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CHAPTERR 1

INTRODUCTION N
Inn the field of foreign language education, any practice that ties students to memorizedd or paraphrased stock phrases from audio-lingual or grammar-translation methodss is said to be a handicap (Wessner, 2001, personal communication). Teachercenteredd classrooms with audio-lingual or grammar translation methods do not createe opportunities for learners to satisfy their communicative needs in the target language.. Even the so-called communicative activities of Communicative Language
Teachingg only create opportunities for learners to use the target language in "do-asif'' (Wolff, 1994) situations. In other words, foreign language learners' genuine
communicativee purposes are not taken into consideration. In the context of teaching
andd learning English in Vietnam in general and at CTU in particular, learning occurs
inn do-as-if situations in which memorization plays a crucial role when it comes to
succeedingg in a course. With memorization, students can just at best acquire knowledgee for short-term memory for exams and strengthen their memory capacity. However,, learning is more than preparing for exams. What is English language education
alll about if it is not preparing students for life-long learning? To Little (2000a), the
moree autonomous language learners are the better language learners and users.
Therefore,, developing learners' autonomy also means developing their communicativee competence in the target language. However, learner autonomy is hardly attainablee with the pre-packaged English as a second or as a foreign language (ESL or
EFL)) course books used in teacher education at CTU.
Thee currently used book series Interactions and Mosaic (McGraw-Hill Publishingg Company, 1992) lacks consideration for learner autonomy. These books with
"prepackagedd knowledge" presume that students intend to become American graduatee students, if not citizens (Wessner, 2001, personal communication). However,
99%% of our students in the English as a Foreign Language Teachers (EFLT) program
aree not on that track. They need to become the best non-native users of English for
Vietnamesee purposes, based on their own and on nation-specific needs for development,, reinvesting their knowledge for the good of Vietnam.
Ann ancient proverb goes, "Give a man a fish and he eats for a day. Teach him
howw to fish and he eats for a lifetime". Teaching and learning English in our universityy is limited to "given our students a fish" (i.e., prepackaged knowledge) and far
fromm "teach them how to fish" (i.e., learning how to learn). Our English language
teacherr education program is inclined to educate good secondary school teachers of
Englishh who are supposed to be proficient in language skills and good at teaching
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methodologiess to meet the requirement of the secondary school curriculum. Independentt working appears in teachers' pedagogical practice, but learning to learn to
promotee independent learning has hardly been realized. Learning is viewed as a
productt rather than a process. Students in our program are not really offered opportunitiess to be independent learners. Teachers are still playing a central role in students'' learning process. We, curriculum designers and teacher educators, have not
consideredd fully
"thee aim of learning to learn to encourage students to develop the life-long learning
skillss of being able to deal with the unexpected, making informed choices, developing
sharpp observational skills and constructing useful knowledge in one's interactions with
thee world while guided by their internal values, convictions, and reasons" (van Lier,
1996:91). .

Inn other words, our students are not trained to act as autonomous learners with a
curriculumm that focuses more on language content goals than on learning process
goals. .
Inn this study as one of the teacher educators in my department, I set myself the
essentiall task of developing students' autonomy and communicative competence
throughh developing a new curriculum (described below) which creates opportunities
forr students to become more responsible for their own learning and to help them
developp as independent language learners.
1..

THE OVERVIEW OF THE STUDY

1.11.1 Aims
Thee curriculum innovation study reported in this book follows the development researchh approach. The study attempts to design and implement an experimental curriculumm with the purpose of improving the existing practice (van den Akker &
Plomp,, 1993 as cited in Ottevanger, 2001). In particular, the study aims to enhance
thee quality of secondary school English teacher education at CTU through designing
andd implementing an EFL language curriculum that aims to enhance the students'
autonomyy and communicative competence.
1.21.2 The studies
Basedd on Fullan's (1991) three-phase model of curriculum implementation (initiation,tion, implementation, and adaptation or continuation), the curriculum innovation
studiess reported in this book concern two experiments.
Experimentt 1 starts from the initiation of improving the quality of English languagee education by means of enhancing the quality of the currently used curriculum.
Inn this experiment, I developed a curriculum (referred to as the intended curriculum),lum), implemented it and tested its quality to gain insights into how to improve the
qualityy of the currently used curriculum. The implementation of the intended curriculumm brought me insights into its quality and created the opportunities for curriculumm developers at my institute (with my cooperation) to adapt the parameters operationalizedd in the intended curriculum to design a new version of the intended cur-
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riculumm according to their educational philosophy. The new version of the intended
curriculumm will be referred to as the adapted curriculum (see more about the
adaptedd curriculum in section 1.2.2 in this chapter).
Experimentt 2 includes implementing the adapted curriculum, monitoring its operationalizationn at the classroom level and reporting its quality.
Thee two experiments will be described in connection with the three representationss of the curriculum: the intended, the implemented and the attained curriculum
(Goodlad,, Klein, & Tye, 1979; van den Akker, 1999) in the sections below.
J.2.1J.2.1

The intended curriculum

Thee intended curriculum is the one that exists in the mind of the designers. In this
book,, the development of the intended curriculum and the curriculum itself are presentedd from chapter 2 to chapter 5.
Concerningg the design of the intended curriculum, I conducted three activities.
First,First, I analyzed the context; the problems and the quality of English language educationn in Vietnam since its national reunification (1975) (see more in chapter 2 of
thiss book). Second, I reviewed the relevant literature that puts forward the measures
aimingg to improve the quality of English language education. The results of the literaturee review are the teaching method (see more in chapters 3 and 4) and the curriculumm development parameters that might enhance the quality of our English languagee education (see more in chapter 5). Third, I designed the intended curriculum
withinn the parameters resulted from the literature review (see more in chapter 5 for
thee description of the intended curriculum). The intended curriculum was implementedd in experiment 1. The following sections will describe in more detail the
threee activities I conductedd to design the intended curriculum.
Inn chapter 2, I shall first present the socio-political and economic changes that
havee contributed to the decision of which language is to be taught in the Vietnamese
educationall system. Then, I will describe English language education and its learningg outcomes in secondary and higher education. The synopsis of English language
educationn and the learning outcomes show that there is a lack of student autonomy
andd that their communicative competence is far from satisfactory. The analysis of
thee context, problems and quality of English language education in Vietnam results
inn that developing learners' autonomy and communicative competence is what an
EFLL curriculum and its corresponding teaching method should aim for.
Reviewingg the literature (presented in chapters 3 and 4) on the concept of learner
autonomy,, frameworks of communicative competence and developments in the field
off language education that aim to develop learner autonomy and communicative
competencee brought about three results.
Thee first result was that task-based language learning (TBLL) fits the aims of
stimulatingg the development of learners' autonomy and communicative competence
thee best. To develop learners' autonomy and communicative competence, learners
shouldd get access to opportunities to use the target language authentically while doingg the tasks to learn the language.
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Thee second result was the set of four parameters (i.e., choices, interactions, task featuress and learner development) for a curriculum aiming at stimulating learners'
autonomyy and communicative competence. Choices refer to options concerning
learningg content and learning methodology that the curriculum provides students
with.. Interactions refer to the communication students carry out while planning,
monitoring,, assessing their task performances, and seeking support from the teacher
andd classmates, and while negotiating on meaning. Task features are manifested in
thee themes, outcomes and structures of the tasks. Learner development refers to the
strategiess (social, affective, cognitive and meta-cognitive) and the approaches that
mightt help students to equip themselves with these strategies so that they can cope
withh the act of learning a language outside the classroom. These parameters are hierarchicallyy related. Choice functions as the umbrella parameter of task features and
learnerr development. Regarding task features, students might choose which part of
thee task to work on, decide the outcomes of their task performances and how to performm the task. Concerning learner development, students might decide which learningg strategies they need to equip themselves with, which ones they find fit their
learningg styles best or how they equip themselves with these strategies. The two
parameters,, task features and learner developments are manifested in choices of
learningg content (what) and learning methodology (how) that students are provided
withh when they perform tasks. Therefore, choices and interactions in the scope of
thiss book are considered the design parameters. In chapter 5, I describe in detail
thesee two parameters.
Thee third result was the theoretical framework for two key concepts: learner
autonomyy and communicative competence. Both rely on the concept of strategic
competencecompetence (i.e., meta-cognitive activities for self-regulation: planning, monitoring,
andd evaluating learning performances). It could be inferred from these frameworks
thatt developing learners' self-regulated skills is meant to promote the learners'
autonomyy and communicative competence. Implicit in the pedagogy of choices of
learninglearning content and learning methodology is the aim of promoting students' selfregulatedd skills. Then, it could be inferred that offering students choices enhances
attitudess to autonomous learning and intrinsic motivation. Therefore, in our theoreticall framework, choices of learning content and of learning methodology and interactionss are hypothesized to be prerequisite conditions for the development of selfregulation,, intrinsic motivation and attitudes to autonomous learning. The theoretical
frameworkk of my study is summarized in figure 1.1.
Basedd on the two design parameters, I designed the intended curriculum accordingg to the theory of task-based language learning. The curriculum consists of five
units.. In each unit, students will use the target language to learn it through doing a
task.task. The task creates opportunities for students to make choices of learning content
(i.e.,, what to learn) and learning methodology (i.e., how to learn) to complete it. A
pilott version of the intended curriculum has been presented to the language educatorss of the Graduate School of Teaching and Learning, University of Amsterdam,
thee Netherlands and to those of the English Department, CTU, Vietnam to receive
feedbackk from experts in this domain. The description of the intended curriculum
andd that of its validation are described in chapter 5 of this book.

INTRODUCTION N

Choicess and
interactionss in the
targett language

55

Self-regulation n
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learning g
FigureFigure 1.1. The theoretical framework.
Chapterr 6 introduces the two empirical experiments (referred to as experiment 1 and
experimentt 2) of this book by explaining the research methodology and instruments
forr two purposes. The first purpose is to establish the level of implementation of the
twoo curricula: the intended curriculum (implemented in experiment 1) and the
adaptedadapted curriculum (implemented in experiment 2) (described in chapter 7 and
chapterr 8 respectively). The second purpose is to set up the quantitative study to
assesss the contribution of the curriculum to intrinsic motivation, self-regulation and
attitudess to autonomous learning (described in chapter 9). The overall design of the
twoo experiments is a one-group pre-test and post-test in which choice and interactionstions in the target language are thee independent variables and self-regulation, intrinsicc motivation and attitudes to autonomous learning, the dependent variables while
thee actual implementation of the two curricula is monitored. To meet the requirementt for a valid evaluation of the outcomes, the implementation of choice and the
promotionn of interactions in the target language are monitored using the classroom
observationn framework adapted from Nunan's (2000). As the outcomes of the implementedd curriculum, in both experiments, we measured self-regulation, intrinsic
motivationn and attitudes to autonomous learning respectively with the questionnaires
adaptedd from Pintrich, Smith, Garcia, & McKeachie's (1991) A Manual for the Use
ofof the Motivated Strategies for Learning Questionnaire (MSLQ), Ryan and Deci's
(1992)) Intrinsic Motivation Inventory (IMI) and Camilleri's (1999) Questionnaire to
HelpHelp You Establish Your Personal Level of Autonomy.
1.2.21.2.2

The implemented curriculum

Thee implemented curriculum is manifested by the degree to which the curriculum is
operationalizedd at the classroom level and how it is perceived by teachers and studentss with whom the curriculum has been put into use. The implementation of the
intendedd curriculum and the adapted curriculum is reported in chapters 7 and 8 of
thiss book.
Choicee and interactions are hypothesized to be the prerequisite condition for the
developmentt of self-regulation, intrinsic motivation and attitudes to autonomous
learning.. Monitoring the level of implementation of the intended curriculum is thereforee by nature monitoring the implementation of choices (of learning content and
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learningg methodology) that teachers provide students with and interactions in the
targett language. The intended curriculum was implemented in the first-year students
off English as Foreign Language Teachers (see chapter 7 of this book). Monitoring
showedd that the curriculum was implemented as intended and that both students and
teacherss showed a positive reaction. From the teachers' perception, a significant
findingg is that weaving the idea of developing learner autonomy into the existing
Englishh teacher education curriculum is essential. From this finding, curriculum developerss at my institute, with my cooperation, developed a curriculum referred to as
thethe adapted curriculum.
Thee adapted curriculum consists of two components. The first component is an
operationalizationn of the presentation-practice-production (PPP) paradigm, the existingg pedagogical practice at my department. Within this paradigm, the teacher presentss the language; students are then expected to practice and produce that piece of
languagee in their language use. This is to say the first component is the learning to
useuse the language paradigm. The second component of the adapted curriculum is the
TBLL,, which was operationalized in the intended curriculum. As presented, in the
lightlight of the TBLL, learners use the language to learn it while they do their tasks.
Therefore,, this component could be described as the using to learn the language
paradigm.. To test the effects of the TBLL in which choices of learning content and
learninglearning methodology and interactions in the target language are the independent
variabless on the development of self-regulation, intrinsic motivation and attitudes to
autonomouss learning, the TBLL component was monitored in experiment 2. The
implementationn of the TBLL is reported in chapter 8. It reveals that the TBLL componentt in the adapted curriculum was implemented as intended.
1.2.31.2.3

The attained curriculum

Thee attained curriculum is the one manifested through the learning outcomes. The
learningg outcomes of the intended curriculum and the adapted curriculum are presentedd in chapter 9 of this book.
Havingg established that both curricula were implemented as intended, the requirementt for a valid evaluation of the outcomes in terms of self-regulation, intrinsic
motivationn and attitudes to autonomous learning is met. In chapter 9, a quantitative
analysiss of the outcomes of both curricula is presented. The results from statistical
testss showed a change in students' attitudes to autonomous learning. However, no
curriculumm effect on students' self-regulation and intrinsic motivation was observed.
Examiningg the effects of learners' characteristics (e.g., their initial level of English
languagee proficiency or initial level of attitudes to autonomous learning) on the developmentt of self-regulation, intrinsic motivation and attitudes to autonomous learningg in both curricula revealed that in many instances the curriculum contributed the
outcomess (e.g., self-regulation, intrinsic motivation, attitudes to autonomous learning,, and language achievement) of students with relatively high initial levels of the
outcomee variables.
Inn chapter 10, I summarize and reflect on (1) the theoretical framework I proposedd and used in this curriculum innovation study and (2) the observations and
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resultss from the two experiments. At the end of the chapter, I will propose directions
forr developing future curricula for learners' autonomy and communicative competence.. TBLL is shown to suit the aims of stimulating the development of learner
autonomyy and communicative competence of those learners whose initial levels of
self-regulation,, intrinsic motivation and attitudes to autonomous learning are rather
high. .
2..

SUMMARY

Too summarize, in this curriculum innovation study, I shall conduct four main researchh activities: designing the intended curriculum (reported in chapters 2, 3, 4, and
5),, implementing the intended curriculum and the adapted curriculum (two experiments)ments) (reported in chapters 7 and 8 respectively), testing the hypothesis (reported in
chapterr 9), and reflecting on the effects of the curricula (reported in chapter 10).

CHAPTERR 2

THEE VIETNAMESE CONTEXT OF TEACHING
ANDD LEARNING ENGLISH

Inn this chapter, I will present the context of teaching and learning English in Vietnam since the national
unificationn (1975). 1 will examine the socio-political and economic changes that have contributed to the
decisionn according to which foreign language is to be taught in the educational system and the resulting
foreignn language policy that is supposed to promote foreign language learning. A synopsis of English
languagee education in secondary and higher education, together with the learning results will then be
discussed.. The last section presents empirical results on the quality of teaching and learning English in
secondaryy education and in English Language Teachers Training (ELTT) programs at tertiary level, discussescusses the communicative needs of Vietnamese learners of English, and what action is necessary to meet
thee learners' needs in learning English.

1..

SOCIO-POLITICAL AND ECONOMIC CONTEXTS AND THE TEACHING
ANDD LEARNING OF ENGLISH SINCE 1975

Thee socio-political and economic framework of the country has determined the
choicee of a foreign language in general and English in particular to be taught in
Vietnam.. From 1954 until the political changes in Eastern Europe, the principal foreignn language for international communication of Socialist Republic of Vietnam was
Russian.. In the south of the country, French was the first foreign language up to
19544 (the end of French colonialism) and then English up to 1975 (the national reunification).. Since 1975, two big shifts in foreign language instruction have been
observed:: the shift to Russian (1975-1986) and then to English language (1986present). .
1.11.1 Russian (1975-1986)
Afterr 1975, in the North of the country, Russian remained as the first foreign languagee in secondary schools and tertiary level. Russian majors always outnumbered
thee combined enrolments in other foreign languages (English, French, and Chinese)
(Do,, 2000).
Thee situation was different in the South, where English used to have the leading
statuss before 1975. After 1975, Russian was introduced. The two main reasons for
thee decline of the teaching and learning of English in the country were (1) the nationalizationn of all schools that offered Russian as the first foreign language, and (2)
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thee weakening of all commercial transactions with capitalist nations. In higher education,, English major intakes dramatically decreased.
Inn the late 1970s, the quota for English teacher training decreased by about two
thirdss (2/3) in colleges and universities in the South (Do, 2000).
Inn the whole country, the spread of Russian was promoted with the support from
thee Soviet Union. Through educational development programs, hundreds of Vietnamesee students and teachers were sent to the Soviet Union to study at graduate and
post-graduatee level.
AboutAbout a decade after the national reunification (1975-1985), Vietnam experiencedd an economic decline (Nguyen & Crabbed, 2000). In 1986, the Vietnamese
governmentt decided to expand relations with foreign countries and adopt the market-orientedd economy. As a result, the role of foreign languages besides Russian,
especiallyy English, critical to the development of the country, began to be recognized. .
1.21.2 English (1986-present)
Thee open-door policy in Vietnam attracted English-speaking foreigners to Vietnam.
Thee influx of foreign investors from Asian countries, Australia and the European
Union,, strongly supported the use of English within these foreign companies in the
beginningg of the 1990s. Within the context of international business development,
thee importance of English language use increased. Its status and role were officially
acknowledgedd and programs were initiated to promote English language learning.
Thee acknowledgement of status and role of English has been observed in these three
manifestations: :
1)) The student numbers in teaching programs for English language teachers at collegess and universities has doubled every year since 1993 (Nguyen, 1998).
2)) For secondary education, the national English Language Teaching textbook
seriess was written (1989-1992). Most secondary schools (except the ones in
remotee areas which suffer a shortage of teachers) include English lessons in the
curriculum. .
3)3) From 1993, foreign languages, especially English, have been increasingly chosenn and command of a foreign language is required of all students (irrespective
off their academic major), teaching staff and government officials. College and
universityy students have to pass the foreign language exam as one of the requirementss for graduating from a university program. For teaching staff, foreign
languagee proficiency is a pre-requisite in post-graduate education and staff
promotion.. Government officials are required to learn foreign languages, especiallyy English, by the Decree signed in 1995 by the Prime Minister.
2..

ENGLISH INSTRUCTION IN VIETNAMESE SECONDARY EDUCATION

Thee following sections present a picture of English language instruction in secondaryy education in Vietnam, by examining the time provided for instruction, the goals
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inn English learning, the materials used in English language classes, the role of teacherss and learners and methods of assessment.
2.12.1 The provision of time
Generall education in Vietnam consists of 12 grades: grade 1-5 (primary school for
childrenn for the age range 6-11), grade 6-9 (lower secondary education for the age
rangee 12-15) and grade 10-12 (upper secondary school for the age range 16-18).
Foreignn languages are taught to children from grade 6 to grade 12. As far as English
iss concerned, it is being taught in almost all secondary schools throughout the country.. Children in almost all grades have three forty-five-minute lessons per week;
childrenn in grade 6 have four.
2.22.2 The goals
Itt is generally assumed that after 700 hours (about 50 hours per semester) of English
inn secondary education, children will have mastered basic English phonetics and
grammarr and know a minimum of 2,000 vocabulary items (Nguyen & Crabbe,
2000).. A document on English language curriculum goals issued by the Ministry of
Educationn and Training (MOET) (1997), which reflects the government language
policy,, specifies eight goals of foreign language teaching in secondary education
(Nguyenn & Crabbe, 2000). I grouped the eight goals in three clusters.
1))

Culture goals: English instruction in secondary education aims to develop the
students'' knowledge and attitudes towards using English as a tool for learning
aboutt other cultures and a method for establishing links with members of other
culturescultures for the development of mutual understanding. Students will learn more
aboutt Vietnamese cultures through other peoples' cultures.
2)2) Linguistic goals: English instruction in secondary education aims to enable
studentss to become effective language users by developing their language
skills.. These skills help students to gain insights into their Vietnamese language,, which will contribute to a better overall linguistic competence in the
motherr tongue.
3)) Learner autonomy development goals: English instruction in secondary educationn aims at the students' personal development (self-confidence, learning
skills,, and personal strategies), enabling students to use English for accessing
informationn and communicating in their further academic work. These goals
aree motivating factors for students to continue to develop their personal languagee skills independently beyond the classroom.
2.32.3 The materials
2.3.11

The EL T textbook series

Thee series of ELT textbooks currently used in Vietnamese secondary education consistss of seven students' books. English 6-9 are for lower secondary and English 10-
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1212 are for upper secondary level. These books were designed and written by a group
off Vietnamese textbook writers in the MOET from 1989 to 1992. There are no audio-visuall resources to accompany the textbooks. In practice, teachers record their
ownn voice or ask foreigners in Vietnam to tape the lessons in these books. The
bookss at the lower level have a bilingual approach and at advanced level, the emphasiss is on English as the language of instruction. Table 2.1 presents available textbookk series package.
TableTable 2.1. Available ELT textbook series package

TitlesTitles
Englishh 6
Englishh 7
Englishh 8
Englishh 9
Englishh 10
Englishh 11
Englishh 12

Students' books

VV
VV
VV
VV
VV
VV
VV

Teachers ' manuals

VV
VV
VV
VV
VV

Publication year
1989 9
1990 0
1990 0
1991 1
1991 1
1992 2
1992 2

Thee following section will describe the aims and the allocation of time for activities
inn each of the four language skills in these textbooks.
2.3.22.3.2

Aims

Noo aims are stated in the students' hooks for lower secondary level (English 6- 9).
AA section in the introduction of English 10 and English 11 stated that the books
aree designed to provide a comprehensive course for upper secondary students who
havee completed the series of English books in lower secondary level. The books
continuee to train the students' four skills: listening comprehension, speaking, readingg and writing, but gradually focuses on developing reading (Tu, Phan, & May,
1991).. In the introduction to English 12, it is stated that the aim of the book is to
helpp students review and systematize the materials they have studied and continue to
trainn their four language skills: listening comprehension, speaking, reading and writing.. In English 12, more emphasis is placed on the development of students' reading
skillss (Tu, May, Ho, & Phan, 1992).
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Proportion of activities for the four skills

Thee opportunities for students' skills to be trained via activities are shown in Figure
2.1. .

Englishh English English English English English English
66
7
8
9
10
11
12
II Listening

Speaking D Reading D Writing

FigureFigure 2.1. Percentage of activities in the textbook series allocated to the four language
(Nguyen(Nguyen & Crabbe, 2000).

skills

Fromm figure 2.1, it is clear that at beginners' level (except grade 6), the emphasis is
onn activities devoted to listening and speaking, and at the more advanced level, the
proportionn for reading and writing activities take up almost two thirds of the time in
thee textbook. It should be noted that in these ELT textbooks, building sentences by
usingg suggested grammatical structure(s) under exploration are perceived as writing.
Inn fact, it can be considered as grammar instruction if we define "writing" as writing
forr communicative purposes. Though labeled as writing, these activities largely focuss on conscious and analytical study of structure (Le, 2000). This effect is the result
off the exam-oriented approach, which has been traditionally rooted in the culture of
learningg in ancient Vietnam. At the end of grade 12, students have to take the final
secondaryy exam, in which English is a compulsory subject. In this exam, reading
(i.e.,, reading comprehension and answering questions) and "perceived" writing (i.e.,
combiningg sentences with the knowledge of grammatical structures) are areas that
aree supposed to be tested.
Nguyenn & Crabbe (2000: 8) observed how these textbooks have been used in
secondaryy schools,
..... Materials are used as script when they dictate the order and content of what is to be
covered.. The teacher typically works through one activity after another in the textbook
andd although some variations from the script may occur, the result is nevertheless a linearr coverage of the agenda set by the book....
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Nguyenn (2000: 8) adds,
.... The dominant model of materials use in Vietnam is a materials-as-script model.

Thee grammar-based and norm-referenced examinations result from the use of materials-as-scriptt model. This could explain why teachers of English focus more on
languagee knowledge rather than language use and more on receptive skills than productivee skills (Le, 2000).
Sincee the academic year 2002-2003, a new textbook series for lower secondary
schoolss (English 6, 7, 8) has been piloted in some urban schools in Vietnam. English
99 will be piloted in the academic year 2005-2006. The book series place equal emphasiss on the development of the four language skills: listening, speaking, reading
andd writing. In terms of the topics, these textbooks are Vietnamese-based. The researcherr has not so far been informed of empirical results from the pilot of this new
textbookk series.
2.42.4 Teachers' and learners' roles
Thee major philosophical tradition that has influenced the culture of teaching in Vietnamm is Confucianism. The basic Confucian teachings provided a model for social
relationss (Mar, 1981 cited in Ellis, G., 1994), which have shaped teacher-student
relationshipss in the Vietnamese educational system. The position of the teacher is
highlyy respected both inside and outside school. At school, students are supposed to
learnn how to behave first and then learn the subject. It would be very rude to misbehavee to a teacher verbally or non-verbally.
Thee English learning environment in Vietnamese classrooms could be described
ass a "cultural island" (Le, 2000) in which the teacher is supposed to be the provider
off knowledge of the target language. The focus of instruction is on the language
structuree more than on its use. It means that a comprehensive mastery of grammaticall structures of the English language is an expected pre-requisite for teachers in
teachingg their students. Another role the teacher is supposed to assume is a feedback
giver.giver. Whenever a student makes a mistake, the teacher is expected to interrupt the
studentt at once and correct it. If the teacher does not correct the student's mistake, it
iss seen as a shortcoming and the teacher is deemed incompetent. Students' learning
outcomess are evaluated within a product-oriented framework, so teachers assume
anotherr role of an evaluator who grades students' performance on tests and exams
andd makes the final decisions on a students' grade, which in turn are an indicator of
successs or failure in learning. As mentioned earlier, English teaching and learning is
examination-driven,, which leads to another role of the teacher as a high-pass-rate
guarantor.guarantor. As is to be expected, what and how the teacher teaches is dictated by the
requirementss of the examination and is not linked to the learning needs of individual
students. .
Inn such a teaching context, students are expected to be the good listeners and
goodd imitators of their teacher. In Kennett and Knight (1999)'s words, sitting in
rowss of immobile tables and chairs, students' learning follows the hierarchy of first
listeningg to the teacher, then repetition and then copying models. Most of the time,
classroomm interaction is one-way, between the teacher and the individual student.
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Studentss will answer the teacher's question when asked. Interruptions, arguments
andd asking for clarification are hardly observed. At the end of the semester, students
aree expected to "return" (Le, 2000) what they have learned in their lessons in examinations.. This requires rote learning.
Itt has been observed that teachers hold a key role in the transmission of knowledgee and as a learning quality guarantor. With such roles of the teachers, students
aree not provided with the opportunities to take an active role for their learning.
2.52.5 Assessment
Inn Vietnam, learning is strongly examination-focused. Examinations in English are
composedd to test the students' knowledge of grammatical structures and vocabulary.
Thee final score during a semester in lower or upper secondary level is generally the
combinationn of the scores of one oral test, two fifteen-minute in-class written tests,
onee one-hour in-class written test and one two-hour in-class final semester written
examination.. In the oral test, the teacher normally asks students the meanings of
wordss or comprehension questions after having read a text. Sometimes in oral tests,
studentss are expected to build sentences using given cued words they construct on
thee basis of their knowledge of grammar. The paper tests or examinations are largely
grammar-based.. The grammar section is most often tested in the form of multiplechoice.. Reading a text and answering the questions, or giving the synonyms or antonymss of the words and writing (sentence building) are the most common formats
usedd in testing and examinations.
Overall,, English in secondary schools in Vietnam demonstrates the teachercenteredd approach to teaching. Here, the teacher, constrained by the curriculum (in
thiss case, the textbook), decides the learning purposes and learning paths and evaluatess the learning outcomes of transmitted knowledge via norm-referenced examinations. .
Thee following section will present the context of teaching and learning English
inn the English Language Teachers Training (ELTT) programs in universities in
Vietnam.. The provision of time for training, the training goals and the materials
usedused in these programs, the roles of teachers and students and types of assessment
willl be examined.
3..

ENGLISH INSTRUCTION IN ELTT PROGRAMS AT UNIVERSITY LEVEL

3.13.1 Provision of time for training
ELTTT programs in universities grant a Bachelor degree in English Language Teaching.. After graduation, graduate student teachers will work as teachers of English
withinn the secondary school system. It normally takes students in these programs
fourr academic years (eight semesters) with about 2.400 in-class study hours to completee all courses required for graduation. In semester 6, arrangements are made for
studentss to visit secondary schools and observe how English is taught and in semesterr 8, they will be "practicing teachers".
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Besidess courses offered in Vietnamese during the four years, students are required to
finishh about 1.800 study hours for courses in English. These four-year programs
normallyy consist of two phases. It should be noted that the MOET has decided that
att tertiary level each university can develop and adapt its own curriculum within the
nationalnational curriculum framework (Pham, 2000). This could provide an explanation for
somee variation in time distribution and course options in ELTT programs in the
wholee country. Table 2.2 summarizes the two main variations in course options in
ELTTT programs.
TableTable 2.2. The two main variations of course options in ELLT programs

Semesters Semesters TypesTypes of courses offered

Semesterss 1 to 3 Languagee skills
Englishh grammar
Coursess in Vietnamese
Semesterss 4 to 8

Languagee skills
Coursess in Vietnamese
Linguistics,, Literature,

VariationVariation
2
VariationVariation
1

VV
VV
VV
Nott offered

VV
VV

VV
VV

VV
VV
VV

VV
VV
VV

Culturee and society and Translation
Englishh Language Teaching methodology
Schooll visits
Teachingg practicum

VV
VV
VV
VV

Withh the presumption that one should master basic language skills in English before
onee can take content courses in English, most ELTT programs in universities are
designedd so that in phase 1 (the first three semesters) the emphasis is on courses on
languagee skills and grammar. These are intended to develop students' language
skillss by providing knowledge of the structure of the language. Students also take
contentt courses in Vietnamese (e.g., philosophy). In phase 2, content courses (e.g.,
Linguistics,, American and British Literature, American, British Culture and Society
andd ELT Methodology, Translation: Theories and Practice) are offered in English.
Forr other ELTT programs in universities, working on the philosophy that 'skills'
shouldd be given the opportunity to be trained and developed over a longer period
thann the first three semesters, courses on language skills (no longer with the emphasiss on grammar) in these programs are offered throughout the Bachelor's program.
However,, a decrease of in-class study hours for language skills has been observed in
thee curriculum of these universities. The underlying reason for this decrease is that
uponn completing phase 1, students are supposed to have mastered basic language
skills.. In the second phase, courses on language skills focus more on helping stu-
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dentss to develop their foreign language skills rather than continuing to teach basic
skills.. Together with advanced language skills courses, second phase courses includingg ELT methodology, British/American Culture and Society, British/American Literature,, Linguistics, Translation: Theory and Practice are offered.
Thee study hours English students can achieve in each semester vary from 165 to
300,, depending on the amount of content courses in Vietnamese offered in individuall semesters. The amount of study hours of all courses in Vietnamese and English
togetherr in one semester will not exceed 420.
3.23.2 The goals
Fromm descriptions of some ELTT programs and from my personal communications
withh individual teachers teaching in ELTT throughout Vietnam, the goals of ELTT
programss in Vietnam, besides providing moral, physical, aesthetic and countrylovingg educational aims, English language learning in particular can be summarized
underr two main headings:
1)) Language skills and professional skills development goals: The overall goals of
ELTTT programs are to develop students' language skills and equip them with
knowledgee of English linguistics, American/British literature, American/British
culture/societyy and especially the professional skills (teaching skills), which
helpp serve their teaching career in secondary schools.
2)2) Learner autonomy development goals: The programs aim to develop students'
personall and independent learning skills, which they will continue to use after
theirr graduation from the programs.
3.33.3 The materials
Wee should emphasize again that the MOET has decided that each university may
developp and adapt its own curriculum within the national curriculum framework.
Nevertheless,, the curriculum at many tertiary institutions is not needs based (Pham,
2000).. Textbooks are considered "curricula": "The curriculum in Vietnam is just the
textbookss associated with the teachers' books" (Brogan, 1998 as cited in Pham,
2000:: 5). The new arrival or the recommendations of "pre-packaged knowledge"
textbookss (Wessner, 2001, personal communication) for language skills and contentcoursess from America, Britain and Australia brings along frequent changes in "curricula"" in these programs. It is certain that these textbooks do not consider the Vietnamesenamese learners' needs.
3.43.4 Teachers' and students' roles
Thee influence of the traditional philosophy of learning and teaching of Confucianism,, even in higher education, implies that there are few observable differences betweenn learning and teaching in universities and secondary schools.
Itt is generally believed that it is almost impossible to change the perceived students'dents' passiveness in learning, while language classrooms in Vietnam remain
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teacher-centered,, focusing on grammatical items (Pham, 2000). Therefore, the main
rolee of the teacher is the planner of the lessons and transmitter of knowledge. Communicationn is usually from teacher to student or students to teacher. Pair work and
groupp work is sometimes observable. Students coming to class expect the teachers to
explainn the vocabulary, grammatical or sentence structures. They usually believe
theyy can barely say anything before acquiring "enough" grammar rules and vocabularyy (Nguyen, 1998; Pham, 1998). At this level, students also expect teachers to correctt their mistakes or errors in speaking and writing as soon and often as possible.
Soo teachers assume the role of linguistic correctors in students' oral and written
performance.. And at the mid-term or/and the end of the semester, the teacher will
writewrite the questions for the exams, grade the students' exam papers and decide on
studentsstudents final scores by assessing the finished product in the students' examinations.
Thee final scores are considered as indicating students' achievement level.
Similarr to learning and teaching in secondary schools, learning at university
levell is generally considered to be the process of accumulating knowledge, analyzingg and memorizing information in books rather than the acquisition of practical
skills.. What students are expected to do is attend class, listen to the teacher's explanationsnations and take notes. Learning is characterized by "meticulous attention to linguisticc and stylistic details rather than communicative skills" (Pham, 2000: 4). In this
process,, finishing the assignments (classroom participation) and passing the final
examinationsexaminations is the final role a student is expected to assume.
3.53.5 Assessment
Typess of assessment are largely determined by institutional policy. Two types of
assessmentt are dominant.
Inn most ELTT programs, students are assessed by a combination of the score in
thee in-class mid-term examinations (30% of the final grade) and final examinations
(70%% of the final grade). Assessment in this type of program is totally productorientedd (type 1).
Inn some ELLT programs, students' classroom participation will account for 30%
off the final grade and the in-class final exam will contribute 70% of the final grade.
Thee final grade awarded for the course will be the combination of these two and it is
clearr that assessment in this type of program is a combination of process and product
orientation,, with more emphasis on the product (type 2).
Whetherr or not students are able to pass a course depends on their production
duringg these exams. A students' progress in improving performance during the semesterr is not taken into account (Ton, 2002) in a type 1 assessment, and only partiallyy in a type 2 assessment.
Havingg reviewed the provision of time, the goals, the teaching materials, the
teachers'teachers' and students' roles and assessment in teaching and learning English at
secondaryy schools and ELTT programs in Vietnam, it is now time to turn to the empiricall results (learning outcomes and communicative needs) from the two contexts
off teaching and learning English, at secondary schools and ELTT programs at universities. .

VIETNAMESEE CONTEXT

4..

19 9

EMPIRICAL RESULTS

4.14.1 The learning outcomes
SecondarySecondary level. Empirical results from a questionnaire survey conducted in an urbann high-quality secondary school by Nguyen (2004) showed that grammar and vocabularyy are what these students learn most often in their lessons of English and
listeningg and speaking the least, while perceived writing (i.e., combining sentences,
usingg grammatical rules) and reading are in between these two. The results also revealedd that 57.4 % of students do not agree that they can use English for communication.. Four reasons given for their communicative incompetence are (1) shyness,
(2)) shortage of vocabulary, (3) a lack of opportunity to practice listening and speakingg skills, and (4) the absence of an English-speaking environment. During the years
off learning English at secondary schools, students experience listening and speaking
leastt often. Though grammar and vocabulary are taught more often than language
skills,, students do not have the opportunity to communicate in English for genuine
purposess and use their vocabulary in real communication, which could explain the
incompetencee in using English to communicate as reported by the participants in the
study. .
UniversityUniversity level. A study conducted by Tran (1996) indicated that only about 35% of
studentss graduating from ELTT programs at a university are qualified for teaching at
secondaryy schools. The result is even less positive when considering an estimate
fromm teachers at various institutions that in an ELTT class just 10 out of 50 students
aree qualified to teach in secondary schools (Pham, 2000).
Thee result of Pham's (2000) case study showed that most graduates from ELT
programss lack confidence in their professional skills and their great need is to be
trainedd not only in teaching skills but also in language skills.
Thee result of teacher-students roles in the classrooms, the lack of genuine communicationn (in terms of input and output) and examination-oriented instructions are
thatt (1) many students earn good grades in their exams as a "reward" for their
knowledgee of language structures, linguistic details or knowledge of linguistics but
faill to communicate effectively in real life (Le, 2000) and (2) the concept of learner
autonomyy or learner independence seems to be new (Pham, 2000). In the newsletter
"Studyingg abroad: What have I learned?", Phan (2004:1), after his learning experiencee in a graduate program in the US, states,
.... Studying abroad, I have learned much. I have learned what I have not learned during
myy 12 years of secondary education and years at university.... I have learned how to
learnn independently. Students have to exploit the resources in the library to their utmost,
whichh helps develop autonomy in studying and doing research. Working by this way,
whenn knowledge has been constructed, they are in learners' mind. In Vietnam, we do
nott even have enough time for rote learning, let alone going to the library for doing
searching.. As a result, after the exam, knowledge "goes back" to the teachers.
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4.24.2 Why do students wish to learn English?
Thee most significant foreign language research project, a questionnaire survey (Do,
2000)) on a national scale (N = 641) contributing to the foreign language policy in
thee country, was conducted from September 1995 to February 1996. It aimed to investigatee university students' attitudes towards foreign language education policy,
theirr attitudes towards the choice and use of English, their motivation for English
languagee learning and the impact of English language on higher education. The resultt showed that 68.6% of the participants believed that English is the most importantt foreign language and the most frequently used language, so it should become
thee most important foreign language taught in Vietnam. The study also disclosed
threee main reasons for students to learn English as a vehicle for communication: (1)
accessaccess to the world's knowledge and skills in science and technology, (2) better jobs
andd (3) overseas study. The study also shows that learning English for personal reasonss like enjoying more entertainment, having more fun and satisfaction or because
ofof interesting English lessons did not appear to be motivating factors for the learning
off English.
Thesee three main reasons have implications for the curriculum. If learners aim at
gettinggetting access to the world's knowledge and technology, they need especially to be
competentt in reading and listening in English. If one aims at having a better job, all
fourr language skills are required: speaking, listening, reading and writing. To study
abroad,abroad, learners must be equipped with competences in listening, reading, writing
andd speaking. So, what learners need is communicative competence to use English
forr professional purposes. The goals of foreign language instruction at secondary
schoolss and at university level in the Vietnam both emphasize the "learner autonomy"" goal. Language learning is a life-long endeavor and it is a fact that no foreign
orr second language classrooms can teach students all that they need in their lives for
communicationn outside the classroom. Learner autonomy in foreign language learningg plays a pivotal role in meeting the learners' communicative needs.
Takingg the goals of ELTT programs as a guide, future secondary teachers of
Englishh are supposed to be competent in English to use the language to communicatee with secondary students. To deal with improving the communicative competence,, teachers have to be autonomous in learning English for their own personal
andd professional development.
5..

SUMMARY

Ann examination of the goals of English language instruction at secondary level and
ELTTT programs at university level, teaching and learning practices, the communicativee needs of Vietnamese learners of English and the results from the empirical studiess revealed that graduates' communicative competence is far from satisfactory and
thatt they lack learner autonomy.
Learningg materials creating opportunities for learners to use the foreign language
inn purposeful communication and with the emphasis on learner autonomy as a key to
successfull learning are of crucial importance to remedy this situation. This correspondss with the issue President Tran Due Luong addressed in his newsletter to
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teacherss and students at the beginning of the academic year 2003-2004, concerning
thee main task of education,
.... Attention should be paid to renewing the curriculum and innovating teaching methodss to develop students' activeness, creativeness and independence in learning. (Tran
Duee Luong, 2003: 2)

Whatt should an English language curriculum for developing Vietnamese students'
autonomyy and communicative competence look like? The next two chapters will
attemptt to explore this question.

CHAPTERR 3

STIMULATINGG LEARNER AUTONOMY

Inn the previous chapter, the context of teaching and learning English in secondary and higher education in
Vietnamm was discussed. The discussion revealed that stimulating learners' autonomy and communicative
competencee is what an English as a Foreign Language (EFL) curriculum should aim at. This chapter
discussess the concept of learner autonomy. The first section begins with the review of definitions of
learnerr autonomy. The second section discusses the pedagogical measures that aim to support the developmentt of learner autonomy. The third section summarizes the characteristics of a curriculum that might
fitfit the aim of stimulating learner autonomy the best.

1..

LEARNER AUTONOMY

1.11.1 Learner autonomy: What is it?
Centrall to definitions of learner autonomy are learners' (1) cognitive factors (ability
orr capacity), (2) affective factors (attitudes, willingness, readiness, self-confidence),
(3)) meta-cognitive factors (setting learning goals, choosing learning materials, planningg learning activities, monitoring and self-evaluating progress), and (4) social factorstors (working in co-operation with others which promote interactions and scaffolds,
aa condition for enhancing one's independent problem-solving skills).
CognitiveCognitive factors. Some definitions of autonomy (Holec, 1981; Little, 1991; Benson,
2001;; Vanijdee, 2003) take learners' ability or capacity into account. Autonomy in
Holec'ss definition is
"thee ability to take charge of one's own learning. This ability has a potential capacity to
actt in a given situation - in our case learning - and not the actual behavior of an individuall in that situation." (Holec, 1981:3).

Inn this definition, autonomy is the ability, not actions from the learner. Vanijdee
(2003)) extends the concept of learner autonomy as a capacity - a construct of attitudess and ability that allows learners to take more responsibility for their own learning.. In Little's (1991) definition, autonomy is a capacity for detachment, critical
reflection,, decision-making and independent actions. Little's (ibid.) and Holec's
(ibid.)) descriptions concur in that learner autonomy is the ability to take charge of
one'ss own learning. However, Little's definition involves an element of awareness
inn that capacity (Reinders, 2000). This awareness results from critical reflections on
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one'ss learning. In sum, cognitively, learner autonomy has been defined as the ability
too take charge of one's own learning with a certain degree of awareness.
AffectiveAffective factors. Other definitions of learner autonomy take learners' affective attributess such as learners' attitudes, willingness, readiness and self-confidence into
account.. In Wenden's (1987) definition, autonomous learners are willing to take the
responsibilityy for learning. They see themselves as having the crucial role in their
languagee learning. They are self-confident learners, believing in their ability to
learn,, to self-direct and to manage their learning. Chan (2001) adds the quality of
readinesss to learn autonomously to describe autonomous learners. Ho & Crookall
(1995)) view learner attitudes as one of the variables to define learner autonomy besidess what they label as self-knowledge (i.e., what one needs to learn) and skills and
knowledgee about the learning process and the nature of language.

Meta-cognitiveMeta-cognitive factors. What "taking charge of" or "taking responsibility for one's
ownn learning" means in certain contexts of teaching and learning should be explainedd clearly (Benson, 1996; 1997). Learner autonomy should be defined as the
abilityability or capacity to take control (rather than responsibility) over the management
ofof one's learning (i.e., learning processes, resources and language use). This control
overr learning regards learner's involvement in setting goals, defining content and
workingworking out evaluation mechanism for assessing achievement and progress (Little,
1991:: 91). The extent to which learners demonstrate their control over learning is
manifestedd through their ability to use a set of tactics in learning: setting goals,
choosingg materials and tasks, planning practice opportunities and monitoring and
evaluatingg progress (Cotterall, 1995). Dam (1995) stresses the learners' needs and
purposes,, reflected in learning goals set by learners themselves. Definitions taking
meta-cognitivee factors highlight the learners' self-regulation skills: Planning, monitoring,toring, and evaluating, the critical qualities to be communicatively competent languagee learners (see section 1, chapter 4 of this book).
SocialSocial factors. Dam (1995) includes the social skills necessary to work incooperationn with others as a socially responsible person - a quality required of an
autonomouss learner. Benson (1996) maintains that greater control of learning process,, learning resources and language use cannot be achieved by each individual actingg alone according to their own preferences. Control is a question of collective decision-makingg rather than individual choice. This perspective fits second or foreign
languagee learning contexts: The more social interactions with negotiations of meaningg are observed, the more language learning via language use may occur. Researcherss in the social-cultural approach (see section Designing tasks in chapter 4 of this
book)) strongly support the claim that proper and in-time scaffolds support learners'
activee involvement and stimulates their learner autonomy (Little, 1991). Social interactionss manifested in these scaffolds mediate learning. Moreover, cooperation in
assistingg each other to reflect on task execution and language learning is necessary
forr developing meta-cognition.
Too summarize, the concept of learner autonomy has been described with four factors:: Cognitive, affective, social and meta-cognitive. However, no definition of
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learnerr autonomy in language learning has considered all four factors. For this reason,, it is essential to work toward a theoretical model of how an autonomous languagee learner should be. As a working definition, we proposed
ann autonomous language learner is defined as the one who leads positive attitudes to
autonomouss language learning (i.e., willing and ready to assume her role in success in
learningg as crucial), is motivated to learn the language (i.e., with a communicative purpose)) and is able to take control over her own learning (i.e., planning, monitoring and
evaluatingg their communicative and learning acts) to work independently and in cooperationn with others (Trinh & Rijlaarsdam, 2003).

Inn other words, learners take control of the affective, cognitive, and social processes
inn their learning.
1,21,2 Learner autonomy in Asian contexts
Thee cultural background of learners has often been viewed as a hindrance in promotingg autonomy (Palfreyman, 2004). Two features supposed to hinder the developmentt of learner autonomy in Asian contexts are (1) collectivism, and (2) de facto
acceptanceacceptance of relationships based on power and authority which results in avoiding
makingg the teacher lose face (Littlewood, 1999).
Littlee (1996; 2000a) argues that people become independent via interdependence.. In the light of Vygotsky's (1978) zone of proximal development, one might
achievee independent problem-solving skills under adult guidance or in cooperation
withh more capable peers. This guidance (or scaffold), the manifestation of interdependence,, is commonly found in the cultures of collectivism. This is to say collectivismism should not be treated as a hindrance to learner autonomy development. Smith
(2001)) also argues for the validity of learner autonomy in Asian settings. To him,
group-basedd approaches are more likely to be appropriate in Asian contexts than
completelyy individualized learning.
Inn the cultures influenced by Confucianism, making teachers lose face is consideredd as improper behavior. Avoiding making teachers lose face is feasible. Ho and
Crookalll (1995) give an account of transforming the traditional classroom into a
learningg environment through a simulation, which creates favorable conditions to
deall with constraints of promoting learner autonomy presented by the culture
throughh a simulation (see Ho & Crookall, 1995). In such a learning environment,
learnerss work together as teams; they will challenge each other and they learn more.
Fromm Ho and Crook's (ibid.) proposal, it is feasible to design tasks that create opportunitiess for students to raise questions, to challenge each other and to solve problems.. This task might help learners develop their autonomy, irrespective of their
Asiann cultural background.
II have argued that in theory collectivism and de facto acceptance of relationships
basedbased on power and authority should not be considered hindrances to the developmentt of learner autonomy in Asian contexts. The universality (Crabbe, 1999) of
learnerr autonomy has been empirically proved in some Asian educational contexts.
Empiricall evidence from Yang (1998), Holden & Usuki (1999), Usuki (2002), Chan
(2001)) and Vanijdee (2003) support the feasibility of learner autonomy in Asian
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contexts.. These studies confirm that the learning environment (i.e., the role of the
teacherr and students in the classroom, learning and teaching beliefs) and teaching
materialsmaterials influence whether learners are autonomous or not. It is not the case that
learnerss themselves are not autonomous per se.
Holdenn and Usuki (1999) conducted a preliminary investigation, a questionnaire
survey,, into learner autonomy in language learning in a Japanese context. Six groups
off four or five students each were interviewed in Japanese for approximately one
hour.. Based on language standardized proficiency measures such as Cambridge PET
tests,, three groups were defined as high achievers; the other three groups were designatedd as low achievers. Students of similar levels of ability were placed in groups
forr the interviews. All participants were encouraged to answer the questions (e.g.,
aboutt the ideal learning environments, the purpose of classroom learning, the ideal
lesson,, the bad learning experience, teacher role, learner role, how to learn a foreign
language,, the most effective way of learning a foreign language, strategies used to
learnn a foreign language) individually by offering a comment or observation based
onn feeling, opinion or experience. The interviews were taped, transcribed, analyzed
andd translated into English. The results correct the misconception that Japanese
learnerss are less autonomous than learners from other cultural backgrounds. The
studyy also indicates that the learners are not innately passive: it is the educational
systemsystem that has discouraged learner autonomy. In another research report, Usuki
(2002)) emphasized that the teacher's attitudes towards students' independence might
holdd the key to the development of learner autonomy.
Yang'ss (1998) study included designing and implementing language-learning
projectsprojects as a major component in a second language course at tertiary level in Taiwan.. The attempts were to teach students how to learn and how to become autonomouss in their language learning, by combining learning strategy instruction with the
contentcontent course of second language acquisition. Students (n=40) participated in the
language-learningg project; 32 were English majors, the others from departments of
sociology,, politics, physics and mathematics. The teacher first provided written
guideliness for peer-interviews during which students share their language learning
backgrounds,, experiences and "special tricks" in learning. Students then told their
interview-partners'' stories to the class, which helps the instructor know more about
thee learners, raise students' awareness of different learning strategies and create a
relaxingg learning environment. Next, the teacher used questionnaires to examine
students'' learning strategies, beliefs, attitudes and preferred learning styles. Then,
thee teacher explained the concept of learning strategies in detail. To help students
preparee their research project proposals, the teacher assigned reading materials relatingg to how to be a more successful language learner. The teacher introduced the
conceptss of language proficiency and communicative competence in the next class,
andd then asked the students to assess their proficiency in the target language. Then,
thee teacher helped the students set their proficiency objectives based on formal
scaless and design their own plan for meeting the objectives. The instructor asked the
studentss to keep a weekly diary and write down any (1) self-observations about applyingg new learning strategies, (2) inner thoughts about readings, or class discussions,, and (3) important events in their learning process. The teacher implemented
directt instruction and modeled some learning strategies during the course when rele-
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vant.. The strategies included techniques for taking tests, writing reports, giving oral
presentationss and reading materials with different purposes. Later, the instructor
askedd the students to evaluate their effectiveness of their language learning with
relationn to their established proficiency goal and consider whether learning strategies
weree helpful in moving towards the goal. The results showed that the course raised
thee students' awareness of language learning strategies via explanations, modeling,
practice,practice, and integration. The results also revealed that evaluating the success of the
instructionn improved the students' use of strategies, taught them how to assess their
ownn language proficiency, to set goals, to evaluate progress and enabled students to
experiencee greater overall autonomy in learning. Two thirds of the 40 students liked
thee course and class activities. Most appreciated the results of the project.
Chan'ss (2001) study attempted to explore the learners' attitudes and expectations
off language learning, teacher and learner roles, their learning preferences and perceptionn of learner autonomy at tertiary level in Hong Kong. She administered a
questionnairee survey to find out what participants think and feel about what they
wantwant to learn and how they want to learn. The study involved a class of 20 secondyearr language major students on the course "English at the Workplace". Participants'' age range is 19-24. They have studied English for 14-18 years in local
schools.. The study reported five results. First, the students were interested in learningg English in order to communicate rather than learning the language for its own
sake.. Second, the students suggested a predominant teacher's role in the language
learningg process and revealed different roles of the teacher as the resource person,
thee instructor and the facilitator. Third, the majority of students (95%) acknowledgedd the important role that autonomous learning played in the learning process
andd 85% of students anticipated that they could become more effective learners if
theyy develop the knowledge and skills about the learning process. Fourth, a wide
rangee of activities the class favored were language games, role-plays, reading Englishh newspapers, watching English TV and movies, listening to English radios and
songss and speaking to native speakers, which are evidences of a strong desire for
moree exposure to authentic use of the target language. Fifth, strong indications of
highlyy positive attitudes towards learning autonomously were shown, higher than
onee would expect in the local context. The results were encouraging in that students
showedd a clear understanding of the nature of learner autonomy and awareness of
whatt it requires, without previous autonomous learning experiences or learner trainingg in such direction. In other words, students were ready for learner autonomy and
weree more amenable to autonomy as an important goal than many teachers and educatorss expected. Chan's (ibid.) study proposed two guiding principles for designing
autonomy-orientedd classroom activities. First, there should be much room for students'' involvement since this is what they desire. Second, there should be a wide
rangee of learning conditions and group activities to stimulate motivation and interest. .
Vanijdee'ss (2003) study explored learner autonomy in distance education in
Thailandd by using questionnaires, think-aloud protocols and interviews. The study
consistss of two parts. In the first part, questionnaires eliciting information on how
studentss deal with self-instructional materials and distance study were distributed to
studentss in an English course in different parts of Thailand. In addition, volunteers
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fromm Bangkok, the most accessible, were invited to join a more in-depth investigationn including think-aloud verbal protocols and interviews about the use of language
learningg strategies. The think-aloud protocols were based on 22 learning tasks taken
fromm a study unit in an English course. Forty students completed the think-aloud
protocols.. The interviews revealed the data about language learning strategy use and
informationn about how participants sought exposure to the English language, their
problem-solvingg techniques and their attitudes towards learner autonomy. The secondd part of the study included assessing students' varying degree of learner autonomyy manifested in three main areas: The use of language learning strategies, interactionaction with the self-instructional materials and the way in which students managed
theirtheir distance learning. The results showed that Thai distance language learners in
thee study displayed varying degrees of learner autonomy, neither absolute autonomy
norr total lack of autonomy. There are two distinct groups in this survey (JV = 40), 21
dynamicc distance language learners and 19 self-sufficient distance language learners.. Over half of learners of English in Thailand in this study appeared to show a
greaterr degree of autonomy and under half of the learners surveyed were at least
self-sufficientt distance language learners. The study recommended pedagogical actionss towards the development of learner autonomy. Institutions must be aware of
thee significance of autonomy and decide on policy and a definite plan to provide
moree learning contexts and resources to encourage students to become more dynamic.. The materials and curriculum developers contribute to the development of
learnerr autonomy through attention to materials design, incorporating activities and
taskss that promote skills and awareness of the language learning process. Tutors
mustt act as facilitators and mentors to help students to become more autonomous.
Fromm the studies on learner autonomy in Asian contexts, it has been obvious that
thee educational systems have not created sufficient opportunities for learners to be
autonomous.. Asian learners are not un-autonomous by nature. The educational systemss in Asian contexts should provide students with more room to get involved in
theirr learning. More group activities should be designed to stimulate learners' motivationn and interest. It has been observed that learner autonomy is not biased only to
Westernn values. Learner autonomy can be stimulated in non-Western contexts.
Whichh pedagogical actions have been taken so far to stimulate learner autonomy
willl be discussed in the following sections.
2..

STIMULATING LEARNER AUTONOMY

2.12.1 Why stimulate learner autonomy
Theree are many reasons (e.g., political, socio-cultural, pedagogical) supporting the
developmentt of learner autonomy. In this chapter, reasons relating to pedagogical
practicess in education in general and language education in specific will be discussed. .
Withh the growth of knowledge in the information age of our present-day society,
thee "filling empty vessels" or "depositing money into banks" teaching paradigm has
exposedd its limitations in the light of constructivist and social constructivist theories,
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whichh state that knowledge is not there waiting to be learned but rather a process of
personall and social construction. Therefore, learning is an active and interactive
processs of knowledge construction.
Noo schools or universities can provide its students with all knowledge and skills
theyy will need for their adult lives. It is important for young persons to have an understandingg of themselves, an awareness of their environment and how it works and
too have learned how to think and learn (Trim, 1988, in McCarthy, 2000; Dam,
2000).. This will increase students' self-esteem to cope with ever-changing life and
engagee in new learning experiences as socially responsible persons. In other words,
thee goal of education is life-long learning or learner autonomy (Wenden, 1987; Ho
&& Crookall, 1995). In language education, it is a fact that no language schools or
programss can teach students all that they need for their communication outside the
classroom.. Learning a language is a life-long endeavor that can be done mostly by
thee learners themselves. They are the ones who know their communicative needs
bestt and the ones who know what needs to be done and how to do it to achieve their
goals.. Taking learners' roles as crucial in their learning and stimulating learner
autonomyy should be the aim of language education because autonomous language
learnerss would be truly effective language learners and language users (Little,
2000a). .
Researchh found a mismatch between what teachers expect students to learn and
whatt students really learn. While the teacher is busily teaching one thing, the learner
iss very often focusing on something else. Second language will proceed most efficientlyy if learners are allowed to develop and exercise autonomy (Nunan, 1997;
2000). .
2.22.2 How to stimulate learner autonomy
Thee notion of control over learning is the seed of autonomy (Benson, 2001). The
pedagogicall task is how to enable learners to take control over their learning, namely
controll over learning management (i.e., managing the planning, monitoring and
evaluatingg learning), learning content (i.e., what to learn), and cognitive processes
(i.e.,, reflection, meta-cognitive knowledge).
Thee following sections will describe approaches aiming at stimulating learner
autonomyy or the control over learning. Besides the provision of opportunities for the
developmentt of learner autonomy such as resource centers or computer-assisted languagee learning (CALL), approaches that aim at stimulating learner autonomy includee provision of choice, change of teachers and learners' roles and learner development,opment, which are respectively labeled curriculum-based, teacher-based and learnerbasedd approaches (Benson, 2001).
2.2.12.2.1

Curriculum-based approach

Thiss approach attempts to promote learner autonomy by involving learners in decision-makingg processes at the level of the curriculum as a whole. Central to this approachh is the pedagogy of choice in which learners can decide the learning content
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(what)(what) and learning method (how) at the level of the institutional curriculum.
LearnerLearner choice (Lee, 1998; Cotterall, 2000) brings about learners' decision-making,
flexibility,flexibility, adaptability and modifiability. Learners learn how to make informed
choicess if they are entitled to reflect on their language learning experiences.
Educatorss and researchers (McDevitt, 2004; Esch, 1996; Muller-Verweven,
1999)) support the promotion of this approach to stimulating learner autonomy. The
resultt of all education should be an independent learner. McDevitt (2004) leads this
ideaa back to philosophies of education from Socrates and Freire. She views learning
ass a process with a student capable of taking decisions, making choices and above
alll asking questions. Desire to know must come from the learner. The curriculum
can,, indeed must encourage this desire to ensure that students will achieve a level of
independencee which takes them far beyond the demands of a particular curriculum
orr the requirements of tests or assignments to the point where instruction ends and
educationn truly begins. Esch (1996) adds more values into stimulating learner autonomyy by providing learners with an environment supportive of autonomy. Such an
environmentt would be characterized by choice, flexibility, adaptability, modifiability,ity, reflectivity and shareability. In addition, materials need to be designed to encouragee autonomous learning by prompting learners to adopt their own tactics and to
reflectt on the learning process (Muller-Verweyen, 1999).
Ann example of stimulating learner autonomy in action is Dam's (1995) work in a
Danishh secondary school. Aiming at changing students' tired-of-school attitudes,
whichh was supposed to lead to the general lack of interest in learning English, Dam
(ibid.)) tried to involve students (or in her words 'forced them to be involved') in the
decisionss concerning the choice of classroom activities and learning materials. Dam
(ibid.)) realized that giving learners a share of responsibility for planning and conductingg teach ing-learning activities caused them to be actively involved and led to
betterr learning and increased their capacity to evaluate the learning process. In this
way,, awareness of how to learn facilitates and influences what is being learned and
givess an improved insight into how to learn. Dam's results seem encouraging that
studentss who spent much time learning English by translating from Danish to Englishh could perform so incredibly well in spoken English, even though they were in
thee first year of learning (Little, 1996). Dam's practical experiences demonstrate that
thee development of independent thoughts and actions arises most effectively from
pedagogicall processes that emphasize learner choices through a negotiated curriculum. .
Stimulatingg learner autonomy is the promotion of the acquisition of Barnes'
(1976)) action knowledge instead of school knowledge (Little, 2000a). School knowledgee is the knowledge presented by teachers and partly grasped by learners, enough
too answer the teacher's questions, to do exercises or to answer exam questions.
However,, it remains someone else's knowledge, not the learners'. If learners never
usee this knowledge, they will probably forget it. As long as learners use knowledge
forr their own purposes, they begin to incorporate it into their view of the world, and
too use parts of it to cope with the exigencies of living. Once the knowledge becomes
incorporatedd into learners' constructed understanding on which their actions are
based,, that kind of knowledge has become "action knowledge". In other words,
learnerss construct knowledge based on their choice of what works for them most.
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Accordingg to this view, the growth of action knowledge should play a central role in
thee theory of learner autonomy. The growth of this autonomy, whether in speech or
behavior,, requires not only interactions with others but also guidance and supervisionn (i.e., scaffolds). Vygotsky (1978) developed his theory of "zone of proximal
development"" (ZPD) to explain how we might arrange the environment to make it
possiblee for the child to progress from one level of development to the next. He definedd the ZPD as the distance between the actual developmental level as determined
byy independent problem solving and the level of potential development as determinedd through problem solving under adult guidance or in collaboration with more
capablee peers (Vygotsky, 1978: 86). The effectiveness of the curriculum for learner
choicee depends on teachers' and peers' scaffolds that support learners in the decision-makingg process.
Too summarize, the curriculum developers and teachers arrange situations in which
autonomyy can be exercised. The learner must actually be encouraged to do the exercisingg with some initial assurance from the teacher (Ho & Crookall, 1995). Learning
cann only start from the learners themselves. In the field of language learning, the
learnerr can learn by exploring her communicative needs, by choosing what and how
too learn to fulfill those communicative needs and by reflecting on choices and as
necessary,, to make more informed choices in the future. In other words, only taking
stepss toward autonomy and exercising that autonomy, the learner can be and become
autonomous.. The task of curriculum developers and instructors is to assist learners
too do so.
2.2.22.2.2

Teacher-based approach

Withinn this approach, the role of teachers is to pass control over learning to learners.
Thiss brings along new roles of the teacher as Johnson, Delarche, Marshall, Wurr, &
Edwardss (1998: 80) explains,
.... When students are compelled to assume greater responsibility for directions their
learningg will take, they will gradually learn to see themselves as the controllers of their
ownn learning. Learning is seen as self-initiated and not other-initiated. Therefore, the
rolee of the teachers changes. They are not presenters of language elements as lesson
planners;; autonomy shifts the teacher more into the role of counselors...

Prominentt authors in proposing how to pass control of learning to learners approach
aree Scharle and Szabo (2000). They see stimulating learner autonomy as a gradual
process,, divided into three phases. Through learning activities, (1) learners need to
bee aware of the nature of language learning and their contribution to learning (i.e.,
raisingg awareness), then (2) they need some practice in their new attitudes as responsiblee learners (i.e., changing attitudes), and finally (3) they will be ready to take over
somee roles from the teacher and enjoy the freedom that comes along with their responsibilitysponsibility for learning (i.e., taking responsibility).
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Learner-based approach

Learner-basedd approach or learner development (Benson, 2001) aims at observing
thee production of behavioral and psychological changes that will enable learners to
takee greater control over their learning. The approach has come from the traditions
off self-directed language learning (SDLL) and learner strategies in language learningg (LSLL) (Wenden, 2002) in Europe and North America respectively. In terms of
educationall goal and learning objectives, there are differences between the European
andd North American trend. In Europe, one aims at learner autonomy as its educationall goal and self-directed learning is the realization of learners' potential for
autonomy.. In the US, one focuses on successful learners, those who could approach
thee task of language learning completely and effectively. Self-directed learning requiress learners to learn how to plan, monitor and evaluate their learning tasks and
successs in language learning requires the learners to learn strategies and be able to
usee the strategies to deal with the difficulties learners face. The future direction for
learnerr development is the integration of the two trends. Proponents of SDLL (i.e.,
Dickenson,, 1987) include efficient learning as one of the stated aims of selfinstructionn and proponents of LSLL refer to the goal of learning strategy instruction
ass the promotion of overall self-direction (i.e., Oxford, 1990).
Thee two main issues are which strategies support learners to take control over
learninglearning management and cognitive processes, and how learners can acquire these
strategiess so that they use them to cope with the act of learning a language outside
thee classroom. The following sections will present (1) strategies to develop control
overr learning management, and (2) approaches to learner development.
StrategiesStrategies to develop control over learning management. The most influential researchh into learning strategies in language learning was conducted by O'Maley and
Chamott (1990). They interviewed groups of secondary school ESL learners and
classifiedd reported strategies into three groups: Metacognitive strategies, social
strategiesstrategies and cognitive strategies.
MetacognitiveMetacognitive strategies are mental operations for the self-management of learning.. O'Maley and Chamot (1990) proposed seven groups of metacognitive activities,
whichh are manifestations of planning for learning (i.e., the learner asks herself questions:: "What am I going to learn? What do I want to learn? How can I learn that?
Whichh strategies can I apply to achieve what I have planned to learn?"), monitoring
thethe learning task (i.e., the learner asks herself questions: "Am I achieving my objectives?? Should I change the strategies I have used?") and evaluating how well one has
learnedlearned (i.e., the learner asks herself the questions: "How did I execute the task? In
whatt areas can I improve my performance? How can I improve my performances?").. In short, these strategies concern thinking about the learning process.
Theyy found metacognitive strategies had the most significant contribution to languagee learning success. This necessarily implies that students should be encouraged
too think about the language learning process, to identify their own goals and to work
outt what kinds of language learning activities are going to help them to achieve the
goalss they set. The more autonomous students are, the more successful they are
likelyy to be at language learning.
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SocialSocial and affective strategies involve the ways in which learners interact with otherss and control themselves in order to enhance their learning. Social strategies are
manifestedd in (1) learners' asking questions for clarification, asking for correction,
(2)) cooperating with peers, with users of the target language, and (3) empathizing
withh others (e.g., developing cultural understanding, becoming aware of others'
thoughtss and feelings). Social strategies aim at strengthening cooperation among
learnerss and group cohesion. Affective strategies include lowering one's anxiety
(i.e.,, enhancing self-confidence), encouraging oneself (i.e., enhancing motivation)
andd taking one's emotional temperature.
CognitiveCognitive strategies. A key component of autonomy is reflection, a cognitive
process, ,
"...ann active, persistent, and careful consideration of any belief or supposed form of
knowledgee in the light of the grounds that support it and the further conclusions to
whichh it tends constitutes reflective thought" (Dewey, 1933 in Benson, 2001).

Littlee (1997) contends that conscious reflection on the learning process is a feature
off autonomous learning. To Little (1996b), discussions required for reflection and
analysisanalysis are crucial for the development of learner autonomy which can only come
fromm the ability to interact with others, to discuss, negotiate so that learning processess are made explicit. Reflection through interaction is a favorite form of reflectionn which must be promoted. The results of this form of reflection are two fold.
First,, learners have the opportunities to use the target language to communicate authenticallyy with their peers about their learning process. Second, learners' selfregulationregulation is strengthened.
Thee learner-based approach to stimulating learner autonomy has included the four
buildingg blocks proposed by Scharle and Szabo (2000) for the development of learners'' responsibility and autonomy: (1) Motivation and self-confidence (i.e., affective
strategies),strategies), (2) monitoring and evaluation (i.e., metacognitive strategies), (3) cooperationn and group cohesion (i.e., social strategies), and (4) learning strategies (i.e.,
cognitivecognitive strategies).
II have just presented the strategies for control over language management and
overr cognitive processes, now I move on to discuss the approaches that are aimed at
helpingg learners acquire the strategies they find work for their learning.
ApproachesApproaches to learner development. In this section, I first present and then explain
thee five common approaches concerning learner development. Finally, I conclude
whichh approaches fit the aim of stimulating learner autonomy.
Differentt approaches to learner development include (1) explicit instructions or
directt advice on language-learning strategies and techniques via learners' manuals,
(2)) training based on research findings on the model of a good language learner, (3)
encouragingg learners to experiment with strategies and discover which work well for
them,, (4) integrated approaches treating learner training as a by-product of language
learning,, and (5) self-directed approaches in which learners are encouraged to train
themselvess through reflection on self-directed learning activities.
Givingg explicit instructions of direct advices on language learning strategies to
learnerss (referred to as approach 1) tends to be prescriptive and is not necessary
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basedd on research (Benson, 2001). In the light of this approach, learners are consideredd as "empty vessels" in which knowledge might be filled in. As argued in section
2.11 in this chapter, the "fill-in empty vessels" teaching paradigm has shown its limitationss within the constructivist and social constructivist theories claiming that
knowledgee is not there to be learned and learning is a personal and social constructionn of knowledge. Training based on research on the model of a good language
learnerr (referred to as approach 2) involves an implicit molding of the learner to
approvedd patterns of behavior. This molding is incompatible with the aim of enablingg the learners to self-direct their own learning. The approach that encourages the
learnerss "to experiment with strategies" (referred to as approach 3) aims to help
learnerss consider the factors that affect their learning and discover the learning
strategiess that suit them best. However, this approach tends to limit the learners to a
numberr of given strategies and from experimenting with these strategies learners
discoverr what work for them best. The integrated approaches (referred to as approachh 4) treat learner development as a by-product of language learning. The aim
off learner development in the light of approach 4 is to train the learners first and
thenn teach them the language, but to teach them to communicate in the target languagee while helping them to learn and think about their learning (see Legutke &
Thomas,, 1991). As stated in the section strategies to develop learners' control over
learningg management, reflection is a crucial activity for the development of learner
autonomy.. In this respect, the self-directed approaches (referred to as approach 5) fit
thee aim of stimulating learner autonomy well because within this approach learners
aree provided with the opportunities to train themselves by reflecting on their selfdirectedd learning activities.
Thoughh fully aware that the effectiveness of learner development may depend
largelyy on the contexts in which they are taught and applied, through explicit instructionss and direct advice (as by approach 1) or guidance to discover approved
normss or visual and verbal images of successful language learners (as by approach
2)2) tend to place learners into a position which does not acknowledge them as individualss with their own linguistic background. The range of options from which studentss are invited to choose (as by approach 3) does not reflect learners' genuine
choicee of what they need and how they would like to equip themselves with these
strategiess to fulfill their learning goals. Therefore, among the five aforementioned
approachess to learner development, integrated and self-directed approaches (approachess 4 and 5) seem to be best in line with the goal of stimulating learner autonomy. .
3.. SUMMARY
Autonomouss language learners take over, from teachers, the control of the affective,
cognitivee and social processes in learning (i.e., resulting in positive attitudes to
autonomouss learning, to motivation to use and learn the target language and to controll their learning through working independently and cooperatively). To accommodatee learners to take control of these processes, the curriculum-based approach proposess providing learners with choices of learning content and learning methodology.
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Too achieve the aim of developing learner autonomy, the teacher-based approach
proposess passing the control of learning to learners and the learner-based approach
suggestss including learner development into the curriculum. It could be inferred that
thee pedagogy of choice is demonstrated in the three approaches to developing
learnerr autonomy. Choice would allow learners to take control of their learning.
Choicee would allow learners to choose learning strategies that fit the best. To Little
(2000a),, the more autonomous language learners are, the better language learners/userss they become. Stimulating learner autonomy is aimed at stimulating communicativee competence. The pedagogical question is which teaching method fits the
aimm of stimulating learner autonomy and communicative competence the best. I will
discusss this in the next chapter.

CHAPTERR 4

LEARNERR AUTONOMY AND COMMUNICATIVE
COMPETENCE:: PARAMETERS FOR A CURRICULUM
Inn chapter 3, I presented the concept of learner autonomy related to foreign language learning. In this
chapter,, I will focus on developing learners' communicative competence. The first section reviews the
communicativee competence framework. The second section moves to the teaching methods that aim to
developp learners' communicative competence. The third section concludes which teaching method fits the
aimm of developing communicative competence and both learner autonomy and communicative competencee the best. The fourth section summarizes the parameters of a curriculum aiming at developing
learnerr autonomy and communicative competence.

1..

THE COMPONENTS OF COMMUNICATIVE COMPETENCE

Foreignn language teaching has undergone remarkable changes, from the audiolinguall to communicative language teaching and then task-based language learning.
Duringg the late 1940s and the 1950s, the audio-lingual method took the dominant
statuss in the field. This method focuses on language as a structured system of grammaticall patterns and aims to have students produce formally correct sentences. As a
result,, students might produce correct linguistic structures acquired through practice
(i.e.,, repetition) or might even show to master the language system. However, this
productionn or mastery does not guarantee an appropriate use in real-life communicationn (Widdowson, 1978). Knowledge of the language system defined by Chomsky
(1965)) as linguistic competence does not suffice for adequate communication. Linguisticc competence does not necessarily ensure satisfactory performance.
Hymess (1979) claimed that language users need more than just linguistic competencee to communicate effectively. Speakers need to know how members of a speech
communityy use the target language to accomplish their purposes. He takes the social
contextt of language use (i.e., appropriateness) into consideration and emphasizes the
languagee learners' ability (i.e., identifying if something in language use is possible,
feasiblee and accepted) rather than their underlying knowledge. Both the social contextt of language use and language learners' ability that Hymes (ibid.) indicated were
nott covered in Chomsky's (ibid.) linguistic competence.
Usingg Chomsky's (1965) linguistic competence and Hymes' (1979) component
off appropriateness of language use in social contexts as a starting point, Canale and
Swainn (1980) describe communicative competence as the underlying system of
knowledgee and skills required for communication. Canale's (1983) communicative
competencee includes four components: Grammatical, socio-linguistic, discourse and
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strategicstrategic competence. Grammatical competence is from Chomsky's (1965) formulationn of linguistic competence, which reflects the knowledge of vocabulary and rules
off word formation, pronunciation and spelling and sentence formation. Sociolinguisticc competence is based on Hymes' (ibid.) appropriateness of language use in
sociall contexts. Discourse competence refers to the ability to handle language beyondd the level of the sentence and to understand the rules of discourse (Canale,
1983).. Discourse competence is manifested in
"(...)) an understanding of how spoken and written texts are organized and how to make
inferencess which recover the underlying meaning of what has been said and the connectionn between utterances" (Skehan, 1998: 158).

Strategicc competence, a compensatory strategy, is activated when other competences
faill to cope with situations such as lack of words or structures for communication.
Strategicc competence does not deal with how ongoing and ordinary communication
iss achieved. It emphasizes language use when communication breaks down.
Thiss communicative competence model (Swain & Canale; Canale) has been furtherr developed by Bachman (1990) and Bachman and Palmer (1996). They labeled
communicativee competence as language competence, consisting of two main components:: Organizational competence (grammatical and textual competences) and
pragmaticc competence (illocutionary and socio-linguistic competence). Bachman's
(ibid.)) language competence model includes more variables than Swain and Canale'ss (ibid.) model. First, textual competence (closely related to Canale and
Swain'ss discourse competence) together with grammatical competence as part of
organizationall competence is included. Second, a more complex account of pragmaticc competence is encompassed - illocutionary (ideational and heuristic functions)) competence and knowledge of appropriate language use in different social
contextss - . Third, strategic competence is not seen as "compensation". This is the
mostt remarkable evolution in Bachman's (ibid.) model: strategic competence is
manifestedd by a set of meta-cognitive skills, which include the abilities to determine
communicativee goals, assess communicative resources, plan communication and
executee this communication (Skehan, 1998).
Whatt makes Bachman's model more comprehensive than Canale and Swain's
(ibid.)) is the transition from a language use model to a language use and language
learninglearning model, which is reflected in the construct embodied in the component of
strategicstrategic competence. Instead of considering strategic competence as a cognitive
activityy (i.e., strategy of compensation), strategic competence is understood as the
abilityy to perform meta-cognitive activities such as planning, monitoring and selfevaluatingg language performances, which is termed strategic language learning by
Oostdamm & Rijlaarsdam (1995). The ability to use meta-cognitive activities is a
manifestationn of autonomous learners, who are better language learners and users
(Little,, 2000a).
Inn my view, a competent language learner is one who, in addition to the ability
toto use the target language in a socially appropriate way, is able to use metacognitivecognitive activities to adjust future language performances. In Rijlaarsdam's (2002)
words,, she is able to use the target language to learn the language, to learn how to
learnlearn the language (how to plan, execute, monitor and evaluate communicative tasks
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andd language acquisition processes) and to learn how to transfer (i.e., the application
off personal language experience to real-life communicative situations and transfer of
strategiess learned from their classroom experiences for monitoring and evaluating
theirr own task execution and language learning).
Duringg the last forty years, the theoretical framework of communicative competence
hass been evolved, illustrating a range of abilities required of language learners as
languagee users to operate competently. The pedagogical question is what language
teachingg methods aim at developing communicative competence and how they do
that. .
2..

DEVELOPING COMMUNICATIVE COMPETENCE

Thee two instructional methods that focus on developing learners' communicative
competencee are Communicative Language Teaching (CLT) and Task-based Languagee Learning (TBLL).
Too describe different instructional methods, we apply distinctions made by Richardss and Rodgers (2001). Any language teaching method is theoretically related to
ann approach, organizationally determined by a design and practically recognized in
thee procedure (Richards & Rodgers, 2001). Approach refers to the nature of languagee learning. Design is an instructional system derived from the approach, and
procedureprocedure is the manifestation of the approach and the design in the classroom.
2.12.1 Communicative Language Teaching (CLT)
CLTT views language as a system for the expression of meaning and as the primary
functionn of language interaction and communication (Larsen-Freeman, 2000; Richardss & Rogers, 2001). Therefore, CLT aims at developing communicative competencee in language teaching and learning (Brown, 2000; Larsen-Freeman, 2000;
Richardss & Rodgers, 2001; Savignon, 2002). The following sections will discuss the
approach,, design and procedure of CLT.
2.1.12.1.1

Approach

Inn traditional classrooms, the focus is on grammatical competence. However, acquisitionn of linguistic competence does not guarantee the subsequent acquisition of
communicativee competence in a language. Overemphasizing drills and exercises for
thee reception and production of sentences even tend to hinder the development of
communicativee competence (Widdowson, 1989). The outcomes of traditional classroomss are likely to produce structurally competent but communicatively incompetentt students (Johnson & Morrow, 1981). This does not necessarily completely underminee the role of grammatical competence, because no language learner can becomee proficient in a language without developing a certain level of grammatical
competencee (Tarone & Yule, 1989). However, the provision of teaching grammar
andd teaching communication in a language course needs to be reconsidered. Too
muchh emphasis on one at the expense of the other will bring about (1) fluency, ap-

40 0

CHAPTERR 4

propriatenesss but inaccuracy and (2) accuracy but inappropriateness and lack of fluency.. For this reason, Littlewood (1981) proposes a certain kind of teaching grammar.. He suggests the "pre-teaching" method in which students will concentrate on
structurall practice before going into communicative activities. We will discuss the
validityy of this "pre-teaching" method when reviewing the strengths and weaknesses
off CLT in section 2.1.4 of this chapter.
Masteryy of socio-linguistic competence entails mastery of speech act conventions
andd norms of stylistic appropriateness of language use (Tarone & Yule, 1989).
Therefore,, developing learners' socio-linguistic competence entails teaching them
(1)) the speech acts, and (2) the appropriateness of language use in different contexts.
Teachingg speech acts includes teaching the functional knowledge of language. A
shortagee of functional knowledge might cause misunderstanding of the meaning.
Thee internal nature of language knowledge (functional knowledge) is best captured
byy detailing many usages to which the language can be put (Spolsky, 1989), so
teachingg students different functions of a language form (usages) is supposed to enhancee students' performance in speech acts which might help avoid misunderstandingg the meaning. Teaching learners the appropriateness of language use means
teachingg the cultural systems in which that target language is spoken. The same
communicativee act could be interpreted in different ways in different cultures. These
differentt cultural meanings across languages cause problems for learners of the targett language; learners make "culture mistakes" (Liao, 2000). Seelye (1994) suggests
techniquess to teach learners the culture of the language so that they become competentt in their socio-linguistic use. First, students can be exposed to episodes of the
targett culture behavior and then reflect on these episodes, picking out what is consideredd "appropriate" in that culture. Second, students are expected to gather informationn on the differences language use in the cultures where the target language is
spokenn (e.g., British, American, Australian English ...) and share this with the class.
CLTT assumes that the structure of the language reflects its functional and communicativee use. The primary units of language are categories of functional and
communicativee meaning, as exemplified in discourse (Richards & Rogers, 2001).
Teachingg learners categories of functional and communicative meaning develops
theirr discourse competence.
Accordingg to Canale and Swain (1980), strategic competence is a type of compensationn for situations when language learners or users experience communication
breakdowns.. Learners employ strategic competence when they lack the linguistic
resourcess required to express intended meanings. It is essential to train learners these
strategies,, even learners who have a high degree of grammatical competence. The
twoo common proposals on how to teach students communication strategies put forwardd by Tarone and Yule (1989) are (1) learning by observing, then acting and (2)
teachingg strategies for later use. For the first approach, learners observe interactional
exchangess to identify strategies the speakers employed and to practice them. The
secondd approach is to teach students the strategies directly and explicitly so that they
mightt use them when necessary.
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Design

WhatWhat are the language units in the syllabus? The CLT syllabus involves units of
notionall (i.e., the concepts and ideas language expresses) and functional (i.e., communicativee functions of language) meaning of the language. Language structures
embeddingg language notions and functions considered as language input are presentedd in communicative situations. Language structures are followed by communicativee activities so that learners practice the language items under instruction. It can
bee seen that CLT integrates a communicative component into a traditional linguistic
syllabus,, so the value of grammatical explanations, error corrections and drills is
recognizedd in teaching with CLT principles. It can be inferred that CLT differs from
thee traditional methods (grammar-translation, audio-lingual) in respect of what is
taught,, not how something is taught.
22 A3

Procedure

CLTT focuses on linguistic content, specified in notional and functional terms. In
otherr words, CLT focuses on the practice of language use (Holliday, 1994). The
methodologicall procedure "presentation-practice-production" (PPP) has been employedd to teach learners such a practice of language use.
Thee three stages of PPP aim to develop declarative knowledge and convert declarativee knowledge to procedural knowledge about and of the language, which is
supposedd to be used by learners in their "language production" stage and in real-life
languagee use.
Thee first stage, presentation generally focuses - explicitly or implicitly - on the
structuree to maximize comprehension and internalization of the underlying rule.
Followingg are practice activities in which learners would reproduce the language
throughh conducting exercises provided by the teacher or the textbook. At the productionduction stage, the learner is stimulated to use the structure they just have learned to
producee language more or less spontaneously. Communication conducted in the
productionn stage occurs in do-as-if situations.
2.1.42.1.4

Discussion

Ann apparent advantage of the notional and functional syllabus is that language structuress or language functions can be systematically organized in a syllabus. A list of
linguisticc contents documenting which have been covered or will be covered in class
sessionss makes it easier for the teachers and learners to identify what should be
tested.. When teaching the notional and functional syllabus and applying the PPP, the
contentt and procedures seem to be rehearsed. When the teachers enter the classroom,, they know which topic they will cover and which steps they will follow. In
Skehan'ss (1998) words, PPP provides teachers with procedures for maintaining controll of the classroom, thus reinforcing their power over students, and the procedures
themselvess are eminently trainable. However, several studies showed that the notional-functionall syllabus including the PPP instruction model have shown to be
ineffectivee in developing communicative competence.
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Longg and Crooke (1992: 30-31) criticized the PPP by arguing that learners followed
theirr built-in syllabuses (Corder, 1967 in Long & Crooke, 1992). Long and Crooke
(ibid.)) claimed that notional or functional syllabuses do not work because the acquisitionn of a notion or function in language in fact is the acquisition of grammatical
structure.. Language learning underlying the PPP views language as a series of
"products"" that can be acquired sequentially as "accumulated entities" (Rutherford,
19877 cited in Ellis, 2003). However, SLA research has shown that learners do not
acquiree language in that way (Selinker, 1972 cited in Lightbown & Spada, 1999).
Learnerss construct a series of systems, known as interlanguages, which are restructuredd as learners incorporate new features. Furthermore, research on developmental
sequencess (Meisel, et al., 1981; Meisel, 1986; Schumann, 1979, Pienemann, et al.,
1988)) has shown that learners pass through a series of transitional stages in acquiringg a specific grammatical feature, even taking months or years to acquire that
grammaticall feature (Ellis, 2003).
Inn the production stage in the PPP model, these selected-to-teach grammar items
andd functions would not meet the authentic communicative learner's needs. In the
productionn stage, if the communication were carried out with an explicit command
too use the target structure, the task ceases to be communicative. For this reason, the
targett language structure will be learned best through the process of struggling to
communicatee (Finocchiaro & Brumfit, 1983). The proposal on the "post-task" teachingg by Ellis (1999) in which the language problems students experienced after they
hadd completed the task will be addressed seems to fit the framework of teaching
grammarr in the process of communication more effectively than Littlewood's (1981)
"pre-teaching"" grammar in which structures are taught and then practiced in communicativee activities.
CLTT assumes that teaching categories of notions and functions aims at developingg learners' discourse competence. However, these categories are not all manifestationss of discourse competence. Discourse competence requires learners to display
theirr organizational knowledge above the level of sentence meaning. This is to say
discoursee competence would not be developed even with the teaching of notions and
functionss of the target language as CLT assumes.
Ann inherent feature of the PPP paradigm is that the communicative interaction is
nott authentic by definition in itself. The "do-as-if' character of the foreign language
classroomm should be understood from the beginning (Wolff, 1994). The production
stagee calls for the tasks that aim to elicit the structure as the target of the lesson. Designingg tasks that elicit such structures in the lesson is not easy. Learners could use
theirr compensation strategies to perform the tasks instead of using the supposed
structures.. This problem can be solved by making clear to learners that they must
usee the targeted structure when they perform the task, encouraging students to focus
onn form. Then the task ceases to be "communicative" (Ellis, 2003). Social appropriatenesss (socio-linguistic competence) of language use can hardly be assessed as
achievedd in do-as-if communications. Only by experimenting with language in real
communicationn can learners experience why they succeed or fail to put their messagee across and allow for adjustments in future performances. In other words, due to
thee inauthentic nature of communication in PPP classrooms, learners do lack oppor-
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tunitiess to develop their meta-cognitive skills or strategic competence (Bachman,
19966 cited in Ellis, 2003).
Inn the light of second language acquisition (SLA), the PPP teaching paradigm
failss to develop learners' communicative competence. Language development can
bee stimulated through negotiation of meaning (Pica, 1994; Gass & Varonis, 1994;
Wolff,, 1994) and the operation of strategic competence (Bialystok, 1990). Communicativee competence requires that learners are engaged in communication (Savignon,
2002),, using the language for authentic or real-life purposes (Brown, 2000; Galloway,, 1993), which is not the case in CLT. Without experiencing language use in
real-lifee communication, learners are deprived of opportunities to develop their
socio-linguisticc competence and to reflect on their language discourse, on their authenticc failures and on success in previous language experiences. Without these experiences,, learners cannot improve their future performance and cannot develop
strategicc competence, a critical quality of a competent language learner/user.
Fromm the recognition that (1) it is ineffective to develop communicative competencee by specifying in linguistic terms what a learner should learn and that (2) languagee learning must occur in authentic communication, researchers into SLA and
teacherss propose the implementation of task-based language teaching.
2.22.2 Task-based language learning (TBLL)
2.2.12.2.1

Rationale for task-based language learning

Proposalss for the implementation of TBLL grows from the recognition that there
havee been few attempts to implement principles in the field of SLA into the classroomm practice (Ellis, 1997) in existing teaching methods. The following sections will
discusss how the principles of second language acquisition (input, interaction, output
andd learners' variables) work for the success of language learning.
Duee to the limited amount of time devoted to language classrooms, the teacher
andd textbook subsume their roles as the main sources of input in the traditional languagee classrooms. The shortage of "rich input" (i.e., necessary, sufficient, efficient)
(Skehan,, 1998) supposed to trigger language acquisition hinders language acquisitionn in language classrooms.
Whetherr input comes from interlocutors, from written texts or speeches, learners
needd to be engaged in interaction with the language. Language tasks which provide
opportunitiess for learners to access the input they find relevant will create interactions.. These interactions could involve negotiations of meaning. These tasks focus
onn the meaning, or in other words they focus on "playing with the language" (Errey
&& Schollaert, 2003).
Whenn learners go through the process from input, intake, to output, they go
throughh the stages of understanding what does or what does not work and how
thingss work or do not work for their learning (i.e., metacognition). Activities in the
standardd language classrooms fail to help learners construct metacognition. The activitiess fail to do so because they do not offer students opportunities to evaluate what
theyy think about the learning process leading to output and if necessary to plan how
too improve their learning.
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Inn addition to input, interactions and output, it is a fact that even learners who happenn to be placed in the same classroom are not all at the same level of cognitive development,, interlanguage development or motivation for learning. Taking learner
variabless in language learning into account could better meet learners' needs and
motivatee them to learn. The quality of teaching and learning the target language in
thee classroom that implements the same teaching content and the same teaching
methodd for all students must be questioned. If learners' variables are supposed to
interferee in language learning, then the learning environment embodied in teaching
proceduress must be compatible with the teaching approach to guarantee the consistencyy of a teaching method and the quality of learning outcomes. In other words, a
teachingg method attuning to developments in the field of second language acquisitionn has to cope with differences among learners.
Inn short, SLA principles indicate that to develop the learners' communicative competence,, the learning materials and teaching methods should create an environment
inn which students get exposed to "rich" input of the target language and engage in
interactionn with the input (Prabhu, 1987). Interacting with the input helps learners
establishh a link between new knowledge and existing knowledge. Interacting with
thee input will also give learners opportunities to focus on meaning as a priority and
thenn see the form of the language (meaning-focused first, form-focused later). In
additionn to input, a focus must be placed on output. The output affected by learners'
andd context variables is a base from which learners will learn how to evaluate their
ownn language learning and from which a teacher can assess how much support a
studentt will need in future learning tasks. Task-based language learning is expected
too consider these SLA principles, manifesting through its approach, design and procedure. .
2.2.22.2.2

Task-based language learning

Approach.Approach. TBLL claims that learners discover the language system when they
communicate.. This claim is built upon the assumption that language is acquired
throughh communication (Howatt, 1984). Task-based learning focuses on learning
aboutabout how language works in discourse as an input to new language production; the
languagelanguage input is language data, spoken and written texts, rather than language
modelsmodels presented as targeted structures. The whole issue is how to design tasks
whichh help learners to use the language to learn it, in other words, to develop their
communicativee competence.
Design.Design. Tasks hold a central position in second language acquisition research and in
languagee pedagogy. Second language acquisition researchers and language teachers
usee "tasks" as instruments to investigate how second language learning takes place
andd what makes language learning successful respectively. They investigate which
typess of tasks contribute to the development of which kind of competence in learners.. No attempt is made to specify the teaching content in terms of a set of language
items.. Instead, what is designed is a set of "tasks" for learners to perform (Ellis,
1999),, and to learn from this performance. Therefore, it is essential to define what a
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taskk is so that curriculum developers and language educators can design genuine
taskss that stimulate language use.
WhatWhat is a task? Definitions of tasks abound in the literature (Long, 1985; Richards,
Piatt,, & Weber, 1985; Prabhu, 1987; Breen, 1989; Nunan, 1989; Willis, 1996; Lee,
2000;; Bygate, Skehan & Swain, 2001). There is no complete agreement in the field
off SLA research and language pedagogy on what exactly a task is. Various dimensionss of tasks are used to describe what a task is: (1) The scope of a task, (2) the perspectivespective from which a task is viewed, (3) the authenticity of the task, (4) the linguistictic skills required to perform the task, (5) the psychological processes involved in
tasktask performance and (6) the outcome of the task (Ellis, 2003).
Thee scope of a task refers to which kind of knowledge is required from learners
too perform the task, or which kind of knowledge should be developing in learners in
performingg the task. The scope of a task refers to the continuum of form-focused or
meaning-focused. meaning-focused.
Thee knowledge required could be non-linguistic or linguistic. In his definition of
task,, Long (1985) views a task as a piece of work undertaken for oneself or the others,, freely or with some reward such as painting a fence, dressing a child, making an
airlinee reservation or borrowing a book from the library. From Long's (ibid.) definition,, a task can require language to perform (i.e., making an airline reservation) or
requiree no linguistic knowledge (i.e., painting a fence). Nunan (1989) limits the
scopee of a task to the requirement of language use to do the task. He defines a communicativee task as a piece of classroom work which involves learners in comprehending,, manipulating, producing, or interacting in the target language while their
attentionn is principally focused on meaning rather than form. The task should also
havee a sense of completeness, being able to stand alone as a communicative act in its
ownn right (Nunan, 1989).
Focuss on form or focus on meaning is used as criteria to distinguish a language
activityactivity from task. While Breen's (1989) definition incorporates all kinds of languagee activity, including exercises as tasks, Nunan (1989) and Skehan (1996) restrictt the term "tasks" to activities where meaning is primary. The distinction betweenn a task and an exercise is clarified by Ellis (2003). In his view, both tasks and
exercisess are language activities. Tasks are activities that primarily call for meaningfocusedd language use; exercises are activities that primarily call for form-focused
languagee use. Widdowson (1998) further narrows the definition of task. Both tasks
andd exercises need to require learners to pay attention to both meaning and form.
Whatt distinguishes a task from an exercise is the kind of meaning involved.
Whereass a task is concerned with pragmatic meaning (the use of language in context),, an exercise is concerned with semantic meaning (the systematic meanings that
specificc forms can convey irrespective of context). However, Windowson's (ibid.)
argumentt is mainly based on the distinction between the terms "form-focused" and
"meaning-focused",, so the distinction is based on terminology alone (Ellis, 2003).
Implicitt in the distinction between task as a mean ing-focused activity and exercise
ass a form-focused activity, is the role of learners when performing these language
activities.. In doing tasks, learners work primarily as language users and in doing
exercises,, learners work primarily as language learners, which means that learners
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doo not always focus on meaning and act primarily as language users when performingg a task.
Thee perspective from which the task is viewed refers to whether a task is seen
fromm the task designers' or the task executors' point of view. Perhaps a task is designedd to encourage the focus on meaning but carrying it out, learners focus on form
moree than language use (displaying their knowledge of language). Prabhu (1987),
Breenn (1989), Nunan (1989), Lee (2000) and Ellis (2003) adopt the task-designer's
perspectivee to view tasks. They see them as "work plans" that intend to engage
learnerss in meaning-focused communication. In some definitions (i.e., Bachman &
Palmer,, 1996; Lee, 2000) rubrics in the plan of doing the task (e.g., the outcome of
thee task and the sequences of task execution to achieve the outcome) are specified.
Thee authenticity of the task refers to whether the activities correspond to real-life
orr at least manifest some relationship to real-world activities (Skehan, 1996) so that
uponupon completion of the task, learners can transfer the language they have learned
and/orr used while executing the tasks to perform real-world tasks. Activities that are
situationallyy authentic and/or seek to achieve interactional authenticity are classified
ass tasks (Ellis, 2003). One learns a foreign language to meet their authentic communicativee purposes. For this reason, tasks through which the target language is
learned/used,, aiming to transfer its use to real-life, should be labeled as sub-tasks,
whilee activities corresponding to real-life are labeled as tasks.
LanguageLanguage skills involved in performing the activities are not always explicitly
statedd in definitions of tasks. Long's (1985) activities require oral and written language.. Richards, Piatt and Weber (1985) explicitly state that a task "may or may not
involvee the production of language". Other authors on task-based teaching such as
Crookess and Gass (1993) and Bygate, Skehan and Swain (2001) assume that tasks
aree directed at oral, mainly speaking skills. Ellis (2003) explicitly states that activitiess involving any of the four language skills are tasks. If the purpose of a language
activityy is to help learners to learn (via using) the language, this activity must create
opportunitiess for them to use the four language skills so that they can learn how to
communicate.. Then the activity can be classified as a task.
AA cognitive dimension is embodied in executing language activities. In Nunan's
(1989)) definition, tasks involving learners in comprehending, manipulating, producingg or interacting in the target language only address the linguistic dimension of
tasks.. In Prabhu's (1987) definition, tasks should ideally involve learners in reasoning-makingg connections between pieces of information, deducing information and
evaluatingg information. Knowledge of the cognitive processing required in doing
taskss will help to design proper tasks that enhance second language acquisition.
Robinsonn (2001) proposes the variety of tasks in terms of their complexity of the
cognitivee demands that tasks require on the part of the learners. All authors deal
withh the outcomes of a task. Ellis (2003) distinguishes the outcome of the task from
thee aim of the task. The outcome concerns what learners arrive at upon completing
thee task (i.e., a story) and the aim "refers to the pedagogic purpose of the task, which
iss to elicit meaning-focused language use, receptive and/or productive" (Ellis, 2003:
8).. If the pedagogical purpose of the task were to elicit meaning-focused language
use,, both receptively and/or productively, we would say it is not enough for an activityy to be classified as the aim of the task. The pedagogical purpose of the task is to
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elicitt meaning-focused language use, both receptively and productively, and to elicit
textualtextual features of language input that learners have come across or have been presentedd to.
WorkingWorking definition. Various definitions of tasks focus on one or more of the six
mentionedd dimensions. One component of communicative competence, metacognitivee skills (strategic competence), has not yet been included. Therefore, tasks
thatt are used to develop communicative competence should create opportunities for
learnerss to get exposed to "rich" language input (authenticity) so that learners can
employy their cognitive skills (cognitive dimension) to interact and evaluate the input
andd opportunities for learners to use (negotiation of meaning) the four language
skillss integratively (scope, language skills), to plan how to do the task, monitor task
executionn (meta-cognitive skills), and to arrive at a real-life outcome, from which
learnerss can evaluate task execution to adjust later task executions.
Basedd on what has been examined, an activity that creates opportunities for
learnerss (motivates learners) to use the target language authentically (i.e., negotiatingg meaning, exchanging information on planning work, problem solving, evaluatingg language input and the effects of their performance) to execute real-life work
(forr oneself or for the other) is a task (Trinh & Rijlaarsdam, 2003). The target languagee is used for knowledge constructing and for knowledge activating. Knowledge
includess knowledge of the language and knowledge of other fields. In other words, a
genuinee language task must create an opportunity (i.e., a social context) in which
learnerss can practice real life language use, with interaction mainly with peers workingg together to fulfill that task and with self-evaluate task execution and to reflect on
theirr language learning.
Thee previous section has reviewed the scopes used in definitions of tasks found in
thee literature from 1985-2003. At the end of the previous section, I proposed a workingg definition of a task. The following section reviews research findings in the field
off SLA, which have proposed principles concerning designing tasks for effective
languagee learning.
DesigningDesigning tasks. Two theoretical accounts that contribute insights to designing tasks
aree the psycholinguistic approach and the socio-cultural approach (Ellis, 2000). The
psycholinguisticc approach perceives language acquisition as the product of processingg input and output and provides important information for planning task-based
teachingg and learning. Researchers from this approach (Long, 1983; Skehan, 1996;
1998)) establish the task features that have significant impact on the way learners
processs language in performance and, therefore, potentially, on how they acquire the
secondd language. The socio-cultural approach views language learning as socially
constructedd through interaction of one kind or another. This approach also illuminatess the kinds of improvisation that teachers and learners need to engage in during
task-basedd activity to promote communicative efficiency and SLA. Therefore, tasks
shouldd be executed in accordance with the personal dispositions and goals of individuall learners in specific settings.
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TheThe psycholinguistic approach. From a psycholinguistic perspective, a task is a vehiclee that guides learners to engage in certain types of information processing that
aree important for effective language use and/or language acquisition. This necessarilyy means that there are task features which are beneficial to language acquisition.
Withinn this perspective, different theoretical positions are held. The two most
prominentt are the Interaction Hypothesis (Long, 1983) and the cognitive approach
(Skehan,, 1996; 1998).
TheThe Interaction Hypothesis proposes that not all tasks are equally effective in
promotingg second language development. Tasks which generate more negotiations
ofof meaning (e.g., requesting clarifications, comprehension checks, confirmation
check,, and recasts) would help learners more effectively in the process of language
learning.. The Interaction Hypothesis suggests that (1) the more modifications in
interactionss lead to comprehensible input through decomposing or segmenting input,
thee more acquisition is facilitated, that (2) when learners receive feedback, acquisitionn is facilitated, and that (3) when learners are pushed to reformulate their own
utterances,, acquisition is promoted. Related to the Interaction Hypothesis is Swain's
(1985,, 1995) approach on the role that output can play in SLA. Swain (ibid.) suggestss that output serves learners to notice their linguistics gaps in their linguistic
knowledgee and thus triggers both analysis of input and their own existing internal
resources.. This involves what might be called the negotiation of form, an attempt to
determinee collaboratively which form to use in order to express meaning accurately
andd coherently. However, the results of Swain's research to date are not encouraging.. Swain and Lapkin (2000) found no effect of major task differences in the degree
off attention that second language learners paid to form.
Researcherss (e.g., Skehan, 1996; 1998) from the cognitive approach have examinedd learner production. When exploring the effectiveness of tasks to language development,, these researchers are concerned with the cognitive demands tasks place
onn language learners. They are also concerned with the effects of these demands on
learnerr performances, namely accuracy, fluency and complexity (i.e., structures and
vocabularyy used). Research findings (Foster & Skehan, 1996; 1999; Skehan & Foster,, 1997; 2001) reveal that 1) if the topic is very familiar, students will tend to be
fluentt with greater accuracy, 2) interactive tasks produce more accuracy and complexityy while monologic tasks lead to more fluency, 3) if the task involves some
negotiationnegotiation of outcomes and give a justification for it, this leads to greater complexityy of language use, and 4) tasks with overall structure (i.e., planning) for students to
followw have a clear influence on the learners' fluency and some influence on accuracy.. A good task should take into account all these findings to develop learner's
fluency,, complexity and accuracy.
Williss (1996) and Skehan (1998) propose principles for task design. Willis (ibid.)
suggestss the provision ofinput, language use and language focus at some points in a
tasktask cycle. Skehan's (ibid.) task design starts from the section of a range of targeted
structuresstructures (not a single target structure as proposed in the notional and functional
syllabuss of the CLT). The use of targeted structures will be supported by the choice
ofof task and conditions in which the task is implemented. A priority in task-based
approachess is to mobilize learners' meta-cognitive resources, to keep track of what
iss being learned and what remains to be learned. Principles for task design proposed
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byy Willis (1996) are in line with the aim to develop communicative competence, but
aree not sufficient to enhance the development strategic competence. Developing
learners'' metacognitive skills is part of Skehan's (1998) model. However, Skehan' s
(1998)) first principle concerned with the selection of a range of targeted structures
onn which tasks will be developed can be inferred from his view of language learning
ass learning the linguistic system and language learning as an ordered and orderly
processprocess (Tong, 1999).
Thee psycholinguistic approach serves to identify features of task design and task
implementationn with the potential to impact on L2 performance and on SLA. However,, three apparent weaknesses of the cognitive approach to task-based learning can
bee observed. First, the direct relationship between task design and second language
acquisitionn is not observed because research in the field is cross-sectional. The direct
relationshipp between the features of tasks, task implementation and second language
acquisitionn must be examined longitudinally so that research findings in this domain
wouldd be more valid than they have been. Second, learner factors such as motivation
orr linguistic and cultural background are not taken into consideration. Third, the
approachh does not take into account the setting (authenticity) where the task is performed.. A task in a do-as-if setting is certainly performed in a different way than in
ann authentic situation, which can bring about different outcomes on learners' languagee achievement and the learners' self-regulated learning.
TheThe socio-cultural approach. One of the central claims of the researchers from the
socio-culturall approach (e.g., Swain & Lapkin, 1998) to TBLL is that learners coconstructt the activity they engage in according to their socio-historical background
andd locally determined goals (Ellis, 2000). To perform a task, learners have to interprett it and put effort into orienting the task and establishing the goals to perform it.
LittlewoodLittlewood (1992) strongly supports the position put forward by the socio-cultural
approach.. To him, tasks should concern the level of learner's active involvement in
performingg the task. To achieve learners' active involvement in doing the task,
learnerr autonomy should be developed (Little, 1991) and interactive learning via
interactionss of learners with their social environment should be carried out. Learners
wouldd be actively involved in learning as long as the space for personal contribution
isis provided. To accommodate personal contribution, language learners might choose
thee learning content and learning methods to achieve their learning goals. To gain
learners'' active involvement, the affective and social conditions in which language
developmentt takes place must be created. These conditions support the claim that
learninglearning arises in interactions with others. Learners succeed in performing a task
withh the assistance of another and they then internalize this task so that they can
performm it unassisted. Interactions mediate learning. To perform new tasks, learners
aree scaffolded by participants. It is clear why interactions, from the socio-cultural
perspective,, must play a role in succeeding in learning a language.
Whilee researchers in the psycholinguistic approach emphasize the role of task
featuress in task performance and in second language acquisition, the researchers in
thee socio-cultural approach are interested in how learners perform the task and how
successs in task performance contributes to the acquisition of the target language.
Thee focus on the process and product of task performance of the socio-cultural ap-
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proachh indicates the emphasis on the role of reflection on task execution in second
languagee acquisition (e.g., how learning arises out of task performance). This is the
strongg point of the socio-cultural perspective. Tasks in task-based learning, therefore,, should include reflective activities that stimulate task executors to look back at
howw they have planned, monitored and performed the task.
However,, the socio-cultural approach exposes shortcomings. Studies in this approachh lack longitudinal evidence. Task features have not been given a big role in
socio-culturall approach. Research findings from a psychological approach have
provedd that certain task features enhance task performance contributing to second
languagee acquisition.
Too summarize, whereas researchers from the psycholinguistic approach contribute to
thee planning of language teaching, in other words, assisting the design of tasks, researcherss from the socio-cultural approach contribute to the understanding that an
activityy arising from a task might not be as was planned, due to participants adapting
too the task. This also illuminates how teachers can improvise activities that help
learnerss to achieve language skills. From a pedagogical perspective, the two approachess are inseparable. They mutually inform task-based language learning.
Therefore,, a language program based on the task-based approach should address the
planningplanning and improvising dimension of teaching and learning. The combination of
thee two approaches suggest principles in designing tasks which include the provision
ofof input, choice, interaction (affective and social conditions), task structure, output
(negotiatedd task outcome, language use), reflection on input and output. A resulting
questionn is what constitutes a sound framework comprising task-types, topics and
taskk sequencing (Ellis, 2003) for designing a task-based language-learning syllabus.
Task-type.Task-type. Willis (1996) proposes six types of tasks: Listing (e.g., brainstorming,
fact-finding),, ordering and sorting (e.g., sequencing items, classifying items) comparingparing (e.g., finding similarities,) problem solving (e.g., requiring executors' intellectuall and reasoning power), sharing personal experiences (e.g., talking about oneself,
sharingg one's experiences with others), and creative tasks (e.g., projects involving
pairss or groups of learners in free creative work). Of the six types of tasks, creative
taskstasks show as allowing more interactions than any other task type and more personal
involvementt by providing more choices for learners in performing the task.
Topics.Topics. Decisions on what students will be asked to communicate about should be
considered.. Thus, a key element in the design of the tasks must be the choice of
thematicthematic content (Ellis, 2003). The theme generator by Estaire and Zanón (1994)
specifiess themes that are found to be most relevant to learners: (1) Students, (2)
Homes,Homes, (3) School life, and (4) The world around us.
TaskTask sequencing. Tasks must match learners' level of development. Important criteriaa for sequencing the tasks are (I) allowing learners to make informed choices
whenn they do the tasks and (2) the thematic content of relevant tasks because learnerss will be the ones who know what fits themm best.
Too summarize, the development of communicative competence is strengthened with
thee support of tasks that create opportunities for learners to work together to fulfill
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freee creative work (project work), to interact and evaluate the input, to actively get
involvedd in performing the tasks and to reflect on the input and output. The themes
mustt be relevant to learners. How such a task-based syllabus is realized in the classroomm will be discussed in the next section, procedure.
Procedure.Procedure. In this section of procedure, I will review the three procedures for taskbasedd language learning lessons put forward by Willis (1996), Skehan (1998) and
Erreyy & Schollaert (2003).
Willis'Willis' (1996) procedure. Willis (1996) proposes three stages in task-based teaching:
Pre-task,Pre-task, task-cycle and language-focus. In the pre-task stage, the teacher introduces
thee topic and the task. Then the teacher explores the topic with the class, highlights
usefull words and phrases, and helps students understand task instructions and preparee adequately. Students may hear a recording of others doing a similar task. In the
tasktask cycle, students do the tasks in pairs or small groups. The teacher monitors at a
distance.. Students prepare the report for the whole class (orally or in writing) includingg how they did the task, their decisions or discoveries. Then groups present their
reportss to the class or exchange written reports and compare results. In the language
focusfocus stage, students examine and discuss features of the text and then the teacher
supervisess the practice of new words, phrases and patterns occurring in the data (input). .
Thiss procedure shows two strengths. First, in the pre-task stage, the introduction
andd exploration of the task topic, task instructions, useful words and phrases for task
executionn and even exposure to input are all set out. Second, in the task-cycle, studentss work together to do the task, creating negotiations when using the language
andd doing the tasks, and they use the language authentically to talk about the output,
whichh involves providing opportunities to develop fluency, accuracy and complexity.. So active involvement of students is satisfying.
However,, Willis' (ibid.) procedure shows two shortcomings, namely the languagee focus stage. First, there is the lack of opportunity for learners to evaluate the
linguisticc input so that they do not discover whether their exposure to or interaction
withh the input is effective in their task execution and on their target language use.
Second,Second, language structures are instruments to help language learners fulfill their
communicativee needs (production) rather than to fulfill learners' perception (i.e.,
understandingg or even mastering language structures). As a result, language focus
shouldd be on what learners have failed to use when they executed the task and
shouldd follow reflection on language use during task execution and after reporting
thee results of doing the task.
Skehan'sSkehan's (1998)procedure. Skehan (1998) proposes three stages: (1) The pre-task
stage,, (2) the during-task phase, and (3) post-task activities.
Thee pre-task phase focuses on the language. It aims at introducing new language,
mobilizingg it, recycling it, easing the processing load and pushing learners to interprett tasks in a more demanding way. In the pre-task stage, activities including teaching,, consciousness raising and planning are conducted. Teaching aims at introducing
andd perhaps restructuring the new language. It could be deductive and explicit or
inductivee and implicit to introduce new language to learners' interlanguage system
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orr to achieve restructuring of the underlying language system respectively. Consciousness-raisingg activities can reduce cognitive complexity (e.g., learners could
observee similar tasks being completed by someone else or could be given related
pre-taskss to do, or learners could take roles in similar tasks). Planning time aims to
achievee fluency, accuracy and complexity. If task executors have time for planning
theirr task execution, fluency, accuracy and complexity for the task outcomes concerningg language production will be enhanced.
Inn the during-task phase, the manner (i.e., manipulations: Time pressure, modality,, support, control) in which a task is done affect learners' attention when performingg the task and refers to pedagogic decisions affecting learners' focus of attention
throughh extended task procedures.
Thee post-task phase includes activities aiming to alter attentional balance, reflectiontion and consolidation. Attentional balance refers to the degree to which form is
focusedd on, so that the principal effect will be on accuracy. Reflection and consolidationdation are to encourage learners to restructure and to use the task and task performancee as input to identify shortcomings and to develop language to handle these
shortcomingss in the underlying interlanguage system.
Prominentt in Skehan's (1998) procedure are the methods of organizing communicativelyy oriented instructions that balance the concerns for form and meaning. To
achievee this balance, task difficulty, the selective effects of tasks, the effects of the
conditionss in which the task has been implemented, and the chances of achieving a
productivee balance between form and meaning are cited for example.
Skehan'ss (ibid.) suggestion on starting the pre-task stage by teaching the new
languagee needs to be questioned. Does what is taught in this stage suits learners1
communicativee needs? In this light, Skehan's (1998) fundamental assumption is
learninglearning to use the language. As indicated earlier, what is included in a "learning to
usee the language" paradigm does not ensure what learners need in their authentic
communication.. A strong point in Skehan's (ibid.) procedure is the reflection and
consolidationn in the post-task activities that create opportunities for learners to identifyy shortcomings and develop the interlanguage system to handle these shortcomings.. However, what lacks in Skehan's (ibid.) reflection and consolidation activities
iss that the focus is on the aim to learn the target language only, not on the learning
experiencesexperiences with the target language. In other words, reflection activities just focus
onn learning a language as a product, not as a process.
ErreyErrey & Schollaert' s (2003) (the TABASCO) procedure. The most comprehensive
proceduree for task-based language learning is from Errey & Schollaert (2003). Their
taskk cycle consists of seven stages.
1)) Pre-task concept focus. In this stage, teachers' attention is drawn to how
be-executedd tasks could fit in most effectively with wider pedagogic aims
quencess in the curriculum. The focus is also on task challenge, potential for
learners'' involvement and developing learners' motivation. The flexibility
taskk is also considered at this stage.
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2)2) Deciding on the task. This stage requires teacher and learners to decide on tasks
relevantt to learners together, which is seen as motivating learners to get involved in
carryingg out the tasks. In other words, it is the content or the what of the task.
3)3) Negotiating the task process. This stage relates to the procedure that will be used
too execute the task. In other words, this is the how of the task. Collaborative decisionss from learners and the teacher are unpredictable and dependent on the interactionss between them. As long as learners get involved in doing the tasks, they will
negotiatee - with or without teacher's assistance - the decisions regarding learning
goals/learningg outcomes. These decisions are the basis for later self-evaluation. Negotiationss and decisions need to be explicitly clarified to learners so that they can
understandd the link between performing the task and the development of their communicativee competence.
4)) Doing the task/Working out the process. This stage is concerned with the role of
thee teacher, when the task is in execution and the breakdown of tasks into sub-tasks
aimedd at strengthening the participation of each individual learner. Research has
indicatedd which task features (task topics, interactive tasks, monologic tasks, negotiationn of outcomes, tasks with overall structure) influence the level of task difficulty
andd which task features push learners to higher performances in accuracy, fluency
andand complexity (see the section Designing tasks in task-based teaching in this book).
Basedd on these research findings, teachers can influence the task choice of learners
ass well as the task size so that they can stimulate a more effective progress.
5)) Sharing, bringing back, reporting to the bigger class. At this stage, learners have a
sensee of achievement and ownership, upon finishing the task phase, because they
cann bring the results of their work back to their peers. They can learn from peer
feedbackk on their work and from others' contributions. The sharing stage is a good
timee to enable the teacher and students to use the less pressured environment of the
classroomm to focus on the language as a system that can strengthen language use.
Thee sharing stage is also a good time for learners to return to, consolidate and extendd what they have encountered.
6)6) Feedback and reflection process. At this stage, teachers give feedback and learnerss focus on goal setting and the results of task execution. It is at this stage that
learnerss can go from particular to general. Learners can be drawn away from the
attentionn they paid to language elements in the task, to reflect on, systemize and integratee language in such a way that it is recalled more effectively in future learning.
Thee overriding aim is to engineer a focus on form, but the particular emphasis is to
bringg out the idea of language as a system.
7)) Redrafting, carrying through and peer evaluation cycle. Learners consolidate what
theyy have done right in the previous stage to make sure that the results of the task
executionn actually become part of their interlanguage capacity and become used as
opposedd to simply being known. This stage consolidates not simply language learningg but also knowledge about language learning (i.e., metacognitive knowledge),
becausee learners are able to reflect as learners and decision-makers on their own
learning.. This is most relevant for future learning. It is in this final stage that learn-
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erss need to be most self-aware and to recognize their accomplishments, but able to
evaluatee what has worked and what will need to be done in the future. Learners do
nott simply learn what teachers teach. They have to gain insights into themselves as
learnerss and into what they have to improve. This is the only way in which they can
takee effective responsibility for their future learning.
Thee stages proposed in the TABASCO task procedure shows to be more comprehensivee than Willis' (1996) and Skehan's (1998) procedure in two areas. First,
learnerss are provided with choices of or with negotiations on what task to do and
howw to do that task, so opportunities for authentic interactions among learners themselvess and that with the teacher and for the development of learner autonomy are
guaranteedd (e.g.,, as in stages 1, 2, 3, 4 and 5). Second, learners have opportunities to
reflectt on their task of learning the language and the learning process (e.g., as in
stagess 6 and 7). The TABASCO procedure shows to be feasible; however, it is not
specificc in stating on which kinds of research each stage in the procedure is based
on. .
Thee seven stages of the TABASCO task procedure manifests the three main
stagess of planning, monitoring and evaluating. In the planning stage, learners in
groupss plan what kind of tasks they like to do (the size, the purpose), depending on
theirr communicative needs and how to do that (with what kind of support, with what
kindd of resources as sub-tasks). In the monitoring stage, groups of learners will executee the task they have chosen for their group in the manner they have decided (with
supportt from the teacher if learners think they need it) and they will report their task
executionn to other groups in front of the class. In the evaluation phase, students will
self-evaluatee their task execution and language-learning task. This phase also includess peer evaluation. Learners will reflect on their self-evaluation and peer evaluationn to adjust themselves to future task executions and language learning, when
genuinee learning occurs.
3..

CONCLUSION

Task-basedd language learning, with its syllabus organized around tasks that provide
input,input, interactions, task structure, output, and reflection on input and output, having
thee principles firmly grounded in the field of SLA and research into the effectivenesss of tasks, is theoretically sounder than Communicative Language Teaching in
termss of developing learners' communicative competence.
Thee strength of the task-based approach to language learning is that language is
freedd to assume its natural role of the medium rather than the message. When workingg on a negotiated project, each student will approach the learning task in his or her
ownn way (i.e., exercising choices of learning content and learning strategies), which
meanss to take control of their own learning, but in cooperation with others. The
teacherr is there to guide, to offer alternatives, to suggest and to discuss with students.. In such a situation, students are involved affectively, socially, cognitively and
meta-cognitivelyy in a way that is difficult to replicate in standard classroom settings.
Thee task-based approach offers opportunities for learners to take control over their
learningg management, learning content and cognitive processes, or in other words, to
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developp their learner autonomy. This is to say, task-based language learning fits the
aimm of developing learner autonomy and communicative competence.
Thee type of tasks that allows learners to choose the "what" and "how" of the task
iss the creative work in the form of project work proposed by Willis (1996). Project
workk also creates authentic interactions in planning how to do the task, in performingg the task, in evaluating task performances, and in setting up future task executionss between learners when working in groups and between learners and teacher
whenn learners are supported by the teacher.
Thee theme of the task should be relevant to learners to enhance learners' involvementt in doing the tasks and to reduce the task difficulty. Estaire and Zanón
(1994)) specified themes that are found to be most relevant to learners (1) Students,
(2)(2) Homes, (3) School Life, and (4) The World around Us.
Soundd procedures for task-based lessons must include all the principles that aim
too develop learners' communicative competence. The task procedure proposed by
Erreyy & Schollaert (2003) is comprehensive in making the goal of communicative
competencee achievable. The procedure of task-based language lessons can be summarizedd as consisting of three phases: Planning, executing and evaluating the task of
languagee learning and the experience of task execution.
Sectionn 3 concluded that the task-based language learning fits the aims of developingg learner autonomy and communicative competence. The following section will
summarizee the parameters implemented in designing a curriculum aiming at developingg leaner autonomy and communicative competence.
4..

TWO PARAMETERS FOR A CURRICULUM AIMING AT DEVELOPING
LEARNERR AUTONOMY AND COMMUNICATIVE COMPETENCE

Onee learns to use a target language by using it (Little, 2000b; Le, 2004; personal
communication).. Communicative competence in a second or foreign language is
developedd through using the target language to communicate (Coyle, 2000). Communicativee competence is part of what learners are aiming at. In response to this
aim,, curriculum developers and classroom practitioners should, even must, ensure
thatt learners have every opportunity to use the target language to learn it. Therefore,, it is essential that the target language is the usual medium of classroom communication. .
Thee goal of all learning is that the learner should acquire knowledge and/or skills
thatt she can deploy independently of the immediate context of learning. In other
words,, the true measure of success in learning is the extent to which the learner
achievess autonomy. Experiences with using the language to learn it help language
userss and learners coping with unfamiliar interactional situations and new discourse
typess that language users face in daily communication. Therefore, the paradigm of
usingg the target language to learn it could fit the aim of developing learner autonomy. .
AA language curriculum and its corresponding teaching approach aiming at developingg learner autonomy and communicative competence should be developed
aroundd tasks. Such tasks should create opportunities for learners to use the target
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languagee to learn it and to learn how to learn the language. An ideal type of tasks
thatt would offer the mentioned opportunities is the project work.
Fromm the psycholinguistic perspective to task design (as discussed in section
2.2.2,, chapter 3), two curriculum development specifications emerge: Interactions
andd task features. In a curriculum aiming at developing communicative competence
aa task must create opportunities for authentic interactions among task executors.
Taskk features (e.g., topics, negotiation of the outcomes, overall planning) must enhancee task executors' language fluency, complexity, and accuracy.
Fromm the socio-cultural approach to task design (as discussed in section 2.2.2,
chapterr 3) and the curriculum-based and teacher-based approaches (as discussed in
sectionn 2.2, chapter 4), a third curriculum specification is choice. The pedagogy of
choicechoice would motivate students to get involved in their learning, which necessarily
impliess that the control of learning is passed to students from the teachers. The
learner-basedd approaches to developing learner autonomy (as discussed in section
2.2,, chapter 4) propose the fourth specification, "learner development". Learner
developmentdevelopment aims to promote learners' behavioral and psychological developments
(i.e.,, affective, social, cognitive and meta-cognitive skills) to help them take control
overr their learning. That leaves us with four design specifications of a language curriculumm for communicative competence and learner autonomy: Learner choice, interactions,teractions, task features and learner development.
Too achieve the aims of developing learner autonomy and communicative competence,, the curriculum should be constructed around tasks, namely language projects.
Whenn designing the language projects in the intended curriculum, I considered task
featuress such as topics, interactiveness, the negotiation of the task outcomes and the
opportunitiess for making the overall planning of the task. Learner development is
alsoo included in the language projects in which students can negotiate the outcomes
off the tasks (i.e., using and developing social, affective strategies), making overall
planningg of the tasks (i.e., using and developing cognitive and meta-cognitive strategies).. Therefore, the two parameters "task features" and "learner development" are
operationalizedd in the tasks themselves. Choice, a prerequisite to learner autonomy,
manifestss learning content (i.e., the themes or topic of the task, the outcomes) and
thee learning methodology (i.e., overall planning, learner development). Therefore,
choicee is the umbrella parameter of task features and learner development. Choice is
thee prerequisite to the development of learner autonomy. The psychological approachh maintains that interactions in the target language create opportunities for
languagee learners to make negotiations of meaning which will bring about language
acquisition.. Therefore, interaction is hypothesized to facilitate second language acquisition.. In sum, the two parameters choice and interaction are assumed the leading
parameterss in the curriculum aiming for learner autonomy and communicative competence.. In the next chapter, we will describe the two parameters choice and interactionss in more detail and describe how these two parameters have been operationalizedd in designing the intended curriculum which is implemented in experiment 1.

CHAPTERR 5

THEE INTENDED CURRICULUM

Inn chapters 3 and 4, I investigated the teaching methods and the parameters of a curriculum aiming at
stimulatingg learner autonomy and communicative competence. The investigation revealed that the taskbasedd language learning probably fits that aim the best. To achieve the aim, a curriculum should be constructedd around tasks. The tasks must create the opportunities for students to make choices and create
interactionn in the target language when they work on the tasks. Choice is manifested by the students'
decisionss on the task features (e.g., themes, outcomes and the overall plan of doing the task) and decisionss on learner development (e.g., social, affective, cognitive and meta-cognitive strategies). With choice
ass a parameter, the tasks designed aim to (1) create opportunities for students to choose the theme, (2) to
negotiatee the outcomes of the tasks, and (3) to make an overall plan of doing the tasks by experimenting
withh social, affective, cognitive and meta-cognitive strategies. According to the Interaction Hypothesis
(Long,, 1983), interaction in the target language is hypothesized to generate the negotiations of meanings
whichh facilitate the acquisition of the language. In this chapter, I will first elaborate choice and interactiontion as the two key design parameters of the intended curriculum. I will then describe how these parameterss were operationalized when I designed that curriculum.

1.. THE TWO KEY DESIGN PARAMETERS
1.11.1 Choices
"Itt is a truism that learning has to be done by the learner. This means that teaching cannott cause or force learning; at best it can encourage and guide learning. The impetus for
learningg must come from the learner, who must want to learn, either because of a naturall human propensity to do so, or because of an interest in the material" (van Lier, 1996:
12). .

Itt should be recalled that the central claim of the researchers (e.g., Swain & Lapkin,
1998;; Littlewood, 1992) from the socio-cultural approach to task-based language
learningg (TBLL) was that learners construct the activity they engage in according to
theirr socio-historical background. To promote learners' personal involvement and
activee participation, the curriculum should be built around the tasks which are relevantt to the learners' interests. Learners' interests are best promoted by learner
choicee (Lee, 1998; Cotterall, 2000). Making choices would result in a higher level of
intrinsicc motivation because then learners can experience ownership of their learning.. Choice would also stimulate the development of self-regulation because learnerss have opportunities to take control of their learning (via their planning, monitoringg and self-evaluating their learning). When learners take over the control of their
learning,, their attitudes to autonomous learning would be enhanced. In other words,
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choicess might enhance learner autonomy. It is assumed that autonomous learners
makee better language learners (Little, 2000a). For this reason, I make choice one of
thee key parameters for a curriculum stimulating learner autonomy and communicativee competence. Choices are manifested by the students' decisions on the task featuress and learning strategies operationalized in the intended curriculum (i.e., choices
off learning content and learning strategies). In the following section, I will elaborate
choicechoice of learning content and choice of learning strategies, beginning with the
manifestationss and the benefits of making these choices.
1.1.11.1.1 Choice of learning content
Researchh findings (Foster & Skehan, 1996; 1999 and Skehan & Foster, 1997; 2001)
indicatedd that task features such as topics, negotiated outcomes and overall planning
contributee to a balanced development of the outcome of language learning: Fluency,
complexityy and accuracy. To arrive at this learning outcome, learners go through the
processs of selecting the content to learn, performing authentic communications
whenwhen planning the task, and setting the learning goals via negotiating the task outcomes.comes. This process of learning manifests the means needed to stimulate the developmentt of learner autonomy and communicative competence. Drawing on these
researchh findings, tasks in language curricula aiming at stimulating learner autonomyy and communicative competence should provide learners with the choice of
learningg content.
Choicee of learning content allows learners to select the materials (used as subtasks)) to complete the tasks (i.e., the main tasks). This choice generates opportunitiess for them to expose to the language input and to the way of doing the similar
taskss (e.g., reading the student guide of a certain university to learn the way to completee the task of writing a student guide) so that it will help them to complete the
mainn task. The provision of opportunities for learners to select the learning content
embodiedd in selecting the topic and the outcome of the task performance relevant to
theirr interests will enhance their motivation to learn.
1.1.21.1.2 Choice of learning strategies
Regardingg learning strategies, the curriculum attempts to create opportunities for
learnerss to experiment with affective, social, cognitive and meta-cognitive strategies.
Thiss is to say choice of learning strategies is manifested by the learners' selection of
cognitive,, meta-cognitive, social and affective strategies to use when they work on
thee tasks. Experimenting with these types of strategies, students will learn which
oness will work best for their learning.
Learnerss may use meta-cognitive strategies in self-managing their learning. They
aree manifested in learners' planning for their learning, monitoring the learning task
andd evaluating how well one has learned. They aim at strengthening learners' thinkinging about their learning process.
Sociall and affective strategies include the manners in which learners interact
withh others and control themselves to enhance their learning. Social strategies are
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aimedd at strengthening the cooperation among learners. They are manifested how
thee learners ask questions for clarifications and corrections and how they cooperate
withh their peers and the target language users. Affective strategies help learners to
enhancee self-confidence and motivation by lowering one's anxiety.
Cognitivee approaches to language acquisition assume a key role of attention
(Tomlinn & Villa, 1994) in second language acquisition. Reflection strengthens the
learners'' attention. The curriculum should provide students with stimuli and opportunitiess to reflect on the strategies they tried out. Then they may learn from their
successess and failures in their attempts to use the language to learn it.
Providingg students with the opportunities to experiment with these learning
strategiess (i.e., learner development) is aimed at observing the production of behaviorall and psychological changes in order to enable students to take great control over
theirr learning. Grounded in the traditions of self-directed language learning (SDLL)
andd learner strategies in language learning (LSLL), learner autonomy aims at stimulatingg learner autonomy and communicative competence respectively. Section 2.2.3
inn chapter 4 of this book reviewed the various approaches to learner development.
Too achieve the aim of developing learner autonomy and communicative competence,, learner development should be promoted in the light of the integrated and
self-directedself-directed approaches. The integrated approach treats learner development as a
by-productby-product of language learning. The self-directed approaches encourage learners to
trainn themselves through reflecting on self-directed learning activities. These two
approachess create opportunities for students to interact in the target language and
mayy enhance the learners' interaction in the target language while they may also
helpp them to learn and think about their learning.
Choicee of learning strategies may enhance the students' self-regulation. Students
mayy plan their learning in the way they think fits their learning needs and their objectivess the best. Based on what they have planned, students will have opportunities
too acquire the skills of monitoring and evaluating the plan they choose. As a result,
theyy train their self-regulation. The more self-regulated they become, the more confidentlyy and independently they are able to solve learning problems and do learning
tasks. .
ChoiceChoice as a key design parameter was elaborated in the previous section. Choice
off learning content will enhance the learner's motivation to learn. Choice of learning
strategiess will enhance the learner's self-regulation, which stimulates learners to
takee control over their learning. In other words, choice will stimulate learner autonomy.. The more autonomous, the better the language learners are. Therefore, stimulatingg learner autonomy is also aimed at enhancing communicative competence. As
indicatedd by the research finding in the field of second language acquisition (e.g.,
Long,, 1983), the curriculum should create the opportunities for learners to use the
targett language because interactions in the target language will create opportunities
forr them to negotiate the meanings. These negotiations will help learners to acquire
thee language. In other words, interactions in the target language stimulate the developmentt of communicative competence. Interacting with the teacher or peers about
learningg problems that a learner faces and seeks assistance for (i.e., scaffolding), will
helpp the learners to learn to solve their problems. The experiences of solving problemss first with or later without scaffolding will help the learner develop their level of
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independentt problem solving. In this way, interactions stimulate learner autonomy.
Thee following sections will discuss interaction as the other parameter of the curriculumm stimulating communicative competence and learner autonomy.
1.21.2 Interaction
Thee aim of creating interaction in the target language is to stimulate learners' communicativee competence and learner autonomy.
Thee Interaction Hypothesis (Long, 1983) proposes that the tasks which generate
negotiationsnegotiations of meaning (e.g., requesting clarifications, comprehension checks, confirmationn checks, recasts) would help learners acquire the second language. Modificationss in interaction lead to comprehensible input (e.g., through decomposing or
segmentingg input) and facilitate language acquisition. Through interactions in the
targett language, learners' communicative competence is developed. Adding to the
rolee of interaction in language learning, Rijlaarsdam (2002) proposed that interactionss function as a means and as a target of language education. As a means, the
targett language should be the main medium of communication. Interactions in the
targett language will create opportunities for students to experiment with the languagee and learn what works and what does not work for them in terms of communicativee effectiveness. Through their successes and failures in using the target language,, learners will acquire the target language. As a target, learning and teaching a
foreignn language means learning and teaching communication. Therefore, the aim of
learninglearning and teaching the target language is achieved when learners learn how to
interactt with one another in the target language.
Vygotskyy (1978) elaborated the function of interactions by his zone of proximal
developmentdevelopment (ZPD) theory. He assumed that, at a given point of time, there are
thingss in the so-called area of self-regulated action where learners can do them confidentlyy on their own. Beyond this area of self-regulated action, there is a range of
knowledgee and skills that learners only can access with someone's assistance. For
learnerss to develop their learning by developing their level of independent problem
solving,solving, an effective language curriculum should create interaction via tutorials, pair
workk and group work to offer learners the scaffolding they need. This scaffold will
enablee learners to reach as far as they can into their zone of proximal development.
Inn other words, these interactions would develop the learners' ability to be independentt of the teacher in learning. Sharing Vygotsky's (1978) ZPD theory, Little
(2000a)) supported the promotion of interactions in a language curriculum. In groupwork,, learner autonomy is a matter of developing and exercising capacity for independentt learning behavior in interactions with other learners.
Languagee education is enhanced by engagement, intrinsic motivation and selfdetermination,, which are promoted by interactions (Clark, 1987). Drawing on
Clark'ss (1987) argument, a language curriculum should create opportunities for interactionss between student(s)-students and teacher-student(s). From these interactions,, students' intrinsic motivation and self-determination develop. In section 2.2.2,
chapterr 4 of this book, I proposed a working definition of tasks. I define a task as
ann activity that creates opportunities for learners (motivates learners) to use the target
languagee authentically (e.g., negotiating the meaning, exchanging information on plan-
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ningg work, problem solving, evaluating language input and the effects of their performance)) to execute real-life work (for oneself or for the other).

Fromm this working definition, I assume that the use of the target language assists the
learnerss to activate and construct the knowledge of the language (e.g., pragmalinguistic,, textual, socio-cultural, and linguistic) and of other fields (e.g., education,
environmentt ...). A language task should generate an environment for learners to
usee the language authentically (e.g., interacting with peers when working together to
completee the task, to self-evaluate their task execution and to reflect on their languagee learning).
Too conclude, the curriculum bound by choice and interaction is aimed at stimulating
thee enhancement of students' autonomy and communicative competence. In section
11 of this chapter, choice and interaction as the two key design parameters of focus in
aa curriculum focusing on stimulating learner autonomy and communicative competencee were elaborated. In section 2, I will describe how these two parameters were
operationall ized in developing the intended curriculum.
2..

THE INTENDED CURRICULUM

2.12.1 Aims
Thee primary aim of the intended curriculum is to create opportunities for learners to
enhancee their learner autonomy and communicative competence. To corroborate
thesee two variables, I designed the tasks consisting of activities for learners to use
thee target language to acquire it. The tasks also provide learners with opportunities
too choose and experiment with the type of learning strategies (i.e., learner development)) they think fit their learning styles the best.
2.22.2 Constructing the intended curriculum
2.2.12.2.1

Tasks

Thee construction of the intended curriculum was the design of tasks. The design of
taskss included the design of the main tasks, sub-tasks and learning activities.
MainMain tasks. In chapters 3 and 4 of this book, I argued that Willis' (1996) creative
tasktask is the type of task which seems to create more interactions between the learners
andd teacher-learners while learners work on the tasks than other types of tasks.
Willis'' (ibid.) creative work also generates room for personal involvement by providingg more choices for learners to make while they perform these tasks than other
typess of task. The manifestation of creative work is project work. As a result, project
workk takes the role of the main tasks within the intended curriculum.
Inn the intended curriculum, for each unit, the main tasks are "open" tasks. In
thesee open tasks, no "predetermined solutions" to the completion of the tasks are
offered:: Students may choose the topic to focus on, and may choose the learning
strategiess to complete the task. These "open" tasks also create opportunities for stu-
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dentss to negotiate with their group members and the teacher on the outcomes of the
taskss they set themselves.
Unitt projects A Guide to First-Year Students of English in Can Tho University
(Unitt 1), A Travel Brochure (Unit 2), A Profile on Critical Issues of Your Communitynity (Unit 3), A Journal on "Housing and the Family" (Unit 4), and A Vietnamese
TraditionalTraditional or Foreign Recipe (Unit 5) were developed as the main task in the intendedd curriculum. These projects were based on themes indicated to be most relevantt to the students' interest and life experience: School Life, Nature, The Community,, Housing and the Family, and Food respectively.
Sub-tasks.Sub-tasks. To support students to complete the main task, a series of sub-tasks were
designedd to guide the students when choosing between the alternative sub-tasks or
differentt ways of doing the same task. As the course moves on, more global tasks
havee been developed (e.g., with less support in terms of materials used as sub-tasks
recommended)) so that students can gradually learn to become independent of the
teacher. .
LearningLearning activities. Learning activities in all units are conducted in pair and group
workk most of the time. These activities included students' choice of the content of
focuss and of the strategies to complete the tasks. In pairs and in groups, students are
providedd with an environment to use the target language authentically. Doing the
taskk includes planning, executing, and evaluating the task performance.
Planningg is manifested by students' decisions on the content to focus on in the
mainn task and the way to complete this task. For example in unit 1, the main task
requiress the students to complete "a student guide" to students at CTU. In a group,
studentss may plan which contents (e.g., academics, entertainment, accommodation,
...)) will be included in their student guide and they may plan how they are going to
completee their student guide (e.g., reading the websites, interviewing senior students
forr information about the university,...).
Executingg refers to doing the sub-tasks such as reading a paper or listening to a
piecee of news or watching a topical television program, which leads to insights into
completingg the main task.
Uponn doing a sub-task or completing the main task, students will have the opportunityy to reflect on the contribution of doing that sub-task to the completion of the
mainn task (e.g., how the reading of a student guide of a certain university helped
studentss to complete the student guide of their own university). Reflection also includess the students' self-evaluating whether they are satisfied with the results of
theirr task execution. If they are dissatisfied with them, they would think of possible
measuress to improve their performance for the next task execution. In addition to the
designn of the main tasks and sub-tasks, activities for reflection on action and reflectionn in action were developed at the end of the completion of each main task. For
example,, in unit 2, after students watch the video about New York City, they got
involvedd in reflecting on the organization, content and English language used in this
video,, so that they could use these insights in completing their main task "designing
thee travel brochure". At the end of the unit, students will self-evaluate their work on
thee travel brochure and their language learning via their completion of the travel
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brochure.. These reflection activities are aimed at helping students develop strategic
competence,, the core quality of learner autonomy and communicative competence.
2.2.22.2.2 Two design parameters
Thee construction of the intended curriculum took into consideration the two parameters:: Choice and interactions in the target language.
Choice.Choice. For each project, students might choose what to focus on in the task (i.e., the
contentt to focus on, the outcome of their task execution) and how to do the task (i.e.,
makingg the overall plan of doing the task and using strategies to complete the task).
Thee last section of each unit aims to strengthen the reflection activities by retrospectivee self-report or checklists about the choices the students made. This may help
studentss to increase their awareness of their learning process and learning strategies
whichh lead to the development of self-regulation and intrinsic motivation towards
successs in learning the target language. When students reflect on the plan and the
choicess they made, they are more likely to engage in new choice-making processes,
inn planning how to proceed with a learning task, monitoring their own performance
onn a concurrent basis, finding solutions to problems encountered, and evaluating
theirr performance upon task completion. To Chamot (1999), students will become
motivated,, confident and independent learners as they begin to understand the relationshipp between their use of strategies and their success in learning.
InteractionsInteractions in the target language. To encourage authentic interactions in the target
language,, students will work in self-selected groups, using the target language to
discusss and decide on what content they will focus and on how they want to completee the task. These authentic interactions might also occur when learners reflect on
materialss (i.e., evaluating input) they have used as the sub-task to complete the main
task. .
2.32.3 Learning units
II designed five units in the intended curriculum, drawing on the two design parameters.. The following sections will describe each unit, starting with what task (i.e., unit
project)) is, which choices are included and how genuine interactions in the target
languagee are stimulated.
UnitUnit 1: School Life. At the end of this unit, students will be able to complete and
orallyy present a written project "A guide to first-year students of English at CTU
University".. To complete the main task "the student guide", students may choose to
readd authentic materials (i.e., the websites of the university and the student guides to
foreignn students in the Netherlands and in the US) and to listen to a cassette-tape as
aa student-guide to university students. Providing students with the choice of what to
read,, we aim at exposing them to the authentic language use so that students might
learnn the content and organisation of a student guide, which would help them to
completee their own student guide. In a group, they will discuss how to complete
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theirr student guide and how to present it most effectively. In addition, when completingg the unit project, students might also make the choice of how much support
theyy expect from the teacher. Working in a group of three or four students to completee the student guide, the unit creates the opportunities for students to participate
inn genuine conversations and discussions: interviewing guest speakers about living
andd studying at CTU and using the target language with their peers in doing the task
andd reflecting on and evaluating their task execution and language learning.
UnitUnit 2: Nature. At the end of Unit 2, students will be able to complete and orally
presentt a mainstream travel brochure about their province in an in-class travel tour
fair.. To assist the students to complete the travel brochure, students might choose to
readd travel books or brochures such as Vietnam: My Homeland, Amsterdam: A
TravelTravel Guide, Brussels: A Travel Book, Boston: A Travel Book and Sydney: A
TravelTravel Tour Guide. After reading the source, they might choose to write about what
theyy found interesting or good (e.g., its information, organisation, illustrations and
presentation)) so that they can envisage what a good travel brochure looks like. In
additionn to choose the source to read (i.e., a sub-task), the design of this unit consideredd creating the opportunity to interact authentically with their classmates and informantss (e.g., sharing with their friends their ideas about the resources they choose
too read, negotiating with their group-mates about the working plan, the plan of the
travell brochure, communicating with the informants to get information about the
province).. Students' choices of learning content and learning strategies are strengthenedd by their reflecting on and self-evaluating the content and the methodology they
havee chosen, which will help them to do the future projects better.
UnitUnit 3: Housing and the Family. At the end of this unit, students will be able to
completee and orally present a group's profile on housing and family life in a Vietnamesenamese context. In this unit, students are encouraged to look for articles or resources
aboutt the topic "housing and the family" to use as sub-tasks to serve the completion
off the project work. Otherwise, the unit offered students some articles (e.g., The role
ofof women in family life and society: Past and Present, The responsibility of husband
andand wife, I want a wife) for them to choose to read. With the articles and the topic to
focuss on, in a group, students might decide_on the content, the organization and the
presentationn of the profile. Working in student groups aims at authentic communicationn in the target language. Interaction in the target language includes their negotiatingg with their group members about the profile of the group but also the content presentedd in the profile.
UnitUnit 4: The Community. At the end of unit 4, students will complete and make an
orall presentation on a journal with the theme "Critical issues in your community"
afterr having selected the topics and having edited the papers written by peer students.. At the same time, students will be able to work as contributors to their peers'
journall on a theme chosen by their peers. In this unit, as the editors of a journal, studentss might choose the topic for their group's journal relating to "critical issues in
yourr community", and have decision-making responsibilities for the quality of pa-
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perss contributed and how to run the journal. As the contributors to a journal, studentss might choose to use whatever references they think could help them to finish
thee article to contribute to their peers' journal. Authentic interactions are stimulated
whenn students working in a group decide on the theme of their journal, the criteria
forr the quality of the papers.
UnitUnit 5: Foods. In an in-class food court, at the end of the unit, students will completee and orally present a traditional Vietnamese or a foreign recipe. Each group
mightt choose to cook a Vietnamese dish and complete the recipe for that dish. In a
group,, students will discuss their choice of food and the preparation of the dish.
Uponn finishing this last unit in the intended curriculum, students will be able to take
greaterr control of their own learning process by managing time, by supervising their
learningg activities and resources, and by self-assessing strategies the students have
employed.. These activities will stimulate the development of their learner autonomy
andd communicative competence.
3..

VALIDATING THE INTENDED CURRICULUM

AA pilot version was presented to two language educators and a methodologist from
thee Graduate School of Teaching and Learning, University of Amsterdam, the Netherlandss and to three language educators, one methodologist, and one language educatorr as an administrator from the Department of English, School of Education, Can
Thoo University. Following is the feedback and ideas from these reviewers.
3.13.1 Strengths
ProvisionProvision of choice and interaction. Almost all external readers approved that the
designn of tasks within the curriculum match the aim of stimulating learner autonomy
andd communicative competence. The following are the perceptions of the external
readerss on the provision of choices and interactions provided in the intended curriculum.. In terms of choice, the so-called "open" tasks in the intended curriculum will
createcreate opportunities for students to make the choice of the topics (e.g., learning content),, the outcome of their task performance to focus on and the strategies to use to
completee the task. In terms of interaction, learning activities included in each task
willl encourage students to use the target language authentically when planning on
whatt aspect of the task theme they want to focus and on how they want to complete
thee task. Target language use will also be encouraged while students execute the
task,, evaluate their task execution, and discuss their experiences in language learning. .
TheThe gradually increasing level of autonomy. All external readers agreed that the
levell of autonomy increased in each unit.
PredictedPredicted contribution. More than half of the Vietnamese external readers perceived
thatt it was an interesting curriculum because it brought different ideas into teaching
Englishh in a Vietnamese context. These teachers predicted that with a new way of
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learningg English, the quality of foreign language education in this Vietnamese contextt would be enhanced.
3.23.2 Questions
LearnerLearner autonomy in a Vietnamese context. One teacher educator raised the question
iff developing learner autonomy is feasible in the Vietnamese context. When talking
aboutt learner autonomy, people tend to think about it as a Western-biased concept.
EmpiricalEmpirical findings from the research on learner autonomy (see section 1.2, chapter 3
off this thesis) conducted in Asian contexts showed that it is not the case that Asian
learnerss are not autonomous, but that the educational systems in these Asian contextss do not create learning environments for students to be autonomous. Human
beingss are biologically endowed with genetic qualities but influenced by the social
settingg where they live. Just imagine that a child from an Asian country was brought
upp in a Western society, who would guarantee that he would not be learning autonomouslyy because he is Asian? This is to say learner autonomy could be developed in
aa Vietnamese educational context and even more so in any Asian one.
ExplicitExplicit instruction on learning strategies. One question concerning learning strategiess was raised. One teacher stipulated that it was necessary to include explicit instructionn of learning strategies. The researcher rejected this advice. The aims of the
intendedd curriculum is to create opportunities for students to experiment with learningg strategies, so it is a good idea to help students to try different learning strategies
inn order to discover what kind of learners they are and what kind of strategies fit
themm best. Therefore, there would be no explicit instruction on learning strategies in
thee intended curriculum.
ExplicitExplicit instruction on pronunciation and grammar. Two teachers assumed that pronunciationn and grammar should take considerable roles in a foreign language educationn curriculum in Vietnam. To these teachers, it seemed that explicit instruction of
pronunciationn and of grammar was not taken into consideration. The research explainedd that in the intended curriculum pronunciation and grammar were included as
self-studyy activities. When students conduct their interaction in the target language,
theyy will discover what areas of grammar and of pronunciation they need for authenticc expressions in the target language. They are encouraged to look up the pronunciationn of the words in dictionaries and to check for correct grammatical usage in
grammarr books. For these reasons, the intended curriculum did not include explicit
instructionn on pronunciation and grammar. However, it is a good idea to offer the
studentss a list of references on pronunciation and grammar textbooks so that they
mayy use these resources.
Pre-,Pre-, while-, and post-activities for reading and listening tasks as sub-tasks. A
methodologyy teacher raised a question of designing pre-, while-, and post- activities
(e.g.,, the manifestations of the PPP paradigm) for sub-tasks in units 1, 2 and 3 in the
intendedd curriculum module. The philosophy underlying the development of the
intendedd curriculum is that students use the target language to acquire it, so there
wouldd be no need to design the pre-, while- and post- activities for reading or listen-
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ingg tasks which are used as sub-tasks to serve the means to completion of the project
work.. However, it is a good idea to design the questions that help the students to
raisee their awareness of the content, organization or language use of the texts used
ass the sub-tasks. Their awareness of these areas will shed insight into their completionn of the main task.
Ass observed, the majority of the ideas on the first version of the intended curriculum
weree positively received. Taking the proposal on the role of pronunciation and
grammarr in learning the target language into consideration, I added a list of referencess of pronunciation and grammar textbooks so that students may use these resources.. Though no comments on the organisation of the curriculum were made,
afterr reviewing the intended curriculum, I arranged all learning activities in a clearer
organization,, following the simplified TABASCO procedure of a task-based lesson:
Planning,Planning, monitoring and evaluating. Each unit started with the class-meetings introducingg the main task (i.e., unit project). Then followed the session where student
groupss planned what content of the main task to do and how to complete the task
(e.g.,, the sources used as the sub-tasks, the strategies used to complete the main
task).. In the following class-meetings, the opportunities for the students to share
theirr work plan and the plan of unit project and to monitor their task execution are
provided.. At the final class-meetings of each unit, students were scheduled to report
onn and evaluate the outcomes of their task performance and their learning the target
language. .
4..

THE RESULT

Itt turned out to be possible to create a curriculum matching the two design parameters:: Choice and interaction. In other words, the curriculum focuses on stimulating
thee development of learners' autonomy and communicative competence - the two
qualitiess which were indicated to be far from satisfactory in Vietnamese secondary
schooll English language education and in ELTT programs. As a result, the intended
curriculumm consisting of five units was available for implementation. For the benefit
off the teachers, a manual on teaching the intended curriculum, containing hints as
howw to prepare, execute, and evaluate the lesson was developed. In addition, a list of
guideliness to design the module was available to teachers and curriculum developers. .

__
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RESEARCHH METHODOLOGY: AN INTRODUCTION
TOO THE TWO EMPIRICAL EXPERIMENTS
Aimingg to enhance the quality of secondary school English teacher education through improving the
qualityy of the existing curriculum at CTU, I designed the intended curriculum for a try out on the firstyearr students of Teaching English as a Foreign Language (TEFL). I did two preparatory activities before I
designedd the intended curriculum. First, I examined the context and the quality of teaching English in
secondaryy and ELT programs in higher education in Vietnam. This examination showed that students
lackk autonomy in learning English and that their communicative competence is far from satisfactory.
Second,, I reviewed literature relevant to stimulating learner autonomy and communicative competence.
Fromm the literature review, I distilled two design parameters, choice and interactions, focusing on stimulatingg learner autonomy and communicative competence. In chapter 5, I elaborated on these two design
parameterss and described how they were steered the intended curriculum. The intended curriculum was
completelyy task-based and was validated by methodologists and teachers. In the present chapter, I outline
thee research questions, research design and research instruments of the two empirical experiments I
conductedd at CTU from 2002-2004.
Experimentt 1 includes the implementation and measurement of the effects of the intended curriculum
onn the freshmen of TEFL in semester 1, academic year 2002-2003. The implementation of choice and
interactionss was monitored and the effects of the curriculum on the students' self-regulation, intrinsic
motivationn and attitudes to autonomous learning were measured in a pretest-posttest design.
Basedd on the intended curriculum, a task-based component was developed by the curriculum developerss at the researcher's department with the cooperation of the researcher. This component was one of
twoo components in the adapted curriculum. The other component was the Presentation-PracticeProductionn (PPP), the pedagogical paradigm the teachers had chosen in 2001.
Experimentt 2 includes the implementation of the task-based component in the adapted curriculum on
thee freshmen of Teaching English as a Foreign Language (TEFL) in semester 1, academic year 20032004.. In experiment 2, the implementation of the task-based component was monitored; the effects of the
adaptedd curriculum on students' self-management, intrinsic motivation and attitudes to autonomous learningg were measured.

1..

RESEARCH QUESTIONS

Inn both experiments, the quality of the intended and the adapted curriculum was
measuredd for two representations: The implemented (i.e., the operationalized and
perceivedd curriculum) and the attained curriculum (i.e., the outcomes of the implementedd curriculum). Figure 6.1 presents the representations of the curricula I measured. .
Thee arrows in figure 6.1 show the presentations of the curricula I measured. The
implementationn of the intended curriculum was measured to assess whether it was
implementedimplemented as intended. Its operationalization was documented via classroom observations.. We monitored the implementation of choice and interactions. Teachers'
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andd students' perceptions of the operationalized curriculum were documented to
determinee which aspects of the curriculum they perceived as to fit the aims of stimulatingg learner autonomy and communicative competence and which features of the
curriculumm they thought should be improved to meet these goals. 1 measured the
attainedattained curriculum (i.e., the outcomes) as the effects of the operationalization and
perceptionn of the curriculum. In the next section, I will present the research questionss concerning the quality of the intended and adapted curriculum in both presentationss we mentioned: The implemented (as operationalized and perceived) and the
attainedattained curriculum

Thee operationalized
curriculum m

Thee attained
curriculum m

Thee intended
curriculum m

Thee perceived
curriculum m

FigureFigure 6.1. Curriculum representations measured in the two experiments.
1.11.1 The intended curriculum
1.1.11.1.1

Implementation

Operationalization.Operationalization. The overall aim of documenting the operationalization
intendedd curriculum is to assess whether it was operationalized as intended. I
searchedd for the answers to the questions,
1))

Did the teacher provide the students with opportunities to make choices of
learningg content and learning strategies to complete the task?
2)2) Were the interactions between the teacher and students and among the students
conductedd in English?
Therefore,, I observed "key" class-meetings, those being where the teachers' pedagogicall actions, aiming at making students aware of choices of learning content and
learninglearning methodology, provided students with opportunities to make choices and
createe learning tasks. I assumed that in these class-meetings, authentic interactions
inn the target language would occur most. Class-meetings 1 and 5 of Unit 1, classmeetingg 1 of Unit 2 and class-meeting 1 of Unit 3 met the criteria of being "key
events".. To document the students' changes from the awareness of choices to the
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creationn of learning tasks, observing students' responses and behaviors responding
too making choices and creating the learning tasks for themselves were conducted;
3))

Did students demonstrate awareness of choices of learning content and learning
methodologyy towards the creation of learning tasks?

Thee intended curriculum was operationalized in the four groups of students. Each
teacherr taught one group. To assess the teacher's effects on the students' learning, I
monitoredd the operationalization of the curriculum according the question,
4)4) Was the intended curriculum operationalized to the same degree in the four
groups? ?
Perception.Perception. To see how the teachers and students involved in operationalizing the
intendedd curriculum perceived it, I investigated and answered the questions,
5)) Which aspects of the curriculum did the teachers and students perceive positively? ?
6)) Which aspects of the curriculum, according to the teachers and students, could
bee improved?
Howw the teachers perceived each unit (i.e., formative evaluation) and that of the curriculumm (i.e., summative evaluation) was documented by means of two questionnairess during and at the end of the semester respectively. The insights I gained were
usedused to adjust and enhance the operationalization of the curriculum. Formative
evaluationn was carried out at the end of each unit. The aims of summative evaluation
weree to confirm the operationalization of the curriculum and to gain insights into the
qualityquality of the operationalized curriculum as perceived by the classroom practitioners.. Summative evaluation was carried out at the end of the semester. Both formativee and summative evaluation was carried out by applying the Delphi method (as
describedd in section 2.2, chapter 7).
Att the end of the semester, a questionnaire was handed out to collect the students'' evaluation on the characteristics of the curriculum supposed to enhance their
intrinsicc motivation and attitudes to autonomous learning.
1.1.21.1.2

The attained curriculum

Ass discussed in section 1.2.1 in chapter 1, choices and interactions function as the
keyy design parameters. One common quality of autonomous and communicatively
competentt language learners is the competence in using meta-cognitive skills (selfmanagementt skills). Therefore, stimulating the learners' self-regulated skills promotess the development of learner autonomy and communicative competence. Providingg learners with the choices of the learning content and learning methods is
aimedd at enhancing their intrinsic motivation to learn the target language because
choicee allows the learners ownership of their learning.
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Figuree 6.2 summarizes the outcomes of the intended curriculum the researcher
measured. .
**
Self-regulation

Choicess and
interactions s

Intrinsic c
motivation n

Attitudess to
autonomous s
learning g
FigureFigure 6.2. The outcomes measured.
Too access the hypothesized outcomes of the curriculum, I searched for the answers
too the question,
WereWere the students' levels of self-regulation, intrinsic motivation and attitudes to
autonomousautonomous learning improved?
Thee outcomes of the intended curriculum were measured by comparing the pre- and
post-testss scores on self-regulation, intrinsic motivation, and attitudes to autonomous
learning.. The pre-tests were handed out one week before each curriculum was implemented.. The post-tests were handed out one week after the end of the implementationn of each curriculum.
1.21.2 The adapted curriculum (implemented in experiment 2)
Thee implementation of the intended curriculum in experiment 1 brought insight into
itss effects on the students' self-regulation, intrinsic motivation and attitudes to
autonomousautonomous learning. In addition, its implementation created opportunities for the
curriculumm developers at my department (with my cooperation) to adapt the parameterss (i.e., choice and interactions) operationalized in the intended curriculum to developp the adapted curriculum according to their educational philosophy. The
adaptedd curriculum consists of two components: The TBLL component adapted from
thee intended curriculum and the PPP paradigm, the existing pedagogical practice at
myy department. The adapted curriculum was implemented as experiment 2 in semesterr 1 (academic year 2003-2004) on first-year students of TEFL. Like the intended
curriculum,, the researcher assessed two representations of the adapted curriculum:
Implementationn (i.e., operationalization and perception) and attainment (i.e., outcomes). .
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Implementation

Thee researcher monitored the operational ization of choices and interactions in the
task-basedd component,
1)) Were choices and interactions in the target language operationalized in the taskbasedd component of the adapted curriculum?
Thee operationalization of the task-based component in the adapted curriculum was
monitoredd by observing targeted sessions within the task-based component. Classmeetingg 1 was the one in which the main task (or project) was introduced. In this
session,, the teachers' pedagogical actions concerning providing students with
choicess and students' responses and behavior were most pronounced. Therefore,
class-meetingg 1 was observed and monitored.
Thee adapted curriculum was operationalized in the three groups of students. Five
teacherss taught the three groups. Each teacher taught each group once a week. For
eachh week, each teacher taught a different section (vocabulary, reading, grammar,
writing,, listening/speaking) corresponding to the divisions in the Lifelines syllabus.
(For(For more information about the Lifelines syllabus, consult section 1 in chapter 8 of
thiss thesis.) Concerning the operationalization of the task-based component, each
teacherr was assigned to supervise two sub-groups of three or four students. To find
outt to which degree the task-based component was operationalized in the three
groups,, I described, analyzed and reported the observed class-meetings to answer
thee question,
2)2) Was the task-based component operationalized in the three groups to the same
degree? ?
Too get access to the teachers' and students' evaluation of the operationalized taskbasedd component, I collected their opinion of the task-based component to answer
thee question,
3))

How did the teachers and students evaluate the operationalization of the taskbasedd component?

Uponn completing the project work, after students orally presented their project work
inn front of the class, they orally self-evaluated their project work execution and languagee learning. In the same session, students also evaluated the provision of choice
inn the project work component of the adapted curriculum.
Howw the teachers perceived the project-work component in the adapted curriculum
wass documented in an interview. The researcher and a colleague asked the teachers
questionss in three areas: (1) Their inferences from their observations and experiencess teaching with the task-based approach, (2) the benefits to students learning the
targett language via doing tasks (project work), and (3) the measures needed to be
takenn to improve the implementation of the task-based component.
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1.2.21.2.2

The attained adapted curriculum

Inn terms of the outcomes, with the task-based part as one component in the adapted
component,, I searched for the answers to the question,
WereWere the students' self-regulation, intrinsic motivation and attitudes to autonomousmous learning improved by participating in the adapted curriculum?
Thee outcomes were measured by the same questionnaires used as pre-tests and posttestss in experiment 1 on self-regulation, intrinsic motivation, and attitudes to
autonomouss learning. The pre-tests and post-tests on the three constructs were
handedd out one week before and one week after the operationalization of the curriculumm respectively.
2..

RESEARCH DESIGN

Thee study reported in this book consists of two chronological experiments. The first
experimentt was conducted in semester 1, academic year 2002-2003, and the second
experimentt in semester 1, academic year 2003-2004. Experiment 1 stemmed from
thee desire to improve the quality of secondary school English teacher education of
CTU.. The experiment included developing, implementing and measuring the effects
off the intended curriculum. Experiment 2 included implementing and measuring the
effectss of the adapted curriculum.
Inn both experiments, the operationalization of choice and interactions in the two
curriculaa at the classroom level was monitored; the effects of the two curricula on
thee students' self-regulation, intrinsic motivation and attitudes to autonomous learningg were measured. The overall research design of the two experiments is a onegroupgroup pre- and post-test design in which the curriculum is the independent variable,
self-regulation,self-regulation, intrinsic motivation and attitudes to autonomous learning the d
pendentt variables, while the implementation of the curricula is monitored. In the
followingg sections, I will describe the participants and research instruments of the
twoo experiments.
3..

PARTICIPANTS

3.13.1 Teachers
InIn experiment 1, four senior teachers from the Department of English, CTU taught
thee intended curriculum. Their years of teaching experience range from 11 to 20. All
fourr earned a Master degree outside Vietnam. They were experienced in implementingg the PPP paradigm in grammar and vocabulary lessons and the pre-activities,
while-activitiess and post-activities in language skills (i.e., reading, writing, listening
andd speaking) lessons. Two of them are from the Teaching Methodology Division,
onee from the Research Methodology Division and one from the Language Skills
Division.. The involvement of the four teachers was based on two criteria: (1) Their
availabilityy and willingness to participate, and (2) their specialized expertise. It
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shouldd be noted that the four teachers are from three different divisions, bringing in
differentt perspectives to the team and contributing a comprehensive insight into improvingg the quality of the curriculum if necessary.
Inn experiment 2, five teachers were involved. One of them, with 17 years of
teachingg experience, earned her Master's degree in Australia. The other four are
youngerr teachers with 8, 7, 5 and 3 years teaching experience. The involvement of
thee teachers was determined by their performance in the workshop "Methodology on
Teachingg the Skills" organized and led by the three teachers from the Teaching
Methodologyy Division of the Department of English in February 2003. The senior
teacherr with 17 years teaching experience worked as one of the teacher trainers in
thee workshop. The other four teachers were the workshop participants. They were
evaluatedd by the trainers of the workshop as trainees who, in micro-teaching during
thee workshops, presented the lesson in the most desirable way, implementing the
modell Presentation-Practice-Production (PPP) paradigm in Grammar and Vocabularyy lessons and pre-, while-, post-activities model in language skills lessons. After
thee workshop, these teachers were assigned to teach the three groups.
3.23.2 Students
Participantss in experiment 1 (cohort 1) and experiment 2 (cohort 2) are all first-year
studentss Teaching English as a Foreign Language (TEFL) of the two academic years
2002-20033 and 2003-2004 respectively. There were 60 participants in experiment 1
andd 40 in experiment 2. In cohort 1, the four target students from each group were
chosenchosen based on their highest and lowest score on the pre-test on self-regulation,
intrinsicc motivation and attitudes to autonomous learning.
Forr admission into the program, candidates have to take the entrance examinationn for "Track D" with three subjects: Vietnamese literature, mathematics and English.. Each subject examination lasts for 120 minutes. To complete the examination
inn the three subjects, candidates are tested in three separate sessions under the supervisionn of two proctors. The examination questions are written by a group of examinerss under the supervision of the Ministry of Education and Training. After the examinationn has been taken, to ensure the reliability of the scores, all examination paperss are sent anonymously to the grading committee consisting of instructors of
Englishh at the Department of English at CTU. Each examination paper is taken in
turnn to be corrected by three evaluators. The first evaluator corrects the examination
paperr using a grading sheet, not directly marking onto the examination paper, to
makee sure that the second grader is not aware of the candidate's initial grade. The
secondsecond evaluator marks the scores for each answer directly onto the examination
paper.. The third evaluator compares the two scores. If the two scores match, the
thirdd evaluator confirms that score as the definitive score. If the two scores do not
match,, the third evaluator has to grade the paper again and make the final decision
onn the result.
Theree are two reasons for the choice of first-year students of TEFL as participantss in the two experiments: (1) Their experiences of learning EFL during their
secondaryy years, and (2) the aim of this curriculum innovation study. During secon-
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daryy school years, participants have been taught the target language in the teachercenteredd approach. The focus was on learning the language structures rather than
usingg the target language. As a design study, the aims are two-fold. In the first place,
thee study aims to develop and test the effects of the intended curriculum on participants'' self-regulation, intrinsic motivation and attitudes to autonomous learning. In
thee second place, the study aims to make participants as future secondary teachers of
Englishh aware of an alternative way of learning language implemented at university
level.. If the way this approach to teaching and learning the target language works for
them,, they might transfer these learning experiences into their future teaching in
secondaryy schools.
4..

INSTRUMENTS

Figuress 6.1 and 6.2 of this chapter present the variables measured in the two experiments.. With choice and interactions, the two key parameters, the intended curriculumm was designed to aim at enhancing the first-year TEFL students' self-regulation,
intrinsicintrinsic motivation and attitudes to autonomous learning. In other words, we measuredd the attained curriculum or the outcomes. To describe the possible effects of the
intendedd curriculum, we had to find out whether the curriculum was operationalized
ass intended. Therefore, at the classroom level, the operationalized curriculum was
monitored.. To achieve insight into the quality of curriculum for future adaptation,
wee collected the teachers' and students' feedback on the quality of the curriculum
(i.e.,, the perceived curriculum).
Inn the following section, the instruments used to measure the implementation and
thee effects of the implemented curricula will be outlined. The section begins with the
descriptionn of instruments used in the first experiment and then outlines the instrumentss used in the second experiment.
4.14.1 Instruments used in experiment 1
Too monitor how the curriculum was operationalized, classroom observations were
conductedd to document whether choices and interactions in the target language were
putt into practice. These observations focused on the teachers' pedagogical actions in
providingg students with choices and students' responses and behaviors to making
choices.. Classroom observations documented the language which was used as the
mainn medium in interactions between the teacher and student(s) and between/among
thee student(s). In addition, the students' portfolios were collected and analyzed to
findd out whether the operationalization of the curriculum created the opportunities
forr them to be aware of choices, to adapt choices, to create the learning tasks for
themselvess and to use the self-regulated skills in their learning.
Thee teachers' and students' perception of the curriculum were documented with
questionnairess and opinion questions. The students responded to a questionnaire on
thee features which the intended curriculum is supposed to enhance in their intrinsic
motivationn and attitudes to autonomous learning. The teachers responded to two lists
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withh open questions that serve as a basis for meetings for formative and summative
evaluationn respectively.
Thee attained curriculum or the outcomes (self-regulation, intrinsic motivation
andd attitudes to autonomous learning) were measured with the adapted SelfRegulationRegulation Inventory (SRI) from Pintrich et al., (1991), the adapted Intrinsic Motivationvation Inventory (IMI) from Ryan and Deci (1992), and the adapted Questionnaire
thatthat Helps You to Establish Your Personal Level of Autonomy from Camilleri
(1999).. Table 6.1 lists the instruments used in my study. The numbers in the table
referr to the sections in which I describe each instrument in detail.
TableTable 6.1. Instruments used in the two

Representations Representations
Variables Variables
ofof the curriculum
Thee operationalized
curriculum m
Thee perceived curriculum

Thee attained curriculum

Method Method

Implementationn of Choice and Interactions Classroomm observation
andd portfolio analysis
(sectionn 4.1.1)
The quality of the curriculum

Thee effects of the curriculum:
-- Self-regulation
-- Intrinsic motivation
-- Attitudes to autonomous learning

4.1.14.1.1

experiments

Writtenn questionnaires
(too teachers and to students),
sectionss 4.1.2)
Inventories s
(sectionn 4.1.3)

Monitoring the operationalization of the intended curriculum

ClassroomClassroom observations. Classroom observations were conducted at two levels: The
wholee class in general and the students in the target groups (referred to in the next
paragraph).. Classroom observations were conducted to find out whether the teachers
providedd students with choices of learning content and learning methodology.
Nunan'ss (2000) theoretical framework was adapted to document the operationalizationn of choices in the curriculum via classroom observations. Classroom observationss focused on the teacher-student(s) interactions, student-student(s) interactions,
andd students' behaviors and responses regarding making choices. Four target studentss from each group were selected based on their highest and lowest score on the
pre-testss on self-regulation, intrinsic motivation and attitudes to autonomous learning.. The following section describes in detail observation activities. Table 6.2 presentss the adapted classroom observation framework.
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TableTable 6.2. Adapted classroom observation

LevelLevel of inTeacher'sTeacher's pedagogical actions
volvement volvement

framework

Students ' responses and behaviors

Awareness s

Whatt did the teacher do to
Whatt kind of response did the target students give?
makee students aware of the
a.. Did they demonstrate that they recognize that
choiceschoices of what to learn and theyy could choose what to learn in terms of
howhow to learn?
learninglearning resources, learning tasks and language
content? content?
b.. Did they demonstrate awareness that the curriculumm module offers them the choice of how to approachh a new content and how to work on their
assignmentss or their unit projects?

Involvement t

Whatt did the teacher do to get
studentss to involve in making
choices? ?

Whatt kind of responses did the target students give
andd what kind of behavior did they show?
a.. Did they resist making choices?
b.. Did they hesitate making choices?

InterventionIntervention
What did the teacher do
to the students in the target group modify and
Didd
makee students aware of their
adaptt the choices they were offered?
opportunityopportunity to modify' or adapt
choices? choices?
Creationn

What did the teacher do to get
studentss to create their own
learningg tasks?

Didd students in the target group create tasks (e.g.,
suggestt other sources as sub-tasks or produce a new
learningg unit task) for themselves?

Thee observation framework from table 6.1 shows the four levels of students' involvementt in making choices. At the awareness level, observations focused on the
teacher'ss pedagogical actions attempting to make students aware of choices of contentt and learning strategies the curriculum offers them. At the involvement level,
observationss focused on whether students moved from awareness to involvement in
makingg choices from a range of content and procedural options. At the intervention
level,, observations focus on whether students made changes to the choices they were
offeredd so that these changes fit their use and situation. At the creation level, observationss focus on whether students created the own learning tasks.
HeuristicsHeuristics to portfolio analysis. To ascertain the operationalization of choices in the
intendedd curriculum and to find out whether the students used self-regulated skills in
theirr learning, the target students' portfolios were collected and analyzed.
Thee heuristics to examine students' writings in portfolios are based on the theoreticall framework of Motivated Strategies for Learning Questionnaire (MSLQ) by
Pintrichh et al.'s (1991) on self-regulation and Wenden's (1991: 4) Question Outline
forr Interpreting Self-Reports. Students' portfolios will be examined in sub-category
off planning, monitoring and evaluating.
Inn terms of planning, the learning objectives the student set, the plan the students
madee to achieve their set learning objectives, and their task analysis (i.e., the percep-
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tionn of the purpose, the requirements of learning tasks, the solutions to learning
tasks)) were examined.
Inn terms of monitoring, the following activities were examined: (1) Whether the
studentss examined their learning outcomes, (2) whether they became aware of problemslems and difficulties they had as they did the task and learned English, and (3)
whetherr they self-assessed the strategies they used in their communications.
Inn terms of evaluating, evaluation activities were analyzed including (1) what the
studentss thought may improve their future performance, and (2) what students suggestedd as guidelines or ideas for effective task execution and for language learning.
4.1.24.1.2

Documenting the perceived curriculum

DocumentingDocumenting the quality of the curriculum: Teachers' perception. The researcher
usedd two questionnaires for formative and summative evaluation respectively to
collectt information on how classroom practitioners perceive the operationalized curriculum. .
FormativeFormative evaluation. How teachers perceive each unit of the curriculum. This formativee evaluation consists of eight questions to collect information on:
Variables::
Items:
Thee objectives of the unit: The consistency of objectives and its unit task.
1
Thee relevancy and feasibility of the unit project.
2
Choicess offered to students.
3
Scaffolding:: Working in pairs and in groups, tutorials.
4, 5
Students'' attitudes to reflection on their own learning.
6
Learningg tasks: Does task execution foster students' attitudes to communica_
tionn objectives and learning to learn objectives?
Suggestionss or improvements that classroom practitioners made for solving
„
problems// difficulties they faced, to enhance the operationalization of the unit.
Thee collection of information in the formative evaluation was carried out by means
off the Delphi method. The answers to the questions were used as input for the discussions;; two rounds of discussions were held. In the first round, the teachers shared
andd discussed their ideas on the aforementioned areas of evaluation of each unit. In
thee second round of the meeting which was held some time after the first meeting,
thee discrepancies in the teachers' evaluation in the first round of discussion were
consideredd and disposed off. For the full questionnaire, see appendix 6.1.
SummativeSummative evaluation. How teachers perceive the intended curriculum. A questionnairee consisting of 14 questions designed for the summative evaluation were adapted
fromm the framework to evaluate the elements of curriculum by Davis (1980):
EvaluationEvaluation of objectives, evaluation teaching materials and evaluation of teaching
andand learning. In addition, for our purpose of evaluating teaching material for learner
autonomy,autonomy, we included the four questions proposed in Nunan (2000).
11

To what extent are the objectives of the curriculum module made clear to students? (If
theyy are implicit, how could they be made explicit?)
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To what extent are students provided with opportunities to make choices? How could the
modulee be modified to allow for greater learner choice?
33 To what extent does the curriculum module allow flexibility and allow for individualization?? How might this aspect be enhanced? What opportunities exist for critical reflection
andd self-evaluation? How might this aspect be enhanced?
44 What are the key learning strategies underlying pedagogical tasks? Are they explicit? If
not,, to what extent could they be made explicit? Are these learning strategies helpful to
studentss to learn how to learn the language?
Thee questions focus on looking for the answers to these areas of the curriculum:
Aspects::
Objectivess

Materialss

Self-directionn
Scaffoldingg
Controll of learning
Learningg strategies
Usingg to learn the
languagee
Evaluationn proceduree

Degreee of autonomyy

Variables:
The explicitness, the feasibility of the objectives of the
curriculum,, the degree to which local conditions and
requirementss of the students and the community are
reflectedd in the objectives.
Whether the materials help to accomplish the objectives
off the curriculum module, whether the material is practicall in terms of facility, equipment, teachers, etc.
Students' making choices, possibility of individualization,, critical reflection and self-evaluation.
Negotiation and cooperation among students and teacher
Do students gradually take control over their learning?
Learning strategies underlying learning tasks
Students' awareness of the issue that language use is
language learning
Whether the curriculum module suggests a favorite instrument for students to document their learning English
ass a process of learning communicative skills and
strategies s
Is the degree of autonomy consecutively internalized
after each unit?

Questions:
1, 2, 3

4, 5

6, 7, 8
9
10
11
12
13

14

Thee collection of information in the formative evaluation was also carried out by
meanss of Delphi method with two discussion rounds, in the same way as in formativee evaluation. For the full questionnaire, see appendix 6.2.
4.1.34.1.3
Monitoring the features of the intended curriculum supposed to enhance
students'students' intrinsic motivation and attitudes to autonomous language learning: Studentsdents ' perception
AA seven-item questionnaire with four rating points (strongly agree, agree, disagree,
stronglyy disagree) and an open section for opinion survey was designed to monitor
thee features of the curriculum that were supposed to enhance the students' intrinsic
motivationmotivation and attitudes to autonomous learning. The research findings, in terms of
pedagogicall practices and teaching materials by Deci, Koestner, & Ryan (1999),
Ryann and Deci (2000), and Camilleri (1999) have been used to construct the ques-
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tionnairee focusing on choice, opportunities for self-direction, confidence in one's
ability,ability, perception of one's capability, cooperative language learning environment,
reflectionreflection on language learning and learning process. These features are found to
enhancee intrinsic motivation and to bring students a greater feeling of autonomy.
Thee seven features include:
Features::
Items:
Provisionn of enough choices of learning content and learning methodology
1
Opportunitiess for self-control of learning
2
Reflectionn on the learning process
3
Recognitionn of students' role as crucial to succeed in learning the target language
4
Cooperativee learning environment
5
Confidencee in one's ability to succeed in learning the target language
6
Opportunitiess for arousing curiosity and being challenged
7
Forr the questionnaire, see appendix 6.3.
4.1.44.1.4

Measuring the outcomes

Self-regulationSelf-regulation Inventory (SRI). A seven-subscale questionnaire was adapted from
thee section Cognitive and Meta-cognitive Strategies: Meta-cognitive Self-regulation
off Pintrich et al.'s (1991) Motivated Strategies for Learning Questionnaire (MSLQ)
too measure the students' level of self-regulation. Pintrich et al.'s (1991) MSLQ was
usedd to measure the learners' meta-cognitive self-regulation in a reading course, so I
adaptedd it to fit the purpose of measuring the participants' self-regulation of the studentss in learning the target language by using it autonomously.
Thee adapted SRI includes 15 items that focus on the control and self-regulation
aspectt of meta-cognition. To Pintrich et al. (1991), the three general processes that
makee up meta-cognitive self-regulatory activities axe planning, monitoring and regulating.lating. Planning activities such as goal setting help to activate, or prime, relevant
aspectss of prior knowledge that make organizing and executing learning tasks easier.
Monitoringg activities include tracking one's attention, self-evaluative and reflective
activitiess that assist students in understanding how to perform the tasks better and
regulatingg refers to the fine-tuning and continuous adjustment of one's cognitive
activities.. Regulating activities are assumed to improve performance by assisting
learnerss to check and correct their behavior as they proceed on a task.
Thee adapted instrument was piloted in a group of 204 first-year students of TEFL
att CTU and the community colleges to test its internal consistency (a = .73). From
thee empirical point of view, deleting items with the item-rest correlation lower than
.300 just improved the total reliability of the inventory slightly (from .73 to .75)
whereass the stability index of Pintrich et al.'s (1991) SRI is .79. Therefore, we decidedd not to delete any items. For the questionnaire, see appendix 6.4.
IntrinsicIntrinsic Motivation Inventory (IMI). The researcher adapted the instrument from
Ryann and Deci's (1992) Intrinsic Motivation Inventory (IMI). The adapted inventory,, a seven-subscale questionnaire, covers four aspects: Interest/enjoyment, perceivedd competence, pressure/tension and relatedness. Ryan and Deci's (1992) IMI
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aimss to be used as a post-test measure upon the completion of the course, so verb
tensess in questions in the inventory are in the simple past. To adapt this inventory so
thatt the adapted intrinsic motivation inventory could be used as a pre-test and a posttestt measure is essential.
Too Ryan and Deci (ibid.), interest and enjoyment is considered as the self-report
measuree of intrinsic motivation; there is a correlation between the level of students'
interestt and enjoyment in the activity and the degree of their intrinsic motivation. If
studentss themselves feel interested in or enjoy doing a certain learning activity their
degreee of intrinsic motivation enhances. Otherwise, their intrinsic motivation decreases.. As a student said, "I enjoy doing learning activities very much", we can
interprett that she is highly intrinsically motivated to do the activities.
PerceivedPerceived competence is a positive predictor of both self-report and behavioral
measuress of intrinsic motivation. As students consider themselves competent, their
intrinsicc motivation increases and they will perform the task better. Whether a studentt perceives herself as skilled or unskilled at doing a certain activity, she herself
showss that her intrinsic motivation to do that activity is high or low, which results in
goodd or poor performance respectively.
PressurePressure and tension is a negative predictor of intrinsic motivation. When a
learninglearning activity or learning moment during class time brings students some pressure
orr tension, it is safely predicted that students will certainly not be intrinsically motivatedd to proceed on their learning.
RelatednessRelatedness is a positive predictor of intrinsic motivation. If the relationship betweenn the teacher and students or among students is good, we could predict that studentss become more intrinsically motivated to learn.
Thee adapted instrument was used as the pre-test and post-test. We piloted this
adaptedd instrument on a group of 204 first year students of TEFL at CTU and the
communityy colleges to test its internal consistency (a= .83). Though 7 items of Ryan
andd Deci's (1992) IMI had been deleted, with this alpha, there is no need to reconstructt the items in the inventory. For the questionnaire, see appendix 6.5.
MeasuringMeasuring students ' attitudes to autonomous learning. The questionnaire consisting
off 23 items, five-scale (not at all, little, partly, much, and very much) was used to
measuree students' attitudes to autonomous learning. In this questionnaire, in addition
too the items we adapted from Camilleri's (1999) "Questionnaire to help you establishlish your personal level of autonomy", we created some new items. The adapted
questionnairee focuses on collecting information concerning the manifestations of
attitudess to autonomous learning.
CognitiveCognitive and meta-cognitive skills:
Takingg initiative in learning, self-study at resource center
Establishingg learning objectives
Learners'' learning preferences
Perceptionn of the importance of learning strategies how to
learnn the language
Willingnesss to discuss one's progress
Self-evaluatingg one's learning

Items:
1,13, 14, 15, 16
2
3, 4, 5, 6, 7
22
17
23
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AffectiveAffective factors:
Self-confidencee
Motivationn to learner English
Perceptionn of one's role in succeeding in learning languages
SocialSocial factors:
Flexibilityy
Workingg in cooperation with others
PerceptionPerception of language and language learning:
Languagee as a means for communication
Learningg language means to learn how to communicate
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18
19
10,11,12,13
9
20
21

Forr the questionnaire and description of the adapted questionnaire, see appendix 6.6.
4.24.2 Instruments used in experiment 2
4.2.14.2.1

Implementation

Operationalization.Operationalization. The operationalization of the task-based component was mon
toredd with the same classroom observation framework applied in experiment 1, presentedd in table 6.2 in this chapter.
Perception.Perception. At the end of each of project work, besides questions aiming at
strengtheningg the students' reflection capacity on their project execution and languagee learning task (e.g., their self-evaluation of project work execution, language
learninglearning task, oral presentation of project), I collected information from students by
havingg them evaluate whether the project-work component allows students to
choosee what and how to do the project work (e.g., the provision of choice).
Thee researcher, together with a colleague of the researcher interviewed the
teacherss involved in experiment 2. The questions focused on the teachers' perceptiontion of supervising students to do the project work, the benefits students have when
doingdoing project work, and how to improve the project-work component to make studentss become more independent of the teachers. These questions aim at exploring
thee teachers' belief about the paradigm of learning the language by using it authentically,, and learning how to learn the language.
4.2.24.2.2

Attainment.

Experimentt 2 aims at testing the effects of the adapted curriculum on students' selfregulation,regulation, intrinsic motivation and attitudes to autonomous learning. The three
adaptedd questionnaires on self-regulation, intrinsic motivation and attitudes to
autonomouss learning used in experiment 1 (described in section 4.1.3 in this chapter)) were used to measure the students' self-regulation, intrinsic motivation and attitudess to autonomous learning. Based on the students' reports in the pre-tests and
post-testss on self-regulation, intrinsic motivation and attitudes to autonomous learning,, insights into the effects of the adapted curriculum and comparisons between the
generativee power of each of the two curricula on the development of learners' subsequentt factors with reference to their initial level of these factors will be generated.
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5..

SUMMARY

Thiss chapter outlined the research questions, research design, participants and researchh instruments of the two empirical experiments I conducted in the two semesterss 1, academic years 2002-2003 and 2003-2004 at CTU. In chapters 7 and 8,1 will
presentt the qualitative results of the implementation of the intended curriculum and
off the task-based component in the adapted curriculum. In chapter 9, I will present
thee quantitative outcomes of the two curricula.

CHAPTERR 7

THEE IMPLEMENTATION
OFF THE INTENDED CURRICULUM
Inn this chapter, I present how the intended curriculum was operational ized at the classroom level and
perceivedd by the teachers and students. In the first section, I start with the research questions, method, and
finallyfinally with the results. The aim of the description and analysis of the operational ized curriculum is to
findfind out whether the intended curriculum provided the students with choices (i.e., of content and strategies)) when they did their tasks. An examination of whether the interactions between the teacher and
student(s)) and between/ among the student(s) were conducted in the target language was done. The ultimatee aim of monitoring the operationalization of the intended curriculum is to ascertain whether the curriculumriculum was operationalized as intended. In the second section, I present the teachers' and students' perceptionn of the operationalized curriculum. In the third section, based on the observations of the curriculumm in operationalization and on the teachers' and students' perception of the curriculum, I will put forwardd directions for improving the quality of the curriculum.

1..

THE OPERATIONALIZATION OF THE INTENDED CURRICULUM

1.11.1 Research questions
Thee overall purpose of describing and analyzing the operationalized curriculum is to
findfind out whether the curriculum was operationalized as intended.
Monitoringg the operationalization of the intended curriculum aims to answer the
fourr questions:
1)) Did the teacher provide the students with the opportunities to make choices of
learningg content and strategies to do the tasks?
2)2) Were the interactions between the teacher and student(s) and between/among
thee student(s) conducted in the target language?
3)) Was the curriculum operationalized in the same degree in the four classes?
4)4) Did the students demonstrate awareness of making choices, intervene, adapt
choicess and create the learning tasks and did they use self-regulated skills in
theirr learning?
1.21.2 Participants
Teachers.Teachers. Four teachers of English at CTU participated in implementing the intendedd curriculum. They (referred to as participating teachers) were senior teachers
withh at least 11 years and a maximum of 20 years teaching experience. Four of them
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earnedd their MA degrees abroad. Two of them are from the Division of English as a
Foreignn Language (EFL) Teaching Methodology. One is from the Division of Educationall Research Methodology and one from the Division of Language Skills. Beforee the operationalization of the intended curriculum, the four teachers had no experiencess teaching English in the task-based approach.
Too Ottevanger (2001), curriculum implementation is the translation of the intendedd curriculum into the implemented (i.e., operationalized and perceived) curriculum.. In order to facilitate that translation, the teachers participated in a twosessionn workshop, which introduced them to the curriculum. Besides the four participatingg teachers, four teachers of the department attended the workshop. The
workshopp in the form of a round-table discussion with the OHP presentation aimed
att making the teachers from the department, especially the four participating teachers,, familiar with the intended curriculum and its implementation. The workshop
focusedd on (1) teachers' attitudes towards learner autonomy in language learning
andd teaching, and (2) teaching the intended curriculum. Before the workshop, the
informationn concerning the workshop and the content of the two sessions was deliveredd to the registered participants.
Students.Students. Sixty students, majoring in Teaching English as a Foreign Language
(TEFL),, semester 1, academic year 2002-2003 at CTU were involved in implementingg the intended curriculum. One student won the national prize for a contest in English.. The other 59 participants were short-listed based on their performance in the
nationall entrance exam into the program. For more information of the national entrancee exam, see section 3.2 in chapter 6 of this book. The average age of the participantss is 18.8 (SD = 2.27). There were 44 females and 16 males. The students
weree divided into four groups. Group 1 consisted of 12 students; group 2, 17 students;; group 3, 19 students; and group 4, 14 students. Most students have learned
Englishh with the teacher-centered approach in their secondary schools for seven
years,, and some for three years. The average admission score into the program of the
participantss is just average (A/= 5.34). The majority of them could not speak much
Englishh before entering the program. Their knowledge of grammar and their skill in
readingg were stronger than their skills in speaking and writing.
Fromm each of the four groups, we selected four students because of their pre-test
scoress on self-regulation, intrinsic motivation and attitudes to autonomous learning
(twoo with the lowest and two with the highest score). These target participants were
observedd more intensively in the class-meetings.
1.31.3 Instruments
Too answer research questions 1, 2 and 3, the researcher monitored the operationalizationn of choices of learning content and learning strategies to find out whether the
teacherss provided the students with the choices of learning content and learning
strategiess for them to do the tasks. Classroom observations documented the interactionss between the teacher and student(s) and between/among the student(s) regardingg the provision of choices. The foci of the classroom observations are on:
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1)) What the teacher did to assist the students to make choices,
2)2) Whether the teacher let the students decide what content of the task to do and
howw to do the task, and
3)) Whether the students chose what content to do and how to do the task.
Thee interactions between the teacher and students and among/between the student(s)
weree examined in terms of the language (e.g., English or Vietnamese) used as the
mainn medium of communication.
Too answer research question 4, in the class-meetings, which were observed to
monitorr the operationalization of choices, I documented the responses and behaviors
off the target students regarding making choices of learning content and of learning
strategies.. The adapted observation framework covers four levels of students' responsess and behaviors regarding choice (see section 4.1.1 in chapter 6 of this book
forr the observation framework). The four levels include awareness, intervention,
adaptationadaptation of choices, and creation of learning tasks. In addition, the target students'' portfolios were collected to examine whether they used self-regulated skills in
learningg (see section 4.1.2 in chapter 6 of this book for the heuristics to analyze the
portfolios).. In addition, at the end of the semester, these students were asked three
mainn questions concerning their learning experiences with the intended curriculum:
1)) How did you feel about learning with the intended curriculum?
2)2) Did the intended curriculum provide you with choices of learning content and
learningg methodology to execute the project work?
3)) What do you plan for your future language learning?
1.41.4 Procedure
Thee class-meetings in which the teachers' pedagogical actions aimed at making the
studentss aware of their choices of learning content and learning strategies and providingg students with the opportunities to make choices and create learning tasks
weree defined as the key ones to observe. Also in these class meetings, authentic interactionss in the target language were manifested through the students' planning
theirr execution of the main task. Class-meetings 1 and 5 (unit 1), class-meeting 1
(unitt 2) and class-meeting 1 (unit 3) fit the criteria of being the key class meetings.
Therefore,, they were chosen to be observed. Classroom observations were done in
alll four groups.
Classroomm observations were note-taken, audio-recorded or videotaped. They
weree then transcribed and analyzed, using the classroom observation framework
presentedd in table 6.1 in chapter 6 of this book. In table 7.1,1 summarize the proceduree and research activities regarding monitoring the operationalization of the intendedd curriculum.
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TableTable 7.1. Procedure of monitoring the operationalization

of the intended

curriculum

Purpose Purpose

Time Time

Activities Activities

Duringg the operationalizationn of the curriculum m

Observingg class-meetings 1 and Documentingg the teachers' pedagogical
55 (Unit 1), 1 (Unit 2), and 1
actionss and documenting the target students'
responsess and behavior towards choices to
(Unitt 3)
findfind out whether choices were provided

Att the end of the
operationalizationn of
thee curriculum

-- Collecting the portfolios of
thee target students
-- Interviewing students in the
targett group

Findingg out whether the students showed to
bee aware of, adapt, intervene in the choices
andd create the learning tasks for themselves

1.51.5 Results
1.5.11.5.1

Provision of choices and interactions in the target language

ProvisionProvision of choices. The following sections describe class meeting 1 of unit 3 as
thee result of the typical operationalization of the intended curriculum. The choice of
unitt 3 to describe in detail and to report how it was operationalized could be explainedd in terms of (1) the researcher's familiar ness with the observation framework
andd (2) the prime time and unit to report as typical for the level of operationalization
off the curriculum. After observing unit 1, the researcher had the opportunities to try
outt the observation framework in authentic classroom settings. After observing unit
2,, the researcher got accustomed to the observation framework. Therefore, until unit
3,, the researcher was quite familiar with the observation framework. In terms of time
andd unit, reporting the level of operationalization of the curriculum in unit 3 is the
bestt reflection of how the curriculum had been operationalized.
ClassroomClassroom observations: General remarks. The analysis of the four observations
revealedd that the unit was operationalized as intended. First, the teachers provided
thee students with choices of learning content and learning strategies to do the tasks.
Second,Second, the students participated in the classroom activities via group-work activitiess and showed to choose what specific content of the task to do and of how they
weree going to do it. The target students showed to be aware of the choices of learningg content and learning strategies they had to complete the task. These target studentss showed to make choices and to create the learning tasks for themselves. Third,
almostt all interactions (a rough estimate of 95%) between the teacher and student(s)
andd between/among the students were conducted in the target language, except
sometimess teacher 4 used some Vietnamese to clarify the procedure of running a
journal. .
Classs meeting 1 of this unit could generally be divided into three phases: (1)
Self-evaluatingg unit project 2, (2) introducing unit project 3, and (3) planning the
workk for project 3. During the three phases of the lesson, the four teachers used Englishh as the main medium of instruction almost all the time. Phase 3 of the lesson was
examinedd to find out whether choices of learning content and learning strategies
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weree provided to students. Phase 1, phase 2 and phase 3 of the lesson were examinedd to investigate whether English was used as the main medium of interactions in
thesee lessons. The following sections present each individual teacher's pedagogical
actionss concerning the provision of choices to students in phase 3.
ProvisionProvision of choice. In the third phase of the lesson, the students discussed in groups
too make their work plan and the journal plan. In terms of providing the students with
choices,, the four teachers passed the control of learning to the students. The teachers
themselvess played the role of counselors during the time the students grouped togetherr to work on their work plan and journal plan. The students discussed, agreed
andd decided what topic they would like to work on in their journal, the number of
articless they would include, the quality and the layout of the journal. They agreed on
theirr group's work plan. In general, the four teachers did not impose their ideas on
thee students' work plan or journal plan. The provision of choice in the four classes
wass guaranteed. However, the level of the teacher offering the students choices was
slightlyy different. Excluding teacher 2 who, though providing students with the
choices,, showed greater involvement into the students' choices, the three other
teacherss fully authorized the students to make choices. The following section providess the details of phase 3 of the lesson for individual teachers regarding their provisionn of choices.
TeacherTeacher 1. The teacher explained the format of the project: In groups of three or
four,, students would run a journal whose general topic is "critical issues in the
community".. The teacher clarified that the students may focus on one topic such as
naturalnatural disasters as the main focus for all contributions, or the journal may cover a
rangee of critical issues in the community. Then she provided students with the
choicee of group members to work with, following the format of three groups of four
andd one group of three. After the groups had been formed, the teacher asked the studentss to work with their group members as an editorial board to run a journal. The
teacherr emphasized the choice the students had when they worked on their journal,
"Youu may choose the topic of your journal, the number of papers you expect, and the
qualityy of the contributions."

Thee students started to work in groups. The following is a scenario in which a group
off students discussed and decided on the topic for their journal.
Inn a group, Hong and Thuan took the floor. Hong suggested the "blossoming of internet"" in the community and how it brings many problems. To Hong, teenagers surfed to
pornn websites which is considered as "forbidden' in the Vietnamese culture. Then
Thuann disputed Hong's comments with the statement that Internet brings more benefits
thann problems and finally they both agreed that it is good and easy for writers to producee articles about the advantages and problems of Internet. The other two members of
thee group also agreed with the topic. Then Thuan suggested the topic "fashion". She
thoughtt it is interesting for female students to write about fashion. Another reason is
thatt in Can Tho and in Vietnam now, there is an increasing focus on fashion. My (in
Vietnamese)) was rather critical of choosing this as a topic focus and asked in what way
fashionn is a critical issue to the community. Thuan is a bit confused but then Hong said
thatt "imitation" is an interesting angle and someone mentioned the notion of "cultural
reproduction".. Thuan then said she thought that this topic would be of interest to writers.. Kieu, the student in the target group, did not say anything up until this point, so I
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turnedd to ask her what topic she thought is critical to the community. She said she
thoughtt "S1DA" (a Vietnamese definition for AIDS), and then Hanh said, "Yes, AIDS".
Yet,, when her friend My asked her about what aspects of the topic AIDS they may suggestt for writers, she reacted in a confusing way again. Hong said something about the
dangerss of AIDS, the prevention, and then Thuan said that they had better consider anotherr topic for their journal.... Finally, they agreed on "AIDS".

Itt was observed that the students participated in initiating, discussing and deciding
thee topic for their journal (e.g., they suggested topic by topic, explained their choice
off suggestions and agreed on the topic AIDS). During the time the students discussedd in groups to choose the topic, the teacher walked around the room and supervisedd the students. Most students showed a growth in confidence in using English to
discusss with their friends. The coming excerpt displayed the interactions between
thee students regarding their choice of how to complete the journal.
...Afterr the students in the group chose the topic "AIDS" for their journal, they started
too discuss how to complete their journal. Hanh proposed to set the numbers of the articless for their journal. They agreed on between six to eight contributions. Then they
startedd to discuss the quality of the papers. Thuan suggested that all contributions must
bee related to the topic AIDS and must be from 600 to 1000 words. The contributions
mustt provide the readers, besides the writer's ideas or opinions, other author's facts or
opinionss about the target issue. ... Hong proposed to discuss the deadline for submission... .

Itt was seen that the students were provided with choices to work on the project (e.g.,
theyy discussed and chose what to focus on and how to do the project). The teacher
walkedd around the room and monitored the group work. No data showed that she
imposedd her ideas or interfered into the students' choices of the topic and of the
strategiess to do the task. Students stepped further than being aware of choices they
had;; they took part in making choices and in creating a learning task for themselves,
whichh was reflected in their decision on what to do and how to complete the project
workk (i.e., the main task).
TeacherTeacher 2. The analysis of classroom interactions between the teacher and students
inn this unit revealed that she was so supportive that it could be misinterpreted as a
kindd of interference into the students' work plan and text plan. Except for this feature,, in terms of the amount of choices, the students were provided with choices of
whatwhat to focus on and how to execute the unit project. The following excerpt presents
thee students' discussion and selection of the content and the strategies to use to
completee their main task.
Afterr asking the students specific questions to elicit the procedure of running a
journall (e.g., Will the editors run the journal? Who will initiate the topic? Who will
determinee the quality of the journal? How about the meetings or the negotiations
betweenn the editors and the writers to give feedback?), the teacher asked the students
too work in their groups to plan their work on making the journal. Following is an
excerptt of a group discussion.
Inn this group, Thanh was the most active one. She initiated the discussion. She
startedd by asking her friends what topics they should focus on. Tarn said that they
shouldd choose five or six topics from the list of critical issues and each topic would be
thee title of the articles in the journal. Thanh agreed but Kim and Anh did not show any
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signn of agreement or disagreement. True asked Kim and Anh again and they agreed.
Truee worked as the leader of the group and the secretary as well. She asked her group
matess "how about ...and how about?" ... Tarn suggested the topic "flood" because the
areaa where she comes from suffers flooding, so it is really a critical issue to her. The
wholee group agreed with her because Anh said that many children die during the floodingg season. In addition, according to Anh, besides flooding, forests in Vietnam are being
decimated,, so they should consider including the topic "the destruction of forests". ...

Itt was seen that the students discussed the number of topics (e.g., five or six),
andd suggested the topic (e.g., flood, the destruction of forests). While they
weree discussing in groups, the teacher moved back and forth to each group to
supervisee the group-work. In some instances, it was observed that the teacher
expressedd her ideas on the students' text plan and work plan. Let us examine
thee next part of the excerpt.
...Bichh suggested traffic accidents as one of the titles for their group journal. True then
suggestedd "unemployment". All members showed their active participation in initiating
thee topics for their group journal.... The teacher stopped by and asked the teacher how
farr they went in terms of choosing the topic for their journal. The students reported to
thee teacher the topics they planned to choose. After listening to the students, the teacher
analyzedd each topic the students proposed. She added, "Air pollution" and then she said
too the students, "You should choose no more than two topics." ... Students limited the
topics;; finally, they chose "unemployment" and "Air pollution".
Thenn True asked her group members to discuss the requirements for the articles to be
includedd in the journal, the deadline of submissions, and the quality of the contributions.
.... Finally, they divided the work among themselves. During their discussion, students
spokee English together.

Itt was observed that choices of content were offered to students. Students discussed
andd decided the topics (i.e., unemployment and air pollution) and the plan to completee their journal (i.e., the articles included, the deadline for submissions, and the
qualityy of submissions, and the work each group member assumed). The transfer of
controll over learning manifested by choices has been passed to the students. The
excerptt demonstrates that students jointly worked together to choose what specific
topicc they liked for their journal and how to complete the journal.
TeacherTeacher 3. The teacher started to explain to the students the project of Unit 3, "Runningning a Journal" when the students would take on the role of editors and writers as
well.. Then she asked the students to make four groups, three groups of three and one
groupp of four as editorial boards to run a journal and request articles from other
journall editors. The students chose their group members. Like teacher 1 and teacher
2,, teacher 3 offered students the choice of with whom they would work. Before the
studentss started to work in their own group, the teacher asked them whether they
alreadyy knew the process of making a journal, the theme of the journal and the subtopicss of the journal to make students aware of what they had discussed and to preparepare them for the project work. The teacher then summarized,
"Inn your group, you are working as an editorial board to produce a journal about criticall issue(s) in the community. Can you choose which topic or topics you would like to
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includee in your journal? "Students said out loud "Yes". "Can you decide how your journall will look?" "Yes". "Who will decide the quality of the journal?" "The editorial
board".. The teacher then confirmed, "You yourself'. She also reminded students to
thinkk about the purpose of the journal and she added, "You have the choice of what to
includeinclude and how to work in your group as an editorial board".

Inn terms of making the students aware of the choices they had to run their journal,
teacherr 3 asked the students1 direct and specific questions, and the students' awarenesss of choices of content and strategies was confirmed through their answers to the
teacher'ss questions. Students started to work in groups. Following is an excerpt of a
groupp at work.
Thiss group started with Bao's suggestions about the topic. She suggested that they
shouldd focus only on one sub-topic for their journal, not many. She would like to have
environmentenvironment as the topic for their journal and she suggested the group might limit themselvess to that topic. Minh suggested the idea of "environmental protection"; he said that
itt was easier to find information on that issue. However, Ngoc thought that they should
havee AIDS as the topic. Minh and Bao argued for keeping their topic on the basis that it
hass a common theme, so maybe other groups would choose that topic too. According to
Minhh and Tran, they should have something "unique and interesting". The suggestion
wass that they should stick to "environmentprotection" but the most important point is
whatt the group now thinks. Tran and Nhung whispered something and then Tran said
thatt she would like "forests" to be the topic of their journal because she thought deforestationn is a big problem in Vietnam now. The group seemed satisfied with this suggestion
andd they said it would generate suitable articles for their journal. On asking Thuong, a
studentt from the target group, does not show to be particularly involved but looks
thoughtfull and attentive. She nodded her head and said that she likes the topic "forestry".. Then Tran asked Thuong whether she meant protect the forest. She confirmed
this.. ...

Thee excerpt revealed that the students participated in making choices of the topic of
theirr journal (e.g., from environment to environmental protection then to forests and
forestry).forestry). While the students were busily working in their own groups, the teacher
wentt around, listened to students and supervised them when they needed help. One
studentt asked the teacher,
"Iff some writers had a topic in mind they would like to cover, could they discuss it with
thee editorial board?"

Thee teacher complimented her on her idea. The teacher said that it would be a negotiationn between the writer and the editorial board. It was observed that the teacher
createdd an encouraging atmosphere for the students to propose alternatives. Then the
teacherr raised the students' awareness of their decisions on the quality of their journall (i.e., the information, the language), the purpose of the journal and the resources
byy addressing to the whole class,
"Inn your groups, you will decide for yourselves these matters, but if you come across interestingg articles or resources and you think they might be useful to your friends, then
recommendd them. OK?"

Thee students continued their discussions on the quality of the journal and the proceduress to complete it. The teacher provided the students with these choices (e.g., she
saidd to her students, "decide on these matters"). From the excerpt, the teacher explicitlyy asked the students the questions concerning choices they had and the students
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madee choices in a cooperative way (e.g., the students in groups discussed and finally
chosee the topic for the journal of their group). Seen against the curriculum guidelines,, the teacher gave the students the choice of learning content and learning
strategies. .
TeacherTeacher 4. Most of the interactions between teacher 4 and the students showed that
shee asked her students the questions and gave her advice on the students' answers.
Duringg the time the students were working in groups, she encouraged the students to
choosee the topic for the journal and the work plan to complete the project work.
Teacherr 4 did not show any interference into the topic the students proposed. Followingg is an excerpt of a group of her students planning their journal.
Inn this group, Ngoc was the "head" of the group. She asked her group members to think
aboutt as many critical issues in the community as possible. Tuyet made notes. Ngoc
suggestedd marriages, superstition. Phuong suggested traffic accidents as a topic. Tuyet
thoughtt about spoiled children...and Ngoc suggested the role of women in society.
Ngocc said that she thought they were all suitable topics, so they would keep them all
andd considered them as main categories, and then they would decide how many articles
theyy would like for each category. While this group was in discussion and the teacher
wass in another group, Nhung (from another group) came to ask this group where to
start.. Kieu spent time explaining to Nhung in English. Then Nhung returned to her own
group... .
...Thee teacher visited the group and a female student explained to the teacher what was
goingg on in the group. A male student asked the teacher to look at their list of topics and
saidd that they would like two or three articles for each topic. The teacher said "good"
andd asked them what they would do next. They said they would create the titles for the
articless of their journals. "What next?" The group kept silent. The teacher said, "Look at
itt again and make the final decision on the topics and the papers for each topic and what
else?"" For a moment, a female student said in Vietnamese "Discuss the expected quality
off the papers". The teacher said that they still had ten more minutes to decide the criteriaa for suitable articles before they announce the topics to request contributions. The
studentss kept on working. ...

Thee excerpt revealed that the teacher provided the students with the choices of learningg content (e.g., students' decision on marriages, superstition, traffic accidents,
spoiledspoiled children as the possible topics for their journal) and learning strategies (e.g.,
thee teacher informed the students that they had ten minutes to decide the criteria for
suitablee articles ...) for them to work on their journal. When the students showed her
thee list of the topics and explained to her what they were going to do, the teacher just
proposedd the students review the topics and then she raised the question what to do
nextt after the students had the topic.
InteractionsInteractions in the target language. The examination of the three phases of the lessonss revealed that English was used the main medium of interactions in these lessonss of the four teachers. In the first phase of the lesson, the students self-evaluated
theirr performance of unit 2 in English. In the second phase, the teacher introduced
thee task of unit 3 to students. Teacher-students and student(s)-student(s) interactions
weree almost all in English. The examination of Teacher 4 revealed that in phase 2 of
herr lesson, she used some Vietnamese to clarify the procedure of running a journal
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too students. Let us follow the interactions between the teacher and students and betweenn the students in phase 2 of the class meeting of each teacher.
Inn the first phase of the class meeting, the four teachers spent from 10 to 15 minutess for the students to self-evaluate their execution of unit project 2 (the travel brochure)) in their own group and with the whole class. 10 to 15 minutes proved to be
sufficientt for the students to use the target language with their group members to
self-evaluatee their task execution. The students' self-evaluation focused on what
theyy liked and what they disliked about their work plan of the travel brochure and
thee travel brochure itself, and on what could be done to improve the work plan as
welll as the travel brochure. The students had the opportunity to look back on how
theyy had executed unit project 2 and self-evaluated their language learning via their
self-evaluationn of the quality of their language use in the travel brochure. A common
scenee observed across the group work of the students in the four groups was that the
studentss used English in their own group to self-evaluate their task execution and
theirr English learning.
Inn the second phase, to introduce the main task of unit 3, the four teachers asked
thee students questions and had them work in groups to answer their questions. The
examinationn of the interactions between the teachers and students and between/
amongg the student(s) showed that English was used as the main medium for interactions.. The following are the excerpts of phase 2 of the lessons of the four groups.
Thee presentation of the excerpts aims to display some scenarios in which interactionss in the target language was around 95% (a raw estimate) of all interactions conducted. .
GroupGroup 1. The teacher asked the students to examine the journals and describe their
characteristics.. The teacher had students work in three groups of four and one group
off three. Groups of students came up with ideas and the teacher again showed to be
aa good interlocutor, stimulating use of the target language authentically.
"Thee journal contains articles from different people," one student said. The teacher then
said,, "Yes, the journal content is articles from different writers or authors "
"Thee articles are about education". Then the teacher agreed and asked, "Yes, how about
TESOL?"" Then one student replied, "It's about teaching and learning English." "So, the
articless in the journal are about a certain topicT
"Whatt else?", the teacher asked. One female student answered, "Place of publication
andd year of publication" in Vietnamese. The teacher said "Good. Place and date of publication."... .

Thee teacher had the students work in groups to answer the question, "If you run a
journal,, what do you do? You have fifteen minutes to answer the question with your
groupp members and write down the list of things you do." Students worked in
groupss again. They discussed noisily. Most of the time the interactions between
themm were in English.
Theree were big agreements and disagreements among the students in different groups.
Onee student in a group suggested, "We must have the topic first", but another student
said,, "We should have the editors first because the editors are responsible for making
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thee journal". Other group members agreed with her and then they moved on to the task
off the editors and the following steps. "As editors, we correct the papers". Another studentt in her group said, "Before we correct, we ask people to write the papers and we
collectt the papers..." and finally one student said, "The editors have a topic, ask the
writerss to write and collect the articles for editing." After 15 minutes, the students
workedd in two groups together. The two groups were merged into one bigger group and
theyy discussed the topic with agreements and disagreements. Again, students from the
twoo groups had to show their group's ideas and agreed upon the procedures to make a
journal.. After ten minutes, the two big groups used the board to write down their procedures,, the teacher supervised this and asked the two groups to compare the ideas. Some
studentss looked at the board and suggested something and one student pointed out some
similaritiess and differences.

Thee excerpt from group 1 showed that the students actively participated in discussingg and formulating the task of running a journal. These authentic interactions were
conductedd in the target language.
GroupGroup 2. The teacher started by asking the Vietnamese meaning for the word "journal".. Some students said out loud some answers. No one could give the equivalent
Vietnamesee to the word "journal", so the teacher translated the word into Vietnamese.. Then she asked the students to give an example of journals. One male student
didd so. The teacher then showed students "Teachers' Edition" as an example of
journals.. She then indicated that students were going to work in group of four or five
andd went to the department library to examine the journals on the table, "Proceedingss of Educational Research Conferences of the School of Education at CTU,
"TESOLL Quarterly" and "English Teaching Forum" list the procedures when producingg a journal. The teacher asked the students to choose the group members to
workk on this project. Students discussed with whom they would work together. The
headd of the class had the responsibility of being the secretary for the whole class.
Theree were some disagreements when choosing the group members. It may be that
betterr students would like to work together; the teacher advised the students to
choosee the group members that they have not worked with before. So far, the interactionss concerning the introduction to the journal and the choice of the group memberss were conducted in English.
Afterr forming the groups, the teacher then asked the students to go to the library
too examine the journals and wrote down a list of things to do when making a journal.
Inn groups, the students went to the library to examine the journals and wrote the list
off things needed to be done when making a journal. On arrival, the teacher fed studentss with the information by having them read the front page for the date of publication,, editors, and authors and then each group had general information about makingg a journal.
GroupGroup 3. The teacher started Unit 3: The Community by writing the word "Community"" on the board and then asked the students to brainstorm the word "community."
Thenn she went round the students in turn. When the students seemed to run out of
ideas,, she started to ask the students yes-no questions so that the students could
comee up with more ideas. It was observed that the teacher first asked the students
generall questions, which required them to think for themselves. If the students could

96 6

CHAPTERR 7

nott answer the question, the teacher started to ask them specific questions. All interactionss between the teacher and students so far were in English.
Thenn the teacher distributed the journals (Annual Proceedings of Educational Researchsearch from School of Education, CTU, TESOL quarterly, Teacher's Edition, ELT
journal.)journal.) to the students and asked them to work together in groups of four to examinee the journals. She started by asking the question, "What do you think about these
journals?"journals?" In English, some students answered they liked the journals. Some said
thatt they were good journals because of the presentation. Then the teacher elicited
thee information from the students about the publisher, the editor, and the definition
off a journal. Like in the first scenario when she started the class, the teacher gave the
studentss support when necessary. By doing this, she supported the students to use
thee target language as much as they could.
Thee teacher then asked the students, "What is a journal?" A female student said, "It's a
bookk on a topic". The teacher said, "It looks like a book which is about a topic. What
else?"" Chanh, one student in the target group said, "It has many articles from many differentt authors." The teacher said, "Yes. What else?" Ngoc said, "The editors will make
correctionss to the articles"...The teacher then asked, "Who decides the topic, the quality
off the journal?" A female student answered, "The editors". Finally, the teacher returned
too the question "what a journal is". Now students had a general idea of what a journal is.
Thee teacher helped them to formulate the definition, "The journal is run by an editorial
boardd and contains selected papers from different authors about a topic."

Thee teacher raised the question "How do we make a journalT The students had
somee time to think, worked in groups and then the teacher, together with the students,, formulated the steps in making a journal. The teacher guided the students
graduallyy to the concept "journal" to prepare them for the project work. She raised
questionss and helped students to formulate the answers when students needed her
support.. No signal from classroom observation revealed that she imposed her ideas
onn her students. So far, she acted as a facilitator who was there to learn with the students.. All interactions between the teacher and student(s) and between/among the
studentss were done in English authentically. Both teacher and students used English
too discuss how to run a journal.
GroupGroup 4. The teacher distributed the students the handout of unit 3, The Community.
Shee asked the students to read the objectives of the chapter, and then asked them
questionquestion by question in English:
Whatt will you be able to do at the end of the unit?
Whatt is a journal?
Whatt do you do when you run a journal?
Iff you run a journal, who will be the editors?
Whoo will be the contributors to your journal?
Mostt students volunteered to answer her questions. To some students, the teacher
invitedd them to do so. The teacher summarized that at the end of the unit the studentss would be able not only to be the editors of a journal but the writers for a journal.. The teacher explained about the work of a writer and then that of the editorial
boardd in Vietnamese. Then she asked the students to choose the group members to
workk with. When the students finished, she again explained that each group would
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bee an editorial board running a journal and then she asked the students the theme.
Onee student said: "Critical issues in the community." The teacher then asked, "What
aree the critical issues?" Students gave some examples of critical issues such as clean
water,water, divorce, and law breaking. Then the teacher asked the students to work as an
editoriall board running a journal on the critical issues in the community. The teacher
reconfirmedd whether the students were clear about running a journal by asking them
too reformulate the steps involved in being the editors. So far, teacher 4 helped studentss to orient themselves how to run a journal. The discussion with the students
aboutt how to run a journal was in English most of the time. It was seen that in one
instancee (i.e., when she explained the work of a writer and editor) the teacher used
somee Vietnamese in her communication. For the most part, the interactions between
thee teacher and students were done in English.
Too summarize, at the level of operationalization, the four teachers provided the studentss with choices of content and strategies to run their journal. Though teacher 2 in
somee instances got much involved into the students' choices, the four teachers fully
passedd the responsibility of choice to the students. This is to say that the curriculum
wass operationalized in the four classes as intended, although to varying degrees. The
curriculumm was operationalized least well in class 2. In terms of interactions in the
targett language, most of the interactions (a rough estimate of 95 %) between the
teacherr and the students and between/ among the student(s) were in English.
1.5.21.5.2
study study

Students' awareness of choices in the creation of learning tasks: The case

ResearchResearch question. In order to find out the operationalization of the intended curriculumm on the students' awareness of choices, intervention and creation of learning
taskss as well as on their use of self-regulation skills, the case study aims to answer
thee question,
DidDid the students demonstrate awareness of making choices towards the creation of
learninglearning tasks and did they use the self-regulated skills in their learning?
Inn the previous section, although the operationalization of the intended curriculum
mett requirements, it was observed that the curriculum was operationalized the least
welll in class 2. Therefore, it is possible to infer that the behavior of students from
threee other classes in comparison with those in class 2 would be more positive.
Therefore,, I decided to report on the target cases from class 2. The four cases comprisedd three females and one male. Their age ranges were 18-19, 2 from condition
low;; 2 from condition high (i.e., with the lowest or highest initial level of selfregulation,, intrinsic motivation and attitudes to autonomous learning). There are two
aimss of the description of these cases. First, it aims at tracing whether students
showedd to be aware of, adapt and intervene in choices and showed to create the
learningg tasks for themselves. The study of these cases also aims at testing whether
thee cases showed use of self-regulated skills in their learning. Second, it focuses on
gainingg insights into how students with different initial level of self-regulation, in-

98 8

CHAPTERR 7

trinsicc motivation and attitudes to autonomous learning changed regarding choices
andd using self-regulated skills in learning. Table 7.2 presents the cases' gender and
initiall condition.
TableTable 7.2. Cases' gender and condition

CasesCases

Phuongg
Baoo
Hongg
Uyenn

Gender

Male
Female
Female
Female

Condition

Low
Low
High
High

DataData sources. Three sources of data of the four cases were analyzed and reported to
findd out the students' behavior regarding choices and their use of self-regulated
skillss in learning.
First,, in the observed class-meetings (class-meetings 1 and 5, unit 1; classmeetingg 1, unit 2 and class-meeting 1, unit 3), the behavior and response of these
fourr cases were documented, transcribed and analyzed in three categories: Whether
theyy were aware of choices they had, whether they adapted choices and whether they
createdd learning tasks for themselves.
Second,, the cases' portfolios (i.e., students' reflections on class meetings, on
sourcess used as sub-tasks, on their study plan, on their self-evaluating task execution
andd their making of plans for future task execution and language learning) were examinedd in the sub-categories: (1) how they planned their learning, (2) how they executedd and monitored their learning, and (3) how they self-evaluated their learning
productt and process.
Third,, the cases' responses in the interview were analyzed in terms of (1) how
theyy felt about learning with the intended curriculum, and (2) whether the intended
curriculumm provided them with sufficient choices of learning content and learning
strategiess for them to execute the learning tasks. Upon analysis, their responses were
reported. .
TheThe procedure of data analysis. First, the descriptions of each of the cases' activities
orr behavior during the operationalization of the three units of the intended curriculumm were made. Students' behavior and verbal reactions in making choices were
highlighted.. In addition, the descriptions focus on the activities and behavior that
eachh case demonstrated, respectively after each class meeting and after each unit.
Second,, their portfolios documenting their reflections on the class meetings, learning
sub-tasks,, their study plan, their self-evaluations upon unit task completion and
planss for task execution and language learning were analyzed. Students' learning
activitiess were classified into three groups: Planning, monitoring and self-evaluating
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withh reference to the framework for analyzing the students' portfolios (see section
4.1.11 in chapter 6 of this book). Third, their answers in the interviews about their
perceptionn of the curriculum (challenging, demanding, too new) and their real learningg experience with the curriculum were analyzed.
Results.Results. This section presents the target students' awareness of choices to creation of
learningg tasks and their use of self-regulated skills in their learning students during
thee time the intended curriculum was operationalized, starting from condition low to
conditionn high.
CaseCase 1. Phuong, a male student from condition low, looked quiet and a bit shy. Duringg the first class meeting, he appeared worried. In his writing in response to the
assignmentt "writing about your first-class meeting" in Unit 1, he addressed the way
off learning as "the new method". Phuong showed to be aware of the choices availablee through his perception that with this new way of learning students could decide
onn the content and the method to learn, which could be challenging but advantageouss to students studying English at CTU. In his writing about the first-class meeting,, he acknowledged the benefits of the interactions that students could have. From
thesee interactions, he may learn from the teachers and senior students of English. He
perceivedd that the first class meeting also provided him with useful information to
preparee for the completion of a good student guide. After reading his writing about
thee first class meeting, we will learn that his worriedness is not as serious as it
looked. .
"II think it is difficult for me to study English by this new way but I will try to study because my
friendss and teachers will help me."

Inn the planning section to design the student guide (Unit 1, meeting 2), Phuong kept
silentt most of the time when his group members were discussing the plan for the
studentt guide. A positive sign was that despite being nervous while speaking (i.e.,
tremblingtrembling hands) and poor spoken English, he did contribute that the student guide
shouldd include the difficulties of learning English. It could be inferred that the task
createdd the opportunity for him to create the content to complete the task. His creationn of the content manifested that the task generated the room for him to be aware
off choices of content and make the decision on the content.
Inn terms of self-evaluating his own learning, in order to create proper learning
taskss for himself, Phuong recognized the difficulties his group had when they
workedd on the student guide: "We lack the map of campus 2 and the information
aboutt the library" and difficulties he was facing learning English. At the end of unit
1,, in his writing about his plans for learning English, Phuong pointed out his weaknesses;; "I'm not familiar with the new environment and with the new teaching
method,, so I'm still afraid of speaking in front of the class." He set his plan for his
learninglearning English,
"II will try to study better; I'm going to listen to the tapes or news on the radio to practicee listening skills. I will read books to provide me with vocabulary. I will raise the
problemss with friends and teachers."
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Withh such a list of things to do, Phuong was quite aware of the choice of learning
contentt (manifested by learning resources in his case) and learning strategies he had
andd even he created the learning tasks for himself.
Inn Unit 2, reflecting on the resources that he used as the sub-tasks to assist the
completionn of the main-task, Phuong showed to be critical. He wrote in English
(polishedd by his teacher),
"Inn the library, I found many travel brochures about many regions in the world. I read a
travell brochure about North Ireland. I like the beautiful pictures and the organization:
Introduction,, holiday activities, accommodation and maps. Besides, 1 learned many new
words,, but I do not like the introduction of many places to eat"

Inn terms of self-evaluating, Phuong could spot the strong and weak points in his
groupp and elaborated his self-evaluation rather well,
"II feel that my group's travel brochure is good with many beautiful pictures and interesting content.
Yet,, we need more information to make my travel brochure more interesting and abundant."

Thoughh Phuong still had problems with speaking English, it could be observed that
throughh his writing in English he got involved in working seriously with the curriculum.. He began to talk more when unit 3 started. He volunteered to give the example
off a critical issue in the community. Phuong showed to do his best to follow the lessonn and thought along with what was happening during the lesson. He looked more
attentive,, though still shy and somewhat quiet. He appeared to be more confident,
thoughh not yet taking an initiating role, and told in the interview that he felt inferior
withh his English. For his plan after this semester, Phuong set an agenda to improve
hiss English to overcome the feeling of frustration and lack of confidence, and planningg activities, creating opportunities to communicate in English. In his writing in
English,, he planned,
...II will speak more English with my friends and teachers so I can overcome my shynesss and I will be confident with my English learning. I will go to the library to look for
bookss to read so that I have more vocabulary and I will speak more...

Fromm the interview, Phuong's speaking in English did not improve much. His writingg in English got better after each unit. From his reflections, Phuong showed to
involvee himself in the curriculum, being aware of choice-making, learning to reflect
onn sub-tasks, self-evaluating the main-task, setting plans to overcome difficulties in
learninglearning and to improve his learning. Phuong recognized that his progress in speakingg was not much but his progress in writing was easily seen and to him, with time,
hee would get better accustomed to this new way of learning, then he would be a betterr language user and learner. To Phuong, he liked to learn English in this new way
becausee it is good for communicating in English and good for getting information.
Itt was observed that Phuong showed to be aware of being provided with opportunitiess to make choices of learning content and learning strategies. Going further than
beingg aware of the choices available, Phuong showed the ability to create the learningg tasks for himself, which was revealed in his future agenda of learning the target
language.. He showed use of self-regulated skills in his learning: Planning (e.g.,
speakingg more English with friends, going to the library to read books,), monitoring
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(e.g.,, suggesting including more pictures in the travel brochure) and evaluating his
learningg (e.g., showing the strengths and weaknesses of his group's travel brochure).
CaseCase 2. Bao, a female student from condition low, looked quiet but confident. In the
firstt class meeting in Unit 1, when being learned from the course policy that students
wouldd be able to make choices of content and methodology to learn, Bao looked
sternn and seemed to think about something. Yet, it was interesting to learn what Bao
feltt about her first-class meeting in the first draft of her writing in English,
Itt {the first-class meeting) is interesting because I work with my new friends, new
teacherss who are very friendly and happy. Moreover, it is surprising because in high
school,, I never spoke English with my teacher, but here in University, we use English to
talkk and to discuss together about many different subjects. So I have a little trouble, but
I'mm very excited with this new studying method in which I can improve my level of
speakingg and listening and study the way of communication by language.

Baoo showed to be comfortable with the curriculum at the start, so during the planningg session of the student guide, she actively participated in planning the student
guidee and suggested what to include and not to include
"nott to write many details, just useful information such as learning English in Cantho
University."" (Bao 's spoken English)

Learningg in a new environment and with a new way like that which Bao addressed,
shee made a plan of learning for herself so as "to be able to study well" as she shared
inn her writing in English,
Thee most important problem is the skill of listening and speaking English. At home, I
startedd practicing to listen to the tape of English that I never did in high school, besides
II also improve my skill of speaking English with my classmates about everything at
everyy time and everywhere
studying in groups.

Duringg the planning session of unit 2, Bao showed to make use of the resources as
sub-taskss to complete the main task. In writing (in English) her reflection on her
choicee of reading one resource as a sub-task to complete the travel brochure as the
mainn task, she noted,
II chose to read the Sydney travel brochure. It was a good brochure because the organizationn was good from general information to specific information. One thing I do not
likee it is that it gives too much information.

Inn Unit 2, Bao showed real confidence when, on behalf of the group, she presented
theirr group's work plan and text plan and gave feedback to the content of other
groups'.. Bao evaluated her group's travel brochure with strong and weak points and
hadd a clear scheme to improve the weak points. She reckoned that her group's travel
guidee was informative and beautiful in terms of presentation; her group did the best
too produce that travel brochure. However, she thought that her group's weak points
weree the structures and words used; her group needed to read more to use better
English. .
Duringg unit 3, Bao worked as the group leader. She did not talk much as some
groupp leaders. She showed knowledge of how to plan the working plan and text
plan.. She facilitated the group discussion by asking her group members ideas or
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questionss concerning planning the unit task, planning the journal, suggesting how to
collectt information and dividing the work among the group members.
Baoo showed that she had no problems with learning with the curriculum. At the
firstt class meeting in the program, she looked stern because she was surprised about
thee way of learning with the curriculum (her response in the interview). Then, Bao
wass quite comfortable with learning in "the new way" (Bao's writing about her first
classs meeting). She went further than being aware of making choice. She planned
whatt to do to improve language learning, she self-evaluated her group's project
workk and she set plans to learn English better (listening, speaking, self-studying
grammarr and pronunciation, studying in groups, paying attention to the structure and
contentt expressed in the structure and planning activities, creating opportunities to
communicatee in English). In the interview, Bao explicitly expressed her interest in
learninglearning with the curriculum; she liked to study in the same way in the coming semester:: "I prefer to study with this new way in the next semester". To her, the new
wayy of learning is interesting and satisfying. It created opportunities for communicatingg in English and for getting information (i.e., about living and learning in Cantho,, a province in the Mekong Delta or critical issues in the community).
CaseCase 3. Hong, a female student from condition high, looked sad and quiet. In the
first-classfirst-class meeting in Unit 1, after the teacher explained about the course policy and
aboutt the choices that students may make, Hong looked quiet and confused. Her
faciall expression could be interpreted as that she was aware of choice making but
thee experience was too new for her. After the first class meeting, Hong, in her writingg in English, expressed that she thought that her classmates spoke English well
andd she could learn many things from her classmates. To her, her first class meeting
helpedd her to know about a "new" way to learn English. It also helped her write the
studentt guide. In her writing, Hong was as "quiet" as in her speaking in the firstclasss I observed. She did not write much about the class and her feelings or impressions. .
Inn the planning session of unit 1, Hong kept silent most of the time and did not
takee initiatives in planning the student guide. She seemed to be an outsider. Her eyes
lookedd sad and seemed as though she had become lost and lonely. In the discussions
withh her friends about the planning session, when being asked in English, she answeredd in Vietnamese in very soft voice, which indicated that she understood the
spokenn English. Talking about the planning session of unit 1, Hong acknowledged
thatt session helped her with useful information to complete the student guide. From
herr written account in English, we may infer that behind her silence, Hong fully recognizedd the independent way of learning English, problems she would encounter
andd how to find solutions to the problems. In addition, from that written account, she
showedd she was able to seek help by raising questions and asking for the teacher's
help. .
Inn this first semester in my university, I have to learn English in the new way of learning.. I can choose the learning content and the learning method. It requires me to learn
Englishh by myself. I need to learn how to solve my problems,... I do not have enough
vocabularyy to speak some things that I want to. I am not good at listening, speaking,
grammarr and pronunciation. So I think I should learn more. At home, I am going to read
storybooks,, newspapers, magazines and listen to tapes. Beside school time, I need to
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studyy in groups of three or four. In groups, I will raise and discuss problems that 1 face.
Finally,, I will ask my teacher for her advices about the way to solve the problem.

Duringg Unit 2, she was passive and kept silent most of the time. She did not show to
bee critical or good at reflecting on resources which served as sub-tasks. When readingg a Boston Travel guide, her evaluation of the guide focused on beautiful pictures
ratherr than the information or on the organisation. In terms of self-evaluating her
group'ss project work, Hong could pick out strong and weak points, but she did not
elaboratee her ideas why she thought that was a strong or a weak point.
Hongg still did not talk much during the operationalization of unit 3. However,
shee showed to belong to the group as an insider: She used English to talk with her
friendss more often than she had done. When she spoke, she used about half Vietnamesee and half English and she was still slow in expressing herself. She was nervouss (e.g., red face, shaking hands) when she spoke. At the end of the semester, in her
agenda,, she will measure the possible problems and devise solutions to the problems
facedd in improving her English learning.
Inn the interview in English, Hong perceived that the curriculum was challenging
forr her and that it was good for her to learn to make choices and to create learning
taskss for herself. She liked to learn with the curriculum in the coming semester. She
saidd that she needed some more time to get used to learning with the curriculum to
bee more confident. Hong did not set a big agenda for her future learning. In setting
herr learning agenda, she was quite aware that the control of learning had been
passedd to her. She may choose learning content and learning methodology, so it was
goodd for her to create a learning task by measuring possible problems and planning
solutionss to improve her English learning.
CaseCase 4. Uyen, from condition high, is an active and confident-looking female student.. At the start of Unit 1, Uyen showed to be active and aware of the choices the
studentss could make when working with the curriculum. She looked happy and satisfied.. She was very positive about her first class meeting in her writing in English,
Wee were very eager that morning because we had been told about the new and interestingg teaching and learning methods. ... It (The new way of teaching) was different from
highh schools. We could choose the content of the lesson and the way we learn. We
kneww that it was time to change ourselves to get familiar to it. We could learn a lot from
ourr first class meeting and found it very useful for our project completion... I felt very
goodd about first class meeting and I loved it because it gave me a sense of friendship.
Wee learned how to be active in public and how to be more confident of our English....

Withh an idea of changing herself to become familiar with the new way of learning,
workingg in her group, Uyen raised the question about the student guide, "what informationn to include and how to organize it." She also created conditions for her
group-matess to participate, for instance by turning to Hong to ask for opinions.
Att the end of unit 1, Uyen looked back her task execution and set plans for her
futuree study.
"Afterr finishing chapter one, "school-life", I can now look back and evaluate myself
andd my studies so that I can shape my planning and learning strategies."

Inn working in groups, Uyen thought that she would cooperate more with her friends
andd shared the job among group members more equally. She had the impression that
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shee did much more than her friends did. She would try to discuss with her friends
moree and try her best not to make decisions by herself, but with the group members.
Too perform well at school, she would prepare the lessons well at home. To improve
herr English, she would listen to tapes, to radio programs, speak English with friends,
self-studyy grammar and pronunciation, study in-group and control and use time in
thee best way. It was seen that at the end of unit 1, Uyen created learning tasks for
herself. .
Duringg unit 2, Uyen showed to be quite active in learning. She was a critical
readerr and learned how to use the information from resources used as sub-tasks to
completee the main task. She shared,
"Afterr I read the travel brochure about New York City, I really found a lot of interesting
thingss that I would like very much to include in my own. However, there is something
thatt is not interesting at all."

Thenn she elaborated her evaluation of New York travel brochure. She liked the
beautifull and impressive pictures about the city as well as special attractions of New
York.. She also appreciated liked the good text organisation because to her all ideas
weree arranged in a very clear way. She perceived that, in terms of writing style, New
Yorkk travel brochure consists of many complicated structures that they were difficultt for her to understand and she did not like the idea of including advertisements in
aa travel brochure.
Inn the class meeting in which students sat together to share and give feedback to
otherr group's travel brochure plan, Uyen, confidently, tried to defend (in English)
herr group's text plan and also provided feedback to the other group's travel brochure
plan.. She showed to be very elaborative when she talked about her group's travel
plann or gave feedback to other group's; she evaluated her group's travel brochure as
meetingg their expectation with sufficient information, nice presentation and good
layout.. The most important was that her group members got along well and had a
goodd working plan.
ActivelyActively taking part in answering questions when the teacher starts teaching Unit
3,, as usual in her group, she was appointed the leader of the group, reporting what
hadd happened in her group, suggesting the dividing of jobs among group members.
Att the end of the semester, Uyen planned future activities to improve her learningg English: Being aware of learning styles and strategies, measuring the possible
problemss and planning solutions and planning activities and creating opportunities
too communicate in English.
...Too be a good student of English, I will speak as much English as I can. I will use language-learningg strategies that are most suitable to me. In addition, I will predict the difficultiesficulties of learning I can face and then plan how to solve them

Itt was seen that Uyen was quite confident with the curriculum. She moved from
beingg aware of the choices she had when working with the curriculum to making use
off the choices she had, planning her learning, self-evaluating her planning, setting a
futuree agenda for task execution and English learning. Uyen goes further than being
awaree of choices that the intended curriculum allows her; she created learning tasks
forr herself.
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Inn conclusion, it was observed that the four students in the target group, whether
fromm condition low or high and from the class in which the operationalization of the
curriculumm was examined as the weakest of the four classes, showed awareness of
makingg choices, showed ability to adapt choices and to create the learning tasks.
Theyy showed self-directed skills use in their learning. The analysis of the three
sourcess of data from the target students confirmed that, at the level of implementationn of the intended curriculum, students showed awareness of making choices,
adaptedd and intervened in choices and created learning tasks for themselves. In addition,, they exercised their self-regulated skills.
Off the four cases from the two conditions, case 2 (from condition low) and case
44 (from condition high) showed to participate better. They were more involved and
createdd more learning opportunities when working with the curriculum than case 1
(fromm condition low) and case 3 (from condition high). They showed no difficulties
inn adjusting themselves to learn with the intended curriculum; they expressed their
interestt and enjoyment in learning with the curriculum. They were ready to make
choicess and set up their own learning agenda. In comparison with case 3 from conditionn high, case 1 from condition low participated and created more opportunities to
learn.. He showed progress after one semester and grew more confident in his learningg of the language. It is the case that the curriculum benefited students from both
conditionn low and high in so far that they became more responsible for their learning
byy taking part in deciding what to learn and how to learn and by setting learning
taskss for themselves. Overall, the case study confirms that the curriculum was operationalizedd as it was intended.
Too conclude, the description and analysis of unit 3 in operationalization showed that
thee intended curriculum, though on a slightly different level of operationalization,
providedd the students with choices of learning content and learning strategies for
themm to do the task. In terms of making the students aware of the choice of learning
contentt and learning strategies, teacher 1 and teacher 3 asked the students questions
concerningg the choices they had and then let them work together to decide on what
taskk and how to do it. Though teacher 2 and teacher 4 did not explicitly ask the studentss questions relating to the choices they had, they let the students decide the
learningg content and learning strategies.
Classroomm observations revealed that all four teachers had students work in
groupss to plan which topic(s) to include in the journal and how to run the journal.
Teacherr 2 at times was so supportive that she seemed to direct students to her preferencee of text plan and work plan but for almost all cases, students in this class
jointlyy decided what to do and how to do their project work. The operationalization
off the curriculum met the requirement: Choices were available in all four lessons,
andd the way the teachers provided choices varied.
Thee main medium of communication in these lessons was English. During the
fourr lessons, the teachers and students used English almost all the time. It was seen
thatt teacher 4 spoke some Vietnamese to her students (e.g., when she clarified the
taskk of a writer to a journal and the editorial board of a journal).
Ass observed in the four groups, the control of learning in a large extent was
passedd to students. Students were aware of the choices and they did make choices of
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thee content for their task and of learning strategies to complete the task. Globally,
thee intended curriculum was operationalized according to plan. The main medium of
communicationn in these lessons was English. During the four lessons, the teachers
andd students used English almost all the time. It was observed that teacher 4 spoke
somee Vietnamese to her students (e.g., when she clarified the task of a writer to a
journall and the editorial board of a journal).
Thee excerpts from the classroom observations revealed that almost all (a rough
estimatee of 95 %) interactions between the teacher and student(s) and between/
amongg the student(s) were conducted in English. The teachers, via the task, got the
studentss to participate in using the target language authentically.
Thee operationalization of the intended curriculum created opportunities for the
studentss to be aware of choices, to adapt choices, and to create the learning tasks for
themselves.. Students also showed use of self-regulation skills in their learning.
1.61.6 Conclusions
Thee analysis of classroom observations in which the teachers' pedagogical actions
concerningg the provision of choices of learning content and learning methodology to
studentss were demonstrated confirmed a positive answer to the research question,
'Didd the teachers provide students with choices of content and strategies for them to
doo the task?'
Thee teachers provided the students with choices of learning content and learning
strategiess for them to do their tasks. An examination of the interactions between the
teacherss and students and between/among students showed a positive answer to the
question,, 'Were interactions between the teacher and students and between/among
thee student(s) conducted in the target language?'
Alll four teachers operationalized the curriculum as it was required; however, the
"no"" answer was given to the research question, 'Was the curriculum operationalizedd at the same degree in the four groups?' In the four groups, the curriculum was
operationalizedd in a slightly different degree. The curriculum was least well operationalizedd in class 2.
Thee analysis of the class-meetings observed in the three units, the analysis of
students'' portfolios concerning their use of self-regulated skills in learning, and their
responsess in the interview confirmed a positive answer to the research question,
'Didd the students demonstrate awareness of making choices to creating learning
taskss and did they use self-regulated skills in their learning?'
Studentss from the condition low or high involved in working with the curriculum
showedd to awareness of the choices they had in the way that they adapted the
choicess and created the learning tasks for themselves. From the excerpts of classroomm observations, from the analysis of the students' portfolios and from their responsess in the interview, it was observed that students were involved in selfregulatingg activities, using self-regulated skills in their learning. They showed that
theyy planned, monitored and evaluated their task execution and their language learning. .
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Overall,, the descriptions and analysis of the classroom observations showed that the
curriculumm was operationalized as intended.
Inn section 1 of this chapter, the description and analysis of the intended curriculum
inn operationalization revealed that the curriculum was operationalized as intended,
makingg students aware of the choices they had and providing students with choices
off learning content and learning strategies to do the tasks to learn the language. In
thee following section, we will present the teachers' and students' perception of the
operationalizedd curriculum.
2..

THE PERCEIVED CURRICULUM

2.12.1 Research questions
Thee investigation into the teachers' perception of the quality of the intended curriculumm in operationalization aims to answer the questions,
1)) Which aspects of the curriculum did teachers perceive positively?
2)2) Which aspects of the curriculum need to be improved?
Thee purpose of students' perception of the intended curriculum is to find out the
answersanswers to the questions,
3))

Which features of the curriculum contributed, in the students' view, to the enhancementt of their self-regulation and intrinsic motivation?
4)4) Which feature(s) of the curriculum need to be improved?
Thee overall aim of documenting information on the operationalized and the perceivedd curriculum is to ascertain whether the curriculum was implemented as intendedd and to set directions for improving its quality.
2.22.2 Instruments
DocumentingDocumenting the teachers' perception. A questionnaire consisting of 14 questions
wass adapted from the framework of evaluating the elements of curriculum by Davis
(1980)) to document the teachers' summative evaluation of the intended curriculum.
Teachers'' evaluation of the intended curriculum focuses on objectives, the materials,
andd teaching and learning activities. Refer to section 4.2.1 in chapter 6 of this book
forr the detailed description of this questionnaire.
DocumentingDocumenting students' perception. A questionnaire consisting of seven questions
wass used to document the students' perception of conditions supposed to enhance
students'' self-regulation and intrinsic motivation. See section 4.2.2 in chapter 6 of
thiss thesis for the detailed description of this questionnaire.
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2.32.3 Participants and procedure
Thee four teachers and 60 students involved in operationalizing the intended curriculumm responded to the questionnaire, perceiving the operationalized curriculum.
Att the end of the semester, a questionnaire used for the summative evaluation
wass delivered to the teacher. Then the teachers' evaluation of the operationalized
curriculumm was discussed in two rounds, using the Delphi technique. Teachers' perceptionn of the intended curriculum was summarized and grouped in the three main
headings:: The objectives of the curriculum, teaching materials, and teaching and
learning. learning.
Att the end of the semester, students filled in a questionnaire in which they perceivedd the features of the intended curriculum supposed to enhance the students'
intrinsicc motivation and attitudes to autonomous learning.
2.42.4 Results
2.4.12.4.1

Teachers' perception of the curriculum

TheThe objectives of the intended curriculum. Evaluation of the objectives focuses on
explicitness,, authenticity, attainability and reflection of local conditions and requirementss in the curriculum.
Too the four teachers, at first, the objectives of the curriculum (i.e., learning Englishh as a foreign language by using it authentically and learning how to learn the
language)) seem implicit. Then they became explicit through (1) the learning activitiess in the sub-tasks and the main tasks and through (2) the control of learning
graduallyy passing from the teacher to students after each unit. At the end of each unit
andd at the end of the operationalization of the curriculum, students knew what they
weree able to do.
Thee objectives of the curriculum appeared to be realistic and to some extent attainablee in a Vietnamese learning context. They were realistic because the students,
att the end of the course, were able to write a student guide, to complete a travel brochuree and to run a journal. The students showed improvement in their public speakingg skills from their experiences presenting the outcomes of their task performances
too their classmates. What the students are able to do is closely related to their daily
life.. However, according to one teacher, autonomous learning is still a novel way of
learninglearning to students, so they still need the teachers' guidance. That is to say, more
teacherr guidance should be included in the curriculum. However, in response to the
ideaa of that teacher, another teacher perceived that students' autonomy is demonstratedd in their seeking help. If students think they need the teacher's assistance, they
willl ask for this. Therefore, more guidance from the teachers is not necessary to designn into the curriculum module. The reconciling position is that in future implementationn of curricula for learner autonomy, how much guidance to students from
thethe teacher is decided by students' psychological characteristics (e.g., shyness, too
muchh teacher-dependence).
Threee teachers perceived that the local conditions and the requirements of studentss and community were not reflected in the objectives of the curriculum because
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locall conditions (e.g., opportunities to speak English outside the class) do not offer
anyy favors to the objectives of the curriculum. However, to one teacher, though the
studentss did not have many opportunities to speak English outside the classroom, the
objectivee of the curriculum was still attained because with the implementation of the
curriculum,, many students did seek opportunities to speak English outside the classroomm when they met the teachers of English. The students created the opportunities
forr themselves to use English. Seeking opportunities to use English outside the
classroomm was a positive sign of autonomous language learners. To this teacher, the
mostt important issue is that students should be encouraged to use English both insidee and outside the classroom as often as possible. At the end, the teachers agreed
uponn supporting the creation of an English language use environment.
Anotherr issue raised was whether the requirements of the students and the communityy were reflected in the objectives of the curriculum. Two teachers perceived
thatt no reflection of the requirements of the students or the community could be
foundd in the objectives of the curriculum. Students need to learn what they would be
ablee to use in their future job when they graduate from the program. They reasoned
thatt universities should prepare students for secondary schools and that we have to
considerr the gap between what happens in the university and what happens in secondaryy schools. Their idea relates to "learning to transfer" but this "transfer" is a
short-termm strategy, not anticipating future development. These two teachers' ideas
goo back to the question whether we should prepare students for the future or educate
themthem just for today. Two teachers agreed that the requirements of students and the
communityy were reflected in the objectives of the curriculum because students need
too be trained to be independent language learners to prepare them for the future jobmarkett and their professional development. The teachers finally decided that the
curriculumm should prepare the students for their future teaching in secondary schools
byy training them how to develop their teaching skills helpful for their teaching. In
addition,, to prepare students to cope with changes, students should learn to be
autonomous.. Weaving the idea of developing learner autonomy into the existing
curriculumcurriculum is essential.
Too summarize, the reconciling perception of the teachers confirmed the explicitness
andd attainability of the objectives of the intended curriculum: Using to learn and to
learnn how to learn the target language. The gradual pass of control of learning to
studentss within the activities in each unit and thereafter unit by unit, made the objectivess of the curriculum explicit. Creating a language use environment (e.g., seeking
thee opportunities to use the target language and making the target language as the
mainn medium of classroom interactions as much as possible) made the objectives of
thee curriculum attainable. Creating a language use environment is in line with
Howatt'ss (1984) assumption of language acquisition through communication. Weavingg the idea of developing learner autonomy into the existing English teacher educationn curriculum at CTU by adapting the design parameters in future curriculum developmentt is essential.
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TeachingTeaching materials. In evaluating whether the teaching materials supported the curriculumm objectives, two perceived "yes" and two, "yes, but not much" because
teachingg materials in unit 2 and 3 need to be adapted to achieve the aim of the lesson
andd the objective of the curriculum module. Two teachers perceived to include more
travell brochures and journals as forms of reading. They also recommended adding
somee audio materials relating to journal writing to help students to improve their
listeningg skills so that they will learn not only to be autonomous language learners
butt also be given the chance to develop their language skills as well. One idea was
thatt within the framework of learning and teaching at CTU in specific and in Vietnamm in general, the facilities, equipment, personnel required, class size (from 11 to
177 students) and the students' ability range (a rather homogenous population; all
passedd the requirements of the national entrance exam to the university) were adequate. .
Thee majority of the teachers1 evaluation on the teaching materials suggested that
moree references used as sub-tasks should be added. As a curriculum developer, I
agreedd that it would be a good idea to have more references available to students.
Onee of the purposes of operationalizing the intended curriculum is to create opportunitiess for students to be as much as self-directed as possible; therefore, it is a good
ideaa that students are encouraged to look for the references to be used as the subtaskstasks after some time familiarizing themselves to the curriculum. This search for the
referencess to be used as the sub-tasks will offer students more authentic choices than
byy limiting them to a number of recommended sources. With the selection and
choicee of references which will be used as sub-tasks, students will exercise their
autonomy. .
TeachingTeaching and learning: Making choices. The four teachers evaluated that the curriculumm module creates "quite a lot" of opportunities for students to make choices,
whichh stimulated their autonomy. One teacher perceived that she liked the idea that
thee students might make choices of learning content and learning strategies; however,, to this teacher, as with the first-year students who are used to being instructed
inn almost everything by the teachers, these students need extra training to function at
thiss level.
Itt necessarily means that students learn to make choice by choosing. The teacher
shouldd hand over to students the decisions of what (in the framework of the negotiatedd curriculum) and how to learn. If students need teachers' advice on choosing the
learningg content or learning strategies, the authentic questions should come from the
students.. Johnson et al., (1998: 80) claim, "When students are compelled to assume
greaterr responsibility for directions their learning will take, they will gradually learn
too see themselves as controllers of their own learning. Learning is seen as selfinitiatedd and not other-initiated". As a result, no extra training on helping students to
makee choices would be necessary.
TeachingTeaching and learning: Individualization. Two teachers agreed that if we allow studentss choice, we encourage individualization. One teacher perceived that the curriculumriculum created "good" conditions for students to be individualized. Students had
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flexibilityy in choosing what to learn and how to learn, which meant that their learningg was individualized. One teacher agreed that individualization is stimulated via
thee tasks and learning activities in the module, but due to some students' adherence
too traditional methods, we need more time to see more clearly how the students individualizedd their learning.
TeachingTeaching and learning: Reflection and self-evaluation. Four teachers perceived that
thee students had the opportunities for reflection and self-evaluation. The curriculum
createdd opportunities for students to reflect through interactions by using the target
languagee to communicate authentically with their peers about their learning process.
Thesee interactions are crucial for language development (Wolff, 1994) and the developmentt of learner autonomy (Little, 1996a). However, to the teachers, questionnairess or checklists for reflections should be more specific so that the students find it
easierr to reflect on their learning. At the beginning of the course, students should be
givenn a self-assessment form so that they can define what they want or need in order
too develop their language ability. This will help them assess the progress they make
byy reflecting on the plan they set and the outcome they achieved.
TeachingTeaching and learning: Scaffolding. To the four teachers, the curriculum created the
conditionss for the students to negotiate and cooperate with their teacher and classmates.. Pair-work, group-work and tutorials are good evidence of this.
Thee four teachers experienced that the control of learning was gradually passed
fromm the teacher to the students after each unit; this could be seen clearly from Unit
22 onward. The transfer of control of learning will be seen more clearly after each
semester.. The four teachers all agreed that the degree of autonomy was increasingly
encouragedd between unit 1 and unit 3.
TeachingTeaching and learning: Learning strategies. To one of the teachers, the curriculum
needss to make students aware that they may choose which strategies they think fit
themm best to do their tasks. Only then, according to her, the curriculum is satisfactoryy in terms of creating opportunities for students to choose the learning strategies.
However,, to three other teachers, "learning styles and learning strategies should be
introducedd explicitly at the beginning of the course and at the beginning of each unit
soo that students can choose among these strategies" (i.e., the best way to learn somethingg oneself).
Thoughh the learning activities and unit tasks made students unconsciously aware
thatt language use is language learning and language learning is language use, the
fourr teaching teachers perceived that the curriculum module should require teachers
too make this point clear to students and then they will be more aware of using the
languagee to learn the language.
Thee evaluation procedure and instrument were effective in documenting students'' learning process, but not for grading the students' language proficiency. More
specificc criteria to evaluate the students' language skills need to be designed.
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Too summarize, the teachers' experiences and perceptions showed that the objectives
off the intended curriculum were achieved. Two pedagogical lessons from the teachers'' perceptions were drawn. First, how much guidance from the teacher to help
studentss take control of learning, depends on the students' psychological characteristics.. Second, an encouraging perception from the teachers was that using to learn
andd to learn how to learn, the target language would be feasible when learners and
teacherss create an environment to use the target language.
Inn terms of teaching materials, besides those recommended by the curriculum
developerss and teachers, students should be encouraged to select the references to
usee as sub-tasks, which provide students with more choices of learning content.
Thee intended curriculum created opportunities for the students to make choices
off learning content and learning strategies with proper scaffoldings from their teacherss and classmates. Therefore, the learning was individualized. The students showed
self-evaluationn in their learning product and process. To assist the students' reflection,, especially to those who just start with using to learn and learning to learn the
languagee paradigm, questions stimulating students' reflection on their learning processs and products should be specific.
Inn terms of the learning strategies for successful language learning and learner
autonomy,, the curriculum should focus more on helping students find out for themselvess what types of learners they are by exploring learning strategies that fit them
bestt with the scaffolding of the teacher.
2.4.22.4.2

Students' perception of the curriculum

Att the end of the semester, 60 students filled in a four-scale questionnaire. The questionnairee consisted of seven items concerning whether the intended curriculum (1)
providedd students choices to do the unit project, (2) was designed to pass the control
off learning to students, (3) allowed opportunities for students to reflect on the learningg content and learning strategies, (4) helped students be aware of their own role in
succeedingg in language learning, (5) created opportunities for the students to work in
cooperation,, (6) helped the students to build confidence, and (7) aroused the students'' curiosity and challenged the students.
Thee mean (A/ = 1.85, SD = .49) on the scale of "1 as strongly agree", "2 as
agree'",agree'", "3 as disagree1" and "4 as strongly disagree'" indicates that students positivelyy perceived the intended curriculum. Figure 7.3 displays the mean score for
eachh feature of the intended curriculum.
Regardingg the students' perception of each feature of the curriculum, passing the
controll of learning to the students (i.e., item 2 of the questionnaire) was perceived to
bee the strongest feature of the curriculum. Helping the students to build up their confidencee in learning (i.e., item 6 of the questionnaire) was perceived as the weakest
featuree of the curriculum. Reflecting on the operationalization of the intended curriculum,, though the four teachers held tutorials on a weekly basis and at the students'' request to support them and help them to build confidence in their learning,
ann important pedagogical lesson from students' perception could be that more psychologicalchological supports may be provided to students.
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2.52.5 Conclusions
Thee teachers' and students' perceptions of the curriculum brought insight to the
evaluationn of the quality of the curriculum.
2.5.12.5.1

Teachers' perception

Fromm the teachers' perception, this section answers these two questions:
1)) Which aspects of the curriculum did the teachers perceive positively?
Objectives.Objectives. The objectives of using to learn and to learn how to learn the target languagee were achieved. Students used the target language authentically to plan, to
execute,, and to self-evaluate their project work execution and language learning,
whichh aim at stimulating students' learner autonomy and communicative competence.. Control of learning was gradually passed to students from activity to activity
withinn the unit and from unit to unit. In terms of learning strategies, the curriculum
providedd students with opportunities to experiment with language learning and selfregulationn strategies.
Materials.Materials. From the teachers' perception, the curriculum provided students with
sufficientt materials to be used as sub-tasks to assist students to complete the main
taskk (project work). More resources should be introduced to students and students
themselvess should be encouraged to select resources and use them as sub-tasks.
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TeachingTeaching and learning. Teaching and learning activities in the curriculum provided
studentss with choices of learning content and learning methodology to complete
theirr tasks. The description and analysis of the curriculum in operationalization confirmedfirmed this evaluation. Learning was individualized. Students had the opportunities
too reflect on their task execution and language learning.
2))

What needs to be improved?

ReflectionReflection and learning strategies in teaching and learning activities. Questions and
checklistss to assist students' reflection on task executions and language learning
shouldd be more specific and detailed. In terms of learning strategies aiming at
achievingg the learning to learn objective, in future implementation, a task-based
learningg curriculum should focus more on stimulating students to find out for themselvess what types of learners they are so that they can explore and choose language
learninglearning strategies that fit them best.
2.5.22.5.2

Students' perception

Fromm the students' perception, this section answers two questions,
1))

Which conditions of the curriculum did students perceive positively?

Overall,, students perceived curriculum conditions supposed to enhance the students'
self-regulationn and intrinsic motivation positively (M= 1.85, SD = .49) on the scale
off / as strongly agree and 2 as agree. Students positively perceived the features of
thee curriculum supposed to enhance their self-regulation and intrinsic motivation
suchh as choice, self-control, reflection on learning content and learning methodology,, recognition of one's role, cooperation, arousing the students' curiosity and
challenge. .
2)2)

What needs to be improved?

Thee only feature that students did not perceive positively was "building up confidence".. In other words, the curriculum has not worked well in assisting the students
too build their confidence. An analysis of the operationalization of the curriculum
showedd that the four teachers held tutorials on a weekly basis and at the students'
request.. In these tutorials, the teachers helped the students to solve problems in their
taskk execution and language learning. This means that teachers' support to students
wass displayed. However, an important pedagogical lesson from the students' perceptionn is that more frequently psychological supports should be provided to students at
theirr first stage of learning with the curriculum grounded in the theory of task-based
learning. .
Bothh the teachers and students perceived the operationalized curriculum positively.. The implemented curriculum fits the intended curriculum.
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Sectionn 1 in this chapter presented the results of the operationalized curriculum: (1)
Thee provision of choices and interactions in the target language, and (2) its creation
off opportunities for the students to use self-regulated skills in their learning. Section
22 in the chapter presented how the teachers and students perceived the operationalizedd curriculum. The following section will summarize the results of the implementedd curriculum and propose directions for future improvements to the intended
curriculum. .
3..

SUMMARY

Thiss chapter presented how the intended curriculum was implemented. The descriptionn and analysis of the operationalized and perceived curriculum showed that the
curriculumm was implemented as intended.
3.13.1 The operationalized curriculum
Thee results of the intended curriculum in operationalization showed that:
1)) Choices of learning content and strategies were provided to students to do the
tasks, ,
2)2) Interactions between the teacher and the students and between/ among the students)) were most of the time conducted in English,
3)3) The curriculum was operationalized in a slightly different degree among the
fourr groups. The curriculum was the least well operationalized in group 2,
4)) Students showed to be aware of making choices and adapting choices towards
creatingg learning tasks for themselves. Students with either high or low initial
scoress for self-regulation, intrinsic motivation and attitudes to autonomous
learningg participated in the curriculum.
3.23.2 The perceived curriculum
3.2.13.2.1

Which features of the curriculum were perceived positively?

Thee teachers' evaluation and the students' perception of the curriculum revealed that
thee curriculum achieved the goals of stimulating learner autonomy and communicativee competence.
Choices.Choices. The curriculum provided the students with the choices of content and
strategiess for them to do the task. The students used the target language authentically
inn planning what to include in their output and how to come to the output and in
monitoringg and evaluating their task performances and language learning.
InteractionsInteractions in the target language. The curriculum generated the opportunities
forr the students to use English authentically to learn it. The tasks provided students
withh the opportunities to use English to discuss, to talk about learning English at
CTU,, their life in Can Tho, and to share their experiences and knowledge about their
hometown,, the critical issues in Vietnam as a whole as well as in the community
wheree are they are living. When planning, executing and reflecting on the tasks
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done,, the students had authentic purposes to communicate in English. In the intervieww (i.e., the oral test), most of the 60 students reported that they had a "language
orientation"" (Nunan, 2000) or a communicative purpose to use English. They perceivedd that language is the means for communication and learning a target language
meanss learning to communicate in that target language. Most of them perceived that
theyy "used English to work" with their friends, rather than "studied" English. The
degreee of using English increased as students became familiar with the way of learning,, which will accordingly increase their confidence in using the language to learn
andd to learn how to learn it. The operationalization of the curriculum revealed an
importantt feature to the teachers as well as the students: The teachers and students
createdd the language environment in which the students learned to use the language
forr a real purpose of communication rather than the assumed perception of a nativespeakingg English language environment for learning the target language. The studentss created the learning opportunities for themselves by using English when
speakingg to their friends and teachers. By doing so, students may learn to evaluate
theirr own language learning and learn English use from more capable peers.
3.2.23.2.2

What needs to be improved?

Sub-tasks.Sub-tasks. To offer the students more choices of sub-tasks to do, in all units, the curriculumm developers should recommend more references (e.g., websites, books, audio-visuall materials) to the students and teachers. In the three units, more students'
guides,, travel brochures and journals respectively should be included. More importantly,, students should be explicitly encouraged to select and use resources that will
bee used as sub-tasks by themselves. This will create authentic opportunities for studentss to exercise the choices of the content and the method to learn- a prerequisite to
stimulatingg learner autonomy.
AssistingAssisting students ' self-regulated learning. At the start of unit 2, the teachers had the
studentss write their own study plan as a learner contract and self-evaluate their plan
onn the weekly basis. This aimed to facilitate students' self-regulated and reflection
skills.. To better assist students in planning, monitoring and self-evaluating learning,
studentss will sign a learner contract with their self-study plan so that they can discusss their progress with their teacher in tutorials. In tutorials, besides teachers helpingg students deal with their language problems, it should be emphasized again that
teacherss should also help students to deal with their learning plan. Students should
bee aware that they have the freedom to choose what and how they would like to
learn,, but if they ask the teacher an authentic question, then the teacher should answerr it. Students are advised that the learner contract, which they sign, may evolve
overr time.
AssistingAssisting students' reflection. The curriculum developers should design specific
questionss to gather information on students' self-regulation in their learning at the
endd of the unit. For instance, (1) how did you plan your learning? (2) upon completionn of the unit project, what did you change in your learning plan and working plan
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onn the unit project? (3) why did you change? (4) how did you evaluate your working
plann and your task execution: Is it good or bad? why or why not?
PsychologicalPsychological supports. From the students' perception, teachers should more often
givee psychological support at the first stage of learning.
LearnerLearner Contract
to
1) ) From::
Learningg
objective(s):
2) )
3) ) Proceduress for achieving objective(s):
4) ) Resources: :
5) ) Yourr evaluation: What have you fulfilled and what not andd whynot? ?
Howw could you improve your performancenextt time?

(Nunan,, 2000)

CHAPTERR 8

THEE IMPLEMENTATION OF THE TASK-BASED
COMPONENTCOMPONENT IN THE ADAPTED CURRICULUM
Inn chapter 7, I reported the results of monitoring the implementation of the intended curriculum. The
resultss showed that the curriculum was operationalized as intended. The teachers and students perceived
thee operationalized curriculum positively. The implementation of the intended curriculum created the
opportunityy for the curriculum developers at my department to adapt the design parameters to their educationall philosophy. The two design parameters, choice and interaction, have been used to develop the taskbasedd component as one of the two components in the adapted curriculum. In this chapter, 1 describe the
adaptedd curriculum as Fullan's (1991) the second phase of the curriculum innovation model (i.e., adaptation).. Then I present how the task-based component was operationalized at the classroom level. The overalll purpose of describing and analyzing the operationalization of the task-based component is to find out
whetherr it was operationalized as intended: (1) Providing students with choices of learning content and
learningg strategies to do their learning tasks in order to learn the target language, and (2) making interactionn in the target language. At the end of the chapter, I present the students' perception of the task-based
componentt via their self-evaluation of their task performance and the teachers' perception of the operationalizationn of the task-based component in the adapted curriculum.

1..

CONTEXT

Somee time after the end of experiment 1, the management team at my department
changed.. This implies a coming-along perspective on foreign language education of
thee managers as change agents. The managers responsible for curriculum developmentt at my department perceived that the students should be taught to use target the
languagee and the implementation of the presentation, practice and production would
probablyy fit learning to use the language the best. For this reason, the curriculum
developerss at my department agreed to replace the textbook series "Interactions" by
thee Lifelines series which was used as the core material in language skills courses in
thee program. In semester 2, academic year 2002-2003, Lifelines1 (pre-intermediate)
wass implemented in the students of cohort 1.
Thee teachers' summative evaluation of the operationalization of the intended
curriculumm indicated an important issue: "Education for today and/or for tomorrow".
Thee discussion of the teachers who were involved in teaching the students in cohort
11 in semester 2, academic year 2002-2003 revealed two proposals toward curriculum

Lifeliness (Hutchinson, 1997. Spain: Oxford University Press) is a three-level general English course at
elementary,, pre-intermediate, and intermediate level.
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development.. First, the curriculum should prepare the students to teach English in
secondaryy schools well. Second, in addition to preparing the students to teach in
secondaryy schools, the curriculum should also prepare the students to live in an everchangingg society. It means that the curriculum should aim at stimulating the developmentt of learner autonomy. The second proposal was taken into consideration. As
aa result, the curriculum consisting of two components, the task-based and the languageguage development*, was developed by the two curriculum developers at my departmentt with my cooperation. The design parameters operationalized in the intendedd curriculum were used to design the task-based component in the curriculum
(referredd to as the adapted curriculum). In the task-based component, tasks were
designedd for students to work on in order to learn the language. In the language developmentt component, the book Lifelines (pre-intermediate level) was used as the
coree material. The PPP paradigm was implemented to teach Lifelines.
2..

THE ADAPTED CURRICULUM

2.12.1 The curriculum
Thee adapted curriculum was implemented on the first-year students of TEFL in semesterr 1, academic year 2003-2004. The curriculum was composed of the PPP paradigmm and the task-based component. In the PPP component, during the semester (15
weeks)) students are expected to study the first seven units of the Lifelines, the preintermediatee book. In the task-based component, during the whole semester, studentss will spend four weeks doing three main tasks (e.g., project work). The four
weekss were spread over the second half of the semester. Table 8.1 presents the distributionn of the two components of the adapted curriculum within the semester.
Ass shown in table 8.1, week 1 was labeled as the orientation week. In this orientationn week, the second-year students who participated in experiment 1 (cohort 1)
weree scheduled to work as the university campus tour-guides to the students who
participatedd in experiment 2 (cohort 2) by using their knowledge of working on projectt work 1 "making a student guide" together with their personal experiences living
inn CT city and studying at CTU. The second-year students shared their experiences
learningg with the intended curriculum in their first semester, academic year 200220033 with the students of cohort 2. After the campus tour, students in cohort 2 took
partt in the orientation session in which they were introduced to the course policy,
teaching,, learning and assessment.
Inn all weeks excepting 8, 9 and 12, students studied with the Lifelines lessons in
whichh the five teachers were assigned to teach the three classes. There were eleven
contactt hours a week, corresponding to the five lessons: Grammar, vocabulary, reading,, listening and speaking, and writing in the Lifelines. Each teacher taught a class
onn a fixed day and fixed time with the lesson assigned in the syllabus. Therefore, a
teacherr who taught grammar in unit 1 this week could teach reading in unit 2 in the
weekk following. They all shared the similar lesson plans prepared by the teachers
whoo used to work with the Lifelines (pre-intermediate) book in semester 2 for cohort
labeledd by the manager as the curriculum developer at the researcher's department
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1,, academic year 2002-2003. The managers responsible for curriculum development
whoo designed the syllabus of the adapted curriculum assumed that first-year students
shouldd initially become accustomed to the way of learning and teaching English in a
universityy setting and that their language proficiency should then be developed to a
desirablee level to prepare for doing the project work. For these two reasons, students
weree scheduled to start the projects from week 6.
TableTable 8.1. The distribution of the two components within the semester

WeeksWeeks

Academic activities

11
22
33
44
55
66
77
88
99
100
111
122
133
144

Orientation week + Campus tour
Lifelines - Unit 1
Lifelines - Unit 2
Lifelines - Unit 2 (continued.)
Lifelines - Unit 3
Project 1+ Tutorials
Lifelines - Unit 3 (continued) + Unit 4
Lifelines - Unit 4 (continued.)
Presentation ofproject 1 and starting project 2 + Tutorials
Lifelines - Unit 5
Lifelines - Unit 5 (continued.) + Unit 6
Presentation ofproject 2 and starting project 3 + Tutorials
Lifelines - Unit 6 (continued.) + Unit 7
Lifelines - Unit 7

155

Presentation of proj ect 3

2,22,2 The task-based component
Fromm week 6 until the end of the semester, three projects were scheduled. The first
projectt was titled "Studying at Can Tho University". For the second and the third
project,, students were provided with the choice of two of the following topics,
"Time",, "Food and Drink", "Environment", "The Media", "Activities", "Jobs" and
"Familyy and happiness". These topics were related to the contents in the Lifelines,
pre-intermediatee book.
3..

RESEARCH QUESTIONS

Thee overall aim of monitoring the implementation of the task-based component in
thee two-component curriculum is to find out whether the task-based component was
operationalizedoperationalized as intended. Monitoring the implementation of the task-based componentt in the adapted curriculum aims to answer the question,
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1)) Did the operationalization of the task-based component, via the teachers' pedagogicall actions, provide students with choices of learning content and of learningg methodology and with interactions in the target language for them to executee unit projects?
Thee two-component curriculum was operationalized in three groups of students. For
thiss reason, the description and analysis of the task-based component aims to answer
thee question,
2)2)

Was the project-work component operationalized in the same degree in the
threee groups?

Inn addition to monitoring the operationalization of the task-based component, I
documentedd the students' and teachers' perception of learning and teaching in the
task-basedd component aims to answer the question,
3)3)

What did the students and teachers perceive positively about the operationalizationn of the task-based component and according to the students and teachers,
whatt needs to be improved?
4..

METHOD

4.14.1 Participants
Teachers.Teachers. Five teachers participated in teaching the three classes. One of them, from
thee Division of Teaching Methodology, with 17 years of teaching experience, earned
herr MA in TESOL in Australia, and the other four are younger teachers with 8, 7, 5
andd 3 years teaching experience respectively. The teacher with 17 years teaching
experiencee worked as a teacher trainer in the workshop "Methodology on Teaching
thee Skills" organized and led by the two managers at my department (February,
2003).. The other four teachers were workshop participants who were evaluated by
thee trainers as those who, in micro-teaching during the workshops, presented the
lessonss in the most desirable way in the light of using the model PresentationPractice-Productionn (PPP) in grammar and vocabulary lessons and the pre-activities,
while-activitiess and post-activities model in language skills lessons.
Students.Students. All first year students of TEFL participated in this study: 40 Students (30
femaless and 10 males). One participant won the national prize for a contest in English,, so she was unconditionally accepted into the program. The other 39 participants
weree admitted into the program because of their performance in the national entrancee examination in the academic year 2003-2004. For more information about the
nationall entrance exam, refer to section 3.2 in chapter 6 of this book. Participants'
averagee age is 18.5 (SD - 0.75). The mean admission score in English is just averagee (M = 5.01). Their knowledge of English grammar, vocabulary and their reading
skillss were better than their skills in listening, speaking and writing in English.
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4.24.2 Instruments
ObservationObservation framework. Classroom observations were aimed at measuring the implementationn of choice and interactions in the task-based component. To monitor
whetherr choices and interactions in the target language were operational ized at the
classroomm level, classroom observations documented teacher-student(s) interactions
andd student-student(s) interactions regarding offering choices to students.
Classroomm observation framework was adjusted and aimed to document the followingg information.
1)) What did the teacher do to make students aware of choices of what to learn and
howw to learn?
2)) What did the teacher do to assist students in making choices?
3)) Did the teacher let students decide what and how to do their work?
4)4) Did students choose for themselves what to do and how to do their project
work? ?
Students'Students' and teachers' perception of learning and teaching with the task-based
component.component. The students' evaluation of learning with the task-based component was
investigatedd by asking questions when they reported their project execution in class.
1)) How did you feel about your project work execution?
2)2) Did you have the opportunities to use English communicatively?
3)3) What was your evaluation of your project presentation?
4)4) Did you have the choices of learning content and learning methodology to do
yourr project work?
Teachers'' perception of the project-work component was investigated by an informall interview with each of the five teachers who supervised the students to do the
projectt work. Questions used in the interview include
1)) How did you feel about supervising students to do the project work?
2)2) What are the benefits to students when they do project work?
3)) How could the task-based component be improved to help students become
moree autonomous in learning so that they become better language learners and
users? ?
Thee task-based component was operationalized in the adapted curriculum for less
thann half a semester and just one task (i.e., unit project) was done. For these reasons,
thee questions used in the interview were different from the questions in the questionnairee handed out to the teachers participating in experiment 1.
4.34.3 Procedure
Ass showed in table 8.1 of this chapter, students were expected to do three main tasks
(projectt work) during the first semester. However, in view of time constraints and
additionall workload, the manager at the department modified the syllabus. Just one
projectt work was operationalized in the semester. The project work started from
weekk 6 and ended in week 12, so the students had seven weeks to do this project.
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Thee three classes were divided into ten groups and each teacher was responsible for
tutoringg two groups of four students.
Too find out whether the task-based component was operational ized as intended,
thee first tutorial was observed because in this first tutorial, the teachers introduced
thee topic of the task to the students and the teachers' pedagogical actions concerning
thee provision of choices would be most demonstrated. Two groups each of the teacherss supervised were combined into one for the first tutorial. After this tutorial, each
groupp of four students worked together and made appointments to meet their supervisingg teachers for assistance as much as students wished. The observations of these
tutorialss were tape-recorded or video-recorded, transcribed and then analyzed.
Att the end of the task-based component, the students' self-evaluations (i.e., their
perceptionn of learning with the task-based component) of their task execution and
languagee learning were collected. An informal interview with the five teachers was
conductedd to investigate how they perceived the task-based component. Table 8.2
presentss the procedure of the study on monitoring the implementation of the taskbasedd component in the adapted curriculum.
TableTable 8.2. Procedure of the study on the implementation of the task-based component
Purposes Purposes

Time Time

Activities Activities

Duringg the operationalizationn of the taskbasedd component

Intensivelyy observing
thee first tutorial

Documentingg teachers' pedagogical actions concerningg provision of choices to students to indicate
iff the task-based component was operationalized as
itt had been intended and the degree of operationalizationn in the three groups

Att the end of the
operationalizationn of
thee task-based component t

Documentingg students'
self-evaluationn of their
taskk execution and
languagee learning

Documentingg students' perception of their learning

Informallyy interviewing
thee five teaching staff

Documentingg teachers' evaluation of the paradigm
usingg to learn and to learn how to learn the language

4.44.4 Results
4.4.14.4.1

Provision of choices of learning content and learning strategies

PlanningPlanning session. In week 5, one week before the project work started, one of the
managerss responsible for curriculum development of the Department organized a
planningg session in which four teachers, the manager and the researcher were presentt to discuss how to operationalize the task-based component. In particular, how to
supervisee students during the project work was discussed. Before the meeting, the
managerr and the researcher planned the meeting and prepared the handouts. The
teachers'' summative evaluations of the intended curriculum (experiment 1) were
highlightedd in the planning session meeting with the teachers who are going to supervisee students to do the project work in the adapted curriculum. Choices of learn-
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ingg content and of learning methodology and the use of the target language in tutorialsrials would be shared and discussed with the teachers. The handouts including the
descriptionn of project 1, three "model" questionnaires on learning styles, learning
environment,, learner needs and the internet article, "Hints to design effective questionnaires"" were delivered to the teachers two days before the planning session
meeting.. Following are highlights in the planning session meeting.
Thee manager began with the introduction on the project, the aims and objectives
off the project. The project titled Studying at CTU aims to create the opportunities for
first-yearr students to learn about studying in Cantho University, to help students
practicee speaking and listening to real English in real situations by interviewing seniorr students of English, and to help students to design a questionnaire and to write a
reportt about what they learn from their interviews. The objectives of the project
weree formulated as at the end of the project students will be able to (1) design a
questionnaire,, (2) conduct an interview and/or administer a questionnaire, and (3)
writee a report about the result of their project work.
Thee teachers agreed on the aims and objectives of project 1. The meeting then
focusedd on learner choice, learning strategies, teacher guidance, and the use of Englishh or Vietnamese as the main medium in tutorials.
InIn terms of choices, one of the teachers raised the question whether the teachers
wouldd allow students to choose the specific topic among the general topic Studying
inin CTU and choose the interview and/or the questionnaire to complete the project.
Thee other teacher said that students could choose what topic to do and how to work
onn that topic. This implied that students may choose their learning strategies they
findd suit them best. All four teachers showed awareness of choices and agreed on
givingg students the choices of the what and of the how to do the project. Another
teacherr stated that it would be a good idea to let students decide what and how to
completee their unit project first and if they have difficulties in choosing the topic and
thee procedures to do the project, the teachers will support them. The manager of the
departmentt replied, "That's why we prepared the questionnaires as models and the
articlee Hints to design effective questionnaires to assist the students who have problemss with designing questionnaires."
InIn terms of the teachers' guidance, the teachers discussed and agreed upon the
topicss and questions they could use as suggestions to assist students to complete the
project.. Possible topics the teacher may use to suggest to students include Advantagestages and Disadvantages of Housing, Transportation, Food, Teaching Methods,
Materials,Materials, Learning Environment, Learner Needs, Relationship, Learning Styles.
Possiblee questions the teacher may ask students to raise their awareness of how to
designn a questionnaire are (1) what they do when they conduct an interview or administerr a questionnaire, (2) what they would like to know from the senior students
off English about studying at Can Tho University, (3) what needs to be done when
theyy design a questionnaire, and (4) what needs to be avoided when they design a
questionnaire. .
Thee teachers, the manager and the researcher agreed that the teachers may decide
whetherr they use the model questionnaires and the article to help students to have
insightss into making an effective questionnaire or not.
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Inn terms of using the target language in tutorials, a teacher said that doing the first
unitt project was a new experience for students; therefore, the teachers had to think
howw much target language use was possible. The teachers agreed that they were the
oness to decide pedagogical actions appropriate to the group they supervise. The
planningg session also raised an important issue of cooperation among the teachers,
inn terms of sharing experiences of supervising students doing project work. The
managerr advised the teachers to discuss their questions or concerns relating to supervisingg students to do the project work with the researcher. After the planning
session,, the manager had a conversation with the teacher who did not attend the
planningg session meeting to make sure that she was kept informed and equipped
withh the guidelines to implement the task-based component.
TutorialTutorial observations: General remarks. In terms of the provision of choices to students,, the researcher had positive evaluations on the tutorials the five teachers conducted.. One difference observed in the way the teachers tutored the students was the
degreee of English used. Teacher 4 used English 100% in her tutorial while the other
fourr teachers used Vietnamese most of the time (a rough estimate of 90%). These
fourr teachers were quite aware that English should be used as the main medium in
teacher-student(s)) interactions and in student(s)-student(s) interactions. However,
thesee teachers assumed that doing the very first project would be a new experience
andd a challenge for these first-year students, so it was a good idea to conduct the
tutoriall in Vietnamese most of the time.
Threee striking similarities in the way the five teachers tutored could be observed.
First,First, all five teachers raised the students' awareness of the what and the how of the
taskk by asking the students stimulating questions. These questions showed to help
studentss orient what to focus on when and how they do the task. Decisions on the
contentt of the task and the appropriate strategies to do it were jointly made by studentss and when necessary with the assistance of the teachers. Second, the teachers
raisedd the students' awareness of planning the work by asking the question of the
numberr of weeks students had for completing the task. The teachers' questions
mightt help students plan properly how much, in terms of content, they would includee in their project so that they would set proper working methods. Third, a reasonablee degree of challenge and support facilitated students' making choices of contentt and strategies to do the task. In the situations where the teachers thought it was
challengingg for students, which implies that it might be hard for the students to make
choices,, support came in two ways. The teacher made the questions more specific so
thatt students could think about the answer and/or the teacher used realia (e.g., questionnaires)) as models as support. Students' reflections and experiences from the
modelss help them solve their problems (in order to the task better). The following
sectionss describe in detail each individual teacher's tutorials concerning the provisionn of choices to students and interactions between the teacher-students and student(s)-student(s). .
TeacherTeacher 1. Teacher 1 is a female teacher with nine years of teaching experience. At
thee start of the tutorial, she told me that she would tutor the students in Vietnamese
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almostt all the time (a rough estimate of 95%). To her, doing project work was a new
experiencee to students. Therefore, with the use of Vietnamese, she thought the studentss mastered better what to do and how to do their first task. She sometimes used
somee English words (e.g., interview or questionnaire) or asked her students some
questionss in English (e.g., Do you have the topic now? What would you like to do for
youryour project?).
Thee analysis of the interactions between the teacher and the student(s) and between/amongg students revealed that teacher 1 worked as a genuine supervisor. She
guidedd the students gradually to do the project work. She raised the questions for the
studentss to work together to solve the problems she posed. Above all, students'
awarenesss of choices of learning content and learning strategies was praised. The
followingg is the snapshot of the interactions between her and her students in the
groupp she supervised. Teacher 1's responses and questions are in italics. The majorityy of the whole text was originally in Vietnamese.
Thee teacher started the tutorial by introducing the project title, "You are going to do a
projectproject on studying studying English in Cantho University. Let's recall the steps to do a project. I
thinkthink you have learned in the orientation week." Students worked individually and then
theyy worked together as a group of four. After about 10 minutes, a male student expressedd the ideas of the group as the representative of the group. ... Then the teacher
asked,, " What do you do after after you interview or deliver the questionnaires? "

ProvisionProvision of choice of content. In the first part of the excerpt, it was observed that
thee teacher reminded the students the procedure to do project work; the students
workedd together to reformulate the steps. It was time for the teacher to provide the
studentss the choice of what to do in their task.
Thee teacher then asked the students, "Do you have the topic now? " The students said,
"Yes".. The teacher said, "Ifyou have the topic now, think about whether it is general or
specific".specific". One student said that it's still general. Then the teacher asked them, "What do
youyou do to make it more specific? " One student replied, "Limit it." "So think about what
toto do in this project.'''' The teacher suggested the students negotiate and pick out the
topic. .

Thee teacher has so far shown to let the students have complete authority to choose
thee topic for their project. She proposed the students think about what to do in this
projectproject and suggested they negotiate with each other to pick out the topic for their
group'ss project work. Let us follow the excerpt of her tutorial.
Studentss worked in groups. Some minutes later, they said, "The difficulties and advantagess that students of English in CTU have", "Their experiences in studying in Cantho
University."" and "How to overcome the difficulties in learning English."

Afterr the students came up with three possible topics for their project, the teacher
againn provided the choice of the topic.
Thee teacher asked, "So what would you like to do for your project? " Students said that
theyy are interested in the difficulties of learning and how to solve the associated problems. .

ProvisionProvision of choice of strategies. We have observed from the first sections of the
excerptt of teacher 1's tutorial that the choice of what to do was jointly made by the
studentss and that the teacher was there to guide the students and to offer them such a
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choice.. It is time to go on to find out whether she let go of the decision on how to
completee the task which students chose to do.
Thee teacher asked, "OK, you have the topic now. What should be done next? "
Studentss said that they would interview the senior students of English to answer the
questions. .
Thee teacher said, "Good. You have to make the questions to interview, right? So how
manymany students are you going to ask about difficulties in studying in CTU?
Onee of them said 50, another 25-30, another 40 and another 25-30.
DoDo you have enough time to interview 40 or 50 students?
"No",, one student said.
WhichWhich is better for you: Conducting an an interview or delivering questionnaires?
Questionnaire e
AreAre you going to use English or Vietnamese?
Englishh as much as we can because we can practice English.

Studentss decided how to complete the task. When the students' work plan (e.g., interviewingg 40 or 50 students to collect the information for their project) showed to
bee impractical, the teacher asked them the question "Do you have enough time to
interviewinterview 40 or 50 students?" to raise their awareness of the unfeasibility of that
plan.. After that, she offered the students the opportunity to make another choice
whichh seemed to be more practical than the one they had picked. The last section of
thee excerpt also revealed that the teacher raised students' awareness of using English
ass the medium of communication in the interview. After that, the teacher asked the
studentss to design one question. When the students showed the teacher a model of a
question,, she responded to the question by asking the students,
WhatWhat happens if you deliver this question to the one who does not think that speaking
EnglishEnglish slowly is a difficulty to him/her?
Thee students kept silent. Some time later, one of them said, "We have to ask their idea
whetherr something is a difficulty and if it is a difficulty for him or her, we ask for his/
herr solutions".

Ass far as the teacher thought that the students needed support to design the questionnaire,, she proposed the students, "Read the handout "Hints to design effective
questionnairequestionnaire ". The article may help you to design your questionnaire. When will
wewe meet to discuss your questionnaire? Next week? " The students agreed.
Itt was seen from the excerpt that teacher 1 asked the students guiding and stimulatingg questions (e.g., What would you like to do for your project? OK, you have the
topictopic now. What to do next? Do you have enough time to interview 40 or 50 students?).dents?). These questions helped orient the students to what content to focus on and
howhow to do the project. Though the teacher showed to be the initiator of the interactionss between her and her students, the students made all decisions concerning the
executionn of the project work. The teacher facilitated the process of raising students'
awarenesss of the planning and would-be execution of the project work. At the level
off operationalization, the teacher implemented the lesson in the way it was intended.
Afterr the tutorial, teacher 1 told me that in subsequent tutorials for the next project
work,, she will introduce the project work and students would be given more opportunitiess to discuss with their group members what to do and how to complete the
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projectt work. What teacher 1 shared with me showed that she was quite aware of the
provisionn of choices for students to do their task.
TeacherTeacher 2. Teacher 2 had six years of teaching experience. The tutorial was in Vietnamesenamese most of the time (a rough estimate of 90%). At times teacher 2 used English
forr Vietnamese equivalents. In a personal communication with the researcher,
teacherr 2 shared the reasons he used Vietnamese as the main medium of communicationn in his tutorial,
.... Project work is completely new to the first year students. They haven't done it before,, so they don't know what it is and how it is done to the end. Also their English
speakingg proficiency is quite low then. Therefore, to make them less stressful and worried,, Vietnamese should be used most of the time. 1 believe that students should be encouragedd to use English in the later projects in tutorial, getting data (interview, for example),, sharing ideas in their group.

Likee teacher 1, teacher 2 guided students step by step by asking students questions
whosee answers would orient students to the "what" and "how" of the project work.
Lett us examine the following excerpt; questions and responses to students of teacher
22 are in italics.
Afterr saying hello to the students, the teacher began the tutorial by talking directly to
thee students and asked them a question, "You are going to do a project on studying in
CanthoCantho University. What are are you going to do?
Aboutt what I have learned about the university environment
WhichWhich topic?
Problemss in university and solutions
WhichWhich problems?
Forr example daily life, difficulties of learning and financial problems or the relationship
betweenn teacher and students.
WhyWhy did you choose that topic?
Too draw the lessons for personal life and overcome problems.

Thee teacher directly introduced the topic and then asked the students "the content"
theyy liked to focus on. He reconciled the degree of challenge and support. When he
gavee his students some hints to facilitate them to arrive at the what and the how of
doingg the project work, he gave the students the freedom to choose what to do and
howw to do the project. Let us examine the next section of the tutorial. The teacher's
questionss and responses are in italics.
HowHow are you going to get the information?
Interview,, talk to other students.
Good.Good. You have to talk or interview students about something. Again, what do you you like
toto interview them? Be specific. Some time to think about this...
Thee students kept silent.

ProvisionProvision choice of content. The teacher waited for about two minutes and then continued,, "This is your first project, so you have difficulties in choosing the topic. To
assistt you to do this project, we have three suggested topics: Learner's needs, learningg styles, and classroom learning environment". The teacher then had the students
brainstormm each topic, "What does each topic mean?" After that, the teacher asked
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themm to work in group to decide the topic for their project. After working in groups
inn some minutes, students decided on the topic "Learning styles".
ProvisionProvision of strategies to do the project. Let us examine the next section of the excerptt to find out whether the teacher offered the students the choice of how to do the
task. .
Good.Good. If you need more ideas to make the questions, what do you do?
Wee read books.
Good.Good. What kinds kinds of books?
Studentss keep silent.
IsIs it a good idea to read some books on ESL teaching methodology?
Let'ss say you have finished the questionnaire, what to do next?
ToTo whom and to how many?
500 students.
DoDo you think that you have enough time to do that? How many weeks do you have for
thisthis project?

Thee teacher showed to be a good supervisor, helping the students to orient themselvess to do the project, starting from providing them with "what'" and then to the
"how"" of the task. It was clear from teacher 2's tutorial that the students were the
oness who decided the content and the working method to complete the project. The
teacherr was there in the role of the advisor to raise possible problems the students
couldd face as the result of their planning, so that they would have a proper working
plan.. The interactions between the teacher and students in the tutorial revealed that
thee students got involved in making choice of the topic for their project work and in
thiss case, learning styles and the number of the respondents to the questionnaire. It
wass observed that teacher 2 raised the question and the students thought for themselvess with his assistance.
TeacherTeacher 3. Teacher 3 is a senior teacher with 17 years of teaching experience. The
tutoriall was conducted in Vietnamese almost all the time (a rough estimate of 95%),
exceptt when the teacher used English words or phrases or translated the Vietnamese
wordss or phrases into English. The students also spoke Vietnamese to the teacher.
Shee reasoned that she liked to make sure that students did not feel too worried about
thee project work because of (1) their level of English and (2) their new experience in
doingg project work; therefore, she used Vietnamese.
Teacherr 3 demonstrated that she is a patient and stimulating teacher. Like teacher
11 and teacher 2, teacher 3 guided the students to be aware of what and how to do the
projectt work by asking them stimulating questions. The choices of what to focus on
andd how to do the project were made by the cooperative decisions of the students.
Whatt was different to see from teacher 3's tutorial was the time she set her students
too brainstorm the answer to her questions. The following snapshot shows teacher 3
att her tutorials. Her questions and responses to students are in italics.
ProvisionProvision of choice of content
Thee teacher started her tutorial by writing the word, "Project 1: Studying in Canto University"" and then ask students the question, "What do we talk about when mentioning
studyingstudying in Canto University? You have 5 minutes to brainstorm the question." After
somee minutes, a student, on behalf of the group, says "self-study, group work, learning
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problems,, the way students learn." The teacher feeds in students the phrase "learning
styles"" for "the way students leam. Another student keeps going on with these ideas,
"thee teaching methods used in the university, learning environment, friends, and teachers." "

Thee teacher showed to leave the decision on the topic for the students to make.
Good,Good, so a general topic like studying in CTU, we have many ideas to talk about, which
oneone would you like to focus on? After some minute of discussion, one student answered,
"Learningg styles".

ProvisionProvision of choice of strategies to learn. It was observed that the teacher guided the
studentss step by step to come to the "what" of the project. The following excerpt
revealedd how she guided them to the "how" of the project.
Thee teacher kept going on, "Good, whose learning styles". Students answered, "Students".. Then the teacher asked "which students and why?" Students said that students
fromfrom the English Department because they like to speak English with them so that they
cann improve their English. The teacher kept asking the questions, "So you will work on
learninglearning styles of English students. Good. How can you know their learning styles? "
Makee friends and ask them.
Yes,Yes, interview them. What else?...

Thee teacher empowered the students by respecting their choices of both conducting
thee interview and administering the questionnaire.
OK,OK, you will interview and deliver questionnaires to the students. Is it too much work
forfor you to do?
Studentss keep silent.
DoDo you have enough time to make interviews and deliver questionnaires to students as
well? well?
Yes. .
OK.OK. For this interview, which questions would you like to ask? And for the questionnaire,naire, which questions do you want to include?
Afterr about 15 minutes, students answered,
about how many hours do you study a day?
besides the teacher, whom do you study with?
how do you practice listening and speaking?
which topics do you usually talk about in English?
do you usually work in pairs/ groups?

Thee teacher guided the students to complete the project work by making them aware
off the what and the how to do the project. She also helped them in how to work together.. In addition to the text plan (i.e., the content of the questionnaire), she raised
thee students' awareness of working in a period, which would help students enhance
theirr planning skills.
HowHow do you organize group group study? Now, please limit the sub-topics in your questions in
thethe interview and in the questionnaire.
Studentss summarized the ideas:
Time for study
Learning materials
Pair work/ Group work
How to improve language skills
Good.Good. What do do you do next?
Makee a list of questions to interview and to make the questionnaire

132 2

CHAPTERR 8
WeWe do not have time for that now, think about the form of the questionnaire as well.
Studentss think about the form of the questionnaire and the teacher shows them one as a
model. .
WhenWhen will we meet to discuss the questions?
Studentss hesitate to answer the teacher's question.
AsAs soon as possible. When you finish, let me know, but no later than a week. Then you
havehave to plan what to do next.
OK. .
HowHow many weeks do we have for this project?
Fourr weeks.
SoSo plan your time well.

Studentss were quite aware of choices by the fact that they took part in making
choicess of what and how to complete the project. The students created the learning
taskss for themselves. The excerpt revealed that teacher 3 facilitated the students to
doo the task, rather than "taughf the students to do the task.
TeacherTeacher 4. Teacher 4 is a young teacher with three years teaching experience. The
analysiss of her tutorial revealed that hers is similar to the tutorial conducted by
teacherr 3. She raised the students' awareness of the steps to do the project work, the
whatwhat and the how by asking them stimulating questions. After each question, she set
thee time for students to discuss and raised students' awareness of the time budget so
ass students can plan the work properly. The decisions on the what and the how of the
projectt were made by students together, not by the teacher. One difference is that
shee conducted this tutorial in English 100 %. Teacher 4's tutorial showed that she is
aa patient teacher. When students showed some signs of not being able to follow
whatt she said in English, she slowed down the speech. The following excerpt describedd teacher 4 at her tutorial. Her questions and responses to the students are in
italics. italics.
Afterr saying hello to the students, the teacher introduced the project, "You are going to
dodo the project titled Studying English in CTU. In this project, you are going to make a
questionnaire,questionnaire, collect information and then use the information to write the report
aboutabout your project. How many parts are you going to do? " Students said, "Three parts".
Thee teacher then required the students to state the three parts. One student said, "Intervieww or ask students about studying in C m . " The teacher stimulated the student, "Is
thatthat all? "

Whenn the students could not answer her questions, she supported them. Let us followw the excerpt.
Thee students kept silent. To support them, the teacher explained, "/ think I have to make
itit clearer. Now, you interview the 4'h year students of English about their studying Englishlish and use their answers to write a report and finally to present orally the results to
youryour class. So what do you do?" The students answered, "Interview students, deliver
questionnaires,, collect information, write the report".

Thee teacher made the students aware of the participants they would interview for
informationn for their project by asking them stimulating questions, and sometimes
shee had the students work together on the answer to her question.
CanCan you interview any student?
No,, only students of English.
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Well,Well, if you want to interview someone, what do you need to do? I would like you to
workwork together.

Afterr working together, the students answered the teacher's question. Based on the
students'' answer, the teacher kept asking questions. The decision to choose how to
collectt information for the project was done by the students.
Wee make the questions. Interview the students.
Interview?Interview? What do you mean? How do you interview?
IfIf you want to get information for a topic, do you use the same questions for the same
people? people?
II think, just the same questions.
IfIf you ask them directly, you come to this person, ask the questions and then another
withwith the same questions, does it take you much time?
Yes. .
MuchMuch time. Can you think of other ways to save time instead of asking them directly?
Wee will use the questionnaire.
SoSo you agree to use the questionnaire to save time? Good.

ProvisionProvision of choice of content. When students decided on using the questionnaire to
collectt information, the teacher asked them about the content of the questionnaire.
Thee teacher used questions to elicit students the "what" of the project. She just
raisedd the questions. Observations showed that she did not interfere in the students'
choicee of content for their project.
HowHow about the content of the questionnaire?
Theirr feeling about studying English in CTU, especially the difficulties studying Englishh in CTU.
SoSo now you would like to get information about difficulties studying English and as I
remember,remember, you would like to interview year 4 students. What do you want to know about
them? them?
Difficulties,, learning activities, what do they have to do to prepare for the graduation
exam,, standards of learning.
WhatWhat else?
AA girl said, "I don't know."
YouYou should agree on a topic for your project. They are 4'h year students of English, so
dodo you think that they are more knowledgeable than you are? You would like to deliver
themthem a questionnaire to learn from them.
Oh,, yes,
ThereThere are some disadvantages and advantages of interviewing students of English or
studentsstudents of other majors, what are they?
Practicee listening and speaking.
Yes,Yes, by interviewing them, you will practice listening and speaking. Can you talk to studentsdents of other majors in English and know about how they learn English?
Studentss kept silent.
YouYou mention you want to improve your listening and, speaking, so why don't you ask
non-majornon-major students about that interesting topic. If If you want to ask them about listening
andand speaking skills, what do you want to ask them about?
Studyingg methods.
AreAre you interested in that topic?
II like studying methods and others like the topic studying English well.
IfIf you want to study English well, what do you need to know?
Howw to study.
"How"How to study ". Is it the method of studying?
Yes. .
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SoSo do you agree on the topic, '' The way to study

ProvisionProvision of the how to do the project. The students agreed on the topic. The teacher
turnedd to the how of the project by asking the students questions.
Youu agreed on the topic. What next steps are you going to do?
Studentss keep silent.
Whatt do you do to get that information?
Askk them about teaching methods.
Soo you have to....
Makee a conversation.
Whatt do you use? A questionnaire? So what is there in the questionnaire? How many
questions? ?
100 questions.
Iss it too many? The more questions you get, the more information you will have. Do
youu use all the information and put it all into your project.
No,, we have to analyze it.

Thee teacher raised the students' awareness of the time budget they had for the projectt so that students would plan their work properly.
HowHow many weeks do you have for this project?
33 weeks.
WeWe have 3 weeks for all things together. If you have much information, you will not finishish it in time. Think about the number of questions now. Discuss and agree on the number. ber.
55 questions.
Finally,Finally, you agree on 5 questions. Now just write the questions down.

Thee students worked together to write down some questions. When they finished,
thee teacher asked them to share their questions with their friends. The teacher asked
thee students to evaluate the questions they wrote. Then she supported them with the
handouts. .
HereHere are the handouts. Read the handouts to improve your questions. Tell me what you
shouldshould and should not do in making the questionnaire.
Studentss read the handout and asked the teachers to explain some vocabulary or ideas.
Well,Well, read your questions again and design the questionnaire at home, come to see me
forfor feedback next week. OK?

Thee description and analysis of teacher 4's tutorial showed that she is a stimulating
teacher.. She encouraged the students to think and answer her questions, to communicatee with her and with each other in English. The excerpt of her tutorial revealed
thatt she provided students with choices of learning content and learning strategies.
Thee students jointly decided on what and how to complete their project work with
thee assistance of the teacher's stimulating questions.
TeacherTeacher 5. Teacher 5 did this tutorial in Vietnamese most of the time (a rough estimatee of 90%). He is a teacher with eight years teaching experience. The analysis of
teacherr 5's tutorial revealed that he asked the students many questions to make them
awaree of how to complete the project by specifying the content and the methodology.. Like teacher 1 and teacher 3 who demonstrated in their tutorials that the studentss should be challenged first before the teacher would support them with the con-
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tentt and the format of the questionnaire, teacher 5 did not provide students with the
questionnairess as models at the start. Like teacher 2, teacher 5 distributed the questionnairess when the students were in trouble with the content of the questionnaire.
Thenn he had students reflect on the content and the format of the questionnaire. The
followingg is a snapshot of the first part of teacher 5's tutorial. Teacher 5's questions
andd responses to students are in italics.
Thee teacher started the tutorial by directly introducing the project, "You are going to do
aa project titled Studying in Cantho University. When we talk about doing this project,
whatwhat difficulties and advantages do you see?" The students answered, "Difficulties
aboutt writing, references and the subjects." The teacher then asked, "The subjects. What
diddid you mean? " The students said that the ones they would interview about studying in
Canthoo University. The teacher asked, "If you want to interview people, what should
youyou have?" Students said that they should prepare the questions. "What kinds of questions?"....tions?".... Students kept silent and seemed that they could not answer the teacher's
question.. The teacher then gave them the three models of questionnaires and then asked
themm to view the questionnaires and to tell what the questionnaires are about, what
kindss of questions and about the format of the questionnaire (e.g., look at the form or
thee organization of the questionnaires, how they look like? Are they yes-no questions?).
Thee students had some minutes to examine the three questionnaires and then they presentedd their evaluations of the questionnaire.

ProvisionProvision of choice of content. After getting the students exposed to the three modelss of the questionnaires, the teacher guided them to be back to what they like to do
forr their project. The students had the power to decide what and how to do it. Let us
examinee the next section of the tutorial.
InIn terms of the topic, what would you like to do?
Wee would like to do a project on experiences in learning.
DoDo you think that experiences in learning are like the ways of learning, and so you would like
toto do a project on "learning experiences "?
Yes. .
SoSo tell me how you get information about learning experiences.
Wee can interview students or we can give them the questionnaires to answer.
....Thenn a student asked the teacher, "Can we use the questions in the questionnaire to intervieww students to get information?"
Whatever,Whatever, give me a question. question. You can look at the model questionnaires to help you with some
ideas. ideas.

Inn terms of making the students aware of the time budget they had for their task execution,, the teacher raised the questions so that the students discussed and thought
aboutt the time so that they may plan their work properly.
HowHow much time do you have for this project?
CanCan we spend spend next week making the questionnaire?
It'sIt's your job, but make sure that you plan your time well to finish the job.
SoSo you have to plan to meet each other to make the questionnaire and the answers to the questionstions in your questionnaire. Here is my phone number... If you finish the questionnaire, call
meme and we will meetfor the feedback to the questionnaire.
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Inn terms of communication, the teacher is very clear and well-organized. Before he
startedd to raise the students1 awareness in another respect, he asked them to restate
thee steps to do the project work.
"5o,, what are the steps you follow when you do this project?
First,, we make the questionnaire, get information and then write the report.
VeryVery good. First, design the questionnaire. How to make a good questionnaire?
Whenn the students seemed not to be able to answer his question at once, he "showed" them a
way,, "OK, this handout will help you to make a good good questionnaire, what you "do " and what
youyou "don't do ". Any questions, you can ask me.

Thee teacher asked the students their ideas about the tutorial, "How do you feel after
thisthis tutorial? ", indicating that he worked as a real supervisor to the students rather
thann a teacher who transmits knowledge and places imperatives on students.
Beforee closing the tutorial, the teacher and students arranged for an appointment
thee following week. In the appointment, the students and the teacher will analyze the
questionnairee the students design. Teacher 5, besides assisting students to plan the
whatt and the how to complete the project, he also raised the students' awareness of
thee time budget they had to help them develop their planning skills. The students are
oness who chose what and how to complete the project with the supervision of the
teacherr (raising awareness of why students should do this and not that). Teacher 5
alsoo did a good job in introducing the students to the models of questionnaires which
nott only aimed to help them to achieve a short-term purpose (e.g., being able to answerr the teacher's question and completing the project work) but also a long-term
educationall purpose (e.g., the skills of evaluating input they have to have to execute
theirr own work in a better way and also develop skills of evaluating, which helps the
studentss develop their critical skills).
TutorialTutorial observations - Concluding remarks. The excerpts of the five teachers' tutorialss revealed that the teachers guided students gradually to get insight into doing the
mainn task. Students were made aware of choices of learning content and learning
strategiess by the teachers' questions such as "What would you like to focus on",
"How"How are you going to do that? " When necessary, the teacher displayed the options
forr students to choose from, "Do you want to do this or that? " In whatever degree of
supportt or challenge, the teachers "let go" the decisions of the content (in the
frameworkk of the topic Studying in Can Tho University) and of the strategies to
completee the project work to students. At the operationalization level, even with the
differencee of using Vietnamese or English as the main medium in the tutorials,
choicee of learning content and learning strategies was implemented as intended in
thee task-based component.
Too conclude, the description and analysis of the five teachers' tutorials indicated a
positivee answer to the research question whether the project-work component providedd students with choices of learning content and learning strategies for them to
doo the learning tasks. The description of the tutorials of the five teachers showed
thatt the curriculum was operationalized in a slightly different manner in each group.
Thee difference manifests in the degree of interactions in the target language was
conductedd in each class. Teacher 4 was the one who always used the target language
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too communicate with students in the tutorial and the other teachers used Vietnamese
mostt of the time as the main medium of communication in their tutorials. These four
teacherss were quite aware that the target language should be used as the main mediumm of interactions; however, according to them, it was the very first project for the
studentss to work on, so the majority use of Vietnamese would make the students feel
moree comfortable. To them, in the following projects, English should be used more
andd as the main means of communication. Given the teachers' awareness of interactionss in the target language as the main medium of communication, the intended
curriculumm was operationalized as intended.
5.. THE TASK-BASED COMPONENT:
THEE STUDENTS AND TEACHERS' PERCEPTION
Followingg these tutorials in week 6 came the weeks students studied with the units
inn Lifelines. Students were then somewhat busy. Yet, they came and made appointmentss to meet with the teachers for feedback on the questionnaire. Most groups finishedd the first draft of the questionnaire, but some groups could not and they expectedd an extension of another week. The teachers of these groups reminded the
studentss to let them know whether they needed the teachers' help. The teachers also
remindedd the students of the period they had for the completion of the main task.
Afterr the first draft, the students revised their questionnaires and came for teachers'' feedback. Another revision was done. The students made appointments to see
theirr supervising teachers and the researcher to ask for help and feedback on questionss on their questionnaires. Then students conducted the interview and/or administeredd the questionnaire. Upon finishing collecting the information, the groups made
appointmentss with the teachers for advice on how to code and to display the data,
analyzee it and write the reports.
Inn the presentation week (week 12), students prepared their presentation well by
rehearsingg and using technology to assist their presentation. At the end of each presentation,, each group explicitly self-evaluated their task performance, their experiencess in learning English, and their presentation of the project work and their ideas
onn being provided with the opportunity to choose the learning content and learning
strategiess when doing the task. In the following section, I will present the students'
self-evaluationn (i.e., their perception of the operationalization of the task-based
component)) of their task performance, language learning task, their project presentationn and the choice they had for doing the task.
5.. / Students' evaluations
TaskTask performance. The majority of students (8 out of 10 groups) reported that they
feltt happy with the result of their task performance. They reported that they learned
howw to design a questionnaire or questions for an interview, how to do simple statisticss to show the results of their investigation, and how to write a report about their
counterparts'' experiences of studying in CTU.
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...Forr this project, we learned to make questions in a questionnaire. After we received
thee questionnaires back, we worked together to calculate the percentage of people who
respondedd to each answer for each question in the questionnaire. We learned to understandd what these percentages mean.... Finally, we wrote the results of the questionnairee ... We have learned a lot.... (Group 2, class 1)

Mostt groups reported that they learned much useful information about their senior
counterparts'' learning styles, learning strategies, difficulties of learning English,
fromm which they could gain insight into the task of learning English. It is clear that
thee aims and objectives of the project work were achieved.
.... We asked and learned about other students' learning habits, learning styles and their
difficultiess learning English... From what we hear, we will take them as experiences for
ourselvess
(Group 1, class 3)

LanguageLanguage learning task. In terms of language learning task, most groups reported
thatt they had opportunities to use English with their group members and with the
intervieweess or questionnaire-respondents. This kind of English language use was
authenticc and genuinely communicative. Some groups learned to evaluate their interlocutors'' English. However, though they knew they should have used more English,, some groups reported that they did not use much English within their group and
theyy were nervous when speaking English to their senior counterparts. They were
hinderedd by their nervousness and shyness. Some other students in other groups
suggestedd that if they use English more often, they would overcome these psychologicall problems.
.... We used as much English as we could. We talked about learning in Cantho University..... We used English to ask other students to answer our questions in the interview.
.... We also had a good chance to listen to their English. Some of them are good, but
somee of them were not good... Some had much vocabulary... Some have bad pronunciation..... (Group 2, class 2)
.... Though we know that when we use English often, we will speak better, but we did
nott speak much English when we talked with other students in the interview... We are
nervouss and shy... (Group 3, class 3)

MainMain task presentation. All groups stated that they prepared for their project presentationn very well, rehearsing and making OHP slides to assist their oral presentation.
However,, a few groups were not happy with their presentation because they mispronouncedd some words and could not answer some of their friends' questions in a desirablee manner because of their lack of proficiency in English. When teachers 2, 4
andd 5 asked them how to improve this, students of these groups answered they
wouldd study more by using English as often as possible. It indicates that students
havee become aware that one learns the target language by using it.
TheThe provision of choice. All groups reported that it was new for them to choose what
too do for a project within the framework of a broad topic proposed in the program.
Too students of all groups, it was good that they could work on what they liked and
thee way they found worked for them best. From students' oral self-evaluation, it was
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clearr that choice that was implemented in the component was guaranteed: Students
gott involved in making choices.
...Thee teachers helped us to do the project. We decided the content and the steps to do
thee project...

Alll groups mentioned their "big failure" (as they called it) was their working plan.
Theyy thought that they could finish the project work sooner but because of time constraintss and their new experiences with doing project work, they were much behind
theirr initial plan. They believed that they could do better planning in executing subsequentt project work. Therefore, it was seen that students were able to self-evaluate
theirr own tasks execution and activated self-regulation:
Thiss is our first time doing a project. We did not how much time was needed for each
activity,... so we were late... The next time we will do better.

5.25.2 Teachers' perception
Att the end of the semester, the researcher conducted the interviews with the five
teacherss by talking and sharing teaching and learning with the task-based approach.
Thee interviews were conducted in an informal atmosphere in which the researcher
andd each teacher discussed and shared ideas about what measures should be taken to
improvee the quality of teaching and learning English at CTU. Then the researcher
raisedd the questions concerning the operationalization of the task-based component
att CTU. The interviews revealed encouraging information. The researcher collected
thee teachers' evaluation on the three issues:
1)) The teachers' inferences from their observations and experiences teaching with
thee task-based approach
2)2) The benefits to students when they do the tasks
3)3) The measures needed to be taken to improve the implementation of the taskbasedd component.
Alll five teachers expressed their interest in supervising students to do the project.
Theyy reported that they had thought along with and learned from the students. Four
off them said that supervising students to do mini-research projects like the project
workk students had done, created opportunities for the teachers to review and/or to
learnn how to do research as well. It was beneficial for them to experience how to
display,, analyze, and interpret the data and to write the report. Supervising students
too do project work is a time-consuming work, especially students who are new to
doingg projects; however, when students become more experienced with doing projectt work, teachers would be less busy. One young teacher perceived,
...Supervisingg students to do projects like this is time-consuming. But when students
gett used to it, this problem will be overcome. Students worked hard and they tried their
bestt to complete the project well. They become more independent and more confident. I
amm happy that in their presentation, they spoke English rather fluently. As a teacher, I
learnedd how to do a mini-research project. I thought along with students when they did
theirr project....

Studentss had the opportunities to work independently of the teachers in learning and
too learn to work cooperatively. The teachers believed that when students were fully
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awaree of their crucial role in succeeding in learning a language, they would become
independentt and better language learners. Three teaching staff stated that whether
studentss are autonomous or not depends much on the learning tasks and the assigned
rolee the teacher gives to students. It was clear that teachers were aware that creating
aa learning environment which supports the students' choices would make students
becomee more independent of the teachers and more responsible for their learning.
Onee young male teacher expressed,
..... Students learned their important role in their learning... Students become independentt when we create opportunities for them to be independent. Doing project work is a
way y

Thee informants participating in this project were Vietnamese students of English
majors.. Some students did not create the opportunities to use English with these informantss when working on the project. This could be improved by making students
awaree of the effects of using the language on language learning. Another suggestion
fromm the teachers is that in future tasks, as much as we can, we may ask students to
choosee English speaking foreigners working or traveling in Cantho as the participantss in their task so that the students will use English. With such a perception, the
teacherss showed to propose using the target language as the medium of communication. .
6.. CONCLUSION
Withh reference to the issues relating to learner choice (content and strategies) and
thee use of the target language, the teachers working with the task-based component
inn the adapted curriculum were quite aware of these issues and took pedagogical
actionss rationally. Choices of learning content and learning strategies were offered
inn all five groups. The degree of English use as a main medium in communication in
thee teachers' tutorials showed that the degree to which the task-based component
wass operationalized was slightly different among the three classes. Teacher 4 used
Englishh all the time. The other four teachers used Vietnamese most of the time in a
rationall manner. Therefore, a "yes" answer was given to the research question, (1)
Didd the operationalization of the task-based component, via teachers' pedagogical
actions,, provide students with choice of learning content and learning methodology
andd interactions for them to execute unit projects?
Thee different degree of English use in tutorials among the sub-groups confirmed a
"no"" answer to the research question, (2) Was the project-work component operationalizedd in the same degree in the three groups?
Att the level of perception, monitoring the implementation of the task-based componentt also aims to answer the question, (3) What did the students and teachers perceivee positively about the operationalization of the task-based component and what
needss to be improved? Most groups of students reported that they had the opportunitiess to use English authentically when they plan, do and evaluate their task per-
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formance.. The students also perceived that they decided on what to focus on when
theyy did their task and how to do it. The teachers perceived that the students had the
opportunitiess to work independently of the teacher and to work cooperatively.
Somee students confessed that they did not deploy the opportunities to use Englishh in their task execution. The teachers suggested that more focus should be placed
onn making the students aware of the importance of using the target language as the
mainn medium of communications and that the design of tasks may take on the requirementt of the students to communicate with English-speaking people into consideration. .

CHAPTERR 9

THEE EFFECTS OF THE INTENDED AND THE
ADAPTEDD CURRICULUM

Chapterr 7 and chapter 8 respectively described the implementation of the intended curriculum in experimentt 1 and that of the task-based component in the adapted curriculum in experiment 2. The chapters
showedd that choice and interactions were implemented as intended. We now know that in both experiments,, the intended curriculum and the task-based component of the adapted curriculum were implementedd as intended. As a result, we might assess whether these two curricula were successful in improvingg students' self-regulation, intrinsic motivation and attitude to autonomous learning. In this chapter,
basedd on the participants' scores on the pre-and post-tests, the effects of each of the two curricula on
students'' self-regulation, intrinsic motivation and attitudes to autonomous language learning are presented.. To explore the effect of learner characteristics on the effect of the curriculum, we present the
relationn between learner characteristics and the effects of the two curricula on self-regulation, intrinsic
motivation,, attitudes to autonomous learning and language achievement.

1..

RESEARCH QUESTIONS

Onee common quality of autonomous and communicatively competent language
learnerss revealed in chapter 3 and chapter 4 of this book is strategic competence, the
abilityy to determine communicative goals, assess communicative resources, plan
communicationn and execute this communication (Bachman, 1990). Therefore, strategicc competence manifests the learners' ability to self-regulate their learning.
ChoiceChoice provides them with the opportunities to exercise their self-regulation. Therefore,, with the provision of choice, it might be expected that the learners' selfregulationn will improve. The improvement of self-regulation might be strengthened
byy the level of motivation. Choice might stimulate intrinsic motivation because
learnerss experience ownership of their learning process. The more ownership, the
moree autonomous. In other words, the curriculum providing learners with choice
aimss to enhance learners' self-regulation, intrinsic motivation and attitudes to
autonomouss learning. In addition to choice, authentic interactions in the target languagee (e.g., while learners negotiate with each other about the choices of what and
howw to do a learning task) facilitate the development of learners' communicative
competence.. Little (2000a) maintained that the more autonomous language learners
are,, the more competent they become; therefore, concerning the outcomes of the two
curricula,, this chapter aims to answer one main question for each of the curricula
implementedd in experiment 1 and in experiment 2:
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WereWere students' levels of self-regulation, intrinsic motivation and attitudes to
autonomousautonomous learning improved?
Too gain insight into the possibility that different students profit to a different extent
fromm the two curricula, we will explore the relation between the effects of the curriculumm and learner characteristics (i.e., students' initial level of self-regulation, intrinsicc motivation, attitudes to autonomous learning and English). This explorative
questionn is answered in both curricula,
TakingTaking learner characteristics into consideration, which curriculum showed to
contributecontribute to the ultimate development of self-regulation, intrinsic motivation, attitudestitudes to autonomous learning and language achievement?
2.2.

METHOD

2.12.1 Participants
Participantss in experiment 1 (cohort 1) and experiment 2 ( cohort 2) are all first-year
studentss of the academic year 2002-2003 and 2003-2004 respectively, majoring in
Teachingg English as a Foreign Language (TEFL) at Cantho University. Section 3.2
inn chapter 6 of this book described how the participants were admitted into the program. .
Theree were 60 participants in experiment 1. One participant won the national
prizee for a contest in English, so she was unconditionally accepted into the program.
Thee other 59 participants were short-listed based on their performance in the nationall entrance examination into the program in the academic year 2002-2003. The
averagee age of the participants is 18.8 {SD = 2.27). There were 44 females and 16
males. .
Theree were 40 participants in experiment 2. One participant won the national
prizee for a contest in English. She was unconditionally enrolled into the program.
Thee other 39 participants were admitted into the program based on their performancee in the national entrance examination in the academic year 2003-2004. Participants'' average age is 18.5 (SD = 0.75). There were 30 females and 10 males. Table
9.11 reports the descriptive statistics of the results of the three subjects taken by participantss in study 1 and study 2 for the entrance examination.
Too highlight the importance of English as an examination subject, the final mark
inn English is multiplied by two. The final mark of English once doubled, plus the
markk for mathematics and that for Vietnamese literature is the determinator for admissionn to the program or not. The University has a priority policy towards candidatess who are considered disadvantaged, coming from rural areas. These candidates
willl get one mark extra as a "priority mark". In the academic year 2002-2003 (experimentt 1), there were about 550 candidates who took the examination for admissionn to the EFL teaching program, but just 60 candidates were short-listed for admissionn to the program. In the academic year 2003-2004 (experiment 2), there were
aboutt 710 candidates who took the admission exam for the program, but only 40
candidatess were short-listed into the program.
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TableTable 9.1. Descriptive statistics of the results of the three examination subjects in the entrance
examinationexamination (2 cohorts)
StudyStudy
11
(NN = 59)

Examination subjects

22

M (SD)

Vietnamese Literature

2.0-9.0

5.02(1.72)

Mathematics

3.0-9.0

5.54(1.22)

3.5-7.5

5.34(1.05)

Vietnamese Literature

3.5-8.0

5.64(1.08)

Mathematics

2.5-8.5

5.82(1.39)

2.0-9.5

5.01(1.82)

Englishh
(NN = 39)

Range*

Englishh

*The*The score is on the scale ofO as minimum and 10 as maximum.

Thee results of the examination in English show that even candidates who got low
scoress in English have been admitted into the program. For participants from cohort
1,, 3 candidates scored 3.5, 5 candidates 4, and 12 candidates a 4.5, making 20%
scoree lower than 5. The admission mean score in English is just average {M= 5.34).
Forr participants from cohort 2, for English 2 candidates scored 2.0, 2 candidates
scoredd 2.5, 1 scored 3.0, 5 scored 3.5,4 scored 4 and 4 scored 4.5, making 46.2 % of
candidatess score lower than 5. The admission mean score in English is also just averagee {M= 5.01). We ran the GLM Multivariate Analysis test to check for the initial
differencee between the two studies in English, self-regulation, intrinsic motivation,
andd attitudes to autonomous learning. An initial difference in English, selfregulation,, intrinsic motivation, and attitudes to autonomous learning between the
studiess was observed (F (4, 93) = 3.33, p = .013). The results from the GLM Univariatee Analysis tests revealed that (1) no initial difference in English, selfregulation,, and attitudes to autonomous learning between the two studies was observedd (F(l,97) = 1.27,p = .26; F (1, 97) = 2.88,/> = .093; F ( l , 97 = 1.33,p = .25
respectively),, and that (2) an initial difference between the two cohorts was observedd in intrinsic motivation (F (1,97) = 6.62, p = .012). Cohort 1 (M= 5.79, SD =
.50)) scored higher than cohort 2(M = 5.52, SD = .63).
Ass proposed by the English Department, the University placed participants into
groups,, following the principle of "first come, first served". Those who sent their
applicationn form to register for the program first were placed in the first group and
thosee later in subsequent groups. Participants in cohort 1 were placed into 4 groups.
Groupp 1 consists of 12 students; group 2, 17 students; group 3, 19 students and
groupp 4, 14 students. Participants in study 2 were placed into 3 groups, consisting of
155 students, 14 students and 11 students respectively.
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2.22.2 Procedure
Onee week before each of the two curricula was to begin1, the pre-tests to measure
students'' self-regulation, intrinsic motivation and attitudes to autonomous learning
weree administered. The researcher explained to the participants that they had an
hourr and a half to complete all three questionnaires. Students who sat next to each
otherr did not get the same type of questionnaire for one turn to fill in. When a studentt finished completing one questionnaire, she/he proceeded to the next one until
alll were completed. One week after the semester was finished, the post-tests to
measuree self-regulation, intrinsic motivation and attitudes to autonomous learning
weree taken, following the same procedure for the pre-tests. Table 9.2 lists the proceduree of the two experiments.
TableTable 9.2. Procedure of the two experiments, both infirstsemester (15 weeks)
Pre-tests: Pre-tests:
Pre-testss on self-regulation, intrinsic motivation and attitudes to learner
autonomyy (one week before the beginning of the implementation of the two curricula).
TheThe intended curriculum implemented (academic year 2002-2003)
TheThe adapted curriculum implemented (academic year 2003-2004)
Post-tests: Post-tests:
Post-testss on self-regulation, intrinsic motivation and attitudes to learner
autonomyy (one week after the end of the implementation of the two curricula)

3..

RESULTS

3.13.1 Analyses
Thee data from the pre-tests and post-tests on self-regulation, intrinsic motivation and
attitudess to autonomous learning from the participants of the two cohorts were subjectedd to SPSS to measure their gains in self-regulation, intrinsic motivation and
attitudess to autonomous learning respectively. We ran the GLM Repeated Measures
testss to check for time effect, the Pearson Correlation tests for the correlation betweenn participants' scores on the pre- and post-tests, and the GLM tests for group
effectss on self-regulation, intrinsic motivation and attitudes to autonomous learning.
3.23.2 Self-regulation
Thee focus of the self-regulation questionnaire (15 items, seven sub-scales) is on the
controll and self-regulation aspect of meta-cognition. Planning, monitoring and reguForr cohort 1: semester 1, academic year 2002-2003 and for cohort 2: semester 1, academic year 20032004 4
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latinglating are the three general processes that make up meta-cognitive self-regulatory
activitiess (Pintrich et al., 1991). In terms of planning, the participants' activities such
ass setting goals to make organizing and executing learning tasks easier are selected
forr presentation. Tracking participants' attention, self-evaluative and reflective activitiess are representations of the construct of "monitoring", where the level of studentss is the subject of analysis. Checking and correcting (modifying) one's behavior,
ass one proceeds on a task will be measured to document the level of the subject's
regulatingg process.
TimeTime effect. Table 9.3 reports the descriptives of the results on self-regulation of the
pre-testt and post-test during the semester.
TableTable 9.3. Descriptive statistics of the results of self-regulation pre-test and post-test (two
cohorts) cohorts)

Cohorts Cohorts
Tests Tests

Internal Internal Mean,Mean, (SD),
consistency consistency
Min.Min. - Max.

11

Tl:: Pre-test

.66 6

5.68,, (.62), 4.13-7.0

(NN = 60)

T2:: Post-test

.72 2

5.64,, (.68), 3.47-7.0

22

Tl:: Pre-test

.72 2

5.46,, (.75), 3.80-7.0

(NN = 40)

T2:: Post-test

.67 7

5.60,, (.62), 4.40-6.9

Thee effect on self-regulation reported in the pre-test and post-test for cohort 1 and
cohortt 2 were analyzed with a General Linear Model (GLM) for Repeated Measures
withh self-regulation scores as within-subject variables. All statistical tests were performedd at the .05 level. For both cohorts, the results show that the mean score did
nott change ( F ( l , 59) = 0.14, p= .71 for cohort 1 a n d F ( l , 39)= 1.11,/? = .30 for
cohortt 2.
Thee tests show that the overall means of the two cohorts did not change during
thee semester. This does not imply that no students improved. It might be that the two
curriculaa respectively affected some participants positively and some other participantss negatively. This implies a low correlation between the pre-test and post-test
scores. .
CorrelationCorrelation of the scores between the two points of measurement. For cohort 1 and
cohortt 2, the correlations of the scores between the two points of measurement are
farr from perfect (r(Ti-T2) = -54 and .30 respectively). Students seem to have changed
thee position in the rank order. There are differences between the participants in the
extentt they changed during the semester. In the exploratory analysis (presented in
sectionn 3.2 of this chapter), we will search for learner characteristics related to the
differencess in the development of self-regulation.
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GroupGroup effect. The description and analysis of the operationalization of the intended
curriculumm in the four groups (chapter 7) revealed that the degree to which the curriculumm was operationalized differed to some extent between the four groups. From
thee description and analysis of the project work component of the adapted curriculumm (chapter 8), it was observed that the degree of using English as the main mediumm of instruction and the degree of challenge and support in the three groups were
differentlyy practiced. To assess the possible effects of the differences in implementationn of each curriculum on the level of self-regulation of the participants, we report
thee descriptives on self-regulation per group for the two cohorts in table 9.4 and test
thee effect of group on the average gain.
TableTable 9.4. Descriptive

CohortsCohorts

statistics of the results of self-regulation
(two(two cohorts)

pre-test and post-test

Pre-test Pre-test
Post-test Post-test
Descriptives Descriptives
Groups

11

Group 1 M M
SD D
NN = 11 Min.-Max. .
Groupp 2 M M
SD D
NN = 17
Min.-Max. .
Groupp 3 M M
SD SD
NN = 18
Min.-Max. .
Groupp 4 M M
SD SD
NN = 14 Min.-Max. .

5.55 5
.71 1
4.4-6.67 7
5.63 3
.51 1
4.87-7.0 0
5.66 6
.66 6
4.13-6.67 7
5.89 9
.61 1
4.73-6.80 0

22

Group 1 M M
SD D
NN = 15
Min.-- Max.
Groupp 2 M M
SD D
N == 14
Min.-Max. .
Groupp 3 M M
SD SD
N == 11 Min.-Max. .

5.32 2
5.48 8
.68 8
.62 2
4.20-6.40 0 4.40-6.60 0
5.64 4
5.73 3
.80 0
0.65 5
3.80-7.0 0 4.53-6.93 3
5.42 2
5.58 8
.80 0
.62 2
4.47-6.73 3 4.53-6.40 0

5.63 3
.75 5
4.13-6.53 3
5.37 7
.81 1
3.47-7.0 0
5.65 5
.53 3
4.93-6.53 3
5.96 6
.52 2
5.20-6.87 7

Wee ran a GLM test for each cohort with group as between-subjects variable to check
forr the average gains related to group's effects. Table 9.5 reports the average gains
onn self-regulation per group for the two cohorts during the two points of measurement. .
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TableTable 9.5. Average gains from the pre-test to post-test on self-regulation per group (Standard
DeviationsDeviations in italics)
Cohorts Cohorts
Groups Groups Gain Gain
11

22

.08 8

.49 .49

2(N=17) )

-.26 6

.59 .59

33 (N=18)

-.01 1

.63 .63

4(N=14) )

.07 7

.63 .63

11 (N=15)

.16 6

.60 .60

22 (N=14)

.09 9

1.12 1.12

3(N=11) )

.16 6

.70 .70

11 (N=ll)

Forr cohort 1, no statistical difference was observed (F (3, 56) = 1.01, p = .39): No
groupp effect on the average gains in self-regulation among students was observed.
Ann analysis with self-regulation scores as within variable (T1-T2) and groups as
betweenn variable did confirm this conclusion: No interaction between group and
self-regulationn scores did occur (F (3, 56) = 1.017, p = .39).
Forr cohort 2, no statistical difference was observed (F (2, 37) = 0.03, p = .97):
Noo group effects on self-regulation gains among students were found. An analysis
withh self-regulation scores as within-subjects factor (T1-T2) and the three groups as
between-subjectss factor confirmed this conclusion: No interaction between groups
andd intrinsic motivation scores occurred (F(2, 37) = 0.033, p = .97).
Too summarize, the statistical tests revealed that no changes in self-regulation were
observedd at the cohort level, and that no group effects on the development of selfregulationregulation were observed. However, the participants varied in the extent they
changed;; the correlation between pre- and post-test scores was weak: Students
changedd their positions in the rank order during the semester.
3.33.3 Intrinsic motivation
Thee intrinsic motivation inventory, a questionnaire (18 items, with seven sub-scales)
coverss four areas: Interest or enjoyment, perceived competence, pressure or tension
andd relatedness. To Ryan and Deci (1992), the level of students' interest or enjoymentt in performing learning activities is strongly correlated with the degree of their
intrinsicc motivation. Perceived competence is theorized as a positive predictor of
self-reportt and behavioral measure of intrinsic motivation to which a student's poor
orr good performance at a learning task can be traced back. Pressure or tension is in
theoryy seen to be a negative predictor of intrinsic motivation. It is safe to predict that
studentss will not be intrinsically motivated to carry out a learning activity if that
learningg activity or learning moment brings students some pressure or tension. Relatednesss is a measure that can be used to predict students' intrinsic motivation with
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referencee to the relationship they develop with their teacher and classmates. Good
relationshipss increase intrinsic motivation to learn. For the adaptation of this questionnairee and the questionnaire, see appendix 6.2.
TimeTime effect. Table 9.6 presents the descriptive statistics of the results of intrinsic
motivationn reported in the pre-test and post-test by the participants.
TableTable 9.6. Descriptive statistics of the results on intrinsic motivation in the pre-test and posttesttest (two cohorts)
Internal Internal Mean,Mean, (SD),
Tests Tests
Cohorts Cohorts
consistency consistency
Min.Min. - Max.
11

Pre-test t

.68 8

5.79,, (.50), 4.72-6.83

(NN = 60)

Post-test t

.73 3

5.51,, (.60), 3.72-6.67

22

Pre-test t

.76 6

5.52,, (.63), 4.22-7.00

(NN = 40)

Post-test t

.72 2

5.41,, (.63), 4.00-6.83

Thee results from the pre-test and post-test on intrinsic motivation were analyzed
withh a General Linear Model (GLM) for Repeated Measures with intrinsic motivationn scores as a within subjects variable. All statistical tests were performed at the
.055 level. For cohort 1, the result shows that the whole cohort's mean scores on intrinsicc motivation changed significantly during the semester (F (1, 59) = 11.56, p =
0.01).. There was a general decrease in intrinsic motivation in cohort 1 at the end of
thee semester. For cohort 2, the cohort's mean score on intrinsic motivation was statisticallyy the same at the begin and at the end of the semester (F (1, 39) = 1.03, p .32). .
Thee results from the GLM Repeated Measures tests show that the mean of cohort 1
wass lower at the end of the semester and the mean of cohort 2 was the same at the
endd of the semester. This does not imply that no students improved. Therefore, we
checkedd to which degree the pre-test and post-test scores of each of the two cohorts
weree correlated.
CorrelationCorrelation of the scores between the two points of measurement. For both cohorts,
thee correlations were low (r(T1_T2) = .39 and .38 respectively). This implies that the
rankk order of the students in the two cohorts changed during the semester. In section
3.3.22 of this chapter, we will explore whether we can define certain groups of studentss with certain learner characteristics that gained or lost motivation during the
semester. .
GroupGroup effect. From the analysis of the implementation of the two curricula (presentedd in chapter 7 and chapter 8 respectively), it became clear that the degree to
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whichh the two curricula were operationalized differed between the groups. To measuree possible group effects on the average gains in intrinsic motivation, we report the
descriptivee statistics from the pre-test and post-test on intrinsic motivation per group
forr cohort 1 and cohort 2 in table 9.7 and we test the effect of group on students'
averagee gain in intrinsic motivation.
TableTable 9.7. Descriptive statistics of the results on intrinsic motivation pre-test and post-test per
groupgroup of the two cohorts
CohortsCohorts

TestTest 1
Descriptives Descriptives
Groups

TestTest 2
5.50 0
.50 0
4.72-6.39 9
5.25 5
.58 8
3.72-6.11 1
5.70 0
.66 6
4.39-6.50 0
5.57 7
.55 5
4.56-6.67 7

11

Group 1 M M
SD D
( N = l l ) ) Min.-Max. .
Groupp 2 M M
SD D
(N=17) )
Min.-Max. .
Groupp 3 M M
SD SD
(N=18) )
Min.-Max. .
Groupp 4 M M
SD SD
(NN = 14) Min.-Max. .

5.70 0
.51 1
4.72-6.28 8
5.77 7
.55 5
4.78-6.39 9
5.86 6
.44 4
5.00-6.78 8
5.78 8
.56 6
4.83-6.83 3

22

Group 1 M M
SD D
(N=15) )
Min.-- Max.
Groupp 2 M M
SD D
(NN = 14)
Min.-Max. .
Groupp 3 M M
SD D
( N = l l ) ) Min.-Max. .

5.22 2
5.18 8
.61 1
.67 7
4.22-6.17 7 4.11-6.50 0
5.40 0
5.92 2
.64 4
.54 4
5.06-7.00 0 4.00-6.83 3
5.67 7
5.47 7
.62 2
.40 0
4.89-6.17 7 4.72-6.72 2

Wee ran the GLM test in which the post-test score was tested for both cohorts with
thee four groups (cohort 1) and three groups (cohort 2) as between-subjects variable
too check for the average gains related to group effects. In table 9.8, we report the
averagee gains on intrinsic motivation per group during the two points of measurementt for the two cohorts.
Forr cohort 1, no group effect on intrinsic motivation gains among students was
observedd (F (3, 56) = 1.30, p = .28). An analysis with intrinsic motivation scores as
withinn variable (T1-T2) and groups as between variable did confirm that no interactionn between group and intrinsic motivation scores occurred (F (3, 56) = 1.298, p =
.28)) for the interaction during the semester.
Forr cohort 2, a group effect was observed (F (2, 37) = 4.22, p = .02). An analysis
withh intrinsic motivation scores as within-subjects factor (T1-T2) and the three
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groupss as between-subjects factor confirmed this analysis: An interaction between
groupss and intrinsic motivation scores did occur (F (2, 37) = 4.22, p = .022). A posthocc test (Scheffé) revealed that group 3 scored significantly better than group 2 (M=
0.71;/?? = .04).
TableTable 9.8. Average gain on intrinsic motivation per group from the pre-test to post-test (Standarddard Deviations in italics)
Groups Groups Gain Gain
1(NN = 11)

-.19 9

.49 .49

2 ( N == 17)

-.52 2

.53 .53

3 ( N == 18)

-.16 6

.66 .66

4 ( N == 14)

-.21 1

.69 .69

11 (N= 15)

.04 4

.66 .66

2 ( N == 14)

-.52 2

.66 .66

3(NN = 11)

.19 9

.64 .64

Too summarize, for cohort 1, a general decrease in the mean of intrinsic motivation
wass observed. For cohort 2, the mean of the participants' intrinsic motivation remainedd the same during the semester. No group effect was observed in cohort 1,
whilee in cohort 2, an interaction between groups and intrinsic motivation gain was
present.. The difference between group 2 (loss) and group 3 (gain) was significant.
3.43.4 Attitudes to autonomous learning
Thee focus of the questionnaire on attitudes to autonomous learning (23 items, five
sub-scales)) is on measuring the learners' cognitive and meta-cognitive skills, social
factorss and affective factors towards autonomous learning and on the perception of
whatt autonomous English language entails (e.g., the crucial role of the language
learners,, motivation for learning English, learning English to communicate and
learningg how to learn English). To test the effect of time on the change of attitudes
too autonomous learning, I ran the GLM Repeated Measures test.
TimeTime effect. In table 9.9, I present a set of descriptives on the students' attitudes to
autonomouss learning. The scores of the pre-test and post-test were analyzed with a
GLMM for Repeated Measures with attitudes to autonomous learning as withinsubjectss variable. All statistical tests were performed at the .05 level.
Forr cohort 1, the difference between the mean scores of the pre-test and the posttestt was statistically significant (F (1, 59) = 8.66, p = .005). The attitudes to
autonomouss learning of the students involved in the implementation of the intended
curriculumm have changed. A general increase in attitudes to autonomous learning of
thee participants in cohort 1 was observed.
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Forr cohort 2, the result shows that the difference between the mean scores of the
pre-testt and the post-test was statistically significant (F (1, 39) = 4.21, p = .047). The
attitudess to autonomous learning among the participants involved in the adapted
curriculumm have also changed: A more negative attitude to autonomous learning of
thee participants was observed.
TableTable 9.9. Descriptive statistics of the results on attitudes to learner autonomy pre-test and
post-testpost-test of the two cohorts
Cohorts Cohorts
Tests Tests

Internal Internal Mean,Mean, (SD),
Min.Min. and Max.
consistency consistency

11

Pre-test t

.11 .11

(N=60) )

Post-test t

.82 2

22

Pre-test t

.63 3

Postt -test

.67 7

(N=40) )

3.60,, (.34), 2.50-4.25
3.71,, (.33), 3.13-4.38
3.91,, (.30), 3.38-4.58
3.78,, (.31), 3.13-4.42

Inn conclusion, an increase and a decrease of the overall mean in attitudes to autonomouss learning of cohort 1 and cohort 2 respectively were observed. This does not
implyy that all students in cohort 1 gained and all those in cohort 2 lost in attitude to
autonomouss learning. It might be that in both cohorts some students gained more
thann other students did. As we concluded when presenting the results of time effect
onn participants' self-regulation and intrinsic motivation, for attitudes to autonomous
learning,, we will follow the same pattern: We ran the Pearson Correlation test to
checkk to which degree the scores on attitudes to autonomous learning in the pre-test
andd post-test of each of the cohorts were correlated.
CorrelationCorrelation of the scores between the two points of measurement. The correlations
off the scores between the two points of measurement (r(Ti_T2) = .42 and .23 respectively)) were not strong. Students' placement in the rank order changed during the
semester;; some gained or lost more than others.
GroupGroup effect. As described and analyzed in chapter 7 and 8, the degree to which the
intendedd curriculum and the adapted curriculum was operationalized was different in
thee four and three groups of the two cohorts respectively. To check for the possible
effectss of these differences on the mean gains in attitudes to autonomous learning, I
reportt the results of descriptive statistics from tests 1 and 2 on attitudes to autonomouss learning in table 9.10 and test the effect of group on the average gain.
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TableTable 9.10. Descriptive statistics of the results ofpre-test and post-test on attitudes to
autonomousautonomous learning of the two cohorts
CohortsCohorts
11

Group 1
(N=ll) )
Groupp 2
(N=17) )
Groupp 3
(N=18) )
Groupp 4
(NN = 14)

22

GroupsDescriptives Descriptives
TestTest 1
MM
SD D
Min-Max. .
MM
SD D
Min-Max. .
MM
SD D
Min-Max. .
MM
SD D
Min-Max, ,

MM
SD D
(N=15) )
Min.-- Max.
Groupp 2 M M
SD D
(NN = 14)
Min.-Max. .
Groupp 3 M M
SD D
( N = l l ) ) Min.-Max. .
Group 1

TestTest 2

3.55 5
3.61 1
.23 3
.32 2
3.13-3.92 2 3.13-4.13 3
3.61 1
3.53 3
.31 1
.33 3
3.04-4.25 5 3.17-4.25 5
3.70 0
3.80 0
.27 7
.23 3
3.17-4.17 7 3.42-4.25 5
3.47 7
3.89 9
.33 3
.49 9
3.13-4.38 8
2.50-4.25 5
3.88 8
3.74 4
.24 4
.23 3
3.58-4.33 3 3.46-4.29 9
4.01 1
3.86 6
.32 2
.39 9
3.38-4.42 2 3.13-4.42 2
3.81 1
3.75 5
.34 4
.33 3
3.38-4.58 8 3.21-4.25 5

Wee report the average gains of attitudes to autonomous learning per group during
thee two points of measurement in table 9.11 and test the effect of group on the mean
gains.. We ran a GLM test for both cohorts with the four groups (cohort 1) and three
groupss (cohort 2) as between-subjects variable to check for the average gains related
too group' s effects.
Forr cohort 1, a significantly statistical difference was observed (F (3, 56) = 6.32,
pp = .001). The average gains were affected by groups. Post-hoc tests (Scheffé) revealedd that group 4 scored significantly better than group 2 (p =. 001) and tended to
scoree better than group 1 (p =. 067) and group 3 (p = .062).
Forr cohort 2, no group effect on attitudes to autonomous learning gains among
studentss was observed (F (2, 37) = 0.20, p = .82). An analysis with attitudes to
autonomouss language learning scores as within-subjects factors (T1-T2) and the
threee groups as between-subjects factors showed no interactions between groups and
timee (F(2, 37) = 0.20, p = .82).
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TableTable 9.11, Average gains in attitudes to autonomous learning per group (Means, Standard
DeviationDeviation in italics) of the two cohorts
Groups Groups
Cohorts Cohorts
11

22

Gain Gain

11 (N= 11)

.06 6

.34 .34

2 ( N == 17)

-.08 8

.28 .28

3(N=18) )

.10 0

.30 .30

4(N=14) )

.41 1

.38 .38

11 (N= 15)

-.14 4

.28 .28

22 (N = 14)

-.52 2

.49 .49

3(N=11) )

-.06 6

.39 .39

Too summarize, we observed an increase and a decrease in attitudes to autonomous
learninglearning in cohort 1 and in cohort 2 respectively. In cohort 1, a group effect on the
developmentt of attitudes to autonomous learning was found. Participants from group
44 gained the most. In cohort 2, no group effect was observed.
3.53.5 Effects of learners' initial characteristics on the effects of the two curricula
Thee aim of the curriculum grounded in the theory of task-based language learning is
too observe students' gains in self-regulation, intrinsic motivation and attitudes to
autonomouss learning as the outcomes. These outcomes are aimed at improving the
learners'' ability to use the target language. Besides the implementation of the intendedd curriculum as an intervention which might enhance these outcomes, learner
characteristicss (i.e., learners' initial level of self-regulation, intrinsic motivation,
attitudess to autonomous learning and English) could play a role in achieving these
outcomes.. To check for the contribution of each curriculum to the development of
self-regulation,, intrinsic motivation and attitudes to autonomous learning by taking
intoo account the learners' initial characteristic as an independent variable, we ran the
regressionn analysis tests. The aim of the tests is to answer the question,
WhichWhich curriculum showed to be more beneficial to participants with relatively low
oror high initial level of self-regulation, intrinsic motivation, attitudes to autonomous
learning,learning, and English to the development of the outcomes (e.g., self-regulation, intrinsictrinsic motivation, attitudes to autonomous learning and language achievement)?
Ourr approach to analyzing the interaction between cohort and the outcome (e.g.,
self-regulation,, intrinsic motivation, attitudes to autonomous learning, and language
achievement)) is regression analysis, which allowed us to evaluate the contribution of
learnerr characteristics to the development of self-regulation, intrinsic motivation and
attitudess to autonomous learning. For cohorts, we construed a dummy variable
(D_con)(D_con) which is 'on' (equals 1) if a student was in cohort 1; otherwise, this dummy
wass turned 'off (equals 0) and hence student was in cohort 2. For each of the two
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cohorts,, we construed a cohort-specific score for each initial learner characteristic
andd for each outcome. For example, to compute the effects of cohort and learners'
initiall level of self-regulation on intrinsic motivation, we used four predictive coefficients:: A constant (CONS: to be interpreted as the mean score in cohort 1 for studentss with a zero score for cohort 2), a dummy for condition (Dcon: To be interpretedd as the mean score in cohort 2 as deviation from cohort 1 for students with a
zeroo score for cohort 1), level of self-regulation in cohort 1, and level of selfregulationn in cohort 2. We estimated the regression weight for self-regulation on
intrinsicc motivation for each of the two cohorts separately and tested its significance.
Wee can describe the score in intrinsic motivation of a student as a function of the
initiall self-regulation score (SR) as
Yjj = CONS + p,*D_Co« + p 2 * SRiV/ -DjCon) + pV SR*D_Con

inn which Yj is the self-regulation score of student i, CONS is a constant, D_con is a
dummyy variable for cohort 2, and therefore (l-D_con) is an indicator of cohort 1. In
thee equation above, two separate effects are formulated for self-regulation score
SR*(l-D_con)SR*(l-D_con) and SR*D_con. The former refers to the effect in cohort 1 and the
latterr refers to the effect in cohort 2. The same procedure was applied for other
learnerr characteristics: Intrinsic motivation, attitudes to autonomous learning and
English. .
Thee following sections present the results of linear regression tests of the effects
off learner characteristics on the development of self-regulation, intrinsic motivation,
attitudess to autonomous learning and language achievement.
3.5.13.5.1

Effect ofparticipants' initial level of self-regulation

Thee results of the descriptive statistics from the pre-tests on self-regulation of the
twoo cohorts revealed a relatively wide deviation of the initial level of self-regulation
off the participants of the two cohorts (M= 5.68, SD =.62 for cohort 1 and M = 5.46,
SDSD = .75 for cohort 2). For this reason, we tested whether this relatively wide variationn of the initial level of self-regulation of participants of the two cohorts might
contributee to the enhancement of their self-regulation, intrinsic motivation, attitudes
too autonomous learning and language achievement.
OnOn self-regulation (post-test). An effect of the initial level of self regulation on the
developmentt of self-regulation was observed in cohort 1 (J3 = 2.46, p = .00) and in
cohortt 2 (J3 = 1.02, p = .05), indicating that the students with a relatively high initial
levell of self-regulation benefited most from both curricula. Figure 9.1 displays the
effectt of the learners' initial level of self-regulation to the development of selfregulationn in the two curricula.
Notee that the difference between the two lines seems to be small. However, for a
clearr insight into the differential effect of the curricula, we must include the variationn of the scores. When we take into account the small pooled standard deviation
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(.65),, the effect size for students with a score on self-regulation one standard deviationn above the mean is .51, which is a medium effect (Cohen, 1988).
OnOn intrinsic motivation. No effect of the initial level of self-regulation on intrinsic
motivationmotivation was observed in cohort 1 and cohort 2 <j8 = .87, p = 1.46; /? = .24, p = .68
respectively).. This indicates that the initial level of self-regulation is not related to
thee enhancement of intrinsic motivation.
OnOn attitudes to autonomous learning. An effect of the learners' initial level of selfregulationn on the development of attitudes to autonomous learning was observed (J3
== 1.66, p = .004) in cohort 1. No effect of self-regulation pre-test score on attitudes
too autonomous learning post-test score was observed in cohort 2 (/? = .45, p = .41).
Thiss implies that the intended curriculum is beneficial for students with relatively
highh initial scores on self-regulation, while the adapted curriculum is more beneficiall for students with low initial scores on self-regulation in respect to attitudes to
autonomouss learning. Figure 9.2 displays the effect of the learners' initial score on
self-regulationn to the development of attitudes to autonomous learning. The effect
sizee for the students with a score on attitudes to autonomous learning one standard
deviationn above the mean is .66, which is a medium effect (Cohen, 1988).
OnOn language achievement. An effect of the learners' initial level of self-regulation
onn the development of language achievement was observed (j3 = 1.09, p = .041) in
cohortt 1. No such effect was observed in cohort 2 {fi = .079, p = .88). This implies
thatt the intended curriculum benefits the students with relatively high initial score on
self-regulation,, while the adapted curriculum is more beneficial for students with
initiall low score on self-regulation. Figure 9.3 displays the effect of the learners'
initiall level of self-regulation on the development of language achievement. The
effectt size for students with a score on language achievement one standard deviation
abovee the mean is .60, which is a medium effect (Cohen, 1988).
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Thee arrows in figure 6.1 show the presentations of the curricula I measured. The
implementationn of the intended curriculum was measured to assess whether it was
implementedimplemented as intended. Its operationalization was documented via classroom observations.. We monitored the implementation of choice and interactions. Teachers'
andd students' perceptions of the operationalized curriculum were documented to
determinee which aspects of the curriculum they perceived as to fit the aims of stimulatingg learner autonomy and communicative competence and which features of the
curriculumm they thought should be improved to meet these goals. I measured the
attainedattained curriculum (i.e., the outcomes) as the effects of the operationalization and
perceptionn of the curriculum. In the next section, I will present the research questionss concerning the quality of the intended and adapted curriculum in both presentationss we mentioned: The implemented (as operationalized and perceived) and the
attainedattained curriculum
3.5.23.5.2

Effect of participants' initial level of intrinsic motivation

OnOn self-regulation. No effect of the initial level of intrinsic motivation on the developmentt of self-regulation was observed in the cohort 1 and cohort 2 (ft = 1.39, p =
.063;; p = .66, p = .34 respectively). Students' initial level of intrinsic motivation is
nott related to the effect of the curricula on self-regulation.
Onn intrinsic motivation. An effect of the pre-test scores of intrinsic motivation on
intrinsicintrinsic motivation in both cohorts was observed (ft = 2.22, p = .002 for cohort 1
and/?== \J0,p = .011 for cohort 2), which indicates that the two curricula benefited
thee students with relatively high initial level of intrinsic motivation the most. Figure
9.44 displays the effect of the students' initial level of intrinsic motivation on the developmentt of intrinsic motivation in the two curricula.
OnOn attitudes to autonomous learning. An effect of the pre-test scores on intrinsic
motivationmotivation in both cohorts on attitudes to autonomous learning was observed (ft =
1.8,pp = .009 for cohort 1 and /? = 1.88, p = .004 for cohort 2). This implies that the
twoo curricula benefited the students with relatively high initial scores on intrinsic
motivationn the most. Figure 9.5 shows the effect of the pre-test scores on intrinsic
motivationn on attitudes to autonomous learning post-test score.
OnOn language achievement. An effect of the pre-test scores on intrinsic motivation in
bothh cohorts 1 and 2 on language achievement was observed (ft - 1.36, p = .028 for
cohortt 1 and f5 = 2.18, p = .00 for cohort 2), which indicates that the two curricula
benefitedd the students with relatively high initial level of intrinsic motivation. Figure
9.66 shows the effects of pre-tests score on intrinsic motivation on post-test scores on
languagee achievement in the two curricula.
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The effects of participants' initial level of attitudes to autonomous learning

Thee ultimate goal of this curriculum innovation study is the development of learner
autonomyy to enhance the quality of language learning or to develop learner communicativee competence. As presented and discussed in chapter 3 and chapter 4 developingg learner autonomy and communicative competence are by nature the developmentt of strategic competence (i.e., self-regulated skills). Self-regulation is assumed
too relate to students' attitudes to autonomous learning. Therefore, testing the contributionn of learners' initial level of attitudes to autonomous learning to the developmentt of self-regulation, intrinsic motivation, attitudes to autonomous learning and
languagee achievement is essential. The results from these tests will give relevant
insightt into which curriculum the students with relatively high or low initial level of
attitudess to autonomous learning should be placed or advised to choose for the optimumm development of each variable. The results from the regression tests in which
pre-testt scores on attitudes to autonomous learning as independent variable and posttestt scores on self-regulation, intrinsic motivation, attitudes to autonomous learning
andd language achievement as dependent variables are reported hereafter.
OnOn self-regulation. An effect of attitudes to autonomous learning level on the developmentt of self-regulation was observed (/? = 1.30, p = .04) in cohort 1. In cohort
2,, no effect of the initial level of attitudes to autonomous learning on the developmentt of self-regulation was observed (J3 = 1.02,/? = .32). This indicates that the studentss with a relatively high level of attitudes to autonomous learning benefited from
thee intended curriculum whereas those with relatively low pre-test scores on attitudess to autonomous learning benefited from the adapted curriculum. Figure 9.7
showss the effects of the students' initial level of attitudes to autonomous learning on
theirr development of self-regulation in the post-test. The effect size for students with
aa score on self-regulation one standard deviation above the mean is 1.47, which is a
largee effect (Cohen, 1988).
OnOn intrinsic motivation. An effect of attitudes to autonomous learning on intrinsic
motivationmotivation was observed (/? = 1.64, p = .01) in cohort 1; no effect of the initial level
off attitudes to autonomous learning in cohort 2 on the development of intrinsic motivationn was observed (/? = .89, p = .37). This indicates that the students with relativelyy high scores on the pre-test on attitudes to autonomous learning benefited from
thee intended curriculum, while the adapted curriculum benefited the students with
relativelyy low initial level of attitudes to autonomous learning. Figure 9.8 shows the
effectss of the students' initial level of attitudes to autonomous learning on their developmentt of intrinsic motivation in the post-test. The effect size for the students
withh a score on intrinsic motivation one standard deviation above the mean is 1.66,
whichh is a large effect (Cohen, 1988).
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OnOn attitudes to autonomous learning. An effect of attitudes to autonomous learning
onn attitudes to autonomous learning was observed in cohort 1 (J3 = 2AS,p = .00); no
effectt of attitudes to autonomous learning in cohort 2 on the development of attitudess to autonomous learning was observed (J3 = 1.15,/? = .22). This indicates that
thee intended curriculum was more beneficial to the students with relatively high initiall score on the pre-test in attitudes to autonomous learning, while the adapted curriculumm benefited the students with relatively low scores on pre-test in attitudes to
autonomouss learning for the development of attitudes to autonomous learning. Figuree 9.9 displays the effect of attitudes to autonomous learning on the development of
attitudess autonomous learning in the two curricula. The effect size for the students
withh a score on attitudes to autonomous learning one standard deviation above the
meann is 1.40, which is a large effect (Cohen, 1988).
OnOn language achievement. No effect of the initial level of attitudes to autonomous
learningg in cohort 1 or cohort 2 on language achievement was observed (/? = .92, p =
.100 for cohort 1 and fi = 1.0, p = 21 for cohort 2), indicating that the initial level of
attitudess to autonomous learning is not related to the effect of the curricula on languagee achievement.
3.5.43.5.4

The effects of participants' initial level of English

Ass described in section 9.1 about the participants in the two experiments, the averagee admission score into the program for participants of the two cohorts was just
averagee (Af= 5.34 and M= 5.01 for cohort 1 and cohort 2 respectively) and varied
widelyy between participants (SD = 1.05 and SD = 1.82 for cohort 1 and 2 respectively).. Therefore, to test which curriculum benefited which participants (the ones
withh low or high level of initial English) more research is essential to gain insights
forr placing students in the right curriculum at their level.
OnOn self-regulation and intrinsic motivation. For self-regulation, no effect of the level
off English in both cohorts 1 and 2 on the development of self-regulation was observedd {fi= .069, p = .84 for cohort 1 and/?= .14, p = .58 for cohort 2). For intrinsic
motivation,, no differential effect of the two curricula in terms of the initial level of
Englishh was observed (J3 = .32, p = .355 for cohort 1 and /3 = -.20, p = .40 for cohort
2).. This indicates that the level of English is not related to the effects of the two curriculaa on intrinsic motivation or self-regulation.
OnOn attitudes to autonomous learning. No effect of the initial level of English in cohortt 1 on the development of attitudes to autonomous learning was observed {fi =
.38,, p = .25), while such an effect in cohort 2 on the development of attitudes to
autonomouss learning was observed (/?= .56, p = .016). This implies that the students
withh a relatively high initial level of English benefited more from the adapted curriculumm whereas the intended curriculum is more beneficial for the students with
relativelyy low scores on English in the pre-test. Figure 9.10 displays the effect of the
learners'' initial level of English on the development of attitudes to autonomous
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learningg in the two curricula. The effect size for the students with a score on English
onee standard deviation above the mean is .77, which is a medium effect (Cohen,
1988). .
OnOn language achievement. An effect of the level of English in both cohorts 1 and 2
onn language achievement was observed (/? = 1.47, p = .00 for cohort 1,0 = .083, p =
.000 for cohort 2), which indicates that students with relatively high English scores in
thee entrance exam benefited more from the two curricula than the students with
lowerr initial score. Figure 9.11 displays the effect of initial English level on the developmentt of language achievement in the two curricula.

54 4

11 6

ss
aa 5
BB 4
oo
cc
OO

3
cohort 1
-- - cohort 2

13 3

33
55
<<

-2sdd

-lsd

Mean

+lsd

+2sd d

Achievementt pretest

-2sdd

-lsd

Mean

+lsd

+2sd d

Achievementt pretest

FiguresFigures 9.10-9.11. Effects of initial English on language achievement in the
twotwo curricula on attitude on autonomous learning and language achievement

CURRICULAA EFFECTS

165 5

EffectsEffects of learner characteristics on the effects of the two curricula. Section 3.2 exploredd the effects of learner characteristics on self-regulation, intrinsic motivation,
attitudess to autonomous learning, and language achievement in the two curricula.
Thee section presented the contribution of each curriculum to enhancing the level of
self-regulation,, intrinsic motivation, attitudes to autonomous learning and language
achievement.. Table 9.12 summarizes which curriculum is more effective for differentent learners to ultimately develop their self-regulation, intrinsic motivation, attitudes
too autonomous learning, and language achievement.
Fromm table 9.12, two patterns of effects of learner characteristics on the effects of
thee two curricula can be observed. One pattern, marked as C1+C2 (five times), indicatess that for both curricula, the higher the score on a particular characteristic, the
moree the student profited from the curriculum on certain dependent variables. The
otherr pattern, marked as CI (five times) or C2 (one time), indicates that one of the
twoo curricula was more beneficial for a particular level of learner characteristics. In
almostt all cases, CI is effective for the students with relatively high initial scores,
whilee C2 is more beneficial for students with relatively low initial scores. This patternn indicates that the two curricula have a differential effect, depending on learner
characteristics.. If curriculum decision makers should choose between the two curricula,, they could take in account what kind of student is selected. When the student
populationn scores relatively high on self-regulation and attitudes to autonomous
learning,, curriculum 1 results in better effects on learner autonomy (self-regulation,
intrinsicc motivation, and attitudes to autonomous learning) and language achievementt than curriculum 2. When the student population scores relatively low initially,
curriculumm 2 is a better choice.
TableTable 9.12. Which curriculum is more effective for different

learners?

Self-SelfIntrinsic
Attitudes to autonoregulationregulation
Motivation
mous learning

Language
achievement

InitialInitial level
Self-regulation n
Highh
Loww

C1+C2

CI
C2

CI
C2

C1+C2

C1+C2

C1+C2

CI
C2

CI I
C2 2

Intrinsicc Motivation
Highh
Low w
Attitudess to autonomouss learning
Highh
Loww

CI
C2

English h
High h
Low w

CI:CI: The intended curriculum; C2: The adapted curriculum

C22
CI I

C1+C2
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Too summarize, the results from the regression analysis tests indicate that in many
instancess the intended curriculum showed to contribute to enhancing the learning
outcomess (e.g., self-regulation, intrinsic motivation, attitudes to autonomous learning,, and language achievement) of the students with relatively high initial level of
self-regulation,, intrinsic motivation, attitudes to autonomous learning, and language
achievement. .
4..

DISCUSSION

Thiss section summarizes the outcomes of the two curricula to answer the two questionss concerning the outcomes of the two curricula and the contribution of each curriculumm and learner characteristic:
1)) Were students' self-regulation, intrinsic motivation and attitudes to autonomous
learninglearning improved?
2)2) Taking learners' characteristics into consideration, which curriculum showed to
contributee to the ultimate development of self-regulation, intrinsic motivation,
attitudess to autonomous learning and language achievement?
4.14.1 The outcomes
Noo effect of the two curricula on the development of self-regulation was observed.
Att the end of the implementation of the two curricula, the cohort's mean in intrinsic
motivationn of cohort 1 was found to decrease whereas that of cohort 2 was the same.
Att the end of the implementation of the two curricula, the overall mean in attitudes
too autonomous learning of cohort 1 was found to increase whereas that of cohort 2
decreased.. The following section attempts to explain why some effects were observedd at the end of the implementation of each of the two curricula.
ExploratoryExploratory effects of the contribution of each curriculum to the development of the
outcomes.outcomes. The results from the regression analysis tests revealed that the intended
curriculumm contributed to the enhancement of outcomes for students with relatively
highh initial level of self-regulation, intrinsic motivation, attitudes to autonomous
learninglearning and English.
4.24.2 Explanations
Reflectingg on and evaluating the implementation of the two curricula, the measurementt instruments used and the stability of the concepts as dependent variables could
bringg insights into the failure of observing the enhancement of self-regulation (in
experimentss 1 and 2), intrinsic motivation (in experiments 1 and 2), and attitudes to
autonomouss learning (in experiment 2).
Onee factor that could be questioned is the independent variable or choice operationalizedd in the two curricula. That is to check whether the intended curriculum was
operationalizedd as it had been intended. The description and analysis of the implementationn of the intended curriculum in chapter 7 revealed that, though in a slightly
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differentt degree of operational ization by the four teachers, the intended curriculum
wass operationalized as intended. As presented in section 2.6.3 (chapter 7), the teachers'' summative evaluation on the intended curriculum showed that the curriculum
hass created "quite a lot" (the four teachers' evaluation, 2003) of opportunities for
studentss to make choices of learning content and learning methodology to do the
projectt work. With reference to the students' evaluation of the characteristics of the
intendedd curriculum, which are supposed to enhance intrinsic motivation and attitudess to autonomous learning, students positively evaluated the seven characteristics
off the curriculum that are supposed to enhance participants' intrinsic motivation and
attitudess to autonomous learning (M= 1.85 on the scale of 1 as strongly agree and 2
ass agree). Item 1, which asked students if the intended curriculum provided them
withh enough choices for them to execute the project work, was positively evaluated
(M(M = 1.73 on the scale of 1 as strongly agree and 2 as agree). Therefore, we might
concludee that the curriculum was operationalized as it was intended. The description
andd analysis of the operationalization of the task-based component of the adapted
curriculumm (chapter 8) showed that it was operationalized as intended. The descriptionn of the five teachers at their tutorials showed that choices of learning content and
learningg methodology were provided for students to do the unit project. Students'
evaluationn on the provision of choice for them to do the unit project Studying in
CanthoCantho University was positive. All groups reported that it was new for them to
choosee what to do for a project work in the framework of a broad topic proposed but
itt was good to work on what they liked and the way they found worked for them
best.. It is clear that the curriculum provided students with authentic choices; in other
words,, the project work component was operationalized as it was intended. Questioningg and reflecting on the operationalization of choice in the two curricula confirmss that failing to observe the effects of the two curricula on the enhancement of
mentionedd dependent variables is most probably not caused by a weak operationalizationn of the two curricula. It is not the case that the implementation of the intended
curriculumm and the adapted curriculum, specifically the project work component
couldd have caused the failure to observe the effects of the intervention of the two
curriculaa on dependent variables.
Anotherr possible cause for the lack of effect could be attributed to the quality of
thee operationalization of the dependent variables. A possible indication of a weak
instrumentationn is the weak correlation between the pre-test and post-test scores on
thee same variable. One cause for these low correlations could be a random way of
respondingg to the items in the inventory, related to assumed cultural bias. We did not
observee any sign of such a bias, and the indices for internal consistency were reasonablee {a = .66 and a = .72 for self-regulation on the pre-test and post-test respectively;; a = .68 and a = .73 for intrinsic motivation on the pre-test and post-test respectively),, which indicate that there was no random filling in. These internal consistencyy indices support the validity of the instruments; the weak correlations betweenn the instruments are another indication that different concepts were measured.
Thee stability coefficient of Pintrich et al.'s (1991) SRI-was reported to be .79, indicatingg the concept is moderately stable. Unfortunately, no stability indices of Ryan
andd Deci's (1992) IM and Camilleri's (1999) Questionnaires to Help You to Estab-

168 8

CHAPTERR 9

lishlish Your Personal Level of Autonomy were reported in this study. We tried to
changee the concepts of self-regulation, intrinsic motivation and attitudes to autonomouss learning by the implementation of our curriculum. One may raise the question
whetherr it is possible to change a concept that is assumed stable. In our study, the
loww correlations between the pre-test and post-test probably do not indicate a lack of
stabilityy of the concept, but indicate the differences in gains. Students' initial rank
orderr was changed most probably as the result of participating in the curriculum.
Thiss result needs a more thorough investigation; it might be that different students
profitt from different interventions when we try to raise their self-regulation and intrinsicc motivation.

CHAPTERR 10

SUMMARYY AND DISCUSSION
Thee curriculum innovation study reported in this book is aimed at optimizing the development and implementationn of an experimental curriculum module (referred to as the intended curriculum) and, from
empiricall evidence on its quality, generating the methodological direction for the development, implementationn and evaluation of adapted curricula (van den Akker & Plomp, 1993). Following the three-phase
modell of curriculum innovation: Initiation, implementation and adaptation (Fullan, 1991), the study
consistss of two chronological experiments.
Experimentt 1 was initiated from the idea of improving the quality of English as a Foreign Language
(EFL)) curriculum in teacher education programme at Can Tho University (CTU), Vietnam. An intended
curriculumm aiming at stimulating learner autonomy and communicative competence was developed based
onn the theory of task-based language learning (TBLL). Two design parameters were operationalized in
developingg this intended curriculum: choice and interaction in the target language. The implementation
off the intended curriculum was monitored and its effects were measured. The implementation of the intendedd curriculum generated the opportunity for curriculum developers at my department to adapt its
designn parameters according to their educational philosophy. At the curriculum innovation level, the
implementationn of the intended curriculum resulted in the adapted curriculum consisting of TBLL and
presentation-- practice- pronunciation (PPP) as the two components.
Experimentt 2 included implementing and measuring the effects of the adapted curriculum on participants'' self-regulation, intrinsic motivation and attitudes to autonomous learning
Inn this chapter, the theoretical framework and the main results of the two experiments are summarizedd and discussed. Then at the end of the chapter an evaluation of the study and future research directionss are presented.

1.. THE THEORETICAL FRAMEWORK
Inn the scope of this study, central to the theoretical framework of curricula aiming at
stimulatingstimulating learner autonomy and communicative competence is strategic competencee (i.e., self-regulated meta-cognitive activities: Planning, monitoring, and evaluatingg learning experiences and performances). Stimulating learners' autonomy in
languagee learning aims to enhance their communicative competence because the
moree autonomous language learners and users are, the better language learners and
userss they become (Little, 2000a). A teaching method showing to create the opportunitiess for learners to develop their self-regulated skills is task-based language
learningg (TBLL). Projects as main tasks generate opportunities for learners (1) to
makee choices of what content to focus on when doing the task and of how to completee the task and (2) to carry out authentic interactions in the target language when
theyy work on the tasks. Promoting learners' self-regulated skills aims to stimulate
learnerr autonomy. Underlying the provision of choices of learning content and of
learningg methodology is the aim of promoting students' intrinsic motivation to learn
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viaa performing language tasks. Figure 10.1 summarizes the theoretical framework
usedd in thiss study.
jljl
Self-regulation
Choicess and
interactionss in the
targett language

<<

fe

Intrinsicc motivation

Attitudes s
too autonomous learning
FigureFigure 10.1. Theoretical framework.
Ass can be seen from figure 10.1, choices and interactions in the target language, the
twoo design parameters, were assumed to enhance students1 self-regulation, intrinsic
motivationn and attitudes to autonomous learning. In other words, choices and interactionss in the target language were hypothesized to be prerequisites for stimulating
learnerr autonomy.
1.11.1 Variables to be measured
Figuree 10.2 illustrates the independent variables monitored and the dependent variabless measured in the study. The operationalization of the curriculum was monitored
too find out whether it (1) provided the students with choices of learning content and
off learning methodology and (2) created interaction in the target language when
theyy worked on the tasks. Teachers and students involved in operationalizing the
curriculumm experienced its effects. In addition to observing the provision of choices
andd the creation of interaction in the target language, the participants' perception of
otherr characteristics of the curriculum shed insight into the quality of the curriculum
forr future improvements when necessary. Self-regulation, intrinsic motivation and
attitudesattitudes to autonomous learning as dependent variables were measured to test the
effectss of the curriculum developed with choice and interaction in the target languageguage as the two design parameters. Figure 6.1 in chapter 6 of this book introduced
thee curriculum variables measured in the study. Figure 10.2 summarizes what was
measuredd in this study again.
Fromm figure 10.2, it was seen that the operationalization of the curriculum at
classroomm level was monitored to ascertain whether the provision of choices and the
creationn of interaction in the target language were guaranteed. Teachers' and students'' perception of the operationalized curriculum was documented to confirm the
operationalizationn of choices and the creation of interactions in the target language
andd to find out the degree to which the operationalized curriculum fits the intended
curriculum.. The outcomes (self-regulation, intrinsic motivation and attitudes to
autonomouss learning) of the implemented curriculum were also measured.
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Thee operationalized
curriculum m

Thee intended
curriculum m

Thee attained
curriculum m

Thee perceived
curriculum m

FigureFigure 10.2. Variables to be measured.
1.21.2 Research questions, design and procedure
ExperimentExperiment 1. To test the effect of the theoretical framework underlying the intendedd curriculum aiming at stimulating learner autonomy and communicative competence,, the researcher (1) documented the implementation of the curriculum: The
operationalizationn of choices and creation of interactions in the target language,
teachers'' and students' perception of the operationalized curriculum, and (2) measuredd its outcomes.
Thee operationalization of the intended curriculum was monitored to find out
whetherr it provided the students with choices of learning content and learning
strategiess and whether it created opportunities for students to interact in the target
languagee authentically when they worked on the tasks. In terms of the effects of the
intendedd curriculum, whether students demonstrated awareness of choices of learningg content and learning methodology towards the creation of learning tasks was
described.. The curriculum was operationalized for 60 students (referred to as cohort
1)) divided into four groups by the four teachers. Monitoring of the provision of
choicess and the creation of interaction in the target language as the main medium of
communicationn was conducted as part of this experiment. The teachers' and students'' perception of the curriculum was documented to bring the curriculum developerr insights into the operationalization of the design parameters in order to make
futuree improvements to the curriculum when necessary.
Thee outcomes were measured to answer the question whether the intended curriculumm enhanced the learners' self-regulation, intrinsic motivation and attitudes to
autonomouss learning.
ExperimentExperiment 2. After the end of experiment 1, two lines of perspectives on curriculumm development influenced the design of the new curriculum for the new intakes of
thee academic year 2003-2004. First, some time after the end of experiment 1, the
managementt team at my department changed. This change could have had consequencess for the perspective on foreign language education by the managers as
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changee agents. The managers responsible for curriculum development at my departmentt assumed that students should be taught to use the target language and that
thee implementation of the PPP paradigm could fit "learning to use" the target languagee the best. For this reason, the PPP paradigm was used as one of the componentss in the curriculum. Second, the teachers' summative evaluation of the operationalizationn of the intended curriculum revealed an important issue "education for
todayy and/or tomorrow". The teachers involved in teaching the students of cohort 1
inn semester 2 (academic year 2002-2003) agreed that the curriculum also had to aim
att preparing students to live in an ever-changing society. In other words, the curriculumm should focus on stimulating learner autonomy. As a result, the task-based componentt was included in the curriculum. The two design parameters operationalized
inn the intended curriculum (i.e., choices and interaction in the target language) were
adaptedd to develop the TBLL as another component of the adapted curriculum. This
adaptedd curriculum, consisting of two components: The PPP and the TBLL, was
implementedd for 40 students (referred to as cohort 2) divided into three groups.
Thee implementation of the task-based component in the adapted curriculum was
monitoredd to find out (1) whether choices of learning content and learning methodologyy were operationalized to support students to do their tasks, (2) whether the curriculumm was operationalized to the same degree in the three groups of students, and
(3)) which features of the curriculum the teachers and students perceived positively
andd which features of the curriculum according to the teachers and students need
improving. .
Thee outcomes of the implementation of the adapted curriculum, self-regulation,
intrinsicc motivation, and attitudes to autonomous learning were measured.
Too summarize, the design of the two experiments in the study was the one-group
pre-- and post-test in which self-regulation, intrinsic motivation and attitudes to
autonomouss learning were dependent variables and choices and interactions in the
targett language, dependent variables with the monitored implementation of the curricula a
ExploratoryExploratory investigations into the effects of learner characteristics. The aim of the
curriculaa grounded in the theory of TBLL is to stimulate learners' autonomy (i.e.,
self-regulation,, intrinsic motivation, and attitudes to autonomous learning) and
communicativee competence. In addition, learners' characteristics (e.g., their initial
levelss of self-regulation, intrinsic motivation, attitudes to autonomous learning, and
English)English) could play a role in achieving these outcomes. The study explored the contributionn of each of the two curricula to the development of learner autonomy and
communicativee competence for different learner characteristics to aim to find out to
whatt extent the effects of the two curricula interact with learner characteristics and
whetherr these interactions differ between the two curricula.
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RESULTS

2,12,1 The implementation of the two curricula
Inn experiment 1, the description and analysis of classroom observations in the four
groupss showed that choices were provided and interactions in the target language
weree created when students worked on the tasks. The curriculum was operationalizedd as intended although the degree of operationalization of the curriculum differed
inn the four groups.
Thee case study confirmed the operationalization of the curriculum. It was implementedd as intended. The participants with relatively high or low initial level of
self-regulation,, intrinsic motivation, and attitudes to autonomous learning benefited
fromm the curriculum in the way they demonstrated awareness of the choices they
had;; they adapted choices and they created the learning tasks for themselves. They
showedd use of self-regulated skills in their learning.
Thee teachers and students for the most part perceived the intended curriculum
positively.. The teachers' perception revealed that (1) choice was properly operationalizedd in the curriculum and that (2) the curriculum achieved the goals of learning
thee target language to use it and learning how to learn the target language. Opportunitiess were generated for the students to use the target language as much as they
couldd in planning and choosing what to include in the output of their task performancee and how to achieve that output. Unit 3 was chosen to report the implementation
off the curriculum. The excerpts of classroom observations in this unit revealed that
beingg provided with choices, the students planned, monitored, and evaluated their
taskk execution and their experiences in using target language for authentic communicativee purposes to learn it. From the snapshots of classroom observations, it was
observedd that during the operationalization of Unit 3 in the intended curriculum,
aboutt 95% (a rough estimate) of communication between the teacher and students
andd between/among the student(s) in the classroom was conducted in English.
InIn experiment 2, the results from the observations of the teachers' tutorials revealedd that the task-based component in the adapted curriculum was operationalized
ass intended: Choices were provided and interaction in the target language was createdd for students to do their projects. However, the degree to which the curriculum
wass operationalized in the three groups was different: A varying degree of challenge
andd support and the use of English or Vietnamese as the main medium of communicationn in tutorials in the three groups was observed. Four out of five teachers assumedd that the first project would bring the students moments of confusions, worry
andd challenge; therefore, they conducted their tutorials in Vietnamese to make sure
thatt students would not be cognitively overloaded. They explicitly expressed their
recognitionn of the importance of using the target language as the main medium in
instruction.. The teachers' and students' perception of the amount of choices operationalizedd in the task-based component positively confirmed the operationalization
off the task-based component in the three groups. Both teachers and students perceivedd that the students had opportunities to use the target language to plan, monitor,
andd evaluate their learning tasks.
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2.22.2 The outcomes
Thee outcomes of the implementation of the intended curriculum and the adapted
curriculumm are reported in table 10.1.
TableTable 10.1. Pre-test and post-test comparison

VariablesVariables

Study 1

Self-regulationn
Intrinsicc Motivation

no change
decrease

no change
no change

Attitudess to autonomous language learning

increase

decrease

Study 2

Fromm table 10.1, it was observed that the mean of the participants' self-regulation in
thee pre-test and post-test in the two experiments did not differ. A decrease in the
meann score on intrinsic motivation was observed (experiment 1); the mean score on
intrinsicc motivation did not change in the adapted curriculum. The mean scores on
attitudess to autonomous learning were found to increase in the intended curriculum
andd decrease in the adapted curriculum.
Inn experiment 1, the statistical results revealed that no group effects on the participants'' gains in self-regulation and intrinsic motivation were observed. A group
effectt on the participants' gains in attitudes to autonomous learning was observed.
Groupp 4 showed the most gain. Teacher 4 did the best job in terms of helping studentss raise their level of attitudes to autonomous learning.
Inn experiment 2, no group effects on the participants' gains in self-regulation and
attitudesattitudes to autonomous learning were observed. A group effect on the participants'
gainss in intrinsic motivation was observed. While group 1 and group 3 gained; group
22 lost. The difference between group 2 and group 3 was significant.
2.32.3 Differential interactions with learner characteristics
Exploringg learners' characteristics revealed that when participants score relatively
highlyy on self-regulation and attitudes to autonomous learning, the intended curriculumm results in a better effect on self-regulation, intrinsic motivation, attitudes to
autonomouss learning (i.e., learner autonomy) and language achievement than the
adaptedd curriculum does. When the participants initially score relatively low, the
adaptedd curriculum is a better choice.
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DISCUSSION

3.13.1 Self-regulation
Thee results showed that participants' overall mean in self-regulation remained the
samee during the implementation of the intended curriculum and the adapted curriculum.. The outcome of self-regulation was different from what the researcher expected.. The failure to observe the effects of the curriculum on the participants' overalll means of self-regulation could be explained in terms of their initial level of selfregulation.. For both cohorts, the participants' mean scores in the pre-test were relativelyy high (A/= 5.68, SD = .62 and M= 5.46, SD = .75 for cohort 1 and cohort 2
respectively)) on the scale of 7.0 as the maximum score. It is not an easy task to raise
thesee means with the implementation of the curricula as interventions. The following
twoo paragraphs will offer more explanations to the failure to gain the expected effect
off the curriculum on participants' self-regulation.
Thee correlations of participants' scores between the two points of measurements
inn the two experiments were rather weak (r= .54 and .30 respectively), which indicatess participants' placement in the rank order changed. This change of order among
participantss was most probably the result of participation in the curricula. The curriculaa succeeded in improving self-regulation of some participants and failed to do
soo for other participants.
Thee case study reported in section 1.5.2 in chapter 7 of this book showed that
whetherr from condition low or condition high, students demonstrated that they used
self-regulatingg skills in working on the tasks and on learning the target language.
Millerr and Brickman (2004) believe that future goals and sub-goals and their impact
onn students' self-regulation cannot be overlooked. They argued, "Future goals guide
thee development of a system of sub-goals for future goal attainment" (Miller &
Brickman,, 2004: 29). The background of the participants in the study was presented
inn section 3.2. in chapter 6 of this book. The participants went through a sharply
competitivee national exam before acceptance onto the program to be trained to be
teacherss of English in secondary schools. This implies that their future goal (i.e.,
acquiringg the target language to work as secondary school teachers) has been clearly
set.. To accomplish this future goal, they accordingly work toward the sub-goals (i.e.,
completingg learning tasks). Thus, future goals and sub-goals which were argued to
influencee self-regulation were guaranteed in the study. Therefore, why the expected
effectt on self-regulation was not observed could be more likely to relate to the fact
thatt it is not easy to raise the relatively high initial mean in self-regulation of the
wholee group higher.
3.23.2 Intrinsic motivation
Thee mean of participants' intrinsic motivation decreased at the end of the implementationn of the intended curriculum and was the same at the end of the implementation
off the adapted curriculum. An explanation for the decrease in the intrinsic motivationn of the cohort 1 could be as follows. Before entering the program in semester 1,
itt might be the case that based on their experiences of learning and teaching English
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att high school, together with information from senior students already following the
program,, participants had already built up an idea of how learning and teaching in
thee University was going to be. This picture of learning and teaching had prepared
themm well psychologically for their coming learning, so the intrinsic motivation
meann at the start is rather high on the scale of maximum 7.0 (M = 5.79, SD = .50).
Ass they followed the intended curriculum, their image of learning and teaching
changedd and though the control of learning was passed gradually from teachers to
studentss over 14 weeks, students were still in the process of finding a way to familiarizee themselves with learning independently, so their intrinsic motivation decreasedd (M=5.5\,SD= .60).
Thee correlations between the pre-test and post-test scores in intrinsic motivation
inn the two experiments were not strong (r = .39 and .38 respectively). This implies
thatt the curricula might have succeeded in enhancing intrinsic motivation of some
participantss and failed to do so to other participants. Though it could be so, one may
raisee the question whether it could be the case that the intended curriculum as an
interventionn failed to raise the participants' intrinsic motivation. The following
paragraphss offer alternative explanations for the failure to observe any effects of the
curriculaa on intrinsic motivation.
Accordingg to Errey & Schollaert (2003), motivation theories that examine what
mayy lead to learners' intrinsic motivation agree on three areas. First, learning appearss to happen best when it is carried out in relation to a particular goal, plan, projectject or purpose which the learner strongly identifies with. Second, learners' selfimageimage or self-esteem and the place they occupy in the group or class will influence
thee way they perceive their learning and the way they perform learning tasks. Third,
learnerss need to have a positive internal representation of the task and a positive
self-determinationself-determination of what the task means to them.
Thee first agreement on what contributes to the learners' intrinsic motivation dependss on the learner and on the context of learning. Entering this ELTT programme,
learnerss are expected to be competent in using the target language to work in secondaryy schools as teachers of the target language and are able to use their learning experiencess of how to learn for life-long learning. The goals of the programme are
compatiblee with what the majority of participants reported in their learning plans for
thee semester. The participants reported that they would try to improve their language
skillss by practicing using the language authentically and using their self-learning
skillss to continue their language learning after graduation. Analyzing the implementationn of the intended curriculum and of the task-based component of the adapted
curriculumm confirmed that doing project work concerned with real-life goals that
aimaim at using the target language authentically (to learn it) and to get more informationtion about the issue under investigation (i.e., learning more about studying and
learningg in a new environment in which learners are in). At the end of each project,
thee participants were required to self-evaluate in the form of reflection on their targetget language learning experiences and on the learning process, which guarantees the
learning-learning- to- learn component.
Thee second agreement on what contributes to learners' intrinsic motivation formulatess the link between learners' self-esteem or self-image and the place a learner
occupiess in her group or her class and her level of motivation. It should be recalled
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thatt the participants in the study are somewhat homogenous because almost all of
themm have been short-listed based on the entrance exam into the program. It would
nott necessarily deny some variation in the ability to use the target language among
participants;; however, it would not be the case that participants in the study might
feell inferior to their peers and become demotivated. The type of work arrangements
(i.e.,, group work, pair-work, individual work) for the participants to execute project
workk in the experimental and the two-component curriculum is group work. With
groupp work, participants are encouraged to negotiate (in using the target language)
inn performing the tasks and sharing work equally so that each group member feels
thatt they have contributed to the outcome of their task execution.
Thee third agreement relates to the way learners perceive what the task is about
andd how to execute the task. The way learners understand the task is both external
andd internal. Externally, they respond that way to the teachers' instruction (requirement).. Internally, they must have a personal reason to be interested in the task.
Learners'' motivation is related to human need for choice and positive association.
Regardingg choice in this context, this is choice of what and how to learn. What
learnerss think about learning is associated with what they have experienced in their
pastt learning (e.g., feelings, images, beliefs, values, strategies) or past task executing
evenn though their beliefs, values or strategies could be misconceptions. The degree
too which the intended curriculum and the task-based component in the adapted curriculumm have been implemented has revealed that choice was offered to the participants.. Participants working in groups could choose which aspect of the task topic to
focuss on (the what) and the way to perform the task (the how).
Thee picture of learning English in which the teacher is the presenter of new languagee materials, the lesson planner and the model of the target language could fit the
imagee of learning to use the target language more than the image of a language
classroomm in which learners themselves are the designers and managers of their own
learning,, which could influence the decrease of participants' overall mean of intrinsicc motivation. An examination of overall mean of intrinsic motivation in experimentt 1 showed that the mean was rather high (M = 5.79, with 7.0 as maximum
score),, so it is not an easy task to raise this high mean of intrinsic motivation further.
Too summarize, the research question showed to be theoretically sound, based on the
theoryy of second language acquisition. The measurement instruments were shown to
bee moderately reliable to collect data. The intended and the adapted curriculum were
operationalizedd as intended. However, the development of the participants' selfregulationn was not observed and intrinsic motivation on the post-test was found to
bee even lower than that on the pre-test. The correlations between the pre-test and
post-testt scores on self-regulation and intrinsic motivation were not strong, implying
thatt the curricula as interventions might have succeeded in enhancing self-regulation
andd intrinsic motivation of some participants and failed to do so for other participants. .
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3.33.3 Attitudes to autonomous learning
Ann increase and a decrease in attitudes to autonomous learning in the overall mean
off participants in experiment 1 and experiment 2 were observed.
Thee increase of attitudes to autonomous learning of participants in cohort 1 could
bee the results of the implementation of the intended curriculum as an intervention. In
thee oral exam at the end of the semester, the majority of the participants of cohort 1
explicitlyy expressed that the curriculum created the opportunities for them to take
controll over cognitive, meta-cognitive skills (e.g., taking initiative in learning, ...),
affectivee factors (e.g., becoming more self-confident, ...) and social factors (e.g.,
workingg in cooperation with others, ...). In other words, the curriculum created opportunitiess for them to enhance their attitudes to autonomous learning.
Itt should also be recalled that at the end of the implementation of the intended
curriculumm with all project work (experiment 1, semester 1), students' attitudes to
autonomouss learning were found to increase. This increase could be explained as
follows.. Before entering the program, participants had experienced the teachercenteredd approach to teaching and learning English in lower and upper secondary
schoolss in which the role of the teacher was more important than students' role in
theirr success in learning. Participants' attitudes to autonomous language learning
hadd not developed or they had had no idea of autonomous language learning. Therefore,, their mean score on attitudes to autonomous language learning is just over averagee (M= 3.91, SD = 0.30) on the maximum of 7.0. However, during the semester
thee adapted curriculum was operationalized, at least for a part, the task-based componentt created opportunities for students to gradually develop their responsibility for
theirr own learning. From this component, students had an idea of what an autonomouss language learner is like. However, for the most part, the adapted curriculum
didd not create sufficient opportunities for students to develop a certain degree of
attitudess compatible with what they had perceived about autonomous learning, so it
couldd be the reason that their attitudes to autonomous language learning decreased
(M== 3.78,50=0.31).
4..

FURTHER RESEARCH DIRECTIONS

4.14.1 Limitations of the study andfuture research directions
Inn both experiments, the expected effects of the two curricula on the group means of
self-regulationn and intrinsic motivation were not observed. It should be noted that
thee participants in the two experiments of the study have long been accustomed to
thee teacher-centered classrooms. To these participants, learning to use the language,
learningg to handle one's own learning, and growing familiar with the new way of
learninglearning (as termed by participants in cohort 1) might take more time than one full
semesterr (in experiment 1) and than half semester (in experiment 2). Therefore, futuree research studies concerning self-regulation and intrinsic motivation as the outcomess of a language curriculum and choices and interaction in the target language as
thee curriculum parameters should be at least in two successive semesters in which
thee two intended curricula modules would be operationalized and at least three
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pointss of measurement (at the beginning of semester 1, the end of semester 1 and at
thee end of semester 2) would be administered. It might be that with time and increasingg familiarity with autonomous learning, students will become more motivated.
Relatingg to the failure of observing the expected effects of self-regulation and intrinsicc motivation on the group means, it should also be recalled that the correlations
betweenn the pre-test and post-test scores in self-regulation and intrinsic motivation
inn both experiments were relatively weak (r = .54 and .30 for self-regulation and r =
.399 and .38 for intrinsic motivation respectively). As discussed in section 4.2 (chapterr 9), these weak correlations could indicate a weak instrumentation which was
possiblyy caused by a random way of responding to the items in the inventories relatedd to assumed cultural bias. However, for this study, the researcher did not receivee any sign of such a bias; the internal consistency of instruments used to measuree was reasonable (or = .66 and a = .72 for self-regulation on the pre-test and posttestt respectively, and a = .68 and a = .73 for intrinsic motivation on the pre-test and
post-testt respectively). In the two experiments, the low correlation between the pretestt and post-test scores on self-regulation and intrinsic motivation indicate that the
participants'' initial rank order most probably changed as the result of participation in
thee curriculum. This result needs investigation that is more thorough. First, the types
off participants for whom the curricula showed to work for the enhancement of selfregulationregulation and intrinsic motivation should be more thoroughly investigated in further
research.. Second, future research should test the profitability of different interventionss on different participants in terms of raising their levels of self-regulation and
intrinsicc motivation.
4.24.2 Contributions of the study
Theoretically,, the study has proposed working frameworks for the concepts of communicativemunicative competence, language tasks and learner autonomy in language learning.
Thee common feature in working definitions of learner autonomy in language learningg and communicative competence is strategic competence. To develop strategic
competence,, language tasks must provide learners with the opportunities to choose,
plan,, execute, monitor and self-evaluate their language learning and learning process
byy using the target language as the main medium.
Empirically,, the study has contributed the values to the universality of learner
autonomyy (Crabbe, 1999) in Asian contexts and to the body of literature on learner
autonomy.. Learner autonomy is not a Western-biased concept. The study reconfirmedd that it is the educational system that does not create the opportunities for
learnerss to exercise their autonomy; it is not the case that learners themselves are not
autonomouss by nature. The result from the empirical study is also encouraging in
termss of developing curricula in light of a task-based approach in which choices and
interactionss are the parameters for the development of attitudes to autonomous
learning.. Chapters 7 and 8 of this thesis reported students' perceptions of the paradigmm "using to learn the target language". They perceived that they used the target
languagee to plan, monitor and evaluate their task execution and their language learn-
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ing.. These instances of the target language use are authentically communicative.
Communicationn is the means but also the end of learning a target language.
Att the curriculum innovation level, the study proposed the paradigm of using to
learnlearn and to learn how to learn the language in the curricula stimulating the developmentt of learner autonomy and communicative competence. The empirical results
fromm the study indicated that for the ultimate development of learner autonomy and
communicativee competence, the paradigm using to learn and to learn how to learn
thethe language showed to benefit learners whose initial level of self-regulation and
attitudess to autonomous learning are relatively high.
Inn the light of the proposals and empirical evidence in the field of SLA and the
empiricall evidence from this study, the curricula aiming at stimulating learner
autonomyy and communicative competence should be built around tasks which (1)
providee learners with the opportunities to use the target language authentically (i.e.,
authenticc interactions in the target language), making the target language as the mediumm of instruction as much as possible, (2) allow choices of what and how to do the
task,, and offer students proper scaffoldings when necessary, and (3) self-evaluate
theirr task execution and language learning via reflections.
Fromm the analysis of the students' ideas from the interviews with students about
theirr learning experiences with the intended curriculum at the end of the semester
(e.g.,, the oral exam), the effective language learning model would most probably be
strategicc language learning in which learning the target language is through using it
authenticallyy and through learning how to learn the language, using social, affective,
cognitivee and meta-cognitive strategies to acquire the communicative skills and the
targett language.
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APPENDIXX 5.1.
UNITT 1 SCHOOL LIFE
** In class study time: 18 forty-five-minute hours (6 class meetings)
** Self-study time: 54 forty-five-minute hours
1..

OBJECTIVES

Att the end of this unit, students will be able to complete and orally present a written project of
AA Guide to First-Year Students of English at Can Tho University by participating in authentic
conversationss and discussions, by reading authentic materials and by listening to a tape or
watchingg a video as a student-guide to university students for information of content and organizationganization of a guide.
Duringg the unit, through the students' choices of both language content and learning methodology,, the unit aims at creating the opportunity for students to learn how to learn by reflecting
onn and evaluating the choices of content and learning methodology they have chosen (e.g.,
withh or without scaffolding and with scaffolding, how much they expect to have) to shape
theirr planning strategies to achieve their goal of language learning.

2..

CLASS MEETINGS

2.12.1 Class-meeting 1
Introduction Introduction
••

Course Policy: Students are requested to attend class on a regular basis and to
preparee assignments for class meetings.
••
Course Content: Five themes will be discussed during the semester: School
Life,, Nature, Housing and the Family, The Community, and Food.
••
Course Methodology: Students are encouraged to choose learning content wheree possible - and learning methodology to process the language content.
••
Assessment: Classroom participation (20% of the final grade) + portfolio (40%
off the final grade) + final exam (40 % of the final grade).
Portfolioss of students' performance and products are viewed as a way to collect evidencee of students' learning process.
Portfolios.Portfolios. Each student has to do the following:
••
Arrange all of your writing (writing projects) during the semester in order, from
thee most effective to the least effective, including all evidence of the writing
processs behind each final draft.
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Reflect on the two most effective writing works (writing projects) on (a) separatee sheet(s) of paper for each work, answering the following questions:
Whatt makes this your best (second best) work?
Howw did you go about doing it? Were sub-tasks of help suggested?
Whatt problem(s) did you encounter? How did you solve the probiem(s)?
Whatt goals did you set for yourself? How did you go about accomplishing them?
Whatt would you like to monitor, in terms of language learning strategies and planning
strategies,, to make your learning better?

••

Students will have to place this evaluation of the process and product at the
frontt of each final draft. Answer these questions on (a) single sheet(s) of paper
andd place them at the front of the portfolio.
Whatt makes your most effective work different from your least effective work?
Whatt are your goals for future language learning?

••

Include an illustrated Title Page and Table of Content at the beginning of your
portfolio. .

Howw to assess and which criteria are most appropriate to assess the portfolios? The
teacherr will consider the student's self-evaluation of best work, the amount of work
inn the portfolio and progress made as an independent language learner in terms of
languagee repertoire, planning, monitoring and evaluating strategies.
TheThe final exam. The final exam includes (1) an interview with individual students
aboutt their experiences learning with the experimental curriculum, and (2) a written
examm in which students will read a text and are expected to formulate what informationn they need from the designated text and how they will use it to complete the task
given. .
Att the end of this unit, in groups of three, students are requested to complete a
writtenn project "A Guide to First-Year Students of English at CTU". To complete
thee project, students are advised to meet with their classmates, second, third, and
fourth-yearr students or teachers of English in the university. These talks will help
themm generate ideas of what first-year students of English in Cantho University
wouldd like to know about the University and the city for easy adjustment, optimal
learningg and comfortable living and how sophomores, juniors and seniors have experiencedd learning at CTU and living in Cantho city. Students are recommended to
referr to resources serving as current guides to university students so that they can
learn,, reflect on and decide what to include and how to organize information in the
student-guide.. Students are encouraged to make field trips to the university campusess to become acquainted with their new surroundings and also for the informationn they need to use in the student-guide. Alternately, students themselves can make
thee decision on which route they should follow towards unit project completion.
Thee designed activities aim to help students, step by step, learn to complete the
unitt project.
Activity Activity
Thiss activity is designed (1) to get students to know their friends for future
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learningg cooperation and (2) most importantly, to prepare them for the written
projectt by learning to define which sort of information first-year students of
Englishh need to have for their academic and personal life in Cantho University,
forr inclusion in their future student-guide.
Procedures.Procedures. Each of the students takes turn to introduce themselves and tell of a
couplee of challenges they are now facing at Cantho University and living in Cantho
city. .
Ass newcomers to CTU and Cantho city, students need to settle in as soon as possiblee for comfortable living and better learning. In groups of three, students are expectedd to talk about what they would like to know about learning and living in Canthoo and how to get something that they expect to have. One of them works as a secretaryy to record the group's ideas. And one of them will work as a group representativee who will present the group's ideas orally in front of the class. This whole class
discussionn will contribute to shaping students' ideas of what to include in the student-guide. .
Homework Homework
HomeworkHomework J: Write about your first class meeting. You can write about what you
feell was good about the first class meeting, the teacher, your classmates, the informationn you have learned from the class,....), what you feel was not good about that
firstfirst class and what you have learned from this class meeting to benefit your unit
projectt completion.
HomeworkHomework 2: Choose to read one of university websites to decide on what informationn you would like to include or exclude as you write your Guide to First-Year Studentss of English in Cantho University
ChooseChoose one of the following university websites to read.
Before you read the website, write down what type of information you expect
thee website will give you.
•• After you finish your reading, in class, work with your classmates who have
chosenn to read the same website as you: (1) discuss what information the universityy website you chose to read provides for students, (2) compare that informationn you are interested to learn about the but the web has not provided you
withh and the information you do not think is a good idea to include in the web
(Iff there is any, make sure that you explain your reason for this!). Discuss this
withh your group members, (3) report the information from the university web
youu have read and your evaluation of that web to the class.
••
Cantho University website (http://www.ctu.edu.vn)
••
University of Amsterdam website (http://www.uva.nl)
••
Harvard University website: (http://www. Harvard, edu)
••
Cambridge University website: (http://www.cam.ac.uk)
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2.22.2 Class-meeting 2
2.2.12.2.1
••
••
••
••
••

Activity

Sharing the paper about students' ideas of the first class meeting with the whole
classs (homework 1)
Group discussion and classroom presentation on university websites
Guest speakers: One fourth-year student and one teacher from English Department t
Talking about living in CT city, learning and teaching styles in CTU
Asking questions / Exchanging ideas.

2.2.22.2.2

Homework

HomeworkHomework 3: Listening to a cassette
Thiss homework prepares for the 3rd class meeting discussion. For your
convenience,, you can listen to a cassette either at the department library
orr at your home. You can listen to it by yourself or with your classmate^).. The tape is used as a student-guide in an American University.
BeforeBefore you listen, think back to what type of information about the universityy that the website you chose to read has given you and write
downn what you think the cassette will give you. After you finish listeningg to the cassette, answer the question: Between the website you chose
toto read and the cassette you listened to, which is shown to be a more
comprehensivecomprehensive and helpful source of information? Why? In the next
classs meeting, discuss your ideas with your group members (the ones
whoo read the same website as you).
2.32.3 Class-meeting 3
••

••
••

Group discussion and class presentation on students' comparison of the resourcefulnesss of the website they chose to read and the cassette they have listenedd to
Explanation and discussion about homework 4 "Campus Tour"
Homework.
HomeworkHomework 4 Campus Tour.
Inn a group, you are going to sign up for the task of guiding your classmates
ass to whether they should visit campus 1 (on 30/4 street), campus 2 (on 3/2
street)) or campus 3 (on Ly Tu Trong street). As tour guides, you are going
too introduce your friends' to buildings, facilities and services that you can
findd in each campus.
HomeworkHomework 5: Write about your class meeting 3, answering the following
questions:: How much do you think the discussions and presentations during
classs meeting 3 benefited your unit project completion?
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44 Class-meeting 4
Sharingg the paper on students' reflection on class meeting 3 (homework 5)
Choosingg group members for the unit project: (3 students/group)
Campuss 2 Tour.
55 Class-meeting 5
Campuss 1 + Campus 3 Tour
Preparingg the Unit Project.
66 Class-meeting 6
Unitt Project Report
Formingg self-study group
Homework. .
HomeworkHomework 6: (for self-study group)
Inn this self-study group section, you are expected to write about your intendedd activities during your academic life in this first semester at university.. It might include how you are going to use your time in the best way,
howw you are going to deal with personal or academic problems or what you
aree going to do so that you will perform well at school, especially upon
finishingg the chapter of School Life and which decisions you will make to
modifyy your learning strategies so that you become an independent effectivee language learner. You are advised to talk about your paper, share your
paperr in pairs, in groups of four. Finally, you will exchange your paper
withh one of your classmates for a written response to your proposal for futuree learning strategies.

APPENDIXX 5.2
UNITT 2. NATURE
** In class study time: 12 forty-five-minute hours (4 class meetings)
** Self-study time: 36 forty-five-minute hours.
1..

OBJECTIVES

Att the end of this unit, students will be able to complete and orally present a
mainstreamm Travel Brochure about their province in an in-class Travel Tour
FairFair by participating in authentic discussions with their classmates, with counterpartss and informants, by reading tour guides and travel books for information
off content and organization of a travel brochure and by watching a video as a
travell guide for a way to present the travel guide.
Duringg the unit, through choices of both learning content and planning strategies,, students will learn how to learn autonomously by reflecting on and evaluatingg the language content and learning strategies they have chosen. These help
themm to work better on future tasks for optimal language learning.

2..

CLASS MEETINGS

2.12.1 Class-meeting I
1)) Sharing homework 6 with the whole class: "Upon finishing unit 1, what are the
activitiess you have decided to do during your academic university life in this
firstfirst semester."
2)) Introducing the unit project: At the end of this unit, in groups whose members
aree preferably from the same province, students are requested to complete a
writtenn project "A Travel Brochure" for oral presentation in an in-class Travel
Tourr Fair.
3)) Working in a group, students are highly recommended to decide by themselves
howw to design an impressive travel brochure that works as a useful and informativee resource for visitors to their province.
Studentss will discuss which information to include and how to organize the informationtion in a travel brochure. With respect to information about nature, land, people,
touristt attractions... in their province, they can search for sources of information in
Canthoo University Library and Cantho Provincial Central Library and they can talk
too informants for more information about their province.
Inn addition, travel books, tour guides, monologue travel programs and video
travell guides will help shed light on how to design a good travel brochure in terms
off its content and organization and how best to orally present the travel brochure to
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theirr friends in an in-class travel tour fair. Hence, these designed classroom activities
willl hopefully help the groups who are in need to complete the unit project.
4))

Forming groups for the unit project: preferably, group members come from the
samee province and each group should not exceed four. Group-work: Discussing
thee plan of the unit project: goal, method, schedule, workload...
5)) Homework
HomeworkHomework 7
Individuall work
Choosee to read one of the following sources.
Vietnam:: My Homeland
Amsterdam:: A Travel Guide
Brussels:: A Travel Book
Boston:: A Travel Book
Sydney:: A Travel Tour Guide
Writee about what you find good/ interesting about the
sourcee (e.g., the information, the organization, the illustrations,, the presentation,..) so that you can include in your
travell brochure and what you do not like about the source.
Pair-work k
Designingg the travel brochure (Outline+Information+ layoutt ...)
2.22.2 Class-meeting 2
1))
2))
3))

Discussion of draft travel brochures in 2 groups together
Feedback from other group
Group work: Group members decide on in which areas the travel brochure
needss improvement and how to improve these areas.
4)) Activity: Watching a video travel guide
Thiss activity is designed to give students insight into the content and organisation as
welll as the presentation of a video that serves as a travel guide to visitors to New
Yorkk City. Through this insight, students will re-shape the content, organization and
presentationn of their future travel brochure.
Procedures Procedures
1)) Before students watch the video, each will write down a list of information she
thinkss will be introduced in the video. Then students will make groups of four
too compare and discuss their lists to create an agreed list of group information
andd cluster the items.

UNITT 2
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2)2) After they watch the video again in their own group, they check which type of
informationn they predicted are mentioned in the video and which information
theyy think the video should have mentioned. Each group will share this informationn with the whole class.
2.32.3 Class-meeting 3
Groupp work: Each group reviews their travel brochure and practices presenting their
travell brochure.
2.42.4 Class-meeting 4
1)) Travel Tour Fair: Each group will present their travel brochure. Students are
encouragedd to choose the form of presentation that they think the most impressive e
2)2) Homework 8.
Readd the following and circle all possibilities that apply toyou. .
(1)) How would you rate your group's brochure?
(Pleasee circle all possibilities that apply to your case)
a.. nicely-presented
b.. rough
c.. poorly-presented
d.. informative
e.. others: (please be specific)
(2)) What do you like most about your group's brochure?
(Pleasee circle all possibilities that apply to your case)
a.. content
b.. presentation
c.. organization
d.. English used
PleasePlease specify your reason(s):
(3)) What do you not feel satisfied about with your group'sbrochure? ?
(Pleasee circle all possibilities that apply to your case)
a.. content
b.. presentation
c.. organization
d.. English used
PleasePlease specify your reason(s):
(4)) In terms of your group's working strategies, what would you like to monitor to
improvee the quality of your unit project?
(Pleasee circle all possibilities that apply to your case)
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a.. spending more time analyzing the nature and the demands of the unit task
b.. setting achievable objectives in doing the unit task
c.. measuring the problems in advance so as to set proper solutions
d.. selecting learning resources necessary to execute the main unit task.
e.. working in collaboration with group members/the way group work was conducted d
f.. other:
PleasePlease specify your reason(s):

(5)) What would like to do to improve your language learning?
a.. become more aware of the learning styles and strategies that fit your needs and
preferences s
b.. plan activities/ seek out opportunities that give you chances to communicate in
thee target language
c.. predict problems you might face and plan solutions to these problems
d.. be willing to take risks
e.. attend to language form as well as language content
f.. use and learn the language as a whole
g.. assume your decisive role as a learner for success in language learning
h.. overcome your feelings of frustration and lack of confidence
i.. other:
PleasePlease specify your reasons:

APPENDIXX 5.3
UNITT 3. THE COMMUNITY
** In-class study: 12 forty-five-minute hours (4 class meetings)
** Self-study time: 36 forty-five-minute hours
1..

OBJECTIVES

Att the end of this unit, students will be able to run a journal whose theme is
"" Critical Issues in Your Community" by creating the topics, editing the papers and
presentingg the journal to their classmates. At the same time, they will also be able
too write articles on that theme.
Onn making choices of both learning content and self-managing strategies and on
workingg as feedback givers (quality inspectors), students will enhance their selfregulatedd language learning.

2..

CLASS MEETINGS

2.12.1 Class-meeting 1
** Sharing homework 8
** Explaining unit 3 project
Inn this unit, each group of five students will work both as editors of an editorial
boardd who will be responsible for running a journal on "Critical Issues in your
community"" and as writers who contribute papers to the journals of the editorial
boardss of the other groups. The journal aims at providing English major students
withh an understanding of critical issues in their community/ nation and even in the
world. .
Inn terms of the roles of editors in an editorial board, the members of each group
willl work together to develop the formula of the journal: to initiate the topics, to
definedefine contents, to collect the papers from other groups, to edit the papers, to organizeize them in a journal and to orally present the journal to other groups.
Inn terms of the roles of writers, the members of each group are responsible for
contributingcontributing written papers to the journal of other groups and negotiating the content
off the paper with editorial board(s).
1)) Dividing the group
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Group-work (Planning session). Each group (each editorial board) will work on:
-- Initiating the topics for the journal
-- Defining the contents
-- Announcing the list of topics and calling for papers

Eachh group will inform other groups of topics for their future journal. Members of
eachh group will sign up to write paper(s) for the journals of other groups. All papers
willl be collected some days before class meeting 2 begins. Each editor will read
paperss individually and take notes of her ideas for the coming editorial board meeting. .
2.22.2 Class-meeting 2
Editoriall boards work together on contributed papers: Reading and commenting on
peerr texts.
Editorss of each editorial board agree to feedback on each paper.
2.32.3 Class-meeting 3
Negotiationss between editors and writers: Receiving peer feedback and negotiating
thee content, organisation and the language use
Homework. .
Homeworkk 9:
Writers' 'work:: Revising the paper(s)
Editors' 'work:: Assembling the journal: (Preparing galll work
forr your journall presentation in the next class meeting: pa-pers,, ph3tos,, editorials,...)
2.42.4 Class-meeting 4
Groupp presentation: Each group orally presents their journal.
Homework k
HomeworkHomework 10: Respond to this question by ticking all possibilities that applyy to you and then rank them from the most to the least important by numberingg the item (1: the most important).
InIn what ways have the roles you have played of writer and editor helped you learn
thethe language better and be an independent language learner?
As a writer, I have learned how to select and apply criteria for good pieces of
writing,, which helps me to write better and with more confidence in English.
••
As an editor, I have worked as a reader/ commentator who reflects on the meaningg and application of these criteria in my peers' texts.

UNITT 3

••

••
••
••
••

••
••
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Responding to the quality of peers' writing tasks creates opportunities for me to
usee the target language to negotiate meaning in authentic communicative situations. .
Responding to my peers' texts helps me to perceive my own task behavior.
Responding to the quality of my peers' texts, I can make inferences regarding
myy own writing competence in English and learning the language.
As a reader of my peers' texts, I can self-assess the quality of my own writing
product(s). .
As a writer/ reviser, I can learn from selecting responses/ feedback to my
text(s),, remedy the flaws and consider my writing decisions and task executions. .
Learning a language is much more a process than a product and it is learned
throughh interactions for real purpose of communication.
Others: (Please be specific)

Answerr this question: How do you evaluate your group's journal?
Remarks:: The journal might include these entries:
••
Film reviews
••
Book reviews, articles on critical issues in the community,...
••
Short stories, plays...

APPENDIXX 6.1
FORMATIVEE EVALUATION:
TEACHERS'' PERCEPTION OF EACH CURRICULUM
UNIT T
1)) Was the unit consistent in terms of objectives, suggested sub-tasks and unit
task? ?
2)2) Was the suggested unit project relevant to students' background?
3)) Were students offered enough choices of resources, content and methodologies
too work on the unit project? Did students resist/hesitate in making choices?
Whatt could be done to make students ready for choice-making?
4)) Was there enough pair-work and group-work to promote interaction and cooperationn among students? Could any change be made to improve pair-work and
group-work? ?
5)) How effective were the tutorials? Did students consider these tutorials good
opportunitiess to seek assistance for their task execution and for their gradual
autonomyy in future learning? How could tutorials be improved to assist students'' learning better?
6)6) What were students' reactions to reflecting on their task execution and language
learningg process? Are there any suggestions to make this more effective?
7)) Did learning tasks (e.g., unit project execution) foster students' attitudes to
learningg English by using it in a communicative way and their attitudes to learningg how to learn English through using strategic knowledge and skills?
8)) Are there any other suggestions you have to overcome problems or to enhance
thee operationalization of the unit?

APPENDIXX 6.2
SUMMATIVEE EVALUATION:
TEACHERS'' PERCEPTION OF THE CURRICULUM
I))

To what extent were the objectives of the curriculum module made clear to students?? (If they were implicit; how could they be made explicit?)
Didd the objectives appear to be realistic and, at least in some measure, attainable,, or were they unduly limited and limiting?
Weree local conditions and requirements of students and the community reflectedd in the objectives?
Didd the teaching materials help to accomplish the objectives of the curriculum
module? ?
Wass the material practical in terms of facility, equipment, personnel required,
conveniencee of handling, class size, and ability range?
Too what extent were students given the opportunity to make choices? How
couldd the module be modified to allow for greater learner choice?
Too what extent did the curriculum module allow flexibility and individualization?? How might this aspect be enhanced?
Whatt opportunities existed for critical reflection and self-evaluation? How
mightt this aspect be enhanced?
Didd the material create conditions for students to negotiate and cooperate with
thee teacher and their classmates?
10)) Did the control of learning pass gradually to students from the teacher unit by
unit? ?
II)) What were the key learning strategies underlying pedagogical tasks? Were they
explicit?? If not, to what extent could they be made explicit? Were these learning
strategiess helpful to students to learn how to learn the language?
12)) Did learning activities/unit tasks make students aware that each aspect of languagee use is language learning and vice-versa?
13)) Was there any suggested evaluation procedure or instrument? Were these instrumentss compatible with the objectives, whether feedback was given to either
thee students or the teacher, and whether any prescribed evaluation gave attentionn to both product and process learning?
14)) Were learning tasks/unit projects ordered to develop a gradual degree of students'' autonomy?

APPENDIXX 6.3
STUDENTS'' PERCEPTION OF THE CURRICULUM
i) ) Regardingg choices, did the curriculum provide you with choices of learning
contentt and learning methodology for you to execute unit projects?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree
2) ) Didd the curriculum provide you with opportunities to gradually take control of
yourr learning (e.g., setting learning objectives, selecting learning tasks, and selfevaluatingg task execution and language learning)?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree
3) ) Didd the curriculum provide you with opportunities for you to reflect on your
learningg process (e.g., evaluating your choice of learning content, learning
methodology,, learning tasks execution and target language learning)?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree
4)4) Did the curriculum help you to be aware of your role as crucial in the success of
learninglearning the target language?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree
5))

Was the learning environment, where interactions were highly encouraged, cooperative? ?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree

6)) Did the curriculum help you build up self-confidence in learning the target language? ?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree
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Did the curriculum provide you with opportunities to be challenged to learn
more? ?
1
22
3
4
Stronglyy
Agree
Disagree
Strongly
agreee
disagree

APPENDIXX 6.4
SELF-REGULATION N

PintrïchPintrïch et al.

AdaptedAdapted items

Whenn I study for this class, I set goals for
myselff in order to direct my activities in
eachh study period.

Whenn studying in this class, I set objectives
forr myself in order to direct my activities in
eachh study period.

Planning

Duringg class time I often miss important
pointss because I am thinking of other things

Duringg class time, I often miss important
pointss because I am thinking of other
things. .

Monitoring

Whenn I become confused about something
II am reading for this class, I go back and
tryy to figure it out.

Whenn I become confused about something
II 'm studying for this class, I go back and
tryy to figure it out.

Regulating

Iff course materials are difficult to understand,, 1 change the way I read the material.

Iff the materials are difficult for me to understand,, I change the way I read or listen
too it.

Regulating

Beforee I study new course material, I often
skimm it to see how it is organized.

Beforee I start a new assignment, I plan how
too proceed on it.

Planning

II ask myself questions to make sure I understandd the material I have been studying
inn class.

II ask myself questions to make sure I understandd the material I have been studying
inn this class.

Monitoring

II try to think through a topic and decide
whatt I am supposed to learn from it rather
thann just reading it over when studying.

II try to think through a topic and decide
whatt I am supposed to learn from it rather
thann just reading it over when studying.

Planning

Whenn studying for this course, I try to
determinee which concepts I do not understandd well.
II try to change the way I study in order to
fitt the course requirements and instructor's
teachingg style.

II try to determine what I do well or do not
doo well in an assignment.

Regulating

II try to change the way I study in order to
fitt the course requirements and the instructor'ss teaching style.

Regulating

II often find that I have been reading for
classs but do not know what it was about.

II often find that I have been reading for
classs but do not know what it was all about.

Monitoring

Whenn reading for this course, I make up
questionss to help focus my reading.

Whenn reading or listening in the class, I
oftenn make up questions to help focus my
readingg or listening.

Monitoring

Iff I get confused taking notes in class, I
makee sure to sort it out afterwards.

II just want to finish the assignment and do
nott care if my performance is satisfactory
orr not.

Planning

Clusters Clusters

212 2

APPENDICES S

Whenn I proceed on a new assignment, I use
priorr task execution experiences.

Monitoring

II only feel happy with my completed assignmentt after I have revised it for a few
times. .

Regulating

II almost never look back how I worked on
thee assignments.

Monitoring

HowHow have I modified and adapted Pintrich et al. 's (1991) SRI?
Pintrichh et al.'s (1991) SRI consisting of 12 items focuses on measuring learners'
self-regulationn in a reading course, so to make the inventory fit our needs to measure
students'' metacognitive self-regulation in an English course consisting of more languagee skills than reading, we have kept 7 items the same (items 1, 2, 6, 7, 9, 10, and
11),, skipped one item (item 12) and made some minor modification and addition to
otherr items.
1)) Items in Pintrich's SRI used in the present continuous tense are changed to simplee present to fit our purpose of pre-test and post-test.
2))

The word "reading" in some of Pintrich et al.'s SRI has been changed to "studying"" or "listening and/or reading". This can be seen in items 3, 4 and 11.
Forr instance, Pintrich et al.'s "When I become confused about something I am reading
forfor this class, I go back and try to figure it out" has been changed to "When 1 become
confusedconfused about something I study for this class, I go back and try to figure them
ow/"(itemm 3) or item 4 "If course materials are difficult to understand, 1 change the way I
readread the material" has been modified to "If the materials are difficult to understand, I
changechange the way I read or listen the material. "

3))

Pintrich et al.'s (1991) SRI aims to measure students' reading skills, so some
itemss are mostly devoted to reading. For this reason, item 5 has been totally semanticallyy changed.
Pintrich's:: Before I study new course material, 1 often skim to see how it is organized.
Revisedd item: Before I start a new assignment, I plan how to proceed on it.

4))

To measure the sub-categories of metacognitive self-regulation fully, we have
constructedd 4 more items to measure students' planning task execution, using
priorr execution experiences and assignment revision as sub-category of planning,, monitoring and regulating.
(1)11 just want to finish the assignment and do not care if my performance is satisfactory
orr not; (2) When I proceed on a new assignment, I use prior task execution experiences;
(3)) I only feel happy with my completed assignment after I have revised it for a few
times,, and (4) I almost never look back on how 1 worked on the assignments.

APPENDIXX 6.5
INTRINSICC MOTIVATION
RyanRyan & Deci 's

AdaptedAdapted version

Clusters Clusters

II enjoyed doing this activity very
much. .
Thiss activity was fun to do.

II enjoy doing learning activities very
much. .
Learningg activities are fun to do.

Interest/enjoyment t

II thought it was a boring activity.

II think they are boring learning activities.

Thiss activity did not hold my attention. .

Learningg activities do not hold my attention. .

II would describe this activity as
interesting. .
Whilee I was doing this activity, I
wass thinking about how much I I
enjoyedd it.
II thought this activity was quite
enjoyable. .
II think I am pretty good at this activity. .
II think I did pretty well at this activity,, compared to other students.
Afterr working at this activity for a
while,, I felt pretty competent.
II am satisfied with my performance
att this task.
II was pretty skilled at this activity.

II would describe learning activities as
interesting. .

Thiss was an activity that I could not
doo so well.
II did not feel nervous at all while
doingg this.
II felt very tense while doing this
activity. activity.
II was very relaxed in doing these.
II felt pressured while doing these.

II think learning activities are quite enjoyable. .

II think I do learning activities well.

Perceivedd competence e

Afterr doing learning activities for a while,
II feel pretty competent.
II am satisfied with my performance at
learningg activities.
II am not skilled at doing learning activities. .

II do not feel nervous while doing learning
activities. .
II feel very tense while doing learning
activities. .
II am very relaxed in doing learning activities. .
II feel pressured while doing learning
activities. .

II felt really distant to this person.
II really doubt that this person and I
II find it hard to get along with my group
members. .
wouldd ever be friends.
II felt like I could really trust this
person. .
I'dd like a chance to interact with this I'dd like to interact with my classmates.
personn more often.
I'dd really prefer not to interact with
thiss person in the future.

Pressure/ tension

Relatedness s
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II don't feel like I could trust this
person. .
Itt is likely that this person and 1
couldd become friends if we interactedd a lot.
II feel close to this person.
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I like to have more opportunities to work
with the teacher and almost all of my
classmates.
I feel really close to my teacher.

HowHow have I modified and adapted Ryan and Deci 's (1992) I MI?
Somee items in four clusters have been deleted. Each cluster in the IMI is a negative
orr positive predictor of intrinsic motivation which includes repeated items such as
thee cluster of interest/ enjoyment consisting of 4 affirmative and 3 reversed items.
Tooo much repetition leads to boredom. To avoid these repetitions, we decided to
deletee some items, from total 25 in Ryan and Deci's (ibid.) to 18 in the instrument
forr our study. Ryan and Deci's (ibid.) IMI consists of 25 items covering four clusters:: interest and enjoyment (7 items), perceived competence (6 items), pressure or
tensiontension (5 items) and relatedness (7 items). The adapted IMI including 18 items that
coverr clusters of enjoyment or interest (6 items), perceived competence (4 items),
tensiontension or pressure (4 items) and relatedness (4 items).
1)) Besides deleting some items in all four clusters, we have made some local
modificationss in terms of grammar and semantics.
2)) One common modification was the change of tense: Ryan and Deci's (1992)
IMII aims to measure learners' intrinsic motivation after a certain course of
study,, so most items (19 out of 25) are used in the simple past tense. To fit our
purposee of using this IMI as both pre-test and post-test and to make the items in
thee inventory as students' statements of truth, the items our adapted instrument
havee been used in the simple present tense (e.g., items 1-14).
3)3) Another modification was the change of singular noun to plural noun (e.g., activity-activities)) and the skip of demonstrative adjective "this" to generalize the
activities,, not this or that activity but activities in general (e.g., items 1-14).
4)) The word "learning" is added in front of "activities" to make "activities" more
specific;; e.g., which type of activities? For instance, "/ enjoyed doing this activityy very much" has been modified and adapted as " I enjoy doing learning activitiestivities very much."
5)5) Some words in the items from the cluster of relatedness have been changed to
fitt our context. Instead of using "this person", we use " classmates" or "group
members"" or "teacher". For example, the original item goes " I'd like to interact
withwith this person "; has turned out to be 'I'd like to interact with my classmates "
ass the revised item.

APPENDIXX 6.6
ATTITUDESS TO AUTONOMOUS LEARNING
CamilleriCamilleri 's

AdaptedAdapted items

Clusters Clusters

Aree you afraid of taking the initiative
inn your own learning, that is, of going
furtherr than what is imposed?
Howw self-confident are you, especially
inn your academic work?
Whatt level of interest and motivation
doo you have?
Howw co-operative are you as a person?
Doo you like to participate in class
events? ?
Howw willing are you to discuss your
ownn progress?
Howw flexible are you when it comes to
adaptingg yourself to new ways of
learning? ?
Howw flexible are you when it comes to
adaptingg yourself to new environments? ?
Howw flexible are you when it comes to
adaptt yourself to new colleagues?

Aree you afraid of taking the initiative in
yourr own learning, that is, of going furtherr than what is imposed?
Howw self-confident are you when you
usee English?
Whatt level of interest and motivation do
youu have to learn English?
Howw co-operative are you as a student?

Cognitivee and metacognitive e

Howw willing are you to discuss your own
progress? ?
Howw flexible do you think you are when
itt comes to adapting yourself to a new
wayy of learning?
Howw flexible do you think you are when
itt comes to adapting yourself to a new
learningg environment?
Howw flexible do you think you are when
itt comes to adapting yourself to new
classmates? classmates?

Cognitivee and metacognitive e
Social l

Howw much do you like to leam by listeningg to the teacher's lecture?
Howw much do you like to leam by learningg by yourself?
Howw do you like to leam by discussing
withh your classmates?
Howw much do you like to leam by workingg in pairs or in groups?
Howw much do you like to leam by comingg to tutorials?
Howw willing are you to use the school
library? ?

Cognitivee and metacognitive e
Cognitivee and metacognitive e
Cognitivee and metacognitive e
Cognitivee and metacognitive e
Cognitivee and metacognitive e
Cognitivee and metacognitive e

Havee you ever had to establish your
ownn learning goals?
Weree you able to list your learning
needs? ?
Howw do your prefer to leam?
Byy listening passively to lectures
Howw do your prefer to learn?
Byy reading on your own
Howw do your prefer to learn?
Byy discussing with your colleagues
Howw do your prefer to leam?
Byy working in a group
Howw do your prefer to learn?
Byy talking to the teacher
Howw often do you use the school library? ?
Howw often do you use the public library? ?
Howw often do you use the resource
center? ?
Howw often do you use the newspapers,
journals,, and magazines?

Affective e
Affective e
Social l

Social l

Social l

Howw willing are you to use the resource Cognitivee and metacenter? ?
cognitive e
Howw willing are you to use the newspa- Cognitivee and metaperss and magazines?
cognitive e
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Howw often do you use audio-visual
material? ?
Doo you think you are able to be objectivee in your own evaluation?
Havee you ever carried out selfevaluation? ?
Whatt did you learn from it (selfevaluation) )
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Howw willing are you to use audio-visual Cognitivee and metacognitive e
material? ?

Howw much do you think that the learners Cognitivee and metashouldd self-evaluate their own learning? cognitive e

Howw important do you think your role is
too succeed in your learning English
Howw much do you consider English as a
meanss for communication rather than a
subjectt to be studied
Howw much do you think that learning
meanss learning how to communicate in
English? ?
Howw much do you think that learning
Englishh means learning how to learn it?

Affective e
Perceptionn of languagee and language
learning g
Perceptionn of languagee and language
learning g
Perceptionn of languagee and language
learning g

HowHow have I adapted Camilleri 's (1999) questionnaire?
Camilleri'ss (1999) questionnaire aims to collect information on the degree of autonomyy the teachers in a workshop had, so adapting the questionnaire to the context of
measuringg the level of attitudes to autonomous language learning of our participants
ass university students is essential. Camilleri's (ibid.) questionnaire consists of 24
questionss which cover the three aspects: cognitive, metacognitive skills (e.g., items,
1,, 6, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20, 21, 22, 23, 24), affective factors (e.g.,
itemss 2, 3), and social factors (e.g., items 4, 5, 7, 8, 9). Items 10, 11, 22, 23 and 24
aree open-ended questions which require the respondents to elaborate their answers;
thee other items require the respondents to choose from (1) the lowest score to (5) the
highestt score to answer each item.
1) ) ChangeChange the scale. In Camillerri's (ibid.), the scale is with " 1 " as the lowest
scoree and " 5 " as the highest score. Some items are open questions. In the
adaptedd questionnaire, all items are responded by usingg the five-point-scale (Not
atat all, Little, Partly, Much and Very much).
2) ) Noo changes for item 1 and item 8.
3) ) Itemm 1: Are you afraid of taking the initiative in your own learning, that is, of
goingg further than what is imposed?
4) ) Itemm 8: How willing are you to discuss your own progress?
5) ) Locall changes, not the main manifestations.
6) ) SemanticSemantic change. Camilleri's aims at helping teachers to establish their personal
levell of autonomy, so in many instances, words such as "academic work, colleagues"" are used. To make the items fit the respondents who are university students,, the words "academic work" and "colleagues" have been changed to "use
English"" and "new friends" respectively. For instance,

ATTITUDEE TO AUTONOMOUS LEARNING

217

Camilleri's::
The adapted version:
Howw self-confident are you, especially in your How self-confident are you when you use English?
academicc work?
Howw flexible are you when it comes to adapt your- How flexible do you think you are when it comes
selff to new colleagues?
to adapting yourself to new classmates?

Besidess changing some words to fit the respondents' academic background, we
changee words such as "how often" to "how often" in the adapted version to fit the
designatedd sub-scale of the adapted questionnaire. For instance,
Camilleri's::
Howw often do you use the school library?

7))

The adapted version:
How often are you willing to use the library?

Verbal change. In terms of verbs, we made two changes to Camüleri' s (ibid.)
questionnaire:: "prefer" has been changed to "like" and "do you use", to "are
youu willing to use" such as in

Camilleri's::
The adapted version:
Howw do your prefer to learn? By discussing with How much do you like to learn by working in pairs
yourr colleagues
or in groups?
Howw often do you use the resource center?
How willing are you to use the resource center?

8)) Syntactic change. In the original item, the item is in the form of yes-no question,, and in the adapted version, the question is in the form of "how much"
question.. For instance,
Camilleri's::
Havee you ever carried out self-evaluation?

The adapted version:
How much do you think that learners should self-evaluate their
ownn learning?

9)9) Create totally new items such as items 20, 21, 22, 23.
Howw important do you think your role is to succeed in your learning English?
Howw much do you consider English as a means for communication rather than a subject to be studied?
Howw much do you think that learning means learning how to communicate in English?
Howw much do you think that learning English means learning how to learn it?

SAMENVATTING1 1
Ditt proefschrift gaat over een curriculuminnovatie. Met deze studie wil ik de kwaliteitt verbeteren van de opleiding voor leraar Engels als vreemde taal aan de Can Tho
Universiteitt (CTU) in Vietnam. Daartoe ontwierp en testte ik een curriculum dat
eropp gericht is de autonomie en de communicatieve competentie van studenten te
stimuleren. .
Dee studie baseert zich op Fullan's (1991) drie-fasen model van curriculuminnovatiee (initiatie, implementatie en adaptatie). Het onderzoek bestaat uit twee experimentelee uitvoeringen van het curriculum, in het eerste semester van het eerstejaarsprogrammaa van twee opeenvolgende studiejaren. Deze experimenten worden beschrevenn aan de hand van de drie representaties van het curriculum: het intentionele,
hethet operationele en het verworven curriculum.
1..

VOORWERK

Voorr experiment 1 ontwierp ik een curriculum (het intentionele curriculum), implementeerdee het en testte de kwaliteit ervan om zo inzicht te krijgen in hoeverre dit
experimentelee curriculum voldeed. Rondom de ontwikkeling van het oorspronkelijkee curriculum ontplooide ik drie activiteiten.
Tenn eerste analyseerde ik de context, problemen en kwaliteit van het Engelse taal
onderwijss in Vietnam vanaf de nationale hereniging (1975). Het overzicht van het
Engelsee taalonderwijs in Vietnam en de leerresultaten lieten zien dat er te weinig
autonomiee bestaat onder studenten en dat hun communicatieve vaardigheid onvoldoendee is. Een curriculum Engels zou daarom moeten bijdragen aan de ontwikkeling
vann de autonomie van studenten en hun communicatieve competentie.
Tenn tweede bestudeerde ik de relevante literatuur over de bestaande maatregelen
omm de kwaliteit van het EFL-onderwijs te verbeteren. Deze studie over de autonomiee van studenten, communicatieve competentie en over hoe de autonomie en
communicatievee competentie zijn te stimuleren, leverde drie resultaten op. De eerste
bevindingg was dat Task-based language learning (TBLL), ofwel taakgericht taalonderwijs,, vooralsnog het beste middel lijkt om de autonomie van studenten en het
verwervenn van communicatieve competentie te stimuleren. Een tweede resultaat van
dezee literatuurstudie was de formulering van twee parameters voor het ontwerpen
vann het curriculum: keuzes en interacties. De ontwerpparameter keuzes draagt de
ontwerperr op de student keuzes te bieden rondom het 'wat' van de taak (bijvoorbeeldd onderwerp, eindresultaat) en het 'hoe' van de uitvoering (bijvoorbeeld sociale,
affectieve,, cognitieve en metacognitieve strategieën om de taak te volbrengen). De
parameterr interacties vereist de creatie van authentieke communicatie, tussen leraar
DezeDeze samenvatting is van de hand van Arend van Leeuwen.
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enn student(en) en tussen studenten onderling. De derde uitkomst van het literatuuronderzoekk zijn de theoretische verdiepingen van de autonomie van studenten en
communicatievee competentie. Autonomie en communicatieve competentie zijn met
elkaarr verbonden via het concept van strategische competentie. Deze strategische
competentiee reguleert communicatie- en taalleerprocessen via zelfregulerende, metacognitievee activiteiten: plannen, monitoren en het evalueren van leerprestaties). Ik
veronderstell dat keuzes over de inhoud van het onderwijs en leerstrategieën voorwaardenn zijn voor de verdere ontwikkeling van zelfregulatie, intrinsieke motivatie
enn houding ten opzichte van autonoom leren. Daarom zullen zelfregulatie, intrinsiekee motivatie en houding ten opzichte van autonoom leren worden gemeten als effectenn van het curriculum.
Vervolgenss heb ik aan de hand van de twee ontwerpparameters het intentionele
curriculumm ontworpen: vijf leseenheden die samen een semester beslaan volgens de
principess van Task-based language learning (TBLL). Studenten verwerven de doeltaall door de doeltaal te gebruiken in taken en de communicatie over die taken. Deze
takenn bieden de studenten de mogelijkheid keuzes te maken over wat zij gaan ondernemenn en hoe zij dat aanpakken. Dit intentionele curriculum werd aan een deskundigenpanell voorgelegd: vakdidactici van het Instituut voor de Lerarenopleiding
vann de Universiteit van Amsterdam en taaldocenten van de Department of English,
CTU,, Vietnam. Het panel was overwegend positief over het curriculum. Na een aantall aanpassingen was het intentionele curriculum daarmee klaar voor implementatie.
2.. EXPERIMENT 1
Hett curriculum werd uitgevoerd bij alle 60 eerstejaarsstudenten van de opleiding
Leraarr Engels als vreemde taal aan de CTU in Vietnam in het eerste semester van
hett academisch jaar 2002-2003. Deze studenten werden verdeeld in vier groepen die
allee hetzelfde, experimentele curriculum volgden, maar met een andere docent. Vier
docentenn van de afdeling Engels voerden het curriculum uit. Nunan's (2000) instrumentt om het niveau van autonomie vast te stellen werd aangepast om na te kunnen
gaann wat de keuzevrijheid was van studenten tijdens de lessen. Door de uitvoering
vann het curriculum nauwgezet te volgen werd duidelijk dat het inderdaad werd uitgevoerdd zoals bedoeld. Bovendien ervoeren docenten en studenten het operationele
curriculumm als positief.
Dee effecten (zelfregulering, intrinsieke motivatie en houding ten opzichte van
autonoomm leren) van het geïmplementeerde curriculum werden vastgesteld via drie
aangepastee vragenlijsten: Pintrich, Garcia, en McKeachie's (1991) A Manual for the
UseUse of Motivated Strategies for Learning Questionnaire (MSLQ), Ryan en Deci's
(1992)) Intrinsic Motivation Inventory (IMI), en Camilleri's (1999) Questionnaire to
HelpHelp You Establish Your Personal Level of Autonomy. Het gemiddelde op zelfregulatiee verschilde niet tussen voor- en nameting. De intrinsieke motivatie leek af te
nemen.. De houding ten opzichte van autonoom leren werd daarentegen positiever.
Inn het algemeen waren de effecten voor de vier groepen gelijk. Alleen voor de metingg op de houding tegenover autonoom leren bleek een groepseffect: groep 4 bleek
significantt het meest te profiteren.

SAMENVATTING G

221 1

Dee ervaringen tijdens dit eerste semester stimuleerden de curriculumontwikkelaars
vann mijn vakgroep om de ontwerpparameters toe te passen op onderwijs dat meer
aansloott op hun eigen onderwijsfilosofie. Samen met mij ontwierpen zij een volgendee versie van het eerstejaars semester, waarin hun 'oude' visie gepaard ging met de
nieuwee visie. Er ontstond een curriculum met daarin een taakgerichte component.
Dee andere component was het presentatie-oefenen-productie paradigma (in het Engels:: PPP-model), de bestaande onderwijsbenadering op mijn afdeling. Het aangepastee curriculum werd in experiment 2 van mijn studie geïmplementeerd.
3..

EXPERIMENT 2

Ookk het aangepaste curriculum werd uitgevoerd en geobserveerd en weer werden de
effectenn ervan gemeten. Het aangepaste curriculum werd gevolgd door alle 40 eerstejaarss studenten van EFLT aan de CTU, semester 1, jaar 2003-2004. De studenten
werdenn in drie groepen verdeeld. Vijf docenten gaven les aan de drie groepen.
Omm de effecten van de TBLL, waarbij keuzes en interacties de onafhankelijke
variabelenn zijn en zelfregulatie, intrinsieke motivatie en houding tegenover autonoomm leren de afhankelijke variabelen, valide te kunnen bepalen werd de uitvoering
vann het curriculum geobserveerd. Daaruit bleek dat de het curriculum werd uitgevoerdd zoals bedoeld. Zowel docenten als studenten ervoeren TBLL als positief.
Dee resultaten dit experimentele semester werden bepaald met dezelfde instrumentenn als in experiment 1. De gemiddelde score op zelfregulatie en op intrinsieke
motivatiee bleef gelijk. De gemiddelde score van houding ten opzichte van autonoom
lerenn nam af. Alleen voor intrinsieke motivatie werd een groepseffect waargenomen:
terwijll de motivatie in groep 1 en groep 3 toenam, nam die in groep 2 af. Het verschill tussen groep 2 en groep 3 was statistisch significant.
4..

STUDENTKENMERKEN EN EXPERIMENTELE EFFECTEN

Omm na te gaan voor welke studenten nu welk van de twee experimentele curricula
hett meest geschikt zou zijn, deed ik een exploratieve studie naar relaties tussen studentkenmerkenn en leerwinst. De resultaten lieten zien dat de deelnemers die relatief
hoogg scoorden op zelfregulatie en houding ten opzichte van autonoom leren, betere
resultatenn boekten op het gebied van zelfregulatie, intrinsieke motivatie en houding
tenn opzichte van autonoom leren (autonomie van de student) en taalverwerving met
hett oorspronkelijke curriculum dan met het aangepaste curriculum. Als de deelnemerss relatief laag scoren op genoemde kenmerken aan het begin van de cursus lijkt
hett aangepaste curriculum de beste keus.
5..

EVALUATIE VAN DE STUDIE EN SUGGESTIES VOOR VERDER
ONDERZOEK K

Err zijn niet zozeer validiteitsproblemen qua theoretische inbedding, onderzoeksuitvoeringg en instrumentatie: (1) de onderzoeksvraag is theoretisch ingebed in de theoriee van de tweede-taal verwerving; (2) de meetinstrumenten bleken redelijk betrouw-
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baarr om informatie te verzamelen, en (3) het intentionele curriculum en de taakgerichtee component van het aangepaste curriculum werden volgens plan uitgevoerd.
Tochh werd toename van de zelfregulatie niet geobserveerd; de intrinsieke motivatie
namm zelfs af. De samenhang tussen de testresultaten op zelfregulatie en intrinsieke
motivatiee vooraf en achteraf was niet groot. Dat zou men kunnen toeschrijven aan
onvoldoendee kwaliteit van de metingen. Merk echter op dat het er juist om ging om
dezee variabelen via onderwijs te beïnvloeden. Dat is kennelijk ook gelukt, maar het
algemenee gemiddelde nam niet toe, of zelfs af. Voor de deelnemers die gewend zijn
aann de docent als absoluut middelpunt in de klas, behoeft het taalleren via taalgebruikenn en het reguleren van het leerproces wellicht meer dan één semester. Daarom
zoudenn een onderzoek verspreid over twee semesters betere inzichten in de effecten
vann het TBLL curriculum kunnen opleveren.

Theoretischh gezien heeft dit onderzoek uitwerkingen getoond voor de concepten van
communicatievecommunicatieve competentie, taakgericht taalleren en autonomie in taalonderw
Hett gemeenschappelijke element in de werkdefinities van communicatieve vaardigheidd en de autonomie van studenten is de strategische competentie. Om strategische
competentiee te kunnen ontwikkelen, moeten taaltaken de studenten de mogelijkheid
biedenn keuzes te maken, taken te plannen, uit te voeren, te controleren en hun eigen
taalverwervingg en leerproces te evalueren door de doeltaal als belangrijkste medium
tee gebruiken.
Empirischh gezien heeft het onderzoek bijgedragen aan de waardering van de universaliteitversaliteit van de autonomie van studenten (Crabbe, 1999) in Aziatische contexten
enn aan de literatuur over de autonomie van studenten. De autonomie van studenten is
volgenss mij geen typisch Westers concept. Het is niet zo dat de Aziatische studenten
vann nature zelf niet autonoom zouden zijn.
Opp het niveau van curriculuminnovatie poneert het onderzoek het paradigma
"using"using the target language to learn the target language" in de curricula die de ontwikkelingg van de autonomie van de student en communicatieve competentie stimuleren.. De resultaten toonden aan dat voor een optimale ontwikkeling van de autonomiee van de student en communicatieve vaardigheid, dit paradigma een voordeel
biedtt aan die studenten die als zij beginnen, relatief hoog scoren op de kenmerken
zelfregulatiee en autonoom leren.
6..

AANBEVELINGEN

Dee curricula die zich richten op het stimuleren van de autonomie van studenten en
communicatievee competentie, zouden opgebouwd moeten worden rond taken die (1)
studentenn de mogelijkheid bieden de doeltaal authentiek te gebruiken, dat wil zeggen,, in de interactie met medestudenten en de docent, (2) keuzes toestaan over wat
dee taak zal zijn en hoe die taak uit te voeren en studenten waar nodig ondersteuning
biedenn via subtaken, en (3) studenten de ruimte geven zelf hun uitvoering en taalverwervingg te evalueren via observatie en reflectie.
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