762760

THE EFFECTS OF TASK-BASED LEARNING
ON LEARNERS’ PROFICIENCY AND NOTICING,
AND LEARNERS’ THOUGHTS ABOUT
GRAMMAR

Demet YAYLI

DOKUZ EYLUL UNIVERSITESI
EGITiM BILIMLERI ENSTITUSU

Lisansiistii Egitim-Ogretim Smav Yénetmeliginin
Ingiliz Dili Egitimi Anabilim Dah i¢in Ongordiigii
DOKTORA TEZI

Olarak Hazirlanmgtir

IZMIR-2005



THE EFFECTS OF TASK-BASED LEARNING
ON LEARNERS’ PROFICIENCY AND NOTICING,
AND LEARNERS’ THOUGHTS ABOUT
GRAMMAR

Demet YAYLI

Damisman
Yrd. Dog. Dr. Filiz OZBAS -
Danmisman

Yrd. Dog. Dr. Abbas TURNUKLU

DOKUZ EYLUL UNIVERSITESI
EGITIM BILIMLERI ENSTITUSU

Lisansiistii Egitim-Ogretim Smav Yoénetmeliginin
Ingiliz Dili Egitimi Anabilim Dah i¢in Ongdrdiigii
DOKTORA TEZi

Olarak Hazirlanmigtir

iZMiR-2005



Doktora Tezi olarak sundugum “The Effects of Task-Based Learning on Learners’
Proficiency and Noticing, and Learners’ Thoughts about Grammar” adli ¢aligmanin, tarafimdan
biliméel ahlak ve geleneklere aykin diisecek bir yardima bagvurulmaksizin yazildigmi ve
yararlandigim eserlerin kaynakgada gosterilenlerden olustugunu, bunlara atif yapilarak

yararlanilmis oldugunu belirtir ve bunu onurumla dogrularim.

20/06/2005

Demet YA LI



Egitim Bilimleri Enstittisti Miidiirliigii’ne

] Isbu galigma, jiirimiz tarafindan Ingiliz Dili Egitimi Anabilim Dali Ingilizce
Ogretmenligi Bilim Dai’'nda DOKTORA TEZI olarak kabul .. 2 AX\NG=NAT /...

~

-

Bagkan. ...+, howee oM emre e b2 CZRAA S o

Uyeoo bt Dot Dl Memet. AL ANUTE L

Oyenvnomtidfeee e tber \/m\xﬂﬂ ............

Uye.... e D )il S0l T D e A

ONAY

Yukaridaki imzalarin adi gegen 6gretim iiyelerine ait oldugunu onaylarim.

x .../.”).‘../.Zoqs’
Prof. Dr. Sedef GIDENER

Enstitli Mudiird



ABSTRACT

The Effects of Task-Based Learning on Learners’ Proficiency and Noticing,

and Learners’ Thoughts about Grammar

This study comprises quantitative and qualitative parts and investigates the effects
of Task-Based Learning (Task-Based Language Teaching; TBLT) on learners’ proficiency and
noticing, and learners’ thoughts about grammar in a primary school setting in Turkey. It was
carried out in Ufuk Ilkogretim Okulu on the sixth grade students in the academic year 2004-
2005. The Simple Present Tense was chosen as the grammar unit to be studied. For the
quantitative part of the study, a proficiency test and a noticing test on the Simple Present Tense
were developed as pre- and post-tests, which were based on the table of specifications. Two
classes were randomly assigned as the experimental (6B) and the control (6C) groups. The
lessons in both groups wefe delivered by the researcher, who followed the principles of TBLT
. in the experimental group and the principles of Presentation-Practice-Production (PPP)
approach in the control group. These groups were given pre- and post-tests to elicit data on
learners’ proficiency and noticing levels in the use of the Simple Present Tense. Apart from that,
for the qualitative part of the study, the researcher prepared semi-structured interview questions
to investigate the learners’ thoughts on grammar instruction and practice, and on the
implementation of TBLT and PPP after the treatment. The interview was delivered by another

scientist in the field to attain objectivity.

SPSS program was used for the analysis of quantitative data achieved through the
proficiency and the noticing tests, and for the analysis of the qualitative data, a descriptive
analysis was used to summarize and comment on the data. The findings obtained at the end of

the study are as follows:

1. In terms of the post-test scores of the proficiency test, the mean score of the
TBLT group (38.60) is higher than that of the PPP group (35.32). The t-test analysis proved the
difference to be insignificant (p<0.05).

2. In terms of the post-test scores of the noticing test, the mean score of the TBLT

group (5.70) is higher than that of the PPP group (5.58). A t-test was applied to find out if the
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difference was significant, and it was found that the difference between the groups is not

significant (p<0.05).

3. The variance analysis result indicates that the post-test scores for both test types
(proficiency and noticing) in the TBLT and the PPP groups do not significantly differ in terms
of gender [F (35.3) =8.61].

4. The quantitative part of the study indicated that TBLT did not prove to be
superior to PPP in the teaching of the Simple Present Tense in a public school in Turkey.
Besides, gender did not nlay a significant role in the scores the learners achieved in the pre- and

post-tests.

5. The qualitative part of this study aims to investigate w.. *houghts on
- TBLT and PPP on the teaching of a grammar unit. For this purpose, the learners in u.: two
groups were interviewed by a scientist in the field. The thoughts of the learners in the TBLT
and the PPP groups were gathered to elicit data on two issues: grammar instruction and practice,
and the implementation of TBLT and PPP. The thoughts of the learners were analyzed with

direct quotations from the interviews.

6. In terms of the grammar instruction, the descriptive analysis of the learners’
thoughts indicated that the learners in the TBLT group had positive feelings toward the
methodology applied in the classroom. Many learners in the TBLT group stated that studying
grammar after the task was good and no problem for them. Most of the learners in the PPP
group believed that grammar should be taught first, and then the activities should be performed.

7. In terms of practice activities, the TBLT group learners stated that practice
activities were fun and beneficial, and the use of worksheets of exercises was practical. Some
learners found the exercises in the language focus phése beneficial. The learners in the PPP
group had a lot to say about practice activities because they paid more attention on the grammar.
Half of the PPP group learners believed that oral practice was good for comprehension, and they
liked the worksheets of exercises they did in the classes. Oral practice seemed to be very
important for the control group learners because they considered it as a kind of real language

use.
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8. In terms of the implementation of TBLT, the experimental group learners stated
that working in groups and working with worksheets instead of textbooks were new to them. As
for the positive sides of TBLT, the learners emphasized that they liked working in groups,
reporting after the task, learning from friends and participating in tasks. Furthermore, the TBLT
group learners complained about some problems about the implementation of TBLT. The
problems raised were the lack of negotiation, fear of making mistakes in reporting, working

with poor learners, working in pairs and the noise level during the tasks.

9. In terms of the implementation of PPP, the control group learners concentrated
on two issues: working with worksheets and doing oral practice. The only point the learners
emphasized related to the implementation of PPP was the oral practice, and the PPP group
learners did not complain about any problems regarding the implementation. They only stated

that some work was difficult for them.

Keywords: Task-Based Learning, Proficiency, Noticing, Learners’ Thoughts, Grammar

Instruction
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OZET

Gireve Dayali Ogrenmenin Ogrenci Basarisi ve Farkindah Uzerindeki Etkileri ve

Ogrencilerin Dilbilgisine iliskin Goriigleri

Bu arastirma, nicel ve nitel boliimlerden olusmaktadir ve Goreve Dayah
Ogrenmenin (Goreve Dayah Dil Ogretimi) 8grenci basaris1 ve farkindalig tizerindeki etkileri ve
Tiurkiye’de bir ilkgretim okulu 6grencilerinin dilbilgisine ydnelik goriiglerini ortaya koymak
icin yapilmistir. Bu g¢alisma 2004-2005 6gretim yilinda Ufuk 1lkgretim Okulu 6. simif
ogrencileriyle yiiriitiilmiistir. Ingilizce’de Genis Zaman ¢ahsilacak dilbilgisi birimi olarak
belirlenmistir. Caligmanin nicel béliimii igin n ve son test olarak Genis Zaman i¢in hazirlanan
belirtke tablosu paralelinde bir bagart ve bir farkindalik testi gelistirilmistir. iki sinif deney (6B)
ve kontrol (6C) gruplan olarak rasgele se¢ilmistir. Dersler, deney grubunda Géreve Dayah
Ogrenme ilkelerine, kontrol grubunda ise Sunum-Pratik-Uretim yaklagiminm ilkelerine uymak
kaydiyla aragtirmacinmn  kendisi tarafindan yiiriitiilmiistiir. Ogrencilerin  Genis Zaman
konusundaki bagar1 ve farkindalik diizeyleriyle ilgili bilgi toplamak igin iki gruba da 6n test ve
son test verilmistir. Bunun yam sira, ¢aligmanin nitel yonii igin, aragtirmaci tarafindan
ogrencilerin uygulama sonrasinda dilbilgisi 63retimine ve pratigine, ve Géreve Dayali Ogrenme
ve Sunum-Pratik-Uretim yaklagimlarinin uygulanmasina yénelik diisiincelerini belirlemek i¢in
yari-yapilandirilmis goriisme sorular hazirlanmistir. Nesnelligi saglamak i¢in gériisme alandan

bir diger bilim adami tarafindan uygulanmistir.

Basann ve farkindalik testleri ile elde edilen nicel verilerin analizi i¢in SPSS
programi, nitel verilerin analizi iginse 6zetleme ve yorumda bulunmaya yonelik betimsel analiz

y6ntemi kullaniimigtir. Caligmanin sonunda elde edilen bulgular soyle siralanmaktadir:

1. Basar testinde elde edilen son test degerleri agisindan bakildiginda, deney grubu
6grencilerinin son test puan ortalamalar1 (38.60) kontro.l grubu dgrencilerinin aldiklar son test
puan ortalamalarindan (35.32) yiiksektir. Uygulanan t-testi farkin anlamli olmadigini
gostermektedir (p<0.05).

2. Farkindalik testinden elde edilen son test degerleri agisindan bakildiginda, deney
grubu &grencilerinin son test puan ortalamalari (5.70) kontrol grubu 8grencilerinkine (5.58) gore
yliksektir. Farkin anlamli olup olmadigini gormek igin t-testi yapilmig ve farkin anlamli

olmadigt goriilmiigtiir (p<0.05).



3. Varyans analizi sonucu, deney ve kontrol grubu dgrencilerinin iki tiir sinavda
(basar1 ve farkindalik) da elde ettigi son test degerlerinin cinsiyet agisindan anlaml bir farkhlik

gostermedigini ortaya koymaktadir [F (35.3) =8.61].

4. Bu galigmanin nicel y6nii, Goreve Dayali Ogrenme yaklagiminin Sunum-Pratik-
Uretim yaklagimina Ingilizce’deki Genis Zamann &gretilmesi agisindan Tiirkiye’deki bir devlet
ilkogretim okulu ortaminda fistlinlik tagimadigim gostermistir. Bunun yam sira, cinsiyet

6grencilerin &n ve son testte elde ettigi degerlerde anlamli bir fark yaratmamistir.

5. Bu ¢alismanin nitel yonii, bir dilbilgisi konusunun 6gretilmesinde Géreve Dayali
Ogrenme ve Sunum-Pratik-Uretim yaklasimlarmin &grenci goriisleri iizerindeki etkilerini
arastirmay1 amaglamistir. Bu amagla, iki gruptaki 6grencilerle alandan bir bilim adam1 gériisme
yapmustr. Iki gruptaki 6grencilerin goriigleri iki konu iizerinde bilgi edinmek i¢in bir araya
getirilmigtir: dilbilgisi 6gretimi ve pratigi, Goreve Dayali Ogrenme ve Sunum-Pratik-Uretim

yaklagimlarinin uygulanmasi. Goriismeden yapilan alintilarla §grenci goriigleri betimlenmisgtir.

6. Dilbilgisi ogretimi bakimindan, deney grubu &grencilerinin diisiincelerinin
betimsel yontemle analizi bu Ogrencilerin smifta uygulanan yaklasima yonelik olumlu
diisiinceler tasidigini gostermektedir. Bu gruptaki birgok Sgrenci, dilbilgisini gérevden sonra
6grenmenin iyi oldugunu ve sorun yaratmadigim belirtmiglerdir. Kontrol grubu 6grencilerinin
¢ogu Once dilbilgisinin 6fretilmesi ve daha sonra alistirmalarin yapilmasinin dogrulugu

yoniinde goriis belirtmislerdir.

7. Pratik aligtirmalar1 bakimindan, deney grubu Sgrencileri pratik aligtirmalarinin
eglenceli ve yararli oldugunu ve alistirma kagitlari kullanimmin kullamgli oldugunu
belirtmislerdir. Bazi ogrenciler dile odaklanma basamagindaki aligtirmalari ¢ok yararl
bulmuslardir. Kontrol grubundaki 6grencilerin pratik éhstmnalan hakkinda fazlaca diisiince
belirtmelerinin nedeni onlarin dilbilgisine daha fazla odaklanan dersler yapmig olmalaridir. Bu
Ogrencilerin yaris1 sozlii pratiin anlamaya yararli olduunu ve smifta yaptiklari aligtirma
kagitlarin1 begendiklerini belirtmislerdir. S6zlii pratik kontrol grubu &grencileri igin ¢ok tnem

tasimaktadr, ¢iinkii bunu gercek dil kullanimi firsati olarak degerlendirmektedirler.

8. Goreve Dayali Ogrenme yaklasiminin uygulanmasi agisindan, deney grubu

Ogrencileri grupla ¢alismanin ve ders kitabi yerine alistirma kagidi kullanmanin kendileri igin
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yeni unsurlar oldugunu belirtmislerdir. Géreve Dayali Ogrenme yaklasiminin olumlu yénleri
olarak, ogrenciler, grup icinde ¢alismayi, gorevden sonra sunum yapmayi, arkadaslarindan
ogrenmeyi ve gérevlere katilmay: begendiklerini vurgulamislardir. Ote yandan, bu 8grenciler
Géreve Dayali Ofrenme yaklagimmin uygulanmastyla ilgili baz: sorunlan dile getirmislerdir.
Bahsettikleri sorunlar; grup ici anlagmazlik, sunumda hata yapma korkusu, zayif grencilerle

birlikte ¢aligma, ¢iftler halinde calisma ve gorev sirasinda olusan giiriiltiidiir.

9. Sunum-Pratik-Uretim yaklagiminin uygulanmasi agisindan, kontrol grubu
dgrencileri iki noktaya vurgu yapmuglardir: ¢alisma kagitlari kullanmak ve sozlii pratik yapmak.
Bu yaklagimin uygulanmasina yonelik Sgrencilerin vurguladig tek nokta sozlii pratiktir ve
kontrol grubu &grencileri bu yaklagimin uygulanmas: ile ilgili herhangi bir sorundan sikayetci

olmamislardir. Sadece bazi noktalarin kendilerine zor geldigini belirtmislerdir.

Anahtar Sézciikler: Goreve Dayali Ogrenme, Basari, Farkindalik, Oprenci Goriisleri,

Dilbilgisi Ogretimi



PREFACE

' This study comprises quantitative and qualitative parts and investigates the effects
of Task-Based Learning (Task-Based Language Teaching; TBLT) on learners’ proficiency and

noticing, and learners’ thoughts about grammar in a primary school setting in Turkey.
The study consists of five chapters:

The first chapter is the introduction. In this chapter, background of the problem,
development of syllabi from PPP to TBLT, a detailed description of TBLT and the task
framework, the purpose of the study, the significance of the study, the research questions, and

definitions are introduced.
In the second chapter, the literature review on TBLT is presented.

The third chapter is the methodology, which consists of the research model, the

sample, data collection, the procedure and the data analysis techniques.

In the fourth chapter, the findings from the research are presented with respect to

the research questions of the study.

In the fifth chapter, conclusions are drawn as a result of the findings of the study,
discussions are made on the conclusions, and some suggestions are presented for scientists,

teachers, institutions and further study.
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like to express my gratitude to my advisor Assist. Prof. Dr. Filiz OZBAS, who has contributed
to my education since the year I started my B.A. She has sincerely shared her thoughts, opinions
and comments which I have always made use of for the better. Without her help and support, it

would have been more difficult to come to an end in this study.

I am grateful to Assist. Prof. Dr. Mehmet Ali YAVUZ, whose invaluable ideas and
comments have always helped me to push forward. I am also grateful to Prof. Dr. Ferda
AYSAN, Prof. Dr. Reside KABADAY!I, Assist. Prof. Dr. Abbas Tiirniiklii, Assist. Prof. Dr.
Ugur ALTUNAY, Assist. Prof. Dr. Irfan YURDABAKAN, Assist. Prof. Dr. Oguz Serin, Assist.
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CHAPTER ONE

INTRODUCTION

1.1. Background of the Problem

The term “grammar” has several meanings. “/t is used to refer both to language
users’ subconscious internal system and to linguists’ attempts explicitly to codify — or describe
— that system” (Larsen-Freeman, 2001:34). Its scope is very broad with regard to the latter; it
refers to the abstract system underlying all languages (i.e. a universal grammar) or to the system
underlying a particular language (i.e. the grammar of Turkish). It is also used to refer to a
specific school of linguistic thought (i.e. formal grammar) or to a particular collection of facts
for a general audience (i.e. 4 Practical English Grammar; A.J. Thomson and A.V. Martinet,

1986) or to a specific audience (i.e. a comparative grammar for Turkish learners of English).

These uses differ in purpose and scope; however, they minimally try to explain
how words are formed (morphology) and how sentences are formed (syntax). Although some
grammarians are inclined to include phonology and semantics in this definition, the usual

interpretation of grammar is limited to the structural organization of a language.
1.2. Grammar and Syllabus Types

Linguists make a classification between two types of descriptive grammars.
According to Larsen-Freeman (2001), formal grammars take the form or structure of a language
as their starting point. Little or no attention is paid to meaning (semantics) or language use
(pragmatics). Functional grammars, on the other hand, perceive language as social interaction.
They try to explain why one linguistic form is better than the others for a specific purpose in a
communicative context. The syllabus type is similarly classified as structural syllabus for formal
grammars and communicative (notional and functional) syllabus for functional grammars
(Widdowson, 1990). The syllabus type is important because all approaches or methods are
closely interrelated to a syllabus type. The differences in attitudes towards the exact role of
grammar in language education stem from the differences between the syllabi used by teachers

and learners; therefore, it would be better if the syllabus types of methods and approaches are

listed one by one:



1.2.1. The Grammar-Translation Method

As its name suggests, Grammar-Translation, for instance, takes grammar as the
starting point and a strict grammar syllabus is followed (Celce-Murcia, 1991; Harmer, 2001;
Richards and Rodgers, 2001; Laersen-Freeman, 2001). Lessons start with explicit rule giving,
and the rules are practiced through translation into and out of the mother tongue. The reading
and understanding of literature constitutes the main aim of language learning (Hanauer, 2001).
Language learning is viewed as studying and memorizing bilingual vocabulary lists and explicit

grammar rules (Ellis, 1997)
1.2.2. The Direct Method

In the late nineteenth century, the Direct Method emerged as a challenge to
grammar-translation. It mainly emphasizes oral skills (Celce-Murcia, 1991; Harmer, 2001;
Richards and Rodgers, 2001; Laersen-Freeman, 2001). While a syllabus of grammar structures
is followed, explicit grammar teaching is completely rejected and replaced by language use
(Woods, 1995). “The learners, it was supposed, picked up the grammar in much the same way
as children pick up the grammar of their mother tongue, simply by being immersed in

language” (Thornbury, 1999:21).
1.2.3. The Audiolingual Method

According to Larsen-Freeman (2001), the dominant school of psychology in the
US in the mid-twentieth century was behaviourism, and learning was viewed as a form of
conditioning. “Audiolingualism derived its theoretical base from behaviourist psychology,
which considered language as simply a form of behaviour, to be learned through the formation
of correct habits” (Thornbury, 1999:21). Audiolingualism is faithful to the Direct Method belief
in the primacy of speech, but supports a stronger rejection of grammar teaching.
Audiolingualism presents a structure-based, anti-mentalist approach to language teaching. Drills
and pattern practice are used to form correct habits of structures. Language learning is based on
three important elements; stimulus, response and reinforcement. The Audiolinguafsyllabus,
which is also a structural syllabus, includes a graded list of sentence patterns, which are

grammatical in origin and arranged according to their order of presentation.



1.2.4. The Natural Approach

In the late 1950s, Chomsky claimed that language ability is not habituated
behaviour but an innate human capacity. This view has led Krashen (1981, 1982) to claim that
formal instruction is unnecessary. His Natural Approach does not give any place for a grammar
syllabus or explicit rulegiving. Instead of these, learners are exposed to a large amount of
comprehensible input. Similar to the Direct Method, the Natural Approach tries to create the
conditions of first language acquisition. The aim is to develop learners’ basic communication
skills through the use of topics, situations and functions, and learners’ needs are taken as the
purpose of a language course. Since it is not possible to specify communicative goals which
may fit the needs of all learners, any list of topics and situations can serve as syllabus
suggestions. Therefore, the Natural Approach cannot be said to have a specific type of syllabus

(Richards and Rodgers, 2001).
1.2.5. The Communicative Language Teaching

In the 1970s, however, the developments in sociolinguistics caused the
developments in Communicative Language Teaching (CLT henceforth). Language is defined as
communication between people rather than grammar rules or texts (Cook, 1991). The belief is

that communicative competence consists of more than a knowledge of the rules of grammar.

“Nevertheless, CLT, in its shallow-end version at least, did not reject
grammar teaching out of hand. In fact, grammar was still the main
component of the syllabus of CLT courses, even if it was dressed up in
functional labels: asking the way, talking about yourself, making
future plans, etc” (Thornbury, 1999:22).

The syllabus is designed around notions (meanings such as spatial location, age,
degree) and functions (social interactions such as giving advice), and grammar and vocabulary
help express the notions and functions which are in focus (Celce-Murcia, 1991). Chomsky
claimed that language is rule governed, and this suggests that explicit rulegiving may have a
place in courses after all. This belief was highly acceptable while CLT was being developed;

therefore, grammar rules reappear in course books at the expense of communicative practice.



1.3. Task-Based Language Teaching

Deep-end CLT, on the other hand, strongly rejects the use of both grammar-based
syllabi and grammar instruction. Prabhu (1987), a teacher of English in southern India, is a
leading proponent of this view. According to Thornbury (1999), Prabhu uses natural acquisition
processes in his Bangalore Project. He has learners work through a syllabus of tasks for which
no formal grammar instruction is needed or provided. Nunan (1988) states that a task-based
syllabus is organized around tasks rather than in terms of grammar or vocabulary. The objective
of a lesson is the successful completion of a task such as following a map, rather than the
application of a rule of grammar. The Bangalore Project is the predecessor of fask-based
learning. According to Prabhu (1987), there have been attempts to systematize inputs to the
learner and to maximize the practice of particular parts of language structure through activities
deliberately planned for that purpose. Task-based learning has relaxed the strict approach to
grammar through the recognition of the value of focus on form. Researchers suggest that
without some attention to form, learners may have the risk of fossilization. However, this kind
of focusing does not mean the use of drill-and-repeat type of teaching. It simply means
correcting a mistake or giving feedback. In fact, the real purpose is to help learners to notice the

gap between the new features in a target language and how they differ from their interlanguage.

To summarize, the actual content of the syllabus differs from method to method
being followed. Syllabi were mainly grammar-based until some organizing categories such as
functions or tasks were introduced. The adherents of formal grammar support practicing
grammatical structures and lexical patterns until they are internalized. However, there has been
a shift from grammatical competence to communicative competence owing to the observations
of learners’ difficulties in transferring the grammatical structures studied in class to
communicative contexts outside. According to Finney (2002), the communicative approach has
shown the shortcomings and lack of relevance of grammar-based models of language teaching.
Language is viewed as communication, and teachers must develop in learners the ability to

communicate effectively in different contexts.

All methods and approaches include overt and covert decisions about the selection
of language items of the target language which are used within the language courses. Richards
and Rodgers (2001) state that decisions about the choice of language content depend on both the
subject matter and the linguistic matter. The subject matter involves the decisions about what to

say, and the linguistic matter involves the decisions about how to say the subject matter. It is
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certain that ESP courses are subject-matter focused; however, structurally-based methods such
as the Audiolingual method and the Situational Language Teaching are linguistically-focused.
Accofding to Richards and Rodgers (2001: 25), “Methods typically differ in what they see as
the relevant language and subject matter around which language teaching should be organized
and the principles used in sequencing content within a course.” Sequencing and the gradation
of language items in grammar-based courses are based on the difficulty of the items and their
frequency. Sequencing of the items in communicative courses, however, is based on mainly the

needs of learners.

The definition of the term syllabus is given by Richards and Rodgers (2001: 25) as
follows: “Traditionally, the term syllabus has been used to refer to the fbrm in which linguistic
content is specified in a course or method.” Syllabus and syllabus principles have a stronger
role in methods which hold a product-centered view rather than a process-centered view.
According to Richards and Rodgers (2001), Situational and Audiolingual methods include a list
of grammatical items together with a list of related vocabulary items. Notional-Functional
syllabi, on the other hand, specify the communicative content of the course divided into notions,

functions, topics, tasks, grammar and vocabulary.

Different taxonomies of task types have been proposed by Yalden (1987, cited in
Richards and Rodgers, 2001), Long and Crookes (1992, cited in Richards and Rodgers, 2001)
and Brown (1995, cited in Richards and Rodgers, 2001), but mainly there are three task types
which can be linked to specific methods; the structural syllabus type in Audiolingual and
Situational Language Teaching, the communicative syllabus type in Communicative Language
Teaching and the task-based syllabus type in Task-Based Language Teaching (TBLT
henceforth). It can be concluded that there has been a gradual movement from structurally-based
syllabus to task-based syllabus.

1.3.1. From Structural to Communicative Syllabus Types

The Grammar Translation Method, the Direct Method and the Audio- lingual
Method all employ a structural syllabus which includes a list of grammatical structures to be
studied in the classroom. Situational Language Teaching also employs a structural syllabus with
a word list; howevei', this method has a distinctive quality because it closely follows the PPP
(presentation, practice and production) model (PPP henceforth), which has been taken up by

many language teachers as a traditional way of instruction.
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The term Oral ‘Approach or Situational Language Teaching is used to refer to an
approach developed by British applied linguists from 1930s to the 1960s. The two leaders of
this movement are Palmer and Hornby, who were the most important figures in British
twentieth-century language teaching. They closely followed the works of Jespersen and Jones,
and they were under the influence of the Direct Method, but they wanted to develop a more

scientific system than the one used in the Direct Method.

For Palmer, vocabulary is one of the most important parts of foreign language
learning. The emphasis on reading skills increases. Vocabulary is indispensable for reading
proficiency; therefore, the principles of vocabulary control are developed. Palmer, West and
other specialists have produced a guide containing the most frequently words in texts, The
Interim Report on Vocabulary Selection (Faucet, West, Palmer and Thorndike, 1936, cited in
Richards and Rodgers, 2001). Efforts to develop rational principles for vocabulary selection
have also been made for the grammatical content of language courses. Palmer, Hornby and
other British applied linguists have analyzed the English language and classified its main
grammatical structures into sentence patterns in order to help learners to internalize the rules of
the English sentence structure. Pittman, one of the powerful proponents of this approach, has
developed a set of teaching materials based on the Situational Approach, which have been

commonly used in Australia, New Guinea and the Pacific territories.

“Palmer, Hornby, and other British applied linguists from the 1920s
onward developed an approach to methodology that involved
systematic principles of selection (the procedures by which lexical and
grammatical content was chosen), gradation (principles by which the
organization and sequencing of content were determined), and
presentation (techniques used for presentation and practice of items in
a course)” (Richards and Rodgers, 2001: 38).

The theory underlying Situational Language Teaching (SLT) can be considered to
be a kind of British structuralism. The basis of language is speech, and structure is a necessary
aspect for the speaking ability. British theoreticians, however, have a different kind of
structuralism bécause of the importance they give to the notion of situation. According to
Pittman (1963, cited in Richards and Rodgers, 2001), the principal activity of the structure is the
oral practice which should be given in situations for real practice of the language. Many British
linguists such as Firth and Halliday have emphasized the relationship between structures and the
situations in which they are used. There is an inductive approach to teaching, which means that
explanation is avoided, and the learner is expected to deduce the meaning of a structure or a

vocabulary item from the situation in which it is used. There is the use of structural syllabus
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with word lists. According to Richards and Rodgers (2001), this structural syllabus includes a
list of the basic structures and sentence patterns of English with content and structure words,
arranged in terms of their order of presentation. New structures are always given in sentences,
and vocabulary items are chosen according to how well they enable the sentence patterns to be
studied. Accuracy is essential in both pronunciation and grammar, and errors are avoided at all
costs. Learners are expected to have an automatic control of basic structures and sentence
patterns, and speech work is the only way to gain reading and writing skills. The theory of
learning is a behaviouristic habit-formation theory (Celce-Murcia, 1991; Harmer, 2001;
Richards and Rodgers, 2001; Larsen-Freeman, 2001). Correct speech habits are fundamental in
this teacher-centered method, and drill-based activities such as guided repetition, substitution
activities, dictation, controlled oral-based reading and writing activities are commonly used. The
movement is from controlled to freer practice of structures and from oral use of sentence

patterns to their automatic use in speech, writing and reading.

According to Willis and Willis (1996a) the essential features of SLT are seen in the
PPP lesson model that thousands of teachers who studied for the RSA/Cambridge Certificate in
TEFL were required to master in the 1980s and early 1990s. Lessons have three phases:
presentation (introduction of a new teaching item in context), practice (controlled practice of the
item), and production (a freer practice phase). SLT continues to be commonly used in most
parts of the world because of its emphasis on oral practice, grammar and sentence patterns. It is

especially suitable for countries where the syllabi continue to be grammatically based.

In the late 1960s, Communicative Language Teaching emerged as a result of the
changes in the British language teaching tradition. Until then, Situational Language Teaching
was the main British approach to teach English as a foreign language. Rather than a mastery of
structures, communicative competence has started to gain importance. In his book Syntactic
Structures (1957, cited in Richards and Rodgers, 2001), Chomsky claimed that the most
important qualities of language, which are creativity and uniqueness, have been ignored in the
current structural theories of language. Teaching structures on the basis of situations has started
to be questioned by the British applied linguists as well. Communicative potential of language

has been what they needed to focus in their theories.

Another reason for the change in the approaches to foreign language teaching is the
interdependence of European countries. Adults need to be taught the major languages of the

European Common Market. The Council of Europe sees education as one of its main areas;



therefore, it has sponsored international conferences on language teaching, published books on
teaching and contributed to the studies for alternative teaching methods. With the support of the
European Council, the writings of Wilkins, Widdowson, Candlin, Brumfit, Johnson and other
British applied linguists on the communicative or functional approach to language teaching

have produced the Communicative Approach or Communicative Language Teaching.

According to Nunan (1989), there have been changes in attitude towards both
language and learning. The view that has underpinned Communicative Language Teaching is to
accept that language is more than simply a system of rules. Language has started to be seen as a
dynamic resource for the creation of meaning. In terms of learning, it is generally accepted that
‘learning that’ and ‘knowing how’ should be distinguished. In other words, knowing various
grammatical rules about the target language and using these rules effectively and appropriately

while communicating are two distinct features.

There has been some confusion about the importance of grammar in communication.
According to Dickens and Woods (1988), grammar and communication used to be considered
two independent features rather than two complementary and integrated elements necessary for
effective communication when SLT was powerful. Learners used to be presented with exercises
which encouraged the manipulation of grammatical structures but ignored the contexts in which
these structures occurred. Early approaches to language teaching did not give importance to
meaning believing that it was enough to learn what is in the grammar and the dictionary (Swan,
1990). However, in recent years, the pedagogical practice places the emphasis on
communication. The functions of grammar in the effective communication of ideas, beliefs and
feelings have gained importance. The belief that knowing a language means one has acquired

the ability to produce grammatically correct sentences has been abandoned.

Communicative Language Teaching aims to address the gap in traditional language
teaching between grammar and usage by focusing on the communicative process and the
. negotiation of meaning between participants (Penning{on, 2002). Since the mid 1970s, both
American and British proponents of CLT have seen it as an approach to make communicative
competence the aim of language teaching and to integrate grammatical and functional teaching.
Hymes (1979) has coined the term “communicative competence” in order to contrast a
communicative view of language and Chomsky’s theory of linguistic competence. Chomsky’s
theory is concerned with ideal listeners and speakers in a homogeneous community who know

their language perfectly and apply their knowledge of the language in actual performances



correctly. This theory focuses on the abstract qualities people have in order to produce
grammatically correct sentences. According to Hymes, héwever, such a view of linguistic
theory is sterile. The theory should be broad enough to include the definition of what people
need to know in order to be communicatively competent in communicative situations. Abstract
grammatical knowledge is not enough to perform different functions in social settings.
According to Littlewood (1981, cited in Richards and Rodgers, 2001), paying attention to both
functional and structural dimensions of language is one of the most important features of CLT.
In addition, Halliday’s functional account of language is also favored in CLT because it
complements Hymes’s view of communicative competence. According to Halliday (1975, cited
in Richards and Rodgers, 2001), there are seven functions of language: instrumental function
(the use of language to get things), regulatory function (the use of language to control the
behaviours of others), inter-actional function (the use of language to create interaction with
others), personal function (the use of language to express personal feelings), heuristic function
(the use of language to learn and to discover), imaginative function (the use of language to
create a world of imagination) and representational function (the use of language to
communicate meaning). To sum up, in CLT, learning a second language is equal to acquiring
linguistic means in order to perform different functions of language appropriately in social

settings.

Another important quality of CLT is that it favors a learner-centered and
experience-based view of second language teaching. Individual learners have unique styles,
needs, interests and goals, and these points should be taken into consideration in the design of
methods. According to Wenden (1990), teachers should try to discover what their students’
beliefs are and how these beliefs may influence their approach to language learning. Besides,
learners themselves should be given opportunities to think about their learning processes so that
they might become aware of their beliefs and how these beliefs may influence their way of

learning (Campbell and Kryszewska, 1992).

Teachers are required to design activities éccording to the needs of the learners.
Language is not seen as a habit any longer; in fact, it is created by learners through trial and
error. The teacher facilitates the communication process among all the participants. It is
important to provide learners with activities that are really communicative. Xiaoju (1990) states
three conditions to be met if any activity is to be called communicative: first, the situation must
be real, and learner roles must be real; second, there must be a need and purpose for

communication; third, learners must feel free to answer as they choose, which brings about
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unpredictability. Teachers must design activities paying attention to these criteria so that

learners perform real communicative activities.

Real communication activities and meaningful tasks promote learning. The teacher
should select the learning activities which encourage learners to use authentic language. Instead
of practicing patterns mechanically, learners are assigned tasks which require the use of
communicative processes such as information sharing, negotiation of meaning and interaction.
“Classroom activities are often designed to focus on completing tasks that are mediated
through language or involve negotiation of information and information sharing”’ (Richards and
Rodgers, 2001: 165). In terms of major activity types in CLT, Littlewood (1981, cited in
Richards and Rodgers, 2001) makes a distinction between functional communication activities
and social interaction activities. Tasks such as comparing a set of pictures and finding out
similarities and differences, creating a sequence of events for a set of pictures or finding out the
missing parts in a map or picture can be given as examples for functional communication
activities. Conversations, discussion sessions, dialogues and role-plays, simulations and
improvisations, on the other hand, fit the category of social interaction activities. In short,
learners are expected to interact with each other rather than with the teacher in a classroom

situation where the process of communication is valued rather than the mastery of structures.

The nature of the syllabus in Communicative Language Teaching has been under
discussion for a long time, and several proposals have been made. Yalden (1983, cited in
Richards and Rodgers, 2001) summarizes the syllabus models as follows: structures plus
functions syllabus; functional spiral around a structural core; structural, functional, instrumental
syllabus; functional syllabus; notional syllabus; interactional syllabus; task-based syllabus and
learner-generated syllabus. Notional syllabus specifies the semantic-grammatical categories
such as frequency and location, and the categories of communicative functions that learners are
supposed to express. In order to expand and develop the syllabus, the Council of Europe has
made some contributions to this syllabus which has included the definitions of the objectives of
foreign language courses for European adults, the situations in which leamers may have the
need to use a foreign language, the topics they may need to talk about such as travel or sports,
the functions a foreign language serves such as requesting, expressing agreement or
disagreement, the notions that are used in the act of communication such as time, frequency and
duration, and also the needed vocabulary and grammar. The result, which was published as

Threshold Level English (van Ek and Alexander, 1980, cited in Richards and Rodgers, 2001),
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specifies the qualities needed in order to be able to have a high level of communicative

proficiency in a foreign language.

Some designers of communicative syllabi have also included task specification and
task organization as a part of their syllabus designs. According to Prabhu (1983, cited in
Richards and Rodgers, 2001), for instance, the form of syllabus designed for communicative
teaching is supposed to include the types to be implemented in the classroom, and tasks should
also be presented in an order according to their difficulty. According to Richard and Rodgers
(2001), Malaysian communicational syllabus (English Language Syllabus in Malaysian
Schools, 1975), which was nationally implemented, is another example for such a model.
Communicative Language Teaching was established around a specification of communicative
tasks. According to the results of needs analysis studies, broad communicative objectives were
divided into twenty-four specific objectives (Richards and Rodgers, 2001). In CLT, the
objectives are organized in such a way that a number of outcome goals or products are
established. Products are achieved through the successful completion of tasks, and in the
syllabus, different situations which include the communicative context, stimuli, learner
interactions, desired outcomes, constraints, etc. are suggested in order t6 enable the learners to
achieve the products. However, in the CLT literature, some have proposed that the idea of
syllabus be abandoned, and some others have suggested that a grammatically based model,

which includes notions, functions and communicative activities be used.

All in all, according to Richards and Rodgers (2001), CLT emerged at a time when
SLT and Audiolingualism started to be considered as inappropriate methodologies. Therefore,
the world was ready to accept such a change in language teaching. The support of leading
applied linguists, language specialists, publishers and some institutions such as the British

Council has helped CLT to be adopted rapidly throughout the world.
1.3.2. From Communicative to Task-Based Syllabus

TBLT is an approach which is mainly based on the use of tasks as a way of
instruction in language teaching. According to Willis (1996b), TBLT is seen as a logical
development of Communicative Language Teaching because it is constructed on the principles
of the communicative movement. Similar to CLT, TBLT includes the use of activities which
involve real communjcation in order to carry out meaningful tasks. Such activities are believed

to promote language learning, and the language used should be meaningful to the learner. As
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Richards and Rodgers (2001) state, tasks function as useful vehicles in order to carry out these

principles.

The similarities in the principles of CLT and TBLT stem from the early
applications of task-based approach in the designs of syllabi within the Communicative
Language Teaching framework. Richards and Rodgers (2001) state that the Malaysian
Communicational Syllabus in 1975 and the Bangalore Project are the two examples for the CLT
syllabi which include the use of tasks to be attempted in a classroom setting. In other words, a

task-based approach started to be followed in these syllabi for the first time.

It is also important to mention the distinction made by Howatt (1984, cited in
Richards and Rodgers, 2001) in order to point out the distinction between CLT and TBLT.
According to Howatt, there is a strong and a weak version of the communicative approach. The
weak version, which represents Communicative Language Teaching namely, stresses the
importance of providing learners with opportunities to use language for communicative
purposes, and attempts to integrate such activities into a wider program of language teaching.
Howatt emphasizes that the strong version of communicative teaching, on the other hand,
advances the claim that language is acquired through communication. According to the strong
version, which represents TBLT, acquisition is not merely a question of activating an existing
knowledge of language. On the contrary, stimulaﬁng the development of the language system
itself is required for acquisition to take place. Howatt describes the former as learning to use a
language, and the latter as using a language to learn. According to McLaughlin (2001), task-
based syllabi fall under Howatt’s strong description of CLT.

The role of tasks has gained more importance due to the studies of some
researchers such as Long and Crookes (1993, cited in Richards and Rodgers, 2001). Tasks have
started to be considered as research tools, and a number of SLA research have focused on the
strategies and cognitive processes employed by second language learners. Richards and Rodgers
(2001) state that such research supports the view that traditional grammar-focused teaching does
not reflect the cognitive learning processes employed in language learning. Providing learners
with tasks, on the other hand, is more beneficial for the activation of the learning processes; and
thus, tasks create better opportunities for language learning to take place. Tasks are more
beneficial because they require learners to negotiate meaning and engage them in naturalistic

and meaningful communication (Willis, 1996b, Ellis, 2003).
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According to Long and Crookes (1992, cited in McLaughlin, 2001), there are two
types of syllabi: synthetic and analytic. In the synthetic syllabi, target language is divided into
discrete linguistic items for presentation one at a time. Acquisition is considered to be a process
of accumulation of parts until the whole structure of language is built up. When syllabus
designers choose a linguistic unit such as a word, structure, notion or function as their
organizational unit, they produce a synthetic syllabus. Learners are expected to learn a language
in parts such as structures or functions independently of one another. Therefore, Long and
Crookes (1992, cited in McLaughlin, 2001) claim that all lexical, structural, notional and
functional syllabi are synthetic. Long and Crookes also claim that even though developers of
synthetic syllabi may find them communicative, they are in fact artificial. In contrast, analytic
syllabi do not include any kind of control over structures or functions as in the synthetic
manner. Long and Crookes emphasize that analytic syllabi are organized in terms of the reasons
for which people are learning a language. The kinds of language performance which are
necessary to meet these purposes are believed to be central in the design of analytic syllabi.
According to Long and Crookes, task-based syllabus which has an analytic nature differs from
structural, lexical, notional and functional syllabi due to the fact that task-based syllabus rejects
taking linguistic elements as the central units of analysis, and instead employs the conception of

tasks.

TBLT is an approach which fulfills the requirements of modern communicative
language teaching principles. TBLT employs the use of tasks in order to promote the
communicative use of language. To have a complete understanding of the rationale behind this
approach, it is necessary to consider how linguists analyze the change from traditional
instruction to task-based instruction in language learning. This analysis will help future linguists
and potential teachers of language education to better understand the features and the

framework of tasks applied in today’s language classroom.

In conclusion, the change towards the use of tasks as the main part of the syllabus
started within the CLT syllabus types. The principles of TBLT emerged in these syllabi for the
first time, and the use of tasks as research tools has helped TBLT to be accepted as a new

method.
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1.3.3. Traditional Instruction versus Task-Focused Instruction

The traditional approach to teaching is based upon an approach which is called
PPP. The term PPP refers to presentation, practice and production stages. After the presentation
of some items, practice activities such as coral repetition, individual repetition and cue-response
drills are provided (Harmer, 2001). In the production stage, learners are given chances to use the
items freely to ensure that learners can use these items in communicative situations whenever
they are needed. However, the results of some studies made by a number of researchers have
proven that the implementation of a PPP approach has unsatisfactory results in language
learning due to its lack of theory and also its lack of concern with the learner. A contrasting
approach which is based on task-based instruction has emerged due to the second language

acquisition research studies carried out by some researchers such as Ellis (1985).
1.3.3.1. The PPP Approach

Skehan (1996Db) states that the PPP approach has some important advantages. First
of all, it has a very comforting nature for the teacher because s/he controls all the classroom
behaviour. S/he operates as the provider of input, the supplier of feedback and the engineer of
controlled activity (Samuda, 2001). The teacher uses a range of techniques to promote the
learning of a specific structure and keeps his or her authority throughout the activities. The
second advantage is its accountability. There are clearly established, certain lesson goals which
can be evaluated easily afterwards. As White (1988, cited in Skehan, 1996b) states, the units to
be studied and the order of the units are decided by the teacher or the syllabus writer. The
underlyiﬁg belief is that learners will learn what is taught in the order in which it is taught. The
empbhasis is on product, and tests evaluate the products of the learners to open a path for their
forward studies. According to Hilgard and Bower (1975, cited in Skehan, 1996b), another
advantage is that there is a clear connection between PPP approaches and the theory behind
them. All learning activities are focused on rules which are expected to become automatic
habits. This is a behaviourist theory of learning, which ‘means that the products of learners are

continually shaped until they fit the demands of the teacher (Ellis, 2002b).
1.3.3.2. From PPP Instruction to Task-Based Instruction

According to the grammar-based approach, a new structure is presented, practiced,

and leamers are given opportunities to produce it. Skehan (2002) states that the underlying
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learning theory for PPP is automatization. This skill-based view of learning applies to many
domains, but whether it applies to language learning is questionable. Language involves many
different systems, often complex and interlocking. Learning a new thing often involves the
modification of the things learnt before. Language learners need to internalize the rules.
However, the approach underlying PPP is behaviourist in nature. It is designed to ensure
automatic response to stimulus rather than creative thought. According to Dave Willis (1996), it
does not encourage learners to think about the target language. Instead, learners are encouraged
to see the target language as a set of isolated patterns which can be accumulated by obediently

following the instructions of the teacher.

Skehan (1996b) states that the advantages mentioned about PPP have started to
lose their importance owing to two major reasons. First of all, the evidence to support PPP
approaches is unimpressive. There are poor levels of attainment in this traditional language
learning situation, and learners leave school with a little knowledge of usable language (Stern
1983). That is to say, most language learning results in failure. Only the gifted learners can
achieve the desired levels of proficiency. In a similar way, some comparative studies show that
methodological factors have had relatively little impact on general levels of success (Stern
1983). According to one of the most influential comparative studies, instruction has no effect on
language learning. The instructed and uninstructed learners were compared with respect to the
length of time they spent in the target language country. The level of achievement did not differ
in the two groups (Fathman 1976, cited in Skehan, 1996b). This suggests that it is better to go to
the country where the target language is spoken and to interact with the native speakers of that

language rather than to attend language courses.

The second reason for Skehan (1996b: 18) is that the underlying theory for a PPP
approach has been discredited: ““The belief that a precise focus on a particular form leads to
learning and automatization (that learners will learn what is taught in the order in which it is
taught) no longer carries much credibility in linguistics or psychology.” On the contrary, the
belief that learning is constrained by internal processes has become more powerful. Learning is
not simply a matter of changing input into output; there are some hidden processes which are
not under the control of the teacher. Ellis (1993) states what the input teachers, syllabus
designers and material writers provide is processed by a learner not necessarily in the intended
way. What is learnt can only be controlled by the learner. While using the target language,
learners produce hypotheses, generalizations and inferences about the language system as a

whole. This means that they make use of the language, but teachers cannot possibly know how
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learners make use of it. Therefore, teachers must be aware of such processes and learners’

contribution to learning.

Dave Willis (1996) states that a PPP approach may at first appear to contribute to
language learning; however, it fails to encourage learners to use the language for
communication. It requires an exact focus on the specific target forms of the language and
encourages learners to produce the language with a proper concern for form. Dave Willis (1996)
finds the appearance illusory and states that PPP shows a great emphasis on forms, but in doing
so it displays a misunderstanding of the learning process. “The concern for form is achieved by
encouraging students to produce language unthinkingly in accordance with stimuli provided by
the teacher. There is no real communicative language use” (Dave Willis, 1996: 44). In other
words, the production stage of the lesson requires learners to use the language expected by the

teacher rather than using language for communicative purposes.

According to Brumfit (1984, cited in Dave Willis, 1996), one way of contrasting a
PPP approach with task-based approach to learning is to state that the former sets a premium on
accuracy, and the latter sets a premium on fluency. In PPP approaches, there is a great deal of
language control on the part of the teacher to ensure accuracy because it is believed that out of
accuracy comes fluency. A task-based approach, on the other hand, encourages learners to do
their best to solve a communicative problem using their existing language resources, which
indicates that the focus is on fluency not on accuracy. Such an approach assumes that out of

fluency comes accuracy.

A methodology based on PPP allows for a focus on a targeted form of language,
and then learners are encouraged to produce language in communicative situations with a proper
concern for form. In fact, learners are supposed to produce utterances of the form identified by
the teacher. There may be other possible meaningful productions by learners; however, the
teacher restricts the learners’ responses by requiring responses of particular forms. What the
teacher looks for is called conformity, not accuracy. Dave Willis (1996: 46) states, “The belief
that lies behind the PPP sequence seems to be that if an item is presented to learners and if they
have time to practice this under teacher control they will then go on to incorporate it in a
production stage — that conformity leads directly to mastery.” According to Dave Willis (1996),
however, it is unrealistic to expect learners to make acquaintance with a new language form and
incorporate it into their working grammar of the language within a single lesson. Therefore, the

production stage does not prove that learners have achieved a communicative command of the
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target form. In short, a good'deal of control on the part of the teacher in the interests of accuracy
leaves little space for the communicative use of language, and learners cannot move smoothly

from the first acquaintance with a target form to the production of that form communicatively.

According to Ellis (1985) teaching does not and cannot determine the way the
learner’s language will develop. Learners use natural processes, and the syllabus is designed
according to these processes. In other words, not the language items but learners’ needs are
taken into account in the syllabus. In relation to this, it has been supported that learners go
through a developmental sequence. This path does not lead directly to the target form but has
several errors on the way. These errors do not simply stem from the mother tongue interference.
Learners, for instance, can control a particular system under some conditions such as having
enough time for conscious processing. However, if learners do not have the facilitator
conditions, they may fall back. Skehan (1996b: 19) summarizes the main points of language
learning as “The notion of learning is, then, a very complex one. It is certainly not a smooth
progression — the elements of the target language do not simply slot into place in a predictable

order.”

PPP approaches have been enduring in their influence in spite of their lack of
success, theory and concern with the learner. However, such inadequacies have caused the
emergence of a contrastive approach to language learning in recent years. This new contrastive
approach to language learning suggests that language input functions as raw material.
According to Skehan (1996b), language input helps learners to review the picture of the target
language system. Early accounts, however, were different. Input was believed to be the key
condition for language learning; therefore, the most important job of the teacher was to provide
language input of high quality. Learners were exposed to a language which was varied in form.
With the help of comprehensible input, learners’ language system would automatically develop
without language-focused instruction (Krashen 1985, cited in Skehan, 1996b). The account that
instruction is irrelevant has been severely criticized (Swain 1985; Gregg 1984, cited in Skehan,
1996b). Later, instruction and interaction have started to gain importance. Despite the findings
of Fathman (1976, cited in Skehan, 1996b) mentioned above, Long (1983; 1988, cited in
Skehan, 1996b) has supported the effect of instruction. However, this effect is indirect and non-
immediate. He holds the view that paying attention to form is vitally important for learners. It
does not mean that teachers will focus on a particular point in a particular lesson as it is the case
in PPP approaches. Learners will be exposed to instruction, and teachers will not expect to see

the immediate impact of the instruction in learners’ use of the language. According to Long
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(1988, cited in Skehan, 1996b), instructed learners make faster progress than the uninstructed
ones and achieve a higher level of attainment. Learners, however, do this by following their own

developmental sequence which is not a sequence imposed by the teacher.

According to Skehan (1996b), SLA research until 1985 showed the problematic
points of PPP approaches but did not give any advice about what should be done to make them
work better. After the mid-1980s, researchers started to find out ways to promote language
learning. Since teachers started to use communicative activities more in classroom settings,
researchers found it necessary to evaluate the effectiveness of those activities. Towards the end
of 1980s, researchers agreed on a consensus. Skehan (1996b: 20) states, “The teachers’ concern
Jor meaning-based activities and the researchers’ investigation of patterns of interaction
suggested a task-based approach to foreign language instruction.” Tasks are activities in which
meaning is focused. While performing tasks, learners use real life language. The achievement of
an outcome signals the success in a task. Task-based instruction is mainly based on
communicative language teaching. Tasks drive learners’ system forward by running
acquisitional processes, and the syllabus design is shaped in tasks as its units (Long and

Crookes, 1991; 1993, cited in Skehan, 1996b).

Skehan (1996b) states that the learning process in a PPP approach is viewed as
learning a series of discrete items and bringing these items together in communicative situations
to provide practice. The learning process in a task-based approach, however, favors learning
through doing. Tasks engage learners with meaning, and therefore their system is encouraged to
develop. According to Doughty & Williams (1998, cited in Richards, 2002:154), “While
carrying out communicative tasks, learners are said to receive comprehensible input and
modified output, processes believed central to second language acquisition and which
ultimately lead to the development of both linguistic and communicative competence.” This
means that successful language learning depends on tasks which require learners to negotiate

meaning and engage in naturalistic and meaningful communication.

In conclusion, Skehan (2002) states that many different concerns about PPP cause
a move towards a task-oriented approach, which stems from three main sources. First, a
considerable amount of evidence from naturalistic studies signals that learners do not follow the
sequences expected in the classroom. Second, SLA strongly supports that the growth of an
interlanguage, a rule-based system which reflects the learners’ appreciation of the patterns of the

target language is a prerequisite for language development. Third, there is a need to create
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opportunities for individualization of instruction so that learners at different stages can be aware
of the point they have reached. The differences between traditional grammar-focused activities

and communicative task work are listed as follows:

“Grammar-Focused Activities

reflect typical classroom use of language

Sfocus on the formation of correct examples of language
produce language for display (as evidence of learning)
call on explicit knowledge

elicit a careful (monitored) speech style

reflect controlled performance

practice language out of context

practice small samples of language

do not require authentic communication

Task-Focused Activities

reflect natural language use

call on implicit knowledge

elicit a vernacular speech style

reflect automatic performance )

require the wuse of Iimprovising paraphrasing, repair and
reorganization

produce language that is not always predictable

allow students to select the language they use

require real communication” (Richards, 2002: 154-155)

1.3.4. Theoretical Aspects of Task-Based Language Teaching

TBLT has a distinguishing place in modern language teaching. Despite the fact that
there have been few practical applications of it and little documentation related to its success in
terms of material development or classroom teaching, TBLT has gained considerable attention
due to the support of some prominent SLA researchers and its link to CLT. The principles
underlying task-based instruction are summarized by Feez (1998, cited in Richards and
Rodgers, 2001) as follows: The focus is not on product, but on process. Purposeful activities
and tasks which emphasize communication and meaning form the basic elements of instruction.
The main belief is that learners learn a language if they interact communicatively and
purposefully in that language. Activities and tasks are of two kinds; tasks which learners may
need to achieve in real life and the ones which have pedagogical purposes specific to the
classroom. Tasks included in a task-based syllabus are put in an order according to their

difficulty. Besides, the difficulty of a task is believed to stem from different factors such as the
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previous experience of the learner, the complexity of the task, the language required to carry out

the task and the degree of the support available for the learner.

According to Willis (1996a), task-based framework differs from a PPP cycle
because the focus on the language is at the end. The communication task forms the centre of the
framework. While performing the task, learners use the language they have learnt from previous
lessons or from other sources. Then they write and talk about how they did the task and
compare their findings. Finally, attention is directed to the specific features of the language
form. Willis (1996a) states that this refers to a holistic experience of the language in use. The
last step is to have a close look at the specific language forms. By that point, learners will have

worked with the targeted forms and processed them for meaning.

In order to have a complete understanding of TBLT, it is necessary to mention the
most important features of TBLT, which form the basis for its theoretical aspects. First of all,
the definition of the term task is necessary. The theory of language, the theory of learning,
syllabus, learner roles and teacher roles are also worth discussing to increase the understanding

of the task-based approach.
1.3.4.1. Definitions of Task

The notion of ‘task’ has the main role in TBLT, and there are various definitions of
tasks. Long (19835, cited in Nunan, 1989: 5) states, “/a task is] a piece of work undertaken for
oneself or for others, freely or for some reward. Thus, examples of tasks include painting a
Sence, dressing a child, filling out a form, ... In other words, by ‘task’ is meant the hundred and
one things people do in everyday life, at work, at play, and in between.” For the definition of
tasks, Crookes (1986, cited in Bygate, Skehan, Swain, 2001: 9) says, “A piece of work or an
activity, usually with a specified objective, undertaken as a part of an educational course, at
work, or used to elicit data for research.” Famous for his Bangalore Project, Prabhu (1987: 24)
states, “An activity which required learners to arrive >at an outcome from given information
through some process of thought and which allowed teachers to control and regulate that
process was regarded as a ‘task’.” Nunan (1989: 10) states, “In general, I too will consider the
communicative task as a piece of classroom work which involves learners in comprehending,
manipulating, producing or interacting in the target language while their attention is
principally focused on meaning rather than form.” According to Skehan (1996b: 20), “Tasks

....are activities which have meaning as their primary focus. Success in tasks is evaluated in
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terms of achievement of an outcome, and tasks generally bear some resemblance to real-life
language use. So, task-based instruction takes a fairly strong view of communicative language

teaching.”

All in all, all these definitions are very close to each other. Small differences stem
from different points of emphasis. Long and Skehan, for instance, emphasize the real world
relationship for an activity to be taken as a task. Prabhu, Nunan and Crookes, however,

emphasize the outcome nature of tasks.
1.3.4.2, Theory of Language

Richards and Rogers (2001) hold the view that TBLT is more concerned with a
theory of learning rather than a theory of language. In task-based pedagogy, the content of the
language to be negotiated in class is left to the teacher and the learner. Rather than teaching
materials, learning materials are designed to promote learning opportunities. Language is
mainly viewed as a means of making meaning. It is because, as Skehan (1998) emphasizes,
meaning has the central role in language use. Besides its use to make meaning, language is
believed to have multiple models in TBLT. According to Richards and Rodgers (2001: 226),
“ddvocates of task-based instruction draw on structural, functional, and interactional models of
language.” Skehan (1998), for instance, emphasizes structural criteria for determining the
complexity of tasks. Berwick (1988, cited in Richards and Rodgers, 2001), on the other hand,
proposes functional classification of task types. In the classification of task types, Berwick
divides task goals into two types; social goals which require the use of language because of the
activity learners are engaged and educational goals which serve didactic functions. In terms of
interactional models of language, Pica’s distinction may be given as an example. Pica (1994,
cited in Richards and Rodgers, 2001), makes a distinction between interactional activity and
communicative goal in terms of interactional dimension of tasks. In short, the use of language in

TBLT involves three models of language theory.

Another dimension of the language use within TBLT is that lexical units have a
central role in language learning and use. According to Richards and Rodgers (2001),
vocabulary has gained a central role in second language learning. Vocabulary includes the use
of lexical phrases, sentence stems, prefabricated routines, collocations and also words as units
of linguistic lexical analysis and language pedagogy. Many task-based proposals make use of
this perspective. Skehan (1996b) states that the language theory in.much of language teaching is
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structural, which means that vocabulary items are used to fill in structural patterns. However,
many linguists and psycholinguists emphasize that native language speech processing has a
lexical nature. According to Skehan (1996b), this means that speech processing is based on the
production and the reception of the whole phrase units. By the same token, the fluency of the
learner, which refers to the learner’s capacity to produce language in real time without pausing
for hesitation, depends on lexicalized models of communication. Skehan (1996b) concludes that
the pressures of real-time speech production can only be overcome if excessive rule-based

computation is avoided.

Nunan (1989) emphasizes that the top-down (using the knowledge of the larger
picture to assist comprehension) and the bottom-up (various components of the language fit
together and produce the language) distinctions resemble the distinction between meaning-
focused and form-focused tasks. In designing communicative tasks, it is necessary to consider
the extent to which focus on linguistic forms is required. Prabhu (1987), for instance, supports
that it is not needed to provide practice activities which focus on individual linguistic
components as an important part of communicative tasks. Rutherford (1987); on the other hand,
supports that a linguistic focus, in the form of consciousness-raising activities, should be

included in the task design.

Conversation is also emphasized as the central focus of language. “Speaking and
trying to communicate with others through the spoken language drawing on the learners’
available linguistic and communicative resources is considered the basis for second language
acquisition in TBI...” (Richards and Rodgers, 2001: 228). It is certain that most of the tasks
within task-based instruction include conversation because of its contribution to the acquisition
process. In addition, Dyer (1996) states that task-based instruction involves some implications
for writing activities. Writing tasks with specific objectives cause the most significant gains in
student writing. Writing tasks should be sequenced from personal response to precise

comprehension to critical synthesis, analysis and evaluation of data.
1.3.4.3. Theory of Learning

The insights derived from the recent research in second and foreign language
development have made it certain that language learning is a developmental process which takes
place in the form of partial learning of many items at a time rather than a complete mastery of

one item at a time. According to Kumaravadivelu (1991), language learning is more incidental
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than intentional. Learner strategies and learner processes produce the final learning outcome;
therefore, there is a tendency to relate L2 teaching to the knowledge about L2 development and
to make L2 pedagogy more learner- and learning-oriented and less teacher- and teaching-

oriented.

Kumaravadivelu states that one of the learner- and learning-oriented pedagogies
discussed in recent ELT literature is task-based pedagogy which involves much more than
designing a syllabus or a new text book. Those who have explored the theoretical principals and
classroom procedures of task-based pedagogy emphasize the need for a fundamental
restructuring of the relationship between teaching input and learning outcome; between
curricular content and classroom procedures, and between teacher and learner roles. There are
many debates on the input and output processes, negotiation and modification of meaning.
Krashen and Terrell (1983) insist that comprehensible input is one sufficient criterion for
successful language acquisition. According to Long’s interaction hypothesis (1983; 1985; 1996,
cited in Mackey, 1999), interaction facilitates acquisition because of the conversational and
linguistic modifications which take place in that discourse and provide learners with the input
they need. Others have pointed out the importance of productive output as well as input for
adequate language learning. In Canada, Swain (1985, cited in Richards and Rodgers, 2001), for
instance, claims that even after years of exposure to comprehensible input, the language ability
of immersion students did not develop as much as expected. Therefore, adequate opportunities
for a productive use of language should also be provided. According to Swain (1995, cited in
Mackey, 1999), in their efforts to be understood in the target language, learners are pushed in
their production. They try out new forms and modify their output. In order to explore output,
Swain and Lapkin (1998) investigated language-related episodes in which learners talk about
the language they are producing. For Swain (1985, cited in Richards and Rodgers, 2001), tasks
provide opportunities for both input and output requirements, which form key processes in

language learning.

Some other researchers have emphasized the negotiation of meaning as the
necessary element in second language acquisition. Swain and Lapkin (1998) state that messages
are transmitted as output from one source and received as input elsewhere; and when there are
difficulties in encoding or decoding these messages, language users modify and restructure their
interaction in order to comprehend the message. Thus, the activity of negotiation leads to
language learning because learners are provided with comprehensible input. Gonzalez-Lloret

(2003) delivered task-based CALL (computer-assisted language learning) activities via the
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internet to test whether negotiation and communication occurred, and whether the negotiation
was similar to that reported in previous studies which support the idea that negotiation
facilitates the comprehension process. The results show that the language produced by the
participants is typical of negotiation for meaning, where learners focus on the completion of the
task, and where language is used to satisfy communicative purposes in an economical way
rather than in long and accurate ways. It is supported that negotiation leads to comprehension
and ultimately to language acquisition. According to Plough and Gass (1993, cited in Richards
and Rodgers, 2001), meaning negotiation focuses a learner’s attention on some part of his or her
utterance such as pronunciation, grammar or lexicon, and this results in the modification of
meaning. Plough and Gass conclude that negotiation works as a trigger for acquisition;
however, the effects of interaction may not be immediate. Learners experience delayed
developmental effects of interaction. All in all, according to Richards and Rodgers (2001), tasks
are believed to involve the processes of negotiation, modification, rephrasing, experimentation
and input-output practice, and these key elements in language learning are achieved through the

use of transactionally focused conversations.

Another dimension of tasks is that they improve learner motivation; and thus, they
promote language learning. Richards and Rodgers (2001) state that tasks require learners to use
authentic language, and they have well-defined dimensions and closure. Tasks are varied in
format and operation. Some tasks include physical activity, some tasks depend upon partnership
and collaboration, some tasks involve the use of learners’ past experience, and some others
typically tolerate and encourage different communication styles. According to Willis (1996b),
learners have motivation because there is the use of authentic language. Learners are motivated
to listen to each other because they want to compare their findings with the ones their
classmates have reached. In short, tasks are useful vehicles which are designed to sustain the
level of the learner motivation throughout the task; and thus, learning process is aimed to stretch

forward.
1.3.4.4. The Syllabus

The importance of the syllabus stems from the fact that the syllabus specifies the
content and the learning outcomes for classroom teaching activities. According to Richards and
Rodgers (2001), a conventional syllabus typically specifies the content of a course from
categories such as language structures, functions, topics and themes, four macro skills,

competencies, text types and vocabulary targets. However, the proponents of TBLT do not have
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an interest in learners’ development in these categories. As Richards and Rodgers (2001) state,
the proponents of TBLT are more concerned with the process dimensions of learning than with
the speciﬁc content and skills which are acquired as a result of the activation of these processes.
Therefore, a TBLT syllabus is based on the specification of tasks which learners are supposed to
carry out within a program. According to Nunan (1989), a syllabus for TBLT is based on two
types of tasks; real-world and pedagogical tasks. Real-world tasks are designed to practice and
rehearse the qualities which are important in terms of a need analysis and real world.
Pedagogical tasks, on the other hand, have a psycholinguistic base in SLA theory and research,
and they do not have to reflect the real-world type of tasks. A task involving booking a hotel
room, for instance, is an example for real-world tasks. Information-gap tasks are pedagogical

tasks.

In the Bangalore Project (a task-based design for primary age learners of English),
Prabhu (1987) specifies 18 types of tasks in the syllabus. The task types are diagrams and
formations, drawing, clock faces, monthly calendar, maps, school timetables, programs and
itineraries, train timetables, age and year of birth, money, tabular information, distances, rules,
the postal system, telegrams, stories and dialogues, classification, and personal lists. These task
types are given with the possible activity types. According to Nunan (1989), many of the tasks
in the Bangalore Project have little world relevance but have validity because they are

intellectually valid, meaning-focused, and they put language to use.

Long and Crookes’s (1992, cited in McLaughlin, 2001) distinctions between
synthetic (the target language is divided into discrete linguistic items for presentation one at a
time) and analytic syllabi (the purposes for learning a language, the performances to fulfill these
purposes, and learners’ analytic capabilities while recognizing the linguistic components of the
language behaviour are important) are important for the syllabus analysis in TBLT. When
syllabus designers choose a linguistic element such as a word, structure, notion or function as
the organizational unit, they follow a synthetic syllabus. This means that lexical, structural,
notional and functional syllabi are all synthetic. According to McLaughlin (2001), researchers
support the use of task-based syllabi following an analytical model. Learners do not move from
zero to target-like use of the items in a single step. On the contrary, learners undergo a
developmental sequence. Second language acquisition may involve temporary deterioration in
learners’ performance. Learners may hesitate between the correct and non-native like forms for

extended periods.
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The development of learner-centered approaches to language teaching has
stemmed from CLT and contributed to syllabus analyses. According to Nunan (1989), both the
teacher and the learner create ideas for the task design, and the information gained from learners
is used in planning, implementing and evaluating language programs. Nunan (1989) suggests
that both the teacher and the learner should work collaboratively in decisions on content
selection, methodology and evaluation. Similarly, Finch (1999) states that White’s Type B,
analytic as opposed to synthetic syllabus, and Breen’s process rather than propositional
paradigm imply a learner-centered focus on performance, problem-solving and reflection which
is not involved in earlier forms of syllabi. The focus is on process rather than product, on how to

learn rather than what to learn.

Besides, Long and Crookes (1992, cited in McLaughlin, 2001) suggest that
syllabus designs should include the identification of the learners’ language needs. Real world
tasks such as buying a train ticket, renting an apartment or taking notes in a lecture are
recommended. After the learner needs are identified, the designers must classify these needs
into target task types. Pedagogic tasks derived from the real world tasks must be put into order
to form the task-based syllabus. The assessment in task-based syllabus depends on criterion-
referenced bases. The experts in the field are supposed to establish criteria for the student

performance on tasks.

Norris, Brown, Hudson and Yoshioka (1998, cited in Richards and Rodgers, 2001)
provide the examples of real-world tasks grouped according to their themes. For a theme of
vacation, for instance, they propose the tasks of booking a flight and a room or choosing a hotel.
Both the themes and task types go hand in hand in their syllabus. However, according to
Richards and Rodgers (2001), this classification does not offer much beyond the intuitive
impressions of the writers of Situational Language Teaching materials of the 1960s or the data-
free taxonomies that are seen in Munby’s Communicative Syllabus Design (1978, cited in
Richards and Rodgers, 2001).

To conclude, it is apparent in the examples above that task selection is taken as a
basis for a task-based syllabus. However, the ordering of tasks also requires some attention.
Richards and Rodgers (2001) state that the intrinsic difficulty has been proposed as a basis for
the ordering of tasks, but task difficulty is a concept which cannot be determined easily. In order
to help determine the task difficulty, Honeyfield (1993, cited in Richards and Rodgers, 2001)

offers such considerations as procedures, input text, output required, amount and type of help
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given, role of teachers and learners, time allowed, motivation, confidence and learning styles.

These considerations are taken into account before tasks are ordered in terms of their difficulty.
1.3.4.5. Learner and Teacher Roles

In task-based pedagogy, the role relationship between the teacher and the learner is
very important. According to Kumaravadivelu (1991), both the teacher and the learner share the
responsibility to create, promote and sustain learning opportunities in the L2 class. Through
meaningful interaction and negotiation, the teacher and the learner carry out a co-operative
process of decision-making. The importance given to interaction and negotiation in a task-based
classroom increases the importance of the roles of the teacher and the learner, and reduces the
roles of the syllabus designer and the materials producer. The teacher and the learner have a
remarkable degree of flexibility, for they are presented with a set of general learning objectives
and problem-solving tasks, rather than a list if specific linguistic items, within task-based
language learning pedagogy. Similarly, Cameron (1997) defines task as a classroom event that
has coherence and unity, with a clear beginning and an end, in which learners take an active
role. The active role played by the learner is a key feature. According to Mitchell and Parkinson
(1979, cited in Cameron, 1997), if learners are not required to play an active role in a particular
part of a task, the task does not exist. The reason is that the evaluation of the participants and the

redesign of the same task depend upon the participants’ active involvement.

Richards and Rodgers (2001) state that task work specifies several roles for the
learner and the teacher. Learners are mainly expected to be group participants, monitors, risk-
takers and innovators. Many tasks involve pair or group work; therefore, learners are supposed
to learn how to work as group participants. In TBLT, the main role of tasks is to facilitate
language learning. Each task has to be designed to enable learners to focus not only on the
message but also on the form, and learners should be able to reflect on their learning by
monitoring their own production. Besides, Richards and Rodgers (2001) claim that tasks may
require learners to create or interpret messages for which they lack linguistic resources and prior
experience. Learners have practice in restating, paraphrasing or using paralinguistic signals in
such tasks. Learners also educate their skills of guessing from the context, asking for
clarification, and consulting with other learners. Such practice is easily carried out if learners act

as risk-takers and innovators.
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According to Richards and Rodgers (2001), some specific roles are also assigned
for the teacher in task-based instruction. First of all, the teacher has the central role of selecting,
adapﬁng and creating tasks. The teacher should also take learner needs, interests and current
language skills into account before forming his or her adaptation of tasks into an instructional
sequence. Another role for the teacher is to prepare learners for the task. This preparation can be
done through the introduction of the topic, clarifying the task instructions and reminding
learners about some useful words for the task. As Richards and Rodgers (2001) state, a TBLT
teacher is supposed to prepare consciousness-raising activities through which learners will be
able to focus their attention on the critical features of the language they hear or use. Besides,
Medgyes (1990) states that communicative teachers have two-fold jobs. First, they need to
satisfy specific needs of the groups as a whole. This is easy if the group members are
homogenous in terms of age, interests, occupation, cultural and educational background.
However, generally it is not the case. TENOR (Teaching English for No Obvious Reasons) is
the most common category all over the world. Therefore, future needs of the learners cannot be
predicted easily. Second, teachers should pay attention to individual aspirations. “The group,
which used to be regarded as a faceless, monolithic mass, is seen today as an organic unit
comprising learners of the most diverse nature” (Medgyes, 1990: 104). In other words, personal

differences in age, motivation, intelligence, linguistic level and etc. should not be ignored.

To sum up, learners are actively involved in the process of performing tasks. They
work in pairs or groups in order to solve a problem. Teachers, on the other hand, are supposed
to create the necessary atmosphere for language learning. Teachers and learners work together

to choose the topics which attract learners.
1.3.5. Common Features of Tasks

Willis (1996b) suggests that the term task is used to refer to activities in which
learners use the target language for communicative purposes in order to achieve an outcome.
The teacher or the task designer has some important reqﬁirements. S/he must choose motivating
topics for learners to keep their attention throughout the task, create intellectual and linguistic
challenge which must be suitable for the level of the learners and increase their language

development as much as possible.

Petrovitz (1997) states that the main shortcoming of traditional grammar materials

is a lack of context; however, in recent years, the need to include context, communication and
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use has increased. Tasks used in TBLT are goal-oriented activities, which means that learners
must achieve a specific objective in a given time. The successful completion of a task requires
undefstanding and conveying meanings (Willis, 1996b). When learners are engaged in a task,
they use the target language in a meaningful way. Showing learners a picture and telling them
to write some sentences to describe the picture, for instance, would be an example for an
activity which lacks an outcome. In this activity, there is no communicative purpose, but only
the practice of some linguistic items (Batstone, 1994). However, if the teacher shows the picture
briefly and wants learners to write true and false sentences about it or to create a solution for the
problem presented in the picture, learners will force themselves to remember the points that the
other learners may have forgotten and to try to find out the best ways to challenge the memories
of others. Willis (1996b) holds the view that in order to be able to achieve this goal, learners are
supposed to focus on meaning first. Then, they focus on the best ways to express this meaning

linguistically.

Willis (1996a) states that language lessons might be filled with nothing but tasks.
Learners can get various opportunities to interact with each other in pairs or groups. Group
atmosphere also encourages learners to express themselves freely and increase their confidence
in using the target language. If a variety of topics and task types is provided, then learners
broaden their language experience, extend their vocabulary and boredom is prevented. In order
to prevent any classroom pidgin or fossilization, Skehan (1996b) states that learners need a
constant linguistic challenge, which will help them to drive their interlanguage development
forward. To summarize, learners learn better through participating in meaning-oriented

interactions; therefore, the opportunities for interaction should be increased.
1.3.5.1. The Language Use in Tasks

In terms of the language use, TBLT is highly flexible. According to Willis (1996b:
24), “An important feature of TBL is that learners are free to choose whatever language forms
they wish to convey what they mean, in order to fulﬁﬂ, as well as they can, the task goals.”
Whenever the need to communicate is strongly felt, newly acquired words and phrases come to
mind. All these valuable attempts to communicate in the target language should be encouraged
by the teacher. The teacher is supposed to monitor these attempts from a distance. During the
task stage, the teacher does not make any corrections because it is necessary that learners should
feel free to experiment with the target language on their own by taking risks. In order to secure

risk taking by the learner, Willis (1996b) insists that the teacher explain that to risk getting
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something wrong is better than to say nothing. If learners can also regard their errors in a
positive way, consider their errors as a natural part of learning, it will be easier for them to
expefiment with language. The main point is that if the message is understood, this means that

the learner has been successful; on the contrary, if he keeps silent, he is less likely to learn.

Providing opportunities for free and meaningful use of the target language is one
side of the medal. The kind of language which must be used in tasks is also important.
Traditionally, learners are expected to work more often with the written language, and in terms
of the spoken language, learners think that they are expected to speak in full sentences. At this
point, Willis (1996b) emphasizes that lexical phrases which function between lexis and
grammar gain importance. Lexical phrases such as ‘don’t know’, ‘doesn’t matter’, ‘on the way
home’, ‘sounds great’, and linking devices such as ‘and’, ‘but’, ‘so’, ‘therefore’ and ‘though’
are acquired by learners as fixed chunks and stored in the mind as whole units. While speaking
spontaneously, people use lexical phrases rather than using perfectly formed grammatical
sentences. The rule is the same for language learners. Teachers should not expect leamners to
build complete sentences while performing tasks. Otherwise, it would be like speaking written
English which would be very difficult even for the native speakers. In traditional classes,
teachers also tend to ask learners to speak about the points of the shared knowledge, which is
another example of unnatural language. However, in the classroom situation, speakers can see
each other so that they can understand one another by means of looks and gestures. Therefore,
Willis (1996b) insists that learners should not be expected to be verbally explicit about the
things which are common to the whole class. In short, tasks should expose learners to
spontaneous language in appropriate situations and give learners a chance to use it because it is

what learners commonly need in real life situations.

1t is also certain that the use of authentic materials in the classroom is beneficial to
the learning process. According to Guariento and Morley (2001), awareness of the need to
develop learners’ skill for the real world means that teachers should try hard to stimulate this
world in the classroom. According to Little et. al. ( 1988, cited in Guariento and Morley, 2001),
one way of doing this is to use authentic material. If learners are exposed to the language of the
real world, this will help them to acquire an effective receptive competence in the target
language. Wilkins (1976, cited in Guariento and Morley, 2001) states that the use of authentic
texts bridges the gap between classroom knowledge and learners’ capacity to participate in real

world events. In short, learners should be given opportunities to experiment with the language
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freely with the help of authentic materials so that learners might feel that they are learning the

real language, and that they are in touch with a living entity.
1.3.5.2. Sequencing Tasks

It is important to bring meaning and form together in TBLT. The concerns with the
content of tasks resulted in some criteria about selecting and grading tasks. Early attempts to
characterize task difficulty were not satisfactory. Skehan (1992, cited in Skehan, 1998) proposes
a three-way distinction for the analysis of tasks based on code complexity (linguistic complexity
and variety, vocabulary load and variety, redundancy and density), cognitive complexity
(cognitive familiarity — familiarity of topic and its predictability, familiarity of discourse genre,
familiarity of task; cognitive processing — information organization, amount of computation,
clarity and sufficiency of given information, information type) and communicative pressure
(time limits and time pressure, speed of presentation, number of participants, length of texts
used, type of response, opportunities to control interaction). These task sequencing features
draw on previous work by Candlin (1987, cited in Skehan, 1996a) and Nunan (1989). Code
complexity is based on the areas of syntactic and lexical difficulty. Cognitive complexity
distinguishes between the areas of processing and familiarity. Processing is based on the amount
of on-line computation which is required while doing a task. Familiarity, on the other hand, is
based on the extent to which a task invites ready-made solutions. Communicative stress consists
of some factors which have an effect on the pressure of communication. Time pressure is related
to how fast a task must be done. Modality is concerned with the four skills; writing, speaking,
listening and reading. It is believed that speaking causes more pressure than writing, and
listening more pressure than reading. Scale refers to some factors such as the number of the
participants in the task or the number of relationships involved. Stakes is concerned with how
important it is to do the task correctly. This means that if the process is important, then the
stakes are low, and if it is important not to make any mistakes while performing the task, then
the stakes are high. Finally, control concerns the extent to which participants have control over

the task and over how it is done.

In conclusion, Skehan (1998) states that this three-part scheme stems from the
definitions of tasks. A task makes meaning primary by giving learners the opportunity to do
tasks under conditions which relate to real life. The general components of the scheme are
concerned with different major influences on performing a task; and thus, real-world

relationships are obtained.
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1.3.5.3. Four Skills in Tasks

In terms of the four skills; listening, speaking, reading and writing, the task-based
cycle gives learners different opportunities to improve them. According to Willis (1996b), skills
are not practiced separately; learners practice a combination of skills in order to achieve the task
goals. They read and take notes; they speak to an audience and listen to the recordings of the
native speakers doing the same task. However, Willis (1996b) points out that it is also important
for teachers to know the future needs of the learners so that they can select tasks depending on
their specific needs. If learners need English for academic purposes, for instance, it would be
better to devise tasks involving reading, listening, note-taking and summarizing. Some learners
may need translation skills, which means tasks involving the comparisons of texts in L1 and 1.2

would be helpful.
1.3.5.4. Task Types

Tasks are activities which include reading as well as speaking, and many of them
lead to writing. According to Richards and Rodgers (2001), in the literature of TBLT, there |
have been several attempts to group tasks into different categories. In order to make the picture
clearer, these several lists should be given in detail. According to Willis (1996b), there are six

main types of tasks which teachers can use with any topic:

1. Listing: Listing type of tasks include brainstorming and fact-finding activities. In
brainstorming, learners use their own knowledge or experience to add new dimensions to the
topic. Learners try to find out new things by asking questions to each other or to other people or
by referring to books in fact-finding. Listing tasks result in a lot of talk while learners try to

explain their findings or ideas.

2. Ordering and Sorting: Four main processes are included in ordering and sorting
tasks. Learners may sequence items, actions or events according to their chronological or a
logical order, or leamers may rank items by using their personal values or some specified
criteria. The third process is to categorize items under some given headings. It is also possible to

categorize items when the categories are not given at all.
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3. Comparing: In these tasks, there is the comparison of information of similar
nature but from different sources or versions so that learners identify common and/or similar

points.

4. Problem-solving: Learners’ intellectual and reasoning powers are included in
such a challenging task type. The processes employed by learners and the time scale take shape
according to the type and the complexity of the problem. Real-life problems encourage learners
to make hypotheses, describe their experiences, compare some alternative solutions and agree
on a final solution. In completion tasks, learners are engaged in the efforts to predict the ending

or beginning of a text.

5. Sharing Personal Experiences: In this type of tasks, learners talk freely about
themselves and learn about the experiences of others. Such open tasks are more difficult to
manage because the resulting interaction resembles a casual social conversation. Besides, this

type of interaction is not as goal-oriented as the ones used in other task types.

6. Creative Tasks: Creative tasks are some kind of projects in which learners work
in pairs or groups. These tasks have more stages than the other task types, and they may include
the use of the other task types as summarized above. Learners may have the need to do some
out-of-class research. Organizational skills and team work are required in order to complete the
task successfully. Generally, the outcome is also beneficial for the leamers other than the ones

who produced it.

Besides this classification in which tasks are categorized in six groups as listed
above, according to Willis (1996b), tasks are also classified into two groups as closed and open
tasks in terms of their ways of achieving the outcome. Willis (1996b) supports that closed tasks
are highly structured tasks with very specific goals. For instance, learners are required to read
two different versions of the same text and find four differences in the usage of sentence
connectors in two minutes time. Most comparing tasks form the examples of closed tasks in
which the instructions are very specific, and there is only one possible outcome and one way of -
achieving it. According to Willis (1996b), open tasks, on the other hand, are more loosely
structured, and they have less specific goals such as to compare the memories of grandparents or
to exchange opinions on a theme. Open tasks still have goals, but they are less predictable
because the range of learners’ experience is so wide. Besides, some task types are between open

and closed types. Logic problems, for example, have one specific goal and one outcome, but
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learners may use different ways to achieve the outcome. Ranking tasks and real-life problem-
solving tasks have also specific goals, but learners’ outcomes may be different from one other’s,

and they may use different ways in order to reach their outcomes.

Willis (1996b: 28) says, “Generally speaking, the more specific the goals, the
easier it is for students to evaluate their success and the more likely they are to get involved
with the task and work independently.” The goal of a task and the possible outcome the learners
are expected to achieve are the key factors which give learners the motivation they need to
complete the task and to benefit from this learning opportunity. In short, tasks with specific
goals encourage learners to interact in the target language by enabling them to sustain their level

of motivation during the task.

Pica, Kanagy and Falodun (1993, cited in Richards and Rodgers, 2001) propose a
classification of tasks according to the type of interaction which occurs in task accomplishment.

Tasks are classified into five categories as follows:

1. Jigsaw tasks: Jigsaw tasks engage learners in combining different pieces of
information in order to form a whole. Four individuals or groups may have the different pieces

of a story, for instance, and they try to put the pieces together to get the whole story.

2. Information-gap tasks: One learner or a group of learners has one set of
information; another learner or a group of learners has a complementary set of information. In

order to complete the task, learners are supposed to negotiate and find out the information of the

other party.

3. Problem-solving tasks: A problem and a set of information are presented, and
learners are expected to find a solution for the problem. Generally, there is only one possible

solution for the problem.

4. Decision-making tasks: Learners are given a problem, but in this type of tasks,
learners are also informed that there are a number of possible outcomes for the problem.

Learners choose one of the solutions through negotiation and discussion.

5. Opinion-exchange tasks: Without having the need to reach an agreement,

learners are expected to be engaged in discussions and exchanging their ideas.
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Beside these classifications of tasks, Richards and Rodgers (2001) distinguish
some specific characteristics of tasks as: one-way or two-way (whether there is a one-way
exchange of information or a two-way exchange in the task), convergent or divergent (whether
learners are expected to reach a common goal or several different goals), collaborative or
competitive (whether learners collaborate or compete with each other while they are carrying
out a task), single or multiple outcomes (whether the task has a single outcome or many
different outcomes), concrete or abstract language (whether the task requires the use of concrete
language or abstract language), simple or complex processing (whether the task requires
learners to employ simple or complex cognitive processing), simple or complex language
(whether the task requires learners to use linguistically simple or complex language) and reality-
based or not reality-based (whether the task involves a real-world activity or a pedagogical

activity which cannot be found in the real-world).

Finally, it is worth mentioning Ellis’s task classification which is based on task
reciprocity. Ellis (2001: 49) states, “Reciprocal tasks are tasks that require a two-way flow of
information between a speaker and a listener; they are speaking tasks. Non-reciprocal tasks
require only a one-way flow of information from a speaker to a listener.” What Widdowson
(1978) calls as reciprocal and non-reciprocal activities is the same with reciprocal and non-
reciprocal tasks mentioned. According to Ellis (2001), this classification is best explained
through a continuum rather than a dichotomy. At one end of the continuum exist non-reciprocal
tasks, and learners do not have the opportunity to interact with each other or the teacher. At the
other end exist reciprocal tasks which can be achieved successfully if learners interact their
meanings with each other. In between these two ends, there are tasks which permit leamers to

interact, but these permissions are in a way restricted. In other words, tasks are distinguished in

terms of their varying degrees of reciprocity.
1.3.5.5. The Advantages of Learning through Tasks

In addition to the classification of tasks,' it is vitally important to discuss the
advantages of TBLT in terms of the learners’ point of view. According to Willis (1996b),
learners who are not used to TBLT may not realize its advantages, may need some time to
understand the requirements of tasks and may need to be persuaded of the benefits. Some
research carried out in this field shows that learners find it fun to work with their classmates in
groups. Koksal (1993, cited in Willis, 1996b), for instance, carried out a research at Eyiiboglu
High School, Istanbul Turkey with secondary level students aged around fifteen and collected
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data showing that learners have positive reactions towards task-based activities. Besides,
Council for Cultural Co-operation Education Committee (2000) recommends TBLT as a

supportive approach to communicative language teaching.

According to Willis (1996b), doing a task in pairs or groups provides learners with
many advantages. The privacy of a pair or a small group gives learners the possibility to try out
the language items they know and also the ones they think they know. Tasks also require
spontaneous interaction, which means that learners compose what to say next in real time and
find the necessary expressions while listening to what is being said. Another advantage of task
work is that while trying to achieve a goal, learners have the opportunity to observe how the
others express similar meanings. The act of observing other learners functions as a corrective
feedback. Unlike the teacher-led interaction in which learners only respond to questions,
interaction in tasks involves the negotiating turns to speak, responding to questions and reacting
to others’ responses. It is also another important fact that learners use language purposefully and
co-operatively in tasks. Willis (1996b) insists that learners work in groups and try to find the
best language items to express their meaning; and thus, achieve communicative goals of the
task. In short, if learners are not accustomed to task work, they may not realize the advantages;

therefore, it is necessary to explain the benefits of TBLT, and how it functions as a facilitator of

learning.
1.3.6. The Framework of Task-Based Language Teaching

Willis has made some important contributions to the TBLT literature. Especially,
her framework of TBLT, which consists of three parts: pre-task, task cycle and language focus,
is important because it clearly illustrates the basic procedures of TBLT framework. According
to Willis (1996b), in the pre-task phase, the teacher introduces the topic and the task and teaches
some necessary new vocabulary. The task cycle phase provides learners with a chance to use the
target language to complete the task. The teacher gives feedback whenever it is needed, at the
planning stage or after the report. According to the type of the task, exposure to language in use
such as listening to the recordings of other people doing the same task can be provided either
before or during the task cycle. As Willis (1996b) emphasizes, three basic conditions of
language learning which are exposure, language use and motivation are achieved until the end
of the task cycle phase. The language focus phase includes a closer study of some specific

features which naturally occur in the language used during the task. The analysis and the
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practice components of the language focus phase provide the desirable extra condition of

language learning, which is explicit study of the language form.

According to Willis (1996b), language learners have the need of two things —
variety and security. The use of different topics, texts and task types gives learners the variety
they need. The sense of security is provided with the framework of TBLT which has three
distinct phases. Learners are aware that the task cycle phase is followed by the language focus

phase; therefore, they feel less worried about the new language they meet during the task cycle.

The teacher’s role is important in TBLT lessons. According to Willis (1996b),
teachers function as a facilitator throughout the process and balance the amount of exposure and
the language use. The teacher sets tasks up, makes sure that learners understand and helps them
to come to a close. In TBLT, the emphasis is on leamers who do things in pairs or groups and
use the target language in order to achieve an outcome. Despite the fact that learners perform
tasks independently, the teacher still has the control over the process, which means that s/he can
stop all the activity whenever it is needed. In a broader sense, the teacher functions as a course
guide who explains the objectives of the task to learners and how the parts of the framework
achieve these objectives. Knowing what they will achieve in the task increases the learners’

motivation.

Willis (1996b) states that the TBLT framework has a highly flexible nature. The
components of the framework can be shaped easily according to learners’ needs. If learners are
insecure false beginners, for instance, the report component can be skipped. However, more
time can be spent on this component if learners are fluent and confidant. It is also a fact that if
the topic is familiar for the learners and the task is short, then it may be possible to set two task
cycles in one lesson. On the other hand, the framework can be divided into two lesson hours
with unfamiliar topics and complex tasks such as problem solving. All in all, the familiarity of
the topic, the complexity of the task and the learners’ needs decide how the components of the
framework should be weighted. A closer study of the cdmponents of the framework one by one

will clarify possible confusions.
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1.3.6.1. The Pre-task Phase

As Willis (1996b) mentions, the pre-task phase is the shortest stage, which lasts
between two and twenty minutes. The amount of the time depends on the familiarity of the topic
and the complexity of the task itself. The teacher can prepare the task by using a course book or
a reference book or by himself. Much advance preparation is not needed if a course book is
decided to be used because a good textbook introduces the topic and supplies some preparatory
activities for learners. However, if the teacher decides to prepare his or her own task, there will
be more preparation to do beforehand such as providing some suitable pictures, creating
vocabulary-building ideas or sometimes making a recording of native speakers doing the task.
Although preparing a task for the first time involves some preliminary work, it can be used
again and again with different classes. Besides, when learners get accustomed to TBLT, they

can work independently without needing much teacher guidance.

According to Willis (1996b), the pre-task phase has three steps to be followed.
First, the teacher introduces the topic. Simple topic areas such as family; school or work do not
need long introduction. However if the topic is unfamiliar for the learners, there may be a need
to clarify the new points. Second, the teacher identifies some topic language. As Willis (1996b)
emphasizes, the aim is to introduce some very important topic-related vocabulary so that
learners will learn or activate these words and phrases which will be of greaf use during the task
and outside the classroom. It is not very easy for the teacher to predict how much of the topic-
related language exists in learners’ vocabulary stock. However, the aim here is not to teach a
large amount of vocabulary or a specific grammatical structure. Just the opposite, learners are
encouraged to recall some vital vocabulary so that they will handle the task more easily. Newton
(2001) suggests some options for dealing with unfamiliar vocabulary. In the pre-task phase,
learners can work in groups to brainstorm a list of words related to the task topic, do a

dictionary search or match a list of words with the definitions.

The teacher can set different kinds of pre-task activities in order to give learners
relevant exposure and create interest to do the task. Willis (1996b) gives the following useful
advice on the kinds of activities to do in the classroom setting. The introductory focus on topic
and language can be done by the use of teacher-led brainstorming activities, for instance. The
teacher can write the words learners recall about the topic on the board so that if learners feel

stuck at any stage of the task, the words and phrases on the board may help them out. Or the
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teacher can give jumbled-up words and phrases related to the topic and expect learners to
classify them. If the teacher puts one item which does not fit the others, learners find this odd
one out. Or the teacher can show some pictures to be matched with the phrases related to the
topic. Recounting a similar experience is also beneficial. If the teacher has any experience
related to the topic, s/he can tell this story. All these different types of pre-task activities provide

learners with exposure to the target language and increase their level of motivation to do the

coming task.,

The third step in the pre-task phase is giving instructions. According to Willis
(1996D), the teacher needs to make sure that all learners understand what the task involves, what
the goals of the task are and what outcome is expected from them. In fact, learners need to be
informed about how they will begin the task, what each learner will do and how much time is
allowed for the task. The rule Willis (1996b) suggests is that the more specific the instructions
and the goal, the more easily and successfully learners perform the task; therefore, the teacher is
expected to give clear and specific instructions and set the goals clearly. Besides, Willis (1996b)
suggests different ways to provide instruction. Learners, for instance, may read the instructions
by themselves if a text -book is used in the task. Or the teacher may demonstrate the task with a
good student. Playing audio or video recording of some native speakers doing the task is
another possible way of making the instruction and the process clearer. Or the achievements of
the last year’s class may be demonstrated. Willis (1996b: 46) says, “Whether you choose spoken
or written instructions, and with or without a demonstration, remember that instruction-giving
is a truly communicative use of the target language.” Instruction —giving in the target language
provides beneficial exposure while learners are making efforts to grasp the requirements of the
task. A shift to learners’ mother tongue is accepted when "learners have a major

misunderstanding of the instructions required.

As soon as the instruction —giving part is completed, learners should be given some
preparation time before doing the task. Preparation time provides learners with many

advantages. According to Foster (1996: 134),

“A task done without planning time is more likely to lead to students
choosing relatively undemanding language. It also increases the
chances that they will rely on readily available vocabulary rather than
trawling the less easily accessed parts of their English lexicon.
Students without time to plan are very much more likely to pause
Sfrequently and at length. All these effects are stronger on tasks that
are cognitively more demanding presumably because students do not
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have the attentional resources sufficient to deal with the difficulties of
both language content and language form at the same time.”

In other words, if learners are given sufficient time to prepare themselves for the
task, their outcome becomes richer in terms of co