afore-mentioned technological developments. This reading reduction arises most particularly
in unstable countries, such as Iraq. In the absence of reading practice, the reading skills and
reading habits cannot be addressed, because the region instability manifests itself from personal
to educational life.
As an educator, to see my students holding smart phones instead of holding books, reading and
writing comments on Facebook or other social media instead of reading some hardcopy or
software pages, sharing photos instead of sharing their impressions on what have been read
pushed me into the quest to find out a way or a method that could lead and assist my learners in a
way to be great readers with the required by higher education reading skills. The most important
thing I was seeking for was an approach which could allow my students to combine technology,
be on the internet and follow social media ambitions with improving their English language
reading skills sociably and in an enjoyable way.
In this research Project-Based Learning became the solution of the above afflictions and one
possible and strategic remediation of reading problems. Reading skills and reading
comprehension came alive with the implementation of Project-Based Learning at our Faculty. To
all my students Project-Based Learning was a prosperous platform to cultivate and master
English language reading skills as well as other main (writing, speaking and listening) English
language skills and the 21st century competences. Project-Based Learning gave me a great
opportunity to generate and consequently see the class environments and students that I had
imagined: learners who were actively engaged in exploration and inquiry work, where students
were reading, questioning, applying the acquired reading skills to analyze written information
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and generate the end-product (deep comprehension) through which my learners demonstrated the
mastery of their reading skills, English language knowledge and awareness of content and
concept. The findings of this dissertation are as follows:
•

There are numerous studies in different countries with a wide range of EFL learners (China,
Turkey Japan, Taiwan, Philippine, Spain, Mexico, Iran, German) (Beckett & Miller, 2006; G.
Beckett, 2009; Chu, Tse, Loh, & Chow, 2011; Hutchinson, 1993; Nassir, 2014; Shiraz &
Larsari, 2014; Sidman-Taveau, 2005; Sidman-Taveau & Milner-Bolotin, 2001; Simpson,
2011; Soleimani, Rahimi, & Sadeghi, 2015; Thomas, 2000), which investigated the effect of
Project-Based Learning on EFL and ESL students’ English language skills, as well as
motivation, learners’ autonomy, and acquiring the

21st century skills and shown the

efficiency of the approach. On the other hand, there are almost no applied studies related to
Project-Based Learning integrated into EFL context or Project-Based Learning effects on
Iraqi students’ English language skills (in particular, reading skills). With this respect, this is
the only investigative study on the issue in Iraqi EFL context. Many points and issues need to
be explored in Project-Based Learning, regarding to Iraqi EFL context and educational
system. Many investigative and exploratory studies still can be done and contribute to Iraqi
EFL context and other disciplines. To accomplish reading-based PBL projects, EFL learners
should carefully seek through many of the digital or print reading materials. Hence, learners
actively engage in deep and thoughtful informational and literary texts, which construct
knowledge, expand world-view, and amplify experiences. Subsequently, learners are able to
demonstrate cogent evidence and reasoning.
•

Learners may encounter challenging reading parts and texts during the research stage of
Project-Based Learning, which are beyond their reading skills’ levels; especially, in Iraqi
EFL context for students with poor reading habits and lack of critical reading, proper
scaffolding should be provided in order to guide learners to break down difficult reading
parts to manageable chunks. It is necessary to teach them deliberately reading skills to make
them be able to analyze texts for bias, reliability or faulty logic. Using reciprocal teaching or
paired reading techniques assist learners to promote each other’s understanding. Considering
the importance of critical reading, it is recommended to hold Socratic seminars and
workshops to enlighten students about critical reading skills and help them to think critically
about their reading material.
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•

Based on the literature analysis, a 7-stage approach to developing student reading
comprehension strategies, while applying the PBL approach, was developed in the
dissertation, which was applied during the experiment:
o Stage 1 (during a very short project 1):
o Presenting reading strategies by the teacher – what they are, when they should be
used and how to use them.
Strategy 1: preview, get the gist, make predictions.
o Stage 2 (during a very short project 2):
Strategy 2: Summarize, generate questions, clarify details
o Stage 3 (during a longer project 3):
Strategy 3: Guessing unfamiliar vocabulary based on linguistic knowledge
o Stage 4 (during a longer project 4):
Strategy 4: Guessing unfamiliar vocabulary based on context
o Stage 5 (during a long project 5):
Strategy 5: Guessing unfamiliar vocabulary based on background knowledge
o Stage 6 (during a long project 6):
Strategy 4: Guessing unfamiliar vocabulary based on context
o Stage 7 (during a long project 7):
Choosing the appropriate strategy
o Stage 1 and 2 are completely teacher-guided, stage 3 and 4 are partially teacherguided, while stage 5-7 are practically independently fulfilled by students.
•

Based on the classroom experience while experiment, I suggest five major steps in the
project development.
1. Setting up the stage;
2. Forming teams;
3. Assigning team members’ position;
4. Working stage on the reading project;
5. Providing scaffolding (when / if needed).

•

The study held involved a student questionnaire and a teacher interview dealing with
students’ reading habits. Both revealed grave problems in reading skills. It also involved
an experiment and post-experimental students’ questionnaires and teachers’ interviews
concerning their satisfaction with the teaching approach applied.
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•

The experiment participants were elementary level students; consequently, projects were
designed in line with preliminary level of reading skills (skimming, scanning, and
reading for main idea). It is expected that at each further level learners should be in
charge of more difficult reading tasks.

•

Each project that was organized during the experiment, took into consideration the
elementary level of students’ reading skills that had to be increased. The PBL projects
were developed in a way that would immerse the students in a textually rich environment.
Each project required more and attentive reading compared to the previous one. The
projects were highly contextual, because a series of decisions were taken into
consideration: learners’ suggestions, their needs for academic reading skills and real-life
skills, their interests, and curricular goals. EFL instructors should attach importance to
these main principles, while implementing Project-Based Learning for improving
learners’ reading skills.

•

By fulfilling various projects learners develop continually as readers and come close to
more literary projects. Furthermore, Project-Based Learning gives EFL teachers a chance
to teach their students more than just the textbook that the publishers suggest them.

•

Project-Based Learning should be implemented in teaching reading in EFL context.
Almost all colleagues at Faculty and my former colleagues from secondary and high
school share the opinion that students mostly do not like reading and consequently they
have poor reading habits. The study proved that teaching reading through Project-Based
Learning is an innovative, path-breaking, seminal learning, teaching and technological
and learner-centered approach that generates a friendly, productive, enjoyable in-class
and out-class environment where students have mutual understanding, regardless their
culture and religion, where they seek knowledge, explore books and the world.

•

Through Project-Based Learning EFL learners receive new information, reading for
projects assists learners to gain comprehending, reading between lines, synthesizing, and
interpreting. They also go ahead in their study field (Grabe, 1991; Noor, 2011; Richards,
1976). Learners during PBL projects’ preparation need to do further readings which
engenders natural employment of reading strategies for the deep comprehension of
written material. Students draw upon all aspects of EFL learners’ English language
literacy skills (Hammond, 2010). They entail analyzing and synthesizing of the read
material with reading strategies of question generation and clarification. In addition,
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Project-Based Learning has a great contribution to other English language main skills
(writing and speaking). Project-Based Learning projects motivate students to read and the
essential aim of reading, comprehension arises from the application of reading strategies.
•

The current research has investigated the results of Project-Based Learning
implementation in relation to English reading skills. The hypothesis was that ProjectBased Learning implementation will significantly increase undergraduate EFL learners’
reading skills. The experiment held showed a much higher reading success of the
students in the experimental group (mean results changed from 51.435 to 86.087),
compared to the control group (mean results changed from 50.320 to 58.640). Thus, the
experiment proved the effectiveness of Project-Based Learning implementation on the
learners’ reading skills improvement. Thus, the suggested 7-stage approach to application
of PBL approach to the development of reading skills can be recommended for
application by EFL teachers at universities. Future research may investigate other English
language skills and sub-skills individually or in combination of interrelated skills.

•

The study also involved students’ and teachers’ reflections after the implementation of
Project-Based Learning for the development of reading motivation and skills. Future
research may investigate students’ and teachers’ attitudes towards Project-Based
Learning implementation in EFL context, involving all language skills.

•

The study reveals students’ attitudes towards reading in general, reading habits and
reading activities they are most engaged in. Students generally like reading (female-32%
+ male-40%=72%). On the other hand, 28% (16%+12%) of students do not like reading
and it is a considerable amount for University students, especially for the Faculty of
Education. Only 33.3% percent of students prefer reading in their free time, but at the
same time some other aspects emerged from the questionnaire results. The first one is
that 58.3% of students like to go out and enjoy spending time with friends. As ProjectBased Learning is based on students’ cooperation and collaboration, it necessitates
teamwork. Moreover, 42% of the students surf the internet in their free time. ProjectBased Learning positively configures students’ tendencies to be on the Internet as it
contributes to their learning. Students do not read because they believe they are too busy
with their phones,50% of female and 46% of male students are too occupied with their
phones. Future research may examine the integration to PBL projects of students’ most
favored activities and their contributions to EFL learners’ language skills. Furthermore,
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computer-assisted Project-Based Learning and mobile learning integration with ProjectBased Learning would be a positive and powerful stimulant in enhancing language skills
as well as digital and real–life skills.
•

This study, which was held at Ishik University with freshmen students from the Faculty
of Education aged 17-25, can provide a good basis for further studies in primary,
secondary and high schools. The study was implemented for one academic year and
various and several short-term, longer-term and long-term projects were designed and
generated in order to enhance English language reading skills. In light of this study’s
projects, more different-duration project studies could be run in different learning
communities.

•

According to the United Nations (2008, as cited in Khreisat, 2014) recent report,
American and British people read from eleven to eight books in a year. However, people
living in the Gulf region (Arab World people) read only 4 pages a year. Therefore,
educators, who not only assist learners to acquire language skills, but also cultivate
learners’ humanistic ethics, should have as one of their aims to make their learners avid
readers, because reading is the passkey in each step of educational and personal life.
Especially language teachers should seek for new educational approaches, which will
help our learners to develop good reading habits. Project-Based Learning is one of the
possible effective solutions of the problem of reading skills’ enhancement.

•

Project-Based Learning with various types of projects helped Iraqi EFL learners to
improve their reading skills. Debate competition is a project where learners must research
a particular topic and employ skimming, scanning and critical reading skills to select
evidence that supports their arguments. Quiz–games make reading lessons more
interesting and enjoyable. Reading biographies improves EFL students’ scanning and
skimming skills for specific information. In the period of data collection in Quiz-show
EFL students improve their reading for information, recognizing text types and
transforming information from one mode to another. The word ‘presentation’ is generally
associated with oral and presenting skills, and comes to mind when someone speaks and
others listen. However, presentation has a direct connection with reading skills,
especially in the process of data collection, when readers research the written material on
the topic which is going to be presented. Presentation requires language learners to
employ all four language skills: reading, writing, listening and speaking. To be able to
125

prepare a properly organized academic presentation, language learners need to use their
English reading skills. EFL teachers can be recommended to vary the reading project
types they use, to avoid the boredom which may take place if only one project format is
applied.
•

Project-Based Learning projects should be planned and arranged with a high cultural and
content awareness of study settings and participants’ background. Peculiarities of gender
attitudes towards team working (such as avoiding working in mixed-gender teams) has to
be considered and delicately treated.
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Appendix 2. Students’ pre-experimental questionnaire
Faculty of Education First year students’ General Attitudes towards Reading
Gender: Female __

Male __

Age___

Ethnic Background or first language Arabic
1. Have you got a smart phone?

Kurdish
Yes__

Turkmen Kurdish
No__

2. Please circle applications below that you have in your phone
What’s app

Viber

Facebook

Line

Twitter

Instagram

Skype

Others - can you write them _____________________________________________
3. Why do you use these programs? More than one can be selected
a. To have contact with relatives
b. To have contact with friends
c.

To share pictures

d. To see people’s photos
e. To learn what they do
f. To share with people what you do
g. Others __________________________________________________________________
4. How many hours during the day do you use your phone?
a. 0 – 30 min.

b. 30 min – 1 hour

c. 1 h

d. 2 h

e. 3 h

f. 4 h g. more than 4

hours
5. Do you like reading?

Yes___

No___

6. Why?___________________________________________________________________
_______
7. What do you like to do in your free time?
a. Read a book
b. Go out with friends
c. Watch TV
d. Surf the Internet
e. Chat with my friends on Facebook
f. Share photos on Instagram
g. Chat via Viber
h. Chat via What’s app
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8. How many hours do you read in a day?
a. I read more than four hours every day
b.

I read about three hours every day

c. I read about two hours every day
d. I read about one hour every day
e.

I read less than one hour every day

f.

I do not always read every day

g. I seldom read
9. When did you start reading English books?
a. I have read English since I was in kindergarten
b.

I have read English since I was in elementary school

c.

I have read English since I was in junior high school

d.

I have read English since I was in senior high school

e.

I have read English since I was in university/college

f.

I read only when it is assigned by my teachers/lecturers

10. Why do you read in English?
a. I read in English only for doing my homework (assignments)
b. I read in English only to pass my exam
c. I read English for pleasure
d. I read English for improving my knowledge
e. I read English because my parents support/encourage me to read
f. I read English to improve my English skills
g. I read English to spend my spare time
11. Which statements below are true for you (more than one option can be circled)
a. I don’t like reading
b. I find reading as a boring activity
c. I do not read because my parents do not read
d. I do not read because my friends do not read
e. I do not read because I am too busy with my phone
f. I do not read because I do not feel the need
g. I do not read because it is difficult
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12. What is your opinion about your reading habits?
a. I have good reading habits in English
b. I have poor reading habits in English
13. Do you want to improve your English reading skills? Yes___

No___

14. What do you think what can be done to improve your reading skills?
Please, write your opinion in language that you can express yourself easily.
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Appendix 3.Pre-experimental lecturers’ interview
Questions
What is your opinion about general reading habits in Kurdistan and our Ishik University
students’ reading habits?
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________

As in students’ academic life the reading is essential, what is your opinion what can be done to
improve students’ poor reading habits and remove general reluctance towards reading?
_____________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________
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Appendix 4.Post-experimental Lecturers’ Interview
Do project assignment(s) or designing project(s) have an impact on your own course?
(Projects such as: debate competition, posters presentation, students’ conference,
newspaper article writing, poem writing).
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
____________________________
1. Do you think last year’s realized projects (debate competition, poster presentation, student
conference, newspaper article writing, interviews, analysis of online newspaper articles) had
effects on students’ reading skills? How?
Positive effects;
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
Negative Effects;
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
Which of last year projects were remarkable? Can you list the projects from most important to
the least important which are beneficial and develop students’ reading skills?
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________

Thanks for your contributions
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Appendix 5. Post-experimental Students’ Questionnaire
Post Project – Based Learning (PBL) implementation Students’ Questionnaire (You are free to
use your native language while answering the questions)
( ڕاﭘﺮﺳﻨﺎﻣﮫی ﺧﻮێﻨﺪﮐﺎر )دەﺗﻮاﻧﯿﺖ وە�ﻣﯽ ﭘﺮﺳﯿﺎرەﮐﺎن ﺑﮫ زﻣﺎﻧﯽ داﯾﮏ وە�م ﺑﺪەﯾﺘﮫوە:PBL ﭼﮫﺳﭙﺎﻧﺪﻧﯽ
1. PBL (Project-based learning)’ projects improve my reading because
: ﺗﻮاﻧﺎی ﺧﻮێﻨﺪﻧﮫوەﮐﮫﻣﯽ ﺑﺮەوﭘێﺶ ﺑﺮدووە ﭼﻮﻧﮑﮫPBL  ﭘﺮۆژەﮐﺎﻧﯽ.1
a. To make projects I read more than one time.
ﺑﯚ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘﺮۆژەﮐﺎن زﯾﺎﺗﺮ ﻟﮫ ﺟﺎرێﮏ دەﺧﻮێﻨﻤﮫوە
b. I tried to read carefully
ھﮫوڵﻤﺪا ﺑﮫ ورﯾﺎﯾﯿﮫوە ﺑﺨﻮێﻨﻤﮫوە
c. I found the meaning of the words what help me understand the reading text better
ﻣﺎﻧﺎی وﺷﮫﮐﺎﻧﻢ دۆزﯾﯿﮫوە ﮐﮫ ﯾﺎرﻣﮫﺗﯿﻢ دەدات ﺑﺎﺷﺘﺮ ﻟﮫ ﺑﺎﺑﮫﺗﮫﮐﮫ ﺗێﺒﮕﮫم
d. I also had extra reading related to project’s topics
ھﮫروەھﺎ ﺧﻮێﻨﺪﻧﮫوەی زﯾﺎﺗﺮم ھﮫﺑﻮ ﮐﮫ ﭘﮫﯾﻮەﺳﺖ ﺑﻮو ﺑﮫ ﺑﺎﺑﮫﺗﯽ ﭘﺮۆژەﮐﺎﻧﮫوە
e. Others (can you write please)
(ھﯿﺘﺮ )دەﺗﻮاﻧﯿﺖ وە�ﻣﯽ زﯾﺎﺗﺮ ﺑﯚﺧﯚت ﺑﻨﻮﺳﯿﺖ
2. By doing projects I learn how to analyze Reading text
 ﻓێﺮ دەﺑﻢ ﭼﯚن ﺷﯿﮑﺎری ﺑﺎﺑﮫﺗﯽ ﺧﻮێﻨﺪەﻧﮫوەﮐﮫ ﺑﮑﮫم،ﺑﮫ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘﺮۆژە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

Please explain your answer (optional) ___________________________________________
(ﺗﮑﺎﯾﮫ وە�ﻣﮫﮐﮫت ڕوون ﺑﮑﮫرەوە )ﺋﺎرەزووﻣﮫﻧﺪاﻧﮫ
_____________________________________________________________________________
____________________________________________________________________________
3. By doing projects I learned how to find the main idea of the reading text.
 ﻓێﺮﺑﻮوم ﭼﯚن ﺑﯿﺮۆﮐﮫی ﺳﮫرەﮐﯽ ﺑﺎﺑﮫﺗﯽ ﺧﻮێﻨﺪﻧﮫوەﮐﮫ ﺑﺪۆزﻣﮫوە،ﺑﮫ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘڕۆژە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

4. By doing projects I learned how to read online newspaper article.
 ﻓێﺮﺑﻮوم ﭼﯚن ﺑﺎﺑﮫﺗﯽ رۆژﻧﺎﻣﮫواﻧﯽ ﻟﮫﺳﮫر ﭘێﮕﮫی ﺋﮫﻧﺘﮫرﻧﯿﺖ ﺑﺨﻮێﻨﻤﮫوە،ﺑﮫ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘڕۆژە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم
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Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

5. Debate projects enhance my reading for arguments (specific information).
ﺗﺎووﺗﻮوێ ﮐﺮدﻧﯽ ﭘﺮۆژەﮐﺎن ﺧﻮێﻨﺪﻧﮫوەی ﮔﻔﺘﻮﮔﯚﯾﯿﻢ ﺑﮫرەوﭘێﺶ دەﺑﺎت
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

6. By doing projects I learn how to scan the text
 ﻓێﺮدەﺑﻢ ﭼﯚن ﺑﮫ ﺑﺎﺑﮫﺗﯽ ﺧﻮێﻨﺪوەﮐﮫدا ﺑﮕﮫرێﻢ،ﺑﮫ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘﺮۆژەﮐﺎن
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

7. By doing projects I learn how to skim the text
 ﻓێﺮدەﺑﻢ ﭼﯚن ﺑﮫ ﭼﺎوﭘێﺪاﺧﺸﺎﻧﺪﻧﮫوە ﺑﺎﺑﮫﺗﮫﮐﮫ ﺑﺨﻮێﻨﻤﮫوە،ﺑﮫ ﺋﮫﻧﺠﺎﻣﺪاﻧﯽ ﭘﺮۆژە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

8. All types of projects had positive effects on my reading comprehension
ھﮫﻣﻮ ﺟﯚری ﭘﺮۆژەﮐﺎن ﮐﺎرﯾﮕﮫرﯾﯽ ﺋﮫرێﻨﯿﯿﺎن ﻟﮫﺳﮫر ﺗێﮕﮫﯾﺸﺘﻨﯽ ﺧﻮێﻨﺪﻧﮫوەم ھﮫﺑﻮو
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

9. Project presentations improve my public speaking skills.
ﭘێﺸﮑﮫﺷﮑﺮدﻧﯽ ﭘﺮۆژەﮐﺎن ﺗﻮاﻧﺎی ﻗﺴﮫﮐﺮدﻧﻤﯽ ﻟﮫﺑﮫردەم ﺋﺎﻣﺎدەﺑﻮوان ﺑﮫرەوﭘێﺸﺒﺮدووە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

Agree

Strongly Agree

10. Projects made us learn by investigating
Strongly Disagree

Disagree

Not sure

11. PBL’s project taught us how to use acquired knowledge in Real – life.
Strongly Disagree

Disagree

Not sure
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Agree

Strongly Agree

12. It was fun to do projects with my friends
ﺧﯚش ﺑﻮو ﻟﮫﮔﮫڵ ھﺎوڕﯾﮑﺎﻧﻢ ﭘﺮۆژە ﺋﮫﻧﺠﺎم ﺑﺪەم
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

13. What I learned through projects I don’t forget easily
ﺋﮫوەی ﻟﮫ ﭘﺮۆژەﮐﺎن ﻓێﺮی ﺑﻮوم ﺑﮫ ﺋﺎﺳﺎﻧﯽ ﺑﯿﺮم ﻧﺎﭼێﺘﮫوە
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

14. I want to continue my future course with PBL
PBL ﺋﮫﻣﮫوێﺖ ﻟﮫ داھﺎﺗﻮودا ﺑﮫردەوام ﺑﻢ ﻟﮫﺳﮫر ﮐﯚرﺳﯽ
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

15. I believe that PBL had a great contribution on my General English improvement.
 ﺳﻮدێﮑﯽ ﻣﮫزﻧﯽ ھﮫﺑﻮ ﻟﮫ ﺑﮫرەوﭘێﺸﺒﺮدﻧﯽ ﺋﯿﻨﮕﻠﯿﺰﯾﮫﮐﮫم ﺑﮫ ﮔﺸﺘﯽPBL ﭘێﻤﻮاﯾﮫ
Strongly Disagree
ﺗﮫواو ھﺎوڕام

Disagree
ﻧﺎھﺎوڕام

Not sure
ﻧﺎدڵﻨﯿﺎم

Agree
ھﺎوڕام

Strongly Agree
ﺗﮫواو ھﺎوڕام

16. If you were in the last year again would you choose the PBL class teaching or traditional
class teaching?
 ﯾﺎن ﭘﻮﻟێﮑﯽ ﺗﺮی ﺋﺎﺳﺎﯾﯽ ھﮫڵﺒﮋێﺮﯾﺖ؟PBL  دەﺗﺘﻮاﻧﯽ ﭘﯚﻟﯽ ﻓێﺮﮐﺮدﻧﯽ،ﺋﮫﮔﮫر ﺗﯚ دووﺑﺎرە ﻟﮫ ﮐﯚﺗﺎ ﺳﺎڵ ﺑﻮﯾﺘﺎﯾﮫ
If PBL (Project-based learning), so why _____________________________________________
 ﮐﮫواﺗﮫ ﺑﯚﭼﯽPBL ﺋﮫﮔﮫر
If traditional teaching, so why _______________________________________________
ﺋﮫﮔﮫر ﻓێﺮﮐﺮدﻧﯽ ﺋﺎﺳﺎﯾﯽ ﺑﯚﭼﯽ
_____________________________________________________________________________
_____________________________________________________________________________
__
17. To assist your teacher in the future PBL (Project-based learning) implementation can you
write your last year using PBL feelings and reflections, some suggestions and critics that
you believe that teacher should know and take into consideration.
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ﺑﯚ ﯾﺎرﻣﮫﺗﯿﺪاﻧﯽ ﻣﺎﻣﯚﺳﺘﺎﮐﮫت ﻟﮫ PBLی داھﺎﺗﻮو ،دەﺗﻮاﻧﯿﺖ ھﮫﺳﺖ و ﮐﺎرداﻧﮫوەﮐﺎﻧﺖ و ھﮫﻧﺪێﮏ ﭘێﺸﻨﯿﺎرو ڕەﺧﻨﮫ
ﺑﻨﻮﺳﯿﺖ ﮐﮫ ﻣﺎﻣﯚﺳﺘﺎ ﭘێﻮﯾﺴﺖ دەﮐﺎت ﺑﯿﺰاﻧێﺖ و ﺑﯿﺨﺎﺗﮫ ﺑﮫرﻧﺎﻣﮫی ﮐﺎری ﺧﯚﯾﮫوە؟
)ھﮫﺳﺖ و ﮐﺎرداﻧﮫوەﮐﺎﻧﺖ( Feelings and Reflections
_________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
___
)ﭘێﺸﻨﯿﺎرەﮐﺎن( Suggestions
_________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
__
)ڕەﺧﻨﮫﮐﺎن( Critics
________________________________________________________________________
_____________________________________________________________________________
_____________________________________________________________________________
__
Thanks a lot for your contribution.
زۆر ﺳﻮﭘﺎس ﺑﯚ ھﺎوﮐﺎرﯾﺘﺎن
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Appendix 6.Students’ Work (project – stage 1)
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Appendix 7.Are you a Morning Flower or a Morning Monster– Oxford English Result
Elementary Students Book (Hancock and McDonald, 2013 )
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Appendix 8.Students conducted test ‘Are you a Morning Flower or a Morning Monster’
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Appendix 9.Quiz Game Project
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Appendix 10. A Guidebook for My Region (My City) Project
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Appendix 11. Cover to Cover 1 Magazine Project
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Cover to cover Magazine
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Appendix 12.Sleep deprivation on Teenagers Project
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Appendix 13.Debate Competition: Advantages and Disadvantages of Using Internet
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Appendix 14.Moments from Project Generation Process
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