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ABSTRACT

This portfolio is wiitten with the intention to explore cuicent English language teaching
practices in globel as well as Australian contexts, wilh emphasis on task-based language
teaching. As a result of the forces of globalisation, the number of learners involved in
English langunge instiuction has increased throughout the world and wilh it the
necessity of language progiams that would facilitate instruction in accordance wilh the
needs nf the market. Since the task-based language syllabus is founded on needs
generated by the learmers, theie is potential for this language teaching methodology to
become the 1ecommended mode of instniction in the fiiture. The central feature nf the
portfolio is the examination of" the current discourse of task end subsequent disconnect
as it applies in two situations, in the field of applied linguistic research and actual
second language teaching contexts. Two small scale studies have revealed that in actual
teaching practice task-based Ianguage teaching has either been applied in a limited
sense, or not at all. The findings also indicate Ihat such failure to implement task-besed
language learming principles is largely due to a lack of understanding of the concept of
task end e use of global textbooks.
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CHAPTERI

INTRODUCTION

The demand for English language instruction has increased steadily world-wide in
the past twenty years. The increasing demand hes been the tesult of not only aggressive
marketing stietegies but also forces of globalisation. Global foroes have progressively
affiected the way(s) people learm, choose and value langunges. Consequently, English
language tcaching has evolved firstly in the direction indicated by global needs for
intermational communication; and in particu’ar satisfying the requirements offered
through the preferred communicative approach by global employment oppostunities
(Cameron, 2002). Sccondly, it hes evolved in reletion to what Wallace (2002: 105)
refers to as ‘literate English’. In other words, English language is now mostly taught
with the intention to equip learnets with communicative language skills which ore
assumed to be usefill for future participants in the global workforce, or with the aim to
smocth the progiess of the increasingly mobile acedemic population who intend to
study in an English lunguage academic environment. The thitd factor, which has also
influenced the direction of English language tcaching and learning processes, is related
to advances in the field of technology in general, and the opportunities geneiated by the
Intemet in particular. Therefore, in the content and method of instniction a departure

from existing traditions has been felt.

Since the seventies there has been a movement away from what linguists invaiiably
refer to as the produc! syllabus. According to the product syilabus lunguage leaming
was based on the assumption that following a routine of explicit instruction
(presentation), inductive rule lcarning thtough 1ule cxplanation, imitation and repetition
(extensive oral practice), reinforcement, habit formation, end “automatisation” (Skehan,
2002; Prabhu, 1987), the learners, while simultaneously learning all four skills, would
spproximate in their language production native speaker norms. In such an

environment leasners, following a formal grammar based sequential ordes of distinct



units, lcarnt or rather were exposed to distinct, ordered sequences of gremmer and
vocabulaty items within a classroom where the traditional presentation, praclice and
produciion (PPP) method was followed. The ultimate aim was o synthesize these
elements of'the language in order to produce the learmers’ own languege with special
emphasis placed on the grammer and vocabulary learnt, that is, on accuracy and the

extent of the vocabulary produced.

According to the process or taskbased syilebus, on the other hand, language is
more than only the sum ofits distinct elements. Leamers of the language should be
exposed to authentic input, and they should be given opportunities to produce output
that is focussed on the meaning of the discourse. It was identified that students need to
play a more active role in deeisionmaking proceases regarding what and how learning
should take place, as they follow their own internal syllabuses; that is, they have their
own learmability congiraints (Long, 1997). In other words, it is acknowledged that
tearners need to intemnalise the language through analysis tather than s ynthesize specific
elements of the language system (Robinson, 1998). With the process syltabus,
therefore, there is a movement away from the prescrbed or imposed set of objectives,
and emphasis is placed on the process of leaming and ultimately the outcomes.
Consequenty, teachers following a process syllabus would have their set of objectives
(ifthose could still be called objectives) at the end of a coursc. Thus, research moved
from specific optimatl content selection to the investigation of the processes involved in
language learning, that is from the whot to the Aow. A task cycle was therefore
instituted (by Prabhu, 1987), which meant that gunling learners through recommended
phases would promoteand foster language acquisition processes.

Prebhu (1987) refiers to task-based Izuguage learning in three phases, the pre-lask
phase, the task phase, and the posttesk phase. The pre-task phase is preparstory, and it
lakes very oflen a question and answer form with the intention to focus on the lexical
elements that are demanded by the task . The task phase is the actual meaning-focused,
interactive process with the aim not only of solving a problem, coming to an agrcement,
or developing an argument, bu{ also being actively involved in commnnication. The
post-lask phase which follows allows for the teacher to involve learmers in discussions



generated with the aim of monitoling lenguage use and attending to the fonn as

indicated by the needs that arose duing the task.

Jane and Dave Willis (1996), on the other hand, identify six stages in the task cycle.
The first stage degls with pre task activities, during which leamers reccive input with
the intention to focus their attention on an aspect of raeaning. Dur'ng the second and
third stages the learners first complete the task =1d then assess it. The serious wora
appeas to start at the foutth stage, which is she planning stoge. This time they revisit
the task itself while focusing on the meanings generated during the task cycle. This
phase is followed by a presentation of the task, which finally leads to the post-task
language focus. It is in the final stage, when guided by the feedback received om the
task, that learner atter.tion is focused explicitly on the form and structurs) elements of
the task. Therefore, the mos! significant aspect of this approach stems from the belief
that leamers' arention is thus channeled fiom meaning to form-focuscd language
extension. If chosen approprately, tasks can therefore contribute to individualised

language development.

Task-baied learning, in other words, means leaming through engagement in tasks,
filcusing oni a given (or learmer generated) problem or topic instead of n linguistic aspect
of the language, such as pronunciation or grammer However, at some stage in the
process learners will focus on the specia! features of language which are needed to
convey required meanings. Littlewood (2004) sces the tasks in the task-based approach
serving & dual role. Firstly, they are the salient components of a methodology, and
secondly, they are also units of course organisation. In addition, these units may also

esigblish a conrnection between the pedagogic and real world aspect of the task.

Thr: term task, thus, has entered the discourse relating to language acquisition
research and teeching practice and from there it has moved on to influence both
cuniculum design and classioom practice. It appears, hawever, that there is a
discrepancy in what researchers in the field of langage acquisition mean by the term
task and what language practitioners refer to when they use ttie tenn task (see Cnapter
IV for further discussion of this discooncct). Task has thus become a broad term in

regular teaching contexts refening to diills, exerciscs, activities, tests end generzl



assessment instn iments that normally fonin the part of teaching and leaming processes
instead of s originally intended. Some contexts alsorefer to the syllabus theyfollow es
task-based. The meaning of the word in the literature o referred to by applied linguists,
however, is restricted. Tasks alone do not constitute the taskbased methodology, they

orethe necessary paits orconstituents of the learning processes.

Although method “is considered to have a paiticular set of theoretical principles
and a pasticular set of classroom techniques” (Kumatavadivelu, 2003 b: 540), ask-
besed learning allows for flexibility since it offers only a framework of pr.nciples and
procedures (Littlewood, 2004). The question remains whether tasks are to be uscd in
syllabus design as units of analysis, or if they are means for a sequence of units of
leaming (Robinson, 1998). Research bas not found a consensus whether there should
be a 22quence o ftasks in a task-based language sytlabus other than the eequence based
on teachers’ perception ofincreasing complexity (Prabhu, 14387). This & mainly owing
to the fact that primarily 1asks are to be genersted in response t o the needs of leamers,
ie. based on needs analyses (Skehan, 2002) in order to make leaming individualized.
Long (1997) also presents an argument that tesk selection should primerily be generated
according to {eammers' needs, The criterion for task selection is based on the tasks’
conduciveness to promoting negotiation of meaning in an interective manner amongst a
particuler grovp of students.

From the pragmatic espect, needs annlyses pose a number of difficulties that
research so far has failed to address. Firstly, it is generally the case that tcachets find
themselves in heterogeneous classrooms where the needs of the lesmers may be
disparate. Selcction of soitable resources and learning units may add to the challenges
that classroom teachers may face. The second issue that taskbased language leamning
reises is the one relating to accountability. In the traditional PPP cootext, the teachers
and administrators are guided by a curriculum, a set of pre-selected objectives, and a
battezy of assessment ins.oiments. If, however, teskbased insuuction means that the
selection and ordering of units according to the learners’ neads and wishes is at the
teacheis® discretion, it slso denotes that the tcachers accept the transference of
accountability for all aspects of the course. Furtheimore, another implication of this

authority and autonomy given to the teachers is what Kumaravadivelu (1994: 30) calls



“principled pragmatism”. This implies that what is required is not only thie teachers’
apptaisal and understanding of the teaching and lcaining processes through reflection,
enalysis, monitoling and evaluation of the learneis’ needs, but r!so their ability to

modify the teaching and l2aming processes and sgsessmen accordingly

Ellis (1994:687) summar.ized the relationship between sccond language acquisition
(SLA) reseerch and second/foreign language teaching, and identified thie following

positions:

The1esults of SLA research cannot be safely applied to language pedagogy
because they are too unceitain.

SLA reseorch provides a basis for teacher ‘education’ tut not for teacher
‘training’. That is, it can help .eachers develop 1easonable expectations about
what they can achieve in their teaching, but cannotbe used to tell them bow to
teach.

SLA research piovides information aind actual data that cea be used in the
construction of tasks designed to raise teachers’ ewareness of the likely
relationship between teaching/leaming behaviows and 12 acquisition.

The results of SLA cesearch (and in particular of elassroom-oriented
research) provide ‘baid evidence® which should be used to advise teachers
about what techniques and procedures work best,

This relationship takes into considemtion the teacting processes and classroom
research, however, it fils to address the necds of the leamers, It is not suiprising
therefore, that the entire concept of the process syllabus, although based on a libersl
foundation, has not been widely implemented. Infacl, it seems most likely that process
ortask-bascd language leamning has retely been used or applied in educational settings
in its entirety. The main reason for lack of willingness in implementation does not
appear tolie in the teachers’ and administiators’ féilure to understand the need for such
programs that have the potential of showing higher than expected results. Despite this,
they do understand the need to meet cuniculum guidelines and to provide evidence of a
prescriptive program with specific ordering of units of study and essessmen?
instmuments, Moreover, teaching staff also needs guidelines, which normmally emeige
fiom progiams of study. The reason for the lack of implementation is possibly
associated with student expectations. Students, in general, end more especially adult
students, expect to learn grammar, they retely associate activities which (1] outside the



traditional teacher centred instruction with real leaming, and they generaily have a need
for order and orgauizational sequence. They also want to know what their investment in
the course would result in and how the results compare with the ones obtaincd from
diffierent institutions. In other words, they place a specific value on the outcomes of

their learning and the specific (measurable) slandard of these outcomes.

The nezd for Eoglish language instruction has increased in the past twenty years,
An increasing number of learmers of ol ages have become the recipients of English
language instruction worlld wide. With the political changes (especially in Eastern
Europe) new, previously uncharted contexts are fecding the need created through the
demand generated by existing and new markets. Numbers have reached such
nroportions that it has become the duty of applied linguists (both those involved in
reseasch and those in elassroom teaching) not only to ascestain that the needs are met,
but elso to piovide novel products lo the market. Itis possible that taskbased language

learning filfills the role of one sueh product.

The fotlowing chapters in (his por.folio have been written with a view to investigate
current teaching practices in light of the task-based syllabus end the status of tasks in
language programs. In the second chapter the investigation focuses on the global
English language tesching context. Since English language has been increasingly
recognized es the hmguage associated with everything modemn and part of the
technological and digital revolution, it is not sutprising that an increasing number of
learners has the ambition and desire to learn and master the language. On thebasis that
task-based language learning has been identified in second language aequisition
rescarch as the methodology addressing the needs of the learners in the twenty-first
centuly, a world wide survey was undertaken to seport on the status of ewrent language

teaching methodologies. Reports from the study are ineluded in past two of the chapter.

The third chapter moves fiom the global to the local Australian context and looks
into the cuniculum guidelines that govern English language courses for overseas
students offiered at vaiious secondaty and pre-tertiery government and nongovernment

finded educetional institutions. The investigation centers on the methodological



options incorporated in the curticulum guidelines as related to task-based language

learning.

The fourth chapter examines tesesrch concerning second lenguage tcaching
practices, especially focussing on issues emerging fi-om task-based language leaming.
In sddition, the chapter repons the results ofa study investigating the role of tasks in the
teaching practices of a college in Australia, together with the results of a student survey

on preferences, expectations and current classcoom teaching and learning practices.

The fifth chapter attempts to inspect the possibility of integrating computer

technology into task-based language learning processes.
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TASKS IN THE GLOBALISED CONTEXT



CHAPTERII

TASKS IN THIE GLOBALISED CONTEXT

Part1

Introduction

This chapter focuses on the market forces et play in connection with English
language insi tuction, the status of English language in the global environment, language
policics that guide instiuction of English as a Second I.anguage (ESL) in the Austialian
context, and the status of the task-based syllabus in the world. The chapter concludes
with a riudy repoiting on a world-wide survey conducted with the nim of uncovering the
position of task-based language tcaching and learning.

Globalisation, marketisation and the spread of English

One of the chaiacteristics of giobalisalion, as related to education, is the emergence
of the technology revolution and, with it, the knowledge explosion. Ikenberry (2001)
1efers to Greenspan’s 1988 speech to higher education leaders in Washington, in which
he named today’s economy a ‘conceptual economy’. Conceptual economy defines the
wealth of a nation in terms of its intellectual capacity, literacy, creativity, and the
ingenuity of it3 people, rather than its productive capacity or naturel resources. It is not
suprising, therefore, that large numbers of students make the decision to invest in
continuing their education in contexts which off'er prestige and personal development,
and which almost guarantee not only higher fiiture earning potential but also enhanced

employability in the modem economy (Stilwefl, 2003). Intemstional educetional



mability is, however, not a recent phenomenon. The navelty is only in the volume of

students and the dominance of English ns a medium of communication.

Knowledge and power have economic value in the globalised context, and
consequently education is becoming a commaodity of the seivice industiy (Ikenbeny,
2001). A solution tothe financiel problems that some educational institutions face may
be found in commeicial solutions such as offiered by expoit revenues generated fiom the
international fee-paying student population. Aggressive marketing strategies with the
aim of attiacting students and obtaining a shsre of the macket have resulted in education
becoming one of Australia’s leading export industries. Compared with towrism, in 2001
for example, educational expoits contributed $4.12 billion to the Australian economy,
while tour.sm added $9.57 billion (Australian Bureau of Statistics figures from 2001, in
ltamsay, 2002). From the Austrulian Education Network figures, in the period between
Janualy aod Apiil 2004, there was an 8% increase in the number of students entolled in
comparison with the figures from the pievious year. Student numbers in both secondertyr
schoals and colleges offering English language intensive courses for overseas stude:ats
(ELICOS) giew by 4%, while student numbers in foundation or nonaward courses
grew by 2%. These figures are not sutprising, however, since the status of English in
the glabal economy has guarunteed Austraiia a competitive education expost position in
the Asia-Pacific region (Singh and Doheity, 2004), and has made Australia the third
largest destination nf internatinnal students, behind nnly the United States nf America
and the United Kingdom (Tangas and Calderon, 2004).

Globalisation, nremally, means ihe often 1efened to spread of international glabal
corpoiations, the influence of the finencial markets and world wide market driven
economy (Hanis, Leung and Ramptray 2002), a commodity or.ented general public and
consumeriism in genergl. It also refers to the disappearance of community spirit
(Little john, 2000) and with it secutity in employment or the ambivalent outcomes in the
job market generated by the global workforce (Faiiclough, 2001; Beck, 2001).
Consequently, glabalisation denotes the emergence of new employment opportunities
thiough the advance of new technologies, and the inevitable standerdisation of various
nspects of people’s lives. The efficcts of globalisation can be felt by many sections of
the population in the increased individualism (Kubota, 2002), and at the same time the



threat or the limited rclevance of the nation states and their identity through language,
culture, and ideology It is even suggested that owing lo globalisation, basic human
rights (specificaily, linguistic human rights) are also threatened (Skutnabb-Kangas,
2000). Inevitebly globalisation also resuits in the growth of ansnational communities,
the financially, acedemically and employment-wise mebile population which enjoys
“minority™ sletus within the new communities wheze they find themsclves, without the
disadvantege usually associated with such status (Hasis, Leung end Rampton 2002).
Globalisation seems to be the catchphrase of today Every aspect of peaple’s lives is
affected by issues that the entire world fzces, and people all over the world are involved

in attempts at solving the issues arising from this.

Educational imititutions should, however, meke decisions based on whether they
oim 1o genesate end maintsin a market that lus a short-run focus or one which offers
long-tenin benefits to the entire society (Stilwell, 2003). From the expanding market,
decisions need to concentmte not only on the allocstion of resources but also on
resource crealion and, eve n more impoiteutly, the maintenance of professionalism. The
emergence of technelogy allows cducational services to expend and take diffierent forms
bolh in the traditional ‘on campus’ context, end across borders through e-leaming
(Larsen & Vinceut-Lancrin, 2002).

The status of English

English has become an intemational language in the global envlronment, and in
light of the growing number of speakers speeking native and nonnative varieties, it can
be stated that English hes lost its claim to eny culture or comtiy (McKay, 2002).
Therefore, English has taken en unpcecedemed global chaiacteristic, that not only needs
to be teken into consideration by language teaching piofessionals, but by the entire
English speaking world.

Tollefson (2000) refess to Kachru’s paper in which he distinguishes between the
inner, outer end expanding circles of not only English speakers, but also English
speaking countsies. In this essessment of the spread of English, the line between
prmery, dominant, official and desirable languages of parlicular countries is blurred;

10



the distinction between countries sharing former colonigl ties with England and those
whose official language and dominent language coincide become: the focus of much of
the discusasion as relating to status, Understandably, not all i2nglish language speakers
enjoy the same privileges. Both Tollefaan (2000) and Lowenberg (2000) report on the
status eccorded to different varieties of English and on the ways the spread of English
contributes to sacial, political and economic inequalities. While on the one hand people
enjoy particular educational and economic privileges if they have competenee in
English in countries where Englishis not the official or the dominant language, they fail
to enjoy the same benefits if they change the context and move into countiies whose

dominant language is English,

I€ English speakers can be categorized as belonging to different groups and
consequently stratified, it is not suptising to find that not all bilinguals cairy the same
status, Hanis, Leung and Rampton (2002) chassify English bilinguals mto three broad
categoties: the so—called “new anivals”, “low key bilinguals" end the “high-achieving
multilinguals”. People of various backgrounds wanting to stidy English, or being
competcat at speaking English are therefore not only compartmenlalised according to
their ability to apptoximate to standard English, hut also according o the currency they
hold with their origistal language background. This could consequently mean that there

is limited or no opportunity for individuals to move across the categoriies above,

English language speakers are frther judged, or even discriminated against
according to the veriety of English they employ, and eccording to the standerd they
abide by. Lowenberg (2001) reports on the discrepancy between the standacd of a so-
called non-native variety of English (of countsies such as Singapore orNigeria) and that
of the American or Brtish (native English) variety The question is therefore whether
there is only one (or possibly two, British and American) teaching models for learers
to follow, or whether the slandard of their rnetive varieties should also be valid. The so-
called non-native varieties of English in countiies with former colonial ties to the
language cannot be considered only approximations of native speaker norms. Thereis a
need for the nonnative varieties to become increasingly more acceptable. It is after all

the communicative aspect of today’s globel community that could most readily be

1n



observed as changing and developing and affiecling a lerge segment of the woild
population.

English in the world

Currently, there are more non-natiive than native speakers of English in the world.
According to Cryste!’s estimate (Crystal, 1997) only a fifth of all English users are
native speakers of the lenguage. In many cantexts English is used primarly for
intemetional communicetion, that is as a foreign language, which in other contexts,
non-native English is a medium of inter-ethnic communicaton. In countiies where
English is the official language, millions of leamers of Enpglish (non-native speakers)
use the language at educational institutions in which English is the language of
instruction. These leamets and speakers of English under certain circumstances cany
the linguistic deficit label “limited English proficiency” (Wong, 2000).

It hes been siated that “‘virtually every tradition in the contemporaty world feels
itself in some way to be threatened and relativized” (Robertson, 1997). It is tusther
contended Lhat globalisation is made up of two forces, one of uniting, “homogenising”,
creating the universal and converging to a common norm, and the other of meking
things locally distinctive and therefore diffierent or particular, Kubota (2002) asser:s
that while kokusaika (intemationalisation, as globalisation is referred to in the Japanese
discourse) “blends Westernization with nationaliam”, it fails to “promote cosmopolitan
pluralism”. It is further observed that culturel and linguistic multiplicity is not
encouraged, but instead focus is primarily placed on anything Westem, especially
English.

When it comes to global communication Cameron (2002) refers to discourse issues
in connection with global communications, not in the fact that the discourse encourages
the adoption of English as a single global language, but in the tendency to encourage
modifications of different langiages to conform to English norms. The example given
refers to the recommendation given to Japanese students that they shoutd “learn to wiite
Japancse in accordance with Western norms of ‘logic’, or that Japanese busioesspeople
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should edopt more ‘direct’ or ‘informal’ ways of interecting among themselves”. This
effectively suggests that languages (English language in particular) have become the
means through which worldviews, beliefs, or values they express nre imposed on
speskers of languages other than English, and through ihis imposition global nonns are
thus disseminated.

English permeates many languages it comes into contact with, and in extreme cases
renders these languages at times comprehensible only to those who have prior
knowledge of English. English code switches end loan translations fil! the vocabularies
of several languages. Moreaver, the presence of English woids in the language serves
several purposes. Kollmann (1999) reports on code switches undergoing grammatical
integration in Hunganan speech, on code switches involving interjections, intensifiers,
end diseourse markers, nn ‘foreignising’ and transliteration, and orn communication
strategies. All of these were introduced with the puipose of creating the basia of
bilinguel humour or diamatic effect, of merking edherence to a particuler segment of
society, and of being mo:e explicit and economical. Cameron 2002) questions the
validity of what is considered under ‘effective communication’ since communication in
gene:al is not based on cultusal or linguistic universals. The example given inher paper
also uses a Hungarian example with regard to fonas of address. In Hungarian the
formsl and familiar forms of eddress are not used interchangeably, yet English speaking
norms of interaction have been absorbed since the end of the communist era. In
addition, trenslations of so-called English/ American “service-spesk” (for example: “Can
I help you7*) are observable throughout Westen European specch communities.
Therefore, English contributes to a changed, adapted or modified wey speakers of a
language express not only the intended communicative content, bu: also their adherence
to accepted and acceptable cultuial norms.

Languages are increasingly becoming economic commodities, and not symbols of
ethnic or national identity (Heller, 20@2). Phillipson (2001) compares the status of
English in the past with that of the presemt and ergues for both the dividing and unifying
forces at play. He contends that in the past the knowledge of so-called foreign
languages served the puipo ses of the fonnation of elite closures, in which only those in

possession of the saine “powers™ (competence in a foreign or second language) had the
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ability to claim membership in the group; however, at present the fact that English has
become fundamentol for the 1ealization of global communication has aitered this
historical process. “Globalisalion had given new legitimacy, and a new twist, to the
long-lived idea that linguistic diversity is a problem, while linguistic unifoimity is a
desirable ideal” (Cameron, 2002: 67). Decisions on which language to consider
investing in leaming are no longer meinly based on elhnic identities, rather they are
guided by global forces. While the spread of English has contributed to the
disappearance of many indigenous languages, globalisation and various !anguege
policies have resulted in what Skulnabb-Kangas (2000) refers to es reductionism (the
often customary practice among minority population of meking a choice between the
dominant and the home language “subtiactively”, i.e. at the expense of the home
languege, rather than “additively”, ie. in eddition to the home language). Some
languages enjoy the status of being of higher value; therefore, the need for teachers
teaching those languages is greater, and people in command of those language enjoy
celgin privileges such as wider choice of employment or access to social positions and
greater cewands in their communilies (Feirclough, 2001). At the same time, those
members of a saciety that enjoy these privileges also have access to the most highly
valued vasieties of English. Moreover, bilinguslism is etiractive in only those contexts
where the langinges correspond to the marke* competing for supremacy, and in those
cases where tha speskers® command of the languages is consistent with the monolingual
varieties (Heller, 2002). It should be noted, however, that in spite of the guiding forces
of globalisation, the wider public should be educated about the values of eguitable
distsibution of the choice of language(s) to be leamt and on the importance of respect
atiributed to the “linguistic human 1ights of speakeia of all languages” (Phillipson,
2001: 4).

Changes in educational provision - Market forces

Intermational educationa! exchange is not a cecent phenomenon. In the 1950s, the
Commonwealthcounlties as a foreign policy initiative developed the so-called Colombo
Plan, under which students from developing countries (mainly fiom the AsiaPacific
region and the Indian subcontinent) were dffered scholarships to continue their studies
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at Aiastialian univessities. This arangement functioned as an aid progiam for twenty
years. In the 19708, however, it became politically unpopular, as the focus of foreign
policy matters bed changed. It was under the Hawke govemment in the mid 1980s, that
two separate committees recommended that education as an export industry be
cstablished. Subsequently, an Overseas Student Policy was developed, and fi1llfiee
paying overseas students 1eceiving education began to contiibute to Austrelia’s overall
economic growth (Kendoall, 2004), In addition, as a direct 1esult of the merket forces,
there bos been a groveh of investment into technology in all educational sectors in order
to 1emain at the forefiont (Ikenheny, 2001)

Schools have been threatened by the principles of what Latham 002) refers to as
“competitive managerialism”. There are more and moie private providers (especially in
the area of ELICOS), where course marketing, enrolment and staffing decisions are
made by business managers whose job is to conduct market reltzvant operations and
optimise income (Lenbeny, 2001).

In contrast, in the European context, Larsen & Vincentd.anciin 2002: 27) refer to
concerns 1vised by Iberian and Latin American associations and public univeisities

(2002 Por.o Alegre Declarntion). Their signatoriies assert that:

promoting inlemational trade would lead to deregulation in the educstion seclor
with the removal of legal, political and fiscel quality contiols, that national
governments would ahandon their social responsibilities, and that outcomes would
inclide an increase in social inequalities, the weakening of ethical and cultural
values, and a standardisation of education, thus negeting the sovereignty of the
people.

In order to maintain 8 democratic community it is of paremount imponance that
education be concerned with the enlancement of individuals. Therefoie, decisions
concerning education based on economic assumptions need to be reduced. Concemed
citizens must only hope that the mission and purpose of educational institutions, their
culture and reason far being will tbanscelu the market (Lketberty, 2001).
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Language policics in Australia

The educational sector makes a number of decisions with regard to language
teaching and leaming in a variety of contexts. It also takes into consideration the needs
of the mainstream shident population along with those who may have a difi'erent
linguistic and/or academic background. Policy may concentrate on mono- or
multifingual objectives, Govemments at the laca) and national levels, educational
experts and business representatives play significant roles in the formulation of

language policy (Kaplan and Baldauf, 1997),

Ore of the effiects of globalisation is the gradual disappearunce of mono-ciltural
nation states end the increase of multicultural and multiethnic cominunities. The
challenge policy makers face lies in the creation of such policies that take into
considerution not only the maintenance of quality but also the various needs of these
emerging communities in order to guaruntec ¢quity. Kaplan and Baldauf (1997)
identify six primwy objectives in language in educetion planning. Firstly, the torget
population needs to be identifi.cd, tiiai is, those who will receive and benefit from the
instructon. Szcondly, the teacher supply is to be assessed. Thisis especially imporant
in the provision of languages other than English in the Australian contexi. Thirdly,
curriculum guidelines need to be identifi.ed, and the syllabus needs to clarify constraints
siach as time and value systems. Fouithly, both the methodology end resources areto be
selected, taling into consideration the length of the intended study period. Fifthly,
financie! resources need to be made available or generated so that the plan could be
cenied out. Inaddition, a relationship needs to be established between assessment and
the objectives as well as between the methodology end assessment. Firally, an overall
evaluation of the progiam needs to be canied out. This evaluation may be directed
teward planningof toth monolingual and multilingual objectives.

Moote (2002) offers a historical overview of English langusge policies in Austrelia
since the 1950s. Before the 1970s assimilationist policies existed and peaple from non-
Englisb speakng backgrounds were urged to adopt English willi extremely limited if

non-existent resources or suppoi. Firsi language maintenance wes discouraged and in
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general, peuple were expecled to find their niche in Austrulia in an undefined manner.
By the mid 1970s and early 1980s sevetal ESL policy documents which mainly related
to pedagogical concerns relating to ESL needs suifaced. In addition, specialised ESL
teaching and leamning materials were produced by the Language Teaching Bianch of the
Commonweslth Department of Education. The National Policy on Languages was
genetated in 1987, in which ESL was first tegarded as a language added to an already
existing linguistic sepertoire. At the height of multicultural policies in other non-
educational areas, Australia’s need to utilise the talent and resources of the multiculturol
population was acknowledged. In tum, educational content was to he relevant to
industry defined needs. By 1991 the National Policy of Languages was no longer
viewed as politically effective; it was replaced by The Auslalian Language and
Literacy Policy. Its goal waa to “develop and maintain effective literacy in English ... 10
enable language learners to perticipate in Australian society” (Australian language and
literacy policy, cited inMoore, 2002: 112).

In response to criticism generated by the dissatisfaction with literecy problems
among the English (native) speaking Austtalian population and student nced for
assistance, the Literacy Policy set o1t guidelines dealing with the disparate issues within
the same policy. This affected mainly the Adult Migrant Education Service (AMES)
sectors, since primaty and secondaty schoo! ESL nceds remained unchanged. Within
the AMES, however, dissatisfection about lack ol consistency in cutticulum design and
teacher experlise was clearly felt and in tum resulted in short term contiacting,
tegionalisation, and conuacting out into the pri.vate secior. In the laticr part of the
1990s, ESL schoal allocation remained unchanged, but was subsumed within the
National Equity Programme. Thefocus had shifi ed to outcomes and benchmatks.

The benchmatks have heen criticised by McKay (2001: 1) who difTerentiates
betwecn standards derived for pedagogic putposes and for administrative purposes, that
is a5 teaching guidance and professional development, compared to accountsbility and
cutticulum direction, tespecfively.  She states: “language standards piovide a
comprehensive description of what language learners know and ere able to do in the
target language at various levels of proficiency, at various grade levels, or both”. She

however considers the current benchmarks disctiminatory in the K-12 context since
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they do not teflect the reslity of ESL development, “in spite of the students” ability to
partticipate in curriculum tasks at a level which enables them to learn”, and since the

stndents’ limited culture-specific knowledge may result in perceived nonachievement.

Unfortunately, compounding the issue of meeting ESL necds, the National Literacy
Plan, inttoduced in 1996, may have the effiect of retuming leamers to the pre-1970s
marginalisation. Moore (2002: 112) refiers to Coates’ 1996 paper in which he suppor:s
the new system: “...because the Australian Language and Litetacy Policy sets an agenda
of English literacy for all Australians ... having separate fiatneworks for people from
diffierent backgrounds would have in fact been discciminatoiy”. This in fact results in
homogenisation and disregards the real nceds of tlte community. In general, “ policy
initiatives arc broad-reaching in scope and are designed eventuslly to bring about not
only improved service delivery and equity for all clients but, more importantly,
stmctural changes in Australian institutions” (Iredale, 1997: 656).

As a result of the chooging nature of policy guidelines, Wren (1997) petitioned for
the need of English language tcaching professionals to take on educationsl leadership
roles, to be interested and involved in issues relating to langusge policy, to influence
institutional colleagues to be awate of wider sacio-political agendas, to follow
internationsl developments in their field of language pdagogy, and to be informed of
the influences of the forces of global economy. In addition, language teachers also need
to make sure that their own courses ere not only accessible but elso non-discriminatory,
and that inclusive and language-aware teaching becomes the practice by all mainstream
educationel profcssionals. There is a warning, however, addressed through the question
in connection an argument Skutnabb-Kangas (2000) mises abcut the participants (both
learners and educators), the method of leaming, the optimal time, and frequency of
involvement in the instruction of English (or a foteign language in genetal). This refiers
to not only the position of English but also the status of the participants involved in the
teaching and leaming processes and the recommendations commonly accepted with
tegard lo language leaming in general. In her view the existing belief and set of
recommendations that instruction should be conducted by native speakers of the target
hinguege in a monolingual manner, and that instruction should begin at an early age and
teke advantage of a high fiequency of exposure is not only & fallacy, but it also violates
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the recommendations set out by the OSCE (Oaganisation for Security and Co-operation
in Europe) with regard to human rights and education. Such belieffurther contibutes to

linguistic homogenisation at the cost of the development of other languages.

Market forces, English language instruction and task

I.anguage teaching professionals have a responsibility to create such curricula that
meet the needs of the students and prepete them to function in the evolving society.
Students, the fiture participants in the global society and the global workforce, need to
be ready not only %o contribute to the development of the fiture economy and culture,
but also to be e factor in the way they shape their world view, attitudes, understanding,

values, and life in general.

Communication, that is the effective use of a language, is essential in the global
society. In order to enhance employability or to finction effectively in the global
society, people need to be ‘equipped’ with communication and literacy skills, and they
also need lo be competent at using the media, information and communication
technologies. Cowses in English for specific putposes prepare learners for the ability to
satisfy specific tasks in the language. Wallace (2002), however, critiques such
progiammes and stotes that they generate language that is stripped of expressive and
aesthetic characteristics and consequently make [anguage a commodity Nevertheless,
native and nou-native speakers alike attend courses (such as coutses i public speaking,
in assertive speeking for nstive speakers, or courses of English for pilots, people for
bank work or the service industty for nonnative speakers) specifically designed for the
petfornumce of specific communicative putposes. The learmers attending such courses
intend to reach a particular standard to be able to fulfil the requirements ofa workplace
and thus to be mote effective communicators in perticular contexts. It could be stated
that a task-based language syllabus also meets these critetia. The task-based syllabus is
founded on the premise that leminers following a task-based progrun focus on
commmnicative tasks in order to resolve problems posed far them; consequently, it

could be said that a communicative critesion is thus met,
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There seemsto be apparent contradiction in the currently held views that education
in general and lasguage education in particuler is 8 merketable product. According to
Roberison (1997: 5) “...the basic id ea of glacalization (neologism, the amalgamation of
the global and the local) is the simullancous promotion of what is, in one sense, 3
siandardized product, for pasticular markets, in paticular flavowrs, and so on”
Products in general need to specify marietable outcomes. Canagarsjah (2002: 135)
analyses the status of language teaching methods and questions whether some of the
exisling methods are marketed under diff'erent names in o1der to create a need for these
“new products” and staies that “methods are cultiral and ideological constiucts with
politico-economic consequences”, and they represent not only the forms of thinking,
but also prefeired learning styles of those that promote them.

English languege instruction may become focussed on satisfying the needs of tasks
such 2s those requiting consumer-orented transactions (Littlejohn, 2000). The
consumer driven curriculum may result in a random content, guided by maiket needs,
which may not be compatible with educational goals. It may also imply that a social,
cultuwral and ideological universal will be created by satiifying the iatonal,
individualistic, Westemn outlook (Cameron, 20(2), and for example, ‘reticence’ would
be 1eplaced by ‘veibosity’, and norms of Anglo-American interaction will be spread to
all comers of the world.

A fiuther question that needs to be explored is whether the curricvlum should
encowage leaming about cultures diffeient frory the leamers’ own or whether the
cwriculum should foster those skills that facilitate or contribute to competence in
expressing the learners’ own culame. Kubota places doubt on the contenton that
language leaming in general, and English language [camning in particular leads to
intenational uaderstending; rather, it “promotes a naslow view of world cultures”
(Kubota, 202: ) He posits instead one of the benefits of leamning a language is the
fosteving of national identity, especially owing to the learners’ reluctance to conform to
altenate word-views. In contrast, McKay (2002) sees the need for English language
insttuction to encompass culturally relevant matetials in an environment that

implements cultirelly consistent methods of teaching. For example, if the task-based
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approach were the prefieired method of instruction, teachers would have the libesty to
alter nr modify their teaching resources and metitods according to locally acceptable

forms,

Gilobal matket forces and the increasing role of English as @ language of global
communication have aff'ected English language teaching and leaming. They have
resulted in ‘‘the dominance of the communicative approach within the fieid of English
language teaching (at least in thealy, if not in practice)” (Warschauer, 2000:1).
Language schools relate in their cunniculum goals to increasing skills of fnctional
interaction, negotiation and collaboration. The teaching method reliant on these areas
and asscciated with communication has, howcver, been criticised by many linguists. It
has been labelled as a method that not only harms (he intellectual development of
students (Kubota, 2002), but else fosters informal, non-academic competence in the
lenguage (Wallace, 2002). Communication takes the form of nn informal speech act if
itisin an unplanned form, andassuch itis possible that it may lack sufficient situcture,
content and finction to become fully cifective In addition, since such communicative
language classes do not offier leamers skills that are necessary in finther academic
contexts, they are therefore restrictive and do not serve the pwpose they are supposed to

serve

Repercussions for students and teachers of English

The matket forces that tend to govern education have implications for not only the
wider population but also forthe teachers' perceived perfiormance and genesal working
conditions as well as for siudents leamning. The impact of teachers’ in-class
perfiormance on student achievement is gaeater than any other vatiable, including family

income, neighbourhood or class size (Tkenbeny, 2001).

Mander and Hatton (1996) report on three private secondaty schools in Ausuzlia
that made the decision to employ aggressive marketing strategies in order to attract a
student population from SouthEast Asia. They made this decision because changed

economic circumstances had resulted in & drop in the number of enrolments. The
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schools had had homogenous student population (mainly middle~class Australians of
European descent). Through their marketing, they were zble to secure the required
number; however, neither the principals, nor the teachers were equipped to deal with the
sacially and cultucelly diverse clientele. ESL help was not provided, and students were
expected to assimilate. Teachers were ro longer teaching to ““the top of the class” since
the heterogeneous student populotion necessitated the teachers to adopt a different
teaching strotegy. The administiative sector of the schools grew to facilitate the
ndveifising and merkeling needs but there was no accompanying expansion of Lhe
teaching staff or facilities.

The quality of education needs to be maintained and it should not be eilowed to be
compromised by commercial pressures, as illustmled in the above instances. However,
Latham (2002) sees another side to the forces ofthe market, thet is, the““premium on the
enlancement of quality in higher education, at Lhe expense of equity”. One of the
potential outcomes of the processes of commercialisation is in Lhe traditional sense the
reduetiou (or restiuctring) of the dominance of institutional policiea as well as
governance, The increasingly entrepreneurial nature of institutions dictates not only
wilo will be involved in educational processes but also what will be taught and what
kind of research fus ‘commercial relevence’ or is wotth doing (Stilwell, 2003).
Currently all OECD cowntr.es follow stringent, but non-uniform eccreditation systems
in order to guarantee quality of educational services. Problems may arise from new
educational markets, such as e-learning, which might challenge national quality
assurance mechanisms and thereby call into question cwrent accreditation systems
(Larsen & VincentLaricrin, 2002)

Indications for the future

At present, in many Australien English languoge teaching contexts, Latham (2001)
refets to alrerdy existing problems with student enrolment numbets inesmuch as they
have reached capacity despite the 1ise in both entty starrdards and fees. Some English
lenguage providers ere at physical capacity, which means thet fiuther growth is
queslionable and that demand cannot be met. Therefme, Latham (2001) calls for



integrated effort by the government, communities and the private sector toward the
creation of additional resources. Moreover, Ramsay (2002) contends that if Austsalia is
to maintain its status, it needs to increase its resources, or its market share witl be
diminished by competition from nonEnglish speaking countiies, which are in the
process of adopting English as the language of instsuction. In addition, new delivery
optionis of education should be exptored (such as oft'shore cempuses and e-learning) in
order to not only maintain Lhe status quo but elso continue growth, meet the demand,
and broaden Lhe horizons.

Time will tel! whether or not English will maintain its current position as the
prefienved language of internationnl communication and consequently the language that
increasing numbers of students choose to eludy and whether the market will be
sustained. I.anguage teaching professionals must, in the meantime, continue to be
involved in issues relating to {angunge policy, to influence institutional colleagues to be
awar e of wider socio-political agendas, to take on educational leadership roles, to follow
intemational developments in their field of language pedagogy, and to be informed of

the influences of the forces of global economy

Task-based language learning

The nse of & task-based language syllabus is a method ccmeeptuslised and
constructed by a number of applied linguists, It belongs to what Xumaravadivelu
(2003 a: 25) classifies under [earning-centred methods. Accordingly, as opposed to the
method in which emphasis is placed on linguistic fonn and form-focused exercises in an
additive and linear manner (a didactic approach), this method fiocuses on langage use
and leamer needs through meaning-focused activities or tasks. Such tasks are most
often seen as open-ended (tho outcome of the task is not predeteimined but open to

many possible solutions), and guride learners thronghan inductive process of [earning.

Taskshave been defined and redefined by & number of scholars. Tasks may denote
any communicative actthat involves negotiation of meaning (§.ong and Crookes, 1992),

including within this a stiict adherence o a eeiies of patterns involving Lthe negotiation
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of meaning with the ultimate aim of selecting, soiting through, and resolving & given
situation or problem. Tasks may also be viewed as events rather than prearranged steps
toward fixed outcomes (Coutney, 1995: 94), since they are “dynamic constructs, and
outcomes may elways be expected to differ from thosc intended”. Piabhu (1987: 24)
looks gt tasks as activities in which leamers “etrive 8t en outcome fiom given
information through some process of thought”. I1is his view too Ihat lasks ere 8 mcans
by which teachers’ control over that piocess is maintained. He further states Ihat tasks
are meaning focused activities “in which learners are occupied with underslanding,
extending, or conveying meaning, and cope wilh language foims as demanded by that
process” (Prabhu, 1987; 27). Within the task lcamners do not focus their attention on
form intentionally but incidentally through their own pereeption, cxpression and
orgenisalion of mesning. Nunan (1989: 10) considers a task as ‘s piece of classroom
work which involves leamers in comprehending, menipulatiog, producing or interacting
in the target language while their attention is principally foci:sed on meaning rether than
fom™. He further states that ““a task should also have a sense of completeness, being
able to stand slone s a communicétive ect in its own right”. Skehan (1996: 38) defines
8 lask as “en activity in which meaning is primery, Ihere is zome sort of relationship Lo
the real world, 18sk completion has some priorty, and the assessment of task
performance as in terms of task outcome”. Kumaravadivelu (1994: 2%) includes in his
shoit definition the issue of langusge competence by stating that the task-based
languege leaming is & leamer-centred method that provides “oppoiturities for learners
to pailicipate in open.ended meaningfiil interaction through leariing tasks, assuming
that a preoccupetion with meaning will ultimately lead to 12 mastery™. What makes
defining task more challenging is the fact that there seems to be & lack of agreement
whether one cen regard the task-based syllabus as & syllabus in the conventional sense
of the word, or whether it should be considered a teaching method. It is e]so debatable
whether tasks should be considered firom the view of being able to relate lo real-world
needs. If one considers task sclection being guided by the teacher’s understanding of
the pedagogic needs ofthe lcarmess, tnsks will be chosen and allocated as classwork as

indicated by those needs rather than necesserily fitting a criterion of 1eal task,

Task-based [enguage learming has been much acclaimed but slso ctiticised for &
number of 1easons. Fiistly fi-om the positive point of view, it offiers 8 pedagogical shift
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Gom a cognitivist view of learning to a constructivist one which places emphasis on
contextual, communicative, collaboiative, interactive language development. Secondly,
it has been acknowledged that communication helps develop communicetive
compctence, or paticipation in a particular “shared” genre needed for mutual
understanding in the global society (Kramsch & Thoene, 2002). Pennycook (2000)
distinguishes between sacia! relationships of the language ela:isrooms (demociacy,
autonomy vs. power) and the outside world. Wallace (2002), on the other hand,
criticises the task-besed language syllabus by questioning the limited relevance of
infoimal spoken interaction. Since human communicetion is arbitrasy, she emphasises
the need for the development of literate English, which the task-based programme does
not cater for, and results only in the ““coaversationalisstion of institutional discourse”,
Furtheninore, she asserts that there is a need to teach “the kind of language which is not
forimmediate use, not to be taken out into the streets and the elubs, but which can serve
longer-term needs”. Block (2002) appears 1o agree with this point by further adding
that tasks offiered as models are mostly referenial in nsture and therefore limit the
language acquisition pmcess, He also sees the task-based langusge syllabus as a
potential new global language teaching method, which accordingto Cenagarajah (2002)
is not the prefesved method of leaming in some communities and consequently “the
classroom becomes a site of cultural struggle over prefiered modes of learming and
teaching” (Pennycook, 2000). Should these arg'sments imply that the communicative
and/or task-based view of language tea ching has been enoneously presented 3 meeting
the necds of the market?

Two disparate issues emerge in connection with negotiatiou processes as related to
task-based language leamning. Firstly, the qucstion that surfiaces with such a dilemma is
why the task-based syllabus is usvally refierred to as using spoken interaction as its
focus. Althuugh a task can be loosely defined as a problem that needs to be solved, the
process involved in the solution can be through any means of the language, spoken or
writlen, or both. Secondly, another issue in connection with the task-based syllabus is
the opportimity given to leamners to participate in the negotiation through ot only the
learning strategies they employ, but also the context of their leamning experiences.
Thexeby the learners become more reflective and “aitically conscious™ (Canagars jah,
2002) and the classrooms more democretic. These result in student autonomy by
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velidating “their own knowledge end jointly constiucting and understanding of the
social conditions that shape individuel expeliences” (Wong, 2000), and elso in 8
changed role of the teacher. The teacher’s role, then, is to adapt the cutticulum to the

needs of the students, and to drew on the students’ knowledge and experience.

Resources

Language teaching has also become increasingly standardised as en eftiect of
globalisation. Students of unlike cultures rely on the use of the ssme course-books such
as the Heudway and Custinig Edge series. Hu (2002:37) refers to the potential problems
associeted with loss of culturl identity, and states: “culture specific values and beliefs
mey clash with values and beliefs espoused by the language learner’s native culture end,
when assimilated unconscicusly, may thmaten cultural identity and integity and
produce conscequences of which the native culture does not approve”. Feng and Byram
(2002:64), however, identify three factors that govern the representation of cultures,
including the learmers’ and the target culture: ‘“'the (text) writeis’ awareness and
understanding of cultuml studies teaching in foreign language education, their
educationa! philosophy, and the political needs for educalion”. Approaching language
from the intercultural perspective, they propose that authentic materials be created not
only by native speakers of the longuege, but also by those speakers who are
lepresenietives of the leamers’ culture and by those who use the language as lingra
Sranco, since it is their belief that through such texts students leamn to understand the
“shared lingoistic and rhetorical conventions (linguistic and pragmatic) of the terget
language”. This is, however, unlikely to occur in light ofthe fact that most contexts
rely on what Giay (2002) calls “the phenomenon of the globe! coursebook™.
Coursehooks are economic commodities and are macketed at times aggressively, with or
without the pedagogic or ethical implications they transmit or cany. In addition,
coursebooks are writlen mainly for the globel English as a Foreign Lasiguage (EFL)
market, yet they are used, for example in the Ausualian ESL context as well.

In the ESL context eludents normally have access 10 bxth anthentic texts and texts
developed specifically for the ESL classrooms. When authentic texts are used, carefil
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selection, gruding and alterstion is necessary to mect pedagogic needs. Furthermore,
texis need to be in a cultursfly appropriale context, When texis ere specifically
developed for the EFL/ESL dassrooms, such as textbooks or specific courseboaks, they
come packaged so that they comprise teaching objeclives, instructional lechniques,
tezching steps, even tinie allocation, together with methods for tiaining the four
language skills. However, most of the cumrenlly used textbooks, despite chapter
headings to the conurary, organise lessons on the basis of linguistic stiuctures and rot
around lopics that would form the soutce of meaningful imtarction. The fundamental
argument for communicative, task-based syllabi stems from the ide3 that language is
acquired through the negotietion of meaning in meaningful contexts, which in tum leads
not only to fluency but elso to grammatical leeming. Therefore, the textbooks offier a
diffierent methodologicel framework, which means that they should b followed only in
a modified form. Such patial, or modified use of texils may be confusing to the
stiudents. These same textbooks, however, function for the maintenance of
predictability, accountability and control of the dassroom context (Littlejohn, 2000),
which corresponds to the guiding forces generated by globalisation (i e. especially in the
arlempt at stendardising), but is in direct opposition with the idea of cutticulum
generated by internal syllabuses of the fearners,

Hu (2002: 32) repor.s on the high premium that is placed on the development of
communicative competence in Chine, end slates: “English proficiency hes acciued
superior aational, sociel and economic prestige in China over the las| two decades” He,
however, calls for textbock writers to incorporale not only culturally appropriate texts
but also [eamer-centred specific materials that are theme based and ar e coriducive to and
productive of genuine task-based learning.

Concluasion

Policy makers in educstion and educators do not hnve the power ta siop or even Lo
limit the scope of the forces (hat globalisation briings with it to all facels of their
professional fives. However, in the future, these forces of globalisation should help to

inform positions educational authoiities take in relation to various aspects of
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educat.onal matters without being dominaled by them. Moreover, globalisation should
notdetermine educational policies.

Issues outined in this paper focussed on the forces of globalisation as related to
education (in paticuler to English es a second or foreign language education),
especially the teaching of English as a language of the emerging global communities.
The cherecteristics of English language education, of the task-based language syllabus,
and of communicative interactions in the micro-contexts of the classroom give rise to
the need for cenearch in this area, a need which has prompted the following study.

PartIi

Task in the global English teaching context

The study aims to report on global lenguage teaching methodologies. It is essumed
that Leskbased language leaming is the focus of interest of researchers in the field of
applied linguistics; however, it is hypothesized that it is not as widely used in actual
day-to-day teaching in language teaching centres at least in ils intended sense of
activating students to immersc themselves in the language and learn the language
through usege Futthermore, it is suggested that in the course of insuuction, only a
small number of texibooks are used, most of which are not task-based, but rather focus
on the developinent of grammatical accwacy of the learners,

Research Questions
The study is guided by the following research questions:
1. What isthe world wide status of the 1ask-based syllabus?

2. Do language teaching cenires use similar / diflerent teaching methodologies in
their day-to-dey insuuction of the language?



3. Do langunge teaching centres use similar / dilTierent resources in their instruction

of the language?

Method

Datz was collected through the use of a questionnaire. One hundred and twenty-
five English lianguage centres, which were randomly selected by the researcher from
Internet sites, were sent questionnaires via @-mail with the requsst for completion.
Based on the information aveilable through Internet websites, the researcher understood
that these language centres were private educational centres which provide among other
courscs Englizh language programs for scliool aged and adult populations, A carefl
selection of regions and countries was made so as to ensure that a wide range of
teaching practices would be considered. Sixteen questionnaires wese sent to Notth
American ESL colleges (ten to the United States of Ameica and six to Canada), four to
South Americe (one questionnaire each to Mexico, Argentina, Peru and Brazil), seven
to Afiica (one to Egypt, and six to the Republic of Soulh Aftica), eight to Australia (all
stetes except the Northem Teuitory), four to Oceania (all to New Zesland), fosty to
Europe (nine tothe United Kingdom, five to Ireland end Germany, three to France, two
each 1o Italy, Russia, the Netherlands, Poland and the Czech Republic, and one each to
Greece, Spain, Austria, Belgium, Slovakia, Hungny, Sweden and Estonia), six to the
MiddleEast (threeto Oman, and one each Lo Saudi Arabia, Kuwait and the United Atab
Emirates), and forty to Asia (nine to China, five each to Japan, Taiwen, Korea, and
Theiland, three to Turkey, two each to Malaysia and Vietnam, and one each to
Indonesia, Hong Kong, Uzbekistan and Armenia). Fotty-eight of these questionneires
‘were, thelefore, sent to countries in which English instruction is considered ESL, while
seventy-seven to countries in which English istaught as a foreign language (EFL). This
represents 38 .5% (ESL) and 61.6% (EFL) as recipients of the questionnaire, Table1.1

ptovides an overview of the regions:



Table 1.1: Regions
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Noith America 16 13%% 16 [1]
South Amesica 4 3% Q 4
Alfrica 7 5.5% 6 1
Australia/New Zealand 12 9.5% 12 0
Europe 40 32% 14 26
Middle East 6 5% D 6
Asia 40 32% 0 40
TOTAL 125 100 48 77

The questionnaire requested that it be completed by either a teacher, an acedemic
coordinator, or a direciocof studies. The participants were required to respond to fifteen
questions (see Appendix 1), :vhich relate to the syllabus, teaching melhodologies and
resources. Ten of the fifieen questions involved only a selection Gfom given r:hoices,
whereas five (relating to teachers® beliefs, experiences, and difficulties) asked for en

explanation. One question required selection of agreement or disagrecment on a Likert

scale,



Analysis

Psaticipants

During the months of July and August ane hundred and twenty-five questionnaires
were e-mailed to English language course providers worldwide. Itshould be noted that
the researcher relied on the information and addresses available through commeroial
web-sites; consequently, she had limited opportunities to verify the accuracy of the
information available tlrough this chamel. Of the one hundred and twenty-five
questionnaires, eighteen replies were received. This tepresents 14 4% of the totsl
number of questionnaires sent. The replics came from all the major regioos, nemely
from North and South Asner.ca (one reply each from the Unites: States of Asnerica and
Brazil), Alrica (three replies, two fi-om the Republic of South Africa, and one from
Egypt), Australia (three replies), Oceania (two replies from New Zealand), Euiope (two
replies from Italy, end one each from Ireland, Gexmany and Russia), the Middle Feqt
(one reply from Oman), and Asia (one reply each from China and Korea). Nine of the
perticipants represent ESL contexts (50%c) and nine EFL contexts (50%4), meking
possible a reasonable balance in point of view. Table 1.2 summarises the roplies
according to countries:
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Table 1.2: Countries

-
; g 4 = =
£ g 2 &
“z
United States ¢f Ameiica 1 1 0
Biazil 1 0 1
Republic of South Africa 2 2 0
Egypt 1 0 1
Augtualia 3 3 0
New Zealand 2 2 0
Italy 2 0 2
Irelend 1 1 0
Germany 1 0 1
Russia i 0 1
Oman 1 0 1
China 1 0 1
Kores 1 0 1
TOTAL 18 9 9
Ageofstudents

The students receiving instiuction‘in these contexts are between the ages of 5 and
above 60. In the ESL contexts, the reporied age of the studcnts renges between 16-30.
The students are both younger, starting from the age of 5, and older, above 30 in EFL

contexts.
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Teaching methods and syllabi

Syllabus types

The tesponses were analysed and described in relation to the regionzl differences,
the emeiging dominant language teaching methodclogy, the resources used, and the
problems identified by the participants. All except three centres indicaled that their
teaching was based on a set (institutional) syllabis, Thosc that did not follow a set
syllabus stated that their syllabus was guided by spuclf @ cijectives, and they were fiee
to design their own syilabi as long as the ob jectives stated in the course documents were
met. Furthermore, seven out of eighteen (38.8%) paricipants indicated that their syllabi
were guided by specific teaching and learning objectives, nine of the eighteen (50%)
that decisions on wlat to include in their syllaki were based on both objectives and
learers’ needs, and caly two of the parlicipants (11%) that their syllabi decisions were
based on learners’ niecds. This was fither clarified by the comment that decisions on
syllabus content were guided by leamets’ needs only on such occasions when courses
were organised for specifiic companies or institutions, in which case the courses were
“‘tailor mede.” to mcet such needs.

T o tne question about the 1ype of syllabus followed, the replies were diverse. The
followir g twotebles (Table 1.3 end Table 1.4) provide 8 summaty.

Table 1.3: Syllabus types
sy %p 53
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Task based 17.6 33
Grammaear based 5 14.7 28
Communicative 14 41,1 78
" Eclectic 9 264 S0
TOTAL k1) 100 185

* N = 18 (LeamingComses)



Table 1.4: Task-based syllabus

Number of
responses
Per cent of
responses

Task-based 0 0
Task-based, communicative and eclectic 2 5.8
Task and gram mar-based 1 29
Task-based and communicstive 2 5.8
Taskand grammar -based, 1 29
communicative and eclectic

TOTAL 6 17.4

Of the four categaties given in the questionnaire, that is tesk based, grammar based,
communicative and eclectic syllabi, four of the participants identified the
communicative (one fiom Italy, two from South Africa, and one from New Zealand)
and two the eclectic syliabus types (from the United States, and Italy). The rest of the
participants elected to indicate that their syllabi did not belong to one single category
and instead indicated all or two or three categor.es as their syllabus type. Among the
answers given, three participants indicated that the syllabus they followed was both
communicative and eclectic (from Ireland, China, and Egypt); oneindicated that it was
grammar-bosed, communicstive and eclectic (from Germany); two specified that it was
task-based, communicative and eclectic (fiom Australia and Brazil); one indicated that
it was task end grammearbased (from Russia); two referred to their syllabus as task-
based and communicative (from Oman and New Zealand); one indicated that it was
grammer based and communicative (from Australia); one specified that the syllabus was
tosk and grammar-based, communicative and eclectic (from Australia); and one referred
to their syllabus as grammer -based and fimctiorzal notional (from Korea).

The following chart gives an overview of the combined results in which only the

four categoties are taken into consideration.



Figure 1.1

Syliatns types

Ifa response indicates one syllabus rype or a combination of a number of syllabi,
and each of the four syllabi isrecorded a tota!l of thir:yfour responses is accounted for.
Outofthese tesponses only six referred directly to the task-based syllabus, representing
17.6% of all the replies. A further fourtecn (41.1%) responded that their syllabus was
communicative.  Five indiceted that they followed a grammer-based syllabus,
amounting lo 14.7%. Finally, nine of the porticipants tefetred to their syllabus as
eclectic, representing 26.4% of all the replies.

Teaching Methods

Statcments about the teaching method: ranged from the direct method, the PPP
method, and communicative method. A majority, represented by 61.1% teplied that
their teaching method covered presentatior, practice, production. Additionally the PPP
method teceived suppott fiom eight of the participanis who indiceted that their method
wasa mixture of PPP and task-based n:zti:ods. One participam from Asia clarified this
with the comment that in class mosi of theteaching wasactivity driven and involved the
completion of lasks. One of the participants from the Asian context indicated that since
most of the teachers are CELTA (Certificate in English Language Teaching to Adults)
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or Trinity Certificate ho!ders, they use the communicative method which derives from
their training. However, only two of the participants (from the United States and Italy)
indicated that their teaching method was communicative. The participant from
Germany was the only one to designate the use of the grammar-translation method;
however, it should be noted that the grunmar.translation method wes indicated in

con junction with the communicative and PPP methods by this paiticipant.

Furthamore, twelve of the seventeen (70 5%) respondents mentioned that they used
the same methods at all fevels, while the other five (29 4%) explained that they rdied on
competencies 1ather than methods, that they used a mixture of methods which were all
mainly communicat ve, that they drew on the same methods but diffierent teaching
techniques and styles, and that they mainly used PFP. One participant fiom China
provided 8 more deteiled description of the teaching practice and stated that in the
language schoo! a grammar-based and communicative method was found appropsiate
for studentsai the beginners’ stage, and a communicative method was used as students
moved toward the advanced stage of instruction.

Methodological Options

With rcgard to the mcthodological options which were available to teachers to deal
with individual differences of the learners the comments were diverse. The informant
from Korea indicated that methodological oplions depended on the knowledge and
experience of the teachers and therefore no institutional guidelines were available. One
respondent fiom Itsly stated that since the language school was obliged to follow
stendarts set for each language level in terms of competencies (in line with the Council
of Euiope framewoik), 2ll learmers in the groups regardless of their particular learning
styles had to effiectively be able lo fulfi} those requirements at the end of their courses.
He added that the besic premise underpinning all leaming and teaching activities at the
schoo! was that leaming took place in a conducive, motivatng and encouraging
environment, Other informants (from Italy, South Afiica, Oman and New Zealand)
refiered to the avaifability of options such as greater emphasis on lisiening
coinprehension (lecture type presentation, audio or video tapes), on role plays, Srammar



drills, games, external activities such as excuisions, the use of authentic materials, the

library, selfstudy resource cenires, internet access, and elective opfions.

A New Zealland educationalist stated that hishier language school found cultuel
ttaining for the teachers very usefiil. Such cultural treining results in teachers adopting
a methodological option that comresponds to the expectations of the majasity of the
learners at the beginning of their courses, Thus new students to the centre are
increasingly able to adapt to the mainstream teaching method in use throughout the

course (PPP end communicative).

A mare piagmatic apptoach toissues relating to the methodologies, which however
siill fells short of tas k-based principles, was offercd hy the following language schools.
One penicipant fiom China, for example, saw the solution to problems associated with
individual differences of the [eamers in giouping learners according to their levels.
Respondents from both Biezil and Aushalia stated that teacheis and speakers of
langunges other {lian English used such fust languages as Poituguese and Chinese
respectively with weaker siudents in the classrooms for the put poses of explanations. A
rather different approach was refewred to by a paiticipant fiom New Zcalend who
indiceted that setfing diffierent activities within the classroom, pairing students with
complementary strengths and weaknesses assisted in meeting the needs of individual
learmers. Despite the positive nature of many of these comments, tbey fail to refilect aa
adequate awareness of what isimplied by (askbased teaching.

1.earning Objectives

A high premium was shown to be placed on communicative compelence in all the
regions since 88.2% of the porticipants indicated that developing communicative
competence was vety important and another 11.7% that it was importam. One Italian
educationalist commented on the need of the leamers for communicative competence as
an antidote to the fornal styles generated by the Italian public schools’ insistence on
focussing on glammer and writlen skills In this person's view learners therefore lack
confidence and practice in speaking the lenguage. One responden fiom the Middle
East felt that generalising tlie relevance of specific learning objectives wes
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inappropriate, since the vatious couises stiess the impoitance of different objectives.
Another participent (from Asia) stated that the major.ty of thelr students take General
English courses with the intention of sitling for a First Cetificate in English (FCE)
exam, and tlus their leaming objectives include all macro skills and gammatical
competence. Ten of the participants (58 8%) indicated that developing students’
gramumatical compctence was vety important, four (23.5%) that il was impotlanl, while
only two (11.7%) thet it was neither important nor unimpoitant, and one (5.8%) that it
was unimpontant .

It should be noted that developing oral fiuency and writing skills was not rated as
important by European centres as by centres in other contexts. For example, the
patticipant fiom Ircland indicated strong disagieement (on a Likert scale) with the
statement that developing wiiting skills was one of the learning objectives of the

students as stated in the course documentation.

With r:gard to language production, grammatical instruction and holistic leaming
the following replies were recelved: it was indicated that on average during the day-to~
day lessons, between 35 and 50% of the lessons was devoted to spoken or wiitten
langnage production. Instniction of grammar was even more emphasized, however,
with all repoiting that their individual lessons were based on specific grammatical
concepts. In addition, half of the parnicipants believed in holistic language learming
(50%), five did nnt (27.794), and four(22 2%) werenot sure about the question.

Assessment

Assessment is pait of every educational process, and it is also present in all centres
panticipating in this studs. The respondents e}! indicated that their centres used wiitten
and oral tesls, reading and listening comprehension tests and grammar tests e.3 part of
their nonnal assessment insttuments. In addition 1o these, some centres added orall
presentations and wiitten compositions, The instiuments singled out as not being used
were oral tests (in the Chinese and Egy prion contexts), listening comprehension tests (in

both the South African contexts and in one Ausirallan context) wiritten and reading



comprehension tesis (in the Irish context), and reading comprehensinn at lower levels of

learmers (in the Korean context).

Problems

To the question whether teachers experienced any problems relating to the teaching
methodology used the following replics were given. Teachers expeiience problems
with adult leasmers at lower levels who demand instiuction and explanation in their own
language (in the Korean context), while an Italian paiticipant refierred to the problem
relating to Narlh American teachers and tf:eir reluctance to use European coutsc books.
This refuctance was explained as stemming from lhese teachers’ communicative
approach to teaching the language and the failure of the given materials to organise
teaching unils in a communicative manner. In addition, an Australion siated that it was
unifoimly the casc that tezchess taught what they (the teachen) were good at (for
example skills), at the expense of what they were not as good at (for example teaching
new vocebulary items).

'The 1emaining pmticipants, accounting for 83.3% of all replies, indicated that they
had no problems assaciated with the teaching methodology used.

Resources

According to this suivey, the English language teaching centres use the following
textbooks: Headway secies (1eported by eight Innguage schools), Cutting Edge ser.es
(by eight language schools), Matters (by two schools), Inside Out (by one school),
Muphy’s Gremmar series (by one school), and exam preparation texis (by one school).
Six of the panicipants repotted that they did not use mny set textbooks, while one
reparted (hat the language school was unsble Lo disclose the information as to which

texts their syllabus relied on.
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Discussion

1t was hypathesised that communicative or eclectic teaching as methodologies, end
grammatical competence and otal and writlen fluency &s learning objectives would be
identilied. Among the methodologies the comnwnicative langusge learning method
was identified by mos) of the participants. Although the term task hes entesed the
discourse of language learning and teaching, in none of the contexts is the task-based
syltabus actuaily followed. It appears that the term is invariably used to refier to
different types of communicative activities that are organised in the language
classrooms. It does nat, however, refer 1o the task-based teaching methodology. To
illustrate the existing confiision, one participant stated that leamers were frequently
involved in completing tasks; however, he further commented that he was unsure
whether he was refietring to the term task comecly, or whether the researcher meant
‘something else’ by the term. Kumaravedivelu (2003 a:28) expressed his dissatisfiaction
with methods by stating that “the disjunction between method a3 conceptualised by
theorists and method as conducted by teachers is the direct consequence of the inherent
limitations of the concept of method itself’. Such dissatisfaction is at the heast of the
increasing popularity of eclecticism. Therefore, it is not surprising that the second most
frequently refierved to type of syllabus was eclectic. By calling e teaching method or
syllabus type eclectic, teachers avoid commitment to eny auvent methodology. Rether
than relying on a teaching methodology, it is important to focus on the lermess’ needs
and 1he provision of oppartunities to meet those needs. Kumaravadivclu (2003a:10, 14)
considers teaching a “context-sensitive action, grounded in intellectual thought™, and he
cails for teachera to be reflective practitioners who emphasise creativity. He further
states that il is the role of the teachers not oniy to maximise learning oppoitunities but

also to transform life inand outside the classroom,

As indicated by the survey, some teachers are compelled to teach within the
constraints of their inslitutional guidelines. It is thexefore not mnprising to find that
specific fiamewarks (8uch as those arranged by the Council of Eucope, for example)
limit the aveilahility ofteaching methods and consequently leaming options available.
Teachas with their classes, however, can and do detetmine their classroom procedures
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such as the pace of the work, the selection of activities and the time of evajuation of on-

goiug leaming.

The amount of time shidents spmd"in producing the language 1ather than listening
to the teaclier is an indication of whether or not processes such as those involved in
task-based lcaming are being followed. In other words, the use of & taskbased
approach would infer that studems would spend more time pioducing the language thin
listening to it from the teacheis. Tilis issue was canvassed in the questionnaire, and the
study found that close to half of class time was devoted to spoken or wiitten language
prodiectioo. This finding, however, is conlradictory, especially in light of the fact that
the most vAdely used teaching methodology is either eclectic or following the PPP
model. With regard to the time devoted to actusl communicative aclivitics (be they
referred to as tasks or activities), Willis (1996:18) considers the consiraint of time in
teacher-led classrooms, in which student - teacher interaction normally follows a
teacher.led question-answer-fcedback pattern. She refiers to the limited oppoitunities
leamners find in such contexts to “manage their own conversations, exercise discourse
skills, or experiment with, and put to meaningfil use whatever target language they can
1ecall”. In atask-based lesming environment, on the other hand, the teacher domination
is reduced, and thus leamers ase able to explore the lang:age with lessened time

constro'ints.

The use of the most commonly mentianed method of PPP would appear to cast
doubt on the assertion that it is normal practice to devote half of class time to language
production. The PPP model in itself involves leamers in listening to the nsage,
meaning, and form of a specific grammatical concept, followed by form-focussed
exercises, question and answer sessions or diatogues and eventually language
production in a more liberal, open<nded manner. Even in ideal situations, (his would
result in no more than one third of the lesson time devoted to actual language
produdtion.

Walsh (2002) afso addressed the issue of the amount of teacheis’ tatking time in the
classioom, and its effect on the leamers; more specifically, the question of whether
through their talk teachers create or reduce opportunities for leeming. The reseercher
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stated (hat since the approach to this study was suictly empitical, he did not attempt to
classify or categoiize his data. However, he tiied to provide explanations for the kinds
of intcvaciions he found in the data, end explain them interms of their effiect on oflen
reduced learning opportunities, Teacher questions were mualysed by Cundale (2001)
whete both open end refierential questions were studied in terms of the oppoitunities to
use the target language in meaningful context. Therefore, it was concluded that open
and referential questions nced to be used more frequently in communicalive language
classrooms,

The teaching of vocabulnty is enother impoitant issue in relation to taskbased
approaches. In communicative claasrooms, teachers provide learners with a lexically
rich environment, where it is expecled that leamers acquice vocabulary through the
context in which meaning of the words can be infiared. In addition, teachers also
simplify their own language to match their students’ language / lexica! abilities. Mears,
Liginbown and Halter (1997) relied on word counts of (10 samples of 30 minutes of
class time) transcripts of comnunicative language classrooms in their study in order to
find out how many new words learners are exposed to during a normal class period, if
these words me repeated overtime, and if the “richness” of the lexical items are affiected
by the level of students, their background, or their type of class. Thiough a process of
lemmatisation, words were placed into categories and new words were allocated a
separate calegory Proportions of the tota! word numbers and the mean number of the
diffierent categories were analysed. The latter study failed to find conclusive evidence
that classrooms were 1ich lexice] enviconments, It is possible to hypothesize that the
study feiled to find conclusive evidence since the clessrooms telied heavily on teacher

input even in 8 communicalive situation.

As part of the present study, infiormation was sought about the types of textboaks
being used because often texts replace syllabus guidelines. It was found that the
resources language schools rely on are mostly coursebooks generated and pioduced for
the global masket. These books are fiercely marketed as they have high commercial
value Itis undesstandable that since the Headway, Cutting Edge and Matters series are
published by the largest publishing companies, these courschaoks were the most widely
used. These books are modem in their preseniation of content, they rely on up to dale
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end populer fopics. It is often the case that they endorse and pramote methodology, in
particuler the PPP method. In spite of the fact that for example the Cuiting Edge seres
attempts to incosporate task-besed elements, it is still a book that encowrages a
communicative rather than task-based teaching. Bax (2003: 280) sces sn .appaent
agreement between applied linguistic research discourse and the common view in the
profession that communicative language teaching is the prefietved model of teaching.
He further states that such a view is mainly owing to the coursebooks that most
language teaching contexts rely on.

Limitations

Difliculties have arisen about the issue of generelising fiom the study because too
few questionuaires wese 1eceived in reply to the request. As it was originuily envisaged
that responses may not exceed twenty language centres, efforis were made to ensuce the
scope of the study was adequate. Initially, it was feared that if the replies would either
be from the same region, or would offer similar approaches to English language
instruction, the study could sufTier fiom one-sidedness. This, however, wes notthe case.
Although the participants in this study represent vasious regions, in both ESL and EFL
contexts, they offter similar answers. Similarity in the answers bes come not fiom the
fact that the same regions are represented but from the global nature of English
language methodology and concsebook merketing.

Another limitation of the study stems fi-am the difficulty of generalising. Owing to
the small yaimber of participants, generalizations are not approp!iate,

The research is also limited by the perceived lack of motivationon the part of some
panticipants whoin certain cases did not provide enswers to all questions.

Such limitations are normal in most surveys and it is noncthelcss suggested that the
swvey' has produced valuable insights concerning the slatus of lask-based leaming in
the globalised context.



Conclusion

In 1elation to the 1esearch questions it could be concluded from the survey results
that the 1ask-bascd syllabus is not as widely implementcd in language teaching contexts
as the pure volume related to task-besed language learning in applied linguislic research
would suggest. Teachers and administiators occasionslly use the term ‘task’, however,
they acknowledge that they do nut 1efier to the term in the same way as applied linguists.
They refer to comsaunicative aclivities which normally follow teacher-fronted
insiruction on grammatical concepts. They use similar teaching metlhodologies whicl in
genernl could be characterised as eclectic, although within the framework o f generating
communication. No ref erence was, however, made to an examination conducted in
order to understand the student needs, an essentia! component of a task-based syllabus
design.

In the centres surveyed, the guiding principle bekind the choice of meihodology and
assessment wes the coursebook. It could be concluded that unless greater emplesis is
placed on thc produclion and marketing of teaching resources in tho form of a book that
is organised according to the task-baced approach to lungusge learning, there is not
going to be any variation of the existiag teachiog practices in favour of task-besed
learning. Unless an educational institution 1equires the teacher to biing into the
classroom a specific textbock, the selection of resources slhould also be carcfully
considered. Such a selection sliould include texts that not only assist in meeting the
desired objectives but ones that are cultwally appiopiiate to byh the lessr wrs and the
teachers.
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Conclusion

In relation to the research questions it could be concluded fom the survey results
that the task-besed syllabus is not as widely implemented in langnage tesching contexts
as the pure volume related to task-based language leaming in applied linguistic resesrch
would suggest. Teachers and administrators occasionally use the texm “lask’, however,
they acknowledge tliat tbey do not refiex to the term in the same way as applied linguists.
They refer to communicative activities which nonnally follow teacher-fionted
instruction on grammatical concepts. They use similar teaching methodologies which in
general could be charactzrised as eclectic, although within the framework of generating
communication. No ieference was, however, made to an examination conducted in
order to undeistand the student needs, an essential component of a taskbased sytlabus
design.

In the cenlres surveyed, the guiding principle behind tbe choice of melhodology and
assessment was tbe coursebook. It could be concluded that unless grester emphasis is
placed on the prociuction and merketing of teaching resources in the form of a book that
is oiganised according lo the task.based npproach to languege leaming, there is not
going to be any vaiiation of the existing teaching piactices in favour of task-besed
leaming. Unless an educational institution requires tbe teacher to bring into the
classroom a specific textbook, the selection of resources should also be carefully
considered. Such a selection chould include texts Ihat not oaly assist in meeting the
desired objectives but oncs that are cultwally appropriate to both the learners and the
teachers.
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CHAPTER III

ESL ACCREDITATION GUIDELINES, CURRICULUM AND
METHODOLOGICAL ISSUES IN SELECT AUSTRALIAN
CONTEXTS

Introduction

This chapter is written with the aim to investigate curriculum guidelines that govern
English language courses offiered to non-English speakers (especially students intending
to continue their studies at prima1y, secondary, undergraduale and posi graduate level)
at Australian schools and colleges of English.

Firstly, the investigation focuses on a comparison of cuniiculum guidelines and
other regulatory measures goveming English as a Second Language (ESL) programs for
ptimaly and secondary preparatoty putposes, and the Adult Migrant Education
Programs (AMEP),

Secondly, an examination of colleges and universities offering English Language
Intensive Courses for Overseas Students (ELICOS) is undertaken revesling the limited
extent of regulation, or ralher the absence of cuniculum guidelines. While ELICOS
colleges go through processes of accteditation, the principles governing accreditation
requirements tely on the need of n program (an outline of teaching units, assessment
tasks, examinations, reporting structures as well es adequate resouwrces) from the
institution under scrutiny. There is no prescribed methodological framework of
teaching strategies, conlent or sequence of instruction, In other words, limited

uidelines exist on “what™, butnoindication isgivenasto “how”. -
B B

45



Sccondary and post-secondary ESL Programs

In referring to English as a Sccond Language (ESL) insttuction in Western
Australia, several contexts should be considered. Firstly, the intensive context,
where the focus ofthc instiuction is the language, its structure, form and vocabulary,
in oref and written form. ESLis also taught in an extended intensive form, thstis, in
various subject specifiic contexts. Students ere taught the language required for the
subject areas of for example Mathematics, Science and Social Studies. This type of
teaching might be considered a vaiiety of English for Academic Putposes (EAP),
where spoken and wiitten English is approached thiough verious genres, which the

students may use in the course o ftheir fiusther academic studies.

In tbe government sector, Intensive English Centies (IEC) ere a special part of
the secondaty school which cater for the needs of new errivals in Austtalia whose
English is not advanced enough to successfully participate in mainstream classes,
The students are placed into clesses depending on the length of schooling and/or
English language study in their countries of orgin and siudy English for either one
academic year or two (Education Depattment of Westerm Australia, 2003). The
students, who have had limited schooling in their respective countries, normally stay
in the IEC for up to two years and participate in the Limited Schooling Progiam, as
they develop basic literacy skills and conceptnal knowledge in addition to learning
the language, The majority of students, however, enter a one-year progtom, which is
an adzpted version of the primaty or secondaty school cunicujum, divided into two
six-month semesters - a beginners’ six months and an advanced six monihs. In the
beginner's stage, the program concentrates on speaking, under:stunding, reading and
wiiting English during the English and other subject-based lessons. In Ihe advanced
stage, in their English lessons for example, the students have a more literary
approecl to their studies, thatis, the students read sboit stories and abridged novels,
and this forms the basis of theit language activities. Thus, their oral discussions,
wiitten activities, comprehension and vocebulary development come from reading
literature as well as the core subject areas. Through this they eiso develop Ihe

language for forming opinions, summaiising, essay wiiting and developing research



and study skills. In addition to English, both groups of students are taught the
languege 1equired fo1 the mubject ereas of Mathemntics, Science and Society and
Enviionment. Duwing their time in the IEC, the students study the language used in
the courses o f these subjects. The students also | eam two practical subjects (Home
Economics, Manuel Arts, Computing or At1) and have Physical Education lessons
evety week (Education Department of Westemn Austratia, 2003).

Secondly, ESL can be considered in the context of mainstream teaching. On
completion of their intensive language courses, students aie placed into mainsiream
primaiy or sccondary school classes according to thei age and educational progress.
They nomnlly receive targeted ESL suppoi, which according to curticulum
guidelines in Victoria ( Victorian Curriculum and Assessment Authoiity, 2004), may
take the form of paallel or withdrawal classes, ESL electives, and/or team or suppail
teaching by specialist ESL teachers who wotk collaboratively with mainstream
teachers. Students follow a special ESL cutriculum which focuses on developing the
students’ a) oral and wiitien communicative skills, b) socio-cultuiul skills, c) cultual
awareness, and d) study skills. Here, the instiuction takes a dual finction; it is
primarily considered in its role to assist both the (mainstream) teacher and the
student at the task at hand, and secondly, the (ESL) teacher’s role is in disseminating
stiategies that are applicable for English actoss the cusiculum. In the latter case,
ESL instruction is offiered in 8 wide range of contexts. The ptimaiy aimofthe K - 12
courses is to develop necessary skills and understanding of the language in ordes to
increase the students® successful participation in vasious sehool setings. In this
context there are guidelines es to recommended strategies applicsble to ESL
classroom teaching, but they fail to grapple with the central issues of curriculum
design and development such as linguistic and cognitive demands of the subject
areas and meeting the needs of their student clientele fom a wide ranging

backgiounds.
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Although in geneial the state governments are responsible for school edueation,
special funds are alloeated by the fiederal government to provide ESL progiams for
newly atrived immigrants, In addition, these funds alsa cover special suppoit needs
to schools that have students of Non-English-Speaking-Backgiound (NESB)
(Iredale, 1997).

The nongovernment education sector, the Catholic as welf as the Indcpendent
school systems, also enrols NESB students. The students in these contexts, however,
are either Australian residents or overseas fee-paying sludents who are in Ausiralia on
student visas for high school education. The provision of ESL assislance varies
between institutions. For example, the Catholic system offiers piogiams for NESB
students that are similar to the TECs, while the Independent sector, which mainly
opeates with 83 moie homogenous student population, if the need arises, may provide
ESL assistance but in a context where the students are noimelly fully integrated into

mainstresm classes.

Both the gavernment and non-government seclois now have the oppoitunity to
enrol overseas fee-paying students. The enrolment of fee-paying students offers an
income generating potential for both contexts, but this is a recent modification in the
government sector {only applicable in Westem Australian contexts since 2001).
Both sectors need to rely on existing funding resources for ESL in order to fulfil their
responsibilities of creating an environment whete the heterogeneity of the population
is conducive to !anguage leaming. It should be kept in mind, however, that no
additional funds ae allocated bythe state or fiedea! government for the educational
services provided to fiee-paying overseas secondery school students because the
schools ofien betefit from the fiecs. It is, however, the responsibility of the sehools
to determine how the income generated this way should be spent. In the long 1un,
this may become detiimental to the status of ESL in schools owing to passible

govesrunent cutbacks in second language funding.



English language instruction is also offered to adults in the government and non-
government sectors. Teaching English to Speakers of Other I angueges (Ti<SOL) under
the Adult Migrant Education Pmgrams (AMEP) caters for the adult migrant population
especially those whose language is other than English. These programs provide 510
hours of free instruction in English to ncw anivals. Leemers leam the language
required both to function in general in 8 society whose medium of communication is

English, and specificelly, in the workplace.

In the private sector, students may choose flom shoit courses offered by private
specialist colleges or government supported institutional prograns. Although such
ingtitutions set no entry requirements, eligibility is restiicted over the sge of 35
(Kendall, 2004). ‘The ELICOS langusge centres, private educationa! providers for fee-
paying overseas students, offer a number of different cowses to students, Besed on
petfoimance in an entry test, students are placed in one of the intensive courses: Geneml
English courses (beginners to sdvanced), English courses for Acedemic Purposes
(EAP), Secondary Preparstion courses (elementaiy o advanced), English as preparation
for speciftc testing or examingtion purposes such as offered by the First Ceitificate in
English (FCE) courses, end university prepaatory couses for students intending to
continue their studies st undergradusite or post-graduste levels These are intensive
courses in which students receive on average 25 hours of instiuction 8 week (NEAS
Anstralia, 2002: 39). The Geneml English courses usually satlract students intending
either to combine their holiday or overseas experience with & constructive period of
time in the language classroom, or to continue their studies at secondaiy school level or
ot university once their English proficiency reaches a required fevel. While students
attend the EAP courses with the intention of continuing their studies at an English
medium higher educational institution, many also have the aim of first passing & formal
test such as the First Certificate in English (FCE) or International English Language
Testing System (IELTS). Succcss on these tests kads to jobs or promotional

oppaitunities in many countries.

English language courses are ofl'ered by depastments within & larger institution such
as the Tcchnica! and Fuither Education (TAFE) sector or University. . Normally, in
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these cases, there ere deparimental guidelines as to the leve! of English required.
Bridging and foundation courses offiered at a number of universities provide instiuclion
that prepaces students for the reguirements nonnally associated with university courses.
These include instruction in the norms end standards of Weslern scholarly conduct
(Singh and Doheity, 2004) and in study skills.

Accreditation of Private Language Providers

In order to guerantce quality and to function as en educational institutiun, prior to
opesation, private language schools as well as those schonls atteched to tertiary
institutions need to be registered to obtain fonnal accreditation. The National Code of
Piactice for Registralion Aulhoiities and Providers of Education and Tisining to
Overseas Students requires educational providers to be registered on The
Commonwealth Register of lnstitutions and Couises for Overseas Students (CRICOS).
According to the Code, registered providers can accept students for enrolment only if
they have given to the students adequate information about the course According to the
guidelines of the code (Commonwealth of Australia, 200t) Ihe information should
contain: a) desciiption of the content, b) Ihe qualification or aceieditetion gained on
completion, c) the length of the course(s), d) teaching methods used, e) type of
assessment used, and f) Ihe minimum level of English proficiency to meet the

requirements of the course(s)

The Nationa! ELICOS Accreditation Scheme (NEAS) is the national accreditation
body regulating English language course providers for overseas students in Australia.
Its guidelines specify orgauizationa] and administrative matters, standards, quality
assurance cegarding the premises, resources (the specialist slaff, materials and
equipmenrt), curriculum, student assessment, student recruitment and the marketing and
promotion of the institution. A reader would obtain Ihe impression from the NEAS
documentation, however, that there is a greater emphasis on teacher’s qualification
requirements, on the nature of the teaching premises, on how and in what context an
institution should be promoted and maiketed, than on the actual content and delivery of

instruction.  Fuithermore, it has become apparent thst &s long as courses are run
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according to an effective program (which may be based on a Lextbook) end a sequence
outlining teaching units, assessment tnaks end/or examinations and a reposting structure,
the accreditation 1equirements are met, Although the word ‘cuniculum’ is mentioned in
the guidelines, according to the 2002 handbook, only the following stelement is given:
*“The institution’s cunriculum is purposefil, coherent and documented and facililates the
design of teaching programs to meet the needs and 1equirements of students™ (NEAS
Austialia, 2002; 39). The inteipretation by NEAS of the CRICOS guidelines would
suggest that some lesser emphasis on specificity (especially as related to teaching
methodology) about teaching and leamnin g practices hes beca incotporated. This has the
potential to lead to the growth of dissatistactionwith the ELICOS programs for both the
teaching prof essionals and the students.

ESL Curriculum

ESL cuniculum documents in general and as normasily found in Australia a) define
the area of leaming, b) offer a mission statement and rationale, c) present a frnmework
that is infonmeid by the field of applied linguistics, d) recommend a syllabus outlining
the appropriate content of insttuction, language activities, practical stcategies, desinable
language outcomes such as relating to commmicalion, language and cultural
understanding, stiucture end features of the language, and e) outline the need for
assessment proceduces, a reporting system, and finally evaluation (Australian Capital
Tenitory ESL Curriculum Statement, 1997),

In the Austialian Capital Tertitory ESL Cuniculum Statement document, ESL es an
area of learning is defined in terms of the language demands of all learning areas,
competencies, and across cutriculum perspectives. Activities develop language in the
sacial context, as related to leaming, end as needed for personal expression. The
document is informed by an assumption about second language leaming and teaching
tlat ESL teaching is definable, integrated end holistic, that leaming involves leaming a
new language in the context of a new culture, that students leam how to interact

meaninghlly and appropriately in that language and culture, drawing on cognitive and



linguistic resources in 8 new learning environment, and that students use their
knowledge of other cultures to develop an understanding that encompasses the new
cvlture (Austmlien Capital Tenitory ESL Cutriculum Statement, 1997: 3-5). The
statement also recognises ESL teaching as a specialist undertaking, which is informed
by the field of applied linguistics, and it offiers 8 range of practicel tcaching strategies
that ahould be considered applicable ecroas the cuniculum. However, the document
omits indication of a specifically 8 greed upon methodology. A more detailed spproach
to recommended teaching methodologies is, however, available to teachers through the
outline given in McKay and Scaino (1991: 28), An eclectic approach to lacgusge
learning is recommendcd thiough the implication of eight distinct principles. The
principles outline the impoitance of communication through a range of language formus,
the value of compiehensible input, the significance of cvlturally relevent infinnation,
the importance of feedback and the positive consequence of learners being able to
manage their own lcamning in an environment that caters for the development of their

intellectual, sociat, emotional and physicalwellbeing.

Ovutcomes in the arcas of both productive and receptive akills (speaking, writing,
listening end reading, respectively) are organiscd in the sreas of communication,
langnage end cultwal understanding, language structures and festures, and learning and
communication strategies. Assessment, which is 8 continued and integrated part of
cutticilum planning, is based on comprehensihle criteria. Reporting communicates the.
achieved outcomes.

Western Asistralien students taking the subject ESLEnglish in the final two years of
secondaty schooling (in years 11 and 12) also have the benefit of 8 syllabus presented to
schools by the Cuniculum Council (Westem Australisn Government, Curtticulum
Council: English for ESL Students ~ D026). While in this subject developing skills in
communication, language and cultural understanding, lasguage structures and features,
and leaming and communication stategies is desired, there is an edded emphesis on the
use and applicstion of these skills in an academic contex, This is because the “subject
gims to develop finctional literacy within an acedemic context and specifically, to
develop the Innguage skills necessary for tertiary entrance” (Wesiem Asstralian
Govemment, Cutticulum Council: English for ESL Students — D026). Again thiough



this document, teachers are informed of the required content of instuction, but are

given no indication as to the recommended delivety of the content.

Texts that students have access to in this sub jecttange fiom transactional to literaty
and media texts. Itis expected thatthe students make valid inteipretotions of these texts
based on and including the knowledge, skills, atlitudes, or cultute presented in them.
Similarly, students are required 10 compose a wide variety of text types, in a range of
styles. Their oral and waltlen texts need to demonstrete mastery of all domains of
language: morphology and syntax, spelling, pronunciation, orgasisational features (such
as paragrephlng, unity, or coherence), style and register. The syllabus also offiers details

of examinations.

In connast, to svit the needs of a very diffierent clientele, the AMEP context relies
on the widely uscd adult ESL curriculum framework: the Certiificotes in Spoken and
Whilten English (CSWE). These broad guidelines caver four levels of langunge leaming
(Certificates I, I1, I1l, and I'V, accamting to students® level of English proficiency on the
Australian (International) Second Language Pruficiency Ratings (ALSPR, or ISLPR)
scele (see explanation of the scale below) along three distinct modules (reading and
wiiting, speaking and listening, and orientation to learning). The CSWE competencies
indicate general language features sich as general language learming strategies,
generalised text types, end the macroskills of lauguage use, end they also identify
langunge outcomes relating 10 each competency.

The framewotk genetally defines what Feez (1998: 11) tefiers to as ‘“language
learning in terms of whole texts” or genres. The genres learners work though suit
increasingly specialiscd contexts in order to meet the needs of the individual learnera
The outcomes ae organised in all four language leamming areas: speaking, waiting,
listening and reading. The implementation of the curiiculum fiamework, that is, the
syllabus planning, is left to the teachers’ discretion. This indicates that depending on
the leamer needs, teacherz may refer to text types that would match leamers’ interests,
or futuee pathways, For example, learners following a pathway leading to employment
or to ff)ther acedemic study may be exposed to diff erent text t ypesaid these would still
meet the general requirements outlined in the cutsiculum framework (Feez, 2001).



The choice of methodology is also included in the syllabus design end follows 8
five step cycle in which leamets are given suppait toward reaching specific outcomes.
The steps include contex building, modelling texts, joint eonstruction of texts followed
by individual consttuetinn of texts and linking texts. Teachers are at libeity tn make
decisions based on the needs of lesmers 8s to whether some or all steps would be
followed.

Such a cutriculum document offers a number of benefits. It fitstly allows for
uniformity across educational institutions offering the same courses. Secondly,
teachers are given sufficient guidance as to the content and melliod they should take into
their classrooms. Finally, despite the uniformity, the teaching remeins guided by leamer
needs as it allows teachers to be flexible in their selection of content. In addition, in this
context there is also 8 commitment not only to cutticulum development (especially
through the National Centre of English Ianguage Teaching and Research at Mecquatie
University) through research genetated by the teacbing staff, but also Lo the professional
development of teachers (Martin, 1988).

Unfortunately, not alf edult ESL institutions sdopt the view that such 8 curticulum
document is needed, end some base their courses on texthooks on which they build their
syllebus. In the ELICOS context there is no centelised cwriculum statemnent
Therefore, cniculum organisation and amtent, meiliodology, the choice of strategies,
antcomes and sssessment procedures in such institutions become the responsibility of
the Director of Studies in consultation with the teaching staff. Altematively, such
instituions present specific outcomes thiough in-house generated curticulum
fiameworks, which is subsequently submitted to NEAS, However, in many cases in the
researcher’s experience, it is left Lo the teachers (individually or collectively) to not ooly
organise the course, but also 10 make decisions nn the content and meiliodology
Possibly in defense of this it is argued that teachers have the opportunity to base their
programs on the specific needs of students; that they can collaborate with students on
the conception and realisetion of educationel putposes. Wraga (2002: 18), addiessing
generel educational theory, refers to this type of collaboration that meets the NEAS
guidelines as cutiiculum enactment, and sees i as the most promising prospect for

£



improving educational experiences. He fiuther states that demociatic ideals are
congiatent with cuniculum enactment es an approach to curriculum implementation.
Such collaborstive cunniculum implementation is thought to be strongly associated with
the improvement of student learning; therefore, iu Wragea's view cuniculum developers
should strive toward its realisation in educational settings. However, the pmhlem
remains that in the ELICOS context insufficient attention is peid to effiective leadership
in curriculum development and this problem could be ohviated by more detailed
direction fiom the NEAS authoiity.

Standards

One of the most ser:ous problems ESL students faced in the past wes the belief that
their paformance ju the meinstrean classoom (or more specifically their
underperformance) wes a refl:ction of their overall ebility 1ather than a consequence of
inadequate language insiiuction (Moore, 2002). It had been erroneously assumed that
immigrants and MESB students geneially weie socially and, more impeitanity,
scademically disadvantaged, and their literacy skills (among other educationally
relevant skills) in the first language were consideied iirelevant. In such contexts
survival skills weie necessaiy; consequently, (as repoited by Iredsle, 1997) many
concenirated on and excelled in subjects that are not language bazed. However, in more
raent years, owing to their many successes, this perception has changed and now
NESB students are viewed as “acedemically and economically benef icial” to Austialia’s
development (Iredale, ibid). Such greater iealisetion of multicultual ideals, however
has, to this point, failed toinfluence the assessment debate, particularly at school level.

Since ESL leamers are not a homogenous group iu teims of age, lcngth of
schooling, length and level of Euglish studies, or fiture English language needs, it is
imperative that their English prioficiency is properly assessed and their needs in the
English language context are met. Also, standaids and dcsoviptors - especially in the K-
12 study areas— need to he aligued to the cuirent cunicula.



McKay (2001) differentiates slandards derived for pedagogic and administ:ative
putposes, that is as teaching pguidance and professional development, versus
accountability and curriculum direction, respectively. From one point of view language
standaids provide descriptions of what leamers of the language know, ur.derstend and
are able to do in the target language at ditferen’ levels of proficiency. However, she
considers the current benchmarks discriminatoly in the K-12 context since they do not
reflect (he reality of ESL development, “in spite of the students’ ability to patticipate in
curticulum tasks at a level which enables them to leam”. This is because the students’
limited cultural knowledge may result in perceived non-achievement. Fuither to this,
Rojas (2001), based on an investigation conducted at North American, Biitish, and
Austrasian intemational schools, outlined the need for an ESL content-based cuniculum

in an attempt *o align grade level descriptors for ESL and niginstream content standards.

In this regard Short (1997) proposes a cuniculum model known as ASCRIBER,
which hes the eight stages of elignment, standard setting, curriculum development,
retooling, implcmentetion, benchmarking, evaluation, and revision. Alignment efers to
the setting of the competencies and proficiencies to seive the ESU siudent population.
Standard setting provides a list of descriptors, while cuticulum development (he
abjectives. 1Retooling indiczces the process of professional development, which allows
the collection of adequate resources and sets the scene for pilot programs and program
implementation. Benchmerking indicates levels of student achievement. Finelly, data
collecion and aanalysis forms the base of the evaluation process, which in tum is
followed by modification and revision. The implementation of si:ch a curriculnm model
would hopefillly allay fears associated with benchivarking and alignment. Furtbermore,
Shozt (1998: 46) maintains tha: stendords should never he considered as an endpoint for
leamers. Using the ASCRIBER model, therefore, can be viewed as a precess in which

the leamers’ needs are continuously addressed and modifiications are made accordingly

The issue of setting standards is just as impoitant inthe ELICOS context. Students
need to meet proficiency standaids, as required for exampie by their intended areas of
further study However, piior to undenaking fisrttier acadenic studies, mssessment of
students’ praclical language skills and their overall proficiency is needed for student
placement into various classes It hes heen recommended that ELICOS colteges use
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the ISLPR roling scale (Wylie & Ingram, 1999). Thisis & 12 level scale ranging fiom
2¢t0 proficiency to native-like proficiency, recorded as 0, 0+, 1-, 1, 14, 2, 2+, 3, 3+, 4,
4+, and 5), with a separate set of subscoles for the four macro-skill areas; speaking,
listening, reading end writing. 1t offiers the teacher - assessor generel descriptions of the
language behaviour and examples of the ability displayed at each level. In order to
dctermine a learner's {anguage ability the lexmer’s language behaviour in the relevant
macro-skill is matched through a holistic process against the descriftors that constitute
the sub-scale. Although proficiency ratings provide statements about general language
ability, they nre not, however, designed to indicate success in particular language or
fiture academic courscs (Wylie & Ingram, 1999). However, the ISLPR scale appeass
to corvespond with the levels of Genetal English courses and may be a usefill guide to
placement and assessment there. For exemple, the scale of 0+ to 1- may indicate that a
learner could successfiully follow an elementaty course, while the scale of 1+ to 2 may

mean that an Intermediate course is eppropriate.

Teaching Methods

Over the pas Zitly years language teaching has been influenced by various, quite
distinct approsches to language learning (Pica, 2000; Celce-Murcia, 1991). Teaching
and learning has in tumn seen the prominence o f giammar - trenslation, oudio-lingual,
stmcturrlist, finctionel-notional, natura), end task-based methods. Afthough there is
considetable overlap in the theoretical and practical approaches of these methods, there
are some distinctive features especially in the sequencing of content, the role and
relationship of people involved in the elassroom communicative processes, the teaching
of grammar, the design of mate:ials, and the use of lengnage for specific purposes.
However, in some contexts (for example, the AMES context), as per aconitation
requirements, one method is documented &5 the collective approach to language

teaching and leaming.

This however is not the situation in the Australian secondaty ESL, and ELICOS
contexts. Accordingly, in the view of this researcher, teacher approaches to teaching

have been eclectic, and teachess have relied on a number of diffierent approaches es
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indicated by the needs of the learners or personal preferences of individual teachers in
order to ensure positive learning outcomes. If eclecticism is to be corsidered the only
valid approach in the cusent classroom tcaching, the question that remains to be
answered is: what is commonly understood by the tem? Is it lo be recognized as a
legitimate method or system of thought, when it could be regarded gs an arbitiary
selection nf various sources, systems, or methods? Or is it metely an added
responsibility of the teachers in addition to the analysis of the students’ needs, learning

processes, content, and essessmcnt.

On the one hand, Feez (1998: 13) identifies in such eclectic approaches an apparent
lack of “fiamework within which the sum of present knowledge about language and
lcaming can be organised to allow teachers to survey end analyse the available syllabus
elements and to select, sequence and integiate elements into a coherent, oohesive and
comprehensive course design®”. Agreeing with this, Nunan (1987: 58) sees the learner-
centred philosaphy as the “major ceuse of curticulum discontinuity”. His research,
based on teacher intetviews, indicete that there wes a lack of clarity in the noims and
objectives of the AMES program, especially in contexts where the classes are organised
according to the needs of the students. He finher states thet “some classes are
determined solely by what students ask for and the needs revealed wilhin their work"
(Nunan, 1987: 14). An additional problem arises when students fail to accept the
learner-centred approach to teaching, as they are not familiar with possible alternatives

to their previous leaming experience.

The question is whethe: teacheis in the absence of guidelines are equipped to
handle sich a demanding multifaceted task and whether they cen successfully finetion
within that environment. Kumaravadivelu (2003 b) foresees the end of any limited or
limiting methodology. To replace it, he proposes a framework that can enable the
teachers to develop the knowledge, skills, attitudes, and autonomy necessayy to devise
for themselves a systematic, coherent, and relevant personal tleoiy of practice and
pedagogic knowledge. Fuithermore, Kurraravndivelu (2003 a: 20) invites piacticing
teachers to sez teaching as a process, or as intelleciual aclivity needed to theotize, and
suggests that the teachers’ primery concern *‘should be the depth of critical Ihinking
rather than the breadih ofconient knowledge"'.



Teachers and researchers are intetested in finding out if one teaching methodology
is more accessible to a certain student body, whether there can be ways of making the
tanguage acquisition ptocess casier For example, Hadley (2002: 99) repotts on the
inbalence between fluency and accuracy as & result of communicative language
teaching. He does not consider such en outcome sutprising since he regards the
communicative language teaching approach es “bascd on unprincipled eclecticism,
vatying fiom teacher to {¢acher’”, which can lead to “early fossilization of the [earners’
languageskills”. Therefore, he proposes innovative, pedagogic gremmars, such as date-
driven leaming, in the form of a series of 'tasks’, based on, for example, collocations
obrained with the keyword-in-context format or the concordancer progrom. Leamers
analyse samples of citations showing collocations ofa word pr.or to the completion of a
writing and speaking task. Once they stait using questions tlhat are notapplicable to the
given task (or the set of collocations), a new research process starts with a new group of
citations. This results in a novel way of bringing gramm:atical, structural analysis back
into the clasaroom in & creative way, which he claims is leamer dtiven and motivating.
Although any such pracess es this would appeal to 2 very select group within the
ELICOS industty, teachers who are able to choose their teaching methodologies should
be made morc awae of the sort of experimental methods which are steadily becoming
available ond ultimately be able to judge the work of the researcher’s claims afler

integration into their classroom contexls.

It would appear that a new, adequale, integtated, global approach to language
teaching is needed, which would take into consideration theoretical, empirical and
experimemal knowledge of langvage learning and teaching in addition to being flexible
enough to cater for differing needs. Ignoring the competitive clement, the question is
why educationa! institutions such as ELICOS colleges do not take pride in following a
unified approach to teaching, or a specifically agreed upon methodology If nothing
more the creation of such & siatement would assute unity within an organisation. The
ecleciic approach is based on ftial and error or a “mixed bag of trcks” that may be
successfill ot times; however, it can also lead to fiusiration for both students and
teachers. Isitthe volume of the research, the empirical, experimental knowledge, and a

number of theories tlat crestes a reluctance to moke a decision on one acceptable
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approach; or is it the lack of a camsal paradigm that would guide such a decision
making proccss? Itis apparent that lhe jack of firm cuniculum guiclelines points to a
need of direction.

Conclusion

English as a second language is taught in various contexts with the aim of
developing learners’ necessory skills and understanding of the languege in order to
function successfilly in a range of settings, academic or social in or outside an English
spesking country. [English language instruction is offered to people of all eges,
educational backgrounds, pioficiency levels, previous English language studies, or
future English language needs in var.ous contexts.

ESL learners usually attend institutions that are registered and acctedited, and in
most cases Lhcy are guided by or have reference to earefilly shiuctured and executed
cutriculum guidelines. They are moslly taught by specialist teachers whose effiorts are
informed by the field of applied linguistics. Their English lenguage competence, both
prior and post instruction, is assessed according to required stenderds in the diffierent
courses that are offered to students of non-English speaking backgrounds. It is
suggested thet NEAS initiate scheduled petiodic revision of cutricufum guidelines
which would consequently need to be catried out to meet the changing needs of Lhe
academically mobile student population. In addition, cuniculum guidelines should be
availabie in oll contexts, specificslly in ELICOS settings. 1f such standerds were
available, it is possible that national ELICOS fismeworkcould be nsed to map teaching
programs and learner achievement. Such an Austrelian standard would allow for the
possibility of courses offered in the ELICOS contexi to be linked into learmer pathways .

When it comes to teaching methods, however, in many English tesching contexts,

there is an apparent lack of agreement as to which methodologicel framework wosld



both meet the needs of learners and be accessible to teachers. The teacher’s approach to
teaching becomes eclectic, whichb in turn becomes highly demanding since it requires
familiarity with a wide-ranging reperttoire of teaching sirategies. Since the eclectic
approach also adapts a syllabus thar is based on individual student need, it has the
potential of causing discimtinuity and lack of clarty in the progran eims and objectives.
It may also lead 1o leamners failing 10 appreciate and accept such learning experiences.
Therefore, there is an obvious need for an integrated approach based on theoretical,
empirical and experimental knowledge of language teaching end learming that would

inform teacher’s decision-making processes.

It is Birther recommended thet select ELICOS colleges devise and follow a unified
but (exible approach to teaching and a specifically agreed upon methodology
(correspending in principle to the AMES CSWE fGamework). Furthermore, it is
possiblc that task-based longuage learning methodology would be a suitable mode!
since it satisfiestheleamer needs and process oriented and conteibutes to individualised
language development. I, in addition, a periodic revision and evaluation of such task-
based methodological framework were implemented, the benefits would be fel in the
contribution to experimental and empirical knowledge and in learmer satisfiaction.

In the longer term several issues need to be addressed by the industiy responsible
for English language education worldwide and/or in Australia. These issues relate to
the requirements new fi{ly comprehensible curriculum e idelines would incerperate for
the ELICOS context. In addition, in the ELICOS context, in view of the limited
guidelines, the issues also involve considertion in the event 8 move to centealised
cuiticulum direction emerged, espetially as related to the manner in which governing
¢rinciples be established. Finally, the people responsible for the planning end execution

ofa new program need to be selected with care
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CHAPTERI1V

TASK-BASED LANGUAGE TEACHING

Introduction

This chapter is divided into two sections. Section I is written with a view to
examining some of the recent research dealing with problems and prectices in second
language teaching and leaming, cspecially as related to the methodology of task-based
language learning. Section IT reports the results of an investigation on the role of tasks
in current t{eaching practices in a languagc school, and students’ expeclations of
classroom pructices. The aim of this research is to explore the concept of task and its
relationship with actual classroom teaching, especially since there is a discemible
disconnect in Ilie task based approach to language learning as understood by classroom
teachers and applied linguists.

SectionI

Taskbased language learning

Traditional approaches to second language learning were concerned with mainly
ling:aistic issues, that is, the zontent of instruction was tbe lexicel and grammaticel fonn
of the language. In such leaming environments teachers presented information on a
topic, vocabulary items, or disctete points of grammasr, which were subsequently
pructiced thiough learming activities and exercises. Leamers synthesised the

information in their future language production or language use. Their performance
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waesmeasured and assessed according to mastery of siuctuses, correct usage of foim, or

the extent of vacabulary produced.

A taskbesed apmoach, however, emphasises the exposure of studeats ‘o
unanalysed, though cacefully sclected experiences of language through input consisting
of a variety of discomise types. Ilong (1997) maintains that leamers, rathci than
attending to form, focus on meaning and communication as much as their leamability
constigints allow, and leam giemmer incidentally through negotiation of meaningin an
active, communicative, interactive process. The context and content in such an
approach is predetermined by the [eamers’ own intemnal syllabuses and uot based on
specifications of linguistic skills or objectives imposed upon them by teachers.
Furthermore, assessment in a task-based syllabus does not depend on the mastery of
discrete points of grammar (p1oduct), but anthe learners’ ability to sustain involvement
in the completion of a task (process). In other words, as Ellis (2000:197) defines, the
expected outcome of tasks is a process in which “negotiation is directed et the

achievement ofa communicative goal, not at conformity to the code for its own sake”.

Moreover, Ellis (2000) considers (asks in language clessrooms fiom both
psycholinguistic and socio-culural perspectives. From the former perspective,
engagement in tasks can induce or predispose leammers to engage in mental processing
that is beneficial to language acquisition, Asleamersare involved in the process of task
completion, they negotiate meaning and communicate through modified output,
whereby their atiention is diawn to form in context; consequently, they can tes! their
hypotheses about the sccond language (L2). Fiom the perspective of sacio-cultural
theoty, leaming results from interaction and not fhrough interaction, since leamers, as
they participate inactivities, “co~consliuct the activity they ¢r:gage in eccording to their
own sociio-history and locally detesmined goals™ (Ellis, 2000:209). From this
perzpective, the processes involved in completion of task requirements ae analysed in

termas of their contribution ta language acquisition.

One of the most difficult is;ues in connection with task-based language leaming is
the treatment of grammer. In the traditional approach to language leaming gammar
formed the “building hlocks” of instruction. Presenlation of a particular grammatical
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structure, the context of its use, the lexical items associated with its application was
followed by repetition and manipulation based on given models or pattems. Within
task-besed instruction issues related to gtammar are addressed in the final phase of the
task cycle. The question is whether leamers find such trestment of grammar issucs
sufficient. In answer Fotos (1994) pioposes the possibility of solving grammatical
problems thiougl engagement in meanin g-focussed language use, i.e. tasks. In the
course of undertaking such tasks by raising the consciousness of targeted grammaticaf
ficatures of the language, the tasks would conuibute to leamers noticing of subsequent

features in future language production.

Another issue in connection to task-based methodology relates to the learners’
preparedness and the strategics they employ in the course of the task completion. In
authentic communication tasks, instead of focussing on stnictures, leamers are required
to use language in situations in which “the meanings are unpredictable” (Littlewood,
2004:322), such as in creative role plays. Ifthe leamers need to role play, for example
in a situation they have never encountered before, generating language awareness may
be insufficient without the provision of model situations in otder to fust provide
conceptual awareness. Fotos and Ellis (1991) recommend Lhat learners plan the task and
prepate the course of the interaction in order to allow not only for the noticing of
gramumaticel properties associated with the task, but alo for the extended use of
negotiation. Foster and Skehan (1999: 223) also point to the importance of plenning. In
their view, during the planning stage of the task, [eamers should focus on both the
language and the content required by the task. In addition, learners should benefit iom
solitary, tcacher-led, and group-besed experiences of planning. They refer to their 1999
study in which it was found that solitaty planning contributes to greater fluency, and
complexity, teacher-led planning emphasises focus on form and results in increased

accuracy; end group-based planning highlights contextual awareness.

Furthermore, the strategies lcarners choose to complete the task may not match the
strategies the teacher intended. Based on the leamers' assessment of the relevance of
the task, they may tesort 10 different siretegies in order to “survive” or they may
complete the task requirements with minimat efTioit (Mutphy, 2003: 353). Furthermore,

a measure of the learmers' communicative ability and communicative stiategies could be
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examined. As Foerch and Kasper (1983) suggest. L2 speakers comnnmicate by means
of a reduced system, focussing on stable rules and items which have become
automatized, in order to avoid meking errors or to increase Iheir fluency. Corder (1983)
maintains that ell language users resoirt to using communicative strotegies to get
meaning across and that these become especially apparent when the person involved is
not a native speaker. Furthermore, Corder contends that if leamers are involved in
unsehearsed verbal interaction, they could utilise self cofrection strategies, have felse
stoits, paraphrase, generalise, abandon ideas and reformulate them if they Fface
difiiculties, resort to paralinguistic devices and appeal for help, or in exteme cases
reverl to their first language, that is, use both verbel and non-verbal communication
stimtzzies (Richards, 1999).

The above views msy identify an as yet unanalysed problem which hes been
signalled by Skehan (1996: 42). He refers Lo the possibility that through a task-based
approach the leammers’ interfanguage may not be sufficiently challenged. Skehan states
further that the outcome of involvement in tasks wifl not contribute to languagc
acquisition processes; instead, the task-bosed approach will only be one factor in
learners” ability to “proceduralise strategic solutions to problems and to engage in

lexicalised communication™

Review of research

Following Chandror.’s (2000) teseasch in second [anguage classrooms, research can
be classified into four main categories: (1) psychometiic, (2) interaction analysis, (3)
discourse analysis, and (4) ethnographic. These four approaches involve both
quantitative and qualitative (explanatory and descriptive) methods of analysis. The
psychometric tradition, as an experimental method, uses pre- and post-intervention tests
administered to experimental and contiol groups. In addition, lenguage is analysed in
umerical terms according to specific criteria, and statistical procedures are
implemented. Interaction analysis invoives coding of actual interaction as observed in
the classroom linguistic behaviour. Discourse analysis focuses on the analysis of

specific areas of discourse as encountered in these classrooms. Finally, the

65



ethnogiaphic Iredition analyses the classioom as a cultwal system, and based on
observation, provides a8 descriptive insight into classroom practices. It reekes use of
interviews, obsersation, questionnaires in which subjects rute their personal opinion or
peference, or reflective journal enties of practising tcacheis or students involved in the
learning process.

In oider to ensure validity, most research studies rely on a combination of these
research methods but still fiindamentaily belong to one or other category.

(1) Psychometric tradition

Newton’s case study (Newton, 1995) looked at task based interaction and its benefrt
in vocabulary leaming. Bascd on the premise that completing communication tasks
helps in fzxt-based vocabulary learning, Newton monitored one Taiwanesc male
student’s progress end testcd the student’s pre- and post-1ask vocabuluy. There were
four communication tasks in the study, two involving two-way infiormation exchanges,
and two others in 1eaching a consensus on given pioblems. It was found that the
vocabulary the student gained was embedded in the context of the task. The question
such & study raiises is whether other factois contsibuted to the acquisition of the
vocabulary, or if such acquisition could be solely attributed to the nature of the task
itself Lcaming and information retention being so complex, and oversimplification
does not contiibute to getting greater iusight into those issues.

Németh and Komos (200t) addressed a number of different fectors. Fiistly, their
study explored the effects of task repetition on the quantity and linguistic expression of
erguments.  Sccondly, it considered the benefits of direct flocused instruction in
ergumentation. Finally, it investigated the difierences in the quelity of argumentationin
the learers’ pexfiormance in both L1 and [2. Citing a study conducted by Skehan and
Foster (1997), they mainlained 1hat arguniemation tasks aie cogritively demanding
tasks; they increase leamers’ output, hut decrease fluency and eccuracy in the L2.
Speech samples of 24 Hungarian high school students were recerded over a period of
two yesrs and analysed. These students were divided into tluee groups, each of which
wes instiucted with diffierent teaching methods (grammar-tandation, communicative,
and bilingual communicative). A C-test was administered befiore the expcriment, end it
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was found tliat the students following a grammar-imnslation method of teaching
recorded the highest proficiency score, while those following a communicative method
the lowest. The paiticipants were relatively inexperienced in 1he field of argumentetion
since opinion gap and nigumemtation activities were infrequently used in typical
language clesses. A tota! of five tasks was pefiormed by ihe leamers, four of which
were conducted pr.or to receiving instiuction about arguinentation, three in English, and
one in Hungarian. The fifth task was also peiformed in English. Before the fifih task
two groups (group one, which had been instructed with the grammer-tianslation method
and group three, which had been instiucted in a bilingual communicative context) had
received intervention offering instiuction in vocabulaty, communication strategies and
language fiinction of argumentation. This group also liad opportunities to practice
problem - opinion - concrete suppoit - refutation sequences. Another group received
‘placebo’ tiaining involving no direct instruction, but only oppostunities for discussion
of a number of issues. The third group received none of the instruction mentioned
above.

In the analysis, firstly ke total nuinber of claims, counter claims and supports wes
calculated end recorded, and then the fequency of lexical expression of argument-
related speech (markers expressing opinion, agreement and disagreement) was
celculated. Quantitative analysis of variance revealed the task repetition to be beneficial
and to contribute to more extensive perfiormance in the task. The students’ familiacity
witii the task (i.e. task repefition) contributed to better performance in terms of content,
but it did not induce more extensive use of lexical markers of argumentation. The
intervention did not improve 1he students’ paformance, except for a slight difference in
the wesicly of the pragmolinguistic maikers used. It could be concluded that
development in pragmalinguistic competence does not automatically mean improved
linguistic competence or perfiormance The students’ peiformance om argumeniative
tasks in their mother tonguerevealed (as expected) greater competence in and vaiicty of
linguistic features, however, there were fiew observable diflierences in the use of
pragmalinguistic markers, which the researchers attributzd to their less frequent use in
Hungarian.

In this study, the quantity of pragmatic markers is considered a sufficient measure
oftask peiformance The question that could arise from this study is to wliat extent it

would he possible to analyse the quality of tbe linguistic and praguiatic coinpetence.
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The study is therefore limited by its focus on the quantity, where constant tepetition of
the pragmatic merkers is still considered and recorded as walid, at the expense of
quality.  Further investigation of the efliect of instiuction in thetoric and
pragmalinguistic markers should also shed light on not only whether diffierences in
pesfiormance are merely attibutable to the diffierences in the two languages, but also
whether other psycholinguistic factors contribute to such development in ornl language
peiformance. This in tum might point to 8 novel way of approaching the instuction of

such features.

Success in tosk perfiormance is not only dcisgmined by linguistic or cognitive
factors. A number of nffective and socio-dynawmic pamsueters also plays an importent
role in language oulput. D&myci and Kotmos (2000) examined the interrelationship of
a mumber of variables that detetmine tesk engagement and success. Veriables such as
lcamer motivaticn, group dynamics, the influence of interlocutors, the relationship
be:ween interlocutors, or group ‘eadership influence, the quantity of the interaction, as
well as the quality.

The study followed a research design in which cosrelations were computed between
a number of independent and dependent variables. Argurent-based intesaction of forty-
six dyads in 8 problem-solving activity (involving rank-ordering of a list of items in 8
given imaginasy situation) in both L1 and L2 was recorded. The two fasks were
identical except for the content. In addition, a tesl of the subjects” English language
proficiency was administered, together with two self-repoit questionnaires, one dealing
with motivational issues, the other a measure of the subjects’ level of group
cohesiveness, the interrelationship between learners, and their willingness to
communicate. The data was coded and the variation in the output between group and
between task cotrelated. Firstly, the number of words and tums used in the completion
of the task was compared between the two tasks (LI and L2). Secondly, these measures
were comelated with motivational and social variebles.

Itwas found that learmerswhohed positive attitudes toward the task wete &lso morz=
willing to communicate, had positive attitudes towards academic schievement in
geners! and wete popular class members. Atthe same time, leauners who had negative
attitudes to the task were not willing to communicate yet enjoyed high sacial statusin

the class. This study sheds light on some salient factois of the interaction processes,
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nammely on mntivation, the relationship dberween the interlocutnrs, and acedemie and
linguistic achievement. Further investigation may reveal whether or not task veriables,
such as difficulty or fomilimiity with task content, inflt:ence the leamers’ group
behaviour and perfiormance.

Spada (1987) ohserved that classroom-based resewsch hud previously been divided
into product research (a focus on student learn'ng ouicomizs) and process 1e:search (2
foas on instnuctional practices and procedwes). She irtegrated both research
approaches in order to answer two questiont: &) whether there ase diffierences in how
sommunicative language teaching (CLT) is implemenied by teachers, and b) if these
diftierences cause differences in leaming.

Three classes (A, B, and C) of adult intermediate students (foily~€ight in total),
studying in Canada for twenty-five Iours per week for six weeks, were observed far
sixty houss. The observation and mia'ysis contained boih qualitetive and quantitutive
elements. The obser:s/ation scheme used took into account grammatical, sociolinguistic
and discomse filni:tsons and assessed both classtoom ectivities end verbal interexction.
In addition, seven tests were adminisiered, including tesis of listening, wrking,
speaking, grammar, discouse, cohssicn, and sociolinguistic abilily An ANOVA test
was used to findi out if there were sig(ificant Jiftierenices between the threeclasses (A, B
and C). Qualitative enalysis searched for difterences in the activity types between
clagses,

It was found that Class A was diftierent from the other two classes: the instniction
was more “traditionnl” and less “communicative”. The enalysis further focused on
whctlier these difTierences caused differences in [earming with studens 1 Classes B and
C pexferming significantly better: in the speaking end listening tesis then thosc in Class
A However, for the speaking assessment, diffcrent assessors waeused fir the pre- and
post-tests; therefore, it is questionable whether the results aie as significant as they
appear. Simiiarly, there were differeaces in the tests for discouise between Classes B
and C, which indicate a relationslip between the amount and styfe of grammar
instructiongivenor ieceived. It can be concluded firom thisstudy that some differences

in learner outcomes could ke related to */ariation in teaching.



(2) Interaction analysis

Interaction / communication offiers [eamers oppor.unities to contextualize newly
ncquised yocabuliuy and stmictures by using them in comsersations. Thereby [eamers
ere able to expand their inteslanguage capacity, by obtaining input and feedback.
Consequently, they can modify their oulput through negotiation with an attempt at
greater comprehensibility. Pica, Lincoln-Porter, Paninos and Linnel (1996) studied and
analysed English [earmer and and native speakers’ commuliicationtasks. Thirty learners
(NNS) and ten native speakers (NS) of English were assigned to 10 dyads involving
NNSs and NSs and 20 dyads of non-native speakers. They pariicipated in a series of
communication tasks, in which, in order to cany out the set task, the subjects needed to
exchnnge information based on given information. The negotiation that was used to
complete the task was recorded and the data coded and calegotised according to lexical
and syntactic modifications,.  The percenlages of such lexical and syntaclic
modifications dutng NNS - NS and NNS - NNS negotiations were compared.
Quantitative analyses of the percentages of the lexically and stucrurally modified
utlerances were compersd in the two groups based on the two communication tasks.
The resulls suggest tbat there were no significant differences bctween leamer-leamer
and leamer-native speaker negotiation modifications. However, there were differences
in the type of feedback offiered. Although this study did not focus on normal classroom
interaclion, it could nevertheless be concluded that classroom interactions could provide
oppotlunities for both lexical and syntactic ncgotiations. However it remains to be

shown that the interaction feads to actual acquisition of new language and/or new forms

Lynch and Maclean (2000) explored the effiects of task repaiion at different levels
of English 7roficiency. They recorded fourteen participamts’ oral interactions.
Performance on the task wasnot the only interest of the researchers a3 they also wanted
to explore the patticipants’ awn perceptions of the benefita of the repetitious nature of
the task (casousel). The 1ask involved a paired constiuction of a poster on a given topic,
followed by question and angwer sequences conducled one by ove by the iest of the
clasta members.

The transcripts were analysed according to the comect subject-verb agreement,
lexical and grammatical accniacy, pronunciation, and level of explanation of complex
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concepts in the participants’ om| language. It was found that familigrity with the task
explained the change in the spesking rate, the number of errors, the improvement of
information density and expression of precise meaning. In eddition, the paiticipants
used their interlocutors boath pro- and re-gctively. The pacticipants found the task
beneficial, and commented that they made syntactic, lexical (most frequently) and
phonological changes, although participams at the lower proficiency level were not
aware of coascious changes in the ways they expressed themselves.

As there were no interventions by the teacher, it can be concluded thet provided
theie is no loss in interexr. level, leamers could gain linguistic benefits fiom task
repetition or (in other words) cxtended pracfice in |eam ext odcarner talks. The study
also indicates thet tasks could be used at different levels of pioficiency. In addition,
there is a potential to use the contem of the task in postiask activities, so that leamers
can consofidate their linguistic abilities toward greater accuracy.

(3) Discourve analysis

Swain and Lapkin (2000) focssel on the idea that first language (LI) usage
contributes to the development of the second language (L2). It suppor.s the use of LI in
the completion of a task in L2, especially when the task is both linguistically and
cognilively complex. Twenty-two pairs of year 8 English students (L) studying French
(L2) were the subjecis of the study. They panticipated in dictogloss (12 peits) and
jigsaw (10 paits) tasks, bath with a focus on form and meaning, since the tasks included
8 writing component. The paired conversations were tape-recorded and the twns in
English identified and categorized. It was found that the first language was used for
three msin puipases: a) to mave the task slong, b) to focus sttention, end c) for
interpersonal interaction.

Quantitative analyses were conducted with the intzntion to explore differences
between and within tasks; thes however, did not reveal statistically significant
differences. It was found that the English “tumns™ were used mainly for “on task”, that
is, far cognitive and social pmnoses (that is to underswund the content and requirements
of the task, to foass on vocabulazy or fonin, to organise the writing activity, or to
establish the nature nf the colleboration). It is possible 10 hypothesize that without the
first language use the tasks may not have becn completed as effectively as they were.
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If, however, the design of the study had allowed for a comparison with tasks completed
without the use of L1 and the outcomes of such a task weie assessed in terms of
vocabuhiry, form or stiuauce, the conclusion that “judicious use of the L1 can indeed

suppor. L2 learning and use”would have sounded mote convincing.

A longitudinal study of fourieen-month duration, traciuig the pragmatic
development of thirty-five Japanese leamers, was the focus of Code and Anderson's
study (Code and Anderson, 2001). A discourse completion tesi/task (DCT) presenting
ten ! ‘uations of requests was used 0s a meeswrement instrument, which was
admin:stesed at the beginning and the end of the study. Three months after the first
DCT, {or ten months, the students siayed with native speaker families in New Zealand
and Canada and atiended schools. The second DCT was completed in both Japanese

and English. The responses were subsequently coded.

It was expected that, as students developed greater linguistic tesources, their
requests would move from direct toward a sacially more acceptable indirect fonn. Both
before and after the ten-month period spent in a second language environment, however,
students still used direct request forms in situations native spcakers would find
inappropr.ate. It could be argued that as pragmatic competence is difficult to acquirc,
activities raising leamers’ awareness of the pregmatic systems of the LI and L2 should

be further considered and revised.

(4) Ethnographic tradition

The classroom setting should provide oppastunities for leamers not only to hear but
also to produce {anguage and receive feedbaci. on their paformance. Furthennore,
learners need to be instiucted ir specific vocabulmy, pror-  ‘stion and grammar The
quesiion is how to achicve these things, and how 10 time mstructions! and cormection
activities. In other words, when should teachers teach certain structural points, and if
and when they should address problems with output. Ulichny’s study (Ulichny, 1996)
is descriptive and interpretive insafiar es it relies on observations,, recordings, and field
notes. It was based nn one ESL classroom of eighteen students of heterogeneous
English ability and communicetion skills. Student end teacher discourse was analysed
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and the dominant categories established as teacher dominated, whole gioup instructional
sctivities, and correction activities, perfionned either individually in casual chats
betweenteacher and student, or in casual chats between students with teacher correction
and whole class monitoring The findings revealed that this kind of discourse offiered
limited opportunilies for practising conversation skills. It also indicated a shifi of fiocus
from content to forrn. Finally, the priority teachets give {o corection subverts the
communication taek. The question that srises fi'om the study is whether or not teachers
should resort 1o post-1ask correction only, or post-task correction preceded by post-task
instruction, or if they should simply allow for the possibility of fossilization. Other
issueg that stem fiom this study is whether these kinds of practices mect students”
expectations, and if they see the role of a teacher only as a fcilitalor

Educator’s perspectives and not actual clessroom learming wete the focus &f the
study conducted by Jacobs and Ratmanida (1996) on the appropriateness of group
activities, the acceptance of which is crucial to efliective integration of tusk into
classroom contexts Twenty-five educators from six countries in the Southeast Asian
region responded to questionnaites about collaborative leaming i.e. gloup activities.
These were followed hy twelve semi-stiuctured interviews in ordzr to claify issues
emer ging from the questionnaires. Open-ended responses from the questioniuires were
analysed to derive categoties, which were checked by patlicipants to ensure their
validity. The problems cited included a lack of ntotivation to learn the target language,
which could be due to low proficiency. Other key problems were the large number of
students in classes and the physica! setting of the instruction. Respondents, especially
tiose eduncatoss who had prior experience with group work, consideted group
interaction beneficial in terms oi' {luency, and they diwegad ed the hypothetical negative
effect of enotsin speech or the lack of accuracy.

The process of designing tasks for class use was observed in Johnson’s paper
(Johnson, 2000). Specialist designer's (SD) and so-called non-designerteachers (ND)
wete observed in the process of designing a specific task after they were interviewed on
their beliefs about language teaching and tasks. The data were recorded on andio and
videotapes and subsequently 11anscibed and coded. Three main categoies were found:
control procedures, designer schemata, and heutistics. Control procedures refer to the
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ways in which resources and strategies are selected and implemented. In other words,
whether the designer explores a number of different possibilities pr.or to considering
one in depth (breadth first BF) or he/she commits to one stiategy 2nd explores it fiom
all possible engles (depth first DF) without considering other strategies. Designer
scbemsta describe the ways the designers’ knowledge and belief system influence
decisions made during the design process. Heurialics deals with techniques and
strategies of tackling specific problems.

It was fotoid that specialist designers diffiered from nonspecialist designers in that
the fomer used BF while the latter DF strategies. Both were, however, driven by &
concrete repertaire although they relied on differem constiucts wilthin their repertoire.
Furthermore, designers also diffiered in the ways they approached language leaching and
language leaming; thus they were either language or task-orented designers. They
either consider the linguistic content (i.e. structwnl practice), or the production of
meaningful Iasks (issues such as task value and whether they are motivating or
interesting).

Garrent and Shostall (1997) fiocused on the learners and their perceptions of
di¥erent types of learning activities. One hundred and three Brezilian sludents were
invof\red in both teacher-fronted and stdentcenited grammar and flnency activities.
Following each ofthese sctivities the students were required to evaluste the perceived
value of these lessons by filling in a five-point qnestionnaire The studens also needed
to justify their prefierences in writing. The data were analysed both quantitatively and
qualitatively, Although siatistically there were no significant differences between the
types of aclivities, there was generally e prefierence for the tescherdfronted gsammer end
studanleentred flueney activities The dals, however, provides a suggestion that
difterent learner needs at vaiying slages of their learning call for diffetent types of
sctivities.

The fundsmental argumem for task-based syllebi stems from the idea that language
is acquired through the negotiation of meaning in meeningful contexts, which in tum
leads nat only to fluency but also to grammatical leaming. Therefore, when students are
involved in pair work tasks the !essans are individualized, and they are free to speak

"



without inhibition since they are away fiom the “public arena™. Buiden’s paper
(Burden, 1999) examined university students’ perceptions of class oppoitnnities to wotk
in pairs. Two gloups of Japanese students (twelve and fifty-two in total) atiending
English conversation classes were asked to negotiate the meaning of some given
symbols, explain theirinterpretations ofthem, and agree or disagree Theoveiall aim of
the task was to generate discussion. The researcher recorded his observations of
students’ tehaviour which included on and off task behaviour and conversation in
Japanese. The off task behaviour was atttibuted to the siudenis’ waiting for the start of
the “‘proper” lesson.  Furthermore, students wrre observed to interpiet the
accomplishment of the task in the successfil completion, rather than in sustained
discussion.

The infoimal observetions weie then coupled with data collection besed on a 36-
point questionnaire in which questions related to both students’ attitudes to leaming
Englisk and pair work tasks. The results indicate that contraty to the findings based on
on-task observations, students prefer teacherfronted activities in the classroom.
However in the absence of such activities, they rate pair work second on their list of
preferences. Moreover, since 90% of the students indicated that they resorted to using
their mother tongue, they “cannot edjust their speaking to make the speech production
comprehensible to the listener and are thus reducing chances of language acquisition”
(Burden, 1999: 7). These students’ peiceptions of communicative pair work task
coniradict earlicr findings of the Japanese students’ perception or expectation of what
and liow they should leam. This 1aises a number of questions. Firstly, whether the
findings are tiue reflections of the students’ perceptions and their overall perceptions of
the aim of the study. Secondly, whether in their replies to the questions they indicate
their respect to the teachers, which could be interpreted &8s nonrepoit on issues
requiting aiitical thinking, and thirdly, whether Japanese students can get 1id of their
cultural constraints when facing a questionnaire.

Ferris and Tagg (1996) analysed the requirements and expectations of university
lecturers with regaid 10 NESB student oral and sural skills. Lecturers involved in
instnaction in four academic areas (business, engineeting, music and science) at four US
tertia1y institutions weie surveyed and their responses analysed. Through quantitative

analysis of the dale, it was found that across diffierent academic disciplines there were
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significant diff erences in requirements. However, only a few of the lecturers indicated
any lecture, seminer, or lab woik requiting interaction or collaboiation. Rather, they
stressed the imponance of note-aking skills. Correlational analyses revealed that
students’ orul requirements were called for in smaller classes, that is, in smaller classes
theie were more opportunities for stud<nt-led discussions asnd collaborations.
Suiprisingly, prepared o1al repors or piesentations weie fairly uncommon in the
educational setting investigated. It could be concluded that tasks requiring oral

interaction are geneially not used in university contexts.

Ahmed (1996) repoited on the success of a task-based approach lo syllabus design,
which fccused on teaching oral communication skills in academic settings. Jt discussed
a care course in the Intensive English Program (preperatory progrom), namely an oial
comununication skills course scheduled to run for nine weeks. The goals of the course
weie lo develop oral presenuation, group discussion and debating skills, and cioss-
cultural awareness. The paper highlighted the impoitance of stiuctwing a seiies of
connected tasks with well-defined objectives, goals, and valid assessment criteria
Tasks included discussions snd debates, oral presentations, problem solving
discussions, listening to guest speakers, and cross-cultuml group piesentations. It was
further suggested that task design be perceived and structured as a series of activities
conducted with well-defined goals and assessment ciitera. Sucb a case study cen
provide useful exvirirss data in this instructional context., Based on student

evaluations, the course had been susccessful in achieving its goals.

Conclusion

In conclusiuiy, the studies outlined highlight 8 number of issues end concems
associated with task-based learning. The above research studies deal with the problems
of language tasks involving communicetion, specifically idemifying the issues of
effectiveness of conversations (Ddmyei and Konnos, 2000), the cognitive demands of
tasks (Swain and Lapkin, 2000), the benefits of planning, errors in the communicative
process, vocabulary learning (Newton, 1995), the benefits of task epetition (Lynch and
Maclean, 2000; Németh and Kormos, 2001), first language use in the second language
learning process (Swain and Lapkin, 2000), teacher talk in the classroom, teacher
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queslioning style in the communicative classroom (Ulichny, 1996), and student and
teacher perceptions of interaction in (he classroom(Jacobs and Retmanida, 1996).

The questions thot these studies reise relate to issves of wide cpistemological
concern which encompass the issue of real outcomes. What kinds of dain could be
considesed to reflect (he researchers’ goals in (heir attempt to provide authentic
samples? Firstly, elicited dela, in which participants are asked a number of questions is
ofien found artificial, and does not produce a real sample of (he participant’s ability to
use the language as one would in a natural environment. Secondly, most of the data
offer only a limited sample of lenguage that a participant would be able o produce;
therefore generalizability of the findings is limited. Thirdly, introspective dela, which is
used in ethnographic research, is indirect, impresslonistic, subjective, and often not a
reflection of real language use,

There is also limited evidence of the relevance of diffierent types / mellinds of
insbuction, since most of the studies focus on specific class events (Pica, Lincoln-
Porter, Paninos end Linnel (1996) for exwmple, 1efer to conversations which cannot be
considered part of a normal EFL cla.ssroom as they involve native speakers as well as
leamers) . In these studies, the focus is limited to the type of linguistic information that
can be retrieved from the leammers. Therefore, ourundersiending of how communication
or interaction in (he classroom affiects acquisition is not extended by these studies,
Also, learners® use of Lhe language depends on intemal or exterma) factors, such as (heir
linguistic repertoire, psycholinguistic context, or situational and language proccssing
factors. It is not surprising, (herefiore that the replicability of studies in this context can
be highly challenging (therefore their reliability is limited). In addition, a research
design may bc constraining, and thus not affiord greater insight into the way language is
actually used. For example, research relying on psychometric analysis of de(a, which
takes into consideration the number of instances a certain form emerges duning (he
course of (he interecton, or relies on the riumber of tume (quantity), discounts the
impontance of (he quality of the languege produced (as evidenced in the smdy
conducted by Németh and Kormos, 2001). Moreover, owing to (he smell numher of
patlicipants in the research (which usually does not extend beyond a normal cless size),
the generalizability of the findings is finther reduced. For example Newton (1995)
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relies on one shidem's progress. The majority of the studies have been not only small-
scale, but also shottterm (Swain and Lapkin, 2000; Lynch and Mclean, 2000). They
have, therefore, not contributed to our undersianding of the long-term eflects of

interaciion or specific applications of task.

Studies relied on multiple data sources; therefore, in orderto assure the validity of
the findings, exploration was conducted thtough friangulation of data, using various
viewpoints to examine interlanguage development. In additios, desesiptive data that
have become available have made a contribution to a grester insight into the

relationship between interaction and language leaming.

Section ¥

Role oftasks in a language school

As distinct from the approach 1aken in many of the studies already desciibed, the term
‘task’ has most frequently been used in language classes as bemg synonymous with
terms such as exercise, act.vity and test. With the intention of making a language centre
appeal to shidents, it has been obsecved that both verbal and writ:en matketing and
publicity information as related to the school relies on the use of the term ‘task’ that one
would expect to approximete the term used by researchers in the field of applied
linguistics. For example, a college of English in Peith, Western Austalia, describes its
syllabus in the following manner: the English covered is topic/task based with a strong
emphasis on communicative English language forteal life; (he procedures of individual
lessons include setting up group work, deciding on size and composition of groups,
giving instnictions on group tasks, ensuring that all groups are working appropriately.
Consequently, in order to find out what teachers mean when they tefer to task and to
establish the current role of tasla in the language syllabus an investigaliion was catiied
out et a Ianguage school. This study Focuses on both teachers® current teaching practices
with regard to fasls in the language syllabus and the students’ perceptims of their
learming needs.



Reszarch questions

The study was guided by the following research questions:

1. What do teachers mean when they reféer to ‘tasks’?

2. What is the role of tasks in the syllabus in current English language teaching
practice?

3. To what extent do tasks meet the expectaiions of both teachers and students?

Method

Two research instruments were used in this study. Firet, teacher descriptions of
actuel classroom events in relationship to tasks were elicited. In the other, a self report
quettionnaire, in which leamers were asked to rate their perceived leamning needs in the
overall language program, was also used.

Eight teachers, who had had a number of years of teaching experience at one or
more ELICOS colleges or secondery schools, were interviewed using a questionnaita
(Appendix 2). As the researcher was also a member of the teaching staff, she had
observed that teachers generally taught according to the PPP model, which involves a
focus on grammatical festures aad accuracy. While following this model, tasks,
although playing an impoitant part in the process, become the product of instruction.
The teacher interviews were conducted in paits in order to allow for reflection on
teaching practices as a collabotative process so that the teachers not only responded to
questions but also elicited infiormation from each other in connection withthe questions.
The interview questions related to the general concept of task, the usual pre- and post
task activities, the objectives gencrated from task, beliefs on studerit perceplions of
tasks, and the perceived need for syllabus modification. The intesviews lasted between
ten and fifteen minutes each. The inteiviews were tape recorded and subsequently
transcnibed (see transcription of two intesviews in Appendix 4).

Fuithermorz, twelve South-East Asian students, ranging in ages betwoen eighteen
end thirty, end all following an English for academic purposes course, were asked to
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complete the questionnaire (see Appendix 3). The questionnaire required the students
to think about their English language needs, and rate the importance of five classroom
activities: studying grammar, reeding, discussions with other students, vaiting for a
specific purpose, and kistening to the teacher’s lectures. In addition to rating the
imporuance of these activities, students were asked to write down the reasons for their
answers, Although the questionnaire made no ditect reference to task, it was intended
that answers to the ‘discussion’ item would reveal student attitude to a basie aspect of

successfisl task performance,

Findings

Teacherviews

Almost al] the responses lo question one, “What is a task7", were uniform; namely,
thet tasks are assessment activities. Invariably, the teachers responded with answers
such as:

a task is a user friendly test of what we heve learmi,

it is a tes! of thegrammar points that were learnt during the week,

an end point of some accumulation of study end knowledge.

Kinds of pre-task activities mentioned by the teachers were widerranging. One
teacher related his pretask activities Lo the objectives of the set critevia listed on the
task. Since io his view most tasks coacemrated on gremmar, the teacher should teach
that grammer, making sute thet it was taught, presented, revised, practised, and
comected in the basic pre-task activity. Several teachers, on the other hand, identified &
number of communicative activities as pre-tesk activities, although these were still used
for the purpose of reinforcen:ent of gramumar points. All werc ofihe opiniot, in contrast
to thinkiag related to task isplementation theoty, that without a solid foundation in
gremmar, students would b eunable to complete their set tasks.

‘The main objectives in connection with the tasks were classified by the teachers as
immediate and broad. The immediate objective, a3 refierred to hyteachers, was the way



in which the focus of instruclion, i.e. grammar, was to te used in a meaningfill cormtext
in writing (although in some cases, in speaking). The obj:xctive wes funher identified as
developing “Ihase tools that students have to find, have to cieate for themselves, that
makes them competent &t doing the task”. A broad objective was the idea that mks
give the students a weekly pattern of enabling them to get into the habit of preparing fisc

an assessment.

Teachers saw a dual role for the texlbook, the suvject of question four. Firstly i
provided them with the content and mxethodologies inasmuch as the textbook gave
guide lines to the sequencing of teaching points. Secondly, they vies;cd the impoitance
of the texibook fiom the perspective tbet it provided a basic resaurce in the form of
pictures, stor.es, or grammar aclivities that conld be used to preseut paiticclar poiats.
Some teachers expressed the view that the Heafway text was inadequate since the
sequenne of units was based on disciete grammar points rather than tasks to be
pesformed by the students. In additionteachers articalated their belief tlatthere was a
lack of connection between the tasks, assessment structure and the H-adway lext,
saying: “Headway is designed tobting out a lot of tenses” and “Teachers need to build
the vocabulary iato it so that the students can complete their fasi.s”. One teacher
objected to the use of the Headway course book, siince it is based on British rather than
Australian culture.

The teacheis stated that although they would welcome some changes in the
structure uf the tasks, since the language school sets the tasks, they did not modify them
in any way. The only modifications they considercd appropriate were modifications of
the ways to get to the task or the ime involved. They repoited taking edvantage of the
(lexibility that was given to the timing of the tasks.

Evaluation or pasessment criteia for the tasks was generally based on the specilic
grammar point that the instruction was based on that week One of the teacheis gave
the foltowing example: “If we study th pasi tcrse during the week, and on Friday the
students are asked to write about an expenence ir: their past, and they uce the present
simple, then obviously they have not grasped the task”,
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Post-task activities teachers oiganized for the siudents focused on either their
immediate activities or the explanation of the giading and weighting of lhe tasks. In
four of the eight responses teachers indicated that they wanted 10 give the learners a
“bresk”, give them something cognitively undemanding (“Tight”) to do, and that this
usually involved a discussion, talking about fiin subjects, or communicative games.
Two teachers stressed the importance of keeping the students aware of their progress,
and to them the posi.task adlivities fiocused on the explanation of the mark ellocalion, or
the distribution of their cumulative scores. Only two teachers saw the opportunitly 10
use the lasks in error correction exercises. They stated that they wrote up common
errors and involved students in “find the mistakes™ activities. Teachers believed that
students understood that the pwpose of the 1ask was to test what had been taught. Some
teachers conceded that for the majority of the students lasks are about getting marks and
not about leaming opporlunities.

Mos teachers expressed satisfiaction with the existing syllabus, and that they saw
the benefits in its comprehensive nature and the fa<t that jt is a spital syllabus, based on
tevision and recycling. They would, however, welcome some flexibility in topins given
for writing, mainly so that this would eliminate the students’ knowing prior to the sk
the kind of wniting the task would ask for. Other teachers expreased their wish to
incorpomte a study skills program into the existing, sy abus. In their view the existing
syltabus did not offer adequate opporhuiities for the teaching of cultumlily relevant
issues, or approaches to thinking and studying. They also voiced their concem about
the limited lime given to the intioduction, practice and coasolidation of grammatical
skills.

Siudent views

Students views expressed in the same otders as the questionaaire are discussed prior
to being displayed in Table 3.1. Ten oni of twelve siudems who rated studying
grammer “vety imporient” and two “impotlant” exp-rted instruction of grammatical
form for three main reasons, Firsily, they wanted to study English with the intention of
passing a fannal tesc that was usually grammer based. Success on such tests leads to

job or promotionnl oppostunities in many counties  Secondly, they intended 10



continue their tiudies at an English medium higher educational institut.on, and they
recognized the value of accwacy of written expression. Thirdly, their expectations of
what language classes should provide were met through instruction in grammar. They
viewed communication tasks, pair or group-work as a way to practice cetain structural
points that have already been acquired through direct instruction, rather tim the other
weyatound.

Similarly, reading activities were rated “very important” or “important” by aine and
three students, :espect.vely. This stems fiom the relationship of teading 1o students’
needs for vocabulary development, their wish to improve their TOEFL test scorcs, their
understanding that English gives them the opportunity to learn about the world, and
their perception that they could reinfiorce their knowledge of gtammar by finding or

noticing specific stniciures in vaitten texts,

Studemts were either nasure of the impostance of discussions with other students (as
indiceted by seven of the paticipants), or they considered them unimportant (by five
participants). Their replies indicated that discussions “are just 8 waste of your class
time™ (s indicated by some shidents), since they could use out of class Lime for
conversations with ‘religble” sources, that is with native speakers of English.
Furthermore, since students fail to ve exposed to “cortect” English in such situations,
and communication is difficult owing to some problems with promnciation, shidents
often revert to comriunication in their native language which defeats the purpcss of
English language use Some also added that they were not accustomed tu accepisng
other people’s points of view.

The wiiting activit.es in the classroom weie rated “very important” or “imporiant™
by six participants each. They valued the opportunity to orgenize their thoughts and
express their ideas on vasious tapics, use grammar in context, and they even ment.oned
the positive relatonship Yetween writing practice and their potential fluency in
speakiog.

Students were unequivocal in their views about listening. Listening to teacher’s
lectures was uniformly rated “very important™”. Students perceived the relevancc of



lectures in teims of dissemination of information and the improvement of their listening

skills, pronunciation or oral expression.

Table 3.1summarizes the above findings:

Table 3.1: Student preference for activities

B B g
a
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g 8 = 8
N N N N
Grammar 10 2 0 0
Reading 9 3 0 (2]
Discussion 0 0 7 s
Wiriting [ 6 0 0
Listening 12 0 0 0

=12 {Respondenta}

Discussion

One ofthe main issues emeiging from this study is retated to the concept of task. In
terms of application, teachers in this study lack adequate understanding of task.
Therefore, the resvlts are commensurete with previous infiormal observations that the
term ‘ltesk’ is used by teachers in a diflierent way from the one outlined by applied
lioguists. Ellis (2003) makes the distinclion between tasks and exercises based on
whether they conform either to meaning or form focused language use. The term task,
therefore, as used by the teachess in this study, suggests form-focused exercise. The



basic contention of task-based leaming, however, stems from the belief that second
language learncrs need to be involved in interaction. in which focus is placed primarily
on the meaning s opposed to gramoatical content of the intended message. Leamers,
by experiencing laoguage as a medium of communication, attend to the communication
task at hand without explicit fiocus on a specific discrete point of gremmar (Long &
Robinson, 1998). It is expected, however, that learners, through communication, would
address the needs surfacing during the completion of tasks as related to the grammatical
form. For this 1eason linguists promote task-based lang:age leaming through distinct
stages (Willis & Willis, 1996). It is recommended that form is attended to during the
post task plase, once the need for instruction or clarificetion arises. In this study,
however, the pie-task stage aclivities, according to the teachers, included elements of
the communicative model; the focus in such activities, however, weg not on providing
learners with opportunities for negotistion of meaniog, but rallier, on pre-tenght fonn
and stiucture practice.

Another area of interest stemming fiom the findings focuses on tesk being
identified as an assessment instcument. Ellis 2003: 279) defines assessment tasks as
“devices for eliciting and evaluating communicative pe:formances fiom learners in the
concept of lang:age use that is meaning-focused and directed toward some specific
goal”. This reinforces the alieady identified disconnect between the tezm as refeired to
by teaching professionals and applied linguists. The findings indicate that teachers refer
to tasks as asseasment activities in which the primary focus is on the mastey of
grammatical form, While they adopt the term with their syilabus desciiption, they use it
in. a very reduced sense.

Theteacher’s role is brought into question with the analysis of task-based language
learning. It is no lasiger perceived appropriate that teachers are involved in dire.
instnzction; instzad, they should adopt nor-interventionist piactices, wherein thesir role is
to provide introduction and guidance through cartain tasks, through which language
lcarners are exporied to, notice and modify their own language. This indicates a
corresponding shidt fiom a focus on teaching to a focus on [eamers and learning. In
addition, this thealy represents the introduction of a foaus on the socio-cultural aspects

ot {aiguage, with emphasis on the way in which social and eultuml intelaction shapes
s



therealisation of meaning. The students’ pecception, however of what constitutes their
learning and what they should encnunter in the language classroom is diffierent. Memia,
Lightbown and Halter (1997) failed to find the clessroom as a lexicelly rich
environment. This is in conuast with the students’ reported pereeptions of the benefits
ofteacher talk as a listening exercise. Furthermore, there is an appaent 1elluctance by
the ahidents to be involved in in-class discussions. The students® views on the limited
benefit of discussion (see table 3.1 above) compounds this issue even further. They
consider listening to the teacher as vital, yet their views conflict with task-based theory.

Current linguistic theories and teaching approaches in second language acquisition
emphasize the impoitance of communicative lasks. The problems meny teachers face
involve the selection and modification of communicative mateiials that could be
adapted to fitthecriteria oftask-based syllabi. Thedesired outcomes of an instiuctional
program not only depend on the instruction but also on the resources and materials that
are implemented in the course of instruction. The study found that teachers relied on a
limited set of resources, panticulacly the Headway coursebook. This resource is
organised so as to direct learners’ attention to discrete grainmatical points. Therefore,
in order to follow menning focused instructlon, there is a need forthistext 1o be used in
an adapted fonn. Rooney (2000) repotts on texibook daptation processes that involve
moving foas fiom the snalysis of accuracy and fonn (structure) to meaning and
fluency. In his view, such a move requires a change in the methodological focus. If,
however, one adapts a more libersl view of task, it is possible t o perceive that every text
may be developed into tesk. Candlin, Nelson and Johnson (2001) offier a social-
semiotic point of view of wiitten and oral texts, taking into consideration factors that
affiect not only meaning, but also diffierent responses to o text. A leamer negotiates
through a text thereby seeing the text as dynamic, subjective, investigative, creative, as
well £5 communicative in that it is open to inteipretations. Through all these, every text
may become n 1ask for learners, since it caries the inttinsic quality of bringing about
sction. Looking et texts from this point of view shnuld ailow tenchers to expose
studentsto all kinds of text types.

The study also raised a number of questions. Buth students and teachers 1aised
their concern sbout the use of LI in pair and group-woik activities. The inter;sﬁ;e
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idea, which is the focus of the Swain and Lapkin (2000) study, that theuse of L1 is
beneficinl in cognitively and linguisticaily complex (asks in L2, should be recognized or
at least brought to the attention of teachers. Since most teachers have no conlto] over
the use of the students’ fiist lenguege, they hypothesize over the content of such oial
interactions, and conclude Lhat in most ci..cs the focus of the interaction is 8 deparhite
from the pmpose of the lask at hand. The students’ lack of swareness of the benefits of
L1 discussions could also be used in further investigations.

Another area of concem is related to feedback. The importance of providing
leamers with timely, task.specific feedback is recognizexd. However, it mainly focuses
on accuracy, and in most cases becomes almost self-explenatoy in the corrected papers.
The question that remains unanswered, however, is whether error coceclion is
ineppropriate in communicative activities (Ulichny, 1996) since it hinders conversalion,
and if it is underutilised in students’ written language production, whether teachers

contribute to fossilization with their current practices.

The area Lhat appears to heve remained unexplored amcng classroom teachers
relates to the benefits of Lask tepetition. Lynch and Maclean (2000) saw the benefits of
the repetitious nstute of leamer-to-feamer talk in communicative tasks at diflierent
levels of proficiency Itis possible to hypothesize that students should repeat not only
oialtesks, hut elso tasks 1equiting wiiting.

The leamers’ piagmatic competeace is another arca which needs further
investigation. Both Németh and Kormos(2001) and Code and Anderson (2001) eddtess
tho impottance of raising leamers’ awareness of pragmatic systems of the language
since these contribute to not only the apprapiiate use of the languege but also to the
general perception of fluency by both speakers ard listeneta.

Conclusion

It is possible to conclude that epplied linguistic researeb on task-based language
learning involves 8 number nfissues ranging from the coguitive demands of the lasks,
the eflecliveness of communication, along with the benefits of planning and task
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repetition. Researchhas r!so produced insight into the value of tasks and the ways tasks
should be conducted. However, investigation relating to task-based language learning
has revea''ed a range of concems. Facilitating the leamers’ grammatical understanding
of the language is one of the areas that needs finthcr development. Another area of
concem relates to communication strategies the lcarmers may resort to in response to the
demands of the task., In short, research is comparatively fregmented, the details of
which: are relevent in specific classrcom contexts and therefore not 1eadily transferable

to dissimilar contexts.

In comparison with the above research, the suivey of ELICOS institutions has
revealed much more basic concerns. Tcachers smveyed in this study appesc to be
unaware of the depth of research associated with task-based language learning and
implementation of task-based learning principles is not suifacing in their classrooms.
They use the tesm task in reference to assessment instiuments and use communicative
activities in the classroom in order to reinfoice certain grammatical forms. Assessment
tosks, however, do not involve analytic processes; rather they ere the products of
synthetic processes.

In this study it was found that actual teaching practices seem to meet students’
expectations. Teachers follow a grammar-based textbook, instiuct. the grammatical
form and structuse, conduct weekly assessmeats in the form of “tasks”, and invofve
studeatts in group communicetive activities (tasks) for the reinforcement of grammatical
points. This practice is approved by the studems end it seems that it meets their needs.

The juxtaposition of these very differest viewpolnts is vety revealing of the gap
between theory and practice which exists in the profession within Australia, which
would regard itself as providing leadership in the field.
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CHAPTERY

COMPUTER ASSISTED LANGUAGE LEARNING AND THE
TASK-BASED LANGUAGE SYLLABUS

Introduction

This chapter reviews the rccent literature in connection with language leaming in
genetal, and more specifically, fanguage leaming within the context of computer aided
learning in order to find answers to two basic guestions. Firstly, it seeks to find out
whether within e task-based language syllabus, which places such great emphasis on
communication, an approprioste waey to integrate the use of computers has been
developed. Secondly, it examines the implications of the use of computets on the
language leaming processes. Finally as on iliustsation the study reviews a language
learning web-page that is fecly available to langnage leemers in order to illusirate whet

is available,

Traditional versus (ask-based approaches to second language

acquisition

Some traditional approaches to teaching involve behaviouristic principles of
learning, while others are based on objectivism. The behaviouristic pr.nciples, which
involved teacher centred instruction, saw the goal of the instructional programme in
behaviour moditication of the kind that would become evident in the exhibition of
desited responses to stimuli in certain situations. The technology that was ulilized in
such leaming was based on repetitive language drills on “drill and practice”
(Warschauer, 1996 b). When computers were developed, the computer was perceived
gs an idea! vehicle for repeated exposure to the same material, especially es it could
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provide not only immediate feedback, but it also allowed individualized lessons. These
typically contained sequenccs of content broken into sections, with end of section
questions to detenninewhether the learner required remedial content or was ready 10 go

on to the nex1 section.

Objectivism, on the other hand, assumed that “the essential elements of insliuction
were communication and deduction™ (Collentine, 2000: 45). According to this view, it
was the teacher’s rofe to transfier knowledge of & paiticular grammar point such as the
second conditional, for exaraple, thiough e description and explanation of a
phenomenon. The idea that there is & single “‘correct’ 1epresentation of knowledge is
labelled by constructivists as objectivist. In other words, the mode of instiuction
mmains teacher-centred. Leamners, in turn, utilized the explanation and, nlternatively,
applied & rle or coustiuct of that knowledge in communicative tasks or exercises. The
use of behnviourist drill end practice softvsare still provided opportunities to focus on

form, and mnde meater.a]l available on individualized basis.

The tesk-based approach to language learning is based on coustruclivist leaming
theories eccording to which acquisition of knowledge is a dynamic, inductive process,
achieved thiough ective, and generative interuction bet ween leamners, tcachers, and the
culturally relevent real life task at hend. In geneal, the constructivist thcoly signals a
move away from the treditional idea of the context of learming in which tl1e transmission
of knowledge occurs thiough the domination of the teacher, nnd instead flocuses on the
needs, desires, and interests of the learner. Corresponding with Vygotsky's zoue of
proxima] development, lcarners are guided through collaborat ve (interactive) language
activities, the content of which becomes progiessively more and more meaningfiul at
difierent levels (semantic, syntactic, reoiphosyntactic, or grammatical) since learners
will identify the constiaints thot hinder comprehension. This is achieved when input
becomes intake, that is when leameis notice cerigin constiaints, and either thiough

negotiation or through the teacher’s scaffolding discover and solve the pioblem &t hand.

Task-based interaction could be chaiacterised by leamers managing the interaction
without 1he help of their Leaehers in a context where the ficcus is on 1he accomplishment

of the task ralther than the langusge used. It is assumed that leasmers’ lingQuislic
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competence is e:ttended, developed, and challenged through this process of negotiation
of both tums end meaning. Secdhouse (1999) quotes both Willis and Breen in his
sttempt to understand the concept of task.based interaclion in lengusge classrooms.
Tasks involve Ihe use of language wilh the intention of focusing on “the outcome of the
aclivity rather than the language used to achieve that oulcome” (Willis, 1990: 127), and
8 task-based syllabus “spproaches communicative knowledge as 8 unified system
wherein any use of the new language requires the learner to continually match choices
from his or her linguistic repertoire to the sociel 1equitements and expeclations
governing communicative behaviour and to meanings end ideas he wishes to share”
(Breen, 1987: 161). However, transcripts of actucl clessroom intcraclion reveal the
interaction ofien to be minimelistic, ciyptic, impoverished end even indcxical, possibly
relying heavily on pragmatic paralinguistic stiategies to convey the meaning
(Seedhouse, 1999). Fiom his findings Seedhouse concluded that except for
cleriftcation, confinnation requests, comprehension checks, and self repetitions which
may or may not be conducive to langusge acquisition through modi fied output, there are
broader and [essrestricted vasieties of communication which may contiibute to the same
or similer outcomes as those perforined during focused tesk pefiormances, This is
perheps achievable through interaction using the interactive media Ihat has now become

aveilable with information technology.

The development of such an educational pedegogy has interesling pamtlels with the
development of personal computer technology. The pedagogical goal of computer-
assisted aclivitics is in enhancing Ihe oppoitunities of meauvingful leamer-computer,
leamer-lenmer interaction with the ultimate aim of improving leamers’ ability to
function within the languege. Itis through the Intemel that learners can be involved in
computermedioted communication (CMC), and the entire world ean become lhe
classroom. Leamess can inteiact within their own sphere of interest, they cen
communicate one-to-one through electionic mail (e-meil) or one-to many using
multiple-user.domains objecl oriented (MOO) soflware, they can integrate limitless
suthentic matesials in dif ferent forms (visuel, textual, giaphic, or auditory), end they can
create, develop, or author pages of their own or coflaborate with ottets during the same
creative process, There arc, however, concems with regard 1o Ihe use of computer

tecluology, panticularly the sesources available through Ihe Internet. 1In their open
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forurn discussion paper Doughty and 1.ong (2002) among other issues address the issue
of computer-mediated communication. They suggest exercising caution about the
popular generalization that increased interzction and the alleviation of inliibition in
connection with second language production automatically suggest advancement in
language acquisition. They frther argue for the need of rich input, elaborated texts in
wide variety, and texts that ere genuine and relevant. To them the view that the Intemet
provides tich input should be taken with caution, especially if considered without the
guidance of pedagogical principles, since Intemet input could he overwhelming. Their
concem aboutthe availahility of traditional teaching resources on the Internet was also
ra.sed,

Computers and Langunge Ieaming

‘The fiindamental argument for communicative 1askbased syliabi stems fiom the
idea that language is acquired through the negotiation of meaning in mecaningfiul
contexts, which in tum leads not only to fluency but also to grainmaticol leaming.
Thetefore, when students are involved in pair woik / small group tasks they are free to
speak without inhibition since they are away from the ‘public arena’. If another
component is added to this, that is computer technology, the lessons are more
individuslized and the participants ere fusther removed fiom the thrests of heing ‘in the
eyes of the wider public’. Leamers, then, wotk at their own pace and are responsible
for their own learning. The role of computers in such ‘interaction’ can be perceived in
terms of preliminary activities for the completion of tasks, sucl as ere described in the
following sections of this paper. For example, the special software may provide
additional reading or listening resources, aid vocahulary development and nuy help in

consolidating granunatical knowledge

Interactive reading, listening comprehension, vocabulziy grammar and acqulsitien

Language acquisition (foreign, or second) involves development in the fiour so-
called macruo-skill ereas, receptive and productive: reading and listening, wiiting and

speaking. As until now the availability of speech recognition progitams has been



limited, the studies have not addressed issues relntiug to speech and computer assisted

langusage leaming.

Providing opportunities to intetact is not only the focus of ESL professionals.
Interactivity with the aid of new technology is the focus of the Draper, Cargill and
Catts’ (2002) study. They repoit on the problems associated with lecturng to lacge
groups in general degree progranis, especially whete the lack of oppoitunities for
interactionis concemed fiom both pregmatic and social viewpoints, end propose the use
of ‘equipment’ (as they call it) that modern technology affords. In other words, they
propose a programmed so ftw ate lo exable students to betler access the course materials
and obtaio fecdback on their grasp of the materials. With such compulerised
instruction, thrtough more convenieot and af'ordable assessment and feedback, lecturers
could monitor their students’ comprehension of the content of their leamning and attune
the subject nwtter to meet with the students level of understanding, initiate, organise,
and monitor peer discussions thereby conttibuting to building of learning communities.
Such a ‘tool’ is potentially extiemely important for ESL learners. With the help of this
technology, learners could signal their undersianding and provide lecturers with an
insiglit a3 to where modifications in their delivary of the lectur= content are called for

Interactive reading

Hegelheimer and Chapelle (2000) investigated the methodological issues that are
related to sccond language ncquisition reseacch, their relationship with Computer
Assisted Language Learning (CALL) reading materials, and the noticing hypothesis.
This thcoty suggests that sll input tlat learners are exposed to will only become intake
for SLA, that is input comprehended both syntactcally and semantica!ly, provided it is
consciously noticed. The comext in which noticing is most likely to teke place is during
interaction since in this context learmeta negotiate the meaning and thus modify their
own linguistic output, which offers learners oppottunities to contextuslize newly
acquired vocabulaty and strsciures by tising them in conversations (Pica, Lincoln-
Portter, Paninos, and Linnel, 1996). Thereby leamers are sble lo expend their
interlanguage cepacity, and to obtein input and feedback, Consequently, they can
modify their output through negotiation with an atiempt at greater comptehensibility.
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Notcing, however, also takes place duting reading when leamers® attention focuses on

individual vocabulary items that hinder comprehension.

This is where CALL reading materials have the potent:al of being extremely useful,
as they allow learners to use specially created glosses that provide modified input of
challenging words. Fwthennore, the progiam also has the fiinction to monitor and
recard the zlosses that are ealled upon during the reading exercise. In addition to the
reading the leamers complete vocabulaty and reading comprehension questions, which
again are recorded and consequently evaluated. Through conelntionat waalyses it is
then possible to eslablish the relationship betarecn the correct replies to the questions
and the learners dependence on the glosses. CALL materials could finther shed light on
which stimuli (the type of mput madifications) are the most effective in fostering long

texm language acquisition.

An attempt at remediation, or positive habit formation was the focus of Watanabe's
(2002) study, which laoked at the benefits of reading practice conducted ou computers,
which allowed for the ease of modifying texts. Fifty-five students of EFL were placed
into contro] and experimental groups. The two groups enswercd comprehension
questions following their reading. The contro! gioup read unaltered reading materials
on the computer, while the experiimental group had the same texts, which were chunked.
The idea of chunking originiites ffom the ‘phrase reading’ technique, which may help
remedy students’ so<called ‘had reading’ habits. These reading habils are the
consequence of a grammar-tanslotion method of teaching a foreign language, and they
include (among other hahits) the habit of trznslating and pracessing sentences word-by-
word, which not only slows down the readets, but also hinders their comprehension.
Although the findings do not indicate any significant favourable difference in the
paitbrmance of the experimental group, extended exposure to reading matesials and
reading practice in general was found to be beneficial in both gioups. It could further
bo suggested, however, that any benefit gained is attributable 1o the novelty effiect of
such intevaction with computers.



Interactive listening / ‘viewing®

A similar situation to that of reading exists in megard to listening / ‘viewing’
compreliension.  For students working with listening resources available through
computers, available programs can assist in providing valuable preliminery exposure to
language prior to task work. Hoven (1999 90) ofliers an insight in the form of an
overview into listening end viewing comprehension. In this case listening/viewing was
aided by computers, in order to have greater nccess to interaction in the form that ellows
the integration of both auditary end visual stimuli, that is information received through
both the auditory and the visual charinels. According to Hoven’s research into listening
comprehension, the foas of classroom listening *..is tuming away from mental
Phernomenon towards social phenomenon models’, that is, the context of “texis” is
expanding, and now includes non-vetbal channels of communication. Theseby listening
and viewing, that is being exposcd to audio-visual matcr.nl, atthe same time is essential
for the analysis and consequent contro] of the meaning. Cross—cultural analysis, or st
leasl awareness raising activities of paialinguistic features of communications, therefore

becomes essential in second or foreign language classrooms.

The question that needs to be nsked is related to the merit of the computer-based
cnvironment. Why is it, in other words, necessary to move away from leamner- teleamer
inteiaction in favour of learncr-to-computer interaction? Other then individuslizing a
tesson on listening / vie:ving comprehension (not mentioned in the study), if the focus
of the interaction is not only the negotiation of mcaning thiough verbal or auditory
means, but also thiough the negotiation of paralinguistic featurcs, involving learners in
creative interaction is an altemative that is moie conducive to finguage acquisition

plOcesses.

Interaclive vacabulary development

It is of paramount importance thiat learmers leam a wide range of vocebulary in
meaningfitl contexts prior to compleling 1asks. However, computer technology offers a
range of information on a variety of topics that is not necessaiily readily accessible to
ESL leamners. Groot (2000) focused on the need of the language leamers to ecquire a
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relatively lazge number of words in a short period of time in o1der 1o be able to fiuiction
8s competent and efective communicatots and desciibed & computer ossisted
vocabulary ecquisition progremme (CAVOCA), thet uses euthentic language matesials.
The unknown words are embedded in such semnntic contexts and ere attributed such
sementic properties that it is difficult for the leammers to contestunlly deduce their
meaning. The progtamme helps [carners by systematically exposing them to the
vocsbulaty in various syntactic, semontic, and collocational contexts as well as the
equivalent in the first language. It is hypotesized that such a method mirrors first
languege vocsbulaty acquisition in its requirement of mental operations and tluis
contributes to the operationalization of the vocahulnry, in tum resulting in long term

retentiou.

In oider to establish whether the CAVOCA programme contiibuted to long-term
vocabulary ecquisition, the study also had a contro! group of students who relied on
bilingua! vocabulaty lists Iminediate post-session, and deleyed tests were edministered
to measute the leamers’ diffeerences in receptive knowledge of the specific vocabulary
and to establish which method yielded better lov z-term resuits. The findings iudicate
thet the !mmediate post-ter: retenticn rates were higher among the learners in (he
control group. In contiest, leasmers in the experimental group who hed to excrcise a

diffierent depth of languege processing showed long-ierm retention rates.

Since the paiticipants in this study were leamnets et high levels of competence, it
could he presumed that these learners hed already established their own leamning
strati-gies, and therefore the control group could outpefiorm the experimental group
The long term vocabulary retention of the experiimentel gioup, however, provides an
insight imo possible ways of incorpornting a uovel and highly sucoessful tool in the
forn of a cowputer piogremnie such as CAVOCA into practice and thereby
contributing to leamers’ long-term lexical extension and development.

Nikolova (2002) also investigated the poasibility of using computer technology
(mullimedin'mate:inls) in the languege-leaming programme, especially as the materiels
could be implemented in vocabulaty acquisition. Sixty-two native speakers of English,

leermers of French as a second laiguage, were assigned to a control end an experimental
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group. Their task was to study twenty French words fiom a text that had becn
downloaded from theInternet. The learners in the contiol group weze given annotations
in the form of either text, soutid, or piclures of the target words. The experimental
groupnecded to createtheir ownannotations for Lhe same twenty words with the help of
dictionaries. Two diagnoslic tests were administered, immediately following the
experiment and a month after, measuring both the short and long term acquisition rates.
It was revealed that authoring a multimedis module, i.e. creating their own definitions,
contributed to higher rates of acquisition and long term retention of words than merely
sttempting to learn the mcaning of given farget words, Intereslingly, the study also
addressed theissues in connection with textual versus visual stimuli given to the contio!
group. Words with pictures and text (“dusl-coding’) were found to be remembered
better than annotations using text only.

An additional finding is related to context. It was shown by the studythat authentic
texts downloeded fiom the Intemct could be used in their unaltercd state tbereby
contributing not only to the teacher” resources, but elso to the students’ pecceplion of
being in receipt of meaningful, up to dste, current texts, This studv however fails to
addiess issues concerming the quelity o f the annotations end the problem whether the
subjects would show comparable competence in the usage of the same vocabulaiy items
in their own creations of texis. Fuithermore, the sludy also fails to mention the very

limited use of the computer resotirces, in particular the Intemet.

Grammar

A velugble post-task grammar consolidation oppoctunity is afforded through
specially designed computer progiaais. Collentine ¢000) sees an oppoilunity to expand
the context of second languege acquisition research and thereby using the compulers as
research venues, which affiord insight into not only the product of langiage leaning hut
also the process. Theuser-Uiehaviour tracking tectnology the study iefiers 1o documents
proc=sses reloted to the construction of grammatical knowledge. Forty uudiversity
students of Spanish as a foreign language, whose consolidation of the gremmatical rules
relating to indirect specch was tracked as they navigated through visual and anditory



stimuli (a slide show) and generated indirect speech, participated in the study. Through
the computer mediated (slide show) scaffiolding mechooism ipvolving a video
component, sample exemplars using colorization (in which parts of the sentences were
highlighted), additional consciousness-raising question and comprehension check, the
u serbehaviowr uscking technology tecorded the types and kinds of application that
were utilized duting the navigation of the programme. The preriise of the resesrch was
that exposure to materials ssturated with linguistic code featuses promotes grammatical
competence through consciousness-raising, which in turn leads the leamers to infer the
underlying rules of a grammatical suucture. Doughty and Long (2002; 15) contend that
“focus on mesaning ... can be improved upon, in teims of both rate and ultimate
attainment, by periodic atiention to [anguage a9 object™. The results indicate that some
processes could be associated with instiuctionual geins, although ot all. Improvement in
grammatical petfarmance could be attributed to enhancement, \oth autal and visus), to
coapesstion (nlbeit withthe computer), and to the constructing nature of the activity. In
addition, es v/th any instiuctional activity, those learners who participated actively in
the cteative processes in genemting sentences using indirect speech rather than
answering questions in as few words as possible appeared to benefit the raost fom the

instruction,

From the description of the mogramme, it would appear, in addition, that the
learnets have to be fially conversant with the linguistic desaviption of the language (main
clause, suhordinate clause, pronoun, conjunction, to name only a few) if they were to
follow the instructions of the task. Only with prior inshuction of grammear woulc
learners be equipped to complete such an exercise and be effective participants,

Applications and implic ations of CALL for task

It would appeas that the language learning resources available through computer
techoology and the Intemnet are applicable for esther pre-task prepatatoty activities, such
as pre-lask reading, listening or vocabulary extension activities or post-task gresamar
consolidation activities. However, itis with the idea of authoting and with synchronous
and asynchronous communication tha the technology allows for the approximation of
task-like application,



Authoting

Dlaska (2002) sees the main advantnges of the multimedia leaming envitonment in
the piomotion of not only lewncr autonomy and collaborative lcaming, but olso in the
ability to involve leaners in Lheir leaming processes through their authorship of
leamning materials. These could be utilized in a number of diffierent areas, such &s
linguistic analysis of teats, the formulation of rules for the consolidation of grammar,
vocabulary and atructures, creation of subject specific teaming databases, and culturai
awareness training.

Synchronous and nsynchronous communication

Warschauer (1996, a) saw the henefils of electronic discussion in its ‘equalising
effect”, that is, in the balanced, ard equal panicipation of ell speskers. Sixteen students
atlending a composition class perticipated in this siudy Warschiauer examined the
Jludents’ discussion (four groups of four siudents) conducted face-to-face and
elecironically and compared the diffaences in participation with several factors such as
age, gender, and language proficiency. Itwas found thatthe lack of oral fluency, which
consitained face-to-face parficipation, nevertheless made parlicipunts uninhibited in
electronic discussions. It could almost be stated thet electronic ‘converaations® reduce
affective factors in intecaction. Moreover, the language that was used in eectrouic
discussions was lexically and symactically more complex, mote formaf;, however, it
lacked featutes 1ypical of oral interaction, such as ieformulation, comprehension or
conficination checks, questioning and paraphiasing, which are considered salient
features of language acquisition through the negotiation of meaning.

Cuttin (2002) investigated the strengths and weaknesses of bulletin boards in
tulorials in response to the need emphasized by higher educationists for greater
flexibility in the mode of delivery of educational content, and Interest in encouraging
sludents to take a more active interest in the readings. Foutteen students petlicipated in
eleven forums relating to each week’s reading in the form of critice! summary, which
wassnbsequently assessed. Students were also asked to evaluate the program through a
queslionnaire focusing on the studcnts’ per ceptions of tcchnical, social, motivational
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and leerning possibilities. The findings revealed positive attitudes on mativational,
temporal grounds, hawever, there was preference for traditional tutarials as they felt the
need for confirmation or reiterat.on by the lecturer (the suthority figure). While they feit
comfortabie about presenting their views in this form, they still did not like the
‘facelezs’ nature of the environment. Nevertheless, the 1escareher and the students saw
the oppottunity that this online environment affords in interactivity and community
building among the students.

Negrerti (1999) [ooked nt Internet technology in its potential tool in the language
acquisition process. Specifically, she investigated Webchal, the synchronous interaction
tool, from the viewpoint of conversation analysis. Conversation analysis concenlrates
on the process of individuals’ engogement in interaction and their meking sense of the
waild thiough the use of lenguage, in addition to identifying communicative strategies
used in effective communications, especially as they could be related lo contexy
ections, and relevance. Her main at.empt was, hawever, to evaluate the effect of the

communication context on possible language acquisition.

Eight undergreduate intesmediate to advanced level ESL students, whose first
lenguage was Itelian, joined 8 Web-chat site and were involved in conversation with
both native and non-native swdents for a period of four days The total number of
participants was thitty-six. The students’ primairy goal was language leaming. The
analysis concentiated on the stucture of the interaction, turn taking, specific written
devices as alternatives to paralinguistic features (the use of capital letters, punctuation,

emoticoos, onomatopoeia, litte icons, or embedded pictures), and sequencing.

The results indicate students’ difficulty in following normel tumdaking rules and
the relevance of contributions. However, the interesting aspect of the finidings is the
approach teken up by the stiidents in order to deal with these difficulties. In addition,
the students also 1elied on vasious communicaton stiategies to convey paralinguistic
meanings (through punctustion), and made use of Iheir somewhat limited [exicel

1esowstes to communicate in a colloquisl style.
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In an EFL environment the Internizt connection can offer teamers the oppostunity to
interct with both native and non-native speakers in English. Thereby, leamers can be
involved in meaningful, relevant interactions. The question is whether such interaction
is readily transfereble to listening or spesking skill development, and also whether this
type of interaction contributes to improvement in writing skills. Further investigation is
needed in (hese aress,

Sotillo (2000) looked at computer essisted language {eamming (CALL) and computer
niediated communication (CMC) in both synchronous and esynctuonoss interaction. In
particular, the study investigated the discousse finctions and the syntactic complexity of
the output produced by the twenty-five ESL learners attending academic writing classes.

The discussions were based on a set of reading matesials.

Asynchronous discussions were found to be more beneficial {or learners since they
had the chance to reflect, and think critically prior to 1aking tums in the discussion. In
addition, it was found that leamers produced qualitatively different, syntectically more
complex contributions to the discussions than in their synchronous responses, as they

were able to pay at:etion to spelling, grammer, foim, end punctuation.

Synchronons discussions, on the other hand yielded modifications that were similar
to those found in face-to-face inleractions. The modifications generaled durng the
synchtonous discussion sessions were used for requests for clarification, explanation,
elaborztion, compiehension checks, corrective moves, and apologies, and even humour
The teachers also hed a chance to monitor not only the students’ progress, but also to
post their own comments on the discussion. The fact that the participants were more
interested in exchanging information arnung themselves than in responding to teachers
questions also suppotls the idea that leamers Jearn best not when they are guided, but
left to their own devices in the selection of their own inlemal syllabuses. This type of
communication mot vated shident involvement (ajudgemeot based on the sheer volume
of the transemiption), and encoursged communication. Although there was evidence of
error in their output, shidents even comrected each other However, fewer emors
occurred in the esynchronous discussions, time afforded by 1eflection obviously being a
factor.

101



The technology that effords such communications challenges the relations nnd
means of delivering information in the classroom since it not only contributes to

siudents’ antonomy but also to motivation.

Fedderholt (2001) looked at information technology from the pewspective of the
opportunities it offers to explore a different mode of communication, and to enlumce
students’ cross-cultural awereness and understanding. Ninet.een Japanese and Danish
students each participated in weekly e-mail exchanges for the duration often wreks. At
the end of the ten-week period students completed a questionnaire on their perceptions
of the caurse, in particnlgr their e-mail expetience component of the course. They all
mainteined that they were interested in the project, and welcomed interaction with
another non-native speaker. They a!l learnt about each others’ culiure in regard to
matters above Lhe stereatypiea] level and fouad to their surpsise that there were maay
similarities in their daily lives. They also acknowledged the discovery of diffierences
between the two cultures and their amusement as well as curiosity and eagemess to find
out about verious issues. They commented on their pen pals® use of language, and
although Lhey found that they wete at ease wiiting to another non-native speaker, they
nevertheless weie motivated Lo peifiorm to the best of Lheir abilities,

Such activities should prove te be not only conducive Lo linguistic development of
Lhe students, but also become mutus!ly entiching, culhuslly relevant and mesningful
leaming experiences in the age of the computer technology. It is the new computer
technology that affords culturally relevam interaction in the second language, since as
Warschaucr (2000: 514) points out:

...in the 213t century there will be a growing basis for learners around the
world to view English as their own language of additiona! cemmunication,
ratherthan as a foieign [enguage controlled by the “Other”. Teachers would
do well to exploit this situation by creating opportunities for communication
based on the values, cnitural noims, and needs of learmers, rether than on the
syilabi and texts developed in England and the United States.
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Feedback

Timely, meaningful, and specific feedback, which could c.iginate from both the
teacher and a pees, fieeds into task and ultimately language acquisition. Bowers (1995)
reports on a successful application of Intemet technology in order to access both
scientific articles and scientific dialogue, and to creste a special learning log that helps
wilh common ervors and their correction. He edited Ihe scientific writing of a group of
Mexican researchers and @aduate students, thereby helping the writing to be of
publishable standasd. Tiaditional editing, error correction, notalion of appropriate
language or giammatical fcatures, as he observed, failed to produce eny improvementin
the wiiting. With the intention of facilitaling the researchers’ overall and, hopefully,
long-term lunguage development, he designed a computer leaming log progiam with
notations signalling reasons [ar the common errors praduced in the writing. Bowers
found that this leaming log helped reduce the nurmber of errors in the iesearchess®
writing considerably, especially in comparison to the writing they produced piiorto the
introduction of this special computeri sed feature in the editing process. Therefore, it is
pousible to hypothesise that perhaps a novel approach to emror comectiou with the
implementation of computer technology could be beneficinl for the leamers® long-term

langiage development.

DiGiovanni and Nagaswami (2001) investigated on-line and fece-to-face pees
reviews, a study which provides one of the examinations of true task work. In
particular, they concentrated on the types of negotiation employed by students in hnth
modes of interaction as well as their perceptions of these tasks. Thiity-two advanced
level ESL students attending wiiting classes participated in the study. Their paired
interaction in peer review tasks was recorded, printed out from Iheir on-line wnrk, end
assessed through a questionnaite about their perceptions of ihe usefulness and
prefievence for ondine or face-to-face reviews. The findings indicete that the online
interaction was mose beneficial for a number of reasons. Firstly, students were f'ocused.
on task, and were gencrally more critical and effective negotiatois. Secondly, teachers
found monitoring students® interection easier since they could have both access to the
interaction, and opportunity to redirect or assist the participants. Finally, students had

commerts ai their disposal in the form of a reliable fiard copy of the interection for
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fiuther revision of their drafts  The negative aspect of the online reviews was that the
limited exposuce of the participants to the prucess of reviewing constisined their
effectiveness Provided additional training is offiered to the sludents, pesticularly in the
appropriateness, 1elevance and helpfulness of the comments, which could facilitate not
only their understanding of the diffiecrent types of negotiations, but also their ovesali
langnage development, peer reviews conducted onlitne could become a reguler feature of

a wiiting cuiriculum in any second langusge learning class.

Motivation

Success in task perfiormance is not only determined by linguistic or cognitive
factors. A number of affective and socio-dyramic pargmetera also play an impoitant
role in lunguage output. DAamyei and Kormos’s 2000) sludy examined the
interrelationship of a number of vatiables that daermine task engagement and success.
Veriables such ns leamer motivation, group dynamics, the influence of intcrlocutors, the
relationship between interlocutors, or group lcadership influence the quantity of Ihe
interaction es well as the quality.

Chou (2001) based her study on the prineiples of constructivism, leamer-
cemeredness and socio<iiliurel theanies in her examination of syachronous computer
mediated communication systems. She repoited on a sludy designed to improve online
communication skills using WebCT. Online discussions were observed, studem -
instructor interaction was recoided, student self evafuation surveyswere complzted, and
communicetion effectivencsa, social presence, end communication interface were rated.
From he observations, the student interaclion with the Lechinology develops through
fourstages: the so-called “wow"™, “fun”, “oh-oh”, nnd “back-to-normal” stages (as these
names are almost self-explanatory, fiuther consideralion of the stages will be given in
compariison with Kannon and Macknish’a study following). Overell, it was found that
the discussions empoweied learners to take cortrol of their learning processen, increased
oppoitunities for inteipersonal connections, and facilitated collaborative leamming and
community building.
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Intersction with technology does not slways meac an environment that is free from
concerns. Koonan and Macknish (2000) addresscd the challenges associated with on-
line {eaming in the ESL context They saw the main areas of concern in connection
with molivetion, feedback, self:directed learning, and computer technology. With the
intention to raise issues and make recommendations to teachers atlempting to rely on
computer technology, they shared @ description of their experiences of the omine
leaming envitonment as well as the leamers’ evaluation results of the course
Cormesponding with Chou’s findings, they identified the following four stages of student
motivation: apprehension, curiosity, peak, nod fall stages. Leamers indicated initial
interest toward the novel learning environment, however, once they felt familiar with
the equipment and the mechanics of the medium, and once they explored the avenues
leading to the comp!etion of task &t hand, their motivation in completing further tasks
using the same medium became lower They also found that intrinsic motivation
resulting from the ability to interact through the computers was not sufficient, extrinsic
motivation was needed in the forin of assessment of the task.

Leamers’ rated the feedback they received &9 appropriate; they thought that the
feedback was easy to understand and was mot.vating since it encoureged them to learn.
They, however, perceived themselves es receivers of infornation, tather than es active
leamers,

Issues in connection with leaming styles relate to the idea |hat learners need to be
instructed in the ways to adopt to new styles of :earming in order to become more
enquiting learers. Collentine (2000: 46) questioned cerlain leamning conditions under
which “..learners (certain types of learners) resist the exploratory, process oriented
newure of constiuctivist leaming environment”. It remained in the hands of the teachers
to promote active and inquiring leaming pcocesses through a number of different
perspectives.

Stepp-Greany (2002), in her descriptive study, investigated siudent perceptions of
the instructor’s tole in techootogy-enhanced language leaming (TELL), the relevance of
technological components in their leaming, and the effiects of technology on the
learning experience  Leamers of Spanish as a foreign language (in total 358)

patticipated in activities invol ving real-life tasks using the Internet, discuasions, and pen
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pal communications, using online resources (dictionaies, gremmar explanation pages).
These aclivities were ossessed compone its of their course.

Following the coursework, the leamers complcted a questionnnite on their
perceptions, The results indicated that although studenis appreciated the autonomy
dffiered by the computer interection, and gained confidence as independent leamers,
they walued the teachers® input, and even in the computer mediated envitonment reliied
on the instructor facilitated instruction. They fiuther repated on their perceived
improvement in reading and listening skills, which in tumn, they believed would be
beneficial to their communication skills. The students, however, faled to develop
sustained inlerest in the process, in spite of the expeciations that the technology and
resources available through the Imernet would enhance cultural awareness. The
students also attributed limited, if any, perceived significance of the writing exercises to
their improvement of writing skills. Moreover, they welcomed the oppoitunity to uso
the computer lab since it made the course more interesting, hut they indicated
preference for a more personalized interaction (fiace-to-face) with both their peers and
teacher, The researcher’s infiormal observations also indicated limited sludent-to-

student and teacher-to-student interaction in comparison with the regular classroom.

Teacher &nd student perceptions

Taking this area of student reactions fixther, Selwyn (1997) laid down the
foundation for a scale to measure post secondery school aged students’ attitudes toward
computers, in the light of the fact that numerous educational institutions are in the
proccss of developing computer-based cumcula. He relicd on four theoretical
construcls in his proposed assessment of attitudes toward computers: effective, and
cognitive attitudes, perceived usefi ilness, and behaviowsal control. He suggested that
such measures are necessary for curriculum developers in order to make informed
choices either prior to incorpoating infiormation Lechnology into the curriculum, or

altematively, eftera trial run of a course.

Jones (2001) presents an overview of lilerature on a number of differeat issues
relating to computer assisted language leaming (CALL). He looks at CALL as a

resource, the benefiits of computer confetencing, the levels of interest of teachers in
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incorporating CALL into their cuniculs, and the willingness and readiness of students
to use CALL-.based materials, He found the problems associasted with CALL
atiributable to the lack of teacher taining in the field of educational technology, and
conseuently teschers’ reluclance to develop appiopriete paliiways for the learners in
their cuiricula.  Also, he concludes that recognition should be made of studeat-teacher
interection if CALL is to be implemented into leaming processes aimed at meeting the
needs of language leamers who nre ready to learn through end with the interaction of
technological innovations.

Language teaching materials on the world wide web

While there are many computer progroms and websites desling with English
language learning, in essence, they tend to ref er to mainly one aspect of the language,
i.e. guunar  As Doughty and Long (2000) observed “‘under the gulse of ‘resources’,
technology contributes to the prolif eration of traditional language teaching materials,
either to accompany synthetic, language-as-object courses, newly packsged for online
use, or simply marketed as stand-alone tools”. There are huadreds of web-pages that
are available for free for anyone with the Internet coanextion. One such example is the
focus of this analysis. It can be found under the web-addiess ‘Englishleamer com”
(bttp//weww englishlepmer.convtest/festhtml). It is titled English Lessons and Tests,
and was created bty Elek Mithé. This could be a resouice for lenguage [eamers who
would like to have additional language activities, especially if they siek to consolidete
their grammatical skills.

This website offiers interactive language exercises for leamers of English at
beginner, lower intermediate, inteimediate, upper intermediate and ndvanced levels.
The exercises involve leammers’ selection of an appiopriste ectivity, be it a reading
comprehension or a grammatical exeicise, and supplying the coirect answer to a given
question thiough metching, recognition and production of grammatical pattems,
multiple choice, or paired assaciate diills.
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The materinls could be uscful for extended practice in grommar, in vocabulary
development, or in ceading comprehension. There is a function on completion of all the
exercises 10 check the answers, and with some materials scores are kept in the form of
percentages for the smderts, The possibility also exists for the leamers to get hely,

through hints, with the provision of ths first Ictter of (he answers. Multimedia functions
are not activated.

For a beginner, for example, the page looks like the following lable:

Bzginner
Crossword Reading Gramoar Veceabulary
Ped | Animals ) | Guesstheword | Present Simple/ Jum
Contimopg words
Pam 2Animals? Adjeqtivey
Adverbs
Pan 3 Animals 3 Questions and
ansvers
Simple Pasl
Weasorwere?

(hitp/Fyvy.enelishicamnes comfigstsfiest htm! Retvicved November, 2002).

For an upper inteninediate leamer, the pege i also a table such as the following:
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Upper-Intermediate

Multiple~choice tests Grammar Rending’
Completeastoryl Yesb forms 2 Reading est 1
Tenses Test
Complete o story 2 The Accuracy test The Evil Laodlady
causative AdionMaze
Migsing words }

Q. Avpy englishlcamer comijesteliesthm] Retsicved November, 2002).

‘The learner is invited to choose one activity, and following the instuction on a
given page either provide an anawer to a question or guess the answer. The texls appear
to be appropriate for the levels indicated.

On the positive side, navigation through this prograaume is easy, and it may offier
remedial help in a less threatening conlext to learners in focusing on cevtein aspects of
skills (linguistic foim and meaning) which may be necessary for the learer to be able 1o
fallow normal classroom activities. Moreover, repeated use and prectice of, for
example, select granunatical fieatures could be tailoted to the leamers’ individual needs,
and they could work at thc pace that meets their level of comfioit. Therefore, an

exercise such as offered hy this program may even be motivaling for some learners.

On the negative side, however, drill practice such as this could become tedious for
leamers since it involves only mechanical practicc, and does not include any crestive
processes, Although it is easy to navigate between exercises, completing the individual
exercises can be difficult (they involve only typing - there is no clivking and diagging
option) owing to the mechanics of the typing involved. The exercises offer limited belp
in vocabulaty development, as individual vocabulary items are presented in isolation,
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without context. Feedback is orly given on completion of all the exercises on a given
rage.

Except for the oction maze reading, none of the exercises offcrs any features 1hat
would activate the i1ange of possibilities thnt are rcadily available through the
technology. In other we.ds, all of these exercises could be done as paper and pencil
drills, In addition, unless leamcss use the progr arnme in pairs, there is no possibility to
interact with peers or even Ihe teacher; Iherefore |hey are not conducive to collaborative
leamiog or community building. Consequently, these activities do not rescmble task
work. Unfoitunately, this web.page is representative of a large number of available

sites off'erng language leaming resources.

Conciusion

Research to date suggests that there is certaiuly a place for the intcgratiun of
computer tecimology into cument pedagogical practices, provided that the tasks are
rewnded to the needs of the leamers, thet they are conmbutiag to the oveall [enguage
devetopment of Ihe lewrners, and that they are effiective. Computer programs, if used
prior o specific tnsk work, may aid leamers’ listening and reading comprehension
(Hoven, 1999; Watanabe, 2002; Hcgelheimer & Chapelle, 2000). In addition, in the
pre-task phase of learming, vahiible opporhinities for vocsbulary development are
available through the use of CAIL matcrials (Groot, 2000; Nikolova, 2002). In the
posi-task siage, guided by tho fiecdbsek obiained 1hrough peiforming the lask, leamners
may utilise compuler progiar.s to direct their atiention fiom meaning fo foim
(Collentine, 2000).

It hay been found thst autbentic tex1s can be used in their unaltered state, willi
computer progianumes offering help in input modificetions through images or texts
(Nikolova, 2002). Computer assisted (CAIL) materials can be programmed to offer
diffierent types of input modifications that suits the needs of a wider sphere of learners,
and conitrbute 1o their lexical development, comprehension (bothlistening end reading),
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writing development (structusally, syntactically, semantically, or stylistically), and more

importantly, to their cultural awareness.

Computers also pravide the opportunities for learners to not only control the context
of their leamning, or guide their internal syllabuses, but also control their learning
materials through euthorship (Dlaska, 2002). Such engagement in creotive processes
can predisposc learners to engage in meotal processes, which in tum cen become

beneficial to language acquisition.

With the implementation of computer technology, novel approaches to error
camection can also become beneficinl to the learnets’ [ong-tenn language development.
Fcedback, both from teachers and peers, cen alsa be more appropriate, meaningfi il and

therefore more relevant,

Computers can also play an important peait in the mointenance of leamers’
motivation, especially due to the potentinlly limitless resources offiered through the
Intenet. Thetype of activities offiered can also become more varied and relevent to the
learners” needs. If computer assisted tasks or interzctions are celled for, it has been
found that involvement in or successfiil completion of the tasksis not always sufficient
to maintain learners” interest. It is nccessary to make computer assisted tasks assessable

components of learning progrlammes.

Finally, further investigation is needed in computer-assisted langusge learming,
especially in connection with the following areas; the quality of both synchronous and
asynchronous communication or interaction, the communication strategies that are
implemented in licu of parelinguistic featurcs of the language, Ihe leamers’ prefetred
instruction type and leamers’ perceptions of the role of computers in both their leaming

and fizture lives.
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CHAPTER VI
CONCLUSION



CHAFTER VI

CONCLUSION

English has become the intemotional langusge of global communication.
Cunently the numher ofn onnative English langusge users outnumber the native usets.
English also influences the ways other languages of the world are changing. It has
permealed many languages it has come in contact with and has affiected not only their
vocabulaty but also their symax thiough loan translations  Since ways of
communication are not based on cultural or linguistic universals, English has affected
the ways people adapt and modifyr their native languages and become & signal of
speakers' adherence 10 accepted cultural norms.

The spread of English has also contibuted 10 social and economic inegualities
by the acceplance and status afforded to ditferent varieties of English, The number of
learmers involved in English langusge insttuction worldwide has incrcased despite the
fact that not al} eompetent ESL or EFL speakers ceiry the same status. Their status also
depends on the cusrency they hold with their first language background and the variety
of English they approximate in their lenguage production, Therefore, language policy
mekers face the chellenge to create policies that not only ensure the maintenance of
quality but also result in a response to the needs o £1he emerging language communities
in order to guarantee =quity

Itis the duty of Engl.sh language teaching professionals 10 create appropriate
lengusge leaming progiams that address the needs of future participants in the evolving
sosiety. Progiams nced to take inlo consideration the communicative needs of the
leagmers iit order to enable them to satisfy specific needs in language use and become
effective communicators in particidar contexts. Futthermore, these progrems need to
take into account the emergence of a mobile academic population and ceater for their

needs by fostering formal, academic competence in the language. Such programs ulso
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need to integiate computer tecimology into pedagogical practices, since computers offier
wide-ranging resources, they mot vate students and become relevant to student needs.

Globel forves at play heve generated the need for standedisation end the
accepiance of modern commadities in genetal. Demand has thus been crealed for novel
approaches to language teaching not only in the form of new delivery options as related
to the e-leaming context, but in the creetion of tesching methodologies. It appears that
the task-based language teaching methodology corresponds to the needs of the cusrent
leamer population, and luas the patemtial ta become a standard mode of teaching

Task-based leaming fiocuses on communication involving negotiation of
meaning in a context that is authentiic and relevant outside the olassmom. Task-based
leamning where tasks ere open-cnded, cultusally relevant and mesningful, match the
needs generated by the global languege leaming populstion.  Atterapts at selecting
optimal content of insiruction have been repleced by the procmses involved in language
learning. In other waids, the foaus is on the means through which tanguage leaming
may be fostered and fadlitated. Leosmers need to be primerily involved in meaningful
communication and their attention to form is chenelled anly afler the completion of a
communicative task; that is, foas on the grtammatical form of the language becomes a
remedial espect of their leaming. Attlie same time, there is 8 movement away from a
focus based on omcomes, 1ather emphasis is placed on the means, manner and way
instiuction is approached and casied out.

Applied linguistic research conceming task lias been extensive and hes produced
insights into the values of task and thie ways of task implementation. The values
highlighted include the cognitive clullenges that learners are exposed to dwing task
completion, the effectiveness of communication, the benefits of first language use,
planning and taek repetition. Howeves, fiuther reseasch ic neded in the implementation
of task-based language leaming since exdsting research is fairly fragmented and it
becomes relevant only to specific clesaroams, and not readily transfiereble to broader
contexts. Itis possible to conclude that in relation to task-based lenguage learning a real
theory is yet to emerge.

Moving from the above ment oned rescarch to the classroom, this candidate’s
investigations desctribed in ths portfidlio have found that task-based teaching
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methodclogy has not beenimplemented in the actual classroom situation to the extent
that may be anticipated from research (as repored in the literatume 1eview here). In
addition, it was found that teacher awareness of the issues arising out of the research has
not been manifested. In the candidate’s investigatic:t teachers’ choice of methodology
was more likely to be guided by the English language Coursebook which is not
organised according to task-based teaching principles end conseguently it was found
thatapproaches to teaching have become eclectic.

There is an obvious need for an integrated approach based on theoretical and
experimcntal knowledge of language teacl:ing that can inforin decision msking
processes, It should also be mandated diat evely teacher iake pait in profcssionel
development, as it is through continued dev.lopment, interest and involvement that
teachers may take a more active pait in cuniculum planning and development. If this
were to happen it may cesult in improved teaching delivery w!.ich would give learners
the opportunity to acquire the skills necessaty to parlicipate more equilebly in the new
globalised context of English [anguage learning which may eliminate the emerging

incqualities.
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Appendix }

Questionnaire

Please complete the questionnaire. Please answer all questions. Circle the most
apipropriate /best response.  Your Ronest camments are valued

1. Which region do you currently live in?

Asia O
Australia 0
Afiica O
North Amesica |
South America a
Europe |
Oceania O
2, Do you follow a set syllabus in the teaching of English language courses?

Yes O

No a

3, How would you descsibe yor syllabus?

Task based
Giammar based
Communicative
Eglectic

Other

Oooooa

4, Are the same/ diffierent teaching methods used at a!l levels?

pleage explain
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S. What arethe primary leaming objectives (goals) oftbe students as sinted in
the course documenlation?

(Pleasc iodicate the extent of your agreement by placiog a number (1-5) nexi to the
following statements which corrcspond to the following codes:

1 —strongly agree;

2 — agree;

3 — neither agree nor disagree;
9 — disagree;

5 —snongly disagree.)

Develop grammatical compelence
Develop communicative competence
Develop oral fluency

Develop writing skills

All of the above

Other

ooooon

6. Whatage gioup does your language school cater for?

5 - 12 year olds O
13- 15yearolds O
16 - 20year olds O
21.-30yearolds O
above 30 year olds a

comments {ifany)

7. How would you describe the teaching methodology used?

Presentetion /practice / production model a
Communicative O
Taskbased a
Grsmmar - franslation O
Other O  pleasespecify,y
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10.

12,

13.

Do you use a sed texibook?
Yes O i DN
No O

What assessment instruments ere used in your centre? (if any)

Onal tests O
Written tests O
Reading comprehension tesis (]
Listening comprehension tests O
Gmmmar tesls |
Other 0O pleassgoecfy N

Are individual lessons besed on specilic grammatical concepls?

Yes O
No O

Dning a day-to-day lessor, onaversge, what percentage ofthe lessons is
devoted to language produciion (either spoken or written)?

20%
2% a
5% a
40% a
O
a

O

50%

Other please specity

Is your syllabus guided by specilic teaching / leaming objectives ar by the
|carners® needs?

Objectives O
Leamers’ needs O

pleasg explain

Do you (teachers) believe in “holistic” [anguage learning? Why?

please gxplain

129



14, Do tcachers experience any problemsrelated to the teaching method used?
What kind of problems?

please explain

I5.  What methodological options ase available to teachers to deal with
individual differences of lcamers?

please explain

Do you wish 10 add any‘ﬁuther comments?

Thank you for your cooperation!
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Appendix 2

Teacker interview queations

9.

10.

Whatis a task?

Think of & task (or sevesal tasks) in yousr progmm. What do your pre-lask
activities fiocus on?

What are your main objectives in connection with the tasks?

In what ways does the recommended textbook help you / students in
working toward mesting the ob jectives of the task(s)?

In what ways do you modify the set tasks?
On what do you base your evaluation/ assessment of the completed task(s)?
What p o stinskactivities do you organise?

What do you think of the students’ perception or v:rderstanding of the
putpose  ofthe task(s)?

In your opinion what do students learn from the tesks?

What kir:d of chaoges would you welcome in the syllabus?

Thank you very much for answesing these questions, 1 appreciate your conttibution
and time devoted to this recording.

Remember that you will not be identified in any way, and all the recorded data
remains conlidential.

130



Appendix 3

Student questionnaire

Think about your English language needs, and rate the importance of the following

[ive classroom activities:
Plcase givereasons [or your answers.

1. Siudying grammar

Very impoitant Important  Unsure Not impoitant
Why?
2, Reading

Very important Impontant Unsure Notimpoitant
Why?
3. Discussions with other students

Vey important Important  Unsure Not impoitant
Why?
4. Writing [or a specilic putpose

Vely important Important  Unsure Not imponant
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Why? __ _

5. Listening to the teacher’s lectures
Very impoitant Important  Unsure Notimpostant

Why?
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Appendix 4

Teacher interviews

Interview 1

1.

A

Whatis a tosk?

A task is a ... an assessmeot activity ... with clear objectives that quite oflen ¢an
be interactive..

T think so oo ... I tell the students that a 1ask is a user friendly test of what we
have leasut,

Think of a task (or seversl tasks) in your pogram. What do your pre-task
activities fiocus on?

Well, clearly, the teacher must know what the objectives ar= and concentrate on
the criteia listed in the task .., If it’s a task that concentrates on grammar, then
the teacher must teach that grommar, mekc sure that it’s taught, prescuted,
revised and pmctised ... and corrected. That's the basic pre-task aclivity.

Yes, 1 agree with that, also, somne tasks requite a little bit of research, so a pre-
task ectivity could involve going on an excursion or leaming haw to use the
libraiy and finding their way around the library, leamning tha Dewey decimal
system, for example.

What are your main objectives i n connection with the tasks?

These are very clearly set out in the cowse outline, and it is ususlly grammar
based but it is done in such a wey that with extended wiiting the gremmar is
used in a meaningfiil context and can’t be just leamnt o ff by hean, _. ithasto be
understood.

Yes, | agree with that, and elso there is a broad objective that is ... it gives the
students a weekly pattern to ennble them 1o get into the habit of preparing for an
assessment.

In what ways does the recommended textbook help you / student.: in woiking
toward meeting the objectives of the task(s)?

I don’t use it 83 the firsi step in teaching, 1 like 1o take it 9 2 needs ... the
tenching objective a5 a needs based thing, 50 I can tearh from where the students
are ... and often use my owo teaching methods, or iflustrations, or some resl
objects or pictures, ... I find the visual is oken a good way to introduce
something or mime or an activity rather than ... OK, we are going to learn this
bit of @ramumar and open up to page 42, ... I find that quite boring, butit’sa good



o>

beckup and then »uce it's ... the recommended grammar has been laught, you
can sgy, ... OK, let’s now look at the wules.

Yes, a9 @ reficrence the textboak is always usefill even if the panticuler activities
in it aren’tappropriate to the ege group or the level.

Inwhat ways do you modify the set lagks?

The task as they are now are so well planned and set out that 1 heven't had to
modify them, though when I was in XXX, I modified the maik sllocation for the
otal presentations — 60 marks were given for the preparation and the note taking
and 40 for the oral. I thought that was back to front and I just changed that
around. Apart from thet, I don’t modify them,

Yes, and the timing of the task, obviously, leaves some degree of flexability,
afier all these are tasks attd not examinations.

On what do you base your evaluation / assessment of the completed task(s)?

The criteria are set out quite clearly on the cover sheel, all the teacheis have
copies of (he lask peck and so you kaiow exactly, ... and the course outline, ...
you know exactly what your objectives are, had tho. sebjectives been achieved,
so that’s how [ evaluate ...

andindeed the shidents should also heve copies of the ..

yes, evety Monday moming [ start with the course outline ... what are we going
to leam, how we leaun it, this is the test to see if we have leamt it ...

What post-task activities (0 you otganise?

Notmuchin the way of activities, but I do like to keep the students very much
focused and sware of their progress, so their task scoies are known to each of
them, their cumulative scotes are known, and the way (hese marks are allocated,
30 5% for thls, 20%, 40%, so they are involved in taking responsibility for the
continuing leaming ...

Yesh, that’s important, I mean, students must learn fiom their mistakes or else
the sctivity is not wonthless,... but thatis how the learning is best achieved.

What do you think of the students’ perception orunderstanding of the purpose
of the task(s)?

Do you feeel that (hey appreciate having the task on Fridays, or if they don’t
eppreciate it, should they appreciate it?

I don’t kgiow whether sppreciate is the wurd, they ... they are very aware of the
impoatance of the Fiidey task, .. 30 mueh so that if they don’t really weant to
come, they do the task and then they go, they know they heve to be there for the
tesk, ... they understand that the purpose of the lask is to test what has been
tanght, epait from thet, I don’t know, I heven’tasked themif they like it ornot ...
They probably don’t, but (hey should appreciate it.

In your opinion what do students Jcamn from the tasks?
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Well, fiom the tasks themselves, possibly not too much, but fiom the work
leading up 1o the asks, that is the key, I think the tasks a e a means 1o an end.
Yes, I quite agree there, end an evaluation tool for the teacher, and that’s an easy
way to find out, do the students understand, have I taught them ...

What kind of chenges would you welcome in the syllabus?

I am quite happy with the syllabus as it stands, I think it’s quite comprehensive,
it is... I've forgotten the word ... not a circular ...

itis a revision and recycling ..

it is a revision and recycling, so that you visit the ... that’s right a spiaml ... a
spisl syllabus, so that what is covered in Elementaty is also covcred ina deeper,
in a deeper ... yeah... in more depth, so that I’m quite happy, especially with the
new changes for the task pack, it doesn’t make it quite so frantic, ... week by
week, ... I’m quite happy withit.

Yes, I mean, within the task, ... in the task pack ... there should be a fittle bit of
room (o maneuver, ... for inslance, ... changes which are being made at the
moment allow a teacher to substitute the titles or the topics for pieces of wiiting,
so that the students don’t have any ... prior knowledge of whut the task is going
to be about, ... they can’t prepareor ...

that’s right, ... what I like sbout it mosily is that you can’t teach it, you can’t
teach the task, it is a tvue test of the students’ understeiiding, and their
understanding is showm by their ability to use that ..

Well, Ithink that’s all that is.

Interview 2

What is a task?

A task is speaking and writing. It’s a comprehension activity, or sometirees, ... I
guess it’s a test of the points that weze learnt during the week, the grammer
points, either by wiiting or speaking, or reading or comprehending.

It’s a set objective, usually it’s in writing form, can be speaking, but it’s usually
in writing which is examining the students’ knowledge of the specific grammar
point or vocabulary area or, as you said, whatever the ask calls for that week, ...
it’s like the end paint of some accumulation of study and knowledge.

Think of a task (or several tasks) in your program. What do your pre-task
activities focus on?

Wz are based in high scbool, which is veiry much based on repetition of
gremmer, so my pre-task activities would be focusing on students® having
absotbed the grammar poiit ... and then ... perhaps there is a specific structure
that is involved in them using the grammar point whether it’s using a story or a
leaflet or something like thet ... and then perhaps thee is a topic area that’s used
to convey the grammar point and tha: probably involves some sort of vocabulary
that they hopefiilly would have absorbed and can use within the task itself, not
necessanly a blank repetition ... but that they have absorbed the grammar or the
vocab, and they can give it back to you with their own slant on it, .. I meen, ...
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quite often a taskis based on their own experiences on stuff‘like that, so that it’s
not just blank repetition, isn’tit? ... or ... I mean ... What do you do?

Well, ideally it would always be nice to getthem interested in a task .., wouldn’t
it? ... but hopefully we get some discussion going .. ahm .. bing some
relevance into their lives ... that ... try to get them interested iniit .. try to relaic &
to their experiences ... and stuff’ ... and elso try to nuke swe they undessiand that
the task each week is helping them to echieve certain ... you know ... wiiting,

grammar points, &2, clc.
What are your main objectives in connection with the tasks?

Yout objective is that they got to have those tools ... we help them find those
tools forthemselves ... so that they can ... they aie competent al doing the task ...
yeah ... the mein objectives are ... make sure they know what they are doing, or
they have an awareness of what the task isor what the task is for, ... why we are
doing th.s so that they can do the task and that the task enables them to do other
things in their lives as well, ... becwse we can’t always focus on the task ell the
time,

Yeah

In what ways does the recommended textbook help you / students in waiking
toward meeting the objectives of the task(s)?

I suppose the textboak provides ways and methodologies to explain, ... it
orovides a structure for the grammer point, basically, ... I mean the topic that is
usually set with the textbook ... is just a means to convey the grammar point and
is hopefiully ina way that that is interesting an d stimulating to the students ... and
... I suppose how it helps me ... it provides you with these ways and means of
meeting the objectives of the tasks ... it’s like stepping stones or whatever, you
don’t necessarily have to use those stepping stones but they provide some sort of
point for youto gooffand find your o wn stuff'that is more interesting.

Yeah, OK, I guessit’s a guideline to some degree ... I think it provides hopefully
some pictures and stories and some interesting resources that you can use ... 10 ...
present poiists that you are teachiug ...

and that’s impaitant to have those resources ..,

because you can’t zlways use your own bigin, sometimesyoujust don't know ...

In what ways do you modify the set tasks?

I don’t ... taskis set ... Idon’t play wilhiit ...

not really ...

I modify the ways to get to the task ...

present the topics or idesas, things

modify to me implies change ... I don’t .,

On what do you base your evaluation / assessment of the completed tasls(s)?

what points do we use to assess the lask. I would say if it’s a grammar point
wheve ... if the task is based on a gramumar point then if I’m looking for them
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using the grammar point .., then .., using the grammar pointis what I’m looking
for ... in the way that the task’s stipulated ... if we say use llte past simple to
write sbout an experience and they use the present simple, tiien obviously they
haven’t grasped the task, ... yesh ...so grammer, structure, vocab, &aw, ... like it
there a flow within the work, .. does it make sense, has it got cornecting idess.
When you mark something what else do you took for?

1 think you’ve covared everylhing hese.

What post-task activities do you organise?

Usually something light, quizzes, spost adlivities, visits to the dentist (ha.. ha..),
something thatis fiin, that gets them lalking obout ... talking end gets them out cf
the writing in a serious mode, but you can actually meke a lot of use of that if
they have been quire h:avily involved in something quite scrious you can really
use that to get them talking.

Yesh, I think it’s discossion thet’s the main thing .. actuglly getticg them using
n diff erent area rather than just writing ... but ... ectually talking about things and
then maybe afler ... whenyouhand back the task, then it can be a good t:me for
them to focus ... look st the task and go OK I stuffied up in this area and should
be mote reflective ... what I mean ... for me ... posi-task can mean immediately
after or down the line, but directly afierwards, no opposite, if they’'ve been
talking, gel them to listen so that they are not using just “tiat one thing all the
time...

Whatdo you think of the shidenLs” perception or understanding of the purpose
ofthe task(s)?

Hopefully, they understand that they are doing these things to improve their
language and once they've grusped these vatious points of the task that they can
go on and use those things in their future lives. 1 meaan, that’s the holistic
viewpoint, isn’t it?

Well, I think, it’s importam that they do have an understanding ofthe pwpose,
and I think in terns of just having sn out.ine and giving them that outline,
pointing to it constantly aad reminding them that they heve it ... asking themto
point where the main teachiug partis in the task...

and also what you do with it as well, I mean, quite cAea you are just totally
focused on the task that you are actually thinking that a (a<k will tcach me how
to use this and I can get this in my fuhire to ges ¢his goal orwhs’ ~ver ...

In your opinion what do students learn from the tasks?

Hopefully, they’l]l leam soine actea) [anguage ... idess, I guess hopefilly they
learn lots of good vocabulary they can teke away with them in their studies ...
exam techniques, writing technicjues, siructures ... hopefilly they are =zposed to
lots of ... some of the very diff erent ways of thinking, ideas..

Y ezh, I agree with all those, but I (hink there is some specific things as well,
hopefillly they'l] learn the grammar point,, they learn how that can be used in
writing, how writing help them achieve certain goals and it’s not just writing ..,
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sa reading nnd speaking end ho wthat can he!p them achieve cettgin things in the
firtuse. Ithink that’s important.

What kind of changes would you welcome in the syllabus?

Study skills. Idon’t have enough time to teacb study skills becanse there’s an
einphesis on grammer points ané repetition of grainmar points, ... and yet it is
impor:ant to repeal and so on, but I'd like to be able to have more time or fedl
less pressure to tcach grammar points, and to be able to teach study skills snd
critical thinking and not just fiocusing on the gremmar point but being able to
teach gremmar points through a different way ... ratherthan just .., here is a sheet
listen to the lape, you know what I mean...

Yernh, sure ... o like mote vocab, more speaking and that sor of stuff, that is
wlhatI’d welcome in the syllabus, ratherthanjust this repetition ... but ... then ...
it’s important to have gramniar ... balance is what I°d like a bahunce of these
things, especially with kids who come fiom overseas ... their way of how they
look ... approach to thinking and studying is completely different ... and how ...
so we also having to teach them about the aulture n3 well ... and how we think,
and we don’t have a chance to do that unless it’s a byproduct ... I’'m being too
idealistic?

The only changes I could suggest ... Id like that the fact that we seem to be
teaching English that is based on British culture end not Austalian cultute ...
most of the booke teach ... they don’trelate ... it’s very bard to run these tapes ...
I think a change would be that a syllabus is constanily changiug and we as
teachevs contiibuie to that change ... and that we do get time to initiate more ofit

Indeed.
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