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Başlık: Görev Temelli Okuma Aktivitelerinin Öğrencilerin Okuma Becerileri 

Üzerindeki Etkinliği 

Yazar: Ayşe TUNA  

 

ÖZET 

Göreve Dayalı Dil Öğretimi yöntemi, öğretmen ve öğrencinin içerik seçimi, 

yöntem ve değerlendirme hakkında işbirliği içinde çalışmasını destekleyen öğrenci 

merkezli dil öğretimi yaklaşımlarından biridir. Bu nedenle, yapılan bu çalışmanın 

amacı, göreve dayalı dil öğrenme ile geleneksel dil öğrenme yöntemini 

karşılaştırarak göreve dayalı öğrenmenin okuma becerisi üzerindeki etkisini bulmaya 

çalışmaktır. Geleneksel dil öğretim yönteminin amacı, dili müfredat ve ders kitabına 

uyarak herhangi bir ekstra çalışma ortamı sunmadan dili öğretmektir. Ancak göreve 

dayalı dil öğretim yönteminin amacı dili öğrencilerin birbirleriyle iletişim kurarak 

etkin katılımlarıyla ve anlama önem vererek öğretmektir. Deneysel bir çalışma olan 

bu tez, görev temelli okuma aktivitelerinin Trakya Üniversitesi Yabancı Diller 

Yüksek Okulu hazırlık sınıflarındaki Đngilizceyi yabancı dil olarak öğrenen 

öğrencilerinin okuma becerilerini geliştirmedeki etkisini araştırmaktadır. Çalışmanın 

katılımcıları 27 ve 32 kişilik iki sınıftan oluşan orta seviyenin üstü düzeyinde toplam 

59 öğrenciden oluşmuştur. Öğrenciler, Trakya Üniversitesi Yabancı Diller Yüksek 

Okulunda Đngilizce Öğretmenliği ve Đngilizce Mütercim Tercümanlık bölümleri 

hazırlık sınıflarında eğitim almaktadırlar. Çalışma 2007–2008 eğitim-öğretim yılının 

ikinci yarıyılında gerçekleştirilmiştir. Her iki grup da haftada yirmi dört saat 

Đngilizce dersi almıştır. Fakat araştırma her iki grupta da haftada iki saat ders dışı 

aktivite olarak yapılmıştır. Uygulama 10 hafta sürmüştür. Her iki gruba uygulamadan 

önce okuma becerisinde ne kadar başarılı olduklarını görebilmek için ön-test 

verilmiştir ve daha sonra ne kadar ilerleme kaydettiklerini tespit etmek için aynı test 

uygulama sonunda son-test olarak verilmiştir. Test sonuçları istatistiksel olarak 

değerlendirilmiştir. Bu sonuçlara göre, orta seviyenin üstü seviyede Đngilizce dersi 

için hazırlanan görev temelli okuma aktivitelerinin öğrencilerin okuma becerilerini 

geliştirmede olumlu etkisinin olmadığı görülmüştür.  

 

Anahtar Sözcükler: Görev,  Görev temelli öğretim, Okuma görevleri 
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Title: The Effectiveness Of Task-Based Activities On The Improvement Of 

Learners’ Reading Skills 

Author: Ayşe TUNA 

ABSTRACT 

 

Task-Based Language Teaching (TBLT) is one of the learner-centered 

approaches to language teaching which supports the fact that the teacher and the 

learner should work collaboratively in decisions on content selection, methodology 

and evaluation. Therefore, the aim of this study is to find out the effectiveness of the 

task-based language teaching by comparing it with traditional language teaching. The 

aim of traditional second language teaching is to teach the language in accordance 

with the curriculum and the course book without using any additional activity or 

task. However, the task-based language teaching aims to teach the language within 

interaction and active participation of the students into the tasks by focusing on 

meaning. This thesis which is an experimental study explores the probable effects of 

task-based reading activities on the improvement of students’ reading skills in prep 

class students at Trakya University, School of Foreign Languages. The participants 

of the study consisted of totally 59 upper-intermediate level students in two classes 

of 27 and 32. The departments of the students are English Language Teaching and 

Interpretation and Translation at Trakya University School of Foreign Languages. 

The study was conducted in the second term of the academic year of 2007-2008. 

Both groups took English course for twenty four hours a week. But, the study was 

carried out in two hours of a week in each group as an extracurricular activity. The 

application took 10 weeks. Both groups were given pre-test just before the 

implementation in order to determine how successful they were in reading skill and 

then they were given the same test at the end of the study as a post-test in order to 

find out how much they improved. The results were statistically analyzed. According 

to the results, the task-based reading activities designed for the upper-intermediate 

level English course didn’t have a positive effect on the improvement of learners’ 

reading skills.  

 

Key Words: Task, Task-based instruction, Reading tasks  
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CHAPTER 1 

 

1.1. INTRODUCTION 

 

Language classrooms strive to involve and support learners in the learning 

process. Instructional tasks are important components of the language learning 

environment, and ‘‘hold a central place’’ in the learning process (Ellis, 2003, p.1). 

The type of task used in instruction may positively influence learners’ performance. 

Hence, the curriculum or course designer tries to create tasks that foster a language 

learning context in which the learners can be involved and supported in their efforts 

to communicate fluently and effectively (Ellis, 2003; Willis, 1996). Among the ways 

to create this language learning context, Task-Based Instruction (TBI) presents 

opportunities to employ effective and meaningful activities and thus promotes 

communicative language use in the language classroom. 

 

While some researchers suggest that the traditional methods include 

prescribed steps that provide teachers with a clear schedule of what they should do 

(Rivers, cited in Skehan, 1996), other researchers emphasize the importance of task-

based approaches to communicative instruction which leave teachers and learners 

freer to find their own procedures to maximize communicative effectiveness (Gass & 

Crookes, cited in Skehan, 1996; Prabhu, 1987; Long & Crooks, 1991; Nunan, 1989). 

Task-based instruction can thus be defined as an approach which provides learners 

with a learning context that requires the use of the target language through 

communicative activities and in which the process of using language carries more 

importance than mere production of correct language forms. Therefore, TBI is 

viewed as one model of Communicative Language Teaching (CLT) in terms of 

regarding real and meaningful communication as the primary characteristic of 

language learning (Richards & Rodgers, 2001; Willis, 1996). As important tools in 

language teaching, tasks are described by many researchers as activities that will be 

completed while using the target language communicatively by focusing on meaning 
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to reach an intended outcome (Bygate, Skehan and Swain, 2001; Canale, 1983; Lee, 

2000; Nunan, 1989; Prabhu, 1987; Richards & Rodgers, 2001;) (Kasap, 2005:1). 

 

 

 

1.2. Background of the Study 

 

With the advent of Communicative Language Teaching (CLT) approach in 

the early 1980’s and much emphasis on learners’ communicative abilities over the 

last two decades, the term task-based language teaching (TBLT) came into prevalent 

use in the field of second language acquisition in terms of developing process-

oriented syllabi and designing communicative tasks to promote learners’ actual 

language use (Jeon and Hahn, 2006) (Demir, 2008:1). 

 

Task-based Instruction (TBI) based on the constructivist theory of learning 

and communicative language teaching methodology has evolved in response to some 

limitations of the traditional Presentation, Practice, Performance (PPP) approach 

(Foster, 1999:69). 

 

Ellis (2003) on the other hand, points out that the theoretical base of task-

based approach is ‘Input and Interactionist Theory’. Yet, it is clear that the current 

interest in tasks stems largely from “the communicative approach” to language 

teaching.  

 

Task-based instruction (TBI) is regarded as an alternative method to 

traditional language teaching methods because it favors a methodology in which 

functional communicative language use is aimed at and strived for. Also, TBI is 

considered to be an effective approach that fosters a learning environment in which 

learners are free to choose and use the target language forms which they think are 
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most likely to achieve the aim of accomplishing defined communicative goals (Ellis, 

2003, Willis 1996.) (Kasap, 2005:2). 

 

In this sense, Task-Based Language Teaching (TBLT) has a distinguishing 

place in modern language teaching. According to Willis (1996a), task-based 

framework differs from a Presentation-Practice-Production (PPP) cycle because in 

TBLT the focus on the language is at the end. The communication task forms the 

centre of the framework. While performing the task, learners use the language they 

have learnt from previous lessons or from other sources. Then they write and talk 

about how they did the task and compare their findings. Finally, attention is directed 

to the specific features of the language form. The last step is to have a close look at 

the specific language forms (Yaylı, 2006:450). 

 

Tasks are, as Ellis (2003) indicates, important components of the language 

learning environment, and “hold a central place” in the learning process. The type of 

tasks used in instruction may positively influence learners’ performance.  

 

Moreover, it is important to find out learners' interests and to introduce them 

to books and other texts that relate directly to their interests. As Anderson (2006:1) 

argues, students generally do not like reading since they have never experienced the 

pleasure that comes from it and states that:  

“I have had some learners in my classes who told me that they did not like to read in 

their second language. They often qualified their statement by telling me that they 

didn't like to read in their first language either.” (Anderson, 2006:1). 

 

In another study it is stated that the current situation of reading teaching is not 

perfect because most reading classes are teacher-centered. The teacher dominates the 

class by talking all the time while students are only passive listeners. Little time is 

spared for the students to practice English since the aim of teaching is to inform 

learners about language knowledge instead of developing their learning skills. 
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Meanwhile, students depend too much on the teacher. As a result, they listen to the 

teacher passively, take notes and gradually they lose interest in learning English 

(Hon-qin, 2007:39). Therefore, reading is considered to be almost the most boring 

skill by the learners and they don’t enjoy the reading classes.  

 

It is necessary to provide the students with various different methods and 

techniques to overcome reading related problems. Thus, using task in teaching 

reading skills seems to be a good solution to this problem. 

 

1.3. Statement of the Problem 

 

Tasks as organized sets of activities play essential roles in classroom learning 

processes. Task-based instruction is an approach that emphasizes the significance of 

the role of tasks in these processes. As learners in EFL contexts have fewer 

opportunities to practice language outside school, classroom activities become more 

important (Nunan,1989).Teachers and syllabus designers turn to the role of tasks and 

task-based instruction in order to have a more effective teaching-learning 

environment.(Kasap, 2005:5). There are some important studies examining the use of 

task-based instruction and its focus on communicative competence, such as the 

Bangalore/Madras Communicational Teaching Project and the Malaysian 

Communicational Syllabus (cited in Richards & Rodgers, 2001). However, there are 

few research studies on the use of task-based instruction in teaching a specific skill, 

such as reading. 

 

Reading is generally thought to be very demanding for most of the students. It 

is also the case for our prep students. There are various reasons for this difficulty. 

First of all, our students do not read in their first language, so they do not have any 

reading habit in their mother language. Therefore, it isn’t possible to gain a reading 

skill in the target language. Another difficulty may be the students may not like the 

method used in their reading class. They may think that it is very boring to read 
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because of traditional methods such as read and answer comprehension questions. 

Moreover, the reading topics may not attract their attention As a result of it; they 

may get bored or lose their interest in the lesson. Also when they read, they often use 

dictionary and they waste a lot of time during reading and they lose their 

concentration.  

 

Regarding these problems this thesis explores the probable effects of task-

based reading activities on the improvement of students’ reading skills in a prep class 

at Trakya University, School of Foreign Languages. 

 

1.4.  Aim and Scope of the Study 

 

The aim of this study is to find out the effectiveness of task-based reading 

activities on the improvement of prep class EFL learners’ reading skills. The 

following research questions constitute the basis of the study: 

1. How effective is the employment of task-based activities in reading classes in 

terms of improving students’ reading comprehension?  

2. Do the task-based reading activities have an effect on the improvement of 

students’ vocabulary development?  

 

1.5. Significance of the study  

 

This study may contribute to the re-thinking and re-design of reading courses 

in the curriculum renewal process at Trakya University. The results gained in this 

study may assist the teachers in designing more task-focused activities in their 

reading classes according to the specific needs of their students.  
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1.6. Assumptions 

 

In the study it is assumed that; 

1.    both the experimental and control group are at upper-intermediate level, 

2.    subjects reflected their knowledge while responding the test items.   

 

1.7. Limitations 

 

This study was restricted with; 

 

1. The second semester of the academic year 2007-2008, 

2. 59, upper-intermediate level subjects at Trakya University School of Foreign 

Languages, 

3. 2 hour/per week implementation in both groups as an extracurricular activity. 

 

 

1.8. Key Terminology 

 

 The following terms are frequently used throughout the study. 

 

Task-based Instruction: An approach in which communicative and meaningful 

tasks play central role in language learning and in which the process of using 

language appropriately carries more importance than the mere production of 

grammatically correct language forms (Richards and Rodgers, 2001:224). 

 

Task: An activity which required learners to arrive at an outcome from given 

information through some process of thought, and which allowed teachers to control 

and regulate that process, was regarded as a ‘task’. (Prabhu 1987) (Van den Branden, 

2006:7). 
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1.9. Abbreviations  

 

ANOVA : Analysis - Of- Variance 

CLL  : Community Language Learning 

CLT  : Community Language Teaching  

EFL  : English as a Foreign Language 

ELT  : English Language Teaching 

FL  : Foreign Language 

L1  : First Language 

L2  : Second Language 

LSP  :   Language for Specific Purposes 

PPP  : Presentation, Practice and Production 

SLA  :  Second Language Acquisition 

TBA  : Task Based Approach 

TBI  : Task Based Instruction 

TBL  : Task Based Learning 

TBLL  : Task Based Language Learning 

TBT  : Task Based Teaching 

TBLT  : Task Based Language Teaching 

TBRT  : Task Based Reading Test 

TPR  : Total Physical Response 
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CHAPTER 2 

 

LITERATURE REVIEW 

 

2.1. Introduction 

 

 Changes and shifts in language teaching have been present throughout the 

history of this discipline. At the basis of this apparently unending uncertainty about 

the efficiency of methods at specific historical moments there is also a permanent 

search and striving to find better ways of teaching and learning languages, which 

implies acknowledging dissatisfaction with ongoing methods and procedures. In the 

second half of the 20th century those changes in methodology were more frequent 

and pressing for teachers and learners. The need for communication among people of 

different cultures and languages, triggered by traveling and globalization, puts 

pressure on people to learn languages more quickly and efficiently. Learning a new 

system of communication is also substantially different from what it used to be in 

previous centuries: there has been more need to communicate orally (not only in 

writing and reading) and it cannot be waited for years before engaging in real 

communication. This urgency to learn languages is felt everywhere within society all 

over the world. The search for new and more efficient methods is a consequence of 

our social organization and the requirements for fluid communication. 

 

Methodological changes follow each other within short periods of time. Even 

though the majority of educational innovations end in failure (Adams, R. and Chen 

D., 1981) positive effects can be expected from most of them. But it is true that new 

methods do not appear all of a sudden or disconnected from the world into which 

they are born. They overlap for some time with current methodological practices. 

This incubation period is a real test for new ideas: some of them pass the test, others 

do not. Many discussions, arguments and counterarguments are exhibited in the 
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process. But sometimes what was considered a decisive gain against existing 

practices at a given moment, proved to be wrong a few years later, and a new theory 

or method replaced it in its turn. The Methods which prevail are usually those that 

are best suited to the challenges, demands and needs of the time (Sanches, 2004:40). 

  

The history of language teaching has been characterized by a search for more 

effective ways of teaching second or foreign languages. For more than a hundred 

years, debate and discussion within the teaching profession have often centered on 

issues such as the role of grammar in the language curriculum, the development of 

accuracy and fluency in teaching, the choice of syllabus frameworks in course 

design, the role of vocabulary in language learning, teaching productive and 

receptive skills, learning theories and their application in teaching, memorization and 

learning, motivating learners, effective learning strategies, techniques for teaching 

the four skills, and the role of materials and technology. Although much has been 

done to clarify these and other important questions in language teaching, the teaching 

profession is continually exploring new options for addressing these and other basic 

issues and the effectiveness of different instructional strategies and methods in the 

classroom.  

  

The teaching of any subject matter is usually based on an analysis of the 

nature of the subject itself and the application of teaching and learning principles 

drawn from research and theory in educational psychology. The result is generally 

referred to as a teaching method or approach, by which it is referred to a set of core 

teaching and learning principles together with a body of classroom practices that are 

derived from them. The same is true in language teaching, and the field of teaching 

methods has been a very active one in language teaching since the 1900s. New 

approaches and methods proliferated throughout the twentieth century. Some 

achieved wide levels of acceptance and popularity at different times but then were 

replaced by methods based on newer or more appealing ideas and theories (Richards 

and Rodgers, 2001:viii ). 
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The history of foreign language teaching starts with the approach became 

known as Grammar Translation Method. By the nineteenth century, this approach 

was historically used in teaching Greek and Latin and then it was generalized to 

teaching modern languages. The principle characteristics of the Grammar Translation 

Method are these: Classes are taught in the students' mother tongue, with little active 

use of the target language. Vocabulary is taught in the form of isolated word lists. 

Elaborate explanations of grammar are always provided. Grammar instruction 

provides the rules for putting words together; instruction often focuses on the form 

and inflection of words. Reading of difficult texts is begun early in the course of 

study. Little attention is paid to the content of texts, which are treated as exercises in 

grammatical analysis. Often the only drills are exercises in translating disconnected 

sentences from the target language into the mother tongue, and vice versa. Little or 

no attention is given to pronunciation. However, toward the mid-nineteenth century 

several factors contributed to a questioning and rejection of this approach. 

 

 In the nineteenth century, the Direct Method was developed initially as a 

reaction to the grammar-translation approach in an attempt to integrate more use of 

the target language in instruction. In this approach, lessons begin with a dialogue 

using a modern conversational style in the target language. Material is first presented 

orally with actions or pictures. The mother tongue is never used. There is no 

translation. The preferred type of exercise is a series of questions in the target 

language based on the dialogue or an anecdotal narrative. Questions are answered in 

the target language. Grammar is taught inductively--rules are generalized from the 

practice and experience with the target language. Verbs are used first and 

systematically conjugated only much later after some oral mastery of the target 

language. Advanced students read literature for comprehension and pleasure. 

Literary texts are not analyzed grammatically. The culture associated with the target 

language is also taught inductively. Culture is considered an important aspect of 

learning the language.  Although the Direct Method enjoyed popularity in Europe, 

not everyone embraced it enthusiastically and its limitations were recognized. It was 

perceived to have several drawbacks. It required teachers who were native speakers 
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or who had native like fluency in the foreign language. It was largely dependent on 

the teacher’s skill, rather than on textbook and not all teachers were proficient 

enough in the foreign language to adhere to the principles of the method.   

  

The emergence of the Audiolingual Method resulted from the increased 

attention given to foreign language teaching in the United States toward the end of 

the 1950s. The need for radical change and rethinking of foreign language teaching 

methodology was prompted by the U.S. government to acknowledge the need for a 

more intensive effort to teach foreign languages in order to prevent Americans from 

becoming isolated from scientific advances made in the other countries. (Harmer, 

2004:79) Audiolingualism reached its period of most widespread use in the 1960s 

and was applied both to the teaching of foreign languages in the United States and to 

the teaching of English as a second language or foreign language. This method is 

based on the principles of behavior psychology. It adapted many of the principles 

and procedures of the Direct Method, in part as a reaction to the lack of speaking 

skills of the Reading Approach. New material is presented in the form of a dialogue. 

Based on the principle that language learning is habit formation, the method fosters 

dependence on mimicry, memorization of set phrases and over-learning. Structures 

are sequenced and taught one at a time. Structural patterns are taught using repetitive 

drills. Little or no grammatical explanations are provided; grammar is taught 

inductively. Skills are sequenced: Listening, speaking, reading and writing are 

developed in order. Vocabulary is strictly limited and learned in context. Teaching 

points are determined by contrastive analysis between L1 and L2. There is abundant 

use of language laboratories, tapes and visual aids. There is an extended pre-reading 

period at the beginning of the course. Great importance is given to precise native-like 

pronunciation. Use of the mother tongue by the teacher is permitted, but discouraged 

among and by the students. Successful responses are reinforced; great care is taken to 

prevent learner errors. There is a tendency to focus on manipulation of the target 

language and to disregard content and meaning. However, it was criticized on two 

fronts. On the one hand, the theoretical foundations of Audiolingualism were 

attacked as being unsound in terms of both language theory and learning theory. On 
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the other hand, practitioners found that the practical results fell short of expectations. 

Students were often found to be unable to transfer skills acquired through 

Audiolingualism to real communication outside the classroom, and many found the 

experience of studying through audiolingualism procedures to be boring and 

unsatisfying.  

  

The lack of an alternative to Audiolingualism led in 1970s and 1980s to a 

period of adaptation, innovation, experimentation, and some confusion. Several 

alternative method proposals appeared in the 1970s that made no claims to any links 

with mainstream language teaching and second language acquisition research. These 

are mentioned in the following.  

  

Total Physical Response (TPR) is a language teaching method built around 

the coordination of speech and action; it attempts to teach language through physical 

(motor) activity. The originator of TPR, James Asher, worked from the premise that 

adult second language learning could have similar developmental patterns to that of 

child language acquisition. If children learn much of their language from speech 

directed at them in the form of commands to perform action, then adults will learn 

best in that way too. Accordingly, TPR asks students to respond physically to the 

language they hear. Language processing is thus matched with physical action. 

 

 Another method which attracted the attention in this period is the Silent Way. 

It is based on the premise that the teacher should be silent as much as possible in the 

classroom but the learner should be encouraged to produce as much language as 

possible. One of the most notable features of the Silent Way is the behavior of the 

teacher who, rather than entering into conversation with the students, says as little as, 

possible. This is because the founder of the method, Caleb Cattegno, believed that 

learning is best facilitated if the learner discovers and creates language rather than 

just remembering and repeating what has been taught. The learner should be in the 

driving seat, in other words, not the teacher (Harmer, 2004: 89-90). 
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 In Community Language Learning (CLL), linguistic or communicative 

competence is specified only in social terms, explicit linguistic or communicative 

objectives are not defined. CLL does not use a conventional language syllabus, 

which sets out in advance the grammar, vocabulary, and the other language items to 

be taught and the other in which they will be covered. The progression is topic based, 

with learners nominating things they wish to talk about and messages they wish to 

communicate to others learners (Richards and Rodgers, 2001:98). 

  

Later, Suggestopedia was developed by Georgi Lozanov. It sees the physical 

surroundings and atmosphere of the classroom as a vital importance. By ensuring 

that the students are comfortable, confident and relaxed, affective filter is lowered, 

thus enhancing learning.  

   

Another popular approach which still attracts the attention in the field of 

second language teaching is Multiple Intelligences. It is an increasingly popular 

approach to characterizing the ways in which learners are unique and to developing 

instruction to respond to this uniqueness. It is one of a set of such perspectives 

dealing with learners differences and borrows heavily from these in its 

recommendations and designs for lesson planning. 

  

Presentation, Practice, and Production (PPP) is a variation on Audio-

lingualism in British –based teaching and elsewhere is the procedure most often 

referred to as PPP. In this procedure, the teacher introduces a situation which 

contextualizes the language to be taught. The language, too, is then presented. 

However, the PPP procedure came under a sustained attack the 1990s. It was, critics 

argued, clearly teacher-centered and therefore sat uneasily in a more humanistic and 

learner-centered framework. It also seems to assume that students learn ‘in strait 

lines’- that is, starting from no knowledge, through highly restricted sentence-based 

utterances and on to immediate production. Yet human learning probably is not like 

that; it is more random and more convoluted. In response to these criticisms, many 

people have offered variations on PPP and alternatives to it. These alternatives are 
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Communicative Language Teaching and Task-Based Language Teaching (Harmer, 

2004: 82-89). 

  

 Communicative Language Teaching (CLT) marks the beginning of a major 

paradigm shift within language teaching in the twentieth century. The general 

principles of Communicative Language Teaching are today widely accepted around 

the world. (Richards and Rodgers, 2001:151). It is the name which was given to a set 

of beliefs which included not only a re-examination of what aspects of language to 

teach but also a shift in emphasis in how to teach. The ‘what to teach’ aspect of the 

Communicative approach stressed the significance of language functions rather than 

focusing solely on grammar and vocabulary. A guiding principle was to train 

students to use these language forms appropriately in a variety of contexts and a 

variety of purpose (Harmer, 2004:84). 

  

Task-Based Language Teaching can be regarded as a recent version of a 

communicative methodology and seeks to reconcile methodology with current 

theories of second language acquisition. Proponents of task-based teaching argue that 

the most effective way to teach a language is by engaging learners in real language 

use in the classroom. This is done by designing tasks-discussions, problems, games, 

and so on- which require learners to use the language for themselves. But TBT is not 

the same the world over. Teachers who begin with the notion that tasks should be 

central to teaching then go on to refine an approach which fits their own classrooms 

and their own students (Willis, 2007:1). 

  

 In English language teaching (ELT), there exists an opinion that successful 

learning is influenced by appropriate methods of teaching. In recent years in English 

language learning and teaching, the idea of task-based learning and teaching has 

become a keen contemporary interest, and different task-based approaches exist 

today. The emphasis on the task-based learning and teaching is reflected in much 

current research that studies the characteristics of different kinds of activities and 

tasks. Crookes and Gass (1993a & 1993b), Skehan and Foster (1997), Long (1985) 
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and Johnson (1996) are examples. It is possible that the late 1990s will be known in 

applied linguistics as “The Age of the Task” (Johnson, 2001: 194).  

 

 Krashen (1982) claims that a second language is most successfully acquired 

when the conditions are similar to those present in first language acquisition that is, 

when the focus of instruction is on meaning rather than on form. Task-based 

language teaching can make language learning in classrooms “closer to the natural 

route and may reach a higher rate of language acquisition because it provides 

learners with a clear communicative goal, interaction is needed to reach the goal, and 

comprehensive input can occur, and then language acquisition is facilitated.” (Wang, 

2006:234). 

  

For the past 20 years, task-based language teaching (TBLT) has attracted the 

attention of second language acquisition (SLA) researchers, curriculum developers, 

educationalists, teacher trainers and language teachers worldwide. To a great extent, 

the introduction of TBLT into the world of language education has been a ‘top-

down’ process. The term was coined, and the concept developed, by SLA researchers 

and language educators, largely in reaction to empirical accounts of teacher-

dominated, form-oriented second language classroom practice (Long & Norris, 2000) 

(Van den Branden, 2006:1).  

  

There are two early applications of a task-based approach within a 

communicative framework for language teaching. These are the Bangalore Project 

(Prabhu 1987) and the Malaysian Communicational Syllabus which dates 1975.  

  

The emergence of the TBA is connected to what became known as the 

‘Bangalore Project’ (Prabhu 1987) initiated in 1979 and completed in 1984. The 

word ‘task’ is often used here to refer to the special kind of activities carried on in 

the classroom. Such activities are characterized, among other features, by the 

emphasis put on meaning and the importance assigned to the process of doing things 
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(how) vs. the prevailing role given to content (what) in the teaching practice of that 

decade. The purpose of the project is to investigate new ways of teaching which 

sprang from a strongly felt pedagogic intuition, arising from experience generally but 

made concrete in the course of professional debate in India. This was that the 

development of competence in second language requires no systematization of 

language inputs or maximization of planned practice, but rather the creation of 

conditions in which learners engage in an effort to cope with communication. Prabhu 

(1987:1) (Sanchez, 2004:41) Therefore, Prabhu is thought to be the originator of 

TBLT. Although these two early applications of task-based approach were 

“relatively short-lived”, they still received attention in the language teaching 

community (Richards and Rodgers, 2001:223). 

 

 The term ‘task’, which is one of the key concepts in task-based learning and 

teaching, is defined in different ways in the literature. Therefore, in the following, the 

various definitions of ‘task’ will be mentioned.  

 

2.2. Definitions of ‘Task’ 

  

Task-Based Language Teaching proposes the notion of ‘task’ as a central unit 

of planning and teaching. Although definitions of task vary in TBLT, there is a 

commonsensical understanding that a task is an activity or goal that is carried out 

using language, such as finding a solution to a puzzle, reading a map and giving 

directions, making a telephone call, writing a letter, or reading a set of instructions 

and assembling a toy (Richards and Rodgers, 2001:224).  

  

The notion of ‘task’ has the main role in TBLT and in order to construct task-

based language instruction first of all, it is necessary to draw a proper definition of 

‘task’ although there is not one single, accepted definition of task as they are used for 

different purposes (Demir, 2008:4). 
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Tasks, in fact, have been defined in different ways. Prabhu (1987:24) 

proposes the following definition: ‘an activity which required learners to arrive at an 

outcome from given information through some process of thought, and which 

allowed teachers to control and regulate that process, was regarded as a task’. The 

nature of task is depicted in quite general traits. Two important features are however 

mentioned, tightly connected to what was going on in the project: task completion 

(an outcome at the end of the activity) and a process ‘of thought’ while doing the 

activity. The activity itself, curiously enough, ‘allowed teachers to control and 

regulate the process’ (Sanchez, 2004:47). Reading train timetables and deciding 

which train one should take to get to a certain destination on a given day is an 

appropriate classroom task according to this definition (Richards and Rodgers, 

2001:233). 

  

Long (1985) defines tasks looking at what people usually do in real life: 

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 pair of shoes, making an airline reservation, borrowing a 

library book, taking a driving test, typing a letter, weighing a patient, sorting letters, 

taking a hotel reservation, writing a check, finding a street destination and helping 

someone across a road. In other words, by ‘task’ is meant the hundred and one things 

people do in everyday life, at work, at play, and in between. Tasks are the things 

people will tell you they do if you ask them and they are not applied linguists.’ (Ellis, 

2003: 4). The first thing to notice about this definition is that it is non-technical and 

non-linguistic. It describes the sorts of things that the person in the street would say 

if asked what they were doing. The definition matches the semantic expectations of 

normal speakers when using the word ‘task’ in daily life (‘A piece of work assigned 

to or demanded of a person’, in Webster’s dictionary. ‘A piece of work to be done or 

undertaken’, in The New Oxford Dictionary of English). But such a view of the 

nature of tasks in real life still needs an adaptation to the classroom situation. 

‘Painting a fence, buying a pair of shoes’ or thousands of other similar daily tasks are 

not likely to be ‘naturally’ performed in the classroom; some of them —extremely 
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important for communication— cannot even be dramatized in the classroom 

environment. 

 

Long and Crookes (1992) keep to that definition to support their proposal for 

task-based syllabuses and they apparently also accept the definition of a task given 

by Crookes (1986:1) ‘a piece of work or an activity, usually with a specified 

objective, undertaken as part of an educational course, or at work, or used to elicit 

data for research’. These definitions are, however, significantly different: Crookes’ 

definition derives from a classroom perspective and allows for a pedagogical 

function and manipulation (‘specified objective’, ‘part of an educational course’), 

while Long’s definition is rooted in real world tasks. While Long’s definition runs 

parallel to his claim for a ‘needs identification of learners’ tasks’, the one by Crookes 

seems to be more dependent on course requirements or possibilities. At the end of 

their analysis, both propose a set of ‘pedagogic tasks’ as the basis for a task-based 

syllabus. Their views and statements lead us to conclude that Long’s ‘real world 

tasks’ must be filtered and selected depending on what the classroom situation 

admits, adding to it an ingredient that must be carefully administered: formal 

communicative elements necessary for task completion (basically linguistic forms).  

 

Candlin (1987:10) formulates his own definition from a ‘pedagogic and 

operational’ point of view: ‘One of a set of differentiated, sequenceable, problem-

posing activities involving learners and teachers in some joint selection from a range 

of varied cognitive and communicative procedures applied to existing and new 

knowledge in the collective exploration and pursuance of foreseen or emergent goals 

within a social milieu.’ He specifies that a task involves a set of activities (‘one of a 

set… sequenceable…’), that they imply a problem which must be solved, that 

interaction of various kinds must be activated and that a goal will be pursued and can 

be achieved deploying cognitive and communicative procedures, either taking 

advantage of already existing knowledge or creating new knowledge if necessary to 

achieve the completion of the task. The task is to be performed within a ‘social 

milieu’. Candlin’s definition also clearly refers to tasks to be performed in the 
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classroom, preferably of a communicative nature. Procedures and goals are 

mentioned as two of the ingredients of a task, although the nature of ‘goals’ has to be 

understood as a ‘completion’ of the task, which might be of a non-linguistic 

character (say, solving a mathematical problem). On that basis it is to be assumed 

that the language used for carrying out the task has to be considered as instrumental. 

Learners will gain in their linguistic skills through the language practice needed to 

perform the task, reactivating their own linguistic resources or searching for new 

ones when the knowledge available is insufficient. Emphasis, as in the case of 

Prabhu, is put on the process required to reach a specific goal and the meaningful 

nature of the resources applied to that goal (Sanchez, 2004: 48). 

 

Nunan (1989) offers a definition focused more on the language classroom: A 

piece of classroom work which involves learners in comprehending, manipulating, 

producing or interacting in the target language, while their attention is principally 

focused on mobilizing their grammatical knowledge in order to express meaning, and 

in which the intention is to convey meaning  rather than to manipulate form. The task 

should also have a sense of completeness, being able to stand alone as a 

communicative act in its own right with a beginning. (Nunan, 2004:4) Such a 

definition synthesizes some of the most prominent features highlighted by other 

authors, as Nunan himself remarks, with the exception of one element not mentioned 

here: tasks are not necessarily ‘goal-driven or goal-oriented’. In that case, his 

conception of tasks is hardly to be put alongside real world tasks, where pursuing a 

goal is an essential feature.  

 

Willis is another considerable figure who contributes to the use of task in the 

language classroom. According to Willis (1996), cited in Willis and Willis (2001): a 

classroom undertaking ‘. . .where the target language is used by the learner for a 

communicative purpose (goal) in order to achieve an outcome’. Here the notion of 

meaning is subsumed in ‘outcome’. Language in a communicative task is seen as 

bringing about an outcome through the exchange of meanings (p.173) (Nunan, 

2004:3). With this definition Willis achieves the maximum of simplicity, but does 



20 

 

not help to clarify the issue: in this view a task may be any of the communicative 

activities, of various kinds, available in textbooks and often practised in the 

classroom (Sanchez, 2004:49). 

 

Skehan (1998) has the most complete definition. According to Skehan (1998) 

learners should be producing their own meanings, not simply regurgitating or 

repeating something that they have been told by someone else. Furthermore, a 

classroom task as we see in the above descriptions should relate in some way to an 

activity in the real world (Demir, 2008:6). Also, Skehan (1998) puts forward five key 

characteristics to define a task:  (1) meaning is primary; (2) learners are not given 

other people’s meaning to regurgitate; (3) there is some sort of relationship to 

comparable real-world activities; (4) task completion has some priority; (5) the 

assessment of the task is in terms of outcome (Nunan, 2004:3).  

 

Lee (2000) defines a task as; (1) a classroom activity or exercise that has an 

objective obtainable only by the interaction among participants, a mechanism for 

structuring and sequencing interaction, and a focus on meaning exchange; (2) a 

language learning endeavor that requires learners to comprehend, manipulate, and /or 

produce the target language as they perform some set of work plans (Van den 

Branden, 2006: 8). 

 

Finally, Ellis (2003: 16) suggests that ‘a task is a work plan that requires 

learners to process language pragmatically in order to achieve an outcome that can be 

evaluated in terms of whether the correct or appropriate propositional content has 

been conveyed.’ To this end, it requires them to give primary attention to meaning 

and to make use of their own linguistic resources, although the design of the task 

may predispose them to choose particular forms. A task is intended to result in 

language use that bears a resemblance, direct or indirect, to the way language is used 

in the real world. Like other language activities, a task can engage productive or 

receptive, and oral or written skills and also various cognitive processes (Nunan, 

2004:3-4). 
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Willis and Willis (2007) paraphrase the definitions of task by saying the 

definitions emphasize the primacy of meaning and, how a task can provide a formal 

framework for meaningful discussion by providing an explicit outcome or goal 

(Demir, 2008:6). 

 

The variety of definitions surrounding the concept ‘task’ reveals a significant 

number of different points of view. It also appears that one of the reasons for the 

differences is that scholars do not approach the topic from the point of view of the 

nature of the task itself in real life, but rather from specific methodological 

preconceptions, which act as filters to the further description or definition of the 

object of study; thus, they end up with different results (Sanchez, 2004:49-50). 

 

By taking the definitions given above into consideration, a task-like activity 

may be described by considering the following questions; 

− Does the activity engage learners’ interest? 

− Is there a primary focus on meaning? 

− Is there an outcome? 

− Is success judged in terms of outcome? 

− Does the activity relate to real world activities? 

− Is completion a priority?  

 

Willis and Willis (2007) argue that the first one is ‘the notion of engagement’ 

because without genuine interest, there can be no focus on meaning or outcome. 

Learners have to want to achieve an outcome; they want to engage in meaning 

(Willis and Willis 2007:13). 

 

Task needs to be distinguished from exercises. Exercise requires a primary 

focus on form rather than meaning and typically asks learners to manipulate 

language given to them rather than to attempt to communicate using their own 

linguistics and nonlinguistic resources. To sum up, tasks are a central component of 
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TBLT in language classrooms because they provide a context that activates learning 

processes and promotes L2 learning (Demir, 2008:7).  

 

As it is seen, there are different definitions made for the notion of ‘task’. But, 

there are also various task types differing according to their designers.  
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2.2.1. Task Types  

 

In the literature on TBLT, several attempts have been made to group tasks 

into categories. Pica, Kanagy, and Falodun (1993), Willis (1996) and Nunan (2001) 

have developed slightly different analyses of the kinds of tasks. 

 

Task Types 

 

Table 1  

____________________________________________________________________ 

Task designer     Types of Tasks 

 

 Pica, Kanagy, and Falodun (1993)  1. jigsaw 

2. information-gap 

3. problem-solving 

4. decision-making 

5. opinion Exchange 

 

            Willis (1996)     1. listing 

2. ordering 

3. comparing, 

4. problem solving 

5. sharing personal experiences 

6. creative 

 

          Nunan (2001)      1. Real-world 

       2. Pedagogic 

____________________________________________________________________ 

(Kasap, 2005:25) 
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Pica, Kanagy, and Falodun (1993) classify tasks according to the type of 

interaction that occurs in task accomplishment and give the following classification: 

 

1. Jigsaw tasks: These involve learners combining different pieces of information to 

form a whole (e.g., three individuals or group may have three different parts of a 

story and have to piece the story together).  

2. Information-gap tasks: One student or group of students has one set of information 

and another student or group has a complementary set of information. They must 

negotiate and find out what the other party’s information is in order to complete an 

activity. That is; these involve encouraging groups of students who have different 

sections of a text to share text information with each other in order to form a 

complete text. 

3. Problem-solving tasks:  Students are given a problem and a set of information. 

They must arrive at a solution to the problem. There is generally a single resolution 

of the outcome.   

4. Decision-making tasks: Students are given a problem for which there are a number 

of possible outcomes and they must one through negotiation and discussion.   

5. Opinion exchange tasks: Learners engage in discussion and exchange of ideas. 

They do not need to reach agreement (Richard and Rodgers 2001:234). 

 

 Willis (1996) proposes six task types built on more or less traditional 

knowledge hierarchies. She also focuses on more practical design suggestions for 

tasks. She labels her task examples as follows:  

 

- Listing: The simplest type of task is listing.  In practice, listing tasks tend to strike 

up a lot of talks as learners explain their ideas. The steps involved are brainstorming 

and fact-finding. In brainstorming, learners draw on their own knowledge and 

experience either as a class or in pairs/groups. In fact-finding, learners find things out 

by asking each other or other people and referring to books, etc. The outcome would 

be the completed list, or possibly a draft mind map. 
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- Ordering and sorting: These tasks involve four main processes that are sequencing 

items, actions and events in a logical way; categorizing; and classifying items in 

different ways. To fulfill the ordering and sorting tasks, the students should have 

reasoning ability and common sense. 

- Comparing: The processes involved are the following: matching to identify specific 

points and relate them to each other; finding similarities and things in common; 

finding differences. Students can find out how many of them have done the task in 

the same way, or have things in common with the presenter; find out how many 

agree/disagree with the content of the report and the reasons.  

- Problem solving: Problem-solving tasks require the students’ reasoning power. The 

processes will vary enormously depending on the type and complexity of the 

problem. These tasks encourage learners’ intellectual and reasoning capacities to 

arrive at a solution to a given problem. Students can compare (and list) strategies for 

solving the problem; justify/evaluate solutions; vote on the best/cheapest solution; 

recommend one solution.  

- Sharing personal experiences: These tasks encourage learners to talk more freely 

about themselves and share their experience with others. Students can note points of 

interest and compare them later; write questions to ask speakers; set quiz questions as 

a memory challenge; keep a record of main points or themes mentioned for a review 

or classification later; select one experience to summarize or react to in writing. 

- Creative tasks: creative tasks are often viewed as those projects in which learners, 

in pairs or groups, are able to create their own imaginative products. Groups might 

create short stories, art works, videos, magazines, etc. Creative projects often involve 

a combination of task types such as listing, ordering and sorting, comparing and 

problem solving (Hong-qin, 2007:2). 

 

Willis and Willis (2007) further point out that ‘task generator’ helps think up 

various kinds of tasks on topics of your choice. Not all seven types needs to be 
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chosen to be used however the best three or four that link together well can be 

chosen and used (p. 107).  

 

 Lastly, Prominent scholar Nunan (1989:6) draws a distinction between 

‘pedagogic’ tasks and ‘real-world tasks’ and accepts pedagogic tasks to be mainly 

communicative. He asserts that a task ‘should have a sense of completeness, being 

able to stand alone as a communicative act in its own right’. He defines a 

communicative task as:  

‘a piece of classroom work which involves learners in comprehending, manipulating, 

producing or interacting in the target language while their attention is principally 

focused on meaning rather than form’ (Nunan 1989:10). 

1.  Real-world tasks are communicative acts that we achieve through language 

in the world outside the classroom. That is, these tasks involve ‘borrowing’ the target 

language used outside classroom in the real world.  

2.  Pedagogic tasks are communicative tasks that facilitate the use of language 

in the classroom towards achievement of some instrumental or instructional goal 

(Tilfarlioğlu and Başaran, 2007:135-138). 

 

The definition of Nunan (1989) emphasizes that there should be a close link 

between the tasks performed by learners in the language classroom and in the outside 

world. The things learners do with the target language in the classroom (i.e. the 

classroom tasks) should be related to, or derived from, what the learners are 

supposed to be able to do with the target language in the real world (target tasks) 

(Van den Branden, 2006:6). 
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2.2.2. Variety of Tasks 

 

In addition to types of tasks, there are distinctions between the variables 

within tasks. These variables within tasks are presented in Table 2. 

 

Variables within the task 

Table 2 

 

Variable definers    Variables within the task 

 

Long (1989)     1. open (divergent)  

vs closed (convergent) 

2. one-way task vs two-way task 

3. planned vs unplanned 

 

Richards and Rodgers (2001)  1. one way or two way 

2. convergent or divergent 

3. collaborative or competitive 

      4. single or multiple outcomes 

5. concrete or abstract language 

6. simple or complex processing 

7. simple or complex language 

8. reality-based or not reality-based 

 

 

According to Long (1989), tasks can be divided into three main categories in 

terms of task outcomes: (1) open task (divergent) vs. closed (convergent) task (2) 

two-way task vs. one-way task, (3) planned task vs. unplanned task (cited in Ellis, 

2003) (Kasap, 2005:27). 
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Open tasks are those where the participants know there is no predetermined 

solution. Many opinion gap tasks, for example, tasks involving making choices, 

surveys, debates, ranking activities, and general discussion are open in nature 

because learners are free to decide on the solution. Open tasks obviously vary in their 

degree of ‘openness’, for example a task that allowed learners freedom to choose the 

topics to discuss is more open than a task that stipulates the topic information.  

 

Closed tasks are those that require students to reach a single, correct solution 

or one of a small finite set of solutions. Information gap tasks, for example, ‘same-

or-different’, are typically closed in nature.  

 

Long (1989) presents a rationale for the use of closed tasks. He argues that 

closed tasks are more likely to promote negotiation work than open tasks because 

they make it less likely that learners will give up when faced with a challenge. In the 

case of open tasks such as ‘free conversation’ tasks there is no need for students to 

pursue difficult topics. They can treat topics briefly and switch topic if necessary. 

Furthermore, there is no need for them to provide or incorporate feedback. In short, 

open tasks remove the need to make an effort to communicate. In contrast, Long 

argues, require students to persevere to make themselves understood, resulting in 

greater precision and more language recycling. 

 

One-way tasks and two-way tasks are required information exchange tasks 

that are distinguished in terms of whether the information to be shared is split on-

way; i.e. held by a single person or between two or more people. For example, the 

listen-and-do tasks are one –way tasks (with the teacher holding all the information 

to be communicated). The same-or-different task is an example of a two-way task. In 

the case of one-way tasks the burden of completing the task successfully is placed on 

the participant who holds the information, although other participants can contribute 

by demonstrating when they comprehend and when they do not. In contrast, in two-

way tasks all the participants are obliged to participate and in order to complete the 

task (Ellis 2003:88-90).   
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The third categorization of tasks based on outcomes is that of planned and 

unplanned tasks. Planned and unplanned tasks are effective in defining the degree of 

negotiation for the meaning they provide. Planned tasks are those where learners 

have time to think of the content of their oral or written performance as in a debate. 

This type of task thus provides more thinking, organization, and negotiation than 

unplanned tasks (Long, cited in Ellis, 2003) (Kasap, 2005:28). 

  

In the list suggested by Richards and Rodgers (2001), just the first two task 

variables; one-way or two-way and convergent (closed) or divergent (open) tasks are 

common with the ideas in Long’s list. The characteristics of tasks proposed by 

Richards and Rodgers (2001) have been described, such as the following; 

 

1. One-way or two-way: whether the task involves a one-way exchange of 

information or a two-way exchange.  

2. Convergent or divergent: whether the students achieve a common goal or 

several different goals.  

3. Collaborative or competitive: whether the students collaborate to carry out a 

task or compete with each other on a task. 

4. Single or multiple outcomes: whether there is a single outcome or many 

different outcomes are possible. 

5. Concrete or abstract language: whether the task involves the use of concrete 

language or abstract language. 

6. Simple or complex processing: whether the task requires relatively simple or 

complex cognitive processing. 

7. Simple or complex language: whether the linguistic demands of the task are 

relatively simple or complex. 

8. Reality-based or not reality-based: whether the task mirrors a real world 

activity or is a pedagogical activity not found in the real world (p.234-235). 

 

Different types of tasks and variables within the tasks can be integrated in a 

task-based language teaching class. Apart from the implementation of different types 
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of tasks and their variables, task-based language teaching can be achieved by making 

slight changes in the way original textbook materials are used through changing the 

class management, order of activities, and balance of activities. Moreover, 

characteristics of task-based instruction can be used as a supplement to existing 

textbook materials by finding more interesting starting points, extending the 

activities and specifying the purposes of activities more clearly (Willis, 1996) 

(Tilfarlioğlu and Başaran, 2007:136). 

 

After talking about the tasks and task types, to make the issue more clear, it is 

necessary to mention what the Task-Based Language Teaching is in detail. 

 

2.3. Task-Based Language Teaching 

  

  Task-based language teaching (TBLT) is a communicative approach to 

language instruction, using the successful completion of communicative “tasks” as 

its primary organizing principle. In short, instruction is organized in such a way that 

students will improve their language ability by focusing on getting something done 

while using the language, rather than on explicitly practicing language forms, as in 

more traditional methods of instruction (Task Based Language Teaching:1). In a 

task-based lesson the teacher does not pre-determine what language will be studied, 

the lesson is based around the completion of a central task and the language studied 

is determined by what happens as the students complete it (Frost 2004).  
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2.3.1. Definition of task-based language teaching 

   

Task-Based Language Teaching (TBLT) refers to an approach based on the 

use of tasks as the core unit of planning and instruction in language teaching. Some 

of its proponents (e.g., Willis 1996) present it as a logical development of 

Communicative Language Teaching since it draws on several principles that formed 

part of the communicative language teaching movement from the 1980s (Richards 

and Rodgers, 2001:223). 

 

There are various definitions concerning TBL. As Nunan (1989) defines 

"Task-based teaching and learning is teaching and learning a language by using the 

language to accomplish open ended tasks. Learners are given a problem or objective 

to accomplish but are left with some freedom in approaching this problem or 

objective." (Lochana and Deb 2006). 

 

Richards and Rodgers (2001) point out TBI as “an approach based on the use 

of tasks which is basic in planning and instruction in the language teaching” (p. 223). 

 

2.3.2. General Principles and Characteristics of Task-Based Learning 

 

 Nunan (Oura, 2005:71) outlines five characteristics of a task-based approach 

to language learning: 

 

− An emphasis on learning to communicate through interaction in the 

target language. 

− The introduction of authentic texts (teaching materials) into the 

learning situation. 

− The provision of opportunities for learners to focus not only on 

language, but also on   the learning process itself. 
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− An enhancement of the learner’s own personal experiences as 

important contributing elements to classroom learning. 

− An attempt to link classroom language learning with language 

activation outside the   classroom.  

 

Swan (Ellis 2003, p.22) defines five characteristics of TBLT. 

 

− ‘Natural’ or ‘naturalistic’ language use 

− Learner-centered rather than teacher controlled 

− Focus on form (intervention while retaining ‘naturalness’). 

− Tasks serve as the means for achieving natural language use. 

− Traditional approaches are ineffective.  

 

 The key assumptions of TBLT are summarized by Freez (1998:17) as: 

 

− The focus is on process rather than product. 

− Basic elements are purposeful activities and tasks that emphasize 

communication and meaning. 

− Learners learn language by interacting communicatively and 

purposefully while engaged in the activities and tasks. 

− Activities and tasks can be either:  

those that  learners might need to achieve in real life; 

those that have a pedagogical purpose specific to classroom. 

− Activities and tasks of a task-based syllabus are sequenced according 

to difficulty. 

− The difficulty of a task depends on a range of factors including the 

previous experience of the learner, the complexity of the task, the 

language required to undertake the task, and the degree of support 

available (Richards and Rodgers, 2001:224). 
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2.3.3. Task-based approach and its three pedagogic goals: 

 

There are three goals that have to be achieved to have a successful language 

teaching while applying TBI. In this sense, Skehan (1996) states that it is vital to set 

proper goals for TBI in order to support its effectiveness and suggests that TBI 

focuses on three main language learning goals. These three goals are accuracy, 

complexity/restructuring and fluency.  

 

Accuracy obviously concerns how well language is produced in relation to 

the rule system of the target language. That is; it is related to the use of target 

language in a rule-governed way. Since inaccuracy may cause communication 

breakdowns and reflect negatively on the learner’s production, it is necessary for TBI 

to promote accuracy for effective language learning and use.  

 

Complexity concerns the elaboration or ambition of the language which is 

produced. The process which enables the learner to produce more complex language 

is restructuring. Complexity (restructuring) involves learner’s commitment to expand 

basic competencies to use more challenging phrases, words or sentences. Learners’ 

willingness to attempt more complex language use is also important in the learning 

process (Skehan, 1996).  

 

Fluency concerns the learner’s capacity to produce language in real time 

without undue pausing or hesitation. To achieve fluency, learners aim to use the 

target language in real life situations at an adequate degree of speech rate without 

disturbing pauses. In addition to adjusting speech rate, pausing, rephrasing, 

hesitation, redundancy and use of appropriate lexical items are keys to attaining 

language fluency (Skehan, 1996). However, poor fluency may affect communication 

by limiting interaction patterns. So, learners need opportunities to practice language 

in real-time conversations. The reason for poor fluency may be that learners focus 

more on other goals-accuracy and complexity (You-hua, 2006:32).  
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 There are different versions of a framework introduced in TBLT. In the 

following, they will be discussed.  

 

2.4. The task-based framework and its design in practice 

 

In order to achieve the three goals in English teaching and learning 

classroom, many tasks would usually be done in a framework which was developed 

over a period of time and proved to be effective (Willis, 1996: 52) (You-hua, 

2006:33). 

 

For task-based instruction, there have been different sequencing frameworks 

proposed by researchers (Ellis, 2003; Lee, 2000; Prabhu, 1987; Skehan, 1996; Willis, 

1996). They assume three phases in common for task-based instruction. Ellis (2003) 

names these as ‘pre-task’, ‘during task’, and ‘post-task’, while Willis (1996) divides 

these into ‘pre-task’, ‘task cycle’ and ‘language focus’.   

 

 These three stages form the essential components of tasks and are well 

agreed by the proponents of the approach (Willis 1996b; Skehan 1996). In the pre-

task stage, the teacher introduces the topic and the task and teaches some necessary 

new vocabulary. The task cycle stage provides learners with a chance to use the 

target language to complete the task. The teacher gives feedback whenever it is 

needed. According to the type of the task, exposure to language in use such as 

listening to the recordings of other people doing the same task can be provided either 

before or during the task cycle. As Willis (1996b) emphasizes, three basic conditions 

of language learning which are exposure, language use and motivation are achieved 

until the end of the task cycle stage. The language focus stage includes a closer study 

of some specific features which naturally occur in the language used during the task. 

The analysis and the practice components of the language focus stage provide the 

desirable extra condition of language learning, which is explicit study of the 

language form (Yaylı, 2006:450). 
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The task-based framework differs from the traditional teaching (PPP) 

methods in terms of different sequencing of the instructional phases. In a traditional 

classroom, the first step is to present the target language function and forms, and then 

to practice them, and finally to produce examples of these language function/forms 

(PPP) without teacher support. In a task-based framework, however, learners first 

perform a communicative task (with the help of any previously learned language 

structures) after they are introduced to the topic and the task itself. Learners then 

write or talk about necessary planning to perform the task they have just attempted. 

At this stage, they might listen to a recording of learners working on the same or a 

similar task or read something related to the task topic. After they have some sense 

of the task production, they apply this knowledge to re-try the task. During this stage, 

they have access to requested linguistic forms. In short, a holistic approach is used in 

task-based framework since learners are first involved in the task, and they try to 

negotiate for meaning using existing resources. Then, they focus on the target 

language forms they find they need. (Ellis, 2003; Skehan, 1996; Willis, 1996) 

(Kasap, 2005:30-31). 

 

Pre-Task 

 

  Willis (1996) suggests that in the pre-task the teacher explores the topic with 

the class and may highlight useful words and phrases, helping students to understand 

the task instructions. The students may hear a recording of other people doing the 

same task (Harmer 2004:87). In other words, the teacher will present what will be 

expected of the students in the task phase. The instructor may also present a model of 

the task by either doing it themselves or by presenting picture, audio, or video 

demonstrating the task like: 

− Material exploitation: using a picture/text etc. to lead into the topic 

− Brainstorming: making a list; comparing ideas; sharing experiences 

− Activating language: eliciting and providing vocabulary (Demir, 2008:15). 

 In this stage the students can be given preparation time to think about how to 

do the task. Also they can hear a recording of a parallel task being done (so long as 
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this does not give away the solution to the problem) (Richards and Rodgers, 

2001:239). 

 

Task Cycle 

 

This phase offers students the chance to use whatever language they already 

know in order to carry out the task and then to improve their language under the 

teacher’s guidance while planning their reports on the task. Task cycle offers learners 

a holistic experience of language in use. There are three components of a task cycle: 

 

1. Task: During the task phase, the students perform the task, typically in pairs or 

small groups, although this is dependent on the type of activity. Learners use 

whatever language they can master. Unless the teacher plays a particular role in the 

task, then the teacher's role is typically limited to one of an observer or counselor—

thus, the reason for it being a more student-centered methodology. Since this 

situation has a “private” feel, students feel free to experiment. Mistakes do not 

matter. 

2. Planning: Comes after the task and before the report, forming the central part of 

the cycle. Having completed the task, the students prepare either a written or an oral 

report to present to the class. The teacher acts here as a language adviser and helps 

students rehearse and oral reports or organize written ones otherwise simply monitors 

the students. 

3. Report: This is the natural condition of the task cycle. In this stage learners tell 

the class about their findings or exchange written reports, and compare results. Thus, 

the report stage gives students a natural stimulus to upgrade and improve their 

language. It presents a very real linguistic challenge to communicate clearly and 

accurately in language appropriate to the circumstances. The teacher acts as a 

chairperson selecting who will speak next, may give brief feedback on the content 

and form, may play a recording of others doing the same or a similar task during 

planning phase.  
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In short, during the task cycle, the students perform the task in pairs or small 

groups while the teacher monitors from the distance. The students then plan how 

they will tell the rest of the class what they did and how it went, and they then report 

on the task either orally or in writing, and/or compare notes on what has happened 

(Harmer, 2004:87). 

 

Language Focus 

 

This emphasizes specific language features. It seems as if the author is 

considering here a kind of ‘remedial’ final task. Since focus on meaning should have 

been the rule throughout the two previous phases, it is now time for ‘language focus 

activities’. Language activities refer to semantics, lexis, morphology, syntax and 

phonetics/phonology.  

There are two components in language focus: 

 

1. Analysis:  Here the focus returns to the teacher who reviews what happened in the 

task, in regards to language. This phase draw attention to the surface forms, realizing 

the meanings learners have already become familiar with during the task cycle and so 

help them to systematize their knowledge and broaden their understanding. It may 

include language forms that the students were using, problems that students had, and 

perhaps forms that need to be covered more or were not used enough.   

2. Practice: Practice activities are based on features of the language that have 

already occurred in previous texts and transcripts or in features that have just been 

studied in analysis activities. In other words, the practice stage may be used to cover 

material mentioned by the teacher in the analysis stage. It is an opportunity for the 

teacher to emphasize key language (Nunan 2004: 23). 

 

 To sum up, in the language focus stage, the students examine and discuss the 

specific features of any listening or reading text which they have looked at for the 

task and /or the teacher may conduct some form of practice of specific language 

features which the task has provoked (Harmer, 2004:87). 
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2.4.1. Focus on forms versus focus on form 

 

 In the literature of language learning, there have been two opposite ways 

concerning language learning. One side mostly believes grammar rules are very 

important in acquiring L2, the other side in contrast claims meaning overweighs 

every kind of grammar rule in language classes. This support TBL approach which 

has got a positive and supportive atmosphere in a language environment. 

 

Relating to this opposite ideas, Ellis (2007) proposes two divisions as focus 

on forms and focus on form. Focus on forms is today considered the traditional 

approach, although it has not always been viewed that way. Wilkins (1976) defines 

focus on forms by means of presenting specific, preplanned forms one at a time in 

the hope that learners will master them before they need to use them to negotiate 

meaning. 

 

Ellis (2000) makes the similar definition that focusing on forms entails the 

prior selection of a linguistic element, which is presented and practiced (e.g. PPP). 

 

On the other hand, Long and Crookes (1991) postulate that “focus on form … 

overtly draws students’ attention to linguistic elements as they arise incidentally in 

lessons whose overriding focus is on meaning or communication” (p. 45) (Demir, 

2008:17). 

 

Even though TBI emphasizes the primacy of meaning, a focus on form has a 

parallel importance in the language learning process (Bygate, Skehan and Swain, 

2001).Therefore, Ellis (2007) asserts that task-based language teaching involves 

‘focus on form’ (i.e. attention to form occurs within the context of performing the 

task) means a strong form of communicative language teaching. 
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A focus on form is beneficial in two phases in the framework. The planning 

stage between the private task and the public report promotes close attention to 

language form. As learners strive for accuracy, they try to organize their reports 

clearly and check words and patterns they are not sure of. In the final component, 

language analysis activities also provide a focus on form through consciousness-

raising processes. Learners notice and reflect on language features, recycle the task 

language, go back over the text or recording and investigate new items, and practice 

pronouncing useful phrases (Lochana and Deb 2006). 

 

To sum up, focus on forms lessons tend to be rather dry, consisting mainly of 

the linguistic items, which students are expected to master one at a time, often to 

native speaker levels, with anything less treated as "error", and little if any 

communicative L2 use (Long, 2007). Unlike focus on forms, however focus on form 

is learner- centered in a radical, psycholinguistic sense: it respects the learner's 

internal syllabus. It is under learner control: it occurs just when he or she has a 

communication problem, and so is likely already at least partially to understand the 

meaning or function of the new form, and when he or she is attending to the input 

(Demir, 2008:18). 

 

Another controversial issue in TBLT is how tasks should be sequenced or if it 

is appropriate to sequence tasks in the syllabus. This will be discussed in the 

following part.  
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2.4.2. Complexity and Sequencing of Tasks 

 

Real world tasks vary in level of complexity. And so do pedagogic tasks. It is 

not a simple and easy matter to consider that a task may consist of just one or many 

activities. Moreover, a task may involve some other tasks or sub-tasks as well. 

‘Buying a ticket’ may imply calling the travel agent, catching the bus and paying the 

fare, discussing the options available, comparing prices, describing holiday resorts, 

or looking for different options on the internet, reading the types of tickets available, 

etc. A simple, one-activity task fits any syllabus or classroom with no problem 

(linguistic resources needed for its performance are easy to define); a task that 

consists of several activities, or tasks involving other tasks or ‘subtasks’, may be 

extremely demanding in terms of words and structures required for their 

implementation. Learners will have to cope with a relatively easy communicative 

situation when a task requires only one activity, but the requirements will overcome 

them when facing a more complex chain of communicative sequences. Teachers for 

their part will find similar difficulties in ‘organizing’ or managing learning in such 

circumstances. 

 

 Some authors claim that a TBA should not submit to previously defined 

syllabuses. And they argue that predefined syllabuses are typically content-based 

(what to teach is previously defined), while task-based syllabuses should be 

process— and meaning-guided, where learners build their own syllabus, according to 

their needs, and find their own learning path applying their innate capacity to fulfill 

the communicative requirements derived from the task in which they engage. 

 

Sequencing is an important problem. After all, even when children learn their 

first language, acquisition takes place following a rather universal pattern, which is 

apparently based, more than on anything else, on the simplicity vs. complexity axis. 

From a formal point of view, more simple is that which is integrated by a lower 

number of elements; increasing the number of elements means gaining in 

complexity. If the question is approached from the point of view of semantics 
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(meaning), the criteria are similar: a simple ‘thought’ consists of fewer ideas or 

semantic units, while a more complex ‘thought’ involves more ideas or semantic 

units. We know that children first learn sounds (the simplest phonetic units) and from 

this they turn into more complex phonological units or sequences of sounds: 

syllables, words, phrases, simple sentences, and subordinated sentences. 

Breen (1987b:163) advocates sequencing tasks 

 

… on the basis of two sets of criteria or on the basis of relating the two. These 

criteria are: (i) the relative familiarity of the task to the learner’s current 

communicative knowledge and abilities, and (ii) the relative inherent complexity of 

the task in terms of the demands placed upon a learner. 

 

One might take those words as the criteria to be applied so as to sequence the 

syllabus before teaching or learning begin. And this can be inferred from Breen’s 

discourse, when he refers, for example, to the ‘task designer’, or to ‘learning tasks 

planned in advance’ (Breen 1987b;164). But, apparently, Breen does not mean what 

he has previously said: planning from outside, or planning before the group of 

learners sets to work would contradict the basic principles of TBA. Breen seems to 

be conscious of that restriction when he adds, 

 

These criteria which may guide planning are only half the story. The 

sequencing of tasks […] cannot be worked out in advance. Sequencing here depends 

upon first, the identification of learning problems or difficulties as they arise; 

second, the prioritizing of particular problems and the order in which they may be 

dealt with; and third, the identification of appropriate learning tasks which address 

the problem areas. 

Breen (1987b;164) 

 

This is more in accordance with Breen’s thesis, which assigns protagonism to 

the learners in defining their own path of learning. How could you sequence tasks 

that have not yet been selected? Even the possibility of sequencing is really at stake 
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in this view: the selection of tasks depends on the daily needs of the students, so that 

it is not possible to have a list of them in advance. If such a list is not possible, what 

can you expect to sequence? Tasks already learnt in the classroom must be 

necessarily excluded from sequencing. The fact is that in a learner-centered 

curriculum sequencing of tasks has no meaningful role to play: sequencing requires 

some kind of organization in advance and some materials to grade, and both are 

necessarily absent in a ‘non-existent’ syllabus. But if ‘there is to be a syllabus’, 

Breen mentions ‘the inherent complexity of tasks’ as the second criterion to be taken 

into consideration. Here ‘complexity’ has to be understood in terms of the ‘demands 

placed upon the learner’.  

 

Such sequencing does not deviate much from what should be expected in 

other types of syllabuses. Most authors (Candlin 1987; Nunan 1989; Skehan 1996; 

Ellis 2003:220 ff.) advocate criteria for ‘sequencing tasks’. One of the models 

proposed is based on the complexity of the code (formal code) and the complexity of 

the content (conceptualization of what one has to communicate). Other models are 

more specific (comprehending, production, interaction, Nunan 1989:118). In any 

case the need for sequencing tasks does not derive so much from the nature of TBA, 

but rather from the nature of the learning process itself. Human beings seem to be 

conditioned to proceed, when they learn, from the most simple units or elements, to 

the more complex ones. And that is so regardless of what we learn. Sequencing, 

therefore, is subject to similar principles when applied to task organization, to the 

selection of the different steps that may constitute the task, or to the linguistic 

elements used for performing the task. The most general principle governing learning 

is guided by the transition from simplicity to complexity (Sanchez, 2004:56-57-58). 

 

After this controversial issue, another important point that really differ from 

the other approaches and methods will be mentioned in the next stage is the roles and 

characters of the teacher and the students in TBLT.  
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2.4.3. Teacher Roles and Characteristics 

 

 Teacher role and characteristics play a central role on the effectiveness of any 

method, approach or technique used within a classroom setting. Similarly in TBLT 

teachers can take many different roles in regard to L2 tasks.  (Honeyfield, 1993; 

Nunan, 1989; Oxford, 1990; Scarcella and Oxford, 1992; Willis, 1996a, 1996b, 

1998; cited in Oxford, 2006). Richards and   Rodgers (2001) mention the following 

task roles for teachers: 

 

• Selector/sequencer of tasks: A central role of the teacher is in selecting, 

adapting, and/or creating the tasks themselves and the forming these in keeping with 

learner needs, interests, and language skill level. 

• Preparer of learners for task: The teacher prepare learners some sort of pre-

task preparation such as; topic introduction, clarifying task instructions, helping 

students learn or recall useful words and phrases to facilitate task accomplishment, 

and providing partial demonstration of task procedure. 

• Consciousness raiser: The teacher employs a variety of form-focusing 

techniques, including attention-focusing pre-task activities, text exploration, guided 

exploration, guided exposure to parallel tasks, and use of highlighted material 

(p.236). 

 

Moreover, Van den Branden (et. al, 2006) claims that teachers play a crucial 

role in task-based instruction and they define two core actions that teacher should 

take in order for tasks to elicit rich learner activity and then actual learning. These 

are: 

 

− Motivating the learner to invest intensive mental energy in task 

completion; 

− Interactionally supporting task performance in such a way as to the 

comprehension of rich input, the production (p. 10). 
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 TBL implies a shift away from traditional teacher roles. We cannot always be 

acting as a controller if we want students to ‘manipulate, comprehend and interact’ 

with a task (Nunan 1989:10). It suggests different attitudes to accuracy on the part of 

the teacher from the Audio-lingual approach and PPP procedure too. The emphasis 

on language study will decrease in proportion to the amount of time spent on the 

tasks themselves (Harmer, 2004:87). 

 

Furthermore, in their book ‘Doing Task-based Teaching’ Willis and Willis 

(2007) give more extensive descriptions in teacher roles as: 

 

− Leader and organizer of discussion 

− Manager of group/work 

− Facilitator 

− Motivator 

− Language ‘knower’ and adviser 

− Language teacher (p. 148-151). 

 

To sum up, teachers adopting TBL should be a conscious raiser rather than 

the authority who is giving every rule for the language learner. In addition, such 

teachers should be a figure who is always ready for any help for a student. Finally, 

TBL teachers should be positive and flexible who underlies motivation and attention 

in a language class.  
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2.4.4. Learner Roles and Characteristics: 

 

 In task-based language teaching, the learner takes up the central role: he is 

given a fair share of freedom and responsibility when it comes to negotiating course 

content, choosing linguistic forms his own linguistic repertoire during task 

performance, discussing various options for task performance and evaluating task 

outcomes (Brenson, 2001; Breen & Candlin, 1980; Nunan 1988; Shohamy, 2001) 

(Van den Branden, 2006:10).  

  

 Moreover, according to Richards and Rodgers (2001), there are a number of 

specific roles for learners assumed in current proposals for TBI. Primary roles that 

are implied by task work are:  

 

• Group participant: Many tasks will be done in pairs or small groups.  

• Monitor: In TBLT, tasks are not employed for their own sake but as a means 

of facilitating learning. Class activities have to be designed so that students have the 

opportunity to notice how language is used in communication. Learners themselves 

need to ‘attend’ not only to the message in task work, but also to the form in which 

such messages typically come packed.  

• Risk-taker and innovator: Many tasks will require learners to create and 

interpret messages for which they lack full linguistic resources and prior experience. 

In fact, this is said to be the point of such tasks. Practice in restating, paraphrasing, 

using paralinguistic signals (where appropriate), and so on, will often be needed. The 

skills of guessing from linguistic and contextual clues, asking for clarification, and 

consulting with other learners may also need to be developed (p. 235). 

 

  Others (Honeyfield, 1993; Nunan, 1989; Oxford, 1990, cited in Oxford, 2006) 

have also discussed learners' task’s roles. A particularly important learner role in a 

task situation is that of task-analyzer. The learner must analyze task requirements and 

find suitable strategies to match them. 
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The learner can take control of the task−that is, be responsible for his or her 

performance on the task−by considering the task requirements and employing 

learning strategies to accomplish the task more efficiently and more effectively 

(Cohen 1998; O'Malley and Chamot, 1990; Oxford, 1990). On the part of the learner, 

this involves a serious commitment, motivation, confidence, clarity of purpose, and 

willingness to take risks (Dörnyei 2001; Dörnyei and Schmidt, 2001; Honeyfield, 

1993; Oxford, 1996; Skehan, 1998b; Willis, 1996a, 1996b, 1998), but these may be 

dampened by language anxiety (Arnold, 1998; Oxford, 1998; Young, 1998). 

Learners are mainly expected to be group participants, monitors, risk-takers and 

innovators (Demir, 2008:21). 

 

2.5. Advantages and Disadvantages of Task-Based Language Teaching 

 

Task-based language teaching is advantageous to the learner as it is more 

learner-centered. Although the teacher may present language in the pre-task, the 

students are free to use what they want. This allows them to use all the language they 

know and are learning, rather than a single construct. Furthermore, as the tasks are 

supposed to be familiar to the students, students are more likely to be engaged, which 

may further motivate them in their language learning 

 

2.5.1. Advantages of TBLT 

 

A task-based approach solves many of the criticisms traditionally associated 

with Communicative Language Teaching. The characteristics of tasks can be 

outlined as follows:  

 

• Meaning is primary.  

• Learners are not restricted in their use of language forms.  

• Tasks bear a relationship to real-world activities.  

• The priority is on achieving the goal of the task.   
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TBLT provides a structured framework for both instruction and assessment. 

Using tasks as the basic building blocks of syllabus design allows teachers to both 

sequence lessons and assess their outcomes, while at the same time creating 

reasonably authentic parameters within which students can communicate with each 

other for a purpose. Most importantly, it allows them to focus on what it is that they 

are saying to each other, rather than on how they are saying it. A task may be short 

and self-contained (e.g., ordering a pizza by telephone) or longer and more complex 

(e.g., organizing and publishing a student newspaper), but the tasks always involve a 

clear and practical outcome (e.g., The pizza arrives with the correct toppings, or the 

newspaper is printed and is recognizably a newspaper).  

 
In a task-based approach, specific language forms should never be the 

primary focus, because it is important that students be allowed to make meaning in 

whichever way they see fit, at least at first. Teachers may assist or even correct 

students when asked, of course, but may not restrict the students’ choice of which 

forms to use by explicitly teaching, say, the present continuous before the task is 

attempted. A post-task phase, on the other hand, is generally recognized by TBLT 

practitioners as useful. During this segment of the lesson, after the students have 

attempted the task, the teacher may choose to go over the language used, correcting 

specific errors and/or highlighting particularly well-suited forms that students may 

have attempted to use.  

 

When considering TBLT, it is crucial to focus on the fundamental notion of 

authenticity, as tasks attempt to simulate, in a way that is as authentic as possible, 

what happens when students attempt real-world activities (URL 1). 

 

This has several advantages:  

• Authentic tasks are intrinsically motivating. That is, students attempt them 

because they see that the task is, in itself, interesting and applicable to their lives.  
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• Targeted real-world tasks have much clearer outcomes that can be more easily 

assessed, unlike more general, or “open,” tasks such as having a conversation. For 

example, when a person attempts to order a pizza on the telephone in a second 

language, that person knows if he or she has “passed” or “failed” within a very 

short time—when the pizza does or does not arrive, with the correct toppings or 

not.  

• Real-world activities can be looked at and sequenced in much the same way as 

grammar forms can—from simpler to more complex. For instance, ordering from 

a menu at a restaurant is easier than ordering by telephone for several reasons—

students can use gestures, text and sometimes pictures; there is less information to 

convey (e.g., no address or credit card number); students may resort to single-

word utterances. In the same way, telling a story is more complex than both 

examples above, because students now need to use connected sentences, time 

markers, pronouns and so on. It can be reasonably assumed that a student who can 

tell a story in English can also telephone for a pizza or order at a restaurant (but 

not vice-versa), in much the same way as we can reasonably assume that a student 

who can use conditionals can also use the present continuous (but again, not vice-

versa).  

 

Therefore, when a series of connected, themed tasks are sequenced in such a 

way as allows students to simulate a real-world context and perform at an increasing 

level of complexity, a variety of benefits occur. These include a purpose-driven 

recycling of vocabulary and language forms, a heightened sense of overall 

motivation, a marked increase in communicative confidence, scaffolded autonomy-

building and a truly student-centered classroom. Much of the language learning thus 

occurs implicitly, as noticing on the part of the student, rather than as explaining on 

the part of the teacher (URL 1). 

 

The main advantages of TBL are that language is used for a genuine purpose 

meaning that real communication should take place, and that at the stage where the 
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learners are preparing their report for the whole class, they are forced to consider 

language form in general rather than concentrating on a single form as in the PPP 

model (Willis and Willis, 1996). 

 

  Task-based learning is widely applicable to all ages and backgrounds. During 

any task in TBL, the learners are free to use any kind of language. The underlying 

idea is to carry the content or the message (Krahne, 1987).  

 

The context of task emerges personal experiencing of students in a language 

class. This experience includes a whole range of lexical phrases, collocations and 

patterns as well as language forms. Such tasks provide data for teachers in 

assessment and evaluation. These tasks also contribute to progress by encouraging 

the students to be more ambitious in language use rather than just saying the first 

thing that comes into their heads. Language learners tend to be cooperative during 

these tasks. All these contribute to non-threatening and supporting environment in 

language classes (Demir, 2008:22). 

 

To sum up, Task-based learning is advantageous to the students because it is 

more student-centered, allows for more meaningful communication, and often 

provides for practical extra-linguistic skill building. Although the teacher may 

present language in the pre-task, the students are ultimately free to use what grammar 

constructs and vocabulary they want. This allows them to use all the language they 

know and are learning, rather than just the ‘target language’ of the lesson. 

Furthermore, as the tasks are familiar to the students, students are more likely to be 

engaged, which may further motivate them in their language learning (Frost 2004). 

 

 Although TBLT has lots of advantages that are mentioned above, the 

shortcomings of this approach are also inevitable.  
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2.5.2. Disadvantages of TBLT 

 

 The danger in a task-based approach to teaching is that learners might be 

encouraged to prioritize a focus on meaning over a focus on form, and thus be led to 

use fluent but unchallenging or inaccurate language. Because language does not have 

to be well-formed in order to be meaningful, it is easy to see how learners could 

successfully complete a task using ill-formed or undemanding language, 

supplemented by gesture and intonation, rather than trying out their 'cutting edge' 

interlanguage. 

 

The challenge for a task-based pedagogy, therefore, is to choose, sequence, 

and implement tasks in ways that will combine a focus on meaning with a focus on 

form. 

 

A problematic area in task design is finding clear criteria for the selection and 

grading of tasks. This is because several factors come into play in determining task 

difficulty, including the cognitive difficulty of the task, the amount of the language 

which the learner is required to process and produce, the psychological stress 

involved in carrying out the task, time pressure, and the amount and type of 

background knowledge involved (Foster, 1999:69). 

 

Willis (1998) says that at the end of a workshop on using task-based approach 

to language teaching teachers commented that “task-based learning is like an 

adventure-- learners surprise you by coming up with all kind of things”. She accepts 

that TBL may entail elements of risk that can make things quite scary for teachers 

and offers a principled use of a task-based learning framework in order to show how 

to minimize such a risk and to help teachers create tasks that will prove fulfilling and 

challenging but not too risky. Although a huge amount of theory has been produced 

about second language acquisition (SLA), the area is still problematic (MacDonald, 

Badger & White, 2001) (Tilfarlioğlu and Başaran, 2007:139). 
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In TBA, the emphasis on meaning and process carries with it that grammar 

and discrete goals are relegated to a secondary place and a subsidiary role. In a 

similar way, cognitive factors in learning, traditionally associated with grammar and 

form, are given a minor part to play or not taken into consideration. Early enthusiasm 

about TBA has been tempered somewhat and it is becoming increasingly clear that 

emphasis on meaning alone does not result in more effective language acquisition. 

As usual, a balance must be found between the role assigned to meaning and the 

necessary focus on linguistic form. The complexity of the language acquisition 

process demands a more realistic approach to the teaching-learning situation 

(Sanchez, 2004:60). 

 

The challenge for the TBA is how to integrate the necessary instruction 

within the set of activities derived from pedagogical tasks and centered on meaning. 

Such models must be still designed, applied and evaluated. In task-based learning, 

communication tasks (where language forms are not controlled) involve learners in 

an entirely different mental process as they compose what they want to say, 

expressing what they think or feel (J. Willis 1993:18).   

 

Teachers are well aware of how difficult it is for a student to express ‘what he 

thinks or feels’ in a foreign language, unless there is a lot of previous work on what 

has to be said. What the nature of such ‘previous work’ is remains very much the 

question methods try to solve. The TBA tries to do it through task work. But tasks 

point to a final outcome, and what is to be done on the way to this is the question: 

something previous is required to succeed in task performance. Is that formal 

instruction? Or just focus-on-form instruction (Ellis 2002, 2003)? Or formal 

instruction plus practice? Or formal instruction plus practice plus cognitive 

consciousness about the language being learnt? (Sanchez, 2004:62-63). 

 

Frost (2004) believes that task-based learning requires a high level of 

creativity on the part of the teacher. If teachers are traditional and far from any 

creativity, then TBLT might be impossible to apply.  
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Another disadvantage that Frost (2004) defines is that task-based learning 

requires a lot of resources apart from textbooks which is often hard to gain. Also 

TBL puts lots of responsibility on the part of students. This sometimes creates 

anxiety and when tasks are difficult to perform, learners tend to use their first 

language (L1) in class, which is very disappointing for any language teacher. 

  

Lastly, there have been criticisms that task-based learning is not appropriate 

as the foundation of a class for beginning students. Others claim that students are 

only exposed to certain forms of language, and are being neglected of others, such as 

discussion or debate. 

 

2.5.3. The Difference between TBL and accepted PPP cycle 

 

  The PPP model of language teaching ('presentation, practice, performance') 

is based on the assumption that a language is best presented to learners as a syllabus 

of structures, and that through controlled practice a fluent and accurate performance 

of the 'structure of the day' can be achieved. Errors are evidence of poor learning, 

requiring more PPP treatment (Foster, 1999:69). 

  

The traditional presentation-practice-production (PPP) teaching/learning 

cycle was at one time virtually the only acceptable second language (L2) task 

sequence. In the PPP cycle, grammar presentation came first, followed by controlled 

and less controlled practice and then by actual production. However, Willis' (1996) 

task-based model offers a task cycle that opposes the PPP sequence. In this model, 

which effectively combines meaning and form, the communicative task comes before 

the focus on form (language analysis and practice). Another special feature is that 

students not only do the task but also report on it (in Oxford, 2006).  

 

According to Willis (1996), task-based framework differs from a 

Presentation- Practice-Production (PPP) cycle because in TBLT the focus on the 
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language is at the end. The communication task forms the centre of the framework. 

While performing the task, learners use the language they have learnt from previous 

lessons or from other sources. Then they write and talk about how they did the task 

and compare their findings. Finally, attention is directed to the specific features of 

the language form. The last step is to have a close look at the specific language forms 

(Demir, 2008: 23). 

 

Frost (2004) summarizes the clear differences between TBL and PPP as 

follows:  

 

• Unlike PPP approach, the students are free of language control. In all three 

stages they must use all their language resources rather than just practicing one pre-

selected item. 

• A natural context is developed from the students’ experiences with the 

language that is personalized and relevant to them. With PPP it is necessary to create 

contexts in which to present the language and sometimes they can be very unnatural.  

• The students will have a much more varied exposure to language with TBL. 

They will be exposed to a whole range of lexical phrases, collocations and patterns as 

well as language forms.  

• The language explored arises from the students’ needs. This need dictates 

what will be covered in the lesson rather than a decision made by the teacher or the 

coursebook.  

• It is a strong communicative approach where students spend a lot of time 

communicating. PPP lessons seem very teacher-centered by comparison.  

• TBL is more enjoyable and motivating than PPP.  

 

 A traditional model for the organization of language lessons, both in the 

classroom and in course-books, has long been the PPP approach (presentation, 

practice, production). With this model individual language items are presented by the 

teacher, then practiced in the form of spoken and written exercises (often pattern 

drills), and then used by the learners in less controlled speaking or writing activities. 
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Although the grammar point presented at the beginning of this procedure may well 

fit neatly into a grammatical syllabus, a frequent criticism of this approach is the 

apparent arbitrariness of the selected grammar point, which may or may not meet the 

linguistic needs of the learners, and the fact that the production stage is often based 

on a rather inauthentic emphasis on the chosen structure.  

  

The main advantages of TBL are that language is used for a genuine purpose 

meaning that real communication should take place, and that at the stage where the 

learners are preparing their report for the whole class,  they are forced to consider 

language form in general rather than concentrating on a single form (as in the PPP 

model).  Whereas the aim of the PPP model is to lead from accuracy to fluency, the 

aim of TBL is to integrate all four skills and to move from fluency to accuracy plus 

fluency. 

  

Although PPP teaching / learning cycle is highly accepted among teachers of 

L2, it has some drawbacks. For example, as Frost (2004) puts forward, students can 

give the impression that they are comfortable with the new language as they are 

producing it accurately in the class. Often though a few lessons later, students will 

either not be able to produce the language correctly or even won't produce it at all. 

 

 Contrary to PPP cycle, in Frost’s (2004) view, task-based learning has some 

clear advantages. For instance, unlike a PPP approach, the students are free of 

language control. In all three stages, they must use all their language resources rather 

than just practicing one pre-selected item. A natural context is developed from the 

students' experiences with the language that is personalized and relevant to them. 

With PPP, it is necessary to create contexts in which to present the language and 

sometimes they can be very unnatural. The students will have a much more varied 

exposure to language with TBL. They will be exposed to a whole range of lexical 

phrases, collocations and patterns as well as language forms, which is not the 

concern in PPP. In TBL, the language explored arises from the students' needs. This 

need dictates what will be covered in the lesson rather than a decision made by the 
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teacher or the course book. It is a strong communicative approach where students 

spend a lot of time communicating. PPP lessons on the other hand seem very teacher-

centred by comparison.  

 

 Frost (2004) also asserts some problems about the ‘Presentation, Practice, 

Production’ (PPP) method. One of the main ones is that students can give the 

impression that they are comfortable with the new language as they are producing it 

accurately in the class. Often through a few lessons later, students will either not be 

able to produce the language correctly or even won’t produce it at all. Also, students 

will often produce the language but overuse the target structure so that it sounds 

completely unnatural. Another problem is that students may not produce the target 

language during the free practice stage because they find they are able to use existing 

language resources to complete the task. 

 

 PPP offers a very simplified approach to language learning. It is based upon 

the idea that you can present language in neat little blocks, adding from one lesson to 

the next. However, research shows us that we cannot predict or guarantee what the 

students will learn and that ultimately a wide exposure to language is the best way of 

ensuring that students will acquire it effectively. Restricting their experience to 

single pieces of target language is unnatural (Frost 2004). 

 

 Ellis (2003) indicates that in PPP method; students are seen as “language 

learners”, whereas in TBI pedagogy, they are treated as “language users” (p. 252). 

That’s why TBI has gained a significant place in second language teaching classes 

(Demir, 2008:24). 

 

2.6. Relevant Research on Task-Based Reading Activities  

 

A lot of research has been devoted to TBLT in recent years. The study 

focusing on task-based learning belongs to Yaylı (2006). In her study, she 
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investigated the effects of TBLT on learners’ proficiency and noticing levels with 

respect to gender in a primary school setting in Turkey. According to study, TBLT 

did not prove to be superior to PPP in the teaching of the Simple Present Tense in a 

public school in Turkey. Besides, gender did not play a significant role in the scores 

the learners achieved in the pre- and post-tests.  

 

 Chien and Chen (2005) examined the effectiveness by using a collaborative 

task-based approach in the teaching of reading and explore EFL learners’ attitudes 

towards reading-to-writing English instruction. The study sample was 37 junior high 

school students randomly selected from an English learning center in the Tainan 

City. The finding of the study showed that EFL learners expressed fairly positive 

attitudes toward the collaborative task-based reading-to-writing English instruction.  

 

In another study, the influence of task-based reading activities on EFL 

learners’ attitudes and learning outcomes from the students’ perspective was 

investigated by Demir (2008). The participants of the study consisted of totally 50 

lower-intermediate level students in two classes of 25. The participants of the study 

were prep class students at Dicle University of Foreign Languages Teaching 

Application and Research Centre. The data gathered by the researcher revealed that 

task-based method in reading EFL class enabled FL learners to participate in reading 

tasks actively, and to be autonomous in the reading classes.  

 

The experimental study focusing on task-based writing activities belongs to 

Tilfarlıoğlu and Başaran (2007). In their study, they looked for enhancing reading 

comprehension through task-based writing activities. According to study, it was 

observed that there was a statistically significant difference. That is, the treatment 

(the application of task-based writing activities) affected the dependent variable 

(reading comprehension in English as a foreign language). Thus, the hypothesis of 

the study was verified, which means that task-based writing activities have a positive 

effect upon reading comprehension.   
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Green (2005) was concerned with integrating extensive reading in the task-

based curriculum. He argues that while extensive reading is an important medium for 

long-term second language acquisition, extensive reading schemes may not be the 

most effective means of promoting acquisition. He presented the extensive reading 

programs used in Hong Kong secondary schools and paid close attention to the top-

down fashion. Furthermore, he described a program that incorporates both extensive 

reading and task-based instruction that includes interaction, sharing, and modeling of 

good reading practices. 

 

Nodoushan (2005) searched the cognitive style as a factor affecting task-

based reading comprehension test scores. The results of data analysis revealed that 

subjects' cognitive styles resulted in a significant difference in their overall test 

performance in proficient, semi-proficient, and fairly proficient groups, but not in the 

low-proficient group. The findings also indicated that cognitive style resulted in a 

significant difference in subjects' performance of true-false, sentence and paragraph 

completion, outlining, skimming, and elicitation tasks in all proficiency groups. 

 

Khand (2004) set problems and suggestions in teaching reading skills. He 

argues that reading is a skill that comes from experience and needs to be constantly 

improved through different types of reading material. But that efficient reading 

involves many skill that need to be fostered in a classroom is a new idea. In order to 

elucidate this point, some task-based reading activities have been suggested for 

teachers of English to point out ways to inculcate independent reading habits in the 

students. Furthermore, according to the study conducted by Khand (2004), reading 

comprehension is one of the most important skills to be learned by the students. This 

will make them efficient reader. 

 

In another study, Nodoushan (2002) analyzed the effects of text familiarity, 

task type, and language proficiency on university students’ language for specific 

purposes (LSP) test and task performances, 541 senior and junior university students 

majoring in electronics took the TBRT (Task-Based Reading Test). Variance 
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analyses indicated that text familiarity, task type, and language proficiency, as well 

as the interaction between any given pair of these and also among all of them 

resulted in significant differences in subjects’ overall and differential test and task 

performances. In addition, regression analyses revealed that the greatest influence on 

subjects’ overall and differential test and task performance was due to language 

proficiency.  

 

Cebeci (2006) investigated the effectiveness of the TBLT on vocabulary 

learning and search whether there is a difference between the experimental group 

leaning through task-based activities designed for 6th grades and control group 

learning vocabulary through traditional activities. The statistical results of the study 

revealed that both methods were found effective in vocabulary learning whereas 

there was a significant difference between the experimental group and the control 

group. That is, the experimental group was significantly better than the control group 

at vocabulary.  

 

Joseph and Ramani (2001) explored the role of ‘reading for pleasure’ or 

extensive reading in language and literacy development. They demonstrated that 

even with beginning learners of a new language, reading for pleasure has a 

significant contribution to make to the holistic development of cognitive, linguistic 

and critical development. They focused to show samples of pedagogic tasks graded 

linguistically and cognitively, and classroom interactions around these tasks and to 

demonstrate the use of reading tasks to assess the impact of the Northern Sotho 

comics on reading development and grammar acquisition and in time, to use second 

language learning contexts to build a reading culture for African first language users. 

In other words, they focused to maintain and promote multilingualism by transferring 

multimodal literacy materials from highly-resourced languages like English to 

marginalized languages. 

 

Knutson (1998) claims in describing reading proficiency that, the relative 

difficulty or ease that an individual reader experiences in reading a particular text are 
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both ‘text’ and ‘reader-based factors’. In this reason, she focuses on the factor of 

purpose, as determined by the reader or the instructional context. Having a purpose 

means having a reason to read and approaching a text with a particular goal in mind, 

whether that goal involves learning or entertainment. She claims that in real-world 

and classroom situations, purpose affects the reader's motivation, interest, and 

manner of reading. 

   

2.7. TBLT and Language Skills 

 

2.7.1. TBLT and Reading  

 

“Many people believe that TBT focuses almost entirely on the spoken 

language. There is certainly a lot of talking in the TBT classroom, from both teachers 

and learners, but TBT can also be used to teach reading.” (Willis and Willis, 2007: 

3). 

 

A common misunderstanding of task-based instruction as Willis and Willis 

(2007) mentioned is that, it necessarily involves oral interaction. However, tasks can 

be designed to develop any of the four language skills (listening, speaking, reading 

and writing). 

 

In his study, Green (2005) argues that extensive reading should be included 

fully in the language curriculum as a vital component of a task-based approach to 

second language learning. According to Green (2005) “Extensive reading, if done in 

interactive mode, supports the negotiation of meanings in texts, helps prevent the 

fossilization of interlanguage structures, and provides contexts in which learners can 

encounter and debate ideas, and analyze and practice language features found in the 

texts. For these reasons, it is vital to introduce extensive reading within the 

purposeful and interactive framework of the task-based language curriculum.” (p. 

311). As Willis and Willis (2007) mentioned in their study, we need a purpose to 
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read a text. For instance, we read a newspaper or magazine since the topic interest us 

and we want to learn more about it. Furthermore, sometimes a headline draws our 

attention and we read an article to satisfy our curiosity. To sum up, “in all of these 

activities we engage with a text for a purpose, and purposeful reading means reading 

for meaning” (Willis and Willis 2007: 33). 

 

For developing reading skills through communicative language teaching 

Ziauddin (2004) suggested task-based activities. He claims that such activities will 

make the interaction effective between the teacher and the learner and between 

learners. Though the task-oriented teaching reading, the language learning can be 

made purposeful and meaningful. He also asserts that task-based activities are 

backbone of teaching. Because the teacher’s success or failure depends on the way 

s/he plans, organizes and controls the tasks (p.47). 

 

It provides learners with material that can be used in conjunction with all of 

the other skills. When learners have access to meaningful reading content, they can 

utilize this to communicate with others. These meaningful conversations will turn 

motivate learners to continue reading and using materials in their discussions.  

 

In short, reading serves as an important tool in every field of professional 

service. In many situations, reading is considered to be the indispensable way of 

communication in an ever-widening world.   
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CHAPTER 3 

  

METHOD OF THE STUDY 

 

 

3.1. Research Method 

 

In this study experimental research design which is the most popular one in 

the field of second language learning was used. The aim of the experimental research 

is to investigate the possible cause-and-effect relationship by manipulating one 

independent variable to influence the other variable(s) in the experimental group, and 

by controlling the other relevant variables, and measuring the effects of the 

manipulation by some statistical means. By manipulating the independent variable, 

the researcher can see if the treatment makes a difference on the subjects. If the 

average scores of two groups prove to be significantly different, and if there are not 

any explanations for this difference, then it can be concluded that the effect of the 

treatment caused this difference. The experimental research can prove the direct 

cause-and-effect relationship between two variables and also it can demonstrate that 

by changing the independent variable, a change is possible on the dependent variable 

(URL 2). 

 

 It aims to find out whether or not task-based reading activities have a 

positive effect upon improving students’ reading skills in English as a foreign 

language through two-way variance analyses of the results of the pre-test and those 

of the post-test. Both the control group and the experimental group were given the 

pre-test prior to the presentation of task-based reading tasks to the experimental 

group.   
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3.2. Population and Sampling 

 

The population of this study was comprised of 57 upper-intermediate level 

students in two classes of 32 and 27 students each. The participants were attending at 

Trakya University School of Foreign Languages. They are at the ages of 18 and 19. 

These students became successful at ÖSS foreign language exam and entered the 

department of English Language Teaching and the Department of Translation and 

Interpretation at Trakya University. Two classes were randomly appointed as 

experimental (Night Prep Class) and control (Prep B) group in the academic year of 

2007-2008. The structures of the classes were not changed by the researcher. Their 

levels were determined by a standard proficiency test conducted at the very 

beginning of the first term. Therefore, their language proficiency levels were similar. 

The experimental and the control groups both took a pre-test before the treatment and 

post-test afterwards. The experimental group received a treatment of TBLT and the 

control group was instructed in a traditional way.  

 

Both male and female students participated in the study. Students’ age, 

gender, social and educational backgrounds were not taken into consideration.  

 

3.3. Setting 

 

The study was carried out at Trakya University, School of Foreign Languages 

in Edirne, Turkey. The students who participated in the study came from two 

different departments such as the Department of Translation and Interpretation and 

the Department of English Language Teaching.  
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3.4. Data Collection Instrument 

 

 In order to collect data in this study, pre- and post – treatment test was 

developed by the researcher. The questions in the test were prepared by taking the 

task design of Willis into consideration. The instrument was a reading test including 

mainly four parts. It covered 33 items in total.   

 Part 1 composed of 4 listing and 4 comprehension questions based on the text 

‘Punishment takes many forms.’ The questions aimed to assess how students were 

successful in reading for specific information. This part was evaluated out of 28 

points.  

Part 2 composed of 12 questions based on the text titled ‘Readerless Books’. 

There were 4 comprehension questions in Part A and 8 vocabulary questions in Part 

B. The comprehension questions aimed to assess the students’ ability in reading 

comprehension. The vocabulary questions aimed to assess how students were 

successful in understanding the meaning of a word from the context. This part was 

evaluated out of 40 points.  

Part 3 composed of 10 matching questions. There were four abstracts taken 

from books and ten sentences to be matched with these paragraphs. These matching 

questions aimed to assess two things: the first one was the ability of students reading 

comprehension and another one reading for specific information. This part was 

evaluated out of 20 points.  

Part 4 composed of 3 gap filling questions. There was a magazine article 

having some gaps and there were paragraphs to be inserted in the text. There was one 

extra paragraph. This part aimed to assess the students’ ability in comprehending the 

text unity.  This part was evaluated out of 12 points. The test was 100 points in total. 

 

 This test was also used as the post-test at the end of the course. The test, 

which is comprised of four  parts, was prepared because of the fact that it contains 



64 

 

task-based assessment items and because it is believed to be valid and reliable since 

it is adopted from a book titled ‘Distinction’ which was  prepared according to 

TBLT. ‘Most of the items in the test were formed of authentic materials and were 

task-based. It is also apparent that the items were well constructed. The grades 

obtained from the pre-test and post-test were analyzed through two-way ANOVA to 

find out whether or not the task-based activities has a positive effect upon the 

improvement of students’ reading skills in English. That is, test results were 

compared to see whether it would enhance the students’ reading skills.  

 

3.5. Data Collection Procedure 

 

 Task-based instruction treatment in the experimental group started on 

February 20, 2008 and ended on May 07 2008. The treatments lasted 10 weeks in 

both groups.  

 

The reading activities were carried out by the researcher in both groups. Both 

classes were exposed to the treatment (PPP and TBLT) for 20 hours each. The 

treatment applied in the two groups was as follows: 

 

The treatment in the experimental group was applied according to the 

principles of TBLT, and the framework introduced by Willis (1996b). Therefore, all 

the tasks done in classes had the basic stages of pre-task, task cycle and language 

focus. The students were asked to form pairs or groups, presented with the necessary 

vocabulary in order to carry out the task and exposed to the real language use in the 

form of input in the pre-task stage. With the use of different tasks during the task 

cycle stage such as identifying the main idea and the supporting sentences, guessing 

what the issue of the text can be, etc., the students were encouraged to use the 

language as in real life. The researcher did not make any corrections about the 

students’ use of the language while they were doing the task unless there was a 
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serious breakdown. After doing the task, the students were asked to report their 

productions before their classmates so that they were able to compare their findings. 

  

During the language-focus stage, the grammar points were focused in 

meaningful contexts through consciousness-raising. Either the sentences used in the 

input or the students’ own sentences produced during the task cycle stage were used 

for the analysis of the new items. For the practice of the new grammar points and the 

new vocabulary learnt in the texts, the researcher handed out exercises of different 

kinds. Cooperation was supported in the privacy of the small groups, and the students 

were encouraged to use the target language as much as possible without having the 

fear of making mistakes. The most important thing in the experimental group was 

that the texts used in this group were authentic materials and there were variety in the 

tasks unlike the control group.  

 

The students in the control group were also instructed by using similar 

reading skills in different tasks and texts. However, the way these reading skills were 

taught in the control group was different from the way they were presented in the 

experimental group. For instance, grammar teaching was very important in the 

control group. When students made a mistake, they were corrected immediately. 

During each reading task, students worked individually. 

 

 

 

 

 

 

 

 



66 

 

3.6. Research Procedure 

 

 This study was carried out 10 weeks in the second semester of 2007-2008 

Academic year and the course designs below were implemented as an extracurricular 

activity for the students. In this study, totally twenty tasks were used in two prep 

classes. Ten different reading tasks were used in both classes. While the students in 

the experimental group were given tasks following the principles of the task-based 

approach, the students in the control group were given tasks following the principles 

of more traditional method. Moreover, the syllabus designs mainly were planned on 

the base of different types of reading texts each entailing different reading skill. 

  Table 3 displays the research procedure applied in the experimental group. 

  Table 4 displays the research procedure applied in the control group. 
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Date Subject 

20.02.2008 Pre-test 

27.02.2008 ‘Education, Yes!, School, No!’ 

05.03.2008 ‘Who Lives Longer’ 

12.03.2008 ‘Ecologic Might vs. Ecologic Right’ 

19.03.2008 ‘Getting in shape’ 

26.03.2008 ‘To Know More About Less or Less About More’ 

02.04.2008 ‘Lottery Winners, Rich, but Happy?’ 

09.04.2008 ‘The Bridge Poem’ 

16.04.2008 ‘Technological Wonderland! 

22.04.2008 ‘Back To Nature’ 

29.04.2008 ‘Killing Time’ 

05.05.2008 Post-test 

 

Table 3: The Research Procedure of the Experimental Group 
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Date Subject 

22.02.2008 Pre-test 

29.02.2008 ‘Transport’ 

07.03.2008 ‘Do-It-Yourself Forecasts’ 

14.03.2008 ‘Eating Healthy ‘Megabite’’ 

21.03.2008 ‘TV Review’ 

28.03.2008 ‘Ten Years For Building Society Robbers’ 

04.04.2008 ‘Life in the Global Village’ 

11.04.2008 ‘Just Say ‘No’ To Drugs’ 

18.04.2008 ‘Decisions’ 

25.04.2008  ‘Staying Underwater’ 

02.05.2008 ‘Reading at 8 Months? That Was Just the Start’ 

07.05.2008 Post-test 

 

Table 4: The Research Procedure of the Control Group 
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3.6.1. Syllabus Design of Experimental Group 

 

 The course syllabus design implemented throughout the research in the 

experimental group is displayed weekly in detail in Table 5 below.  

 

Table 5 

Tasks in the treatment of experimental group 

     Tasks and Task types 
           Name – Dates 

                Purpose               Description 

TASK-1 – Gap filling  
 
 
‘Education, Yes! School, 

No!’ 
 

27.02.08 

To give practice reading 
for matching and filling 
the gaps with the suitable 
paragraph.  

Students were asked pre-
reading questions to get 
prepared for the text and 
the topic as brainstorming 
activity. Then, they were 
given the meanings of 
some unknown words 
before reading and They 
read the text to answer the 
pre-reading question and 
then match the words and 
phrases that they were 
connected to. Later, they 
read the text again to 
reinsert the paragraphs 
into gabs in the text. After 
that, they used the words 
and phrases from the 
whole article to complete 
definitions. They reported 
what they did during this 
stage to share their 
findings with the class. At 
the end of a lesson, they 
were given a short 
explanation on relative 
clauses by taking example 
sentences from the text 
and then they were given a 
short exercise on this 
grammar point.  
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TASK 2 – identifying the 
main idea 
 

‘Who Lives Longer’ 
 

 
 

05.03.2008 
 

To give practice 
identifying and writing the 
main idea of a text. 

Students were asked a pre-
reading question to discuss 
at the beginning of a 
lesson. Late, they were 
introduced with the 
important words taking 
place in the text and they 
were given a text about 
living longer. They were 
firstly supposed to read 
the first paragraph and 
identify the main idea and 
its supporting details. 
Later, they were asked to 
do the same thing for the 
next three paragraphs. 
While doing them, each 
group took notes and 
discussed the issue. The 
teacher monitored the 
class in this step. Next, a 
spokesperson from each 
group told their findings 
and they discussed the 
results and compared 
them. At the end of a 
lesson, the teacher focused 
on grammar point ‘If 
Clauses’.  Students did an 
exercise on it.  

TASK 3- Reading for 
specific information 
 

‘Ecologic Might vs. 
Ecologic Right’ 

 
12.03.2008 

To enable students to 
practice at scanning for 
specific information and 
give practice them to scan 
the text in order to build 
up a general understanding 
and deduce the meaning of 
some words.  

The students were asked a 
pre-reading question at the 
beginning. Then, they 
were given the meanings 
of some words. Later, 
They were showed a 
cartoon related to the topic 
of the text. Then, they 
were expected to find the 
humor hidden in the 
cartoon. In the task-cycle 
step, they were expected 
to find the answers of the 
comprehension questions 
and summarize the issues 
to complete the outline 
given them.  
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TASK 4-  Reading for 
specific information- 
Matching the sentences 
and phrases with the 
paragraphs 
 

‘Getting in shape’ 
 

19.03.2008 

 To give practice reading 
for specific information. 
 
To enable students to 
answer the pre-reading 
questions and 
comprehension questions.  
 
To practice matching the 
paragraphs with the 
phrases. 
 
To practice using the 
words taking place in the 
text.   

Students were asked some 
pre-reading questions as a 
brainstorming activity to 
get prepared for the topic. 
Later, they were given the 
meanings of some 
unfamiliar words. Then, 
they were asked to skim 
the text to decide on which 
gym they would prefer to 
go to. Later, they look 
through the article to find 
the answers of the 
questions given to them 
before. Then, students 
read the article again to 
match the phrases with the 
paragraphs and after that 
they used words from the 
text to complete the 
sentences. In this stage, 
pairs took notes which 
parts in the text help them 
to find the answers. At the 
end of a lesson, the 
teacher dealt with the 
result clauses shortly. The 
teacher gave a short 
exercise on to pairs.  
 

TASK 5- Elicitation 
 

‘To Know More About 
Less or Less About More’ 

 
 

26.03.2008 

To enable students to infer 
meanings of unknown 
words through contextual 
clues.  

Students were given a text 
about school curricula. 
They were firstly 
supposed to read the text 
carefully and look for the 
unfamiliar words to them. 
Then, they were expected 
to use the contextual 
clues: the other words in 
the phrase on the page to 
determine the meaning of 
unknown words and the 
pairs wrote the meanings 
of these words on the next 
line of their sheet of paper. 
Later, they were given a 
vocabulary exercise.  
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TASK 6- Comparing 
 

‘Lottery Winners, Rich, 
but Happy?’ 

 
02.04.2008 

 
 

To train students to 
practice similarities and 
things in common among 
the cases given in the text.  

The teacher showed a 
picture of a lottery winner 
and then asked some 
questions about him to 
introduce the topic. Then, 
students were given the 
meanings of unknown 
words. The teacher 
distributed the text 
involving different cases 
about the same topic to 
pairs. Students were 
supposed to find out the 
similarities among the 
cases and they were 
expected to answer the 
comprehension questions. 
While students were 
working on the text, they 
took notes and exchanged 
and compared their 
findings between the pairs. 
At the end of a lesson, 
teacher focused on the 
grammar point which was 
studied before.  
 

TASK 7- Problem 
Solving 
 

‘The Bridge Poem’ 
 

09.04.2008 

To foster students’ 
problem solving skills.  
To enable students 
practice reading for 
problem solving.  

Students were given the 
title of the poem and asked 
them to discuss on it as a 
whole class. Then, they 
were given the necessary 
vocabulary and expected 
to understand the problem 
of the poet and found the 
clues for his problem by 
taking notes. Later, they 
found a solution to his 
problem. Then, the 
students answered the 
discussion questions. In 
the language focus part, 
the teacher dealt with 
‘must.  
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TASK 8- Reading for 
specific information and 
completing a table 
 
‘Technological 
Wonderland! 
 
 

16.04.2008 

To enable students 
practice scanning for 
specific information. 
 

Students were introduced 
with the topic of the text 
by asking a pre-reading 
question. Then, they were 
taught the meanings of 
some new words. Later, 
students were put into 
pairs and   given a text 
followed by a table whose 
some parts were missing. 
Then, they read the text to 
find out the missing 
information in the table 
according to cause-effect 
relationship. At the end of 
text, the teacher studied 
affixes with the students.   
 

TASK 9- One text with 
multiple choice questions  
 

‘Back To Nature’ 
 

23.04.2008 

To practice identifying the 
main points and answer 
the multiple choice 
questions.  
 
To enable students 
recognize the writer’s 
attitude about the issue.  

Students discussed the 
disadvantages of living in 
a big city at the beginning 
of a lesson. Then, they 
studied on the meanings of 
some new words. Next, 
they were put into pairs 
and asked to look for the 
underlined words to find 
out what they refer to and 
then they found the 
answers of comprehension 
questions. While 
answering them, they took 
notes and showed from 
which sentence or part 
they found the answer. 
Lastly, pairs found out the 
writer’s opinions about the 
issue and discussed on this 
point. In the language 
focus part, the teacher 
dealt with ‘would like, 
would rather, would 
prefer’. 
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TASK 10- Eliciting 
 

‘Killing Time’ 
 

28.04.2008 

To enable students how to 
reinsert the missing 
information from the text.  
 
 

Students were asked some 
pre-reading questions to 
introduce the topic. Later, 
they were given the 
meanings of some words 
taking place in the text. 
Then, they worked in pairs 
and reinserted the 
sentences that previously 
separated from the text. 
While doing this, they 
took some notes why they 
put these sentences in 
these gaps. The pairs 
discussed their findings. 
The teacher monitored 
them and gave feedback 
on their answers. Next, 
pairs did an exercise on 
vocabulary taking place in 
the text. Finally, the 
teacher dealt with present 
perfect tenses.  
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3.6.2. Syllabus Design of Control Group 

 

The course syllabus design implemented throughout the research in the 

control group is displayed weekly in detail in Table 6 below. 

Table 6 

Tasks in the treatment of control group  

     Tasks and Task types 
           Name – Dates 

                Purpose               Description 

TASK 1-  Reading for 
specific information 
 

‘Transport’ 
 
 

29.02.2008 

 To practice simple past 
tense at the beginning of 
a lesson.  
 
To enable students to 
read for specific 
information to find the 
answers of pre-reading 
questions and decide on 
the multiple choice 
questions.   

Students were briefly 
instructed the simple past 
tense before reading. 
Then, they were given 
some incorrect sentences 
in past tense to find the 
mistakes and correct 
them. Later, they were 
introduced with the topic 
and the text and given 
some pre-reading 
questions. They firstly 
read for pre-reading 
questions and secondly 
for multiple choice 
questions. 
 

TASK 2- Reading for 
specific information – 
Multiple choice questions 
 

‘Do-It-Yourself Forecasts’ 
 
 

07.03.2008 

To give practice on 
future tense. 
 
To enable students to 
decide on the writer’s 
point of view.  
 
To give practice on 
reading for specific 
information to find the 
answers of multiple 
choice questions.  

Students were given the 
practice of future tense at 
the beginning of a lesson. 
Then, the meanings of 
some unknown words 
were explained. Later, 
they were given the text 
and the pre-reading 
questions. They read the 
text to find their answers. 
Next, they chose the best 
answer according to the 
text.  
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TASK  3– Reading for 
specific information 
 
‘Healthy Eating ‘Megabite’’ 

 
 

13.03.2008 

To give practice using 
linking words by reading 
the text.  
To enable students to 
practice at scanning the 
text to find the answers 
of the comprehension 
questions.  

Students were taught the 
linking words at the 
beginning of a lesson to 
prepare them for the text. 
Then, they were given 
the meanings of 
unknown words and then 
they were given the 
comprehension questions 
before reading the text.  

TASK 4- Reading for 
specific information – 
Multiple choice questions 
 

‘TV Review’ 
 

 
21.03.2008 

 
 

To give practice on 
modal verbs. 
 
To practice reading for 
specific information.  

Students were instructed 
with the rules of model 
verbs and then they did 
some exercises. They 
were introduced with the 
topic by asking pre-
reading questions and 
given the meanings of 
some unknown words. 
Later, students found out 
whether the statements 
were facts or expressing 
the writer’s opinion. 
Then, they read the text 
to find the answers of 
multiple choice 
questions.  
 

TASK  5– Reading for 
specific information 
 

‘Ten Years For Building 
Society Robbers’ 

 
 

28.03.2008 

To enable students to use 
past tense and past 
perfect tense.  
To give practice at 
scanning the text to find 
the answers of the 
comprehension questions 

Students were instructed 
the rules of past tense 
and past perfect tense at 
the very beginning of a 
lesson. Later, they 
studied the meanings of 
unknown words from the 
context and then they 
were given the text and 
read the text to find the 
answers of the questions.  
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TASK 6- Reading for 
general meaning  – 
Gap filling activity 
 
 ‘Life in the Global Village’ 

 
 

04.04.2008 

To give practice on 
passive voice before 
reading the text. 
To enable students 
decide on the point of 
view of the writer and 
then whether the 
statements are T/F. 
To give practice how to 
reinsert the missing 
information into suitable 
gap.   

Students were given the 
rules of passive voice 
before reading. Then, 
they practiced the rules 
with a worksheet. They 
were given the text and 
then introduced with the 
topic. Later, students did 
the activities such as 
deciding on the point of 
view, T/F and gap filling. 
 

TASK 7- Reading for 
specific information – 
Getting the meanings of 
unknown words from the 
context 
 
 

‘Just Say ‘No’ To Drugs’ 
 

11.04.2008 

To practice relative 
clauses before reading 
the text. 
To enable students to get 
the meanings of 
unknown words from the 
context. 
To give practice reading 
for specific information 
to find the answers of the 
comprehension 
questions.  
 
To enable students to 
practice at scanning for 
specific information and 
give practice them to 
scan the text in order to 
build up a general 
understanding and 
deduce the meaning of 
some words.  

Students were given the 
rules of relative clauses 
at the beginning of a 
lesson. Then, they were 
given an exercise to 
practice the grammar 
point. Later, they were 
showed a cartoon which 
is related to the topic of 
the text to prepare 
students. Then, students 
were given multiple 
choice exercises to find 
the meanings of 
boldfaced words. Also, 
comprehension questions 
were given before 
reading for the second 
time. Finally, students 
were asked to produce 
sentences in relative 
clauses.  
 

TASK 8-  Reading for 
specific information -
Matching 

 
‘Decisions’ 

   
 

18.04.2008 

To practice reason and 
result sentences by using 
‘because and so that’. 
To make the students talk 
about the pictures and 
then match the 
paragraphs with the 
pictures.  
To enable students 
produce sentences in this 
grammar point.  

Students were given the 
rules of reason and result 
sentences before reading. 
Then, they did the 
exercises related to this 
topic. Later, they 
matched the people with 
the suitable paragraphs 
by explaining their 
reasons.  
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TASK 9- Reading for 
specific information- 
Multiple choice  

‘Staying 
Underwater’ 

 
25.04.2008 

 

To revise passive voice 
at the beginning of a 
lesson.  
 
To enable students to do 
the activities like ‘What 
do the following refer 
to?’ 
 
To practice reading for 
specific information to 
choose the best answer 
according to the text.  
 

Students were given a 
revision on passive 
voice. Later, they were 
given referring questions 
and multiple choice 
questions to read for 
specific information.  

TASK 10-  Reading for 
specific information – 
Completing the chart 
 
‘Reading at 8 Months? That 

Was Just the Start’ 
 

02.05.2008 

 To give practice on 
reported speeches.  
 
To enable students to 
complete the chart by 
using the information in 
the text.  

Students were given the 
rules of reported 
speeches. Then, they did 
some exercise on this 
grammar point. Later, 
they were given two 
charts to complete after 
reading the text. 
 
 
 

 

All tasks in both groups were designed by the researcher. During courses, in 

both groups, students were given one task ever week. The test tasks used in the pre-

and post- tests are directly similar to tasks used in the experimental group. The topics 

of the texts are appropriate to students’ age and culture, and they are aimed to be 

focused on students’ interests. 
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3.7. Data Analysis 

 

The data collected from the study were statistically analyzed by a professional 

statistics expert using the Statistical Packages for Social Sciences, 13.0 (SPSS). In 

measuring the quantitative data collected after the study, means and standard 

deviations of the pre- and post-treatment written tests in the experimental and control 

groups were compared using t-tests.  

 

Both the control group and the experimental group were given a pre-test 

before the treatment for the experimental group. The results of the pre-test were 

analyzed immediately through t test to see whether or not there was a statistically 

significant difference between the mean grades of the two groups. Both groups were 

given the same test as a post-test just after a ten-week task-based instruction, which 

was comprised of task-based reading activities, to the experimental group. The mean 

scores of the pre-test and the post-test for both groups were analyzed through two-

way ANOVA to see whether or not there was a significant improvement on behalf of 

the experimental group and thus to understand whether or not task-based reading 

activities had a positive effect upon improving  students’ reading skills in English as 

a foreign language. The f values were analyzed at 0, 05 sig. level (p). 
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CHAPTER 4 

 

RESULTS AND DISCUSSION 

 

This chapter includes the results in relation to the research questions which 

were found after statistical analysis and the interpretation of them. Besides, these 

findings will be discussed with respect to the previous researches done on this field.  

 

4.1. Results 

 

On the data obtained from the application of the test prepared for measuring 

the success of students in reading skills which is given in Appendix B, the item-total 

correlation and item-remainder coefficients were counted as being the scale 

development statistics (Appendix 4, Table 1-6).  

 

 The upper and lower quartile t-test was applied in order to test the 

discrimination power of the items (Appendix 4, Table 8-13). 

 

 By omitting the  9.,14.,15.,18.,23.,25.and 29.items from the scale according to 

the item analysis done with these two methods, the last version of the scale which 

was given in Appendix E was developed.  

 

 Cronbach and Rulon coefficients were computed and displayed in Table 19 

(Appendix 4). The internal consistency (Appendix 4, Table 7) and discrimination 

power (Appendix 4, Table 14) were counted in terms of dimensions. According to 

these analysis results, it was seen that the scale was valid and reliable.  
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4.1.1. Findings of the First Question 

 

1. The first question of the study was determined as ‘How effective is the 

employment of task-based activities in reading classes in terms of improving 

students’ reading comprehension?’ 

 

In order to answer this question, the results of Part 1, Part 2, Part 3, Part 4, 

Part 5 and Part 6 of pre-test and post-test of the experimental group and control 

group were analyzed to find out if those differences were statistically significant. For 

this purpose; the mean scores, standard deviations of the pre-tests and the post-tests 

were obtained and a t-test was applied.  

 

Table 7. Mean and Deviations of Cells for Part 1 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                  

  

Pretest                        32   49.12   28.94      27   37.56   32.54      59   43.83   30.92 

  

Posttest                       32   66.53   21.82      27   52.96   29.63      59   60.32   26.36 

  

Total                          64   57.83   26.89      54   45.26   31.79     118   52.08   29.78 

  

================================================================================================= 
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Table 7-B. The Results of ANOVA for Part 1 According to Scale and Group 

Variables 

===================================================================================== 

  

                             Sum of                    Mean                           

                              Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                  7883.90           1     7883.90        9.87       p<.01 

  

Columns (Grup)                4626.83           1     4626.83        5.79       p<.05 

  

Interaction                     29.25           1       29.25        0.04           - 

  

Error                        91085.10         114      798.99                         

  

===================================================================================== 

  

 

In terms of Part 1 sub dimension, there was a difference in success of English  

between the scales (pre-test and post-test)  (F=9.87, sd=1-114, p<.01) and groups 

(experimental-control) (F=5.79, df=1-114, p<.05) (Table 7-B).  

 

Table 7-C.  t-Test Results for Part 1 According to Scale (Inter Rows) Variable 

=================================================   

                               Pretest    Posttest  

------------------------- ----------- -----------   

Pretest                   µ=    43.83 t=     3.17   

------------------------- ----------- -----------   

Posttest                  p<.01       µ=    60.32   

            ================================================================= 

 

In terms of Part 1 sub dimension, when compared to pre-tests ( =x 48.33) the 

success of English in post-tests ( =x 60.32) was higher (t=3,17, df=116, p<.01) 

(Table 7-C). 
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 Table 7-D.  t-Test Results for Part 1 According to Group (Inter Columns) 

Variable 

=================================================   

                              Control   Treatment   

------------------------- ----------- -----------   

Control                   µ=    45.26 t=     2.41   

------------------------- ----------- -----------   

Treatment                 p<.01       µ=    57.83   

=================================================   

 

In terms of Part 1 sub dimension, success of English in experimental group 

( =x 57.83) was higher (t=2,41, df=116, p<.01) than control group ( =x 45.26) 

(Table 7-D).  

 

Table 7-E. t-Test Results for Part 1 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                              Control   Treatment     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    37.56 t=     1.57 t=     2.00 t=     3.92   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       -           µ=    49.12 t=     0.52 t=     2.46   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.05       -           µ=    52.96 t=     1.84   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.01       p<.01       p<.05       µ=    66.53   

=========================================================================   

 

The findings indicate that in terms of Part 1 sub dimension, there was no 

significant difference in success of English in pre-tests between experimental group 

( =x 49.12) and control group ( =x 37.56). But, there was a significant difference 

between the post-tests of experimental group ( =x 66.53) and control group 

( =x 52.96). The experimental group was more successful in post-test ( =x 66.53) 

when compared to pre-test ( =x 49.12) (Table 7-E).  
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Table 8.  Mean and Deviations of Cells for Part 2 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                            

  

Pretest                        32   51.19   26.19      27   41.81   32.37      59   46.90   29.30 

  

Posttest                       32   55.69   25.75      27   54.78   31.86      59   55.27   28.46 

  

Total                          64   53.44   25.86      54   48.30   32.48     118   51.09   29.06 

  

================================================================================================= 

  

 

Table 8-B. The Results of ANOVA for Part 2 According to Scale and Group 

Variables 

===================================================================================== 

  

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                  2232.89           1     2232.89        2.67           - 

  

Columns (Grup)                 774.14           1      774.14        0.92           - 

  

Interaction                    524.42           1      524.42        0.63           - 

  

Error                        95450.49         114      837.29                         

  

===================================================================================== 
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In terms of Part 2 sub dimension, there was a difference in success of English 

between the scales (pre-test and post-test) (F=2.67, sd=1-114, p>.05) and groups 

(experimental and control) (F=0.92, sd=1-114, p>.05) (Table 8-B).  

  

Table 8-E.  t-Test Results for Part 2 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                              Control   Treatment     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    41.81 t=     1.24 t=     1.65 t=     1.83   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       -           µ=    51.19 t=     0.48 t=     0.62   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        -           -           µ=    54.78 t=     0.12   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.05       -           -           µ=    55.69   

  

==================================================================================== 

 

In terms of Part 2 sub dimension, there was no difference in success of 

English in pre-tests between experimental group ( =x 51.19) and control group 

( =x 41.81). Also, there was no difference in post-tests between experimental group 

( =x 55.69) and control group ( =x 54.78). The experimental group wasn’t more 

successful in post-test ( =x 55.69) when compared to pre-test ( =x 51.19) (Table 8-

E). 
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Table 9.  Mean and Deviations of Cells for Part 3 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                            

  

Pretest                        32   55.91   29.60      27   38.81   29.92      59   48.09   30.71 

  

Posttest                       32   52.38   29.20      27   54.93   27.02      59   53.54   28.01 

  

Total                          64   54.14   29.22      54   46.87   29.38     118   50.81   29.40 

  

    

=================================================================================================  

 

  

Table 9-B.  The Results of ANOVA for Part 3 According to Scale and Group 

Variables 

===================================================================================== 

  

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                  1158.73           1     1158.73        1.38           - 

  

Columns (Grup)                1548.07           1     1548.07        1.84           - 

  

Interaction                   2825.00           1     2825.00        3.36           - 

  

Error                        95854.14         114      840.83                         

  

===================================================================================== 
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In terms of Part 3 sub dimension, there was a difference in success of English 

between the scales (pre-test and post-test) (F=1.38, sd=1-114, p>.05)  and groups 

(experimental and control) (F=1.84, sd=1-114, p>.05)  (Table 9-B). 

 

Table 9-E.  t-Test Results for Part 3 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /  Posttest /  Posttest /   Pretest /   

                              Control   Treatment     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    38.81 t=     1.79 t=     2.04 t=     2.26   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.05       µ=    52.38 t=     0.34 t=     0.49   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.05       -           µ=    54.93 t=     0.13   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       p<.05       -           -           µ=    55.91   

           

==================================================================================   

 

  

In terms of Part 3 sub dimension, the experimental group ( =x 55.91) was 

more successful than the control group ( =x 38.81) in pre-tests. However, there was 

no significant difference in post-tests between the experimental group ( =x 52.38) 

and the control group ( =x 54.93). The experimental group was not more successful 

in post-test ( =x 52.38) when compared to pre-test ( =x 55.91) (Table 9-E). 
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Table 11. Mean and Deviations of Cells for Part 5 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                         

  

Pretest                        32   36.09   26.80      27   35.63   22.51      59   35.88   24.72 

  

Posttest                       32   60.03   27.11      27   70.37   24.81      59   64.76   26.38 

  

Total                          64   48.06   29.33      54   53.00   29.29     118   50.32   29.30 

  

  

Table 11-B. The Results of ANOVA for Part 5 According to Scale and Group 

Variables 

===================================================================================== 

  

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                 25210.76           1    25210.76       38.72       p<.01 

  

Columns (Grup)                 714.01           1      714.01        1.10           - 

  

Interaction                    854.56           1      854.56        1.31           - 

  

Error                        74232.28         114      651.16                         

  

=====================================================================================  
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In terms of Part 5 sub dimension, there was difference in success of English 

between scales (pre-test and post-test) (F=38.72, sd=1-114, p<.05). However, there 

was no significant difference in success of English between groups (Experimental 

and control) (F=1.10, sd=1-114, p>.05) (Table 11-B).   

 

Table 11-C.  t-Test Results for Part 5 According to Scale (Inter Rows) Variable 

=================================================   

                               Pretest    Posttest  

------------------------- ----------- -----------   

Pretest                   µ=    35.88 t=     6.15   

------------------------- ----------- -----------   

Posttest                  p<.01       µ=    64.76   

   ====================================================== 

 

In terms of Part 5 sub dimension, success of English in post-tests ( =x 64.76) 

was higher (t=6,15, df=116, p<.01)  when compared to pre-tests ( =x 35.88) (Table 

11-C). 

 

Table 11-E.  t-Test Results for Part 5 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                              Control   Treatment   Treatment     Control   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    35.63 t=     0.07 t=     3.66 t=     5.00   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       -           µ=    36.09 t=     3.75 t=     5.14   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.01       p<.01       µ=    60.03 t=     1.55   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.01       p<.01       -           µ=    70.37   

        

==================================================================================== 

 

 

In terms of Part 5 sub dimension, there was no significant difference in 

success of English in pre-tests between experimental group ( =x 36.09) and control 

group ( =x 35.63). Also, there was no significant difference in post-tests between the 
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experimental group ( =x 60.03) and the control group ( =x 70.37), too. The 

experimental group was more successful in post-test ( =x 60.03) when compared to 

pre-test ( =x 36.09). Similarly, the control group was more successful in post-test 

( =x 70.37) when compared to pre-test ( =x 35.63) (Table 11-E).  

Table 12. Mean and Deviations of Cells for Part 6 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                            

  

Pretest                        32   36.78   25.70      27   39.19   27.68      59   37.88   26.42 

  

Posttest                       32   62.56   29.09      27   53.33   31.88      59   58.34   30.49 

  

Total                          64   49.67   30.17      54   46.26   30.42     118   48.11   30.20 

  

       

================================================================================================= 
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Table 12-B. The Results of ANOVA for Part 6 According to Scale and Group 

Variables 

===================================================================================== 

  

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                 11673.93           1    11673.93       14.30       p<.01 

  

Columns (Grup)                 341.09           1      341.09        0.42           - 

  

Interaction                    990.88           1      990.88        1.21           - 

  

Error                        93061.42         114      816.33                         

  

 

 

 

 In terms of Part 6 sub dimension, there was a difference in success of English 

between the scales (pre-test and post-test) (F=14.30, sd=1-114, p<.05). However, 

there was no difference in success of English between groups (experimental and 

control) (F=0.42, sd=1-114, p>.05) (Table 12-B). 

Table 12-C.  t-Test Results for Part 6According to Scale (Inter Rows) Variable 

=================================================   

                               Pretest    Posttest  

------------------------- ----------- -----------   

Pretest                   µ=    37.88 t=     3.89   

------------------------- ----------- -----------   

Posttest                  p<.01       µ=    58.34   

               ======================================================= 
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Table 12-E.  t-Test Results for Part 6 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                            Treatment     Control     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       µ=    36.78 t=     0.32 t=     2.22 t=     3.61   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         -           µ=    39.19 t=     1.82 t=     3.13   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.05       p<.05       µ=    53.33 t=     1.24   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.01       p<.01       -           µ=    62.56   

============================================================================   

 

 

In terms of Part 6 sub dimension, there was no difference in success of 

English in pre-tests between experimental group ( =x 36.78) and control group 

( =x 39.19). Also, there was no difference in post-tests between the experimental 

group ( =x 62.56) and the control group ( =x 53.33). The experimental group was 

more successful in post-test ( =x 62.56) when compared to pre-test ( =x 36.78). 

Similarly, the control group was more successful in post-test ( =x 53.33) when 

compared to pre-test ( =x 39.19) (Table 12-E).  

 

 

   4.1.2. Findings of the Second Question 

 

The second question of the study was determined as ‘Do the task-based 

reading activities have an effect on the improvement of students’ vocabulary 

development?’  

In order to answer this question, the results of Part 4 of pre-test and post-test 

of both experimental group and control group were analyzed to find out if those 

differences were statistically significant. For this purpose; the mean scores, standard 

deviations of the pre-tests and the post-tests were obtained and a t-test was applied. 
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Table10. Mean and Deviations of Cells for Part 4 According to Scale and Group 

Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                            

  

Pretest                        32   47.78   31.54      27   36.37   25.27      59   42.56   29.17 

  

Posttest                       32   59.78   29.86      27   51.63   27.66      59   56.05   28.92 

  

Total                          64   53.78   31.06      54   44.00   27.35     118   49.30   29.70 

  

================================================================================================= 

  

 

Table 10-B. The Results of ANOVA for Part 4 According to Scale and Group 

Variables 

================================================================================================= 

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                  5440.76           1     5440.76        6.53       p<.05 

  

Columns (Grup)                2802.08           1     2802.08        3.36           - 

  

Interaction                     77.78           1       77.78        0.09           - 

  

Error                        94991.53         114      833.26                         

  

==================================================================================== 
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In terms of Part 4 sub dimension, there was a significant difference in success 

of English  between the scales (pre-test and post-test)  (F=6.53, sd=1-114, p<.05). 

However, there was no significant difference between the groups (experimental-

control) (F=3.36, sd=1-114, p>.05) (Table 10-B). 

 

Table 10-C.  t-Test Results for Part 4 According to Scale (Inter Rows) Variable 

=================================================   

                               Pretest    Posttest  

------------------------- ----------- -----------   

Pretest                   µ=    42.56 t=     2.54   

------------------------- ----------- -----------   

Posttest                  p<.01       µ=    56.05   

   ================================================= 

 

In terms of Part 4 sub dimension, success of English in post-tests ( =x 56.05) 

was higher (t=2,54, df=116, p<.01) than pre-tests ( =x 42.56) (Table 10-C).  

   

Table 10-E.  t-Test Results for Part 4 According to Scale & Group (Common Effect) 

Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                              Control   Treatment     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    36.37 t=     1.51 t=     1.94 t=     3.10   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       -           µ=    47.78 t=     0.51 t=     1.66   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.05       -           µ=    51.63 t=     1.08   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.01       -           -           µ=    59.78   

=======================================================================   

 

In terms of Part 4 sub dimension, there was no difference in success of 

English in pre-tests between experimental group ( =x 47.78) and control group 

( =x 36.37). Also, there was no difference in post-tests between the experimental 
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group ( =x 59.78) and the control group ( =x 51.63). The experimental group wasn’t 

more successful in post-test ( =x 59.78) when compared to pre-test ( =x 47.78). 

However, the control group was more successful in post-test ( =x 51.63) when 

compared to pre-test ( =x 36.37) (Table 10-E).  

 

When the total success of the experimental group and the control group 

statistically analyzed, the findings indicated that there was no significant difference 

between the experimental group having reading activities applied by using task-

based approach and the control group having reading activities applied by using 

more traditional techniques in their classes. The table 13 shown below proved this 

result mentioned above.  

 

Table 13. Mean and Deviations of Cells for TOTAL SUCCESS According to Scale 

and Group Variables 

================================================================================================= 

  

                                        Treatment                 Control                   Total 

  

------------------------- ----------------------- ----------------------- ----------------------- 

  

                                n       µ       s       n       µ       s       n       µ       s 

  

================================================================================================= 

  

N= 118                                                                                            

  

Pretest                        32   46.15   17.89      27   38.23   18.08      59   42.52   18.26 

  

Posttest                       32   59.49   17.43      27   56.33   18.90      59   58.05   18.03 

  

Total                          64   52.82   18.77      54   47.28   20.47     118   50.29   19.68 

  

=================================================================================================  
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Table 13-B. The Results of ANOVA for TOTAL SUCCESS According to Scale and 

Group Variables 

===================================================================================   

                             Sum of                    Mean                           

                             Squares          df      Square           F           p 

  

------------------------- ----------- ----------- ----------- ----------- ----------- 

  

Rows (Olcum)                  7244.08           1     7244.08       22.24       p<.01 

  

Columns (Grup)                 898.65           1      898.65        2.76           - 

  

Interaction                    165.70           1      165.70        0.51           - 

  

Error                        37129.24         114      325.70                         

  

==================================================================================   

  

In terms of total success, there was a difference in success of English between 

the scales (pre-test and post-test) (F=22.24, sd=1-114, p<.05). However, there was no 

significant difference in success of English between groups (experimental and 

control) (F=2.76, sd=1-114, p>.05) (Table 13-B). 

Table 13-C.  t-Test Results for TOTAL SUCCESS According to Scale (Inter Rows) 

Variable 

=================================================   

                               Pretest    Posttest  

------------------------- ----------- -----------   

Pretest                   µ=    42.52 t=     4.67   

------------------------- ----------- -----------   

Posttest                  p<.01       µ=    58.05   

   ===================================================== 

 

  

In terms of total success, success of English in post-tests ( =x 58.05) was 

higher (t=4,67, df=116, p<.01) than pre-tests ( =x 42.52)  (Table 13-C). 

 

 



97 

 

Table 13-E.  t-Test Results for TOTAL SUCCESS According to Scale & Group 

 (Common Effect) Variables 

=========================================================================   

                            Pretest /   Pretest /  Posttest /  Posttest /   

                              Control   Treatment     Control   Treatment   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Control         µ=    38.23 t=     1.68 t=     3.69 t=     4.51   

------------------------- ----------- ----------- ----------- -----------   

Pretest / Treatment       -           µ=    46.15 t=     2.16 t=     2.96   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Control        p<.01       p<.05       µ=    56.33 t=     0.67   

------------------------- ----------- ----------- ----------- -----------   

Posttest / Treatment      p<.01       p<.01       -           µ=    59.49   

=========================================================================   

 

In terms of total success, there was no significant difference in success of 

English in pre-tests between experimental group ( =x 46.15) and control group 

( =x 38.23). Also, there was no difference in post-tests between the experimental 

group ( =x 59.49) and the control group ( =x 56.33). The experimental group was 

more successful in post-test ( =x 59.49) when compared to pre-test ( =x 46.15). 

Similarly, the control group was more successful in post-test ( =x 56.33) when 

compared to pre-test ( =x 38.23) (Table 13-E). 

 

4.2. Discussion 

 

 In this thesis study, the efficiency of task-based activities on the students’ 

reading skills was investigated to see the effect of task-based activities on the 

improvement of learners’ reading skills, the pre-test and post-test mean scores of the 

control group and the experimental group through two-way ANOVA were compared. 

It was observed that there wasn’t a statistically significant difference between the 

tests and groups. Thus, the hypothesis of the study wasn’t verified, which means that 

task-based reading activities do not have a positive effect upon the improvement of 

learners’ reading skills. The findings were shown in Table 13 and Table 13-E.     
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However, the findings in this study were not in consistent with the results of 

the study which was carried out by Demir (2008). In her study, she found out that the 

Task-Based Method in reading EFL class enabled FL learners to participate in 

reading tasks actively, and to be autonomous in the reading process and thus FL 

learners achieved what their reading class aimed at the lower-intermediate level of 

English. 

 

The first question of the study ‘how effective the employment of task-based 

activities on reading classes is in terms of improving students’ reading 

comprehension’ will be discussed in the light of findings given in the previous part.  

 

In this study it was found that the experimental group had a significant 

difference in responding to the reading comprehension questions for listing the 

required information from the text in Part 1 (See Table 7-E). In this part, it was 

assumed that task-based teaching method was more effective than the traditional 

teaching method. This positive effect may be resulting from the nature and the design 

of the tasks applied in the experimental group. For instance, task 4 (see in Appendix 

2) applied in this group may give the practice of this type of question. Similar result 

was found out in the study of Khand (2004) in which he focused on how to make the 

learners efficient reader and improve their reading comprehension.  

 

In Part 2 and Part 3 of the scale (Pre-test and Post-test) which were aimed to 

assess the students’ specific reading comprehension capability, there wasn’t a 

statistically significant difference between the tests and groups in both parts. These 

results were obtained from the statistical figures shown in Table 8-E and Table 9-E. 

During the implementation period, comprehension question types were applied in the 

experimental group by using task-based method and, in the control group, they were 

applied by a traditional method. However, from the statistical results, it was deduced 

that task-based teaching method was not more efficient on improving the reading 

comprehension capability of students when compared to traditional teaching method. 
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However, the results were not in consistent with the results of the experimental study 

carried out by Tilfarlioğlu and Başaran (2007). In their study, there was a significant 

difference in enhancing reading comprehension through task-based writing activities 

in the experimental group.  

 

There was no difference in the statistical results obtained by compared t-test 

between the tests and groups in Part 5 of the scale which was developed to assess the 

general reading comprehension capability of the students (see in Table 11-E). In this 

part, the students were expected to understand the extracts in general and then match 

the points with them. Surprisingly, the students in the control group became more 

successful in this part when the mean scores of post-tests were analyzed. While the 

mean score of the experimental group was ( =x 60.03) in the post-test, the control 

group’s mean score was ( =x 70.37). In short, task-based method didn’t have a 

positive effect on enhancing the students’ reading comprehension when compared to 

a more traditional method.  

 

In the final section of the scale which was Part 6 aiming to assess the fill in 

the blanks types of reading comprehension questions, there was no significant 

difference in post-tests between the experimental group ( =x 62.56) and the control 

group ( =x 53.33) when the mean scores of the groups were analyzed. By looking at 

Table 7-E, it can be concluded that the experimental group was more successful in 

post-test ( =x 62.56) when compared to pre-test ( =x 36.78). Similarly, control group 

was more successful in post-test ( =x 53.33) when compared to pre-test ( =x 39.19). 

That is, both groups’ pos-test mean scores in this part of the scale increased after the 

implementation period. The statistical results show that the experimental group had 

higher points in this part in the post-test when compared to post-test results of the 

control group. However, there wasn’t a significant statistical difference in post-test 

results between the groups showing the effectiveness of task-based teaching method. 

The study which was not in consistent with the findings of this study was carried out 

by Nodoushan (2005). In his study, he searched the cognitive style as a factor 

affecting task-based reading comprehension test scores. The findings in the study 
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indicated that cognitive style resulted in a significant difference in subjects' 

performance of true-false, sentence and paragraph completion, outlining, skimming, 

and elicitation tasks in all proficiency groups. 

 

The second question of the study is ‘Do the task-based reading activities have 

an effect on the improvement of students’ vocabulary development?’. To discuss the 

result of this question, Part 4 of the scale which was designed to assess the 

vocabulary development of the students was analyzed. In our study, it was found out 

that there was no significant difference in post-tests between experimental group 

( =x 59.78) and control group ( =x 51.63) when the mean scores in post-tests of the 

groups were analyzed. The experimental group wasn’t more successful in post-test 

( =x 59.78) when compared to pre-test ( =x 47.78). On the contrary, the control 

group was more successful in post-test ( =x 51.63) when compared to pre-test 

( =x 36.37). The mean score of the experimental group was higher than the mean 

score of the control group. However, when it was explained in terms of statistical 

values, the control group’s success was higher than the experimental group contrary 

to the expected result. This result was a bit surprising because in the implementation 

process, the students in the experimental group dealt with the vocabulary in more 

detail and learnt how to infer the meaning of unknown words from the contextual 

clues unlike the students in the control group (see Appendix 3). To conclude, the 

task-based reading activities were not more effective in enhancing the students’ 

vocabulary development than traditional reading activities.  However, the study of 

Chien and Chen (2005) examining the effectiveness by using a collaborative task-

based approach in the teaching of reading and explore EFL learners’ attitudes 

towards reading-to-writing English instruction explains why we had such an 

unexpected result in the present study. He states in his study that to be more 

successful in terms of lexical learning, L2 learners are encouraged to ignore and 

mark unfamiliar vocabulary while reading the text for the first time. The reasoning is 

that inferring word meanings is potentially a productive strategy for vocabulary 

learning. That is, through the use of lexical inference most L2 learners engage 

themselves in ‘considerable hypothesis and testing about word meaning’ and, at the 
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same time, ‘the rich psychological and linguistic context that text provides can act as 

a cognitive hook for the memory of new words’ (Fraser,1999). On the other hand, 

studies have shown that when L2 learners infer and then consult a dictionary or 

another individual, they have a higher retention rate than if they infer of consult 

alone (Schouten-van Parreren, 1989; Fraser, 1999). Based on the studies mentioned 

above, his study, to acquire a higher retention of the meaning of new words 

encountered while reading for comprehension, the L2 students were required to 

consult a bilingual dictionary or their classmates after reading the text for the first 

time. Then, they wrote the ‘checked’ words in their vocabulary notebook in a 

dictionary-like style. In so doing, they might memorize some words and develop 

their potential for vocabulary while inferring in the reading material for the next 

time.  

 

When the total success was mentioned, the findings of the paired samples t-

test for pre-and-post treatment test results showed that the control group improved 

significantly when compared to the experimental group. This result, while surprising 

and disappointing, was concluded by the fact that the control group had much lower 

mean scores overall on the pre-test and thus had much more room at the top for 

improvement.  The statistical finding that the control group progressed more 

significantly between the pre-treatment test and post-treatment test but still had a 

lower total mean score on the post-treatment test than did the experimental group. 

However, this difference is so small and it doesn’t show that the task-based reading 

activities have a positive effect on the improvement of learners’ reading skills. 

 

There are a number of possible explanations for the lack of significant 

improvement in tested reading skills in the experimental group. Both the researcher 

and the students were novices in TBI and were learning the approach as the students 

were learning to perform the tasks. Not all students may respond positively to the 

TBI format and some students may feel more familiar with and successful in a more 

teacher-directed PPP format.  
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The main reason for the non-significant changes may be that the duration of 

the study was not long enough. Considering that it is difficult to expect immediate 

improvement in students’ reading skills. It is obvious that a 10 ten-week treatment 

time was not long enough to measure positive changes in their reading 

comprehension capability and vocabulary development. Even though there were 

some individual students who improved significantly in the experimental group, total 

results did not show the same significant improvement. Again, this suggests that 

some students may thrive in the more student-directed TBI format and others may 

thrive in a more traditional teacher-directed PPP format.  

 

Another possible reason for non-significance in the treatment and students’ 

improvement is that the tasks used in both the experimental group and the control 

group were applied to the students as an extra-curricular activity. Therefore, the 

students might not have given so much importance to the tasks and test when 

compared to the tasks and tests applied in their must courses.   

 

The lack of intensity of exposure of task-based classes in the study can be 

another reason for the non-significance of the changes in the study. Students are 

taught reading for four hours per week. In the study, the students were learning 

through TBI activities in two hours per week as an extracurricular activity.  
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CHAPTER 5 

 
CONCLUSION AND SUGGESTIONS 

 

 
5.1. Summary of the Study 

 

The main aim of this study was to find out whether or not task-based reading 

activities have a positive effect upon learners’ reading skills in English as a foreign 

language. A directional hypothesis was formed in order to be able to draw overall 

conclusions about the effectiveness of TBL upon language learning. An experimental 

pre-test / post-test control group research design was adopted to check whether the 

hypothesis was verified or not. Classes were randomly appointed to form the 

experimental group and the control group respectively. The population of the study 

was comprised of 59 upper-intermediate level students in two classes of 32 and 27 

students each. Both the control group and the experimental group were given the pre-

test prior to the presentation of task-based reading tasks. Following the application of 

task-based reading activities to the experimental group, both groups took the post-

test. This data collection tool was developed by the researcher by adopting the 

materials following the task-based approach. The same test was used for both the 

pre-test and the post-test, believing that the time span between the applications of 

both tests was long enough to minimize the effect of familiarity to the test items upon 

scores.  

 

In the second part of the present study, why the changes and shifts have been 

present during the history of this discipline was mentioned. In other words, a brief 

history of second language learning and teaching till the TBLT has been mentioned. 

The term ‘task’, which is the key concept in task-based learning and teaching, has 

various definitions differing according to their designers. According to (Prabhu 

1987), an activity which requires learners to arrive at an outcome from given 



104 

 

information through some process of thought, and which allowes teachers to control 

and regulate that process, is regarded as a ‘task’. (Van den Branden, 2006:7). Besides 

different definitions of a task, there are also various task types differing according to 

their designers and there are distinctions between variables within tasks in addition to 

types of tasks. Then, the definition of TBLT and the general principles and 

characteristics of task-based learning were explained in detail. Richards and Rodgers 

(2001) summarizes this issue very clearly. They assert that Task-Based Language 

Teaching (TBLT) refers to an approach based on the use of tasks as the core unit of 

planning and instruction in language teaching. Some of its proponents (e.g., Willis 

1996) present it as a logical development of Communicative Language Teaching 

since it draws on several principles that formed part of the communicative language 

teaching movement from the 1980s (p.223). The most distinguishing features of 

TBLT from the other methods and techniques are that there is an emphasis on 

learning through interaction in the target language and it focuses on meaning rather 

than form. It is very learner-centered and dependent on the prior grammar knowledge 

of the leaner. The focus on form is dealt at the end of a task according to the needs of 

students. Later, the task-based framework and its design in practice were mentioned.  

 

There have been different sequencing frameworks proposed by researchers 

(Ellis, 2003; Lee, 2000; Prabhu, 1987; Skehan, 1996; Willis, 1996). They assume 

three phases in common for task-based instruction. Ellis (2003) names these as ‘pre-

task’, ‘during task’, and ‘post-task’, while Willis (1996) divides these into ‘pre-task’, 

‘task cycle’ and ‘language focus’. During the study, the TBL framework proposed by 

Willis (1998) was adapted and kept in mind while doing the activities.  One of the 

most controversial issues about TBLT is the focus on meaning or focus on form.  

Even though TBI emphasizes the primacy of meaning, a focus on form has a parallel 

importance in the language learning process (Bygate, Skehan and Swain, 

2001).Therefore, Ellis (2007) asserts that task-based language teaching involves 

‘focus on form’ (i.e. attention to form occurs within the context of performing the 

task) means a strong form of communicative language teaching (Lochana and Deb 

2006). Another important point about TBLT is the roles and characteristics of teacher  
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and students. While a teacher is a consciousness raiser rather than the authority and 

also who is always ready for any help for a student, and who is positive and flexible 

in the lesson, the students take control of the task and they are responsible for their 

performance on the task. This entails an active participation, motivation and 

confidence on the part of students.  

 

TBLT has lots of advantages. For instance, the tasks are authentic and 

intrinsically motivating. It is learner-centered and meaning focused. But the main 

advantages of TBLT are that language is used for a genuine purpose meaning that 

real communication should take place, and that at the stage where the learners 

preparing their report for the whole class, they are forced to consider language from 

in general rather than concentrating on a single form as in the PPP model (Willis and 

Willis, 1996) (Demir, 2008:229). Besides its advantages, there are also some 

problems with TBL. One of the most important one is that it requires a high level of 

creativity on the part of the teacher. If teachers are traditional and far from creativity, 

then TBLT might be impossible to apply (Frost, 2004). In the last part of the first 

chapter TBLT and language skills were defined. According to Willis and Willis 

(2007); “Many people believe that TBT focuses almost entirely on the spoken 

language. There is certainly a lot of talking in the TBT classroom, from both teachers 

and learners, but TBT can also be used to teach reading.” (p. 3). 

 

Therefore, in this study, the efficiency of TBLT on the development of 

reading skill was examined. This study has an experimental research design. The 

statistical comparison of the scores of both groups taken at the pre-test the post-test 

formed the core of the study. First, the scores of the experimental group and the 

control group taken at the pre-test were compared and it was found out that both 

groups did almost the same with the mean scores of  46.15 and 38.23 respectively, 

which did not show a statistically significant difference. The mean scores of the pre-

test and the post-test for both groups were analyzed through two-way ANOVA. The f 

values were analyzed at P< 0, 05 significance level. Two-way variance analyses of 
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post-test results verified that there isn’t a statistically significant improvement on 

behalf of the experimental group. 

 

There were two research questions determined after statistical analysis and 

the interpretation of them. The first question of the study was determined as ‘How 

effective is the employment of task-based activities in reading classes in terms of 

improving students’ reading comprehension?’ and the second question of the study 

was determined as ‘Do the task-based reading activities have an effect on the 

improvement of students’ vocabulary development?’ In order to answer these two 

questions, the results of pre-test and post-test of the experimental group and control 

group were analyzed to find out if those differences were statistically significant. For 

this purpose; the mean scores, standard deviations of the pre-tests and the post-tests 

were obtained and a t-test was applied. In terms of total success, there was no 

significant difference in the success rate of English in pre-tests between the 

experimental group and the control group. In addition, there was no difference in 

post-tests between the experimental group and the control group. That is, the 

experimental group was more successful in the post-test when compared to the pre-

test. Similarly, the control group was more successful in the post-test when compared 

to the pre-test.  
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5.2. Suggestions  

 

Although the results of the study did not show any statistically significant 

changes in the improvement of students’ reading skills, this study shows that it is 

worth experimenting further with task-based instruction in classrooms and exploiting 

the role of tasks in students’ higher motivation in classroom language learning. 

Based on these results, this study may contribute to the course and syllabus 

design in schools and institutions. The curriculum and the syllabus designers may 

make use of the findings of the study by constructing educational programs. The idea 

of adapting course material to a task-based approach can be considered as a 

contribution to the development of alternative methods for creating more effective 

learning environments. It may be assumed that some students work better in some 

instructional formats than others and should be supported in working in that format 

which best suits their learning style. It may be that some combination of TBI and 

other methods mixes. 

 

Related to program design, implementation of TBI as an alternative teaching 

method can be a part of the teacher training program as well. Teachers, especially 

novice teachers, may not be familiar with this kind of instruction or its 

implementation within current approaches. Therefore, teachers should be trained 

about procedures for adapting course materials in their current syllabi into tasks and 

about mastering the phases of a task-based instruction. Like teachers, students should 

also be informed about task-based instruction, the tasks, their aims, what students are 

expected to do as a result of tasks when students are taught through this approach. 

That is, consciousness-raising about the use of tasks and the TBI approach is 

necessary for both teachers and students. 

 

Such a study can be repeated with different age groups, with larger subject 

groups and for longer periods and the findings should be confirmed. This study was a 

small experimental study which was carried out for 10 weeks as an extracurricular 
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activity. Therefore, further study is required to see the effects of task-based language 

teaching in long-term period and it should be applied in other language skills, too.   

 

 

5.3. Limitations of the study 

 

This study had certain limitations in examining the effects of task-based 

instruction on the improvement of students’ reading skills. The limitations of this 

study resulted from the duration of the study, the selection of the groups, the length 

of treatment and its being applied as an extracurricular activity.  

 

In this study, only upper-intermediate level EFL learners participated. This 

study can be enhanced by a wide variety level of foreign language learners. Beginner 

and intermediate sample of learners can be chosen for the task-based methodology. 
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Appendix 2 

 

Task 1 

Lesson Objective: 1. To teach students how to fill in the gab with the suitable 

paragraph taken from the text beforehand. 

Pre-task 

‘Education, Yes! School, No!’ 

 

. Asking some pre-reading questions as a brainstorming activity to activate students’ 

knowledge and experiences about the topic.  

- What do you think makes a good school? 

- How would you improve your school? 

- What do you think ‘home education’ is? 

. Delivering the text to students. 

. Before reading the text, giving the meanings of some new words taking place in the 

text. 

E.g.  improve 

 complain 

 play truant 

 

Task cycle 

Task 

. Before reading the text, putting students into pairs to create an interactive 

atmosphere in the class. 

. Asking students to read the magazine article by ignoring the gaps and having them 

answer the question: ‘Would you like to be educated at home?’ 

. As paragraphs can be linked by using similar vocabulary, having students match the 

words and phrases to others by they are connected to.  

Planning 

. Having students read the gapped text and reinsert the paragraphs that have been 

previously separated from the text appropriately. There is one extra paragraph that 

students do not need to use.  
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.  Giving students a vocabulary exercise to practice the words taking place in the 

article. Having them use words or phrases from the whole article to complete the 

definitions. The first letters of the words have been given.  

 

Report 

. Having pairs work to find the words in the article and report their findings to 

announce and compare their findings between the pairs.  

. Going around the class and observing the students and giving help when they ask.  

. Taking up the answers with the whole class. 

Language Focus 

Analysis 

. Using the relative clause sentences taking place in the text to show the students this 

grammar point. Also, writing the incorrect sentences of students produced during the 

task-cycle on the board to make the point more clear. 

. Giving pairs a short exercise on this grammar point. 

 

Practice 

. Going around the class and giving help to pairs when necessary. 

. Taking up the answers with the whole class. 
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Task 2 

Lesson Objectives: 1. To train students to identify the main ideas of a text. 

          2. To practice identifying and writing the main idea of a text. 

 

Pre-task (Who Lives Longer?) 

. Writing an opening discussion question (What are the factors that make people live 

longer?) on the board.  Having a short class discussion the facts that make people 

live longer.  

e.g.   

   T: Doctors say that having a balanced diet is one of the most important factors for 

long life.  

. Explaining the meanings of any words or expressions that are unfamiliar to 

students.  

e.g.  

fallacy:  untruth, misconception 

 reach a ripe old age: are people who live a long time 

 

Task cycle 

Task 

. Handing out the text to the students. Reading aloud the title of the article.  

. Asking students a question before reading the article. ‘Who do you think the article 

will say lives longer?’ 

Planning 

. Before reading the text, having students make a group of three.  

. Having students work together to read the first paragraph and identify the main idea 

and supporting details.  

. Asking students to do the same things for the next three paragraphs and find the 

main idea and supporting details from the paragraphs.  

Report 

. Having students take notes while doing the activities and discuss how they have 

reached their  findings.  

. Going around the classroom and observing the groups. Giving help as needed.  
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. Taking up the answers by choosing a spokesperson from each group.  

. Giving time to groups discuss and compare their findings.  

 

 

 

Language Focus 

Analysis 

. Using the ‘If Clause’ sentences taking place in the text to introduce the grammar 

point.  

. Writing the If Clause sentences produced by students in task-cycle step on the 

board.   

There can be mistakes in the sentences, but the teacher will show the correct form of 

them.  

 

 

Practice 

. Putting students into pairs and providing each pair one copy of the exercise about 

‘If Clauses’. Having partners work together to complete the questions in the exercise.  

. Monitoring the class and giving help as needed.  

. Taking up the answers with the whole class.  
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Task 3 

Lesson Objectives: 1. To give practice at scanning for specific information. 

2. To practice reading for specific information. 

 

Pre-task (Economic Might vs. Ecologic Right) 

. Asking students the pre-reading question: Which animal species are in danger? 

Why? 

. Writing the answers of students.  

. Explaining the meanings of the boldfaced words in the text. 

e.g.  

  habitat: the natural surroundings in which animals or plants usually lives. 

 demise: dead 

 

Task cycle 

Task 

. Putting students into pairs and delivering the text. 

. Showing a cartoon related to the text to the class. 

. Asking students to think about the title of the text and cartoon. Having them guess 

what the issue of this text will be.  

. Having pairs find the message or humor hidden in the cartoon.  

. Giving students some questions before reading the text and want them to look at 

these questions.  

. Asking students to read the text silently and looking for answers.  

. As a last activity in this part, having them summarize the issue presented in the 

background reading and take notes to complete the outline. 

1. Issue (State in your own words) 

____________________________________ 

2. Proponents’ (of saving endangered animals) 

__________________________ 

3. Opponents’ (of saving endangered animals) 

__________________________ 
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Planning 

. Having students scan the text and again and underline the words and phrases that 

helped them find the answers of the questions.  

Report 

. Having students take some notes on the activities done in the previous steps. 

. Going around the class and observing the class. Giving help as needed.  

. Taking up the answers with the whole class.  

 

 

Language focus 

Analysis 

. Having students study on the meanings of words taking place in the text. They did 

an exercise on it.  

 

Practice 

. Going over all three issues and allowing groups to find and discuss the answers. 

Going around the class and checking the groups’ works and giving help as needed. 

. Taking up the answers with the whole class.  
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Task 4 

Lesson Objective: 1. To give practice reading for specific information. 

2. To teach how to match the sentences and phrases with the paragraphs. 

 

Pre-task 

‘Getting in Shape’ 

. Asking some pre-reading questions. 

- How important is keeping fit? 

- What do people do to keep fit? 

- How useful are these activities? 

. Taking up the answers of the questions and writing them on the board. 

. Giving the meanings of some unknown words.  

E.g. trainer 

 emphasis  

 vary 

. Putting students into pairs and delivering the text taken from a local magazine. 

Task cycle 

Task 

. Asking students to read the text from a local magazine and asking them which gym 

they would prefer to go.  

 

Planning 

. Having students look through the article again to find the answers to the questions. 

They are not supposed to read the passage in detail.  

. Having students read the article again and match the phrases with the suitable 

paragraphs. 

. Having them use words or phrases from the article to complete the sentences. They 

have been given the first letter to help them.  
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Report 

. Having pairs take notes which parts in the text help them to find the answers. 

. Going around the class and giving help to pairs when needed. 

. Taking up the answers with the whole class. 

 

 

Language Focus 

Analysis 

. Writing some sample sentences involving result clauses from the text on the board 

to make the point more clear. 

. Delivering students an exercise to practice this grammar point.  

 

Practice 

. Taking up the answers of students with the whole class.  
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Task 5 

 

Lesson Objective: 1. To train students to infer meaning of an unknown word 

through contextual clues.  

 

Pre-task  

(To Know More About Less or Less About More) 

. Writing the opening discussion question on the board.  

T: ‘What can be contextual clues to determine the meaning of an unknown 

word?’ 

 

Task cycle 

Task  

. Asking students’ ideas about their school curricula. (Do they have any problems 

with it?) 

. Telling students they are going to read a text about the problems of school curricula. 

Planning 

. Putting students into pairs. 

. Asking students read the text carefully and look for the words that are not familiar 

to them.  

. Having students underline these unknown words.  

. Asking students to use the contextual clues (the other words in the phrase on the 

page) to determine the meaning of an unknown word.  

. Having them write the meanings of these words on the next line of their sheet of 

paper.  

 

Report 

. Going around the class and checking students’ works. Giving help as needed.  

.  Taking the findings of the pairs with the whole class.   
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Language focus 

Analysis 

. Providing each pair with one copy of a worksheet related to some words taking 

place in the text which are supposed to be unfamiliar to students.  

Practice 

. Going around the class and checking students’ answers. Giving help as needed.  

.  Taking up the answers of students with the whole class.  
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Task 6 

 

Lesson Objective: 1. To train students to recognize similarities and things in 

common between cases given in the text.  

Pre- task 

(Lottery Winners, Rich, but Happy?) 

. Showing a picture of a man who was a lottery winner to the class. Asking some 

questions about him by looking at the picture. 

e.g.  

     T: ‘What is strange in his appearance?’  

. Asking students a pre-reading question. 

     T: ‘If you won a lot of money, would you handle your money intelligently?’ 

. Explaining the meanings of some crucial words in the text before students read the 

text.  

 

E.g.  

     Jackpot: the biggest or most expensive prize given in a contest.  

     

Task cycle 

Task 

. Putting students into pairs and delivering each pair one copy of a text. 

. Telling students they are going to read three cases about lottery winners.  

. Asking students to read the text silently and want them to find similarities among 

these three cases.  

Planning 

. Having students work together to decide on the similarities among the cases.  

. Asking pairs to do the comprehension questions. 

Report 

. Having pairs take notes on these points. 

. Going around the class and giving help as needed. Observing the pairs’ works to see 

how efficiently they do.  

. Giving time to pairs to discuss compare their findings.  
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. Taking up the answers of the pairs with the whole class and write the similarities 

that students found among the cases on the board.  

. Taking up the answers of the comprehension questions.  

Language focus 

Analysis 

. Asking students too look through the text again and mark any words whose 

meanings they cannot guess from context. 

. As they have practiced if clauses in previous lesson, having students produce some 

sentences related to this grammar point to see whether there is problem or not.  

Practice 

. Writing the sentences produced by the students on the board.  
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Task 7 

 

Lesson Objective: 1. To practice reading for problem solving. 

 

Pre-task (The Bridge Poem) 

. Writing the title of the poem on the board. 

. Doing a brainstorming activity. Asking a question about the word ‘bridge’ taking 

place in the title.  

 T: ‘What does ‘bridge’ recall you?’ 

. Having a short class discussion on the pre-reading question.  

 

Task cycle 

Task 

. Putting students into groups of three and delivering the papers. 

. Giving the necessary vocabulary study. 

. Asking some questions about the poem before making them read it. By this way, 

students will read the poem to find out the problems that the poet has.  

e.g.  

   T: ‘What is the poet sick of? 

       What does the last stanza mean?’ 

Planning 

. Having students work together to find the answers of the questions.  

. Taking up the answers with the whole class. 

. Asking students some questions about the poet and asking them to find solutions by 

analyzing the poem and also make them produce their own alternative solutions.  

. Asking students some discussion questions. 

e.g.  

     T: ‘Who is the poet speaking to? and How does the poet act as a bridge?’ 

. Having students take notes while doing the activities.  

. Having students compare their answers with the other groups and then taking up the 

answers with the whole class.  
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Report 

. Going around the classroom and observing the groups. Also, helping students as 

needed.  

. Taking up the solutions found by the groups. 

. Taking up the answers of the discussion questions and then checking the answers of 

the questions in the exercise with the whole class.  

Language focus 

Analysis  

. Giving an exercise on ‘must’ as it frequently takes place in the poem.  

Practice 

. Going around the classroom and observing the groups and giving help when 

needed.  

. Having students tell the answers of the questions in the exercise.  
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Task 8 

Lesson Objectives: 1. To practice scanning for specific information. 

            2. To read the article and complete the table.  

Pre-task 

(Technological Wonderland) 

. Discussing with the class on the pre-reading question:  

 T: ‘How does technology affect our lives?’ 

. Asking students the question: ‘Does the title give you any clue about the writer’s 

attitude to technology’ 

. Giving the meanings of some unknown words taking place in the text.  

E.g.: precision,        inundated 

Task cycle 

Task 
. Putting students into pairs and delivering the text.  

. Giving students a chart involving some information taken from the text and some 

blanks.   

. Asking students to look at the chart and then scan the text to find the missing 

information in the chart.  

Planning 

. Having students fill in the blanks with the information taken from the text by using 

the cause-effect relationship.  

Report 

. While pairs studying on this part, having them take notes or underline the parts 

taking place in the texts as a clue for their findings.  

. Going around the class and observing the students. Giving help as needed.  

. Taking up the answers with the whole class.  
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Language Focus 

. Studying the affixes with students. 

. Asking them to do the exercise related to affixes.  

Practice 

. Taking up the answers with the whole class.  

. Correcting the mistakes of the students when happen in this part.  
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Task 9 

Lesson Objectives:  

1. To give practice identifying the main points. 

2. To enable students to answer the multiple-choice questions related to the text. 

Pre-task 

(Back To Nature) 

. Discussing the problems and disadvantages of living in a big city. 

. Introducing the topic to students and dealing with some vital words. 

Task cycle 

Task  

. Putting students into pairs. 

. Asking students to guess the content of a passage.  

. Asking them to look for the underlined words to find out what they refer to.  

Planning 

. Giving students seven multiple choice questions before reading the text in detail. 

Asking them to analyze these questions and read the text to find their answers by 

working in pairs.  

. Having students give two of the advantages and two of the disadvantages which the 

writer mentions for living in a city and living in the country.  

Report 

. Having them take notes about their findings to compare them with other pairs.  

. Going around the class and observing the students.  

. Choosing a representative from each pair to announce their findings.  

Language Focus 

Analysis 

. Asking students to look at the text and find out the sentences in which ‘would like, 

would rather and would prefer take place’.  

. Practicing these structures by using these sample sentences taken from the text and 

giving more example sentences to make the topic more clear by writing them on the 

board.  

Practice 

. Asking pairs to give sample sentences. 
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Task 10 

Lesson Objective: 1. To teach students how to reinsert the missing sentences from 

the text. 

Pre-task 

(Killing Time) 

. Asking students if they have a hobby or hobbies. 

. Brainstorming with the class on the question: ‘What sort of things do people 

collect?’ 

. Giving the meanings of important words taking place in the text.  

  E.g.  afford, fairly 

Task cycle 

Task 

. Putting students into pairs and delivering the text and the activity related to it. 

. Asking students to look at the six sentences removed from the text before reading. 

Planning 

. Having them read the gapped text and reinsert the sentences that have been 

previously separated from the text appropriately.  

Report 

. Having pairs take some notes why they put the sentences in these gaps.  

. Going round the class and observing them. Giving help as needed. 

. Taking up the answers with the whole class. 

Language focus 

Analysis 

. Giving students an exercise on vocabulary taking place in the text. 

. Asking students to use words or phrases from the article to complete the sentences. 

 E.g. I don’t know if I can afford to buy new stamps for my collection. 

                   I’d like to try gymnastics, but I know I would keep losing my balance ! 

. Asking students to look at the paragraphs and underline the frequently used tenses. 

. Giving students an exercise on present perfect tenses. 

Practice 

. Going around the class and helping students when necessary and checking the 

answers of student 
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Appendix 3 

 

Task 1 

‘TRANSPORT’ 

 

Lesson Objective: 1. To read for specific information. 

          2. To answer the multiple choice questions. 

 

Pre-reading 

. Doing a past tense review at the beginning of a lesson.  

. Writing four sentences in simple past tense that they have mistakes and asking 

students to correct them. 

E.g.: 1. As we were entering the train station, I was noticing the train was late.  

         2. I sat in a taxi when the accident happened so I saw the whole thing. 

         3. When you call, I watched a programme about the history of transport.  

         4.  Mike was riding his bike almost every day over the summer. 

. Taking the answers of students. 

. Delivering the text to students and asking them to predict the content of it. 

. Asking three pre-reading questions?  

How fast do you think a horse can run? 

Do you know who invented the aeroplane? 

Dou you know when people first landed on the Moon? 

On reading 

. Having students read the extract from an encyclopedia and check their answers to 

the questions above. 

. Asking them read the text again and choose the best answer from the options.  

 

Post-reading 

. Having students answer the questions and while taking the answers, making 

students give clues from which paragraph they get the answer.  

. At the end of a lesson, having some students make sentences in past tense.  
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Task 2 

‘Do-It-Yourself Forecasts’ 

 

Lesson Objective: 1. To read for specific information. 

          2. To answer the multiple choice questions. 

Pre-reading 

. Studying on ways of referring to the future (be going to, will, could/might, present 

continuous)  

. Writing some sample sentences to make students remember their knowledge on 

future tense.  

. Giving a short exercise to students to make the point more clear.  

. Delivering the text to students and asking them some pre-reading questions. 

- What is the weather usually like in each season in your area? 

. Giving the meanings of some important words from the text. 

E.g. static: unwanted electrical noise on a radio 

. Telling four sentences and asking students to decide on whether the writer of the 

book agrees or disagrees with them.  

E.g.  Traditional wisdom isn’t very reliable.  

 

On reading 

. Having students read the four sentences given before and find the answers of them. 

. Asking students to find the examples of future tense from the text and tell some of 

them to the class.  

. Having students look at the six multiple choice questions related to the text. 

. Asking them to read and choose the answer which fits best according to the text.  

 

Post-reading 

.Going around the class and check students answers while they are working 

individually.  

. Taking the answers of the questions.  
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Task 3 

Healthy Eating ‘Megabite’ 

 

Lesson objective: 1. To read for specific information. 

 

Pre-reading 

. Giving some information about the linking words: First, Next, Then, then, After 

that, Finally. Teaching them in which situations we use them by giving examples and 

writing them on the board.  

. Asking a question about the title. 

 T: ‘What sort of information would you expect to find the in passages with 

this title?’ 

. Teaching some unknown vocabulary. 

. Telling students that they will read to find the answers of the given questions.  

. Informing students about the content of the text.  

 

On reading 

. Giving each student a sheet of detailed comprehension questions for scanning 

reading.  

 E.g. What are two ways in which conditions in the factory are kept hygienic? 

. Having students read the text individually. 

. Having them make notes of the answers. 

. Giving a diagram showing the process of making sandwiches at Megabite’s factory, 

but the different stages are in wrong order. Having them describe the process by 

using the linking words given at the beginning of the lesson.  

 

Post-reading 

. Checking the answers of the comprehension questions and the exercise given on 

linking words.  

. When students make grammar mistakes, correcting them immediately.  
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Task 4 

‘TV REVIEW’ 

 

Lesson Objective: 1. To read for specific information. 

2. To answer the multiple choice questions. 

 

Pre-reading 

. Explaining the rules of model verbs before starting the reading.  

. Giving some examples about ‘should, might, can and have to’ and writing them on 

the board.  

. Delivering students a very short exercise (multiple choice questions and rewrite 

sentences) to practice this grammar point.  

 

. Delivering the text which is a newspaper column to students.  

. Giving the meanings of unknown words.  

. Asking students some pre-reading questions to introduce the topic.  

E.g. -What different forms of entertainment can you think of? 

 -Do you ever read TV, film or theatre reviews? 

On reading 

. Having students read the text and decide on which programme they would most like 

to watch.  

. Having them read the six statements taken from the passage and decide if they are 

facts or express the writer’s opinion.  

. Asking students to read the passage again and choose the option that completes the 

phrases best according to the text.  

Post-reading 

. Taking the answers given to the questions.  

. Correcting the grammar mistakes when they happen.  

. Asking the ideas of students after reading.  

E.g.  -Did you enjoy reading this passage? 

 - Did you learn anything? Why/Why not? 
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Task 5 

‘Ten Years For Building Society Robbers’ 

 

Lesson objective: 1. To read for specific information. 

         2. To answer the comprehension questions. 

 

Pre-reading 

. Explaining the rules of Past Perfect and then telling the differences between Simple 

Past Tense and Past Perfect Tense explicitly. 

. Asking students to talk about the picture which is related to the article.  

. Telling students that they will read to find specific information from the article.  

 

On reading 

. Giving students some comprehension questions.  

. Having them read the article silently. 

. Having them guess the meaning of some unfamiliar words. 

. Giving a short exercise on Past Perfect and Simple Past Tense to practice.  

 

Post-reading 

. Taking the answers of comprehension questions and exercises. 

. Correcting the grammar mistakes when happened. 

. Asking students to produce sentences in Past Tense and Past Perfect. 
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Task 6 

‘Life in the Global Village’ 

 

Lesson Objective: 1. To read for general information.  

2. To fill in a gap with a suitable sentence taken from the text 

beforehand.  

Pre-reading 

.  Writing some sentences in passive voice to activate students’ prior knowledge on 

this grammar point.  

. Delivering a worksheet related to the passive voice. (Rewriting the sentences in the 

passive and choosing the correct version of each sentence.) 

. Giving the reading text to students. 

. Informing students about the title and content of the text. 

 

On reading  

. Having students read the text quickly and asking them to decide on whether the 

writer has a negative or positive view of television. 

. Asking students read the text again very quickly and decide if the statements are 

true or false.  

. Having them choose the sentence (A-H) which best summarizes each paragraph (1-

6) of the text.  

 

Post-reading 

. Taking the answers of the questions. 

. Asking students to produce sentences in passive voice.  
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Task 7 

‘Just Say ‘No’ To Drugs’ 

Lesson Objective: 1. To read for specific information 

          2. To find the meanings of unknown words from the context. 

 

Pre-reading 

. Giving some examples in relative clauses as there are a lot of relative clause 

sentences in the text.  

. Giving a short exercise on relative clauses to practice. 

. Taking the answers of the questions and correcting the mistakes immediately.  

. Showing a cartoon which is related to the topic of the text. 

. Asking students to think what the issue of this text will be.  

. Giving students the text, vocabulary exercises and comprehension questions.  

 

 

On reading 

. Having students read the text individually by paying attention to the boldfaced 

words in the text.  

. Having students look at the boldfaced words and phrases in the sentences taken 

from the text and choose the best meaning from the options.  

. Having students read the text again to find the answers of the comprehension 

questions and circle the correct answer.  

 

Post-reading 

. Taking the answers of the questions. 

. Asking students to produce some sentences in relative clauses.  

 

 

 

 

 



145 

 

Task 8 

‘DECISIONS’ 

 

Lesson Objective: 1. To read for specific information. 

          2. To match the people with the suitable paragraph. 

 

Pre-reading 

. Before reading the text, explain the rules of how we can talk about the reason and 

result. It is given in the same page with the text. Making students follow the teacher’s 

explanations from there.  

. Giving students a very short exercise on ‘because and so that’.  

. Taking the answers and correcting the mistakes of students if happen.  

. Showing the pictures of four young people and asking them why these people have 

taken such important decisions. 

 

On reading 

. Having students read the texts and check their ideas and match the pictures with the 

suitable paragraph.  

. Having them find examples of reason and result sentences from the text.  

. Taking the answers of students. 

 

Post-reading 

. Asking them produce some sentences about this grammar point. 

. Correcting the grammar mistakes when happen.  
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Task 9 

‘STAYING UNDER WATER’ 

 

Lesson objective: 1. To practice reading for specific information. 

 

Pre-reading 

. Asking some questions to students to check their knowledge on passive voice which 

was covered a few weeks ago. 

. Having them give some example sentences in different tenses and writing their 

sentences on the board. If they make a grammatical mistake, they will be corrected 

immediately. 

. Delivering the text to students and asking some pre-reading questions. 

 E.g. : Who is interested in underwater? Why? 

. Giving the meanings of some unfamiliar words in the text.  

E.g.: float, snorkel 

 

On reading 

. Giving students the comprehension questions.  

. Having students read the text in detail and find the sentences or phrases in the text 

that refer to the words given in the exercise.  

. Having them find the answers of the comprehension questions.  

 

Post-reading 

. Taking the answers of the questions by choosing some students.  
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Task 10 

‘Reading at 8 Months? That Was Just the Start’ 

 

Lesson Objective: 1. To practice reading for specific information. 

2. To give practice completing the chart with the information taken from the text. 

 

Pre-reading 

. Studying on reported speeches to prepare students for the text.  

.  Giving the rules of reported speeches and some example sentences. 

. Giving a short exercise on this point. 

. Having students answer the questions in the exercise and when necessary correct 

the mistakes of students. 

. Delivering the text to the students and giving the meanings of some words taking 

place in the text. 

E.g.  stun, accomplish, attitude, prodigy 

. Asking some pre-reading questions while pointing the picture at the beginning of 

the text. 

 -What can be the topic of the text? 

On reading 

. Before reading, asking students to look at the first chart at the back page of the text 

and having them understand what they are supposed to find in the text to complete 

the chart. 

. Having students read the text carefully and silently by themselves to find out the 

accomplishments and age of the girl in the text.  

. Having students read the text again to find two problems that Alia has had as a 

result of being prodigy. 

. Having them describe the problems and the solutions in the chart.  

 

Post-reading 

. Going around the class and observing the students. 

.Taking up the answers of the questions.  
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Appendix 4 

Table14. The Results of Internal Consistency Analysis for Part 1 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 Rit df P rir df p 

Q1 0,63 116 p<.01 0,25 116 p<.05 

Q2 0,51 116 p<.01 0,03 116 * 

Q3 0,60 116 p<.01 0,18 116 * 

Q4 0,47 116 p<.01 0,02 116 * 

 

Table15. The Results of Internal Consistency Analysis for Part 2 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 Rit df P rir Df p 

Q5 0,61 116 p<.01 0,25 116 p<.05 

Q6 0,51 116 p<.01 0,09 116 * 

Q7 0,48 116 p<.01 0,10 116 * 

Q8 0,62 116 p<.01 0,10 116 * 
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Table16. The Results of Internal Consistency Analysis for Part 3 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 rit df P rir Df p 

Q9 0,17 116 * -0,08 116 * 

Q10 0,69 116 p<.01 0,10 116 * 

Q11 0,33 116 p<.01 -0,02 116 * 

Q12 0,71 116 p<.01 0,18 116 * 

 

Table17. The Results of Internal Consistency Analysis for Part 4 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 rit df P rir Df P 

Q13 0,55 116 p<.01 0,04 116 * 

Q14 0,09 116 * -0,29 116 * 

Q15 0,13 116 * -0,35 116 * 

Q16 0,24 116 p<.05 -0,13 116 * 

Q17 0,21 116 p<.05 -0,28 116 * 

Q18 0,18 116 * -0,33 116 * 

Q19 0,19 116 * -0,32 116 * 

Q20 0,46 116 p<.01 -0,05 116 * 
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Table 18. The Results of Internal Consistency Analysis for Part 5 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 rit df P rir Df p 

Q21 0,40 116 p<.01 0,03 116 * 

Q22 0,21 116 p<.05 -0,16 116 * 

Q23 0,07 116 * -0,26 116 * 

Q24 0,47 116 p<.01 0,10 116 * 

Q25 0,14 116 * -0,19 116 * 

Q26 0,25 116 p<.05 -0,11 116 * 

Q27 0,33 116 p<.01 -0,01 116 * 

Q28 0,30 116 p<.01 -0,07 116 * 

Q29 0,16 116 * -0,21 116 * 

Q30 0,41 116 p<.01 0,04 116 * 

 

Table 19. The Results of Internal Consistency Analysis for Part 6 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 rit df P rir Df p 

Q31 0,46 116 p<.01 -0,25 116 * 

Q32 0,48 116 p<.01 -0,26 116 * 

Q33 0,48 116 p<.01 -0,25 116 * 
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Table 20. The Results of Internal Consistency for the English Proficiency Test 

 

 Item-total correlation coef. Item-remainder correlation coef. 

 rit df P rir Df p 

P1 0,95 116 p<.01 0,94 116 p<.01 

P2 0,97 116 p<.01 0,97 116 p<.01 

P3 0,97 116 p<.01 0,97 116 p<.01 

P4 0,97 116 p<.01 0,96 116 p<.01 

P5 0,98 116 p<.01 0,97 116 p<.01 

P6 0,91 116 p<.01 0,86 116 p<.01 

 

Table 21. The Results of Discrimination Power Analysis for Part 1 

 

 The upper quartile The lower quartile comparison 

 N x s n X s t df p 

Q1 31 3,00 0,00 31 2,00 1,10 5,00 60 p<.01 

Q2 31 3,00 0,00 31 1,74 1,24 5,57 60 p<.01 

Q3 31 3,00 0,00 31 1,90 1,14 5,29 60 p<.01 

Q4 31 3,00 0,00 31 2,00 1,13 4,87 60 p<.01 
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Table 22. The Results of Discrimination Power Analysis for Part 2 

 

 The upper quartile The lower quartile comparison 

 N X s n X s t df p 

Q5 31 3,90 0,30 31 2,87 1,02 5,30 60 p<.01 

Q6 31 3,45 0,51 31 2,45 1,06 4,67 60 p<.01 

Q7 31 3,52 0,63 31 2,77 1,02 3,39 60 p<.01 

Q8 31 2,84 0,58 31 0,97 0,87 9,75 60 p<.01 

 

Table 23. The Results of Discrimination Power Analysis for Part 3 

 

 The upper quartile The lower quartile comparison 

 N X s n X s t df p 

Q9 31 3,94 0,25 31 3,77 0,43 1,79 60 p<.05 

Q10 31 3,00 0,52 31 1,19 0,98 8,93 60 p<.01 

Q11 31 3,87 0,34 31 3,42 0,72 3,11 60 p<.01 

Q12 31 2,81 0,60 31 1,03 0,87 9,15 60 p<.01 
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Table 24. The Results of Discrimination Power Analysis for Part 4 

 

 The upper quartile The lower quartile comparison 

 N X s n X s t df p 

Q13 31 2,52 1,12 31 0,39 1,02 7,68 60 p<.01 

Q14 31 2,52 1,12 31 2,61 1,02 -0,35 60 * 

Q15 31 1,74 1,50 31 1,84 1,49 -0,25 60 * 

Q16 31 2,81 0,75 31 2,23 1,33 2,08 60 p<.05 

Q17 31 2,52 1,12 31 1,45 1,52 3,08 60 p<.01 

Q18 31 1,81 1,47 31 1,55 1,52 0,67 60 * 

Q19 31 1,94 1,46 31 0,68 1,28 3,56 60 p<.01 

Q20 31 2,13 1,38 31 0,58 1,20 4,62 60 p<.01 
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Table 25. The Results of Discrimination Power Analysis for Part 5 

 

 The upper quartile The lower quartile comparison 

 N X s n X s t df p 

Q21 31 1,81 0,60 31 0,84 1,00 4,53 60 p<.01 

Q22 31 1,55 0,85 31 1,16 1,00 1,61 60 * 

Q23 31 1,68 0,75 31 1,35 0,95 1,46 60 * 

Q24 31 1,81 0,60 31 0,71 0,97 5,25 60 p<.01 

Q25 31 1,55 0,85 31 1,35 0,95 0,83 60 * 

Q26 31 1,68 0,75 31 1,23 0,99 1,99 60 p<.05 

Q27 31 1,81 0,60 31 1,03 1,02 3,59 60 p<.01 

Q28 31 1,81 0,60 31 1,03 1,02 3,59 60 p<.01 

Q29 31 1,61 0,80 31 1,35 0,95 1,14 60 * 

Q30 31 1,74 0,68 31 0,77 0,99 4,41 60 p<.01 

 

Table 26. The Results of Discrimination Power Analysis for Part 6 

 

 The upper quartile The lower quartile comparison 

 N X s N X s T df p 

Q31 31 3,23 1,61 31 1,68 2,01 3,30 60 p<.01 

Q32 31 3,23 1,61 31 1,29 1,90 4,26 60 p<.01 

Q33 31 3,35 1,50 31 0,90 1,70 5,93 60 p<.01 
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Table 27.The Results of Discrimination Power Analysis for the English Proficiency Test 

 

 The upper quartile The lower quartile Comparison 

 N X s n X s T df p 

F1 31 12,00 0,00 31 7,65 1,11 21,45 60 p<.01 

F2 31 13,71 0,86 31 9,06 1,09 18,26 60 p<.01 

F3 31 9,74 0,68 31 5,65 0,98 18,74 60 p<.01 

F4 31 12,71 1,42 31 4,84 1,49 20,99 60 p<.01 

F5 31 12,55 1,21 31 6,00 1,46 18,93 60 p<.01 

F6 31 9,81 2,02 31 3,87 0,72 15,14 60 p<.01 

 

Table 28. The Split-Half Consistency Coefficients for the English Proficiency Test 

 

 

Number of 

questions 

Number of 

subjects Croanbach Rulon 

F1 4 118 0,23 0,26 

F2 4 118 0,26 0,35 

F3 3 118 0,20 -0,16 

F4 5 118 0,08 -0,06 

F5 7 118 0,12 -0,10 

F6 3 118 -0,73 -0,68 

FT 6 118 0,97 0,97 
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