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ABSTRACT 

'Professional development is one of the most promising and powerful routes 
to growth on the job, to combating boredom and alienation, to school 
improvement and to satisfaction' (Full an, 1982: 274 ) . 

The aim of this study was to develop, implement and evaluate a professional 
development programme for teachers of English as a Foreign Language in Thailand 
to assist them to make a major change in their pedagogy, a change mandated by the 
National Education Act of 1999. More specifically, what was required of them was 
to change from being a teacher who delivers instruction in the classroom to a teacher 
who acts as a facilitator in a learner-centred classroom. 

The professional development programme (PDP) drew for its design on programmes 
recommended for their success in other contexts, but was unique for its innovatory 
combination of specific forms of content ('task-based learning') and process (a 
'coaching approach'), and for its adaptation to the needs ofEFL primary school 
teachers in Thailand. Task-based learning (TBL) was recommended in the literature 
for its success in helping teachers to focus on student learning, and providing explicit 
practices to implement the principles of communicative language teaching (CL T) as 
required by the new cuniculum. A coaching approach was claimed to assist teachers 
by clearly explaining theoretical concepts and their practical implementation at the 
classroom level, simplifying the steps for implementation in the classroom context 
and supporting teachers through the process of change. 

The study was conducted in a non-metropolitan region in Thailand, and involved 
nine primary EFL teachers and their classes in three cities. Data were gathered by 
quantitative (questionnaire, classroom observation checklist) and qualitative 
(interview) methods before and after the PDP to record changes in the teachers' 
perceptions and classroom practices over eight months. The data showed that all the 
teachers were rated higher by their supervisors on the six major criteria chosen to 
characterise CL T, and the teachers and their students provided corroborating 
evidence of a major shift in pedagogy towards the model preferred by the Thai 
Ministry of Education. 

The study showed that a professional development programme of this kind, closely 
adapted to a specific context, involving preparatory workshop training followed by a 
semester of guided, strongly supported classroom implementation practice, can make 
a significant change in Thai primary EFL teachers' understanding and use of CLT as 
an innovatory pedagogy. It indicates that this model of professional development is 
capable of providing a means by which the desired change to a learner-centred, 
communicative English language cuniculum might be achieved system-wide in 
Thailand, one that has up to this point proved very difficult to implement. 

This study represents a contribution to several fields, including curriculum change, 
teaching English as a Foreign Language, and professional development. It makes a 
major contribution to the area of foreign language teaching and learning, particularly 
professional development in the teaching of English as a foreign language in a 
country such as Thailand. 
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CHAPTER 1 

INTRODUCTION 

1.1 Til.& demand for the reform of education in Thailand 

The need for educational reform in Thailand was sharpened by the country's 

severe economic downturn in 1 997. Thailand's 'relatively weak human 

resource base' was identified as one of the major underlying factors in the 

economic crisis (Office of the National Education Commission, 200 1 a: 1 -3), 

and this in tum led the government to re-examine urgently the quality of the 

country' s  educational system. 

Education in Thailand has developed from traditional forms conducted in 

Buddhist temples, the palace and within the family. The impact of King 

Chulalongkorn's modernisation of the country from 1 868 and the introduction 

of Western concepts of schooling by missionaries in the later Nineteenth 

Century led eventually to a state education system, one which was also based 

upon resisting colonial imperialism. The monarchy (and after 1 932, the 

constitutional government) sought to achieve a balance between traditional 

"':'ays of learning and foreign approaches. This intermixing and adapting of 

different traditions and cultural forms gave Thai education a continuing role in 

addressing social change and the modernisation of the country. This history 

of reform in education linked to national development was taken to a further 

stage with the establishment of the National Scheme of Education in 1 960, 

which promulgated the First National Education Development Plan. The 

seventh of these plans, issued in 1 992, emphasised that 'the education system 

should facilitate the country' s  development process towards self-reliance, 

sustainability and enhance global competitiveness' (Office of the National 

Education Commission, 1 999). It was the failure to obtain these outcomes, in 

part due to the impact of influences outside government control, like the Asian 
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economic crisis of 1 997, but also due to a perceived failure of Thai social 

institutions 'to adapt themselves to cope with the formidable changes' facing 

them (Office of National Education Commission, 1 999: 7), that created the 

environment for a still faster rate of reform. 

In respon8£"to this most recent of demands for reform, the Thai government, 

acting through the Office of the National Education Commission (ONEC) 

under the Prime Minister's Office, formulated radical new policies to bring 

about necessary changes within the education system at all levels. ONEC 

carried out initial research into the provision of quality education in developed 

countries such as the United Kingdom, the United States, Japan, Canada and 

Australia, with a view to their application in the Thai education system. 

Foremost in ONEC' s interest was these systems' capacity to develop students' 

analytic and independent thinking. On the basis of this enquiry ONEC 

prepared recommendations for consideration by the Thailand's Constitution 

Drafting Council, with the result that the 1997 Thai Constitution contained 

extensive recommendations concerning major educational changes. These 

included the provision of a twelve-year basic quality education free of charge 

throughout the country, the promotion of local wisdom and national arts and 

culture, and the development of the teaching profession through extended pre

service education, in-service programmes, certification and registration. 

ONEC's recommendations also led to the National Education Act which 

passed through parliament in August 1 999. The Act represented 'an 

unprecedented and long over-due break' (Office of National Education 

Commission, 2001a :  2) from traditional Thai educational policy in that it 

focused on reform of learning for a more creative and constructivist approach 

to knowledge acquisition. As well, it urged administrative reform towards 

greater decentralisation, financial reforms in schools, which would allow 

educational institutions to manage their own budgets, reform of educational 

resources emphasising the use of information technology to support learning, 

and encouraging schools and communities to work closely together. 
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1.2 Planned changes to teaching and learning 

The reform of learning envisaged by ONEC required rethinking adherence to 

the long-standing tradition of formal instruction in teacher-directed 

classroolll'( In a report by ONEC' s Sub-Committee on Learning Reform, 

Learning refonn: A Learner-centred approach, the specialist committee under 

the chairmanship of Professor Dr Prawase Wasi argued that there was a 

number of key 'indicators of the urgent need of teaching-learning reform in 

the school system': learners of all ages learn only subject matter and written 

texts, lack training in analytical thinking, self-expression and the acquisition 

of knowledge for themselves, do not 'learn to learn' but are recipients of 

transferred knowledge through routine and repetitious methods of instruction 

in teacher-directed classrooms, and are unhappy and bored (2001: 3-4). This 

resulted, it was argued, in schools not creating an environment conducive to 

learning linked with community life (2001: 4). 

Responding to this concern about the teaching-learning process long 

established in Thai schools, the National Education Act of 1999 devoted a full 

chapter to learning reform, providing guidelines for a participatory approach 

to creating a new teaching-learning vision. The proposed learning reform was 

essentially a shift from focusing on content to focusing on human beings as 

learners and their needs: a learner-centred approach has become mandatory in 

all Thai schools. More specifically, the proposed reforms stipulate learning 

processes that provide content and activities in response to learners' interests 

and aptitudes. The proposed curriculum bears in mind individual differences 

and expects teachers to train students in thinking processes, in independent 

learning, and how to apply knowledge for obviating and solving problems. In 

so doing, it requires teachers to organise activities for learners, which draw 

from authentic experiences to drill in practical work for complete mastery. 

Both learners and teachers are expected to learn together from different types 
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of teaching-learning media and various sources of knowledge (National 

Education Act, 1 999: Section 24: 10-1 1) .  

1.3 English language curriculum reform 

Foreign languages have long held an important place in the Thai education 

system's  efforts to support the modernisation movement. Initially French and 

English were the more significant of the European languages fostered, 

reflecting the colonial spheres of influence of those two powers on countries 

bordering Thailand to the east and west/south. With the rise of English as a 

global language, it became the core of the school foreign language 

programme, and from 1961 it became a prestigious elective subject from 

Grade 5 for those intending to proceed to university. In 1 99 6  it became 

compulsory for all students from Grade 1 primary through to Grade 1 2  to 

study English, and a pass in the subject is  essential for entry to tertiary 

education. 

Though the teaching of English as a Foreign Language (EFL) has been long 

established in  Thailand, it has not had a particularly successful history in the 

school sector, its presence being more a result of government insistence than 

popular appeal. Since the 1960s the Ministry of Education' s  Department of 

National Standard Assessment has regularly reviewed the performance of 

schools, and has reported consistently over the years on the low standards of 

achievement in English. In a report on curriculum assessment in 1 995  it 

noted specifically the difficulties teachers were facing in interpreting the very 

broad and generalised curriculum requirements in English, their over-reliance 

on a limited number of textbooks, their lack of confidence in the mastery of 

subject content and cultural background, and the ineffectiveness of their use 

of resources (which were neither up-to-date nor particularly appropriate), and 

placed English and mathematics as the subjects with the lowest student 

achievement (Department of National Standard Assessment, 1 995b: 45-46). 

4 



In the current situation, in which English has become mandated for all Thai 

students from lower primary schooling, the need for curriculum and teaching

learning reform that applied across all 'subjects took on particular urgency in 

English. Recognising that the long-
-
accepted 'vocabulary and grammar'

based syllabus had not proved successful, despite its compatibility with 

traditiona¥Thai educational principles, the Ministry of Education turned close 

attention to both the content of the subject and the methodology employed in 

teaching it. Of greatest concern was the failure of learners to develop their 

English language skills for communication, and it was this that became the 

focus for the proposed changes. There were associated issues to that of 

developing communicative competence, however, and the new syllabus 

issued in 1 998 was based upon six 'learning principles' (in fact, learning 

goals), revolutionary in their intended impact on EFL teaching throughout 

Thailand. They were: 

• to be able to use English properly for communicative purposes; 
• to develop English language skills for further study and careers; 
• to be able to apply English language skills in the class to real 

situations; 
• to understand English-speaking cultures and their backgrounds, 
• to be able to use resources in English language for self-study, 
• to have a positive attitude toward English and realise the benefits 

of learning English. (Department of National Curriculum, 
Ministry of Education, 2000: 2-3) 

The theme that dominates this set of principles is  a desire to create life-long 

learners that can enjoy the study of English and see its relevance to their lives. 

The emphasis here upon independent learning, career orientation, 

international awareness and real-life experience anticipate and correspond 

closely to the beliefs underpinning the ONEC sub-committee report on 

learning reform that came out in 200 1 .  The spirit of change manifested in the 

new English curriculum reflects the current thinking in the Ministry of 

Education generally. 
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It was also recognised within the Ministry that to achieve the six principles 

for the new EFL syllabus it would be vital for teachers to change their 

teaching behaviours extensively. Guidance for this was set out as five 

'implications for teaching' : 

• Communication is paramount. Speaking and l istening skills are 
__ emphasised at the beginning, then reading and writing skills 

follow; 
• Learners are the centre of the learning process. Teachers take the 

role of learning supporters; 
• Learning activities should encourage learners to enjoy their 

learning so that the learners will have a positive attitude to English 
as a subject; 

• Communicative tasks are focused. Task-based learning is 
suggested for developing English for communication; and 

• Learners are encouraged to become confident and independent in 
learning development. (Department of National Curriculum, 
Ministry of Education, 2000: 17)  

The generality with which these 'implications' were expressed left a great 

deal for teachers still to do to enact the new 'principles'. The good intentions 

for reform held by the Ministry, even when they might be shared by educators 

at every level, still needed to be translated into radically different classroom 

practice. Experience of curriculum innovation internationally would indicate 

that it is  in this process of interpretation and application that change can either 

succeed, be deferred or founder (Department of National Curriculum, 2000). 

The attempts to evolve more effective teaching-learning processes in  EFL in 

Thailand, to judge by the Thai Department of Education Assessment reports, 

had not been particularly successful up to 1999. A crucial issue in the success 

of the reform proposed in the 1 999 National Education Act was certain to be 

whether the desire for system-wide innovation could be fulfilled at classroom 

level in this most pressing of national circumstances, and whether it could be 

fulfilled specifically in subjects such as English where change had previously 

proved difficult to implement. 
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1.4 The significance of the study 

This present study arose from the researcher's perception of the daunting 

challenge faced by classroom teachers who wished to meet the requirements 

of the National Education Act, and particularly the predicament of primary 

EFL teasJJers who were now expected to provide effective instruction to all 

their pupils. Traditional methodologies were not proving very popular or 

effective with cognitively maturer adolescent learners; the problems posed by 

attempting to teach by traditional methods in the primary grades were greater 

still, with relevance, cultural awareness and independent learning even more 

difficult to establish with students at an early stage of cognitive and social 

maturity. That adoption of the new curriculum would be beneficial and was 

urgently needed were not questioned, the critical issue was implementation: 

how could the transition to new methodologies be brought about most 

effectively? 

Research on curriculum innovation (Marsh, 1988 ;  Wilson & Corcoran, 1988 ;  

Louis & Miles, 1990; Pullan, 1992; Bottomley, Dalton, Corbe1 & Brindley, 

1994; Williamson & Cowley, 1995) has suggested that there are three major 

factors leading to successful implementation. One is that the teachers 

involved must perceive the need for change in  curriculum and pedagogy and 

feel the need for professional development. Another i s  teachers' 

understanding of the innovation. The third is that teachers must be able to 

achieve the pedagogical changes expected of them; with the adoption of the 

new national curriculum policy, Thai teachers need to be able to adapt the 

preferred curriculum and pedagogy to their own situations .  For these reasons, 

the researcher considered the devising of an appropriate professional 

development programme for Thai primary EFL teachers would be a key 

mechanism for the successful implementation of the National Education Act 

as it applied to this specific context. The timing was crucial too; pressure was 

on schools to respond to the requirements of the Act as soon as possible after 
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it came into effect in 1999, so the search for effective programmes to support 

teachers in the challenge for change needed to have begun by then also. 

In the field of EFL, attempts to intro
.
duce communicative language teaching 

(CLT) in many non-English speaking countries in Asia in the last twenty 

years haW'C proved to be particularly difficult, and with a low rate of success 

(Sano, Takahashi & Yoneyama, 1984; Burnaby & Sun, 1989; Ellis, 1994; 

Shamin, 1996; Li, 1998).  These challenges have arisen from a variety of 

sources: teachers' deficiency in spoken English and lack of training in CLT 

methods, students' lack of motivation and limited English proficiency, 

systemic problems such as inadequate resources, contextual difficulties such 

as large classes and examination procedures focusing on vocabulary and 

grammar, and a lack of family/community understanding and support for the 

new pedagogy. Many of these challenges are outside the control of the 

classroom teacher, and some may take many years to overcome. Some, 

however, to do with teacher preparation and teacher/student attitudes, can be 

addressed in professional development, as can teachers ' responses to the 

systemic and contextual difficulties they find in their classrooms. 

The Ministry of Education' s  Report on Student Achievement (Department of 

National Standard Assessment, 1 995b) has shown that the general level of 

student ability to use English for communicative purposes was very low 

before the mandating of CLT in the revised curriculum (1996). There was 

need for a new approach to address the difficulty of teachers not having a 

clear and practical method of transferring from traditional to CLT methods, 

and having the confidence to continue employing the new methods once they 

were left alone in their classrooms. A teacher development programme to suit 

the present context needed, in the opinion of the researcher, at least two 

central components: one relating to the content of the change (understanding 

of new teaching methodologies, knowledge of the new curriculum, new 

methods of assessment, for instance) and one in relation to the 

implementation process (building skills and confidence in using the new 
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methodologies, selecting and adapting from the syllabus the specific material 

suitable for their classroom, applying assessment procedures to enhance 

learning and make valid judgments about stages in mastery). 

This study is significant because it suggests a new approach to teachers' 

profes-Sional development. This approach combines two major areas : 

curriculum change and task-based learning in EFL The programme is 

designed to assist Thai EFL teachers to bring about pedagogical change. It 

introduces task-based learning as an innovation to tackle difficulties 

encountered by Thai teachers when attempting to implement CLT. This is 

combined with a coaching approach as a means for assisting the change 

process. The process has been well researched and evidence of its 

effectiveness elsewhere has been part of the research. The programme is 

concerned with both content and process ,  the fact that it is projected into a 

local Thai context, it could be expected to have a higher chance of success 

than previous programmes, especially for long-term, permanent change. 

The combination of TBL with a coaching approach held out to the researcher 

the hope of finding a possible means to tackle a problem in the devising of 

TEFL professional development, one that had been shown in the experience 

of many education systems in Asia and elsewhere as being most intractable 

(Hallinger, 2000). One of the significant factors involved in the failure of 

efforts to implement major curriculum change would appear to be the lack of 

continuing support for teachers at a practical school level, leaving them 

feeling insecure and lacking the confidence to implement the innovation 

individually in their schools. It was essential to the framing of this present 

study that educational change and its implementation be recognised as a 

complex process and that teachers require continuing support during it. 

The present study is intended as a contribution to several intersecting fields : 

curriculum change, teaching English as a Foreign Language, and professional 

development programming. More specifically, it makes a contribution to the 
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area of language education in Thailand in that it links education policy with 

classroom practice; there are few studies of this kind in the literature. It is 

also hoped that it might have potential for application to the field of teacher 

professional development in other non-English speaking countries with an 

educational tradition similar to Thailand's.  

1.5 The purpose of the study 

The broad purpose of the present study was to investigate a model for 

bringing about a major change in teacher pedagogical behaviours in EFL 

primary school teachers in Thailand. Within that general intention was the 

aim to develop, implement and evaluate the effectiveness of a professional 

development programme conducted with a limited group of representative 

local educational administrators ( 'supervisors') ,  Grade 6 EFL teachers and 

their students, with a view to establishing through this shorter-term pilot 

programme an effective working model that could, with adaptation and 

refinement under changing circumstances, be used by others. More 

particularly, the study examined the impact of this professional development 

programme (hereafter called 'the PDP') upon teachers who used traditional 

forms of direct teacher-centred instruction but who wanted to make the shift 

towards becoming facilitators in learner-centred classrooms.  It considered 

also their perceptions and those of their supervisors and their students about 

the change in pedagogy that resulted from the teachers ' involvement in the 

PDP. 

For a change, which is major enough to constitute a paradigm shift in 

pedagogical theory and practice to succeed requires more of its instigators 

than a mental map of the new territory. It needs an effective process of 

implementation, with assistance for teachers as they find their way into 

unfamiliar and at times hazardous terrain. A coaching approach has been 

claimed to be valuable in supporting teachers through the challenge of 

innovation (Joyce & Showers, 1980; Galton & Williamson, 1992). 
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Coaching can be effective for developing implementation skills in teachers by 

providing clear guidance on what to do and how to do it. It has also been 

shown to have the flexibility to assist individual teachers in dealing with the 

specific difficulties they encounter, to assist them to gain the management 

skills to cope with the complexities of change, and to provide this support 

directty when it is most needed (Galton & Williamson, 1992). For these 

reasons the researcher saw a coaching approach as an important element in 

enabling the content of a professional development programme to be 

delivered and absorbed, and then to be adapted for use in the teachers' own 

classroom practice. 

The content of the PDP was to be based on a TBL approach to teaching EFL, 

employing a coaching model in its mode of delivery. Such a specifically 

designed PDP had not, insofar as the researcher or those members of the 

Ministry of Education he contacted, been used before to introduce 

pedagogical innovation in Thailand. It was postulated that this approach 

would help teachers to manage their classrooms so as to maximise the 

opportunities for learners to put their limited language to authentic use and to 

provide a more effective learning environment. It was also postulated that 

educators and students would have positive attitudes to the PDP and its 

classroom outcomes. In the evaluative phases of the study, data were to be 

gathered on the PDP's  perceived effectiveness and the attitudes of the 

educators and students involved in the programme towards it. 

In summary, the aims of this study were: 

• to develop, implement and evaluate a teacher professional 

development programme designed to create major changes in primary 

English as a Foreign Language classroom practice by assisting 

teachers to change their teaching behaviours; 
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• to investigate whether a task-based learning approach, in combination 

with a coaching model, leads to greater use of authentic 

communicative language teaching methods; 

• to investigate the perceptions of teachers, students and education 

supervisors concerning the effectiveness of the PDP. 

1.6 Research questions 

Main research question 

Does the professional development programme designed for this study 

lead to changes in classroom practice to accord with the Thai National 

Education Act of 1999? 

In order to answer the main research question, the question is broken into two 

sub-research questions, which are: 

Research sub-question 1 

Does a task-based learning approach, in combination with a coaching 

model, lead to a greater use of communicative language teaching by 

teachers involved in the professional development programme? 

Research sub-question 2 

What is the change in participants' perceptions of curriculum 

innovation as a result of the professional development programme? 

1.7 The scope o f  the study 

The professional development programme conducted in this study, and upon 

which its conclusions about TBL combined with a coaching model are based, 
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was designed to investigate a means by which significant changes in both 

understanding and use of CLT in primary EFL classes might be effected. The 

PDP and its evaluation attempted to balance the constraints placed upon what 

a project conducted by a single researcher could achieve in a limited period of 

time with the broad aim of investigating its potential application to nation

wide o5rriculum innovation. The strategies chosen to represent the larger 

context in the parameters of the specific pilot programme are outlined below: 

The panicipants 

The participants in this study were invited volunteers drawn from districts in 

urban and rural areas in non-metropolitan Thailand (i.e., not in Bangkok or its 

immediate neighbourhood). They were invited by superintendents in a Thai 

Education Department based in the region where the PDP was conducted. 

The key participants were three education supervisors and nine Grade 6 

primary school teachers who indicated their enthusiasm to develop their 

professional careers and to participate in an innovatory EFL programme. The 

students in these teachers' classes were also involved in the sense that their 

response to the new pedagogy was sought as part of the data gathered on its 

effectiveness. The small size of the sample enabled the researcher to work 

intensively with the supervisors and the teachers in delivering new content, 

monitor individual change through school visits, provide professional support 

in after-lesson discussions and group meetings, and administer questionnaires, 

view videotapes of entire lessons and interview all participants separately. As 

explained in Chapter 3, the choice of cities and schools in which the study was 

conducted was designed to be as representative of the larger Thai context as 

the small number of participants allowed. 
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The timeline 

The period immediately following the 1 999 Education Act was a crucial one 

for curriculum change in Thailand. The demand for reform was urgent, but 

the implementation of a pilot programme needed to allow for an adequate 

periodin which pedagogical change could take place and be evaluated. This 

study began soon after the Act came into force, allowing for the process by 

which permission was obtained to undertake the research and the choice of 

participants to be made. The timing also was linked to the start of a school 

year, and began in the vacation period before its commencement to enable 

professional development seminars to be conducted with the participants. The 

study was comprised of three phases conducted over nine months : Phase 1 

(preparation, initial training of participants, and supported classroom 

introduction of the new pedagogy), Phase 2 (collection of data on teaching 

methodology and attitudes), Phase 3 (monitoring the major stages in 

pedagogical change). 

The research methodology 

The study used both quantitative methods (questionnaire, classroom 

observation checklists) and a qualitative method (interview) for data 

gathering. The combination of methods was designed to give reliable 

measures of changes in teacher behaviour, to validate this data through 

triangulation and to give a richer or more detailed account of the participants ' 

understandings and attitudes during the process of change. The researcher 

acted both as the manager of the PDP (controlling input through seminars, 

viewing and helping to assess videotapes of teachers in their classrooms, 

discussing pedagogical issues with supervisors and teachers after lessons) and 

as researcher (devising data-gathering instruments, recording interviews, 

organising and analysing data, evaluating the programme from the data 

gathered). Bias that could be introduced through this duplication of role has 

been minimised wherever possible, especially in giving the key responsibility 
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for rating teacher behaviour to their supervisors, keeping permanent records 

(videotaping lessons and tape recording interviews), using independent 

translators to check accuracy of Thai/English translation of data, and the use 

of multiple of research methods and instruments for gathering data. 

1.8 -rhe structure o f  the thesis 

Chapter 2 presents a review of literature relevant to four intersecting fields 

closely related to the study: teacher professional development associated with 

curriculum innovation, coaching approaches used to assist curriculum 

implementation, learner-centred curricula in EFL teaching and a task-based 

learning approach to communicative language teaching. Chapter 3 describes 

the theoretical concepts underpinning the development and the design of the 

PDP. Chapter 4 describes the research methodology used in this study. In 

Chapter 5, the findings in relation to the research sub-question 1 ,  whether a 

task-based learning approach can assist teachers to make greater use of 

communicative language teaching, are presented. This research sub-question 

is broken down in order to answer the main research question as well as the 

research sub-question 2 in the next chapter. Chapter 6 presents the findings in 

relation to the research sub-question 2, which is concerned with the 

participants' perceptions of implementation of the new curriculum. Chapter 7 

presents a discussion of the findings in the study in relation to previous 

research. In Chapter 8 the conclusions are presented and implications are 

discussed. Recommendations for further research are also presented. 
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CHAPTER 2 

LITERATURE REVIEW 

,_, 

Introduction 

One of the most significant changes in education world-wide in recent times 

has been the shift in attention from what teachers do to what students do, 

and especially how they learn. However, how students learn is very much 

dependent on how teachers teach, and current studies continue to focus on 

the teacher as the vital link in delivering curricula - and in implementing 

educational change. This remains true even when the reform i s  towards a 

learner-centred curriculum of the kind on which this study concentrates. 

Teacher professional development programmes are recognised as an 

extremely effectiv� way of instituting thorough-going changes in teaching 

and learning. In the last two decades especially there has been a 

considerable body of research published related to teacher professional 

development and the implementation of change in teachers' practices in the 

classroom. These studies have extended from those on the smallest scale, 

intensive case studies of individual teachers making changes in their 

classrooms, to broad national and international surveys of teachers and their 

experiences of professional development. In addition, there is  now a large 

literature describing 'best practices' in professional development based on 

the successful implementation of innovative programmes. 

This chapter presents research and theories relevant to how teachers manage 

curriculum innovation in their classrooms, with particular attention to 

research on learner-centred curricula in EFL teaching. The review of the 

literature focuses on the two main areas of research studies: educational 

change and its successful implementation, and communicative language 
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teaching. The first section of this chapter presents a review of literature 

related to curriculum innovation, concentrating on a coaching approach. 

The second section reviews a task-based learning approach as an explicit 

EFL teaching method for encouraging greater use of communicative 

language teaching. The main issues will be addressed in the following 

sections: 

Section 1 :  Managing curriculum innovation 

2. 1 . 1  Curriculum change 

2.1 .2 A coaching approach as an agent of change 

2 .1 .3  Teachers as  adult learners 

Section 2: A learner-centred approach to EFL teaching 

Section 1 

2.2. 1 The learner-centred curriculum 

2.2.2 A learner-centred approach and CLT 

2.2.3 Task-based learning and CLT 

Managing curriculum innovation 

2.1.1 Curriculum change 

Accepting the wisdom of an international trend towards learner-centred 

curricula, Thailand's recent National Education Act has mandated a shift 

from the country's traditional approach to one which encourages active and 

cooperative learning, a greater recognition of individual student differences, 

and relating learning to 'real life', a group of features amongst others that 

have become associated with 'progressive education' (Owens, 2001 ) .  

While Thai education has long espoused such beliefs as the importance of 

young people being active and of their cooperating with their teachers and 

each other, that schooling nurtures individual students, and that education 

should prepare students for life, especially in moral and practical senses, the 

form which progressive education takes in the classroom requires a 
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paradigm shift in Thai teachers' thinking. What may have been an 

evolutionary process in American or British education over an extended 

period of curriculum reform, and even natural to most of the teachers 

involved, is much more of a challenge to Thai teachers ' established 

understanding of their role and that of students when the period allowed for 

expected change is  reduced to months. And closely associated with that 

challenge in reconceptualizing teaching and learning is the equally 

demanding one of changing their teaching practice from being a knowledge 

transmitter to one of student learning facilitator. 

Two of the researchers whose work informs much of this study consider the 

parameters of change in the following ways. Nunan (1988), from a 

language teaching background, lists the key features involved in a shift in 

teaching methodology as : (i) the pedagogical concept of the teaching 

approach; (ii) the types of learning activities; (iii) the role of teacher and 

learner; (iv) the role of materials; and (v) the role of assessment. Pullan 

(1992), whose field is curriculum innovation, considers that educational 
-

change involves three related components: (i) the possible use of new or 

revised materials (e.g., direct instructional resources such as curriculum 

materials or technologies) ;  (ii) the possible use of new approaches (e.g. new 

teaching strategies or activities); and (iii) the possible alteration of beliefs 

(e.g. pedagogical assumptions and theories underlying particular new 

policies or programmes). These sets of parameters inform both the 

discussion here of the literature relating to EFL teaching reform, and the 

way data were gathered and organised in the study. 

Considering the impetus for educational change, Pullan proposes two main 

forms: voluntary- when teachers themselves choose to participate in or 

even initiate change, when they find dissatisfaction in their current situation 

and see the need to improve their professional practice; and imposed change 

- which comes from a source external to the classroom, normally from 

national education policy devised at system level and operating top-down. 
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He argues that successful curriculum implementation is  more likely when 

the change is voluntary (Pullan, 1 992: 69). In such countries as the USA, 

the UK and Australia the revolution that has taken place in EPL teaching 

has been generated both from below and above; this joining of forces has 

impelled these countries down the path to profound change with relative 

agreerrrent system-wide. In Thailand, although educators at all levels 

acknowledge that reform is necessary, it is the National Education Act of 

1999 which is driving innovation almost alone. Pullan' s  analysis of change, 

therefore generally would imply that it faces the more difficult task. 

A range of implementation strategies and pathways from the perspective of 

innovation as a staged process, is reported in studies by Berman and 

McLaughlin (1977) and White ( 1988). These studies all appear to agree on 

there being three broad phases of the implementation process: initiation, 

implementation, and continuation. The initiation phase consists of that part 

of the process which leads up to and includes a decision to adopt or to 

proceed with change. The implementation phase involves the first 

experiences of attempting to put an idea or programme into place at a 

practical level, while the continuation phase refers to whether the change 

gets built in as an ongoing part of the system. 

Pullan' s  perspective on innovation recognises the significance of these 

phases also. In his analysis, however, implementation of a new curriculum 

involves two major interrelated components. The first i s  the content of the 

changes; such content involves the development of new meanings in 

relation to new underlying concepts, new programmes, and new sets of 

activities. The second involves the process of implementing and 

maintaining the changes (1992: 128). As described by Pullan, the 

successful implementation of curriculum change involves four interacting 

factors or characteristics: perceived need, clarity, complexity and 

workability (Pullan, 1991 :  68-73) described in the following way: 
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• Perceived need 

The degree to which people perceive the need for an innovation can 

influence the extent to which the implementation is successful. The 

neta for the change, as described by Pullan, comes from either external 

or internal factors , or both. External factors are the social, political and 

economic situations which require change in education policy. This 

clearly applies to the current situation in Thailand. Internal factors 

relate to the need to change being perceived by the people involved 

because they are not satisfied with their present situation and are 

looking to find a better means of providing students with better quality 

learning (Pullan, 1991;  cited in Bottomley, Dalton, Corbel & Btindley. 

1994: 33).  This applies to those who are actively seeking ways to 

introduce new language teaching methods in Thailand - a group of 

innovators, mostly with international links - but by no means all in the 

field nor throughout the country. 

• Clarity 

According to Pullan, successful curriculum implementation requires the 

participants to have a clear understanding of the issues involved in the 

innovation in order to assist in determining its relevance of the 

innovation. Such clarity applies to reconceptualising the specifics of 

teaching methods, including the purpose of the new pedagogical 

approach, types of learning activity, the role of teacher and learner, and 

the role of materials and assessment. Where these introduce unfamiliar 

procedures of the kind the new curriculum in EPL requires, such as 

organising group learning activities or assessing individual learning 

progress, the teacher's individual beliefs underpinning her or his 

pedagogical practice are bound to be challenged as well, and make 

rethinking the change clearly a difficult but important step to take. 
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• Complexity 

As change is not a predictable process, it requires the people involved to 

understand that it is complicated, and to be prepared to modify their 

thinking and practice to suit specific, and changing, circumstances 

(Fullan, 1992). It is important that a flexible implementation plan is 

dntwn up for the people involved, though this should not lose the virtue 

of clarity in doing so, if this is possible. Teacher participation in 

curriculum delivery at all stages is one way of maintaining clarity 

through a complex process. Studies related to the implementation of 

change indicate that participation in decision-making at all levels of an 

organisation helps develop a clearer understanding of the aims of the 

implementation and this in tum develops a sense of commitment to the 

innovation (Berman & McLaughlin, 1 977; White, 1988). It can be 

inferred from this that the Thai curriculum reform under discussion here 

would benefit from close participation in decision-making by educators 

at all levels in the system, but especially by teachers, considering their 

pivotal role. 

• Workability 

Workability is described by Fullan as an attribute of changes 'that fit in 

well with the teacher's situation that are focused and include how-to-do

it possibilities '(l991:  72). In this sense, workability relates to planning, 

the mobilisation of people and resources, and the actual practices used 

when individuals are accommodating to change. Success in these areas 

determines whether the change becomes an ongoing, integral part of the 

system, or whether it disappears (Fullan, 1 99 1). From this it could be 

argued that those implementing change need to consider carefully a 

range of practical issues that relate to the specific context in which it is 

placed. As the context of Thai primary EFL teaching is so radically 

different from those in the USA, the UK and other countries where 

learner-centred curricula have been introduced, it would seem that 
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workability (specifically here, adaptation to the cultural context) would 

be a key aspect of a successful approach to innovation in Thai schools .  

The question of flexibility raised under Pullan's treatment of complexity 

above, but which relates also to workability, deserves further comment here. 

Williafflson and Cowley have argued for a model of implementation that 

involves matching national curriculum guidelines with localized 

interpretation and implementation at a pace determined by the schools and 

their teachers: 

Teachers were able to become involved in the innovation as and 
when they wished, and to adopt changes at their own pace. To 
encourage teachers to become involved and to be open to new ideas, 
professional development was provided as and when necessary, and 
teachers worked collegially on developing new programmes and 
resources and learning new teaching and learning strategies, with a 
generally supportive environment being engendered in the school. 
Thus, for implementation of national curricula to be successful, it is 
suggested that a flexibility model is preferable to an over
prescriptive model (Williamson and Cowley, 1 998 :  91) .  

One further issue raised in Williamson and Cowley's paper but as yet 

undiscussed here is the importance of a supportive environment for 

innovation. Pullan (1992) points out that when teachers are making a 

transition to new pedagogical beliefs, their individual and personal 'network 

of meaning' has to be given time to take up the new ideas and experiences. 

While this is happening, teachers often need support and reassurance to 

reduce feelings of insecurity. Because they find it difficult to carry out the 

change alone, isolated as they usually are with their students in the 

classroom, the support of a group of colleagues or an expert advisor helps 

them to feel more confident ( Pullan, 1992: 72). Bottomley, Dalton, Corbel 

and Brindley ( 1994) note that ongoing support from administrators and 
-

skilled teachers promoting change is important to teachers' continuing 

commitment to the innovation. This is especially applicable to new teachers. 

They also emphasise that implementation support should include the 
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provision of training sessions to help teachers cope with the innovation, the 

resources necessary to bring it about, time allocation for attending meetings 

and workshops, and rewards to maintain motivation (Bottomley, Dalton, 

Corbel & Brindley, 1994: 84). An advocate or consultant provides vital 

assistance in successful implementation. It is accepted that individuals find 

it diffi'eult to carry out the implementation of the innovation alone, so good 

consultants can help the change proceed smoothly and effectively by  

providing concrete, practical advice either in the classroom or in 

professional development workshops. Fullan ( 1992) emphasises that strong 

advocacy at the administrative level is essential for change, while 

Bottomley, Dalton, Corbel & Brindley (1994: 27) demonstrate that teacher 

advocacy builds peer networks that impact positively on the capacity for 

change. 

Summing up, the position established by Fullan and others on successful 

curriculum innovation suggests that the innovation must be perceived to be 

needed by those who are to implement it, and they should be clear about the 

change and how it will be accomplished. This process is  recognised to be 

complex, so practical - and flexible - plans need to be drawn up for it 

which allow for input from those who will carry it out. This spirit of 

consultation, attention to detail ,  practicality, flexibility and commitment 

needs to be sustained through the implementation phase if the change is to 

become on-going, and teachers are more likely to feel confident in 

accomplishing the transition in a supportive school environment. 

2.1 .2 A coaching approach as an agent of change 

Coaching has been recognized as an effective way of facilitating the change 

process. Coaching aims to assist in the acquisition of new concepts by 

reducing a complex task to simple steps; a training programme devised on 

coaching principles would help trainees to gain success at each step, leading 

eventually to achieving the goal of mastering a complex skill. In a coaching 
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approach to curriculum change, teachers would be assisted to develop 

effective ways of implementing innovation by simplifying an extremely 

complex task into manageable components. Joyce and Showers (1980) 

developed a model of professional development coaching for teachers 

which consists of five explicit stages, steps by which practitioners might 

achiev'<:f"changes in methodology. They linked these to the levels of impact 

each stage had on the teacher undertaking such a programme in the 

following way: 

• Presentation of theory: level of impact - awareness. 

Presentation of theory, according to Joyce and Showers ( 1980), can 

raise awareness and increase conceptual control of an area to some 

extent. However, it is for relatively few teachers that it results in skill 

acquisition or the transfer of skills into the classroom situation. On the 

other hand, when the presentation of the theory is  used in combination 

with other training components, it appears to boost conceptual control, 

skill development, and transfer. 

• Modelling or demonstration : level of impact - awareness, some 

knowledge. Modelling appears to have an effect on awareness and some 

on knowledge acquisition. Demonstration also increases the mastery of 

theory. Many teachers can imitate demonstrated skills fairly readily and 

a number will transfer them to classroom practice. However, for most 

teachers, modelling alone is unlikely to result in the acquisition and 

transfer of skills unless it is accompanied by other components. 

• Practice under simulated conditions :  level of impact - skill. 

When awareness and knowledge have been achieved, practice is a very 

efficient way of acquiring skills and strategies whether related to the 

changing of teaching style or the mastery of a new approach. 

• Structured and open-ended feedback: level of impact - skill and 

transfer. 

Feedback can result in considerable awareness of one' s  teaching 

behaviour and knowledge about altemati ves. With respect to the fine-
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tuning of styles, it has reasonable power for acquisition of skills and 

their transfer to the classroom situation. However, feedback alone does 

not appear to provide pennanent changes, but regular and consistent 

feedback is necessary to maintain those changes. 

• Coaching for application: level of impact - application of the new skill. 

Wnen the other training components are used in combination, the levels 

of impact are considerable for most teachers up through the skill levels. 

For many others, however, direct coaching on how to apply the new 

skills and models appears to be necessary. Coaching can be provided by 

other teachers, supervisors, professors, curriculum consultants or others. 

Coaching for application involves helping teachers analyse the content 

to be taught and the approach to be taken, and making very specific 

plans to help the students adapt to the new teaching approach (Joyce & 

Showers, 1980: 379-385). 

As the coaching model became established in teacher professional 

development, other attributes were found in its approach, and other 

elements in its use were stressed. Caccia, for instance, emphasised the 

important role of trust in the coaching process: 

Coaching exists in name only unless the coach and the person being 
coached share trust and a sense of purpose. The last important 
aspect of successful coaching is  a flexibility which teachers might 
need some helps in specific participation such as predetermined 
issues or in non -specific participation such as an outsider to 
determine areas for improvement ( 1996: 18).  

Twenty years after the model ' s  original formulation, Joyce and Showers 

had identified three further major functions that they believed it served: 

• Provision of companionship 

This function of coaching provides interchange with another over the 

change process. The coaching relationship results in the possibility of 

mutual reflection, the checking of perceptions, the sharing of 

frustrations and successes, and the informal thinking through of mutual 
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problems. Companionship provides reassurance that the problems are 

normal. The companionship not only makes the training process 

technically easier, it enhances the quality of the experience. It is a lot 

more pleasurable to share a new thing than to do it in isolation. 

• Extending executive control 

Th'is function of coaching provides teachers with the capacity to make 

adjustments in their own way. They may choose how to use the new 

pedagogy appropriately during the transfer period, to select the right 

occasions to use a particular teaching strategy, to examine curriculum 

materials and plans and to practise the application of the new teaching 

method they will be using later. 

• Feedback and adaptation. 

Success with a new methodology requires teachers to practise with 

feedback on their early attempts so that they can improve their teaching 

skills. It is important for teachers' confidence that feedback is positive 

from students, colleagues and change agents during this trial period. 

The coaching approach in general, it is important to remember, is to 

assist change, not to evaluate teachers' performance (2000: 440-442). 

This model, with refinement and application to particular settings, has 

proved to be a powerful method of assisting teachers to change their 

classroom practices in a range of subject areas. Ballard (200 1), for 

example, reported on her experiences during three years as coach assisting 

mathematics teachers in Michigan public schools. She found that using a 

coaching approach successfully helped the mathematics teachers to adopt 

curriculum reforms expected of them. The study also showed that the 

coaching approach increased the teachers' understanding of mathematics 

and of how students learned. In addition, coaching assisted these teachers 

to implement classroom management strategies that led to a more positive 

environment of learning and inquiry in the classroom (Ballard, 200 1 :  160-

175). Slater and Simmons (200 1) conducted a study with 17 volunteer 

teachers at a Texas high school which involved peer coaching to enhance 
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the teachers' use of the new teaching strategies, and to overcome the 

teachers' feelings of isolation. The study showed that the programme did in 

fact help these teachers to enhance their teaching skills. The programme 

evaluation results indicated high agreement among teachers that they had 

learned new professional ideas, gained knowledge and ideas about practice, 

and br0ught about positive attitude and behaviour changes in students. 

2.1.3 Teachers as adult learners 

In developing a PDP it is critical to remember that the PDP is dealing with 

teachers as learners. This in fact means that that the PDP must consider the 

differences between adults as learners and children as learners. There are 

significant differences between adult and children learning processes. For 

example, most frequently, in their learning children rely on others to decide 

what is important to be learned. In the case of adults, they decide for 

themselves what is important to be learned. This concept is critical in any 

educational innovation - in these circumstances, the principle of adult 

learning indicated ·above indicates that teachers will decide what it is they 

will take up in their on-going learning. Translated into the arena of 

educational reform, this means that initiatives for reform must take account 

of teachers as adult learners. 

It further follows that any professional development programmes 

contributing to educational change, must take account of the principles of 

adult learning if they are to be effective. If these principles are not taken 

into account, then the professional development programme will not make a 

positive contribution to the implementation of the desired or proposed 

change. 

Many researchers (Knowles, 1 978; Smith, 1 982; Brookfield, 1986; Bums, 

1995; Tight, 1996) have described the key principles of adult learning. 

Among these, Brundage and Mackeracher (1980) emphasise that voluntary 

participation is vital to the effective engagement of adults. Voluntary 
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participation as an element of adult learning assists in ensuring that the 

learners do not feel threatened and that there is a positive learning 

atmosphere developed. In the case of teachers this atmosphere or climate of 

learning would apply to the school and to the staff of the school in their 

approach to their professional development. The same researchers 

demonm'rate that the provision of regular feedback enhances adult learners 

in developing their continued learning. 

In the teaching profession, feedback can be obtained in a variety of ways. 

Teachers are encouraged to be reflective in their practice. Reflective 

practice in itself is a form of feedback. Teachers working in collegial teams, 

teachers conducting peer observation, teachers in study groups and other 

forms of professional interaction all provide feedback to each other on 

aspects of their learning together. Another principle of adult learning, 

which is relevant to the success of any professional development 

programme, is that adults expect that what they are learning is immediately 

useful to their situation (Brookfield, 1986). 

Many studies such as Knowles (1978); Smith (1982); Brookfield (1986); 

Burns (1995); and Tight (1996) agree on essential principles of educating 

adult learners when implementing any professional development 

programme for adult learners. These involve: 

1. An adult's readiness to learn depends on the amount of previous 

practice and learning. The more knowledge a person has the better 

able they are to assimilate new information with it. 

2. The variety of past experiences a group of adult posses underscores 

the diversity of starting points for any educational activity. 

3. To maximise learning, information must be presented in an 

organised fashion, proceeding from simple to complex, or organised 

around a concept. The starting point for organising of knowledge 

for adults is related to their previous experiences and knowledge. 

28 



4. Meaningful material and tasks are more easily learned and longer 

remembered than non-meaningful material. Any task has potential 

meaning. The challenge is to find ways to make it significantly 

related to the experiences and needs of the adult learners. 

5 .  Intrinsic motivation produces more pervasive and permanent 

"iearning. What i s  learned becomes part of the learner. Building an 

educational activity around an adult's needs ensures more permanent 

learning. 

6. Positive reinforcement of learning i s  more effective than 

punishment. Feeling of success and the raising of self-esteem are 

vital for the entry and continuation of adults in education. Positive 

feedback should be prompt. 

7 .  Active, rather than passive, participation in  learning activity 

enhances learning. Adults who are personally involved discover 

relationships, concepts and meaning as their own and are 

intrinsically rewarded. Adult educators who encourage active 

participation help to bring about more meaningful and permanent 

learning. 

8 .  Learning, especially with regard to skill development, i s  enhanced 

by repetition spaced systematically over time. 

9. Factors such as Fatigue, time pressure, criticism, context of learning, 

interpersonal relationships with teachers and compulsion all affect 

learning. 

Each of these principles must be taken into account in the professional 

development programme supporting educational 

these elements into account, the reform initiative will almost certainly fail. 

As learners, adults have much to contribute from their past experiences. As 

adult learners, teachers bring much experience to their learning. As opposed 

to the learning of children, adults have significant ability to serve as a 

knowledgeable resource and facilitators of the learning of other adults. 
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The concept of andragogy is  an influential concept in the education and 

training of adults. The term andragogy was introduced by Knowles ( 1978). 

The process-based approach in andragogy, is presumed to be more 

appropri ate to adult learners. The concept is based on the fact in their 

leaming adults need to be treated as self-directing individuals. The concept 

leads to learning which is student-centred, experience-based, problem

oriented and collaborative. The key concepts of the andragogical model is  

summarised by Bums (1 995) as following: 

1 .  Adult learners need to know why they are required to learn 

something before being motivated to learn it. When this i s  applied to 

teacher learning it means teachers must know the value of the 

professional development in terms of the contribution it will  make to 

their effectiveness in achieving desired learning outcomes. 

2.  Adults need to be able to decide for themselves what is important to 

be learned. When applied to teachers, this means that teachers need 

to engage in mutual enquiry rather than transmit knowledge and 

evaluate their conformity to it. 

3 .  There i s  a greater ranger of individual differences among adult 

learners. Consequently, emphasi s must be placed on individualised 

learning strategies. This means that the core methodology for adult 

education is the analysis of experience. Applied to teachers, thi s 

translates into professional development programmes being flexible 

and no single approach being applied to all teachers 

4. Adult learners are problem centred. Therefore professional 

development programmes for teachers must be focussed on real 

school situations. 

5 .  Adult readiness to learn and teachable moments peak at those points 

where a learning opportunity i s  co-ordinated with a recognition of a 

need to know. For teacher professional development this means that 
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programmes must be take account of a variety of styles, contexts and 

pace of change (235-236). 

Various studies have examined the characteristics of the optimal learning 

environments for adults. Knowles ( 1978) and Bums ( 1995) suggest the 

follow'ffig characteristics should define a learning environment for adults: 

• mutuality of responsibility in defining goals, planning and 

conducting activities that are based on the real needs of the 

participants 

• participation in decision-making 

• self-direction 

• teacher's role as resource and facilitator 

• use of learners' experiences as a basis for learning 

• an open, democratic environment 

• a concern for the worth of the individual and their self-concept 

Again this research must be applied to the professional development 

programme for teachers - in effect it reinforces the view that no system 

wide programme will succeed or make a positive contribution to education 

reform. 

In their learning, adults need to be granted the right to decide for themselves 

what it is they wish to learn. Successful adult learning therefore tends to be 

self-directed (Brookfield, 1986; Tight, 1996). 

Self-directed learning contains these essential elements: 

• There is no prescribed content that teachers feel must be transmitted 

to students. 

• The content and the way the content is  learned is  determined by the 

interested and needs of all participants including the teacher. 

• What the students get out of it is  measured by the extent to which 

they attain their own learning objectives. 
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All of this research points strongly to the fact that teacher professional 

development must take account of the essentials of adult learning. Failure to 

do so leads to poor use of valuable educational resources and failure to 

implement educational change. 

Section 2 A learner-centred approach to EFL teaching 

2.2.1 The learner-centred curriculum 

For a century after the world-wide movement towards public education 

began, the view that dominated educational thought and policy-making in 

schools was one emphasising the primacy of subject matter, the importance 

of passing on an inherited body of knowledge to the young, the 

memorisation of facts, the authority of the teacher, and formal instructional 

methods. Although such a view prevailed in public education, it was under 

criticism from the followers of Rousseau and others from the start, and by 

the 1960s ascendency in the debate between those who asserted the primacy 

of subject matter against those who supported the primacy of the child had 

become much more hotly contested in Europe and America (see for 

example, Simons, Linden and Duffy, 2000). As the movement from a 

'traditional' to a 'progressive' view advanced internationally, the focus 

shifted from the subject discipline to the learner, from education narrowly 

defined in terms of content to education more broadly defined, especially in 

terms of learning processes, from formal to less formal approaches to 

schooling, and from educational policies designed to preserve each nation's 

cultural heritage to those designed to transform it (Owens, 2001). 

The change in perspective from a traditional to a progressive educational 

paradigm fundamentally influenced teachers' concepts of learning and 

teaching everywhere. Simons, Linden and Duffy (2000) explain that there 

have been at least three significant ways in which classroom teachers have 
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been influenced by the growth in attention to new ways of learning and new 

learning outcomes: 

• There has much more attention given to the role of active, independent, 

and self- directed learning than before. This change has grown from the 

increased recognjtjon of the importance of the need for life-long 

learn'ing and what are now called "learning organizations" as a result of 

rapidly changing societies and economies. 

• There has been a much greater emphasis on the combination of active 

learning, so-called 'learning to learn' ,  and collaborative learning, than 

ever before. 

• There has been a growth of research on constructivist learning and 

empirical studies on active learning which provide a clear foundation for 

instruction, and which teachers need to understand if they are to change 

their practice effectively (Simons, Linden & Duffy, 2000: vii). 

The impact of this change means that teaching in every subject area is now 

aimed at fostering student learning processes which are characterised by 

active knowledge construction. The need for students to focus on this 

process of personal meaning-making and to be self-directed has demanded 

teaching theories and instructional design models which are specifically 

aimed at promoting learning-to-learn processes in students. The shift from 

the traditional view of the teacher as a transmitter of knowledge to a 

facilitator of learning puts a great demand on teachers. They have to know 

the content of their subject discipline as before, but the way it is to be 

organised and delivered to students can no longer be taken for granted or 

dictated by a narrow syllabus; they must have a clear understanding of the 

new pedagogy to develop what is effectively their own curriculum. They 

have to become comfortable with an instructional model in which learners 

are taught to employ suitable learning and thinking activities to construct 

and utilize their own knowledge. 

33 



The new learning and teaching approach, which aims at encouraging and 

developing students' learning skills, is also known as 'process-oriented 

teaching'. The main principle of process-oriented teaching is to focus on 

the process of learning and thinking activities and to take into account 

students' individual learning orientations (Simons, et al., 2000). Pratt and 

Associafes ( 1998) explain that learners use what they already know to filter 

and interpret new information rather than reproduce their teachers' 

understanding. Chute, Thomson and Hancock ( 1 999) describe the five 

significant characteristics of this teaching-learning approach as learning 

facilitation, team learning, student as collaborator, instructor as guide and 

dynamic content (p.206). In the shift towards this new concept of learning, 

the teacher becomes a facilitator of student knowledge construction and 

utilisation rather than as someone who transfers pre-determined knowledge 

directly to the students. As a direct consequence, teachers need to change 

their teaching approach from teacher-directed instruction to student-centred 

learning facilitation. In the latter approach, students are typically engaged 

in discussion, reflection and problem-solving - active learning rather than 

passive reception of information (Williamson, 1 996). The main tasks of the 

teachers in this approach are to initiate and support the thinking activities 

that students employ in their learning. The key element in such teaching

learning is a collaborative effort between teachers and students which 

allows students to become involved in decision-making both about the 

content of the curriculum and about how it is taught. 

2.2.2 A learner-centred approach and CL T 

The view that knowledge is  individual, and in  the classroom i s  socially 

constructed rather than merely transmitted from a teacher to students as 

traditional pedagogy had assumed, has had as significant an influence on 

language teaching as it has on other areas of the curriculum. The beliefs 

and attitudes of the learner-centred cuniculum movement have had a 

particularly strong impact on English teaching and learning, first in ESL 

34 



programmes based in English-speaking countries, then on EFL throughout 

the world. Nunan (1989) suggested that a language programme based on 

this new approach should have twin goals: one is the development of 

language skills and the other is the development of learning skills, the skills 

in learning how to learn (p. 1 87). Similarly, Richards ( 1984) has suggested 

that thisnew kind of teaching model should consist of three dimensions: 

• a linguistic dimension which justifies what language aspects will be 

taught, 

• a psycholinguistic dimension which includes an account of the 

processes underlying learning, and 

• a teaching dimension which relates to learning experience activities and 

tasks, and to the role of teachers, learners and materials in the learning 

system (p.7-23). 

There are a number of aspects of the communicative language teaching 

(CLT) approach which reflect a learner-centred view of language teaching. 

CLT starts with a theory of language as communication, and sets itself the 

goal to develop learners' communicative competence to carry out real

world tasks (Quinn, 1984; Richards & Rodgers, 1 986; Nunan, 1 9 8 8 ;  

Savingnon, 199 1 ). The link between the CLT approach and learner

centredness is emphasised by Nunan ( 1 988)  in the following way: 

A major impetus to the development of learner-centred language 
teaching came with the advent of communicative language 
teaching . . .  The strong version of communicative language teaching 
sees language ability as being developed through activities which 
actually simulate target performance. In other words, class time 
should be spent not on language drills or controlled practice, but in  
activities which require learners to do in class what they will have to 
do outside (Nunan, 1988:  24-26). 

The purpose of CLT is to develop learners' communication skills, rather 

than their knowledge of the structure of the language. Much of this change 

in emphasis came from first-language acquisition studies in which infants' 

learning was traced to personal and internal construction of grammar as 
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opposed to adult teaching of these extremely abstract 'rules' (see for 

example, Krashen, 1 982; Ellis, 1 988; Lighbown and Spada, 1 993). In the 

CLT approach, as in the teaching-learning of a first language, the focus is 

on the development of language fluency, meaningfulness and 

appropriateness of utterance. According to Nunan ( 1988), a basic principle 

under1ytng the CLT approach is that learners must learn eventually not only 

to make grammatically correct utterances, but must also develop the ability 

to use language to get things done (p.25). Richards and Rogers ( 1986) 

explain that the primary function of CLT is to promote language for 

interaction and interpersonal communication (p.71 ). 

Previous research studies (such as those of Krashen, 1 982; Ellis, 1988;  

Lighbown and Spada, 1 993) have indicated that comprehensible input takes 

a major role in language acquisition. Learners need meaningful and 

comprehensible exposure to master their new language skills. In this sense, 

classrooms should provide the learners with situations that expose them to 

sources of comprehensible input. In the classroom, teachers should provide 

freer, more open-ended activities (with more than one possible solution) 

that allow students to experiment with language to develop their 

communicative language skills. Learners need opportunities to practise 

language with one another. Classroom activities should allow students to 

use natural and meaningful language with their classmates. As students 

engage in such exchanges, they receive additional comprehensible input 

which further assists their language acquisition (Long & Porter, 1985;  

Doughty & Pica, 1 986; Ellis, 1 990). 

In the CLT approach, learning activities require a high degree of Ieamer 

participation in order for them to practise and develop their learnjng skills 

through meaningful activities. The extensive range of classroom activities 

compatible with communicative language learning is designed to provide 

learners with opportunities to attain communicative objectives, engage 

learners in communication, and require the use of such communicative 
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processes as information sharing, negotiation of meaning and interaction. 

Classroom acti v1 ties are often designed to focus on completing tasks that 

are mediated through language or involve negotiation of information and 

information sharing (Richards & Rodgers, 1986: 76). Richards and Rodgers 

also explain that communicative activities in groups will provide learners 

with the-opportunities to practise strategies for opening, developing, and 

terminating conversational encounters, develop meanings collaboratively 

and practise use of conversational routines and expressions. These 

communicative activities also involve learners in different kinds of roles, 

necessitating use of different styles of speaking to complete tasks (Richards, 

1985, cited in Nunan, 1988: 87) 

The role of the teacher in the CLT approach requires a view of the teacher as a 

learning facilitator, rather than as a person who controls students. The teacher's 

task includes providing comprehensible input and information and a limited 

number of controlled exercises, so that students gain the confidence to interact 

with each other by using language for natural communicative functions. The role 

of the teacher is also to provide meaningful feedback to students on how they 

have performed the communicative activities and to provide suggestions for 

improvement. It is  suggested to CLT teachers that feedback should first focus on 

how well the students did on the communicative aspects of the task and only later 

on the form used by the students (Brumfit, 1984; Nunan, 199 1 ;  Savignon, 199 1). 

The teacher is  also expected to be a needs analyst, counsellor and group 

process manager. As a needs analyst, the teacher is expected to determine 

learners' needs based in their individual learning styles, learning assets and 

learning goals. On the basis of such needs assessments, teachers are 

expected to plan group and individual instruction that responds to these 

needs. As a counsellor, the teacher is expected to exemplify an effective 

communicator in seeking to maximise the meshing of speaker intention and 

hearer interpretation through the use of paraphrase, confirmation, and 

feedback. As a group process manager, the teacher is expected to organise 
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a classroom as a setting for communicative activities (Richards & Rodgers, 

1 986: 78). 

Breen and Candlin ( 1980) describe the roles of a teacher in CLT as 

including communicative facilitator, independent participant, organiser of 

resourc-es, researcher and learner: 

The teacher has two main roles: the first role is to facilitate the 
communication process between all participations in the classroom, 
and between these participants and the various activities and texts. 
The second role is to act as an independent participant within the 
learning-teaching group. The latter role is closely related to the 
objectives of the first role and arises from it. These roles imply a set 
of secondary roles for the teacher; first, as an organiser of resources 
and as a resource himself, second as a guide within the classroom 
procedures and activities . . .  a third role for the teacher is that of 
researcher and learner, with much to contribute in terms of 
appropriate knowledge and abilities, actual and observed experience 
of the nature of learning and organisational capacities (Breen & 
Candlin, 1 980, cited in Richards & Rodgers 1 986: 77). 

The complementary role of the learner is  to participate actively in 

communication processes, and to do so cooperatively under the guidance 

and stimulus of the teacher. In the CLT approach, students are expected to 

take the opportunities that classroom activities provide to develop their 

language skills - and their learning skills. Students need to learn what uses 

of language are effective and culturally appropriate in natural discourse. As 

a result, errors become a natural part of learning. They serve as a valuable 

indication to the teacher of the personally-constructed theories about the 

target language that learners have. They can be detected and corrected early 

before students move into the practice of new language constructions. 

Supervised by their teachers, students can practise with one another and 

detect and correct each other's errors. It is important that in CLT learners 

are expected to interact primarily with each other rather than with the 

teacher. The emphasis in CLT is on promoting processes of 

communication, and these in turn lead to different roles for learners i n  the 
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classroom. The role of learners in CLT can also be described as one of 

'negotiator' ,  where each student tentatively, through inner debate and 

external discussion with peers, finds personal meaning in the new language 

information that is provided by participating in classroom activities. The 

negotiation - between the self, the learning process, and the object of 

learning-- emerges from and interacts with the role of joint negotiator 

within the group and within the classroom procedures which the group 

undertakes. The implication for learners is  that they should contribute as 

much as they gain, and thereby learn in an interdependent way (Breen & 

Candlin, 1 980). 

The purpose of using materials in CLT is to support student learning. The 

role of materials is also to foster the development of independent learning. 

Richards and Rodgers ( 1986) described the materials used for supporting 

student learning in the CLT as falling into three categories: text-based, task

based and realia (taken from everyday life). The text-based materials are 

textbooks and other published resources designed specifically to direct and 

support CLT; the examples they give include Marrow and Johnson' s  

Communicative Activities ( 1 979), Watcyn-Jones 's  Pair Work ( 1 981 ) ,  and 

the Malaysian English Language Syllabus support materials ( 1 975) .  The 

task-based materials are a variety of games, role-plays, simulations and 

task-based communication activities which invite student participation 

through communication. And the realia represent the use of 'authentic' 

materials in the classroom, written texts like current English-language 

newspapers and magazines, and spoken and visual texts such as 

advertisements or current affairs programmes recorded from American 

television. Nunan ( 1 988) also emphasises that the role of materials which 

support CLT should assist learners to make a link between what they learn 

in the classroom and what they will do outside the classroom. In addition, 

these resources should foster independent learning by raising the interest of 

the learners and making them more aware of the learning process. The 

materials should also have a degree of authenticity, and should be composed 
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of a range of materials which can be used in a variety of ways at different 

proficiency levels, rather than be a comprehensive published package which 

programmes learning in only one way (Nunan, 1988 :  99) . 

The aim of assessment in CLT is  to foster learning, rather than merely 

measure-achievement. The focus is on language proficiency broadly, rather 

than just on accuracy in grammar or number of vocabulary items correctly 

memorised. The discussion about what constitutes 'proficiency' i s  

continuing, however Nunan's  definition refers to the ability t o  perform an 

increasing range of communicative tasks with a growing degree of skill. 

Degree of skill will be determined by mastery of a complex set of enabling 

skil ls which will include syntax and morphology, fluency, socio-cultural 

knowledge, phonology, and discourse (Nunan, 1 988: 1 27). In CLT, it is  

claimed that learners' self-assessment i s  an important supplement to teacher 

assessment and that self-assessment provides one of the most effective 

means of developing both critical self-awareness of what it is to be a 

learner, and skills in leaning how to learn (Nunan, 1988 :  1 16). 

Table 2 . 1  below compares a traditional teaching approach and 

CLT adapted from Quinn (1 984). 

Table 2.1: A comparison between traditional teaching approach and CLT 

Focus Traditional approach Communicative 
Language Teaching 

approach 
1 .  Objective Focus i s  on the Focus i s  on 

language as a communication 
structured system of 
grammatical patterns 

2 .  Content selection Based on linguistic Based on the basis of 
criteria alone what the learner need to 

know to get things done 

3 .  Content sequence Determined on Determined on other 
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linguistic grounds grounds, with the 
emphasis on content, 
meaning and interest 

4. Degree of coverage The aim is to cover the The aim is to cover, in 

'whole picture' of any particular phase, 

language structure by only what the learner 

-· systematic linear needs and sees as 

progression important 

5. View of language A language is seen as a The variety of language 

unified entity with is accepted, and seen as 

fixed grammatical determined by the 

patterns and a core of character of particular 

basic words communicative contexts 

6 Types oflanguage Tends to be formal and Genuine everyday 

used bookish language is emphasised 

7. Criteria of success Aim to have students Aim is to have students 

produce formally communicate 

correct sentences effectively and in a 
manner appropriate to 
the context they are 
working on. 

8. Language skills Reading and writing Spoken interaction are 

emphasis regarded as at least as 
important as reading 
and writing 

9. Teacher I student Tends to be teacher- Is student-centred 

role centred 

10. Attitude to errors Incorrect utterances are Partially correct and 
seen as deviations from incomplete utterances 
the norms of standard are seen as such rather 
grammar than just 'wrong' 

11.  Similarity I Reverses the natural Resembles the natural 
Dissimilarity to natural language learning learning process in that 
language learning process by the content of the 

concentrating on the utterance is emphasised 
form of utterances rather than the form 
rather than on the 
content 

Adapted from Quinn (1984: 61-64). 
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2.2.3 Task-based learning and CLT 

Definitions of task-based learning have been debated and discussed widely. 

For example, Long ( 1985), Richards ( 1985), Breen (1 984), Prabhu ( 1987), 

Candlin & Murphy ( 1987), and Willis ( 1996) have debated the issue. 

Despite�the differences in their definitions of 'task' ,  there were a few 

common characteristics: those tasks are concerned with communicative 

language, and that they consist of some input data and one or more related 

activities or procedures. Nunan ( 1989: 59) argued that tasks are 

undertakings in which learners comprehend, produce and interact in the 

target language in contexts which are focused on meaning rather than form. 

The definition of task provided by Willis emphasised not meaning, context 

or form, but process and result :  'By a task I mean an activity which involves 

the use of language but in which the focus is on the outcome of the activity 

rather than on the language used to achieve that outcome' (Willis, 1 996:23).  

A task-based learning (TBL) methodology in language teaching has been 

recognised by a number of researchers in recent years as useful in 

facilitating a CLT classroom approach (Prabhu, 1987;  Nunan, 1989;  Long 

and Crookes, 1 992; Gass and Crookes, 1 993; Willis, 1 996). This 

methodology provides explicit means of introducing a l anguage teaching 

approach which develops a learner's communicative competence. TBL is  

based on employing naturalistic language in the classroom from which 

learners, through use, develop a personal system of working language 

'rules ' .  Each student, through engagement in tasks that are new to him or 

her, tries to 'fill the gap' that the set activity requires. To do this the student 

has to take detailed notice of the material and task provided, then make 

judgments about what is required, then make hypotheses about the language 

which is needed to complete the task, and finally pay attention to the 

feedback on whether the task has been successfully completed. Often these 

tasks will allow for discussion and debate about different ideas raised within 

a group. Inevitably, however, even though students are involved in 
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collaborative work and joint tasks, leJrners will develop along indi vidual 

pathways, smce it i s  their personal languJge systems that are being 

clevelopecl. Language learning is <1 developmentJ! process that follows its 

own internal agenda. Errors me not necessarily the result of bad learning, 

but are part of a natuml process of acquiring 'interlanguage' forms, staging 

pomts Hrgradually gr1ining proficiency in a new language (Ellis, 1 994). The 

development of TBL aims to respond to this revised view of errors in 

language learning by giving learners tasks to transact, rather than i terns to 

!eJm. In this way, it provides Jn environment which best promotes the 

natural language learning process that is most clearly seen in the child's 

mJstery of its mother tongue. By engaging in meaningful activities such as 

problem-solving, the learner's interlanguage system can be moved stepwise 

towards that of the target language. 

Unlike traditional methods of instruction employed within a predetermined 

content-based syllabus, the TBL approach is considered to fit a 'Type B '  

syllabus (Long & Crookes, 1 993). I t  focuses on how language i s  t o  be 

learned, and it allows objectives to be determined through a process of 

negotiation between teacher and learners as j oint decision-makers. It 

emphasises the process of learning rather than the subject matter, and i t  

assesses accomplishment in relationship to the learners' criteria for success. 

A basic principle underlying CLT is that the I eamer develops the ability to 

use language for communicative purposes. This language teaching 

approach views language ability as being developed through activities 

which actually simulate target performance (Nunan, 1988). For this reason, 

teachers need to find ways to create classroom i nteraction so as to maximise 

opportunities for learners to use and practise their language skills. This 

requires teachers to become facili tators of learning by providing 

opportunities for learners' interaction. TBL helps to remove teachers from 

a situation where they dominate the classroom by providing the learners 

themselves with the chance to open and close conversations, for example, or 
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collaborative work and joint tasks, learners will develop along individual 

pathways, since it is their personal language systems that are being 

developed. Language learning is a developmental process that follows its 

own internal agenda. Errors are not necessarily the result of bad learning, 

but are part of a natural process of acquiring ' interlanguage' forms, staging 

points m gradually gaining proficiency in a new language (Ellis, 1 994 ). The 

development of TBL aims to respond to this revised view of errors in 

language learning by giving learners tasks to transact, rather than items to 

learn. In this way, it provides an environment which best promotes the 

natural language learning process that is most clearly seen in the child's 

mastery of its mother tongue. By engaging in meaningful activities such as 

problem-solving, the learner's interlanguage system can be moved stepwise 

towards that of the target language. 

Unlike traditional methods of instruction employed within a predetermined 

content-based syllabus, the TBL approach is considered to fit a 'Type B '  

syllabus (Long & Crookes, 1993). I t  focuses on how language i s  to be 

learned, and it allows objectives to be determined through a process of 

negotiation between teacher and learners as joint decision-makers. It 

emphasises the process of learning rather than the subject matter, and it 

assesses accomplishment in relationship to the learners' criteria for success. 

A basic principle underlying CLT is that the learner develops the ability to 

use language for communicative purposes. This language teaching 

approach views language ability as being developed through activities 

which actually simulate target performance (Nunan, 19 88). For this reason, 

teachers need to find ways to create classroom interaction so as to maximise 

opportunities for learners to use and practise their language skills .  This 

requires teachers to become facilitators of learning by providing 

opportunities for learners' interaction. TBL helps to remove teachers from 

a situation where they dominate the classroom by providing the learners 

themselves with the chance to open and close conversations, for example, or 
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to ask their friends to do things to complete tasks. TBL also helps teachers 

to maximise opportunities for learners to put their limited language to 

authentic use and to create more effective learning situations. In addition, 

TBL provides an environment which best promotes the natural language 

learning process by engaging in meaningful activities such as problem

solving;-information-gap activities or discussions; learners are focused more 

closely on the comprehensibility of the language that they and their 

conversational partners are using. The outcome of these interactions leads 

to the learners developing their communication skills (Willis, 1 996). 

Candlin and Murphy (1987) analysed tasks based on an essentially data-free 

account of task properties, the different patterns of language activity they 

give rise to. Pica, Kanagy and Falodun ( 1 993) analysed tasks in terms of 

interactional patterns and requirements (i .e .  how involved each participant 

needs to be). Some researchers, however, have been more specific in their 

analysis of tasks, such as Prabhu ( 1987) who used reasoning-gap tasks, Duff 

(1 986) who analysed tasks as divergent and convergent tasks, and Berwick 

( 1993) who identified tasks as having two dimensions; experiential

expository, and didactive-collaborati ve. Nunan ( 1 993) described the task as 

the data that learners have to work on. They may be linguistic (e.g. a radio 

broadcast), non-linguistic (e.g . ,  a set of photographs), or a 'hybrid' (e.g. a 

road map). In addition, Nunan described the task as incorporating three 

further components: the goals (of the task), the roles of the teacher and 

learner, and the setting (Nunan, 1 993 : 55). 

All tasks have a specified objective that must be achieved; they require what 

is called 'goal-oriented learning' .  This encourages learners to use language 

in a meaningful way in order to complete the task. Language, then, is the 

means for attaining task goals, but the emphasis is on meaning and 

communication, not on producing language forms correctly. The important 

role of the teachers in TBL is to select topics and design tasks that will 

motivate learners, engage their attention, present a suitable degree of 
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linguistic challenge and promote their language development as efficiently 

as possible (Willis, 1 996). In general, tasks are often identified as being of 

two main types: closed and open. Closed tasks are ones that are highly 

structured and have very specific goals. There is only one possible 

outcome, and one way of achieving it (e.g. a task comparing two pictures to 

determi! 'le their differences). On the other hand, open tasks are ones that are 

more loosely structured, with less specific goals. Closed tasks are 

recognised as providing good ways of encouraging students to interact in 

the target language. The more specific the goals, the easier it is for students 

to perform the task and the more likely they are to get involved with the 

task and to work independently. It is often the outcome that provides the 

motivation to engage in the task, which becomes seen by the students as a 

learning opportunity. 

With regard to distinguishing task types not necessarily based on their being 

open or closed, Willis (1 996) proposed six different types of tasks which 

show different outcomes in terms of language use: 

• Listing: These tasks emphases fact-finding, in which learners find things 

out by asking each other or other persons. The outcome would be a 

completed list, or possibly a draft mind map. 

• Ordering and sorting :  These tasks involve four main processes:  (i) 

sequencing items, actions or events in a logical or chronological order 

(ii) ranking items according to personal values or specified criteria (iii) 

categorising items in given groups or grouping them under given 

heading, and (iv) classifying items in different ways, where the 

categories themselves are not given. 

• Comparing: These tasks involve comparing pieces of information of a 

similar nature but from different sources or versions in order to identify 

common points and/or differences. The process involves matching to 

identify specific points and relating them to each other, finding 

similarities and things in common, and finding differences. 
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• Problem solving: Problem-solving tasks make demands upon people's 

intel lectual and reasoning powers, and, though challenging, they are 

engaging and often satisfying to solve. The process and time scale will 

vary depending on the type and complexity of the problem. Problem 

solving can involve real-life problems, expressing hypotheses, 

describing experiences, comparing alternatives and evaluating and 

agreeing on a solution. Completion tasks are often based on short 

extracts from texts, where the learners predict the ending or piece 

together clues to guess it. The classification ends with case studies, 

which are more complex, entail an in-depth consideration of many 

criteria, and often involve additional fact-finding and investigating. 

• Sharing personal experiences: These tasks encourage learners to talk 

more freely about themselves and share their experiences with others. 

The resulting interaction is closer to casual social conversation in that it 

is not so directly goal-oriented as other tasks. 

• Creative tasks: These are often called projects and involved pairs or 

groups of learners in some kind of freer creative work which involve 

combinations of task types: listing, ordering and sorting, comparing and 

problem solving. 

All six of Willis' tasks can be open-ended in that they allow for individual 

solutions to the task to be different and still acceptable, but the first three 

are towards the closed end of the continuum. The last two are usually 

employed for much freer discussion and writing based on individual 

perceptions, beliefs and experiences. 

The results of task-based learning in promoting communicative language 

teaching has been examined in a number of studies (Breen & Candlin, 1 980; 

Long, 1985;  Prabhu, 1 987; Beretta, 1 990; Long and Crookes, 1 993). In 

these studies, it is concluded that there are three different types of task

based approach or syllabus. The first is exemplified by the B angalore 

Project which was conducted from 1979 to 1984. The B angalore Project 

considered the tasks as forming a 'procedural syllabus' which was based on 
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the concept that language form can be learnt in the classroom entirely 

through a focus on meaning, and that grammar construction by the learner is  

an unconscious process (Beretta, 1 990). This type of task syll abus is  

founded on a belief that students need opportunities to develop their 

comprehension abilities through the operation of some internal system when 

the learner's attention is focused on meaning (i.e. task-completion), not 

language (Prabhu, 1987: 70). According to Prabhu, the definition of task 

refers to 'an activity which requires learners to arrive at an outcome from 

given information through some process of thought, and which allows 

teachers to control and regulate that process ' (Prabhu, 1 987: 24 ). 

A second type of task-based approach is called a 'process syllabus' and 

focuses on the preferences of the Ieamer and learning process, not on the 

language and language learning process (Breen & Candlin, 1980). Both 

Breen and Candlin claim that learning should be the product of negotiation, 

and that it is the negotiation process that drives the learning of language. 

The process syllabus, as described by Breen (1 984 ), involves specifying sets 

of options at four levels: (i) making general decisions about classroom 

language learning (ii) alternative procedures for making those decisions (iii) 

alternative activities, and (iv) alternative tasks. Breen defines task as: 

any structured language learning endeavour which has particular 
objective, appropriate content, a specified working procedure, and a 
range of outcomes for those who undertake the task. 'Task' is  
therefore assumed to refer to a range of  workplans which have the 
overall purpose of facilitating language learning - from the simple 
and brief exercise type, to more complex and lengthy activities such 
as group problem-solving or simulations and decision making 
(Breen, 1 987: 23). 

The third type of TBL teaching follows the concept of how formal 

instruction may help students to learn the target language. This type of 

syllabus is based on how instructed learners can come to outperform 

naturalistic learners. In this approach systematic use is made of pedagogical 

tasks which draw students' attention to certain aspects of the target 

language code. B ased on the belief of the advantage of such a strategy, 
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Long and Crookes (1 993) adopted task as the unit of analysis in an attempt 

to provide 'an integrated, internally coherent approach ' .  The definition of 

task used by Long and Crookes emphasised aspects of task completion that 

are part of every-day life: 

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 the 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 to do if 
you ask them and they are not applied linguists (Long and Crookes, 
1 993:39). 

The variety in approaches taken by Beretta and Prabhu, Breen and Candlin, 

Long and Crookes, and many others, all under the general description of 

TBL, show how remarkably diverse and flexible the general approach can 

be. As support for diverse types of teaching - and within the ambit of CL T 

in the language-learning field - it holds great promise. 

Attempting to implement the CL T approach in EFL contexts in many non

English speaking countries in Asia has been shown by many studies to be 

difficult and have a low rate of success (Sana et a l . ,  1 984; Burnaby & Sun, 

1989; Ellis, 1994; Shamin, 1 996; Li , 1 998). In China, for example, 

Burnaby and Sun ( 1 989) listed various constraints in implementing CLT 

reported by teachers. These difficulties included the context of the wider 

curriculum, traditional teaching methods, class sizes and schedules, 

resources and equipment and availability of qualified teachers. The study 

also claimed that the sociolinguistic and strategic competence of teachers 

limited the use of this approach effectively. In South Korea, Li ( 1 998) 

studied a group of South Korean secondary school teachers' perceived 

difficulties in adopting CL T. This study showed that teachers encountered 
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four major difficulties (involving the teachers' perceptions and skills, the 

students, the educational system and the communicative approach itself) in 

implementing this approach in their classroom. The teachers' difficulties 

concerned their limitations in command of spoken English, their deficiency 

in strategic and sociolinguistic competence, their lack of training in CL T, 

their misconceptions about CL T, and the time limitations for preparing 

materials for communicative classes. The students' difficulties concerned 

their low English proficiency, their lack of motivation, and their resistance 

to class participation. The educational system difficulties included large 

classes, grammar-based examinations and lack of funding support. The 

CLT difficulties included the inadequacy of its adaptation to EFL teaching 

in Korea as yet, and the lack of effective and efficient assessment 

instruments. 

Studies of difficulties in adopting CL T have been conducted in a number of 

other Asian countries over the last twenty years, and these show a similar 

set of problems to the two mentioned above. Sano, Takahashi and 

Yoneyama ( 1 984) found that Japanese students felt that communicative 

competence seemed too distant to them and they did not feel a need to use 

English in their everyday life. In Vietnam, Ellis ( 1994) identified that the 

main difficulties in implementing CL T were class sizes, grammar-based 

examinations and lack of opportunities to use English communicatively. A 

study conducted by Shamin ( 1 996) in Pakistan showed learner resistance, 

among other problems, being a barrier to her attempt to introduce 

innovative CL T in her EFL classroom. 

Although the difficulty of employing a communicative approach is manifest 

in many contexts, and seems particularly challenging in cultures where 

traditional, teacher-centred instructional approaches are most firmly 

established, CLT is still considered currently within the international 

educational community to be the best way to develop learners' language 

competence. In terms of the theory of pedagogy the advantage of changing 
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to CLT seems clear. The central problem appears to be to find ways to 

adapt CLT to teaching contexts that have resisted its adoption. 

Evidence of the positive impact on language teaching that TBL has had in 

developing students' communicative language skills has been reported in a 

number<Df studies conducted in Asian countries. For example, in 1 994 TBL 

was introduced into English teaching in primary schools in Hong Kong. It 

was reported that the students participated more actively and 

enthusiastically in their own learning when TBL was introduced (Morris, 

1994). Teachers in the Morris study reported changes in their teaching 

through employing TBL such as the increased use of incidental, whole-class 

discussions and other forms of interaction, rather than using formal, set

piece listening and speaking activities provided in the textbook resources. 

The study showed that the teacher-pupil relationship improved as a result of 

this increased interaction. The teachers in the study reported that pupils 

were being encouraged to think rather than be passive. 

Another study concerning the implementation ofTBL was conducted in 

Malaysia in 1 989 and 1 990 with twenty teachers working in secondary 

schools in both rural and urban areas. This study aimed to evaluate 

language learning tasks introduced to those teachers in their classes by 

examining task aims, content, materials, management and classroom 

atmosphere. The study also investigated the teachers' responses to 

implementation difficulties (Murphy, 1993). Its findings indicate that 

students' receptivity to tasks, their openness rather than defensiveness to 

teacher innovation, was the most significant element in the success of TBL. 

If tasks were matched to students and classroom context in terms of 

difficulty, stimulation, perceived relevance and helpfulness to learning, they 

were thought to be valuable. Murphy noted some resistance from students 

to innovation (especially to their teachers seeking to negotiate components 

of the curriculum), and suggested that earlier and extended briefing of 

teachers and students alike in undertaking innovation would help to 
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overcome this problem. The general perception of the potential of TBL was 

very positive ( 1 993: 145-1 58). 

The application ofTBL methods to language teaching internationally has 

shown that this approach can significantly increase learner awareness of the 

target larrguage and improve fluency in its use, as well as providing 

opportunities for meaning-focused comprehension and production of the 

target language (Prabhu, 1 987; Long & Crookes, 1 993). It can serve as the 

basis for a tight and more focused practical syllabus (Willis, 1 996). 

Additionally, TBL can be employed to teach a restricted range of 

communication skills in a way that is suitable for young students at an early 

stage in their second-language learning education (Morris , 1 994 ). The Thai 

Ministry of Education has indicated its interest in TBL to improve students' 

English language communication skills (MoE, 1 997: 1 7) ,  although the 

evidence for its likely success within the country had not yet been gathered. 

Unlike Hong Kong or Malaysia that have had long-standing British 

influence on their education systems and pedagogical traditions, and where 

the conditions for introducing task-based methods could be expected to be 

favourable, Thailand's English-language teaching traditions have grown out 

of a non�colonial context of diplomatic and economic exchange. However, 

with the National Education Act ' s  reform agenda driving change towards 

learner-centred curricula, there is a climate of interest and anticipation that 

such an approach to EFL could prove effective. From the l iterature it would 

appear that a proposal to trial this new approach to implementing CL T 

would be particularly opportune. 

Summary 

This chapter has described the theoretical concepts related to managing a 

significant curriculum change of the kind EFL teachers confront in 

attempting to  change their thinking and teaching behaviours currently in 

Thailand. I t  has considered research studies concerned primari ly with the 
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process of change and the major factors affecting the success of efforts to 

implement change. More specifically, this literature review provides 

theoretical frameworks related to changes in the curriculum and how the 

curriculum mandated by the Thai National Eduction Act of 1 999 might be 

implemented successfully in classrooms. 

The proposed systemic reform requires teachers to change their role from 

being one of dominating the classroom to becoming a facilitator in a 

learner-centred classroom. Top-down innovation has previously proven 

difficult in many educational contexts, and Thai teachers would appear to be 

no different in this respect from their colleagues internationally. However, 

a coaching approach has elsewhere been found to be an effective means of 

assisting a smooth and successful implementation of new curricula. The 

chapter provides a detailed account of the coaching approach and how it can 

be used in teacher professional development. 

The final section of the chapter reviews the trend towards progressive 

education, focusing on active learning and learner-centred curricula. This 

section of the chapter describes the link between these new learning trends 

and communicative language teaching in EFL. It reviews the advantage of 

using TBL methods as a means of promoting a greater use of CL T. In 

doing so it examines several research studies related to this specific 

language teaching approach, and considers their significance in the light of 

Thailand's need for a new approach to introduce CLT in EFL classrooms. 
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CHAPTER 3 

THE DEVELOPMENT AND DESIGN OF THE 
PROFESSIONAL DEVELOPMENT PROGRAMME 

Introduction 

Few of the numerous studies of innovation in the field of education 
report on innovations that have been successful. After an extensive 
study of educational change programmes, Parish and Arrends ( 1983) 
conclude that educational innovations had approximately a twenty per 
cent success rate. This i s  not surprising when we consider the complex 
nature of innovation. Not only do we need to consider the forces 
operating both outside and within the organisation implementing 
change, but also the situations of those who are most affected by the 
change. More recently, the management of change has become the 
focus for researchers interested in curriculum implementation. There is  
now an increasing body of  knowledge and expertise about the change 
process itself (Bottomley, Dalton, Corbel and Brindley, 1 994: 1 )  

There are many studies which show that professional development 

programmes often fail to assist teachers to bring about changes in their 

practice which will create innovative classrooms. Simons, Linden and Duffy 

(2000) demonstrate in their study that many teachers fail to adopt innovation 

because of mismatches between the proposed changes and their beliefs, 

understandings and commitment to established routines. 

Teachers usually believe they are doing a good job in the current context and 

that only proposed changes will threaten their professionalism and the quality 

of their work. Other factors which contribute to low rates of success are often 

reported in a range of cultural contexts where teachers feel insecure and lack 

the confidence to change, due to a lack of practical support in the classroom 

(Marris, 1 975; Berman & McLaughlin, 1 977; Parish & Arrends, 1 983; Fullan, 

1992; Galton & Williamson, 1 992; Williamson, 1996). 

As described by Fullan ( 1 992), the implementation of curriculum change is 

about translating an idea into practice in the classroom. Significant changes 

are those that address current needs and trends, these must fit well with the 
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teacher' s situation, they will be focussed and include practical procedures 

which will contribute to the successful implementation of change. The 

principles advocated here include clarity and need. Workability is an 

important element of implementation that assists in determining the 

innovation' s  relevance for individuals. The importance of an implementation 

plan is seen by White ( 1988) as one that allows for careful monitoring of the 

process and is one which is flexible enough to respond quickly to issues as 

they arise. Pullan ( 1992) proposes a plan which is  not only flexible and 

adaptable, but which encourages people to take risks and learn by their 

actions. 

The Thai National Education Act of 1 999 provided impetus for schools 

throughout the nation to become involved in a raft of educational innovations. 

Among these innovations were such far-reaching and fundamental changes as 

school-based management, parental involvement in school decision making, a 

change in the pedagogical approach from teacher- centred to student-centred 

learning, and the introduction of information technology for learning support. 

Thai teachers were expected to carry out government policies as directed. The 

changes flowing from these policies posed immediate demands on teachers. 

They were required to change their traditional concept of their role, to perform 

in new ways, and to acquire a new range of skills in their workplace. The 

long-established climate of centralised and hierarchical decision-making in 

the Thai education system has created a culture of dependency in schools 

(Ballinger, 2000). A basic element here is that teachers do not believe for the 

most part that they can initiate change. This may explain why significant 

school-based change has not taken place to date, as Ballinger (2000) argues in 

his paper on 'The Changing context of Thai Education: New Challenges for 

School Leaders' (p. 1-13) .  

Thailand, like countries elsewhere, has adopted a professional development 

programme model as the main means of preparing schools and teachers to 

introduce educational change. The typical and traditional Thai means of 
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providing teacher professional development is  through in-service training 

programmes or workshops. However, this traditional PDP approach has been 

questioned recently regarding its practical outcomes, as teachers usually fail to 

apply the new skills in their classrooms . . 

Section 1 of this chapter summarises the relevant research (see Chapter 2) 
-

which identifies the factors crucial to the successful implementation of 

professional development programmes. Section 2 describes the conceptual 

framework underpinning the development of the PDP designed for this study. 

Section 1 :  Theoretical background to the development o f  the PDP 

Curriculum change and the implementation of such change is always a great 

challenge to teachers, especially to an experienced teacher workforce which is  

usually doing a very good job under the current curriculum organisation. Any 

curriculum change must be accompanied by relevant professional 

development programmes. This section will argue that such programmes 

have certain well-researched features which contribute to their success in the 

implementation of curricul urn change. 

3.1 Key features for successful professional development 

The success of an innovation and its implementation requires the application 

of a number of key features as indicated in the previous chapter. The literature 

review refers to these imperatives (Marsh, 1988; Wilson & Corcoran, 1 988; 

Louis & Miles, 1990; Fullan, 1 992; Markee, 1 997; Williamson & Cowley, 

1 995). Research on successful professional development programmes has 

indicated three key elements which contribute to the success of the 

programmes. These include a clearly stated educational rationale for the 

change, a process of coaching of teachers involved in the change and a direct 

link to the particular curriculum change. In this case the curriculum change is 

the introduction of communicative language teaching (CLT). 
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3.1.1 Educational change 

Pullan (1992) has revealed six features of effective professional development. 

These features should be incorporated into the design of an effective 

Professional Development Program. The six features are: 

1 .  Perceived Need 
_. 

2. Clarity 

3 .  Complexity 

4. Workability 

5. Implementation Support 

6. Advocacy 

In detail, each of these features contributes to the effectiveness of the 

Professional Development Plan as indicated below: 

1 .  Perceived Need 

Perception of a particular need for innovation is an influential factor in the 

success of any innovation. Pullan describes the need for change as being 

either internal or external, or a combination of both of these factors. External 

need for change can come from such influences as economic, social and 

political change. In applying this principle to Thailand for example, the 

consequences of the far-reaching changes in the economy following the 1 997 

economic downturn created imperatives for change to the education system. 

Many of the causes of the economic problems which beset the nation were 

external. At the same time it is possible to state that internal factors are also 

pushing educational change in the nation. People are not satisfied with the 

current situation in regard to the school curriculum (Pullan, 1 992: 69). In 

Thailand educators are seeking new ways to introduce innovative language 

teaching methods into the school system. The introduction of a radical change 

in the language teaching provides an example of an internal need for change. 

Implications for PDP 
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Many official government documents and policies provide the motivation for 

the concept to be built into the PDP. In the case of Thailand, the Office of the 

National Education Commission provides the impetus for curriculum change 

with its 'big picture' view of educational. reform in the nation. The Office of 

the National Education Commission represents the official government policy 

on reform. Other influences come from senior educators and media reports on 

the nation's education system. In Thailand, these factors created a climate 

of acceptance of the need for curriculum change and were reinforced by the 

widespread belief in the community that change is needed in the education 

system. 

2 .  Clarity 

Successful curriculum implementation requires the participants 
to have a clear understanding of the issues involved in the 
innovation in order to assist in determining its relevance of the 
innovation, according to Fullan ( 1992). 

The second of Pullan ' s  principles, clarity, relates to changes in pedagogy. It 

also relates to the relationship between teacher and learner, as well as the 

practical role played by materials used in teaching and of the assessment 

processes used to determine learning outcomes. Teachers must therefore be 

well aware of the reasons for the curriculum change - without this they are 

unable to authentically satisfy the requirements of this principle. If, for 

example, the curriculum change requires student centred learning activities 

such as group work, or individual exhibitions, and the teacher has no 

fundamental belief or knowledge of such pedagogies or assessment methods, 

these teaching and learning processes will be challenged by teachers. Where 

these challenges occur without the clarity suggested by Fullan, they have the 

potential to inhibit curriculum change. 
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Implications for PDP 

The thoughtful introduction of curriculum change will provide a number of 

strategies which will enable the clarity concept to be built into the 

Professional Development Plan. Some of these strategies could include: 

• The provision of the reasons for change provided through seminars for 

leaders and middle managers 

• Intensive training workshops for teachers, particularly those who wil l be 

most directly affected by the change - such workshops should be well 

planned and as well as providing direction for change they must 

acknowledge the work of teachers as they work in the current paradigm. 

• Practical exercises such as: 

• videotaping various teachers' lessons in order to evaluate their 

present classroom practice and to provide a foundation for 

discussion of changes in pedagogy, 

• using a classroom observation checklist for feedback, 

• professional discussions among collegial groups of supervisors 

and teachers, 

• demonstration and modelling the new teaching methods under 

simulated conditions. 

3. Complexit:X: 

As change is  not a predictable process, i t  requires the people 
involved to understand that it is complicated, and to be 
prepared to modify their thinking and practice to suit specific, 
and changing, circumstances (Fullan, 1 992). 

The involvement of teachers in the development of flexible plans for 

implementation of the change is crucial to the success of these plans. The 

work of Berman & McLaughlin ( 1976) and White (1 988) emphasise the 

critical importance of involving teachers in decision making at all stages of 

the implementation of curriculum change. Such involvement develops 

commitment to change as well as ownership of the new directions that are 

being sought. 
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Implicationsfor PDP 

The complexity principle emphasises the importance of ensuring that teachers 

arc involved in every stage of the development of the PDP with the 

knowledge that a wide range of processes is included in the plan. The PDP 

takes account of Full an's principle of complexity in a variety of ways. For 

example: 

• The plan is adaptable and flexible so that it takes account of the 

particular capabilities of the individual teacher. The plan is open for 

each teacher to make their own decision as to what they would like to 

do in response to their students' needs and how they would like to do 

it. 

• The use of coaching in aspects of the new curriculum requirements is  

deemed appropriate as it provides a monitoring and support role to 

supervisors. 

4. Workability 

The fourth principle described by Full an is "workability". He regards this is as 

an attribute of changes 'that fit in well with the teacher's situation, that are 

focused and include how-to-do-it possibilities' ( 1992: 72). Full an's concept 

of workability is about the management aspects of change which are 

concerned with such things as planning, the human and p hysical resources, 

and practices used when individuals are involved in change. The success of 

the innovation is  related directly to these elements. It is therefore extremely 

important that these practical considerations are taken into account in the 

context of the proposed change. 

lmplicationsfor PDP 

A variety of approaches can be used to develop and implement this concept in 

the PDP. It  is  well acknowledged that teacher talk is  critical in the 

implementation of change - in this case, the consideration of the specific 

needs and expectations of teachers in a school can be developed through 

59 



professional discussions and meeting time should be made available to allow 

for this discussion. 

Another useful approach is to provide the opportunity to draw on the 

professional skills of teachers in providing their experience as input into 

practical suggestions for change in the various aspects of curriculum change 

canvassed above. 

The senior staff of the school can encourage openness in a range of group 

processes including peer appraisal and collegial reflection on various aspects 

of practice. 

In specific contexts - such as the Thai situation - the school can take account 

of the constraints which may arise due to the context, especially those which 

may arise due to the radical nature of the CLT in traditional classrooms. 

5. Implementation support 

Any change in professional practice brings with it certain inherent emotional 

responses which can be anticipated in any change process. Among these are 

grief, anger, insecurity and relief. Teachers who are doing a good job in the 

teaching and learning process and who are regarded as being successful in 

their profession may react with anger or grief in their interpretation of 

curriculum change. They need time to assimilate the rationale for change, they 

need support in the period of change and they need to know that the changes 

are not due to any deficiencies real or perceived on their part. The role of the 

teacher in a time of great change can be isolating. This fifth principle 

enunciated by Full an relates directly to the need to provide support to teachers 

during the implementation phase. Ongoing support from administrators and 

skilled teachers promoting change is important to teachers' continuing 

commitment to the change 
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Implications for PDP 

The concept of support during the implementation phase can be built into a 

PDP in a variety of ways. One way is  to develop a network of stakeholders in 

the change process - such a network could include people at a range of levels 

from superintendent, to supervisors, principals and teachers. As well as such 

networks various approaches can be taken towards building collaboration and 

mutual support between teachers, and between teachers and the different 

levels of supervisors. 

School leaders can help develop a climate of experimentation and enquiry 

rather than one of judgement or blame. In such a climate, teachers will be 

prepared to take professional risks and be open to sharing the results of such 

risks and experimentation. 

6. Advocacy 

An advocate or consultant provides vital assistance in successful 

implementati on. It is accepted that individuals find it difficult to carry out the 

implementation of the innovation alone, so good consultants can help the 

change proceed smoothly and effectively by providing concrete, practical 

advice either in the classroom or in professional development workshops. 

Fullan (1992) emphasises that strong advocacy at the administrative level is 

essential for change, while Bottomley, Dalto, Corbel & Brindley ( 1994: 27) 

demonstrate that teacher advocacy builds peer networks that impact positively 

on the capacity for change. 

Implications for PDP 

A range of different approaches can be used to ensure that advocacy or 

consultancy is  applied to a PDP. One approach would be to provide a 

mentoring role to supervisors. Such a role requires adequate resourcing for 

mentor and mentee as well as recognition of the value of such work. Failure to 

provide adequate resources in will lead to the failure of such a programme. 

Research circles of groups of professionals, regardless of their rank, can be 
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very supportive of the advocacy principle and provide opportunities for 

professionals to work together in promoting the change in practice. 

3.1.2 A coaching approach 

Any major curriculum change involves complex and difficult and elements. 

The concept of coaching is regarded as one which has much to offer the 

facilitation of the change process. Professional coaching is a process which 

aims to assist in the acquisition of new concepts by reducing a complex task 

to simple steps. A training programme devised on coaching principles would 

help trainees to gain success at each step, leading eventually to achieving the 

goal of mastering a complex skil l .  

As one of many different methods to implement curriculum change, coaching 

can assist teachers in a variety of ways. One way is assist them in developing 

processes to implement change by providing ways to reduce complex tasks 

into more manageable components. Research conducted by Joyce and 

Showers (1980) contributed to the development of a professional development 

model which involves coaching. 

This model has five explicit stages, each stage contributing to assisting 

teachers' practice in implementing and bringing about curriculum change. In 

their research, Joyce and Showers ( 1980) linked the stages to the relative 

impact each would have on bringing about changes in teacher practice. These 

stages are outlined below: 

1 .  Presentation o f  theory: level of imQact - awareness 

Presenting teachers with the theory behind the curriculum change has the 

possibility of raising awareness and providing the teachers with some 

conceptual control of the curriculum changes (Joyce and Wei ! ,  1980). The 

presentation of theory does not have a great impact on the acquisition of 

skills, nor does it appear to provide the transfer of ski II s into the teachers' 
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work in the classroom. However, the presentation of theory appears to lift 

conceptual control, skill development and transfer of skil ls into teachers' 

classroom practice when it is used in combination with other training 

components. 

Implications for PDP 

This could be done in a variety of ways. An intensive training workshop 

presented by curriculum developers could be used to explain the why, when 

and how of the change Similarly, a seminar or workshop for supervisors can 

provide this theoretical background for those charged with the introduction of 

the curriculum changes to schools and systems. The distribution of 

background documents and implementation plans can also be used to provide 

some basis for the presentation of the theoretical basis for the change. 

2. Modellinf! or demonstration: level of impact - awareness, some 

knowledge 

The modelling or demonstration stage proposed by Joyce and Showers 

appears to have an effect on both awareness and knowledge acquisition. The 

mastery of theory appears to be increased by the use of demonstration and 

modelling. Because of the nature of their work, many teachers have the 

ability and capacity to imitate demonstrated skills fairly readi ly.  These 

demonstrated skills will be transferred to the classroom situation by a number 

of teachers. 

Again, it is emphasised here that, for most teachers, the use of one technique 

only, in this case modelling, is unlikely to result in the acquisition and transfer 

of skills. As with the other stages, it is important that the technique be 

accompanied by numerous components. 

lmplicationsfor PDP 

Modelling occurs when teachers have the opportunity to observe each other's 

practice. Such observations could be developed through the videotaping of 
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teachers in action. A classroom observation checklist could be used in 

conjunction with the videotape to evaluate each of the videotaped lessons or 

series of lessons. Direct observation can also be used - with follow-up 

discussion among the teachers involved . . 

3 .  Practice under simulated conditions :  level of  impact - skill 

Once theoretical awareness and knowledge of the change have been achieved 

it is time to move on to skill development. An efficient way of acquiring skills 

is to practice them under simulated conditions. 

Implications for PDP 

Various curriculum-related simulations can be developed, with teachers 

collaborating on the development of these simulations. The teachers then 

practice the skills they want to develop by using the skills in the simulations. 

The application of the new skills can be incorporated into their lesson plans 

4. Structured and open-ended feedback: level of impact - skill and 

transfer 

Teachers can become more aware of their performance through the provision 

of feedback. This can result in considerable awareness of one 's  teaching 

behaviour and knowledge about alternatives. With respect to the fine-tuning 

of styles, it has reasonable power for the acquisition of skills and their transfer 

to the classroom situation. It is apparent that feedback alone does not appear 

to provide permanent changes in pedagogy, but regular, s tructured feedback is  

necessary to maintain these changes. 

Implications for PDP 

There are many feedback instruments which can be used to provide 

information to the teacher being observed. Various protocols need to be 
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developed so that participants are aware of how the feedback will be given. 

The feedback needs to be not only structured; it should be focussed on various 

aspects of the desired skills to be developed. Observations can take place at 

agreed times and included in lesson plans. 

5. Coaching for app1ication : level of impact - application of the new skill 

A range of training components, used in combination, will provide a 

considerable impact on skill development for most teachers. For many others, 

however, direct coaching on how to apply the new skills appears to be 

necessary. Coaching for application involves helping teachers analyse the 

content to be taught and the approach to be taken, and making very specific 

plans to help the students adapt to the new teaching approach (Joyce & 

Showers, 1980: 379-385). 

A teaching coach could be an expert teacher, a supervisor, professor, 

curriculum consultant or other. The coach will usually need to have some 

training in coaching. A coach does not usually provide solutions but rather 

asks questions and listens so that the practitioner comes to some conclusions 

on his/ her own. 

Implications for PDP 

A teacher who has a teaching skills coach can use the coach in variety of 

ways. The coach does not necessarily need to be present in the school or 

classroom but it is important that here is a good working relationship between 

practitioner and coach and they both understand the concept of coaching. The 

coach may assist the teacher focus on the acquisition of new skills and assist 

with problem solving. The coach can provide moral support for the teacher, be 

a confidante for the teacher and contribute to the teacher seeking to improve 

performance. 
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3.1.3 Communicative Language Teaching approach in EFL 

It has been suggested by Nunan ( 1989) that a language programme based on 

this new approach should have twin goals: one is the development of language 

skills and the other is the development of learning skills, that is the skills in 

learning how to learn (p. 187). Similarly, it has been suggested by Richards 

(1984) that this new kind of teaching model should consist of three 

dimensions: Firstly, a linguistic dimension which justifies what language 

aspects will be taught. Secondly, there should be a psycholinguistic dimension 

which includes an account of the processes underlying learning, and thirdly, a 

teaching dimension which relates to learning experience, activities, tasks, and 

to the role of teachers, learners and materials in the learning system (p. 7-23). 

Implication for PDP 

One way of incorporating the elements is to adopt a task-based learning 

(TBL) approach. TBL provides a specific and narrow teaching method for 

EFL teachers to follow and this explicit teaching method is  generally based on 

naturalistic language use from which learners can develop their 

communicative language skills. TBL also provides an environment, through 

tasks, which best promotes the natural learning process by engaging in 

meaningful activities such as problem solving, as a result of which the 

learner's interlanguage system is developed (Prabhu, 1987; Nunan, 1989; 

Long & Crookes, 1 992; Gass & Crookes, 1 993; Willis, 1996). 

1 .  The pedagogical purpose of CL T 

Nunan postulates that a basic principle underlying the CLT approach is that 

learners must learn eventually not only to make grammatically correct 

utterances, but must also develop the ability to use language to get things done 

( 1988: 25). Richards and Rogers ( 1 986) explain that the primary function of 

CL T is to promote language for interaction and interpersonal communication 

(p.7 1 ) .  
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Implication for PDP 

The purpose of TBL is  to develop in learners their language skills for 

communication in order to achieve an outcome of tasks. Focusing on 

completing tasks it allows learners to communicate among groups and to find 

a way of getting round words or forms of language in order to fulfil the task 

goals. Language, then, is a means for attaining task goals, but the emphasis of 

a use of the language is on meaning and communication, not on producing 

language forms correctly (Willis, 1996). 

2. Learning activities 

In using the CL T approach, the learning activities used by teachers require a 

high degree of learner participation in order for them to practise and develop 

their learning skills through activities which are meaningful to the learner. An 

extensive range of classroom activities compatible with communicative 

language learning is available to teachers. These activities are designed to 

provide learners with opportunities to attain communicative objectives, 

engage in communication, and require the use of such communicative 

processes as information sharing, negotiation of meaning and interaction. 

Many classroom activities are designed to focus on completing tasks that are 

mediated through language or involve negotiation of information and 

information sharing (Richards & Rodgers, 1986: 76). Communicative 

activities in groups will provide learners with the opportunities to practice 

strategies for opening, developing, and terminating conversational encounters, 

develop meaning collaboratively and practice use of conversational routines 

and expressions. These activities also involve learners in different kinds of 

roles, necessitating use of different styles of speaking to complete tasks 

(Richards, 1 985, cited in Nunan, 1988:  87) 

Implication for PDP 

Communicative tasks provide opportunities for learners to practise their target 

language through different types of tasks such as listing, ordering and sorting, 
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comparing, problem solving, sharing personal experiences and creative tasks. 

A teacher will take a role as a supporter in students' learning and to encourage 

the students to experiment with language on their own, and to take risks. 

Teachers would be informed during the intensive training workshop about 

what and how communicative tasks designed and used to support their 

students' learning. A demonstration of the application of communicative 

tasks would help the teachers to gain confidence to use the TBL in their 

classrooms. 

3 .  A teacher's  role 

The teacher as facilitator of learning rather than controller of learning is the 

central feature of the CL T approach. In taking the student centred role, the 

teacher's task is limited more to providing relevant input and information and 

a limited number of controlled exercises. Using such a pedagogical approach 

enables students to gain confidence in interacting with each other, using 

language for natural communicative functions .  Feedback to the students is 

provided by the teacher - providing them with information on how they have 

performed in using the communicative activities. Such feedback will also 

provide suggestions for improvement. The feedback should first focus on 

how well the students did on the communicative aspects of the task and only 

later on the form used by the students (Brumfit, 1 984; Nunan, 1 99 1 ;  

Savignon, 1991) .  

Implication for PDP 

It is important for teachers to understand fully the role of teacher as facilitator 

and to understand the different skills used in this role as opposed to teacher as 

controller of knowledge. Adopting TBL requires teachers to adopt different 

planning techniques, different questioning techniques and different 

assessment techniques. 
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TBL enables teachers to assist students become active, collaborative learners. 

The teacher can achieve this by planning activities which engage students in 

their learning and which require them to work collaboratively. 

Teachers can be trained in the use of cooperative learning and the 

development of an integrated curriculum. Teachers also need to be well 

versed in constructivism and other student centred learning theories. Many of 

these are developed though intensive training workshops, reading documents 

provided during the PDP, observation and practice. Many of these approaches 

are obtained by teachers working collaboratively, in both planning and 

practice and observing each other's teaching. 

4. A Ieamer's  role 

The CLT approach requires students to adopt a di fferent role in the classroom. 

In this approach, it is important that they become engaged in the classroom 

activities in order to develop their language skills and their learning skills. In 

adopting the CL T approach, students need to learn effective and cultural! y 

appropriate uses of language i n  their interactions with each other. In such 

discourse, students soon learn that errors are a part of the learning process. 

Errors provide the teacher with information about the personally-constructed 

theories of the target language that learners have. These errors can be 

detected and corrected early before students move into the practice of new 

language constructions. With the teacher as facilitator, students can practise 

with one another and detect and correct each other 's  errors. The CLT 

approach emphasises that learners are expected to interact primaril y with each 

other rather than with the teacher. CLT promotes communication processes. 

These processes eventually bring about different roles for learners. The role of 

the Ieamer in CLT can also become one of 'negotiator' . In this role, each 

student works towards attaining personal meaning in the new language 

information that is provided by their participation in the learning activities 

provided and promoted by the teacher. The actual negotiation takes place 

between the self, the learning process, and the object of learning and 
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eventually emerges from and interacts with the role of j oint negotiator within 

the group and within the classroom activities which the group undertakes. 

This process catTies with it the implication that learners need to interact in a 

way so that they contribute as much as they receive. This leads to the students 

becoming interdependent learners (Breen & Candlin,  1 980, cited in Richards 

& Rodgers, 1 986: 77). 

Implication for PDP 

From a Ieamer's position, TBL advantages the Ieamer in a number of ways: 

• It gives learners confidence to try whatever language they know, 

through a pair or group activity. 

• It provides learners with experience of spontaneous interaction. 

It provides learners opportunities to practice negotiating turns to 

communicate and interact to others. 

It engages learners i n  using language purposefully and co-operatively 

in meaningful learning activities. 

• It encourages learners to gain confidence to use the target language i n  

order t o  achieve the goals o f  the tasks. 

In a classroom, students will spend most of their time doing activities in pairs, 

groups or whole class. In such a situation, the students will be allowed to have 

more involvement in a learning process. 

5. The role of instmctional materials 

Independent learning can be assisted by the use of instructional materials 

appropriate to CLT in supporting student learning. Instructional materials can 

be used to encourage the development of independent learning. Materials 

used for supporting student learning in the CLT have been described by 

Richards and Rogers ( 1986) as fall ing into three categories. These are text

based materials, task-based materials and those materials taken from real l ife 

known as realia. Text-based materials consist of textbooks and other 
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published resources designed specifically to direct and support CL T. Richards 

and Rogers give as examples Morrow and Johnson' s Communicative 

Activities (1979), Watcyn-Jones' Pair Work (1981) ,  and the Malaysian 

English Language S yllabus support materials ( 19 75).  Task-based materials 

are those materials which include games, role plays, simulations and task

based communication activities. S uch materials engage students in 

participation through communication. Realia consists of  the use of what can 

be called ' authentic' materials in the classroom. Examples of realia include 

written texts such as English-language newspapers and magazines, as well as 

spoken and visual texts including advertisements and current affairs 

programmes recorded from television. 

It is emphasised by Nunan that the role of CL T support materials must enable 

learners to make the links between what they learn in the classroom and their 

lives beyond the classroom. Such resources will only be of value if they foster 

the elements of changing the learners so they become independent. An 

additional element is that the resources need to contribute to the development 

of independent learning by increasing the learners' interest and engagement 

and enhancing their understanding of the learning process. It is important that 

the materials are authentic and that they consist of a variety of materials which 

can be used in many different ways and at different proficiency levels. Such 

authentic materials are often superior to the published curriculum packages 

which are sometimes made available to support curriculum initiatives. These 

packages are often limited in that they only look at learning in one way 

(Nunan, 1988: 99). 

Implication for PDP 

TBL encourages teachers to use a variety of materials which support students 

to do their tasks. In their planning, teachers need to ensure that they use a 

variety of sources of instructional materials. These materials should respond 

to the basic principles that they are meaningful, authentic and that their 

primary purpose is to support the students' learning rather than the teacher's 

teaching. In selecting instructional materials it is  important that the teachers 
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do not rely too heavily on textbooks as the main source of instructional 

materials. 

6 .  Role o f  assessment 

In keeping with the principles of student centred learning promoted by CL T, it 

is important to reinforce the view that the role of assessment in CLT is to 

foster engagement of the students in their own learning. Assessment should 

be seen as being more than just a measure of achievement. In CL T, the focus 

is on language proficiency broadly, rather than just on accuracy in grammar or 

number of vocabulary items correctly memorised. This raises the question 

about what constitutes 'proficiency' . Nunan provides a definition which refers 

to student's capacity to perform an increasing range of communicative tasks 

with a developing confidence. Such confidence is determined by mastery of a 

complex set of enabling language skills which include syntax, morphology, 

fluency, socio-cultural knowledge, phonology, and discourse (Nunan, 1988 :  

127). 

Self-assessment and peer assessment provide an important supplement to the 

assessments conducted by the teacher. Assessment such as self and peer 

assessment adds to the authenticity of the assessment. Self -assessment 

provides a very effective means of developing both critical self-awareness of 

what it is to be a learner, and skills in learning how to learn (Nunan, 1988 :  

1 16) .  

Implication for PDP 

The authentic assessment processes discussed here have as their basis a focus 

on students' development rather than on student achievement. It is therefore 

important that teachers receive training in authentic assessment methods. This 

could involve a range of professional development activities which emphasise 

authentic assessment. 

Among these techniques would be learning techniques for involving students 
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in the assessment process and also the use of a variety of approaches to 

assessment such as the exhibition, conferencing and the use of ICTs in 

presentations. 

Section II:  The design o f  the PDP 

Many scholars, including Pullan ( 1992) and Simons, Linden and Duffy 

(2000), have emphasised that successful change will come about where there 

are high quality in-service training programmes. The change process has 

three major stages - initiation, implementation, and continuation. The last two 

of these stages are identified by Pullan as those where practical support is  

most essential. 

There are many challenges posed by moving to CL T methods and moving 

away from traditional approaches in EPL Bringing about these changes can 

be very difficult to achieve, but this is not a reason for not setting out to 

implement such changes. Several studies have indicated that attempting to do 

this in many Asian countries has proved difficult (Sana et. al . ,  1984 ;  Li, 1998; 

Burnaby & Sun, 1 989; Ellis, 1 994; Shamin, 1996). These studies highlight 

many of the major problems faced when introducing a curriculum innovation 

such as CL T. Such problems include, for example, large classes, teachers' 

lack of proficiency in the target language, and difficulty in accessing suitable 

materials and equipment. Even when systems, schools and teachers are 

committed to this language teaching method, making the transition to CL T 

methods remains a challenge. The challenge centres on the difficulty of 

making major changes in practice, and also moving the paradigm from 

traditionally accepted educational practices to new ways of educational 

thinking (Smith, 2001 ) .  

The programme proposed here is  related to successful models of  curriculum 

change elsewhere in the world, although in this case it has been applied to the 

unique circumstances ofEPL in Thailand. The recommended PDP plan is 

expressed in a way that will generate confidence among participants in terms 
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of their role in the PDP. The programme remains flexible at the classroom 

level in order to enable teachers and supervisors to participate in making 

decisions concerning their own situations. In order to bring about a major 

change in pedagogical practices in an education system and to ensure the 

success of any paradigm shift in pedagogical theory and practice, much more 

is required of its instigators than a mental map of the new terri tory. 

Such a change requires an effective process of implementation, with 

assistance for teachers as they find their way into unfamiliar and at times 

hazardous terrain. A coaching approach has been proven to be valuable in 

supporting teachers through the challenge of innovation (Joyce & Showers, 

1980; Galton & Williamson, 1 992). Coaching can be effective for developing 

implementation skills in teachers by providing clear guidance on what to do 

and how to do it .  It has also been shown to have the flexibility to assist 

individual teachers in dealing with the specific difficulties they encounter, to 

assist them gain the management skills to cope with the complexities of 

change, and to provide this support directly when it is most needed (Galton & 

Williamson, 1 992). 

Bearing in mind the lack of success of the traditional Thai programmes and 

responding to these recommendations, the PDP for this study included the 

following components: 

• The use of the coaching approach 

The coaching used in the PDP allowed the supervisors and the teachers 

participating in the PDP to discuss the development of the teachers' 

performance. The discussion was conducted in a private room (free from 

distraction) immediately after the lesson. The supervisor initiated the 

discussion with the teacher by giving feedback from the classroom 

observation checklist which focused on positive teaching performance. The 

supervisor initially, points out the development of the teacher in areas of 

constructive change since the last/previous visit. At the meeting, the teacher 

raised issues and difficulties she had encountered both in the observed lesson 
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and previous lessons she recorded in her diary. The researcher took the role 

of observer, taking notes, tape-recording the conversation and mentoring for 

both the supervisor and the teacher on technical issues such as TBL, CL T. 

• Giving a monitoring and support role to supervisors 

A supervisor is regarded highly as the person with a key role in supporting 

curriculum implementation. A support role to supervisors in the PDP started 

from a process of selecting teachers to participate the PDP. The supervisors 

carefully selected the teachers whom they expected to become key teachers to 

assist colleagues in schools with curriculum implementation. By considering 

the teachers' capacities, attitudes and motivation, the supervisors expected 

these teachers to develop their capacity as teaching professionals which was a 

direct benefit from participation in the PDP. 

In terms of a monitoring role in the PDP, the supervisor took this role from 

the beginning, when watching the teachers' lesson videotapes and gave advice 

and set goals for teachers to achieve. The monitoring role to the supervisors 

occurred during regular classroom visits to provide comments drawn from the 

classroom observation checklist used in the post-lesson discussion. 

• Consideration of the specific needs and expectations of the teachers 

involved 

A consideration of the specific needs and expectations of the teachers 

involved in the PDP began when the supervisors and teachers viewed the 

videotapes of individual lessons together during the intensive teacher training 

workshop. The viewing of the lesson videotapes allowed the supervisors and 

teachers to identify for each teacher the strengths and weaknesses of their 

teaching performance. The teachers themselves identified their need to 

develop their teaching towards CL T. Teachers' expectations varied from a 

consideration of their teaching ski l l ,  knowledge and experience. For example, 

Teacher 2 was far more likely to develop teaching skil ls towards CL T from 

the beginning stage, while Teacher 4 needed to develop more collaborative 

and open-feedback on her teaching skills. 

75 



technician for videotaping teachers' lessons both before and after the PDP. 

• Encouraging openness in group appraisal and reflection 

The PDP encouraged openness in group appraisal and reflection through 

different kinds of activities such as: 

• At the: workshop, teachers were asked to self-evaluate their teaching 

performance from their lesson videotapes taken. 

During discussion after the lesson, teachers opened up with the 

supervisors and the researcher to raise their issues concerning both 

positive and negative experiences about the new teaching method. 

• A monthly meeting, sharing experiences about the use of the new 

teachJ ng method, both negative and positive among supervisors and 

teachers. 

This openness came because of the PDP focus on each of teachers' 

development and pointed out their benefit from the PDP 

• Establishing a climate of experimentation and enquiry rather than judgment 

or blame 

A challenge of the PDP was to establish a climate of experimentation by 

encouraging tteachers to change their teaching behaviours. These included: 

• 

• being iindependent from using only textbooks as the main 

teaching/learning resources, 

• 

• 

• 

ex peri mentation of a new role of teacher as a learning facilitator, 

ex peri mentation with a new way of assessment which focus on the 

development of students' learning, rather than achievement, and 

experimentation with students' involvement in a learning process . 

Responding to the �onstraints of specific contexts, especially those 

arising from the radical nature ofthe CLT in traditional classrooms 

The adoption of CL T was challenging teachers when they applied this 

teaching method in their classrooms. The PDP concerned and responded to 
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• Drawing on the professional skills of teachers as input to the 

programme 

The PDP respected teachers' knowledge and their teaching experience in 

relation to classroom organisation, students' learning style and assessment. 

The teachers were encouraged to explore their own situation, e.g. , students' 

need and ability, and left it open for them to design their own lesson which 

suited their own teaching style. The PDP respected the teachers' role as 

skilful practitioners of a complex art and encouraged them to become more 

independent as classroom curriculum developers. 

• Building collaboration and mutual support between teachers, and between 

teachers and supervisors 

The PDP encouraged collaboration and mutual support between teachers, and 

teachers and supervisors, through a variety of activities such as a regular 

school visit (fortnightly) for each teacher, a monthly meeting among teachers 

and supervisors to share experiences in their using the new teaching method, 

both positive and negative, as well as sharing materials and lesson plans. In 

fact, the teachers' and supervisors' collaboration began from the beginning of 

the programme when the supervisors selected teachers who they expected to 

be key teachers to work in their schools. 

• Liaising closely with personnel at different levels - including 

superintendent, supervisor, principal and teacher - in order to 

develop a network of stakeholders 

The PDP worked closely with local educational authorities at different levels 

in order to develop a network of stakeholders. The liaising activities involved 

a process of selection schools /sites, supervisors and teachers for the PDP 

which was decided by superintendents. The superintendents also nominated 

supervisors to work in the programme as they considered those supervisors to 

be well qualified and experienced enough to take this role. The 

superintendent, principals and the supervisors together, then, nominated the 

teachers to participate in the PDP. The superintendents also provided a 

meeting room for the seminar and intensive training workshop, and a 
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technician for videotaping teachers' lessons both before and after the PDP. 

• Encouraging openness in group appraisal and reflection 

The PDP encouraged openness in group appraisal and reflection through 

different kinds of activities such as: 

• At the workshop, teachers were asked to self-evaluate their teaching 

performance from their lesson videotapes taken. 

• 

During discussion after the lesson, teachers opened up with the 

supervisors and the researcher to raise their issues concerning both 

positive and negative experiences about the new teaching method. 

A monthly meeting, sharing experiences about the use of the new 

teaching method, both negative and positive among supervisors and 

teachers. 

This openness came because of the PDP focus on each of teachers' 

development and pointed out their benefit from the PDP 

• Establishing a climate of experimentation and enquiry rather than judgment 

or blame 

A challenge of the PDP was to establish a climate of experimentation by 

encouraging teachers to change their teaching behaviours. These included: 

• 

• 

• 

• 

• 

being independent from using only textbooks as the main 

teaching/learning resources, 

experimentation of a new role of teacher as a learning facilitator, 

experimentation with a new way of assessment which focus on the 

development of students' learning, rather than achievement, and 

experimentation with students' involvement in a learning process . 

Responding to the constraints of specific contexts, especially those 

arising from the radical nature of the CLT in traditional classrooms 

The adoption of CL T was challenging teachers when they applied this 

teaching method in their classrooms. The PDP concerned and responded to 
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the constraints of using the CLT in traditional classrooms, especially those 

arising in specific contexts. For example, one teacher found difficulty in 

using a whole class activity in a large class because of a noise problem 

affecting other classes. To avoid this problem, it was suggested that pair or 

small group activities be used instead. In contrast, a teacher from a small 

class had a problem that activities finished too quickly because of the small 

number of students. It was recommended in this case that whole class 

activities would be more appropriate. 

The particular aspects of this professional development programme emanate 

from these components. The components give this programme its specific 

character, locating it in the context of change in the Thai education system. 

For these reasons, the researcher saw a coaching approach as an important 

element in enabling the content of a professional development programme to 

be delivered and absorbed, and then to be adapted for use in the teachers' own 

classroom practice. 

The combination of TBL with a coaching approach held out to the researcher 

the hope of finding a possible means to tackle a problem in the devising of 

TEFL professional development, one that had been shown in the experience 

of many education systems in Asia and elsewhere as being most intractable 

(Ballinger, 2000). One of the significant factors involved in the failure of 

efforts to implement major curriculum change would appear to be the lack of 

continuing support for teachers at a practical school level, leaving them 

feeling insecure and lacking the confidence to implement the innovation 

individually in their schools. It was essential to the framing of this present 

study that educational change and its implementation be recognised as a 

complex process and that teachers require continuing support during it. 

Table 3 . 1  below indicates the relationships between the theoretical 

background to the development and the design of the PDP as described in this 

chapter .The left hand side of the table links the theory with the right hand 
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side which contains the practical suggestions for the PDP developed in this 

chapter. 

Table 3.1: The relationships between the theoretical background to the development of 

the PDP and the design of the PDP 

The theoretical background to 
the development of the PDP 

Three major components/areas 
of research: 
1. Educational change (Based 

on FuJJan's framework) 

1 .1 Perceived need for change 

1 .2 Clarity of change 

1 . 3  Complexity of change 

1 .4 Workability 

1 .1 

1 .2 

The design of the PDP 

The conduct of the PDP: 

Education Act 1 999 
Discussion with senior 
education authorities such 
as superintendents and 
supervisors 
Government official 
documents from the Office 
of the National Education 
commission 
Media reports 

Provision of a teacher's 
intensive training 
workshop and a 
supervisor's seminar 
Videotaping a teacher's 
lesson 
A classroom observation 
checklist feedback 
A group discussion 

1 . 3  A clearplan for 
implementation 

A use of coaching approach 

1.4 - Considering the specific 
needs and expectations of 
the teachers involved 
Drawing on the professional 
skills of teachers as input to 
the programme 

79 



1 .5 Implementation support 

1 .6 Advocate or consultant 

2. Coaching approach (Based on 
Joyce and Showers' framework) 

2 . 1  Presentation of theory: level 
of impact-awareness 

2.2 Modelling or demonstrating: 
level of impact - awareness, 
some knowledge 

1 . 5  

Encouraging openness in 
group appraisal and 
reflection 
Responding to the 
constraints of specific 
contexts, especially those 
arising the radical nature of 
the CL T in traditional 
classrooms 

Liasing closely with 
personnel at different levels 
- those of superintendent, 
supervisor, principal and 
teacher- to develop a 
network of stakeholder 
Building collaboration and 
mutual support between 
teachers and between 
teachers and supervisors 
Establishing a climate of 
experimentation and enquiry 
rather than judgement or 
blame 

1 .6 - Giving a monitoring and 
support role to supervisors 
School follow-up regularly 
after worksho 

2. Implication for PDP 

2.1  

2 .2 

A teacher's intensive 
training workshop 
A supervisor's seminar 
Videotaped each of the 
teachers' lessons 
A group discussion 
Providing materials relevant 
to the new concept 

Presenting each of the 
teachers' videotaped Lessons 
Using a c lassroom 
observation checklist to 
evaluate each of teachers 
videotaping to provide 
feedback 
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2.3 Practice under simulated 
conditions: level of impact 
skill 

2.4 Structured and open-ended 
feedback: level of impact 
skill and transfer 

2.5 Coaching for application: 
level of impact - application 
of the new ski II 

3. Communicative Language 
Teaching Approach (Based 
on Nunan's framework) 

3 . 1  A pedagogical purpose 
3.2 Learning activities 

3.3 A teacher's role 
3.4 A learner's role 
3.5 A role of instructional 

materials 

3.6 A role of assessment 

Summary 

2.3 - One of the teachers 
demonstrating her teaching 
A group discussion among 
teachers and supervisors 

2.4 - School follow-up for 
coaching by the supervisors 
and the researcher 
Monitoring for 
improvement 

2 . 5  - Providing feedback to 
maintain the new skills 
Feedback a progress of their 
development 
Moral support 
Building networking among 
group of teachers and 
supervisors 

3. Task·based Learning 
Approach 

3 . 1  Communication is paramount 
3.2 Communicative tasks are 

emphasised 
3.3 A teacher as a learning 
3.4 facilitator 
3 . 5  A learner a s  a collaborative 

learner 
Using a variety of 
meaningful/authentic 
materials/resources to support 
students' learning 

3.6 Focusing on students' 
development rather than 
achievement 

This chapter has examined the different approaches to developing a 

professional development programme. The chapter has focussed on the a 

range of recommendations for the use of a PDP in curriculum innovation and, 
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in particular, the development of the communicative language teaching as one 

of the educational available to teachers to use in the transition to new 

curriculum directions. 

Out of the discussion of the Chapter it is evident that certain key features are 

important in developing a PDP for teachers involved in curriculum change. 

Among these key features are that no one element as applied to a PDP will 

lead to satisfactory involvement in curriculum change - any plan must contain 

a range of elements as proposed in this chapter. Another element is the critical 

importance of assuring teachers that curriculum change does not necessarily 

mean that they are not doing a good job under the current circumstances and 

that the curriculum change need not be a defi cit model of their current work. 

·--- -----· -

JTAS 
- - . --·--- -- _________ ... _ _ , -

( ,, 
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CHAPTER 4 

RESEARCH METHODOLOGY 

Introduction 

The research methodology adopted in this study, the rationale for its choice and 

its advantages and limitations are addressed in this chapter. In addition, the 

chapter considers the issues of internal and external validity and reliability of 

the study. The main sections to be presented are: the overview of the research 

design (3 . 1 ), the development phase of the research (3.2), the data gathering 

phase of the research (3 .3 ), and the data analysis phase of the research (3.4 ). 

4.1 Overview of the study 

4.1.1 Aims of the study 

The aims of the research were to design, implement and evaluate the 

effectiveness of a teacher professional development programme (PDP) 

designed to assist Thai primary teachers of English as a Foreign Language 

(EFL) to change their classroom practices. The need for change has arisen 

from a requirement to meet the Thai national curriculum goals as established by 

the Education Act introduced in 1 999. In line with the Act, a learner-centred 

cuniculum needs to be implemented in Thai schools, so it has become vital for 

Thai teachers to change their teaching role from being a knowledge transmitter 

to that of a learning opportunity facilitator in the classroom. Thai teachers 

appear to be generally aware of the implications of the Act and endorse the 

need to change their roles. 

4.1.2 The design of the PDP 

The research design used in the study combined qualitative and quantitative 

research methods (Strauss & Corbin, 1 998; Bums, 2000). A quasi-
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experimental method was selected as the main research approach; it entailed 

studying the implementation of the new curriculum following the PDP and 

examined changes in classroom practices used by the teachers in relation to the 

new teaching-learning method required by the Thai national cun·iculum for 

EFL. The effectiveness of the PDP was evaluated to ascertain ( 1 )  to what 

extent the programme made an impact on teaching performance, and (2) in 

what ways teachers changed their classroom pedagogy. Perceptions of the 

three major stakeholders (supervisors, teachers and students) about these 

changes in the teaching and learning paradigm were also investigated to find 

out whether or not the new approach advantaged students in developing their 

English learning skills when compared to the previous approach. In addition, 

the effectiveness of the PDP was evaluated qualitatively through interviews 

with all three participant groups before and after the programme. 

The research design chosen used multiple sites, a combination of research 

methods and a variety of participants as advocated by Bums ( 1994) and Isaac 

and Michael ( 1995).  In terms of the multi-site aspect of the research design, 

the study was conducted in nine schools of different kinds. They ranged in 

terms of school setting (metropolitan, mral city, geographically isolated) and 

school size (large, medium, small) .  This also entailed a difference in class 

sizes, as large classes were chosen to represent large schools, medium-sized 

classes in medium-sized schools, and small classes in small schools; such a 

relationship between class size and school is the norm in this region of 

Thai land. The study was multi-method in that the programme was conducted 

by using a combination of qualitative techniques (interview) and quantitative 

techniques (questionnaire and observation). The study was multi-person in that 

three groups of participants (supervisors, teachers and students) were selected. 

The supervisors were selected because they take a major role as facilitators and 

supporters of teachers and schools in successful curriculum implementation. 

Teachers were selected as they take a major role at the practical level by 

implementing the new curriculum in the classroom. Students were selected 
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because they are the direct recipients of the changes and for whose benefit the 

changes are being made. 

Data collection was conducted through different research instruments suited to 

different purposes: questionnaires were used to evaluate the effectiveness of the 

programme and to investigate participants' perceptions about the change; 

observations were used to investigate how teachers managed their classrooms 

and to provide on-site feedback about their classroom practices to the teachers 

when visiting their classrooms; interviews were used to obtain in-depth 

information from the participants about the issues raised in questionnaires. The 

interviews were also used in combination with the observations to complement 

data from the participants' self reports. The multi-method approach used in this 

study provided consistent triangulation and enhanced the study' s  internal 

validity (Campbell & Stanley, 1963; Isaac & Michael, 1995; Strauss & Corbin, 

1998; Bums, 2000). 

4.1.3 Phases in conducting the study 

This study was conducted in three phases: Phase 1 ,  the preparation phase, 

dealt with the negotiations with Thai authorities to access the research sites, 

schools and participants, the development of research instruments for 

gathering data and the preparation of materials for the workshops. 

Phase 2 was the in-service training phase, with separate programmes for 

supervisors and teachers. In-service training for the three supervisors was 

organised every fortnight during the Thai summer break between school 

years. The purpose of the meetings with supervisors was to build a clear 

understanding about the new curriculum and i ts implementation, especially in 

the area of teaching EFL in primary schools. The three-day teachers' 

workshop for the nine teachers involved was held in the week before the first 

school term. The aim of the workshop was to explain the new curriculum and 

to provide guidelines for teachers to implement it in their classrooms. 

Demonstrations were presented during workshops to provide the teachers with 
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guidelines to the new curriculum and how to implement i ts innovative 

approach at the practical level of classroom pedagogy. 

Phase 3 was the school follow-up. The aim of this phase was to monitor the 

progress of each of the teachers individually and assess the extent to which 

they had changed their language-teaching approach in the classroom. This 

phase also provided opportunities for teachers to discuss with supervisors and 

the researcher the difficulties they had encountered during the implementation 

process. 

All communications with the participants in this study, in speech and writing, 

were conducted in Thai. Where these are reported or quoted in this thesis 

they are translated into English. Where the communications became data in 

the study, the translations were verified by a native speaker of English and 

further confirmed by back translation into Thai by a native speaker whose 

second language is English. 

The evaluation of the effectiveness of the programme was conducted by using 

both quantitative and qualitative measures. The Likert-style i terns in the 

questionnaire allowed the researcher to investigate the relative understandings 

of the supervisors and the teachers of the new teaching-learning concepts both 

before and after the implementation of the PDP (see Appendix A). A student 

questionnaire was also used to investigate whether or not the new learning 

approach had, in their opinion, helped them to improve their learning skills 

(see Appendix B) .  Further information was collected through observation of 

classrooms; this was rendered quantitative in nature through the use of 

checklists of teacher and student behaviour (see Appendix C). Qualitative 

data were collected from supervisors, teachers and students by semi-structured 

interviews (see Appendices D - G). All instruments were developed by the 

researcher for the purposes of this study. 

Audiotape and videotape and records were made during the study. Audiotape 

records were made when conducting the interviews before, during and after 
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the programme's  implementation The videotape records were obtained both 

at the beginning and at the end of the programme to monitor the changes in 

each teacher's classroom practice, and were analysed through the observation 

checklists mentioned above. 

Sample responses from all the instruments used are provided in the 

appendices (see Appendices H - N). 

4.1.4 Limitations of the study 

There were two main factors that should be noted as limitations in relation to 

the research methodology. Because the study was conducted with a limited 

group of teachers and students in  a limi ted number of schools in one area of 

Thailand, results could not, with a high degree of confidence, be generalized 

to a wider range of schools in other areas. Furthermore, it was the researcher 

who both conducted the PDP and gathered data on its implementation and on 

its success or otherwise. However, within these limitations of size and 

process, it should be noted that sites for study were chosen to encompass and 

represent the main range of school and class settings for EFL teaching in 

Thailand (outside Bangkok), and triangulation of data collectton was 

employed to mt m mise the impact of researcher bias upon results (Bums, 

2000). In this case, alongside the researcher's observations there were 

questionnaire and interview data drawn from supervisors, teachers and 

students, each compared with the others to check their validity. The reliability 

of the questionnaire data was enhanced by conducting follow-up interviews 

that confirmed, as well as added detail to, the quantitative data that the 

questionnaires produced. Videotaping classes and audio-taping interviews 

ensured that multiple perceptions of raw data could be compared. It is 

regarded as a strength of the methodology employed in the study that it used a 

variety of instruments, self-developed from authoritative research models, to 

fit the specific context, and applied these instruments to different groups of 

key stakeholders in curriculum change in Thailand. 
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4.1.5 The timeline of data gathering 

The research timeline used for data collection in this study consisted of the 

three major phases outlined in 3 . 1 .3 above. These activities were all 

completed over a 1 2  period. 

A chronology of the development of the research tasks associated with the 

study is presented in Table 4.1  below. 

Table4.1: A chronology of the development of the research tasks associated with 
the study 

Research Activities 1999 2000 

Phase 1 :  Preparation 

l .  Permission to conduct research December 

2. Selection of the site of the study December 

3. Design of the PDP December 

4. Development of the research instruments July-December 

Phase 2: Initiation 

5. Conducting pre-tests: videotaping. January 
interview, observational checklist and 
questionnaire 

6. Seminars for supervisors February-May 

7. Intensive training workshop for teachers May 

Phase 3: Implementation 

8. Implementation support by coaching, May-September 
supervisors' giving feedback 

Phase 4: Evaluation 

9. Conducting post-tests September 

1 O.Data analysis October-December 
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4.2 Development phase of the PDP 

4.2.1 Permission to conduct the PDP 

Permission was needed from both central and local education authorities in 

Thailand to conduct the research in schools within the National Department of 

Primary Education. This required some negotiation with relevant authorities 

and personnel. The researcher contacted senior education authorities within 

the Department of Primary Education at the Ministry of Education in 

Bangkok to negotiate access to schools within the region selected as the 

research site. Formal contact was also made with the local education 

authorities in the province concerned. This negotiation was completed in 

December 1999 while the researcher was in Australia. 

The sites selected were in a provincial area because the researcher wished to 

investigate to what extent education reform could be implemented in a 

provincial area where there were limited resources and less administrative and 

academic support available than in the capital. Although the sites chosen were 

in zones located some distance from Bangkok, they were in a province where 

education reform has been piloted by the Thai government and sufficiently 

close to the researcher' s  university to gain access to research facilities during 

the study. 

The schools selected in the study were from three cities in different zones. 

One was a large city (with a population of approximately 1 20,000), another a 

medium-sized city (approximately 60,000) and the third a small city 

(approximately 40,000). The schools were large (over 2000 students), 

medium-sized (about 500 students) and small (fewer than 200). The class 

sizes varied from large ( 40 - 55 students in the large schools), through 

medium (20 - 25 in medium-sized schools) to small ( 1 0 - 1 5  in the small 

schools). 
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4.2.2 Participants in the study 

The selection of participants in the study was overseen by superintendents in 

the province where the PDP was implemented. A procedure of nomination 

rather than random selection is the standard and accepted practice in the Thai 

education system. Three groups of participants were involved: the supervisors, 

the teachers and the students. All participants took part voluntarily and were 

made aware that the data obtained would be anonymous and treated 

confidentially. 

The supervisors 

The supervisors were nominated by zone superintendents, and the supervisors 

in tum nominated the teachers for their suitability for the study based on the 

size of the class they were teaching and their enthusiasm for professional 

development. Two of the supervisors were female (based in the medium-sized 

and small cities) and one male (in the large city). The role of supervisor is vital 

(and well accepted) in the Thai education system for assisting schools and 

teachers to implement national curricula. They also provide materials related to 

pedagogy and curriculum innovation. The three supervisors in this study 

played a maj or part in its conduct and outcomes. 

The teachers 

The nine teachers involved in this study were female Grade 6 Primary EFL 

teachers (typically, at primary level, Thai EFL teachers are female). In 

introducing CLT as the method of instruction, these teachers were strongly 

challenged at a practical classroom level by the difficulties entailed in the shift 

to this new teaching approach. These teachers were known locally to be keen 

to develop their teaching and were nominated to work with the supervisors 

because they were key teachers who would assist their colleagues in the future 

to implement the new curriculum in their educational district .  
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The nine teachers varied in age from 42 - 57 years. Although all were 

experienced, the period for which they had taught EFL varied from 3-34 years. 

In relation to their educational background, all held B achelor degrees in 

Education; two had also obtained a degree specifically in EFL teaching. 

The students 

The students participating in the study were the regular students in the selected 

teachers' classes of mixed gender. All students from the nine classes 

participating in the programme completed the questionnaires (N = 231 ) .  Three 

students (an above average, an average and a below average student) were 

nominated by their teachers for interview from each of the nine classes as 

representative of the class (N=27). 

4.2.3 Development of the research instruments 

Three research instruments were developed to collect data in this study. These 

were in the form of questionnaire, interviews and observational checklist. Each 

research instrument was chosen to serve the specific purpose of gathering data 

related to the two sub-research questions, which were broken down in order to 

answer the main research question. The process of development of each of the 

research instruments involved four key stages. Stage 1 was a first draft of the 

instruments based on the conceptual framework generated from the research 

and theoretical literature. The draft was refined with feedback from the 

Education Department supervisors not involved in the study. Stage 2 was the 

translation of each of the research instruments into the Thai language and then a 

back translation by a native Thai (who was completing a university degree at 

the University of Tasmania) for an independent check of the translation. The 

third stage was a pilot application of the instruments using p articipants from the 

researcher's faculty 's  Demonstration School who were not included later in the 

sample. The final stage of the research instrument development was the 

production of the final design and layout of the instruments based on the 

feedback from the pilot study. 
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Each research instrument, a questionnaire, an interview and an observation 

checklist, developed and chosen for data gathering in this study, had a different 

and complementary research purpose (Campbell & Stanley, 1 963; Isaac & 

Michael, 1 995; Strauss & Corbin, 1998; Bums, 2000). The questionnaire was 

selected for gathering data because of its benefits in terms of low-cost, wide

ranging use, self-administration and preservation of anonymity. The main 

advantage of the interview was that it allowed the researcher to make an in

depth examination of information drawn from all participants. Observation was 

selected as an instrument for the study because it enabled individuals to be 

placed in a dimension indicating degree of favourableness towards the 

curriculum change in question. Details of each research instruments used in 

this study are as follows: 

Questionnaires 

The questionnaires designed for use in this study aimed (i) to evaluate the 

impact of the professional programme on the new teaching and learning 

approach and (ii) to investigate the supervisors ' ,  teachers' and the students' 

perceptions about the change in learning and teaching pedagogy. 

Two separate questionnaires, though with the same purpose, were designed for 

the three groups of participants: the supervisors, the teachers and the students. 

The questionnaire for the teachers and the supervisors sought their perceptions 

about the issues related to curriculum change and its implementation. The 

students' questionnaire was designed to elicit their perceptions of the change in 

learning and teaching activities. The supervisor and teacher questionnaire was 

designed with items to be responded to on a 5 point Likert scale from 1 = 

strongly disagree to 5 = strongly agree. The student questionnaire used a 

semantic differential scale to distinguish between positive and negative 

responses to the activities introduced under the new curriculum. 
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The supervisor and teacher questionnaire was adapted from Fullan 's work on 

educational change and a successful implementation framework (Fullan, 

1992). The supervisor and teacher questionnaire also adapted i terns from the 

Adult Migrant English Program in Australia (Brindley, 1994) that undertook 

educational change by implementing major cuniculum innovations using a 

collaborative approach and by introducing a competency-based curriculum as 

the basis of its program (Brindley's work is also based partly on Pullan's) .  

The questionnaire investigated supervisors ' and teachers' understanding of 

nine major issues about curriculum innovation and its implementation. The 

major issues were: perception of need, implementation plan, implementation 

issues, participation, decision -making, implementation support, 

implementation advocates, teaching / learning behaviour, and implementation 

timeline. 

The student questionnaire was designed to investigate their perceptions of 

changes towards the CL T approach introduced into their English classrooms. It 

was adapted from Nunan' s  framework (Nunan, 1 988) which provides a 

fundamental concept of the CL T approach in EFL. The student questionnaire 

examined the students' responses on five major issues: teaching methodology, 

learning activities, the teacher's role, students' involvement and the role of 

assessment. 

Interviews 

The purpose of interviews in the study was to elicit in-depth data from the 

personal experiences of the supervisors, teachers and students participating in 

the programme. The results of the interviews were triangulated with those of 

the questionnaires and the observations for the purposes of validity and 

reliability. Details of each set of supervisor, teacher and student interviews are 

given below: 
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The supervisor interviews 

Interviews were conducted with the three supervisors responsible for the 

schools in the programme. The items in the interview investigated the 

supervisors' perceptions of changes in Thai educational policy and their 

implementation. The supervisor interviews were conducted pre- and post-PDP 

implementation as a means of identifying changes in the supervisors' 

perception of the new curriculum as a result of the programme. 

The teacher interviews 

The teacher interviews sought information on parallel issues raised in the 

observation checklist and to obtain more detailed personal accounts from the 

teachers participating in the programme. The teachers were asked about the 

teaching-learning methodology and the classroom activities they used before 

and after participating in the PDP. The interview comprised seven major 

questions with further probe questions. 

The teacher interviews also specifically sought information on issues raised in 

response to the teacher questionnaire. Their purpose in this regard was to 

investigate in greater detail these participants' pre- and post-PDP perceptions of 

the cuniculum innovation required of them, as well as their view of the impact 

the new teaching method had in their own classrooms. 

The student interviews 

These interviews sought information from the students participating in the 

programme about their perceptions of changes in the EFL learning and teaching 

in their classroom. The interviews also elicited students' opinions about their 

learning outcomes as a result of the new teaching methodology. In conducting 

the students '  interviews, three students from each of the nine classes 

participating in the programme were selected by their teacher to be 

representative of the student abilities in their class: an above average, an 

average and a below average student as identified confidentially by the class 

teacher. The interview was conducted at the beginning of the programme and 
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at the end of the programme in order to compare the results between the 

previous learning method and the new one. 

Observation 

An observation checklist was designed for use in this study to serve two 

purposes: 

(i) to monitor the teachers' performances in their classrooms during the PDP 

implementation (these observations were made by supervisors every fortnight 

during school visits), and (ii) to examine whether or not a task-based learning 

approach, in combination with a coaching model, led to a greater use of the 

CLT approach than previously. (For this latter purpose, one lesson by each 

teacher was videotaped before the PDP, and one at the end of the PDP. Details 

of this procedure are given below in Section 3 . 1 . 1 .) 

The observation checklist comprised six domains which indicated major 

aspects of the CL T approach in EFL teaching, namely: the objective of the 

pedagogy, types of learning and teaching activities, teacher's role, learner's 

role, materials used, and assessment. 

The observation checklist used during the PDP implementation aimed to 

monitor the teachers ' performance on classroom management in order to assist 

them to become more confident and secure during their implementation of the 

CL T approach. The observations allowed the supervisors when they visited 

schools to provide feedback to each of the teachers, as well as to assist in 

coaching the teachers on the use of the new teaching methodology in their 

classroom. 

The observation checklist used at the end of the PDP implementation also 

aimed to assess to what extent each of the teachers participating in the 

programme had moved their teaching performance closer to the CLT approach 

when compared with their teaching before the PDP. 
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;..J .2A Development of materials for the PDP 

The development of materials used in the PDP was prepared in Australia before 

the researcher left for Thailand to conduc� the programme in Thai schools in 

February 2000. The preparation of materials was based on four areas of study: 

(i) the curriculum reform, specifically in the area of curriculum 

change in English teaching, 

(ii) the new policy on teaching and learning which focused on a 

learner-centred classroom, 

(iii) the CL T approach, and 

(iv) Task-based Learning teaching methods as a means of fostering the 

greater use of CL T. 

The materials used in the workshops, were classified into two groups: materials 

in the Thai language, and those in the English language. The materials in the 

Thai language, relevant to the curriculum and education reform in accordance 

with the Thai Education Act, were mainly official government documents 

supplemented by the Office of National Education Commission, B angkok. 

These included the New Education Act, 1999, and the new educational policy 

on teaching and learning, which focuses on a learner-centred classroom. 

The materials in English, concerned with the TBL and CL T, were prepared in 

and brought from Australia .  These materials provided the supervisors and 

teachers with a concept of CL T and a framework of TBL (Appendix P), sample 

types of tasks (Appendix Q), sample lesson plans (Appendix R) ,  and sample 

communicative activities (Appendix S).  The researcher realised there would be 

a language barrier with the English materials among the supervisors and 

teachers in the study, so they provided them with clear explanations in Thai 

during the workshop. 
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4.3 Initial phase of the PDP 

The initial phase of the PDP involved the data gathering for pre-test results, the 

conducting of the intensive training workshop for teachers and the seminar for 

supervisors. The pre-test data gathering was conducted through the three 

research instruments; a classroom observation checklist, a questionnaire and an 

interview during the teachers' workshop and the supervisor seminar. Both the 

teacher intensive training workshop and the supervisor seminar aimed to 

provide the supervisors and teachers who volunteered to participate in the 

programme with: (i) a better understanding of the revised national statements, 

curriculum profiles and the new policy on teaching and learning, (ii) a guide for 

the teachers to implement the new curriculum successfully at the classroom 

level, and (iii) further on-site coaching in order to develop the teachers' 

confidence and their level of CL T performance. 

4.3.1 Videotaping each of the teachers' lesson before the programme 

The purpose of the videotaped classroom observations used in the study was to 

assess teachers ' classroom practice before and after the PDP in order to 

investigate whether or not the teaching innovation h ad had any apparent 

impact. The observation checklist comprised six major aspects, which reflected 

the new way of teaching and learning within the CLT approach. These were 

types of learning and teaching activities, inc! uding the learners' role, the 

teacher's role and the role of instructional materials and assessment. 

With the permission of the participants, arrangements to conduct videotaping 

were negotiated between the teachers and the supervisors. The purpose was to 

describe the teachers ' present teaching method, how students acted and how 

they were involved in classroom activities before the implementation. The first 

videotapes were taken during the second school term before the summer break. 

Each of the nine key teachers was videotaped for about one hour during a 

standard EFL lesson. The provincial education department provided and 

supported the technician and equipment for the videotaping. Before the 
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classroom visits to videotape lessons, the teachers, the supervisors, the 

principals and the technician were all informed about the purpose of the 

videotapes. Permission was gained from the educational authorities, the 

principal and the teachers before videotaping took place. The videotaping was 

conducted again at the end of the PDP. All participants were again informed 

and a time arranged for this second session, which was undertaken in the same 

class as the first session. 

4.3.2 PreMPDP supervisors' seminar and teachers' workshop 

The supervisor in-service training programme was organized every fortnight for 

eight sessions during the summer break (4 months). These regular, full-day 

fortnightly meetings aimed to provide the three supervisors with a better 

understanding of the new curriculum and its implementation, specifically in the 

area of EFL teaching. They also provided the researcher and the supervisors 

with opportunities to discuss the implementation plan in schools in the next 

school term. 

The supervisor seminar involved: (i) an explanation of the new curriculum 

reform, specifically in the area of cuniculum change in EFL teaching, (ii) an 

explanation of the new policy on teaching and learning which focused on a 

learner-centred classroom, (iii) discussion of the CLT approach, and (iv) 

demonstrating Task-Based Learning teaching methods as a means of fostering 

the greater use of CL T. 

The three-day teacher workshop was held in the week before the first school 

term began. It covered both theoretical and practical knowledge in relation to 

the new curriculum and its implementation in accordance with the new 

educational policy. During the workshop, feedback was given by the 

supervisors on the teaching as it related to CLT and based on the observation 

checklist. One teacher then volunteered to give a demonstration for teaching 
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colleagues and supervisors in the teacher workshop. The schedule for the 

teachers' intensive training workshop is provided in Appendix 0. 

During the in-service training session, both the supervisor and teacher were 

asked to comment independently on the teacher's classroom teaching from the 

video and using the observation checklist. The videotapes allowed each teacher 

to have feedback on the extent that her teaching gave evidence of using the 

CL T approach and of moving towards a learner-centred classroom. The 

videotapes were accepted as a valuable tool to enable the supervisors and the 

teachers to discuss such practical issues as the teacher's  role, learning activities, 

student involvement and learning materials. It also provided examples of 

teaching experiences to share during the PDP. 

To address issues of internal and external validity (Bums, 2000), an outside 

specialist (ie, an education supervisor from another province, which was not the 

project site), was invited to view one teacher's classroom videotape taken both 

before and after the programme implementation using the same observation 

checklist. This was because of the researcher's concerns about the reliability of 

the instrument and the researcher's possible bias about the results of the study 

(Bums, 2000). 

4.3.3 The conducting of the pre-test 

Interview 

The interviews were conducted with different groups of participants, 

supervisors, teachers and students. The supervisor, teacher and student 

interviews were conducted before and after the programme. The aim of the 

interviews conducted before the programme was to investigate the participants' 

perceived understanding about the curriculum innovation implementation 

before the introduction of the new teaching method in their classes. The 

interviews conducted at the end of the programme aimed to evaluate the impact 

of the programme on the new teaching methods introduced. 
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All interviews were conducted in a private room and ranged from 30  to 60 

minutes. With permission from each of the subjects, the interviews were 

audiotape recorded for subsequent transcription. At the conclusion of the 

interviews, both before and after the programme implementation, the 

interviewee was issued with a copy of the questionnaire and asked to complete 

it and return to the researcher. 

The data gathered from the interviews was transcribed and translated initially 

by the researcher from Thai to English. The transcriptions were then checked 

by a native Thai-speaking student studying at The University of Tasmania. 

Questionnaires 

Questionnaires used in this study aimed to gather data from supervisors, 

teachers and students for two main purposes: first, to evaluate the effectiveness 

of the PDP when implemented and, second, to investigate perceptions of the 

curriculum innovation implementation among the participants. 

The questionnaires were conducted with the three groups of participants 

(supervisors, teachers and students) both before and after the programme 

implementation. The questionnaires were completed by each of the groups of 

participants at the conclusion of their interviews with the researcher. 

4.4 Implementation phase of the PDP 

The implementation phase of the PDP involved a school fol low-up for coaching 

each teacher participating in the PDP. The aim of the school visits was to assist 

the teachers to implement the new teaching and learning methodology in their 

classrooms. The visits also reduced the difficulties of the change by providing 

opportunities for teachers to clarify on-site and immediately with the 

supervisors and the researcher any CL T implementation issues they faced in the 

classroom. The school visits were organized with each of the key teachers who 

participated in the programme every two weeks for five months during the first 
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school semester. Each teacher therefore received a total of 10  visits from a 

supervisor and the researcher together. Each teacher was given notice at least 

one week in advance about the date and time for school visits. 

The purpose of the direct classroom observations was to monitor the teachers' 

teaching during school visits by the supervisors. The observations were a key 

component in the on-site coaching and assistance provided to teachers as part 

of the PDP. The same observation checklist as was used to analyse the 

videotapes was employed for direct classroom observations in order to provide 

detailed and comprehensive feedback to the teachers. Post-lesson discussion 

between teacher, supervisor and researcher allowed opportunities to focus on 

the problems and difficulties encountered by the teachers during their 

implementation of the new teaching method. In this way the PDP became 

tailored to the needs of each teacher and assisted them to find greater 

independence and a successful personal teaching style. They gained confidence 

in developing an individual best practice, and avoided making comparisons 

with colleagues or others involved in the PDP. The observation checklist 

feedback was the basis for post-lesson discussions and contributed to the 

qualitative data gathered through interviews. 

Four monthly meetings were also organised for each group of teachers who 

worked in the same city. The purpose of these meetings was to provide peer 

group support for sharing ideas and resources, and to discuss implementation 

issues. The group support also helped the teachers to exchange accounts of 

their experiences of the new teaching method. 

4.5 The Evaluation phase of the PDP 

The evaluation phase of the PDP involved the analysis of data gathered which 

consisted of information collected using different methods: 

(i) videotapes of teachers' classroom teaching taken both before 

and after the implementation of the programme, 
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(ii) audio-tape recorded and transcribed interviews with the 

teachers, supervisors and students conducted before, during 

and at the end of the programme, 

(iii) completed questionnaires from the teachers, supervisors and 

students taken before and the end of the programme, and 

(iv) classroom observation. 

The quantitative data from the questionnaire used in the study were analysed 

manually to provide basic descriptive statistics (frequencies and percentages) 

(Bums, 2000). 

The qualitative data from the interviews were analysed by a modified form of 

grounded theory, described by Strauss and Corbin ( 1998). The process of open 

coding was undertaken and the results were presented as descriptions of the 

themes and issues i dentified in the study's framework. The transcript data were 

analysed manually, rather than with the assistance of a computerised qualitative 

tool. 

The sub-research questions were addressed by the analysis of the quantitative 

and qualitative data in the following way. For the first sub-research question, 

"Does a task-based learning approach, in combination with a coaching model, 

lead to a greater use of the Communicative Language Teaching approach?" the 

quantitative data were drawn from the observation checklists applied to the pre

and post-PDP videotapes, while the qualitative data were obtained from the 

interviews, again both pre- and post-PDP. For the second sub-research 

question, "What are the perceptions of teachers, students and supervisors about 

the implementation of the innovation?" the quantitative data were obtained 

from the questionnaire rating scales and the qualitative data came from 

interviews. Both forms of data gathering were conducted before and after the 

PDP. Table 4.2 below overviews of the data analysis methods employed. 
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Table 4.2: Overview of research questions detailing the data gathering 
approaches employed, participants involved and timeline 

Research questions Data gathering Participants Timeline 
approach involved 

Main research question 

Does the professional development 
* Questionnaire 

programme designed for this study lead to 
* Classroom 

* Teachers Before & after 
changes in classroom practice to accord 

observation 
* Students programme 

with the Thai National Education Act 
* Interview 

* Supervisors implementation 

1999? 

Research sub-question 1 

Does a task-based learning approach, in * Classroom * Teachers Before & after 
combination with a coaching model, lead observation * Students programme 
to a greater use of communicative checklist * Supervisors implementation 
language teaching by teachers involved in * Interview 

the professional development programme? 

Research sub-question 2 

What is the change in participants' * Questionnaire * Teachers Before & after 
perceptions of curriculum innovation as a * Interview * Students programme 
result of the professional development * Supervisors implementation 

programme? 

Summary 

This chapter presents details of the research design and approach adopted in the 

study. It justifies the research methods adopted in the study, and discusses 

issues of internal and external validity and reliability. 

The design of the study was multi-method, a combination of quantitative 

(quasi-experimental) and qualitative research methods. The study also used 

multiple sites, employing urban and rural areas. The school/class sizes varied 

from large through medium to small. The study was conducted with three 

groups of participants: the supervisors as facilitators and supporters of 

curriculum implementation, teachers as key implementers at the classroom 

level, and students as recipients of the direct impact of the change in pedagogy. 

The study was conducted in three stages. Phase 1 dealt with the negotiation to 

access the research sites, schools and participants. Phase 2 covered the two 

separate in-service training workshops for supervisors and teachers. Phase 3 

103 



was the school follow-up which aimed to monitor the progress of each key 

teacher as she implemented the new curriculum in her classroom. 

It was intended that the design of the research methods adopted in this study 

would provide consistent triangulation and would also enhance the study's 

internal and external validity (Burns, 1994; Isaac & Michael, 1995). Table 4.3 

below overviews the research design which has multiple phases, sites, 

participant roles, activities and instruments. 

Table 4.3: Overview of the research design: persons involved, activities, data 

gathering approach and timeline 

Procedure Activities Persons Data gathering Time(ine 
involved approach 

Phase 1 1999. 
Liaise with Superintendent 

December 
I .  Permission to conduct research 

Education Ed. Supervisors 2000. 
2. Selection of the research site 

Authorities Principals 
January 

· mail Teachers 
· telephone 

February 
3. Development of the research 

· facsimile 
instrumems 

· personal 
contact 

Phase2 
I Conducting pre-tests 

In-service Ed. Supervisors Questionnaire February 
orkshops Teachers Interview March 

2 In-service workshops for the Classroom April 

supervisors and the teachers as a part 
observation May 
checklist 

of the professional development 
Videotape progr.mune 

Phase3 
I .  School follow-up: teacher classroom 

School visits Ed Supervisors Classroom 
June 

implementation under supervision and 
Classroom Teachers observation 

July 
coaching 

observation Students checklist 
August 

Discussion Interview 
September 

2. Conducting post-tests 
• individual 

3. Data analysis · group 
Descriptive Researcher questionnaire 
statistics for 
quantitative data 
Description and 
coding for 
Cjua!itative data 
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Introduction 

CHAPTER S 

FINDINGS RELATED TO RESEARCH 

SUB-QUESTION 1 

This chapter addresses findings related to the first research sub-question; Does 

task-based learning in combination with a coaching approach lead to a greater 

use of communicative language teaching ? In fact, this research sub-question is 

broken down from the main research question, Does the professional 

development programme designed for this study lead to changes in classroom 

practice to accord with the Thai National Education Act of 1999? But this 

research sub-question examines a specific issue on how task-based learning 

assisted the Thai EFL teachers to make greater use of CL T in their English 

cl assrooms. The study's  broad answer to this question is in the affirmative. In 

this chapter, the findings are based on the perceptions of the participants in the 

professional development programme (PDP), in particular the judgments that the 

supervisors formed about teachers' use and understanding of the Communicative 

Language Teaching (CL T) approach, and the self-perceptions of the teachers 

themselves. 

The study showed that task-based learning, in combination with a coaching 

approach, assisted the selected Thai EFL teachers to understand and implement a 

CLT approach. This better understanding and capacity for change were 

demonstrated in six key aspects of teaching method which are taken by Nunan 

(1988) to indicate the use of CL T. This chapter, in presenting the findings in 

relation to sub-question 1 ,  deals with the following significant indicators of a 

CL T approach: 
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5 .1  awareness of the general objective, 

5.2 learning and teaching activities, 

5. 3 learners· role, 

5.4 teachers' role, 

5.5 instructional materials, and 

5.6 the role of assessment and evaluation. 

The research data were obtained from two main instruments: (i) the classroom 

observation checklists which generated quantitative data and were completed by 

the supervisors, and (ii) the interviews conducted with the teachers and their 

supervisors which yielded qualitative data. The data indicate the extent to which 

each teacher who participated in the PDP made greater use of the CLT approach 

as a result of the programme. 

In each of the following sections observational data are presented using tables, 

while the interview data are represented as selected quotation from supervisors' 

and teachers' responses, and give more detailed information about participants' 

understanding of CLT issues. 

5.1 The general objective of CL T 

In this section, lhe teachers' awareness of the main goals of CLT is examined. 

The results obtained from supervisors' ratings in classroom observation checklists 

are presented first. Second, the data from interviews of the supervisors and 

teachers are presented. A summary of the findings is given at the end of the 

section. 

A fundamental purpose of the CLT approach is to develop learners' language 

skills for communication, rather than to focus on learning the structures or 

grammar of the language. This new teaching approach requires the classroom 

teacher to provide learning situations that give learners opportunities to acquire 
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English through communicative language activities. It is, therefore, the 

development of fluency of the language that is in the crucial focus of this new 

teaching method (Littlewood, 198 1 ;  Johnson, 1982; Richards & Rodgers, 1986; 

Nunan, 1988). 

Data collected in relation to the teachers' understanding of a concept central to 

the CL T approach are presented in Table 5 . 1 .  The supervisors were asked in the 

observation checklist to rate, in their views, to what extent the teachers' 

approaches showed awareness of the belief that 'Development of fluency is more 

important than formal accuracy'. The rating was based on the frequency with 

which the teacher showed this awareness in their classroom practice - never, 

occasionally, sometimes, often, always. 

Table5.1: 

Clties, Schools, 

Supervisors' rating of the frequency with which teachers' classroom 
practice indicates a ware ness of the purpose of the CL T approach, pre- & 
post-PDP 

Supervisors' Questionnaire Item I on teachers' 

ratings of teacher practice indicating their awareness that 
awareness of the 'development of fluency is more 

purpose of the CL T important than formal accuracy'. 
approach 

Supervisors & Teachers 
Pre-PDP rating Post-PDP rating 

City A Teacher l (large school) 0 4 

(Supervisor 1) 

Teacher 2 (medium-sized school) 0 2 

Teacher 3 (small school) 0 I 

CityB Teacher 4 (large school) 2 4 

(Supervisor 2) 

Teacher 5 (medium-sized school) 0 4 

Teacher 6 (small school) 0 4 

City C Teacher? (large school) 0 4 

(Supervisor 3) 

Teacher 8 (medium-sized school) 0 4 

Teacher 9 (small school) 0 2 

107 



Ratmg scale: 0 = Never I = Occastonally 2 = Someumes 3 = Often 4 = Always 

Table 5 . 1  shows that after implementing the PDP all teachers participating in the 

programme were rated higher by the supervisors on their awareness of the 

purpose of the CL T approach in terms of developing fluency rather than formal 

accuracy. For eight of the nine teachers the supervisors indicated that they 

thought the teaching approaches prior to the PDP showed no evidence of 

applying a CLT approach; five of these were rated as going from never showing 

awareness of the CLT approach's focus on fluency to always doing so, a very 

marked shift in teaching practice. The one teacher who showed evidence of 

sometimes applying CL T in her class before the PDP being implemented was 

rated as making a significant change by, afterwards, using it always. It is to be 

noted that i t  was with large classes that the teachers were rated as coming to use 

CLT always, while the least change in teaching approach was observed with 

small classes (which differs from teachers ' own perceptions of the difficulty of 

using CLT with large classes; see below). 

The interview data show a similarly striking change in teaching practices and the 

understandings which underpin them. Before the PDP, only one teacher (of a 

large class from a medium-sized city) was reported by her supervisor to be using 

CLT methods, and then it was only sometimes. All other teachers participating 

in the programme were perceived instead to follow traditional approaches that 

emphasise the form of the language; the teaching methods these teachers used 

were not viewed as helping students to develop their English language skills for 

communication. The supervisors' interview data confirms the judgment that, 

before the PDP, most classrooms were very far from being CL T -based. What 

students did in the class was largely memorization of vocabulary and language 

patterns. This can be represented by a comment about the pre-PDP teaching 

methods typically being employed by these teachers, made by one of the 

supervisors (translated from the original Thai, as are all the following interview 

data): 
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This teacher tried very hard to move her class towards communicative 
language learning in her classroom, but the activities she has introduced 
didn' t  help students much. The activities are very controlled and heavily 
based on grammar. The classroom is very far from communicative. What 
students learn from this class is memorizing vocabul aries and language 
patterns. (Supervisor 2) 

The supervisors also commented on students' lack of involvement in the 

classroom prior to the PDP. They commented that the classroom was very 

passive and very much dominated by the teacher. The supervisors commented 

that students had little opportunity to be involved in learning activities: 

This classroom is very boring. It is very far from a learner-centred 
classroom. Students don' t  have any chance for classroom participation. 
(Supervisor 3) 

The teacher is very controlling of the class and students don' t  have any 
chance to get involved in classroom activities. Students don ' t  enjoy 
learning and the teacher is very exhausted because she speaks all the time. 
(Supervisor 1) 

The supervisors noted, too, that the teachers relied heavily on textbooks and did 
not promote classroom communication much: 

This teacher relied heavily on the textbooks. I don' t  think that her 
students could learn and use the English language she taught for 
communication. Students learnt by memorizing what she taught from the 
textbook which is not related to real life. (Supervisor 3) 

Before participation in the PDP, the teachers were asked to describe the teaching 

method they used to promote their students' learning. Most teachers reported that 

they tried very hard to implement the CL T approach in their classes. The 

teachers also reported, however, that it was difficult to use this approach in Thai 

classrooms and usually it was not successful. They noted, for example, that it 

was difficult to use the CLT approach with large classes where the students 

lacked English language proficiency for communication or when there was a lack 

of 'real' situations in which to use English: 
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The Communicative Language Teaching approach is my desired teaching 
method and I have tried to implement it in my English class. It doesn't 
work well with 50 students in one class like my class. I can ' t  help every 
student to practise their English. (Teacher 1) 

My students have a problem with their vocabularies. They want to use 
English for communication, but they don' t  know how to say it. (Teacher 
6) 

Students don ' t  have any chances to speak English outside their class when 
they go home. (Teacher 7) 

A very different picture emerges from the post-PDP interviews. Here, when the 

supervisors were asked about their perceptions of teachers' understanding of the 

purpose of the CL T approach, they reported that the teachers were able to express 

more clearly their understanding of the new teaching method and how to 

implement it in their English l anguage classrooms. The supervisors also 

commented that most classrooms became more active and that learning activities 

introduced by the teachers encouraged the students to practise English for 

communicative purposes. A representative sample of the supervisors ' comments 

(translated from the original Thai) was: 

Learning activities designed by the teacher are very much communicative 
activities. Her students get opportunities to practise their English through 
these activities. The students are enthusiastic about doing activities to 
complete their tasks. (Supervisor 1 )  

Her classroom i s  changing a lot. She feels more confident using a new 
teaching method. Her class is active. Activities are meaningful. It is a 
great move. (Supervisor 3) 

The teachers' interview data indicated that after the implementation of the PDP, 

they were also very satisfied with their English classes. The teachers commented 

that their classrooms became more active as a result of the use of the new 

teaching method. The teachers reported that communicative activities 

encouraged the students to practise their English for communication and to 
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become more involved in their learning. The teachers also indicated that their 

classrooms became more learner-centred. 

Before participating in this programme, I taught with 'chalk and talk' . 
The new teaching method encourages me to create learning situations for 
students. (Teacher 2) 

I like the new teaching method. It moves a teacher from a person who 
always controls the class and it allows students more participation in the 
class. 
(Teacher 5) 

Students are very happy learning this way. They have more involvement 
in learning activities and activities which relate to their real l ife are 
meaningful. (Teacher 4) 

These comments accord with the data from the supervisors in showing that it was 

possible for these Thai teachers to adopt the CLT approach successfully into their 

classrooms. They reported positive perceptions on the CL T approach as this 

teaching method encouraged their students to develop their English for 

communication. However, this change in attitude and practice did not happen 

immediately; during the implementation of the PDP most teachers reported 

difficulties with the new approach. These included difficulties in changing their 

own beliefs and perceptions, time management of classroom activities, and a l ack 

of skills in designing communicative tasks and activities. 

The problem in this case is that the teacher is worried that students won 't  
learn vocabulary and language patterns so she spends too much time on 
pattern drills until there is little time left for students for practising 
communication. (Supervisor] talking about Teacher 2) 

I think she understands the concept of the new teaching method, but she 
needs more time for skill development. She needs more coaching on how 
to design communicative activities and how to apply them in the class. It 
is hard for her to change, specifically to change activities in her class. 
(Supervisor I talking about Teacher 3) 

She needs more time to practise her [new teaching] skills. She controlled 
her students less, but sometimes she can ' t  wait to allow her students to 
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complete the tasks and she tells them the answers. (Supervisor 3 talking 
about Teacher 9) 

Overall. taking both quantitative and qualitative data into account, this part of the 

study showed that after the implementation of the PDP the participating teachers 

demonstrated increased understanding of the purpose of the CL T approach 

alongside their introduction of it into their classes. Most significantly, the data 

indicated task-based learning approach (TBL) providing by the teachers 

encouraged the students to develop their English language skills for 

communication through focussing more on students' development of English 

l anguage fluency. It was reported by both supervisors and teachers that the 

students became more active learners in the class and were encouraged to become 

involved in learning activities. Furthermore, the study showed that learning 

activities provided by the teachers were meaningful and assisted the students to 

practise their English 1 anguage skills for communication. By contrast, the pre

test observation data showed that most classes were very teacher-centred and the 

teaching method used by the teachers at this stage did not assist their students to 

develop communicative English language skills. It was reported that what the 

students had been learning in the classroom was memorisation of language 

patterns and engaging in learning activities that were based heavily on the 

grammar of the l anguage. 

5.2 Learning and teaching activities 

In this section, the findings related to the use of learning and teaching activities 

appropriate to the CL T approach by the teachers participating in the PDP are 

presented. First, the findings from the classroom observation checklist data are 

given. These are followed by the data from the interviews. A summary of the 

findings is presented at the end of the section. 

In the CLT approach, learning activities require a high degree of learners' 

participation. This occurs when learners practise meaningful, collaborative tasks 
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such as sharing information and in information gap activities. Teachers need to 

have a clear understanding of the purpose of these tasks in order to support their 

students' learning and to provide the classroom situations in which the students 

can develop their comprehension skills in the target language (Breen, 1984; 

Candlin & Murphy, 1987; Prabhu, 1987; Nunan, 198 8 ;  Long & Crookes, 1992, 

1993; Skehan, 1992; Gass & Crookes, 1993 ; Willis, 1996). 

The data gained from supervisors' checkl ists rating teachers '  awareness of 

appropriate learning activities in CL T before and after the implementation of the 

PDP are presented in Table 5 .2 overleaf. 

The data indicate that a majority of teachers were rated highly by the supervisor 

after the PDP for showing evidence of designin g and conducting communicative 

tasks and learning activities which assisted the students to develop their 

communicative learning skills (items 1 - 9). Six of the nine teachers were 

reported as providing their students with learning activities which allow a high 

degree of learner participation (item1), focus on meaningful activities (items 2, 

8), in valve information sharing (items 3, 6), enhance negotiation (item 4 ), and 

involve learners in different roles and routines (items 5, 7, 9). Three of the 

teachers (two from a large city with medium-sized and small classes, and one 

from a small city with a small class), however, were not rated as using any of the 

indicators of communicative activities in their classrooms above 'sometimes' , 

despite participating in the PDP. On some of the indicators, especially allowing 

ror conversation practice, two of these three teachers still 'never' or only 

'occasionally' adopted CLT activities. On the more positive side, it should be 

noted that only Teachers 4 and 5 were rated as showing any evidence of using 

learning activities that reflect the CLT approach prior to the PDP, but that after it 

six of the teachers used the whole range of communicative activities 'often ' or 

'a! ways' . 
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In the interviews conducted before the PDP was implemented, the supervisors 

reported that the learning activities used by the teachers were very controlled and 

relied heavil y on grammar-based instruction. The supervisors reported that these 

learning activities did not help to develop the students' English language skills 

for communication and did not allow student involvement in the learning process. 

Activities are very control led and heavily based on the grammar of the 
language. Students don't have any chance to get involved in classroom 
activities. The class is very passive. (Supervisor 1) 

Activities are not related to the real world. Students learn by memorizing 
what their teacher taught them. (Supervisor 3) 

Classroom activities commonly in use were based on the I anguage pattern drills, 

which emphasised the form of the l anguage. The teachers themselves reported 

that they attempted to implement communicative activities in their classrooms, 

but that these did not appear to be much use in assisting their students to develop 

communicative language skills :  

The class is too large so I can't help every student to practise. (Teacher 1) 

I use a variety of activities to help students to learn. The problem is that 
they can't use English for communication. (Teacher 4) 

I prefer group activities but students make a loud noise and it disturbs the 
next class. (Teacher 7) 
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One of the major differences between supervisors' and teachers' perceptions of 

classroom activities prior to the PDP was the supervisors' belief that the teachers 

did not expect their students to learn by themselves by participating in 

communicative activities. They reported that the teachers interrupted while the 

students were working because the teachers could not wait for the students to get 

the answers by themselves. 

Activities can lead to communication, but the teacher is still worried that 
students can ' t  find answers so she tells them those answers. She doesn' t  
trust her students. (Supervisor 2) 

The teachers don ' t  explain to students what to do before telling them to 
get on with activities so they can't do them and the lesson is not smooth. 
In the end, the teachers are back to their [usual] role, controlling students 
to get them to do what they want. (Supervisor 3) 

The post-PDP interviews reveal a very different picture. Supervisors reported 

being generally satisfied with the learning tasks designed by the teachers and that 

these allowed students to have more participation in the learning process. The 

communicative tasks teachers used after participating in the programme assisted 

the students to practise and develop their English language skills for 

communication and enabled classrooms to become more learner-centred. The 

supervisors' comments included: 

The classroom activities have changed to communicative activities which 
allow students more chances to get involved. The classroom is more 
active and the teacher is less concerned with controlling the students in 
comparison to the past. (Supervisor 1) 

I can see that activities allow students to have more p3.rticipation. The 
classroom has become more learner-centred. (Supervisor 3) 

It was reported by the supervisors that for implementation of the new curriculum 

to succeed it was essential for participants to have a clear understanding of CLT

based learning activities. This applied not only to teachers, but also to the 

supervisors who were facilitating and supporting schools and teachers: 
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I had a wrong concept about meaningful activities and that became clear 
to me when I joined this programme. Now I have a clear concept of how 
a meaningful activity can help students to make a link between what they 
learn in class and real life. (Supervisor 2) 

The teachers were also asked before and after the implementation of the PDP to 

report their understanding of communicative activities in CL T, and they indicated 

that it was much clearer afterwards. Like the supervisors, the teachers reported 

that the learning tasks they designed encouraged their students to participate more 

in classroom learning; they were more meaningful and linked to real l ife outside 

the class. 

Learning activities allow students to get more involvement in classroom 
activities. Students try to use their English for communication. The 
classroom is more active. (Teacher 6) 

Students are happy to learn English and they are confident to speak 
English for communication. The new teaching method allows students to 
be involved in activities, to work in groups and help each other. (Teacher 
7) 

Although the study showed that, after the implementation of the PDP, the 

teachers' understanding of communicative activities in CL T had developed, some 

teachers reported that they found difficulty in implementing communicative 

activities in their classes, especially at first. The difficulties they mentioned 

included the challenge of designing suitable activities, their own defi ciencies in 

English and the students' limited vocabularies: 

It is hard to design tasks which help students to meet their learning 
objectives. I didn' t  do well at the beginning. It was new to me. (Teacher 

7) 

I sometimes don ' t  know words and pronunciations when students ask me. 
(Teacher 8) 

It is not smooth when students do activities. Students have limited 
vocabularies, but they need to communicate to other students when they 
are doing activities. (Teacher 3) 
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The study showed that after the PDP implementation, teachers participating in the 

programme demonstrated greater understanding of almost all aspects of the 

communicative learning activities used in the CL T approach. Communicative 

tasks introduced by the teachers allowed for greater student participation and 

encouraged their students to develop language skills for communication. It was 

reported by supervisors that the learning tasks designed by these teachers for their 

students created opportunities for meaningful collaboration among the students 

and that learning activities were linked to the students' real life outside the 

classroom. However, the interview data show that the teachers also faced 

difficulties, including designing appropriate communicative tasks and activities 

and applying these communicative activities in their classrooms. 

5.3 The learners' role 

This section presents data on the supervisors' perceptions of teachers' 

understanding of the role of learners in a CLT approach. The ratings made by 

supervisors in checklists after viewing videotapes of classroom teaching before 

and after the PDP are presented first; the qualitative data drawn from interviews 

of supervisors and teachers follow. A summary of the findings related to this 

topic is presented at the end of the section. 

In the CLT approach, learners are expected to negotiate meaning in interactive 

learning and to convey information through undertaking communicative tasks 

designed by the teacher. The implication is that individual learners in the CLT 

classroom should contribute as much as they gain, and thereby learn 

interdependently. Questions on these two issues yielded the quantitative data that 

indicate to what degree the teachers participating in the PDP were able to assist 

students to become negotiators in the learning process and contributors of 

information during group work (Candlin, 1 980; Richards & Rogers, 1 986;  Nunan, 

1988; Willis, 1 996). 
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Table 5.3 shows how the PDP led to a greatly increased focus on meaning

making in classroom activities, and that these communicative tasks enabled 

students to convey factual information. The data indicate that the students in the 

classes of a majority of teachers (six of the nine) were rated as always being 

encouraged to negotiate meaning and convey factual information in class 

activities. Once again Teachers 2, 3 and 9 are profiled as making less change to 

their classrooms after the PDP, but they 'occasionally' or 'sometimes' used 

strategies to prompt students to use language to make meaning, where they had 

not done so at all before. Only Teachers 4 and 5 were rated by their supervisors 

as showing evidence of using meaning-focused classroom activities 

Table 5.3 : Supervisors' rating of teachers' perceptions of the learners' role, 

pre- & post-PDP 

� 
1 .  2. 
The learners are The learners are 
able to negotiate able to convey 
meaning factual 

information 

Pre- Post- Pre- Post-
PDP PDP PDP PDP 

City A Teacher 1 (large school) 0 4 0 4 

(Supervisor l )  

Teacher 2 (medium school) 0 2 0 1 

Teacher 3 (small school) 0 1 0 1 

CityB Teacher 4 (large school) 2 4 2 4 

(Supervisor 2) 

Teacher 5 (medium school) 2 4 I 4 

Teacher 6 (small school) 0 4 0 4 

CityC Teacher 7 (large school) 0 4 0 4 

(Supervisor 3) 

Teacher 8 (mediwn school) 0 4 0 4 

Teacher 9 (small school) 0 2 0 2 

Ratmgscale: 0 = Never 1 = OccasiOnally 2 = Sometllnes 3 = 0ften 4 = Always 
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Only Teachers 4 and 5 were rated by their supervisors as showing evidence of 

using meaning-focused classroom activities before participating in the PDP, and 

they, like Teachers l ,  6. 7 and 8 shifted to 'always' using such activities. 

Before the PDP implementation, the supervisor interview data indicated that most 

classes were very teacher-controlled. The supervisors indicated that the students 

had l i ttle chance of getting involved in classroom activities because they were 

highly teacher-directed. Supervisor's comments included: 

The activities don' t  help students to learn much. The teachers don ' t  trust 
students that they can le<Jrn and the teachers don · t allow them to learn by 
themselves. (Supervisor 2) 

The activities are very controlled by the teacher and heavily based on 
grammar. Students don ' t  have any chances to participate in the activities. 
The classroom is very passive. 
(Supervisor 1) 

The teachers · perspective was slightly different. They reported that before 

participating in the programme they did use a variety of activities such as games, 

songs, role plays to help their students to learn English, but that the activities did 

not seem to help their students much to develop their communication skil ls .  In 

addi tion, they believed that students' attitudes to the subject inhibited their 

approach to communicating in their second language: 

I try to get students involved in activities as much as I can . But i t  depends 
on the content of the textbook. (Teacher 9) 

Students don ' t  enjoy learning English. They took l i tt le chance to use 
English in the class. (Teacher 6) 

When the supervisors were asked about student involvement in  learning activities 

after the implementation of the PDP, they reported that the students were allowed 

by their teachers to become more involved. There was more c lassroom 

interaction among students and between students and the teacher, and the students 
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became more independent and more confident in learning. Furthermore, the task

based learning approach reduced a gap between able students and weak students 

in terms of encouraging them to learn together in groups in the class. 

The new teaching method encourages students to have more participation 
in the class and also reduces the gap between the bright and weak 
students. 
(Supervisor 3) 

I have no doubt that students enjoy learni ng in thi s  way. (Supervisor 2) 

Students are more confident, more independent.  The new teaching 
method reduces the gap between students. Group work creates 
cooperation among students and the teacher. (Supervisor 1)  

The new teaching method serves individual di fferences among students. 
All students can learn because they don ' t  wony so much about comparing 
their results with each other. The assessment is focused on their study 
development. rather than achievement. (Supervisor 2) 

The teacher interview data showed that they believed students had become more 

involved in learning activities after the implementation of the PDP. Most 

teachers commented that a task-based learning approach assisted them to design 

learning situations to encourage students to negotiate meaningful activ i ti es i n  the 

class. In addition, the teachers indicated that their students became more 

confident, independent and more discipl i ned in the classroom. Teachers' 

comments included: 

Students speak English more in class. They learn through learning 
activities, not  just from the teacher. Working in groups helps students 
become more independent. more disciplined and responsible. (Teacher 6) 

The students prefer the new way of leaming. They are happy to learn 
English and have become more confident to speak Engl ish in the c lass. 
(Teacher 7) 
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The teachers also reported that the change in student role encouraged the students 

to become more active learners in the classroom and allowed them to learn better. 

The teachers reported that students' attitudes towards learning English became 

more positive with the new method: 

Students enjoy learning. Their attitude towards the subject of English is  
positive. They are not  shy about speaking English in the class. (Teacher 
1) 

However, it should be noted that both supervisors and teachers commented on 

students finding difficulties at the beginning of the implementation of the 

programme, especial ly in making the shift from a passive to an active role. Their 

comments showed that the students were not confident that they could learn 

through activities by themselves. The students were wonied about making 

mistakes and they lacked belief that they could become more independent 

learners: 

Students are not confident in using English for communication in the 
class. They are wonied that their English is inconect when speaking and 
the teacher will  always conect their grammar. 
(Supervisor 1 )  

A t  the beginning. students were not famil iar with the n e w  w a y  of learning 
and our lessons moved very slowly.  (Teacher 3) 

The study showed that the students participating in  the programme came to have 

increasing involvement in classroom learning activities. S tudents were 

encouraged to negotiate meaningful learning activities and become more active 

learners in order to complete different types of activities such as pair or group 

work. Initially students found it challenging to take a more responsible role in 

learning. The degree of student invol vement in l earning varied between the nine 

classrooms even after implementation of the programme, however, and three 

teachers still did not appear to be whol l y  committed to CLT meaning-making 

activities. 
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5.4 The teacher's role 

This section addresses the fmdings related to changes m the teacher's role when 

the CLT approach !S adopted. First the data obtained from supervtsors' ratings in 

the classroom observation checklists both before and after the implementation of 

the PDP, and then the interview data from supervisors and teachers participating 

in the programme are presented. 

The role of the teacher m the CL T approach requires a view of the teacher as a 

learning facditator rather than a knowledge controller. This new approach to 

teaching encourages learners to employ suitable leaming and thinking acti v1tics 

by which they construct and utdize their own knowledge (Quinn, 1 984; Nunan, 

1 988 :  Willis, 1 996). The teacher 's  role 1s to provide comprehensible input and 

information to students so they can gain the confidence to in teract with each other 

by using lan guage for natural communicative functions. It i s  essential that 

teachers provide feedback to students on how they perform communicative 

activi ties and provide suggestions for improvement (Brumfi t ,  1 984; Nunan, 1 991 ; 

Savignon, 1 99 1 ). The role of the teacher in CLT actually includes three roles: 

that of needs analyst, counsellor and group manager of student learning (Richards 

& Rogers, 1 986 :  78) .  

With the adoption oft  he  CL T approach, the  teachers need to  change their role 

from the traditional view of the teacher as a transmitter of knowledge toward a 

view of the teacher as a facilitator of learning. This requires teachers' greater 

understanding of this significan t change in what is basically a paradigm shift in 

EFL pedagogy. 

Data from the supervisors' rating of teachers in relation to their use of CLT 

strategies are given in Table 5 .4 overleaf which compares their classroom 

practices before and after the implementation of the PDP. Following Quinn 

( 1 984), Nunan ( 1 988)  and Willis ( 1 996) the three aspects of awareness of the 
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CLT approach chosen for the observation checklist were encouraging student-to

student interaction. problem solving under guidance, and applying foreign 

language skills in new settings. 

It is clear from the table that teachers participating in the programme changed 

their behaviour, some quite markedly, to become facilitators and supporters of 

student learning. The data showed that five of the teachers were rated much 

higher (at least three points on a four-point scale) by supervisors on their use of 

CLT methods after the implementation of the PDP, and the other four, including 

one who was already using such strategies 'sometimes', increased their rating by 

one or two points. It was notable once again that Teachers 2 and 3, with a 

medium and a small class in a large city, were rated as making a slight change in 

their teaching strategies, and were acting as learning facili tators in their classes 

only 'occasionally ' .  

Table 5.4: Supervisors' perceptions of teachers' understanding of the teacher's role in 
the CLT approach, pre- and post-PDP 

i 2 1 

SuperviSOrs' rattngs of the change The teacher The teacher The teacher asb 

m the teacher's role towacds encourages defines a problem students to apply 

the C'LT approach student-student to be .,.,or ked by ex1sting sktlls to a 

Ctty, tO tera cttoo/pa rllCl learners, but new settmg 

Supervisor, patton gu1ded by a 

Class stze & Teacher teacher 

Pre· Post- Pre· Post- Pre· Post-
PDP PDP PDP PDP PDP PDP 

Teacher I (large school) 0 4 0 4 0 4 

CttyA 
(Supervisor I)  Teacher 2 {medium school) 0 I 0 I 0 I 

Teacher 1 (small school) 0 I 0 l 0 l 

Teacher 4 {large school) 2 1 2 1 2 1 

CttyB 
{Supervisor 2) Teacher 5 {medtum school) I 1 I 4 i 4 

Teacher 6 (small school) 0 4 0 1 0 1 

Teacher 7 {large school) 0 4 0 4 0 4 
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CLT approach chosen for the observatton checkhst were encouragmg student-to

student interaction, problem solvmg under gutdance, and applymg foretgn 

language skills m new settmgs. 

It is clear from the table that teachers partictpatmg in the programme changed 

their behaviour, some quite markedly. to become facilitators and supporters of 

student learning. The data showed that five of the teachers were rated much 

higher (at least three points on a four-point scale) by supervisors on their use of 

CLT methods after the implementation of the PDP, and the other four, including 

one who was already using such strategies 'sometimes ', increased their rating by 

one or two points. It was notable once again that Teachers 2 and 3, with a 

medium and a small class in a large city, were rated as making a slight change in 

their teaching strategies, and were acting as learning facilitators in their classes 

only 'occasionally·. 

Table 5.4: Supervisors' perceptions of teachers' understanding of the teacher''> role in 
the CLT approach, pre- and post-PDP 

I 2 1 

Super"so1s' rat1ngs of the change The teacht>l The teache1 The teacher a�b 

1n the teacher's role towards encourages defines a p1 oblem students to apply 

the CL Tap p10ach �tudent-student to be "o1 i,.ed b� ex1wng sl<rlls 10 a 

Cuy, m teract 10n/pa rt 1C1 learners, but ne'\ sen1ng 

Super•lsor, pat10n gutded by a 

Class s•z.e & Teacher t�cher 

Pre- Post- Pre- Post- Pre- Post-
PDP PDP PDP PDP PDP PDP 

Teacher I (large school) 0 4 0 � 0 4 

CttyA I I I (Superv1sor I )  Teacher 2 (med1um school) 0 I 0 I 0 I 

Teacher 1 (small school) 0 I I 0 I 0 I 

Teacher 4 (large �chool) 2 1 2 1 2 1 

C•tyB 
(SuperVISOr 2) Teacher 5 (med•umschool) I 1 I � I � 

Teacher 6 (small �chool) 0 � 0 1 0 3 

Teacher 7 (large school) 0 4 0 � 0 4 
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Ci1y C 
(Supcrvtsor 3) Teacher 3 (medium school} 0 3 0 

T�achcr 9 (small school) 0 2 0 

Ralrng scale 0 = N�vcr ! = Occasmnali) 2 = Sorncltrncs 3 = or1cn 4 = Ah�J)S 

3 0 

2 0 

Interview data obtained before the implementation of the PDP show that the 

supervisors considered the teachers were heavily reliant on textbooks and that the 

content which the teacher taught from the textbook was unrelated to real life. The 

supervisors commented that what the teachers taught did not help the students 

much in developing communicative skil l s :  

The teacher is  heavily reliant on the textbook. I don ' t  think that her 
students could use the English she taught for communicative purposes. 
Students speak English by memorizing from the teacher and it is not 
l inked to the real world. (Supervisor 2) 

In addition. the supervisors commented that before the programme, most classes 

were very teacher-directed and the learning activities were control led activities: 

The cl assroom is  very boring, very passive. It is very far from a learner
centred classroom. Students don ' t  have any chance for participating in 
learning activities. (Supervisor 1) 

In the post-PDP interview data, the supervisors indicated that the teachers had 

made changes in their behaviour, and particularly in becoming more student

oriented in the classroom. The supervisors reported that the teachers had 

encouraged more participation among the students in their c lasses and h ad 

changed their role to that of a supporter of learning in  order to help students 

develop their l anguage ski l ls .  The supervisors commented: 

The teacher is less control l ing of the c lass. Learning activities a l low 
students to be more involved. The classroom becomes more active 
because the tasks in troduced by the teacher allow students to participate. 
The acti vities are meaningful and linked to real l ife. (Supervisor 3) 
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The class is  more open to students, and activities encourage them to learn 
by themselves through meaningful activities. The teacher is less 
controlling of the class. ( Superl'isor 2) 

The teacher interview data indicate that after the i mplementation of the PDP, 

most teachers were satisfied with their role to become more learning facilitators 

in the cl assrooms. The teachers commented that the1r new role as learning 

facilitators assisted their students by improving the students' English language 

communicative sblls. 

I preferred lhe new teaching method once I became familiar with its 
procedure. It changed my role to facilitator when the students were doing 
activities in the class. (Teacher 1) 

The teachers also reported that their understanding of their role in the CL T 

approach became clearer after the implementation of the PDP, and they 

considered that a task-based learning approach helped students to participate 

more in learning activities in the classroom. The teachers reported that their 

classrooms were more open, and facilitated students getting involved in  learning 

activities: 

I have become a supporter of learning, not a person who teaches students 
everything. It was hard to change to this role, especially at the beginning. 
(Teacher 5) 

I have become more confident speaking English in the class and control 
the class less. With the new teaching method, I spend more time 

preparing the lessons. B ut in the class, students spend most of the time 
doing activities. I am less controlling of the class and students participate 
more in the classroom. 
(Teacher 3) 

The teachers reported that they felt more relaxed with their role in the new 

teaching method compared to the traditional one. They commented that wi th the 

previous teaching method the class was very teacher-directed; they seemed to talk 

all the time and the students forgot what they had been taught. 
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With the old teachmg method, I was exhausted because I talked a l l  the 
time m the class and students forgot what I taught them by the next 
morning. (Teacher 7) 

However, the teachers reported encountering some difficulties in moving to the 

new role. These difficulties included designing appropriate tasks and activities 

for students: 

The new teaching method requires teachers to have skills in designing 
tasks for students. It is hard for the teachers who are not familiar with i t .  
especially designing tasks which l ink to real l ife outside the  class. 
(Teacher 8) 

Some teachers reported that becoming confi dent in  students' ability to learn 

independently was vital to the concept they had of their new role. The teachers 

described how, at the beginning, they did not trust their students to learn through 

self-directed activities so they 'in terfered'  in their learning: 

I didn ' t  trust my students and I was worried that they wouldn ' t  learn as 
much as I wanted. I couldn ' t  wait to let them find answers by themselves 
so I told them the answers. (Teacher 9) 

It was hard to control myself and not interfere in the students' work, to let  
them learn through learning activities. Sometimes I didn ' t  trust them to 
learn by themselves. (Teacher 7) 

The difficulty in using the new teaching method was that I just  couldn ' t  
wait for the students t o  get their work done. I w as worried that they 
couldn ' t  do it so I told them the answers. (Teacher 6) 

In generaL both guantitati ve and g uali tati ve data indicate that teachers following 

the implementation of the PDP showed increased awareness of their role as one 

of facilitating students' learning. The teachers of most classes encouraged their 

students to have significantly more in teraction with each other and involvement 

in the learning process. In addition, the study showed that the teachers changed 

their role to become more learning supporters in their classrooms, for example by 
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setting problems and communicative tasks which they helped the students to 

work through to completion. It was also noted that the teachers encouraged their 

students to apply their existing l imited English ski l l s  in new situations in order to 

practise and develop their communicative abi l i ties. 

5.5 Instructional materials 

This section addresses teachers' understanding of the role of instructional 

materials in using the CLT approach . The data obtained from supervisors' ratings 

on classroom observation checklists are presented first, then the i n terview data 

obtained from the supervisors and teachers are presented. A summary is i ncluded 

at the end of this section. 

In  the CLT approach, the role of instructional materials i s  to support students '  

learning so that students can develop their language s kills to achieve learn ing 

goals. Their purpose i s  a lso to  foster the learning process and lead to greater 

independence as a learner. It is vital that the materials be authentic and create a 

l ink between what students learn in  the classroom and the wider world 

(AIIwright, 1 98 1 ;  Nunan. 1 988 :  Clarke. 1 989: McDonough and Shaw, 1 99 3 ;  

Wi llis. 1 996). 

The questionnaire i tems used for gathering data for this section focus on variety, 

authenticity, fostering independence, learning processes and learners· needs. The 

results are shown in Table 5 .5 below. 
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TDble 5.5: Supervisors' perceptions of teDchers' understDndings oft he role o f  
instructionDI mDteriDis in the CLT DpproDch, pre- Dnd post-PDP 

Supervisors' rnnng� or I 2 3 4 5 6 

Teachers' The teacher ln•ol•c Dle The 

del stondmg or the offe1 � leo1ners "1th motcnols matenol� 
tenors U\Cd d 1tfe1ent authentiC mol..e clear Jo�ter Cit)', 

Supervisor, In 
rl!;our<:es for mot enol\ the hnk mdependent 

Closss1ze & CLT the to�l..� between the leommg 

Teacher 

Pre- Po;t-
PDP PDP 

Teocher l 0 4 
(large �chool) 

City A 
(SuperVISOr Teacher 2 0 1 
I) (med1um school) 

Teacher 3 0 ., 
"' 

(lmoll school) 

Teo.:her 4 2 4 

(lar!!:e school) 
C1t� D 
(Superv�sor Teacher 5 l 4 

2) (med1um school) 

Teacher6 0 I 4 

(smoll schooll 

Teocher 7 0 4 
(larl!e schooll 

CuyC 
(SuperVISOr Teocher 8 0 4 
:J) (med1umschool) 

Teocher 9 0 I 2 
(smoll school) 

Pre- Post-
PDP PDP 

0 4 

0 I 

0 2 

2 4 

2 4 

0 4 I 
0 4 

0 4 

0 2 

classroom 
and the 
w1dcr world 

Pre- � Post-
PDP PDP 

0 4 

0 I 

0 l 

2 4 

0 4 

0 4 

0 4 

0 4 

0 2 

Prr· 
PDP 

0 

0 

0 

2 

I 

0 

0 

0 

0 

Ranng .score· 0 = Never l = Occos1onolly 2"' Somet1mes 3 "'Often 4 = Always 

Post· 
PDP 

4 

l 

l 

4 

4 

4 

4 

4 

2 

The The 

mate no Is motrnols 
focus accord w1th 
reamers on the leomers' 

the learnmg expre»cd 
proce�� need 

Pre- Post· Pre- Post 
PDP PDP PDP 

PDP 

0 4 0 4 

0 l 0 1 

0 I 0 1 

2 4 2 4 

I 4 l 4 

0 4 0 4 

0 4 0 4 

0 4 0 4 

0 2 0 2 

From the table it can be seen that after the implementation of the PDP all teachers 

were rated higher by the supervisors on demonstrating greater understanding of 

the role of instructional materials to support their students' learning in the CLT 

approach. The supervisors indicated Lhat six of the nine teachers showed strong 

evidence of using materials consistently to support students' learning of 

communicative skills in different ways. The materials used by these teachers 

were authentic, linked to real life, fostered independence and met learners' needs. 

However, the data also showed that a few teachers (especially the teac hers of a 
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medium-sized and a small class from a large ci ty) found difficulties i 1 1  using 

instructional materials to support the CLT approach. 

In the interviews conducted before implementation of the PDP, the  supervisors 

commented that the teachers were heavily relmnt on using textbooks as the main 

source of student learning. They indicated that the teachers used materials to 

support their teaching. not students' learning. One supervisor commented: 

The teacher heavily relied on the textbook. I don ' t  think that her students 
could use English for communicative purposes. Students could speak 
English by memorizing from the teacher and the English they learnt was 
not related to their real l ife. (Supervisor 3) 

The teacher interview data support the supervisor's comment above; before the 

implementation of the PDP all the teachers explained that they used only the 

textbook as the major instructional material to support their teaching in the class. 

They reported that they relied heavily on teaching page by page from the 

textbook: 

In the past. I felt guilty when I couldn ' t  finish all of the contents in the 
textbook. I wanted my students to learn everything in the textbook. 
(Teacher 4) 

With the previous teaching method, I taught by following the textbook 
page by page and I found that it was very boring. (Teacher 7) 

The post-PDP interview data showed that most teachers had a clear understanding 

oft he role of instructional materials in support of a CL T approach. The 

supervisors were asked to report on the changes in  teachers' use of instructional 

materi als to support the CLT approach. They commented: 

The role of instructional materials has changed. Before the programme 
the teachers used the materi als to support their teaching and they were 
held by the teachers. But  in the new teaching method the materials are 
used for supporting students' learning and students themselves use them, 
not the teacher. (Supervisor 1) 
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In addition, the supervisors reported that the teachers became less dependent on 

using the textbooks as their major source of materials as had happened in the past. 

The new teaching method encourages teachers to use a variety of 
instructional materials to help students to learn and to Jo tasks. 
(Supervisor 2) 

The teachers themsel vt:s mdicated that after the implementation of the PDP they 

believed they had a clearer understanding of how to use instructional materials to 

support their students' learning in the CLT approach .  They reported that the CLT 

approach encouraged them to become more independent of the textbook and that 

the task-based learning approach encouraged them to use a variety of materials in 

order to support their students' learning: 

B efore j oining this programme, I used only chalk and talk and the 
blackboard. The new teaching method encourages me to use a variety of 
materials and sources to support students' l earning. (Teacher 8) 

I don ' t  rely on the textbooks much now. It depends on the tasks I design 
for my students; I will  select instructional materials which support that 
task (Teacher 1) 

However, as is to  be expected, they encountered some difficulties in using the 

materials. The teachers reported that the new types of materials required the 

teachers to become more fluent in spoken English. 

I can ' t  tel l  my students sometimes when they want to explain something 
in English because I don ' t  know it either. (Teacher 9) 

The teachers also commented that they had problems in obtaining appropriate 

instructional materials for the CL T approach. Most teachers reported that they 

needed more support materials from their school and from the education 

authorities. 
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I need to ti nd m�ll� n a l s  myself  for m y  students .  I t  costs me money and 
consumes t i me to prepare materials for students.  I w�mt th1s support fro m  
t h e  school o r  d i s tr ict .  ( Teuclwr 2 )  

Overa l l .  t h e  s t u d y  s h owed th�lt m o s t  te�lchers p�lrt l c tpat lng 1 11 t h e  progr�m1 m e  were 

r�lted h igh ly  by superv 1s ors on usl ! lg 1 nstruct 10na l  m�lten a l s  to sup port s tudents '  

���lrn111g i n  the1r  c l asses a fter the 1 mplemcntat 1on o f  the PDP. Most teachers used 

di ffcrent sources for me�lnmgfu I learmng mat en a! s ge�lred to the1r s tudents '  

needs, a n d  nw.tenals  1 ntended to foster i ndependence 1 11 l e �m1 1 n g .  The study 

showed t h �lt 1 11Struct 1ona l  materi�lls were used by the teachers to support the 1r  

student s '  learning,  and to  l 1 n k  1 t  to  the  real world outs ide the  cbssro o m .  The 

1 n struct1 onal materi�l l s  w ere �l l s o  c h osen to encour�1ge students to le�m1 act1 v e l y  

However. the s tudy showed that  t h e  teach ers part 1 C 1p a t 111g 1 11 t h e  progr�m1me 

l !l l tial l y  enco untered a l a c k  or s u i Ulble 1 n stru c t 1 onal  m�l tenals  to support the CLT 

approach in t h e 1 1· c l assrooms. and some l acked conf1 dence tn the1r o w n  Engl tsh  

communi cati ve ski l l s  to use  t h e  matenals effec t 1 v e l y .  

5.6  The role of assessment 

This section addresses the issue of how teachers' under�tan ding of the role of 

assessment c h anged as they moved towards the CL T approac h .  The data 

obtained fro m supervisors' rat ing o f  teachers' c l assroom pr�lctice in regard to t h i s  

i ssue �lre presented, fol l owed b y  the data obtained from t h e  superv 1 s ors a n d  t h e  

teachers 111 i nterviews.  A s u m m ary concludes t h e  sec t 1 o n .  

The ro l e  o f  asses sment  a n d  eval u �l t 1on 1 n  t h e  CLT �lpproach 1 S  t o  foster the 

development of s t uden t s '  learn i n g  rather than .serve �� j udgement of the 1r  learning 

achievement .  This  new concept o f  �lssessment a l l ow s  students  to get  1 n v o l ved 111 

t h e  learning process a n d  t h e  �lssessment 1 s  determmed j o 1 n t l y  by t h e  te�1cher and 

students. The assessment req u1res a range of approaches t o  pro v i d e  students with 

a comprehensive record of their progress ( B ru mfi t ,  1 979;  L i t t l ewood, 1 98 1 :  

Nunan, 1 989 ;  A lderson and B eretta, 1 992; Wi l l i s .  1 996).  
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The perspective taken by these writers on CLT emphasises (i) partnership in 

evaluation between teacher and students, ( i i)  a range of assessment methods, (iii) 

continuous feedback, and (iv) guiding student learning rather than ranking student 

achievement. These were the key aspects of the teachers' practice that the 

supervisors rated in their observation checklists. These ratings in relation to the 

changes in the role of assessment and evaluation in the CL T approach are 

presented in Table 5.6 below. 

Table 5.6: 

C1Ly A 
(SuperviSOr 
1) 

Ctty B 
(SuperviSOr 
2) 

CityC 
(Supervisor 
3) 

Supervisors' perceptions of teachers' understandings of the role of 
assessment in the CL T approach, pre· and post-PDP 

1 2. 3 4. 
Evaluat1on 1S The teacher The teacher Assessment1s 
JOintly uses arangeof provtdes students for 1mprov1ng 
determtned by assessment with a record of student 
teacher/ approaches the1r progress progress. not 
student teacher's 

tudgement 

Pre- Post- Pre· Post- Pre- I Post- Pre- l Post· 
PDP PDP PDP PDP PDP PDP PDP PDP 

Teacher 1 (large school) 0 4 0 4 0 � 0 4 

Teacher2 rmed1um school) 0 l 0 l 0 1 0 l 

Teacher 3 (�mall school) 0 1 0 l 0 I 1 0 1 

Teacher 4 (large bchool) 2 4 2 4 0 4 I 4 

Teacher 5 (med1um school) 2 4 1 4 I 3 1 3 

Teacher 6 (small school) 0 3 0 4 0 4 0 4 

Teacher 7 (large school) 0 4 0 4 0 4 0 4 

Teacher g (mecltum school} 0 3 0 3 0 3 0 3 

Teacher 9 (small school) 0 2 0 2 0 2 0 l 2 
I 

Rattng scale· 0 = Never l = Occas1onally 2 = Somelrmes 3 = Often 4 =  Always 

It is clear from the table that after the i mplementation of the PDP all teachers 

participating in the programme were rated hi gher by supervisors on their 

133 



understandings of the role of assessment in the CL T approach. The data showed 

that the students in most classes became more involved in the assessment learning 

process (Item 1). In Item 2, the data showed that most teachers had used different 

approaches to assess students' learning. The result for Item 3 showed that most 

teachers participating in the programme provided feedback to the students on 

their learning progress. Finally, the results for Item 4 showed that most teachers 

conducted the students' assessment for improvement the students' l earning, not 

the judgement. H ow ever, the data also showed that some teachers (e.g. ,  a teacher 

in a medium and a small class from a large city and a teacher in a small class 

from a small city) found difficulties in making a change in the role of assessment 

in the CL T approach. 

Before the PDP the teachers indicated that they used testing main ly  to assess their 

students' achievement rather than learning development. Most teachers used 

testing as a means of summative evaluation at the middle and at the end of the 

school semester. In addition, it was reported that the students had l i ttle 

opportunity to be involved in the assessment process in the class. 

Test ing is  main ly  used to  assess my students' achievement. An 
interview and observations are sometimes used in the class when 
students are doing activities, but not very often. ( Teacher 4) 

In the post-PDP interviews the supervisors reported that all teachers had a clear 

understanding of the role of assessment in the CLT approach. The supervisors 

reported that the teachers became more aware of the role of assessment in 

fostering students' learning development rather than t o  judge their l earning 

achievement. The supervisors were satisfied that the teachers used a wide range 

of approaches for on-going assessment, not just testing as they had done in the 

past. 

It is a good sign to see that the teachers use students' records to assess 
their students' progress. So they can have evidence on which they can 
also provide feedback to their students about their learning progress. 
(Supervisor 2) 
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The supervisors also reported that the students were allowed to become more 

involved in the assessment process and that they felt more relaxed about their 

learning in the class. B ecause the purpose of the assessment w as to develop their 

own learning the students no longer worried about comparing their results wi th 

others. 

The new way of assessment helps students to reduce stress and anxiety. 
Its goal is to develop their learning s ki l ls ,  not to judge their performances. 
So students are not concerned about comparing themselves with others. 
(Supervisor 1) 

The teacher interview data indicated that after the implementation of the PDP 

they had a clear understanding of the new concept of assessment as focusing on 

students' learning development: 

I am not worried now about how much my students can learn. I don ' t  
expect them to learn everything I teach them. I t  doesn ' t  matter. (Teacher 
2) 

The new concept of assessment is to help students to i mprove their 
learning performance, not to judge their learning performance. This helps 
students to reduce the sense of competition and comparison between 
them. (Teacher 7) 

In addition, the teachers reported that, with the new teaching method, assessment 

was conducted regularly and more often.  The teachers commented that they used 

different types of assessment to evaluate their students' learning, such as 

students' reports. diaries, worksheets. interviews and observation, as well as 

testing. 

The new concept of assessment needs a variety of methods to evaluate 
students' l earning and I am using them more often . (Teacher 1) 

I use different methods to assess my students' progress. The new 
assessment helps me to provide students with systematic and useful 
feedback. (Teacher 5) 
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The teachers commented that they were satisfied wi th student involvement in the 

assessment process. The teachers reported that the students became more 

responsible and honest when they were asked to undertake self-assessment in the 

class. 

Students are involved in the assessment process and they are happy to do 
that. The new concept of assessment encourages more interaction 
between teacher and student. (Teacher 4) 

I am very surprised to find that students are very honest when I ask them 
to do self-assessment. I thought they might cheat to get higher scores, but 
they don' t .  (Teacher 1 )  

On the other hand. the teachers were concerned about preparing students for the 

standard content-based examination from the Education Department, and this 

concern continued to  be expressed in the post-PDP interviews: 

What I am still very worried about is that the standard examination from 
the provincial board won · t  change to go along with the new assessment. 
(Teacher 9) 

This section of the study showed that the teachers had a better understanding of 

the concept of assessment in the CL T approach after the implementation of the 

PDP. The teachers used a variety of approaches to assess their students' l earning 

progress. The students were allowed to become more involved in the  assessment 

procedures, such as through self-assessment, diaries and reports. In addition, the 

teachers provided their students with a record of their learning progress so that 

the assessment would assist the students to foster their own learning development. 

The study indicated that the new assessment benefited the students because it 

fostered the development of student learning and enabled them to become more 

relaxed about their learning. Although the teachers and the supervisors were 

satisfied with the new approach to assessment most teachers were won·ied about 

the standard examination from the provincial education board, which is focused 

on content. 
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Summary 

This  chapter describes the findings related to the research sub-question 1 which 

inquired into whether the Professional Development Programme, which 

employed a task-based l earning approach in combination with a coaching model, 

assisted the Thai teachers to make greater use of the Communicative Language 

Teaching approach in their English language classrooms. 

The study showed that a task-based learning approach did assist the teachers to a 

greater use of the CLT approach. By focusing on communication tasks, the 

students were given chances to interact through meaningful acti vities in their 

classrooms. As a result of the interaction, the students developed communicative 

English language skills. At the same time, the tasks removed the teachers' 

domination in the learning process and the students had opportunities to be more 

involved in learning activities. 

In the first section of the chapter (5 . 1  ), teachers' awareness of the general 

objective of the CLT approach was examined. Before the PDP, most supervisors 

reported that the teaching method used by these teachers did not promote 

students' development of Engl ish language skills for communication. Most 

Engl ish classes had emphasised grammar-based learning. By comparison after 

the implementation of the PDP, teachers reported that they had a clear 

understanding of the CL T approach and demonstrated it by their classroom 

practices. 

The results from the classroom observations by the supervi sors showed that the 

PDP assisted the teachers to implement this new Engl ish teaching method into 

their classes. However, most teachers reported initial difficulties when attempting 

to make the change towards using communicative activities. 
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The second section (5 .2) presented fmdmgs related to the teat:hers ' use of 

learning activities in the CLT approach that were introduced in the PDP. CLT 

requires learning activities which encourage students to participate. In this way. 

students can develop their English language skills through joint activities which 

are meaningful . After participation in the programme teachers could implement 

most aspects of communicative activities in their English teaching classrooms. 

The teachers commented positively that these activities assisted their students to 

develop English for communication. However. the teachers found difficulties 

when attempting to introduce communicative activities into their English classes. 

especially initially. 

The third section (5.3) dealt with the teachers' awareness of the changes in the 

students' role brought about by introducing the CLT approach. The data showed 

that after the implementation of the PDP. students were allowed greater 

participation in learning activities in most classes. It was reported that students 

became more active learners in the classrooms as the result of engaging in 

communicative activities which encouraged them to negotiate meaning and 

convey factual information. The shift in the students' role that allowed them to 

be involved in learning activities also encouraged them to become more 

independent learners in the class. However, the students understandabl y found 

some difficulties at the beginning of the change to the new role of active Ieamer. 

This section presented data in relation to the teacher's rol e in the CLT approach. 

In this approach teachers are expected to facilitate students ' learning rather than 

to dictate the specific content of what students are to learn in the class. The 

results of the study indicated that most teachers participating in the programme 

became more f aci li tating and supportive of their students in most classes. It also 

showed that there were more interactions between the teacher and the students. 

and between students and students, in their classes after the PDP. Again the 

teachers reported that they found some difficulties in changing  their role during 

the implementing of the CLT approach, especially in allowing students the time 

and freedom to find their own answers to communicative problems. 
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The following section (5 .5 )  presented the results relating to changes in the role of 

instructional materials in order to support the CLT approach. The study showed 

that the teachers participatmg in the programme became more independent of the 

textbook as the single main instructiOnal resource to support student learni ng. 

The teachers came to use a variety of materi als from different sources to support 

their students' development of independent learning skills. The study showed 

that instructional materi als used by the teachers became more authentic. in that 

they linked language skills to life outside the classroom. However, it was noted 

that the teachers encountered some difficulties with using materials. These 

included a lack of suitable materials to support the CLT approach, the teachers' 

deficiency in spoken English language skills and the limited English vocabulary 

of students. 

The final section (5 .6)  presented the findings in relation to a change in assessment 

in accordance with CL T. The study showed that most teachers participating in 

the programme perceived an increased understanding of the role of assessment in  

the CLT approach. The study showed that the teachers had used a range of 

approaches to assess their students' learning. compared to the past where 

summative testing was usually the only assessment used. The study indicated 

that the students became involved in their own learning assessment in the class 

and it benefited them by enabling them to become more relaxed about their 

learning. However, most teachers were still worried about the standard 

examination from the provincial education board. 
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CHAPTER 6 

FINDINGS RELATED TO RESEARCH SUB-QUESTION 2 

Introduction 

This chapter addresses the research sub-question 2: What is the change in 

participants ' perceptions of curriculum innovation as a result of the professional 

development programme ? This research sub-question is broken down from the 

main research question which is; Does the professional development programme 

designed for this study lead to changes in classroom practice to accord with the 

1hai National Education Act of 1999? However, this sub-question investigates 

participants' perceptions of curriculum innovation as a result of the PDP. It 

presents findings in relation to the supervisors' and teachers' understanding of the 

new curriculum and its implementation, and students' responses to the new way of 

learning introduced into their EFL classrooms. The key theoretical issues 

influencing the degree of success in implementing curriculum change at the 

classroom level are described by Fullan ( 1992) as: participants' perception of the 

need for change, participants' understanding of the changes required and the 

process by which they will he implemented, participation in the change process by 

those affected by it, and the support provided for the participants to assist them to 

make the change (including funding:o.. materials, advocacy from key personnel and 

adequate time to gain skills in new teaching methods). These parameters are used 

to organise the findings presented in this chapter in the following way: 

6 . 1  Supervisors' and teachers' perceptions of the new curriculum: 

6. 1 . 1  the need for change, 

6 . 1 .2 understanding of the issues relevant to the new curricul urn, and 

6 . 1 .3 beliefs about teaching methodology. 

6.2 Supervisors' and teachers' perceptions of the process of curriculum 

implementation: 
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6.2. 1 understanding the process of implementation, 

6.2.2 participation and decision making in the process of implementation, 

and 

6.2.3 implementation support. 

6.3 Students' perceptions of the new teaching and learning method. 

The data related to this sub-question were obtained through both quantitative and 

qualitative instruments. The quantitative data were obtained from supervisor 

questionnaires (N:::::3), teacher questionnaires (N:::::9) and student questionnaires 

(N==23 1) .  The questionnaires sought the participants' perceptions about the new 

curriculum and its implementation in the classroom. The questionnaires were 

administered both before and after the implementation of the PDP. 

The qualitative data were obtained from supervisor, teacher and student interviews. 

The interviews were also conducted both before and after POP implementation, and 

obtained information from all the supervisors (N==3) and teachers (N==9), but were 

restricted to three representative students selected by their teachers from each of the 

nine classes as an able, an average, and a weak student in that class (N==27). 

In each section of this chapter the questionnaire results are presented first, using 

tables to focus on the change in perceptions as a result of the PDP, while the 

interview data are presented second, using selected quotations from the 

participants' responses in order to provide more detailed information about each 

issue. 

6.1 Supervisors' and teachers' perceptions of the new curriculum 
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6.1.1 The need for change 

Fullan (1 992) argued that the degree to which curriculum innovation can be 

implemented successfully depends upon people perceiving a need for it. This need 

he described in terms of external and internal factors, both of which are considered 

to have an effect on implementation. External factors relate to national education 

policy and to a change in the social, political and economic environment. Internal 

factors relate to educators seeking alternative ways to provide students with a better 

quality of learning. 

Table 6 . 1  below shows the survey respondents' ratings of the need for change, 

grouping the questions according to whether they refer to an internal or an external 

factor, and facilitating the comparison of pre- and post-PDP perceptions. 
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. Table 6.1; Supervisorst and teachers' pre- arid post-PDP perceptions o f  the need for 
change 

Questionnaire items 1. 2. 3. 

with participant The change in The change m The need for change 
polirical and nario.)al educaiJon JS bee aus e I would 

responses economic climare has pohcy has meanr hke to prov•de 
mean! Thatla•)d Thailand needs a srudents With qualiry 

Participants needs a Ieamer- leamer-c�nrred programmes. 
centred curr.culum. cumculum 

Pre- Post- Pre- Post- Pre- Post-
Supervisor I Teacher PDP PDP PDP PDP PDP PDP 

Supervisor 1 4 4 4 5 4 5 

Supervisor 2 I 4 5 I 4 5 I 4 4 

Supervisor 3 4 5 4 5 4 5 

Supervisors' responses 
(averages) 4 4.7 4 5 4 4.7 

Teacher 1 3 4 2 4 5 4 

Teacher 2 4 4 4 5 5 4 

Teacher 3 4 5 4 5 4 5 

Teacher 4 4 5 4 5 4 5 

Teacher 5 3 3 3 4 3 5 

Teacher 6 5 4 5 4 5 4 

Teacher ? 3 4 5 4 4 3 

Teacher 8 4 4 4 4 3 4 

Teacher 9 4 4 4 4 4 4 

Teachers • responses 3.8 4.1 3.9 4.3 4.1 4.2 
(averages) 

Rating scale: 1 = Strongly disagree 2 = Disagree 3 = Not sure 4 = Agree 5 = Strongly agfee 

4. 
The J)eed for change 
is because of rhe need 
forsequenrial courses 
a1)d parhways for 
srudents 

Pre- Post-
PDP PDP 

4 5 

I 4 5 

4 5 

4 5 

5 5 

5 4 

4 4 

4 5 

3 5 

5 5 

3 4 

4 4 

4 4 

4.1 4.4 
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The data indicate that all supervisors agreed before the PDP on the need for a 

learner-centred curriculum according to the four identified external and internal 

factors, and strongly agreed after the PDP (with the exception of responses on two 

issues which remained at 4). The PDP appears to have convinced the supervisors 

still more strongly of the need for implementing a learner-centred curriculum. 

Although the influence of the PDP was not so marked upon the teachers' 

perceptions of the need for change, it still made a difference on average to their 

ratings. On external factors, the average rating before the PDP was 3 .85 

(approaching the position that they agreed the need for change arose from the effect 

of the political and economic climate and from the influence of education policy), 

and this increased to 4.2 on average after the PDP. On the issue of a learner

centred curriculum being in the best interests of students because it improved the 

quality of their language education and its relevance, the teachers agreed that this 

was the case before the PDP, and after it they expressed slightly more agreement 

that the new curriculum would be beneficial. The one teacher who did not agree 

that external factors necessi tated adopting a new curriculum (T 1) changed her mind 

after the PDP, and another (T3) who was unsure about the need for innovation 

came to agree strongly that internal factors and, to a lesser extent, external ones 

also were operating in favour of change. Paradoxically, four teachers rated the need 

for a learner-centred curriculum as lower on some factors after the PDP; their 

interview responses, however, indicated their strong commitment to the new 

curriculum. 

In general, the interview data gathered before the PDP indicated that all the 

teachers believed the introduction of the new Education Act by the Government 

urgently pushed the need for a learner-centred curriculum. These interviews also 

confirmed their view that it fulfilled students' need for a better way of learning. 

They were not satisfied with the previous curriculum which they described as not 

assisting their students to learn. The teachers reported that the new curriculum 

would assist students to become more confident and more independent in their 

learning: 
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"I was not happy when students couldn' t  remember what I taught them. 
They could answer in the class, but forgot by the next day." (Teacher 5) 

"The world is  changing and i t  affects schools and education. We have to 
prepare for that change. I have taught English for ten years, but my students 
can ' t  use English for communication. I want to solve this problem." 
(Teacher 6) 

The supervisor interview data indicated that the supervisors were very positive 

about the implementation of a learner-centred curriculum right from the start. They 

commented on the social factors bringing about changes in schools and educational 

policy. and identified the necessity for schools to prepare students for the future: 

"Thai society is changing a lot; especially there is a change in technology. 
It affects educational policy and schools. The learner-centred curriculum is 
considered a suitable way to prepare students for the change. " (Supervisor 
1 )  

"The present curriculum doesn 't fit Thai society which i s  changing a lot 
now, specifically the change in technology which affects schools and 
students." (Supervisor 3) 

The interview data, both pre- and post-PDP, showed that both the supervisors and 

teachers perceived positi vely the implementation of a learner-centred curriculum as 

a means to provide students with a better way to develop their learning skills. Both 

supervisors and teachers noted that the previous curriculum emphasized 

memorizing content rather than developing learners' skills. They commented that 

it was more important now for students to acquire skills so they could apply them 

for life-long learning. 

"In the current curriculum, students have very little space in the classroom. 
The classroom is very passive and very controlled by the teacher. Students 
learn what their teacher wants them to learn. It shows that the curriculum 
doesn' t  help students to develop their learning skills. The new curriculum 
can help students to develop their learning ski lls to acquire knowledge by 
themselves in the future. " (Supervisor 3)  
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"The new curriculum promotes learners. S tudents get benefits from the 
curriculum. The new curriculum allows students more involvement in the 
learning process. The present curriculum promotes students memorizing 
and what students learn in the class is very far from their real life." 
(Teacher 1) 

In addition, the interview data confirmed that both the supervisors and teachers 

were aware that the new education act required learners to be made the centre of 

the learning process. 

"According to the Thai education reforms, learners are recognized as the 
centre of the learning process. We want to see schools provide friendly 
learning environments for students and we expect teachers to take a role 
supporting students to learn. This is the aim of the new education reform." 
(Supervisor 2) 

Both questionnaire and interview data showed that the supervisors and the teachers 

participating in the PDP had positive perceptions of the decision to implement a 

learner-centred curriculum. They held this view both before and after the 

implementation of the PDP. Both the supervisors and the teachers agreed that the 

need for a learner-centred curriculum arose from both external and internal factors. 

They agreed that the need for the new learner-centred curriculum resulted from 

changes in the Thai social, political and economic situation and in national 

education policy, and considered that it would provide the students with a better 

pathway to develop their learning skills. 

6.1.2 Understanding of the issues relevant to the new curriculum 

According to Full an ( 1992), successful curriculum implementation requires a clear 

understanding of the elements of the innovation by the persons involved. He 

argued that the key elements concerned with curriculum change and its 

implementation relate to the objectives of the new curriculum, the types of teaching 

and learning activities, the role of teacher and learner in the new curriculum, and 

the procedures used for assessment. 
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Supervisors' and teachers' ratings of their understanding of issues related to the 

learner-centred curriculum, as given in questi onnaire responses both before and 

after the implementation of the PDP, are presented in Table 6.2. 

The data showed that, after the implementation of the PDP, most supervisors and 

teachers rated themselves higher than before on their understanding of the five 

selected issues related to the learner-centred curriculum. The supervisors reported 

they had a clear concept of all these aspects of the learner-centred curriculum 

before the implementation of the PDP and that they believed this understanding 

increased after participating in the PDP. The teachers, on the other hand, rated 

themselves before the implementation of the PDP as being 'not sure' of their 

understanding of at least one of the issues related to the learner-centred curriculum, 

while five of the teachers rated themselves as 'not sure' (or lower) on all of the 

issues. The post-PDP data showed a very different picture; all but two of the 

teachers agreed or strongly agreed with statements affirming a clear understanding 

of the issues, and these two seemed confident in relation to all but two of the issues. 

The average increase in rating by teachers in the post-PDP questionnaire is more 

than one point on the scale, indicating that their perception of their development in 

understanding was larger than that for the supervisors. As the coaching model 

focuses on developing confidence in the teaching role, most satisfying was the 

indication that the response to the post-PDP 'role of the teacher' question got the 

highest rating ( 4.6) and increased most ( 1 .4 points). The i tern on assessment was 

the only question which led to an average rating below 3 ( 'not sure ' )  in the pre

PDP questionnaire, and it was still below 4 after the PDP. 
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Table 6.2: Supervisors' and teachers• pre- and post-PDP perceptions of their 
understanding of issues relevant to the new curriculum 

Questionnasre 1 .  2. 3. 4. 
items with I have a clear I have a clear I have a clear I have a clear 

panicspant 
understanding understanding understanding understanding responses 
about the of types of of the role of of the role of 
objective of teaching and the teacher in learners in 
the curriculum learning CLT CLT 

PaaicipJniS in CLT activities in 
CLT 

Supervisor/ Pre- Post- Pre- Post- Pre- Post- Pre- Post-
Teacher PDP PDP PDP PDP PDP PDP PDP PDP 

Supervisor 1 4 4 4 4 4 5 4 5 

Su�ervisor 2 4 5 4 5 4 5 4 5 

SuperVlsor 3 4 4 4 4 4 4 4 4 

Supervisors' 
responses 
(averages) 4 4.3 4 4.3 4 4.7 4 4.7 

Teacher 1 4 4 4 4 4 4 4 4 

I Teacher 2 I 3 I 4 I 2 4 I 3 4 I 2 I 4 

Teacher 3 5 5 4 4 3 5 3 4 

Teacher 4 4 5 3 5 3 5 3 5 

Teacher 5 3 4 3 4 3 5 3 5 

Teacher 6 2 4 2 5 ' 3 5 3 5 

Teacher? 3 3 3 4 4 5 4 4 

Teacher 8 2 4 2 3 3 4 3 4 

Teacher 9 3 4 3 4 3 4 3 4 

Teachers' 
responses 
(averages) 3.2 4.1 2.9 4.1 3.2 4.6 3.1 4.3 

Ratis1g scale: 1 ::: Strongly disagree 2 = Disagree 3 ::: Not sure 4 = Agree 5 = Stros1gly agree 

5. 
I have a clear 
understanding 
of the 
procedure of 
assessment in 
CLT 

Pre- Post-
PDP PDP 

4 5 

4 5 

4 4 

4 4.7 

3 4 

I 3 I 4 

3 4 

3 4 

2 4 

2 4 

3 3 

3 3 

3 4 

2.8 3.8 

The interviews with the supervisors present a somewhat different picture, however. 

In their pre-PDP questionnaire responses, the supervisors rated themselves as 
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'agreeing' that they had a clear understanding about the learner-centred curriculum, 

yet in interviews they reported that before thty programme implementation they had 

been offered only a few training programmes relevant to the concept of the new 

curriculum. In particular they reported that they were not confident in assisting 

teachers to implement the new curriculum at the practical classroom level: 

"A few training programmes about the new curriculum have been offered 
for supervisors, but I am not clear at the moment how to apply the new 
curriculum at a practical level." (Supervisor 1) 

"At this stage, we study from documents distributed by the Board of the 
National Education Commission. But they don ' t  explain how to apply the 
new curriculum to a practical level. I am uncertain how to do that." 
(Supervisor 3) 

As will be pursued further in Chapter 6, this discrepancy between questionnaire and 

interview data raises the i ssue of the context in which the data were collected. 

There is a strong expectation placed on supervisors, when asked directly as in the 

questionnaire, to show confidence i n  their understanding of the new curriculum at 

all stages (including before the PDP), as it is their professional responsibility to 

lead others in its implementation. In the interviews, especially after the PDP when 

all participants had come to know and trust the researcher, a franker self-perception 

could be expressed. 

The supervisors reported in their pre-PDP interviews that most schools and teachers 

did not have a clear concept of the new curriculum and how to implement the 

curriculum in their schools. 

"Teachers accept the change and they know that the learner-centred 
curriculum will be introduced in the near future. They don' t  oppose it .  The 
problem is that they have no idea what a learner-centre curriculum is and 
how they are to apply it in  their classrooms." (Supervisor 3) 

Confirming the supervisors' comments, the teacher interview data indicated that the 

majority of teachers had l i ttle i nformation a bout the learner-centred curricul urn 

- before the programme was implemented: 
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"Many teachers don't have a clear concept about the learner-centred 
curriculum and none of them implement the new curriculum into their 
classes at the moment. " (Teacher 4) 

"I have been informed about some issues concerning the new curriculum, 
but am still not clear what it is and how I can implement it into my 
classroom. I try to apply it in my classroom, but it doesn' t  work. I've got 
difficulties using it. I think teachers' understanding about the new 
curriculum is very important. We have to clarify it before implementing i t  
in the classroom." (Teacher 9) 

Overall the post-PDP interview data, reinforcing the general picture given in the 

questionnaire responses, indicated that both the supervisors and the teachers 

perceived an increase in their understanding of the new curricul urn. The 

supervisors, for instance, commented that the programme provided both themselves 

and the teachers with relevant information and resources. 

The teachers also reported that the programme assisted them to have a clear 

understanding of the learner-centred curriculum in terms of its concepts and 

procedures. Some teachers, however, commented further that they needed more 

time to develop the appropriate skills to implement the new curriculum in their 

classrooms. 

"My understanding about the new curriculum is clear now. Before I 
participated in this programme I didn't have a clear concept of what the new 
curriculum was like and how I could apply it in my classroom. I want my 
colleagues to have this chance to develop themselves." (Teacher 6) 

"My understanding about the new curriculum is about ninety percent. I 
need more time to practise my skills, specifically, designing learning 
activities and assessments." (Teacher 5) 

Both qualitative and quantitative data indicate that the participants in the PDP 

considered that the programme had considerable impact on them, and that in time 

this development in understanding may be increased. 
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.· 6.1.3 Beliefs about teaching methodology 

As indicated in the previous section, the supervisors and teachers considered that 

they had grasped the important issues involved in the content of the new 

curriculum. However, as Fullan ( 1987) pointed out, there are critical elements of 

teaching behaviour, materials and beliefs that indicate whether a successful change 

in teaching actually takes place. Before and after the PDP the supervisors and 

teachers were asked about their beliefs concerning key aspects of teaching 

methodology relevant to the learner-centred curriculum: types of learning and 

teaching activities, use of instructional materials, the teacher's role, an active 

learning classroom and the role of assessment. These questions were designed to 

supplement information on the supervisors' and teachers' self-perceptions of their 

understanding of the new curriculum with data concerning their beliefs about 

features characteristic of learner-centred classrooms, and thus to probe these self

perceptions. The questionnaire data are given in Table 6.3 

Table6.3: 

Questionnaire I 

Supervisors' and teachers' pre- and post-PDP perceptions of teaching 
methodology for the new curriculum 

2. 3. 4. 5. 
items with A leamer-centred A leamer-centted A le:u-ner-cenu-ed A le:u-ner-cen1red A le:u-ner-centred 

particJpan 1 cumculum needs currie ulu m needs curriculum needs curriculum needs curriculum needs 
responses student a wide range of a change of more active a change in the 

involvement in Instructional teacher's role learning than a way le:u-ning is 
classroom matenals. from directing teacher-centred assessed. 
acuvtlies. le:u-ning 10 currie ulu m. 

facilitating 
Participams le:u-ning 

OQP_onunilies. 

Supervisor/ Pre- Post- Pre- Post- Pre- Post- Pre- Post- Pre- Post-
Teacher PDP PDP PDP PDP PDP PDP PDP PDP PDP PDP 

Supervisor 1 4 5 4 5 5 5 5 5 5 5 

Supervisor 2 4 4 4 5 5 5 5 5 5 4 

Supervisor 3 4 5 4 5 5 5 5 5 5 5 
Supervisors' 
responses 
(averages) 4 4.7 4 5 5 5 5 5 5 4.7 

Teacher 1 3 4 5 4 5 4 5 5 3 5 

Teacher 2 5 3 5 5 5 5 5 5 5 4 
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Teacher 3 4 5 5 5 5 5 5 5 

Teacher4 5 5 5 5 5 5 5 5 

Teacher 5 4 5 5 4 5 5 5 4 

Teacher 6 4 5 5 5 5 5 5 5 

Teacher? I 5 4 I 5 5 I 5 5 5 5 

Teacher 8 3 4 4 5 5 5 5 5 

Teacher9 3 4 4 4 4 4 4 5 
Teachers' 
responses 

{averages) 4 4.3 4.8 4.7 4.9 4.8 4.9 4.9 
Rallng scale: I =  Srro.)gly d1sagree 2 = D1sagree 3 = Nor sure 4 = Agree 5 = Srrongly agree 

5 5 

5 5 

5 4 

5 4 

4 4 

4 5 

5 5 

4.6 4.6 

The data show that before the PDP supervisors and teachers in general agreed with 

all five of the statements rei ating to the change towards a learner-centred 

curriculum, and that this view continued to prevail after the PDP. The participants 

in the programme indicated by their responses that they had been informed of the 

main methodological requirements of the new curriculum in advance. There was a 

couple of unexpected responses, however, especially that of Teacher 2 who 

appeared to become unsure after the PDP whether the new curriculum would 

require her to change the learning activities she used (and Teacher 7 who seemed to 

agree less strongly on this same issue after participating in the programme). Three 

of the teachers and one of the supervisors also become less strong in their 

agreement with the statement that assessment will need to be conducted differently 

after the implementation of the new curriculum, another puzzling result. 

The interview data bring out more clearly the change in attitudes and understanding 

brought about by the PDP. For instance, the supervisors considered that the 

teachers had become clearer on all issues related to the I earner-centred curriculum. 

The supervisors reported that the classrooms had changed in many ways from 

before the implementation of the programme and, in particular, had become more 

learner-centred. They reported that the teachers were less directly in control of the 

students' learning in the c lass, that the resource materials were used to support 

152 



students' learning and that the assessment focused on the students' learning 

development. 

"After the programme, I can see changes in both the teachers and the 
students. Students are allowed to do activities by themselves without direct 
control by their teachers. And the teachers changed their roles to support 
and encourage students to learn." (Supervisor 1 )  

"The role of instructional materials i n  the new curriculum i s  changed from 
the past when they were used by the teachers to support the teachers' 
teaching. In the new curriculum, materials are used by students to assist 
them to learn by themselves." (Supervisor 2) 

"The new way of assessment helps students to reduce stress and anxiety. Its 
goal is to help students to develop learning skills, not to judge their learning 
performances. Students do not worry about comparing their results with 
others." (Supervisor 2) 

The teachers' interview data showed that the teachers believed they had a clearer 

concept of the issues related to teaching behaviours in the learner-centred 

curriculum after the programme. They commented that the new curriculum 

encouraged them to become more independent, to rely less on using textbooks and 

to use a wide range of materials to support students' learning. The teachers also 

identified that after the PDP they perceived clearly the role of assessment in a 

learner-centred curriculum as focusing on students' learning development; as well, 

the students became involved in the assessment process. 

"I spent more time preparing my lessons, but talk less in class time. The 
class is less teacher-controlled. " (Teacher 8) 

"The new curriculum encourages me to use a variety of materials to help 
students learn, compared to the previous one when I used only textbooks." 
(Teacher 2) 

My concept of assessment h as changed. I don't expect that students have to 
memorize everything I teach in the class. It doesn' t  matter now." (Teacher 
3) 

Overall, the data in this section showed that after the implementation of the PDP 

both the supervisors and the teachers had a clearer perception of learning and 
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teaching activities, the use of materials and the forms of assessment associated with 

a successful transition to a !earner-centred cur.ricu!um. 

6.2 Participants' perceptions of the process of curriculum implementation 

6.2.1 Understanding the process of implementation 

According to Berman & McLaughlin ( 1977), White (1988) and Fu!!an ( 1992), 

participants in curriculum innovation need to have a clear understanding of the 

envisaged process if the changes are to be implemented successfully. Full an 

describes the process as having three major stages: initiation, implementation and 

continuation. The initiation stage concerns the plan made to prepare people for the 

change, as we! I as the mobilisation of people and resources. The im p!ementation 

stage concerns the actual procedures of the change. The continuation stage relates 

to whether the change becomes an ongoing, integral part of the system, or whether 

it withers away. Quantitative and qualitative data were gathered on the supervisors 

and the teachers' perceptions of their own understanding of the new curriculum 

implementation process both before and after the PDP. This information is 

presented in Table 6.4. 

Table 6.4: Supervisors' and teachers' pre- and post-PDP perceptions of their 
understanding of the implementation process 

� 
I .  2. 3. 
I Wlderstand the I Wlderstandhow the I Wlderstand how the 
preparation plan fa new cWTiculum will new curriculwn will 
the new curriculum. be implemented. be maintained. 

Supervisor I Pre- Post- Pre- Post- Pre- Post-
Teacher PDP PDP PDP PDP PDP PDP 

Supervisor 1 3 4 3 4 4 4 

Supervisor 2 3 4 3 5 4 4 

Supervisor 3 3 4 3 4 4 4 
Supervisors' 
responses 
(averag_e) 3 4 3 4.3 4 4 
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Teacher 1 3 3 3 4 3 4 

Teacher 2 3 4 3 4 3 4 

Teacher 3 3 5 3 4 3 4 

Teacher 4 3 4 4 4 4 5 

Teacher 5 2 5 2 5 2 4 

Teacher 6 1 4 1 4 1 4 

Teacher 7 2 3 2 3 3 3 

Teacher 8 2 4 2 4 2 4 

Teacher 9 3 4 3 4 4 4 
Teachers' 
responses 
(average) 2.4 4 2.5 4 2.8 4 

Rating scale: I = Strongly disagree 2 = Disagree 3 = Not sure 4 = Agree 5 = Strongly agree 

The data show a striking and uniform shift in self-rated understanding occurring 

between the pre- and post-PDP surveys. Before the programme, for instance, the 

supervisors rather surprisingly rated themselves as being "not sure" of their 

understanding of the preparation (initiation) and implementation stages of the 

change to the new curriculum, although they agreed that they understood how it 

would be maintained once i t  was introduced (the continuation stage, the long-term 

outcome of the innovation). After the PDP they indicated that they now were 

confident in their understanding of all three stages. A similar pattern was followed 

by the teachers; they indicated before the PDP, with their self-ratings averaging 

below 3 on all three stages, that they felt ill-informed about the changes that were 

occurring or about to occur. The lowest rating applied to the first stage of 

preparation and planning, suggesting initial confusion with hopes for a successful 

outcome. Only one teacher agreed that she had an understanding of the 

implementation process before the PDP. Of the other eight disagreeing, one 

(Teacher 7) still felt uncertain about all three stages even after the PDP. All the 

others agreed at the completion of the programme that they understood the 

implementation process from plan to integration within the continuing curriculum. 
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Overall it appeared that the PDP assisted both the supervisors and the teachers to 

increase their understanding of all stages of the curriculum implementation process, 

with the greater change in perception happening for the teachers. 

The supervisors' and teachers' interview data indicated that, before the programme, 

both the supervisors and the teachers knew very little about the implementation of 

the new curriculum. The supervisors, for instance, reported that there had not been 

any training programme to inform them about the procedures by which the changes 

were to be made, nor had the teachers. The supervisors noted particularly that they 

were waiting for a master implementation plan from the central education 

authority: 

"We know very little about the new curriculum. In the past three years, 
there has not been any training for supervisors concerning the new 
curriculum implementation. This is why many supervisors have no idea 
what we are going to do or how we can help schools and teachers to 
implement the new curriculum." (Supervisor 2) 

"We haven' t  got any plan yet concerning the new curriculum 
implementation and we don't have any idea how to do it either. We are 
waiting for a master plan from the central authorities." (Supervisor 3) 

The teachers' interview data indicated that before the programme all teachers 

lacked a clear concept of the plan for implementing the new curriculum. Some 

teachers reported that they had attended seminars and training programmes 

concerned with the new curriculum before participating in the PDP, but they noted 

that they were still not confident about their role in what had to be done. The 

teachers as a whole commented that they needed support during the implementation 

process: 

"I don ' t  have a clear picture of the new curriculum and I don ' t  know how to 
implement i t  into my classroom either, but I am very keen to learn." 
(Teacher 9) 
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"I need someone to guide me and help me to implement the new 
curriculum. I am not confident about having to use the new curriculum." 
(Teacher 1)  

After the programme, however, both the supervisors and the teachers became 

clearer about the procedures for implementing the new curriculum. 

"I am clear about the procedure for curriculum implementation and I am 
confident about how to do it; but for the teachers, I think they need longer 
time to practise their skills." (Supervisor]) 

The teachers commented that the PDP provided them with a more clearly defined 

procedure of implementation at a practical classroom level. All teachers reported 

that the coaching session assisted them to clarify the difficulties they encountered 

in their classrooms during the process: 

"I am confident that I can implement the new curriculum in my classroom. 
The programme provided a clear procedure for classroom practice. The 
coaching sessions helped me to clarify what I was not clear about." 
(Teacher 1)  

However, the teachers' interview data also showed that they still needed continuing 

support from the supervisors to provide feedback when they encountered 

difficulties: 

"I think that I can do it now, but I still need a supervisor to be my consultant 
and guide me. I need feedback from my supervisor." (Teacher 3) 

From the data as a whole it can be seen that before participating in the programme 

both the supervisors and the teachers considered they had little understanding of the 

process by which the new curriculum was to be implemented. Although some 

supervisors and teachers had attended training programmes concerned with the new 

curriculum before they joined the PDP, they were still struggling with their 

professional roles with regard to the specifics of implementation. After the PDP, 

both the supervisors and the teachers perceived an increase in their understanding 

of the implementation process, and the supervisors noted the increase in confidence 
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on the part of the teachers with approval. The teachers became more secure at the 

practical classroom level, nominating the coaching process in particular as assisting 

them to overcome difficulties; they considered they needed continuing mentor 

support and materials, with the supervisors identified as the key providers of 

feedback. 

6.2.2 Participation and decision making in the implementation process 

Participation in all stages of innovation is necessary if the people involved are to 

develop their own meaning of the change, Pullan (1992) argued, and they need to 

be included in the decision making if they are to develop a sense of commitment to 

it. Details of the participants' questionnaire responses on their involvement in the 

curriculum implementation process are presented in Table 6.5 overleaf. 

The data in the table show that both the supervisors and the teachers participating in 

the programme responded by rating themselves higher on their involvement in the 

curriculum implementation process after the PDP. All three supervisors responded 

that they were involved in introducing the new curriculum at the initiation stage 

and at the implementation stage, and that this involvement was maintained or 

strengthened after the PDP. The data also show that before the programme the 

teachers on average rated themselves as being 'not sure' (or lower) on the scale of 

participation in the implementation process, and that this rating increased to the 

point where they agreed that they were participants in the preparation and 

implementation stages, although they were less certain of their prospective role in 

the continuation stage. As neither supervisors nor teachers could yet have been 

involved in the continuation stage, the third question was somewhat hypothetical 

and their responses to it were harder to interpret. The supervisors said they are 'not 

sure', while the teachers varied from strongly disagreeing to agreeing that they 

were, or would be, involved. It would appear that both supervisors and teachers 

after the PDP had a better understanding of what their role might be in regard to 
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maintaining the new curriculum, and expected to participate in this final stage of 

implementation. 

UTAS 
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Table 6.5: 

Questionnaire 
Hems with 

participant 
responses 

Patttc1pants 

Supervisor I 
Teacher 

Supervisor 1 

Superv1sor 2 

Supervisor 3 
Supervisors' 
responses 
(averag_e} 

Teacher 1 

Teacher 2 

Teacher 3 

Teacher 4 

Teacher 5 

Teacher6 

Teacher ? 

Teacher 8 

Teacher 9 
Teachers' 
responses 
(average} 

Supervisors' and teachers' pre- and post-PDP perceptions of their 
participation in implementation of the new curriculum 

I 2. 3. 4 . 
I par11c1pated 10 the I part1c1pated 111 !he 1 paruc•patcdl I have a role 10 
planr110g stage of rmplerrentahor1 of e�pecllo dC�IStOn makJng 
curnculum !he cunicu!um par1rc1patc tn the dunr1g the stag�s of 
implementallor1 ( m my region/ COOIIOUaiiOI) Stage 1mplemcnung the 
(i 11 my reg�oo/ classroom). of cur nculum new cumculum 
classroom). tmpkmcnta11on 

Pre- Post- Pre- Post- Pre- Post- Pre- Post-
PDP PDP PDP PDP PDP PDP PDP PDP 

4 5 4 5 3 5 3 5 

4 4 4 5 3 5 3 4 

4 4 4 4 3 4 3 5 

4 4.3 4 4.7 3 4.7 3 4.7 

2 4 3 3 4 4 4 4 

4 5 4 4 4 3 3 4 

4 5 3 4 2 4 5 5 

3 4 3 4 3 3 4 5 

2 4 2 4 2 4 4 5 

2 4 l 4 1 4 3 4 

4 4 2 4 3 3 3 4 

3 4 3 4 3 4 4 4 

3 4 3 4 3 4 4 5 

3 4.2 2.7 3.9 2 8  3.7 j 3.8 4.4 

Rallo 
g 
scale: 
1 =  
Stron 
gly 
disag 
ree 
2= 
Dis a 
gree 
3 =  
Not 
sure 
4 =  
Agre 
e 
5 =  
Stron 
gly 
agree 

Wit 

h 

reg 
ard 

to 

the 

fou 

rth 

ite 

m 

m 

the 

que 

stionnaire, the data show that after the PDP both the supervisors and the teachers 

had a stronger belief that they would be involved in decision making in the 

curriculum implementation process. The supervisors moved from all being 'not 

sure' in the pre-PDP questionnaire to responding with 'agree' or 'strongly agree' 
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afterwards. The teachers did not show the same change in confidence, but all 

sustained their belief in involvement or increased it by one point on the rating scale. 

The supervisors' interview data indicated that the supervisors had been involved in 

implementing the curriculum both before and after the programme. They reported 

that they had helped to implement two programmes concerning the new curriculum 

in pilot schools before they joined this PDP. The supervisors reported that their 

role had involved supporting schools and teachers towards successful 

implementation, however their lack of knowledge at a practical level had hampered 

their efforts. 

"I have implemented a few projects concerning the new curriculum in two 
pilot schools. We haven't got any plan to implement the new curr1culum in 
every school in the region. I am waiting for a master plan from the 
provincial board." (Supervisor 3) 

"We work as a team. The supervisor' role is to support schools and teachers 
towards successful implementation in their school, specifically in the area 
of teaching and learning improvement. There is a l ittle chance of success i f  
the teachers are not  clear about what they are going to do and nobody helps 
them." (Supervisor 1) 

"My concept of the new curriculum is not clear and I think other 
supervisors are not either. We haven· t got enough information concerning 
the new curriculum from the province. At this stage, we have studied 
documents distributed by the Board of the National Education Commission. 
But they don' t  tell us how to apply it at a practical level." (Supervisor 3) 

The teacher interview data showed that before the PDP they perceived they had a 

relatively restr1cted role in implementing the new curriculum. They reported that 

they had not been well informed about the new cuniculum so they were not clear 

about the implementation process. The teachers' pre-PDP comments included: 

"From my understanding, in the new curriculum students are at the centre of 
the learning process. The teacher's role is to support and facilitate students' 
learning. The new curriculum requires more p articipation by teacher and 
students. Many teachers don' t  have a clear concept about the new 
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curriculum and none of them implement the new curriculum in their 
classrooms at the moment." (Teacher 4) 

"I have been informed about some issues concerning the new curriculum, 
but I am still not clear what and how I can implement it in my class. I tried 
it, but it didn 't work well and I find it is difficult for me. I think that the 
teacher's understanding is really important before implementation in the 
classroom." (Teacher 9) 

After the programme, the interview data showed that the supervisors considered the 

teachers' better understanding of their roles in implementing the new curriculum 

would enable them to carry out the task in their classrooms successfully and to lead 

others in the change: 

"We need this kind of professional development programme to assist the 
teachers to develop their teaching careers. As supervisors, we support 
schools and teachers to implement the national curriculum in their schools. 
The new curriculum requires teachers to be a classroom researcher. We 
expect the teachers to be classroom planners and to design their own 
curriculum to suit their situations." (Supervisor 2) 

'These teachers can help the supervisors by being key teachers. They can 
work with the supervisors to implement this kind of professional 
development programme in other schools." (Supervisor I) 

The teachers also felt more satisfied about their role in the implementation process. 

They reported that they had a clearer concept of their involvement in innovation 

and, though it had been a difficult transition, they had become more confident in it. 

"It is hard at the beginning to use the new curriculum, but that is what 
education reform requires teachers to develop for themselves. The coaching 
process helps teachers to become more and more confident to implement 
the new curriculum in the classroom." (Teacher4) 

'The teacher' s  role is still very important in the new curriculum as a support 
for student learning. It is very hard particularly for the old teachers if they 
don't know how to do i t. "  (Teacher 7) 

None of the teachers or supervisors reported in their interviews on their likely role 

in the continuation stage of the curriculum implementation. 
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Concerning involvement in decision-making, the interview data indicated that 

before the PDP the supervisors were unclear about their role. They reported that 

the provincial education board would take the lead in providing training 

programmes for both the supervisors and the teachers, but that they were still 

waiting for this master plan regarding implementation of the new curriculum. 

"We know very little about the new curriculum. There is not a programme 
to train supervisors to prepare them to implement the new curriculum. 
Many supervisors don't  know what they are going to do or how to help 
schools and teachers." (Supervisor 2) 

"We haven't got any plan to implement the new curriculum in the whole 
region and we don ' t  know how to do it either. We are waiting for a master 
plan from the province." (Supervisor 3) 

The teachers' interview data also showed that before the PDP, most teachers 

perceived that though they were informed about the new curriculum from different 

sources, mainly attending seminars, their understanding of their role in  decision

making in its implementation was limited, and they did not feel confident: 

"I am not confident if I have to implement the new curriculum in my 
classroom. I need someone to guide me and give me feedback." (Teacher 
1) 

"I  have attended seminars concerning the new curriculum, but I can ' t  do i t  
when I try to use i t  at  my school." (Teacher 8) 

After the programme, the interview data showed that both the supervisors and the 

teachers had a clearer understanding of their roles in decision-making during the 

implementation of the new curriculum. The supervisors reported that the 

programme assisted them to become clearer about their role as supporters of 

curriculum innovation at the local school level. Their comments included: 

"I am confident that I understand the procedure of curriculum 
implementation. This is a good model of a professional development 
programme to develop schools and teachers. As supervisors we work as 
curriculum supporters to assist schools and teachers to implement the new 
curriculum in their schools." (Supervisor 1 )  
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The supervisors also reported that they were very satisfied with the teachers' 

involvement in decision-making about curriculum implementation; teachers were 

encouraged to design their own classroom curriculum to suit their own situation. 

The supervisors commented that it was a suitable way to develop teachers 

professionally: 

''This is the right way to help teachers to develop themselves in the long 
term. The programme allowed more space for the teachers to think what 
they should do in their own classrooms." (Supervisor 2) 

The teacher interview data concerning decision-making showed that after the 

programme they perceived they had a stronger understanding of their innovatory 

role. 

"I am confident that I can implement the new curriculum in my classroom. 
In the new curriculum, teachers are still to take an important role in creating 
learning situations for their students. The coaching process is very useful to 
help me to clarify mistaken concepts about the new curriculum." (Teacher 
2) 

The teachers reported that it was difficult at the beginning to become a classroom 

planner, but when they became familiar with the role, and more skilful, they found 

that they preferred it: 

"The programme provides a different way which encourages teachers to 
design their own details to suit their situations. I didn ' t  like i t  at the 
beginning because it was difficult, but when I became familiar with it, I 
liked it." (Teacher 5) 

6.2.3 Implementation support 

Successful curriculum implementation depends upon ongoing administrative 

support (Brindley, Bottomley, Dalton & Corbel, 1994), and on commitment from 

skilled teachers to continue the process of change. Implementation support 

includes providing training sessions to inform participants about the innovation, 

time to attend seminars and meetings to build collaborative networks between 
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innovators, a specific budget for resources necessary to carry out the innovation, 

and encouragement and recognition of innovatory teachers by superintendents, 

supervisors and school principals. This last issue receives closer attention at the 

end of this section, particularly the question of who played important roles in 

curriculum implementation in  the view of participants in this study. 

Details of the participants' pre- and post-PDP responses to questionnaire items on 

implementation support are presented in Table 6.6 overleaf. 

The data in the table show that generally the supervisors and the teachers alike, 

both before and after the programme, strongly agreed that it was important to 

provide different kinds of support to help implement the new curriculum. 

Supervisors agreed on training, materials and time being important before the PDP, 

but they were unsure about financial support being necessary. (This is an 

understandable reaction when they are conscious of their inability to provide 

money to assist, yet wish to support change by those means that are available to 

them.) Their responses to these questions after the PDP are much more whole

hearted in their agreement that all four forms of support mentioned were necessary. 

On the issue of training, most of the teachers strongly agreed that i t  was helpful, 

even before the PDP, with Teachers 3 and 5 being unsure. (In subsequent 

discussion it was revealed that they had had earlier experience of attending in

service training they could not apply in  the classroom). After the PDP, the majority 

again strongly agree that training is helpful, except for Teachers 1 and 8, both of 

whom in subsequent interview indicated that they fel t 
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Table 6.6: Supervisors' and teachers' pre- and post-PDP perception.') of implementation 
support 

Supervisor I 
Teacher 

Supervisor 1 

Supervisor 2 

Suoervisor 3 
Supervisors' 
responses 
(averaoe) 

Teacher 1 

Teacher2 

Teacher 3 

Teacher 4 

TeacherS 

Teacher 6 

Teacher ? 

Teacher 8 

Teacher9 
Teachers' 
responses 
(average) 

l .  
I 1h10k 1ha11n-service 
training is helpful for 
implemennng the 
curriculum 

Pre- Post-
PDP PDP 

4 5 

4 5 

4 5 

4 5 

5 4 

5 5 

3 5 

5 5 

3 5 

5 5 

5 4 

5 3 

4 5 

4.4 4.6 

2. 
I think that financ1al 
support is necessary 
for 1mplement1ng lh� 
curriculum· 

Pre- Post-
PDP PDP 

3 5 

3 5 

3 5 

3 5 

5 4 

5 5 

4 5 

5 5 

4 3 

5 5 

5 4 

5 4 

5 4 

4.8 4.4 

3. 
I think thai support 
materials are necessary 
for 1mplemcnllng the 
cumculum 

Pre- Post-
PDP PDP 

4 5 

4 5 

4 4 

4 4.7 

5 4 

4 5 

4 4 

5 5 

5 4 

5 5 

5 3 

5 5 

5 5 

4.8 4.4 
Raung scale: l = Strongly d1sagree 2 = D1sagree 3 = Not sure 4 = Agree 5 = Strongly agree 

4. 
I lh.nk that time 
allocatiOn is very 
1mpor1an1 for 
implemennn g the 
cwnculum 

Pre- Post-
PDP PDP 

4 5 

4 5 

4 5 

4 5 

5 4 

4 5 

4 5 

5 5 

5 5 

5 5 

5 4 

5 5 

5 4 

4.8 4.7 

the initial training period in the PDP was too short, and found the coaching process 

that followed in school was much more useful. Financial support was agreed to be 

necessary for successful curriculum implementation, however the rating fell from 

the pre-PDP average of 4.8 (all but one 'strongly agreed') to a post-PDP average of 

4.4, indicating a lessening of the importance attached to funding. This pattern was 

repeated for materials, and to a lesser extent, time allocation. The only item which 
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rated higher after the PDP was the helpfulness of in-service training, a very posi tive 

response to the programme itself, as well as an endorsement of the one area where 

teachers could themselves constructively participate in the conditions for 

implementation support. Three of the teachers rated the significance of support 

materials lower after the PDP. Discussion of this issue with these teachers revealed 

that the use of texts in English during the PDP had created difficulties for them; 

they would have been more confident in working from Thai texts. 

The supervisors' and teachers' interview data showed that both the supervisors and 

the teachers were agreed that support through in-service training assisted them to 

have a much clearer concept of the new curriculum and its implementation at both 

the theoretical and practical levels. 

"I think the support from the programme is enough for the teachers to have 
a clear understanding about the new curriculum. As a supervisor, this 
programme also guided me with a clear practical procedure about how to 
implement the new curriculum in schools." (Supervisor 2) 

"I think that the programme covers every stage and aspect of the training 
process. It is a well-designed programme which helps the teachers to 
develop their professional careers to meet the goals of the new curriculum. 
The programme provides a clear understanding about the new curriculum in 
every aspect and the teachers can apply it in their classrooms." (Supervisor 
1) 

The supervisors reported that the teachers became more confident in implementing 

the new curriculum in their classrooms after the PDP. Both the supervisors and the 

teachers reported that the coaching sessions and school visits were very helpful for 

the teachers during the implementation process as they provided opportunities to 

discuss specific difficulties they encountered day to day. They reported that these 

consultations also helped the teachers to reduce their feelings of uncertainty and 

anxiety. 

"The coaching process was very helpful. It helps me a lot to provide 
feedback on my classroom practice and reduces my feeling of insecurity." 
(Teacher 5) 
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The supervisors' and teachers' interview data showed that the teachers needed 

extended time to adapt to the new curriculum and needed continuing support 

through coaching from their supervisors. The supervisors, however, commented 

that they had difficulty providing this, with only limited time for school visits and 

follow-up: 

"I have never fol1owcd-up at schools every fortnight for supervision as this 
programme expected. Actually, it is important to do so, but we don' t  have 
much time. There is a lot of routine work, paper work, at the office." 
(Supervisor 1 )  

"What I really need i s  feedback. I understand that supervisors are busy, but 
coaching and school visits are necessary and important." (Teacher 6) 

The teachers also reported that they needed a longer time to develop the appropriate 

skills to implement the new curriculum, and more support from relevant resources: 

"The training session is a bit short for teachers, but the school follow-up 
helped us to become clear and provides feedback for us to make sure we are 
on the right track." (Teacher 1 )  

"I  need more support with materials and I think the programme i s  too short 
to conduct in one school term." {Teacher 7) 

The issue of the timeline for the PDP is  complicated by competing forces: the 

desire to meet teachers' needs for extended time to adapt to change, and the equally 

practical difficulties of funding manageable programmes and making expert staff 

available for support. The preferred outcome is the setting of realistic deadlines for 

observable change. The supervisors' interview data show that after the programme 

the supervisors were satisfied with the timeline adopted for its task of implementing 

the new curriculum. They reported that although the PDP took about nine months, 

a generous allocation in this situation in their view, the programme was dealing 

with several phases and different groups of participants. The supervisors' 

comments included: 
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"At the beginning, I thought that the programme took a long time to 
conduct, nearly nine months. But actually it is not a long time." (Supervisor 
1) 

"Yes, I think the timeline is enough for the teachers to have a clear concept 
and understanding about the new curriculum and its application into their 
classrooms. But the teachers need a longer time for skills to use the new 
curriculum." (Supervisor 2) 

The teachers' interview data showed the teachers were generally satisfied that the 

timeline was long enough for them to have a clear concept of the implementation 

process, but the time for the initial workshop was too short to acquire skills in the 

new teaching method. Although the fortnightly school visits by the supervisors 

assisted them to overcome the implementation difficulties they faced, time 

remained a problem: 

"I have a clear concept of the new curriculum and how to apply it in my 
classroom, but I need a longer time to practise my skills. I think only one 
school term is too short." (Teacher 7) 

"The time for the teacher workshop is too short. We need more time 
practising our skills in using the new curriculum. But the coaching process 
at schools helps to clarify the difficulties. School visits are really helpful." 
(Teacher 1 )  

In summary, both the supervisors and the teachers considered that support, i n  terms 

of initial in-service training, coaching sessions and follow-up visits, relevant 

resource materials, proper time allocation and adequate budget, was vital for the 

success of curriculum implementation, and the experience of the PDP confirmed 

for them the importance especially of coaching and follow-up visits to deal with 

everyday problems arising from change and that time was needed to develop new 

skills. 

The question of implementation advocacy has been left to last in this section. As 

Brindley, Bottomley, Dalton and Corbel (1994) point out, change is facilitated by 

advocates or consultants whose assistance can be crucial in successful curriculum 

implementation. It is generally accepted that individuals find it difficult to 
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implement innovations alone. Good consultants can help change to be smooth and 

effective by providing concrete, practical advice either in the classroom or in 

workshops for the key personnel involved in the change process. This study 

considered five such groups (the teachers themselves, school principals, 

supervisors, academic researchers and regional education authorities), and sought 

to determine through questionnaires and interviews those amongst these who were 

perceived by the participants in the study to be the key implementation advocates. 

Data from questionnaire responses is set out overleaf in Table 6. 7 

The questionnaire responses showed that the supervisor was the person considered 

most central to curriculum implementation by both the supervisors and the teachers, 

but beyond that there was little agreement, either before the PDP or after, on who 

the key personnel were. The supervisors before the PDP agreed that teachers, 

school principals and regional education authorities were key people to support the 

implementation of the curriculum, as well as themselves, and they kept to this 

opinion after the PDP. Two of them added the researcher as important after the 

programme. The teachers differed with each other and with the supervisors in their 

ratings of every group that could occupy the advocacy role (except the supervisors). 

The range in the ratings on every group, their own included, was at least four 
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Table 6.7: Supervisors' and teachers' pre* and post-PDP perceptions or the key 
supporters or curriculum implerpentation 

I .  2. 3. 4. 5 
The teacher is a key The school pnnctpal The super vtsor is a 1lte rest:archer I The regional 
suppofler of the is a key su pponer of key supporter of the academic 1s a key educa110n authomy 
curriculum the curriculum curriculum supporter of the is a key �upporter of 
implementatton implementation •mplcmenrauon curriculum the curriculum 

1mplementauon tmplementauon 

Supervisor I Pre- Post- Pre- Post- Pre- Post- Pre- Post- Pre- Post-
Teacher PDP PDP PDP PDP PDP PDP PDP PDP PDP PDP 

Supervisor 1 4 3 4 4 4 5 3 4 4 5 

Supervisor 2 4 4 4 4 4 5 3 4 4 4 

Supervisor 3 4 5 4 4 4 5 3 3 4 4 
Supervisors' 
responses 
(avera_ge) 4 4 4 4 4 5 3 3.7 4 4.3 

Teacher 1 1 3 3 4 4 4 2 4 4 3 

r Teacher 2 I 2 4 I 5 4 I 5 5 I 4 5 I 5 I 5 

Teacher 3 5 4 5 3 5 5 5 1 1 1 

Teacher 4 5 5 5 5 5 5 5 3 5 5 

Teacher 5 2 3 3 3 2 4 3 4 2 3 

Teacher6 5 1 3 2 5 4 3 4 3 4 

Teacher ? 2 4 2 3 3 5 1 5 3 4 

Teacher 8 5 4 3 1 5 4 5 5 5 1 

Teacher9 4 4 4 4 4 4 3 4 4 4 
Teachers' 
responses 3.4 3.5 3.7 3.2 4.2 4.4 3.4 3.8 3.5 3.3 
(average) 
Rar.ng scale: I = Srrongly dtsagree 2 = Disagree 3 = Not sure 4 = Agree 5 = S trongly agree 

(from 'agree' to 'strongly disagree' ,  for instance), and on some occasions 

individual teachers changed their rating from l to 5, or 5 to l ,  for a particular group 

from the pre-PDP to the post-PDP survey. At the risk of negating these obvious 

differences of opinion, the averages for each group being in the region of 3, it could 

be argued that the teachers as a whole were not sure about the importance of the 
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roles of principals, colleagues, academics and education authorities in  supporting 

curriculum innovation. 

The interview data confirmed the supervisor to be the key person to support 

curriculum implementation, but did not elucidate the mixed opinions about the 

other participants in any clearly patterned way. The supervisors' interview data 

showed that they identified their role as being essential in the implementation 

process because it linked the teachers to education reform at the local level. They 

considered that the teachers also identified them as being the key person to assist 

with the curriculum implementation. 

"Our role is a l ink between schools and the central educational authorities. 
All policies and educational innovations are passed to our office before 
being implemented in schools."(Supervisor 1 )  

"Yes, teachers come to  meet supervisors when they need help concerning 
teaching and learning. Sometimes they ask their colleagues if they are 
confident that their colleagues can help." (Supervisor 2) 

The teachers' interview data indicated that they also considered the supervisor as 

the key supporter to assist them to implement the new curriculum. They 

commented that the supervisors helped them to solve problems at the classroom 

level and to clarify procedures. The teachers reported that they considered their 

colleagues as key figures too: 

"I will ask supervisors if I don' t  understand anything concerning the 
curriculum implementation. The supervisors have information, documents 
and materials which I can study." (Teacher 6) 

"I ask my colleagues if they know that they can help me. At my school, 
there is a cuniculum support board to assist teachers with teaching and 
curriculum i ssues." (Teacher I)  

Overall , the picture is  clear enough about the role of supervisors as key supporters 

of change. Although other roles obviously were important, with some supervisors 

and teachers strongly agreeing with statements nominating either principals or 
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education authorities or academics or other teachers as key supporters in the 

implementation process, there were sufficient numbers of supervisors and teachers 

disagreeing with these same statements that the opinion of the participants in the 

study overall could only be described as 'not sure '. 

6.3 Students' perceptions of the new curriculum and methodology 

This section presents the findings that relate to students' perceptions of the new 

approach to teaching and learning that they experienced as members of the classes 

taught by the teachers participating in the PDP. Unlike the data presented in the 

previous two sections of this chapter, the students' perceptions were not surveyed 

before and after the PDP, but only after their teachers had completed the 

programme. At this stage the students could give their attitudes concerning the new 

approach based on a semester's experience. Once again, both quantitative 

(questionnaire) and qualitative (interview) data were collected. A ten-item 

questionnaire was administered to all students (N=23 1).  The follow-up interviews 

were conducted in groups of three from each of the nine classes taught by the 

participating teachers. The students interviewed (N=27) were chosen by their class 

teachers to represent the range of abilities in the class: an able, an average and a 

weak student from each. 

The items in the questionnaire concentrated on eliciting students' attitudes to the 

new teaching method and the effect they perceived it h aving on their learning. The 

questions were framed in the first person to make them easier to understand and 

make no mention of technical terms like CLT or TBL, the principal characteristics 

of the new approach. They required only a 'yes' or 'no' answer about such feelings 

as being happy or not that classroom activities allowed them to get involved more. 

In this sense the data are different from those presented previously when surveying 

adult professionals, but they fill out the range of responses to the innovation in 

teaching to cover all participants in the study. 
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The interviews with the selected students sought in-depth information about the 

issues raised in the questionnaire administered to all students, and were conducted 

immediately after they filled out their questionnaires. Translating the recorded 

responses of these young (Grade 6) students has meant that their main intention has 

been given in English rather than a literal tramlation of the child-like speech they 

employed in Thai. 

In Table 6.8 overleaf the data obtained from all ten items in the questionnaire are 

presented for students in the nine classes (numbered Class 1 to Class 9 to 

correspond with their teachers identified as Teacher 1 - 9 in previous tables). The 

findings from the interviews with selected students are presented here by linking 

examples of student comments to the questionnaire item to which they most closely 

relate. 

Concerning the questionnaire items 1 & 2, there was general enthusiasm for the 

new teaching method. Nearly all students considered that it was effective in 

improving their English for communication (which is the stated reason for the 

government's desire to change to CLT from traditional methods). Only 2.5% were 

not happy with the change and 3 .5% doubted that it helped with communication 

skills. Of those students not happy with the new way of learning, five of the six 

were from large classes, while none of the eight students who did not feel they were 

learning communication skills better came from a small class, suggesting a better 

response to the innovation from those in small classes. 

In the interviews, students confirmed their questionnaire responses with comments 

about enj oying learning English in the new way and how it improved their speaking 

skills. They thought their English classes were more active than before: 

"I like learning English this year. The class is active and I don ' t  fall asleep 
in the class." (Class I student) 

"I enjoy learning English this year. My Engl ish is improving." (Class 8 
student) 
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Table 6.8: Students' responses on their perceptions of the new teaching method 

� 
CttY 1 Citv2 Cttv3 To cal 

Class 1 Class 2 Class 3 Class 4 Class 5 Class 6 Class 7 Class 8 Class ') 

(N=43) (N=24) (N=l5) (N=42) (N-22) (N-12) (N;40) (N=24) (N=9) N=231 

Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

l. I am happy 
with the new 
teaching method. 

43 - 24 - 15 - 40 2 2 1  1 12 - 37 3 24 - 9 - 97% 2.5% 

2. The new 
teaching method 
helps me to 
improve my 

40 3 24 - 15 - 42 - 20 2 12 - 40 - 21 3 9 - 96% 3.5% 

English language 
skills for 
communication. 
3. I am happy 
when the teacher 
asks us what we 35 
want to Jearn at 

8 17 7 8 7 42 2 22 - 10 2 32 8 24 - 9 - 86% 14% 

the beginning of 
the course. --
4.1 am happy that 
learning activities 
allow us to be 41 2 24 15 42 22 12 38 2 24 8 1 98% 2% 
more involved. 

- - - - - -

5. I am happy that 
learning activities 
help us to develop 

41 2 24 - 15 - 40 2 22 - 12 - 38 2 21 3 8 1 96% 4% 
our learning 
skills. 
6. I am happy that 
the teacher 
facilitates and 
encourages us to 

2 11  1 8 1 96% 4% leamby 39 4 24 - 15 - 41 1 20 40 - 23 1 
ourselves. 

7. I am happy that 
access to our 
results helps us to 
follow the 
progress of our 38 5 19 5 15 - 40 2 20 2 12 - 40 - 24 - 9 - 94% 6% 
study. 
8. I am happy that 
we are allowed to 
become more 
involved in our 
own assessment. 37 6 23 1 15 - 42 - 21 1 11  1 35 5 24 0 9 - 94% 6% 
9. I am happy that 
the teacher 
accepts students' 

42 1 22 2 15 - 40 2 21 1 11  1 33 7 21 3 8 1 92% 8% 
individual 
differences. 
10. The new 
teaching method 
helps us to 
become more 
confident and 28 15 21 3 15 - 35 7 19 3 1 1  1 37 3 21 3 9 - 85% 15% 
independent 
learners. 
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Responses to item 3 in the questionnaire indicated that students were less 

enthusiastic about negotiated learning as an aspect of the new approach. A strong 

majority (86% overall) liked to be asked what they wanted to learn, but there were 

distinct variations from class to class. Teachers 5,  8 & 9 gained all their students' 

interest in participating in decision-making, while nearly half the students in Class 

3 were not so sure that they wish to take on this unfamiliar responsibility so soon 

after moving to a new way of working in the classroom. The students' interview 

data largely concentrated on the positives of negotiation: 

"The teacher asked us what we wanted to learn at the beginning of the 
course. Last year, she came to the class and told us to do what she wanted." 
(Class 7 student) 

"In the past, she taught, taught and taught and never asked us whether we 
liked it or not." (Class 5 student) 

One of the aspects of the communicative teaching methods that young students 

might be expected to be aware of is the way the new learning activities are 

designed to encourage interactive involvement; item 4 of the questionnaire asked 

for their attitude to this innovation. It gained the highest approval of all the aspects 

of the new methodology: 98%. The interview data identified such favoured 

aspects as different types of learning activities and the greater opportunities to 

practise English language skills for communication: 

"There are more activities for us to practise English in the lesson." (Class 4 

student) 

"The teacher gives us learning tasks to do in the class. They are helpful to 
practise English."(Class 7 student) 

Items 5 and 6 are directed at finding out if students enjoyed developing learning 

skills - that is, learning how to learn, or developing tools for learning) - as well as 

working independently. Again, the approval ratings at 96% overall were 

consistently very high across the nine classes for both questions. The students 

reported that learning activities allowed them to be involved and that they learned 
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well when they found the answers by themselves. They commented that the group 

activities they liked were those in which they helped each other: 

"I prefer learning activities which allow us find answers by ourselves. I 
don' t like learning by memorizing." (Class 3 Student) 

"I prefer learning in groups because we can help each other, and I feel more 
relaxed when I 'm learning in a group. Learning in groups, the poor students 
can ask their friends for help if they can ' t  do the task." (Class 6 Student) 

Assessment and recording issues were the basis for questionnaire items 7 and 8,  

dealing with students gaining access to their records and participating in assessment 

of their work. The responses showed that students generally (94%) liked to know 

how they were progressing in their learning, which did not necessarily indicate how 

they were achieving compared with other students. There were very similar 

responses to do with the question of involvement in assessment (again 94% overall 

'being happy' with the new approach). The forms of assessment were very 

different from those they were used to, and included personal diaries, group work 

presented to the rest of the class, checking answers with friends, and worksheets 

that are marked individually or in groups from which they got immediate feedback 

in class about their learning. It was notable that the lowest approval ratings for 

both items came from Classes 1 ,2 & 7 ,  large or medium-sized classes in a large 

city; these are in or near the centre of the city and are where the academic achievers 

wanting to get access to prestigious high schools and university are placed by their 

parents. These students already seem conscious of the way the traditional 

competitive examination system helps them to gain their goal, something the new 

system might not. 

In the interviews the students stated that the new assessment approach reduced a 

sense of competition among students in the class, a positive approach to the same 

issue. The qualitative data also indicated that the students were highly satisfied 

with having access to records of their results, and hence their study progress. They 

reported that the teacher assessed their learning progress more often and regularly. 
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In addition, the students identified that they were allowed to assess their own 

learning in the class. 

"This year, the teacher does assessment very often and asks us to keep our 
work records, so we can evaluate our study progress." (Class 1 student) 

"We can do self-assessment and sometimes the assessment is done by our 
friends ." (Class 2 student) 

Item 9 tried to find out if students enjoyed being treated differently from each 

other, including not being compared to one another. The data indicated that 92% 

liked this aspect of the new approach, which suggested that most wanted the 

teacher to consider their individual progress as learners. Class 7 (and, to a lesser 

extent, Class 6) stood out as the least happy with this differentiation, although over 

80% still approved. In their interviews the students explained the new role of the 

teacher as less strict, and more supportive: 

"My teacher did not get angry this year when we couldn ' t  answer questions 
in the class." (Class 9 student) 

"This year the teacher didn't have many rules in the class. She was very 
kind this year." (Class 1 student) 

Item 10 investigated the issue of attitudes towards gaining confidence and 

becoming independent learners. The students indicated they liked the focus on 

achieving independence, but in the interviews expressed the opinion that they were 

still not confident in operating on their own. The proportion of those who felt the 

new teaching method had positive outcomes in helping them to become confident 

and independent learners (85% across the nine classes) correlated very closely with 

the responses to item 3 on negotiated learning. These two items gave the lowest 

ratings of the ten in the questionnaire, pointing to students still wanting the 

teacher's guidance, and lacking assurance as yet that they could make decisions 

about the best ways to learn. It was clear, for instance, that many in Class 1 ,  with 

over a third of its members replying 'no' to the statement about becoming more 

confident and independent learners of English, had not achieved this intended result 
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of the new teaching method. Despite these reservations, the interviews as a whole 

revealed that the students felt they were less. shy about practising English with their 

friends under the changed classroom conditions, and not scared to learn English. 

Both outcomes could be regarded as wins for the teachers using CL T, and 

endorsement for the Ministry 's  support for the new approach: 

"I was scared to learn English in the past, but I am not now. I am more 
confident to read English. I enjoy learning it. The teacher teaches what we 
want to learn." (Class 5 student) 

Taken overall, the students' response to CL T as offered to them under this pilot 

programme would seem very positive. They liked the new learning activities 

particularly, believed that they improved their English communication skills (and 

their learning skills), approved the change towards self and peer assessment, 

immediate feedback and access to results, and were happy with the teacher treating 

them as individual learners, but were less enthusiastic about the shift towards 

taking more responsibility for their own learning. There were some classes which 

consistently showed stronger approval than others over all items, most notably 

Classes 3, 6 & 9 which had 1 5  or fewer students. (There was one striking departure 

from this pattern, Class 3 was evenly divided over whether they liked being asked 

what they wanted to learn.) However Classes 4 & 5, a large and a medium class in 

a medium-sized city, also showed almost total support for the full range of features 

of the new methodology, suggesting that factors other than class size and location 

of the school may have been significant. These variations in response to innovation 

are certainly of interest in a more fine-grained analysis, but they should not obscure 

the major pattern, overwhelming student support. 

Summary 

This chapter presents findings relating to research sub-question 2: 'What is the 

change in participants' perceptions of curriculum innovation as a result of the 

professional development programme?' The study investigated the perceptions of 

1 79 



·-

the supervisors, the teachers and the students participating in the PDP about the 

new curriculum and its implementation. 

It was postulated from the literature that successful curriculum implementation 

requires the people involved to have a clear understanding about what it is and how 

it is to be carried out. The study indicated that both the supervisors and the 

teachers, on whose working lives the 1999 National Education Act's provisions 

will have a marked impact, considered that they had increased their understanding 

of the recently instituted learner-centred curriculum after participating in the PDP. 

Before the programme both supervisors and teachers stated that they had some 

understanding of the new curriculum, but were unsure how it was to be 

implemented; after the PDP they perceived they had increased their understanding 

of the issues important to the learner-centred curriculum on which they were 

surveyed (its objective, types of learning activities, the role of the teacher, the role 

of the learner and the procedures of assessment). They also showed increased 

understanding of the process by which the new curriculum was being implemented 

and increased confidence in being able to fulfil their roles in the process. Most 

significantly, the supervisors were highly satisfied that the teachers participating in 

the programme had a clear understanding of the implementation process at a 

practical level. 

The PDP had an impact on the participants' attitudes as well. The supervisors and 

teachers indicated after the PDP that they had a stronger commitment to a learner

centred curriculum and to the belief that it would benefit students by helping them 

to become more active learners, provide a greater range of activities and diverse 

materials and assessment methods, and develop lifelong learning skills. The 

teachers became more confident about their role in implementing the new 

curriculum. They reported that the coaching process in particular assisted them to 

clarify the difficulties they encountered with the new curriculum and provided them 

with appropriate feedback during the implementation process in their own 

classrooms. 
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Before the PDP, both the supervisors and the teachers reported that they did not 

have a clearly defined plan for curriculum implementation and the teachers also 

reported that they needed support from expert advisors ( 'change advocates') and 

materials to assist them to implement the new curriculum. The supervisors were 

identified as the key personnel to support curriculum innovation, build networks 

among schools and help teachers in coming to terms with the working process of 

implementation. 

The PDP assisted the teachers to become more independent in their responsibility 

as classroom designers. They reported that the PDP helped them to develop lessons 

which suited their specific classroom situation. However, some teachers found 

difficulties at the beginning in this, and other, roles and appreciated guidance and 

assistance from their supervisor in overcoming these. 

In terms of components of the PDP, the study indicated that the initial in-service 

training provided clear explanations of the new curriculum and its implementation 

procedure and covered the topics necessary for this. Most teachers reported that the 

coaching sessions and school visits were very helpful in assisting them to solve the 

difficulties they encountered during the implementation process in their cl assrooms. 

The teachers further commented that school visits reduced their feelings of 

insecurity and anxiety. However, most teachers commented that they needed a 

longer time to develop the appropriate skills to implement the new curricul urn, and 

they needed more support with materials relevant to the new curriculum. 

Correspondingly, the supervisors reported that they needed more budgetary support 

from the Provincial Board to implement all that was expected of them. The 

supervisors also commented that the teachers needed more support and further on

site coaching during the implementation process. 

In relation to students' perceptions, the study showed that almost all the students 

enjoyed the new teaching and learning method introduced into their English classes 
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as a result of the PDP. Most reported that the new approach assisted them to 

improve their English language skills for c9mmunication, and that they liked such 

aspects as varied learning activities which prompted greater interaction, feedback 

on learning assessment and access to results. They were less certain about 

negotiated learning and becoming independent learners, but even in these aspects 

the majority were very positive in their response. 
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... __ _ 

Introduction 

CHAPTER 7 

DISCUSSION 

In this ch apter, the results of the study are synthesised to provide an 

overview of the findings in relation to both research sub-questions.  The 

findings are i nterpreted with reference to previous research on 

professional development p rogrammes and their implementation, 

particularly as it relates to the teaching English as a Foreign Language. 

The first section presents the discussion related to the changes i n  thinking 

and classroom practice that took place as the teachers and students 

participating  in the study moved towards task-based learning methods in 

a communicative l anguage teaching approach (Section 7 . 1 ) .  The second 

section (7.2) deals with participants' perceptions of the process by which 

the impac t of the PDP supported curriculum innovation ;  it concentrates 

on the way a coaching approach assisted in successful implementation. 

7.1 Changes towards adopting a CL T approach 

7.1.1 Changes in pedagogical concepts 

The pedagogical rationale for the CLT appro ach is that learners' 

language skills need to be developed by and for communication, rather 

than by focusing on learning the formal structures of the l anguage, 

especially the grammar in isolation. This new teaching appro ach 

requires the classroom teacher to provide learning situations that give 

learners opportunities to acquire English through communicative 

language activities (Littlewood, 1 98 1 ;  Johnson, 1 982; Richards & Rogers, 

1 986; Nun an ,  1 988).  

According to Nunan,  a b asic pri nciple underlying the CL T approach is 

that learners must learn not only to make grammatical ly correct 

utterances, but must also develop the ability to use language to get things 
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done ; fluency is the cruci al focus of this new teaching method (Nunan, 

1988 :  25). The CL T classroom therefore should provide learning 

situations for learners to practise their English langu age skills for 

functional and communicative purposes. To do this, the classroom 

should encourage more interaction and communication among learners 

through a variety of learning activities. This results in  the c lassroom 

becoming an active learning context (Richards & Rogers, 1 986 :  7 1) .  

A major change in beliefs and concepts is required of teachers to make 

the transition to CL T methods from traditional approaches in EFL, and 

i t  is  one of the most difficult to accomplish if they are to be successful in  

implementing a CL T approach. Previous studies h ave indicated t hat 

attempting to do this i n  many Asian countries has proved difficult (S ana, 

Takahashi & Yoneyama, 1 984; Burnaby & Sun ,  1989;  Ellis, 1 994; 

Shamin, 1 996; Li, 1 998). They h ave highlighted many of the major  

problems faced when introducing a curriculum innovation such as CL T 

(for instance l arge classes, teachers' lack of proficiency in the t arget 

language, and difficulty in accessing suitable materi als and equipment). 

However, even when the education systems and teachers are committed 

to this language teaching method, making the transition is  still a 

challenge because i t  i nvolves not only major ch anges i n  practice, but also 

a paradigm shift in thinking (Smith, 2001 ) . This was expressed succinctly 

by a teacher in the programme in this way: 

It is hard to move away from the starting point .  Teac hers' beliefs 
and u nderstanding of the new teaching method is important. 
Then a c lear p rocedure for the implementation h as to be followed 
up. (Teacher 3)  

The PDP was aimed at  developing teachers' awareness of the pedagogical 

concepts associated with CL T and the new curriculum (along with 

providing them with a practical task-based learning methodology to 

deliver i t, and at s upporting their classroom practice duri n g  a term-long 

period of implementation of the new approach to EFL teaching). The 

study examined evidence of changes in teachers' thinking  in three ways: 
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the supervisors' frequency rat ings of teaching behaviou rs which 

indicated changes toward a greater focus on learning English for 

communicative l anguage p urposes, i n  questionnaire i terns i n  which 

teachers rated their own understan ding of aspects of CLT and learner

centred classrooms, and in interviews that explored the m ain issues in 

greater detail .  

The study showed that  the teachers, to varying degrees, had initi al 

difficulty in making the concep tual shift to a CLT appro ach.  The p re

PDP q uestionnaire and interview data collected on these teachers' 

understanding of CLT indicated a self-acknowledged uncertainty about 

this appro ach. When asked to rate to what extent they had  a clear 

understanding of a range of key aspects of CL T before the PDP, the 

averaged teacher response on the Likert scale from 1 ( ' strongly disagree') 

to 5 ( ' s trongly agree ' )  was 3.05, extremely close to 3 ( 'not sure ' )  on the 

scale. In an interview before the p rogramme began Teacher 9 remarked. 

'I don ' t  h ave a clear picture of the new curriculum and I don ' t  know how 

to implement i t  in my classroom either. ' This uncertainty was expressed 

in a different form in practice as well. From the perspective of the 

supervisors, the EFL teaching methods which the teachers used prior to 

the PDP were focused on gramm ar and associated learning activities 

which did not assist the students to develop English for communicative 

p urposes. One supervisor commented: 
The teachers heavily relied on the textbook [before the PDP]. I 
don ' t  think that the students c an learn to use the English language 
for communication. S tudents learn by memorizing what  thei r  
teachers taught from the textbooks and this i s  n ot related to their 
real l ife.  (Supervisor 3) 

On the other h an d  the teachers, before they had undertaken the PDP, 

claimed that  they were attempting to use CLT to p romote their s tudents' 

communicative English l anguage skills :  

I use the Communic ative Language Teaching appro ac h  in my 
English class. S tu dents are the centre of the learning p rocess. The 
teaching method I use helps the students to develop their English 
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l angu age skills. The students are involved with learning activities 
in the class and the teacher is a supporter. (Teacher 1 )  

What the teachers perceived they were doi ng and what they actually did 

in their teaching performance were significantly different. The evidence 

from the supervisors' rating of the videotaped lessons made before the 

PDP, and even the teachers' own evaluation during the initial PDP 

workshop when they reviewed the videotapes, indicated that only one of 

the teachers was applying a CLT approach according to the criteria they 

now accepted as c haracterising it .  

The study showed that after the implementation of the PDP the Leachers 

clearly demonstrated an increased understanding of the purpose of the 

CLT approach in the three sets of data collected, both by their 

introduction of CLT methodology in thei r classes and thei r self

assessments of increased understanding. Most significantly, the data 

indicated that the task-based learning methods introduced by the 

teachers encouraged thei r  students to practise thei r English l anguage 

skills for communication and to develop thei r English langu age fluency. 

It was reported by both supervisors and teachers, for example, that the 

students became more active learners in the classroom and were 

encouraged also to become more i nvolved in task-based learning 

activities. In  addition, the study showed that the learning activities 

provided by the teachers were more meaningful to the students. These 

changes in teaching behaviours, especially in terms of developing fluency 

rather than formal accuracy, were perceived by supervisors and teachers 

alike as associated with increased understanding  of the conceptual 

framework for CLT. The difference in perception of what constituted 

CLT that had once existed between the teachers and the supervisors were 

'ifdnv crhaogerltirl.teacher understandi ng were general, but not uniform. All 

the teachers were rated more highly by the supervisors after the PDP for 

their understanding and use of the CL T approach, but some were rated 

as still only using CLT activities, for instance, 'occasionally' or 

'sometimes' ,  while the majority were rated as using them ' always ' .  The 
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supervisors indicated that a maj ori ty of the teachers (eight of the nine) 

for example, showed no evidence of applying a CLT app ro ach prior to 

the PDP. Remarkably, five of these were rated as going from 'never' 

showing any evidence of the CLT approach to 'always' doing so, a very 

ma rked shift in teaching practice over the space of one school term. The 

remaining teacher had shown evidence of 'someti mes ' app lying CLT in 

her classroom before the PDP (in fact she had received specialist training 

in CL T and had acted as a demonstration teacher in the new 

methodology in her district); after the PDP, she was rated as using it 

' always ' .  It  is interesting to note that all three teachers with large classes 

were rated as l ater using CL T ' always' ,  while the least ch ange in teaching 

approach was observed with small classes - an unexpected result, as most 

studies point to the greater difficulty of introducing CLT with large 

classes (see, for example, S ano et. al., 1984; Burnaby & Sun .  1 989; Ellis, 

1 994; Shamin,  1 996; Li, 1 998). The main reason would appear to lie in 

the teachers' and students'  b ackgrounds rather than in class size. The 

l arge classes were in prestigious ci ty-central schools where the students 

were generally successful and highly motivated; more significantly, the 

teachers of these large classes had long and successful experience in EFL 

pedagogy. These three h ad the speci alised pedagogical knowledge and 

teaching proficiency t h at appeared to sustain their transition to a 

thoroughly learner-centred and  communication-focused language 

classroom. Conversely, two of the teachers of small cl asses, and one of a 

medi urn-sized class were rated by their supervisors as moving very little 

towards adopting TBL. Two of these teachers lacked specialised training 

and had only two to th ree years teaching experience in EFL, and the 

personal circumstances of the third distracted her from her teaching 

during the i mplementation of the programme (although not sufficiently to 

c ause her to withdraw from the PDP). It would seem in this instance that 

class size w as not the most i mportant factor in determining the adoption 

of the CL T appro ac h  in p ractice. 
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As projected in research sub-question 1 ,  the p art of TBL i n  the transition 

to the CLT ap proach was an i mportant issue, which the study explored. 

TBL was intended to provide the teachers with explicit strategies about 

how to manage their lessons and how they could use communicative tasks 

to support s tudents' learning in the classroom. In a ddition, the tasks 

were supposed to c reate a real purpose for language use and 

opportunities for students to  build on  their existing l anguage skills to 

complete tasks. The a dvantage of using this l anguage learning approach 

was clai med to be that i t  promotes communicative l anguage teaching and 

emphasises communication and interaction, which in t urn lead to 

i ncreased fluency (Long, 1 985 ;  Richards, Platt & Weber, 1 985 ;  B reen, 

1 987;  Candlin, 1 987;  Prab h u ,  1 987 and Willis 1 996). 

The findings of the study supported p revious studies on TBL use. In 

interview especially the teac hers and supervisors pointed to the val ue in 

the TBL of specific guidance for teachers on kinds of activities that  put  

the focus on the student as  learner, and take attention from the teacher 

and textbook as the sole sources of i nstruction and expertise. A comment 

from a teacher made the point in  this way: 

I am very happy that  the task-based learning provides me with a 
clear p rocedure of teaching method. I t  helps the students to 
develop their English for communication. (Teacher 1 )  

The sec uri ty that  working through clearly-modelled TBL activities gave 

to the teachers contributed to their growing confidence in how to employ 

a CLT approach.  In the circumstance of the PDP, in which CLT was 

introduced through coaching in TB L methods, the teachers' 

understanding of the n ature of C LT was made concrete and specific in 

terms of tasks focused on learning and  centred on the learner. The 

highest post-PDP ratings the teachers gave were in their agreement with 

q uestionn ai re statements detailing features of the learner-cent red 

curriculum (ranging from 4.3 to 4.9 o n  the Likert scale, Table 5 .3) .  It  was 

in the vital area of understanding the necessary elements of the required 
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teaching methodology for the new curriculum that the teachers felt most 

confident. 

7.1.2 Changes in teaching and learning activities 

The change i n  teaching and learning activities to those associated with the 

CL T approach was investigated in the study to indicate the extent to 

which the learning activities designed and used by the teachers p romoted 

students' communicative English learning skills. The learning activities 

were examined to ascertain whether or not the communic ative t asks 

introduced a1lowed the students to have more involvement in the learning 

process and whether they assisted the students to become independent 

learners. In addition, the study i nvestigated the changes in learning 

activities, towards more collaborative and meaningful activities that 

provide opportunities to practise strategies for communicative English. 

Learning activities which p romote communicative l anguage learning 

h ave been described by Littlewood ( 1 981 )  and Joh nson (1 982). They are 

concerned with three elements: the communic ative principle - activities 

that involved real communication;  the task principle - activities in which 

language is  used for c arrying  out meaningful tasks; and the 

meaningfulness principle - langu age that is meaningful to the learners. 

In the CLT approach, learning activities require a high degree of learner 

participation in order to practise and develop thei r learning skills 

through meaningful activities. The range of learning activities compatible 

with communicative l anguage learning provides learners with 

opportunities to attain the communicative objectives, engages learners in 

communication, and requires the use of such communicative processes as 

information sharing, negotiation of meaning and i nteraction. Classroom 
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activities are often designed to focus on completing tasks that are 

mediated through l anguage, or involve negotiation of information and 

information sharing  language (Richards & Rodgers, 1 986; B reen, 1987;  

Candlin, 1987; Prabhu ,  1987; Nunan;  1988 ; Long & C rookes, 1992, 1993;  

Skehan, 1992; Gass & Crookes, 1993 ; Willis, 1 996). 

The teachers showed evidence of the change by designing and conducting 

communicative tasks and learning activities, which assisted the students 

to develop their communi cative learning skills. Supervisors reported that 

most of the teachers (six of the n ine) provided their students with 

learnin g  activities which allowed a high degree of learner p articip ation 

(questionn aire i tem l ,  Table 5.3), focus on meaningful activities (items 2, 

8), involved i nformation s hari ng (items 3, 6), enhanced negotiation (item 

4), and i nvolved learners in different roles and routines (items 5, 7, 9). 

This change was not m ade easily or consistently by all of the teachers, 

however. Most repo rted encountering difficulties in introducing 

communicative t asks to the students, and these difficulties appeared to 

arise mainly from initial misconceptions about the purpose of the tasks, 

their deficiencies in spoken English and the lack of suitable learning 

materials for supporting the tasks. Similar responses were also foun d  in 

p revious research such as that conducted by S ano et al. ( 1984), B urnaby 

and Sun ( 1989), Ell is  ( 1 994), Shamin (1996) and Li  ( 1998). The comments 

from teachers i nvolved in the PDP support this evidence: 

Designing tasks which support studen ts' learning is very h ard. I 
didn ' t  do well at the beginning. I t ' s  new to me. (Teacher 3) 

I sometimes don ' t  know some vocabulary i terns and correct 
p ron unciation when the students ask me. (Teacher 8) 

By the end of the PDP, the data s howed that communicative tasks 

introduced by the teachers allowed for greater student p articipation and 

encouraged thei r s tudents to develop language skills for communic ation.  

I t  was reported by s upervisors that the learning tasks designed by these 

teachers c reated opportunities for meaningful collaboration among the 
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students and that  the learning activities were linked to the students' real 

life outside the classroom. The students also reported that the new 

learning tasks assisted them to i mp rove their English language skills for 

communication, as well as  assisting tnem to become more confident in 

their use of English for communicative p urposes. In addition the 

activi ties allowed them to be more involved in the learning p rocess and 

encouraged them to learn by themselves, under the guid ance of the 

teacher. The types of learning tasks reported by the supervisors and the 

teachers encouraged the students to  practise their English through 

meaningful activities l inked to their real lives. 

The movement from a p assive to an active classroom role requires 

students to acquire new learning skills (Simons, Linden & Duffy, 2000). 

At the end of the PDP supervisors and teachers reported that the students 

had developed a style of learning which showed greater involvement in a 

range of learning activities, participated i n  collaborative group work, and 

(with less control from the teacher) were learning by themselves: 

Tasks allow the students to be more i nvolved in learning acti vities. 
It becomes more active learning. The learning activities are 
meaningful and encourage the student to learn. (Supervisor 3) 

Task-based learning encourages the teachers to create learning 
situations for students. The students have more i nvolvement in 
the classroom activities and they enjoy learning. (Teacher 2) 

I p refer task-based learning. It encou rages the students working 
in groups and they help each other. It also serves individual 
differences among the students. (Teacher 5) 

In the CLT approach, i t  i s  considered i mportant to give learners 

opportunities to use language to meet authentic  comm unicative needs in 

meaningful learning situations. The aim is  for learners to develop their 

language skills for the communicative p urposes they need to carry out 

real-world tasks. In doing so, class time should be spent not on language 

drills or controlled practice (which is normal in traditional teaching 
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approaches), but in activities, which require learners to practise the new 

skills that they will need outside the class room (Nunan, 1 988). The data 

from this study supported the premise that the task-based learning 

approach encourages students to have more opportunities to  practise 

their language skills in the class. By focusing on completing the designed 

tasks rather than p roducing a perfect form of the langu age, the students 

used their limited English freely for communication to get thei r tasks 

done, even if they did make errors. Research conducted by Long & 

Porter ( 1985), Doughty & Pica ( 1986) and Ellis ( 1990) sup ports the view 

that learners need meaningful and comprehensible exposure to p ractice 

their target language. Richards and Rogers ( 1 986) also support this 

concept. They explain that learners need to be p rovided with 

opportunities to p ractice various pedagogical strategies related to 

meaningful com municative activities. 

7.1.3 Changes in the learner's role 

The chan ges in the learner's role as a result of the adoption of the task

based learning approach after the PDP were examined. The study also 

investigated the extent to which a task-based learning approach would 

encourage the students to become more independent active learners and 

take more responsibility in the learning p rocess. 

Active learning, where students become active p articip ants in the 

learning p rocess, is an important means of developing learning skills. In 

the CL T approach, learners are required to negotiate meaningful 

activities and to convey information through different types of activi ties, 

in order to allow learners to p ractise and extend their English lan guage 

communication skills. By asking q uestions on these two issues the 

quanti tative data i n dicated to what degree the teachers particip ating in 

the PDP were able to assist students to become more active in the 

learning p rocess (Candlin, 1 980; Richards & R ogers, 1 986; Nunan,  1 988;  

Will is, 1 996 ). 
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The task-based learning approach led to a greatly increased focus o n  

meaning-making in classroom activities, and these communicative tasks 

enabled the students to p ractise their English by sharing factual 

information. The data indicated that the students in the classes of a 

majority of the teachers (six of the nine, Table 4.3) were rated as always 

being encouraged to convey factual information in class activities. 

Emphasis on the students' role of active learner also entails a change 

towards learning to learn and a greater focus on the skills of 

collaborating in group work and on thinking (Simons et. al., 2000). In 

order to develop these learning skills, i t  is  suggested that learners need to 

develop a focus on know1edge construction, so the main task of the 

teacher is  to initi ate and support the thinking activities that students 

employ in this learning (Williamson, 1996; Pratt, 1998;  Thomson & 

Hancock, 1 999; Simons et. al . ,  2000). 

The study showed that the students responded positively to the new way 

of learning which allowed them to become more i nvolved in the learning 

process. As one of the students said :  

I was scared to learn English i n  the past,  but  I am not  now. I am 
more confident to learn English. I enjoy learning it. The teacher 
teaches what we want to learn. (Class 5 student) 

The students reported that they were satisfied with learning activities 

which encouraged more independent learning under the guidance of the 

teacher. The TBL approac h  encouraged more teacher-student, and 

student-student in teraction. The teachers reported that the students 

became more confident in using English for communication. Further, the 

teachers reported that the students enjoyed their i nvolvement i n  

collaborative group work, and  became more confident ,  more independent 

and more responsible in their learning. 
The students prefer the new way of learning. They are h ap p y  to 
learn English and they become more confident to speak English in 
the class. (Teacher 7) 
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I t  is important in TBL that learners interact p rimarily with each other 

rather than mostly with the teacher. The emphasis in CL T on the 

processes of communication leads to different task-based roles for 

learners i n  the classroom. B reen and Candlin (1986) described the role of 

the learner in TBL as being one of 'negotiator' - between the self and the 

learning process, and between the self and others. The object of learning 

emerges from and interacts with the role of joint negotiator within the 

group and within the classroom p rocedures and activities which the 

group undertakes. The implication for the learners is  that t hey should 

contri bute as much as they gain, and thereby learn in an interdependent 

way (Breen & Candlin, 1 980). 

The study confirmed t hat this negotiation was taking place, and that i t  

was successful. All three supervisors rated students in the  classes they 

visited at the end of the PDP as being able to negotiate meaning, and in 

six of the classes they were doing so 'always' (Table 4.3). They ascribed 

this change in part to the way students were collaborating in group 

activities: 
The students speak English more in the class. They learn through 
learning activities, not j ust from the teacher. Group working 
enh ances the collaboration among the students. (Supervisor 3) 

Although it was clear from the post-PDP questionnaire and in terviews 

with students that takin g  on roles as independent learners and 

negotiators of the curriculum was challenging - and unwanted by some 

(around 1 5 %) - thei r teachers and visiting supervisors were convinced 

that they had made important p rogress towards the learning styles 

required by the new curriculum. The research in CLT s uc h  as that 

conducted by B reen and Can dlin ( 1980), Rich ards and Rogers ( 1986), 

Nunan ( 1 9 9 1 )  and Savignon (1991)  supports the findings that using these 

p rocesses, students become more involved in the negotiation of their 

learning and as a consequence, they develop as independent learners. 

7 .1.4 Changes in the teacher's role 
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As a result of their in troduction to TBL in the PDP, i t  was postulated by 

previous researchers such as Long ( 1985), Richards, Platt & Weber 

(1 985), B reen ( 1987), Candlin ( 1 987),· Prabhu ( 1987), and Willis ( 1996) 

that the teachers would become more supportive and facilitating of the 

students' learning.  In other words, it was expected that the teachers 

would encourage more student-student interaction, would set t asks to be 

worked out u nder their guidance and encourage students to apply their 

existing skills to new settings. 

The role of the teacher in the CL T approach is that of learning facilitator 

rather t han a controller of information flow to students. The teachers' 

main role in CL T is not to control and dominate the classroom, but to 

provide comprehensible i nput .  They can also use exercises so that 

students gain the confidence to i nteract with each other as a lead-in to 

using l anguage for n atu ral communicative purposes. The role of the 

teacher is  also to p rovide meaningful feedback to students on how they 

performed the communicative activi ties and to p rovide them with 

suggestions for imp rovement (Brumfi t,  1 984; Nunan,  1 99 1 ;  S avignon,  

1 991 ) .  

Both the supervisors and the teachers p articipating in the PDP i ndicated 

that the classrooms h ad become more active and less controlled by the 

teacher as a result of the TBL approac h. The use of TBL chan ged the 

role of the teacher to one of support for students in completing  the 

communicative tasks designed for them. The supervisors also reported 

that the teachers, after the PDP, encouraged the students to get more 

involved i n  classroom activities. Additionally, the supervisors reported 

that the teachers were more accepting of the students' i ndividual 

differences. Nunan ( 1 988) and Willis ( 1 996) supported the view that TBL 

encourages teachers to c hange thei r role from dominating t he classroom 

to one w here they become facilitators of students' learning. 
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The role of the teacher in CLT is also expected to be that of needs analyst, 

counsellor and group process man ager of student learning.  As a needs 

analyst, the teacher is expected to determine learners' needs in terms of 

learning style, learning assets and learning goals. On the b asis of such 

analysis, teachers are expected to plan group and individual instruction 

that respond to learners' needs. As a counsellor, the teacher is  expected 

to be an effective communicator who seeks to maximise the meshing of 

the speaker ' s  in tention and the hearer' s interpretation through the use of 

p araphrase, confi rm ation, and feedback. As a group p rocess manager, 

the teacher is  expected to organise the classroom as a setting for 

communic ation and communicative activities (Richards & Rogers, 1 986:  

78). B reen & C andlin ( 1 986) described how teachers p lay different roles 

in CLT: the first role is to facilitate the communication p rocess between 

all p articipations in the classroom, and between these p articip ants and 

the various activities and texts. The second role is to act as an 

independent p articipant within the learning-teaching group (Breen & 

C an dlin, 1980). 

In this study, the t ask-based learning app roach changed the role of the 

teacher from a person who dominated the classroom to someone who 

designed and organised learning situations for the students to learn. By 

focusing on tasks, the teachers spent less time teaching during each 

lesson, as most of the class time was dominated by the students doing 

activities and getting the tasks done. The supervisors reported that the 

teachers worked h ard prepari n g  lessons and designing tasks for the 

students. The teachers reported that during  the lessons their thorough 

p reparation enabled them to become more supportive of the students' 

learnin g  and gave them time to guide students engaged in activities. 

With the p revious teaching method I used, I was exh austed when I 
finished the lesson because I t alked all the t ime i n  the class. The 
new teaching method needs cooperation between teacher and 
students so the teacher doesn ' t  ta lk much i n  the class due to the 
students spending most of the time doing activities. (Teacher 8)  

The students' responses to the  c hange in  their teacher's role were positive 

too: 
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I p refer learning activities which allow us to find answers by 
ourselves. I don' t l ike learning by memorising. (Class 3 student) 

This shift i n  role cost the teachers time and effort to m ake. They 

reported generally on the difficulties in changing from a directive to a 

facilitative teaching style, although all but  the three who experienced 

major difficulties in moving to the new approach were able to adopt 

appropri ate CLT strategies 'often' or 'always ' ,  according to their 

supervisors. Before the PDP the teachers worried that the students 

would not learn as much u nder CLT as they expected them to with 

traditional w ays of teachin g :  

I didn ' t  t rust  my students to  learn as m u c h  as I expected. I t  w as 
h ard to let students get answers by themselves. I j ust  couldn' t  
w ai t  for them t o  h ave thei r work done, so I told them the answers. 
(Teacher 9) 

Both the supervisors and the teachers later reported t hat this w as because 

the teachers were not familiar with the new learning concepts. The 

supervisors and the teachers reported that it was not so difficult to make 

the change once they had a clear understanding of the new learning 

concepts and they k new how to  apply them in thei r c lassrooms. The 

research of Pullan ( 1992); Galton and Williamson ( 1992); Bottomley, 

Dalton, Corbel and B rindley ( 1994) and Cowley and Williamson ( 1 998) 

support the view that teachers' understanding is important w hen 

implementing new teaching methods. 

In general, the data i ndicated that, following the i mplementation of the 

PDP, the teachers showed increased awareness of their role as one of 

facilitating stude nts' learning.  The teachers of most c lasses encouraged 

thei r s tudents to h ave significantly more interaction with each other and 

involvement i n  the learning process. In addition, the study showed that 

the teachers ch anged their role to become more supporters of learning in 

their classrooms, for example by setting problems and communic ative 

tasks which they then helped the students to work through to completion. 
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It  was also noted that the teachers encouraged their s tudents to apply 

their existing limited English skills in new situations, in order to practise 

and develop their communicative abilities. The teachers reported that 

they became less controlling and i nterfered less with the students when 

they were undertaking activities in the class. In addition, the teachers 

became more accepting of individual differences among students and 

assisted them to imp rove their learning skills, by encouraging them to 

apply their existing skills to a new setting. The work of Nunan ( 1988) and 

Willis ( 1996) supports the fin di ngs that TBL brings about change in 

the teachers' role so that they are less controllers of content and 

knowledge and more supporters of  students' learning 

7.1.5 Changes in the role of instructional materials 

The change in the use of i nstructional materials as a result of adopting a 

TBL approach was examined to fin d  out whether this approach 

encouraged the  teachers to become less rel iant on u sing textbooks alone 

as the main resources and used a variety of resources to promote 

i ndependent student learning. 

In the CLT approach,  the role of instructional materials is to sup port 

students' development of language skills, to foster the learning p rocess 

and lead st udents to greater independence as learners. The m aterials 

should be authentic and create a link between what students learn in the 

classroom and the wider world (Allwright, 198 1 ;  Cl arke, 1989;  

McDonough and Shaw, 1 993;  Willis, 1996). Nunan specifies five aspects 

of the role of materi als; they should assist learners to make a l ink with 

what they learn in the class and what they will do outside the class, foster 

independent learning by raising the consciousness of the learners and 

making them more aware of the learning process, h ave a degree of 

authenticity, be a range of materials rather than a comprehensive 

package, and be used i n  a variety of ways and also at different  p roficiency 

levels (Nunan,  1988 :  99). 
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After the PDP all the teachers were rated higher by the supervisors on 

demonstrating greater u nderstanding of the role of instructional 

materials to support their students' learning in the CLT approach. The 

supervisors i ndicated that most teach·ers (six of the nine) showed strong 

evidence of using m aterials consistently to support students' learning of 

communicative skills in different ways. 

I don ' t  rely on using the textbooks as the only main resources now. 
It depends on the tasks I design for my students. I select the 
materials to support the task. (Teacher 1) 

The materials used by these teachers were authentic, l inked to real life, 

fostered independence and met learners' needs. Three teachers 

experiencing p roblems overall wi th the new methodology found 

difficulties in  using i nstructional materials to support the  CL T approach. 

The findings of the study support p revious research an d studies such as 

those conducted by Prabhu ( 1987), Gass and Crookes ( 1991) ,  Long and 

Crookes (1991)  (and Willis (1996) in the light of TBL encouraging 

teachers to use different learning resources to support students to learn. 

In the study, the TBL approach was shown to encou rage the teachers to 

use a variety of authentic materials such as stories from newspapers and 

magazines in order to support  their students' learning .  The teachers 

reported that they relied less on the textbook, because the TBL approach 

focused on tasks designed specifically for the students. They reported also 

that the role of instructional m aterials had c hanged from support ing 

teacher's teaching to supporting students' learning. The  students 

confirmed that they p referred learning through communicative tasks 

which allowed them to learn by themselves, under the guidance of their 

teacher. The students also reported that they preferred tasks which were 

designed to encourage them to work in groups and where the teacher 

used a variety of m aterials, not just  the textbook as in the past, to 

promote English I anguage learning in the classroom. This data supports 

what Willis ( 1 996) emphasises; that is, TBL encourages teachers to use 
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different resources in order to support students to complete the tasks 

designed for them. In this study, one of the supervisors summed up the 

question of the ch ange in use of teaching materials in this way 

The teachers use the materials to support the students learning, 
not the teacher's teaching like in the past. The task-based 
learning encourages the teachers to use a variety of materi als and 
resources to support the students to do the tasks. (Supervisor I)  

A l ack of materials to support CLT teac hi n g  was reported by both the 

supervisors and the teachers in this study, and these materials were 

considered crucial for a successful implementation. In CLT, a wide range 

of materials to support the students' classroom learning is required. 

Both supervisors and teachers commented that support from the school 

and the provincial education authority for CL T instructional materials 

should be provided for teachers and students. The teachers in the study 

reported that there were differences between the resources provided in 

rural and urban areas. The schools in the city could afford to provide 

thei r students with learning support (not only in instructional m aterials 

but in IT and teacher trai ning), but schools in the rural areas could not 

and were disadvantaged especially by the lack of new resources for the 

CLT approac h.  

Overall, the study showed that  most teachers participating in the  PDP 

were rated highly by supervisors on using instructional m aterials to 

support students' learning i n  thei r classes after the i mplementation of the 

PDP. Most teachers used different  sources of meaningful learning 

materials geared to their students' needs and intended to foster 

independent learn ing.  The study showed that instructional materials 

were used by the teachers to link learning to the world outside the 

classroom. The instructional materials were also chosen to encourage 

students to learn actively. However, the study showed that the teachers 

initially encoun tered the problem of finding suitable materials to support 

the CLT app ro ach in their classrooms, and some lacked confidence in 

their English communicative ski lls to use non-textbook materials 

effective! y. 
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designed for them. In this study, one of the supervisors su mmed up the 
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Overall, the study showed that most teachers participating in the PDP 

were rated highly by supervisors on usin g  i nstructional materials to 

support students' learning in their classes after the i mplementation of the 

PDP .  Most teachers used different sources of  meaningful learning 

materials geared to their s tudents' needs and intended to foster 

independent learning. The study showed that instructional materials 

were used by the teachers to link learning to the worl d outside the 

classroom. The instructional materials were also chosen to encourage 

students to learn actively. However, the study showed that the teachers 

initially encountered the problem of finding suitable materials to support 

the CLT approach in their classrooms, and some lacked confidence in 

their English communicative skills to use non-textbook materials 

effectively. 
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7.1.6 Changes in assessment 

The role of assessment in the CLT approach is to foster the development 

of students' learni ng, ra ther than to judge thei r learn ing achi evement 

compared to other students or to correct errors. Th1s new concept of  

assessment allows students to get invol ved in the learni ng process which is  

joi ntly dete rmi ned by the teacher and students. The assessment also 

requ i res a range of approaches to provide students with a comprehens i ve 

record of the ir  progress (B rumfi t, 1 979; Li ttlewood, 1 98 1 ;  Quinn ,  1 984 ; 

Rich ard & Rogers, 1 986 ;  Nunan,  1 988;  Alderson & Beretta, 1 992; Will is ,  

1 996) .  The perspective taken by these wri ters on CLT emph asises ( i)  

partnersh ip  in evaluation between teac her and students, ( i i )  a range of 

assessment methods, ( i i i )  conti nuous feedback, and (iv) gui ding student 

learn ing rather than ranking student achieveme nt. These were also the 

key aspects of the teachers' practice that  the supervisors rated in their 

observation c hecklists. 

Both the supervisors and the teachers reported t hat there was a 

significant c h ange i n  approac hes to assessment as a result of the 

introduction of a TBL app roach.  Assessment became focused on 

students' learn i n g  development and the studen ts were allowed to become 

involved i n  the assessment process. According to the supervisors, 

followi n g  the PDP the teachers used a much wider range of methods to 

assess learn i n g  and provided their students with a regular record of their 

learn ing p rogress with the aim of fostering learn i n g :  
It i s  a good sign to see that  the teachers keep the students' record 
so they h ave evidence to provide feedback to �heir students about 
thei r learning progress. (Supen1isor 2) 

The teachers reported tha t  th is  new way of assessing reduced stress and 

anxiety among the studen ts as they did not compare their own learn ing 

achi evements wi th  t hose o f  other students i n  the  class, a view that  the 

student i nterviews confirmed. 
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The teachers commented that this new form of assessment encouraged 

greater i nteraction between the teacher and the students, and between 

students and their peers, on matters of language performance. I t  

generated reflection,  too, by encouraging self-assessmen t  and the keeping  

of  learning diaries and reports. Students were very conscious of  th i s  as 

an innovation of the new approach : 

This year, the teacher conducts assessment very often and we are 
allowed to do self-assessment so we can eval uate our study 
progress. (Class I student) 

Nunan sees learner self-assessment as an important supplement to 

teacher assessment, arguing that self-assessment p rovides one of the most 

effective means of developing both critical self-awareness of what it is to 

be a learner, as well as skills in learning how to learn (Nunan ,  1988: 1 16) .  

Supervisor and teacher questionnaire data showed that they believed 

such a development in learning how to learn had occurred with students 

participating in the study, and 96 % of  the stu dents concurred (Table 5 .8) .  

Although the data di d not allow self-assessment to be isolated as a specific 

cont ri buting factor to this effect, it is to be presumed that it played its 

part, as Nunan has asserted, alongside other aspects of TBL in bri nging 

abou t  a general shift in learning style. These findi ngs confirm the effects 

of self - assessment on learning styles mentioned by Candlin ( 1987)  and 

Willis ( 1996). 

Although the teachers and the supervisors were satisfied that the new 

approach to assessment was effective in supporting learning, they h ad 

concerns about the effect that the implementation of the CLT approach 

might have on the students' examin ation results. District  Educ ation 

Boards test all s tudents at the end of Grades 2, 4 and 6, and the standard 

tests put pressure on schools and teachers because annual reports of 

student outcomes compare each school with others in the same region. It 

is of concern to students and their families also, as Grade 6 results affect 

the outcome of competition for entry into preferred secondary schools. 

The standard tests focus on content, while the pu rpose of the CLT 
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approach is to develop students' English communication skills, especi ally 

fluency, with less concentration on grammatical accuracy. There was 

something of a 'leap of fai th '  by the participants in the PDP that 

students' examin ation results would not be adversely affected. On the 

other hand, commitment to the new curriculum's  value to the students 

helped to allay these fears : 

I am not worried now about how much my students can learn. I 
don' t  expect them to learn everything I teach them. It doesn ' t  
matter. (Teacher 2) 

Confident that students were learning well, supervisors and teachers 

generally embraced the new approach to assessment. 

In s ummary, the pre- and post-PDP data show that on  the basis of  all six 

significant indic ators of adoption of CLT meth odology (Nunan,  1980) 

(pedagogical conceptualisation, teaching and learning activities, the 

learner's role, the teacher' s role, use of instructional materials and the 

role of  assessment) the teachers participating in the programme had 

changed their thinking and practice to employ the CLT approach 

recommended in the National Educ ation Ac t. The findings support 

previous research studies such as those conducted by Long ( 1 985) ;  B reen 

( ( 1987); Prabhu (1 987); Nunan (1989) Gass & Crookes (1 993) and Willis 

(1 996) on the grounds that TBL enhances teachers ' readiness to apply 

greater use of CLT in their classroom. In this study, one teacher was 

perceived by her supervisor as sometimes using C LT methods before she 

entered the programme, the other eight in the programme were perceived 

as not using them; at the conclusion of the programme all teachers - to 

varying degrees - were employi ng CLT. There was a continuum of 

change in teaching behaviou r  and teacher understanding on the six 

different criteri a used to gauge the adoption of CLT. Most of the 

teachers could be said by the end of the PDP to h ave reached the goal 

expected by the supervisors to carry through curriculum innovation. It 
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might be inferred t hat the others would take longer to make the 

'paradigm shift' asked of them. 

7.2 Changes in perception of the new curriculum and its 

implementation as the impact of the PDP 

7.2.1 Changes in understanding of the new curriculum 

As argued i n  the literature review chapter, professional development 

programmes are considered to be an effective way of assisting teachers to 

adj ust  to curriculum change and its implementation (Marsh ,  1988;  

Wilson & Corcoran, 1988;  Louis & Miles, 1 990; Pullan, 1992;  Markee, 

1997; Williamson & Cowley, 1998). These studies also i ndicated that the 

level of teachers' understanding of the purpose of curriculum change and 

the process of implementation is a key factor in i ts  s uccess. Simon et al .  

(2000) demonstrated that many teachers fail to adopt innovation because 

of mismatches between the proposed changes and their beliefs, 

u nderstandi n gs and commitment to established routines. Low rates of 

success are often reported i n  a range of cultural contexts where teachers 

feel insecure and lack the confidence to change, due to a l ack of practical 

support i n  the classroom (Parish & Arrends, 1983 ;  Blacker & Shimmin, 

1 984; Maris, 1986;  Berman & McLaughlin, 1977; Pullan, 1992; Galton & 

Williamson, 1 992;  Williamson, 1 995). 

Understanding of a specific curriculum innovation,  according to Pullan 

( 1992), is a key element for its successful implementation by those 

involved. However, as Pullan (1 987) points out ,  there are also critical 

elements of teaching behaviours, materials and beliefs that are important 

for success, and these can be monitored to indicate whether a successful 

change in teaching h as actually taken place. With regard to the 

introduction of  a learner-centred curriculum, the important i ndic ators of 

changes in teaching behaviour are, according to Nunan ( 1 988), the types 
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of learning activities used, the instructional materi als, the teac her' s role, 

the role of learners and the role of assessment. 

The study concentrated on superviso-rs ' ,  teachers ' and students' 

perceptions of what was happening before, during and at the conclusion 

of the PDP, and the partici pants' attitudes to the process they were 

involved in .  I t  is entirely possible, of course, that what any one person 

perceived (and/or reported) was not what another participant or observer 

h ad.  This was notably the case when the teachers at fi rst said in their 

questionnai re responses that they used the CLT approach before the 

PDP ;  the supervisors did not give that picture at all in  thei r cl assroom 

observation checklist responses and interviews, and the teachers - once 

they saw themselves in action in the cl assroom on vi deotape - agreed. 

The reasons for these mismatches are manifold, including different 

conceptual frameworks (which c an ch ange in time,  as the study 

documents for this group), self-interest, varyin g  roles, personalities, states 

of mind and access to information. Accepting these uncertainties, and 

employing comparisons or combi n ations of perceptions to establish 

dominant patterns where possible, the followin g  discussion attempts to 

report on  the findings about perceptions given in Chapter 5 in the light of 

the research mentioned above and in the literature review. 

To begin with the issue of pre-PDP perceptions of CL T use: evidence 

from this study can be taken to confirm previous studies by Pullan (1 992), 

Williamson ( 1 996) and others that curriculum innovation requires those 

involved to have a clear un derstanding, at the level of theory and 

practice, of the innovation. The fi rst step in supporting the teachers' 

chan ge to worki n g  with the new curriculum was to help them gain a more 

accurate picture of their c u rren t  practice and of the principles of CLT. 

At the initi al PDP workshop, the teachers j ointly viewed videotapes of 

lessons they had taught in the previous term and discussed these in the 

light of central aspects of CLT. This was crucial because the teachers 

accepted that their teachi ng on the videotapes was far from a learner-
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cen tred approach as stipul ated i n  the new Education Act, and this 

feedback led to a positive perception of a need for a ch ange in thei r 

classroom p ractice. Teacher 5 remarked: 

When I watched my teaching from the fi rst videotape, I was 
disappointed about it .  The students had litt le ch ance to be 
involved in (learn ing) activities. The activi ties were very 
controlled. I wanted to change it .  (Teacher 5) 

Acknowledging the need for ch ange was a significant s tage in the 

progress towards re-conceptualisation that  all of  the teachers were wil l ing 

to t ake. Interestingly, the supervisors also acknowledged that they had 

rethought their ideas: 

I h ad a wrong concept about communicative activities, and it 
became clear to me when I participated in this p rogramme. Now I 
understand a l ink between meanin gful activities in the class and 
outside the class. (Supervisor 2). 

Taken together, t hese remarks convey the coll aborative nature of the 

approach the supervisors and teachers took to their different  roles in the 

PDP, and the spiri t of open and genuine comm itment they brought to the 

process of ren ew al. 

After the in i t ial i n-service trai ning the teachers were provided with 

support through a coach ing approach to i mplement the new curriculum 

in their classrooms. The supervisors reported on the effectiveness of 

coaching as a follow-up in their school because in combin ation with the 

trai ning session, they informed the teachers in detail about the innovation 

as well as assisting them to adopt  it by demonstrating, for instance, types 

of communicat ive tasks, the role of the teacher and procedures for 

assessment. Simi larly, the teachers reported that the in-service workshop 

and the  school visi ts, a central p art of  the  coaching approach ,  provided 

them with a clear concept about the new curriculum, g ave them valuable 

feedbac k  on t heir cl assroom practice, gave them in creased confidence, 
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and helped them to solve specific methodological problems through 

consultations with supervisors and meetings with thei r colleagues in the 

programme. Both groups commented on the practicali ty, good design 

and clari ty of a programme based on· initial train ing and detailed, 

individu alised, supportive, follow-up coaching and feedback. Research 

and study on coaching men tions that teachers often need support during 

the ch ange process bec ause they fin d  i t  difficult to carry out the ch ange 

alone (Blacker & Shimmin ,  1984; Fullan, 1992; Bottomley, 

D alton,Corbel,& B rindley, 1994 and Williamson, 1996). Supervisors' and 

teac hers' commented : 

The programme is useful. It helps me to imp rove my teaching 
skill as I expected. The programme provides me with a very clear 
concept of the new curriculum implement ation. I think the design 
of the p rogramme is the best way to develop teachers in the long 
term to become more independent in professional development. 
(Teacher 9) 
As a supervisor, this PDP provides me with a clear practical 
procedure to implement the new curriculum. I t  is a very good 
programme and it helps teachers to ch ange their teaching 
beh aviours. (Supervisor !)  
It is a very good and well-designed PDP .  I t  works well and helps 
teachers to make c h anges in their c lassroom practice. The new 
teaching method introduced also helps students improve their 
communicative English skills. (Supervisor 3) 

In summ ary, the PDP with its employment of both ini ti al training and a 

coaching appro ach was a powerful means to assist both the teachers and 

supervisors to h ave a fuller and more accurate u nderstanding of the 

issues relevant  to the new curriculum. The data on unders tanding of 

CLT in Table 5 .2 indicates by how much both groups perceived 

themselves to be better informed after the PDP about the crucial features 

of the new approach i dentified by Nunan (1988): types of learning 

activities, the role of  the teacher and the learners, and the assessment 

procedures. Having also a clearer understanding of the pu rpose to be 

served by the new curricul urn, the p articipants in the PDP perceived 

themselves to be much more adequately prepared to implement 

i nnovation successfully. 
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7.2.2 Perceptions of the process of curriculum implementation 

As described by Fullan ( 1992), the implementation of curriculum change 

is the experience of putting an i dea in to practice i n  the classroom. 

Significant changes are those that  address the most salient needs, that fi t 

in well with the teacher's situation, that are focused and that include 

practical procedures to make it possible. Along with cl ari t y  and need, 

workability is an important element in implementation that assists in 

determining the innovation' s  relevance for individuals. White ( 1988) sees 

the importance of an implementation plan that allows for careful 

monitoring  of the process and is able to respond quickly to issues as they 

arise. Fullan ( 1992) advocates a plan, which is  flexible and adaptable, so 

that people are encouraged to take risks and learn by doing. 

The introduction of  the National Education Act of  1999 impelled Thai 

schools to undertake a variety of educational innovations. Among these 

were school-based management, parental involvement, student-centred 

learning, and information technology for learni n g  support. As 

government officials, Thai teachers were of course expected to c arry out 

government policies as directed, so  the initiatives in education al policy 

made immediate demands on them to change their tradition al conception 

of their role, to perform in new ways, and to acquire a new range of skills 

in their workplace (Simons, Linden & Duffy, 2000). However, a long

established climate of centralised and hierarch ic al decision-making  in the 

Thai educ ation system h as created dependency in schools. In particular, 

local schools an d teachers do not believe for the most part that  they c an 

initi ate change. This may explain why significant school-based chan ge 

has not taken place to date, as Ballinger argued i n  his paper on 'The 

Changing context of Thai E ducation :  New Challenges for School 

Leaders' (2000 : 1-13) .  
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Th uiland, like countries elsewhere, has adopted a professional 

development p rogramme model as the main means of preparing schools 

and teachers to introduce educational change. The typical and 

traditional Thai means of providing teacher professional development is 

through in-service training programmes or workshops. However, this 

tradition al PDP approach has been questioned regarding its pract ical 

outcomes, as teachers usually fail to apply the new skills in thei r 

classrooms. This doubt as to efficacy was confirmed by the supervisors 

and teachers participating in the present study, a number of whom had 

experience of previous programmes. These con t ained the typical features 

of: (i) a single seminar  or workshop for a limited period of time;  

(ii) 'out of situ' deli very in which teachers needed to leave thei r 

c lassrooms/ schools to attend the PDP in a teachers' centre, 

college or u ni versi ty; and 

(iii) little or no school follow-up to assist teachers to implement 

the new ideas. 

The weaknesses of Thai tradi tional in-service programs h ave been 

poin ted out in the work of Ballinger (2000) and the Office of the National 

Educ ation Commission, Thailand (200l a ;  200l b) .  They had found these 

earlier p rogrammes had generally not been effective in helping them to 

implement changes in teaching practice. The one teacher in the group 

who was perceived as sometimes adopting the CL T approach had h ad a 

somewhat different  experience, h aving attended a B ritish Council course 

in EFL, and subsequently developed her skills through demonstration 

teac hing. 

Before j oining the program me, most of the participating teachers 

expected the PDP would p rovide them with a prepared set of teaching 

instructions and materi als, and an implementation plan,  which they could 

follow step by step. This expectation was based not only on their own 

experience of p rofessional development but also reflected longstanding 

Thai learning tradition in educational organisations such as schools, 

where innovation is a top-down process. Many teacher professional 
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development p rogrammes in the past were designed and delivered by the 

central educational authorities and the teachers were n ot usually 

consulted about their individual needs, nor were they involved in making  

decisions about specific content or  processes of  delivery. In  her  post-PDP 

interview, one teacher remarked: 

Before I j oined th is  programme, I expected that the p rogramme 
would provide me a ready-made package which I c an follow step 
by step. It was not. (Teacher 3) 

The supervisor and teacher pre-PDP interview data also gave evidence 

that  most of the teachers who had experienced this type of programme in 

EFL teaching still lacked the confidence to  implement the new CLT 

curriculum. This evidence is supported by the report of the Office of the 

National Education Commission, Thailand (2001a ;  200 1 b). 

The researcher surmised t hat this was most likely to be because in the 

past the n ational curricula were designed and delivered directly from the 

cent ral education authority to schools and teachers, whose role was to 

follow prescriptions for their implementation. The new curriculum, 

however, expected much more from teachers by way of interpretation 

and applic ation ;  in  effect it expected them to create a personal 

curriculum to suit their own situations. 

The participating  teachers also reported that, in  their experience, these 

teacher i n-service trai ning programmes ended at the workshop stage, 

serving mostly to inform them of the content of the innovation, but 

l acking a follow-up process to assist them to apply the innovation in their 

classrooms. The teachers therefore found many difficulties in applying 

what they had learned, and the innovation did not take hold in the 

classroom (Fullan , 1 992; Bottomley, D alton, Corbel & B rindley, 1994). 

The teachers were generally disappointed with the training programmes 

they had attended. However, from the perspective of the supervisors 

before the PDP this was likely to be a teacher problem, not an 

administrative one: 
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We have i ntroduced many training programmes for teachers 
concerned with the Communicative Langu age Teaching approac h,  
but  the  teachers can ' t  apply i t  into thei r English cl asses. 
(Supervisor 1) 

The teachers' pre-PDP interviews gave an alternative perspective, 

indicating the effect that insecurity, lack of support and uncertainty have 

on cl assroom practitioners, despi te thei r desi re for c hange:  

I h ave attended many seminars and workshop concerning 
communicative language teaching because I want my Engli sh 
teaching class to become more communicative. But  when I tried 
to apply new skills which I h ave been trai ned from the workshops, 
i t  was not successful so I gave up using it .  (Teacher 1) 

Considering the widespread nature of  the problem of  professional 

development and cu rriculum innovation, and particularly the seriousness 
I 

of the issue in Asian coun tries, the search for creative solu tions to the 

classroom implementation phase is clearly most important (Beijaard, 

Verloop, Wubbels & Feiman-Nemser, 2000; Ballinger, 2000). 

Fullan ( 1992) and Simon et al. (2000) emphasised that i n-service training 

programmes, which provide practical support fo r the ch ange process, 

have been most effective. Of the three major stages in the ch ange 

process, initiation, implementation, and continuation, Full an i dentifies 

the l ast  two as those where this practical support is most needed. 

Responding to this recommendation, and beari n g  in mind the lack of 

success of the traditional Thai programmes, the PDP for this study 

included the following components: 

• the use of the coaching approac h;  

• giving a monitoring and support role to supervisors ; 

• consideri ng the specific needs and expectations of the teachers 

involved; 

• drawing on the professional ski lls of teachers as input to the 

programme; 
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• building collaboration and mutual su pport between teachers, 

and between teachers and supervisors; 

• liaising closely with personnel at different levels - those of 

superintendent, supervisor, principal and teacher - to develop 

a network of stakeholders; 

• encouraging openness in group appraisal and reflec tion ; 

• establi shing a climate of experi mentation and enqui ry rather 

than ju dgment or bl ame; and 

• responding to the constraints of specific contexts, especially 

those arising the radical nature of the C LT in traditional 

classrooms. 

These components give this professional development p rogramme its 

specific character, locating i t  in  i ts particular contex t, as well as rel ating 

it to successful models of curriculum ch ange elsewhere in the world (see, 

for example, Joyce & Showers , 1980; Fullan, 1992 ; and Cowley & 

Williamson, 1 995) though unique to EFL i n  Thai l and .  

The PDP followed a plan for implementation that  was clear so  that 

participants could be confident about their role in it, and yet flexible at 

the classroom level so th at the teachers and supervisors could participate 

in making decisions concerning their specific situ ations. This attention to 

clarity and flexibility c ame from the literature (Marsh, 1988; Wilson & 

Corcoran, 1988 ;  Louis & Miles, 1990; Fullan, 1992; Bottomley, D alton, 

Corbel & Bri ndley, 1994). It was clari ty that the teachers and 

supervisors in thei r PDP q uestionnaire responses and i n terviews 

commented upon i n  terms of the certainty and security they felt because 

they are provided wi th concrete, practical and effective ways of c arryin g  

change forward. This view accords with t h e  research of  Joyce and 

Showers (1980). I ts  flexibility was approved by the teachers who 

commented appreciatively on the extended period of support and 

feedback they received from their supervisors directed specifically at 

them in fortnightly school visits (or when supervisors were at times too 
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busy to visit thei r classrooms, they noted its absence with regret). One 

teacher expressed the generally-held view in this way: 

I thi n k  school visits are very useful. A coaching process is very 
helpful to help us to become clear how to apply the new teaching 
method at a c lassroom level. (Teacher]) 

For the programme to be flexible it requi red the p artici pants to 

understand the nature of CLT and to know where the implemen tation 

p rocess was leading, so th a t  they could modify what they were doing to fi t 

chan ging  circumst ances (Full an, 1 992; Cowley & Williamson, 1995). The 

strong conceptual b ase for innov ation proved valu able in this regard as 

well. From the data  it was these two features of the PDP, clarity and 

flexibility, which were the most significant in disti n guishing the impact of 

this programme in leading to successful curriculum c h an ge from others 

the teachers and supervisors had experienced. 

Pull an ( 1992) argued that  p a rticipation and decision-making among 

p articipants in the implementation process helps to  develop a clear 

understanding of  the i nnov ation and its implement ation and this, in turn,  

i nfluences the development of a sense of  a commitment to the innovation 

and its implementation. People need to be involved in the different stages 

of implementation, he c laimed, if  they are to develop their own meanings 

for the c h an ge. Before the PDP, the teachers s aw very little opportunity 

to t ake a role in implementing the new curriculu m.  This probably 

reflected the 'top-down management' style of  the Thai educ ational system 

where education policies are determi ned centrally and teachers do not 

usually h ave their voices heard in the curriculum ch ange process. The 

role of  the teachers was to be receivers and deliverers of the 'ready-ma de 

p ackage' set out i n  the syllabus. A ch ange in the teachers' role to assume 

more responsibil i ty in the process of curriculum m an agement required 

courage and acceptance of the challenge. However, for many teachers, 

this proved difficult :  
I am not confident at the beginning because the programme 
encourages us to think about what we want to do to suit our own 
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situation. I w as afraid that I couldn ' t  do it .  But  this encourages 
us to become classroom researchers. (Teacher 8) 

This quote confirms the view that teachers need implement ation support 
I 

when confronting a ch ange in teaching and learning methods (Blacker & 

Shimmi n,  1 984; Fullan, 1992; and Bottomley, Dalton, Corbel & Brin dley, 

1994) 

There is a certain pride in this post-PDP comment which i ndicated that 

the programme h ad helped her meet the ch allenge of  becomin g  an 

individual curriculum developer. The study indicated more b roadly that  

the coaching provided in the PDP encouraged the teachers to become 

more confident and more responsible for thei r planning (Joyce & 

Showers, 1980). Two other teachers commented on the issue i n  this way: 

The programme w as designed to allow teachers to design and 
select the best way that applied to their own situ ation. I t  was very 
h ard at the beginning, but  this is the way t h at the educ ation 
reform aims to develop teachers to  become more confident to do 
their classroom research. (Teacher 4) 

At the beginning, I felt uncomfortable with the programme that i t  
did not provide a ' ready-made' p ackage as I expected. But  l ater I 
foun d  t h at I liked the way that  the programme allowed me to 
design my own lessons which worked with my own classroom. It is 
like I c an flavour my food with the taste I l ike. (Teacher 3) 

The supervisors reported on their complementary role in implementing 

the new curriculum by t aking a m ajor p art as curriculum supporters at 

the local level, giving advice to the schools and the teachers to help them 

u nderstand how the new curriculum worked in the classroom. The 

supervisors provided moral and professional support by encouraging the 

teachers to continue with the implementation process. Thei r role was 

also to build networks between schools and teachers to assist them in 

coming to terms with how the implementation of the new cu rriculum 

could be made successful  (Bottomley, D alton, Corbel & B ri ndley, 1994). 

The supervisor ' s  comment confirms this :  
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As the educational supervisor, the (PD) programme guided me 
with a clear practical procedure to assist the schools and teachers 
to implement the new curriculum. For the teachers, the 
programme was flexible and allowed the teachers to be involved 
and to m ake their own decision about their teaching. This is what 
we want to develop (them) in long term . (Supervisor 3) 

The investigation in the study indic ated that both the supervisors and the 

teachers participating in the PDP strongly agreed that it was import ant 

and necessary to provide a range of supports to implement the new 

curriculum. Before the PDP, the supervisors agreed on the necessity of 

in-service training, m aterials and resources and time allocation, but  they 

were ' not sure' about whether or not the fin ancial support was necessary. 

This reaction is u n derstand able in the light of their inability to influence 

the funding available for curriculum innovation. The teachers' response, 

on the other hand,  strongly agreed that financial support was necessary. 

A majority of teachers also strongly agreed on the importance of 

implemen tation support with in-service train ing, and resources needi n g  

t o  b e  provided a s  well a s  time allocation for atten ding the workshops, 

semin ars or group meetings. However, two teachers (Teachers 3 an d 5) 

had had earlier experience of attending in-service train ing and found that  

they could not  apply the new ski l l  when they returned to  their c lassrooms. 

They h ad developed a defeatist atti tude to previous teacher development 

p rogram mes. These teachers found that the PDP used in this study was 

more effective because it followed up the teaching progress in the 

classroom. The findings from this study confirm p revious research and 

studies (Pullan, 1 992 ; Galton & Williamson, 1 992; Bottomley, Dalton, 

Corbel & B rindley, 1994; Cowley & Williamson, 1995). S uccessful 

curriculum implementation requires a flexible plan and continuing 

support for teachers when they confront the chan ge in teaching 

methodology. 

In summary, the success of the coaching approac h as a means to achieve 

successful curriculum implementation was reported by both supervisors 
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and teachers. At the conclusion of the PDP the s upervisors reported that 

the programme was well designed, and covered both theoretical and 

practical components. The teachers reported that they liked the PDP, as 

i t  gave them considerable assistance in adj usting to the task of 

curriculum innovation in thei r classrooms through clear procedures. The 

coaching provided by supervisors during their school visits gave the 

teachers direct feedback about thei r classroom practices, which they 

reported as b ringing them greater security and confidence as mentioned 

by Joyce and Showers ( 1980). The overall view of participants in both 

roles was that it was an effective programme of high quality, an d that its 

impac t c arried through to  student learning:  

The programme guided the teachers with a clear practical 
procedure to implement the new curriculum. It was a very good 
programme. It helped the teachers to ch ange their teaching 
behaviours. (Supervisor 1) 
The programme helped me to develop teaching skills which 
support a learner-centred curriculum, and the teaching method 
introduced assisted the students to develop their E nglish skills for 
communication. ( Teacher 8) 

All the participants had the satisfaction, to varying degrees, of seeing the 

new National E ducation Act 's  provisions coming in to practical effect, and 

knowing that they had overcome considerable challenges to play a part in 

this  successful outcome. 
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CHAPTER 8 

CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 

Introduction 

This chapter sununarises the conclusions reached from the study. It reviews 

the findings and their significance in the context of the study and draws 

implications for the wider context of education in Thailand and elsewhere. It 

considers the limitations of the study and how it tried to minimise these, and 

makes suggestions for further research related to the professional development 

of EFL teachers in Thailand. 

8.1 Overview of the findings 

The study showed that the professional development programme (PDP) 

designed and implemented by the researcher with a group of primary EFL 

teachers led to changes in their classroom practice to meet the requirements of 

the curriculum mandated by the Thai National Education Act of 1999. The 

PDP was devised and carried out in accordance with principles established in 

other professional development settings, and modified to fit the specific 

context in which it was conducted. From the success of the programme, as 

perceived by the teachers, their supervisors and their students, the conclusion 

can be drawn that its main features of a task-based learning methodology, 

combined with a coaching model supporting implementation, can lead to 

teachers changing to the communicative language teaching approach. A 

further conclusion is  that the principles followed in devising and conducting 

the PDP, that were drawn from the li terature on professional development in 

other settings, can be applied to the specific context of this study, most 

notably with primary EFL teachers in Thailand. 
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8.1.1 Task-based learning and communicative language teaching 

The supervisors and teachers participating in the PDP reported that task-based 

learning (TBL) assisted them to make greater use of the mandated 

communicative language teaching (CLT) approach. The main feature of TBL 

in the EFL classroom is the engagement of students, usually in groups, in 

activities where the focus is on the outcome rather than on the language used 

to achieve i t  (Willis, 1 996: 23). In this situation, teachers are facili tators of 

student activities rather than instructors. They set tasks such as problem

solving, information-gap or reasoning-gap activities, recording and reporting; 

students performing these tasks gain fluency in communication (rather than 

concentrating on accuracy), and take an active role in learning through 

practising in naturalistic settings. While CL T describes general principles and 

a broad approach to language teaching, especially that it should employ a 

learner-centred curriculum, TBL applies to teaching routines and specific 

methods of organising the classroom. As shown in the literature review, TBL 

has proved successful in encouraging a change towards student -centred 

learning (especially in the English-speaking countries where it was first 

introduced). This present study affirms that it is also successful in enabling 

such a change in EFL settings in Thailand. 

More specifically, the study indicated that the TBL approach removed the 

teachers' domination of the learning process and the students had 

opportunities to be more involved in learning activities that related to life 

outside the classroom and developed their communication skills. TBL was 

identified as creating opportunities for meaningful collaboration among 

students, and more interaction generally between students and between the 

teacher and students. Teachers reported initial difficulties in allowing 

students the time and freedom to find their own answers, but once this was 

established, students developed confidence and independent learning skllls ,  

according to their teachers, the supervisors and the students themselves. On 

the issue of resources to support TBL methods, the lessons moved away from 

reliance on a single textbook and teachers employed a variety of authentic 
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materials ( i .e . ,  linked to 'real life ' ) .  The scarcity of materials suitable for the 

stage of language proficiency of students - and which the teachers could use 

comfortably on their own basis of English language skills - continued to be a 

problem throughout the PDP. The question of assessment was contentious. 

The data pointed to assessment serving learning goals by the end of the 

programme: centring on communication skills, encouraging students to 

become more involved in their own assessment, and teachers giving 

individualised and regular feedback on student progress. The findings of the 

study confirm previous research and studies reviewed in the literature, such as 

Long (1985), Richards, Platt & Weber (1985), Breen ( 1 987), Candlin (1 987), 

Prabhu ( 1987), and Willis ( 1 996). These studies emphasise that TBL provides 

an explicit and narrow language teaching method for promoting the CL T. 

However, the study found that there was no change in the examination system 

which produced standardised results by which the school and each student 

were j udged outside the school, and teachers were concerned that their 

students and the school might be disadvantaged in a competitive system that 

did not take the new curriculum into account. Despite these misgivings, the 

data showed that students were more relaxed about learning under a scheme 

that did not compare students within the class. Overall the account given by 

supervisors, teachers and students alike across the nine classes in the study 

was one of busy, satisfied classroom practitioners and learners very pleased 

with their achievements and the change they had accomplished over a school 

semester. 

8.1.2 Coaching as an agent in the change process 

The study showed that the coaching model employed in the PDP was an 

effective means to assist this group of teachers to implement the new 

curriculum successfully. Both the supervisors and the teachers reported that 

coaching helped them to clarify the way in which the new curriculum could be 

implemented in the classroom. It reduced the uncertainty and complexity of 

curriculum innovation, rendering it more manageable; both groups were more 

confident i n  their roles as a result, and better able to solve difficulties when 
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they arose. This finding of the study supports what Joyce and Showers (1980) 

and Galton and Williamson ( 1 992) propose in their studies. That is, the 

coaching approach can assist teachers to develop effective ways of 

implementation innovation by simplifying a complex task into a manageable 

component. 

The model of coaching adopted in the PDP had a number of features that were 

concluded to be important to its success. These features consist of five main 

components proposed by Joyce and Showers (1 980): presenting a theory, 

demonstration, practicing, providing feedback and coaching for application. In 

the PDP, i t  began with a workshop for supervisors and teachers in the 

holidays j ust prior to the school semester; in this three-day training session the 

central elements of the new c urriculum were presented, the specific process of 

implementing it during the PDP constructed and agreed upon by the group, 

and videotapes of an EFL lesson by each of the teachers viewed and discussed 

- leading to a general agreement that there was a need for change in 

methodology by the members of the group. The follow-up to the training 

session extended throughout the school semester and consisted mainly of 

fortnightly visits by supervisors to the three schools/teachers involved in the 

programme in their district. In these visits, typically, the supervisor would 

view lessons by individual teachers, give supportive expert feedback, and 

discuss difficulties and issues raised by the teacher. These visits also involved 

meetings with key figures such as principals, and were accompanied by the 

researcher who was involved in discussions, but the supervisor and the teacher 

were the main participants. The three teachers in each of the districts met 

outside school hours with their supervisor and the researcher from time-to

time to discuss common issues and strategies, and to strengthen their mutually 

supportive 'innovation network ' .  

In  affirming its success the supervisors and teachers involved pointed 

particularly to the greater clarity of understanding they had of the process of 

implementation of the new curriculum, the confidence they gained through the 

regular feedback they received from supervisors, the expert advice they 
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received which helped to solve day-to-day problems, the lessening of their 

feelings of anxiety and the general spirit of support, encouragement and 

collaboration in the PDP. The teachers pointed also to unresolved difficulties, 

especially :  too short a space of time to develop the necessary skills to 

implement the new curriculum, and the need for more support in the form of 

relevant materials. The supervisors reported that they needed more budget 

support from the Provincial Education Board, and that they had insufficient 

time to make school visits as expected. They commented also that they 

thought the teachers needed more on-site coaching to sustain the changes they 

were making, and that peer coaching might be a long-term alternative to the 

form i nitiated in the study. As mentioned in the literature, indi victuals find it 

difficult to carry out the change alone. Teachers need ongoing support from 

both administrators and skilled consultants to their continuing commitment to 

the innovation (Blackler & Shimmin, 1984; Pullan, 1992; Bottomley, Dalton, 

Corbel & Brindley, 1 994; Cowley & Williamson, 1 995). 

These outcomes link this study to other studies on professional development 

and curriculum innovation in quite different si tuations, as reported in the 

literature review (see for example, Berman & McLaughlin, 1 976; White, 

1988; Pullan, 1 992). However, there were of course specific characteristics 

in the way the training sessions were conducted, the liaison with schools, the 

supportive networking, and the giving of feedback and advice that linked this 

PDP to its local setting within a Thai cultural context. These aspects of the 

PDP, while not documented here, would have had a crucial effect on the 

outcome; without these adaptations to the situation, the PDP would not have 

succeeded as it did. The researcher's close working knowledge of the Thai 

education system and familiarity with the location of his study ensured, too, 

that the PDP was sensitive to context. There was another feature that may 

have contributed to the success of the programme but which was only 

tangentially mentioned by participants: the particular role and authority of the 

supervisors. Teachers agreed that supervisors have the key role to play in 

curriculum innovation; this stems from their responsibility for curriculum 

implementation at the district level. This view of PDP was pointed out by 
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Cowley and Williamson (1 995), that a model of implementation should be 

flexible and open for localised interpretation and implementation at a pace 

determined by the schools and their teachers. Beyond this, however, the Thai 

education system - with its firmly hierarchical structure - gives a special 

status to external experts such as the supervisors (and to academics/ 

researchers). When people in such roles become advocates for change, 

working as colleagues and supporters for classroom teachers, serving their 

needs and collaborating with them closely in a way that does not traditionally 

happen, then a culturally-specific effect could work to the advantage of the 

programme. Together with the halo effect that normally contributes to the 

success of pilot studies and experimental groups, this PDP had a strong 

impetus towards success from the specific conditions under which it was 

conducted. 

8.2 Implications of the study 

The findings of this study have significant implications at three levels: 

theoretical, practical and for educational policy. 

8.2.1 Theoretical implications 

The study makes an original contribution to EFL research by combining two 

areas, communicative language teaching and curriculum implementation, in a 

particular cultural context, that of Thailand. More specifically, the study 

investigated employing a task-based learning approach as a type of language 

teaching method, which would assist EFL teachers to make greater use of 

communicative language teaching in their classrooms. Further, the TBL 

methodology was combined with a coaching model to assist successful 

curriculum implementation. 

TBL for EFL instruction has received considerable attention from many 

researchers, syllabus designers and educational innovators who have 

promoted the aims of communicative language teaching (Long, 1 985; 
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Crookes, 1986; Candlin & Murphy, 1987; Prabhu, 1 987; Breen, 1989; Nunan, 

1989; Willis, 1996). They have shown that this approach can increase 

significantly learner awareness of the target language, and improve accuracy 

in its use, as well as providing opportunHies for meaning-focused 

comprehension and production of the target language. Furthermore, a task

based learning approach concentrates on a limited range of types of 

communication that can be introduced into the classroom, where language 

teaching methodology is geared towards establishing a tight focus on a 

practical syllabus. 

Recently, in the area of an educational change and curriculum 

implementation, the coaching approach has been recognized as an alternative 

and effective way of facilitating the change process. This approach aims to 

help teachers develop effective ways of acquiring a new concept, on the 

principle that if a complex task is reduced to simple steps and a training 

programme devised that guarantees success at  each step, then teachers will be 

more likely to be successful in adopting the change (Galton & Williamson, 

1992). More particularly, this form of coaching provides support and constant 

reassurance to reduce the feeling of insecurity when teachers bring about 

changes. As the teachers find it difficult to carry out the change alone, the 

support of a group helps them to feel more secure (Blacker & Shimmin. 

1984 ). Moreover, as a coaching approach focuses on improving rather than 

evaluating teaching performance, it allows for communication with others 

about the change process. The coaching relationship results in the possibility 

of mutual reflection, the checking of perceptions, the sharing of frustrations 

and successes, and the informal thinking through of mutual problems. 

Companionship provides reassurance that the problems are normal. The 

companionship not only makes the training process technically easier, i t  

enhances the quality of the experience. For the reasons described, coaching 

has become widely recognised as an agent of successful innovation 

implementation (Joyce & Showers, 1 980; Galton & Williamson, 1 992). 
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Successful pedagogical change, especially one where the change is major 

enough to constitute a paradigm shift, will clearly be more difficult if teachers 

lack an understanding of either the content of the innovation or the process of 

its implementation, or if they feel insecure, isolated or unsupported, or if they 

are under judgment on their performance rather than gaining constructive 

feedback (Fullan, 1992; Bottomley, Dalton, Corbel & Brindley, 1 994; Cowley 

& Willaimson, 1 995). The participants in this study all expressed their 

concerns about these issues, and had experienced such feelings in their earlier 

attempts to employ CL T. The context of primary EFL teaching in Thailand, 

where the need for change was great but seeming so hard to attain, was ideal 

for trialling new approaches to both the content and the process of innovation. 

This study then, makes a contribution to theoretical models of effective EFL 

curriculum change by combining two important components, TBL and the 

coaching approach, and demonstrating that they are compatible and mutually 

supportive innovatory strategies. 

8.2.2 Practical implications 

At the level of practice, the study establishes a clear and comprehensive 

curriculum implementation procedure, which draws together a concern to 

update the content of the new EFL curriculum in Thailand with a concern for 

an effective process by which to implement it .  The resulting model of 

professional development programming differs from those already existing in 

TEFL in Thailand, and offers a very promising alternative. Previous studies, 

as discussed in the literature review, indicate that many teacher professional 

development programmes in the past have failed, and do so primari ly because 

they do not fit the context in which they were conducted and the specific 

needs of participants (see for examples, Parish & Arrends, 1983;  Maris, 1986; 

Berman & McLaughlin, 1977). Most significantly, they have commonly 

lacked adequate continuing support for practice at the school level, leaving 

teachers feeling insecure and isolated in their classrooms. This has been an 

obstacle for educational change in general, and in the field of EFL in Asian 

countries in particular. 
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As was evident in other studies from the literature (e.g., Blacker & Shimmin,  

1984; Fullan, 1 992; Galton & Williamson, 1992; Bottomley, Dalton, Coebel 

& Brindley, 1 994), the teachers in this study indicated how important they 

thought it was to feel knowledgeable, secure and confident about both what 

they were to teach in the new national curriculum and how they were to teach 

i t  effectively. To do this in a pedagogical approach as general in principle as 

CLT, and so radically different from traditional approaches, Thai EFL 

teachers needed to adapt the preferred curricula and pedagogy to their own 

situations. In response to previous research, many studies have suggested the 

consideration of a professional development programme which is flexible and 

open to adopt changes at the pace chosen by the teachers (Cowley & 

Williamson, 1 995). The PDP on which this study is  based focused on this 

i ssue, and the programme was shaped t o  fit i ts  cultural and local context. 

Traditional Thai educational values and procedures, beliefs about learning and 

forms of government administration as they impacted on the practices of 

teachers were considered in the organization of the programme, and in 

conducting the training sessions and the coaching component. The regional 

superintendent, the supervisors, principals and teachers were consulted in the 

process of establishing the programme and choosing who was to be involved. 

Their opinions were respected in a continuing, collaborative endeavour whose 

purpose it was to see everyone succeed. 

The main practical implication of this study is that it establishes a workable 

model for professional development to implement the new curriculum with 

supervisors and teachers such as those participating in this programme. In 

particular it demonstrates how important it is for such a programme to include 

continuing support to assist teachers to cope with the implementation phase of 

innovation. There is nothing, however, in this model that limits its application 

to this level of schooling or to this region of Thailand. It is possible, with 

appropriate adaptation for context, to apply equally well at the secondary 

level, and to elsewhere in Thailand or internationally. Nor, after modification 

to cope with a different curriculum field, need it apply only to EFL. The vital 
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reason for choosing TBL was that it was a methodology employing clear and 

practical procedures that led to desired outcomes, in this case a learner

centred curriculum and performance skills relevant to life outside the 

classroom. Almost all modern curricula have such requirements; this model 

may well deserve consideration in a range of subject areas. 

8.2.3 Policy implications 

In terms of policy, the study contributes to an understanding of teacher 

learning and professional development by providing a model professional 

development programme which has been shown to assist teachers to become 

more confident and to 'feel more at home' and comfortable with confronting 

workplace changes. With the adoption in Thailand of a national curriculum 

policy, teachers cannot avoid introducing educational innovations into their 

classrooms. Teachers, however, must still be able to make the necessary 

changes at their own pace and to adapt any curricula or pedagogy to their own 

situations. For the change to be successful, teachers must perceive the need 

for change and recognise the need for professional development (Full an, 

1 992; Bottomley, Dalton, Corbel & Brindley, 1994). In this study, a 

professional development programme was designed by considering the local 

Thai context and introducing on-going support for teachers during the 

curriculum implementation phase. This was shown to produce a high chance 

of successful and smooth implementation of the changes. 

This study also promoted teachers ' learning and professional development 

through peer coaching and networking. This is considered an effective and 

sustainable way of providing teachers with professional development. Other 

research studies (see for example, Pullan, 1 992;Galton & Williamson, 1992) 

have indicated that teachers feel insecure and lack confidence when 

implementing innovations without support. With group support, teachers feel 

more secure in taking risks. S tudies have also suggested that a collegial 

network is a powerful way for teachers to learn and help each other when they 

encounter change. Peer coaching and school and teacher networking offer 
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practical opportunities for effective innovation implementation at the 

classroom level. As colleagues, teachers can establish goals that are important 

to them collectively and can introduce knowledge and range of experience 

from their own different practices. The·natural resistance to change and 

innovation, particularly by experienced teachers, can be reduced by this 

method of horizontal learning (Joyce & Showers, 1980; Joyce & Weil, 1 986; 

Caccia, 1996;). 

Reflecting on their experience of this PDP, the supervisors had a number of  

recommendations, some of  which are mentioned above. Another was the 

need for adequate funding. A policy implication arising from this 

recommendation would be that successful implementation of innovation needs 

strong government financial support as well as strong directives for change. 

The need for more time in which to provide guidance and support for 

classroom practitioners has financial implications. So does the heavy 

workload of already stretched key personnel, supervisors especially; more 

would be needed, and would require training. To give the individual attention 

they gave to just three teachers in this coaching model could not be sustained 

system-wide, so the funding to establish programmes to train staff already in 

schools to act as key curriculum support personnel would need to be found. 

The programme for this study grew out of the interest and enthusiasm of  the 

researcher, requiring significant investment in overseas travel and study, a 

very extended period of time devoted to planning, liaison with educators at 

various levels of the system, and management and conduct of the programme. 

Some of this preparation and absorption in the detail of carrying out the study 

would not need to be repeated if the model was adopted elsewhere, but almost 

certainly some educators acting as 'change agents' at the regional level would 

be required, and they would need curriculum expertise to sustain the role 

effectively. The findings on implementation support raised in the study agree 

with previous literature such as Pullan ( 1992), Galton and Williamson ( 1992) 

and B ottomley, Dalton, Corbel and Brindley ( 1994). These studies emphasise 

the necessity and the importance of support for teachers when bringing about 

change. 
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8.3 Limitations of the study 

The programme on which this study was based was constrained by a number 

of circumstances relating to time, availability of suitable participants and the 

number that could be accommodated, availability of support staff, resources 

and funding. The gathering of data for the study was constrained largely by 

the time that could be devoted to it by the full-time researcher. The researcher 

was concerned about the issues related to these limitations when conducting 

the study. However, within these limitations, the reports from the study 

indicated the success of the PDP. Discussion of the most significant 

limitations of the study is gathered under three headings: the PDP, sampling 

and research methodology. 

8.3.1 Limitations in relation to the PDP 

A significant limitation in relation to the PDP was the limited time available 

to conduct vital stages of it. The participating supervisors and teachers 

commented that the time allocation was too constrained for both the in-service 

training session and the school visits. For the teachers, as the programme was 

dealing with nine teachers from different schools and locations, it was 

difficult to arrange suitable times for the teachers to attend the workshops and 

the group meetings. This was because the school schedule for the semester 

had been arranged, and the school could not find relief teachers to replace the 

participating teachers when they left their school to attend the workshops or 

group meetings. In addition, the supervisors found it difficult to allocate their 

time for school visits every week as planned, and even found the fortnightly 

visits difficult to sustain. More limited training and support components had 

to be accepted in the programme than was wished, and its effectiveness may 

have been diminished somewhat as a result. Although teachers clearly need 

more than one semester to transform themselves into practitioners in control 

of new curriculum, that length of time was realistic for the PDP in the light of 

constraints on further programmes that might be modelled on it. 
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Another limitation in relation to the PDP was the lack of Thai language 

materials relating to the innovation, both in task-based support materi als for 

the teachers and the supervisors and also with the new curriculum 

implementation documents. This PDP was the first pilot programme to be 

delivered after the Thai government introduced the New Education Act in 

1999; the development of support materials (and staff) had yet to be 

undertaken although their need has since been acknowledged. 

8.3.2 Sample limitations 

There was a strict limit to the number of participants in the study, the main 

factor being the size of the group from whom the researcher could reasonably 

gather such detailed data. Questionnaire preparation, distribution and 

collection for the twelve educators in different districts and schools before and 

after the PDP, and administration of the questionnaire to 23 1 students at the 

conclusion of the study, were reasonably manageable; the conduct of recorded 

interviews with individual supervisors and teachers and the students in groups 

of three, followed by transcription and translation, placed a considerable 

constraint on enlarging the group. In addition, nine lessons had to be 

videotaped, and then viewed and discussed in a three-day workshop, and 

fortnightly follow-up visits to be made to all participants in the three cities; 

the sample size needed to be strictly limited. The benefits of reducing the 

number of subjects in the study were that a very rich range of data could be 

collected, the situations, thinking and professional practice of each came to be 

known intimately by the researcher, and essential liaison and problem-solving 

support could be given by the researcher to all participants. The disadvantage 

of the small size was that it reduced the ability to generalise the results to a 

wider context. 

The participants were volunteers, not a random sample of supervisors and 

teachers in the region in which the study was conducted. Most of the 

participants were recognised by the local educational authorities as being 
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people who were keen to develop their professional careers, especially the 

teachers. All had a close interest in the implementation of the new 

curriculum, although two of the teachers were encouraged to enter the 

programme because their principals bel'ieved that the professional 

development they would receive would improve their classroom performance 

in a field that was fairly new to them. That this group's perceptions about the 

need for change were so positive at the beginning of the PDP could have 

contributed significantly to its successful implementation (Campbell & 

Stanley, 1963; Burns, 1994; Isaac & Michael, 1995). How representative the 

attitudes and ski lls of such a group can be taken to be of all primary EFL Thai 

teachers, or even of Grade 6 teachers, is  certainly questionable. It would be 

reasonable to say that the results of the study indicate what can be achieved in 

fairly favourable circumstances, not what will be achieved if the model were 

to be adopted widely throughout Thailand, especially if such matters as 

adaptation for differing local contexts and personal si tuations were not given 

importance. 

8.3.3 Limitations in the research method 

The main research method limitation concerns the generalisability of the 

research results. Because the study was conducted with a limited sample of 

teachers in specific circumstances, caution needs to be exercised in claiming 

the study's  application to other contexts (Campbell & Stanley, 1963 ;  Burns, 

1994; Isaac & Michael, 1995). In addition, the halo effect from setting up an 

experimental and closely monitored group would certainly have affected the 

generalisabi li ty of results. 

Another methodological constraint was that it was the researcher who devised 

and conducted the PDP from which the same researcher gathered his data. To 

offset the inherent bias in such circumstances, triangulation was used to 

validate data where possible (Campbell & Stanley, 1963; Burns, 1 994). 

Considerable effort was made to gather data in different forms (questionnaire, 

observation checklists, interview) and from all participants (supervisors, 
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teachers, students) at different stages (pre- and post-PDP, as well as less 

formally during the implementation of the programme). It was intended that 

this would provide consistent triangulation and internal and external validity 

of the study (Burns, 1994; Isaac & Mic'hael , 1995). 

Another limitation merits mention as well. The data gathered on the impact of 

the PDP upon attitudes and teaching practice considered the combination of a 

number of innovatory elements in professional development, most notably the 

combination of TBL methods with a coaching approach. There was little 

attempt to identify the impact of specific factors on the whole change. The 

data were not collected in a way that pinpointed whether it was the adoption 

of TBL that had the greatest contribution to make to successful change, or 

particular aspects of coaching such as regular visits, or the way feedback was 

given, or networking, that made the significant difference between this PDP 

and earlier programmes. The study established that all the elements of the 

PDP collectively were effectual, not that any one could be said to be crucial. 

The interview data gave some detail on participants' views about some 

factors, but the questionnaires and checklists were not primari ly designed to 

yield quantitative data on which regression analysis could be conducted. 

8.4 Recommendations for further research 

This study developed, implemented and evaluated a small-scale, pilot 

professional development programme to assist primary EFL teachers to 

implement the changes mandated by the Thai government ' s  National 

Education Act of 1 999. In fact, this study was a quasi-experimental study. Its 

outcome was certainly encouraging in indicating ways in which future 

programmes in this field might be conducted, and it contributes to the body of 

literature on curriculum development and in-service education generally. Its 

success also points to further research which could usefully deepen the 

understandings it generates and extend the practical application of its 

approach to professional development. Some suggestions follow. 
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8.4.1 Would it work with other groups? 

Because the study was conducted as a pilot project with an invited volunteer 

group of participants as well as a limited group of schools and areas, it is 

suggested that further studies should be conducted by repeating the same 

process with other groups of participants in different circumstances. This 

would extend the generalisability of the results. In addition, a replication of 

the research without the researcher should be conducted to investigate 

whether or not the results would be the same when compared with this study. 

As mentioned by Full an ( 1992), perception of a particular need is an 

influential factor in the success of any innovation. It is very challenging for 

further investigation whether or not the findings would be positive with other 

groups of teachers and schools. 

8.4.2 Further research on peer coaching I networking to develop 
teachers as professionals in the long term 

It was obvious from the findings of this study that a coaching approach is a 

powerful way of assisting teachers to cope with curriculum change, as well as 

assisting teachers to develop their professional teaching career. Traditionally 

in Thailand, people who provide coaching are experts from 'outside ' ,  such as 

education supervisors or university academics who are expert in those areas. 

Research studies (e .g. ,  Beijaard, Verloop, Wubbels & Feiman-Nemser, 2000; 

Joyce & Weil, 2000) h ave suggested that teachers themselves can provide 

useful coaching to, or rather with, their peers. In this way, teachers can share 

their own experiences about teaching and classroom practice; especially those 

with more experience collaborating with those who have less. Further studies 

of peer coaching and teacher networking could be conducted to assess their 

future role in professional development of the kind recommended here. 

Beijaard, Verloop, Wubbels and Feiman-Nemser (2000) emphasised the 

important of research on peer coaching, that it contributes not only to the 

professional development of a colleague but to the teachers' professional 

growth as well. 
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8.4.3 Teachers adapting to change 

Teacher professional development has become increasingly important in 

many countries, including Thailand (Ballinger, 2000; Simons, Linden & 

Duffy, 2000). This is because teachers are affected by changes from both 

outside and inside schools and those changes affect their working lives. Many 

teachers feel insecure when confronting changes to be introduced into their 

classrooms required by government policy changes. Previous research and 

studies described in the literature, such as Berman and McLaughlin (1 977), 

Parish and Arrends (1983), Blackler and Shimmin (1984), Maris ( 1 986) , 

Pullan ( 1 992) and Galton and Williamson (1 992) reported in a range of 

cultural contexts that teachers felt insecure and lacked confidence to change. 

It is recommended that further investigation of the impact of changes which 

affect the quality of teaching and teachers' work in Thailand would be most 

useful .  

Understanding of  local characteristics in adaptation to change could contribute 

significantly to the ways innovation is introduced in this country. Studies of 

Thai teachers' perceptions about their professional competencies, work lives 

and professional identities would also be suitable for further investigation. 

8.4.4 Fields other than EFL 

It has been shown in this study that attempting to implement curriculum 

innovation through a teacher development programme requires the 

consideration of local context and local culture. In addition, a professional 

development programme should provide for focus on both the content of the 

innovation and also the process of implementation, in order to maximise its 

chances of success (Pullan, 1 992; Bottomley, Dalton, Corbel & 

Brindley, 1 994). More importantly, i t  needs a means of assisting teachers to 

maintain the goals of the innovation and to support them through the process 

of implementation (Joyce & Showers, 19 80; Galton & Williamson, 1992). 

The programme introduced in this study was designed to serve all of the 
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above purposes, specifically in the area of TEFL. However, further 

investigation is suggested to ascertain whether this framework can be applied 

to other fields or areas of education in Thailand (or elsewhere), such as 

science, mathematics or social science: This is because not only do EFL 

teachers confront the changes in their teaching methods, but also teachers in 

other cuniculum areas require a professional development programme, which 

will assist them to cope with refonns which will bring change to their 

professional practice. 

if ,., l 

I .  

fi 
UTAS 

... 
.

.. . � 

·- . 

233 



REFERENCES_ 

Anderson, 1. (1993). Is a communicative approach practical for teaching English in 
China? Pros and cons. System, VoL 2 1  (4): 471-480. 

Alderson, 1. C. & Beretta, A. ( 1 992). Evaluating second language education. 
Cambridge: Cambridge University Press. 

Alderson 1. & A. Beretta (Eds.) ( 1 992). Guidelinesfor the evaluation of language 
education. Cambridge: Cambridge University Press. 

Allwright, R.L. ( 1981) .  What do we want teaching materials for? ELT Journal, VoL 36 
( 1 ) :  5-19.  

Altbach, G. P. & Gail, P. K. ( 1988). Textbooks in the third world: Policy, 
content and context. New York: Garland Publisher. 

Ball, D. L. & Feiman-Nemser, S .  ( 1988). Using textbooks and teachers' guide : A 
dilemma for beginning teacher educators. Curriculum Inquiry, VoL 1 8  ( 4 ) :  401-
423. 

Ballard, T. L (2001) .  Coaching in the classroom. Teaching and Change, VoL 8 (2): 160-
175. 

Beijaard, D. ,  Verloop, N. ,  Wubbels ,  T. ,  & Feiman-Nemser, S. (2000). The professional 
development of teachers, In R. Simons, 1. Linden, & T. Duffy (Eds.) (2000). 
New learning. (pp.261 - 274). The Netherlands: Kluwer Academic Publishers. 

Beretta, A .  ( 1990). Implementation of the Bangalor Project. Applied Linguistics, 1 1  (4) : 
321-337. 

Berman, P., & McLaughlin, M. ( 1977). Federal programs supporting educational 
change: Vol. VII. Factors affecting implementation and continuation. Santa 
Monica, CA: Rand Corporation. 

Berwick, R ( 1993).Towards an educational framework for teacher-led tasks. In S .  Gass, 
and G. Crookes (Eds.) Tasks in a Pedagogical Context: Integrating 

theory and practice. (pp. 97-124). Clevedon, Avon: Multilingual Matters. 

Bransford, J. D., Brown, A .  L. & Cocking, R. R. (Eds.) ( 1 999). How people learn: 
Brain, mind, experience, and school. Washington, DC: National Academy Press. 

Breen, M. & Candlin, C. N. ( 1980). The essentials of a communicative curriculum in 
l anguage teaching. Applied Linguistics, VoL 1 (2): 89- 1 1 2. 

234 



Breen, M. P. ( 1984). Process syllabus for the language classroom. In C. J. Brumfit (Ed.) 
General English Syllabus Design. (pp.47-60). ELT Docwnents, Report No. ELT-
1 18). New York: Maxwell House. 

Bottomley, Y.,  Dalton, J., Corbel ,  C., & Brindley, G. ( 1994). From proficiency to 
competencies: a collaborative approach to curriculum innovation. Sydney: 
National Centre for English Language Teaching and Research. 

Brindley, G. & Hood, S. ( 1990). The second language curriculum in action. Sydney: 
NCELTR. 

Brookfield, S . D. ( 1986). Understanding andfacilitating adult learning. San Francisco: 
Jossey-Bass. 

Brumfit, C. ( 1979). Communicative methodology in language teaching. Oxford: 
Oxford University Press. 

Brumfit, C. ( 1984). Communicative methodology in language teaching. Cambridge: 
Cambridge University Press. 

Burnaby, B . ,  & Sun, Y. ( 1989). Chinese teachers' views of western l anguage teaching: 
Content informs paradigm. TESOL Quarterly, Vol. 23 (2): 219-238 .  

Brundage, D .  H . ,  & Mackeracher, D .  ( 1980). Adult learning principles and their 
application to program planning. Toronto: Ministry of Education, Ontario. 

Burns, R. ( 1994). Introduction to research methods (Third edition). Melbourne: 
Longman Australia. 

Burns, R. ( 1995). The Adult Learner at Work. S ydney: Business & Professional 
Publishing. 

Burns, R. (2000). Introduction to research methods (Fourth edition). Melbourne: 
Longman Australia. 

Caccia, P. (1996). Linguistic coaching: Helping beginning teachers defeat 
discouragement. Educational Leadership, Vol. 46 (8): 37. 

Campbell, D. T., Stanley, J.  C. ( 1963). Experimental and quasi-experimental designs 
for research. Chicago: R. McNally. 

Candlin, C. N. & Murphy, D. F. ( 1987). Language learning tasks. London: Prentice
Hall. 

- - . Chute, A. G., Thomson, M. M., & Hancock, B. W. ( 1999). The McGraw-Hill Handbook 

235 



of Distance Learning. New York: McGraw-Hm. 

Clarke, F. D .  (1 989). Materials adaptation: Why leave i t  all to the teachers? ELT 
Joumal, Vol. 43 (2): 133-141 . 

Cowley, T. & Williamson, J. ( 1998). A recipe for success? Localized implementation of 
a (flexible) National Curriculum. The Curriculum Journal, Vol. 9 ( 1 ) :  79-94. 

Department of National Curriculum. (2000). The English Subject Curriculum. 
Bangkok: Ministry of Education, Thailand. 

Department of National Standard Assessment. ( 1995a). Report on Curriculum 
Assessment 1990-1995. Bangkok: Ministry of Education, Thailand. 

Department of National S tandard Assessment. ( 1 995b). Report on Student 
Achievement. B angkok: Ministry of Education, Thailand. 

Doughty, C.& Pica T. ( 1 986). 'Information gap' tasks: do they facilitate second
language acquisition? TESOL Quarterly, Vol. 20 (2): 305-25 . 

Duff, P. ( 1986). Another look in interlanguage talk: Talking task to task. In R. Day 
(Ed.). Talking to learn. (pp . 147-181) .  Rowley, MA: Newbury House. 

Ellis, G. ( 1994). The appropriateness of the communicative approach in Vietnam: An 
interview study in intercultural communication. Unpublished master's thesis, 
La Trobe University, Bundoora, Australia. 

Ellis, R. (1985). Understanding second language acquisition. Oxford: Oxford 
University Press. 

Ellis, R. (1988). Classroom second-language development. London: Prentice-Hall .  

Ellis, R. ( 1990). Instructed second language acquisition: Learning in the classroom. 
UK: B asil Blackwell .  

Ellis, R .  ( 1994). The study of second language acquisition. Oxford: Oxford University 
Press. 

Ellis, R. ( 1997). The empirical evaluation o f language teaching materials. ELT 
Journal, Vol. 5 1  ( 1 ) :  36-42. 

Foley, J. (1991) .  A psycholinguistic framework for task-based approaches to 
language teaching. AppliedLinguistics, Vol. 1 2  ( 1 ) :  62-75 

Pullan, M. ( 1982). The meaning of educational change. New York: Teacher College, 
Columbia University. 

236 



Pullan, M.  with S .  Stiegrlbauer ( 1991 ). The new meaning of educational change. 
London: Cassell. 

Pullan, M. (1992). Meaning of educational change. New York: Teachers College Press. 

Pullan, M.G. ( 1991 ). Successful school improvement. Buckingham: Open University 
Press. 

Galton, M. & Williamson, J. (1 992). Groupwork in the primary classroom. New York: 
Routledge. 

Gass, S .  & G. Crookes (Eds.). ( 1993). Tasks in a pedagogical context: Integrating 
theory and practice. Crevedon, A von: Multilingual Matters. 

Hallinger, P. (2000). The Changing context of Thai education: New challenges for 
school leaders. Chulalongkorn Educational Review, Vol. 7 (1) :  1 - 13 .  

Hall, G. & Hord, S .  (1 987). Change in schools-facilitating the process. Albemy: 
State University of New York Press. 

Hargreaves, D (1992). The new professionalism: The synthesis of professional and 
institutional development. Paper presented at the International Symposium on 
Teachers' Learning and School Development, Lismore, July. 

Hutchison, T. & Torres, E. ( 1994). The text book as agent of change. ELT Journal, 
Vol. 48 (4): 3 15-328. 

Isaac, S .  & Michael, W. B. ( 1995). Handbook in research and evaluation (Third 
edition). San Diego: EdiTS/ Educational and Industrial Testing Services. 

Johnson, K. (1982). Communicative syllabus design and methodology. Oxford: 
Pergamon. 

Joyce, B .  & Showers, B .  ( 1980). Improving in-service training: The messages of 
research. Educational Leadership, Vol. 37 (5): 379-385.  

Joyce, B.  & Weil, M.  ( 1986). Models of teaching (Third edition). Englewood Cliffs, NJ: 
Prentice-Hal l .  

Knowles, M .  (1978). The adult learner: A neglected species. Houston: Gulf Publishing. 

Krashen, S. ( 1982). Principles andpractices in second-language acquisition. Oxford: 
Pergamon. 

- ---Kumaravadivelu, B .  (1 993). The name of the task and the task of naming: 

237 



Methodological aspects of task-based pedagogy. In G. Crooks & S . M.  Gass 
(Eds.), Tasks in pedagogical contexts. (pp. 69-96). Clevedon: Multilingual 
Matters Ltd. 

Lee, W. Y. ( 1995) Authenticity revisited: Text authenticity and learner authenticity. 
ELT Journal, Vol. 49 (4): 323-328 

Li, Defeng. ( 1 998). It's always more difficult than you plan and imagine: Teachers' 
perceived difficulties in introducing the communicative approach in South 
Korea. TESOL Quarterly, Vol. 32 (4): 677-703. 

Lightbown, P. & Spada, N. ( 1993). How languages are learned. Oxford: Oxford 
University Press. 

Littlewood, W. ( 1981). Communicative language teaching. Cambridge: Cambridge 
University Press. 

Littlewood, W. ( 1984). Foreign and second language learning: Language acquisition 
research and its implications for the classroom. Cambridge: Cambridge 
University Press. 

Li, X. J. ( 1984). In defence of the communicative approach. ELT Journal, Vol. 38 (1) :  
2-13 .  

Long, M . H .  ( 1985). A role of instruction in second language acquisition: Task-based 
language training. Clevedon: Multilingual Matters 

Long, M. H. & Crookes, G. (1992). Three approaches to task-based syllabus design. 
TESOL Quarterly, Vol. 26 (1) :  27-56. 

Long, M. H. & Crookes, G. ( 1 993). Units of analysis in syllabus design - The case for 
the task. In G. Crooks & S . M.  Gass (Eds.), Tasks in pedagogical contexts. (pp. 
9-54). Clevedon: Multilingual Matters Ltd. 

Long, M. & Porter, P. ( 1985). Group work, interlanguage tasks and second-language 
acquisition. TESOL quarterly, Vol. 19  (2): 207-227. 

Louis, K. & Miles, M. B .  ( 1990). Improving the urban high school: What works and 
why. New York: Teachers College Press. 

Lynch, B. K. ( 1 996). Language program evaluation: Theory and practice. Cambridge : 
Cambridge University Press. 

McCombs, B.L. ( 199 1).  Motivation and lifelong learning. Educational Psychologist, 

Vol . 26 (2): 1 17-127.  

238 



McDonough, J. & Shaw, C. ( 1993). Materials and methods in ELT: A teacher's guide. 
UK: Blackwel1 Publishers. 

Markee, N. ( 1 997). Managing curricular innovation. Cambridge: Cambridge 
University Pres,s. 

Marris, P. ( 1 975). Loss and change. New York: Anchor/Doubleday. 

Marsh, D. ( 1988). Key factors associated with the effective implementation and impact 
ofCalifomia's educational reform. Paper presented at the American Educational 
Research Association Annual Meeting. 

Mitchell, R. ( 1 988). Communicative language teaching in practice. Centre for 
information on l anguage teaching and research, Great Britain: Warwick. 

Murphy, D. F. ( 1 993). Evalu ating language leaning tasks in the classroom. In G. 
Crooks & S . M. Gass (Eds.), Tasks in pedagogical contexts. (p. 1 3 9- 1 6 1). 
Clevedon: Multilingual Matters. 

Nunan, D .  ( 1 987). The teacher as curriculum developer. Sydney: Macquarie 
University Press. 

Nunan, D. ( 1 988). The learner-centred curriculum. Cambridge: Cambridge University 
Press. 

Nunan, D. ( 1 989). Designing tasks for the communicative classroom. Cambridge: 
Cambridge University Press. 

Nunan, D. ( 1 99 1). Language teaching methodology. London: Prentice-Hall. 

Nunan, D. ( 1 993). Task-based syl1abus design: Selecting, gl ading and sequencing tasks. 
In G. Crooks & S. M Gass (Eds.). Tasks in a pedagogical context. 

(pp.55-68). Clevedon: Multilingual Matters. 

Nunan, D .  ( 1 995). Language teaching methodology: A textbookfor teachers. New 
York: Phoenix ELT. 

Office of the National Education Commission. ( 1 999). Education in Thailand 1999. 

B angkok: Amarin Printing and Publishing. 

Office of the National Education Commission. (2000). National Education Act ( 1999). 
B angkok Office of the Prime Minister, Thailand. 

Office of the National Education Commission. (2001 a). Thailand's Education 
Reform: The Nation Education A ct, Hope for a Better Thailand. B angkok 
Office of the Prime Minister, Thailand. 

239 



Office of the National Education Commission. (200 1b). Learning Reform: A Learner
Centred Approach. B angkok: Office of the Prime Minister, Thailand. 

_ Owens, G. R .  (200 1 ) .  Organizational behavior in education: Instructional 
leadership and school reform (Seventh edition). B o ston, MA A11yn and B acon. 

Parish, R. & Arrends, R. ( 1 983). Why innovative programs are discontinued. 
Educational Leadership. Vol. 40 ( 4 ): 62-65 . 

Pica, T., Kanagy, R .  & Fa]odun, J. (1 993). Choosing and using communicative tasks 
for second l anguage instruction. In S. Gass & G. Crooks (Eds.). Tasks and 
language learning: integrating theory and practice. (p. l 25-1 38). Clevedon: 
Multilingual Matters. 

Prabhu, N. S. ( 1 987). Second language pedagogy. Oxford: Oxford University Press. 

Prabhu,N.S. (1 990). Comments on Alan Beretta's paper 'Implementation of the 
B angalore Project. Applied Linguistics, Vol. 1 1  (4): 338-340. 

Pratt, D. D. & Associates. ( 1 998). Five perspectives on teaching in adult and higher 
education. Malabar Fla.: Krieger Pub. Co. 

Quinn, T. ( 1 984). Functional approaches in l anguage pedagogy. Annual Review of 
Applied Linguistic, Cambridge: Cambridge University Press. 

Richards, J. C. ( 1 984). The secret life of methods. TESOL Quarterly, Vol. 1 8  (1): 7-23. 

Richards, J. C. ( 1 985). Conversational competence through role play activities. RELC 
Journal, Vol. 1 6  (1) :  69-84. 

Richards, J. C. & Rodgers, T. S. ( 1 986). App roaches and methods in language 
teaching. Cambridge: C ambridge University Press. 

Rivers, M W. ( 1 983). Communicating naturally in second language theory and practice 
in language teaching. Cambridge: Cambridge University Press. 

Rivers, M. W. ( 1 9 8 1 ) .  Teachingforeign language skills (Second edition). Chicago: 
The University of Chicago Press. 

Robinson, P. & Ross, S. ( 1 996). The development of task-based assessment in 
English for academic purposes programs. Applied Linguistics, Vol. 17 ( 4 ): 455-
476. 

Sano, M . ,  Takahashi, M.,  & Yoneyama, A. ( 1 984). Communic ative l anguage teaching 
and l oc al needs. ELT Journal, Vol. 38 (3): 170-177 

240 



Savignon, S .  ( 1991) .  Communicative language teaching: State of the art TESOL 
Quarterly, Vol. 25 (2): 261-77. 

Shamin, F. ( 1996). Leamer resistance to innovation in classroom methodology. In 
H. Coleman (Ed.), Society and the language classroom. Cambridge: Cambridge 
University Press. 

Simons, R. J. ,  Linden, J. & Duffy, T. (2000). New learning. The Netherlands: Kluwer 
Academic Publishers. 

Skehan, P. ( 1992). Strategies in second language acquisition. Thames Valley 
University working papers in English language teaching, N o. l .  

Skehan, P .  ( 1996). A framework for the implementation o f  task-based instruction. 
Applied Linguistics, Vol. 17 ( 1 ): 37-62. 

Slater. C. L. & Simmons, D. L. (2001). The design and implementing of a peer coaching 
programme., American Secondary Education, Vol. 29 (3): 67. 

Smith, R. M. ( 1982). Learning how to learn: Applied learning theory for adults. New 
York: Cambridge Books. 

Strauss, A & Corbin, J. ( 1998). Basics of qualitative research. UK: SAGE. 

Tight, M. (1996). Key concepts in adult education and training. New York: Routledge. 

Tudor, I. (1996). Learner-centredness as language education. Cambridge: Cambridge 
University Press. 

Wong, V., Kwok, P. & Choi, N. ( 1995). The use of authentic materials at tertiary level. 
ELT Journal, Vol. 49 (4): 3 18-322. 

Wajnryb, R. ( 1992). Classroom observation tasks. Cambridge: Cambridge 
University Press. 

Wallace, M. J. ( 1998). Action researchfor language teachers. Cambridge: Cambridge 
University Press. 

Weir, C. & Roberts, J. ( 1994). Evaluation in ELT. UK: B lackwell Publishers. 

White, R. ( 1988). The ELT curriculum - Design, innovation and management. Oxford: 
Blackwell. 

Williamson, J. & Cowley, T. ( 1995). Case studies about implementing profiles. 
Curriculum Perspectives, Vol . l5  (3 ): 69-7 1 .  

241 



Williamson, J. ( 1 996). Innovative practice in learning and teaching. A paper presented 
at the 5th OECD/IVlonbusho Symposium, Tokyo. 

Willis, J. ( 1996). Aframeworkfor task�based learning. London: Addison Wesley 
Longman. 

Wilson, B. & Corcoran, T. ( 1 988). Successful secondary schools: Vision of excellence 
in American public education. Philadelphia: Palmer Press. 

Yin, T. S., Adamson, B. A .  & Wai, M. ( 1 999). Tasks in English language 
and Chinese language. (unpublished paper, University of Hong Kong). 

242 



i \l t l l· 
,- I  
I • ' I  
I 1 

i i 

APPENDICES 

I 

243 



APPENDICES A - G 

DATA COLLECTION INSTRUMENTS 

A: Teacher & Supervisor Questionnaire 

B :  Student Questionnaire 

C:  Classroom Observation Schedule 

D: Supeirvisor Interview Schedule 

E: Teacher Interview Schedule 

F: Teacher & Supervisor Interview Schedule 

G � Student Interview Schedule 
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Data Collection Instruments 

Three research mstruments, a classroom observatJOn checkhst, a questJOnn ane, and an interv1ew 

schedule, were used to gather data m this study. 

The classroom observation checkllst was used for two purposes: (1) to rate. before and after 

the PDP, ind1 v1dual teachers' use of spec1f1c features of CLT, and (i1)  to mom tor teachers' 

cla ssroom performance for1m ghtly dunng the PDP. Feedback sesswns were conducted 

between supervisor. researcher and teacher after lessons usmg the supervi sor' s ratings on 

the checklist as the basis for constructive discussion. Items on the checklist enabled the 

supervisor to focus on TBL methods that teachers were developing in their pedagogy 

through the coaching approach. 

Intervi ews were conducted in tandem with the classroom observation checklist and the 

questionnaires,  and were aimed at eliciting in-depth information about the perceptions and 

personal experiences of the superv1sors, teachers and students participating in the PDP. 

Three different interview schedules were developed to fit each of the groups of 

participants. All nme teachers and three superv1sors were interviewed before and after the 

PDP, but a representative sample of three students from each class on l y  were mcl udcd in 

the student interviews. 

Two questionnaires were used in this study. One was administered to teachers and 

supervisors before and after the PDP to gather data on changes in participants' perceptions 

and understanding of issues associated with the new curriculum and its introduction 

through the PDP. The other was used to investi gate students' perceptions of the new 

methods of teaching and learning they had experienced as a result of their teachers' 

involvement in the PDP. 

In the following observation checklist, intenriew and questionnaire fo nns, English 

translations of item.s in the original Thai versions are given. These tran slations have been 

. --- · checked with an English-speaking Thai colleague, and the back-tran slations confirmed by a 

fellow Thai postgraduate student at the University of Tasmania. 
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Appendix A: 

Direction 

Teacher & Supervisor Questionnaire 

Please give your perceptions about the issues involved m implementing the new curriculum below by 
using the following scale: 

SA Strongly A gree 
A Agree 

U Not Sure 
D Disagree 
SD Strongly Disagree 

1 .  Perception o f  need 

External factors 

1 . 1 . The change in political and economic climate has 
meant Thailand needs a learner-centred curriculum. 

1 .2  . The change in national education policy has meant 
Thailand needs a learner-centred curriculum. 

Internal factors 

1 .3 .  The need for change is because I would like 
to provide students with quality programmes. 

1 .4. The need for change is because of the need for 
sequential courses and pathways for students. 

2. Understanding of issues relevant to the new 

curriculum 

2. 1 .  I have a clear understanding of 
the objective of the curriculum. 

2.2. I have a clear understanding of 
types of learning & teaching activities 

2.3. I have a clear understanding of 
the role of the teacher. 

2.4. I have a clear understanding of 

SA A u D SD 
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the role of learners. 

2.5. I have a clear understanding of 
the procedure of assessment 

3. Beliefs about teaching methodology 

3. l .A learner-centred curriculum needs d1 fferent learning 
and teaching act1 V1t1es. 

3.2.  A learner-centred curriculum needs a wide range of 
instructional materi als. 

3.3. A learner-centred curriculum reqU1res a change m 

the teacher's role from dominating the classroom 
to facilitating learning opportunities. 

3.4. A learner-centred curriculum is more act1Ve than 
a teacher-centred curriculum. 

3.5 .  A learner-centred curriculum requires the teacher 
to change the way learning i s  assessed. 

4. Understanding the process of implementation 

4. 1 .  I understand the plan for the introduction of the 
new curriculum. 

4.2. I understand how the new cuniculum will be 
implemented. 

4.3. I understand how the new curriculum will be 
maintained. 

5. Participation and decision making in 
the implementation process 

5.1 . I participated in the planning stage of curriculum 
implementation (in my region/c lassroom). 

5.2. I participated in the implementation of the 
curriculum (in my region/classroom). 

5.3. I participate/expect to participate in the 

continuation stage of curri culum implementation . .  
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5.4. I have a role in decision-making during the various 
stages of implementatiOn of the new curriculum. 

6. Implementation support 

6. 1 .  I think that initial intensive training i s  helpful for 
implementing the new curriculum. 

6.2. I think that financial support is necessary for 
implementing the new curriculum. 

6.3.  I think that support material s  are necessary for 
implementing the new curriculum. 

6.4. I think that adequate time allocation is very 

important for implementing the new curriculum. 

7. Key supporters of curriculum implementation 

7 . 1  The teacher is a key supporter of curriculum 
implementation. 

7.2. The school principal is a key supporter of 
curriculum implementation. 

7.3 .  The supervi sor i s  a key supporter of curriculum 
implementation. 

7.4. The researcher/academic is a key supporter of 
curriculum implementation. 

7.5.  The regional education authority is a key supporter 
of curriculum implementation . 
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Appendix B :  Student Questionnaire 

Direction 

We would like you to say what you think about the new \.vay of learning Enghsh in your 
class by ticking yes or no to the following statemen ts. 

1 .  I am happy with the new teaching method. 

2. The new teaching method helps me to 1mprove my English 
language communication skills. 

3. I am happy when the teacher asks us what we want to learn 
at the beginning of the course. 

4. I am happy that learning activities allow us to have more 
involvement. 

5 .  I am happy that learning activities help u s  to develop our 
learning skil ls .  

6 .  I am happy that the teacher facilitates and encourages u s  
t o  learn b y  ourselves. 

7. I am happy that access to student record helps us to know 
the progress of our study. 

8. I am happy that w e  are allowed to become more involved 
in our own assessment. 

9. I am happy that the teacher accepts students' individual 
differences. 

1 0. The new teaching method helps us to become more 
confident and independent l earners. 

YES NO 
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Appendix C :  C�assroom Observation Checklist 

Direction: 

During or after the class you have observed or taken part i n ,  rate the fol1owing statements 
according to what went on. 

5 - Always. 
4 - Often 
3 - S ometimes 
2 - Occasionally I untermiUently 
1 - Never 

a. The general / specific objectives 

1 .  The development of fluency is more important 
than forma] accuracy. 

b.  Types of learning and teaching activities 

1 .  The acti vities a11ow a high degree of ]earner participation. 

2. The acti vities focus on comprehensible and meaningful 
input /output. 

3 .  The acti vities involve information sharing. 

4. The activities require negotiated completion of tasks. 

5. The activities involve learners in different kinds of roles, 
necessitating use of different types of speaking. 

6. The acti vities a11ow learners to practise use of conversational 
routines and expressions. 

7. The acti vities encourage ]earners to use tum-taking roles. 

8 .  The acti vities a1Jow learners to develop meaningful 
co11aborati on. 

9. The activities provide ]earners opportunities to practice 
strategies for opening, developing and terminating 

conversational encounters. 

5 4 3 2 
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c. Learner roles 

l .  The learners are abl e to negotiate meaning. 

2. The learners are able to convey factual info1mation. 

d. Teacher roles 

l .  The teacher encourages student-student 
interaction I participation. 

2. The teacher defines a problem to be worked by 
learners, guided by a teacher. 

3. The teacher asks students to apply existing skills to 
a new setting. 

e. The role of instructional material 

1 .  The teacher offers different resources for the tasks. 

2. Tasks involve learners with authentic materials. 

3. The materi als make clear the link between the 
classroom and the wider world. 

4. The materials foster independent learning. 

5. The materi als focus the learners on the learning process.  

6 .  The materials accord with the l earners' expressed needs. 

f Assessment I Evaluation 

1 .  Evaluation is jointly determined by teacher & students. 

2. The teacher uses a range of assessment approaches. 

3.  The teacher provides students with a record of their 
progress. 

4. Assessment i s  used to improve students' progress, 
not just for teachers' marks. 
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Appendix D :  Supervisor Intcrvie\v ScheduJc 

a. The gmeral I specific objectil'e 

1 .  C8n you descnbc the present Engllsh te;tc h m g  mct hod(s) teachers use to 

promote student learnmg ? 

In particular, can you highlight the strengths and weaknesses of the Engllsh 
teachmg method(s) that those teachers use? 

2. How would you descnbe these teaching method compared to those they used in 

the past? 

b. Types of learning and teaching activities 

l .  What act1 vitJes do teachers use m then cl assrooms to promote Engl !sh language 
commumcation skllls? 

2. How would you descn be these m learnmg acti v l l Jes compared to those used m the 
past? 

3 .  What difficulties do you fmd the teachers encounter w hen usmg these ac t r v i Ues'? 

c. The learner's role 

1 .  What are students doing in their classrooms currently to Improve their English 
communication skills ? 

2. How would you descnbe the learner's rol e  compared to the past? 

3 .  What difficulties are there for students m gettmg mvolved m learnmg activities? 

Please describe what they are. 

d. Teacher's role 

1 .  How would you descnbe the teacher' s role m promotmg l e armng opportumties in 

the clas sroom currently? 

2. How would you descn be the teacher' s  role compared to the past? 

3 .  What difficulties do you thmk teachers are facmg m ful f! l lmg their rol e  cunently? 

Please describe them. 
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e. The role of instructional materials 

L What sort of instructional materials are teachers using to promote leaming English 
for communicative purposes? 

2 .  How would you descnbe the1r use of mstructJOnal materi als compared to the past? 

3 .  What difficulties do you thmk teachers have in usmg these maten aJs'l 

4. How are teachers usmg these matenals to make a l m k  between the1r classroom and 
the w1der world? 

f Assessment I Evaluation 

1 .  What assessment methods are teachers usmg to evaluate theJr students' leammg 
progress? 

2. In what way do teachers monitor the1r students? 

3 .  How would you describe these leammg assessment methods compared to the 
past? 

4. Has the change in assessment procedure created any d1ff1cUlt1cs for teachers? 
If yes, please descnbe them. 
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Appendix E: Teacher Interview Schedule ·�---------------------------

a. The general I specific objective 

1 .  Can you describe the present Enghsh teachmg method(s) that you use? 
In particular, can you h1ghhght the strengths and weaknesses of the English 
teachmg syllabus(es) that you follow? 

2. How would you describe the differences between your present Engllsh teachmg method 
and the ones you have used in the past? 

b. Types of learning and teaching activities 

1 .  What acti vities do you use in your classroom to promote Engllsh language 
communication skills? 

2. How would you describe the learning activities you use compared to the ones you 
used in the past? 

3 .  What difficulties do you fmd in using these acti vities? 

c. The learner7s role 

1 .  What role do your students get involved in while engaged in learning activities to 
improve their communicative l anguage skills ? 

2. How would you describe the learner's role in your classroom now compared to the 
past? 

3 .  What difficulties are there for students in getting involved in those activities? 
If yes, please describe what they are. 

d. Teacher7s role 

1 .  Can you describe your role while promoting learning opportunities? 

2. How would you describe your present role as a teacher compared to the past? 

3 .  Do you find any difficulties in this role? If yes, please describe them. 

e. The role of instructional materials 

1 .  What sort of instructional materi als do you use to promote English language 
communication for your students? 

2. How would you describe the instructional materials you use compared to the past? 
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3 .  Do you find any problems i n  using those materials? 

4. How do you use those materials to make a link between your classroom and the 
wider world? 

f Assessment I Evaluation 

1 .  What assessment methods do you use to evaluate your students' progress? 

2. In what way do you monitor your students? 

3. How would you describe your current learning assessment meth ods compared to 
the past? 

4. Has the change in assessment procedure created any diffkulties for you? 
If yes, please describe them. 
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Appendix F: Teacher & Supervisor Interview Schedule 

This interview was used in tandem with. the questionnaire which aimed to elicit in
depth data from the personal experiences of the supervi sors, teachers and students 
participating in the PDP. The results of the interviews were tri angulated with those of 
the questionnaires und the observations for the purpose of the validity and reliabi lity. 

S upervi sors and teachers participating in the PDP were interviewed by the researcher 
both before and after the programme. 

1. Perception ofneed 

Why do you think a learner-centred curriculum is needed? 

2. Implementation issues 

What i s  your understanding of the learner-centred curriculum? 

3. Implementation plan 

Is there a clearly defined plan for implementation of the learner-centred 
curriculum? 

4. Participation 

What i s  your involvement in implementing the learner-centred curri culum? 

5. Decision making 

To what extent w ere you involved in the decision to implement the learner-centred 
curriculum? 

6. Implementation support 

What support have you had in implementing the learner-centred curri culum? 

7. Implementation advocates 

Is there any person(s) who you see as central to the implementation? 

8. Teaching behaviours 

How has your teaching behaviour changed as the result of the Innovation? 
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Appendix G: Student Interview Schedule 

1. Perception of need 

1 . 1  Why do you think it is important to learn the English language? 

1.2 Does the present teaching of English you have learned in the class meet your 
needs? 

2. Perception of participation in learning (types of activities) 

2.1  What does the teacher do in the class to help you to learn/improve your English 
language skills? 

2.2 What activities do you find useful to learn English? 

2.3 What learning activities have you preferred? 

3. Perceptions of the learners' role 

3 . 1  Can you explain how you get involved in learning activities in your classroom? 

4.  Perceptiol!ls of the teacher's ro�e 

4.1  In the classroom, how does your teacher encourage you to learn? 

4.2 What do you like your teacher to do to i mprove your learning? 

4.3 When learning. do you want to be corrected by your teacher if you make mistakes? 

5. Perceptiol!ls of the roie of instructional materials 

5.1  What sort of instructional resources does the teacher provide to assist your English 
learning in the class? 

5.2 What sources or materials do you like learning from? 

6. Perceptions of �earning assessment methods 

6 . 1  How do you find out how much your English is improving? 

6.2 How do you get involved in the assessment of your study progre ss? 
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APPENDICES H � N 

SAMPLE DATA COLLECTION RESPONSES 

H: Sampie response - Teacher & Supervisor Q're 

I :  Sample response - Student Questionnaire 

J: Sample response - Classroom Observation Checklist 

K :  Sample responses - Teacher Interview Schedule 

L:  Sample responses - Supervisor Interview Schedule 

M: Sample responses - Teacher & Supervisor Interview 

N:  Sample responses - Student Interview Schedule 
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Appendix H: Sample response - Teacher & Supervisor Questionnaire 

Direction 

Please give your perceptions about the issues involved in implementing the new curriculum 
below by using the following scale: 

SA Strongly Agree 
A Agree 

U Not Sure 

D Disagree 

SD Strongly Disagree 

1.  Perception of need 

External factors 

1 . 1 .  The change i n  political and economic climate has 
meant Thailand needs a learner-centred curriculum. 

1 .2 . The change in national education policy has meant 
Thailand needs a learner-centred curriculum. 

Internal factors 

1 .3 .  The need for change is because I would like 
to provide students with quality programmes. 

1 .4. The need for change is because of the need for 
sequential courses and pathways for students. 

2.  Understanding o f  issues relevant t o  the new 

curriculum 

2 . 1 .  I have a clear understanding of 
the objective of the curriculum. 

2.2. I have a clear understanding of 
types of learning & teaching activities 

2.3. I have a clear understanding of 
the role of the teacher. 

SA A u D SD 

/ 

/ 

/ 

/ 

/ 
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2 A .  [ h�tve ..t ck.tr un dcrst:tnui ng u r  
the role u r  k<.trncrs 

2 .5 .  r h.tvc .l c lear unde:rs t<.tndi ng ur  
t h e  procedure or  assessment 

3. Bel iefs about teacbino metllodoioov 
M b �  

3 . l . i\  kamcr-ccntrcc.l curric u l u m needs d i i'fcrc n l  k<.trn i n !:� 

and te<.tc h i n g  <.tcti v i rj es .  

3.2 .  f\ learner-centred curriculum needs a widt.: ra ngt.: of 
i nstructional materials. 

3.3. A learner-centred curnculum requires a change in 

the teacher's role from dommatlllg the cl <.tssroom 
to fac i l itating learn i n g  opportu n t ttcs.  

3.4. A learner-centred curnculum is more active than 
a teacher-centred cumculum. 

3.5.  A learner-centred curnculum requ ires the teacher 
to change the way Jearnlllg ts  assessed. 

4. Understand i n g  the process of i mplementation 

4. 1 .  I understand the plan for the Introduction of the 
new curriculum. 

4.2. I understand how the new curnculum wil l  be 
implemented. 

4.3.  I understand how the new cumculum w i l l  be 
maintained. 

5. Participation and decision making in 
the implementation process 

5 . 1 .  I pm1icipated m the p l anmng stage o f  curri culum 
i mplementauon ( in  my region/classroom). 

5.2. I participated in the i m plementation of the 
cuJTiculum (m my region/classroom). 

5 . 3 .  I partici pate/expect to pmt1ci pate 1 11 the 
continuation stage of cumculum i m p l ementation .. 

/ 

/ 

/ 

/ 

/ 

/ 

/ 

/ 

/ 

/ 

/ 
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5.4. I have a role in decision-making during the various 
stages of implementation of the new curriculum. 

6. Implementation support 

6. 1 .  I think that initial intensive training i s  helpful for 
implementing the new curriculum. 

6.2. I think that financial support is necessary for 

implementing the new curriculum. 

6.3.  I think that support materials are necessary for 

implementing the new curriculum. 

6.4. I think that adequate time allocation is very 
important for implementing the new curriculum. 

7. Key supporters of curriculum implementation 

7 . 1  The teacher is a key supporter of curriculum 
implementation. 

7.2. The school principal is a key supporter of 
curriculum implementation. 

7.3. The supervisor is a key supporter of curriculum 
implementation. 

7.4. The researcher/academic is a key supporter of 
curriculum implementation. 

7. 5. The regional education authority is a key supporter 

of curriculum implementation. 

(Teacher 1) 

./ 
-- -- --

/ 
-- -- --

/ 
-- -- --

/ 
-- -- --

/ 
-- -- --

/ 

/ 
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AEpendix JI:  Sample response - Student Questionnaire 

(Class 1 student) 

Direction 

We would like you to say what you think about the new way of learning English in 
your class by ticking yes or no to the following statements. 

1 .  I am happy with the new teaching method. 

2. The new teaching method helps m e  to improve my English 
language communication skill s .  

3. I am h appy when the teacher asks u s  what we want to learn 
at the beginning of the course. 

4. I am happy that learning activities allow us to have more 
involvement. 

5 .  I am happy that learning activities help us to develop our 
learning skills.  

6. I am happy that the teacher facilitates and encourages us 
to learn by ourselves. 

7. I am h appy that access to student record helps us to know 
the progress of our study. 

8 .  I am happy that w e  are allowed t o  become more involved 
in our own assessment. 

9.  I am h appy that the teacher accepts students' individual 
differences. 

10. The new teaching method helps us to become more 
confident and independent learners. 

YES NO 

/ 

/ 

/ 

./ 

/ 

/ 

/ 
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Appendix J:  Sample response - Classroom Observation Checklist 

(Teacher 1 rated by Supervisor 1)  

Direction: 

During or after the class you have observed or taken part in, rate the following 
statements according to what went on. 

5 - Always. 
4 - Often 
3 - Sometimes 
2 - OccasionaHy I intermittently 
1 - Never 

5 4 

a. The general I specific objectives 

1 .  The development of fluency i s  more important 
than formal accuracy. / 

b. Types of learning and teaching activities 

1 .  The activities allow a high degree of l earner participation. / 

2.  T h e  activities focus o n  comprehensible and meaningful 
input I output. 

3. The activities involve information sharing. v 

4. The activities require negotiated completion of tasks. / 

5.  The activities involve learners i n  different kinds of roles, / 
necessitating use of different types of speaking. 

6 .  The activities allow l earners to prac tise u s e  o f  c onversational 
/ routines and expressions. 

7. The activities encourage l earners to use tum-taking roles. ./ 

8. The activities allow learners t o  develop meaningful /' 
collaborati on. 

� 9. The activities provide learners opportunities to practice 
strategies for opening, developing and terminating 

conversational encounters. 

3 2 

/ 

/ 
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c. Learner roles 

I .  The learners are able to negotiate merming. 

2. The learners are able to convey factual informatiOn. 

d. Teacher roles 

I .  The teacher encourages student-student 
i nteract1 on I part] c) pati on. 

2. The teacher defines a problem to be worked by 
learners, guided by a teacher. 

3. The teacher asks students to appl y existing skills to 
a new setting. 

e. The role of instructional material 

I .  The teacher offers different resources for the tasks. 

2. Tasks involve l earners with authentic materials. 

3. The materials make clear the link between the 
classroom and the wider world. 

4. The materials foster independent learning. 

5.  The m aterials focus the l earners on the learning process. 

6. The m aterials accord with the learners' expressed needs. 

f. Assessment I Evaluation 

1 .  Evaluation i s  jointly determined b y  teacher & s tudents .  

2. The teacher uses a range of assessment approaches. 

3. The teacher provides students with a record of their 
progress. 

4. Assessment ]s med to i mprove students' progress, 
not just for teachers' m arks. 

/ 

/ 

/ 

/ 

/ 

/ 

L 

./ 

/ 

./ 

/ 
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c. Learner roles 
I .  The learners are able to negotiate meaning. 

2. The learners are able to convey factual information. 

d. Teacher roles 
1 .  The teacher encourages student-student 

interaction I participation. 

2. The teacher defines a problem to be worked by 
learners. guided by a teacher. 

3. The teacher asks students to apply existing skills to 
a new setting. 

e. The role of instructional material 
I .  The teacher offers different resources for the tasks. 

2. Tasks involve learners with authentic materials. 

3. The materials make clear the link between the 
classroom and the wider world. 

4. The materials foster independent learning. 

5. The materials focus the learners on the learning process. 

6. The materials accord with the learners' expressed needs. 

f Assessment I Evaluation 
1 .  Evaluation is jointly determined by teacher & students. 

2. The teacher uses a range of assessment approaches. 

3. The teacher provides students with a record of their 
progress. 

4. Assessment is used to improve students' progress, 
not just for teachers' marks. 

./ 
/ 

/ 

/ 

/ 

/ 
./ 

L 
/ 

/ 
./ 

/ 

/ 
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Appendix K :  Sample responses - Teacher Interview S chedule 

a. The general I specUic objective 

1. Can you describe the present English teaching method(s) that you use? 
In particular, can you highlight the strengths and weaknesses of the English 
teaching syllabus(es) that you follow? 

The Communicative Language Teaching approach is  my desired teachi ng method 
and I have tried to implement it in my English class. It doesn ' t  work well with 50 
students in one class l ike my class. I can ' t  help every student to practise their 
English. (Teacher 1 )  

M y  students have a problem with their vocabularies .  They want to use English for 
communication, but they don't know how to say i t. (Teacher 6) 

S tudents don't have any chances to speak English outside their class when they go 
home. (Teacher 7) 

With the old teaching method, I was exhausted because I talked all the time in the 
class and students forgot what I taught them by the next morning. (Teacher 7) 

2. How would you describe the differences between your present English teaching 
method and the ones you have used in the past? 

Before p articipating in this programme, I taught with 'chalk and talk ' .  The new 
teaching method encourages me to create learning situations for students. 
(Teacher 2) 

I l ike the new teaching method. It moves a teacher from a person who always 
controls the class and it allows students more participation in the class. 
(Teacher 5) 

Students are very happy learning thi s  way. They have more in volvement in 
learning activities and activities are meaningful which relate to their real life. 
(Teacher 4) 

b.  Types of learning and teaching activities 

1 .  What activities do you use in your classroom to promote English language 
communication skills? 

I try to organise learning activities which encourage students' coll aboration, 
rather than competition. (Teacher 1) 

I use different activities, depending on contents. But I prefer group work and let 
students find answers by themselves. (Teacher 8) 
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Games, songs, external reading, story wntmg etc. The problem I S  that students 
didn ' t  have basic English ski l l s  when they pass to my class. (Teacher 6) 

2. How would you describe the learning activilies you use compared to the ones 
you used in the past? 

Learning act1vi ties allow students to get more involvement in c lassroom aclivities. 
Students try to use their English for communication. The classroom is more 
active. (Teacher 6) 

Students are happy to learn English and they are confident to speak English for 
communication. The new Leaching method allows students to be invol ved in  
activities, to work in  groups and help  each other. (Teacher 7) 

3. What difficulties do you find in using these activities? 

The class is too l arge so I can ' t  help every student to practise. (Teacher 1 )  

I use  a variety o f  activities t o  he I p students t o  learn. The problem i s  that they can ' t  
use Engl ish for communication. (Teacher 4) 

I prefer group activities but students make a loud noise and it disturbs the next 
c lass. (Teacher 7) 

It  is h ard to design tasks which help students to meet their learning objectives. I 
didn' t  do well  at the beginning.  It was new to me. (Teacher 7) 

I sometimes don ' t  know words and pronunciations when stuuents ask me. 
(Teacher 8) 

It is not smooth when students do activities. Students have l imited vocabularies, 
but they need to communicate to other students when they are doing activities. 
(Teacher 3) 

c. The learner's role 

I .  What role do your students get involved in while engaged in learning activities 
to improve their communicative language skills ? 

I try to get students involved in  activities as much as I can. B u t  it depends on the 
content of the textbook. (Teacher 9) 

Students don ' t  enjoy lear11ing English. They took little chance to use English in  
the class. (Teacher 6) 
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2. How would you describe the learner's role in your classroom now compared to 
the past? 

Students speak Engl tsh  more in class. They learn through learning activities, not 
just from the teacher. Work1ng  in groups helps students become more 
independent, more diSCipl ined and responstble. (Teacher 6) 

The students prefer the new way of learning. They are happy to leam Engl tsh and 
have become more confident to speak English t n  the cl ass. (Teacher 7) 

Students enjoy learning.  The1r attitude to\vards the subject of English I S  positive. 
They are not shy about speaking English m the class. (Teacher 1) 

3. What difficulties are there for students in getting involved in those activities? 
If any, please describe what they are. 

At the beginning, students were not fami l i ar with the new way of learning and our 
lessons moved very s lowly.  (Teacher 3) 

Students don ' t  know vocabulary which they would l i ke to express. When the 
come to ask me, sometimes, I didn't know how to say it either. (Teacher 5) 

It was not smooth when I asked students to do acti vit ies at the beginning. It was 
because learning act ivi ties are different from what they did in the past. (Teacher 
8) 

d. Teacher's role 

I .  Can you describe your role while promoting learning opportunities? 

With the old reaching method. I v.- as exhausted because I talked all the time in the 
c lass and students forgot what I taught them by the next morning. (Teacher 7) 

A teacher 's  role i s  i mportant i n  the c lass. The teachers help students to learn what 
they want by design ing activities which develop their learning ski I I .  (Teacher 4) 

2. How would you d escribe your p resent role as a teacher compared to the past? 

I preferred the new teaching method once I became fami l i ar with i ts procedure. It 
changed my role to faci l i tator when students were doing activ i ti es in the c lass. 
(Teacher 1) 

I have become a supporter of learning,  not a person who teaches students 
everything. It  was hard to change to this role, especia l ]  y at the beginning.  
(Teacher 5) 

I have become more confident speaking English in the c lass and control the c lass 
less. With the new teaching method, I spend more time prepari n g  the lessons. 
But in the c lass, students spend most of the time doing activities. I am less 
contro l l ing of the c lass and students partic ipate more in the classroom. 

274 



(Teacher 3) 

3. Do you find any difficulties in this role? Ir yes, please describe them. 

The new teaching method requires. teachers to have ski l ls  in designing tasks for 
students. It is hard for the teachers who are not famtl iar with it ,  especial ly 
designing tasks which l ink to real l ife outside the cl ass. (Teacher 8) 

I didn ' t  trust my students ancJ I was won·ied that they wouldn ' t  learn as much as I 
wanted. I couldn ' t  wait to let them find answers by themselves so I told them the 
answers. (Teacher 9) 

It was hard to control myself and not mterfere in the students' work, to let them 
learn through learning activities. Somettmcs I didn ' t  trust them to leam by 
themsel ves. (Teacher 7) 

The difficulty in  using the new teaching method was that I j ust couldn ' t  wait for 
the students to get their work done. I was worned that they couldn ' t  do it  so I told 
them the answers. (Tt:acher 6) 

e. The role of instructional materials 

I .  What sort of instructional materials do you use to promote English language 
communication for your students? 

With the previous teaching method, I taught by fol lowing the textbook page by 
page and I found that i t  was very boting. (Teacher 7) 

I use ON THE SPRING BOARD. It is a ready-made material which includes 
textbook, workbook, exercises and teacher's manual . (Teacher 9) 

2. How would you describe the instructional materials you use compared to the 
past? 

Before joining thi s programme, I used on l y  chalk and talk and the bl ackboard. 
The new teaching method encourages me to use a variety of materi als and sources 
to support students' learning. (Teacher 8) 

I don ' t  rely on the textbooks much now.  It depends on the tasks I design for my 
students: I wi l l  select instructional materials which support that task. (Teacher 1 )  

In the past, I fel t  guil t y  when I couldn ' t  finish a l l  o f  the contents i n  the textbook. I 
wanted m y  students to learn everythin g  in  the textbook. (Teacher 4) 

3. Do you find any problems in using those materials? 

I need to find materials myself for my students. It  costs me money and consumes 
time to prepare materials for students. I want thi s support from the school or 
distri ct .  (Teacher 2) 
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I found it difficult to understand Engl r sh language materials .  I spent hours to 
study the instructlon and prepared my lesson. (Teacher 9) 

4. How do you use those materials to make a l ink between your classroom and the  
wider world? 

Setting learning situations for students, prepan ng lessons and help them to meet 
learning obJectives, then desi gmng what sort of matenals I am gomg to use to 
support the students' learning. (Teacher 9) 

I use materials to support students' learning. The students use those materia ls  
such as  worksheets to do their tasks destgned for them.  (Tear.her 4) 

f Assessment I Evaluation 

1 .  What assessment methods do you use to evaluate your students' progress? 

The new concept of assessment needs a variety of methods to evaluate students' 
learning and I am using them more often. (Teacher 1)  

I use different methods to  assess my students' progress. The new assessment 
helps me to provide students with systematic and useful feedback. (Teacher 5) 

2. In what way do you monitor your students? 

Testing is common. I use an in terview sometimes. but not very often and it was 
conducted i n formal ly .  I try to keep students' record i n  their portfol ios .  (Teacher 
1 )  

I use pre and post test. ( Tt>acher 3) 

3. How would you describe your current learning assessment methods compared 
to the past? 

I am n ot won·ied now about how much my students can learn. I don ' t  expect 
them to learn everything I teach them. It doesn't matter. (Teacher 2) 

The new concept of assessment is to help students to i mprove their learning 
performance, not to judge their learning performance. This  helps students to 
reduce the sense of compet ition and comparison between them. (Teacher 7) 

Students are involved in the assessment process and they are h appy to do that. 
The new concept of assessment encourages more in teracti on betv,·een teacher and 
student. (Teacher 4) 

4. Has the change in assessment p rocedure created any difficulties for you? 
If yes, please describe them. 
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I am v�ry surprised to find that students are very honest when I ask them to do 
self-assessment. I thought they might cheat to get higher scores, but they don't. 
(Teacher I) 

What I am sti II very worried about is that the standard ex ami nation from the 

provincial board won't change to go along with the new assessment. (Teacher 9) 
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Appendix L:  S ample responses - Supervisor Interview Schedule 

a. The general I specific objective 

1 .  Can you describe the present English teaching method(s) teachers use to 
promote student learning ? 

Thi s  teacher tried very hard to move her class towards communicative language 
learning in her classroom, but the activities she has introduced didn ' t  help 
students much. The activities are very controlled and heavi ly based on grammar. 
The cl assroom i s  very far from communicative. What students learn from this 
class is  memorizing vocabul ary and lan guage patterns. (Supervisor 2) 

The teacher rel ied heavi ly  on the textbook. Learn ing activities did not l ink to 
students' real l i fe, but focusing on learning grammar. The cl assroom is very 
passive and very teacher-control! ed. (Supervisor 3) 

In particular, can you highlight the strengths and weaknesses of the English 
teaching method(s) that those teachers use? 

Thi s classroom is very boring. It  is very far from a learner-centred classroom. 
S tudents don ' t  have any chance for classroom participation. (Supervisor 3) 

The teacher is very control l ing of the class and students don ' t  have any chance to 
get invol ved i n  classroom activ i ti es .  S tudents don ' t  enjoy learning and the 
teacher i s  very exhausted because she speaks all the time. ( Supervisor 1 )  

This teacher rel ied heav i ly  o n  the textbooks. I don ' t  think that her students could 
learn and use the Engl i sh language she taught for communicati on.  Students learnt 
by memoriz ing what she taught from the textbook which is not related to real l i fe. 
(Supervisor 3) 

2. How would you describe these teaching methods compared to those they used in 
the past? 

Learni n g  activ i ties designed by the teacher are very much communicative 
activi ties. Her students get opportuniti es to practise their English through these 
activi ties. The students are enthusiastic about doing acti v i ti es to complete their 
tasks. (Supervisor 1 )  

Her classroom i s  changing a lot .  She feels more confi dent using a new teaching 
method. Her class i s  active. Activit ies are mean ingfu l .  It  is a great move. 
(Supervisor 3) 
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b. Types of learning and teaching actiFities 

1. What activities do teachers use in their classrooms to promote English language 
communication skills? 

Activities are very controlled and heavi ly  based on the grammar of the l anguage. 
Students don ' t  have any chance to get involvement in c lassroom activities. The 
c lass is very passive. (Supen>isor 1 )  

Activities are n o t  related to t h e  real world. Students learn by memorizing what 
their teacher taught them. (Supervisor 3) 

2. How would you describe these in learning activities compared to those used in 
the past? 

Activities can lead to communication, but the teacher is sti l l  worried that students 
can ' t  find answers so she tells them those answers. She doesn ' t  trust her students. 
(Supervisor 2) 

The teachers don 't  explain to students what to do before tel l ing them to get on 
with activities so they can ' t  do them and the lesson is not smooth. In the end, the 
teachers are back to their [usual] role, control l ing students to get them to do what 
they want. (Supervisor 3) 

The classroom activities have changed to communicative activities which allO\V 
students more chances to get involved. The cl assroom i s  more active and the 
teacher is  less concerned with control l ing the students in comparison to the past. 
(Supervisor 1 )  

I can see that activities a l low students to have more participation.  The c lassroom 
h as become more learner -centred. (Supervisor 3) 

I h ad h ad a wrong concept about meaningful activities and t hat became c lear to 
me when I joi ned this programme. Now I h ave a clear concept of how a 
meaningfu l  activity can help students to make a l ink between what they learn in  
c l ass and real l i fe. (Supervisor 2)  

3. What difficulties do you find the teachers encounter when using these 
activities? 

The problem in this case is that the teacher is worried that students won ' t  learn 
vocabularies and l anguage patterns so she spends too much time on pattem 
dri l l s  until  there is little time left for students for practising communication. 
(Supervisor] talking about Teacher 2) 

I think she understands the concept of the new teaching method, but she needs 
more time for s ki l l  development. She needs more coaching on how to design 
communicative activities and how to apply them in the class. It is hard for her 
to change, specifical l y  to change activities in her c lass. (Supervisor 1 talking 

about Teacher 3) 
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She needs more t ime to practise her [new teaching] ski l ls .  She controlled her 
students less, but sometimes she can ' t  wait to allow her students to complete the 
tasks and she tells them the answers. (Supervisor 3 talking about Teacher 9) 

c. The learner's role 

1. What are students doing in their classrooms currently to improve their 
English communication skills? 

The act iv i ti es don ' t  help students to leam much. The teachers don ' t  trust 
students that they can learn and the teachers don ' t  al l ow them to learn by 
themselves. (Supervisor 2)  

The act iv ities are very controlled by the teacher and heavi ly  based on grammar. 
Students don' t  have any chances to participate in the activ i ties. The classroom i s  
very pass1 ve. 
(Supervisor I) 

2. How would you describe the learner's role compared to the past? 

The new teachin g  method encourages students to have more participation in the 
c lass and also reduces the gap between the bright and weak students. 
(Supervisor 3) 

I have no doubt that students enjoy learning in thi s  way. (Supervisor 2) 

Students are more confident, more independent. The new teaching method 
reduces the gap between students. Group work creates cooperati on among 
students and the teacher. (Supervisor I )  

The new teaching method serves indiv i dual differences among students. Al l  
students can learn because they don't worry so much about comparing their 
results w ith each other. The assessment i s  focused on their study development, 
rather than achievement. (Supervisor 2) 

3. What d ifficulties are there for students in getting involved in learning 
activities? Please describe what they are. 

The new teaching method encourages students to have more p articipation in the 
class and also reduces the gap between the bright and weak students. 
(Supervisor 3) 

I have no doubt that students enjoy learni n g  in this way. (Supervisor 2) 
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Students are more confident, more independent. The new teaching method 
reduces the gap between students. Group work creates cooperation among 
students and the teacher. (Supervisor I) 

The new teaching method serves individual differences among students. All 
students can learn because they don ' t  worry so much about comparing their 
results with each other. The assessment is focused on their study development, 
rather than achievement. (Supervisor 2) 

d. Teacher's role 

1 .  How would you describe the teacher's role in promoting learning 
opportunities in the classroom currently? 

The teacher is heavi l y  reliant on the textbook. I don ' t  think that her students 
could use the English she taught for communicative purposes. S tudents speak 
English by memori zing from the teacher and i t  is not l inked to the real world. 
(Supervisor 2) 

The classroom is very boring, very passive. It  is very far from a learner-centred 
classroom. Students don ' t  have any chance for participating i n  learning act iv i ties. 
(Supervisor I )  

2.  How would you describe the teacher's role compared to the past? 

The teacher is less control l ing of the class. Learning activit ies al low students to 
be more involved. The classroom becomes more active because the tasks 
introduced by the teacher allow students to participate. The activi ties are 
meaningful and l inked to real l i fe. (Supervisor 3) 

The class i s  more open to students, and activities encourage them to learn by 
themselves through mean ingful acti vities. The teacher is  less control l ing of the 
class. (Supervisor 2) 

3. What difficulties do you think teachers are facing in fulfilling their role 
currently? Please describe them. 

Teachers don ' t  trust their students that they can learn by themselves through 
learning situations set by the teacher. The teachers i nterfered and i nterrupted 
students when they were doing activities because they were worried that students 
didn ' t  learn what the teacher expected them to l earn. (Supervisor 3) 

It is hard for teachers to move to a new role as a learning faci l itator, especial ly at 
the beginning of the i mplementation. They need t ime to practice the new ski l l .  
(Supervisor I )  
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e. The role of instructional materials 

1. What sort of instructional materials are teachers using to p romote learning 
English for communicative purposes? 

The teacher relied heavi l y  on the textbook. I don ' t  think that her students could 
use English for communicative purposes. Students could speak English by 
memorizing from the teacher and the English they learnt was not related to their 
real l i fe .  (Supervisor 3) 

After the programme, teachers rely less on using textbooks as the onl y  main 
resources. Task-based learning approach encourages teachers to use different 
resources to support their students' learning.  (Supervisor 2) 

2. How would you describe their use of instructional materials compared to the 
past? 

The role of in structional materials has changed. Before the programme the 
teachers used the materials to support their teaching and they were held by the 
teachers. But in the new teaching method the materials are used for supporting 
students· learning and students themselves use them, not  the teacher. (Supervisor 
1) 

The new teaching method encourages teachers to use a variety of instructional 
materials to help students to learn and to do tasks. (Supervisor 2) 

3. What difficulties do you think teachers have in using these materials? 

The teacher didn ' t  explain to her students clearly about what she expected them to 
do, so the stuuents were confused and learning activ ities didn ' t  work. (Supervisor 
2) 

The new teaching method encourages a teacher to use a variety of materials to 
support students' learning. This pushes the teachers to work h arder to prepare 
lessons and materials. (Supervisor 1)  

4. How are teachers using these materials to make a link between their classroom 
and the wider world? 

After the programme, teachers have relied less on using only textbooks as a main 
resources. TBL helps the teachers to create meaningful learning situation for 
students and materials are used by the students to support their learning. 
(Supervisor 1) 

Learning activities designed for students related to their l i fe outside the class. 
What students learn in their class are meaningfuL This is  what we want to see . 
(Supervisor 3) 
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f Assessment I Evaluation 

1. What assessment methods are teachers using to evaluate their students' 
learning progress? 

Before teachers joined this programme, they use pre- and post-test as a main 
approach to eval uate their students' learning progress. Now, the teachers use 
different approaches such as diary, interview, questionnaire etc. (Supervisor 3) 

I would love to see teachers keep students' records, so they can have evidence to 
show their students' learn ing progress when someone wants to see it. (Supervisor 
1)  

2. In what way d o  teachers monitor their students? 

It is a good sign to see that the teachers use students' records to assess their 
students' progress. So they can have evidence on which they can also provide 
feedback to their students about their learning progress. (Supervisor 2) 

A fter the programme, teachers assess their students' learning progress more 
often and regul arl y .  Students are allowed to do their self- assessment. 
(Supervisor 3)  

3. How would you describe these learning assessment methods compared to the 
past? 

The new way of assessment helps students to reduce stress and anxiety. Its goal 
is to develop their learning ski l ls ,  not to judge their performances. So students 
do not wotTy about comparing themselves with others. (Supervisor 1 )  

The assessment is  done b y  the teacher and students, not only the teacher l ike in 
the past. Students have their involvement i n  an assessment process. The new 
way of assessment uses a variety of method to evaluate students' learning. 
(Supervisor 2) 

4. Has the change in assessment procedure created any difficulties for teachers? 
If yes, please describe them. 

Many teachers sti l l  worry about a standard test from the Provincial Board which 
is a heavi l y  knowledge-based examination. (Supervisor 2) 

A few teachers are concerned about their students when they have to take an 
entrance examination at h igh school. (Supervisor 1) 
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Appendix M: Sample responses - Teacher & Supervisor I nterview 

This in terview was used in tandem with the questionnaire which aimed to el icit in
depth data from the personal experiences of  the supervisors, teachers and students 
participating in the PDP. The results of the in terviews were triangulated with those of 
the questionnaires and the observations for the purpose of the validi ty and rel iabi l ity. 

Supervisors and teachers participating in  the PDP were i n terviewed by the researcher 
both before and after the programme. 

1. Perception of need: Why do you think a learner-centred curriculum is needed? 

I was not happy when students couldn ' t  remember what I taught them. They 
could answer in the class, but forgot by the next day. (Teacher 5) 

The world is changing and it affects schools and education .  We have to prepare 
for that change. I have taught Engl i sh for ten years, but my students can ' t  use 
English for communication. I want to solve this problem. (Teacher 6) 

Thai society i s  changing a lot; especial l y  there i s  a change in technology. It 
affects educational policy and schools. The learner-centred curriculum i s  
considered a suitable way to prepare students for the change. (Supervisor 1 )  

The present curriculum doesn ' t  fit Thai society which i s  chan ging a lot now, 
specifi ca l ly  the change in  technology which affects schools and students. 
(Supervisor 3) 

In  the current curriculum, students have very little space in  the c lassroom. The 
c lassroom is  very passive and very controlled by the teacher. Students learn 
what their teacher wants them to learn. It shows that the curriculum doesn' t  help 
students to develop their learning skil ls .  The new curriculum can help students 
to develop their lemlling skil ls to acquire knowledge by themselves in the 
future. (Supervisor 3) 

The new CUITiculum promotes learners. Students get benefits from the 
curriculum. The new curriculum allows students more involvement in the 
learning process. The present curri culum promotes students memori zing and 
what students learn in the class is very far from their real l i fe. 
(Teacher 1) 

Accordin g  to the Thai education reforms, learners are recognized as  the centre 
of the leam ing process. We want to see schools provide friendly learning 
environments for students and we expect teachers to take a role supporting 
students to learn. This is the a im of the new education reform. (Supervisor 2) 
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2. Implementation issues: What is  your understanding of the learner-centred 
curri culum? 

A few training programmes about the new curricu lum have been offered for 
supervisors, but I am not clear at the moment how to apply the new curri culum 
at a practical level. (Supervisor 1) 

At this stage, we study from documents distributed by the Board of the Nati onal 
Education Commission. But they don ' t  explain how to app ly  the new 
curriculum to a practical level. I am uncertain how to do that. (Supervisor 3) 

Teachers accept the change and they know that the learner-centred curriculum 
wil l  be i ntroduced in the near future. They don ' t  oppose it .  The problem is that 
they have no i dea what a l earner-centre curriculum is and how they are to apply 
i t  in  their classrooms. (Supervisor 3) 

Many teachers don ' t  h ave a clear concept about the learner-centred curriculum 
and none of them i mplement the new curriculum into their classes at the 
moment. (Teacher 4) 

I have been informed about some i ssues concerning the new curriculum,  but am 
sti l l  not clear what i t  is and how I can implement i t  into my classroom. I try to 
app l y  i t  in  my classroom, but i t  doesn ' t  work. I 've  got difficulties using i t .  I 
think teachers' understanding about the new curricu lum i s  very important. We 
have to clarify it before i mplementing it i n  the cl assroom. (Teacher 9) 

This programme is coming at just the right time. We are fac ing a b ig  change 
because of the education reform. Teachers need someone to help them. They 
feel anxi ous and insecure about their future. Teachers don ' t  know how to app ly  
the  new curricu lum i n  their classroom. The programme has  shown them a clear 
procedure of curriculum i mplementation. (Supervisor 3) 

My understanding about the new curriculum i s  clear now. Before I participated 
i n  th is  programme I didn ' t  have a c lear concept of what the new curriculum was 
l i ke and how I could apply i t  in my c lassroom. I want my col leagues to have 
this chance to develop themselves. (Teacher 6) 

My understanding about the new curriculum is  about ninety percent. I need 
more time to practise my ski l l s ,  specifical ly ,  designing learning activities and 
assessments. (Teacher 5) 

3. Implementation plan: Is there a c learly defined p lan for i mplementation of the 
learner-centred curriculum? 

We know very l i ttle about the new curri culum. In the past three years, there has 
not been any training for supervisors concerning the new curriculum 
i mplementation. This i s  why many supervisors have no idea what we are going 
to do or how we can help schools and teachers to i mplement the new 
curriculum. (Supervisor 2) 
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We haven' t  got an y plan yet concerning to the new CUJTiculum implementation 
and we don ' t  have any idea how to do it either. We are waiting for a master 
plan from the central authorities. (Supervisor 3) 

I don ' t  have a clear picture of the new CUJTiculum and I don ' t  know how to 
i mplement it into my classroom ei ther, but I am very keen to learn. (Teacher 9) 

I need someone to guide me and help me to impl ement the new curnculum. I 
am not confident about having to use the new curriculum. (Teacher 1 )  

I a m  clear about the procedure for curriculum implemen tation and I am 
confident about how to do it ;  but for the teachers, I thmk they need a longer 
time to practise their skil ls .  (Supervisor]) 

I am confident that I can implement the new curriculum in my classroom. The 
programme provided a clear procedure for classroom practice. The coaching 
sessions helped me to cl arify what I was not clear about. (Tau.:her 1 )  

" 

I th in k  that I can do i t  now, but  I stil l  need a supervisor to be my consultant and 
guide me. I need feedback from my supervisor. (Teacher 3) 

4. Participation: What is your i n volvement in implementing the learner-centred 
curriculum ?  

I h ave implemented a few projects concerning the new CUJTiculum i n  two pi lot 
schools .  We h aven ' t  got any plan to implement the new curriculum in every 
school in the region . I am waiLing for a master p lan from the provincial board. 
(Supervisor 3) 

We work as a team. The supervisor' role is to support schools and teachers 
towards successful implementation in their school, specifical ly  in the area of 
teaching and learning i mprovement. There is l i ttle chance of success if the 
teachers are not clear about what they are going to do and nobody helps them. 
(Supervisor 1 )  

My concept of the new curriculum i s  not clear and I think other superv1sors are 
not  either. We h aven ' t  got enough information concerning the new curriculum 
from the province. At this stage, we have studied documents distributed by the 
B oard of the National Education Commission. But they don ' t  te l l  us how to 
apply it at a practical level. (Sltpervisor 3) 

From my understanding, in the new curriculum students are at the centre of the 
learning process. The teacher 's  role is to support and faci l i tate students' 
learning. The new curriculum requires more participation by teacher and 
students. Many teachers don ' t  have a clear concept about the new curriculum 
and none of  them implement the new curriculum in their classrooms at the 
moment. (Teacher 4) 
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I have been informed about some 1ssues concerning the new curriculum, but I 
am stil l  not clear what and how I can Implement 1t m my class. I tried it, but i t  
didn ' t  work well  and I find it i s  diff1cult for me. I think that the teacher's 
understanding is real ly important before implementation in the classroom. 
(Teacher 9) 

We need this kind of professional development programme to assist the teachers 
to develop their teaching careers. As supervisors, we support schools and 
teachers to i mplement the national curriculum in their schools .  The new 
curriculum requires teachers to be a classroom researcher. We expect the 
teachers to be classroom planners and to design their own curriculum to suit 
their situations. (Supervisor 2) 

These teachers can help the supervisors by being key teachers. They can work 
with the supervisors to implement this kind of professional development 
programme in other schools. (Supervisur 1) 

It  is hard at the beginning to use the new curriculum, but  that is what education 
reform requires te(lchers to develop for themselves. The coaching process helps 
teachers to become more and more confident to implement the new curriculum 
in the classroom. (Teacher 4) 

The teacher's role is stil l  very important in the new curriculum as a support for 
student learning.  It is very hard particularl y for the old teachers i f  they don ' t  
know how t o  do it. (Teacher 7) 

5. Decision making: To what extent were you involved in  the decision to i mplement 
the learner-centred curriculum? 

The teacher's role is  st i l l  very i mportant in  the new curriculum as  a support for 
student learning. It is very hard particularly for the old teachers i f  they don ' t  
know h o w  t o  d o  i t. (Teacher 7) 

I am not confident if  I have to implement the new curriculum in  m y  classroom. 
I need someone to guide me and give me feedback. (Teacher 1) 

I h ave attended seminars concerning the new curriculum, but I can ' t  do it when 
I try to use it at my school .  (Teacher 8) 

I am confident that I understand the procedure of curriculum implementation. 
This is a good model of a professional development programme to develop 
schools and teachers. As supervisors we work as curriculum supporters to assist 
schools and teachers to i mplement the new curriculum in their schools .  
(Supervisor 1) 

This is  the right way to help teachers t o  develop themselves in  the l o n g  term. 
The programme allowed more space for the teachers to think what they should 
do in thei r own classrooms. (Supervisor 2) 
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I am conftdent that I can implement the new cuniculum in my classroom. In 
the new cumculum, teachers are st i l l  to take an important role in creating 
learning situations for their students .  The coaching process is very useful to 
help me to clarify mistaken concepts about the new curriculum. (Teacher 2) 

The programme provtdes a dtfferent way which encourages teachers to destgn 
thetr own detat ls to sull thetr Sl lual lons. I dtdn ' t l tke J l  at the begmnmg because 
it was dtfficult ,  but when I became famihar wtlh 1 l ,  I liked t l .  (Teacher 5) 

6. Implemelltatioll support: What support have you had in I mplementing the learner
centred cuniculum? 

I think the support from the programme is enough for the teachers to have a 
clear understanding about the new curriculum. As a supervisor, this programme 
also guided me with a clear practical procedure about how to implement the 
new curriculum in schools. (Supervisor 2) 

I think that the programme covers every stage and aspect of the trai ning process. 
It is a well -designed programme which helps the teachers to develop their 
professional careers to meet the goals of the new curriculum. The programme 
provides a clear understanding about the new curriculum in every aspect and the 
teachers can app ly  it in their c lassrooms. (Supervisor 1 )  

The coaching process was very helpfu l .  It helps me a lot t o  provide feedback on 
my classroom practice and reduces my feeling of insecuri ty .  (Teacher 5) 
I h ave never fol lowed-up at schools every fortnight for supervision as this 
programme expected. Actual ly .  it i s  important to do so. but we don 't have much 
t ime. There is a lot of routine work. paper work at the office. (Superl'isor 1 )  

What I real ly  need i s  feedback. I understand rhat supervisors are busy, but 
coaching and school visits are necessary and i mportant. (Teacher 6) 

The training session i s  a bi t  short for teachers, but the school follow-up helped 
us  to become clear and provides feedback for us to make sure we are on the 
right track. (Teacher 1 )  

I need more support wi th materials and I think the programme i s  too short to 
conduct in one school term. (Teacher 7) 

At the beginning, I thought that the programme took a long time to conduct, 
nearly nine months. But actua l ly  it IS not a long time. (Supervisor I)  

Yes, I think the timeline is enough for the teachers to  have a clear concept and 
understanding about the new curriculum and its application into their 
classrooms. But the teachers need a longer time for ski l ls  to use the new 
curriculum. (Supervisor 2) 

I have a clear concept of the new curriculum and how to apply it in my 
classroom, but  I need a l onger t ime t o  practise my skil ls .  I think onl y one 
school term is too short. (Teacher 7) 

288 



The time for the teacher workshop i s  too short. We need more time practising 
our ski l l s  in  using the new curriculum. But the coach ing process at schools 
helps to c lanfy the diffi culties. School visits arc real! y helpfu l .  (Teacher 1) 

7. Implementation advocates: Is there any person(s) who you see as central to the 
implementation? 

Our role i s  a link between schools and the central educational authorities. All 
pol icies and educational innovations are passed to our office before being 
i mplemented in schools. (Silpervisor 1) 

Yes, teachers come to meet supervisors when they need help concerning 
teaching and learning. Sometimes they ask the1r colleagues if  they are confident 
that their colleagues can help .  (Supervisor 2) 

I wi l l  ask supervisors if I don ' t  understand anyth ing concerning the curriculum 
implementation. The supervisors have information, documents and materials 
which I can study. (Teacher 6) 

I ask my colleagues i f  they know that they can help me. At m y  school, there i s  
a curriculum support board to assist teachers with teaching and cuniculum 
i ssues. (Teacher I)  

8. Teaching behaviours: How has  your teaching behavi our changed as the result of  
the innovation? 

After the programme, I can see changes in both the teachers and the students. 
S tudents are all owed to do activities by themselves without direct control by 
their teachers. And the teachers changed thelr roles to support and encourage 
students to learn. (Supervisor 1) 

The role of instructional materials in the new curriculum is changed from the 
past when they were used by the teachers to support the teachers' teaching. In 
the new curriculum, materials are used by students to ass ist them to learn by 
themselves. (Supervisor 2) 

The new way of assessment helps students to reduce stress and anxiety. Its goal 
is to help students to develop learning skil l s ,  not to j udge their learning 
performances. Students do not  worry about comparing their results with others. 
(Supervisor 2) 

I spent more time preparing my lessons. but talk less in c lass time. The class is  
less teacher-controlled. (Teacher 8) 

The new curriculum encourages me to use a variety of materials to help students 
learn, compared to the previous one when I used only textbooks. (Teacher 2) 

My concept of assessment has changed. I don ' t  expect that students have to 
memorize everything I teach in the class. It doesn 't  matter now. (Teacher 3) 
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Appendix N: Sample responses - Student Interview Schedule 

I. Perception of need 

1 . 1  \Vhy do you think it is important to learn English language? 

I want to read stories in  Engl ish. (Class 1 Stude11t) 

It wi l l  help me if I run a business i n  the future. (Class 4 Student) 

It wi l l  be useful for my further study. ( Class 7 Student) 

I can talk to tourists. (Class 9 Student) 

1 .2 Does the p resent teaching English you have learned in the class meet your needs? 

I l i ke learning English this year. The c lass is active and I don ' t  fall asleep in the 
c lass. (Class 1 Student) 

I enjoy learning Engl ish this year. My Engl ish is i mproving.  (Class R Student) 

2. Perception of participation in learning (types of activities) 

2.1 What does the teacher do in the class to help you to learn/improve your 
English language skills? 

There are more act iv ities for us to practise English in the lesson. ( Class 4 

Student) 

The teacher gives us learn ing tasks to do in the class. They are helpful to 
practise Engl ish.  (Class 7 Student) 

2.2 What activities do you find useful to learn English? 

I l ike playing games. ( Class 2 Student) 

I want to study outside c lass, vis i t ing places v.here I can practise English .  (Class 

1 Student) 

I prefer learning fol lowing textbooks. (Class 3 Student) 

2.3 What learning activities have you preferred ? 

I prefer learning act iv ities which allow us find answers by ourselves. I don ' t  
l ike learning b y  memori zing. (Class 3 Student) 

I prefer learning  in groups because we can help each other, and I feel more 
relaxed when I ' m  learning in  a group. Learnin g  i n  groups, the poor students can 
ask their friends for help i f  they can ' t  do the task. (Class 6 Student) 
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3. Perceptions of the learners' role 

3.1 Can you explain how you get involved in learning activities in your 
classroom? 

I was scared to learn English in the past, but I am not now. r am more confident 
to read English.  I enjoy learning it. The teacher teaches \vhat we want to learn. 
(Class 5 Swdenl) 

I l ike learning in groups. We help each other to find answers. (Class 5 Studem) 

I want more communicative activities. They help Students to practice English. 
(Class 6 Student) 

4. Perceptions of the teacher's role 

4.1 In the classroom, how does your teacher encourage you to learn? 

The teacher asked us what we wanted to learn at the beginning of the course. 
Last year, she came to the c lass and told us to do what she wanted. (Class 7 
Student) 

In the past, she taught, taught and taught and never asked us whether we liked it  
or  not .  (Class 5 Student) 

4.2 What do you like your teacher to do to improve your learning? 

My teacher did not get angry this year when we couldn't answer questions in 
the c lass. (Class 9 Student) 

This year the teacher didn ' t  have many rules in the class. She was very kind 
this year. (Class 1 Student) 

4.3 When l earning, do you want to be corrected by your teacher if you make 
mistakes? 

The teacher didn' t  te l l  answers to students, but helped us find those answers by 
oursel ves. (Class 1 StziClellts) 

I was not embarrassed when I made a mistake and I wanted the teacher to 
correct me. (Class 4 Student) 

5. Perceptions of the role of instructional materials 

5 .1  What sort of instructional resources does the teacher provide to assist your 
English learning in the class? 
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This year, the teacher uses a lot of games i n  the c lass. (Class 1 Student) 

The teachers uses worksheets and asks students to learn fol l owing the 
i nstruction in those worksheets. It is good. (Class 7 Student) 

We l i ke learning Engl ish from situations which the teacher set up l ike shopping 
or in terv iew friends. (Class 5 Student) 

5.2 What sources or materials do you like learning from? 

We learn from worksheets, games, and role plays. Last year, the teacher used 
only textbooks and we learned fol lowing those textbooks. (Class I Studem) 

6. Perceptions of learning assessment methods 

6.1 How do you find out how much your English is improving? 

Thi s  year, the teacher asks students to do self�assessment. (Class 5 Student) 

The teacher tel l s  S tudent to keep students' records this year. (Class 7 Student) 

6.2 How do you get involved in the assessment of your study progress? 

This year, the teacher does assessment very often and asks us to keep our work 
records, so we can evaluate our study progress. (Class 1 Student) 

We can do self-assessment and sometimes the assessment is done by our 
friends. (Class 2 Student) 
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AQpendix 0: Intensive Pre-PDP Workshop Schedule 

Day 1 

Time Activities Persons involved 

l 

8.30 - 9.30 - Induction session: an - A  superintendent, 
introduction of the principals, supervisors, 
professional teachers and a 
development researcher 
programme 

9.30 - 12.00 - Education reform in - Presented by the 
Thailand superintendent 

- A learner-centred - Presented by 
curriculum supervisors and the 

researcher 

LUNCH 

13.00 - 14.30 - A  new policy in the - Presented by 
English curriculum SU perVlSOrS 

- A  communicative - Presented by the 
language teaching researcher 
(CLT) 

14.30 - 16.30 Discussion: Current - S upervisors, teachers 
situations in Thai EFL and the researcher 
classrooms. 

i 

294 



Time Activities Persons involved 

8.30 - 9.30 - Task-based learning - Presented by the 
approach and CLT researcher 

9.30 - 12.00 - Classroom - Presented by the 
observation and a use researcher 
of the classroom 
observation checklist 

LUNCH 

13.00 - 14.30 - A presentation of - Supervisors, teachers 
teachers' lesson and a researcher 
videotapes 

14.30 - 16.30 - Discussion: A - Supervisors, teachers 
feedback from and the researcher 
supervisors and 
teachers on viewing 
the lesson videotapes. 
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Tirne Activities Persons involved 

8.30 - 9.30 - Demonstration of - A  volunteered 
teaching by a teachers, supervisors 
volunteered teacher and the researcher 

9.30 - 1 2.00 - Structured and open - Supervisors) teachers 
ended feedback trom and the researcher 
the supervisors and 
other teachers 

LUNCH 

13.00 - 14.30 - Design lesson plan - Teachers 
using a new teaching 
method 

14.30 - 1 6.30 - Discussion: - Supervisors) teachers 

supervisors provide and the researcher 
feedback to teachers 

on their lesson plans. 
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Appendix P: Task-based Learning (TBL) Framework Outline 

Pre-task {including topic and task) 
The teath�r 

• mtroduces and defmes the tOPIC 

• uses activ1t1es to help stodents recallllearo •Js�lul words and phrases 
• ensures students understand task cnstruct10ns 

• may play a recording ol others doing the same or a stmllar task 

The students 

• note down usefiA words and pluses from the pre-task actlvoues and/or the recordmg 

• may spend a lew mmutes prepanng for the task Individually 

·�-··""··- ... � . , .. 
Ta.sk cycle 

Report � T3sk 

' The students 
� • do the task in patrs/smal groups. It may be ) based on a readmgtnsterung text 

Planning 
The students 
• prepare to report to the class how they did 

d1e lask and wttat they discovered/deeded 

The students 

• present the if spoken reports to the class, or 
cvoulate/asplay lheK wrtten reports 

l The teacher • rehearse what they w•l say or dralt a wnuen 

verswn lor the class to read 
The teacher 
• acts as chalf person. selecl!ng who Wln speak 

nex� or ensurmg all students read most of 

the wraten reports 

� • acts as monitor and encourages students 
The teacher t 

J 

'· ,. 

• ensU<es the purpose of the repor1 1s clear 
• acts as language adv1ser • may gwe bnef leedback on content and form 

• helps students rehearse mal reports or 
orgamse wrrtten ones 

• may play a recordmg ol others domg the 

same or a similar task 

Language focus 

• do consciousness-raistng activittes to identity and process 

specific language features I rom the task text and/or 
transcript 

• may ask about other features they have noticed 

• reviews each analysis actcvity With the dass 

• brings other useful words, phrases and 

patterns to students' attention 
• may pick upon language items 

from the report stage 

Practice 

The teacher 

• conducts pracu'e actlv1t1es alter analysis activities where 

necessary, to build confidence 

The sludenls 

• pract1se words, phrases and patterns from the 

analysis activities 

• practise other features occurnng m the task 
text or report stage 

• enter usetut la�age 11ems m their 
language notebooks 

NB: Some time after this final phase. students may like to repeat the same or a similar task with a different partner. 

Source: Willis, J. (1996) A framework for task-based learning. Addison Wesley Longman, p. l55  
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vVORKSHOP MATERIAL 

Q: Sample of six TBL task types 

R: Sample task-based lesson outline 

S :  Sample of communicative games 
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APPENDIX Q 

SAMPLE OF SIX TBL TASK TYPES 

(Source: Wil1is, J. (1996) Ajrameworkfor task-based learning. 

Addison Wesley Longman Ltd, pp 149-154) 
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Appendix Q: 

OUtcome 

P1ooosses 

Starting points 

FoRow-up tasks 

Sample of six TBL task types 

Smx types of task 

This classification, which does not claim to be exhaustive, will help you 
generate a variety of tasks on whatever topic you have selected. For each type 
of task, it gives the outcome, broadly analyses the processes involved, then 
suggests some specific starting points and examples that you can adapt and 
build on. 

Simple tasks may consist of one type only, such as listing; more complex tasks 
may incorporate two or more types, such as listing then comparing lists or listing 
then ranking. Problem solving may include listing, comparing and ranking. 

After the starting points and examples, this classification also suggests follow
up tasks. All tasks involve speaking and listening. Many also entail reading and 
note-taking. All tasks can lead into a more formal oral or written presentation. 

The task types classified here are introduced in Chapter 2. A more detailed 
breakdown of task types for use with texts can be found in Chapter 5, Section 4. 
Tasks specifically for beginners and young learners can be found in Chapter 8, 
Sections 2 and 5. Meta-communicative tasks, i.e. tasks that focus on language 
itself, are termed 'language analysis activities' in this book and are illustrated in 

, Chapter 7. 

Completed list or draft mind map (see Focus 5). 
Brainstorming, fact-finding 

Words, things.-qualities, people, places, actions, job-related skills: 

• international English words, e.g. in sport, in pop songs 
• things found in particular places, e.g. in the kitchen, on the beach 
• everyday things, e.g. that you carry with you or that you often forget or lose 
• qualities looked for in a product, e.g. a good pen, a stereo system 
• qualities needed for particular jobs, e.g. teaching, being prime minister 
<> personal characteristics, e.g. of a TV celebrity, an astronaut 
• features of a place, e.g. a holiday resort, a language school, a sports complex 
• things you do to, e.g. prevent crime, plan a party, move house 
• ways of doing things, e.g. remembering new words, cooking rice, saving money 
• common questions, e.g. that guests ask hotel reception staff, that tourists ask tourist 

guides 

• Memory challenge games (lists and sources can be hidden and students asked to 
recall as many items as possible in a specified time). 

• Ordering and sort-ing tas"ks (type 2) and comparing tasks (type 3) can be based on 
lists that students have made. 

IQi!il(.fQ.].IF!ijtJ © Addison Wesley Longman Ltd 
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2 Ordering and sorting 

Outcome Set of information or data that has been ordered and sorted according to specified criteria 

Processes 

Starting points 

Sample tasks 

Fottow-up tasks 

Sequencing 

Jumbled lists/ sets of 
instructions/ texts/ news 
reports 

• Put the days of the week 
into the correct order. 

• Order the instructions for 
making an international 
phone call/ the steps for 
doing a magic trick. 

• Rewrite this news report 
putting the events into 
chronological order. 

• 'Spot the missing item' -
Students remove one item 
from a sequence, and read 
the list out for other pairs 
to spot it. 

© Addison Wesley Longman Ltd · Photoco )lahlr 

Ranking 

Personal experience of 
methods/ things/ features that 
can be sorted according to 
specific criteria I personal 
values 

" Agree on the best ways to 
learn a new language I 
travel between two 
places/ pass a driving test. 

• Rank these items in order 
of, importance/interest/ 
usefulness/value for 
money. 

• Groups present their 
ranbngs for the class to 
reach a consensus through 
discussion and debate. 

Categorising 

Headings/ half-completed 
tables I charts fallowed by sets 
of statements, data from 
various sources 

• Group the statements 
under these headings: 
agree, disagree, undecided. 

c Complete this chart/ table 
with information from the 
text. 

• Students justify their 
decisions to the class, or 
give an oral presentation of 
their completed table or a 
section of it. 

Classifying 

Everyday things or events, 
lists of items, words 

• How many ways can you 
find to classify the food 
you eat daily I the' things 
you do at home I the things 
you read regularly /the 
countries in this list? 

• 11uf\k of five ways to 
classify the clot!-les you 
wear I the animals in the 
picture. 

• 'Odd one out' - Students 
make up sets of four or 
five similar items and add 
one that doesn't match. 
They exchange sets and see 
if other pairs can spot it. 
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. 3 Comparing 
:t 

Outcomes 

Processes 

Starting points 

Sample tasks 

Follow-up tasks 

Vary according to the individual task goals, but could be the items appropriately matched or assembled, or the identification of 
similarities and I or differences. 

Matching 

Information from two different types of 
source (e.g. visuals and text) that can be 
matched in order to identify someone or 
something 

o Descriptions 

Listen to/ read these descriptions of 
different people I places and identify 
which person/ place is which. 

• Narrative accounts 
Read I listen to these accounts, e.g. of a 
car accident, and say which of the 
four diagrams most accurately 
portrays what happened. 

� Following instructions 
Match this text to the map or 
diagrams, e.g. to trace a route on a 
map, to complete a floor plan of a 
house, to assemble a model. 

Finding similarities 

TWo or more sets of information on a 
common theme (from personal 
experience/ visuals/ texts) that can be 
compared to find similarities 

• Compare, e.g. two characters in a TV 

series, reports of the same event from 
different newspapers. 

" Compare your own version with the 
official or original version, e.g. 
compare your story ending with the 
original story, your solution with the 
one in the text. 

• Compare ways of doing things in 
different towns or countries, e.g. 
funding the arts, making coffee, 
cooking rice. 

Finding differences 

TWo or more sets of information on a 
common theme (from personal 
experience/ visuals/ texts) that can be 
contrasted to find differences 

• 'Spot the differences', e.g. between 
two pictures, two story endings, two 
accounts of the same incident. 

• Jigsaw viewing, e.g. contrast a 
film /video sequence with a written 
account containing factual errors. Half 
the class see the video, half read the 
text, then they come together to 
identify the factual errors. 

• Contrast systems, e.g. of education i,n 
different countries, of lending 
libraries. 

Students design parallel tasks based on their own data, or make their own changes to the original data 

• e.g. after matching text to diagrams, 
students make floor plans of their 
own homes and describe these for 
their partner to draw. 

• e.g. after finding similarities in news 
reports, students bring in other 
current newspapers with parallel 
news items. 

• e.g. after finding differences between 
pictures, students change three things 
in their picture, rewrite the text 
including different factual errors or 
three additions and play 'Spot the 
differences'. 

© Addison Wesley Longman Ltd •lliiiti.ti.I.IAiilltll 
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4 Problem solving 

Outcome Solution(s) to the problem, which can then be evaluated 

Processes Analysing real or hypothetical situations, reasoning and decision making 

Starting points 

Sample tasks 

Short puzzles, logic problems 

• Cutting the cake 
What is the minimum 
number of straight cuts 
you must make to divide a 
round cake into eight equal 
pieces? 

• Crossing the river 
An old lady wants to cross 
the river with a wolf, a 
goat, and a cabbage. She 
only has a small boat and 
can only take two things at 
a time with her. How does 
she do it? 

Real-life problems, personal 
experience, hypothetical 
issues 

• What advice would you 
give in response to this 
letter from an advice 
column? 

• Decide on the best two 
places - cheap but safe -
for a young person 
travelling alone to stay in 
your capital city. 

• Plan a dlnner menu for 
overseas guests within a 
given fixed budget. (Other 
constraints, such as diet, 
can be added later to 
increase the challenge.) 

Incomplete stories/ poems/ 
reports; visuals/snippets of 
audio or video recordings; 
concealed pictures, clue 
words for prediction and 
guessing games 

• Make up your own version 
of the missing section/ 
ending of the story I report. 

o Work out a possible story
line from these clue 
words I phrases I pictures I 
audio/ video snippets. 

• Fill the gaps in this text 
with appropriate phrases. 

o Guess what's in this 
(covered up) picture/ 
(closed) bag. 

Case studies with full 
background data, business 
and computer simulations 

& Social study of young 
offenders 
Decide on the best action 
to take to stop them 
reoffending. Previous 
solutions and statistics for 
reoffending are given. 
(Offenders' family 
backgrounds to be initially 
withheld.) 

• Aid for development 
Decide on three 
appropriate ways for your 
company/country to give 
aid to this developing 
country. 

• Product testing 
Play and report back on 
computer simulation 
games. 

Follow-up tasks Students do a comparing task, presenting, justifying and discussing their solutions for the class to vote on the best one(s). 
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5 Sharing personal experiences 

Outcome 

Processes 

Starting points 

Follow-up tasks 

Largely social and far less tang1ble than with other tasks. Sharing personal expenences 1s something we do very often in daily life: 
we may simply be passing the time of day, being �oc1able or entertaining or hopmg to get to know others better. 
Th1s kind of casual social talk can happen naturally during other task types and, because it IS so common outside the classroon), 
should be encouraged. 

Narratmg, describing, exploring and explaining attitudes, opinion�. reactions 

Anecdotes: 

• on g1ven themes, e g. 
terrible journeys, si l ly 
acc1dents. 

• about people, e.g. eccentnc 
fnends or relations, funny 
thmg& done by children 
you know 

• about thmgs you own(ed), 
e b a favourite toy, old 
�hoes, memorable presents 

Personal remmrscences· 

• about past routines and 
experience�. e g  early 
schoolday�. traditional 
fe&trvab and celebrations, 
tnend� you used to spend 
time wrth. 

• about smgle Pvents you 
remember moot clearly, e.g 

moving hou�e. VISttmg 
elderly relations, times ot  
political I financial cri�LS 

• about past regrets, e g 
three thmgs you most 
regret domgl not doing 

Athtudes, opmtOns, 
preterences: 

• Fmd out what others thmk 
about fdms or TV 
programmes, personalities, 
current concerns and I or 
prote�sLOnal 15�ues 

• Talk about your 
preferences and fmd 
people w1th sim1lar Ont<�, 

c g m lersure arttvltLes, 

places to shop, clothes 

['ersonal reactions: 

• to Situations, e g. hei1;hts. 
frightening thmgs, 
extremes of cl1mate 

• What generally makes 
you, e.g most annoyz:d, 
very happy, h1ghly 
stressed, most relaxed. 

• Qu1zze5, c g personal i l y  

ones from q u i z  books 

• Students select the funn1est I mo�t v1v1d I most memorable e>.penence they have heard, tell the clJss and give reasons for tlwir 
choice 

• Students tell another anecdote or pen,onal story but d need not be true. Can the class guess whether 1t 1s  trul' 7 

• Learners 1dent1ty and sum manse the reminiscences f opuuuns l react tOns they found they shared with others 
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6 Creative tasks 

Outcome 

Processes 

Starting points 

Sample tasks 

Follow-up tasks 

End product which can be appreciated by a wider audience. Creative tasks tend to have more stages than the usual classroom 

tasks. They can involve out-of-class research and are often referred to as 'pro;ects'. 

Brainstorming, fact-finding, ordering and sorting, comparing, problem solving and many others 

Children's activities: 
done in small groups 
who then describe the 
process, e.g. 

• make a modeL paint a 
picture, prepare 
snacks. 

• do a science 
experiment, test and 
report on makes of 
colouring pens. 

• take part in a 
dressing-up 
competition, put on a 
show for other 
groups. 

Creative writing and 
similar activities 

• Write a poem, short 
story, song or play, 
based on a literary 
text students have 
read or arising out of 
a programme they 
have seen. 

o Write diaries, e.g. for 
personal use, and I or 
to be read by the 
teacher but not by 
other students. 

• Other groups write a review of the end product. 

Social / historical Media projects for the 
investigations and links school or local 

community 

• Plan visits to local 
places, e.g. airport to 
interview passengers, 
company premises to 
report on 
products I processes, 
tourist office to 
investigate local 
tourism opportunities. 

• Talk/write to older 
inhabitants about 
changes to their lives, 
e.g. past customs, 
games they used to 
play, changes in 
eating /leisure habits 
over three generations. 

• Internet and email 
links, e.g. with twin 
towns overseas, 
overseas schools, 
research areas of 
interest on World 
Wide Web. 

• Produce a class 
magazine or 
newspaper (one-off or 
regular issue). 

• Set up a display, e.g. 
on a local or topical 
issue or exhibition, 
e.g. of students' 
photographs. 

• Design and write a 
leaflet, e.g. for visitors 
to the school or town, 
or an advert, e.g. for a 
local product/ 
entertainment. 

� Design, produce and 
record a short 
programme on audio 
or video, e.g. a local 
news documentary or 
a short drama. 

Real-life rehearsals 

• Students predict, 
scnpt and perform an 
interaction that might 
occur in specific real
life situations, e.g. 
making a hotel 
booking, asking for 
directions or 
instructions fo� being 
interviewed for a job. 
These are then 
compared with 
spontaneous 
recordings of parallel 
situations or real-life 
circumstances. 

• Learners keep a diary describing their progress on the project, and use this to write a report of how they achieved their product 
and what they learned, with an evaluation of their work. 

• Groups make a poster advertising their end product. 

NB: Many other types of task can be adapted for young learners. 

© Addison Wesley Longman Ltd �� 
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A PPENDIX R 

SAMPLE TASK�BASED LESSON OUTLINE 
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Appendix R: San1ple task-based lesson outline 

A FRAMEWORK FOR TASK-BASED LEARNING 

Outline 1 
Picture pu:z:de: 
find seven 
differences 

Pre-task (3--4 min) 

��pefrtH��}( C� fave samp�e 
�CElSkcbased �esse� oui 9 ines 

The aim o f  these sample lesson outlines i s  to exemplify the flexibility o f  the 
TBL framework in practice. They cover a variety of task and text types, and are 

suitable for learners at different levels and stages m a course. 
The first two outlines focus predominantly on the use of spoken language, the 

next two predominantly on written. The last one offers a balance of both. Other 
lesson outlines showing the adaptability of the TBL framework are to be found 
in Chapters 5 and 6. 

Although the language analysis activities focus on English, teachers of other 
foreign languages have found it possible to use the same outlines, with parallel 
texts I recordings, and to adapt the analysis activities to suit the features of other 
target languages. 

The timings given are, of course, approximate. The outlines can obviously be 
adapted in various ways to suit learners in different circumstances. 

The aim of this lesson outline is to illustrate a typical revision lesson 

covering familiar topics. The pre-task phase is, therefore, shorter than 

usual. This Jesson also shows how a recording can be used at the end of 

the task cycle (see Chapters 2 and 3). 

Class and course background 

Elementary, Spanish-speaking learners of mixed ability. Used to rule-based 
teaching but would like to learn to speak They have completed the first four 
units of a topic-based coursebook (addresses etc, family, homes, uses of 
numbers) and have done simple tasks and puzzles. Lessons are 50 minutes 
long. 

Starting lesson 

Explain this lesson is mainly revision, and aims to revise words and phrases 
from Units 1-4, give ss different kinds of speaking practice and finally focus on 
question forms. 

1 Get ss to stand up, find a different partner from usual and sit down in their 
new pairs. Check they have at least one book between two. Keep them 
closed for now. They also need one sheet of paper between two, a pen or 
pencil and their language notebooks. 

2 Introduce task - 'Find the differences' puzzle, like one they have done before 
(remind them) only with different pictures (see page 29). Each student will 
see both pictures. Together they have to find seven differences and write 
them down in note form. (Put an example (cat mr right I on left of sign) on the 
board.) They will only have one minute. They should talk in English, but 
quietly. 
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Task cycle 

A FRAMEWORK FOR TASK·BASED LEARNING 

Task (1 min) 

Get them ready to start: Find the p1ctures on page . . .  and you hatJe one minute 
from . . .  NOW. 

Stop the task as soon as a few pairs have noted down seven differences (or 
when one minute is up). Ask how many differences others have found already. 

Planning (8-10 min) 

Tell all pairs to choose four differences they think the others may not have 
seen. They write them down in detail, and practise explaining them, so they 
can tell the whole class. Show them by expanding cat example on board. 

Go round and help, noting useful phrases and writing some on left of board, 
e.g. ln picture A . . .  the sign says . . . . 

Nominate the shy ones as reporters, and give them another two minutes to 
practise. Draw attention to phrases on board. 

Report and listening (15 min) 

Explain that they must listen carefully to other pairs. If they have the same 
difference, they tick it off. Once they have heard a difference, they must not 
report it themselves. 

Each pair gives one difference (write these on board as they tell the class) till 
there are seven. Some pairs may still have more. Stop them from shouting them 
out (so they still have some to listen for later). 

Announce recording of David and Bridget doing the same task 
Play recording. Ss tick off the differences they hear. (May need to pause after 

each one, and play it again.) 

David: 
Bridget: 
David: 
Bridget: 
David: 
Bridget: 
David: 
Bridget: 
David: 
Bridget: 
David; 

Bridget: 
David: 
Bridget: 
David: 
Bridget: 

David: 

Bridget: 
David: 
Bridget: 
David: 

Okay? Another difference is the number of the house. 
Yes. 
In Picture A it's thirty; in Picture B it's thirteen . .. 
- 15 thirty. Oh! 
Oh, okay. 
Oh. Do you think-? 
Doesn't matter. Thirty in Picture A and thirteen . . .  
Thirteen in picture B. And this number's different. 
What number? 
The phone number of Paul Smith and Sons. 
Oh yeah. So, the phone number of Paul Smith and Sons is what? - in 
Picture A - is six three one nine oh. Six three one nine oh in Picture A. . .  
Mmm. 
And six three three nine oh in Picture B. 
Okay. 
Okny. How many have we got? That's three. 
Three. Haw many do we have to have? Seven. Mrn. 
How about the tele-vision is that on? Yes. Oh no, the television is on, is 
it? - in the first picture-
Yes, it is! 
. . .  and it's not on in the - in Picture B .. . that's -what have we got? 
The television is on in Picture A but off in Picture B. 
Okay. Right. Anything else? Oh yes, the man's carrying an umbrella. 
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A FRAMEWORK FOR TASK-BASED LEARNING 

Language focus 

( 1 5--20 min) 

Bridget: Okay. 
David: So what shall we put? The man . . .  

Collins Cobuild English Cours< Level l, Unit 5, p. lWf. 

Now ask class if any pairs have more differences? Ask them to give one each. 
Tell them the record total so far is 13 - can they beat it? 

Analysis and practice 

From board: 
1 Ss choose a useful phrase from each sentence and practise saying it. Delete 

the phrase immediately it is said. Delete other words gradual1y. This is 
called 'progressive deletion' (see page 111) and should be fun! 

2 Ss read out all sentences in full, including the missing parts. Clean board. 

From transcript: 
3 Ss hear recording again and follow it in the transcript. Pause tape sometimes 

to let them predict how next phrase will be said (intonation with stress on 
key words). 

4 Ss read whole transcript and find twelve questions to classify in whatever 
ways they like (e.g. questions with shall or get; short questions/long 
questions; questions with/ without verb, etc.). 

5 Ss find two examples of the word so. Where does it come in the 
conversation? 

6 If time, ss write down any new phrases they noticed. 

Bring class together and review analysis of questions. Practise short questions 
(point out many are without verbs) and then list questions with shall, got, have 
and practise them. 

Discuss use of so, and ask what word(s) are used in Spanish for this. 
Ss read out their phrases. 

NB: 4---<J can be done for homework and reviewed in class. 
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Ou�line 2 
A sea jcurnay 

Pre-task 
(15-20 min) 

A FAAMEWOAK FOA TASK·BASEO LEARNING 

The aim of this lesson outline is to illustrate the first lesson in a series 
based on a new topic. The pre-task phase will therefore be longer than 
usual, introducing topic lex is by various means includjng teacher anecdote 
and the use of a recording (see Chapters 2 and 3). 

Class and course background 

Jntermediate/ upper intermediate multi-lingual learners, mixed level, mixed 
ability, ages from 16 upwards. Part-time class, two two-hour lessons a week. 
They are beginning a textbook unit on sea journeys, which contains around 
five tasks, leading into a short story. 

Starting lesson 

Announce new topic. Relate this to textbook unit. 
Give overview of work for next two weeks, e.g. By the end of this you'll have 
talked and written about different aspects of journeys by boat, and read a short story 
about a sea journey. Ask them to bring to class anything they like that is linked 
to the theme. Remind them main language features will be summarised at the 
end of each week. 

This lesson they'll be hearing a recording about a sea journey, then doing a 
similar task - sharing their experiences of sea travel or boats. Language focus: 
studying useful phrases and features of spontaneous English and comparing 
these with planned English. 

Aim: To 1ntroduce topic of sea journeys, and give class exposure to topic
related talk, to activate and highlight useful words and phrases. 
Starting points: three pictures of ships - big and small on rough and calm seas; 
teacher's personal experience. 
1 Talk about pictures one by one while putting them up on wall. Ask 

questions to assess class experience of topic, e.g. Have any of you travelled by 
boat?/seen any TV prog7ammes, films about sea travel? Let class indicate their 
experience very briefly. (Y d tell them about my first experience in a small 
boat when the sea got really rough.) 

2 Brainstorm with class on words and phrases. Organise on board as a mind 
map words about sea, boats, people, feelings, attitudes to sea 
journeys/being in boats. 
Bring theme round to Are you a good traveller? (and what this means, i.e. 
Do you get travel-sick on buses, in cars? or sea-sick?). Add other vital topic 
words that will come in the recording (see transcript below). 

3 Announce recording of Rachel telling Chris about a sea journey. (Ss know 
her already from earlier recordings.) Write up alternatives to help them 
listen: alone or with family? big or small boat? calm or rough sea? pleasant or 
unpleasant experience? 
Play recording two or three times - 1)  for gist (select words from board), 
2) for words and phrases they notice (add to board if useful), 3) if they want 
to hear it again. 

Chris: Are you a good sailor? Have you ever been seasick? 
Rachel: Yeah I have been seasick, once. But I haven't sailed very much. Except in a-
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A fRAMEWORK FOR TASK·BASEO LEARNING 

Task cycle 

Language focus 
{15-20 min) 

Chris: Was that on a long journey? 
Rachel: Yeah. In fact Y m quite a good traveller normally. But this was erm - er

not on a long journey, no. It was about twenty miles. And erm, coming 
on the way back, it was a venJ small boat, and it was very hot, and me and 
the rest of my fam!IY were on this very - in the inside of the boat. And it 
was just like being in a - on a cork, carried by the water. And my brother 
started first, and then it just sort of spread like the plague. 

Chris: Oh terrible. 
Rachel: It was ghastly. 

C<lllitlS Cobutfd En_glrsh Cowrst Leve! J, Unit 20, p . .1381' 

4 Let them read task instructions from textbook. Give them t'w'o minutes' 
thlnking time. 

Task (3--4 min) 

Ss do task in twos, then combine with another pair to re-tell their stories and 
compare their experiences. VVhat did their stories have in common? Were any 
like Rachel's? Any groups that finish quickly can write down points they had 
in common. 

Planning (5- 10 min) 

Each group of four selects two stories to present to the class. 
Divide into pairs to rehearse them. Go round, helping if needed, and nomjnate 

spokespersons. Note down language points for highlighting later, such as any 
useful phrases that ss use. 

Report (5-8 min) 

Pick four or five pairs to tell their stories. 
Oass listen - their purpose is to note down details {warn them they must try 

to remember these for next lesson) and find what the stories have in common. 
Give ! eedback on content. Review similarities and differences in their stories. 
Set homework: plan a first written draft of the story;. changing one detail, to be 

polished and presented to class in next lesson. 

Analysis and practice 

1 Dictate I write on board five good phrases from stories ss told in task cycle. 
Write up f ive corrected phrases I sentences with a word that caused problems 
missing for ss to discuss their meaning and complete them. 

2 Based on transcript of Rachel's story. Ss read and circle useful words and 
phrases. Discuss which of these are typical of spoken language, and which 
of planned, or written language (see page 32 for typical spoken phrases). 

3 Hand out version of planned story. Ask ss to discuss how trus differs from 
the spoken transcript. Then they can underline all past tense verb forms. 
Rachel: Ym quite a good sailor normally. But this timeJ 1 was with my family and 
we were on a very small boat and it was like being on a cork on the water. We were 
all sitting inside the cabin and it was really hot. My brother started being seasick 
first and then it just spread like the plague. It was ghastly 

4 Ss write down other language features from lesson that they want to 
remember. 

NB: 2 and 3 can be done for homework. 
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Outline 3 
Spiders: a 

success story 

Pre-task {2-3 min) 

Task cycle 1 

(Speaking) 

Task cycle 2 

(Reading) 

A FRAMEWORK FOR TASK·BASEO LEARNING 

This is an example of a lesson based on a reading text. It contains a wide 

range of specific language-focused activities illustrating the starting points 

for language analysis activities as described jn Chapter 7. 

Class and course background 

Intermediate learners, monolingual, mixed-level class. They have already 
talked about phobias, and done a listing task on all the things they have heard 
people can be frightened of. They have also completed a more open task, 
where they told each other about what they had been frightened of as children. 
A few people have mentioned insects and spiders briefly, and students have 
found out who in the class is afraid of spiders. So there is no need for a lengthy 
pre-task phase. 

Starting lesson 

Explain there will be two task cycles in this lesson. These will lead into reading 
a newspaper report about a woman with a serious phobia about spiders. She 
lived with her husband near a large town, but could never be left alone in case 
she saw a spider (possibly write main topic words on board: woman - phobia 
about spiders, etc.). 

Explain the first task: in pairs ss·to brainstorm and list three consecutive steps 
they mjght take to help cure thjs woman of her phobia about spiders. 

Task 1 {2-3 min) 

Pairs ljst possible ways to help her get over her phobia. 

Planning 1 {2-3 min) 

Pairs rehearse how to explain the steps they recommend, and justify the order 
they are in. 

Report and reading 1 {10 min) 

Pairs tell the class their proposals and justify them. The class listen and count 
how many different ideas they come up with. 

Let the class discuss and vote on which four steps might be similar to those .in 
the newspaper report. Write these on the board. 

Give out the texts with the mjssing l.ine inFocus 5. Ask students to read to see 
whether their four steps were in the report. Finally ask which pair had the most 
steps that were similar. 

Task 2 ( 4--5 min) 

Ss read the text again and discuss in twos where the 'lost line' must have come 
from. 

Planning and report 2 {2-3 min) 

They tell each other where they think the line fits and why. Co not tell them if 
they are right or wrong. (If they all agree, no need to prolong the report!) 

Give out the text with the line in place, so they can see if they were right. (They 
will need the complete text for the next phase.) 
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A FRAMEWORK FOR TASK-BASED LEARNING 

Language focus 

(20-35 min) 

s 
a success story 

Analysis and practice 

Each of the activities below can be followed by a review, hearing what ss 
thought, and bringing out some of the ideas in the notes below. In some cases, 
ss may benefit from a brief practice activity. (I would aim to do activities 1, 2 

and two others in class and set 4.3 (on to) for homework.) 

1 Main theme: Spiders 

Circle all the phrases which refer to spiders, including those with pronouns, 
e.g. saw one, removed it .  Join up the circles with straight lines, to get a lexical 
chain (see example below). Ss can then compare chains to see if they have 
found the same set of references. 

NB: In order to do this, learners will have to focus on aspects of textual 
cohesion. They may notice the use of plural forms (and the word one) to 
express spiders in general. They can distinguish phrases that contrast with 
the idea of a real spider, e.g. doodles resembling spiders. These points can be 
highlighted at the review stage. 

RS 
ONE woman was so afraid of 

from the new organisation 

Triumph Over Phobia (TOP). 

The Daily Telegraph 24 January 1994 

2 Time and sequence 

t o  move 

first going to the group her 
phobia had gone. 

Ask ss to find between eight and eleven phrases or single words that express 
the notion of time. Which ones denote the passing of time and thus help to 
signal the stages in the cure of the phobia? (There are seven or eight of these.) 

NB: This highlights a very common function of time phrases - signalling the 
structure of a sequential narrative. It also shows that not all stages are 
explicitly signalled, and learners may need to look for less obvious linguistic 
clues, as in began to . . . above. 

A further focus on adverbs of time could be achieved by asking where the 
words suddenly, eventually, gradually, later, and first occur in the time phrases. Ask 
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A FRAMEWORK FOR TASK-BASED LEARNING 

ss in pairs to read the phrases with these words out loud and notice where there 
might be similar stress patterns. 

3 Place and position 
Ask ss to look for around twelve phrases expressing the general notion of place 
and position. Subdivide these into three or four categories: those referring to 
- her house, e.g. left in a house alone 
- the spiders themselves, e.g. in a jar 
- position or movement, e.g. moved nearer to the sufferer 
- the meeting, e.g. to the next meeting, going to the group. 

4 Common words highlighting grammar points: the passive voice and uses 
of to. 
4.1 Ask ss to find four phrases with the word was. Which three have a similar 

structure? (She was eventually persuaded to look at photographs/she was given a 
plastic spider I it was gradually moved nearer. ) 
Ask ss if they know exactly who persuaded her to look at the pictures, 
who gave her a plastic spider, and who moved the spider nearer to her? 
Does it matter that they don't know? 
Ask where else in those sentences they could put the words gradually and 
eventually. 

Either 
4.2 Ask ss to find six phrases with the word to and notice which verbs i t  goes 

with. Ask them if they can divide these phrases into two categories. 

or 

There is one phrase where you can omit the to and still have a grammatical 
sentence. Ask them to find it. 

4.3 Tell ss these common uses of the word to; 
a) as a preposition indicating movement towards something or someone, 

e.g. They have just moved to Kendal. 
b) before an indirect object e.g. I wrote three letters to the headmaster. 
c) following a verb like want before an infinitive, e.g. I tried to kick the 

door open. 
d) denoting purpose or intention in order to . . .  , e.g. I came in today just to see 

you. 
Now they try to decide which category each example below belongs to. 

table and not be able to get down until somebody came 

Her husband began to move \he position of the book 

took a real spider in a jar to the next meeting, where it was 

gradually moved nearer to the sufferer. She later agreed 

She later agreed to take the real spider home and gave 

months after first going to the group her phobia had gone. 

ran on the spot lor ten hours to stay alive. Peter Emerson, aged 

reported him missing to the police. Peter, who lives in 

I tried to kick the door open and to pick the lock but 

We've each got to say a little bit about our favourrte 

4.4 Underline the other verb phrases in the examples below which have the 
same patterns as this example: She was eventually persuaded to look at 
photographs. (Til.ese can include any part of the verb be, i.e. was, will be I is, etc.) 
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A FRAMEWORK FOR TASK-BASED LEARNING 

I was asked to help out at the butcher's shop. 
You will normally be required to work one weekend day. 
He was just told to go home and fetch it. 
She is being encouraged to rest more. 
You are advised to travel light, carrying no more than one . . .  
They were more o r  less forced to accept an alternative. 
You are constantly being reminded not to leave your luggage unattended. 

NB; Some of these sentences may be unfamiliar to learners. Ask them to thjnk 
of contexts in which they might hear or see them used. 

Review analysis and get ss to write useful language in their books. If time, ask 
them to do a 'gapped example' quiz round the class, using examples from their 
notebooks. 
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OutiBne 4 
Romania: 
an economic 
repo�t 

A FRAMEWORK FOR TASK-BASED LEARNING 

The aim of this outline IS to illustrate a range of language-focused activities 

suitable for ESP texts in general (see Chapter 7}. This lesson is based on 

the start of a text brought by one of a group of ESP (Business English) 

students. 

Class and course background 

Small group of business people with interests in Eastern Europe. They have 
rusty lower-intermediate-level English and wish to broaden their business 
vocabulary and improve their reading of economiC texts. They bring with them 
magazines like Time and Newsweek which can be exploited for more examples. 

Pre-task (5-10 min) 1 I would ask the class to tell me (as non-expert teacher) what they already 
know about the current economic scene in Romania. I'd ask about the chief 
economic adviser and whether they think Romania is meeting IMF 
(International Monetary Fund) and World Bank requirements. Their main 
points can be written briefly on one side of the board. 

2 Explain they will be reading the text of part of an interview held in 1994 
with the chief economic adviser. It has lots of useful vocabulary and 
specialist phrases. 

3 Ask which five of these six phrases are likely to appear in the text of the 
interview. Can they explain to me what they mean (after discussing this in 
pairs first)? 

transition to a market economy 
general surge in profits 

rask cycle ( 10  min) Task 

industrial production 
trade deficit 

Ss read both columns in order to: 

balance of trade 
money supply 

.. find out who is being interviewed and what his overall purpose seems to be; 
$ discuss how far the speaker answered the interviewer's question. 

Roman ia:  Adviser out l ines 
economic scene 
Misu Negritoiu has played a 
prominent part in Romania's 
transition to a market 
economy . . .  At present he is 
chief economic adviser to the 
president, one of the key 
figures in Romania's process of 
economic development. In an 
interview he discussed aspects 
of Romania's economy. 

Pfanning and report 

Q. Is Romania currently meeting IMF 
and World Bank requirements? 
A. We are doing better than expected. 
The balance of trade was excellent in the 
first months of the year and up 40 per 
cent on the same period of 1 993. The 
trade deficit now stands at about $200 
mill ion. The money supply is high. 
Industrial production has increased 20 
per cent in the first half. 

Each pair plans their responses then gives them to the class. The purpose of the 
report stage is to see i f  ss all agree, and if they don't, to discuss further. 
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A FRAMEWORK FOR TASK·BASED LEARNING 

Language focus 
(1 5---20 min) 

Anafys1s 

Focus on useful forms by asking ss in pairs to do the following: 

1 Phrases implying importance and authority 

Find three phrases in the left-hand column which emphasise that Misu 
Negritoiu is an authority on the subject. Which words express the notion of 
tmportance? 

2 Phrases implying success and increase 

Find five or six phrases in Misu Negritoiu's answer (right-hand column) which 
express the notions of success and increase. 

Ask students whether the trade defic[t of $200 million is actually good or bad 
news, and why. (It's not clear to me as a non-expert.) 

NB: The lexical phrases identified through both the above analytical activities 
illustrate various types of common collocations (see 2.3.1). Better than expected is 
a fixed phrase; played a . . .  part in . . . and up 40 per cent on the same period are 
semi-hxed phrases; key figure is a very common collocatlon. 
The balance of trade was excellent and the money supply is high illustrate two very 
typical types of noun phrase: one with of, and one with noun plus noun, and 
the lexical items themselves (e.g. balance of trade) are typical of economic text. 
Trade would be a useful word for ss to do a dictionary exercise on. 

3 Specialist/topic lexis: structure of noun phrases 

3.1 Find five noun phrases with the word economy or economic. What other 
phrases with these words do learners know? Get them to experiment with 
creating phrases by putting economy/economic together with words like 
crisis and system. 

3.2 Find two phrases with the word trade. What other kinds of words are often 
found with the word trade? Can they find some more examples in a 
newspaper, journal or dictionary? Are they all the same grammatically? 

3.3 Say what all these phrases have in common structurally: market economy, 
key figure, World Bank requirements, trade deficit, money supply. (They are all 
made up of two or more nouns together.) 

3.4 Say which phrase is the odd one out structurally and why: market economy, 
key figure, trade deficit, money supply, industrial production. 

Practice 

Expressions with numbers: Memory challenge game. 
1 

Tell ss to tum the text over. Write these numbers on the board: 2 20 40 200 

1993. Can they remember the whole phrases they were in? Give them one 
minute to read the text again, without writing. 

Then, again without looking back at the text, they write the phrases down from 
memory. They check to see if their partner has the same as them. Then read them 
out to the class to discuss before reading for a final check. 

For homework, ss can either prepare a first draft of a two-minute 
presentation in answer to the same interview question on a different East 
European country or prepare a list of questions they would like to ask the 
economic adviser. (They will ask each other these in the next lesson.) 
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Outline 5 

Survey on 
favourite 
school subjects 

Pre-task 

( 1 0-1 5 min) 

Listening 

(8-1 0 min) 

A FRAMEWORK FOR TASK-BASED LEARNING 

Like Lesson Outline 2 this outline gives an example of a TBL lesson on a 

new topic. Thus it has a long pre-task phase, with a task recording to help 

students understand what to do. It also exemplifies a range of language

focused activities highlighting phrases which express specific notions and 

functions (see Chapter 7). 

Class and course background 

Large monolingual class of mainly young adults from a range of backgrounds. 
Late elementary level, but very mixed. This is my second lesson with them. As 
back-up, I have copies of the six best pieces of last year's ss' written work on 
the same topic, to be used either this or next lesson. 

1 Introduce topic and purpose of survey by asking ss what subjects they 
studied at school (see Focus 2, Task 7). Don't ask if they liked them or not. 

2 Make a list on the board. Ask them to classify subjects - writing them in 
groups (e.g. languages, sciences, etc.) for later use. 

3 I would tell class about subjects I liked and hated and, briefly, why (two or 
three minutes). Class then read task instructions: Tell your group what were the 
school subjects you liked best and least. Explain your reasons. 

4 Organise groups of four with a chairperson. Give ss three minutes' 
individual thinking time to plan what subjects they will talk about, and 
what they will say. 

Play recording to give groups some idea of how to do task. This is just the first 
few minutes of the task and they will hear about two out of four people's 
preferences (Caroline's and Stephen's). Play it a second time. Put a tick or a 
cross with an initial C or S by the relevant subjects on the board. Let ss ask 
about and write up a few useful phrases. (Remind them they will be able to 
study the transcript later, so no need to go into great detail now - approximate 
comprehension is sufficient.) 

Catherine: 

Caroline: 

Stephen: 

John: 
Stephen: 

We've each got to say a little bit about our favourite subject at school, and 
which were the ones, erm, that we liked the least and for what reasons. 
Why don't you start? 
Right, well. My favourite subject was always English, I think because I 

liked writing stories. The least favourite was always Maths. I was awful 
at it. I think I, erm, didn't concentrate o n  some vital bits and missed out 
and then it just got worse and worse. I used to sit at the back and giggle 
quite a lot. And, er, so it was pretty disastrous, really. 
I liked science subjects, but I think that was because the teachers were 
very much better in that than in subjects like French which I really didn't 
like at all. I didn't mind things like Maths and English, because I could 
do them, but it - the languages, French, Latin, Greek, got a bit, you know 
- I  got a bit behind, and the teachers weren't that helpful, so I didn't like 
those as much . . .  
What did you dislike? 
Well, French . . .  

Colims Cobw/d Englzsh Course Level 2, Sectlon SBa 
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A FRAMEWORK FOR TASK-BASED LEARNING 

Task cycle 1 

(Speaking) 

Language focus 

( 1 5-20 min) 

Task cycle 2 

(Reading) 

Task (4 min) 

Chairperson should allow each student to speak for not more than one minute. 
The group can take notes 1f they wish. Chairperson should speak last. 

Pfanning (5-B mm) 

Each student should report about someone else. (This increases their 
motivation to interact further, check facts, etc.) 

Chairperson hears them rehearse. Students should aim for about half a 
minute's talk. 

Group can ask for help if unsure of any points. Wri te any useful 
words/ phrases they ask for on board (for later practice). 

Report (5 min) 

Purposes: to find out which subjects were the most and least popular, and the 
most common reasons why. Also to discover if men I women like I dislike the 
same subjects. 
Students listen and take notes. Explain they will need these in order to write 
the conclusion to their survey next lesson. 

Analysis and practice 

Play the tape while students read the transcript to find the following: 
1 Phrases expressing likes and dislikes of school subjects. Each student writes 

speakers' positive and negative reactions in two lists. 
Review these and then ask if there are any school subjects ss felt the same 
about. Ask which expressions might be useful to them. 

2 Phrases denoting or implying levels of achievement in these subjects. Ss 
decide whether the speakers were good or bad at them, then discuss in what 
ways these phrases could be classified. 

3 Phrases giving reasons for speakers' attitudes to these subjects. 

NB: In identifying these, learners will need to make inferences and read 
between the lines; not all reasons are preceded by explicit verbal signals such 
as because. Some reasons have no signals, others are signalled afterwards by a 
word like so. 

4 Three examples of the word thnf. Each use of that has a different meaning. 
Ask which one could mean which and which one means something like 
uery. (This use of not thnt + adjective is quite common in spoken English.) 
What does the other one refer to? 

5 Features that are typical of spoken English. Ask if there are also some useful 
phrases students might need in a written survey. 

If time (now or next lesson), ss can read what last year's groups wrote about 
their teachers, and prepare a report in which they summarise the main points 
and compare their findings with their own results. 

For homework, ss write a first draft of what their group found out. This will be 
worked on in class next lesson, and then a final version of the small-group 
report will be read by other groups. This can lead to writing a whole-class 
survey report. 
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A ppendix S :  S ample of communicative games 

looking for Mr X 
Type of activity 
whole class 
information search 

Function practised 
asking for and giving personal information 

Exponent 
What is his name/address/telephone number? 
What does he do? 
Is he married? 
What nationality is he? /Where does he come from? 

Lexical areas 
occupations, nationalities, numbers 

Essential vocabulary 
name, address, nationality, telephone number, occupation, 
marital status, bus driver, married, Australian, park, road 
numbers up to 20 

How to use the game 

Photocopy the forms so that there is one for each 
student. 
Give out one form to each student. 

The object of the game is to complete the form. To do 
this, students must move around the class asking 
questions about Mr X until they have obtained enough 
information to complete the form. 
Students may only ask each other one question at a 
time before moving on. They may pass on information 
that they have obtained from other students, as well as 
the information that was originally on their form. 
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Name ...... . John . ... fl$he . .r. ..... . ... .. . ................. . .. . . . ... . 

Address . .............. ........ ..... . . . .................... . ... . ..... ........................... . . 

Telephone number H •••• •• • •••• •• • ••••• •••• •••••••••••••• • •• •••••• • •••••• ••••••••• •• 

Occupation ..... . ........... . .............. .. . .. ................................................... . 

Marital status ........................... ..................... ......... ...... ... . . .. . 

N ational ity ..................................... ................ ............................................. . . . 

Name ....................................... .................................... ............................... ........ . 

Address ...... .............. ............... ............ ... ....................................................... . 

Telephone n u mber ..... 9.:1 .. §.$.�.!.9.. ......... ............. ....... . 

Occupation ......................... . ...... ..... ............ . ............. ............................ . . 
M a rital status .............. ....... ...... . ...... . . ....... ..... .............. ......... · . ............. . 

Nationality . .... .. ... ... .... ... ..... . ....................... ......................................... . 

Name ................................ ..................... ................. ......... .... .................... .......... . 
Address ................... .................... ................................................. ..... .............. .... . 

...................................................... �·············· ........................... . �·

·

· .................................. . 
Telephone number .................................. .................................. .......... . 

Occupation ........................................................... ..................... 
· 

.............. . 

Marital status .... M. .. �.t.ri..e...d. ................................................ . 

·

· Nationality .................................................................. .................................. . 

I 
I 
� 
I 
I 
I 
I 

Name ... ..... ................ .......................... . ...... ... . . ... ............. ... . 

Address ....... .f� ... . ... P.�r.K. ... 'R�?.9:-:d.r-··· ..... ..... . 

5xeter .............. . . . . . . ...... ............ .................. ...................... .... ....... . . . . . . . ... . . . ... 

Telephone number ......... ......................... .. . ....... ....... .... . 

Occupation ............. .......... ................. ..... ........... ............ ...... . 

M a rital status ...... ........... .................... . ................. . ... . 

Nationality .. ..... ... ... ......................... . .. .. ... . . .... ..... ... . 

Name ............................. ........ ......... .................... . ... ........ . ......... . 
Add ress ................ ..................... ........ ...... .. ......... ............ .. . 

Telephone number .................. .. .. ..... ........ .. .. .......... . . .  

Occupation ....... f?Y.§ . .... cir.fV..e.t. . ... . .......... . . 

Marital status ...................................... ...... .. .. .. .. .. ······-········ 

Nationality ........................................................ ........................... .. . 

Name ................................................ ....................... ................ ...... . 

Address .......... ............ ................... ..... ............................... ....... . 

............................ ........ . .......................... ............... ........ ............... ......... 

I Telephone number ............. .. ......... . . ...... . . . ............ . .  . 

I 
I 
I 
I 
I 
I 
I 

Occupation ................................... . .. .......... ........ .............. . . 

M a rital status ................... ........................................ . . . ..... . 

Nationality ......... A.Y.S..�.r.a.JfCbn.. ....... .... ............ . 
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Chit-chat 
Type of activity 
whole class 
infonnation search 

Function practised 
asking for and giving personal information 

Exponent 
What's your name? 
Where do you live( 
How old are you ( 
Are you married? 
How many children have you got? 
What do you do? 
What are your hobbi�s ? 
Do you like . . .  -ing? 

Lexical areas 
occupations. hobbies 

Fssential vocabulary 

age. married. single. di\}orced, childfchildren, job. 
technician, retired. electrician, nurse, policewoman. student, 
housewife, accountant, teacher.librarian, secretary, bank 
manager, actress. doctor. tennis.footba/1, gardening, 
swimming. sailing. guitar. knitting, cooking, drinking, 
talking. judo. woodwork. painting. crosswords. piano. 
reading. art. pottery 
numbers 1 to 100 

How to use the game 

The game may be played with any number (with a 
suggested minimum of seven or eight}. If there are more 
than 16 students in the class. the game may be played 
in two groups. If there are fewer than 1 6  students in a 
group, questions should be deleted from the 
questionnaire and the corresponding role-cards 
removed. 
Copy one role-card and one questionnairefor each 
student in the dass. Distribute one role-card to each 
student and allow a little time for them tt) become 
familiar with the infonnation. 
Then give each student a questionnaire. 
The object of the game is to find all the people described 
on the questionnaire. To do this, students must move 
around the room, asking each other questions until 
th�y have found all the people described on the 
questionnaire. 
A similar game could be constructed by the teacher 
based on the students' own characters, provided that · · 

you know a little about their lives, occupations, _ .:.':?:··� 
interests and so on. . :-"<!�",��� 

t : . .:;.:.�.:� 
' , . . .... .. .. 
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Fin d :  

a technician with two chi ldren 

a grandmother who lives in Hull 

a 24-year-old nurse 

an electrician who plays the guitar 

a policewoman who lives in Oxford 

a lazy student 

a 54-year-old housewife 

an accountant w h o  likes fishing 

a fireman who likes j u d o  

a married teacher 

a teacher who lives in Liverpool 

a librarian who likes crosswords 

a secretary who is also a piamst 

a hard-working bank manager 

an actress who lives in Plymouth 

a 37 -year-old doctor with two children 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

, I 
I 
I 
I 
I 
I 
I 

F in d :  

a technician with two children 

a grandmother who lives in Hull 

a 24-year-old n u rse 

an electrician who plays the guitar 

a policewoman who lives in Oxford 

a lazy student 

a 54-year-old ho usewife 

an accountant who likes fishing 

a fireman who likes judo 

a married teacher 

a teacher who lives in Liverpool 

a librarian who likes crosswords 

a secretary who is also a p ianist 

a hard -working bank manager 

an actress who lives in Plymouth 

a 37 -year-old doctor with two children 

-----------------------4----------------------

Find : 

a technician with two children 

a grandmother who lives in Hull 

a 24-year-old nurse 

an electrician who plays the guitar 

a policewoman who lives in Oxford 

a lazy student 

a 54-year-old housewife 

an accountant who likes fishing 

a fireman who likes judo 

a married teacher 

a teacher who lives in Liverpool 

a librarian who likes crosswords 

a secretary who is also a pianist 

a hard -working bank manager 

an actress who lives in Plymouth 

a 37-year-old doctor with two children 

l 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I, 
� 
� 
I 
I 
I 
I 
I 
I 
I 

Fin d :  

a technician with two children 

a grandmother who lives in Hull 

a 24-year-old n u rse 

an electrician who plays the guitar 

a policewoman who lives in Oxford 

a lazy student 

a 54-year-old housewife 

an accountant who likes fishing 

a fireman who likes judo 

a married teacher 

a teacher who I ives in Liverpool 

a librarian who likes crosswords 

a secretary who is also a pianist 

a hard -working bank manager 

an actress w h o  lives in Plymouth 

a 37 -year-old doctor with two children 
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John Peters Elsie Lewis 
Age: 26 Age: 65 
Lives in London Lives in H uti 
Married M a rried 
Two children.  Tim and Andy Four children a n d  six grandchildren 
Job: techn1cian I Retired 
Hobbies: tennis, football I Hobbies: gardening 

-----------------------L------------------
- - - - -

Alice Summers 
Age: 24 
Lives i n  Exeter 
Married 
Three children: Sally, Tom and S u e  
Job: n u rse 
Hobbies: swi mm in g, sailing 

1 
I 
I 
I 
I 
I 
I 
I 
I 

T i m  Fowler 
Age: 36 
Lives in Brixham 
M a rried 
Two children:  Robert and Oliver 
Job: electrician 
Hobbies: guitar 

----------- -------- ----, ---------- -------------

Susie Parker 
Age : 35 
Lives in Oxford 
Not married 
Job: policewo m a n  
Hobbies: knitting, cooking 

1 
I 
I 
I 
I 
I 
I 
I 

Tony Owen 
Age: 24 
Lives in Brighton 
Not married 
J o b :  student 
Hobbies: drinking and talking 

-- - - - - - - - - - - - - - - - - - - - - - �- - - - - - - - - - - - - - - - - - - - - - -

Barbara Holbrook 
Age:54 
Lives i n  Bristol 
Married 
Two children: Tessa and J o h n  
Job: h o usewife 
Hobbies: theatre, reading 

1 
I 
I 
I 
I 
I 
I 
I 

J i m  Smith 
Age: 28 
Lives in Southampton 
M arried 
O n e  child:  Simon 
J o b :  accountant 
Hobbies: fishing 

- - - - - - - - - - - - - - - - - - - - - - -+- - - - - - - - - - - - - - - - - - - - - - -

Sam Stevens 

Age:43 
Lives in York 
Married 
Three c h ildren : Anne, J a n e  and Linda 
Job: fireman 
Hobbies: judo, football 

1 
I 
l 
I 
I 
l 
l 
l 

Chris Platt 
Age: 31 
Lives in Maidstone 
M a rried 
No c h ildren 
Job: teacher 
Hobbies: gardening 

- - - - - - - - - - - - � � � � � � � � - - -+- - - - - - - - - - - - - - - - - - - - - - -

David Oldham 
Age: 27 
Lives in Liverpool 
Not married 
Job: teacher 
Hobbies: woodwork, painting 

1 
l 
I 
I 
l 
l 
I 

Steve Jenkins 
Age: 24 
Lives in Glasgow 
Divorced 
N o  c h ildren 
J o b :  librarian 

I Hobbies: crosswords 

----------------------�---------------------- · 

Sally Jones 
Age : 46 
Lives in York 
Not married 
Job : secretary 
Hobbies: playing the piano 

I 
I Harry Myers 
I Age : 62 

I Lives in Birmingham 
I Married 
l Three children: Josephine, Rebecca a n d  Edv 
l J o b :  b a n k  manager 
I Hobbies: work 

---------- ------------�-----------------------
Sarah Thomas 
Age: 32 
Lives in Plymouth 
Not married 
Job: actress 
Hobbies: reading, art 

1 
I 
l 
l 
I 
I 
I 
l 
l . 

Celia Parsons 
Age: 37 
Lives in London 
M a rried 
Two children:  Patricia and Caroline 
J o b :  doctor 
Hobbies: pottery 
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4 

How many? 
Type of activity 
pair work 
information gap 

function practised 
counting 

Exponent 
How many . . .  are there? 
There are . . .  ( + numbers up to 20) 
Lexical areas 
numbers up to 20, kitchen objects 

Essential vocabulary 
teapot, pan .fork, knife, spoon, cup, saucer, glass, plate, 
bowl, spider 
numbers 1 to 20 

How to use the game 
Divide the class into pairs and copy enough pictures for 
each pair. 
Give out the pictures so that one student in eqch pair 
has picture A and the other has picture B. 
The object of the game is to find out who has the most 
things in the kitchen. To do this, A'and B will have to 
ask each other how many teapots, pans, forks, knives, 
spoons, cups, saucers, glasses, bowls and plates there 
are in their kitchens and add up the total. 
When they have done this, they can find out who has 
the most spiders! 
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6 
Where a re my glasses? 

� of activity 
small groups 
information gap 

Function practised 
asking and replying where things are 

Exponent 
Where' s/Where are my . . . ? 
lt's{They 're in/on{under{on top oj/near{next to{infront off 
behind the . . .  

Lexical areas 
furniture, common household objects and personal 
possessions 

&sential vocabulary 
radio. pipe, glasses. cushion. paper. umbrella, record, book, 
glass, socks,Jootball. comb, handbag, pen, cigarettes, gloves, 
hairbrush. hat, teapot, knitting, cup, shopping basket, 
slippers, purse; TV, carpet. fireplace, mantlepiece. sofa, 
armchair. table. chair, waste-paper basket, wall, bookcase, 
lamp; in, on, under, on top of, near, next to, in front of, 
behind, to the right{ left of 

How to use the game 

This game can be played in groups ofthreeor four. For 

groups ofthr�. leave out Jenny. 
Copy one set of cards for each group. 
Divide the students into groups of three or four and give 
out the cards. 

Tell the students that they belong to a very untidy 

329 



You hav�e th;ngoo <:] 
Ask the others where they are! 

You have lost these th;ngs: � f.(j / 1 11 1 1 1 1 1 1 1 11 1 1 1 � ,_ Ask the others where they are J 

� 
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