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ABSTRACT

Although research into language teacher cognition has become-estedilished

domain of inquiry for applied linguists over the past few decades, fedepth
studies have explored | angtaseddanguaga c her s G
teaching (TBLT). Furthermore, in the context of Vietham, where TBLAaimed

to beadopted in th current national English curriculum and textbooks, no studies

have been carried out to investigdatee extent oforientation of the teachers

towardTBLT.

This qualitative case study aims to occupy such a research space. Following an
extensive review ofite literature relating to TBLT principles, task characteristics
and teachersdé beliefs, an analysis of t |
consider the extent to which it followed the principles and characteristics
recommended by TBLT proponents. Thé&udy employed a mukmethod
approach to data collection. Specifically, it has investigated the beliefs and
practices of a group of eleven English language teachers in two provincial
Vietnamese upper secondary schools. Ten collaborative lesson plansiogses
twenty-two observations of skills lessons, twettyo stimulated recall sessions of

the observed lessons, and two focus group sessions were carried out to collect the
data. The data, together with insights of the context, were subject to a procedure
of grounded analysis, through which the data from various sources were compared

and contrasted to identify significant themes.

A

The data showed that the teachersé patt e
TBLT principles and favourable task chaeatdtics. For example, the teachers

tended to emploctivities that wereforms-focused, and conducted classroom

activities in a norcommunicative fashion. Their beliefs were found to incline to a
structurebased approach, where language items weréapght beforeactivities

could be performed. A wide range of hindering factors were identified as
constraining the i mplementation of TBLT
current state of knowledge and beliefs about language teaching, their perceptions

of the significant others, and the role of examinations. In light of a sociocultural



perspective, the teachersodé beliefs i n t
their experiences as language learners and language teachers, and their
interactions withhe contexts in which they worked. Their beliefs were also found

to be resistant to change. Teachersoé bel
viewed through the lens of the Theory of Planned Behaviour through which core

beliefs were identified to have| ose r el ati onships to teac

classroom.

The findings of the present investigation, being a case study, cannot be
generalised beyond the context in which the data were collected. Nevertheless,
they make an original contributiontodca mi ¢ under st anding of
and their practices in the context of Vietnam, and in relatable contexts. Drawing

on the findings, implications for theory, research, teacher professional

development and language teaching policies are offered.
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CHAPTER ONE

INTRODUCTION

1.1 Motivation of the study

€ teachers in a wide range of settings a
leaders that this is how they should teach, and publishers almost

everywhere are describing their new textbooks as-taskd.

Clearly, whateveraskb ased approach means, it is O6a
(Littlewood, 2004, p. 319)

Opening a recently published English language textbook, one will probably find
much of it consisting of o6tasksd. l ndeed
tasks for languageeaching and learning in the classroom and researching tasks to
identify their roles in language acquisition in the last few decades. However, tasks

have been understood and implemented in different ways in different parts of the

world. In other words, theris no practical consensus of how tasks are interpreted

and carried out in the classroom by teachers. For example, a teacher in an Asian
country may understand and use the same task in the same textbook in a
completely different way from a teacher in argépean country. This can be

explained in terms of cultural and contextual fac{@srrows, 2008; Littlewood,

2007) However, teachersd beliefs are I|ikel
they actually do in the classroom (Borg, 2006). Thereforegetisera need to

investigate what language teachers think of language tasks in their specific
contexts. In other words, how are tasks and -tesed language teaching

interpreted and implemented in a contbatind setting?

Language t eacherrsld@ionghipslto @asssoonma pradtices hagel

gained much interest in the past two decades, much of it stimulated by Borg

(1998, 1999, 2003, 2005, 2006, 201Research intoteah er s 6 bel i ef s he
recognied as important because teachers are regardactias decision makers



whose thinking plays a central role in shaping classroom eyBotg, 2006;

Farrell, 2007) Such research helps inform teacher educators and trainers of
teachersdéd personal constructs that may |
tteacher education programmes. Under standi
considerable implications for language policy makers regarding, for example, the
implementation of innovations. In the specific context of Vietnam, this research

can helpfully hform curriculum designers when they consider teached capaci ty

for implementinga specific curriculun{Nation & Macalister, 2010)

Teacherso6 beliefs have been investigated
and in language teaching and learningantipular(Barnard & Burns, 2012; Borg,

2003, 2006) However, there have only been a f
beliefs regarding taskased language teaching (TBLT) in Asian contexts, where

it is claimed that TBLT is facing problengddams & Newton 2009; Littlewood,

2007)

In Vietnam, it is claimed that the recently adopted English language curriculum
for lower and upper secondary schools is-aa&ed, and the textbooks being used
consist of (ostensibly) communicative tas@dOET, 2006a, 2006c, 2&d)
Consequently, the new curriculum requires teachers and learners to accommodate
themselves to TBLT in their teaching and learning, and expects teachers to create
conditions for task performance in classrooms and learners to independently

perform taskg$o improve their communicative competence.

The motivation for this research study stems from my own experience as a
language teacher and teacher trainer. Practising the role of a teacher trainer in both
pre-service and irservice programmes has given the opportunity to observe a

variety of teacher behaviours, mostly in lower and upper secondary school
contexts. Working as pigervice language teacher trainer, | have observed, for
example, that my student teachers sometimes offered ideas which were
comgetely different from input they received in teaching methodology courses

( some of my coll eagues of ten comment e
misunderstanding of the knowledge). Similarly, when | had the opportunity to
observe practising teachers, | noticédttthe way a particular teacher taught

lessons was manifestly different from workshop input and discussion. There were,

2



| believed, underlying mental constructs that guided such teachers to teach the
way they did, which | lidélsater referred to ;

The motivation became clearer when | had the chance to be involved in a textbook
training programme in 2008, which aimed to train teachers to use the new
textbook for the final year studer(t® OET, 2008) Before that, teachers had used

English textimoks written for the 1®and 11" grades. One thing that surprised me

was that, when asked if they knew what thaked language teaching was, none

of the teachers had any ideas. Given that they had usedassét materials

before, does this mean thatyhhad done something that they did not know

about? Or does this mean that they had not used the materials (i.e., the textbooks)

in the way the authors intended? What was actually happening in their
classrooms? Referring b édefsklstartedtorwondernt er e s
what teachers held in their mind about this particular approach and how they

made use of the textbooks in their actual classrooms. | was determined, then, to
enter into teachersdé minds, cointher ni ng |

local context.

1.2 Research aims

The overall aim of the present study is to explore the extewriehtationin
teachersé bel i etdtbe ingplerdentatibneof tadbaged languagec e s
teaching among a group of Viethamese ugsmondary dwol teachers (N=11).

In particular, the study seeks to address the following research questions:

1. What relevance, if any, do the identified characteristics of tasks have for
the Vietnamese teachers in their planning for and practices of textbook
activities?

2.l n what ways do the Vietnamese teache
and learning converge with, or diverge from, the principles of TBLT?

3. What factors contribute to the facilitation, or hindrance, of TBLT

implementation in the Vietnamese context?



4. Wha can this study contribute to an academic understanding of the nature
of the Vietnamese teachersodé beliefs a

practices?

To address these research questions, the study adopts a holistic perspective of
research, using a a study approach in collecting and analysing data.

1.3 Significance of the study

This research will add to the literature an understanding of language teacher
cognition in a context about which little is known, Vietham. Specifically, it will

provide an empir ¢ a | account of teachersodo beliefs
that has been undervestigated(Creswell, 2008) from a different perspective.

First, |l ittle research done in Vietnam h
dealing with such an imgstant topic as methodological innovatidn the
implementation of TBLT in the natiewide school systern while traditional and

Confucian educational values are still predominant in this society (Sullivan,

2000). Secondly, most language teacher beliefarebestudies so far have been

carried out by notVietnamese researchers, who come from different linguistic

and cultural background®.g., Ellis, 1996; Kramsch & Sullivan, 1996; Lewis &

McCook, 2002; Sullivan, 200@nd thus may have insufficient socialdacultural

knowledge about this particular context. This research study has been carried out

by a Viethamese researcher, who has worked in the context for 12 years. Thus it

may be assumed to be more culturally and contextually cognizant. This
understandig of the context helps gain better insights into teacher thinking.

Furthermore, this study contributes to the academic understanding of the
relationship between teacherso6é beliefs
Sociocultural Theory(Vygotsky, 1978,1987) and the Theory of Planned
Behaviour(Ajzen, 1991a, 1991b, 2005, 201dyhile Sociocultural Theory has

been applied, explicitly or i mplicitly,
beliefs(e.g., Johnson, 200&)0 studies, it seems, inthe ardaol anguage teac|
beliefs have used the Theory of Planned Behaviour for insightful understanding of

teachersé beliefs and their relationship



separat e, but compl ementary, efhendr i es,
practices in the present study will be illuminated.

This research will have implications for teacher education and training, in the

sense that it will suggest improvements for practice (Creswell, 2008) in beth pre

service and irservice programmessiven that a coherent vision of good teaching

and close links to local schools are extremely important for successful teacher
education programmeg<reswell, 2008; Zeichner, 199%his investigationnto
teacher s bel i efs | montriblteeto spca progracea byar s et t
providinginsightsinto teacher thinking in relation to classroom practices, as well

as having implications for consideration in designing professional development
programmes, evaluating and improving teaching and learnatgrials(Nation &

Macalister, 2010)

This research may also help inform educational policy makers, and in particular

| anguage policy makers, i n providing th
beliefs and practices. This is important regarding innovatisngh as the
Ssituation in Vietnam, I n that by wunderst
provide teachers with necessary support in order for any innovation to be

effectively carried out.

This study also has practical implications for not only piagticipant teachers

t hemselves but also other interested par
are known to be tacit and implicit (Borg, 2006), thus very few teachers are able to
articulate what they actually know, believe and do. The restifsiostudy will

help to raise awareness of interested teachers about their own cognition, thus help

them to reflect onhteir teaching process and realiteir cognitive processes in

order to develop themselves in their teaching career.

Finally, the stug is significant in terms of my personal interest in developing a

theoretical understanding of teacher sé ¢k
only does it help me to understand part.
avenue of inquiry fome t o wundertake further resear

beliefs and practices about various topics in the near future.



1.4 Outline of the thesis

This thesis comprises eight chapters. Following the present chapter, Chapter Two
provides an account of the conter which this study is situated. The chapter

describes the educational context and the status of English in Vietnam, followed
by the process of English language curricular changes and a description of the
teacher education and teacher development inn¥iet The last section of the

chapter describes the specific context in which the present study is situated,
providing information about the educational system where the two schools are

located, followed by information about the two schools.

Chapter Threeaviews the literature about the two topics relevant for this study:
taskbased | anguage teaching and teacherso
|l iterature regarding TBLT. Section 3.2 |
corresponding practicesSection 3.3 reviews studies that specifically addressed
teacherso beliefs regarding cobasedni cat i
language teaching in the literature to date. This section ends with a statement that
identifies the gap in which this styagims to situate itself, resulting in the four

central research questions.

Chapter Four presents description of the research procedures the present study
adopted to answer the research questions. As such, the chapter provides
justification of the approachdopted in the present study, followed by a detailed

description of the research procedures and a consideration of how warrants were

maintained in this particular qualitative research.

Chapter Five provides an overview of the textbooks, followed by alysasm@f
one of the textbook units, which helps to view the textbook in the light of task

characteristics, one important aspect of inquiry this research aims to address.

Chapter Six presents the findings of the present study. The themes and categories
are presented according to the data sources: lesson planning, observed lessons,

stimulated recall, and focus groups.



Chapter Seven discusses the findings in relation to each of the research questions

with reference to the literature reviewed in Chapter Thiezextent of relevance

TBLT has regarding the teachersodéd pract.i
beliefs about language, language learning and teaching fit in TBLT principles;
facilitative and hindering factors with regard to tleeientation of TBLT
implementation in the specific context; and, finally, a theoretical consideration

about the nature of teachersod6 beliefs ani

Chapter Eight concludes the study by firstly sumniagishe key points of the
study andacknowkdgirg its limitations. Following thesemplications from both
theoretical and practical perspectives are discussed. The thesis concludes with

suggested directions for future research in the area of language teacher cognition.

1.5 Summary

In this introductoy chapter, | have outlined the motivational strands that drove the
undertaking of this study, which were derived from both my own experiences as a
language teacher and teacher trainer, and my interest in theoretical understanding
of t eac heravingthis d staterhest.of thie cesebrch aims, together with
the four main research questions, was presented. This was followed by statements
outlining the significance of the present study, from the theoretical to practical
contributions. Then, | have prioed an overview of the whole thesis with specific

reference to each chapter.

The next chapter, as stated, will present readers with an understanding of the

context in which this study is situated.



CHAPTER TWO

CONTEXT OF THE STUDY

Case studies alwaysccur within social, redife contexts(Burns, 2000; Yin,
1994) Thus, to investigate the phenomenon under question, it is important for the
researcher to understand the context within which participants are situated. This
research, being a case studelitsis conducted with eleven teachers of English in
two upper secondary schools in Vietnam, and therefore situated within the
sociocultural and educational contexts where the teachers live and work. The
chapter first presents key sod@altural and educatnal accounts in Vietnam.
These are then followed by a description of historical trends of English language
teaching and learning in Vietnam in two major periods in its recent history (pre
and postl986). The next sectiodescribes the recent curricul@novation and
textbook introduction for secondary schools in Vietnam, followed by an account
of teacher education and development. The final section describes the specific
contexts where the present study is situated, including the broader provincial

locaion and the two schools where the data were collected.

2.1 Brief account of the sociecultural and educational context

Vietnam has a long mulgthnic and multiingual history dating back to 2879

BC, during which time it has experienced many political chang#uencing its

social, cultural and educational philosophigse Canh, 2007 for major milestones

in Vietnam's history) Due to a long period under Chinese colonisation,
Vietnamese intellectual and educational philosophies reflected a blending of
Confuganism, Taoism and BuddhisfiHuyen, 2002) These Chinese ideologies

and religious beliefs strongly influenced the Vietnamese culture, although these
are claimed Ato coexi st, rather than to

| a n g u(Bugng,002p. 1) The hierarchical principle of Confucianism was



adopted as the required moral and social conduct in Viethamese society, and was
the principal ideology of Viethamese feudalism. Regarding education,
Confucianism emphasised educational opportunitieteims of hierarchies of
power, wealth and statud.ondon, 2011) As such, education was primarily
available for children of wealthier and higher status families, especially for boys.
Al so, this philosophical doc toteachers. pr o mot
For exampl elignticiKeoussc o @ar i 6 e. , l earn rite
knowledge) is found in most Vietnamese schools today. This saying emphasises
the need for ethical learning including respectful behaviours toward teachers,
older people, and superiors. The Taoist doctrine, which was rooted in resignation
and inaction, reflected the view of aimterference with the natural world and
encouraged passivity, disinterest in scientific activities and a sense of fatalism
(Canh, 20@). Buddhism, which was introduced by Indian monks, became popular
among the peasant class for its alignment with the syncretic beliefs of Vietnamese
people. This is because the first Confucian Vietnamese scholars were Buddhist
monks (Huyen, 2002), and ttedore Buddhist teachings were strongly blended
with the philosophy of Confucianism. The strong blending of the Confucian
philosophy in Buddhist teachings resulted in the Vietnamese people viewing the
world in a way that it resembled the Confucian intetqien of life (Goodman,

2005. These three doctrines were combined, simplified and assimilated during
the course of historicultural development to become a unique form of
Vietnamese culture. This form of culture has long since reflected the educational
philosophy and classroom practices in Vietnam, which valued the role of memory
and books. Huyen (2002) obsenvbdt Vietnamese scholars in the old days were
not regarded as deep thinkers, but instead those who read many books and

retained many things frofmooks. He further observed

This exaggerated respect of books inevitably made old teachers

transform their students into veritable receptacles. Committing to

memory was an absolute priorityé Writtel
aimed at consolidating the memorigiof the formulas of the book.

The students, due to being constantly in this passive role, became

incapable of reflection and personal judgement. (p. 293)



London (2011) notes that although the impact of Confucian philosophy on
education in Vietnam defiesegn er al i sati on, AConfucian tF
inspired social institutions had wide impacts on the development of education

systems in Vietnam and | egacies of these

During the period of French colonisation (18B845), a colonialeducation

system was established in Vietham, which attempted to bring a new perspective of
education that focused on practical training and learning of the French language.

The French col oni al authorities undertoo
sstem and Aprecipitated t he demi se of
(London, 2011, p. 9), leading to the abolition of Confucian examinations in 1918.
However, such education policies drew criticism from Vietnamese scholars at the

time, which contributedit o t he rise of a new -and i nc
col oni al i ntelligentsi a, members of whic
(London, 2011, p.9). Nowadays, the majority of Viethamese claim to be Buddhist

in terms of religious beliefs, while ¢hcode of conduct and attitudes to education

reflect part of Confucian and Taoist ideolog(&&ai, 2005) According to Huong

(2010), the Confucian and Taoist ideologies still have a strong influence on the
practices in schools, which characterises belfsut teaching and learning as

teachercentredness and little student participaidnong, 2010)

In contemporary Vietnam, such ideologies are still reflected in the beliefs,
practices and behaviours of different stakeholders concerning education. ,Parents
for example, believe that it should be best for their children to study as hard as
possible to reach as highlevel of formal education as possible in order to hope
for a prosperous future. Therefore, examinations remain crucially important for
children to advance to higher levels of education, which offer prospects of

lucrative employment. Canh (2011) notes:

The emphasis on ordf exams that function as gatekeeper to higher

educational opportunities strongly influences the attitudes of student
knowledge and learning styles. They try as hard as they can to
memorise as much as possible the factual knowledge in order to

6returndé that knowledge at the examinatic
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Tuong (2002) observes that in Viethamese schools, students are regarded as very
traditional in terms of learning styles. In the classroom, students are often
supposed to bguiet andattentive so aso internalise what is taught by the teacher
who is seen as the Acomplete source of
are often shy anceluctant in group interaction, and are not familiar with asking

guestions or challenging the teacher os

Table2.1: University entrance examination categories

_ Subjects for _ _
Categories o Examples of university programmes
examination

_ Technologies, Finance, Economics
Maths, Physics,

A _ Teacher Education, Engineering,
Chemistry _
Computer sciences
5 Maths, Chemistry, Medicine, Pharmacy, Biological
Biology technology, Teacher education
Vietnamese N ) )
] Humanities, Journalism, Literature,
C literature, _ _
) Teacher education, law, tourism
Geography, History
Vietnamese Finance, Foreign studies, Teacher
D literature, Maths, education, International relations,
Foreign language* Law, Economics

(* Foreign languages currentlyailable for entrance exams are English, French, Japanese, Chinese, Russian,

and German)

Throughout twelve years of school education, those students who wish to enter
colleges and universities are likely to face three most important examinations:
lower seondary level graduation examination (at the end of Year 9), national
graduation examination (at the end of Year 12) and then the university entrance
examination. In the first two examinations, the foreign language subject (mostly
English) is one of the caopulsory subjects to be tested. In the third, which applies
for those who wish to further their education, depending on specific areas of
training, some universities require English to be tested as one of the three subjects
in the entry examinations. Thigyysgtem explains why learning is examination
focused in major subjects in general, and English in particular. Teachers and

students usually devogegreat amount dime at Year 9 and Year 12 to revise and
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practise for examinatics. Many shorterm examinatin practsing centres
mushroom in cities at the end of every school year to enrol students in-the so
called® p tXc (i.e., crash training courses before they sit for university entrance

examinations.

Currently there are four main categories of universityrance examinations for

students to choose from (s€able2.1).

The relevant subjects are intensively focused, especially when students reach their
final grade of general education (Year 12). Minor subjectsh sag physical
education and technologies, are often neglected, because they are not involved in

either graduation or university entrance examinations.

The examinations (both graduation and university entrance) have a similar format,
but the latter requiresnore advanced knowledge of English. The English
examinations consist of papeased tests, each of which consists 0f100
multiple choice questions. These questions mainly test reading, grammar and
vocabulary knowledge of English language. The examinatieach last 90

minutes (seéppendixL).

These assessment systems have put much pressure on the teachers and students. In
addition to learning English in schools, students take extra classes which focus on
knowledgeof forms and examination strategies to familiarise themselves with the

type of examination they are taking. Teachers also face the dilemma between
covering the textbookactivities as required and providing students with
supplementary exercises for examioatpreparation, especially during Year 9

and Year 12. Although the mismatch between the examination and the syllabus

has bep raised and publicly discussed Ho | s(2085)cemmm@rg made a few

years ago still hol ds t rimimate théieammdtiona m h a s

and its ubiquitous partner, private tut ol

Secondary school activities in Vietnam are run on adai shift system
(Denham, 1992)that is, teaching and learning take place in either morning (from
7.00 am to 11.15 am)y afternoon (from 1.30 pm to 5.45 pm) shift. Students have

only Sundays free. Secondary school students often go to school either in the

12



morning or in the afternoon, depending

(i.e., private) classes or help arduthe house or on the farm for the rest of the
day. English teachers working in public secondary schools, therefore, can
complete their regular teaching in their school in their main shift, and teach in
private schools or elsewhere in their free time tm edditional incomgDenham

1992)

A common feature of Vietnamese classrooms is that each class consists of
between 45 and 60 students. Classrooms are, therefore, typically cramped with
desks and chairs. Four or five students are seated in a desk &b mstdes long

and usually boys and girls sit at separate desks. Desks and chairs (usually in the
form of a long bench) are attached. It is then extremely difficult for students to
move around during class time, and for teachers to organise groupwortiesctiv
Thus, a common way of teaching in classes is lecturing, followed by students

doing exercises individually.

This section has provided a brief account of secilbural and educational factors

in Vietnam. Specifically, it has described educationabliogies, followed by a
description of the current educational and examination systems in Vietham. The
next section willbresenthe specific contextual information relating to the present
study by providing a description of English language learning aachiieg in
Vietnam situated within two historical and political milestones.

2.2 English language learning and teaching in Vietnam

Since independence in 1945, the situation of foreign language teaching and
learning in Vietham has experienced several shifts aagprnthanges. Due to

various political, economic and social changes, a number of languages have been
selected to be taught in the school system in Vietnam, leading to the dominance of

English language today.
2.2.1 Before the Economic Reform¢ n Yi ) mai 6

After beoming independent from the French in 1945, and defeating the French
again in 1954, Vietham was divided into two parts: North Vietham and South

13
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Vietnam. In the North, the Communists took control, while adli®éd regime

was established in the South. Duetlie political differences, language learning
and teaching between 1954 and 1975 was different in the two Vietnams. In the
North, with the support from the former USSR and China, Russian and Chinese
languages were promoted in the whole area, while Frerash still the most
dominant foreign language in the South up to 1954, and then English became
dominant up to 1975, due to the influence of the USA. During this time, although
English was recognised in the North, it was only taught in several upper
secondaryschools in big cities as a pilot subjedQuang 1993, and in some
tertiary institutions (Hoang, 2011). English was, by and large, regarded as the
6enemy6és | anguagedé, and | earnt (Phoct t he p
2009) In the South, howesr, English was recognised as a means of

communication for better employment opportunities and overseas studies.

After reunificationin 1975, Russian and Chinese languages remained the most
popular languages in most schools and universities in the Koutand, 2006)

and began to be introduced in the South. In the following years, learning and
teaching Chinese experienced a significant decline due to the political conflict
between China and VietnafiHoa & Tuan, 2007)the peak of which was the
border warin 1979. Russian, therefore, remained the most dominant foreign
language. The targets set at the time were that 70 percent of school students would
learn Russian, 20 percent would learn English, and 10 percent would learn French
(Hoa & Tuan, 2007)The nunber of students majoring in Russian and learning
Russian as a foreign language at tertiary level increased rapidly as compared to
other languages (Hoang, 2011). A common belief was that learning Russian was
considered the 06gol ecdeuse rkostydungtpeopleswarded e s s ,
to undertake undergraduate and postgraduate studies in the former USSR, the
most influential nation in Vietnam at the time, and the Eastern European countries
in the Soviet bloc. In the South, Russian was introduced to lscand due to the
political climate at the time, began to gain popularity. Many universities in the
South established departments specialising in Russian to train teachers and
prospective students to prepare them to be sent to the USSR for undergraduate or
postgraduate studies. Due to the popularity of Russian, English experienced some
neglect: it was only available in a limited number of uppsrondary school

14



classes in big cities (Hoang, 2011), and there was a tendency to replace English
with Russian irsome of the schools once teachers of Russian were available.

2.2.2 After the Economic Reform (1986)

During 19751986, Vietnam experienced a serious economic deckheh had

to betaken into consideration by the Communist Party. In December 1986, the

Sixth Natonal Communist Party Congress released an important document, called

dYi mai @.e., renovation), which allowed expanding relationships with multiple

foreign countries through thesoa | | edd o@aopem | i cy 6. From th
government began to agolo a markebriented economy(Quang & Detlef

Kammeier, 2002) This policy resulted in the recognition of learning foreign
languages, not just for studying overseas, but for communicating with foreign
counterparts. English, being the most powerful in trenemic communication,

began to grow significantly in the number of learners. The demand for learning
English has become more powerful than e
language centres have mushroomed all over the country especially in Ho Chi

Minh Cit vy , Ha Noi a n (Hoao&t Thae,r200D, ppg 16854). thiHe s 0

Chi Mi nh City, for exampl e, fa new Engl
week and parents accept spending fortunes, relative to their incomes, to send their
children to those schoosven t hough most of them wil/|
(Durand, 2006, p. 49).

In secondary schools, English is considered the main foreign language throughout

the country. In the early 2000sEnglish wastaughtin 91.1 percent of lower

secondary schools iMietnam (Loc, 2005) It is the Ministry of Education and
Training (MOET)6s policy that the foreig
is one of the subjects in graduation examinations at lower and upper secondary

school levels. Since the 1990s, at tleetiary level, English has become a

favouitec hoi ce i n students6 foreign | anguage
English evening classes in language centres, mostly in order to obtain a certificate

in English, which they consider a passport to findingetter job in the future.

English, therefore, is considered a very important language for success for many
peopl e, although as Durand (2006) critiec

point is clearly based on(pp%rception far
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In many big cities, since the late 1990s, many international schools and some
international universities have been established, the majority of which use English
as the medium of instruction across various subjects. Many of these institutions
usecurricula from developed countries such as the UK, USA and Australia, and
several others employ a dual curriculum to cover both Viethamese and foreign
curricula. As these schools and universities are private institutions, they charge a
very high amount intuition fees. However, the number of such schools is
increasing, showing that parents are willing to spend a great deal of money for
their children to go to such schools, partly because they wantcthilgirento be

able to communicate in English.

The inageasing demand for English learning during the 1990s resulted in a
shortage of English language teachers across the cq@#nh, 2007) This was

due to both the lack of English language teacher trainers at universities and that

many graduate student téaes of English sought jobs in other more lucrative
employment than education. To address the shortage of English language
teachers, many universities offered -ofimpus teacher education programmes

based in provinces, which required lower standards imsteof entrance
examinations. According to Canh (2011), the quality of such programmes was at

issue, becaussmany of t heir courses fwere not p
control was not i mplteetat i98@sdand edrlp 19908,0 ) . Al
Russan teacherbecameredundandue to the high demand for English learning

and declining interest in Russian. Universities then offered short courses to retrain
Russian teachers to become English teachers. Many Rumajan students took

additional Englishcourses so that they would be able to teach English once they
graduated. The quality of these teachers, in terms of English language proficiency

and teaching methodology, remains an issue until the present.

English language learning in Vietnam has longnbeensidered ineffective. One
common public view is that students graduating from upper secondary school are
illiterate in English (Loi, 2011). Most secondary school graduates, although
having spent seven years learning English, cannot demonstrate tiigr tab
communicate in basic Engligiuoi Tre, 2011) According to Cant{2007) two

major reasons contributing to such ineffectiveness are the lack otraakd
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teachers and lack of resources. The majority of teachers who toackmoffus

training progammes, and retrained Russian teachers of English, are seen to have

l i mited linguistic competence (Canh, 201
lack of confidence in conducting communicative activities in their classrooms.
Resources for English learniage largely restricted to textbooks, tape players and
chalkboard. Several schools in cities have language laboratories, but due to the

|l ack of teacher training in using such 1

towards them, they are usually nppaopriately used for learning.

Apart from limited linguistic competence on the part of the teachers, their lack of
a range of pedagogical strategies also constrains teachers from teaching
communicatively. By and large, classroom teaching has been obsesvesry
traditional, with the teacher explaining grammar rules and models, and students
copying linguistic models for learning. This way of teaching, although safe on the
part of the teacher, causes demotivation on the part of lediirargy & Baldauf,

2007) Teachers are also reported to be unwilling to change their methods of
teaching to a more communicative wghdlis, 1996; Lewis & McCook, 2002;
Tomlinson & Dat, 2004)

Furthermore, English language learning in Vietnam is not supported by the social
ernvironment(Loi, 2011) The use of English is often restricted to the language
classrooms, although recently some English has appeared in mass media in a few
newspapers and on television news programmes. However, according to Loi
(2011), these media are rfatilitative because English language classrooms are
not connected with such contemporary issues as are discussed in these mass
medi a. Therefore, the English | anguage
i s | & Carth,62000Where students are supposedetarn what is taught by the
teachers. The role of the teacher in English language classrooms, therefore,
remains primarily as the transmitter and modeller of the target language, rather
than as the facilitator and other active roles suggested in cueanhing

approaches.

This section has provided descriptionof the learning and teaching of English
situated between two historical and political milestones in Vietnam. English, in

spite of undergoing ups and downs, has become the most popular foreign

17



language in Vietnam. The description of the context suggests that in spite of its
increasing popularity, English language teaching and learning are facing problems
due to various social, cultural and academic constraints. The next section will
describe the pasand present English curricula in Vietham, with more attention

paid to the current national English curriculum and its accompanying textbooks.

2.3 Curriculum renovation in Vietnam

English learning at secondary schools in Vietham has long been regarded as
textbookbased, that is, teachers use textbooks as the curriculum for their teaching
(Canh, 2011). As such, in one particular school year, students are supposed to
cover one textbook that has been specified for them. For example, year 10
students are to studgnglish in theirTidng Anh 10(i.e., English for Year 10)
textbook. The following sections will describe the two recent curricula and

accompanying textbooks from the early 1980s until recently.

2.3.1 Previous curriculum

The previous curriculum, which was developed by local égpéunded by the
Ministry of Education (now Ministry of Education and TrainingMOET) and

was in effect from 1981 until 2002, included two programmes. One of these
regulated English to be learnt in a thsgmar course, starting at Year 10. The other
progamme provided a sevgmar course, in which students learned English from
Year 6 until Year 12. At that time, therefore, English was an elective subject in
lower secondary schools and a compulsory subject in upper secondary schools. In
accordance with tlse two programmes, two sets of textbooks were mandated for
use in secondary schoqBenham, 1992)The first set, the thregear textbooks,

was published in the early 1980s. This set of textbooks required students to learn
English from Year 10. Then dudnthe early 1990s, the second set, the seven
yearcourse textbooks, was introduced to extend the range of English language
learning, starting from Year @Minh, 2007) Both these programmes specified
that English learning should take place in secondarpdashfor three or four

classes weekly, each of which lasted 45 minutes.
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The first set o fSach Tiyeg AnhdM3t Indliaigibreeyeara | | e d
course English textbooks), consisted of three textbokag Anh 10 Titng Anh
11, andTi&ng Anh 12 Each of these textbooks was to be covered by teachers and

students in one academic year.

The second set of textbooks, call@éds § cohg AmhitM7  n {i.e,6severyear
course English textbooks), similarly, consisted of seven textbooks, used from
Year 6until Year 12, fromTli/ng Anh 6o Titng Anh 12

Both of these sets of textbooks were struchased, and a predomination of
gramma#translation method was implied in thgDenham, 1992)The majority

of activities in the textbooks were to develop readikifjs, followed by exercises

that promoted memorisation of grammatical structures and vocabulary items. A
typical lesson began with a short reading text, followed by extensive-paped
exercises which focused on grammatical items being extracted tfrentext,
together with exercises on pronunciation and vocabulary. The main difference
between the two sets was that the second set (i.e., theysarecourse) was less
compressed than the first one, in terms of quantity of grammatical and lexical
forms presented. Regardless of which set of textbooks was used, at the end of
Year 12, students had to take the same national examination (i.e., the National
Certificate of General Education) in Engligpenham, 1992) Students who
wished to go further in tertim education had to take another examination to
qualify for a place in universities or colleges. The examination system is still in

practice today (refefable2.1).

In the late 1990s, along with the impact of Esiglas the global languagidoang,

2011) which finally became apparent in Vietnam, there was increasing
involvement of foreign organisations in Vietnam with intention to support English
language teaching, curriculum development and materials developniesre T
was a call for a more uniform and communicative set of textbooks which
promoted communication in teaching and learning. In materials development, an
American education organisation called the Business Alliance for Viethamese
Education (BAVE) fundedhe development of a set of English textbooks called
Engl i sh f(Bang &Qrablie n@98yéhich consisted of seven books for

use from Year 6 through Year 12. These textbooks were piloted in selected
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schools in various provinces, but they were nefécially approved for use in
secondary schoo(®1inh, 2007) for unknown reasons.

2.3.2 New curriculum and accompanying textbooks

2.3.2.1 New curriculum

In 2002, a new curriculum, followed by a new set of textbooks, was projected by
the MOET. The new curriculum regués that English is compulsory in lower
secondary schools (Yeari6Year 12), and elective in primary schools (Year 1

Year 5). The general aims of general English education are as follows:
At the end of the upper secondary school level, students valblee

- To use English as a means of communication at a certain level of proficiency
in four macro skills: listening, speaking, reading, and writing; and to be able
to read materials at the same level of their textbooks, using a dictionary;

- To have masteretasic English phonetics and grammar; to have acquired
the minimum of around 2500 vocabulary items of English; and

- To attain a certain level of understanding of English and American cultures;
to become aware of cressltural differences in order to be lesttoverall
communicators, to better inform the world of the Vietnamese people, their
history and culture, and to take pride in Vietnam, its language and culture.
(MOET, 20064, cited in Hoang, 2011, p. 11)

The quotation above clearly advocates English laggu learning for

communication, although it also emphasises the role of reading, pronunciation and

grammati cal knowl edge. Al s o, whil e it P
l evel 0 of | anguage proficiency and wunde
ambi tious to require students Ato inform
hi story and culture, and to take pride i/

In terms of methodological innovation, the new English curriculum advocates

At wo popul esrin adpgatioro amdh foreign language teaching
internationally and domestically: the learmentred approach and the
communicative approach in foreign language teaching, in wtaskbased

language teaching s t he princi pal(MOEE 200O®, ¢p. 1D, f teact
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italics added)As the aims of ELT specified in the curriculum imply that students

should acquire communicative competence so as to use English both receptively

and productively, it also implies that teachers should use communicative
strategiesd enable students to achieve such competence. In one of the teacher
manuals designed to familiarise teachers with the new curriculum and the
textbooks, one of the eight &énewd devel o

and textbooks is the use of tdsksed pedagogy:

The fourth new development of the standard Year 10 English

textbook is that the activities are designed based on specific tasks

(both pedagogical and reléfie), each of which is clearly instructed.

The method of taskased language teachihgs many advantages.

First, it provides situations where students use language. Second, it

| owers the methodol ogi cal burden on the
does not have to be concerned about how to design activities for

teaching as usually seen when gsthe traditional set of textbooks

(MOET, 2006b, p. 54my translation

The curriculum states th&aching contenis covered according to themes. These
themes are selected to reflect studentso
grade, with the l&r grades learning similar themes at more challenging levels of
language and cognitiofMinh, 2007) Table 2.2 illustrates how themes are

recycled from Year 6 to Year 12 in the textbooks.

Table2.2: The recycling of themes in the English curriculum
(adapted from Minh, 2007, p. 21)

Themes Yea 6 7 8 9 10 11 12
You and me/ Personal information V V V V \Y/ V V
Education \Y/ \/ \Y/ V \Y/ V V
Community \% Vv \% Vv vV V V
Health \Y \Y/ V \Y/ \Y/ V V
Recreation V V V V \Y V V
The world around us (1) \Y, \Y Vv \Y

- Nature and \/ V V
The world .

Environment
around us (2)

- People and places vV V V
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In terms of Inguistic and cognitive demands, the general objectives indicated in
the curriculum show that language and cognitive demands are graded and recycled
according to the levels of learning. For exampmtelistening similar genres of

texts are specified, althgh they are different in terms of listening text word

count and speech speed (3able2.3 overleaj.

In terms of delivery hours per week, the curriculum specifies that upper secondary

school students using theaasdard textbooks attend three fefitye-minute

periods per week, while those using the advanced textbooks attend four periods

per week (refer2.3.2.2f or di stinction bet ween 0st a
textbook3. Therefore, in one academic year (35 weeks), standard students attend

a total of 105 periods of English, and the advanced ones attend a total of 140
periods, making a total compulsory sewaar programme of 700 and 805 hours,

respectively (in Year 9 stients attend 70 hours, with two hours a week).

The curriculum specifies two types of assessment to be carried out during any
particular academic year: continuous and regular. The former refers to activities in
which teacher s ass etgan asayjordhebadissiicludng nguage
oral tests, and fifteeminute tests, and oreeriod tests. The regular assessments

are compulsory and take place at specific times during the year, and include end

of-semester tests and eafiyear tests.
2.3.2.2Production of the English language textbooks

Following the revised curriculum, the textbooks for Year 6 were put into use from
2002, followed by textbooks for Year 7 in 2003, and so on. The textbook for Year
12 was introduced in 2008. All lower secondary school studesgtghe same set

of textbooks across the country, while upper secondary school students are offered

two different programmes, which are described below.
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Table2.3: General objectives of skills for Years, I, and 12
(MOET, 2006a, adapted from Minh, 2007, p. 17)

Year 10

Year 11

Year 12

Listening

Understand the main ideas and details
monologues /dialogues of 12B0 words
on the 6 topics covered. Understand te

that are delivered at a slow speed

Understand the main ideas and details
monologues/dialogues of 18@0 words on
the 6 topics covered. Understand texts {
are delivered at a relatively neaatural

speed

Understand the main ideas and details
monologues/dialogues of 1&M0 words on
the 6 topics covered. Understand texts

are delivered at a neantural speed

Speaking

Ask and answer about the topics covel
Perform some basic language functions s
as giving instruction, expressing opinior
asking direction, asking and givir

information, etc.

Ask and answer about the topics cover
Perform some basic language functions s
as expressing likes and dislikes, agreen
and disagreement, distinguishing facts i

opinions

Ask and answer about the topics covel
Perform some basianguage functions sug
as expressing opinions and viewpoir]

talking about needs and likes, explaining

Reading

Understand the main ideas and details
texts of 196230 words on the topic
covered. Develop vocabulary strategi
using words in contextgictionary skills,

etc.

Understand the main ideas and details
texts of 240270 words on the topics covere
Develop vocab strategies: using words
contexts, dictionary skills, etc. Recogni

grammatical elements and discourse mark|

Understand the a&in ideas and details ¢
texts of 286320 words on the topics covere
Distinguish main ideas and supporting ide

Use main ideas to summarise texts

Writing

Write texts of 106120 words on familial
topics based on models or prompts

personal or basicommunicative purposes

Write texts of 12@130 words on familia
topics based on models or prompts

personal or basic communicative purposes

Write texts of 13a150 words on familia
topics based on models or prompts

personal or basic communicativerposes




Unlike the lower secondary school level, the upper secondary school level uses a
more complex series of general curricula and textbooks for major subjects in

general, and English in particular. Upon entering upper secondary schools,

students@&@ required t o cBaotnbi@d t @i .be. i np editaleir
sci enBaesd)ihid6 qi . e. speciali Baniad i{nh. d@umar
nonspeci al i Baagmh@m) . admadced programmes (it

of instruction time per week, tests and examinationd, taaching materials) are

specialised in four subjects: BAaxdhs, Phy
hii6 , the advanced subjects include Liter.
LanguagBen FHm, dbal | the subj espeddisedr e t au

manner, using the standard materials. According to this classification, each of the

eight mentioned subjects has two versions of textbooks, calecs c h n©ng cao
(i.e., advanced book series) addS § ¢ hd n di.e. standard book series). All

othersibj ects are taught i n aSathchumdie,e progr

standard series).

The specialised programme in which students enrol determines which set of
English textbooks they will use for the next three years. Specifically, those who
are sencedirected useS § ¢ h 9 neseriespand those who are humadinected
useSach nang cageries. Those students who do not want to specialize in either
area simply choose to beBa n da (i.e., monspecialization) and also use the
standard set of iglish textbooks. This means that students pursuing the standard
set outnumber greatly the advanced ones, not only because students who
specialise in sciences outnumber those specialising in humanities, but also
because most schools in rural areas do setthie specialization type of learning,
thus their students all use the standard version of English textbooks. This study

focuses on the teachers using the standard version of the textbooks.

Because the textbooks are considered important in Vietnam,dtlegbion of the

textbooks has generated both positive and negative comments from both
researchers and practitioners. Firstly,
deal of improvement as compared with the old series of graihasmd

t e xt b(Miah 2007, p. 13) The improved elements include the catering for

four language skills in each unihe integration between communicative activities
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and formsthe provision of many communicative functipassense of facilitation

for student s gning and enferactive gredentatioe af texts and
illustrations. The new textbooks provide a variety of opportunities for students to

use the language. In the national textbook workshops in 2008, in which | was also
involved, many key trainers commented tthhe textbooks were much more
6communicatived than their predecessor s,
encouraged to do different types of activities, which reduces the level of boredom

and demotivation in the classroom.

However, Minh (2007) points ouseveral limitations of the textbooks in her
analysis. One overall limitation found in all skills lessons is that the textbooks
seem to reflect little of reaborld communication. Minh claims that the textbooks
contain too much mechanical practice, rasglin inadequacy of communicative
practice. As a result of her analysis, Minh identified a number of specific
limitations of the current textbooks: the presentation of language input is
unrealistic; language use is simplified; elements of genuine comaiiamicare
eliminated; and the presentation of discrete grammatical points made the books
structureoriented. From this analysis, Minh argues that the content of the books
has little correspondence to current theories of language acquisition. The teachers
in Minhdéds study al s osuchasvhewrdoaddd canterarel pr obl e
unhelpful teacher guidance.

This section has provided a description of the past and current curricula in

Vi et nam, as wel | as t he current curric
facilitate the discussion of the findings in this study, a further overview of the
textbooks will be presented together with an analysis of a textbook unit (of four

skills lessons) against identified task characteristics, in Chapter Five. Also,
Appendix M contains an entire unit fromifng Anh10. The subsequent section

will shift attention to the situations of teacher education and teacher development

in Vietnam.
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2.4 Teacher education and teacher development
2.4.1 Pre-service language teacher education

Currently there are two separate systerhseacher education in Vietnam. The
threeyear collegebased system aims to train teachers for lower secondary
schools. The fouyear universitybased system is responsible for training upper
secondary school teachers. English teacher education is opaliaed under

either of these two systems.

The MOET guidelines frame three strands of knowledge that a student needs to
gain in order to qualify as a language teacher: foundation knowledge, subject
matter knowledge, and professional knowledge (Canh, 20IH¢. specific
number of credits of each strand depends on the specific curriculum across
universities; however, they generally follow the guidelines provided by the
MOET (Lap, 2005) Foundation knowledge, which covers 38 percent of the total
credits, includes studies of such subjects as Markesinist philosophy,
educational psychology, Hochiminhism, and Vietnamese culture studies. Subject
matter knowledge (about 44 %) includes linguistics such as grammar and
phonology; sociolinguistics; British and Ameain literature; the four macro
skills; and contrastive studies such as translation. Around 18 percent of the credits
go to professional knowledge, which includes English language teaching
methodology, school visits and a schbaked practicum. The Englishinguage
teaching methodology is usually concerned with current popular approaches to
language teaching such as communicative language teaching (CLT). However,
when teacher students are sent to school to observe lessons and practise teaching,
they are usally supervised and mentored by practising teachers who receive no
training in appropriate mentoring skills. The teacher students are assessed in eight
actual teaching hours by these supervising teachers, who do so in largely
idiosyncratic ways, based oheir own beliefs and teaching experience. As a
result, many teacher students graduating from universities are unsure of what
should be the best practice, given, for example, that they are equipped with
knowledge of CLT but are instructed to use gramtramslation during the

practicum.
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In terms of teaching methodology provided in language teacher education
programmes, a necompatible view(Richards, 1998fan be observed. A nen
compatible view of teacher education promotes programmes that are articulated
aound a specific teaching methodol ogy,
assimilate and be able to replicate in
According to English language teacher trainers in Vietnam such ag20Qbd®,

personal communation)and my own experiences as a teacher trainee and then a
trainer, English teacher education programmes in universities in Vietnam focus on
providing student teachers with specific techniques of teaching and assessment,
most of which are based on tReesentatiofiPracticeProduction (PPP) model,

rather than encouraging student teachers to work out approaches that suit their
beliefs and styles. Tadkased | anguage teaching, as
data, has been introduced in some MA programmes, has since been
understood and enacted at an only surface level.

2.4.2 In-service language teacher professional development

Vietnamese teachers working in schools are considered to have low access to
teacher developmeri€anh, 2000; Pham, 2007®irstly, with he poor resources

i n schools and teachersd working condi
to update their theoretical and practical knowledge. They scarcely have access to
resources in current English language teaching methodology. Thus, teachers
mostly have to rely on their own experience for development. Although it is
regulated by the MOET that teachers have to observe their colleagues for at least
18 hours each academic year, not many teachers are able to do so in a reflective
manner. Thisislue t o their heavy workloads of
papers, as well as their extra work in private classes. Thdgsssin discussion

among the department staff members often serves to evaluate the observed teacher
rather than to give constrim¢ feedback. Teachers are sometimes, during the
academic years, observed by inspectors, who are experienced teachers nominated
by the provincial Department of Education and Training (DOET). These
observations, similarly, are conducted in order to evalaat®rding to fixed

criteria, with few suggestions for improvement.
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Secondl vy, the devel opment of teacherso |
lack of opportunity to use English outside the classroom. Although new graduates

may have been equippedtivigreater knowledge of English and skills during their

university studies, because there is no demand to use any English other than in the
textbooks, teachersd knowledge and profi
ability to use and explain languagents provided in the textbooks. As a regitilt

is often believed that the longer a teacher wamka public secondary school, the

more attrition of language knowledge and competence she tends to experience.

Teachers are also provided with some textboaikitng. However, since there are

few experts for these training activities, these workshops are often carried out in a
6cascaded appr oa c localtrdinerareceivetsainingdrem tbkeg at es o
national experts, and then deliver workshops to |deaxszl delegates (e.g. school
representatives or districtainerg who finally organise workshops in scheol
based locations. Each province organises these workshops in different ways,
depending on the funds available and decision of the local authohitiseme
provinces, these key trainers were sent directly to schools to train the teachers. In
others, another layer of key trainers, who are experienced representatives from
schools, were invited to the provincial workshops. They were then expected to
conwy the knowledge and ideas to their own school colleagues. In the province
where this study took place, however, all the teachers in the whole province were
invited to receive the workshops in a series of-fiay workshops. Teachers were
organised into gmups, each of which consisted of around 60 teachers and one
trainer. The workshops were limited to providing teachers with the overview of
the textbooks, teaching techniques, and video demonstrations of model lessons.
According to Canh (2011), and in mwo experience, such workshops are mainly
delivered in a lecture format with the aim of giving the teachers general ideas

about, for example, what it is theoretically meant by the learmetred approach.

Since the early 1990s, several international osggdiuns have been involved in

the professional development of English language teachers in Vietnam. Most of
the training provided by these organisations is in the cascade approach and in
shortterm periods. Examples of these organisations are Oversease3auveau,
AusAID (Australia), British Council, English language Teacher Training Project
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(UK), American ELI, BAVE (USA), SEAMEGRELC (Singapore) and some

j oint projects bet ween MOET and oversea
English Teacher and Trainbletwork (VTTN), supported by the British Council.

Many of these organisations have provided-offieor shortterm workshops,

mainly to introduce the communicative approach and ways to teach more

communicatively.

Some of these organisations, however, made attempts to extend their training

to the classroom level and relate their training to specific curriculum and
textbooks in use. For example, the English language Teacher Training Project
(ELTTP), funded by the British Government, provided technigapett for lower
secondary school teachers of English over aysar period (1992003). This
project started with training key trainees in a cascade manner, but then followed
these trainees to the provinces and districts to support them to deliver wasrksho
and observe teachers in actual classrooms. The project primarily addressed the
previous set of textbooks and introduced communicative language teaching,
modly in the form of the PPPto accommodate the textbook usage. With
continuous support from theeginning until the end of the project both at
provincial level and school level, the project has stimulated some changes in
teacher sé me t(Rhhaod 2009pUnhforttinataly; thheé pmogect was only

able to reach selected areas in 22 provinces, lgdkm rest unsupported. Lower
secondary teachers in the province where the present study took place received
support from this projecSinceit finished in 2003, no followup activities have

been observed to promote teacher changes in other areas ianvidtiso, shortly

after its commission, the new set of textbooks was introduced and mandated by
MOET (see 2.3.2.2), which caused the materials and lesson plans made during the
process of the project to become somewhat obsolete, since the new textbooks do

not lend themselves to PPP.

The VTTN, which focusesoic hanges i n approaches and t
and | e @rntshi Gogndl, 2011)for upper secondary school teachers of

English, has extended their workshops to provinces for key tegéhars,2009)

This ongoing project addresses issues in the current textbooks used in upper

secondary schools, and provides professional support for teachers in using such
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textbooks. Although this network does not follow teachers in their classroom
teaching, mosof their workshops are seen to be interactive, and deal specifically
to the issues in the textbooks currently in use. However, their workshops have
been limited to relatively few representative teachers, leaving the rest

unsupported.

This section has desbed the situation of language teacher education and
professional development in Vietnam. Drawing on existing publications on
Vietnam and my own understanding of the context, the section has pointed out
that language teacher education in Vietnam has telgd on a norcompatible
approach, and that teacher development has been considered limited. The next
section will provide an account of the context in which this study is situated, by
providing geographic information on the broader context and spediicnation

on the two schools where the data were collected.

2.5 Context of the study

With an area of 6,055.6 Kmand a population of 1,300,800 peorfl¢a Tinh
Information Portal, 2005)Ha Tinh province is located in the Northern Central
region of Vietnam wth ten districts and two provincial towns. At the time of data
collection, Ha Tinh had 45 upper secondary schools (i.e., Year 10 to Year 12)

with approximately 270 teachers of English.

The two schools selected for this study are located in the proviaqahlc which

has a population of more than 87, 000 peddi Tinh Information Portal, 2005)

Being the centre of administration, the town is regarded as being the most
advantaged in terms of educational opportunities. There are four state upper
secondaryschools, one of which is a specialised school for gifted students, one
private dn bp 6 p e eesltea bl i shedd) upper secondary
university and two vocational colleges. There are two language centres in the

town, both offering only English tuition. However, secondary school students do

not usually go to these dees for extra learning; instead, they often attend their

own teachersd private classes outside cl
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English learning mainly as specifically addressing the examinations and

classroom tests, rather than developiagnmunicative competence.

The upper secondary English language teachers in the town share common
working conditions. Each teacher, as regulated by the MOET, has to teach 18
hours a week and mark studentso test
other major subject teachers (séeable 2.1 for subjects considered major),
English teacher s IluyM ud Helivifies {i.a. kexamipation t i
practice) as a means of earning extra income, outside theirl $ebobing. These
activities may be organised by their own school, a private centre, or the teachers
themselves. These teaching activities, for their specific purpose, focus on
grammar, vocabulary, and pronunciation exercises with the aim of making
studens more proficient as examination takers. Neither speaking nor listening
skills are taught in these sessions. Furthermore, in spite of being based in the
capital town of the province, the teachers have received lithernvice training

and had little acess to teacher development, apart from the annual textbook
training workshops mentioned above. One teacher in the present study
commented that workshop ideas received by school representatives at the
workshops were never transmitted to the rest of théégacThis is because such
representatives are limited in training skills, and teachers in the same department
are not usually interested in listening and learning from familiar folk. Instead, in
department meetings, the teachers are handed out matesralshie workshops,

most of which are scarcely read or discussed.

In terms of teacher development, as mentioned above, the teachers are required by
MOET to observe their colleagues at least 18 hours in one academic year (35
weeks). They have to keep an atvséion booklet for the year, which is
frequently inspected by school authorities and inspectors nominated by the
provincial Department of Education and Training (DOET). Given their working
loads and their lack of interest in learning from their colleagkesping such a
booklet is regarded asmere formality, so as to meet the requirement rather than
for professional development. Nevertheless, several teachers from this study
admitted that they learnt some interesting techniques from their colleaguesg dur

observations. Unlike other common schools in the country and in the province,
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being based in a close proximity to the DOET office, the schools are more
frequently visited by DOET inspection delegates. The teachers reported that they

were usually visid twice a year by these delegates, which extended their burden

on the preparation of their files (e.g., lesson plans, observation booklets, and
studentsbo mar k r e ebeabskiwed lessond to sdtigfynthe n g t
del egatesd requirements.

With regardt o t he assessment of teachersdé wor
language teachers are assessed by DOET inspectors based on a fixed set of criteria
devel oped by the MOET, which relies on
learning occurs with a quantitatiencr ease i n studentsdé kn:
teaching is about presenting informati on
(Canh, 2011, p. 26). A lesson is assessed on whether the teacher has successfully

and accurately presented the content of the lessstudents. The teacher is also

assessed by their own colleagues on a regular basis, where feedback and
assessment are also based on criteria used by inspectors. Observation by both

i nspectors and coll eagues I S regarded
impressi oni sti co (20aThdse asses3meht,scorpspare inpdrtant

in terms of the teacherdés professional I

teacher ranking at the end of each semester and academic year.

The remaining portion of the e will provide information about the two
schools where this study took ©place. Bo

public schools, that is, they are not either specialised or private schools.

School A

School A is a comparatively lorgjanding upper econdary school in the
province. |t was established in 1954 as
secondary schools after independence from the French. At the time the present
study took place, the school had a population of 1890 students in 4dsclatis

99 teachers, among which 10 teachers of English were employed.

School A is located in the centre of the town. It has a relatively large campus with
many classroom buildings. At the time of the study, this school had two three

storey classroom buiiags, each of which had 12 classrooms. There were also
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two onestorey buildings and one twsiorey building in use, and one thhgterey
building under construction. Altogether, the school had 34 classrooms in use. As
in many other schools in the town, bastassroom is from 45 to 50 square metres
large, equipped with 124 desks in rows, which attached to similar length

benches, one magnetic green chal kboard,

Despite having such a large number of classrooms, dtigettarge number of
classes, the school had to organise teaching and learning in tHshiftiveystem.
At the time of data collection, all Year 12 and Year 11 classes attended the
morning shift, and all Year 10 classes attended the afternoon shift. Bastad

an average of 50 students.

The school is comparatively wedljuipped with facilities. There is a laboratory

and two computer rooms with 45 computers. Each department has a common staff
room, which is designed mainly for meeting with a long tahk @airs. There is

a whiteboard for teaching schedules and notices. Each department is equipped
with a computer, without a printer or internet access. The school is also equipped
with several CD and cassette players, and two PowerPoint projectors, which

teachers take turns to use on special occasions.

Regarding student categorisation, the 2009 data of the school showed that the
majority of students were in thean Tx nhién (i.e., specialisation in sciences),

with 1746 students. Only one class (with 47 students) and two classes (with 97
students) were irBan Xa i (i.e., humanities), and a n ©n (i.e.b non
specialisation), respectively. Although the classofeing humanityorientation
should be using a different set of textbooks, the department chair told me that all
students in the school used the same set of textbooks. English was the only

foreign language taught in this school.

School B

In contrast with doool A, school B is much newer, formally established in 2004,
and enrolling its first cohort of students in 2008. This school was established to
meet the increasing demand of student enrolment to upper secondary level in
town, and to reduce the number ¢fidents in school A. Students who do not

meet the academic standard to enrol in school A will have a chance to continue
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their education in school B. Therefore, students in this school are regarded as
having lower academic ability and learning motivatidmew compared to those in

school A.

At the time of data collection, being in only its second academic year of operation,
the school had two class levels: Year 10 and Year 11, consisting of 18 classes,
with a total of 829 students. There were 45 teacherspngmvhich there were 6
English language teachers. Although the school was recently established, the
teachers were fairly experienced because they were mobilised from other schools
in the province when it was first founded. Since the school had only cee thr
storey classroom building with 12 classrooms, similar to school A, it had to have
two shifts of teaching in a day. The classrooms were similar to those in school A

in terms of size, facilities and the average number of students per class.

School B is leated out of the town centre, surrounded by rice fields. Access to
the school is a small road, which is muddy in rainy seasons and dusty in dry
seasons. It has four staff rooms with one computer in each. The six English
language teachers shared one roorth weachers of two other subjects. The
school is equipped with a laboratory and two computer rooms with a total of 50
computers without printing facilities or internet access. There were two CD and
cassette players for language learning, and one Powegitojattor for teachers

to use in classes when needed.

Regarding student categorisation, all the students in the school at the time were
underB a n 9 (i.e.pnonspecialisation). Thus, all the students in school B
used the same set of standard textbaadkgshose in school A. Like school A,

English was the only foreign language.

2.6 Summary

With the purpose of providing informatio
beliefs and practices in this study, this chapter has reviewed the sociocultural and
educaibnal context in which this study is situated. Firstly, it provided a

sociocultural and educational account of Vietnam, leading to the argument that the
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current education system in Vietnam has long been influenced by Confucian and
Taoist ideologies, whichre reflected in the hierarchical role of the teacher in the
classroom, the low level of student participation, and the prominent role of
examinations. Secondly, it reviewed the historical tresfdshich English as a
foreign language has experienced oWver last few decades. This section showed
that, although English language education was subject to ups and downs due to
the political and historical changes in Vietham, the economic reform in 1986
opened up a great opportunity for English to grow in paqiyl in Vietnam,
leading to its present status as the most demanded language in contemporary
Vietham. This section also provided some brief characteristics of Vietnamese
classrooms, in particular some issues relating to English language learning
facilitation, such as large class size, and teacher proficiency. Thirdly, the chapter
has provided information about the history of English curriculum innovation for
the upper secondary school level, together with a general description of the
mandated textbooks aently in use. It indicated that although the new textbooks
have many improved elements as compared with the old textbooks, some major
shortcomings have also been revealed by researchers and practitioners. Fourthly,
the chapter has provided an accountasfguage teacher education and teacher
professional development in Vietnam. It generally indicates that language teacher
education in Vietham follows a nerompatible view in language teacher
education and that teacher professional development opportusigekmited.

This chapter has also described the specific context where the study took place
with some general information of the place where this study took place, followed
by descriptions of the selected schools. The participants of the study will be

described in detail in Chapter Four.

The next chapter will review the literature about the two aspects relevant to the

purpose of the present study: tdsla s ed | anguage teaching
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CHAPTER THREE

LITERATURE REVIEW

This chapter reviewdhe two principal topics for this study: tablksed language

teaching (henceforth, TBLT) and teacher beliefs. Secfioh begins with

theoretical assumptions of second language learning which are claimed to support

the developmet of TBLT. Definitions of tasks are then critically reviewed,

resulting in a number of principles of TBLT instruction. This is followed by
distinguishing tasks from activities and exercises in order to identify key
characteristics of tasks. Secti@?2, entitled Teachersodé Beld.
definitions of the construct of teacher
definition used in this study. Ot her con
discussed. This is flowed by presentations of two theoretical frameworks
(Sociocul tural Theory and Theory of Pl an
beliefs, practices and their relationships are understood (se8tBsnd3.2.4.
Section3.25pr ovi des a brief overview of studi
followed by a review of previous findings on the relationship between beliefs and
practices. SectioB.3, after generally discussing em
beliefs about Communicative Language Teaching (CLT), specifically reviews
research studies on teacherso beliefs re
study. The final section sumnises this chapter and identifies the research gaps

which this research aims to occupy.

3.1 Task-based language teaching

Taskbased language teaching (TBLT) has become attractive over several decades
in the area of language teaching in general and the teaohikgglish asa
second/foreign language (ESL/EFL) in particular. The quotation by Littlewood
(2004) which prefaced Chapter One reveals the widespread adoption of TBLT
across the world, and the attractiveness of the term in the language teaching

sector. Is increasing popularity is not only because it is new, but also because its
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underlying assumptions are supported by a number of theoretical grounds, which
are presented in the first ssbction below.

3.1.1 Theoretical basis for taskbased language teaching

A number of theoretical grounds have lent support to the emergence of TBLT.
The use of tasks reflects learning theoriesthe Communicative Language
Teaching Approach, and a number of elements in Sociocultural Theory.
Furthermore, TBLT seems to receive théiced support from three contemporary
second language acquisition (SLA) hypotheses, namely the input, output and
interaction hypotheses. The three sections below will briefly describe these
supportive bases, with the intention of bringing out characesidthat are
predominant in TBLT.

3.1.1.1Communicative language teaching

Until the late 1960s, structural approaches were prominent in second and foreign
language learning classroomB&or example, Audiolingualism was practised
worldwide, andSituational Language €achingwas more populain Britain
(Richards & Rodgers, 2001A call for changing educational principles and
practices in Europe in the late 1960s was responded to by a number of
collaborative and individual works, including, for example, the teamwortkef
Council of Europe, and the writings of Brumfit and John@@mumfit & Johnson,

1979; Johnson, 1982Widdowson(1978) and Wilkins (1972, 1976) and other
British applied | inguists, which fAgave p
to what came tdbe referred to as the Communicative Approach, or simply
Communi cati ve L a(RichardsgeRodfgersa200lj m @§5dhe
emergence of this approach has marked significant changes in the beliefs about
and practices of language teaching and learm@iagyell as approaches to syllabus

design, and material development.

According to advocates of Communicative Language Teaching (CLT), language
is viewed to be more than a set of grammatical and vocabulary items (Nunan,
2004). This view of language was deve p e d from Hymes©®o cor

ocommuni cat i Vdymes,ol@vg)e tienrn cednt r as tle.gwi t h  Ch
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1965) theory of linguistic competence, which focuses on abstract grammatical
knowledge. According to Hymes, communicative competence includes the

knowledge and ability to use the language regarding:

- Whether (and to what degree) something is formally possible;

- Whether (and to what degree) something is feasible in virtue of the
means of implementation available;

- Whether (and to what degree) somethingppropriate (adequate,
happy, successful) in relation to a context in which it is used and
evaluated; and

- Whether (and to what degree) something is in fact done, actually
performed, and what its doing entails.

(Hymes, 1972, p. 281)

Hy mes 60 i d e apandea by other pplred liagxists concerning language

teaching, including Canale and Sw#&ir®80) and Savignot(1993, 1997)Canale

and Swain offered a more comprehensive view of the communicative competence
regarding language pedagogy by including fouwmponents of the term:

grammatical competence, sociolinguistic competence, discourse competence, and
strategic competence. Savignon further proposed that language curriculum should

include five components: language arts, language for a purpose, persaomal se

| anguage use, theatre arts, and beyond

Swaindéds communicative competence was fur

by others, such as Bachm&h991) and CelceMur c i a, D"rnyei, and
(1997)

Favoured in the CLT perspective of | angu:
of | anguage use, which views | anguage a

speech acts or texts, since only through thdysai the language in use are all the
functions of language, and therefore all components of meaning, brought into
f o c (Hallmay, 1970, p. 145)in his 1975 volume, Halliday offered seven basic
functions of language with respect to children using tlfiest language: the
instrumental, regulatory, interactional, personal, heuristic, imaginative, and

representative functiorfHalliday, 1975, pp. 147). This view of language,
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compl ementing HymesaOo, I's of great infl
(Richards & Rodgers, 2001)

In brief, as noted by Richards and Rodgers (2001), CLT has a rich theoretical base
in terms of how it views language. Major characteristics of the communicative

view of language were summarised as follows:

- Language is a system fexpression of meaning;

- The primary function of language is to allow interaction and
communication;

- The structure of language reflects its functional and communicative
uses; and

- The primary units of language are not merely its grammatical and
structural fetures, but categories of functional and communicative
meaning as exemplified in discourse.

(Richards & Rodgers, 2001, p. 161)

As noted, Communicative Language Teaching was largely inspired by
descriptions of language and language use, with less referentteedries of
language learning and acquisitigRichards & Rodgers, 2001although some
authors subsequently became more concerned with the relevance of theories of
learning in their modelésee, for example, Johnson, 1996)arning implications
tendedto be referred to on theoretical grounds rather than empirical grounds.
However, the CLT view of learning ialso claimed to benferred from its
practices, in which advocatés.g., Johnson, 1982; Littlewood, 19&iBscribe the
conditions needed for seawd language communicative competence to be
developed. Three major elements are considered promoting second language
learning: communication, meaningfulness and the task prin¢iiehards &
Rodgers, 2001)As such, activities that stimulate communicatéwa supposed to
promote learning. In the same way, language that is meaningful to the learners
facilitates the learning process. Lastly, language that is used for performing a task
is likely to be acquired by learners. These dimensions are captured ghaatic

such principles as learning by doit§avignon, 1997pr experiential learning
(Kolb, 1984) and the role of learners in the learning prodésshonen, 1992)

These views of how language learning principles are associated with Clareand
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fundametal in the development of TBLT, which are summarised and further
discussed by Skehgh998)

Communicative language teaching does not, however, constitute a monolithic and
uniform approacl{Ellis, 2003b) There is distinction in the literature between the
Oweakdé and t he 06 s(Howatth IP&4) Theefornser isbased anf CL T
the assumption that language can be taught by identifying components of
communicative competence and their respective grammatical exponents and
teaching them systematically. practice, this version is mostly reflected in the

PPP model, where language items are first taught by the teacher, followed by
extensive controlled practice such as drills, and lastly by a freer production
activity where learners are required to use tmguage introduced to talk/write

about something. The O6strongd version, i
presented earlier, that, for exampl e,
c o mmu n i dHowaitt,01®98%4, p. 279)In this version of Communicative

Language Teaching:

Learners do not first acquire language as a structural system and
then learn how to use this system in communication but rather
actually discover the system itself in the process of learning how to
communicate(Ellis, 2003b, p. 28)

Thet roosngd version of CLT, therefore, i S
tasks that give learners the opportunities to use the language in communication,
where explicit attention to grammatical features arises only incidentally and
attention is merelyp t r a n @ong, 4991) Much of this version reflects the

characteristics of TBLT, which can be see3ih.2.3

Littlewood (1984) and Johnson (199¢)roposed alternative theorie$ language
learning compatible with CLT skill-learning moded. These theories encompass
cognitive and behavioural aspects of learning in the acquisition of communicative
competence. Littlewood emphasises the role of practice on the development of
skills, which is believed to result in the achievemeof communicative

competence.Johnson (1996), viewing language as a skill, argues for using
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communicative methods to make&tomisation possible in both directions: from

declarative to procedural processing and vice versa.

Another alternative but conttas ve way of teaching, which
theoretical points (se8.1.1.3, is called The Natural Approac{Krashen &

Terrell, 1983) Unli ke Littlewoodds model , t his
exposure, or input, leavingarners the choice to produce the language when they

are ready. To a great extent, this approach can be regarded as a version of TBLT,
since it focuses on meaning and engagement in doing tasks such as giving and

following instructions.

Taskbased Languagdeaching is believed to have risen from the umbrella
approach of CLT(Kumaravadivelu, 2006; Nunan, 2004; Richards & Rodgers,

2001) since it is based upon several key CLT principles presented above. Nunan,

for exampl e, stat es t tphalosophical Tappmoaeltptoe s ent s
language curriculum that draws on theory and research in linguistics,
anthropology, psychol og-pased tamgdagesteachingp | o gy 0O
represents a realisation of this philosophy at the levels of syllabus design and

met hodol ogyo (p. 10) . Understanding CLT

necessary move to understanding TBLT.

3.1.1.2Sociocultural Theory

Sociocultural Theory (SCT) based on the work of Vygotdi§78, 1987)and his
successors, has also been construed to tieadhe support tastbased instruction,

in offering another view into language learnifigllis, 2000, 2003hb) SCT is
originally a theory of mental development and functior(iogntolf, 2006) which
claims that learning is mediated through social activitgntral to sociocultural
theory is the idea that human cognition is developed from mediation between the
mind and the world. This process is mediated by the use of social interaction in
forming new knowledge: from objectgulation and otheregulation toself
regulation. The way this new knowledge is mediated is through the use of tools,
interaction with others, and the use of symli§aldis, 2003b) Vygotsky identified

language as the most powerful symbolic means. In second language acquisition,
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languageis seen as both the means for mediating learning and the object of the
learning(Ellis, 2003b)

Lantolf (Frawley & Lantolf, 1985; Lantolf, 2000, 200& | abor at es Vygot
theory in application to second language acquisition in general anddast

instruction in particular. With respect to these, he suggests that second language
learners are mediated by three sources: by others in social interaction, by self in

private speech, and by cultural artefacts such as tasks and technology.

Concerning social ieraction, SCT takes verbal interaction into account as a
means of regul ation, seeing Al earning, i
b a s €éHis) 2003b, p. 176)Learners of a language first manifest new linguistic

features through interactiongtiv others. Tis process results in internalison of

the features. During this process, learners may experience linguistic challenges

when they are in communicatively demanding situations, which will result in

learners acquiring the new forms and morabkt skills channelled through
private speech, defined as fau@hthl e speece
2001, p. 16) When facing difficult tasks, adult learners will externalise the inner

thoughts in order to regulate themsel{eésley, 1991) Suchexternalisation of

inner thoughts allows learners to manipulate and practise new linguistic forms

whi ch wi || At hus cCome t o mo v e from t
i ntrapsyc ho(Elis,@008bap. 178 | ane o

A key construct of SCT is theone of proxnal developmen{ZPD), a metaphor

used by Vygotsky to describe Athe dista
level as determined by independent problem solving and the level of potential
development as determined through problem solving under adult gaiderin

collaboration with more capable peer§1978, p. 86) This psychological

metaphor entails the readiness of the learner to perform a new skill with the
assistance of an expert (e.g., a teacher
is his a&tual level, and his potential skill is the one that he can perform with the
assistance of another expert person. When this new skill is acquired, it becomes

the |l earnerodés present competence and a n

developed. Tis view of learning has important implications for TBLT, especially
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in the grading of taskéEllis, 2003b) and the application a$caffoldingin the
development of tasks in language teaclfeng., Nunan, 2004)

3.1.1.3Input, output and interaction

Krashen(1981, 1987) drawing on empirical studies by Dulay and B(i®74)

formulated five hypotheses (the Acquisitibearning Hypothesis, Natural Order

Hypothesis, Monitor Hypothesis, Input Hypothesis, and Affective Filter
Hypothesis) to explain second languageussition, which he collectively called

t he 0l nput Hypot hesi so. Centr al t o Kr a
Hypothesis, because it answers the most crucial question of language learning
process, that is, how one acquires language. The Input Hypothatgs #iat

second | anguage | earners acquire a | ang!
where they are, by understanding that language. Learners understand the input

basing on the context, their background knowledge and -kEmxtnaistic

information happeing around the input.

Krashends wor k, (#68and Munam(g004) among othevsn

extrapolates three relevant ideas to support TBLT. Firstly, learners need to
understand meaningful messages for | earni
reading and listening input as essential, especially in the early stage of language
acquisition. This first idea argues against meaningless, decontextualised language

work, where learners pay whole attention to a more structural view of language.

The seconddea is that learners learn new features just beyond their current level.

This provides an implied suggestion in line with the conventional saying: Grade

the task, not the langua¢@rown, 1998) The t hird idea resul ti
work is the necessitgf a motivating and relaxed classroom atmosphere to break

down affective filters so as to promote confidence in learning.

Krashends hypotheses, i n particul ar t he
interest, and indeed have become influential and cests@l in the area of

second language learning to dgtdunan, 2004) and as noted above, have
contributed to the development of TBLT. However, TBLT is supported not only

by his hypotheses, but also by a number of others such as Output Hypothesis and
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Interaction Hypothesis, both of which examine the effectiveness of output, but in
rather different forms.

The term oO6comprehensi bl e (Quumins &tS@ainwas pr o
1986; Swain, 1985)based on the data of immersion students in Canada. She

claims that although comprehensible input plays a role in acquisition, it is not
sufficient for acquisition to take place fully. Instead, the learner should produce
comprehensible output. In doing do, the learner has the opportunity to produce the

target languag s o t h aphy atehtien t@ thenmedis of expression needed

in order to successfully convey his or her own intended meaning" (1986, p.133).
Swainés study reveals that, although the
comprehensible input, thegid not demonstrate natild&ke competence. Swain

argues that it is the limited comprehensible output that students produce that leads

to acquisition failure. Comprehensible output, argues Swain, is a mechanism
independent of comprehensible input, in thatprovides the learner with
opportunities to move Afrom a purely se
syntactic analysis of ito (1986, p.136).
should not only provide learners with comprehensible input, batldhcontain

el ements that Opushdé | earners to produc
initially understood by many task designers and practitioners as relevant to tasks
focusing principally on oral work; however, communicative tasks are now

claimed to mclude all four language skil{&llis, 2003b, 2009)

The role of output is incorporated by Lo(P85a)in his Interaction Hypothesis,

which emphasizes the role of negotiation of meaning (linguistic adjustments in
conversations to get meaning across). d-oasserts that evidence of Ron
comprehension from the | istener natural/l
utterance, so as to make it comprehensible for the listener. In this process, when
realising a breakdown in communication, that is, the listdoes not understand

the message, the speaker makes a modification of his message. This can be done
through seHcorrection or with assistance from teachers or peers. Therefore, Long

argues that negotiation of meaning promotes comprehensible input aaswell

output, and thus promotes acquisition. This hypothesis implies that negotiation of
meaning should be included in pedagogi ca
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substantial body of research has been undertaken to investigate aspects of tasks
that pronote negotiation of meaning. For example, Ldth§90)found that twe

way tasks (such as an information gap task) and groupwork are characteristics that
generate more negotiation of meaning. Other research st(elgs Berwick,

1990; Crookes & Rulon, 1988Jewton, 1991)nvestigated the use of open (such

as opinion sharing) and closed tasks (such as deciding on a candidate) on
negotiation of meaning, and indicated that closed tasks generate more negotiation
of meaning than open tasks. Another studlgich investigatedhe effectiveness

of planning for task performan¢&kehan, 1998)showedthat planning not only

leads to more negotiation of meaning, but also more fluent and accurate
production of language. The Interactionist approach contributes to theldbion

of taskbased approaches by informing which types of tasks generate more
negotiation of meaning and suggesting types of interaction for-bsbd

instruction.

This section has outlined a number of theoretical grounds supporting TBLT. It has
reviewed three theoretical strands, the assumptions of which provide theoretical
support for the development of TBLT, namely Communicative Language
Teaching, Sociocultural Theory and the three SLA hypotheses. The next section
will review in detail the concept dhsk, the principles of TBLT, how tasks are
distinguished from other classroom work, and key dimensions of task
characteristics.

3.1.2 What constitutes a task?

This section firstly reviews the definitions of the notion of task in the literature.
Drawing on suchdefinitions, a number of major principles of TBLT will be
presented. This is followed by distinction between tasks, activities and exercises.
Finally, a number of fundamental characteristics of tasks are critically reviewed.

3.1.2.1Definitions of tasks

The cental concept in the methodology of tas&sed language teaching is of

course O6taskso. However, in both researc

little agreement as to how a task is defiigtis, 2003b)
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It is, however, useful to start with a very geis definition of a task provided by
Long (1985b, p. 89)

[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

fence, dressing a child, filling out a form, buying a pairsbbes,

making an airline reservation, borrowing a library book, taking a

driving test, typing a letter, weighing a patient, sorting letters,

making a hotel reservation, writing a cheque, finding a street

destination and helping someone across a roadther avords, by

60taskd is meant the hdomndeveeygday and one t hin

life, at work, at play and in between.

According to Nunan(2004) this definition is noftechnical and noiinguistic.

With respect to the former, it is likely that in everyday as ks 6, we do not
explicitly describe how we carry out such tasks. For example, a person dressing a

child does not necessarily spell out what to do first and next, and how to do what

they do; they just do it. Also, tasks by this definition maguiee the use of

language (such as making a hotel reservation) or may not require language use

(such as painting a fence). It could be noted that whether language use is involved

or not, such tasks remain néinguistic by nature, that is, there is no asil

attention to what language features should be used to complete the task. Such a
nontlinguistic feature distinguishes tasks from language exer@@san, 2004)

the | atter of which focus | earnersd att el

However, vhen tasks are defined with pedagogical perspectives, many authors
assert that tasks necessarily postulate languagéElise 2003b) For example,
Breen(1987, 1989)Bygate(1999) Ellis (2003b) Nunan(1989, 2004)Richards,

Platt and Webbe(1985) and Samuda and Bygat@008) all consider that task
completion necessarily involves language use for input, output and interaction.
Figure 3.1 cites a number of definitions of pedagogical tasks in the literature,
which, in spite of revealing the diversity of tabksed perspectives across task
experts, researchers and practitioners, offer the opportunity to generate principles

of TBLT and task characteristics in the following sections.
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Breen (1987)

[Alny structured &nguage learning endeavour which has a partic
objective, appropriate content, a specified working procedure, and a
of outcomes for those who under
to refer to a range of workplans which have the overatbgses of
facilitating language learnirigfrom the simple and brief exercise type,
more complex and lengthy activities such as group proslaring or
simulations and decisiemaking (p. 23).

Bygate(1999)

[Blounded classroom activities in whic learners use langua(
communicatively to achieve an outcome, with the overall purpos
learning language (p.186).

Candlin(1987)

[O]lne set of differentiated, sequencable, probfmming activities
involving learners and teachers in some joinestdn from a range o
varied cognitive and communicative procedures applied to existing
new knowledge in the collective and pursuance of foreseen or eme
goals within a social milieu (p.10).

Ellis (2003b)

[A] workplan that requires learnete process language pragmatically
order to achieve an outcome that can be evaluated in terms of whetl
correct or appropriate propositional content has been conveyed. T
end, it requires them to give primary attention to meaning and to mek
of their own linguistic resources, although the design of the task
predispose them to choose particular forms. A task is intended to re:
language use that bears resemblance, direct or indirect, to the
language is used in the real world. ¢ibther language activities, a ta
can engage productive or receptive, and oral or written skills, and
various in cognitive processes (p.16).

Nunan(2004)

[A] piece of classroom work that involves learners in comprehenc
manipulating, produng and interacting in the target language while tt
attention is focused on mobilizing their grammatical knowledge in c
to express meaning, and in which the intention is to convey mei
rather than to manipulate form. The task should have a seh:

completeness, being able to stand alone as a communicative act in i
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right with a beginning, a middle and an end (p.4).

Prabhu(1987)

[A]n activity which requires learners to arrive at an outcome from g
information through some processtbbught, and which allows teache
to control and regulate that process (p.24).

Richardset al (1985)

[A]n activity or action which is carried out as the result of processing
understanding language i.e. as a response. For example, drawiny
while listening to a tape, listening to an instruction and performir
command may be referred to as tasks. Tasks may or may not invol
production of language. A task usually requires the teacher to specify
will be regarded as successful coetn of the task. The use of a varie
of different kinds of tasks in language teaching is said to make tea
more communicative €é since it |
which goes beyond practice of language for its own sake (p.289).
Samuda and Byga(@008)

[A] holistic activity which engages language use in order to achieve :
nontlinguistic outcome while meeting a linguistic challenge, with
overall aim of promoting language learning, through process or prodi
both (p. 69.

Skehan(1996)

[Aln activity in which meaning is primary, there is some sort
relationship to the real world, task completion has some priority, an

assessment of task performance is in terms of task outcome (p. 38).

Figure3.1: Examples of task definitions

The

current approaches in language teaching in the literature, allows for a generation
of a set of basic principleshdt encompass the methodology of TBLT. The

definitions of 6t ask o, as we l

principles are presented in the following sdxtion.

3.1.2.2Principles of task-based language teaching

Language teaching should focus primarily on meaning

Perhaps the most stronggynphasised principle underlying vargdefinitions of

tasks is the extent to which the
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the extent to which it creates a chance for learners to display their linguistic
knowledge(Ellis, 2003a, 2003b)in this respect, many authqesg., His, 2003b;
Long, 1985b; Nunan, 2004; Skehan, 1988em to advocate tasks that focus

primarily on meaning. Breen (1987), howe

definition. However, this does not necessarily mean that such exercises represent
a type of language work where learners focus on explicit learning of language
features, but rather that learners may be encouraged to engage, as noted by Breen
(1987) in meaningful activities such as problswolving, simulations and
decisionmaking. Ellis(2005) distinguishes semantic meaning (i.e., meanings of
language features such as lexical items and grammar structunespifagmatic
meaning (i.e., themeanings that occur due to highly contextualised
communication), and asserts that in TBLT it is the tatteaning which should be

in focus. According to Ellig2003b, 2005)to achieve pragmatic meaning in task
performance, language should be viewed as a tool for reaching task outcomes,

rather than the object of learning.

In terms of corrective feedback, kaproponentqBeretta, 1989; Prabhu, 1987)
also suggest a focus on content (i.e., meaning) rather linguistic errgréo(ing.
Beretta(1989)and Prabhi{1982, 1987)kuggest that error treatment should focus
primarily on content, and that if linguist&rrors are treated, there should be no
explanation, exemplification or generalisation. In other words, such linguistic

error treatment should not interrupt the flow of meaning expressed by learners.

Language teaching should direct learners to achieve alinguaistic outcome in

task completion

A nonlinguistic outcome allows learners to focus on conveying pragmatic
meaning rather than semantic meaning. In other words, learners should not pay
attention to any particular language features in the processkofaanpletion, but

should attend entirely (or at least, primarily) to how to reach the outcome of the
task. In this sense, as indicated earlier, if completing a task involves language use,
learners will use the language as a tool to achieve the outcomevuidome of a

task represents the authenticity of the task. This authenticity serves to answer a
crucial question in task design, OWhat

sense, all the definitions abové&idure 3.1), either explicitly or implicitly,
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mention the need to specify some sort of outcomes for a task. The task outcome

can be used to distinguish O6taskd from

on meaning, it does not necessarily caary outcome. Let us consider the

following two examples:

Example 1: Talk to your friends about types of food you like and dislike.
Example 2: Your group are organising a party for your class. Discuss with
your friends and decide on a list of food that suibst of your class

members.

Clearly, both of the examples above potentially engage learners in expressing
meaning, but Example 2 involves a sense of completeness, in that at the end,
learners will create a list of food after discussing possibilities anttoagyroup

(t he O pntohediteratireéd many authoatsoargue that a task outcome can

be either Opr oduc(.g., Sanouda &Bygate, 2e&hshis, or
sense, Exampleibvolvest he &6 processdé outcomeuysei n
language in an interactive process, while Example 2 can be regarded as having
both product and process outcomeghich are essential for the process of

learning

Language teaching should allow learners to make use of any resources available
to them tacarry out tasks

This principle is associated with the principle of meaxfoausedness discussed
above. In conveying the message meaningfully during the process of task
completion, it is important that learners are not restricted to using any particular
forms. In other words, they should be allowed to make use of any language
resources, both verbal and reerbal, to express what they want to mean. In
language classrooms, it is then advised that provision of predetermined language
features (such as a graratical structure or a new word) is not necessary; rather,

it is necessary to engage learners in using the language meaningfully to complete
the task, even though through this process learners may encounter linguistic
challenges and make errors. Productioriocused (Ellis, 2003b) or unscripted

tasks (Bygate, 19990 some extentiepresent this principléunscripted tasks

mean studentsdé | anguage is not written
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However, this does not mean that there should be no provision of language as part
of preparation for task performance. In language classrooms, language provision
(or input) may be done through the teacher asking students to read a related text
(Willis & Willis, 2007), or getting students to listen (or watch) a similar task
performed byother learners (Nunan, 2004). Where teaching of language features
is needed, it is particularly important that such teaching does not constrain
learners to pay full attention to them; in contrast, these items should be viewed as
available language featuredich students may need to use during the process of

task completion.

Language teaching shouldgride a place fofocus on formn task sequences

Long (1985a, 1985b, 19919 f f er s a di stinction between
6f ocus on f or hid,is claites tolba apprepriate inftdsksed
instruction.Focus on formss where learners are exposed to explicit explanation

of language features, as in conventional approaches such as PPP, and thus is
considered outside of TBLT domairFocus on form in contrast, occurs

incidentally during the process of task performance, through methodological
procedures such as negative f etheylagpdk t o |

(Schmidt, 1990yvithout interrupting the communicative process.

Early propoents of TBLT suggest that tasks should not carry elements of focus
on form. Recently, however, such a strong emphasis on meaning raises a concern
that learners may pay too much attention to meaning, thus compromising
linguistic attention(e.g., Swan, 2005Widdowson, 2003)leading learners to
bypassform, which results in inaccurate language (Skehan, 1996)There has

been a call for some focusn form resulting from arguments on the role of
explicit language instruction, which argues for a conditiat tllows learners to
notice the gap between their existing and the potential knowledge in language
learning (Schmidt, 199Q) This suggests TBLT proponentsedeto consider a

place for formin their own approaches, in finding ways to focus omfarithout

losing the characteristics of communicative tasks.

Various authorge.g., Ellis, 2003b; Nunan, 2004; Skehan, 1998; Willis, 1996)
proposeincorporating forrafocusedactivities into the task sequence, although

they do so in different ways. Ellis (2003b) posed the use dbcusedtasks (as
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opposed tounfocusedtasks, which do not rely on any particular linguistic
features). He suggests that there are two ways to make a task focused. The first is
to design the task in a way that it can only be completedaiéss use the
intended feature. However, it is not always possible to design such tasks,
especially in terms of production, because in performing the task, the intended
feature may not be used, such as when learners use communicative strategies to
get araind the targeted feature. The second way, according to Ellis, is to make the
targeted feature the content of the task, which E(i®91, 1997) calls
6consciousness raising taskso. El'l i s «cl
exercises because learnare required to talk about the information together and
generate or test hypothesiesvhich are, therefore, task outcomes. Like in any
other topic, this process results in exchange of ideas and information and remains

meaningfocused.

Willis (1996) puts6r war d a Otask <cycled in which
after the main task hasdre completed. The focus on forthen, occurs as a result

of the task performance, where learners experience linguistic problems during the
main task. Both Nunan (2004) cuskehan (1998), in camtst, argue for a focus

on formto occur during the prask phase. Nunan (2004), for example, offers a
sequence for a unit of workkhere an explicit focus on foris placed before the
main task, but after learners have already lBgrosed to such linguistic features

in a meaningful way. Nunan argues that this occurrence is different from
conventionalmethods in that a focus on foramould occur after learners have
seen, heard and spok#re language itemis contextualisedctivities, rather than
linguistic elements being isolated and presented out of context, as they are in
conventional approaches.

By using focuson-form procedures, teachers will be able to focus on certain
specific featuresthat arise from the process of task tsantion, such as when a
learner makes an error in language production. TBLT literature has suggested that
corrective feedback in tadkased classrooms should be aterruptive, in the
sense that it does not affect the process of conveying meaning qarthef
learners (Basturkmen, Loewen, & Ellis, 2004; Ellis, 2003bjia the use of
planned or incidental focus on forkllis, 2001) In planned focus on fornthe
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teacher Apreselects a form for attention
thatwilpr ovi de opportuni ti etsal, 2004 p. 244)sthatu s e 0 ( |
is, focused tasks. In incidental focus on form, the teacher does nspquigy

what formis to be attended to, but rather such a focus arises naturally from the

process of commuaation, with the teacher using such techniques as recast,
clarification request, etc. It is important that whether planned or incidental,
corrective feedback which is conducted during task performance should remain

implicit so that learners do not havefay entire attention to the feature being

corrected.

It is important, and also relevant to this study, to point bat & place for form

goes beyond a focus on syntactical features. @0€9)points outthaté6 f or mé i n
TBLT also includes vocabulary amgtonunciation. Citing Williamg1999) his

work with colleaguegEllis, Basturkmen, & Loewen, 2001and Loewer(2005)

Ellis shows that approximately half of identifiéakm-focusedepisodes in TBLT

classrooms deal with vocabulary and pronunciation. Kamgle, during task

compl eti on t he teacher can al ways focu
vocabul ary items, or some pronunciation
to perform tasks. Similarly, such focuses can occur irtgsie or postask plases.

However, it is extremelymportant that any focus darm should always occur in

the context of communication and involyv
have also suggested that |l earnersd enga
language uptak@doughty & Williams, 1998; Newton, 2001; Williams, 1999)

The TBLT principles above are not meant to be exhaustive, but they represent
fundamental criteria for the evaluation of task design and task utilisation in the
classroom that the present study enatc her sd bel i efs and pr
TBLT seeks to investigate. In doing so, it is useful to further distinguish tasks

from other classroom work and this will be discussed in the nextexttimn.
3.1.2.3Tasks, activities, and exercises

Tasks can be distinggshed from other types of classroom work (activities,
exercises) using different perspectives. Kumaravadiy&fi93) for instance,

interprets these from the perspective of how pedagogical procedures are viewed.
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From this perspective, tasks are used in niegrcentred procedures,
communicative activities in learneentred procedures and structural exercises in
languagecentred procedures. According to this point of view, tasks have a
broader and more comprehensive scope than activities, which again aderbro

and more comprehensive than exercises. Like Kumaravadivelu, (E0&3b)

distinguishes tasks from exercises from the perspective of the focus of the
classroom wor k. According to EIIlis, t ask
as Ol anguira the senses that héy must employ the same kinds of
communicative processes as those involved in-wealr | d acti vitieso
Learning by this sense is thus incident
features implicitly through the process of tagknpletion. Exercises, in contrast,
require | earners to function primarily
particular language features as the objects of the learning. In this sense, learning is

intentional.

Nunan(2004)offers a similar distinton by arguing that communicative activities
are awadyhahoused between tasks and exerci
activities, learners are required to practise restricted language items, which is
similar to language exercises; and they includerastaristics of meaningful
communication, which resembles characteristics of pedagogical tasks. Samuda
and Bygate (2008) distinguish tasks and analytical activities, considering the
former as holistic where learners firstly make a choice in meaning, wésciis

in making choices in wording and grammarisation, which in turn results in
choices of pronunciation. Analytical activities, according to Samuda and Bygate,
start wit h -selectedblanguage tem orfitems,eas in a drill involving
the prodation of a particular vowel sound or a minimal pair contrast without

attention to meaningo (p. 8).

For the purpose of this study, the distinction is established based on a number of
criteria which are useful to see the differences between tasks andyperof

language work (se€able3.1).
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Table3.1: Exercise, activity, and task

Language exercise Activity Task

Description Language work tha Meaningful language A goal directed
focuses on analysis work where learner: activity in which
(e.g, choose the  attend to meanin(learners use an
correct form) or while bearing in mind language availabl
intentional practice to use some pre to them to reach

of particular determined languag nonlinguistic

language features features directed b outcome

(e.g., drills) the teachers o

materals

Focus Linguistic Meaning Meaning
Outcome Linguistic N/A Nonlinguistic
Language usec Predetermined Predetermined Not predetermined
Comgetion Required Not required Required

required?

Littlewood (2004) offers a useful continuum for task evaluation (reproduced in

Figure 3.2) which comprises five degrees of focus: in ongexre there is non

communicawe learning( f ocus on f or ms) , which is al |
ElIlis (2003b), or 6enabl (1994 atttresother 6 by E
extreme there is authentic communication, which is similar to tasks (Ellis), or
6communi cat i ve& Zanarg.KThid contiriemt vaill ke aiseful for

analysing teaching practices in this study.

Focus on forms — —> Focus on meanini
Norn- Pre Communicative  Structured Authentic
communicative  communicative language communication communicatn
learning learning practice

Focusing on the Practising Practising pre Using language Using language
structures of language with  taught language to communicate to communicate
language, how  some attention in a context in situations in situations
they are formed to meaning but where it which elicit pre  where the

and what they not communicates learnt languag, meanings are
mean, e.g., communicating new information, but with some unpredictable,
substitution new messages t e.g., unpredictability, e.g., creative
exercises, otherse.g., informationgap e.g., structured  role-play, more
6di scove 60que-andi c activities or role-play and complex
awarenessaising answer 6 6per s ona simpleproblem problemsolving
activities guestions solving and discussion
OExerci: - (Ellis) —> 0Tasks®d
Enabl in <+— (Estaireand Zanon —» 6 Communi c a

Figure3.2: The continuum from focus diermsto focus on meaning
(Littlewood, 2004, p. 322)
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The distinction implies two versionsf TBLT in the literature(Skehan, 1996)

The 6strongd6 form of foF &plidit ateentigio éosninagai nst
a taskbased lesson. Tasks, according to this version, are used to engage learners
through transactional activities in which laage use is contextualised, where

| anguage is regarded as a medium of trar
version of -3B8ppor toe dEig &@8bh seegytésks as an

integral part of language teaching, but tasks are integratedaintomplex

sequence of instruction, where they are preceded and/or followed by focused

i nstruction of | anguage features. I n thi
to the gener al c o mmu r{Skehani 1996,ep. 3Pjathagit age t e
is compatible with a conventional version of CLT with PPP sequences, with tasks

integrated only in the production stage. Ellis (2003b) states:

The distinction between a weak and a strong version of CLT

parallels the distinction between tesmkpported langue teaching

and taskbased language teaching. The weak version views tasks as a

way of providing communicative practice for language items that

have been introduced in a more traditione
sees tasks as a means of enabling learneleato a language by

experiencing how it is used in communication. In the strong version,

tasks are both necessary and sufficient for learning. (p.28)

Tasksupported language teaching, therefore, is not very different from the weak

version of CLT mentioned ar | i er |, because in such a me
first presented to the learners by means of examples without or without
explanati on, [ whi ch] i s t h¢ls, 2003, .t | sed i
29). Even if there is no presentation of langeatems,the focus on particular

language features that are believed as essential for subsequent tasks (e.g., through

an awarenesmaising activity) is present in taskupported language teaching

The distinction between the two versions of TBLT is of vatee to the present

study, a fundamental aspect of which is concerned with how the teachers
implement tasks in their language classrooms. For example, analysis of classroom
practices may result in where the participant teachers are situated in the

continwm of meaning/forrfocused outlined in these two versions.
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The next section will further discuss task characteristics that encompass the
underlying principles of TBLT presented above, with the purpose of outlining
dimensions necessary for the analysiseoktt book tasks and teach

the present study.

3.1.2.4Dimensions of task characteristics

I n 1 nvest i goadntatiorgtoTBLE ampleneentatién, both in terms of
beliefs and practices, it is important to identify a representative set of task
characteristics in the principles of TBLT in order to gauge soiéntation
Definitions of tasks (se&igure 3.1), TBLT principles and discussions of task
characteristics in the literature show diverse characteriacéo what a task
constitutes.Table 3.2 presents fundamental dimensions of a number of task

characteristics in the literature, which are used for this study.

Table3.2: Dimensions of task characteristics

Dimension Characteristics

Focus Meaning (unfocused) Form (focused)
Focus on form Implicit Explicit
Language in Process Spontaneous Predictable
Authenticity Situational Interactional
Solution Closed Open

The firg dimension concerns the focus of the task, that is, whether it focuses on
meaningor onform. This dimension represents the two types of tasks proposed by
Ellis (2003b)i unfocused and focused tasks. However, he notes that in second
language learning, fewasks focus entirely on either meaniong form. Ellis
(2003b) astutely points out that while a task may be regarded as focusing on
meaning, there may be some occasions during the performance of the task when
the learners have toap peripheral attentioto form, suchas when they have to

look for an appropriate structure or lexical item to express their ideas. However,
as explicitly seen irFigure 3.1 and sectior3.1.2.2 all TBLT advocates suggest

that tasks should focus primarily on meaning.

Following the distinction made by Long (e.g, 199@ad i ng 6é6f ocus on f o
0f ocus ¢see3. 1.2 thrgughout the rest dhe thesis, especially when
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textbook analysis (Chapter Five) and data presentation and discussion (Chapters

Six and Seven), the term O6focus on f or mé¢
situation where attention to language features arises incidentathynwthe

context of orgoing communication. In contraswhenevert he ter m O0f ocus
f or mssuged it refers to the teaching practice wherattention tolanguage

features is made explicit to learners through, for example, -tegehing,
explanation,oracor ect i on. The usedmdobHdoumsrmldod ar e

used tarefer to focuson-form and focuson-forms practicesrespectively

The second dimension is closelgsaciated with the meaniigrm distinction.

Foll owing ElI'l i s6 ( thé@adirgyfol)taskacouduswetinnes t hat
involve a focuson form there is a question of whether such a focus is implicit or
explicit during the course of task completiofBLT proponents generally faur

implicit attention toform if there needs to be any at édee, for example, the TIP
task(Samuda, 2001; Samuda & Bygate, 2008)lis (2003b) argues that even a
language consciousnesssing task can become implicit because in such a task,
language items become the subject of discussion, and learners, Winlg adout

such features, may still focus on meaning, and do not necessarily use the items in
their discussion. Explicitness refers to situations in which learners are aware of

the targeted features which are made salient to them. Drawing on the distincti
provided by Long(1991) explicit attention to grammar can be referred to as
6focus on formsé, where task designers a
what features they are supposed to learn. This could be followed by intensive
explanation andril of the targeted features, on the assumption that the features
would move from declarative knowledge to proceduralised knowlgsiggerson,

1989) This way of achieving explicitness is in line with the PPP model of
instruction (Thornbury, 1997) wherely language features are presented and

drilled before production of such featuissllowed.

| mplicitness, on the other hand, is that
on formd manner (Long, 1990) . I n ,t his wa
such as a grammatical structure, incidentally in the process of tagdetmm.

Implicit focus on formstill allows learners to focus on meaning, but they have

opportunities to reflect on their interl:
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their curent language repertoire and the new feature. In short, if learners are told
to use particular language features for task completion, the process is explicit; on
the other hand, if learners are not told what language items to use, but the task

itself precetermines some form to be articulated, it can be regarded as implicit.

The next dimension of task characteristics concerns the process of language use
during the process of task performance. Textbook tasks can to some extent predict
taskin-process, in tens of, for example, whether it stimulates interaction or not

(Ellis, 2003b) Tasksthat arepredictablespecify language featurethat learners

are likely to use during the course of task completion. Focused (&Hks

2003b)and t he OTh itaslg(Samuda & Bygatek 2008k adeamples

of predictable tasksThere are two levels of predictability, however. Focused and
dunscriptedd tasks can be predictable in
O0scripted?d, t hat i s ,for ledmners. Baipteg waakg are, i s no
therefore, regarded as high in terms of predictabiifyontaneoutasks are those

which do not restrict learners in using any grammatical structures or models, but

rather allow them to mobilise any resources availabkhem for the purpose of

task completion. In this way, unfocused tasks (Ellis, 2003b) are spontaneous.

When it comes to teaching, however, a proaggnted task may turn out to be a

linguistic practice activity if the teacher attempts to make it ondy asavhen the

teacher provides learners with a language framework and asks them to use it for
task completion. It is, then, the teache

that contributes much to whether a task is predictable or spontaneous.

Anothe dimension of task characteristics is in terms of its authenticity. Task
authenticity refers to a crucial question of what drives learners to complete the

task. According to Ellis (2003b), tasks achieve authenticity in esih@mtionalor

interactional correspondence. Situational authenticity refers to whether a task
corresponds withareator | d acti vity, such as those i
As such, oO0dressing a childé, oOoweighing a
regarded as being sitii@nally authentic. However, classroom tasks do not always

have such a characteristic; rather, many language learning tasks are interactionally
authentic. This characteristic partially reflects some relationship to the real world
(Skehan, 1996). Exampled such tasks are telling a story based on a set of
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pictures, and O6spot the differencesb6. Al
learners are likely to do outside the classroom, the kind of language behaviour
used in such tasks represents languadetiour resulting from performing real

world tasks.

Tasks can sometimes be distinguished in terms of task so{&dic) 2003b) i.e.,

the open/closed distinctioDpentasks allow learners to decide on a solution

which is not intended to be judged asrrect or incorrect. In other words, in
completing open tasks learners are free to decide on the solution. Tasks that
involve learners in making choices, debating, ranking etc. are Gpesedtasks,

on the other hand, require learners to arrive at desgayrect solution. Such tasks

as Ospot the differencesdé are closed, b
differences between two pictures. From the perspective of the Interaction
Hypothesis, research has shown that closed tasks generally generate more
negotiation than open tasks, reaching a
l' i kely to pr dqbiis 2003b,ppOf)ui si ti ono

Researchers and TBLT advocates have identified favourable characteristics of

tasks. For example, imable 3.2, characteristics listed in the first column

(meaning, implicit, spontaneous, situational, closed) are claimed to be more

positive than the ones listed on to the right. It is relevant for this study to consider

these characterissc i n relation to the Vietnames:g¢

perceptions of textbook tasks.

This section has covered a number of theoretical issues regarding the development
of TBLT, task definitions, the principles of TBLT and some relevant
characteristics fotasks in the literature. This review is fundamental in exploring
the extenof orientation toTBLT in the teachers in the present study in terms of
their beliefs and practices. The next section will shift attention to the other aspect
of thisic$tedygyber sopbeliefs.
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32 Teachersodo beliefs

In spite of having lagged behind as compared with mainstream education
generally, the area of language teacher cognition has become-established

domain of inquiry over the past two decades (Borg, 2006). thaesubstantial

body of research has been carried out to investigate a wide range of issues
associated with | anguage teachersd ment e
literature in the area of teacher cognition for the present study. Drawing on the

ex- sting |iterature, an operational def in
foll owed by S 0me di stinction bet ween t
constructs. The next sthecti on focuses on the nature
reviewing factorghat contribute to their formation and discussing these factors in

relation to Sociocultural Theory. The following subsection discusses the
relationship between teachersdéd beliefs a
to the Theory of Planned Behauio Section3.2.5 outlines studies on language
teacherso beliefs, providing analysis of
of available language teacher cognition studies. Se@&iar§ finally, reviews
previous findings regarding the relation

practices, an aspect this study seeks to investigate.
321 Defining teachers6 beliefs

Some 20 years ago, Pajad®92)c | ai med t hat teachersoé be
construct 6, meaning that such a construct
this still holds true today.Until recently, thee have been various
conceptualiations defining different subar eas under the umbrell
cognitiono. 6Battengts (oDDNG ®gethe? @l hotions under this
construct consisting of sixteen differer
including beliefs, knowledge, theories, attitudes, metaphors, assumptions,
conceptions and perspectivieso name a few. Bsearchers use the terms to mean

slightly different things, depending on the purpose of the research and the specific

area that they attempt to explore.

Using a broader definition, BorR003)st at es t hat teacher co

unobservable cognitive miension of teaching what teachers know, believe, and
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thinko (p.81). It can be i nt-drivgmraadt ed t ha
complex in its own meaning, and may include all mental processes that a teacher

holds. Borg uses this term to caitevely refer to all psychological constructs of

t eacher s 6 (Borg, 2a03) Admittingthe somplex issue of defining this

construct, Borg (2006), however, usefully provides a suggestion that in the area of
language teacher cognition researchsitadequate to use one or more of such

constructs for any particular studydés owl

Foll owing this advi ce, (L996) defindion wofday adop't

teachero6s belief, which is fia propositio
hold ng the beliefo (p.104). This definitic
(1992) which describes teachersdé beliefs

propositiom (p. 316). In the present study, beliefs are elicited in relation to actual
caissroom behaviours carried out by the t
identi fied as interpretation o f teacher
classroom behaviours through which personal ideas, thoughts and judgement

about how language shalibe taught become explicit.

An important issue that this study also seeks to identify is the relative centrality of

components within the belief system that teachers hold. Borg (2006, p. 272) notes:

Further research is thus required for us to understahgust what
language teachers have cognitions about, but how different elements
in teachers6 cognitive systems interact

for example, are core and which are peripheral.

Building on the work of Gree(ll971)and Rokeacli1968) Haney and McArthur

(2002) and Phipps and Bor(2009) have distinguished beliefs that arere and

those that argeripheral According to these authors, core beliefs are more

influential and less susceptible to change. The centrality of beliefs is defjned b
Rokeach (1968) in terms of Afconnectedne
connected with the individual 6s identi t
community are more connected. Similarly, beliefs that are (positively)

experienced or learnt from tars through observation are more connected. In
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contrast, beliefs, such as those about matters of taste, which are less connected to
other beliefs and experience, are considered peripheral.

In the area of second and foreign language teaching, identificatieore and
peripheral beliefs has been attempted so far only by Phipps and Borg (2009) when
they investigated teacherso6 beliefs in

given the limited research in investigating these elements, they argue that:

theordically, the relationships between beliefs and practices and
between core and peripheral beliefs we have posited here are
relevant to, and provide a framework for, continuing language

teaching research more genera(fy.. 388)

Because core and peripheralibfs are conceptually distinguished in terms of
6connect edn e mnghé prédsenestudyacbre ane peripheral beliefs are
identified according to whether such beliefs are enacted in the classroom
behaviours (Haney & McArthur, 2002). As such,ebeliefs are defined as those
which are both expressed by the teachers and realised in classroom practices.
Peripheral beliefs are stated, but are not observed in their teatluwgver, in
contexs of professional practicet is possible for someone telieve profoundly

in a number of, for example, teaching principles, but have to act otherwise to
manage particular situations and constraints. Therefore,dotsk should be
maintained for any of such likelihood during data collection, analysis and
interpretation.It is also noted that this study involved a prolonged period of data
collection, which allowed the researcher to crdssck whether a particular belief

belongs the core or peripheral belief system.

322 Teachersod6 beliefs ionstretati on to ot

It is important to distinguish the concept of beliefs from other mental constructs,

in particular the concept of knowledge. Beliefs and knowledge have been argued

to be interwoven(Verloop, Van Driel, & Meijer, 2001; Woods, 199&nd

therefore e distinction between these two constructs is not easily made. Within

the conception of Ooteacher knowledged, d
its subconcept s, prominently Airecei ved k n

k nowl dwafjaeed 1991) refering to factual knowledge that derives from
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academic sources, and reflective knowledge that results from classroom
experience. Although researchers such as van Driel, Beijaard, and V&atady)

claim that knowledge may encompass such constructs as fémoalledge,

experiential knowledge and personal beliefs, it is useful, for the purpose of this

study, to draw on ZahoriK1986) followed by Richardg1998) where they
suggest t hat teacher so C 0 n Cc e yesearohn s hav

conceptionstheoryphilosophy conceptions and -araft conceptions.

Scienceresearch conceptions are those which view language teaching as a
scientific activity, in which teachers operationalise teaching principles from
research, follow a tested model of teachingg @o what effective teachers do.
Theoryphilosophy conceptions are formed based on -fitata theories and
principles, which shape teacherso6 thinki
work and what is morally right. Richards (1998) suggests that treg@at can be
viewed as rational (what ought to work) and vabased (what is morally right).
Art-craft conceptions are those built through the process of developing their
teaching skills in different ways according to specific situations. Richards claims
that each teacher has their own unique skills and techniques, that there are no
general methods for teaching, and that teachers make decisions due to what they

feel is best in their specific context.

According to this categorisation, the sciemesearch a@nceptions can be
interpreted as similar to teachersdé for
Okndwdnventi onal | Woods; 1086pp EAhi$ kaaavtedge

may include, but is not limited to, such terms in teacher cognition literature as
pedagogical knowledg@atbonton, 1999, 2000pedagogical content knowledge

(Howey & Grossman, 1989}theories of practic€Tsui, 2003) and knowledge

about languagéBorg, 2005) Theoryp hi | osophy may be regard
beliefs (Basturkmenet al, 2004) indicating personal thinking in relation to

specific context of teaching, based on judgement or opifRvawat, 1992)

gained through the experience of teaching and learning. Various terms used in the
literature may represent this construct, inahgdpersonal theorie§Sendan &

Roberts, 1998)theories for practic€Burns, 1996; Tsui, 2003)mages(Johnson,

1994) and maximgRichards, 1996)Art-craft conceptions include the knowledge
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and beliefs that are transferable into practice in a specdigext (e.g., a
classroom), and knowledge and beliefs t
experiences as teachers and t(Megar,r refl
Verloop, & Beijaard, 1999, p. 60As such, when teachers teach two different
classes (e.g., young learners vs. adults) they may employ different sets of
knowledge and beliefs into their decisioraking process that fit particular

learners and contexts. Alternatively, they may similarly generate their own set of
knowledge and beliefslue to their understanding of the context, the learners,
learning outcomes and expectations, among various others. In this sensait art
conceptions may be similarly r @eierrred t
et al, 1999)or ability(Woods &t a ker , 2011)

Although so classified, these constructs are interwofioods, 1996) and
cannot always be clearly differentiated. For example, while it may be possible to

h

€

(0]

identify researcheres@® akobwloedgdéf o anail én c ¢

teaches 6 knowlcadgda (oartpractical), i t- may be
crafto practical knowl edge from belief s
teachersodé personal experiences and their

be seen, however, dh the difference in those beliefs derived from science
research and theophilosophy conceptions represent more ideal conceptions

which may or may not be implemented in classroom practices, whileradit
conceptions tend to be those which are succlygsfansferred in classrooms. In

this way, such aftraft conceptions or practical knowledge can be considered part

of the beliefs that teachers hold, and closely related to classroom practices. In this
study, teacher sdé bel ioth theorymhitosophy ahe &ttt i f i e d
craft aspects of teachersdé thinking.

As argued by WoodgL996) given the interweaving nature of these constructs, it

is useful to address them ierins of relationships rather than distinctions. In
Woods a n 2011 atHe eauthors elaborate the relationship between
impersonal knowledge (i.e., theoretical knowledge received from the literature or
taught in training courses) and personal knowledge, theoretical knowledge
generated from, or reflected on, experience). Their study draws on evidence that

I mper sonal knowl edge is highly wvalued
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However, they argue that once eflhe s knowl
grained texture of actual experience, the theoretical concept [CLT] is
deconstructed, personalised and reinter
personal knowledge (or practical knowledge) which derives from experience
Afbecomes ar tasdouthedevet af ananerstss whes it is confronted

with theoretical knowledgeo (p. 389).

Scienceresearch Theory
(6knowl ¢ philosophy
( biliefd )

Art-craft

( practicad ) Pradice

Figure3.3: Mental constructs of teacher cognition

Drawing on such literature, it is useful now to make claimeelationship among
these constructs for the purpose of this studyrigure 3.3, it can be seen that the
scienceresearch (unmodified) knowleddeWoods & ¢,akeér , 62060dmhal
knowledge(Meijer et al, 1999)contributes to the development of beliefs and
practical knowledge, in that teachers develop their own beliefs and practical
knowledge based partially on their understanding of theorieengtiage learning

and teaching such as TBLT, but from the perspective of classroom research, this
formal knowledge is not necessarily integrated into personalised beliefs and
knowledge. Beliefs and practical knowledge are closely related, in the sense that
what teachers believe about language teaching and learning informs their realised
practical knowledge, and in turn, such practical knowledge gained through
experiences adds, fosters and modifies beliefs. In the same way, practical
knowledge is closely refed to classroom practices.

From this point on, when the term o6belie

above, it necessarily comprises both as
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namely theonyphilosophy and aftraft cognitions presented fhigure 3.3, and
reflects the definition presented3r2.1

323 Nature of teachersodé beliefs from a

It can be seen from the aforefereti oned
personal (every teacher has his/her own beliefs that are different from those of

others) and evaluative (it is a matter of truth or falsity). However, this study also
acknowl edges the soci al (Cnceyeldd)jnthat o f t ec
language teachersoé6 beliefs, | i kK situtetdh er con
Teachersodo beliefs, therefore, are seen t
experience in a range of social and professional contexts. This stimulates the
adoption of Sodacultural Theory(Vygotsky, 1978, 1987pas a theoretical and

anal ytical framework to understand the n;

As informed by research, teachers are nowadays regarded as active thinkers
(Borg, 2006)because beliefs, like kmdedge, are formed through a process of
learning. From a sociocultural perspective, the forming and developing of beliefs
take place in a social, cul tur al and co
consciousness develops depends on the specific satrati@es in which we
e n g a(gobnson & Golombek, 2003, p. 73 the present studyaking this
perspective, to understand what teachers believe, think and do, as well as why
they think what they do, &hers are regarded as learnditsis is based othe
il dea that Ain order to better wunderstand
about language teachers: what they do, how they think, what they know, and how
t hey (Freemmann&Richards, 1996, p.. 1Research on teacher learning has
long been rigant on psychocognitivist tradition, which views cognition as a purely
mental construct:

Although the psychocognitive paradigm assumed that what teachers

thought translated directly into behaviour (i.e., a causal relationship

between internal mental pra=ses with external physical practices),

the expanded focus on thinkimg relation to practice in the 1980s

and 1990s revealed that what teachers know, think, and even believe

can contradict their practice in classroor(Sross, 2010, p. 436,

emphasis in wginal)
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Thus, Cross elaborates the need for looking at teacher learning from a different
perspective, one that encompasses not on
their experiences and the world around 1
should be investigated taking cognisance of their practice and context. This,
therefore, provides a rationale for choosing Sociocultural Thédygotsky,
1978,1987ps t he main interpretive frameworKk
this study.

Sociocultural Theory (SCT) has its roots in the work of Vygotsky and his
colleagues. SCT argues that cognitive development is a processdadtionin

which human beings make use of the cultural artefacts to regulate their thinking
and behavioufLantolf & Thorne, 20@). Such a process of mediation is fulfilled
through participation in cultural and social settings, such as within families or
classrooms. In contrast to behaviourism, which argues that humans develop
thinking and new behaviours through imitation, the @@ntlea of SCT is that
human mind does not respond directly to the external material world, but rather
that cognition is mediated by cultural tools and activitfeantolf, 2000) In
learning, the process of mediation takes the form of regulation, whitipreses

three stages: objectgulation, otheregulation and selfegulation (see Lantolf &
Thorne, 2007). In the first stage, learners often rely on objects around them to
think. For example, young children usually use sticks or blocks to do calcslation
The second stage otherregulationi involves different levels of assistance and
direction from other people: parents, teachers, peers, adults and so on. These two
stages are clearly illustrated by the te
which is the distance between the actual level of development and the potential
level of development under guidance and assistance of objects, adults or more
capable peers (Vygotsky, 1978). The third stageelf-regulationi refers to the
activity where learnersno longer need external assistance or guidance to
accomplish a certain task. According to Lantolf and Thorne (2007); self
regul ation is carried out through the pi
making what was once external assistance a resthates internally available to

the individualo ( p. 204).
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In relation to understanding teacher cognition, Cross (2010) argues that teacher
thinking should be viewed wunder At he coc
between thinking and practice take place ( p. 437 ) . Such context
historical, cultural and political elements which should be taken into account in
understanding their thinking. In other words, teachers should be viewed as social

agents, whose cognition is influenced by variousaddactors, such as learning

experience, historical background, professional development and the community

within which they work.

To address teachersod6 beliefs using this
a descriptiveanalytic orientation in earch design which focuses on the more

i mmedi ate aspects of t -esach hseanaydis rédying) i e f s
largely on contemporary interview data, classroom practices, or a combination of

both. He then argues for a genditalytical orientatn, in which:

[A]ny instance of observable activity that takes place in the present
(i . e. teachersd classroom practice) i's a
of what teachers think (i.e., in the here and now) but also the genesis
that underpins that thoughtépc t i ce r el ationshipdo. (p.439)
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Figure3.4: Sociocultural theoretical domains of genetic analysis
(Col e & Engestr ™ m, 1993, p . 20)
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Col e and (E993 remesant tms concept of genetic developmesnt

including four interrelated domain§&igure 3.4). In this model, the phylogenetic

domain considers the development of human beings as a natural species, while the
culturathistoric domain looks at the broader conten which humans belong

the social, cultural and historic basis of development. The ontogenesis focuses on

the development of the subject as an individual, and the +gemetic domain

includes momentary instances of particular activity the individurajages in,

which accumulate to form the ontogenesis domain. The focal point of analysis is
represented by the ellipse, which dAahighl

all four domains at any one point of tim

Using this conept, Cross (2010) demonstrates that in understanding teacher
cognition it i's i mportant to have diffe
domains illustrated, including culturhlistoric data (e.g., the broader policy

context), ontogeneticdata(eg.eacher sé background- and ex|
genetic data (e.ginstances of momedfity-moment classroom practices). These

kinds of data will be further discussed in Chapter Four, where the framework is

employed in the research design for this study.

3.2.4 Understanding classroom decisions: Theory of Planned

Behaviour

In terms of explaining relationship between what teachers think, believe and what
they do, it s h 19914, a991b,t2005, 2 @oekrin theo A j z e n
field of social psychology. Spédically, he proposes the Theory of Planned

Behaviour (TPB), which is used to predict certain behaviour in various social

entities (e.g., rubbish recycling; alcoholic drinking; or breast examination).

According to this theomye predicted bynhid/hev i dual €
statements of intention. Intentions to do something are derived from three
important direct elements: attitude toward the behaviour (AB), subjective norm

(SN), and perceived behavioural control (PBC).
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Figure3.5: Theory of Planned Behaviour

(Ajzen, 2006)

The attitude toward the behaviour (AB)
evaluation of the outcome of the behaviour. In other words, if the person believes
that the beaviour will probably lead to a favourable outcome, and if the other two
elements support such evaluation, an intention to engage in the behaviour will
form. AB is a personal construct that represents ghkent beliefs that the
individual holds about thbehaviour. The extent to which the attitude is positive

results from the strength of the beliefs about the outcome of the behaviour.

The construct of subjective norm (SN) is defined as the extent to which the
individual thinks that the other significantegple are supportive of his/her
engaging in the behaviour. This soci al
salientbeliefs about whether the behaviour would be approved by other people
who are important to his/her life and work. These peopleggard to the area of
teaching, may 1include the principal,
colleagues, parents, and their own studélennedy & Kennedy, 1996)The
stronger the individual thinks that the behaviour is supported, the more likgly th

SN is transferred to the intention to engage in the behaviour.

Finally, perceived behavioural control (PBC) is defined by the presence of
resources and challenges that either facilitate or hinder the behaviour in question.

PBC is derived from the indigi u a daléestbeliefs about whether the behaviour
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is facilitated by internal (knowledge, skills, ability) and external (resources,
opportunities, cooperation) factotaternalf act or s i ncl ude t he
and skills to perform the behaviour question. In teaching, this is concerned with
whether the teacher perceives that she/he has knowledge, skills, and abilities to
control over classroom behavioliixternalfactors include perceived presence or
absence of facilities such as teaching materand classroom equipment and

higherlevel factors such as time, examinations, and academic support.

The three elements of the TPB are claimed to interact to contribute to the
formation of the intention to engage in the behaviour. However, as Kennedy and

Kennedy (1996) not e, A[t] he interplay

cultures, organisations, and individuals, and the amounteaghting given to

each elemenmay al so change with the type of
This is important regdri ng i nvestigating teacherso

takes the historical, cultural, social and contextual factors as interpreting elements

to understand their beliefs and practices.

The TPB has been criticised for its rather behaviourist approacheyH&
McArthur, 2002) and its neglect of various other factors such as emotion and
affect (Ajzen, 2011) These limitations are acknowledged in the present study to
allow reflection for confirmation or/and disconfirmation from the data, and also
used as thestarting point for any potential enhancement of the theory.

Neverthelessthe theoryis utilised in the present study as one of the theoretical

frameworks for understanding the rel atd.i

practices. Firstly, this isdrause the theory emphasises the role of beliefs, which
research in education generally and applied linguistics particularly has shown to
play a pivotal role in shaping classroom decision making (see Borg, 2003, 2006).
Furthermore, despite its popular apgtion in various domains, it seems that no

empirical research studies in applied linguistics have adopted the theory in

b

k
b

(0]

i nvestigating teachersodé beliefs and thei

present study is seeking to occupy a new theotegoaund to understand

| anguage teachersd beliefs.

Kennedy and KennedyL996)claim that the theory is a useful lens through which

the complexity of beliefs can be presentiedthe present study, @ largeextent
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the way data were collected also refédtte elements in this theorgbservation

data were used to inwigate the classroom behavipdesson planning data
uncovered intentions the teachers had; stimulated recall, focus group data and the
research journal provided information about attitudeshjective norm, and

perceived behavioural control and the respective beliefsi(deg.

I n short, the TPB is wused in this study
and practices will be understood withlihe contextual setting. The theory is useful

when the data from this study are viewed with reference to the contributing
elements of the theory. Thus, no attempts are carried out to investigate, for
example, which element in the framework has the magotribution to the

formation of certain intentions. The theory, therefore, can be considered an
additional I nterpretive framework throug
could be theoretically understood.

325 Studies of teacherso6 beliefs and pr

Research on teachersdé beliefs has ident.i
service language teachers ane@mvice language teachers. There is a substantial

body of research investigating pgee r vi c e teachersbo bel i ef
teaching and learng) their initial stages of becoming a teacher, the impact of

teacher education programmes, as well as the development of their knowledge and
beliefs, among othel®.g., Almarza, 1996; Andrews, 1999; Cabaroglu & Roberts,

2000; Cumming, 1989; Farrell, 1999phnson, 1992, 1994, 1996; MacDonald,

Badger, & White, 2001; Numrich, 1996; Peacock, 2001; Richards, Ho, & Giblin,

1996) This research il luminates student t ¢
language and language teaching, teacher learning to teachy d e n't t eache
perceptions of issues in training programmes and practicum, which helps inform

the practice of language teacher education. There is also a body of research
investigating ins er vi ce teacherséb beli ef(sg., of var
Barnard & Scampton, 2008; Borg, 1998, 1999; Burgess & Etherington, 2002;

Burns, 1992; Canh, 2011; Farrell & Lim, 2005; Freeman & Richards, 1993;

Hayes, 2009; Loi, 2011; Maiklad, 2002; Nishino, 2008, 2009; Sato & Kleinsasser,

1999; Tayjasanant & Barnard, ZQ1Woods, 1996) many of which explore

teachersé beliefs regarding different as
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and literacy instruction, and usefully attempt to explore the relationship between
teacherso beliefs and their practices.

A diversity o f topics has been reported in r
literature (see Borg, 2006, for a comprehensive review). Two curricular areas of
language teaching are particularly identified: grammar teaching and literacy
instruction, while many othercocus on gener al processes
lives, including, for example, beliefs about foreign language lealjeigg, Allen,

2002; Busch, 2010) t eac her s 6 i(edge Rarrellt201¢;Namm o, r ol e s
& Li, 2011), and decisiommaking and planing (e.g., Woods, 1996). There are

al so studies investigating teachersdé bel
communicative language teachifegg., Nishino, 2009; Sato & Kleinsasser, 1999;
Woods & ¢ alc@ammunicalive tdnpetende.g., Naari, 2007) and

corrective feedbacKe.g., Mori, 2011) Few studies have addr
beliefs about TBLT, in spite of its popularity in terms of material publications and

implementation worldwide.

Methodologically, the ways researchers addressen thsearch questions also

vary. These range from largeale surveys to case studies. Noticeably, most of
largescale surveys were carried out with geEgvice language teachefs.g.,

Farrell, 1999; MacDonalcet al, 2001; Peacock, 2001; Schulz, 199602)

student teachers or teachers enrolled in teacher training programmes, while case
studies, ethnography and longitudinal studies investigated the beliefs and practices

of in-service language teachdesg., Basturkmeet al, 2004; Borg, 1998; Burns,

1996; Farrell & Lim, 2005; Feryok, 2008; Hayes, 2005; Mangubhai, Marland,
Dashwood, & Son, 2004; Smith, 1996; Woods, 19%8hile largescale surveys
provide statistical guantitative account
capture insights of peeptive, personal accounts, as well as the relationship
between beliefs and practices. Most of the qualitative, inducthdepth studies

have used interviews and/or observation as the main data collection tools for their
research. Although such reseadwdes not permit generalisations to be made, it is

abl e t o capture teachersé stated bel i e
behaviours. However, much of research into teacher cognition to date does not

address the systemic nendcted i@ therfspedifie ac her s
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contexts. There is a need for research designs that take into account a complete
picture of teacherso activitiesportsand not
of classroom eventdorg, 2003, 2006; Cross, 201@Ilthoughin a more recent

analysis of all teacher cognition research studies in 2011, @01R) notes a

trend in using multmethod, qualitative and interpretative stance in teacher
cognition studies under review, those studies are generally limited in number and

scale.

The adoption of methodological frameworks for inquiry is associated with a
theoretical issue in research into teacher cognition. Until recently, research into
teacher cognition has relied heavily on a psycbgnitive perspective, which
attemptstoaddr ess both teachersé beliefs and
from the 6éhere and nowb6é evidence (Cross,
has been increasing interest in taking a scoignitive perspective to understand

t eacher s 6 attiees in reders yearsy Amopgrthem, relatively few studies

have taken into account broader social, historical, and contextual aspects of
learning to make sense of what teachers think and do; Woods (1996), and Hayes

(2005, 2009)are among the exceptions.odds studied a group of Canadian
teachers from an ethhrmogni ti ve perspective, trackin
teaching from broader consideration of the courses they taught, as well as
comprehensive insights into sedanacdtiveer sé6 bel
approach to investigate the lives of teachers in Sri Lanka (2005) and Thailand

(2009). However, these studies addressed teacher cognition without relation to

specific applications of language teaching, such as TBLT.

With respect to the coexts of study, the diversity is even more appa(Botg,

2003, 2006) A wide range of contexts have been studied, including North
America, Europe, Australia, and several in Asia. However, as reviewed by Borg,
it can be noticed that most of such studiesencarried out in Englisspeaking
countries (e.g., USA) and ESL contexts (e.g., Hong Kong), although a limited
number of studies reviewed in Borg (2012) indicate a reverse trend. Generally,
few studies have been carried out in EFL contexts, where laagaaghing and
learning are regarded as largely, if not entirely, restricted to what teachers and
learners do in the classroofe.g., Canh, 2011; Loi, 2011; Maiklad, 2002;
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McDonough & Chaikitmongkol, 2007More specific to the feature of contexts,
as note by Borg (2006), the majority of such studies were pursued in the private
sector, including language schools and centres, leaving theostagsl public
schools underesearched. However, again the trend may be changing: Borg
(2012) notes that 22 out ob2ecent studies he reviewed were carried out in state

sector institutions.

I wi || now shift the focus to research s
carried out in Asian contexts, and specifically in Vietham, leaving studies on

t eac her sabout ICETI ance TB&T until the next section. Many of the

following reviewed studies have been mentioned earlier, but here | will focus on

the findings about teachersd beliefs rep

In Asian contexts, along with studies of teacher cagmiin education generally

(e.g., Cheung, 2005; Fischl & Sagy, 200there have been a number of research

studies investigating second /foreign language teachers. Although | am aware that

there is much published research on-geevice teachers in Asig.g., Farrell,

1999; Mak, 2011; Peacock, 2001; Richaetlsl, 1996; Tercanlioglu, 2001jor

the purpose of this study, only a selection of studies on the beliefs of practising
teachers in the context are reviewed. These studies are selected in terms of
relevance of topic (e.g., those focusing on teachers, views on grammar teaching,

and teachersd general approaches) and col

In a transcountry context, Richards, Gallo, and Renan{®@01) conducted a
guestionnairesurvey with 112 teachers in South East Asian countries and
Australia. The results showed that the teachers most frequently identified the role
of grammar and grammar teaching in communication, followed by their beliefs
about | ear ner s d@redtednbss @red redpmsivildy, for theirl own
learning. However, the teachers also reported that they had changed their teaching
practices into a more learreentred manner, their basic philosophy of teaching to

a mix of methods and strategies in teachfrgn using single prescribed material

to using more authentic texts, and so on. As for the sources of change, the teachers
reported many factors, with -service courses being the most frequently
mentioned, followed by seminars/conferences, student fekdband seH

discovery.
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In Hong Kong, Andrews(1997, 1999, 2003xonducted a series of studies
focusing on teachersd | anguage awarenes:
1997 and 1999 studies primarily deal't W |
grammar, lhe 2003 study is more to do with teacher cognition of grammar and

grammar teaching. This study used &itétn questionnaire and a battery of

language proficiency tests on 170 participants in Hong Kong, together with in

depth interviews with 17 participantsThe results are not surprising, in that, for

example, there is a strong positive correlation between belief in a form/accuracy

based approach to language pedagogy and belief in a deductive approach to the
teaching of grammar, and a strong negative iom between belief in a

deductive approach to teaching grammar and belief in inductive approach to
grammar teaching. This study also indicates that there is little relationship

bet ween teachersdé6 background factors and
whi |l e there i S significant relations|
proficiency/explicit grammar knowledge and beliefs about grammar/language
teaching: teachers with higher levels of explicit grammar knowledge preferred an
inductive approach to grammar ¢eeng, while those with lower levels favoured a

deductive approach. Analysis of qualitative data showed a tendency towards

explicit, deductive forrfocused teaching; grammar learning is believed to be a

process of accumulation; although teachers showedeapton of CLT, their

understanding of CLT was found to be limited.

In Singapore, Farrell and LinfR005) conducted a mukmethod case study to

investigate the beliefs and practices of two teachers in a primary school context.

They found that the teaclsehad a strong belief about the role of grammar and
grammar teaching. A relationship bet wee
practices was found: the teaentredfos® c| as s
focused and traditional in fashion. Farell andhKRB008)investigated the beliefs

and practices of three primary school English teachers regarding the use of
Singaporean English (Singlish) in relation to a government policy to promote
6gooddbé English use, and to el iaspechoht e Si n
the study addressed teachersd beliefs an
Singlish in the classroom. The results showed that although they stated that it was

the teachersdé responsibility tassroenorr ect
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observation showed a | ow frequency of te
usage. Their findings suggest that #dAthe
confidence and the flow of the lessons have a substantial degree of influence on

ther beliefs about error correctiono (p. 3

In China, results from a recent stu@yanet al, 2011)investigating 33 university
teachersbo a-md | o/r0 sEtnugd @ nsths 6 met aphoric p
teacherséo rol es S U g g e sttapprpaches to ilamgrageat t i t u
teaching. For exampl e, al |l the teachers
of a teacher. Il nstead, teachers i-denti fi
wor ker 6. Anot her recent stlanduage(Pam&ar di ng
Block, 2011) showed that while the teachers had positive attitudes towards

English as a language for international communication, they stated that English
teaching in China was still examinationiented. One of the findings was that,

fi ahbugh English competence is believed to be useful, the deeply rooted
examination culture leads to an exaased syllabus, which clashes with the CLT
approach which teachers ar-d0l)slusegmedsed t o
that the teachers were undegi@at constraint in transferring their beliefs into

practices in such a context.

In Taiwan, Chou(2008)i nvesti gated three primary s
practical knowledge of English language teaching using a qualitative case study
approach. Data frominterviews, journal entries and classroom obagon

showed an orientatomo CLT i n teachersdé6 practical k
teaching, and that the teachers used a variety of strategies to scaffold students to

learn, as well as create a supportive lggyrenvironment in their teaching. Also

in Taiwan, SU2006)e mpl oyed a qualitative study to
about and practices of the English learning policy in Taiwan, which prescribed

English learning to begin at the first grade of schembication and make use of

the communicative approach in teaching. The results showed that the teachers had

a positive attitude to the policy, believing that children should learn English early.

In classroom practices, the teachers tried to modify traditicskill-based

activities to become more authentic. However, the teachers identified some

constraints to implementation of such a language policy successfully, including
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the i mpact of the proficiency test, stud
parent sdé expectations.

In Japan, Sato and Kleinsas§2004)conducted a yedong multtmethod study

to investigate teachersod beliefs, pract
teachers in a high school English department. Results from this study eaddicat

that these teachers shaped their beliefs and practices from their previous L2
learning, their teaching experiences, and their internal interactions (e.g., learning

from other colleagues). The teachers in this study showed examioaeoned

teaching pactices, and there was confusion among the teachers about the goals or
objectives to teaching English, but they took it for granted that examination

oriented English should be taught. It also revealed that the teachers were under
constraints managing sobl tasks and keeping students in order in their teaching.

The study i1identified t haitsnoanseandsatuésool 0s (
played significant roles in shaping what and how the teachers taught, and
influenced the way the teachers acted tconf orm to fdAa partic
teaching, with heavy emphasis on grammar
the practices of which the teachers believed to be important to follow and

maintain.

In Thailand, a research stud$egovia & Hardison, ZI®) was conducted to
explore three teachersodo and four supervi
the educational reform (from teackmntred to learnerentred instruction).

While the supervisors were only interviewed, Segovia and Hardisonogeapl
multi-methods of data collection with the teachers: interviews, classroom
observation, and stimulated recall. The study showed that teachers had challenges

in implementing the reform into their teaching, such that some observations
Areveal edenofeevbdenni cative | anguage use
showed confusion about the reformdés prin
identi fied, including teachersbo concer:tr

insufficient training, inadequate resoas and lack of professional support.

In Vietnam, several studiesonteache 6 bel i ef s haanumeberlofe en r ep
which concern CLT(Lewis & McCook, 2002; Pham, 2007; Phan, 2Q0&hich
will be reviewed in3.3.1 Asforg udi es on teachersoé beliefs
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language teaching, a recent study by Canh and Ba(2@@®)investigated three

upper secondary school teachersbo under s
curricular innovation in Vietnam, using classrootmservations and poestsson

in-depth interviews. The results showed that the teachers, although they had
positive attitudes towards the innovation, did not seem to understand the

Il nnovation ©principles prescribed in the
document, and their classroom teaching was still driven by the traditional method

(i.e. grammaitranslation).

In a more indepth qualitative study later, Caifp011) attempted to explore the

beliefs and practices of eight upper secondary school teaclyarslireg grammar
instruction, using interviews, observation and stimulated recall to collect data.
This study indicated that the teachers believed strongly in the role of grammar and
grammar teaching as the foundation of language communicative development.
The teachers showed a preference for teaching language items explicitly,
believing that such declarative knowledge would become proceduralised through
frequent practice. In another study conducted by the same author regarding
teacher sd and abeut graimenar tinstriction, eClanh eided narrative
accounts on 10 teachers, and questionnaires on 39 other teachers and 516 students
(Canh, 2012)The findings indicated that a high percentage of teachers believed

in the role of grammar in language learnirtge role of explicit grammar
instruction, the role of grammar practice in the form of exercises, and the role of
corrective feedback concerning grammar accuracy. The teachers in this study
seemed to be inclined to a gramrbased approach to language teag. For
exampl e, 74 percent of the teachers dis
should have students practice using English through communicative tasks, without

teaching grammatical structureso.

In a university context, Ldi2011)used similar procadr es t o i nvestigat e
conceptions of input, output and interaction. In terms of input, the study showed

that the teachers had a synthetic view of input in terms of how language should be
presented. In terms of output and interaction, the teatiediessed in the role of
conducting activities Awith a clear ffoc.!

masteryo (p.205). The study also pointed
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in a synthetic view of language teaching where language is pedsianterms of
di screte items. I n this sense, although

aligned with those in Canhés study.

This section has outlined fundamental findings from studies on teacher cognition
regarding areas other than CLT and TBMOhis review has suggested that (a)

relatively few studies have been carried out in EFL contexts such as Vietnam
although the number is increasing; (b) there is a need for a holistic approach to
data collection and anal fgsandsc)inardeitm vestig
understand teachersoé6 beliefs and especi
peripheral beliefs, their relationship with classroom practices should be
investigated, rather than using merely seffort instruments as many of the

studies above adopted. As one of the aims of the current study is to understand
teacher so6 bel tothéirclassroom behdviaursj tkennext section will

review the literature about this particular aspect of language teacher research.
3.2.6 Relationship beween beliefs and practices

Teacherso6 beliefs are claimed to play a
behaviour (Farrell, 2007; Pajares, 1992)ndeed, research has indicated that

teachers in various contexts bring their beliefs about how languegéddsbe

learned and taught into classrooms. Various studies report convergence between
teachersd stated beliefs and their cl as
including grammar teachin@e.g., Borg, 1998; Farrell & Lim, 2005¢orrective
feedback(e.g., Farrell & Kun, 2008; Mori, 2011)among others. For example,

Smith (1996) found in her study that teachers who favoured grammar and
accuracy tended to adopt curriculum design and instructional strategies that
promoted language code, while those whaewkess interested in the role of

grammar focused more on tasks that stimulated student interaction. This finding,
according to Smith, suggests the evident role of beliefs in teaching practices, in

t hat the teachers fisel e cebsetlibsefagpectmtha r ang
correlate with their personal beliefs and use the surface features (the techniques)
they have found to be effective from ex
(p.208). Similarly, Burng1996)f ound t hat At he hicharemki ng a

brought to bear on classroom processes a
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Al t hough Phi p(89p andt Bdygdsocused on diff
beliefs and practices, t hweyecoasstenéewith t hat

deepermor e gener al beliefs about | earningbo
led them to apply the distinction between core and peripheral béGeésen,

1971; Rokeach, 1968) explain the tensions the teachers had in their data.

However, some research @imdicates dissonance between what teachers believe

and what they do in the classroom. In many studies, incongruity has been found
between what teachers verbally report and their classroom behaviours. In the area

of second language teacher cognition redgeaan early study investigating
teachersd beliefs toward communi cati ve
(1987)found that while the teachers agreed with CLT principles, their classroom
practices revealed persistent rmymmunicative patterns of interamti. Karavas

Doukas (1996) found similar results with divergences between the Greek
teachersodé6 attitudes towards CLT and thei
of CLT, Sato and Kleinsass€r999)found that although the teachers of Japanese

in the stugt expressed their preferences in using communicative activities in their
classrooms, their teachi ng-fromedsgrambas er ved
was presented without any context clues, and there were few interactions seen
among studentsinthesla r ooms o6 (p. 505) . I n a New Ze
et al (2004) regarding incidental focus on form, found inconsistencies between
teachersbo stated beliefs and practices.
preference for focus on form only when thereaswa breakdown in
communication; however, the majority of fofimcused episodes were identified

as resulting from inaccuracy in use of a language form, rather than from
breakdown in message delivery. There were also divergences in terms of timing

for focuson form and the type of correction techniques.

As indicated by Cross (2010), the dispar
their actual classroom practices can be attributed to a range of cognitive and
contextual factors. To a large extent, stdietiefs found to be contradictory with
practices seem to represent teacherso6 e
(Basturkmeret al, 2004) which may be referred to as peripheral rather than core

beliefs. On the other hand, core beliefs could be magkc#gxwhen teachers are
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allowed to talk about specific classroom events. For example, Bastusinatn

provided evidence of teachers articulating their espoused theories (e.g., the
communicative approach) when they were asked about their abstract. Gdiefs

results of such research strategies may be different from those which teachers

refer to as their theories in use (their practical knowledge and experiential
understanding of language teaching) in concrete instances of classroom events.

Also, there a& sometimes occasions when teachers are unable to articulate their

beliefs, or in others, show a limited understanding of the topic under question

(e.g., Sato & Kleinsasser, 1999) Ther ef or e, in order to un
beliefs, it may be advishbe t o refer to teacherso6 spec
(Haney & McArthur, 2002) Many social and contextual constraints, community

and student variables, are found to direct teachers away from their beliefs when

carrying out teaching in the classroom. exiample, Fang1996) notes from a

review of a | arge research body that t h
constrain teacher so abilities to attend
constraints may include, butl amorseeor not [

A

classroom disciplinearless, 2007) st udent sdé motivation an
(Canh & Barnard, 2009), among others. However, there are also wider contextual
constraints such as the backwash effect of examinations and the imposition of

mandated curricula and teaching materials.

The complex relationship between teacher
this study, because it aims to explore both what teachers think and do in their
teaching life, to uncover factors that account for anyrespondence and

dissonance between their beliefs and practice, with the overall aim of

understanding teachersd ment al Il i ves.

33 Studies on teachersod6 beliefs reg:e

language teaching and tastbased language teaching

This section will narrow e review by looking specifically at research on
| anguage teachersodé6 beliefs about t wo f ul
communicative language teaching (CLT) and 4#aaked language teaching

(TBLT). It will begin with a review of a number of studighat addressed
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teachersdé6 beliefs r egar-basead gefer€ncel that is,r e sent
studies that were carried out outside Asia, followed by those in specific Asian
countries. This is followed by a review of studies that investigated teachers

beliefs about TBLT. These studies are reviewed by presenting major themes

found, followed by a statement of theoretical, methodological and contextual gaps

in which the present study wishes to situate itself.

3331 Studi es on teacher soivedamduagef s about

teaching

Outside Asi a, one of the earlier studies
carried out by KaravaBoukas (1995, 1996) It used an attitude scale
qguestionnaire with 101 Greek secondary English teachers, 14 of whom were
observed intheir classrooms and interviewed. The interview data from the 14
teachers indicated that the teachers held favourable attitudes towards the
approach. However, the observation data showed a general deviation from the
principles of CLT. The interview dateevealed their lack of understanding of

many principles of the approach. In Australia, Sato and Kleins@l3@9)studied

ten teachers of Japanese in Queensl and
conceptions of CLT were of four types: CLT is abouth@ay to communicate;

CLT involves mainly speaking and listening; CLT involves little grammar
teaching; and CLT uses activities that are tonasuming. Although the teachers

stated that they used CLT in teaching, observation data revealed that the teachers

used teaching strategies that were inconsistent with CLT principles. In a similar
context, Mangubhagt al (2004) investigated practical knowledge of CLT of a
teacher of Ger man. Thi s study reveal ed
incorporates manyfaghe commonly listed features of CLT, other features of CLT

not wusually I|isted and many features of
The teacherodos beliefs could be €leTen as 0
features; however, those n@LT features were not classified as necessarily

inconsistent with CLT principles.

I n Asi a, sever al studi es have been carr

regarding CLT in general and particular aspects withife.gy., Li, 1998; Liao,
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2003, 2004; Nisimo, 2008, 2009; Pham, 2007; Phan, 2004; Sakui, 2004; Shawer,

2010) The study by Li was carried out to i
difficulties in implementing CLT. Using questionnaires from 18 teachers and
interviews with 10 teachers, Li idefied a wide range of challenges the teachers

seemed to face in using CLT, from four major sources: the teacher, students, the
educational system, and CLT itself. As for the first, the study identified the
following as the major constraints for CLT impleomt at i on: teachersbo
in spoken English and strategic and sociolinguistic competence, lack of training

and retraining in CLT, misconceptions about CLT, and lack of time and expertise

for material developmen® he challenges that came from studentduded their

low English proficiency, lack of motivation for communication, and resistance to

class participation. Several educational system issues were perceived to inhibit

CLT: large classes, grammbased examinations, insufficient funding, and lack

of support. Lastly, the CLT itself was also found to be problematic with the
teachers, with its inadequate account of EFL teaching (as opposed to ESL), and

lack of effective and efficient assessment instruments. This study argues a need

for the fundamenta appr oach to education in Korea

successful thereo (p. 696).

In Japan, Sakui2004)and Ni shino (2008) explored te
practices of CLT using different research designs. While the former employed a
longitudnal mult-method research design and a situated evaluation perspective

on 14 teachers, the latter used questionnaires as the only data collection
instrument, with 21 teachers. Sakui showed that teachers had limited
understanding of CLT. In contrast, Nigbi found that the teachers had solid
knowledge of CLT. This disparity can be explained as inherent in the data
collection methods used. However, both studies revealed that Japanese teachers
had positive attitudes towarmshey@erd, wi th
i nspired to incorporate CLT in their te:
expressing willingness to use CLT in their classrooms. However, observation data
from Sakuidés study indicated that wh at
inconsistent with CLT principles, in that, for example, most of class time was
devoted t-foontedh granan@ath explanations, chorus reading, and
vocabul ary presentationso (p. 157). Both
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by the teachers regardyrCLT implementation, including the impact of grammar

based entrance examinations and large classes.

In China, following a case study of a single teacher of English, (2@03, 2004)

found that his participant teacher attempted to overcome contextualaoaissto

use CLT in her classroom. This led Li&#004)t o ar gue t hat ACLT |
Chinao (p. 270) once contextual constrai
argument was challenged by HRO05) who presented results from his survey

study of 89 teachers across Chirielu, 2003)to suggest that although CLT

features can be more or less found in some developed areas in China, they were
absent in rural and disadvantaged areas, in which around 70 percent of secondary

school students were based.

InVi etnam, there have been few empirical
regarding CLT. Lewis and McCoof002) during their workshop training on

CLT in the South of Vietham, using journal entries, investigated workshop
parti ci pant srpschoal feaclers) pereeptions dnd attitudes toward
CLT. The results were quite similar to a study in Bangladesh by Chowdhury and
Phan (2008) in that although most teachers expressed high willingness to
incorporate CLT into their teaching, they prefertedadapt CLT to suit local
contexts and learning styles. Ph@004)interviewed two Viethamese university
teachers during their MA course in Australia concerning their awareness and
classroom practices in relation to Asian stereotypes which Westernn@cade
(e.g., Ballard & Clancey, 1991; Pennycook, 1994 cited in Phan, 26f&t)to as

0 b a c k wa(Pahmyeosks 1®94)The study revealed that these two teachers
reported using a variety of pedagogical approaches similar to those widely
practised in Westa countries. It suggests that these teachers do not conform to
the mentioned stereotypes, but rather have developed their understanding and
recounted practices that reflect effective practices in the Western classrooms. The
finding is challenged by Phaif2005) who claims that teachers who had been
abroad might have learnt interesting ideas about CLT and are usually convinced
by such an approach; thus when they are asked about CLT, they may quickly refer
to such espoused beliefs, which may not representdbre, deeper thinking, and

actual classroom practices.
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Following this, Pham(2007) used interviews and classroom observations to
investigate beliefs and practices of three university teachers who had been to
Australia for MA or postgraduate degrees.eTitesults showed that the teachers
espoused CLT, in that they showed sound understanding and positive attitudes to
CLT. However, when it came to practice, the teachers described difficulties in
employing strategies learnt in postgraduate courses dueatoga of contextual,
cultural and personal issues, such as the traditional examination system, perceived

teachersdé6 and studentsd rol es, and | ow mi

Reviews of studies of teachersodo beliefs
teachers in variousontexts have mixed views on CLT. Some are said to have

sound understanding of CLT, mostly from survey data. Many other studies,
especially in Asia contexts, indicated that teachers have limited knowledge of

CLT, and that their classroom practices wenenfib to be inconsistent with CLT

features provided in the literature. Many contextual constraints have been
identified, most frequent of which ali@guistic-basedexamination system, large

cl asses, and t eac 0ldgrAs for teacher bagtion réesgarch o e mp |
in Vietnam regarding CLT, similar trends can be observed, despite the limited
number of studies. Except for Pham (2007) who used a-melthod approach to
triangulate the data in a smallcal e study, the other stud
sdf-report data (interviews and journals), thus it is difficult to gauge the validity

of the reported findings.

The review above provides basic understa
regarding CLT, focusing mo st | Ty theor n t eacl
attitudes towards CLT implementation, and the challenges they face in using such
an approach in their classroom contexts. The next section will look specifically at

studies on teachersé beliefs regarding TI

332 Reseach studies on t e a-bdsedlasgoagb el i ef s

teaching

Despite language teacher cognition research having now become a well
established domain of inquiBorg, 2003, 2006) | i t er ature on teac
regarding tasks and tabdlased languge teaching is still very limited. This is
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surprising given the popularity of TBLT in the form of curriculum and textbook
production worldwid€gLittlewood, 2004)and growing interest in research tasks in

various pedagogical contexis.g., Boston, 2008; Edhrds & Willis, 2005; Foster

& Skehan, 1996; Iwashita, 2003; Lynch & Maclean, 2000; Mayo & Pilar, 2007,

Samuda & Bygate, 2008)n Asia, some literature has reported the use of tasks

and TBLT implementation in the classroom, both by researdleeys Camss,

2002; Deng & Carless, 2009; Luk, 2009; Nguyen, Newton, & Crabbe, 2011;

Vilches, 2003)and practitionergsee, for example, Edwards & Willis, 2005 for a

complete volume of how teachers make use of tasks in classrositfs)ittle or

no focus on teacnes 6 bel i ef s . For exampleal althou
(2011) did not directly investigate teac
with teachersé and studentsdé practices.
present study, both in teeof topics and context of study, because it investigated

how teachers and students in a specialised upper secondary school in Vietham
implement the textbook tasks in real classroom settings. Specifically, the findings
indicated that the teachers tended a&dapt tasks to make them more
communicative and r el ev alietexperiencet Thisi r own
study, in contrast to such studies as Canh (2011) and Loi (2011), indicates a great

deal of teacher autonomy in terms of textbook task implementatio

The subsequent section, however, for the purpose of this study, will review
studies that investigate e a ¢ h e r i telatioretd TBETfasd aspects within it.

Table 3.3 shows all the accessible published and pu bl i shed wor k on
beliefs about TBLT to date.

Table3.3: Foci , contexts and methods used in
regarding TBLT

Source Foci Context Instruments

Andon & Eckerth TBLT principles Four EL teachers in Interviews;
(2009) from teac UK observation;

views stimulated recall

Carless (2003)  Understanding and Three ESL teachers Interviews;
attitudes towards  in primary schools in observation; post

TBLT; factors Hong Kong lesson interviews;
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impacting Likert attitude scale
implementation of
TBLT

Carless (2004)  Use of mother Three ESL teachers Observation,
tongue; Classroom in primary schools in focused interviews,
management; targe Hong Kong and attitude scale
language
production

Carless (2007)  Suitability of TBLT 11 secondary school Semistructured
teachers and 10 interviews
teacher educators in

Hong Kong
Carlesq2009) TBLT vs. PPP 11 secondary school Semistructured
teachers and 10 interviews

teacher educators in

Hong Kong
Cherg & Moses  Perceptions of 132 high school Questionnaires
(2011) TBLT; reasons for teachers in China

choice

Deng & Carless Communicativenes: Four English primary Observations;

(2009; 2010) in a taskbased teachers in interviews
innovation Guangdong, China;

Hui (2004) Perceptions of 50 teachers in Hong Questionnaires;
TBLT Kong; with twocase interviews;

studyteachers observation

Kl'in, KnTeacher &s Oneteacherand Pre-observation

Yumru (2007) | ear ner s 6 studentsin a Turkish interview;
perceptions of tasks classroom observation; post

lesson interviews

Jeon & Hahn Perceptions of 228 school teachers Questionnaires
(2006) TBLT in Korea

McDonough& Teacher s & 13teachersand 35 Material evaluation;
Chaikitmongkol | ear ner s 6 learnersin &hai observation;
(2007) to a TB course university interviews
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Pei(2008) Teacher s 6 4EFLjuniorschool Observations;

and beliefs about teachers in China Interviews

TBLT
Tabatalbei & Perceptions of TB 51 EFL teachersin Questionnaires
Hadi (2011) language pedagogy Iran

teacher so
TBLT

implementation

Tavakoli (2009) Task difficulty 10 language learners Interviews
and 10 teehers in a

college in UK
Yim (2009) Teacher s d 10language teacher Interviews
TBLT on TB in Korea
implementation
As indicated, to date a total of 14 stud

beliefs about TBLT, most of which wercarried out in Asian contexts. In terms of
geographical contexts, Hong Kong leads with a total of five studies, four of which
are from a series of studies by the same author, followed by Korea, China and
UK, each with two studies. Thailand, Turkey, arahleach contribute one study.

In terms of research methodology, it seems that only the series of studies carried

out by Carless (2003; 2004; 2007; 2009) prosidecomprehensive view of
teacher sé bel i sdedfic(ieen ldongpKora caniexs,eusing a n

variety of methods for data collectiorAndon and Eckerth (2009) used three

methods of data collection; however, their data were collected from only four
teachers. Most of the other studies relied on questionnaires as the principal data
source €.g9., Cheng & Moses, 2011; Tabaab& Had, 2011), or interviews

(e. g., Tavakol i, 20009; Yi m, 2 0 Gstatigd, and t
beliefs. Some studi es ¢tal, 2007) reprtfimdongs& Car |
from only one teacherThe study by McDonough and Chaikitmongkol (2007)

used systematic procedures of collecting data during thebtssd course;
however, t his study f o c u sreadtionsooh thet eac her
innovation, not necessarily their underlying beliefs albmw language should be

learnt in relation to TBLT.
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In spite of being limited in quantity, the studies showrTable 3.3 address a

number of aspects in teacherso6é beliefs r
such studies have been carried out in Asian contexts, where TBLT is found to face

certain difficulties. Littlewood2007) for example, drawing on studies on CLT

and TBLT in East Asia, identifies a number of challenges for CLT and TBLT
implementation in EasAsian classrooms, including issues related to educational

values and traditions, classroom management issues, and language use.

The analysis of the aforementioned studies allowed for a number of themes to be
hi ghlighted. These dinmcd uadfe TRLaT,h etresadc huenrds
TBLT and its implementation, relationship between their beliefs and practices

regarding TBLT, and perceived constraints in using TBLT in their contexts.

Teachers6é understanding of TBLT

Many of the studies outlined abovaddr es s ed t he extent
understanding about TBLT, definitions of tasks, and task characteristics. The

study by Hui(2004) who surveyed a group of 50 teachers and explored two case

studies in the context of Hong Kong, found that although theh&za stated that

they were familiar with the approach, t
restrictedo (p.59), in that teachers ten
in their responses (e.g., communication), and that there were instances of
oversimplification and misconceptions of TBLT. This is explained in terms of
insufficient training provided and lack of accessible TBLT materials for the

teachers.

However, the majority of the studies addressing this issue claim that the teachers

under studydemonstrate a basic understanding of TBLT in theoretical terms.
Carless(2003) for example, in one of a series of studies carried out in Hong

Kong, reveals that two of the three teachers in his study demonstrated sufficient
understanding of TBLT, by hidighting key features of tasks available in the so

called Target Oriented Curriculum (TOC) document, a-tased curriculum

launched in Hong Kong in 1994. These teachers were-tiaglled and

experienced. The other teacher, who was untrained and inexpedli provided a

vague definition of tasks, t hus Anot d
wo r k s h(@agldsss @003, p. 490)To some extent, although the level of
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understanding was different bet ween Car |l
the clams they made about why teachers had limited understanding of TBLT

were similar. Jeon and HaK@006) found in the survey data from the Korean

teachers that they had sound understandings of TBLT concepts, indicating that the
teachersbo C 0 n cngsp Wereaihclined rtod fuchskieya fleadures as
communicative purpose, primary focus on meaning, target language use, and
studentcentredness. In a similar Korean context, Y{2009)also found that the

ten participants in her stdrd yhiswasr e Af ar

explained by the fact that they had already studied it in their MA course.

I n Il ran, using Jeon and Hahndés (2006) (

beliefs about TBLT, Tabatabaei and H2011)found similar results in terms of

teacher@6 wunderstandi ng, i n that Afteachers (
practical understanding about key concep
Tur ke yetal(2007)fnround t hat the teacher i n t he

developed a sound understandaidgaskbased learning and has touched on some

key el ements such as Afocus on meaning al

I n Chi na, Pei (2008) found that two of
theoretical knowledge about tabka s e d t e a ché btineg wvo, bnle afn  t
whom fAhad some knowledge about TBLTO an
concept of TBLTO ( p .(2011)6ouny that Béhreajoity o nd Mo s
the teachers they surveyed had a high understanding of task and TBLT, such as
teachers utkerstanding that tasks had communicative goals and primarily focused

on meaning.

Overall, the level of understanding about TBLT in the studies above is due to the

extent and type of input which is made available to participants. In quantitative

studies (eg., Joen & Hahn, 20067 abatalei & Hadi, 2011), input can be

regarded as the information provided in the questionnaire items. Provided with
such input, teachers are | ikely to choos
guestions. This also explainket limited understanding found in Hui (2004),

where the major part of the questionnaire comprised-epded questions with

no input or cue to prompt the teachers. In qualitative studies (e.g., Carless, 2003),

input is regarded as the previous training thachers had, in that the level of
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understanding of TBLT depends on whether or not the teachers had been trained.
The limitation regarding this aspect of research methodology has éitieer,
explicitly or implicitly, acknowledged in those studies usingutbased methods

(e.g., Joen & Hahn; Tabata® & Hadi), and has been largely discussed in texts
on research methodology (e.g., Creswell, 2009).

All the studies above were carried out in Asian contexts, and most of them used
interviews and questionnairés ask teachers abstractly about their understanding

of TBLT. One recent study carried out ir
teaching principles in relation to TBLT, without having to ask them directly what

they know about TBLT. In this study, Andaand Eckerth (2009) found, in the

data from the four teachersé6é principles

i a adevéldped awareness of their own teaching as well as an awareness of

[ €] core principles of TBdchesintheirs®dy4) . Th
had a good understanding of what they were doing, which was found to be
associated with TBLT. Unlike the other studies, Andon and Eckerth did not
directly ask the teachers absdtr@astyqgurest
understanishg of TBLT?9 but they inferred TBLT feal
talk about tasks, the principles underlying their use of tasks, and the way they

i mpl ement taskso (p. 304) to reach conc
TBLT.

It is important that whemvestigating their understanding of such an abstract term

as TBLT, it may not be sufficient to ask them directly through interviews or
questionnaires. In completing a questionnaire, teachers may feel that they should
choose the most positive item for thanswer, without actually understanding the

underlying theoretical and practical concepts of TBLT. In other cases, teachers

may express their espoused theories of, or peripheral beliefs about, the concepts

being askedBasturkmenet al, 2004) which areusually abstract and do not

reflect the core understanding in their belief system. The study by Andon and

Eckerth (2009) can be seen as an exception that addressed this potential bias in
revealing teachersé wunderstandruieticgl of TBI

terms directly.
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Teachers6 attitudes towards the 1 mpl emen:
I nvestigations into teacher sréveabmxédi ef s ab
attitudes t owar ds i ts i mpl ementati on. V
willingness to use th approach in their teaching, a number of others indicate
teachersd negative attitudes towards TBL
l atter, Hui 6s (2004) study found that te
TBLT as an approach and were reluctemimplement it. The teachers admitted

that TBLT was not practical in such a context, and lent their support to traditional
approaches instead. The teachers viewed TBLT use asdmwpmandate from

the government, and argued that for TBLT to be effectmore TBLT training

regarding both theoretical input and practical guidance should be carried out.
Results from Jeon and Hahnos (2006) qu
generally had a negative view of TBLT implementation in their actual classrooms,

due to their perceptions of constraints such as creating undue psychological

burden on the teacher, time for preparation, and classroom management.

However, several studies claim that their teachers had positive attitudes toward

TBLT implementation. The gtly by Carless (2003) found that the two
experienced teachers were positive toward TBLT. The other teacher, who was less
experienced and was the | east positive,
and the need foclassroom discipline, which is erpreted as being remote from

TBLT which requires the teacher to release some control. Cheng and Moses
(2011) found that the majority of the teachers had positive attitudes to TBLT, and
reported their implementation of TBLT in their classroom to increaseest

motivation, improve student interactive strategies and create a collaborative
learning environment. McDonough and ChaikitmongKgaD07) in a study

i nvestigating teacher s éasadcdursé developeedin s 6 r e
a university in hailand, found that the teachers had increasingly positive attitudes

to the course as it progressed, in terms of increased learner independence, course
content and real world relevance. In terms of course content, for example, they
indicated that althoughoth learners and teachers initially raised concerns about a

|l ack of grammar i nstruction, Aby the end
no longer voiced complaints about the amount or type of grammar instructions
provided i n t h@&) Tamtwsdaei and Hadig201d) fdumd .that Ih#
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Il ranian teachers in their survey fAhad po
i nstructional met hod in classroom pract.i
collaborative, interactional and motivational g@atials of TBLT. The Chinese
teachers in Peiobds (2008) study showed po
that, for exampl e, Ait was I mportant to
grammast r ansl|l ati on met hod to CLiteagherdin TBLTO
Yi mds (2009) study, similarly, expressed

the approach when they came back to work after their study.

There is an issue to address regarding r
question lies in Wwether such attitudes toward TBLT, no matter whether they are

positive or negative, represent the core beliefs the teachers held about language
teaching. The review above indicates that most of the findings reported regarding
teacher sd atomintewielweand gdestionnaire dhta, fannd no attempts

have been made to identify which of such attitudes represents core beliefs and

which represents peripheral beliefs. In other words, there has been little
connection between these found attitudes andutigerlying beliefs which drive
classroom actions. I n investigating teac
the deeper, underlying thinking that drives actions rather than merely asking

teachers explicitly about aspects of their work.

Constraints ¢ implementation of TBLT

As noted by Littlewood (2004, 2007), in discussing CLT and TBLT in East Asia,

many concerns have been raised relating
perspective. Following Littl ewothededs (200
studies reveal can be divided into four major groups: teacher variables, student

variables, context variables and the task content.

With regard to teacher variables, as Littlewood (2007) notes, classroom
management is the most frequent concern egpteby teachers. Carless (2004)
found that the teachers6 ficoncebaseds over
teachingo (p. 656) . I n his | ater study,
which the teachers expressed their concern for loss of ¢ostich as noise and

off-task chitchat in their mother tongue. Also, the teachers perceived that they did

not have sufficient time for TBLT implementation, given that teachers had to
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accomplish tight scheduling of the syllabuses. In his earlier studgx&mple, he

noted that all three teachers expressed the impact of time ehases#t teaching,

including pressures of completing the syllabus and the time needed for
preparation and implementation of tasks (One of the teachers, however, although
indicatingt h at TBLT took away a | ot of teach
negative, but rather a good habit for teachers) (Carless, 2003). Yim (2009) also
found that the Korean teachers regarded
constraint for the implemeation of TBLT in their context. Although not related

to time for TBLT preparation and implementation, the teachers in McDonough

and Chai kitmongkol 0s (2007) study ackno
become familiar with TBLT practices. A few studies havee ve al ed t eac he
concerns about their own ability to employ TBLT in their classroom. Jeon and

Hahn (2006) found that teachers expressed a lack of confidence (in knowledge

about TBLT) as the biggest reason to avoid its implementation. These teachers
alsorevealed their selperceived inability to use the target language as another
constraint to deploying TBLT, as did the teachers in Yim (2009) in a similar
Korean context who mentioned teacherso |
the constraints for TBL implementation.

The teacher educators in Carlessodés (2007
too complex for teachers to fully understand, and thus to use successfully in their
context. I n Tabatabaei and Hadi 6s (20
welcoming views on TBLT implementation, the teachers identified similar
constraints, such as a lack of knowledge of TBLT and limited language
proficiency. McDonough and Chaikitmongkol (2007) found that during the

process of implementing the tabksed cows e , t he teachers ra
concerns about their own ability to implement the tasksed cour seo ( p
such as how to communi cate t he cour s e{
Consequently, they expressed the need for learner and teacher supporing carry

out such a course. Teachretated variables, therefore, can be considered one of

the most influential constraints to TBLT in EFL contexts.

The second categoiythe student variabldsr e f | ect s t he teacherso
t heir st udelpehasidur. Bhb stddiest by Caalessd(2003), Pei (2008)
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and Yim (2009), for example, found that the teachers had concerns about
studentsdé proficiency |l evels in TBLT i mg
the teacher who taught higher level students adedcaBLT and did not report
concerns on studentsdéd proficiency, t he o
regarded their studentsod | anguage profic
T a v a k(@009) finding in which linguistic demands were perceivieg both

teachers and learners as the key factor contributing to task difficulty. Another
constraint was teachers6é concerns over |
complete the taskgCarless, 2004, 2008)The teachers in his 2004 study

Al dentefipagpi t sdé use of Cantonese as the
occurred during taskso (p. 642) ; i n such
to avoid using the target language (i.e., English) and used their mother tongue to

complete the tasks instka

The third category the context’ includes several constraints. First, the teachers

in the studies by Carless (2007), Pei (2008) and Yim (2009) revealed that the

public textcentred examinations are one of the factors that inhibited language
teaching ad learning from being tadkased. Related to this, the teachers and
teacher educators in Carlessbés (2007) st
emphasis on oral work, which was seen as incompatible with the current
examination system. A cultural aspests also observed, when one of the
participants in the study mentioned that TBLT does not fit Chinese culture of
expression, which is less auditory and more reliant on written texts. A social
factor was reveal ed i n  Yi mdssed theér0 9) st
concerns over the lack of support from stakeholders such as parents, superior
personnel, and colleagues. Cheng and Moses (2011) found that the biggest
concern that the teachers had about TBLT implementation is the size of their

class, which is idine with the studies by Jeon and Hahn (2006), Pei (2008) and

Yim (2009), in that large classes were perceived by the teachers as inhibiting them

from conducting successful modes of working in TBLT.

The fourth categoryi the task content itself can be een as problematic.
Mc Donough and Chai kit mongkol (2007) f ou

course materials, such as the abundance of activities assigned for each lesson, and

97



Adi fficulty integrating and transditionin
a commerci al textbook, a student wor kbo
materi al s, and individual assignmentso
teachers were concerned about the relevance of topics provided in the textbooks,

while Pei (2008)repr t s one teacherdés concern about
textbook, such as the lack off a systematic approach (
communi cati ve t eac Har TByT tp beisutaessiplly eagiéd ( p. 10
out . The teacher s expresseda doreerrstilfassonje2aBk3 4) st
stimulated too much &édmakingé and &édoi ngé
thus little production of the target language was involved. Some other tasks
required minimal use of the target language; thus when it canperforming

t hem, Arather than engaging in the negot
of TBLT, students were more inclined to use simple strategies which made fewer

| anguage demands (Litewoedh200,sp. 43) e s 8i Cay d es s ¢
(2009 study, the teachers disclosed a concern that the amount of grammar
instruction was insufficient in TBLT, which reflected their inclination to adopt a

PPP approach instead of TBLT. Carless (2009), therefore, taking from the teacher
educator s®swifew tvleatsi@an of TBLT shoul d f
and practices, suggests that a Osituate
el ements that suit the teacherso6 belief s
context as Hong Kong. In other wordkere have been reports for such local
teachers to 0ad éjtlewoada2007)the apprdachno s@itdhe pt 6

local contexts.

Relationship with classroom practices

Few studies have addressed the relationship between what teachers say and what

they actually do in the classroom. Although in such studies as Carless (2003,

2004) and McDonough and Chaikitmongk®007)observation data were used to

i nterpret teacherso beliefs, no explici
relationship. The stydby Andon and Eckerth (2009) found some comparative
relationship between teachersdéd principle
classroom. Howeverhiother studies where this issue is dealt with, both Hui
(2004) enahd (RI0OOM) indicate mismatches bet

and their classroom behaviour s. I n Hui 0s
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reported that they acted as a faatbr in their classroom, observation of the two

teachers indicated that classrooms were tedcbeted and produebriented.
Similarly, in spite of having a <ound un
a. 6s (2007) study elnswedkoarsionof TBaT, rwleatct i s e
Ellis (2003b) referred to as taskipported language teaching.

Deng and Carless (2010) observed four primary school English teachers in China
concerning the relationship between examination preparation and TBLT as a

pedg ogi c al i nnovation in the context. Usi
analyse the communicativeness of the teachers, the authors found that most of the
teachersbo cl assr oom -eommunicatie e and npgee d t o
communicative boxes, with the pubkchool teachers being close to the former

and the private school teachers the latter. The authors concluded that the impact of
examinations on teaching methods were found to be strong in the public school
teacher s, while this waé&as mobestwvedando fila
nonexistento in the private school teach
found consistency between their understandings of TBLT and classroom
practices, with the teacher having better understanding of TBLT frequently using

communicative activities in classroom teaching.

3.4 Summary

The review of studies in teachersdé beli
limitations of the research in this area. First, as mentioned earlier, although TBLT

has attracted enormous interest in lamgua&ducation worldwide, few studies

have attempted to address what teachers think, know and believe about the
approach. In comparison with language teacher cognition research in general, this

area of research can be seen as somewhat-tesbsrched. Secdly, in terms of

theoretical and methodological issues, many of the studies have taken a psycho
cognitive approach to understand-teacher
cul tur al aspects of | earning. Itudiespt her w
their practices, were investigated without a consideration of broader historical,

cultural, contextual factors (This explains why such consideration has been

di scussed in Chapter Two) . More i mport a
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beliefs with eference to the specific language programme, syllabus, curriculum

and materials that they were using in order to gain insightful accounts of their

mental lives. The studies by McDonough and Chaikitmongkol (2007) and Carless

(2003, 2004) can be an exceptitm this. McDonough and Chaikitmongkol
(2007), for exampl e, i nvestigat-lmsedt eache
course, under an innovative intervention in a university context, where -a task
based course was i ntr odtackeddoveaanpriod af ac her s
time to discover how they responded to such a course. In this sense, however, it

only touches part of teacherso6 beliefs.

Thirdly, although in some studies specific contextual factors were taken into
consideration, in that teachiinking was investigated under specific curriculum

and classroom practices, the role of teachers as social agents was little addressed.
This has |inkages to what type of data w
Many of the studies reviewed alm used questionnaires and interviews as
instruments for data collection. Using solely either of these tools may result in the

data collected being merely statements of peripheral beliefs.

Although some of the studies used a combination of methods, the s€such

research was limited. It could be well argued, then, that in order to fully
understand teachersodé6 beliefs regarding T
range of factors contributing to forming
broader educational and political factors, specific task implementation, and

teacher interaction in a social context. Therefore, relevant sources of data should

be gathered to account for teachersdo bel
there is a needor an indepth qualitative study that takes a holistic view of
teachersé beliefs and their practices. F
most of the studies carried out in Asian contexts were conducted in either ESL
countries (e.g., Hong Kongr developed countries (e.g., Korea). Except for the

survey by Cheng and Moses (2011) in China, no studies addressing this issue have

been conducted in an EFL, developing country, and specifically none in Vietnam.
Given that t eac h andsotexiepéndentfisalways esefitd i t uat e
to add tothe literature another context of research. This is particularly important

in response to a call for teacher cognition research instater settings where
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teachers are nemative, the syllabus is meribed, and access to theories is limited
(Borg, 2006)

Finally, as reviewed above, few studies have attempted to investigate the
relationship between teachersoé6 beliefs a
efforts to identify core and peripheral ieé¢$ in relation to what teachers do in

their classroom teaching. This study aims to fill this gap by applying the Theory

of Planned Behaviour(Ajzen, 1991a, 1991b, 2005)o0 understand such
relationships. Given that no teacher cognition research into @QUTT8LT has

utilised the theory, its application in this study can be regarded as seeking a new

t heoretical ground in understanding teacl

This review has indicated that research
provided a limited understanding of what teachers believe, know, and think
regarding this increasingly attractive approach in language teaching. More
importantly, little has been known about how teachers have made use of tasks in
EFL contexts where TBLT has beedopted as a tedown policy. This study,

therefore, is making a modest attempt to address these gaps in the literature.

From the understanding of the context in Chapter Two and research spaces
summarised above, this research will attempt to address kwifa) questions:

1. What relevance, if any, do the identified characteristics of tasks have for the
Vietnamese teachers in their planning for and practices of textbook tasks?

2. I n what ways do the Vietnamese teache
learning converge with, or diverge from, the principles of TBLT?

3. What factors contribute to the facilitation, or hindrance, of TBLT
implementation in the Viethamese context?

4. What can this study contribute to an academic understanding of the nature of

the Vietnamese teachersd beliefs?and t hei
The next chapter will present the research stance for this study, and detail

procedures which were taken to gain access to participants, collect and analyse

data to answethe questions above.
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CHAPTER FOUR

RESEARCH METHODOLOGY

This chapter describes the research paradigm and methods that the present study
adopted to address the research questions given in Chapter Three. In sections 4.1,
4.2, and 4.3, | present and justifiyy choice of research paradigm, qualitative
research, and case studies. These are then followed by a detailed description of the
present study (section 4.4): an initial series of TBLT workshops, the preliminary
studies, sampling and gaining access, argagmn of the participants, discussion

of ethical issues, methods of data collection and analysis, and an account of

assuring research warrants

4.1 Research paradigms

A resear ch par ad ibagsm beliegbranetaphysias) thatadealset o f
with ultimat es or f i(Guba & Lincoin,nl®94,ppl B, @mphasis in
original). It reflects the worldview that guides researchers to take action
(Creswell, 2009; Guba, 19920pur actions, whether as a lay person or researcher,
cannot take place withoutfezence to a particular worldvie(gkincoln & Guba,

1985) Guba and Lincoln (1994) outline several competing paradigms in
research, including positivism, postpostivism, critical theory and constructivism.
These paradigms are revisited and expanded by €Heg009), who categorises

the paradigms into postpostivism, constructivism, advocacy/participatory and
pragmatism. These paradigms are by no means exhaustive, and are dependent on
the nature of the specific inquiry. A combination of two or more paradigms
employment of one suparadigm under a broader one can be possible in many

research project&uba & Lincoln, 1994)

Taking a broader view, the aforementioned paradigms can necessarily fall into
two major traditions of research methodology: positivesmd naturalisnfLincoln
& Guba, 1985; Richards, 2003) The positivists rely on
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di stinct steps on the path to knowl edge
(Burns, 2000, p. 7) and hol d fa deter mingest i c p h
probably deter mi ne (Gdswek c2000, po 7) Therut c o me s
assumptions tend to be reductionist in the sense that their ideas are reduced to
small, discrete items to be tested. They also assume that the world is governed by

laws and theoriew hi ch need to be fitested or verif
under st and(p.t7h Enerefoeer detdrminism, reductionism, empirical
observation and measurement, and theory verification are among the major
principles espoused by the positivistditeon of research. The type of data
generated for positivist research is | a
typically n u mBlunanc& HBailey, 2009t p.r6§A0 traditional

researcher, for example, would create a set of hypotheses imedeesearch

inquiry and go about testing them in the field or in the laborgi®uyns, 2000)

or measuring the relationships between variables with statistical tests.

Naturalism is regarded as an alternative paradigncoln & Guba, 1985; Patton,

2002) which is intended to reject the losganding dominance of positivism.

Naturalistic inquirers believe that (social) reality is more complex, and call for a

more holistic approach to inquiry, which takes into account naturalistic
sociocultural elements sudhs contexts, values, and the role of the inquirer.
Naturalistic research findings are, t hert
(Erlandson, Harris, Skipper, & Allen, 1993Jhe findings are believed to be

generated from the interaction between theuirgg and the implicated groups,

and/or among members of a particular group.

Research theorists have made some attempts to compare and contrast these two
traditions of research inquiry with the purpose of reducing the confusion and
illusion among researct® Lincoln and Guba (1985), for example, present some
distinguishing features of positivist and naturalistic paradigms Tsdéxée 4.1),

which wusefully provide information about
the nature of reality (ontology), the relationship between the knower and the

known (epistemology), generalisability, causality and the role of values

(axiology).
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Table4.1: Contrasting Positivist and Natuistl Axioms
(Lincoln & Guba, 1985, p. 37)

Axioms about Positivist Paradigm Naturalistic Paradigm
The nature of reality Reality is single, tangible, Realities are multiple,
and fragmentable constructed, and holistic

The relationship of the ~ Knower and known are Knower and known are

knower to the kawn independent, a dualism interactive, inseparable
The possibility of Time- and contexfree Only time and context
generalization generalization (monothetic bound working hypothest

statements) are possible  (ideographic statements)

are possible
The possibility of causal There are real causes, All entities are in a state «
linkages temporally precedent to or mutual simultaneous

simultaneous with their shaping, so that it is
effects impossible to distinguish

cau®s from effects

The role of values Inquiry is valuefree Inquiry is valuebound

The strengths of the positivist tradition of research include the extent of precision

and control through quantitative and reliable measurement, and sampling and
design(Burns, 2000) However, in educational research, this tradition has been
proved to be problematic, since Ahuman |
i nert matter that is studied in physical
beings interact with the envimment in an active way, and because each

individual responds to the environment in a different way. It is, then, not possible

to operate a controlled environment in educational contexts as can physical

scientist with laboratory techniques.

Under the umbré view of naturalistic inquiry, a number of worldviews have
been identified, such as constructivism and pragmaf@raswell, 2009) These
paradigms, although not being equivalent to qualitative resé@ri@ndsoret al,

1993) by and large, rely on thiapproach of data collection and analysis. This is
because most of the studies under this tradition are concerned with capturing

gualities and attributes, rather than with measuring or counting facts to address
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their research problem@unan & Bailey, 200). Creswell(2005) referring to

research in education, regards naturalistic inquiry as constructivism, and
mai ntains that this view emphasises the
setting or context (e.g., a classroom), and highlights the mgdhey hold in

regard to educational issues (p. 43).

The need for an hdepth understanding has resulted in many naturalistic
researchers using a qualitative approach to research, since it allows researchers to
Acapture what peoplokthovwstheyinterpratthedcomplexty a pr o
of their wor |l d, to understand events fr
(Burns, 2000, p. 11) Likewise, many educational researchers favour the
naturalistic approach to research so as to take into account tipéegdynof the

world under inquiry. Considering the strengths of naturalistic inquiry, this study
takes this approach (i .e., natural i sm) t
beliefs and their practices in the specific educational context descrilthpter

Two.

The next section outlines the nature of qualitative research relevant to the present

study.

4.2 Qualitative research

The section above discussed research traditions in terms of how researchers view
the world. Another way to look at the types e$earch is to consider the nature of

the data gathered. In this respect, contemporary research methodologies identify
two types of research, commonly referred to as quantitative and qualitative
research(e.g., Johnson & Christensen, 2008ince quantitatie research is
associated with numeric measurements, its research studies usually fall into the
positivist tradition. Likewise, as naturalistic research often seeks to understand
values and meaning, its data are by and large qualitative (Nunan & Bai®), 20
Since the present research adopts naturalism with qualitative data, the following

sections will discuss and justify qualitative research in this study.
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Qualitative research is often criticised by quantitative advocates as lacking rigour,
in that it dees not always offer the validity and reliability of the claims, or
demonstrate the generality of findin@erg, 2005; Burns, 2000)n other words,
qualitative research studies do not meet the same criteria as quantitative research

projects. Burns (2000however, states:

What is often not understood is that the criteria that one considers
appropriate for quantitative scientific work in education and social
sciences are not those that are necessarily appropriate for work that
rests on different assumptigrtbat uses different methods, and that

appeals to different forms of understanding. (p. 11)

This does not mean that qualitative research has no concern about such central

tenets as reliability and validity. Edge and Richards (1998) strongly argue that

these aspects are stildl extremely i mportar
terminology is not only wusabl edefined bot h b
fit the purpose of research swocialsciences in general and applied linguistics in

particula. (These issues wilhediscussedurtherin 4.4.9).

Proponents of qualitative research, in turn, claim that quantitative research fails to
take into account the social and cultural worlds of the particip@egszin &
Lincoln, 2000) the relationship leeen the researcher and participants
(Silverman, 1993) and personal interpretations from both researchers and
participants(Snape & Spencer, 2003The power of qualitative inquiry is its
ability to provide rich understanding of the research problemhén Specific
context from the insider perspecti{@uba & Lincoln, 1994)Burns (2000) also
asserts that the popular rationale for applying a qualitative approach to research

Arests within criterion of meaningo and
(p.12).

Unl i ke quantitative research, qgualitati v
their natural settings, attempting to make sense of, or to interpret, phenomena in
terms of t he meani n@enznelolintomn, 2000,ipny) t o t h
Furthermore Snape and Spencer (2003) argue that the general purpose of

gualitative r es e-dapthdandinterpreted ungersandingloétheii a n i |
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soci al worl d, by |l earning about peopl ebs

experiences, perspectivesddan hi st ori eso (p. 22) .

In justifying a methodological framework for a particular study, it is important to
be aware that the distinction between qualitative and quantitative research does
not need to be contradictory, but rather such a distinction can heeroentary.

In fact, many research studies, recognising the compatibility of quantitative
research inthe qualitative approach, have taken both forms of inquiry in their
research design to fit their aims in particular projects. So a mixed method
approach s emerged in the methodological literatg@eswell, 2005, 2008,

2009) This approach is useful when the research is intended to build on the
strengths of both quantitative and qualitative data. While quantitative data provide
useful information on a lge sample and yield results on frequency and
magnitude of trends, qualitative data offer insightful perspectives on the research
topic and provide a complex picture of the situation, which, when combined
together, allow the research to assess both outcamdgprocess of the social
phenomenonkor example, a research project can make use of both questionnaire
and interview data to interpret findings. There are also cases where interviews can
take the form of a survey or an opended questionnaire. It ishdrefore, the
researcher who decides which methods are appropriate within the scope, topic and
context of their research projedte present research, as can be seen below (4.3),
adopts qualitative research tradition, because it only aims at investighéng

insights of the participants, rather than outcomes based on a large sample.

Qualitative research, depending on the purpose of study, can collect different
forms of data. Denzin and Linco{B005)state:

Qualitative research involves the studied usd aallection of a
variety of empirical material$ case study; personal experience;
introspection; life story; interviews; artifacts; cultural texts and
productions; observational, historical, and visual tektsthat
describe routine and problematic mongenand meanings in
individual lives. (p. 4)
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Given the purpose of the present study
practices in relation to tadkased language teaching in the context of Vietnam,

and a call for a more holistic qualitative researeBigh in the field, this study

takes a naturalistic, qualitative case study approach as the most appropriate
method of inquiry. Such an approach necessarily allows for the possibility to gain
rich understanding of t e aathhesasmétimbd, &l | ef s

ensure research validity through various procedures of data triangulation.

4.3 Case studies

Case study research is observed to have
and has been used extensively in such areas as clinical psychahoy

devel opment a(Burng, 2000, po459As the name implies, case

study resear ch i the umt efranabysis dor réseadehén,

Manion, & Morrison, 200Q) The unit of analysis may include an individual, a

class, a programme, arcommunity. Whatever the subject is, to qualify as a case,

such a uni musthé almumded gysténsn nent i t Bums,n it sel

2000, p. 460, emphasis in original)

It is noted that MAcase study iisrynotanndece
that fAa case study can be ei(Buime2000guantit
p. 460) However, as Burns notes, it has been obsenveztiucational research

that most case studies have been carried out using naturalistic, qualitative
methoalogy. The aim of a case study is to gairdapth understanding of the

subject being studied. It, then, focuses on the process rather than the outcome, and

on discovery rather than on confirmation.

This study uses a case study approach as a strategyuol/ibecause its purpose

and conditions fit the characteristics of naturalistic qualitative research in general
and case study research in particular. Firstly, the purpose of my research is to seek
in-depth information and perspectives from the partidgpdandividually. The
ultimate goal is to gain the meaning that underpins their views, stories, actions,
and behaviours that are bounded by their own context. Case studies are chosen

becauseheyal | ows t he researchers t bewidrkleek t o
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in terms of its actors, .Jand] observe effects in real contexts, recognizing that the
context is a powerful d et €ohenetrala 2000, of bot
p. 181) Secondly, according to Cohehal and Yin (1994), contexts, whicare

dynamic and unique, allow investigations of complex dynamic and unfolding
interactions of events, human relationships and other factors. This study, in

Il nvestigating teachersodo beliefs in relaf
employing the sdocultural perspective in teacher cognition interpretation, takes

the context as one important element from which such satlen, tacit, dynamic

and highly contexbound belief§Borg, 2006)are illuminated. By adopting case

study research, the meaningrh data collected from the group of teachers in

their natural settingCreswell, 2009)s allowed to emerge.

While a case study may involve a single method of data collection (e.g.,
interviews), such a design would limit the validity of the study. Bor@062

claims that using a single method in teacher cognition research is inadequate to
reveal the complex nature of teachersboé
beliefs to practices is only feasible when a number of methods are applied in data
collection. Hence, although some singlteethod studies on teacher cognition are
found in the literature(e.g., Hayes, 2009; Peacock, 2001; Phan, 200
majority have relied on two or more research methods for data collection. Several
studies were carried outsimg two main methods, such as interviews and
observation(e.g., Feryok, 2008)observation and stimulated recgCanh &
Barnard, 2009) Some others used more methods, such as Sato and Kleinsasser

(1999) with interviews, observation, and questionnaires.

As is evident from the literature, a pluralistic research perspe&iwg, 2006)

with complementary use of methods of data collection, permits an understanding

of teacher so beliefs and their relatior
tendency in teadr cognition research, this study particularly employs a multi

met hod design to unpack di mensions of te
plan their lessons, how they teach in the classrooms, and how they report their
thinking and rationales for classmm behaviours, as well as their reflection on the

materials they are using.
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In short, to be a case study, two important characteristics should be noted: the
context and the possibility for 4depth understanding. First, being a mulse

study, the presenstudy takes individual teachers as ®alges from which

analysis starts. In thiway, eachparticipant teacheis considered a bounded

system in which different aspects of their work are investigated. However, as can

be seen iM.4.8.2and the way the findings are presented in Chapter Six, the
whol e group is considered a O6casebo, bec
carried out within a particular context (see 2.5). Secondly, the present study

utilises a nurber of methods for data collection. This approach allows for in

depth understanding of teacherso beliefs

of the context where the teachers work.

The next sectiowill present adetaieddescription of the presestudy.

4.4 Present study

This section will describe specific procedures that were undertaken during the
process of the present study. It begins with a description of a workshop series
which | organised for the purpose of participant recruitment. This isMetldoy a

brief description of two preliminary studies. The next sectid.§ provides
detailed procedures to address such issues as sampling, gaining access, and
approaching participants, followed by information about the ppatits and an
account of ethical issues. Section 4.4.6 provides rationales and detailed
procedures of the methods of data collection employed in this study, followed by
how the data were managed and transcribed. The last two subsections describe the

proces of data anakjs and strategies to ensuigour in this research.
4.4.1 Workshop on TBLT

In late December 2009, | organised a series ofdayeworkshops focusing on the
methodology of TBLT aiming at uppsecondary English teachers in the town
and nearby aas. The workshops had the following aims:

- To get to know potential participants for the study, and to seek

interest in participation in the study;
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- To conduct the preliminary study (s#4.2); and

- To provide potential participantgith technical TBLT terms
and conceptdts underpinning assumptions about learning
(such as input, output and interactioa$ well asts potential
implementatiorwith reference to the textbooks the teachers

were using

The workshops, occurringhahreeconsecutive Sundays, each lasted from four to
six hours of delivery and discussions. In the first session, thirteen teachers
attended the workshop. The number of workshop participants decreased gradually
in the next two sessions, with eleven in the seamtieight in the third. Five of

the eventual eleven participants of the present study attended all three sessions
six other participants of the study, however, had not attended any of the workshop

sessions

The workshops were organised in an interactive ffexible format. There were a

wide range of activities: watching video lectures, reading extracts of articles, face
to-face input sessions, and discussions. The amount of content delivered in each
was negotiated with the participants, rather than ondetailed plans made
beforehand. For example, in the second workshop, several teachers expressed
their desire to leave early for a social activity organised at their school. This
resulted in some negotiation with the rest of the teachers, which led to the
decision that the session would end before lunch. As a result, several planned
contents were not realised on the day. Somaerhtwere selected for delivery in

the next session

It may be useful to discuss the role of the workshops on teacher cognitibinsfo

study. Initially, one of the aims of the workshops was to provide the teachers with

TBLT concepts and issues so that during data collection, teachers would be able

to bring to the surface what they perceived and how they reacted after some time
appling the ideas from the workshops. However, as the workshops happened
during the O6érevisiond period, when teach
of-semester examinations, the teachers were not likely to apply ideas received

from the workshops directiyto their teaching. Additionally, during this time, the

teachers were very busy finishing markin
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examinations, so they did not have much time to reflect on the workshops. The
data gained from the five teacherbavattended the workshops confirmed these
assumptions: there were few distinctive patterns of beliefs and practices to prove
that they had acquired theoretical ideas from the workshops. In fact, the data from
these five teachers were found to be similathtzse from the other six teachers
who did not attend the workshops. So, the workshops achieved the two first aims,

while the third aim was left unachieved.

As mentioned, my intention at first was to ask the teachers directly about what
they knew, believedand felt about TBLT after having received the workshop
contents. However, when participants for this study were selected and School B

teachers (se2.5 did not attend the workshops, the situation left me in a dilemma:

- Either collect data from School A teachers (who attended the
workshops) in the proposed way, i.e., ablem with direct
referenceo TBLT in stimulated recall and focus group sessions,
and collect data from School B teachers without any reference to
TBLT; or

- Collect data from both groups of teachers in a uniform way

without direct reference to TBLT.

After considering that the first option would be too complicated for me as an
emerging researcher, and that the purpose of my study was to look for patterns of

beliels and practices regarding the whole group rather than comparing them, |

decided to take a uniform avenue of inquiry across all eleven teachers. | asked the
teachers questions which did not directly use technical concepts and terms used in

the workshops. Tk decision also aligned with my approach to understanding
teachersé beliefs, foll owing the <c¢laim |
2006 ; Paj ar es, 1992) and the implicit t
adopted by Andon and Eckerth (2009Yherefore, during the process of data

collection, I tried to avoid reminding School A teachers of the workshops.
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4.4.2 Preliminary studies

The present research study was guided by two minor preliminary case studies, one

of which was concerned with which larage to use for data collectigNguyen,

2009) and the other investigated teacherso
and learningBarnard & Nguyen, 2010; Nguyen & Bygate, 20123ing a set of

narrative frames adapted from Barkhuizen and WE0Q6B).

With regard to the former, | investigated whether it would be better to use L1 or
L2 in data collection with my eventual Viethamese English language teachers. |
interviewed three Viethamese English teachers using the Vietnamese language
(L1) and threeteachers whose L1 was not Vietnamese (Farsi, Burmese, and
Chinese) using English. Six interviews, each of which lasted between 20 and 40
minutes, were carried out. The focus of this study was to discover how the
interviewer used questions in L1 and L2. particular, three issues were
investigated regarding all the questions used by the interviewer: question types
(e.g., open, closed, and probes), structural complexity (simple, compound,
complex, and compouncbmplex) and conceptual loading (i.e., the nembf
concepts that require the | istenerbds cog
that in terms of question types, while there was little difference in using open
guestions between the two languages, there were significant differences in the use
of closed questions and probes. As the interviewer, | used far more closed
questions and far fewer probes in English than in Viethamese. Regarding
structural complexity and conceptual loading, my English questions contained a
greater percentage of compound @omplex sentence patterns, and carried larger
numbers of concepts than the Viethamese counterparts. The study also revealed
certain better quality with regard to ir
answers. This study concluded that it is muetids and more suitable to use our
mutual L1, rather than English, as the medium of interaction to interview during

the process of data collection.

To gain familiarity with my likely participants and to obtain preliminary
information for the present studyn December 2010, | comdted another
preliminary studyu si ng a set o f(Barkhuizen & &vette,\2@08)f r a me s

with a group of 23 upper secondary English teachers. The use of these narrative
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frames and the findings are reported in Barnard and Ng(®&@&¥0)and Nguyen
and Bygate (2012).

The teachers in this preliminary study were from three upper secondary schools in

the town where the main study took place.

The narrative frames, in the form of guided compositions with sentence starters
and linkers povided in Vietnamese, were distributed to the teachers during and
shortly after the workshops. These frames consisted of three parts. The first part
asked the teachers to write about their general approaches to language learning
and teaching; the secondrpabout the role of grammar; and the third part, the

crucial frame, asked the teachers to reflect on one lesson they had recently taught.

The findings from this study indicated that although the teachers generally
expressed positive attitudes towards ommicative language teaching, they
emphasised the key roles of grammar, vocabulary and pronunciation in teaching

and learning. Specifically, most of the teachers wrote that grammar should be
mastered by the students as the basis for communication tolaake Ip the third

frame, teachers revealed their concerns
assigned communicativactivities perceived by the teachers as due to their
studentsodo | i mited knowledge of grammar,

whole, the teachers stressed the role of memorisation in English teaching.

These findings were used as a point of reference for my subsequent data
collection and analysis.

4.4.3 Sample size, selection, and gaining access
4.4.3.1Samples

Small sample sizes are acceptable doalitative researcliCohenet al, 2000;

Drew, Hardman, & Hosp, 2008y hi ch fican be equally effec

number s of (Oyeavettali, 2008ppa IBT)BhiS is because the purpose

of a particularqualitative researchase studys to seek to understand phenomena

in depth and detail rather than to seek generalisations based on large sample sizes

(Patton, 1990, 2002)Thus, unlike a quantitative design, where sampling

strategies should be co(@denetal.r20ad)thisor or ep
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study uses a smal/l number of partici pani
does not represent the wider populat{tiiough its results may be relatable to

similar Viethamese contexisput it does allow an wdepth understanding and
interpretation to be made regarding the case. Therefore, convenience and

purposive sampling strategies were employed to gain access to the participants.

Firstly, | selected schools which are convenient for me to travel to and from, i.e.,

those within the tow where | live. However, according to the purpose of the

study, public schools were selected because these schools were currently using the
mandat ebda séetdadbs kt ext books (private school s
textbooks). Also, such schools shotildve at least three teachers of English, to

allow me to organise data collection activities in groups, such as lesson planning
sessions and group discussions @&deG) Secondly, convenience sampling was
appliedt o sel ect participants who were Awil
(Creswell, 2005, p. 149Within the community of English language teachers, |

did not have difficulties in gaining access to a number of teachers who would be

happy to take part in th&tudy. In fact, some of the participants in the study are

my college friends, and others had previously worked with me in several training
workshops, such as the textbook training. Therefore, it was somewhat
advantageous for me regarding time spent feabdishing rapport and building

initial trust.

4.4.3.2Gaining access

In Vietnam, gaining access to the participants is a hierarchical préddssugh

it might not be difficult to identify potential participants, | was bound to go
through a number of gatekeepbefore formally asking teachers to participate in
this study. First of all, | approached the provincial Department of Education and
Training (DOET) to seek permission for gaining access to schools. | presented
myself in the ViceDi r ect or 0 s etterf contamiag the iinfoimatian ahd
purpose of the study, and the potential schools where | would like to undertake the
research. The VieBirector kindly granted me a letter of recommendation to each

school.
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With the letterin hand, | went to each schoahet the principal, and presented
them the letter of recommendation and letter of information. Of the three
principals | met with, two (i.e., of Schools A and B) warmly welcomed me and
expressed their support for my study. The other principal (of Schpalg®
agreed for my research to be carried out in his school, but raised a concern that the
research might affect teachersodé worKk.
times would place some burden on them, and that the teachers would not have
enoughtime to prepare lessons for observation. Although | explained that my
intention was to observe their scheduled lessons, which did not require special
preparation, he finally suggested that | observe only one lesson from each teacher
in his school. As a redt, although two teachers from this school were also asked

to plan their lessons, be observed, and attend stimulated recall sessions, their data

were excluded from the present study.

With the permission from the principals, | started to contact the hddeisglish
departments, to whom | provided the information and purposes of the study. | then
asked them for their help, by inviting me to one of their weekly academic
meetings, where | could meet the teachers and invite their participation.

4.4.3.3Approaching participants

With the support from the head of the English department, | arrived at their
depart ment &s weekly academic meeting.
information and a workshop schedule, | talked to them about my research and
invited them all to pdicipate in the workshop series about language teaching. |

also showed them all the documents that were issued by their higher authorities,
and encouraged them to ask any questions related to the research and the
wor kshops. I n t he m e@eacharsn gost weatchérs weie h o o |
interested in the workshops and expressed supporting attitudes towards the
research, although some of them revealed time constraints due to the workload at

the end of the semester.

During the workshops, three teachers teachirgr 10 classes and two teachers
teaching Year 12 classes were enthusiastic to participate, and thus all five were

eventually selected for participation. In the meeting with School B (the teachers
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from School B were not able to attend the workshops)halsix English teachers

in the school were willing to help, thus all of them were included in the study. In
School C, five teachers were willing to help, but due to the time overlap in data
collection among the schools and the fact that this school wals mare distant
from the town centre than the first two schools, only two teackhers observed,
interviewed instimulated recall sessionand carried out lesson planning, each
once, as requested by the principal. Although, in total, thirteen teachezs wer
involved in this project, data from eleven teachers (from Schools A and B only)

were used for transcription and analysis.

In Table 4.2(overleaf) Teachers -b are from School A, and Teacherd 5 are

from School B.

4.4.4 Participants

Eleven teachers particifgl in the present study: ten female and one male,
teaching English Years 10, 11, and 12 at the two upper secondary schools (see
2.5). For the sake of confidentiality, the teachers were labelled by numbers (i.e.
Teacher I Teacher 11). The teachers were numbered according to which-lesson
planning group each teacher belonged to and their teaching experience. Where
experience was found the same, the t
number them, as the cagkTeachers 4 and 5 (Teacher 4 was senior in age). For
example, the first group of three teachers that carried out their first planning
session was identified as Group 1, in which Teacher 1 was the most experienced,
and Teacher 3 the least. According he tevels they were teaching, four lesson
planning groups were formed. Groups 1, 3, and 4 consisted of three teachers and
Group 2 two teachers. Teachers in Groups 1 and 4 were teaching Year 10 classes;
teachers in Group 2 were teaching Year 12 classedeanters in Group 3 were
teaching Year 11 classds. Table 4.2 each group is separated with a line. At the
average age of 33 years, these teachers ranged from 28 to 36, with teaching
experience between five and thirteen years. All the teachers hadkexpdrusing

the new textbooks for at least three years. They were all university graduates with
qualifications in English language teaching. Teacher 3 had a dual degree in
English and French.
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Table4.2: Partcipant teachers' profiles

Teacher Age Gender Qualifications (Sfé\;irc;e)) In-service training

1 36 Male BA (TEFL) 13 Two VTTN workshops
(2006, 2008)

2 34 Female BA (TEFL) 12 Textbook training (2006
2007, 2008)

3 30 Female BA (FLT & 8 VTTN workshop 2008

TEFL) Textbook training (2006

2007, 2008)

4 34 Female BA (TEFL) 12 VTTN workshop (2006)
Textbook training (2006
2007, 2008)

5 33 Female BA (TEFL) 12 Textbook training (2006
2007, 2008)

6 35 Female BA (TEFL) 13 VTTN workshop 2008
Textbook training(2006,
2007, 2008)

7 34 Female BA (TEFL) 12 Textbook training (2006
2007, 2008)

8 33 Female BA (TEFL) 9 Textbook training (2006
2007, 2008)

9 34 Female BA (TEFL) 12 Textbook training (2006
2007, 2008)

10 32 Female BA (TEFL) 10 Textbook training (206,
2007, 2008)

11 28 Female BA (TEFL) 5 VTTN workshop 2008

Textbook training (2006
2007, 2008)

In terms of inservice training opportunities, the teachers in the present study had
been involved in a number of formal and informal workshdjpdle 4.2lists all

the formal workshops that the teachers had attended. Five teachers had attended
the VTTN workshops, which directly dealt with issues in the current textbooks.
Two of them were the heads of the English departn{@etcher 1 and Teacher 6,

of schods A and B, respectively)and had received these workshops twice. All
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the teachers had attended three textbook training workshops over the period of
three years, each of which occurred before the launching of a particular textbook.

4.4.5 Ethical issues

Thisdo¢ or al study strictly abided by the
in Human Research and Related Activities Regulat{@irsversity of Waikato,
2008)

The present study followed strictly the procedures regulated in terms of gaining
access to partigants and obtaining their informed consent (see Appendices A and
B). Throughout the project, | was fully aware of any potential risks that the
research may cause to the participants, so every step was taken to minimise such
risks. Apart from explaining tthe participants in detail the aims of this study, the
activities involved, and the time they might have to spend on the research, the
teachers were guaranteed that their identity was kept, to a maximal extent,
confidential. For example, a common expaotatrom school authorities was that

after any observation, the observer should report to them about how well the
teacher had taught in that particular lesson. To address this concern, | made it
clear and explicit to the teachers that any information fotsservation and other
sources of data was not transferred to any other third parties, and that the purpose
of collecting such data was for the research only. | also made explicit to the school
authorities that the information obtained would only serverésearch purpose
and thus there woul d be no Oéreportso
Moreover, in selecting participants to participate in this research, as the
regulations(University of Waikato, 2008yequired, | requested those teachers
who showedboth interest and willingness to participate to formally sign the
consent forms, after having explained to them all information they wanted to
know, and encouraged them to ask questions. Teachers who said that they had
little time (but also agreed to paipate) were excluded from this study because |
was aware that they might drop out during the process of data collection. They
were also made aware that they could withdraw from participation any time
during and after the data collection without havingitee any reason for so doing
(although none of the teachers did drop out). During the process of data

collection, although the teachers spent a tremendous amount of time on this
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researchods activities, I made envaedry atte

interruption to their daily work to a minimum.

In presenting my findings in journal articles, book chapters, conferences and to
my supervisors, | also employed procedures to keep the confidentiality of my
participants. No real names were used in afy the publications and
presentations. In most of the cases, as indicatéichiole 4.2 the teachers were
numbered, but in some other cases, pseudonyms were used. School identity was

also protected: they were identified as Schools A and B.

The data in thishesis fairly and fully represent the results as | honestly perceived
them. Attempts have been made not to commit or condone plagiarism. During the
process of data collection, data analysis and writing up this thesis, | was fully
aware of the ascriptionf @uthorship. For example, data was not distributed to
others except my supervisors. Only on two occasions were extracts of data given
to others for the purpose of ensuring validity and reliability: a Vietnamese
colleague who translated bagkrsion of dat extracts, and a colleague researcher
who helped me interpret findings from extracts of data. Even though these data
extracts were distributed to them, they were in the form of printed copies in which
participantsd® names had orlbwas comgeted thg mi s e d .
extracts were returned to me. In brief, | acknowledge that | have conformed to
professional standards and codes of ethics relevant to the discipline.

In this study every action has been mac
schoos 6 confidentiality and minimise any ne
the teaching and | earning activities 1in

fully voluntary and explicit.

4.4.6 Methods of data collection

As indicated, this research study pterl a qualitative case study approach as best
suited to address the research questions raised in Chapter Three. As qualitative
research, the purpose of this study is to seek meaning in natural settings (i.e.,
classrooms), examining events, behaviours masons that underpin personal

theories and principles, rather than to t@gtriori theories(Drew et al, 2008;
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Ogilvie & Dunn, 2010; Pavlenko, 20Q7)his multiple case study was carried out
using the following data collection methods:

Group lesson plaring;
Observation;
Stimulated Recall; and

P w0 dh P

Focus groups.

In this study, teacher participants were English language teachers who can speak
both Viethamese (L1) and English (L2). The preferred language to communicate
with the participants was identified asettiamese (see the first preliminary study

in 4.4.2, although in all of the sessions with the teachers | asked them to choose
the language in which they would like to conduct the discussion. Using L1 would
also potentially prodce better quality data because participants were more

comfortable and more easily able to express complex cognitive processes.

In the sections that follow, | will discuss the data collection methods and

procedures used.

4.4.6.1Lesson planning sessions

Lesson planing sessions are in some way similar to focus gréugtess, 2008)

when participants are given a topic to discuss among themselves rather than with

the interviewer, through which participa
predominated by the reme ¢ h e r 6 (€ohengt @ln 20@0) This type of data

coll ection can provide fAor i oheretal,on t o a
2000, p. 288) and allows beliefs to be naturally expressed in a less pressing
manner(Cohenet al, 2000; Lewis, 198). However, unlike general focus groups,

lesson planning sessions used in the present study provided the participants with a

clear objective that needs to be achieved, which is the lesson plan, thus potentially
providing more realityoriented, rather thaiealoriented, data (Borg, 2006). In

this study, lesson planning sessions as an instrument of data collection can be
regarded as an innovative tool for no studies have reported using such a tool in the
literature. The use of this tool was inspired froutls studies as Wo0od4996)

and Loi (2011) who investigated teachersoé bel i e
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lesson plans teachers had made before. However, the use of lesson planning
sessions in this study reflected a more naturalistic approach to datatioall
Instead of asking for (ideariented) rationales for any intention, it was a more
appropriate alternative to ask them to perform the planning in an interactive
manner in order to capt ur eoriented af theirr s 6
thinking and decisiommaking.

In the present study, participant teachers who taught the same level (e.g. Year 10)
in the same school were allocated in dyads or triads and invited to plan textbook
skill lessons that they were to teach shortly (e.g., the fatiguwweek). The
reasons for this were that it was anticipated to be easier for the teachers in the
same school to get together; they were likely to know one another well enough to
fully express their ideas in these discussions; and it was believed thatdbley

plan theles®n naturally because this dealt with what they would teach in due
course. At first, | intended to be in the room with the teachers to make sure that
they did the job as required and also observe their behaviours during the process
of planning (seeAppendix C). However, after the first session with one of the
groups, | realised that my presence in the room affected the way they thought and
made decisions in planning. The teachers frequently turned around and asked for
my opinions on various decisianaking processes. Finally, | decided to remove
my presence after making sure that the awdowrder had switched on. The
groups and number of sessions collected are preseniadblied.3.

Table4.3: The lesson planning sessions

Teachers School No of sessions
Group 1 1,2,3 A 3
Group 2 4,5 A 2
Group 3 6,7,8 B 2
Group 4 9,10, 11 B 3

Ideally, the lesson planning sessions would ehdoeen carried out prior to
subsequent classroom observations of the planned lessons, as planned initially in

my research proposal, to create systematic phases of data collection. However, as
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the teachers were so busy with their teaching loads and otties dtithe end of

the semester, getting them together was extremely difficult. As a result, only one
lesson was carried out this way. Other lessons were plaanddmly that is,for
example, one particular planned lesson wasnecessarily observed aftvards.

In doing so, | let the participants choose a suitable time and place to meet and plan
any lesson, as long as it was the one they were likely to teach the following week.
Once they agreed on the time and place, | met them, gave necessary instructio
and turned on the voice recorder. | then left the room for them to discuss as freely
as possible. Having asked the teachers to turn off the voice recorder when they
finished, | came back later to collect it and discuss the next possible session. This
type of data collection took place occasionally over the period of five months. The
lesson planning sessions lasted between 18 and 55 minutes. In total, ten lesson

planning sessions were audecorded.
A sample of the lesson planning data is providefigpendixH.
4.4.6.20bservation

Observation is among the most common methods used in educational research
generally, and teacher cognition research in partic(lBorg, 2006, 2012)

Observation is useful in the sense that it allows the resarcht o capt ur e 6
data and to discover things that might be missed in interview prottotenet

al., 2000) In language teacher cognition research, B@@06) emphasizes the

preference of noparticipant over participant observation, as well asngwd for

aut henticityo, . e. natur al activities
beliefs and practices, it is essential to visit the classrooms in the usual setting

without interrupting the natural process of teaching and learning.

In this stug, nonparticipant observation was considered one of the major
methods of data collection, and was used as the basis for subsequent stimulated
recall interviews(Borg, 2006) Recording of the observation data in the present
study took two simultaneous foenThe first form, unstructured narrative field
notes(Patton, 199Q) provided the extensive details of the lesson. It was more
descriptive than reflective, with some demographic information also being noted

(Creswell, 2009) The second form of recordinged a video recorder. With their
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permission, two lessons from each participant teacher were recond&thg a
total of 22 lessonsApart from providing data for stimulated recall sessions, data

from this type of collection were an important source fotyama

Participant teachers were asked to select two skills lessons to be observed. Before

each lesson, | arrived at the class and set up the camera. The camera was placed at
the back of the classroom to capture the
aware that wusing a video camera may affe
leave the camera in one position without touching it during the le$sdeoing

|l i ke this obviously could not capture cl
such as thir emotional processes, but this compromise meant that the teachers

were found to be quite relaxed and almost forgot the presence of the camera in

their class.During the lessons, | sat quietly in a faneanged place where any

intrusion was likely to beninimal. Both the teachers and students were made

aware of the presence of the camera as well as the researcher. At first, some
teachers were a little nervous about the video camera while the students seemed
excited about being videoed. However, thesarigslquickly disappeared as the

lessons proceeded. The teachers were seen to be as natural as their usual selves
while the students were so busy focusing on their tasks that they seemed to forget

the presence of the camera and the researcher in the afassro

The video camera was the main tool for data collection, but during the
observation, as mentioned, | actively took notes on the lesson sequences as well as
interesting incidentsparticularly those | thought related to implementation (or
nonimplementabn) of TBLT. For example, on various occasions | took notes on
teacher st rsdupemihesdleos semwed asghe principal stimulus

for the subsequent stimulated recall sessions. Nevertheless, when the teachers
were not able to generate mments and thinking, the field notesgarding
interesting pointprovided a useful source of questions that | used to probe their

comments.

A sample of the observational data is providedppendix I.
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4.4 .6.3Stimulated recall interviews

Stimulated recall (SR) has been widely used and seen as an effective way to study
teachersdé interactive dec(Bmsg 2006;Gasski ng an
Mackey, 2000; Yinger, 1986Because teachers cannot talk about what they think

while they teah , retrospective accounts are the
thinking and behaviours. Stimulated recalls, in general, are unstructured. Teachers

are encouraged to take the initiative to comment on any aspects of the lesson

(Borg, 2006; Meijer, 1999; \Wbds, 1996) However, as Woods notes, the

researcher should sometimes play the role of a facilitator to give prompts because
teachers vary greatly in the extent to which they take the initiative to comfortably

identify episodes and comment on their owrsdess.

In this study, stimulated recall interviews were carried out based on the data
(videos and notes) from lesson observations. The purposes of these sessions were

t o capture teachersé I n tneaking cprocegses t houg
retrospectivelyBorg, 2006) To do so, | used extracts from the video recordings

and my observation notes as the stimuli. Also, rationales for particular behaviours

and decisions were probed to further und
and approaches to languatgaching. After each observed lesson, the teacher
participant was invited to watch the video of the lesson and to comment on any
episodes that they wished to (gggpendixD). In principle, the SR sessions were

supposd to be fredlowing, in that participants were allowed to initiate

comments as they wished; however, as noted above, in many occasions of a
specific session,pai d particular attention to the
the field notes and probetldm to comments on them, or asked them to clarify

their rationales for any particular behaviour. In circumstances where teachers

could not initiate comments, the notes on the lessons were used to investigate the
beliefs behind certain decisions they made tihe classroomTo maximize
Oaccessi b(Gas &aokeyr 20@erach SR session took place shortly

after the observed lesson. Most of these sessions were carried out within the day,
usual ly I n t he I nterval peri od thbet ween

afternoon. Some others were done the next day. The SR sessions were audio
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recorded and they lasted between 25 and 80 minutes, depending largely on the

teachers and the time available.

A sample of the stimulated recall data is providedppendixJ.

4.4.6.4Focus groups

Focus groups, as noted by Cohetnal (2000) and Latesg2008) is a type of

group interview in which participants interact with each other rather than with the
researcher, based on topics/questions set out by #srchsr. In several research
studies(e.g., Gladman & Freeman, 201dpcus groups are used to generate
themes and categories for subsequent design of a particular study, such as for a
questionnaire. Focus groups are useful to generate insights from p @mu
perspectiv§Morgan, 1988)and to triangulate with other forms of data collection
(Cohenet al, 2000) As a form of group interviewing, focus groups can generate

a wide range of responsé@sewis, 1992)in a relaxing environment, apart from

time savig. Focus groups can be useful because they serve to stimulate ideas
among participants who share similar expertise and experiences in language
teaching. Thus, this type of data collection can capture insights through the
process of ca@onstruction of ideasnd reflective comments. In this study, the
data collected from the focus groups were also used to-ches& with other
sources of data. Focus groups were feasible for this study because they were

carried out on the basis of schools.

In the present styd after all other data were collected, | asked the teachers from
each school to meet for the last time in their department meeting room to conduct
the focus group session. These sessions were carried out with a focus on the
textbooks that the teachers warsing. Two focus group sessions, each of which
involved teachers working at the same school, were carried out. It had been
intended that focus group questions (#gmendix E) were to be sent to the
teachers prior to the sessionswever, due to many of the teachers not having
access to emails, and the difficulty of meeting every teacher one or two days prior
to the sessions to hand over the questions, the questions were distributed to the
teachers in the sessions instead. In tisessions, | acted as a facilitator of the

focus groups, asking the questions one by one and allowing the teachers to discuss
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these among themselves. However, in various circumstances | extended the
discussion by posing further questionghought were impdant regarding any
potentiality of TBLT implementation or orientation within the scope of textbook
discussionand in some circumstances the teachers themselves took the initiative
to extend their discussion to various iss(ggsne of which may not be eslant to

the topic of the study!)in either case, they were encouraged to talk as freely as
they felt. Each session lasted for approximately one hour, and these sessions were

audio recorded.
A sample of the focus group data is presentepipendixK.

In addition to these methods of data collection, in this study | used extensive field
notes as supplementary data to gain wunde
beliefs. The field notes, being in the form afeflective researcjournal (Borg,

2001) recorded all the facts and perceptions | felt relevant to the inquiry on
various occasions, such as when | attenc
when | talked with a particular teacher in a more social manner. This source of

daa not only helped the analysis process, but also provided a detailed
understanding of the contexts which allowed me to describe the settings in

Chapter Two.

In employing the methods of data collection, | am aware that in research into
teacher cognitionhiat in order to understand such abstract constructs, it is more
important to investigate those that are tacitly held than explicitly expressed. Borg
(2006)notes:

It is also clear that teachersd cogniti o
depending on the mannar which they are elicited; i.e. teachers

may express a particular belief when responding to a survey but state

an apparently contradictorwiew when talking aboutactual

examples of their practice. (p. 107)

Given that t eac her std(Botye2006)e thestruth ofesuchn at ur al
constructs is gained in this study by involving teachers in more implicit activities
in which their beliefs necessarily emerge rather than asking them directly using

abstract terms and concepts (Andon & Eckerth, 2009).
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4.4.7 Managing and transcribing the data

During the process of data collection, | made duplicate copies of each data file to
make sure that | would not lose them through technical problems. | also made
attempts to transcribe as much as possible between dataigolisessions, with

the purpose of making data analysis a cyclical pro@@esy, 1998) However,

due to the tightly organised schedule with the teachers, | could not start a full
analysis during the data collection. As a result, the majority of the daa we
transcribed when | returned to New Zealand.

Transcription of individual audio or video files started with listening or watching
the whole file to make overall sense of what was going on, before | actually
listened again to transcribe verbatim into wdotumentsn English.This meant
transcribing and translating were done simultaneously. That is, | listened to the
audio extracts in Vietnamese and wrote down the translation in English. Once an
audio file had been transcribed and translated, | ran thrithgyaudio and word

files together again to check the accuracy and to add any meaning that | missed
during the earlier process. To make sure the translation was accurate, | asked for
help from a colleague who battanslated some English extracts into
Vietnamese. These batianslated versions were then compared against the
original files to make sure that they were similar in meaning. As a result,

transcripts available for access are largely in English.

Once transcribed, the data were managed accordicgst study principles. The

data fr omc aesaecbh (dsnubt his sense, a teacher
make up one Ocaseb6 folder. I n the cases
the whole session was copied to the folder, with the particulah teac 6 s
statements highlighted. A much larger folder was established to represent the
overall 6cased (i.e., the group). Anot he

(i.e., lesson planning and focus groups) to be analysed separately.
The following were what had in my data folder:

- Eleven folders each containing data from one particular teacher;

- One folder containing all the data of the study; and
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- One folder containing all the collaborative data, i.e., lesson planning and

focus group sessions.

Duplicatecopies of these folders were made and stored in a lockable cabinet in

my office. Then each of these folders was imported into the computer software

Nvivo 7 (Bazeley, 2007)At first all the data transcripts were imported into one

Nvivo file, but then lral i sed t hat this did not i1 u
beliefs, practices and perspectives. As a result, | decided to create further eleven

files within Nvivoto analyse the data from individual teachers.
4.4.8 Data analysis

Data analysis adopted for this sjudas an iterative process in which | repeatedly
went forward and backward in searching, coding, categorising, comparing and
contrasting of the themes. The general principles of analysis were based on
Ch ar m@ae) grounded approach to data analysis. iAsany qualitative
research study, the data analysis in this study started with running through the data
again and again to get a general sense of the whole data. After some key points
had been noted several steps were carried out. These will be destletall in

the following sections.
4.4.8.1Analysing individual cases

l denti fying each teaadhed, plarsti @i padntt @asa
i nductively from individual teacher s. An
(2006) practical steps. llegan with the process of initial coding, which resulted

in a list of open codes (or nodes). This coding process involved identifying
meaningful segmen{@esch, 1990) hat wer e found relevant t
beliefs and practicedParticular attentin was paid to statements and classroom

incidents related to principles of TBLT and characteristics of tdsksh of these
segments was coded using an appropriate
teacherdés data that I amuaberyos @pdn nodess ul t e d
However, as this process went on, the number of open nodes in the subsequent
teachersd6 data tended to decrease, as t

Below is an example of the data segment coding:
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Table4.4: The initial coding process

Extracts Source Codes
So we [é] replace t hiLesson Replacing
gapfilling one. [Replace] this one, this later ta: planning; activities

[discussion], because our students will find it Teacher 7 concerning

di fficult. Tlbedigve.cano- student s
language
proficiency

T: Task 2. Dialogue [writes on board, reading Observation; Preserihg

along] Teacher 3 language
A: Whatkind-of-film -do-you-like/-want structures
to-see?

B: I-like-love-story-film

For exampl e, i n Tas k SR;Teacher Role of language
This was kind of basic requirement, which ask 2 features in
them to use this to agree or to disagree. Just production

of giving opinions

Sometimed feel that teaching using the new  Focus Constraint
textbooks is somewhat na@nse. | mean, what group; between

are teaching and learning all for? While we  Teacher 1 textbooks and
spend all these three years teaching and leari exams
communicatively, at the end point students dc

not seem to gain anything because ¢xams

test different things.

An example of what open nodes looked likeNwivo in the initial state of data

analysis is provided iAppendixF.

When open nodes had dre established, the next step was to run through the
nodes again and again so as to put them together, rename them, and organise them
into categories. The categories were theorganised to generate broader themes

to form tree nodeg:igure4.1 shows the initial outline of the tree nodes of the first

teacher.
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About language teaching

About grammar

About TBLT

Etc.

Teaching vocabulary

Teaching grammar

Corrective feedback

Figure4.1: Initial tree nodes

This process was repeated for the data from all eleven teachers.

4.4.8.2Analysing crosscase data

Once the data for each teacher were initially analysed and | had gained an
overview of their beliefs and practices, | began to compare and contrast the
themes, categories, and nodes across the teachers. | realised that the teachers in
this study shared so many beliefs and practice patterns that it was possible to build

a crosscase tree of nodes resulting from most commonly found themes,

categories, and nodes in all the el even 1

Although the crosgase tree ofiodes might have provided sufficient themes that
described an understanding of the teache
another step of crosmse analysis by independently analysing individual sources

of the data collected. This process viess tedious than the earlier ones, given

that now | had been informed by the themes and categories derived earlier.
However, | was willing to add any new themes that emerged during this step (see
AppendixG, for a snapshot of intertsee data inNvivg). In this process, | also

looked for the opposites or contradictions of what had been found, as a procedure

of data validation. In doing so, | was aware of the possibility warned in the
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literature that research data are often used tgatipparticular points or
argument s, where data presented may mis
(Leung, Harris, & Rampton, 2004)Therefore, whenever a seemingly
contradictory piece of data was found, it was coded in the corresponding category

with a subtraction mark-), to make it available in the subsequent processes of

review and recategorisation. During this process, | also started to incorporate the
principles of TBLT and task characteristics outlined @&ble3.2 to understand the

relevance of what the teachers believed about language teaching and their
practices with reference to TBLT. | realised that datnipis way gave me more

I nsights i nto teachersdé beliefcsheamsd pra
meaning in context, i.e., within their discussions in which references to the
textbooks were made. This process allowed me to generate a newasedsee

node, consisting of themes and categories from all sources of data based on the

initial nodes generated from individual teachers.

The list of themes, categories and nodes generated were used to compare and
contrast against TBLT principles and characteristics | reviewed earlier. At this
stage, f ol | odedcriptgonotf h et héet htiietalkadth practcés, |b e |
started to eistdrprebation &f the data éegardind @y research
questions. In presenting the themes and categories in my findings chapter, |
decided to track the data down again in order to provide quantitative refsthles
trends happening in the data. For example, given my observation that the lesson
planning data indicate some frequency in retention of textbhotikities | tracked

this down to find out which types ddctivities (and how many) the teachers
preferr@l to retain. This tracking process was facilitated Nbyivo since the
programme allows users to view the number of references for a particular node.
As a result, tables of these trends were presented in the finding sections involving

lesson planning and ebrvation data.
4.4.9 Validity and reliability

Qualitative research has sometimes been criticised for its lack of rigour inherent in
the process of data collection and interpreta{Buarns, 2000) Research rigour,
by and large, lies in the extent of validitydareliability a research study claims to

achieve. Validity (including internal and external validity) and reliability are
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rooted in the positivist view of resear@firk & Miller, 1986), but when it comes
to qualitative research, these terms are definediaterpreted from interpretive
view of researclfLincoln, 1995; Lincoln & Guba, 1985as summarised ihable
4.5.

Table4.5: Comparative terms in quantitative andalipative research
(Davis, 1992)

Quantitative Qualitative

Internal validity Credibility

External validity Transferability

Reliability Dependability/ Consistency

Internal validity in quantitative research concerns whether a research study
actually meastes what it is supposed to measure in order to achieve the most

truthful results. In other words, how well the results match the re@iyns,

2000) However, in qualitative research, as Dayi®©92) notes, it is more

i mportant t hat fetatioms ddren gedibleata dhose bding r p r
researche@806)Y ppTh6®5 the o6truth valuebd |
have for t he researcher, t he honesty
understanding of the context and culture, and the use of timenattibds to
triangul ate the data. Al s o, in case stu
detail ed account of h(@uwnst2008, p. 4mternal ed ou't
validity in qualitative research can be achieved in various ways. According to
Davis(1992) credi bility can be enhanced by us
engagement, persistent observation, and

In this study, different strategies were used to enhance gitgdilb-irstly,
following Burns (2000) Edge ad Richards (1998) to enhance the
Otrustwort hi meaaied acoount df hoe this studydwas conducted
is provided in this chapter. This account includes the process of data collection,
changes during data collection, how data were managedtared, and how data
were analysed. This account necessarily provides readers with a resatexh

story of what was going on during the process of undertaking this research.
Secondly, I spent roughly five months working closely with the teacBach. a

prolonged engagemeriDavis, 1992)gave me sufficient opportunity to get to
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know the teachers, understand their practices and cultures of teaching, and to
build trust. This engagement together with my own experience of the context as a
member of the aomunity allowed me to judge what was true and honest and

what was not in teachersodé statements.

Furthermore, the proces$ triangulation suggested by many methodology writers
(e.g., Burns, 2000; Cohest al, 2000; Davis, 1992; Denzin & Lincoln, 2000as
applied. This study adopted a muttethod approach to data collection, which
allowed me to view the nature of inquiry from different sources and viewpoints.
Since triangulation can take several other forms, such as time triangulation (or
prolonged engageenti see above), multiple investigators, and data cidiec

from multiple participantgDavis, 1992) the use of different methods to collect

di fferent sources of data is <c¢cl ai med
v al i @avidspro& Tolich, P03, p. 34) However, as well as the triangulation

of time (prolonged), data sources and
enhanced by collecting data from different participants (i.e., multiple case studies)

in order to validate data across papants.

Another concern regarding validity of a case study is the reactive (Bsues,
2000) concerning the role of the researcher during the process of data collection

and interpretation. Thi s means t he

behaviourof t he observed unito (Burns, 2000,

aware of how my presence may potentially affect the validity of the data.

Therefore, it was i mportant to provide

or history was between ¢hresearcher and the researched, and what bearing that

r

0]

e

es

a

relationship had on the Deffs2008,rpclt8smpr oces s

as to make explicit any possible biases

activities. As mentioned i4.4.3.1 of the eleven teachers, two were my college
friends, six of them | knew as friends of friends, and since it was such a small
town, | occasionally met them in social settings. | got to know the remaining three
teachers for theirkt time during the period of participant recruitment. However,
academically all the teachers knew me in the role of a university lecturer and
occasional teacher trainer, although until that time | had mainly worked as a
teacher trainer to lower secondasghool teachers. | participated as a teacher
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trainer in one VTTN workshop, which involved two teachers in this study, in

2006, and one textbook training workshop for Year 12 textbook in 2008, which
involved all the teachers in the province. Although | lddakrified with the

participants my role as a researcher concerning this particular project, it may be

the case that the teachers regarded me as an expert in terms of language teaching.

This factual situation explained why | had to frequently remind thehiers that |

would like to observe theinormal lessonsi the type of lessons they practised
routinely in their own classrooms rather
speci al preparation and technology use,
principal mentioned i4.4.3.2 This also explained why | chose such methods of

data collection as lesson planning sessions;pasticipant observation and focus

groups to minimise my role during the process of data collection.

However, | admit that my role in the process of data collection may still affect, to

a certain extent, the data collected. For example, two teachers chose to use
PowerPoint presentations in one of their observed lessons, which, through my
experience with theeichers and understanding of the context, was not often the
case in normal practice. Therefore, in my interpretation of the data, being aware of
the issue, | have tried my best to guarantee that the findings were as trustworthy as
possible. In doing so, swetimes | had to look behind the scene relying on my
experience and understanding of the situations, as well as checking back and forth
through various sources of data in making conclusions about my interpretation.
Apart from such particular circumstancéselieve that my participants provided

me with data as truthfully as possible.

External validity in quantitative research involves insuring that research findings

are replicable. According to Davis (1992), external validity is established when
Athends ndan be generalized t(m606)fTHiser cont
construct is alternatively referred to as generalisabfity., Lincoln & Guba,

1985) I n qualitative research, and especi a
not of great il o r t gBums 2000, p. 476)The focus of a qualitative case

study is on the characteristics of the case, i.e., its particu(&tiake, 1988)In

qualitative research, researchers attempt to claim transfergbibtys, 1992)or

relatability (Bassey 1981) rather than seeking external validity. As such, a
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gualitative case study may be transferable to other contexts or times depending on

the reader: that is, the reader decides to what extent the findings of the study are
applicable in their own situians (Burns, 20000 Ther ef or e, it is t|
responsibility to provide a rich, detailed description so as the reader can determine

the extent of transferabilityDavis, 1992) Like many other case studies, the

present study also aims to focus amnsferability. Although teachers are

different, among themselves, between schools, and across provinces in Vietnam,

they may share similar characteristics, such as using the same textbooks and
working under similar conditions. The results of this studigrefore, may be

transferable to other contexts in Vietham.

Reliability is concerned with the extent of consistency the results of a research

study produce. In other words, are the results replicéDkvis, 19927 In

quantitative research, reliability mssured by the use of testing instruments to

make sure that results are stable, consistent, and predictable. However, in
qualitative case study research, Buf@00)ar gues t hat Ait is i
establ i sh reliability I .nThig means tthataid i t i o n a
qualitative research, testing instruments or measures are not used to seek
reliability. In fact, Burns (2000) and Davis (1992) argue that instead of reliability,
gualitative researchers focus msutsdepends
make sense and ar e a@ures,ed00, @.M75Piffereat! | conc
ways of enhancing dependability in qualitative research are identified, including
triangulation(Burns, 2000; Davis, 1992peer debriefing, member checks, inquiry

audt (Lincoln & Guba, 1985)and the researcher reporting any possible biases

that occurred during data collection and analyBigrns, 2000) In the present

study, dependability was enhanced by triangulation (as stated above), peer
debriefing, inquiry auditand close examination of possible personal biases. Peer
debriefing in my study involved working closely and frequently with supervisors

during the process of preparing the research proposal, data collection, and data
analysis. This procedure resulted mitical analysis of the methods chosen, the

data, and the interpretations made. Inquiry audit was made through exchanging

data extracts with a colleague researcher to authenticate my interpretation to make

sure that with the same set of data, differentalitptive) researchers would

interpret to yield similar results. Also, as notedtid.8 the analysis of the data in
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this research included repeated analysis arahadysis of sources of data. This
means an dract of data was analysed at least twice at two different times. This
process can be regarded as another way to enhance the dependability of the

research.

| was aware of the possible personal biases that might have occurred during data
collection and angkis. The first could be due to the extent of my experience as a
researcher, represented in the way | asked questions in stimulated recall sessions

and the personal reflection in the observation notes. However, as my data
collection process proceeded, luteh observe there was improvement in such

issues, such as my using more probes than cleiséed questions in stimulated

recall sessionsThis awareness dhe initial limitation was seriously taken into

account during the analysis of the data. Frequeatlkehg and rehecking of

information across different data sources over time were carried out to validate the
accuracy of conclusions. Also, particular care was taken in judging the questions |
used to identify whether |IeiaHiestedibynthepar t i ci
questions | askedSecondly, despite the advantages | may have regarding
understanding of the culture and cont ext
sometimes hinder me from investigatingdepth the relevant issues during data

collection and interpreting the data in an objective way. In several circumstances,

Il was | i kely to take some interesting 1is
classesd6 for granted, and thus necessar.i
contribute 0 the overall quality of the study. My role as the cultural insider also

affected the process of interpretation. In the initial stage of data analysis, |
sometimes felt that the data did not provide wiéh enough information to

analyse, and that the datapresented mostly commonsense circumstances.
Therefore, | had to frequently take a step back and look at the data as an outsider

so as to make the familiar stran@&annay, 2010; Mercer, 2007)his study had

proposed to carry out member checking, iteying participants check on the

information collected. However, due to the tight schedule of data collection, and

the frequent power cuts at the time, little transcription and summary of data was

made in the field for the teacher participants to checkthEtmore, only three

teachers in this study had access to email, but rarely checked their mail based on

the common practice that teachers in the contexts do not use email for work
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purposes and rarely for personal communication. Due to this situatiadgthef
member checking was abolish&tthile it was impossible taollect further data

and seek clarification from participants, tleot ent i all probl ems 0

i nsi d efurtber redeiaeceby discussing results with supervisors and other PhD
candidag¢s within the research group that | participated in throughout the course of

the study.

4.5 Summary

This chapter has provided brief accounts of research paradigms, qualitative
research, and case studies, followed by detailed accounts of the present study. By
reviewing the research paradigms and the nature of qualitative research, and given
the claim that teacher s-bound ealqualéative casen d

study was chosen as the most appropriate design for the present study.

This chapter presged details about a series of TBLT workshops, the preliminary
studies, followed by issues of sampling, gaining access and recruiting participants.
After providing detailed information about the eleven teacher participants and
considering ethical issuede chapter considered the methods of data collection,
data management and analysis. In short, the present study used lesson planning
sessions, observation, stimulated recall, and focus groups as methods of data
collection. It employed grounded theory ammb for data analysis (Charmaz,

2006) in two separate layers of analysis.

The issues of validity and reliability have albeen considered. Overall, ii
hoped that | have provided sufficient information about the present study so as to
allow for a comprkensive view of what had happened concerning the process of

designing methods, collecting, managing and analysing data.

The next chapter will preserdn analysis of a unit from the textbooks the

participant teachers were using
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CHAPTER FIVE

ANALYSIS OF A TEXTBOOK UNIT

Because this case study takes a soaitural perspective, the investigation into
teacherséo beliefs and practices needs
environment. This chaptesresents & analysisof the materials the participant
teachers were working with. Specifically, it provides an overview of the textbooks

and brief analysis of one unit in one of the textbooks, as a contextual factor from

which teachersd beliefs and practices col

5.1 Overview of thetextbooks

Textbooks for Years 10, 11 and 12 are based on the curriculum issued in 2006.
They cover topics specified in the curri
centred and communicative approaches, with -besled teaching being the
principalteg hi ng ®MOER 8006z, p. 12)Specifically, each unit is based

on a topic (e.g., music), around which texts, tasks, activities and functions are
organised. There are a total of 16 units in each of these textbooks. Each unit
contains five lessons, daof which is required to be covered in a period of 45

minutes. The five lessons in any unit are invariably sequenced in the same order:
Reading, Speaking, Listening, Writing, and Language Focus (see, for example,
Appendix M). The tex book s ar e accompani ed by t
cassettes/ CDs, and studentsdo workbooks.
in local shops supporting the use of these textbooks. Most frequently used by
students is the optional © hzc ¢ Ting Anh(To learn English we)l series,
commercially written and published, which contains answer keys for activities

and exercises both in textbooks and workbooks, as well as translations of the

texts, and explanations of vocabulary and gramretructures in particular

lessons.
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The reading lesson is organised in three sté§efmre you read (BYRYhile you

read (WYR)andAfter you read (AYR)n theBYRstage, one or two activities are
included to introduce the topic of the reading textdant o el i ci t stu
background knowledge of the topic. TiéYRinclude the text itself and two or
three tasks, mostly in the forms of true/false statements, multiple choice items,
comprehension questions, and matching exercises. These tasks genevélly inv
students in skimming, scanning and guessing the meaning of new words in
context. TheAYRstage usually involves students in one productive activity where
they are required to talk or write about information in the text or some related
I Ssues.200v) andysissof tiie reading lessons indicated that the reading
texts are not varied in terms of text types, with a predominance of essays
(113/148).

Speaking lessons consist of three or four tasks, sequenced from more controlled to
freer types in termsfolanguage which students are required to produce. The
initial tasks usually provide some language input in the form of examples for
students to work in pairs or groups to practise language functions followed by
somewhat freer activities in which learnar® supposed to produce language on

their own.

Listening lessons are presented in a similar format as the reading lessons, with
Before you listen (BY[LWhile you listen (WYLgndAfter you listen (AYL$tages.
The types of activities and tasks involvedligiening lessons are also similar to

those in the reading lessons.

Writing lessons usually consist of one or two tasks, with the first task providing a
model or list of questions to guide learners in the following writing activity.
Writing text types vay in terms of genres, such as general essays, personal letters,

memos, graph description, and narratives.

The Language Focus lessons have two parts, the first of which deals with
pronunciation, and the second provides practice for grammar and vocabulary. |

the Pronunciation section, students are required to practise certain phonemic
sounds, stress or intonation patterns. The Grammar and Vocabulary section

comprises a number of decontextualised exercises. That is, such exercises are in
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the form of sentenc&ansformation, verb conjugations, or gép but with no

apparent connection between them, or between them and the previous
pronunciation exercises. It is claimed that this section aims to revise grammatical

and | exical I t ems aotf{MOET 00¢ ¢. 4)decrmastt r al 6 o
extent, the items revised in these lessons are found in the skills lessons of the

same unit, reflecting somextent of delayed focusdormi n Wi I | i s06 (1996
cycle, although this cycle is based on a large unit, ratien on a particular

lesson, and is intended by textbook designers.

Every three units, there isTest Yoursel§ection, which is intended to check the
progress of achievement of language knowledge and skills over the last three
units. Each of these semts includes four parts: listening, reading, grammar, and

writing. No speaking is tested in these sections.

The following section will provide an analysis of a textbook unit in light of the
task characteristics discussed in Chapter Three. As the prasdynisconcerned

with how teachers make use of skills lessons, only such lessons are analysed in
light of task perspectives and no attention will be paidldaoguage Focusind

Test YourselfThe reason for not including an analysis of these two sectiass w
that all the exercises in them consistently focus explicitly on linguistic items (see
Appendix M), and thus do not bear any task characteristics used as criteria for
analysis in this chapter. Furthermore, although | was aware that such sections
might cantribute to the overall beliefs of the teachers regarding how to teach the
language (evident in teachers occasionally mentioning how they went about
working with these sections), the sections were not obsenvie classroomas

part of the current study

5.2 Analysis of one textbook unit

This section will analyse one textbook unit to illuminate the nature of the
textbooks the teachers were using. The chosen udiits13, English 1Qin this
analysis the lessons are retyped for ease of reference, howsverentioned
above, a photocopy of the entire unit can be founllgpendixM). This unit is

chosen for analysis because: its lessons were mostly observed in this study; the
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lessons seem to cover a range of different task typesrth&und in most units;

and this book was used by two groups in both schools. In analysing each of these
lessons, a general description of the lesson will first be presented, followed by
detailed analysis of tasks which is based on the characteristioseduth Table

3.2. Specifically, tasks are analysed in terms of focus (meaning/form), the extent

of focus on form (implicit/explicit), language predictability in task performance
(spontaneous/predictable), task haartticity (situational/ interactional), and

solution type (closed/open). For the purpose of the present study, every activity in

these lessons will be analysed under these characteristics, although some of them

are not | abell ed ,éal ashsdnangy thees ekhbodl

qualify as tasks (see further discussiob.id).

Reading lesson

The reading text covers basic information about the-fileking industry, in 192

words, which conforms to the9®2 30 words as stated i n
objectives. This lesson consists of a total of five tasks (includinBYfRandAYR

sections). Two tasks involve pairwork, two individual, and one groupwork,
representing some variety in the mode of working. dmms of macreskills

provided in this lesson, a variety is also observed, in that in the \Wyédasks,

one deals with guessing meaning in context, one with reading for specific

information, and one with reading for gist (¥&gure5.1.)

A. READING

Before you read

Work with a partnerAnswer the questions.

1. Do you want to see a film at the cinema or on TV? Why?
2. Can you name some of the films you have seen?

3. What kind of films do you like to see? Why?

[a photo of the national cinema centre]

While you read

Read the passage, and then do the tasks that follow.

The history of what we call cinema today began in the eaffycéftury. At
that time, scientists discovered that when a sequence of stilfgsicitere se
in motion, they could give the feeling of movement. In the first two dec
of its existence, the cinema developed rapidly. In those early days, films
little more than moving photographs, usually about one minutes in lengt
1905, hovever, films were about five or ten minutes long. They used che
of scene and camera positions to tell a story, with actors playing cha
parts. In the early 1910s, audiences were able to enjoy the first long film
it was not until 1915 that the@nema became an industry. From that time, 1

142



makers were prepared to make longer and better films and build s
places where only films were shown. The cinema changed completely
end of 1920s. This was when sound was introduced. The chagga bg
America and soon spread to the rest of the world. As the old silent films
being replaced by spoken ones on the screen, a new cinema form ap
the musical cinema.

Task 1 Find the world in the passage that can match with the definition
the right column.

film-making industry

series of related events or actions
a period of ten years

quickly and in a short time

part of a film

. a person in a film

Task 2. Work in pairs Answer the questions

1. When did the history of cinema begin?

2. What did scientists discover at that time?

3. Did films in the early days have sound?

4. When were audiences able to see long films?

5. When was sound introduced?

6. Whatform of films appeared as the old silent films were being replace
spoken ones?

Task 3. Decide which of the options below is the best title for the passag
A. The Story of a Film Maker

B. A Brief History of Cinema

C. The History of the Film Industry

After you read

Work in groupsTalk about the passage, using the cues below

19" century 1910s 1920s

1905 1915

oghkwnE

Figure5.1:The readindesson
(Titng Anh 1Qpp. 132134)

Table5.1: Task characteristics of the reading lesson

Task dimensions BYR WYR AYR
Task 1 Task 2 Task 3

Focus Meaning M/F M/F Meaning Meaning

Focus on form n/a implicit implicit n/a n/a

Language Spont Spont Spont Spont Spont

Predictability

Authenticity Sit/Int Int Int Int Int

Solution Open Closed Closed Closed Closed

*Note: Spont = Spontaneous; Pre = Predictable; Sit = Situational; Int = Interactional; n/a = not
applicable
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A closer investigation in the light of task characteristics {&g#e5.1) indicates

that most of the tasks were intended to focus on meaning, in that they require
students to focus on conveying or underdtag messages, rather than directing
students to any direct referent® language featuresTask 1 seems to focus
primarily on meaningwith a peripheral focusn form because while it requires
students to infer meanings of words in context, it simplyses on vocabulary;
however, the primary focus is eneaning, and attention form can be regarded

as implicit. Task 2 seems focus more on meanirtgan form because it engages
students in finding the information in the text in order to answer thetignges
However, there may be some peripheral attentidarta, giventhe fact that those
questions are formed using the structures found in the text; thus students may
simply follow the structures to answer the questions, without necessarily

understandinghe questions and required information.

In terms of language process, all the tasks seem to advocate spontaneous language
use. In other words, it is unpredictable as to what language features students may
use to carry out the tasks. For example, in Taslalthough the questions
specifically direct students to information in the text, the students can use a
variety of language forms to address the questions: they can either use full
sentences (e.g., 6t he hi &tent omsimpl)cj ne ma
the informatiofcentsedyo),e.gr. ,j 6sthea 190ng
(e.g., ©6i t"cénmnyahen scientists Hissoveredl that when a sequence

of still pictures were set in motion, they could give the feeling of mevent 6 ) .
Although one could argue that the language is still predictable because students

are supposed to use the language provided in the text, such predictability cannot

be fixed in any one language item. Task 3, which requires students to choose the
besttitle for the text, is very open in terms of language predictability, where much

negotiation can be assumed as a result of completing the task.

Interactional, rather than situational, authenticity can be found in most of the
tasks. In other words, no tasttisectly refer to something students are likely to do
in their reallife situations. Most of the tasks, as in any reading and listening
lessons, are inpitependent, in that they are built around the reading text. The
BYR activity, however, can be regadieas both situational and interactional
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because asking and answering such general questions about films and cinema are
likely to represent certain real life activities, such as when they have conversations
about films and their interests. However, if thappens, it is rarely the case that
they talk about such specific issues as the kinds of films they like watching; but it
necessarily allows some interaction to occur. The other tasks are not considered
situational because they simply do not represenbbualassroom activities. We
cannot say, for example, reading the text and answering a set of questions is
something students are likely to do outside the classroom. However, these tasks
remain interactional (i.e., they carry a certain extent of authenyicih task
completion), in that students need to activate their cognitive schema and interact
with their partners, group members, the teacher, and the reading text in order to

complete the tasks.

In terms of solution type, except for the BYR activity, &k tasks in this lesson

are closed in nature, that is, they require students to arrive at a correct solution.
The BYR activity, in which students are supposed to discuss general questions
related to their personal backgrounds, may result in differentniafiton being
shared among students. All the other tasks, which address information specific to
the reading text, require an agreement in terms of information provided in order to

complete the tasks.

Speaking lesson

Like all other speaking lessons, the wtis involved in this lesson are all
|l abell ed O0taskso. There are four tasks.
given the topic students have been famwath in the reading text. In terms of
working mode, the lesson varies in that two tasksluevpairwork, the other two

groupwork.

B. SPEAKING
Task 1.How much do you like each kind of film? Put a ti&K)(in the right
column. Then compare your answer W
Kind of film Very much | Not very much | Not at all
Science fiction
Catoon
Horror
Detective
Thriller
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Example:

A: What do you think of horror films?
B: Oh, I find them reallyerrifying.

Task 2 Work in groupsFind out what your friends feel about each kind of filr|
Use the words in the table below.

B: Wel | , i tos

detective ones.

below.

1. Where did you see it?
2. What kind of film s it?
3. What is it about?

5. How do you feel about it?

9 Thrillers or sciece fiction films

9 Horror films or detective films

1 Love story films or cartoon films

9 Cartoon films or science fiction films
Task 4. Work in groupsTalk about a film you have seen. Use the suggestions

4. Who is/are the main character(s)?

6. Why do you prefer it to other films?

A: Which do you prefer, detective films or science fiction films?
di f Fprefenstiance ficton flmasyo.

C: I dondét quite agrieeestimgi t h yo
Detective films Interesting
Science fiction films Moving
Love story films Good fun
Cartoon films Violent
War films Boring
Thrillers Exciting
Action films Terrifying
Task 3 Work with a pamer. Find out his/her preferences for films. Use the cu
below.
Example:

u. |

B u

Figure5.2: The speaking lesson

(Titng Anh 10pp. 134135)

Analysis of the speaking lesson reveals that Tasks 1 and 4 are miamnisgd.

Task 1, which asks students to firstly tick appropriate level of preference for each

type of film, followed by a comparison activity in pairs, cad tegarded as

meaningfocused. There is no implication, either explicit or implicit, for students

to attend to anyarticularlanguage feature3ask 4 is similar, except for a list of

guided questions which might control tiggammatical structurestudens are

l' i kely to

produce.

However

these quest:i

attention to such particulatructuresembedded in the questions, but they rather

gui de

student so

attent.i

on

t o

meani ngf ul

discussbn. Tasks 2 and 3 are more foffiocused, although elements of meaning

focusedness can be inferred. For example, in Task 2, students have to listen to
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their partners in order to select appropriate adjectives that describe films.
Furthermore, if students frebemselves from such examples, they are likely to
produce more meaningful utterances. However, it can be predicted that students
might catch the emphasis of the examples (in italics, with some expressions in
bold), and rely on the examples to replace tfiermation and ideas. In this way,

the taks would become explicit in terms fairm (seeTable5.2).

Table5.2: Task characteristics of the speaking lesson

Task dimen®n Task 1 Task 2 Task 3 Task 4
Focus Meaning F/M FIM Meaning
Focus on form n/a Explicit Explicit n/a
Language Predictability ~ Spont. Pred Pred Pred
Authenticity Int Int Int Int/Sit
Solution Open Open Open Open

*Note: Spont = Spontaneous; Pre = Prahite; Sit = Situationalnt = Interactional; F/M =
Form/Meaning; n/a = not applicable

In terms of language use, except for Task 1, the tasks can be seen as predictable.
Given the formrfocused nature of the outcomes of Tasks 2 and 3, if closely
followed, these tasks are likely to result in students substituting ideas and
information to complete the tasks. Task 4 can also be considered predictable
because, given the guiding questions, students may easily rely on such possible
language features, such astpsisnple, expressions of feelings and preferences,

and so on.

All the tasks can be interactional, rather than situational. This is because students
are rarely likely to ask abotypes of filmsn real world situations. In this lesson,
Tasks 1, 2 and 3 aléfer to talking about types of films. Task 4 seems to represent
more real world activities, in that it asks students to talk about a film they have
seen; however, it is not likely that they would do so in real life with a set of
guided questions. Moreorewnhile it can be seen as a linguistically enabling task
for a possible oubf-class interaction, it is unlikely that the students would discuss
this among themselves in English. All the tasks are open in terms of solution
types. There is no specific raggment for students to agree on an answer, or

single correct solution for completion of these tasks.
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Listening lesson

C. LISTENING
Before youlisten
. How often do you do each of the following? Put a tik in the right column.
Then compare youranswes wi t h a partner 6s.
Often Sometimes Never

Go to the cinema

Watch TV

Listen to the radio

Go dancing

Chat on the Net

Listen to music

., Listen and repeat.
Titanic cinema itesad
suppose guess picnic

While you listen

Task 1.Listen to the dialogue. What are Lan and Huong planning to do toget

[a photo of two girls looking at &itanic poster]
Task 2.Listen again. Write theirlgans for the next week on the calendar.
Lan Huong

Mon
Tue
Wed work and go to the singing club
Thu
Fri
Sat
Sun
Task3.Compare your answers with a pat
After you listen

Work in groupsTal k about Lan and Huongos
information you have written on the calendar.

Figureb5.3: The listening lesson

(Titng Anh 10pp. 136137)

Table5.3: Task characteristics of the listening lesson

WYL

Task dimensions BYL AYL

Task 1 Task2  Task 3
Focus Meaning Meaning Meaning Meaning Meaning
Focus on form n/a n/a n/a n/a n/a
Language Predictability Spont Pred Pred Spont Spon
Authenticity Int Int Int Int Int
Solution Open Closed Closed Closed Open

*Note: Spont = Spontaneous; Pre = Predictable; Sit = Situational; Int = Interactional; n/a = not

applicable
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The BYL in the listening lesson includes a pairwork activity to familiarise
students with the topic, and a short &1 i
tasks, two of which involve listening, and one of which involves comparing the

listening results. ThAYL activity asks students to talk about the plans of the two

interlocutors. The characteristics of these tasks are summariSedlab.3.

All the tasks in the lesson can be rated as focusing on meaning, excdm for t

0l i sten and repeatdé activity, a pronunci
listening text. The BYL activity involves students comparing personal leisure
activities, which may result in meaningful interaction. Task 1 asks students to

listen to thedialogue and answer a general question about the listening topic,

which is listening for gist. Task 2 involves listening for specific information, in
which students are required to fildl i n
This task, like Task f, ocuses studentsd attention ont
the listening text. Task 3 requires students to compare the answers in Task 2, and

to make an inference as to when the interlocutors can meet, based on the filled
calendars. Again, in doing thisslg students attend to meaning, using their

cognitive skills such as logical inference to solve a-laguistic problem. The

AYL activity, although vague in terms of outcome, also focuses on meaning, in

that it asks students to talk about the interlosutor p | an, summari sing

are doing the next week.

In terms of the predictability of language use, it can be seen that the BYL activity

iS quite spontaneous, in that although students are constrained to talk about
specific items in the table, they mage a variety of language features to compare
their answers with those of their partne
Tasks 1 and 2 are inpdependent, and can thus be rated as predictable in terms of
language use. Task 3 and the AYL adtivhowever, do not constrain students to

use any specific language features.

All the tasks can be rated as interactional in terms of authenticity, in that they
allow language use, but none of them seem to represent daily life activities. With
regard to shlution type, while the BYL and AYL activities are open, all the three

WYL tasks require students to agree on correct answers.
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Writing lesson

Si

lesson consists of two taskle first of which provides a model descriptive essay

with a set of comprehension questions. The second task requires students to write

milarly to the speaking | esson

t

he

a similar essay to describe a film they have seen, basing it on the model and

questions.

D. WRITING

Describing a film

Task 1.Read the following description of the filftitanic, and then answer th
guestions below.

Of all the films | have seemitanic is the one | like besfTitanic is a tragic
love story film. It is about the sinking of a luxury liner (ship) on itstfiroyage
across the Atlantic Ocean. The film is made in America. It is based on th
story of theTitanic disaster that occurred in 1912. The main characters are
Dawson and Rose DeWitt Bukater. Jack Dawson is a young and gel
adventurer. Whé on board, he saves Rose DeWitt Bukater from kil
herself, and although she is already engaged, the two fall in love. The sh
an iceberg and sinkspidly. More than a thousanmbople die in the disastg
including Jack Dawson.

. What is the nae of the film?

. What kind of film isTitanic?

. What is it about?

. Where is it made?

. What is it based on?

. Who is/are the main character(s)?

. What do you know about the character(s)?

. Does the film have a happy or sad ending?

Task 2.Write about a film you have seen. Use the descriptioFitahic and
the questions above as suggestions.

O~NO O WNPE

Figure5.4: The writing lesson
(Titng Anh 1Qpp. 137138)

Table5.4: Task characteristics of the writing lesson

*Note: Spont = Spontaneous; Pre = Predictald#;= Situational; Int = Interactional; n/a = not

Task dimension Task 1 Task 2
Focus Meaning Meaning
Focus on form n/a n/a
Language Predictability Pred Spont
Authenticity Int Int
Solution Closed Open

applicable
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In the light of task characteristic§gble5.4), it can be seen that both tasks focus
primarily on meaning, in that they allow students to understanchtuel text in

the first task, and to convey their message in the second task. Although one can
say when students carry out the second task, for example, they may have to look
for forms (words, structures) in the model to write, they do so for the purpose o
conveying their message, rather than practising such language items.

In terms of language use, Task 1 can be seen as predictable, because it guides
students to answer specific questions relating to information in the model text,
while Task 2 can be ratemb spontaneous because students, although they may
rely on the model and guided questions, are free to express their ideas based on
their own language proficiency. Both tasks are interactional, supposing neither
represents real life episodes. In termsafition type, Task 1 is closed, requiring
students to reach correct answers, while Task 2 does not require any specific

correct answers to be given.

5.3 Additional issues

There are several issues that arise when this coursebook is placed against the
criteria of taskbased language teaching. One of the central issues is that, since

tasks include a clear ndimguistic outcome by definition (se8.1.2.), the

di mension of O&éoutcomed s iMosyifrbtalh efthe aken i
analyseddask®f a i | to meet this criterion. Ther
was not included in the analysis. This issue needs to be taken into consideration
when examining teacher sodto bBLT.Foeekasnplgend pr a
look-outs were madéor circumstances where teachers show their attitudes, either
explicitly or implicitly, to this aspect or their attempt to adaptipatar dask®to

make them have some sort of HAomuistic outcome. The authenticity of

language input may be another isslrethe listening lesson, for example (see
Figureb5.3); specifically, people do not usually rely on what theyodahe dayto

arrange an appointment, but rather they shouldudggone of the dayo reach to

an agreed meeting schedule (in this case, to see a film). The lack of input
authenticity may lead to the lack of task authenticity, because such unrealistic

151



information could make learners feel that the task is artificidlless likely to be
engaged in completing it.

Another issue that could be noted from the unit is that there is little connaction
terms of meanindpetween thetask® within lessons as well as within the unit.
Each task seems to shift to the use ofedd#nt language features. This can be
serious, because it could affect whether teachers are inclined todiomeaning
focused instruction in the classroom. For example, a teacher, noting the shift in
the use of language features in differé@tsk® in one particular lesson, may
decide to draw attention to the features, especially in Vietham where textbooks are
considered some sort of authority. Taking this issue into consideration will help

reduce flaws in analysis and interpretation.

5.4 Summary

This chaper has provided an overview of the textbooks teacher participants were
using, and presented an analysis of the four skills lessons of a textbook unit. No
analysis of the Language Focus lesson was carried out, becaudestun
focuses entirely oriorms and represents no characteristics of task, and that no
observation of such lessons was carried out in the course of data collection to

make reference to in data analysis.

In general, the analysis of the lessons reveals that although they do not conform to
a strong taskased design, the lessons represent a generic form of TBLT. Firstly,
it can be seen that most of the tasks focus primarily on meaning. Therefore,
relatively little explicit attentionto form ( 6 f o c u s  oan bef obserwesl,d )
especially in lhe receptive skills lessons. In this regard, it can be assumed that a
focus on form may be delayed until the language focus lesson, or it retts on
teacher to attend to forspontaneously in durirask processes. The speaking
lesson, however, can be i@l formoriented, where Tasks 2 and 3 display an
orientation to using specific grammar features and given vocabulary items.
However, the practice of these forms, if it occurs, does not seem to significantly
relate to, or lead into, Task 4, where studeals about a film they have seen,

rather than discussing thgpes of filmswith specific features practised in the
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earl i er tasks. Il n this sense, even if
TBLT, it still has asequencingroblem in that the langge features practised in
earlier tasks do not seem to occur in this latter task. Also, all the tasks in the
speaking lesson are open in terms of solution. This, according to the literature,
may be used to predict that carrying out the tasks result itveda little
negotiation of meaning (Ellis, 2003b). However, Tasks 1 and 4 provide non

linguistic outcomes which can be inferred from the instructions.

In terms of task authenticity, nearly all the tasks are interactional rather than
situational. Even thagh the onlyBYR activity represents some real world
characteristic, it is not wholly situational. It can be seen from the analysis that
most of the tasks in this unit characterise some extent of interactional authenticity
because they seem to provide stotd with opportunities to use language in
meaningful ways. In such language use opportunities, in most of the tasks, use of
language can be seen as spontaneous, in that there aredebgpneined language

features that students have to use for task cetopl

On the whole, although the analysis above indicates that the textbooks are not
entirely in line with a strong tadkased design, the materials can be regarded as
useful for taskbased implementation thanks to the favourable characteristics the

taskshave in the analysed unit.

The following chapter wi || present t he
practices from the data generated from lesson planning sessions, observations,
stimulated recall, and group discussions.
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CHAPTER SIX

FINDINGS: VIETNAM ESE TEACHERSOG BELI

AND PRACTICES REGARDING TASK -BASED
LANGUAGE TEACHING

This chapter reports on the findings of the data collected and analysed, in

answering the overarching research question of the present study:

To what extentare the English uppesecondary school teachessienting to

the implementation of TBLT in their context?

Specifically, four main research questions that encompass the question above are
identified:

1. What relevance, if any, do the identified characteristics of tasks have for
the Vietnamese teachers in their planning for and practice of textbook
activities?

E

2.1l n what ways do the Vietnamese teache

and learning converge with, or diverge from, the principles of TBLT?
3. What factors contribute to the fiitation, or hindrance, of the
implementation of TBLT in the Vietnamese context?

4. What can this study contribute to an academic understanding of the

theoretical natur e of t he Vi et names

relationship with classroom practices?

As in many qualitative research projects, the findings in the subsequent sections
are presented in a way that the themes reflect the data collection procedures, and
hence do not necessarily directly address the research questions above (each
research questiowill be discussed in order in Chapter Six). Specifically, the first

themei planning for lesson$ derives mainly from lesson planning data; the
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second themé classroom practicesis from observation data; the third theine
teacher sd b edage edcling and eearningdmasnfrgm stimulated

recall data; and the fourth thermdextbook reflectiori derives mainly from the

focus group data. There are also cases where more than one source of data is used
to support the theme in question, e.g.,adabm stimulated recall are used to
illustrate themes about attitudes, the fourth theme. Presenting in this way helps
gain better understanding because data are presented within the specific context of
data collection procedures, thus providing betteragdof what was happening,
rather than fragmented pieces of data deriving from various sources in order to
support a particular theme. Presenting in this way also helps highlight the general
trends that emerge from each of the data sources, and at théreamaiows me

to explore both individual sdé beliefs and
crosscase analysis of each data source from all the eleven teachers in this study.
As such, for each theme, the common beliefs and practices (general, tvatids)
selected illustrations of data, are presented, followed by contrasting beliefs and

practices from individuals in regard to the theme (if any).

This chapter presents findings following the sources of data. First, sécfion

presents the way these teachers planned their skills lessons with reference to

TBLT characteristics. Sectiofh2 pr esent s findings about th
in their actual classroomsyoin observation data. Sectidh3 provides the
teachersodo rationales for classroom behavi
final section, sectior6.4, isdevé ed t o reporting teacher sao
their attitudes in relation to the use of the textbooks and their perceptions of

constraints to their effective implementation.

In the sections and subsections that f ol
pseudonyms are used to identify the participants. Instead, each participant teacher

is numbered according to their lesson planning groups and their teaching
experience (se¢.4.4for how the participants were mbered). Some pseudonyms

are used in observation extracts, where
in stimulated recall sessions, when teachers made reference, for example, to a
colleague. The coding system used in this study follows a format dfeedata

source reference. For example, T2.02.Year 10.Speaking stands for Teacher 2, the
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second observation, teaching Year 10 in a speaking lesson; T3.SR1.Speaking
means Teacher 3, the stimulated recall following the first observation of a
speaking lessqnl'5.FG2 means Teacher 5, the focus groups conducted in School

B. However, where an extract including mi
as in lesson planning and focus groups, a gaatp source format of reference is

used for coding. For exampl&1.LP1.Speaking stands for Group 1, data from the

first lesson planning session for a speaking lesson; SA.FG means an extract from
teachers in School A, of their focus group data. Except for observation data, all

other sources were conducted in Viethamesd translated into English by

myself. Observation extracts, however, were originally transcribed, and were only

translated (intalics) where Vietnamese was used.

| acknowledge that the data presented below are necessarily selective and partial,

in that extracts chosen are, in my view, intended to illuminate the nature of

inquiry set in my research questions and are most representative regarding the
participantsdé beliefs and practices. Al t
were carried out during éhcourse of the study, it is in the nature of qualitative

research that the data were primarily interpreted according to my own perspective

as theresearcherdaving this in mind, the selection of the presented data reflected

my best belief that those datgere necessarily the most representative regarding

the themes and categories being represented.

6.1 Planning for skills lessons

In this sectionland throughout this chapteiyhere ver t he term dacti v
it refers to either a task, an activity, oreavan exerciseyhetherdrawn from the

textbooksor imported by the teachers. This term is used to encompass various

types of language work (and to aveich e us e of ,formanyoféhesen 6t as k
cannot be regarded as tasks according to the TBLT aieaisdics outlined in

3.1.2.4 such as reading aloud a dialogue or a short pronunciation practice of new

words. The aim of this section is to investigate how the teachers used different

types of textboolactivities, and imported their owm their planning. Therefore,

wheneveradctivityd i s menti oned, | brameaeyciscboe t ask,
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Data from lesson planning sessions reveal five trends in how teachers made use of
the textbookactivities in plannng: retaining, adapting, replacing, adding and
omitting the textboolactivities By retaining, the teachers agreed to keep the task
exactly the same, without any modification. Adapting means the teachers made
some changes to the task, mostly in termsask tcharacteristics, i.e., whenever

the teachers showed an intention to change or remove a task characteristic from
discussed task, such as switchioegween forrfocusedand meanindgocused. By
replacing, the teachers replaced the task in question watihemtask. Adding a

task means that the teachers agreed to add another task to the lesson without
taking any task out. Likewise, omitting a task means that the teachers decided to
take a task out of the lesson without adding another one to repld@blie.6.1

shows the tendency of how the groups planned different types of lessons.

Table6.1: Overview of teacherso6é planning sess

Number ofactivities

Reading Speaking Listening  Writing Total
(I*=3) (1=2) (1=2) (1=3) (I=10)

Retained 9 2 5 3 19
Omitted 2 0 0 0 2
Adapted 1 4 2 3 10
Replaced 2 0 0 2 4
Added 6 3 2 1 12

*Note: | = number of lessons

The subsections that follow will examine more closely how the teacpkensned

for theactivitiesthese ways.

6.1.1 Retention and omission of textboolactivities

Table6.1 shows that the teachers tended#setheir planning on the textbooks,
showing their intention to keep 19 of thextbook activities unchanged. This
shows a tendency towards textbook dependency on the part of the teachers. This
tendency may reflect the fact that tativitieswere perceived as suitable for their
students, or the authority of the textbooks was perceoreglse the teachers were
unable to justify theactivities Noticeably, most of the retainedctivities
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belonged to either reading or listening lessons, with 14 out o&ci®ities

retained.

Readingactivitiesoutnumbered others in terms of retentiont of 14activities
(including prereading activities) being discussed, namtivitieswere retained for
teaching Table6.2).

Table6.2: Theactivitiesretained in planing for reading lessons

MIC* TIF CQs MCQs GFs Dis Mls Total

Discussed 2 2 3 1 2 3 1 14

Retained 0 2 2 1 2 1 1 9
* MIC: meaning of words in context T/Fs: True/False statements

CQs: Comprehension questions MCQs: Multiple choice questions

Dis: Discussion GFs: Gafill

Mis: Choose the main ideas (for a paragraph, or title of text)

A closer look at the readingctivitest hat wer e retained

preference foractivities that were more closeended in terms of solution type

revea

(i.e. that requires single correct answers), such as multiple choice questions and

true/false statements. In contrast, sachivitesas o6f i ndi ng meaning

contextdo were not r et ai-ended., Actually,ttheseugh t h

activities were omitted from the lessons, with the teachers intending to teach

vocabulary before these. The use of closedvities reflected two common

conventional ideas: the first is that such cloaetivitiesrepresent similar forms to

examination questions; arttie second is the role of teachers in a Confucian
i deol ogi cal context, that the ofinal

activitiesin the textbooks, no matter whether they are meaoinfgrm-focused,
are likely to result in the teacher prowvidi the correct answers in front of the

whole class, a common feature of Vietnamese classrooms.

6 an

With regard to the teachersé reference t

theactivities several teachers referred their suggestions to the type sifangein

the examinations. For example:

Lesson Planning Extract #1
T7 Keep it [Task 1: Multiple choice] the same
T6 Yeah, keep this task the same
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T7
T6

T7

Yeah. Thatos it.

As to you, what else could be done? Anything else [such as]
gapfiltaskwehave suggested? Or w
No, this multichoice task is good, because they [students]
do it in examination. No problem with this. This task [Task
Answer comprehension questions] is to read for n

understanding. These two are go(83.LP1. Readlg)

Although closed tasks are identified as useful in terms of negotiation of meaning

in the literature, it may not be the case in the reading (and listening) tasks, where

students are likely to have few opportunities to interact with each other. Adso, th

lesson planning data show that the teachers never mentioned any rationales that

are, directly or indirectly, related to negotiation of meaning. Therefore, my

interpretation of their retention of such closattivitiesis that the teachers were

aware of he types of examination questions students had to take, and they also

wanted to retain a prominent role in providing the final answers to their students.

Another possibility is that these tasks tended tehsier and take less tinte

provide feedback ona factor in association with the manageability of teacher

workload they mentioned in adapting the textbook activities ir2

Another reason for keeping sudttivities is that the teachers were aware of

stulknt so

| anguage proficiency. For

true/false statemeiattivity, i.e., Task 2:

Lesson Planning Extract #2

T1 We should keep Task 2 unchanged

T3 Uh huh?

T1 This kind of task is easy. They [students] can do it.
T3 Yes, leave it as it i$G1.LP1.Reading)

exampl

How easy such daslois should be unpacked. My investigation of the statements

revealed that thactivity was not easy in terms of language processing: for some

of the statements students have to make infesaincerder to answer correctly.

My interpretation is that the teachers considered it easy because in doing such a

activity, students do not have to produce language: all they have to do is to simply

159



mark on the True or False squares provided. Thisretiebt® t eacher sdé6 per

insecurity in letting students produce language in an uncontrolled manner.

However, there were instances where teachers kept-esymbad activities for
teaching. The extract below followddesson Planning Extract #above, in a
session where Teacher 6 and 7 discussed their readimgties The following

extract concerns their consideration of a gesing discussioactivity.

Lesson Planning Extract #3

T7 For our students, doing these tasks is difficult. Like thscussion.
Difficult for them to discuss.

T6 So, so we take it out?

T7 So we keep this O6questionsodo t
gapfilling one. This one, this later task [discussion], because
students will find it difficult. Thex andét di scuss,

T6 | think they can. Like my class, | think they can.

T7 Letds see. [reads from book]
Vietnam? Thereds not much to

T6 Quite a lot.

T7 | 6m afraid they candt speak.

T6 We have hundreds of frégne activities.

T7 Humm é So we keep this? Or <ch

T6 This part [task] should be ke

interesting. | think we should keep it.

T7 There is nothing to sayé

T6 Becauseé t heyluonsimthdéiranatedbook. ivone ¢ o
column they list the British recreation activities, and Vietnamese ¢
in the other. Then they can give their opinions on those, by compe
and contrasting. Huh? Interesting that w@3.LP1.Reading)

At first, Teacher &Buggested replacing the discussamtivity with a gagfill one,

because fAthey canodt di scusso. This is 1
students having to produce | anguage. The
about o, and fibpheng@éd metthiemged this con

about studentso background knowl edge of
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Vietnam, because this information had been provided in the text, and students

certainly had some basic knowledge of popular leisgtvities in their own

country. However, she eventually had to concur with Teacher 6, with some

uncertainty. This agreement does not necessarily mean that Teacher 7 was
convinced by her colleague, but rather represents a power relationship (Teacher 6
wasthe chairperson of the department, and more experienced than Teacher 7) and

a sense ofconsensus(avoidance of confroation) commonly observed in

Vietnamese school settings.

Listeningactivitieswere also retained in similar way&able 6.3 below shows the

teachersdé pr ef e rendedaetivitibsoas trus/false hstatamendss e d

multiple choice questions and géilling, while they showed an intention to adapt
or omit such opesendedactivitiesas discussion anlkting (e.g., list benefits of

reading books). In discussing sevactivities in the two listening lessons, the
teachers decided to retain fiaetivitiesfor teaching, most of which were closed

ended in terms of solution type, and required little olamguage production.

Table6.3: Activities retained in planning for listening lessons

True- Multiple _ _ _ o
Gapfill  Discussion Listing  Total

false choice
Discussed 2 1 2 1 1 7
Retained 2 1 2 0 0 5

Similar to realing activities the teachers discussing listeniactivities reasoned

that suchactivitiesshould be retained because they were feasible in their classes.

They focused much of their attention on the ability of their students to complete

such activites The t eacher s used such descriptor
Teacher 6) , Afamiliaro, feasyo, Aishorto
chall engi ngo ( Te aactihiteestheydecidéddo redasmsBelowiidh e t he

an extract from Group 3.

Lesson Planimg Extract #4

T6 How about Task 2? Missin
T7 Keep it. This is a familiar task for students.
T8 Yeah, I guess itds proba
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T7 How many words do they have to fill [in each gap]?

T6 I think one. Let 6swmdseée
T8 [reads from key] dwonder
T6 Quite simple. We [teacher and students] will be abl

make it.(G3.LP2.Listening)

These teachers were discussing afijapg activity, which followed a true/false
statementactivity of a listening lesson. Thisactivity was perceived as feasible
because of nfive gaps; five wordso, w h
language and little demand for listening to longer chunks of text. This, again,
represents my i nt er pr edbaut sStudemts laving toe ac her

produce language discussed earlier.

In speaking and writing lessons, thetivitiesthe teachers finally agreed to retain
for teaching had similar features to thetivities they retained in reading and
listening lessons. They deed that suclactivities as were closednded and
controlled in terms of language use should be kept unchanged.

Table6.4: Speakingactivitiesretained by the teachers in planning

Information  Prectise

Matching . Reasoning Total
gap dialogue
Discussed 1 1 2 2 6
Retained 1 0 1 0 2

It can be seen frorMiable 6.4 that, in planning the speaking lessons, the teachers
retained controlledactivities such as matching (match wordstiwgaps), and
dialogue practice<Of the two activitiesthat asked students to practise dialogues,
the teachers decided to keep one unchanged and the other to be combined with
anotheractivity, in order to extend the dialogue, which in fact did not chahge
nature of theactivity. In contrast, theactivities that require free production of

language, such as reasoning, were adapted (b

Like other retainedctivities those retained in speaking lessaese considered
feasi bl e. For exampl e, Teachers 9, 10,
activity, which required students to pick words from column B to match with

gapped questions in column A.
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Lesson Planning Extract #5
T10 Okay. But how should we gedach this task? How can we ma
it interesting? Not just letting students fill in information, li
this.
T11 This? | think all we should do is matching, because d«

another thing makes it difficult for them [students].

T10 Matching is just ordinary,ike what they require here in tt
book.

T11 Just that, like in the book. If we modify the task, students m
not foll ow, | me an, t hey wo

we should keep it, matching, then we show them to use w

guestions to askoaut what.

T9 The aims of this task, I think, first is to introduce them to sc
vocabul ary, and second to t

T11 € how to use the questions

T9 So I think matching will do

T11 Task1 will be the same.

T9 Keep it the saméG4.LP1.Speaking)
Although Teacher 10 showed a preference for changingdtieityt o fimake it
interestingdo, both Teacher 9 and 11 agr e

This activity is forms-focused in that the list of gapped questions are
decontextualised, and to do it students have to make use of their declarative
knowl edge of grammati cal f ofoumde® 6 sudlg as
interpretation for this is again similar to the way they retdiotheractivities in

t hat by &béeasyd for student s, t hey meant

production. Furthermore, as indicated in the extract, the teachers were aware that

thisactivtys er ved as a preparati on gfestiongto, Nt o
ask about whato, and fito teach them to u:
is an informatiorgap activity. Thi s represents t he teac

introducing predetermined language items before a communicativey.

Similarly, in the three planning sessions for writing lessons, the teachers showed
their intention to retairactivities that were more linguistitocused and closed

ended in nature, including a géjing activity, a matchingactivity and a
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statement orderin@divity (Table 6.5). In contrast, it was decided that freer
activitiessuch as letter writing and essay writing were to be adapted or replaced
(see6.1.2and6.1.3).

Table6.5: Writing activitiesretained by the teachers in planning

Gap . : Letter Controlled Essay

filling Matching  Ordering writing Speaking writing Total
Discussed 1 1 1 1 2 2 8
Retained 1 1 1 0 0 0 3

The teachers in Group 1, while discussing a-fijiipg activity and an ordering
activity in a lesson requiring students to write an informal letter, did not state why
they decided to retain sudctivities They quickly metioned that they should

keep theactivity without giving a reason.

Lesson Planning Extract #6
T1 What about Task 1? May be ¢

T2 Just get students to finish [filling] these three letters, then der
[ Task 2] ¢é

T3 Rearrange [Task 2].

T1 Rearrange [the semtees to form the] lette(G1.LP2.Writing)

The daslo at issue was a gdijling activity, which required students to pick
already given expressions to fill in gaps in three short letters. Earlier in this
planning session, the teachers decideditbanother activity in which the teacher
should elicit ways of accepting and refusing on the board. It may be the case that
the teachers, having considered presenting language items before, regarded these
two activitiesas further practice resulting frorhe introduction of the language

items.

However, in the other two sessions, the teachers explicitly reasoned that such
focused activities were important for students as preparation for the later
activities An awareness of st udalsotegelediwlden gu age
they talked about why they should keep #wuivities unchanged. In one lesson

planning session, Teachers 4 and 5 were discussing a magattivigy, which

required students to match a list of jumbled questions into the outlinedtfofma
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an essay that should be used to describe a football match. The outlined format
included three sections: introduction, details of the match, and conclusion.
Students were supposed to pick the questions and put them into appropriate

sections of the forat.

Lesson Planning Extract #7

T5 What should we do here [Task 1]? Should we che
anything?

T4 | think we should keep it. This [task] is important, y
know, because it provides structures for students to wri
Task 3. So |l etdsé

T5 Yeah | ettds Ok ehep wi se t hey
write. Are the questions okay?

T4 Hmmé |[reads question] 6 Wi
take place?6 ¢é | think th

full answers to these [questions], they will be able to w
the essp (G2.LP2.Writing)

Teacher 4 said that thactivity was important as the questions itnincluded
languagestructuresthat students needed to use when they were to write the essay,

which was agreed by Teacher 5, who commented that students vebudd able

to write if no such questions were given to them. The teachers thus believed that a
provision of language structures (in this session, in the form of questions) is
important, which reflects a fororiented approach to writing. In other words,

they believed that students would not be able to produce a piece of writing unless

they were given a set of language structures to use in their writing. This belief was
further reinforced in Teacher 40s stater
qguestiongn full in order to put the sentences together to form an essay (see also
Teacher 66s pr ovi Obsemwatian Extracetbectios6@.8. i t e ms |

In terms ofactivity omission, as indicated ifable6.1, only two readingactivities

were taken out of their intended lesson sequences. Interestingly, both of the
activiiiesomi t t ed wer e 0 wo r dactivitiesawhicin ggquiiech cont e
students, for example, to read the text andkvemut the meaning of several words

by matching the words with definitions. Although these were cl@ssidities
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they might offer a learning opportunity, in that students should have the
opportunity to work out the meaning of words in a meaningful wayn ftbe

context where the words occur. The teachers, while discussing omitting the
activities gave no explicit reason for so

omit theactivity was recorded as follows.

Lesson Planning Extract # 8

T2 Okay. ¢é STaskd,eight? mi t

T1 Okayé Task 2¢é

T2 Task 2. In Task 2 we keep
statements are true or fals

T1 Task 2 belongs to Whileeading

T2 Yes.

T1 So cut Task 1 off, right?

T2 Yes.(G1.LP1.Reading)

As this extract reveals, theachers decided to omit fairly quickly, without much
consideration about why they should do so. So it may be inferred that these were
their routine practices. This routine, as observed in their classroom practice,
referred to the rationale that theseativities were not necessary because they had
chosen to teach vocabulary items before, which included the introduction and
drilling of the words intended to be inferred in thasévities Indeed, in the other
session where the omission of thetivity was reorded, the three teachers
mentioned all the words in thectivity while they were choosing new words to

teach:

Lesson Planning Extract # 9
T9 Now the new wordsé For the

wordsé five words.

T11 Between five and seven.
T9 There! [points to Task Imeaning from context) anadadsaloud
6emoti on, lul I delight s, c

s ol e mn 6(G4.LPhReadnd)
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It might not be incidental when Teacher 11 said that they should choose between
five to seven words to teach, which prompted Teacher 9 to indicate exactly those

words (seven words in total) in thetivity that they later decided to omit.

This section has shown that although a general sense of textbook dependency was
observed, the teacheented to retaiactivitiesfor teaching to reflect their forsa

focused orientation in planning for skills lessons. Most ofatigvities retained

were forms-focused, closed, predictable, and required minimal language
production and spoken negotiation okaming. In the planning sessions, the
teachers raised their concern about the relevance ofasichitiesf or st udent s
examinations and the insecurity of having students produce language without
having been préaught the key language items. This sett@as also shown that
the teacher sd o mctigtedindicatesoa rouvniged practide anr y
which they found thosectivities irrelevant in their teaching sequences. The
omission is closely associated with the way they added vocabulary tgahin

pretask activities (se6.1.3.
6.1.2 Adapting activities

It might at timesbe difficult to identify whether the teachers were actually
adaptingactivities (as compared to retaining or replacing). In my analysss
mentioned earlier, adapting means keeping the goal aldtnéty, e.g., to write a

letter, but changing one or more characteristics already designed in the textbook

activity.

Table6.6: Types of adaptedctivitiesi n t he teachersé planning

Lesson Reading Speaking Listening Writing
No. adapted 1 4 2 3
Activities Discussion Reasoning (x2); Listing (x2) Essay writing
adapted Info-gap; (x2); Letter
Dialogue writing

Table6.1 indicates that the teachers in this study showed their intention to adapt

more productive skills than receptive skdistivities Four speakingctivitiesand
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three writingactivities were adapted, while the number of reading and listening
activitiesadapted was one and two, respectively.

Table6.6 shows the types @lctivitiesthey planned to adapt in which lessons. It is
noted that, except for the dialogwtivity, all the adaptedactivities were
potentialy meaningfocused, that is, they were likely to provide students with
opportunities to use language to convey their messages, rather than merely
practise language features. For example, the discuastovity involved students

in talking about the consegnces of losing forests, the importance of water in life
and what they should do for the future of the earth. Although such topics may not
necessarily be attractive, they potentially engage students in meaningful
discussion. Also, despite most of thetivities being interactional, some of them
were situational in terms of authenticity, such as the letter wigtntigity and one

of the listingactivities Furthermore, except for the dialogue practice, all other
activitiesseem to be unpredictable in terofsvhat language items could be used

by students. Thesactivities if engaged in by students, generally stimulate

production of language, either in oral or in written form.

The most common in the ways the teachers adaptedcthaties above was to

chang the focus of thactivities sgecifically from meaning tdorm (or forms) In

this way, they tended to change the condition where implicit language input or no
language input was available to one where language input was introduced and

made explicit. Indoing so, the teachers tended to add another element to the
activity: providing and practising language models. This resulted imadheities

potentially predetermining the language features students would use during
performance. Five out of the textivities were adapted this way. Ample evidence

of the teachersé awareness of the partic

students was found across the sessions.

In the extract below, foexample, the awareness fofrms was evident among
Teachers9, 10 and 11 when they discussed how to adapt an inforrgdion
activity (Task 2,Tieng Anh 10p. 159).

Lesson Planning Extract #10
T11 And this [Task 2], this has a mode
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T10 We should present it on an extra board; put it on directly.

T11 All right, this should be presented.

T10 We put it up and lead it in. We ask them the questions and
ask them to answer.

T11 Put it on the board.

T10 We give them the model.

T11 This model, yeah?

T10 That will do. What else is thig&4.LP1.Speaking)

It might be possible to infer that the teachers were actually aware of the structures

in this planning extract, because they
Teacher 10 suggested that they should p
which was conventiam| | y under stood as a poster. Sh
mean that there was no need to elicit from the students, but instead, the teacher
should show them the model. Next, she suggested that the teacher get students to
rehearse the nwmodédlwe( falska dt hietm it he quest.
answero). What this teacher meant here w
board, the teacher would probably start rehearsing the model with the students, to

get themto practise the model before theypdied it using other information in the

boxes. Although there was no explicit intention to explain any particular
structures, their decision showed that they were explicit in showing students what
language features to use. This intention included thengixe rehearsal of the

mo d e | and their emphasis on it when they

studentsé attention was focused on using

practise the language, the language they were likely to use was gibéslict

Furthermore, it can be noted that the three teachers, like many others in their
respective sessions, were actually focusing on the instructional procedures, that is,
how to go about teaching thesetivities without reflecting how useful such
activities were for their own students. Specifically, they tended to neglect the
nature of theactivity. It should be noted that thisctivity [Task 2] was not

0i nf or mat i o ninstadmfGapping inforanatianrse that students could
genuinely ask to fid information, all the information about the two cities was
already provided on one page. Thetivity, therefore, was not characterised by

task authenticity. While thactivity was not situational (i.e., involving asking
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information about the other city)the teachers did not seem to make it

interactional, for example, by planning to provide students with different

information. This may reflect their views that they had to take the textbooks for

granted; but given my experience with the teachers, it walslal be due to their

limited knowledge of CLT approaches in general, and few practical skills in

operationalising informaticgap activities in particular.

In the same planning session, the teachers decided to modify thectiagly

(Task 4), which wasa reasoningctivity. This activity asked students to work in

groups and tell each other which city they would prefer and give reasons. This

activity, even preceded by forfocused activities,

remained meaningful,

spontaneous, and somewhat authentic @@cteonal). Before the following

extract, Teacher 9 had suggested several times that they join Task 4 into Task 3, a

di al ogue practice, wuntil

Lesson Planning Extract #11

her

suggestion

T10 Putting them [Task3 and Task 4ptther is fine. But what ar
the procedures?

T9 It just results from the conversation task [Task 3]. Like, w
they have already done this task [practising the dialogue
asks B a question o6ln your
and B will answer6 | preferé, becalt
expansion

T10 Then, | think the teacher should model the conversation w
student

T9 Also in the useful language section we should provide
question [6ln your opinion

T11 Yeahét ot 6s it. Put these
fine.

T9 Agreed?(G4.LP2.Speaking)

Similar to the way they modified the othesstivity, the teachers planned to change

Task 4 from meanintp forms-focused,spontaneous to predictable, and autit

to inauthentic. Firstly, instead of allowing students to talk as they wished about

which city they prefer in a spontaneous manner, the teachers tended to simplify
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theactivity, by providing an additional pair of exchanges joined to the previously
prectised dialogue. Although students may still be able to convey some meaning
(i.e., they can express which city they prefer and give at least one reason), their
attention was likely to be focused primarily on the specified structures given by
the teacher, rad their language use would be restricted to such language items
only. This would probably result in some predictable language features being
used. Furthermore, although the origiraaltivity was interactional rather than
situational, the modifiedctivity appeared less interactional, because it was likely
to stimulate little negotiation of meaning, given the framework students would be
constrained to follow. This analysis, again, shows a sense of insecurity in the

teachersdéd vi ews a lithaut prokison of languagetfaatdresn t s

Similar to such speakingctivities in discussion about adapting writiagtivities

a movement from meaning ttorms was evident. Specifically, the teachers
showedanintention to provide students with particutdructures and expressions

to support students in their writing. The extract that follows illustrates that the

teachers were trying to plan how they would elicit language expressions prior to

t

al

the writingactivityt o hel p st udent s ttérartingéegson. or r ef us

Lesson Planning Extract #12

T1 Letdbs make the question cl

T2 O6How do you accept or ref.

T3 Ok ay. Done. Wi ll we write
get them to write?

T1 May bewe get students to tethe answers and we write ¢
the board.

T2 Yes, teacher writes on the board.

Tl Teacher writes on the board.

T2 €. Okay. Should we add sor

T1 While we elicit if they could add anything, we just write «

board, maybe from the book, maybenfr@lsewhere, or wi
may want to add some mor
(G1.LP2.Writing)
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In this extract, the teachers devised an instructional question which they intended

to use to elicit expressions of accepting and refusing in letter writimgynoted

that such expressions had already been available in the textbook; however, this
extract shows that the teachers were trying to make such structures focused and
explicit. Similar to my analysis above,
language features should be provided prior to any production of language.

Not only were the teachers aware of specific language structures, they also
showed some awareness of a general structure of letter writing where such
language structures fit in. Aftenoting down all the language expressions they
would expect from students, the teachers continued to discuss how to make clear
to students the general format of a letter.

Lesson Planning Extract #13

T2 The next task [Task 2] is complete [rearranging]ldtier.
T1 [Then] we give out the form [i.e., the letter organisational fran
T2 I mean, get students to read the [complete] letter and ask th:

give out the form.
T3 | remember already giving my students forms of letters s

time at the beginningf the semester.

T2 Forms are different; each kind of letter has its own form. In
case, i f you acceptu,d,t hereen

T1 Uh, thankyou.

T2 Refusing or accepting, then arrangement if accepting,

ending, signature.

T3 We dondt need to write date

T2 The form is general. But th
of the letter; the body is different in each kind. For example
this invitation letter, there is a reason fowitation, then the
invitation, then ending.

T3 Then itodés Task 2, okay? Tea

T2 Ask students to give the form.

T3 Ask students for the fornfG1.LP2.Writing)

The originalactivity [Task 2] wasform-focused,in that it required students to
rearrange mixed up sentences to make a complete letter. However, such a focus on
form can be considered implicit, because there was no implication to raise
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studentsdéd awareness of how such a |l etter

making a connection between Task 2 and Task 3, by asking students to provide
the form of the letter prior to Task 3. By doing so, they were actually bringing
explicit attention toforms prior to theactivity. This, again, shows that these
teachers advocatea provision ofanguage featurgwior to language production.

This section has shown that in lesson planning sessions, the teachers in the present
study tended to adapttivitiesthat required spontaneous production of language.
They showed their intéion to adapt theactivities so thatthesebecame more
form-focused, and if there was already some focus on form, to make it more
explicit (i.e., focus on forms)and predictable in terms of language use. In
general, this would reflect their belief thaht¢mage production requires explicit
provision of relevant language features.

The next section will present the way these teachers added elements to the lessons
and how they replaced tlagtivitiesin their textbooks.

6.1.3 Adding and replacing activities

As canbe seen inmable 6.1, the teacher tended to add many activitiés their
planned lessond.able 6.7 shows the types of activities the teachers intended to
add in the lesson# general, readingctivitiesoutnumbered other skilbsctivities

in terms of addition.

Table6.7: Addingactivitiesto the lessons

Reading (3) Speaking (2) Listening (2) Writing (3)

Vocabteaching 3 1 1 1
T/F statements 1

Com questions 1

Word race (game) 1 1

Guessing game 1

Ki més ga 1

Total 6 3 2 1

It can be noted from the table that the teachers in this study added the teaching of
vocabulary in most of the lessons they were plagunl he teaching of vocabulary,

regarded by the teachers as afask activity, was added in all the three reading
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lessons, one in two speaking and listening lessons, and one in three writing
lessons. (Although adding vocabulary sounds like aaslk adity, the teachers
seemed to consider it a separate one from the awivity. This explains why |

categorised this as adding rather than adapting).

Indeed, a high portion of time was spent in discussion of vocabulary preparation.
The general trend wakdt they discussed what vocabulary items to teach, and the
way to present them to students. Take, for example, the following extract where
the teachers were planning a reading lesson. In this extract, they started with
identifying the new words they fourd the reading text.

Lesson Planning Extract #14
01 T1 Letds deal with vocabul
section will be dealt later, okay?
02 T3 Okay.

03 T1 What words should we teach?

04 T3 6Destroyd, é or they ma
05 T1 6Bstroyo6?

06 T3 They have known, 6vari e

07 T1 May be t hey have known
already there, they have met before. What other wo

08 T3 6Cancel 6. Actually this
(G1.LP1.Reading)

It was decided that thegtarted planning by identifying the words that they
thought students had not known, as indicated in various statements (04, 06, 07).
They might think that unknown words were likely to cause comprehension
problems for students, thus these words shoulditieeg out to teach before
students read the text. This extract exemplified the general trend to bring forward
decontextualised vocabulary teaching as a fundamental step of teaching. The
teaching of vocabulary had a connection with the provision of langiaggures

when teachers showed their intention to adapt speakitigjties in that teachers
believed that students would be unable to perform well unless they were taught

language features prior to a particudativity.
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This pattern continued, with dehers mentioning many words and considering
whether students would know them, until they reached agreement to teach five

words that they found in the listening text.

Lesson Planning Extract #15
T3 So we teach o6éel i miorfatde 6,

Ohydeacericé.

Tl And this word.

T3 0Destructiono. Fine.

Tl 0Destruction6?

T3 Five words. Fine. oODestr
Tl OEl i minat edé

T3 6Circul aafifon,6,6 ydurnoel ect
T1 ORwrf fd and 6éhydroel ectri
T3 6Hydroel ectricé.

T1 Where isit?

T3 OHydroelectricbé? Where i:
T1 Ah, here it is. OHydroel:
T3 O6Hydroel ecty itt® means Ot |
T1 6Damd mpansSo L iptthymetiabn.s 6 |

(G1.LP1.Reading)

Having reached an agreement about which wordgetxh, they went on
discussing how to teach these words. In this episode, the teachers talked about
certain techniques for presenting vocabi

6explanationd and O60synonymo.

Lesson Planning Extract #16

T1 Shall we plarhow to teach each of the words?

T3 Paossibly yes, right?

T1 OEIl i mi ntpbtbe 6 .r idgLhat ?

T3 Yes,Uh&dl.o This word, give
Vietnam football team, or a certain team, is eliminal
right?

T1 You mean, to use the tech

T3 Situation.
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T1 Maybe.

T3 6Circulationd,l | uswe?tr an sl
|l €eu th*heéd bintbé, should

T1 6L€eu thtng, | €u h”" nho.

T3 It might be difficult. How about translation?

T1 Yes, use translation to save time.

T3 ORwrf f 6 mEang réddh Ln 6L i Gdo v
explain this word? Expl a
which flows from somethi
flowing from something.

T1 Run-off. Does it have a synonym?

T3 Runof f 2 | havenot | ooked
lesson before. Leavit there.

T1 6Hydroel ectrico. Use ‘eAnr
hydroelectric.

T3 6Stng n”" .6

T1 Done. Example, right@G1.LP1.Reading)

The extensive time given for discussing vocabulary teaching reflected their
emphasis on the importance of vocabularygot udent s6 compr ehens
text. The teachershowed their intention to make use of the most popular
techniques of teaching vocabulary known in the local context. These techniques

were introduced to lower secondary school English teachers during20928y

specialists of ELTTP, a British project aiming at training English language
teachers at lowesecondary school® teach English communicatively using the

old sets of lower secondary level textbooks @& The techniques were meant

to present new words in some meaningful contexts, thus to avoid entirely eontext

free teaching. However, the techniques themselves allow the teacher to pull a

word away from its original (ktext) context, and put it in arfwgr limited context

(or sometimes conteftr e e ) . 6Synonymbo, for exampl e,
teacher provides a similar meaning word and asks students to provide the target
word (e.g.,6 whiast anot he r?9. Ths reflectd¥ aocommén belief from

teachers that by doing so, they could lift any linguistic problems from students,
instead of allowing them to face the problems amtl fout the answers

themselves.
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Table 6.7also indicates that, except for the two wipleaseactivitiesadded in a
readirg lesson and a listening lesson, all dotivitieswere added to the ptask
phase, in the form of warmers. These were short and focused on reviewing
vocabulary or eliciting the new topic for the lesson. The following extract is an

example of this.

Lessm Planning Extract #17

T6 Warmer.

T7 Letdés do Kimbés game.

T6 Ki mbs game?

T7 Ki més game. We present S 0

activities, right, like reading newspapers, watching -
pl aying sports, shopping,

T6 Shopping, singing, meefg friends, listening to music
watching sports, spending
i nstrumentseé

T7 Uhm, then get students to glance at the pictures, using
powerpoint [slides], right?

T6 Uh huh.

T7 They glance at the pictures, in about five misuteh three

minutes, okay?

T6 About two minutes.
T7 Two minutes. Then students in teams go to the board
write
T6 Divide them in teams and go to board.
T7 That short and simple, okay?
T6 Huh wuh. Now, O(GBLPL.Reading)u r e
In the extra t above, Teachers 6 and 7 were dis

Game) into the lesson sequences. Given that the topic of the reading text was

about leisure activities, the purpose of the added activity was to raise the topic of

the lesson and to activaket udent s6 vocabul ary repertoi
Most of such warmers may be quite communicative, except that they were likely

to result in little outcome in terms of language use and cognitive demand.
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Table6.8: Replacingactivitiesin lesson planning

Lesson Textbookactivity Replacingactivity
Speaking 1. Discussion Sentence writing
Reading 2. Discussion Brainstorming
N 3. QuestioPAnswer Reading a model essay
Writing : :
4. QuestioPAnswer Reading a mgel essay

There were only fouractivities the teachers considered replacing with other
activities in the lesson planning data. Interestingly, they were two discussion
activitiesin speaking and reading lessons and two questngeractivities in
writing lessons.Table 6.8 shows the textboolactivities as opposed to those

proposed by the teachers.

It can be seen from the table that the teachers tended to replace discussion
activitieswith more formfocused and teacheontrolled,predictableactivities In

the first example (1), the teachers considered replacing a discussion with a
sentenceawriting activity. This textbookactivity required students to tell each
other in groups which city they prefer and give reasohg. fEachers, however,
decided that they should replace it with writing (afsson Planning Extract # 11

from another group).

Lesson Planning Extract # 18

01 T1 So we only have five minutes for Task 4

02 T2 Task 4 is simple. | think we might want to chariginto
writing? Tell each group to produce a paragraph?

03 T1 No! No! That will take a lot of time; we must save tir
for feedback, mustnodt we

04 T3 Yes, so group writing is not possible.

05 T2 But | Ilike the idea of v

06 T1 Well, in that cae, we should ask students to write

sentences using comparatives, then ask them to swe

checking.

07 T3 Uh huh.

08 T2 Yeah, | etds do that, but
example provided.

09 T3 Sure.(G1.LP3.Speaking)
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It can be noted thahe teachers were actually replacing the discusaativity

with a type of grammatical exercises, because at the end they agreed to ask
students to Awrite three sentences using
also raised by another group of teashplanning the same less¢seelesson

Planning Extracts #10and 11, section6.1.2. In this sense, the replacadtivity

would becomdorms-focused predictable in terms of language use, and lacking

authenticity in terms ofutcomes.

The other discussiomctivity belonged to a preeading phase. The textbook
activity required students in pairs to discuss different types of music, e.g., folk
music, which would result in their matching a list of music types to their
definitions. The teachers decided to replace thdivity with a brainstorming

activity, as follows.

Lesson Planning Extract #19
T10 Pl aying musicé?
T9 This fits into the topic of the lesson, plus it arouses enthus
at the beginning of the lesson.

T10 Maybe. Whaabout you, [T11]?
T11 Pl aying music might be a g«
T10 We have to use technology,

a thing in our class.

T11 Good for observation.

T10 Yeah, this is an idea for observed lessons.

T11 For normélessons, | think playing music is not appropriate.

T9 Are we planning for an observed lesson or a hormal lesson’
T10 No! No! Just a normal lesson, like the one we are teaching.
T9 | f it i s should be nor mal |,

to usethe second option.

T10 Letbés do it l' i ke this: get
class on the board all the kinds of music they know.

T9 Types of music.

T10 When they have given all the kinds of music, we check the
and then askmusiiWwhado ky o lo
ask further such as about

T9 The singers they 1|ikeé

179



T10

T9
T10
T9
T11
T9

T10
T11

In this planning session, Teacher 9 firstly suggested that they play a piece of
music to students to raise their interest in the topic of the lesson. However, the
teachers then agreed that this would be difficult because they had to rely on
dechnology(in this case, they may refer to a cassette/CD player). They also tried
to distinguish
needing special preparation, in terms of facilities (This showed an aspect of
constraints faced by the teacheMjhen the teachers reached the agreement that
this planning session is for a normal lesson, they decided not to use technology,
that is, not to play music aswarmer. Following the suggestion from Teacher 10,
they came to agree that they would organiseaghefed brainstorming activity

in which students would list types of music on the board, followed by the teacher
asking a question about their preference of music, and probably others. This

extract

use of technology in the classroom, in that they show little willingness to use

Then we can tell them type:
lead them to the reading text. Okay?

OK.

Al'l agreed? Thené

We take this out.

This [discussioractivity] has been talked through.

Yeah! Yeah! This has been
to new words.

Not this one any more [the discusskmtivity].

New wo(G4dLPZReading)

OnbromaedDveéd&Esbassdmdm

W it

uncovers the teachspadiclaripthar enes s

technology unless they really have to, such as in listening lessons.

It is noted that the textboo&ctivity was producbriented (matching), and may
vary in terms of process outcome (students may discuss types of music in detail,
or they may simply match them with a definition, without having to talk). The
teacheractivity seemed to retain the prodiaiented characteristic (a list of
music types); howeveithe process of interaction may be predictable: that is,

students calling words (i.e., minimal oral production) and then the teacher writing

them on the board.
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The other replacedctivities were questioransweractivities from two writing
lessons, and werdiscussed by the same group of teachers (Teachers 4 and 5).
The activitieswere quite similar in terms of procedures. Specifically, they were
from essaywriting lessons, one of which asked students to write a book report
and the other required studentsawote a description of a football match. Before
theseactivities students would have been given a list of questions to reorder into
an essay sequence (introduction, body, and conclusion). The qtest\er
activity asked students to work in pairs andt aut asking questions and
answering them, as preparation for the next writaegjvity. In both planning
sessions, the teachers decided to replace the queass@reractivity with a
modelling activity. The extradbelow was where they planndde book eport

lesson.

Lesson Planning Extract #20

01 T5 I't should be fine. Now t

02 T4 For writing lesson, | usually skip this task.

03 T5 Skip this?

04 T4 Skip. | mean, these types of tasks are for speaking, y
know, and here weé

05 T5 You are right. We should focus on writing. Skippi
should be all ri ght é Hov

06 T4 Another one? What do you think?

07 T5 May be we could show them some sort of model,

know, this type of writing is quite difficultmay be a
model could help them see how to write
08 T4 Hummé you mean showing

extra board [a poster]?

09 T5 Yeah, to show them how t

10 T4 Okay, so we select a book report, write on an extra
boar dé

11 T5 Write a simpleonehased on the qu

of the booké
12 T4 How aboutHarry Potter? They j ust é
13 T5 Yeah, | et 6s t ake t hat ,
(G2.LP2.Writing)
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The reason for replacing tlaetivity was that the teachers considered this/agt

i rrelevant for a writing | esson, in that
speakingo, and that in writing | essons t
they agreed to replace thetivity( iput t i ng another tdask i no)
that they should provide students with a model essay, which was expected to

guide students on how to write a book report. They later came up with a sample

book report ofHarry Potter, which was dealt with in the previous speaking

lesson. It can be noteflom this extract that there was a certain awareness of
studentso | imited prof i ciactvityasseeminthehei r d-
comment by Teacher 5 that this type of writing was difficult for their students

(07). There was also a senselariguage control in the extract, when Teacher 5

suggested that they should write nine sentences in the model essay, which was the
number of the questions already provided in the prevamtisity. Later in this

planning session, the teachers talked abowt to link eachsample sentere to

the particular questions in the previ@adivity. Similar patterns were found in the

other session in which the two teachers replaceddtiety.

This section has shown that the teachers in this study shovegthmtendency to

add several activitiesmto the lesson sequences. Most of all, they tended to add a
vocabulary section and a short warmer into thepbr@se of the lesson. As for
replacingactivities similar to the adapting and retainiagtivities the teachrs
tended to show their intention to replace free or/and interaattieities with a

more language controlled apdedictableactivities

In general, lesson planning data showed that in retaining, omitting, adapting,
replacing and addingctivities to the planned lessons, the teachers showed a
general orientation for teacher control and explicit language instruction in the
skills lessons. The teachers tended to retain such controlled and lamwgrage
activities for teaching. They tended to move awaynirdhe communicative
features of theactivities in adapting those that require, for example, free
production of language. Similarly, treetivities that were added and replaced
were veryoften forms-focused, predictabland required minimal language use.
The general interpretation is that the participant teachers favoured a teaching
approach which involved explicit instruction of language items for either
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comprehension or production to happen. The next section reports themes and
categories emerging fromabs vati on data in the teacher
of the extent of conformity and nonconformity to their intentions presented in this

section.

6.2 Classroom practices

This section will present the findings from the observation data. In the sub
sections belw, firstly, general trends of how the teachers made use of the
textbookactivitiesare presented in the form of tabulation, to indicate the extent of
retention, adaptation etc. of the textbadtivitiesin actual classroom practices.
Next, this section Wi look more closely at the particular practices relating to
TBLT application. It will look at the way the teachers adapted textlagtkities

the way they added vocabulary teaching into their lessons,theidforms

focusedpractices though orrectivefeedback.

To facilitate understanding of the classroom transcripts presented in this section,

the following conventions are used.

#1, #2 number of extract

01, 02 speaker turn

T teacher

Ss More than one student speaking

S1, S2 Unknown students

[ 4 Interpretive/narrative comments

(é) Part of quotation omitted

Flilnal Speakerds actual pronunciati on
é , !, ! | , Hekitation, Pauses (in seconds)

<.> Overlapping speech

(Xxx) Unintelligible speech

Bold Emphasis made by the speaker

Italics Translation of Vietnamese speech/ Observation notes
Football-play-er Teacher speaks and writes at the same time
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6.2.1 General conformity of lesson planning data

Table6.9: Activity retention, adaptation, rigzement, and omission in classroom

practices
Reading Speaking Listening Writing

No. 23 % 22 % 25 % 11 %
activities

Retained 12 52 7 32 13 52 4 36
Adapted 3 13 12 55 4 16 6 55
Replaced 3 13 1 5 5 20 1 9
Omitted 5 22 2 9 3 12 0 0

Table 6.9 shows the general patterns of how the teachers made use of textbook
activitiesin classroom teaching. Similarly to their intention in the lesson planning
data, the percentage of retaireatdivitiesin reading and listening less® (both at

52%) is higher than in speaking and writing lessons (32% & 36% respectively).

In contrast, the number attivitiesthat were adapted was higher in speaking and
writing lessons (both at 55%) than in reading and listening lessons (13% & 16%
resgectively). This pattern reveals the extent of textbook dependency on the part
of the teachers, in that the teachers had to rely on the reading and listening texts
provided in the textbooks, and given that most ofatteritiesin these lessons are

relatedto such texts, the percentage of adapieditiesin these lessons was low.

Similarly to lesson planning data (s&4.3, the teachers added somivitiesto
their lessons, most of which were warmers and vocabulary teadrabtg 6.10

shows the number afctivitiesadded to the lessons actually observed.

Table6.10: Number of addedctivitiesto classroom lessons

Reading Speaking Listening Writing
Added 8 6 10 7

Out of the 31 addedctivities the majority of these were vocabulary teaching
(18), followed by short warmers (9). The rest of them were comprehension

questions (2), a gafill activity and a questiclanswer practicactivity.
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Similarly to the results in the lesson planning data, most of the retactetties

in classroom practices were closed in solution types and predictable in terms of
language use. All the true/falgetivitiesin reading and listening lessons were
kept for teaching (100%). Suchctivitiesas matching, comprehension questions,

and gagills were among the high rate of retention.

In contrast, many of the freeaactivities where language use was potentially
spontaneous and where more production of languageegaged, were actually
adapted, omitted or replaced in classroom practices. Notably, most were
discussionactivities which take the forms of pneading/listening discussion,
while-speaking discussion, and peostading/listening discussion. Out of 17
disaussionactivities observed, seveactivities were adapted (41%), three were
replaced (18%), five were omitted (29%), and only two were retained (12%).
Otheractivitiesthat were among the higher rate of adaptation, replacement, and

omission were informati@gap, group report, and writing of different genres.

In general, the findings in this section reflect the general trends found in the
lesson planning data, that the teachers in this study tended to retain focused,
predictable and closedctivities while they generally adapted, replaced and
omitted more unfocused and spontaneaasvities Also, observation data in
general support lesson planning data in that the teachers added various activities
to the lessons, most of which were vocabulary teaching arthevs. In the
sections that follow, | will present the particular ways that the teachers presented
their lessons by looking at how they treated language features, meaningful

communication and correction.
6.2.2 Explicit supplementation of language structures

Table 6.9 shows that the teachers were likely to adapt more productive skills
activities than receptive skillsactivities The most frequent way of adapting
productiveactivitieswas by introducing some attention fiarms prior to student
performance. Observation data show that the teachers had a strong inclination
towards explicit structure presentation as preparatiosttaentperformance. In

the observed speaking lessons, all the teachers used the same sirptegiylé a
frame to st udeadivitg in questidnkexplicio modetlimge i.e.,
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presenting a model on the board and practising it as vdds work.
Specifically, the teachewould presentthe conversation model on the board,
explained it, hd students practise saying the model thoroughly before getting

them in pairs or groups.

Teacher 3, for example, was presenting a model in one of her speaking lessons

(seeFigureb.2).

Observation Extract #1

T Task2. Dialogue [writes on board, reading aloud as she do
s0]
A: Whatkind-of-film-do-youlike/- wantto-see?
B: I-like-love-story-film.

T Love story fil mth?whatkindoffilmgsh
this?

Ss Tinh d'm Love story.

T Cartoon film, and so on.

T [continues to write, reading aloud]
A: Whatdo-you-think-of-love-story-films?
B: I-find-themreally-i nt er est i ng/ movi n

T Andsom.Tc | 7 t aQbspmulyi mglh-Q mjha&,
NG hay, né kp 6, hay nd d, co pHi khong? That is, what
do we think of the film? Is it interesting, exciting, or aw
right? (T3.02.Year 10.Speaking)

It was noted that the model was atfgagiven in the form of an example in the
textbook. Teacher 3 seemed to focus students in using this particular model later
in theactivity, by writing the model on the board, along with an explanation about
using the model. It was also noted that while tdacher was writing the model on

the board, the students were doing likewise in their notebolks. teacher
behaviourwas possibly due to her intentiém provide students with a particular
framework, which students could use in their aslangansweing activity, with
replacement of information (in this case, a type of film and an adjective to
describe it).This inference was later confirmed in the simulated recall session

with the teacher (se@.3.1).Therdore, students were likely to focus primarily on
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thefeatures, with only a peripheral attention to meaning when they had to state an
adjective to indicate what they thought about the type of film. However, this

activity would not necessarily focus on gamlimeaning, because the way they
should ask and answer did not seem to r e
thinking, but instead to give an overall statement of the type of film, the adjectives

to describe which had been provided.

After getting students to drill the dialogue given, the teacher continued by

providing a lengthy explanation of a grammatical structure, as follows.

Observation Extract #2

T Nhey W Ea  tykijpmW Ea  tyki/jm@E T /hkQ
mthb phimhay mtveh Qg3 L -  thhcé dlictr@ccgi?
[writes on board] Ta c6 gi? Subjectng gi? So, to give ar
opinioné an opinion about a
you have? What do we have? Subject plus what?

Ss Find.

T C ng somebody he la gi?Plus somebody or whatBomething.
C ng v i gi? Plus what?Adjective. OK? / | find thi la gi? find
what? | find them really interesting or terrifying. Or violer
violent, mo/ing and so on.

T [draws a frame around the structuf€B.02. Year 10.Speaking)

Her e, Teacher 3 started to focus student
structure embedded in the model she presented above. She elicited the structure
Atfoind + something + adjectiveo with an
structure. Then she went on to provide some adjectives to go with the structures
such as Ainterestingo and Adwaglikelytoyi ngo.
indicate her intentiofior students to remember this structure, and to use it in the

subsequent activity.

Teacher 4, in a speaking lesson, after introducing the topic of the lesson, started to
lead students to the model that she would like her students to aaeyimg out

the activity.
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Observation Extract #3

01

02
03
04
05
06
07
08
09
10
11
12

13

14

15

T

Hoang

Hoang

Hoang

Hoang

Hoang

OK. Now do you like, er, do you like playing any spor
Whole class. Answer my question: Do you like playing :
sports? [nominates a male student] Hoang, please?

| like, er, playing soccer.

| like playing soccer. Now, er, why do you like playing socc
Because | think, er, | can run more and more fast with the |
Because | can run é.

More and moreé

Ah, faster and faster. OK? Humm.

Now soccer and tennis, wdhi do you prefer?

Soccer.

Why?

I dondét | i ke playing tenni
Ahé[ smil es] yeah. Thank vyc
saying like that. Practise saying like that.

[writes] Taskone: Now for example [writes] A: Dgou-like-
playing. Or you can say do you like watchihgany-sports?
oK. You answer . B: €. Yes
t h e-like-glalying or Hike-wat chi ngée 6 .

If your friend says yes, you can say [writeshwhich-sport
do-you-like-playing? Youcan ask your friend about playing,
iwatching. And you give yol
Humm, and you can ask anotHerites] whichsportdo-you-
prefer, é |ike | as ked(T4QRL
Year12.Speaking)

In this extact Teacher 4 first tried to perform a model with one student in front of

the class (04L1). It was noted that there was no sunbdel in the textbook. From

turn 01 until turn 07 the conversation went on quite spontaneously, in which the

teacher seemed ®mxt end t he conversation on

t he

However, in turn 08, she started to ask a question that was probably unrelated to

t he

showed that the teacher was likéo have this model conversation in mind, and

fl ow

of the conversation (fATenni s

was trying to build the conversation up around such a model. Indeed, shortly after

this (from turn 13), the teacher started to write the model on the board, which
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explained how to ask and answer in a way lsinto that which she used earlier
with the student. Although this teacher, unlike Teacher 3, was not focusing her
students explicitly on any particular structure, an intention to focus ors fwa®

evident.

In another speaking lesson, Teacher 8 spent Rhutes preparing for a four

minute activity. The extract below is from my observation notes.

The teacher asked students to imagine what they would do if they had
had a tweday holiday. She collected ideas from the students and wrote
them on the board. Thethe teacher drew three smiley faces on the
board, asked students to give them names. This generated fun
at mosphere because student s chose their
teacher told the class that these three people were from Class 11A2 [this
name was in he textbook, not the current class] and they were
discussing spending their holiday. The teacher wrote the name of each
person and elicited what each person should say. The students dictated
the expressions each person should say to the teacher fronathplex
in the textbook, which were,
Lan: Letds go camping
Duc: Yes, |l etds do that. Then we can r es
quiet countryside.
Di eu: Oh, | donot think ités a good ide
have to bring a lot of equipment with us.
The teacher wrote exactly the conversation on the board. During this
process, the teacher stopped at some points and clarified the meaning of
some phrases using Vietnamese. The teacher went on to ask the students
to repeat after her chorally chunk by chunk @. , At hen we can resto
fand enjoy ourselveso) three times each.
stand up and read aloud the conversation, with the teacher correcting
their pronunciation mistakes from time to time. Next, the teacher asked
the classwhatdbc and Di eu were doing, to elicit t
Adi sagreeo, from which she wrote these tw
the board and asked students if they could generate more expressions of
these two kinds. The teacher wrote the expressions, bothsftaants
and of her own, and got the whole class to drill the expressions chorally

three times each. She emphasized that it was important to know how to
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agree and how to disagree. Then t
Task 3 in the book, which praed suggestions on the reasons for
agreeing and disagreeing to go camping. Both the teachers and students
spent about 10 minutes translating and drilling these suggestions. The
teacher then told students to use the expressions, the model and the
ideas tocomplete Task 3, which asked students ctntinue the
conversation (which had been written on the board), using the suggested
ideas. The teacher organized the class in groups of three or four to
complete theactivity. While students were working, the teaclwent
around the class, making sure that students were working on the
activity. What the students in front of me were doing was replacing
information in the model with the suggestions one by one, and keeping

the threeexchange conversation in control. rFexample, student A

he

would start by 6éLetds go campingb,

disagreed. This pattern went on until they almost finished with all the
suggested ideas in the textbook. After four minutes, the teacher stopped
the activity.(T8.0L1. Year11.Speaking)

Teacher 86s classroom practices

n

divergent from central principles of TBLT. First, an explicit focusfams was

evi

dent , i n t hat t he teacher ionnon ghe i

t each

t hen s

t his

nt ens

model and related expressions. Although she was not actually presenting one or

more specific structures, she made it explicit that in #letsvity students must

practise how to agree and disagree. In many instructions and corrective feedback,

the teacher insisted on students using the model that was provided. Therefore, it is

evident that the teacher was focusing on the particular way of working with the

activity, and thusforms were attendedto more than meaning. Secondly, it was

observed thathe teacher was not trying to provide the students with an outcome

to reach to (e.g., to decide whether or not to go camping). Instead, what would

happen from th@reparation of both the teachend the students was substitution

of the structures and givedeas to make up a conversation. Indeed, the following

was what happened next when the teacher got students to stand wparidrre

what

they had done.
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Observation Extract # 4
T Volunteers? Now who can? The firtlie first [nominates a group
S1 Letbs go camping.
S2 Yes, |l et 6s do that, then we
T Spectacular. Spectacular.

S2 Spectacul ar sceneé

T Scenery.
S2 Scenery.
S3 I donét t hink it obs a good

[e]l] qui pment and suppl[i] esé
T Supplies. Supplies.
S3 Supplies which are quite heavy.
T OK. Very good. Thank you. Now another, another group. Anc
group! Yes, this group pleagd.8.01.Year11. Speaking)

It is amply evident that what students were supposed to say in their discussion was
predctable. In other words, students were not seemingly allowed to use any other
language resources for thetivity. In fact, in another rperformance, the teacher
interrupted the students to inswt themfollowing the model closely. Also, there

was no epansion of the model conversation. And yet #mivity required
students taontinuethe conversation, supposedly resulting in interesting debates

on whether or not they should go camping.

The above illustrations show that the teachers adopted a vefsifpPoin their
speaking lessons, and that the way they carried outdtmaties was to a large

extent divergent from the TBLT principles outlined in Chapter Three. It is likely
that the teachers preferred to provide their studentslavitiuage featurgsrior to
performance, although in many of the speaking lessons, acitVities were
scarcely completed, because most of the class time had been used for teaching and

practising the features.

In most writing lessons in which theactivities were observedo be adapted, a
similar way of adaptation to one in the speaking lessons was carried out by the
teachers. Usually, the textboaktivitieswere quite focused, in that they already

provided, for example, questions to scaffold the writing. The teachergvieow
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took a further step in clarifying the focus by providing students with structures
and expressions for students to use in their writing. Below is such an extract from

Teacher 66s writing |l esson.

Observation Extract # 5

01 T [writes] Two. Usefullanguage. Now. OK. You can use son
useful language for your writing. Now have a look here. F
you can you struct ur eintcddférents
catecategor i es . Second, Oput-én
differentdifferentpage. Right. Provielsomebodywith-
something or askomebodyto givet hem or é

02 Now, classify into different categories, put them on differ
page €é Now, more ideas? Cail
use them é

03 C6 thwdang gi nf? What can you usePwrites] provide-
somebodywith gi nh? What? With-something. Cac em coW
dung gi nf? What can you use?.M i bth Toan nao?roan
please?Em c6 thWcho cb6 mt vai vi d . Please give me son
examples.

04 Trong qua trinh Vi cac em cé tAding nhng sl t r Yo
lam gi?While you write how can you use these structues?W
viJ} thanh cauro write complete sentencé&sh cac em lam sac

ma vil} thanh cau? Otherwise how can you write comple

sentences@

05 Toan (XxX)

06 T To be interested in something, Hola or with something c¢¢
L& khongni?i s [it] p&skbdndPls #??7Toaéd?
[writes]

07 Toan To be interestede

08 T In gi nh what? Something hd-b laor, doingsomesomething.

09 Toan Something.

10 T Something. Hbb 1a ta c6 ths d ng gi nh? Or what can we
us€ é LiHkog, llbove / enjoyé et
bth khac nao? Mi Hag nao?Another person please? Har
pleaseqT6.01.Year11.Writing)
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This extract was from an observed writing lesson where students were required to

write an essay describing their collection (stamps, books etc.). The extract took

place after the teacher had elicited the organisation of the essay on the board. As

can be seen, the teacher started to provide students with a number of structures

and expresens as useful language for students to write their essay. She made it

explicit to the students that they needed the structures to make complete sentences

(04). This procedure went on until around ten items were written on the board.

Similar to the speakp lessons presented above, dloéivity was adapted in that

foomsf ocused 1 nput was brought to the | ess
attention during thactivity completion.

In replacingactivities similarly, the teachers generally brought teaautrolled
activitiesto the lessons. The broughtactivitiesincluded, for example, sentence
writing (Teacher 2), gafill, brainstorming (Teacher 3), answers given, grids

(Teacher 4), summary, and comprehension questions (Teacher 5).

This section hadlustrated that in teaching productieetivities the teachers in

the present study adopted a PPP model into their instructional procedures,
although in many of the observed lessons the last P (Production) was scarcely
observed. This adaptation was doirevarious lessons, through some explicit
presentation of language models (e.g., conversations, structures, expressions) with

the expectation that students would use such models to practise language. As
such, t his secti on h assoons frasctiwas of prodadtivet he t e

skills lessons largely differed from general principles of TBLT in the literature.
6.2.3 Context-free vocabulary teaching

Reflecting their intentions in lesson planning data, in all the observed receptive
skills lessons, and some pfoductive skills lessonseachers generally added an
activity which focused intensively on teaching and drilling vocabulary items that
were found in the listening or reading text, or that were required for students to
use in speaking and writingctivites In the 14 lessons when vocabulary was
observed being taught, teachers spent between five and thirteen minutes teaching
and drilling vocabulary. The general format of this activity was that teachers used

the mentioned techniques (s6€l.3 to elicit vocabulary items from students,
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wrote them on the board, got students to provide meanings, and got them to repeat
the words chorally and then individually. Noteworthy is that the teachers were
presenting vocabulary in a contdrte manner. That is, the words were taken out

of the text and taught separately, without any reference to their occurrence in the
text beforeactivitieswere carried out. There was little evidence to show that these
teachers provided students with vocaylsupport while students were carrying

out theactivitiesin the intask phase.

Teacher 1 was perhaps the person who spent more time than others dealing with
vocabulary. In both of his observed lessons, he spent 12.5 minutes for the reading
lesson and 13ninutes for the listening lessam preteaching vocabularyThe

extract below represents how he elicited vocabulary from students.

Observation Extract # 6

oL T Now class, how Wwdhb8 aytwp bidow
English?

02 S2 (xxx)

03 T Ah, (xxx). /

04 S3 [E]liminate.

05 T [E]liminate or eliminate?

06 S3 Eliminate.

o7 T Yes. Eliminate. Right? Eliminate. All right. Class read after

me. Eliminate.
08 Ss Eliminate.

09 T Eliminate.
10 Ss Eliminate.
1 7T [writes] LoY b . Eliminate.LoY kb hotb loY tr. . [writes on

the other side of board] Destroy. Who knows the word?
12 Ss Pha hy.
13 7T Phahy. 1t is a é it is a ve
word? What is the noun of this word? [points to one studer
14 S4 Destruction.
15 7T Dedruction. In Viethamese?
16 Ss S tan ph&Destruction.
17 7T Ah, s tan pha. S ph4 hy. Good. Now class, read after

Destruction.
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18 Ss Destruction.

19 T Destruction.
20 Ss Destruction.
21 T [writes] Destruction. S -tanpha. S tan pha, spha hy, s

h, y hod. Right. Destruction. Good. [writes a sentence on
other side of board] You know, H@&inh-andCéatBaareé€ -
in-Vietnam. What are they? Tin?

22 Tin Dam.

23 T Dam? Yes. Maybe. Yes, Linh?

24 Linh Hydroelectric dam.

[This patterns goes dor three more wordqJl1.01.Year10.Reading)

The extract above shows that the way this teacher taught vocabulary reflected his
planning with another colleague (skesson Planning Extract #},6that is, he

used the various teclgques of presenting vocabulary mentioned to pull the words

out of the context so as to focus on their discrete meaning and pronunciation. For
example, in turn 01, he used translation to etich e wor d Ael i mi nat e
atention to pronunciationlater, followed by extensive choral repetition of the

wor d. Li kewi se, he used word vari ant f

Ahydroel ectric damo.

When all the words were presented and written on the board, the teacher got
students as the whole class to reptdr him chorally & times, depending on

how well students said the word. After this, the teacher called several students to
repeat the words individually, with the teacher correcting pronunciation on the

spot.

Teacher 9 was using a PowerPoint projetiiquresent vocabulary. She was using
a similar pattern to that used by Teacher 1, i.e., taking the words out of the text to
teach them separately. Below illustrates how she presented vocabulary in one of

her reading lessons.

Observation Extract #7
01 T Before you read, please pay attention some vocabulary [writ

Vocabulary].
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02
03

04
05

06
07

08
09
10
11
12
13

14
15

16
17
18
19

20

Ss

Ss

Ss

Ss

Ss

S10

S11

Ss

Ss

Ss

Now look at screen [clicks] what does this m®ars: fng,
table>Ah, fn g  thh fourndment How can you say ir
English? <s: soccer>/// [T clicks word] Tournament.

M, tcu ¢ HllTournament.

Right. OK. The first [writes] Tournament. (i Hilhdb b{ng
t h ki towrnament.

Ok.Nowhowcangu say Omé& i w1 Efigli
Champon, champorsig].

Champion. Right? [clicks] Champion. Right. [writes] Wt

about the championship means? Championship.

Gi[i vch,gii  vchChBmpionship

OK. Championship [writes] Gi v * "chiChampionship

And look at screen, what is this?

Clu]p. Cup.

How can you say this in English?

Cup. Cup. Cup.

Cup. Another word?

Trophy.

Trophy. Right. Now [clicks] Trophy, very good. [writes]

And er, howcangu say Y@L &nnh Bongl i B
khac nao? Aother person plea8e

[calls from seat] Defeat.

Ah, defeat. Right. Now look at screen [clicks] Defeat. Ric
Defeat. [writes]

Anh, what does O6victoryd me
Chi/h thdagwin. <S chi/h thcag> Victory.

Chi/h thdag?Win [v]?

S chi/h thdag Victory [n].

[clicks] S chi/ph thdag Victory [nods]. Very good. Victory.
[writes] Victory. Very good.

Have you finished? [copying words to notebooks]

Yes.

Yes. Now please look at these, and read after me, please.
tournament(T9.01.Year10.Reading)
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Similarly to Teacher 1, Teacher 9 also used various techniques to elicit
vocabulary items from students. However, she did not get studentsetat the

words while presenting. After each word was shown on the screen, the teacher
wrote it up onto the board. Then she had all the students repeat after her,
following the same pattern as Teacher 1 above. It was noted that both Teacher 1
and Teacher 9jke most other teachers, made no attempt to refer the words to
their original context in the reading texts; thus the words, despite being focused by

elicitation and repetition, were dealt with in a contEge manner.

Some teachers, however, in listaniessons used a more contesfated strategy

of checking vocabulary: getting students to listen to the text and identify the
words presented. It was noted that this strategy was a step extended from the
contextfree presentation of vocabulary presentédve. That is, after such a
presentation, the teacher asked students to listen to the listening text, and say
Astopo when they heard a word that they
Astopo, the teacher paused thelead hearqh e and
and referred to the words on the board. This strategy was observed being used by
teachers from School B: Teacher 7, Teacher 8 and Teacher 9, for listening lessons.

Below is the extract in Teacher 76s | i st

Observation Extract #8

01 T Now, you are going to hear passage. Now listen it carefully
say Ostopo. When you hear
okay?

02 Ss Yes.

03 T Yes. [writes on top of words] Listeandsaystop. Now, tell me.
Now, repeat O0Stopo.

04 Ss Stop.

05 T Again.

06 Ss [louder] Stop.

07 T Again.

08 Ss STOP.

09 T [prepares tape for 40 secs, then plays tape]

10 Ss Stop.

11 T [pauses tape] What?
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12 Ss Fed up. Fed up.

13 T Ah, got fed up with. OK. Fed up with [points to the board]. C
Go on [continuesape].

14 Ss Stop

15 T What?

16 Ss Available.

17 T Avail abl e. Ok [ p mgthantschotné to ke
ty, nhaPlease chorus a bit loudeiGo on [continues tape
(T7.01.Year11.Listening)

It can be noted that the activity above was etdted to the meaning of the words
in context. Rather, it was more like a sound recognition exercise. This extract
further illustrates that like some other teachers in this study, Teacher 7 used
strategies to focus on tlierms of the language, instead o$ing the language to

comprehend or convey meaning.

This section has shown the way the teachers in this study added vocabulary
teaching to the lessons. In this respect, it has illustrated that the teachers generally
presented vocabulary in a contdsde nmanner, in that they taught the words out

of their original context with a focus on one discrete meaning and pronunciation
practice. There was also some convergence in the findings from the lesson
planning data, particularly in the way the teachers disdusagonales for
vocabulary teaching and their focus on discrete items. The next section will
present the extent of meaningful communication, a central tenet of TBLT, in the

way the teachers conducted their skills lessons.
6.2.4 Extent of genuine communication

In this study, apart from examining how the teachers made use of the textbook
activitesi n t hei r context, the extent of t ea
communication was also sought, with respect to one of the main principles of

TBLT, which is the maningful engagement of students in task performance. The
observation data, however, indicated generatgemuine communication in the

class. In all the lessons observed, there was little evidence of meaningful

communication being conducted by the teachalthough all of them had the
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students working in pairs and groups for the requa@dsities In such pairwork

and groupwork, students were generally to practise dialogues following the
models that were presented by the teacher, with some substittitrdormation
already given, either in the textbook or by the teacher. Although video data did
not capture closely what students actually said and did during their closed
pairwork and groupwork, my observation notes indicated that, for example, in
speakingessons students kept to the model conversations, without any expansion
of ideas and natural communication (see, for example, my observation notes on
Teacher 8 0QbsefvaiensErtnact #4)n @ne of my observation notes

of a Year 12 speaking cssl wrote:

¢ a few students in front of me qui ckl
waited for the teacher to call pairs forgerformance; some of them after

finishing the conversation opened maths workbooks, possibly preparing for

the next lesson dhe day. (T4.02.Year 12.Speaking)

However, when it c aneactivitg in tvhick studlents wever t 6
required to reperform what they had done in closed pairs or groups, it became
evident that what happened in the classroom wascapmimuni@tive. In other
words, while students were doing what they were required to do, they were
directed to attend tforms, rather than meaning, and that they were doing it so as
to finish the job given to them without having to think about what to express.
More important was that the teachers seemed to be satisfied with what was

happening.

In the extract that follows, Teacher 2 was asking one student about his perception

of 6the zoo of new kindo.

Observation Extract #9

01 T Yes. Er Minh?

02 Minh Er, I think anmals will may er feel happy

03 T Cro wi [d na wdahawill and mayNo. No. No. Er,
again.

04 Ss LY. LY. LY. Again. Again. Again.

05 Minh I donét think animal s wi

06 T o Wi | | mayo6? Not owill me
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07 Ss Will. Will.

08 T Will. 1 think use fAwil]lZ¢
09 Minh xxx) € feel happy.

10 T Again.

11 S1 I dondét thinké

12 Minh I dondét think er ani mal

M (n

13 T Ah, yes. [ donodt t hink
(T2.01. Year 10.Speaking)

In this extract, Teacher 2 was focusing on correctinggtheu d ent 6 s mi st ake
will be discussed i6.2.5. However, while the teacher was focusing on the form,

she seemed to neglect the meaning of the message this student wanted to convey.

Wi t h both the teacherdtsudemnrtrsedcts wompoand
eventually produced the correct statement, with much more hesitation than in the
original one. It is interesting to note that the teacher did not seem to be concerned

about the meaning, despite thetivity requiring studets to give their opinion

about oO0the zoo of new kindod. Il n fact, t h
at the end (12) had an opposite meaning to which he had stated earlier (02).
However, the teacher seemed satisfied because the student had atdatsteus

correct form (13). This extract, among various others, illustrates that in classroom
practices, the teachers attendedorms frequentlye s peci al Il y regardin
production of language. It seems that the teachers considered producing correct
forms more important than expressing meaning, a view that coincidedhe

view that languagéorms shouldbe the starting point (and ending) for teaching.

Below is an extract of a speaking | esson
asked students pairs, to stand up and-perform what they had been doing, i.e.,
asking and answering using the model on the board and informatimut(

different football World @ps) from a table in the textbook.

Observation Extract #10

01 T Now the first, who canfRlow you and you?

02 S1 T h€a [Beartehcherwhere was er the second
World Cup held?

03 S2 T h €a Deartedcherit wa <T: it was; it was>
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held in Italy.

04 S1 Which team er play in the er final match?

05 S2 T h €a Deartedcherltaly and er Czechoslovakie

06 S1 Which team team became er came the champion?

07 S2 T h €a Deartedcherltaly team.

08 S1 What wa the er score?

09 S2 T h €a Dear tedclier2-1

10 T 2-1. Good. Thank you. And another. Anoth
(T10.01.Year10.Speaking)

Earlier in the lesson,he teacher had presented the language model which
reflected the turns students took in the extract above. The students were actually
replacing information from a table in the textbook in the model to make the
conversation. There was no evidence of spoaseformation exchanges in the
extract. Further mor e, it seemed that stu
(by using the phrase 6The€ea ¢! | "6) that

had been expected to use, rather than using the lanfprageaningful purposes.

It was also evident that the teachers, in conductotivities that included

speaking, were focusing on mechanical classroom management. In fact, they
seemed to make sure that students o6took
rather than letting them speak in a spontaneous mahlmesuch lessons, the

teachers would assign each student to a role, and would expect students to follow

exactly the turns that they were assigned to. Below is such an example.

Observation Extract #I1

o1 T Now work in pairs please. In pairs please, and ask and ar
your friend about what vyou
Now work in pairs please [waves her hand up and d
indicating the first line of students, all the way down to the ¢
One,row number one! OK. And number two [does it again v
next line] Number one work with number two. [goes to n
i nes] Oneé and two. Wo r k
class] Oneé twoé oneétwoée N
answer é One ask two answer.

[T goes round class insisting students talk in pairs]
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02 T [One minute later] Now change role. Change role. We
number one ask, number two answer. Now, number two:
number one: answer. Change role [swapping her hands] Ci
r o | (€4é02.Year12.Speaking)

This extract resulted from teacher modelling and presenting a model conversation
(seeObservation Extract #3&ection6.2.2. Teacher 4 was conscious in assigning

roles for students, indicating, for examplbeatt numbewone students should be

asking questions, and numkdero students should be answering (01). After one
minute of students asking and answering, the teacher asked students to switch
roles and do similarly in asking and answering (02). It can be Been the
teachero6s intention that students were

turns that they were assigned.

The sense of turn control also happened in thegitate of a activity, where the

teachers took the opportunity to correct staidené mi st akes. However
the tremendous amount of feedback on pronunciation §s2&), there was
evidence to show that teachers tried to
they expected students follow. For example, Teacher 8, after getting students to

work in groups, asked three students to stand up apdrferm theactivity of a

speaking lesson (see observation notes on the lesson, sé@i@nfor what

happeed earlier).

Observation Extract #12

01 T Yes, you please. Stand up.

02 S1 Let go camping.

03 S2 Eré |l et do thaté

04 T Let 6s go campi rmgtRat. &haEr vy
else?...The reason?

05 S3 I donét think that a goc

06 T Sorry. Sorry, [S2lempHiyoumust gi ve r e

em nngyvibththiemphi L<€a ra «
nh" When you agree with your friend what must \
provide, whole class?

07 Ss Ly do Reason.
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08 T n¥%n7gil Trhat 6 s G obhtr reée noil Ti?Now

whose turn is it?

09 S2 Then we ... then we can er enjoy the tree flowers ant
wildlife.

10 T Then we can enjoy the trees, flowers and the wild
Yes. Next?

11 S3 I donét think it a good

12 T In a tent. Sleep in a tent.

13 S3 € t hweather might be bad.

14 T Might be bad. Yes. Yes?

15 S1 But we can get close to nature.

16 T But we can get cl ose to¢

17 S1 The nature.

18 T Nature. Yes(T8.01.Year11.Speaking)

It is clear that the teacher guided students to use thewartianguage model,

and expected students to take the correct turns in their conversation. In this triad
work, the teacher was trying to shape the students to produce thsspyeed
information. At the very beginning of the talk, the teacher promptedest 2 to
provide a reason for such an agreement (04). When the students did not follow
what she suggested (05), the teacher stopped the conversation and explicitly
indicated that another piece of information was needed (the reason for agjreeing
06). Ths explicit interruption was then extended for attention to the whole class
(07), before she asked the triad to continue the conversation as assigned, with the
teacher repeating studentsd utterances
there was no iication of expansion of the dialogue in a meaningful fashion, yet
the activity asked students wontinuethe talk. In fact, the students were carrying

out theactivity using the same model with substitution of ideas from the textbook.

In the observed reptive skills lessons, the teachers in this study, to a large
extent, tended to follow the textboaktivitiesclosely, a trend that reflected their
planning presented above. In general, the teacher asked students to read the
instructions, with the teachetarifying issues in the questions, asked students to
read/listen for the answers, and conducted a wtlaks answer feedback. As for

the postlistening or postistening activities most of the teachers did not have
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enough time to reach tlaetivitiesbefore the bell rang, and often the teachers told
students to do thactivitiesat home.

However, when a teacher had a chance to use such a (spea&iiviy in

receptive skills lessons, she or he generally used the same strategy as reported in
speakinglessons. For example, Teacher 3 decided to replace digtesing

activity, which asks students to fAsay how a f
camper ought to remembero, with another
Abuil d a diiaglwha they dad eongto pratect forests. She started
thisactivtyby el i citing studentsd i1 deas about
forests, and then she wrote on the board a question which she told students to use

to ask their f ri etnod sp r(ofitVeéhcatt oduird fyoorue sd @ ¢
students in pairs to O6build the dialogue
of paper) for about two minutes, the teachers started to ask students to perform

their dialogue:

Observation Extract #13

T Minh naoMinh pleas@ Minh and Loan?

Loan What did you do to protect the forest?

T Yes. What did you do to protect the forest? [points
indicate Minhés turn]

Minh Ar , | t hi nk, we , we shou
and grow many trees.

T Yes. [suggests urt her flow of c
about you?5b

Minh What about you?

Loan Ban hunting valuable woods.
T We should ban hunting valuable woo(ig3.01. Year 10.
Listening)

A sense of control over a tutaking procedure was evident in thigraxt, where
the teacher clearly indicated her requirement that students should take turns
talking in that manner . Al t hough the st

their talk was limited to such a foexchange conversation.
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This section has reportedaththe classroom interaction was generally -non

genuine. Most of the classroom interaction was observed to be a form of language
practice through using pidetermined language models. Therefore, divergences

from the characteristics of tasks such as meafuogsedness and
spontaneousness were oObserved from the t
section will present the way the teachers in this study carried out corrective

feedback, in relatioto the feature of focus dorm in TBLT literature.

6.2.5 Corrective feedback

Observation data also showed a general tendency of teachers giving corrective
feedback, mainly in the piask and postask phases. In speaking lessons; pre
task corrective feedback happened while rehearsal of the presented model took
place, ad posttask corrective feedback happened when students were asked to
re-perform theiractivity in an open manner (i.e., standing for everybody to see
and hear). There was little evidenceooftask corrective feedback. This may be
because the classes wese big that the teachers could not participate in
individual groups or pairs. There were rare occasions when the teachers were
seen to talk to some specific groups or pairs, but their interaction was not captured
due to the distance from the video camémawriting lessons, corrective feedback
happened usually in the pesisk phase, where the teachers asked students to put
their writing onto the board and then corrected mistakes in front of the whole
class. This was a typical strategy of giving feedbackietnamese classrooms, as
shown in some previous studiés.g., Canh, 2011)Again, there was little
evidence obn-taskcorrective feedback in writing lessons.

Most of the corrective feedback dealt with pronunciation mistakes made by the
students. Ingeneral, when the teacher noticed students pronouncing something

i ncorrectly, s/ he wsoatiehtion talit, explaintittared gath o | e
students to repeat the correct items aft
reading lesson, during thpostreadingactivity, Teacher 9 provided a table on her

PowerPoint screen, which showed the years andvirgg® relating to the football

World Cup history, and asked students to talk about the events. Before getting

students to talk, Teacher 9 focusedh st udent s6 attention to
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Observation Extract #14

T

S1

Ss

Ss

Now, note the numbers, okay? Niy con s The numbersNow, the
first./// Now who can? Now? [points to one student]
T h €a Dear Teacherone er one thousand nine hundred oh four.

One thousand <s1l: thousand> ni
c §c h c &c nelimkhdnd?ls that the way you all say years?-
ph[i |~ c8cd wmim alyslrkdht! ntgl?at h 0.

Nao, cac em diinghiéncu ¢ § ¢ h n@bme, you must study how
sayyears Nt m 16 04 heda tai emPlow do we say the yes
1904, whole class?

Nineteenté

Ah, nineteen oh four. OK. Check the answer. [clicks] nineteen oh four
Yes.(T9.01Year10. Reading)

It should be noticed that the teacher was likely to have anticipated that her

students would probably make such a mistake in saying years, because she had

already prepared a PowerPoint slide which helped her show students how to

pronounce the items. This was confed later in the followup stimulated recall

session. The teacher actually had

pronunciation of years in this reading lesson.

pl ann

However, most of the corrective feedback given by the teachers in this study

tended tdbe quite incidental. In the extract that follows, for example, Teacher 10,

when noticing students pronouncing the names of countries incorrectly in the

rehearsal phase of a speakadivity, decided to stop and focused their attention

to this pronunciatin issue.

Observation Extract #15

01
02
03
04
05
06
07
08

T Now you and er you please.

S1 Where was the first Worldip held?

S2 It was er held in er Uruguay.

S1 Which team played in er the final match?
S2 Uruguay and er Ar[hen]tina.

T Argentina.

S2 Aré

S1 Which team became the champion?
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09
10
11
12

13

14

S2
S1
S2

Ss

Uruguay.

What was the score of the final match?

Fourtwo.

Thank you. Sit down... Now you can look the table ac

and

practi se

t he

di al ogt

Now read some names of countries. UrugiNgw read

after me. Uruguay.

Ss

Uruguay.

[This went on with 11 country names; each was repeated at least
chorally] (T10.01.Year 10.Speaking)

The teacher

not i

ced that

S2 made a mi

corrected ti in the form of recast (06). However, when these two students had

St a

finished their conversation, on a second thought before asking students to practise

the conversation (12), she decided to get all the students to repeat all the names of

the countries lise in the textbook table (13). This extract illustrates that the

teacher, like others in the present study, paid much attention to correcting

student sb

pronunciati on

view on the importance of accuracyine dent s o

| t seemed

t hat

al | t he

mi

| angu@a3ie

stakes. Th

teachers woul

pronunciation, not only in speakirartivities For example, in a writing lesson

taughtby Teacher 6, after collecting posters the groups had written about their

i s

d

hobbies, the teacher called the representative of a group to go the board and read

their essay aloud. While this student was reading the essay aloud, the teacher

stopped her everyow and then and corrected her pronunciation mistakes. The

student repeated the correction after the teacher and continued to read the essay.

This pattern went on until the students finished reading the essay. In the

stimulated recall that followed, the td®r reasoned that it had to be done because
roleso (T6. SFK

it was

ione

responsi bl e

of

for

the teacher

correcti

ng

student séo

It may be often easier to recognise a pronunciation kadtaan a grammar one,

mi

especially when the teacher is not a native speaker of the language. Therefore, it is

quite understandable that most of the feedback provided by the teachers in this
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study was on pronunciation. However, this further supports thenegdof the
teachers to take any opportunity to cor

recognised.

Although corrective feedback focused extensively on pronunciation, there were
occasions when teachers attended to syntax in their feedback, most of which
tended to be quite explicit. Teacher 2, for example, in one of her speaking lessons,

in the rehearsal stage of a speakaujivity, asked a student to stand up and

perform theactivity, during which she focused on a grammatical mistake (see
Observation Extct #9 section6.2.4. In that extract, the teacher realised that the
student made a gr amma 02). dhelteacher pointadkoat ( 6 wi |
the mistake explicitly and asked the students to try again {lmetastic due 1

03). When the student continued making the similar mistake again (05), the
teacher used the repetition-lifgdistdclué may? 06
(6not w- 06)l As mateg,6the extract shows that the teaehxglicitly

focused orforms.

Teacher 7, in a listening lesson, during the {isgtning activity, asked the

students to make questions and answers about the character in the listening text.

She arranged students in pairs, pointing out that the nuomeestudents should
preparequestions, and the numbvo students should prepare answers. She
wrote a starting question AWhat is his h
continue. After students worked out the questions and answers for three minutes,

she started to call studis to stand up and perform the dialogue. Below is such a

performance.

Observation Extract #16

01 S1 What is hobby? What is his hobby?

02 S2 I 1 i keé.

03 T No, not | | ikeé

04 Ss He | i kesé

05 T He é

06 S2 He likes reading booKT7.01.Year11. Listening
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Like other teachers, Teacher 7 used an explicit technique to point out the mistake
for students, using a type of métaguistic clue (03). Then, after other students
had provided support in prompting the correct item (04), the teacher prompted the
stucent using a type of corrective elicitation (05). It can be noted the correction
given by the teacher was explicit. Similarly to Teacher 2 (deservation Extract

#9, sectiorn6.2.4), Teacher 7 did not seem to be aware of therinption on the

flow of the conversation the students were trying to work on.

The data also indicated that the teachers not only attended to corrective feedback
regarding linguistic features, they also did so regarding classroom discipline. The

video reor di ng i ndicates many occurrences 0
manners in class. For example, Teacher 7, when seeing a student talking to her
without standing up, reminded the student to do so. Teacher 5 showed an annoyed

face when one student spokeftce r wi t hout addressing her
Dear Teacher). This aspect of their work reflected a Confucian ideology which

requires appropriate manners on the part of students, and reflected the
conventional expectation that required the teacher tasagtoral guide and moral

cultivator in the classroom.

In short, this sutsection shows that the teachers in this study generally took the
opportunity to correct studentsd mistake
the corrective feedback carriedit by the teachers was darms, rather than on

meani ngf ul content of the studentsdé | ang
most of the correction given by the teachers was on pronunciation, with fewer
mistakes on syntax. There was no evidence of correfgeaback that was based

on content. Also, in all the correction episodes, the teachers tended to be explicit

in pointing out the mistakes to get students to say the correct items on the spot.

The data presented here support the other sources of datachn thwa teachers

viewed corrective feedback as an i mporta
6.3.3. However, the types of mistakes they chose to give feedback on and the

way they gave it represented answlerable divergence from corrective feedback

principles in the TBLT literature.

The observation data, to a large extent, confirm the intentions the teachers had in

their planning sessions. In this section, it can be seen that the teachers in this study

209



tended to present grammatical structures and cofrExt vocabulary s
preparation for studentperformance. Also, language performance in the
classrooms seemed to a large extent dependent on some linguistic features and
classroom management procedures, thnd was noftommunicative. It was also

found that the teachers gave corrective feedback on language elements in a quite

explicit manner.

The next section wil/ report the teacheil
classroom practices presented im#h secti on, in search of
about how language should be learnt and taught.

63 Teachersod beliefs about aspects

learning

Stimulated recall data reveal a wide range of reasons for particular classroom
behaviours presged in sectiort.2, which were used to inte
beliefs regarding aspects of language teaching in relation to TBLT. The following
subsecti ons present the teacherso6é6 under]|l )
scearch of the teachersod beliefs about how

present study.

6.3.1 Structure-based approach to teaching

Stimulated recall data generalbphow a strong inclinationfor a structurebased
approach to teaching. This was most entdehen the teachers commented on
their speaking and writing lessons. Specifically, the teachers believed that each
lesson, or in some cases) activity, should be built around some language
structure. They believed that such a feature should be empghaseisleat students

would be able to remember it.

Most of the teachers presenting language structures in speaking and writing
lessons confirmed that their aim was for students to use the structures presented.
Teacher 3, for example, when asked about hentittn for presenting the
grammar structure (se@bservation Extractg#l and #2, sectio6.2.1), confirmed

t hat she wanted her students to use that
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them do use thetBitmgcadjectHifved. svee. 0 (
She thought that the structure was the main focus because it was printed in bold in

the example conversation. She said: Al ro
bold, so | picked it out and presented ithld u g h t it was some ki |

(T3.SR2.Speaking).

Teacher 2, similarly, commented on her intention to focus on a particular form in

her speaking lesson (s&bservation Extract #%ection6.2.4:

For example, in Task 2, the had t o use Omay?od. This was
basic requirement, which asked them to use this to agree or to

di sagree. Just kind of giving opinions |
thinkdé and o0l donot thinkdé as additiona
opinions. (T2.SR1.Speaig)

Teacher 2 believed that I n order to expr
kindé, students had to use 6émayob, which
activity. Similarly to Teacher 3, she also confirmed that she wanted her students
touset he structures presented, Al just want
mak e it easier for t hem. They coul d U S
(T2.SR1.Speaking).

Following her comments above, Teacher 3 provided another explanation for
focusing studentsn using the model for language production:

R If you had let students talk as freely as they wished, would they
been able to talk?

T3 |l dm afraid not. I believe ev
wanted them to do was to use informatiorowtbother films anc
replace information in the model. It would take more time to
them make questions and answers by themselves, while at tha
I had only 10 minutes | eft.
guestion thoughjtthlédobut®d, 6
was not necessary, because question 5 was there al
(T3.SR2.Speaking)
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Teacher 3 believed that it would be difficult for students to carry ouadheity
without showing them how to do it. She later empdeasthat the model was very
important in framing how students would work for thetivity. She said she
wanted students to replace the information into the model to make new
conversation. In this sense, what she expected was more like a substitution drill

than a meaningful activity.

The teachers generally believed that grammatical structures were best presented in
the form of mat hemati cal 6f ormul aed so
remember. Teacher 3, for example, commented on an episode whereuswez fo
studentsdé attention by dr awiOhsgrvatmn f r a me
Extract #2 section6.2.1):

At |l east you must identify a focus for t
will remember better with the formula. This isetlyeneral form.
When they need to use the structure, all they have to do is to fit

vocabulary into it and make sentences. (T3.SR2.Speaking)

Echoing Teacher 3, Teacher 11 claimed that getting students to use the language
without giving sasesh | asbgaé(@HERRISJedkiagh. md n g o
According to her, it made more sense for students if they understood the rules and

used them in language production, rather than asking students to use structures
without any syntax explanation or generalisato | n t hi s sense, fro

perspective, language was raleven.

Commenting on the issue of how such structures suppthiegetrformanceof the
activities the teachers reasoned that presenting grammatical structures explicitly
would make it esy for the students to understand what to do. In most cases, the
teachers explained that they did this because they were aware that students did not
have enough language knowledge to carry out the assaptisities Teacher 6,

for example, commented:

We must provide them with those [structures]. Even the structures
were there in the book, i f we donot tell
under stand. I donodt believe that they [ s

structures that have not been taught to them. If yant\students to
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express their ideas successfully in speaking and writing, they should

be provided with relevant structures. [ é]
what to do, you have to tell them that this is the structure that they

need to use. (T6. SR2.Speaking)

Teacher 6 believed that it was important to pick out the structures embedded in
conversations and to present them explicitly to students in order to guide students
in how to do theactivity. Reflecting her personal approach, she believed that
language itemshould be taught before students would be able to use them in
classroom activitiesin other words, she seemed to believe that language use
should be preceded by explicit grammar instruction. She also thought that it was
important that the teacher madear to students what language structures they
need to use in a particulactivity. In her opinion, atask whatever it means,

should be governed by some grammar structures.

Echoing this, Teacher 10, referring to a speaking lesson episode where students
were supposed task and answer about different Worldgs, gave a rationale for

explaining in detail the model already printed in the textbook, as follows.

The model was already in the book. But | thought if | just asked

students to look at the model,dte nt s woul dndt be able to r.
imagine, how to structure the conversatiowhat question to be

made from which column. Therefore, | elicited the model using the

information in the book to guide them step by step how to structure

the convesation. ® | put, time [of the World Gp], then year; and

here the first question coule f or med &éWhen was the firs
Cup hel d?6, and | showed them how to al
question, and so on. | thought guiding them like this made it clear

for their avn practice thereafter. (T10. SR1.Speaking)

It is obvious that like other teachers, Teacher 10 believed that such language
models provided students with a framework for language production, but they
should be made expl i ci timdgoe, adsoruetterathes f or

conversationo, in Teacher 106s wor ds.
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Another rationale for such an explicit presentation of grammar structures, noted
by many teachers, was that this seemed to be the best way to safeguard student
language output accuracy, bacae Aot her wi se they woul d
(T11.SR2.Speaking). This issue will be further elaborated in se&tBo@

Teacher 4, however, said she did not really mean that the students had to follow
the model (se®bservaton Extract #3 section6.2.1), but she wanted her students

to work inasimilar manner:

Before giving the model, | had already had a conversation with one
student, and the utterances were not completely the same, but
similar, you know, asking what sports they liked, which sports they
preferred. But to make it more natural, | think | should have let them

ask and myself write on the board. But | wrote it myself. Writing it

myself like this was likely to impose my words onthemt Bul di dndt
really mean it. | was thinking | would like them to work that way,

that is, one asks and one answers, and take turns. (T4.SR2.Speaking)

But similarly to other teachers, she |

| let them speak by thms el ves, they woul dnot be abl

them such models, otherwise they wonot

It is also noted that the teacherso
instruction (in this case, presentation of structuresjewarther reinforced in

focus group data. In such sessions, where the teachers had a chance to elaborate
their views on grammar teaching, the importance of explicit grammar presentation

was emphasise@n a more philosophical view, Teacher 5 said:

The pont is, the overall aim of teaching is that we should teach in a

way that students will be able to engrave the knowledge being

taught you know, structures and words, and then through practice

they wil/ retain the knowltéhdge in thei
knowledge is welpractised, otherwise it will slip away when new

knowledge is taught. (T5.FG1)

r

at

e

S |

be

Teacher 56s statement showed clearly her

and learning. That is, she believed language teaching should begin egém{ng
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language items necessary for use in target activities, then having students practise

the items in a controlled manner, before having them do so on their own. In the
same session, she and other teachers in the group further emphasised the
importane of the practice stage, because knowledge of the language would not be
retained in the studentsdé memory unl ess
of language teaching can be regarded as similar to the conventional PPP approach,

which many teachelia similar contexts used in previous studies.

More specifically on the way the teachers commonly presented structures,

echoing Teacher 3 above, Teacher 4 said:

| think it is the easiest way for students to remember them. They are
like [mathematical] formwe from which you can fit vocabulary in
to make sentences. I f we dondét do it tha

able to remember anything. (T4. FG1)

The teachers seemed to understand that in such skills lessons, there were one or
more structures which were qugsed to be learnt by studeritsand thus to be
taught by the teachers, and that it was

explicit to their students. Teacher 1 said:

In the books, a model of language is included in each task. No, no

one [asks us torpsent the model], even in the guide book, there is

no such a thing saying that we have to present the model. But by

making the model available there, it is supposed to be used, and

should be the focus of the task. I think we should present them

carefully so that students can use them correctly in the task phase.

Itds the teacherés responsibility to make

In the other focus group discussion, the teachers in School B also showed an
inclination towards what the teachers in School A statedexample, Teacher 10

stated that such grammar features should be dealt with explicitly so that students
could attain systematic knowledge for their future use. Teacher 11 further added
that teaching without telling students explicit rules did not help udent s 6

understanding, and it was like rote learning. She also said:
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