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Abstract: Task Based Language Teaching (TBLT) as an innowadipproach is the development of Communicative
Language Teaching (CLT). It has linguistic, philpkizal and pedagogical bases, as well; howevethétsries of learning
are more fundamental than those of language. TBadudes on language itself, language acquisition landuage
performance, simultaneously. It is learner centemad promotes learners’ confidence and enthusidsasks are of
paramount importance since they facilitate learrdng teaching activities. Even novice teachers edmmengage learners
in communication can handle such a class. The éeastexpected to be open minded and creative .viRak, group work
and teacher tailored tasks are done in classesT TRk all the four major skills within its domaindalanguage is used in
order to be learnt. Such being the case, it trairilenomous learners who can use English outsideldéissroom in real life
circumstances. Learners are involved in classrossessments and negotiation of meaning which ineresschers’ and
learners’ awareness of learning and test takiragegiies, respectively.

Keywords: Task, Communication, Autonomous Learners, Negotiatif Meaning, Pre-task Phase, Task Phase,
Post-task Phase

language in various ways in comparison with presiou
approaches; thus, it has been claimed that theymame

Task Based Language Teaching (TBLT) is a teachingjtérested in learning the target language. Teactteo,
approach which is based on the use of communicatice can select and mal_<e innovatively _helpful classv_arﬂs.
interactive tasks in order to plan and deliver ringion. 1 NiS @pproach provides learners with an autherdiuext
Task based language teaching is an extension of tHeWhich they can use language. In such an apprdbely
characteristics of communicative language teachingan have_ abundant chances to interact with _each othdr a
attempt by its supporters to apply principles of tg acquire the language as a result of attemptinghtierstand
teaching. It has been regarded as an innovativeoapp. ©ach other and to be understood.

Such an approach is “a development of CLT". This
approach relies on three major notions in termsasks. 1. Approach (Theory)
Richards and Rogers (2002) introduce such critesia

“1.Activities involve real language communicatiorea
essential for language learning.

2. Activities in which language is used for cargyiaut
meaningful tasks promote learning.

3. Language that is meaningful to the learner sttppo

Background

Like any other approach, TBLT has linguistic,
philosophical and pedagogical bases. A chief ugaeyl
notion here is that theories of learning are masential
than those of language. According to (Nunan, 20id4)
TBT “..the deployment of grammatical knowledge to
the learning process.” express meaning” reveals that in TBLT form and nrggan

As a matter of fact, tasks gained importance agrtbst '€ closely interrelated; in other words, gramnsaa igreat

major part of instruction since the 1970s to chejee oSSt to facilitate conveying meaning for intertocs
traditional form based methods. In TBLT learnersefa (Xin-ming, 2010). Naturally, tasks greatly facitita
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learning and teaching activities. TBLT adds to @le to make decision whether to use similar tasks iuréu
previous approaches and methods without discreditinclasses or try to use other alternatives. It goéhowt
them. It actually emphasizes the notion of how darh saying that getting learners involved in classroom
more than how to teach. It focuses on languagdf,itseassessments increases both teachers and students’
language acquisiton and language performancawareness of learning and test taking strategidss T
simultaneously (Jiangquin, Feng & Min, 2008). Yabther awareness includes both input and output processing
major plus point about TBT is its being learnerteeed. also provides them with promising opportunitiesfitpure
This not only increases chances of meaningfubut their weak points as well as their strengtheotAer
communicative activities but also as a result ofnge chief underlying notion behind TBLT is believed be”
centered around learners’ personal experiencesnaeds, negotiation of meaning.” in acquiring L2, meaning
they are much more likely to be interested andlvad In  negotiation brings some specific parts of the leesn
other words, classroom activities are not pre detesd by utterance (elements of form) into attention for ther
teachers but instead are adopted, devised, adaptdd revision and modification .This whole process, whic
revised to meet needs of those specific groups. includes negotiation of meaning, revision, modifica,
further rewording and experimenting with the new
language items is a focal factor acquisition. InLTB

As fundamental bedrock, it is believed that withlTB  language acquisition takes place as a result efaotion
many people are provided with the confidence ad el @nd negotiation of meaning. These follow from
the willingness to interact with others effectiveily a development of learners’ L2 interlanguage. Alsayters’
foreign language. This is true even for those wieoret as  AteMPpt to co-construct meaning in groups facdtathe
proficient as they are expected to be in termsrafrgnar ~ 2cauisition. (Tavakoli, 2009).
and form_._ In TBLT Ie_arners are provided with abu_rrtda 1.2. Theory of Language
opportunities to exploit the language they alrekdgw in
the classroom without being afraid of making mis&kin Although TBLT is mostly concerned with theories of
other words, it promotes learners’ confidence antkarning than theories of language, it regardsuage as a
enthusiasm. This is a result of both task actighd the means through which meaning is conveyed. In otlerdsy
follow up achievement. TBLT, contrary to what mangy meaning is of utmost importance. This approachadt n
believe, does not rule out form focused activitiesleed, concerned with language display”. Language foctexsdo
such activities are emphasized to develop oralafsine conscious thinking about language in the contextaof
target language. In other words, in TBLT the maious is meaning focused activity. In other words, as lesree
empowering meaningful interaction while studentsgetting ready for a meaning focused activity, thbink
attention is drawn to language form when and wherabout the language or work together to solve thsiguage
necessary. It has been indicated by SLA researah thproblems. Based on the nature of the task andecktaits,
developing a second language is not only a functbn items are identified for a more precise focus amfaHere,
exposing learners to “comprehensible input” but thyos the parts that are to be dealt with are selectidelyided for
depends on getting them involved in naturalistiad anand chosen. This is done selectively because dteiarly
meaningful communication. A TBLT classroom revolvesmpossible or impractical to cover all the language text
around pair work, group work and teacher tailorasks. or a task. Proponents of TBLT refer to language as
Such a teacher is supposed to be open minded; aven structure, function and a means of interactionsTheans
inexperienced teacher who can engage learners tinat TBLT benefits from all three models togethed aone
communication can handle such a class. Creativityf them specifically in isolation. An underlying |k
however, can be a great asset for such a teacher. behind benefiting from tasks in ELT is that they daing

TBLT has all the four major skills within its donmaiAs  all other units of instruction such as syntactéxid¢al and
a matter of fact, in such a class language is ursedder to  functional ones together. A fundamental belief hisréhat
be learnt. Naturally, the language which is pradidn lexical units of language are focal both in languag
TBLT classroom is not predetermined but rises fribila  acquisition and language use. TBLT puts a stronger
specific projects and tasks that students are medjuio emphasis on vocabulary in comparison with trad#lon
fulfill. However, it must be emphasized that TBLS not approaches.
basically designed for examinations. Its very fgetl is to
train autonomous learners who can use Englishdritsie 2 Design/Method
classroom in real life circumstances. Some of pteje
encourage learners to move into the real world lank  2.1. Introduction
real life encounter with language. This way, thep ga )
between language study and language use can beupade |2k based approaches start from the meaning; tress,

for to a satisfactory extent. Here, final judgménbased contrast with the ones that have form in the cemfer
upon learners' improvement to use the language fgttention; TBLT casts doubt upon such assumptioouab

communication; for example, assessment helps tiehée the way language is learnt. Here, it is firmly betd that

1.1. Theory of Learning
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language learning is not just an additive procesdead, it As went above, a major feature of TBLT is its
is a process of formulating and hypothesis checking dependence on needs analysis prior to selecting any
TBLT, objectives must be perfectly matched with thepedagogic materials. These needs can be approazhed
specific needs of learners in real world conteXiaturally, four major categories namely: cognitive, sociafeetive
the particular content skills and abilities that acquired as and psychomotor (Xin-ming, et al., 2010). It isdmit that

a result of task processes are less importantttieaprocess every individual learner has his or her own wayeafning,
dimensions. In brief, the task-exercise distinctidthe and it is due to their different knowledge set, tpas
construct validity of task and pedagogic outcomestlaree  experiences, motivation, communicative needs aitdral
major criteria that should be taken into consideratThus, and pedagogic values. This highlights the signiftea of
the main goal in TBLT is to provide learners withugable well-planned needs analysis containing:

meaning system that can be used authentically baisex 1. Target situation analysis: the demands of thgeta
range of language to which they are exposed. Afgignt  situation

departure point between TBLT and previous appraache 2. Deficiency Analysis

placing focus on form at the end of a series oivdiets. 3. Strategy Analysis

This is significantly different from the traditiohd&PP 4. Means Analysis

method in which learners are conditioned to cone¢siton 5. Language audits

a limited set of forms without having meaning ie ttenter In the other theory four stages in developing laugu

of attention. In TBLT, however, a flexible attituiketaken program are stated, first of which is needs anslyiiis
with regard to instruction. This is mainly a fumcti of believed that tasks determine a framework for ctess
learners’ needs and developmental readiness (Huartgaching stages. He also believes that data akautdrs
2010). needs can be directly obtained from researcherSLA
rather than people such as teachers. Another agprioma
needs analysis rises from the fact that tasks eanvdll
used as units of analysis to analyze ones’ langskigs. In
three approaches receive more emphasis, name her word, this can be considered as an innovatae of

procedural syllabus, process syllabus, and taslecbas"’“:‘f"‘lyZing what goes or has taken place in classrdom
language teaching. In TBLT, however, a significandiNg SO tasks are classified based on analysés an
departure point from procedural syllabus and pmce§onsequently needs analysis into three distinal¢evn the
syllabus is the necessity of conducting a thorongkds 1Irst 1evel, tasks can be analyzed as target tabictw

analysis beforehand. In this regard, attention rbespaid 'ncluded people, daily interactions. These form tist
to recognizing possible difficulties that might taen with ~ Criterion of needs. Second, needs analysis carobe with

or completely block the applicability of the syllab in regard to Fask types. These results in tailoringrs?@s to
terms of sources task complexity, grading and setjng me_et requirements of heterogeneous classes. Fintally
learners’ level and teaching materials. The last tems believed that another approach to analyze learmersts

are believed to be the most challengeable crishizad of and develop suitable tasks for them is to consider
syllabus designers in TBLT. Regarding learnergrsipn  P€dagogic tasks. By this he means class materieds a
must be paid to language data, learners’ levetrination, ac'uwtn_es from another concern \_Nlth regard to reed
age, cultural backgrounds, learners’ learning stgted analysis. These tasks focus on various aspect® akils

educational values in which TBLT is to be put iptactice. Which are necessary to cope with other tasks. Aomaj
For instance, in terms of language data, the irapeg of factor in syllabus design for TBLT which is overl@al by

authenticity of language data is undeniable; thigllw Many is cultural and social context of SLA. In thegiard,
enables learers for real life situations. Unlikeavmany dominant pedagogic values in the target, learrieeshing

might suppose, the syllabus relies on sets of gratioed, styles and values must be carefully tended to.
phonological, lexical, functional and even notioft@ims 5 3 T55ks

rather than just distinguishing a peculiar item. LTB

benefits from a dynamic syllabus which is deterrdity TBLT benefits from innovation with regard to both
both teachers and learners. Such a syllabus isumome methodological and philosophical aspects. From a
of a careful needs analysis which is the base &wisthg methodological perspective, learners mostly resembl
and developing a curriculum. Multiple frameworksvéa language users than language learners in thakabtesed
been offered for syllabus design. These includbemticity, syllabus revolves around tasks and proceeds thrthegh.
form function integration, and task dependency (Mimg, Task, is any activity which is designed to helpiacé a

et al., 2010). Another consideration is learneesel. Ellis  particular learning goal. These can be categorimestd on
(2004) believes that as learners advance, thein owicern different dimensions of their use. These can belsgoa
shifts from meaning and lexis to form. Hence, diten procedures, order, pacing, product, learning disate
must be paid to the fact that as learners furthetheir assessment, participation, resources and langirageher
language proficiency, they tend to work with usablevords, task is as an activity with an outcome. tdeo to
language not explicit description of language. perform a task, learners must go through a proodss

2.2. Syllabus

In more recently developed proposals on syllabsigde
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thought which is monitored and organized by teaxzhermaking task and problem solving tasks. Tasks can be
However, it must be mentioned that tasks, exercises categorized based on skill, whether it requiresakiog,
activities are different. Unlike an exercise, aktdsse not writing, reading or listening. Text genre is anaottssue of
focus on a specific grammatical structure, buteadtis an importance. Also tasks vary according to the lewél
act of communication without a specifically lingiigs information processing which they demand. Yet aeoth
outcome. An exercise, on the other hand, has aelimi factor can be the interlocutors (participants ie task).
focus on a particular language item and has a cledheme and topic of the task are other factors. llyina
linguistic outcome. An activity lies somewhere ihet contextual support which is provided by the clasdamals
between, with some overlaps with both tasks andceses. as well as linguistic features of the tasks mustalken into
A task is a manifestation of any sort of real letivity.  consideration. Willis introduces three levels ginesenting
Exercises are great assets in pre task stages. ¥ maoeal world. These can be based on level of meairing
analytic probe of the differences between taski@se and which meaning is produced based on its use inwedd.
activity can lead us to the frame work which hagrbe In the second level, which is called “level of diacse”
offered by (Little Wood, 2006). He has presenteet fi learners are supposed to recognize the discourdeaen
criteria. These spread over a spectrum which héidlyso according. Finally, in “level of activity” learneftske part
form based activities on the one end and purelin activities which represent real life and calt &xploiting
communicative ones on the other end. These allbmn whatever language they know. These can be looked u
included in different stages of a TBLT class sassio from a different angle too. ” Target tasks” whi@produce
As Little Wood (2006) believes, there are nondiscourse activities which are normally observedaily
-communicative activities with a vivid focus on Moy interactions. The other group is” facilitating taskvhich
pre-communicative language practice in which sliglat  pave the way for the former group i.e. “targek&isReal
meaning oriented focus on form is observedworld tasks can be in a number of ways. For ingaint
communicative language practice form is exploitedrider EAP approached (English for academic purposes)&stl
to convey meaning and information, structuredEnglish for specific purposes) learners are equdpwith
communication in which a well-confined focus inwhat they will actually encounter in real world &tlger
communication of meaning is sought, and finallyheatic ~ with the skills they need in real situations. Thése can
communication is introduced as the most obviousfof  greatly benefit from jigsaw tasks, role play adtes and
communication in which having communication ofprediction tasks (for EAP reading).
meaning in the center of attention, language focarsnot Another perspective can be tasks which are centened
be anticipated nor pre dictated beforehand (L¥leod, everyday English. These can include conversatitory s
2006). These can be of great help in planning, esecjng, telling, discussion, etc. learners’ attention mhetraised
prioritizing and adapting a series of activities B given regarding the link between the task and real Ifavay.
class with all its minute complexities. However, learners should be given the choice ferttipics
of discussions. Another case for this perspectiap be
2.3.1. Types of Tasks electronic communication in writing and reading, an

_ A task based lesson goes far beyond a single @Sk ageq ence of mails. However, some other tasks, thoesy
incorporates a sequence of several overlappings 8} ;o4 in nature is that they sometimes involve reakld
back up one another. These fall into several dlaatbns. meaning and discourse, can be called “artificiaksa

From one perspective, tasks can be real world tasks o.5,5e they do not reflect the real world in whégtrers

pedagogical tasks. In a broader sense tasks, aogoi@l \;ant 1o use English. For instance, describing ealfing

(Richards and Rogers, 2002: 234) can be: objects or asking partner to clarify what has bsaid are

_ "1. One way or two way tasks in terms of exchange Qyseq as this type. Similar to real world tasks, agegic

information and |deas. . tasks are essential to any TBLT classroom. These ar
2. Convergent or divergent tasks based on sinylait 5 raily derived from and designed and sequenzéeld

the final goal or goals _ to target tasks. These tasks are graded accordirnietr
3. Single or multiple possible outcomes level of complexity.

5. Concrete or abstract language based on the fuse o

concrete or abstract language 2.3.2. Task Complexity
6. Simple or complex processing based on cognitive As went above, a chief issue in task design isllefe
processing complexity. In broad terms, complexity can be defiras a
7. Simple or complex language composite measure of language use, which normally
8. Reaching based or not reality based” reflects the length of utterances and the amount of

From a more limited and traditional perspectivasskes subordination used. In order to make basic decssiion
can be introduced in the form of listing, orderiagd TBLT, possible sources of task complexity need ® b
sorting, comparing, problem solving, sharing peason anticipated and prepared for. The most promisingegto
experiences and creative tasks. These includewigasks, identify the level of difficulty of the task is thieachers’
information gap, tasks, opinion exchange tasksjsiet intuition. Still, seven criteria can be introducedincrease
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teachers’ awareness and strengthen his/her imuilibese
include open or closed outcome starting for the TBlass
or task, pre task preparation and the amount oé tmnd
teachers ' assistance, control demands of tasktsteiand
agenda, interaction patterns and participant rofagssure
on language production ,and post task activitiedlli@\&

Willis , 2007). However, Willis and Willis (2007hiroduce
more clarified features to judge task complexitygrading.
These include cognitive familiarity of the topic daiits
predictability, cognitive processing and the amouwrft

planning, namely, pre-task and within-task plannifigese
are classified regarding time of the planning, eithefore
the task or during the performance. As went befare,
task-based class session includes a series of telsich
overlap and back up each other. It can be as siapla
teacher-led introduction in which learners are sigepl to
process the input for its meaning. This priming ggmthe
way for the upcoming parts. Clearly, a TBLT classmo
can start from various points. These can be exéeglby
watching a visual presentation, eliciting learners

computation, the amount work and intellectual dfforexperiences or listening to some audio materialsirg
required, communicative stress which involves tignin the priming stage, input can be solidly authentithie form

issues, code complexity which refers to
complexity and variety and finally cognitive prosi®y and

linguisticof searching through websites. It can be preplarsed

prefabricated by the teacher. This can proceedutftro

the amount of computation, the amount of work andome parallel or serial tasks. This leads to amalytthe

intellectual effort required for
conducting the task. (Westhoff, 2009).

understanding andform in the very final stages. In SLA, two alteiinat

approaches with which class can be initiated hagenb

Generally speaking, it is a commonly held belief inintroduced as form-focused start and meaning-fatgsart.

cognitive psychology that knowledge is acquired aas TBLT lies on the notion that encouraging learnersuse
natural result of mental activity. This knowledge i the language to the extent possible disregard ofieso
believed to pile up in LTM (Long Term Memory) as possible shortcomings, slips, inaccuracies andriméion
records which derive from the activities in workinggaps. In such meaning-based approaches learners are
memory (WM). Accordingly, tasks can be evaluatethwi offered opportunities to utilize and exploit langaan class

regard to diversity, and strength of the mentalcpsses
which are imposed on WM. Efficient SLA tasks adias
and exercise rely upon five major assumptions (Y6t
2009). These can be called “the SLA penta _pietadoimg
all the basic ingredients of a complete and notrgi
“language meal”. At first, exposure to a comprehesig
rich language input is an indispensible factohalgh not
exclusive for SLA. This exposure; however, must het
too far above the learners’ level of competencegotsky
puts it as” zone of proximal development ” and Kers
names it "i+1” .The next consideration is said ke
content oriented processing claiming that mere sxpoto
decent input is not enough, and input must

for communication. Incidental focus on form natlyrand
inevitably takes place in such classes. In otherdsjo
during such sequences of activities, learners ezploeir
“language repertoire “(Willis and Willis, 2007) tfind
appropriate materials through which they can bgptess
themselves. This focus on language can be occdlyided
and intervened by the teacher, in order to refineirt
utterances and make it more comprehensible. This ca
continue by shifting learners’ focus on form moleacly.

In brief, such a class starts with a focus on nm@gni
followed by focus on language and finally focusasfarm.
Evidently, this is a significant difference betwe@BLT

band former form-focused approaches. In TBLT, ad jus

comprehended and made into meaning input for WMe Thmentioned, focus on form is put aside until finges of

next criterion is form oriented processing in whichim
including grammar is focused on and processed. Merye

the class session. Such a classroom differs from
traditionally form-focused ones in a number of wabisst,

weak interface hypothesis puts emphasis on contel@arners’ utterances are not normally controlled lmited

oriented input processing along with instruction form.
The next consideration is pushed out put hypothése,
mention is made of benefits of such out put fosiraj
learners’ awareness regarding their own weak paitt
drawbacks. This, in turn, leads to rise in theitiragion.

3. Procedural/ Pedagogical Perspective/
Practice in Class

Having discussed different aspects of task basszhieg
so far, now it is time to bring all the theoretiéaowledge
and frame works in to practice. Naturally,

continues through some themes, texts, activitiessanon.
So, it is crucial to spend enough time on ways efising
tasks. (Ellis, 2004) introduces two approaches BLTT

by the teacher. This way, learners can better &l
comprehend the language they have been exposed to i
context so far and ponder it more analytically Haba.
Moreover, learners’ ability to utilize the languagethe
most major scales to evaluate the functionality tioé
methodology. This actually emphasizes language lwhic
will most probably be encountered or required ial éfe
circumstances. Unlike CLT, in TBLT it is believetat
studying form can increase chances of accuracy on
communication. In other words, such highlightingfefm
makes it more likely to be recalled later on. Amath
justification is that during a meaning-focused same of

, _ any slasasks, activities and exercises, focus on langeageform
sessions needs a strategy point based upon whids cl

naturally happens, since learners will seek possilays to
make themselves understood as clearly as poshibbeder
to solve such shortage of knowledge, they consirt
peers or available sources to find what they lathis
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incidental focus on form is believed to be of céesg can increase students’ consciousness with regardniate
benefits. Last but not least, focusing on formhat ¢nd of complexities and aspects of the main performance.
the sequence is motivating for learners since they However, SLA research indicates that a major
always curious to know why they have been studwhgt consideration in this kind of activity is enablitearners to
has been presented to them. This belief, disregguafiour scaffold one another during the main task phasethar
method, learners need to be made aware of theigarn concern here is that this type of activity mighadeto
chances provided for them in a given lesson. Glearhile  focusing on one or two particular aspects of formd a
students are struggling with the task and tryirgrtbest to consequently might be mistaken with an exerciset Ye
express all the meaning they have on mind, a foaderm  another option in pre task phase can be Non-task
at the end of the sequence provides them with gedief preparation activities. These can greatly loweritiguistic

as they find proper answers to all possible questiand and cognitive complexity of the main task for tiearners.
deficiencies of knowledge which they have encowuter In terms of the linguistic aspects of activitiestluk type, is
during the sequence. This well justifies not startthe has been advised that vocabulary should receivehmuc
class with grammar. more attention than grammar. Teachers can actdaif}
with unfamiliar words or ones that can come in hamd
the main performance stage. By “strategic planning”
learners can be asked to decide how they will conthe
task. Here, learners can be given the final goal left
alone to devise strategic steps to reach that doaither
option can be providing them with guide lines whiamn be
“detailed” or “undetailed”. In this sort of planmjrwhich

3.1. Planning a Task Sequence

Evidently, a well planned sequenced of tasks isra&d
to any TBLT classroom. This starts by identifyingogic
by the teacher. One which is a result of througkdse
analysis. This is followed by devising a seriestafget
tasks which are better to be authentic and real Afmajor i ) -
consideration is to decide how to warm learnersbyp C€an be done individually, in peers or in groupseriton
priming them. Priming can include introducing nezeg MUSt be paid to optimal time limit. Interestinglshe
vocabulary items, drawing students’ attention ore th@mount of ime spent on this stage reveals no fsgni
ingredients of the series of tasks, and how toipeothem Influence on learners” fluency. In the main tasigetSLA
with clearly explicitly guidelines on what they aepposed research advises one to ten minutes as practioaidifor

to reach in the target task. This leads to fatifiatasks activities of this type. Another point which is wior
which in turn build up to target task. To introdubese all attention is that when strategic planning is guidgdthe

in detail. a TBLT class session can be divided imi@e t€acher, it can be mostly form focused or contecti$ed.
major phases namely opening (pre task phase) Generally speaking, pre task stage is aimed at

performance (task phase), and ending (post tassepha éstablishing schemata of any type in order to pi@vi
learners with a grasp of the theme and expectafguals)

3.1.1. Opening (pre-Task) Phase of the task. However, this stage should not be tneded
This phase is aimed at preparing the learners, bo#lince it is naturally supposed to take much les® tthan
cognitively and linguistically for the upcoming p&of the the main phase of task thus it is not necessaajl &r the
lesson to enhance acquisition. A thoughtfully predaand teacher to present and explain all the new vocapitems
conducted opening phase greatly increases learnef the real world must be at the service of themmask.
motivation to take part in the task. It also pregathem for Effects of such planning can be approached in tesis
the performance phase by providing them with kndgée accuracy, fluency and complexity. A study by Philip
of language and appropriated knowledge of the word®liver and Mackey (2006: 550) indicates that effeaiess
Another consideration in this stage is “organizittge of such planning on learners’ accuracy is subjext t
performance phase” (Van den Branden, 2006: 99).ihis uncertainty. This is partly due to diversity of itétfon for
through vivid instructions regarding the objectivifsthe accuracy and partly due to variety of task reldtaxtors.
task and most probably useful guide lines on hosvtdsk However such pre task planning reveals improvenient
must or can be carried out. In order to bring thalfénto  terms of complexity of the language which is progtlidy
practice, a number of acts can be done. As wentegbo  planning in comparison with non-planners.
this ‘stage ‘learners should be prepared both ¢vghy
and linguistically for the main task. According Ellis
(2004) in this stage four alternatives are at teech
disposal. First, a task similar to the main task lba done.
In this trial performance the teacher leads thimaker
version” of the main task so that learners’ pertomoe
during the main task can be scaffolded. This iseketl to
pave the way for “self-regulation” through “other
-regulation” (Ellis, 2004: 24). Another alternatiwe this
phase can be offering a model. This not only cavetathe
cognitive burden of the main task to a great extentalso

3.1.2. Performance (Main Task)

As the title goes, in this stage learners are lwifly the
task. As it was previously mentioned, in this stagelents
are given the opportunity to make use of all theglaage
they already have. During this phase, the teaclepk
monitoring the students and provides them with gjings
and support. Although this phase can be done iddaliy,
it is highly advised that the task should be doneairs or
groups. This can greatly lead to more spontaneous,
confident and analytical talk. Moreover any kindsotcess
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in fulfiling the goals of the task, increases s’
motivation. In this phase two major procedural opsi can
be utilized by the teacher. Ellis (2004) calls thétask

Another way to tackle such situations is to intégra
episodes of focus on form into the performancesTdan
be included right before initiating performance diciting

performance options”, which should be planned bg thand directly focusing on the possible forms thaé ar

teacher prior to the class. Here in performancénptand
process options where on the spot decision makiy
planning take place, while class is working on thsk,
teacher can decide to give students limited timketothem
be free. He or she can decide whether let learhave
access to input data during task performance ar Tius
has been a matter of debate for quite sometimeordlony
to (Prabhu, 1987, as cited in Ellis, 2004:250) tbaing”
from a set of input data is compatible with TBLThce
learners take over an available verbal formulatioorder
to express some self-initiated meaning contenteatstof

essentials to the performance of given task. Anmadipgion

acan be incidental focus on form. This, which isseferal

benefits, can take place both on the teachers’ adiethe
learners’. A general notion here is that in taskqrenance
the content is directed by students, the form dnfythe
teacher. On the teachers’ side incidental correcdod
feedback can take place. This kind of feedbackchlig
selective on the spot and occasional, is natudifferent
from systematic approaches to provide correction an
feedback. The teacher which monitoring the studemist
bear in mind that incidental focus on form durirge t

generating the formulation from one’s own compeg¢enc performance can greatly accelerate acquisition. tfs®

Clearly there is a difference between “borrowingida
“reproduction” in which learners “take over” an utp
sample which is chosen by external authority sushha
teacher or the textbook. This “borrowing” whichwell in
line with sociocultural theory can vividly lead
acquisition. Yet third option with regard to
performance can be “introducing a surprise elemeritis
is done by providing some surprise or extra infdroma
halfway through the task performance. However metea
has not yet verified the effectiveness of this elatmon
learners’ fluency, accuracy or language complexity.
According to Ellis (2004), the second procedurdiap
that can be taken into account by the teacher ligdca
“process option”. These simply refer to all theiates,
planning and selection that take place in the @wb
performance. These all are a function of both techer

teacher can either focus on form implicitly or ey
during the performance. These can range from nretiii
of meaning to negotiation of form during a perfonoa
This however, must be done with utmost care andiaau

to in order not to interfere with the performance whitcas
taskbeen set on going. To meet this crucial need a eurob

techniques have been suggested by Ellis (2004)s€Tban
be utilized both by the teacher (an interlocutor tihe
performance of the task) and the learners. A ploisitp
about these techniques is that they not only dotaroper
with the ongoing performance of the task, but a&dd to
this authenticity and naturalness. In other worsisch
techniques are inherent to any daily conversatiod a
interaction. On the implicit side, request for dlaation
and recast can be mentioned. On the explicit @gplicit
correction, metalingual comment /question, queryd an

and learners’ learning and teaching experienceir,theadvice are proposed as possible techniques. Iriplior

philosophy of education, learning or teaching stflabits,
and of course “practical knowledge”. In order tokeahis
possible, in TBLT, texts need to be learner-ceteand
chosen with utmost care to meet learners’ needs. ddn
greatly encourage their active participation in phecess of
performance. In practice, in TBLT learners are assiito
forget where they really are and disregard of taestoom,
learn language through utilizing it instead of lgetaught.
This naturally can come to life through team waikthout
feeling the teachers’ presence, learner’ risk gkiehavior
can improve. However, this ideally pure studentshi
interaction can have some destructive rather

constructive outcomes. A number of such major corse
are to be regarded cautiously and be headed off. @n
these can be mineralization. In brief mineralizatiefers to

students’ resorting to minimizing their utterandes get

explicitly of the approach is largely a functiontbg level
of proficiency and motivation. Naturally lower ldve
learners or ones with lower motivation require lecévely
controlled and structured agenda. On the contrasy,
factors such as level of the learners, level ofivatibn and
level of complexity of the task rise, “a looser’eamgla can
be opted. This will naturally leave some parts open
learners to be devised and planed through negmtiand
intra group communication. This can be within aetitimit.
Though a flexible timing system is what actuallkes
place in a real classroom, when learners are gsgane

thadimited time, they feel more obliged and thus matad to

act quickly.

However, it is largely a matter of goals of thektas
learners’ level, fluency, objectives and other dast
Timing can also be done in terms of fulfilling amioer of

their message across. This way evidently, they cagoals; i.e., if some assigned goals are fulfillgdh®e teams,

communicate what they want, but it is not of anpéf@ to
“stretch” their language, which is an underlyingeattive
in TBLT. This can partly rise from the fact thatanpurely

it can be called a wrap. Still, for a “looser” adarstudents
decide for such issues as timing through negotiatigith
regard to what actually is put into practice , poasly

TBLT classroom condition, language might be regdrdemention was made of different task types, firstaalitional

only a means to an end. Naturally, the simplernteans,
the better. Still, a well-planned and well-monigbreask
performance can prevent such concerns to a gréaitex

classification includes, according to Willis and INgi
(2007), listing which can put into practice through
brainstorming, fact-finding, games based on ligtipgizzes,
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memory challenge and guessing games). Next ordaridg
sorting can be done as sequencing a series ofr@icand
developing a story for it , rank ordering of a eerof item,
classifying some items or ideas and games based
classified sets. The next traditional criterionc@mparing
and contrasting which can be brought into pradticeugh
comparison tasks and games. Fourth, problem-sotessis
and puzzles. Next is sharing personal experiencmudjn
story telling, anecdotes and reminiscences. Thageatso

A General Overview of Task-based Language TeacfiBLT), from Theory to Practice

regarding form. Focus on form can be done in ah ara
written manner.

Yet another option is task repetition. This is md\to be
oh numerous benefits. Several scholars includings,El
2003; Pinter, 2005; Bygate, 2001; and Essig, 2@85ited
in Willis and Willis (2007) all agree that repeatithe same
task with the same goal leads to a more comprel@nsi
lexical level with higher accuracy, fluency andustural
complexity. However, in order to make it more caatiing

be included in the pre-task phase. Last but nostleaand fine, stricter time limits can be assigned.ifes the

creative task can be mentioned. These students
supposed to make projects or class presentatiayargieg
interactional classification on task, jigsaw taalso called
a split-information task are amongst the most papuin
such tasks different groups have different piecds
information. Final conclusion is reached by pulttithgse
pieces together through negotiation and
Another criterion is information gap tasks. Thespgthat
are formed in corrupted texts can require factuatgs of
information, linguistic information or be in need leeing
reordered. In order to fill the gaps, studentsrarpiired to
go through interaction and negotiation. These can
regarded as a problem solving activity. In reongra
corrupted text, sentences and phrases are reoriteoeder
to restore the text as it is supposed to be. Qitiria with
regard to interactional classification include deob
solving, decision making tasks and opinion exchaagks.

3.1.3. Post Task
Post task is the third phase in which learnersklback
at their activities up until this stage. Evaluatiarthis stage

is done both by the teachers and by the studentle wh

students review what they have accomplished. Hagain
the teacher has the role of a counselor and a ttansuln
this stage, a number of activities can be put practice.
An approach at the teachers’ disposal in post tasto
recycle texts. A text, which has been exploitecatgreat
extent in pre task and task phases, has still toloffer. It
is inclusive of useful language items. In post tasich
language items can be brought into attention fathér
study. It simply provides learners with useful laage

from the already studied text. Recycling can be edon

through memory challenge, corrupted text, quizzesup

dictation, communal memory, summaries and persangli
tasks. These are aimed at persuading learnersotess
language in various ways. Another option in posktas

reporting. It is proved to be of several benefist instance,
less confident learners, by reporting to a partnan gain
more confidence in this kind of activity and to extl the
audience can increase accuracy as well
According to a study by Johnston (2005) as citetVihlis
and Willis (2007) following a planning and repotage,

level of syntactical accuracy showed improvement i

learners. Their choice of vocabulary and functiomess
more native like and of more diversity in companiseith
the main performance phase. This is first focused

reviewing content and later deals with more detall

9)

amacher can include some language work during tasst
Focus on form in this stage is more detailed and
comprehensive in comparison with the pre task stage
Obviously, focus on form in this stage is mostly an
anductive manner. Obviously, this focus on form inbe
planned in advance. As a result of this attentveu$ on

interactiorform, learners’ knowledge will be more systematizedi

their consciousness regarding words and functioils w
grow. In addition to this preplanned focus on fotirere
are other ways in which focus on form is rather el off
handedly. For instance, class can analyze taskdecs or
kteacher can collect examples by providing studevith
words and expressions they lacked or required & th
performance stage. Finally, evaluation and feedlzackbe
included in the final stages of the sequence. Tosdp
students are asked to write anonymous notes om thei
feelings regarding how the task went on. Theseinanode
both ideas for and against the whole sequencaekttegly,
this can be looked upon as a real life task inneatlihese
data can be of great constructive outcomes fotteheher

to orient, reorient, arrange and adapt his or hskg and
activities in order to have finer tuned tasks for future.

3.2. Evaluation/ Assessment/ Examination

Several scholars have discussed micro and macro
evaluation in TBLT. These can be conducted in both
formative and summarative formats. Generally spegki
assessment is done based on the degree of their
demonstration and real life testing. Naturallygiualuates
the task outcome. As previously discussed, TBLTidaly
aims at enabling learners to use the language ily da
situations. However, nobody can deny the importamice
testing in language teaching and learning. Testayo
include both communicative and form focused sestign
good example for this can be introducing a shost ta
vocabulary or structure right in the post task phas
compatible with the tests they have ahead of théis can
be a very traditional multiple choice test or a §jiing one.

as ﬂuen@'nother alternative, which seems more TBLT bassdpi

ask students design their own tests on the megetfey
have just worked with. Here, students can be loaksoh
Qs “question masters” (Willis & Willis, 2007). A nea
need to develop a medium to assess learning tazgshe
driving force behind the fact that a number of QEachers,
especially in Europe, made a great effort to fiedlistic
{asks which were rich in real life content and Ursgic
aspects. Accordingly, tasks should be evaluatedrdiug
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the type, diversity and strength of the mental pssing supposed to be open minded; even an inexperiereetidgr

they impose on WM. who can engage learners in communication can haodle

a class. This is done by exposing learners to L@véver,

there are several other roles associated with a TTBL
So far, different aspects of running a class sesio teacher. Such a teacher is m(_)stly a leader andiaegeof

TBLT have been illustrated. However, the teactemarrers, (@Sks and class management in order to lead thiewhass

class materials and class room language need mdf¥vards the objectives of tasks. This is much miben

3.3. Snapshot of the Classroom

clarification. being merely a supplier of knowledge. In broad &®rsuch
a teacher leads and organizes discussions, magemgss
3.3.1. Classroom Language and pairs, facilitates performance and acquisition,

As previously mentioned, TBLT provides learnershwit motivates learners by appropriate feedback and
abundant opportunities to deal with language iness| highlighting their achievements, advises learnens o
confidence and less traditionally teacher dominatethnguage and finally acts as a language teachber®@les
classroom. This is facilitated through getting feas of such a teacher can be selecting and sequenagks,t
involved in a large arena of extended discourse fqureparing learners for tasks, and finally
spontaneously daily interaction. Utterances can beonsciousness-raising. These roles vary accordinghiat
monologues, dialogues and class discussions. Howive part of the sequence the class is dealing with.
classroom is still confined to some extent in corigum ,
with a real life context. Still, the TBLT teaches | 3-3:3:Leamers’ Role , o
responsible for preparing students to cope with idew B€ing & learner centered approach, in TBLT it sfeci
range of daily circumstances they have ahead ohthe roles are assigned to each member of the team, more
major concern has always been use of L1 in TBL-paIanced part|C|pat|qn and a more weII—qrganlzm/fb_f
classrooms. This is believed to be of both plusipaind (@Sks can Dbe gained. These can include being a
minus points. On the upside, it can facilitate freee of \Viter/secretary/reporter, a long wage consultaat,
class in dealing with social and cognitive funcionin this '€ader/chairperson, a spokes person, and an obsefve
regard, students’ use of L1 while working in grappairs interaction/participation (Wlllls & Willis, 2007)Richards
can give rise to developing hypotheses about thgeta and.Rodgers (2002) mention some other roles fonéza
language. This can be justified according to ppikes of W|th_|n_ the frame .work of TBT. Le.arners can be group
CLT. Moreover, regarding learners’ identity, in easuse partlc_lpants to fulfill the abqve mentioned roIQd;sq, they
of L1 eases communication of cultural values aniiefse '€ highly supposed to notice how language is useeal
they have in common. However, this can give learrtixe life communication. This monitoring can include tbdhe
freedom of overusing L1. Evidently, this can gratjua learner themselves as well as other peers. Anatbler

dilute the psycholinguistic rationale in a TBLT sta This Which is assigned to learners is risk taker ancvator.
is dispiriting for the teacher as well. This caserfrom at H€re, leamers are required to create and integpi@tances

least three reasons. According to Carless (200&)gbe beyond theT domain of their linguistic resources alndady
placed in a teacher oriented class, teachers’ linatto ~ Neld experiences.

establish interaction among learners, and student¥ern 3 3 4 class Materials

about making mistakes motivate them to resort touké.

, In TBLT pedagogic materials are of great importance
These all can be handled to a great extent thrquajh

; o They carry the burden of many of the tasks withim frame
work and group work in TBLT. Also, task repetiti@an ok of TBLT. These can vary from already existing
really encourage use of L2 instead of L1 in latefaterials to those which are by the teacher. Thesgreatly
performances. Some teachers set less strict ruléls wy fynction of tailored the intuition and experierfehe task
regard to use of L1 at earlier stages of each S®BUE jegigner. Many of such materials are highly usedtiver

These rules get stricter as the sequence goes 8. Sypnroaches such as CLT, collaborative learning el as
benefits of selective and reasonable use of Lldeniable. any kind of small group project or activity. Forately, a

In anoth.er_study by (Lee, 2002) use of TBLT, in m‘:“g number of resource books are available to be arpldn
pronunciation. Through technological teaching aidS 1g| T classrooms. Materials can greatly benefit from
order to provide a TBLT based model for handlingyiimedia, specifically tailored task cards aslasl realia.
pronunciation in class. This model uses an autbéask as Raglia is greatly emphasized by advocates of TBIHis
a ra‘?"‘? program. The most mtgrestmg part of thcs_jel IS can be due to the fact that in order to practithentic tasks,
that it is conducted over a period of Sweeks atlifes a  5,thentic materials are the best options. Theseirzinde
series of mini tasks which are put together tolteéauthe 1o mass media (newspapers, television and thenétye
final goal/task. However, the majority of text books are not flezil@inough
3.3.2. Teachers’ Role to meet this approach. Thus, instructors _in marsesare
In TBLT classes, the teacher retains his/her tgmil ~ SUPPOsed to produce sel-access materials. Comsque

role to a large extent. As went before, such ahemis teacher, usually need to develop and devise conaserials.
’ A highly new trend in TBLT is developing courseséd on
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CALL and network based tasks. In order to utilibese, convey what they have on mind in order to toletass this
factors such as aptitude, motivation, cognitivdestinterest issue heightens in lower levels. In many casesnéga find

and learning strategies must be considered. their L1 a good resort to handle the task in otdefulfill
the final target. Another challenge on the teact®de is
4. Arguments against TBLT possibility of losing control over class. If theatder is not

experienced enough, he or she will find the claf$sthe

As any other approach, a number of short coming havtrack. Such teachers might fear any sort of unfmes
been associated with TBLT. These have been putaf@iw language needs that naturally arise during a task
by proponents and critics of TBT as justificaticmgainst performance; they simply do not feel prepared ehotag
emphasizing tasks as the main medium of instructiotiackle such burden. In a study in some primary slshin
Willis provides a comprehensive list of such cidio. First, Hong Kong realized that many teachers could nogdeof
it has been argued by many that a major reasorvda a their authority for a more learner -centered apgioan a
using TBT is lack of time. This includes both thme similar study, (Carless, 2004, as cited in Littledd, 2006)
which is required for planning and compiling maaésiand argues that in TBLT, noise and discipline controk a
the time spent on performing tasks. Another one lman matters of concern.
labeled as confusion. This is mostly at the tedsh Still a major claim by those who try to questionlTIBis
level. Many teachers are not well-familiar with TBL examination and assessment. On the one hand, hdwas
though they do not deny the effectiveness of utisfgs to  proved that holding different types of tests durangourse
teach English. Some of these teachers, being feliewf can provide both the teacher and learners with some
more traditional approaches of TESOL, do not fif&LT  indexes that illuminate their progress. Anotheesid this
natural development of the previous approachesome claim is that exams are usually not compatible WiBIr,
cases, they even do not regard it as an alterntdivehat here, the backwash effect casts hesitation on imgngBT
they have already been doing in class. They arpaé t into practice or not. According to Little Wood, TBLdoes
milder version of TBLT as task supported teachiag not not prepare learners for form-oriented tests whilcéy
either serve them any good claiming that “If I'mtno frequently face (Carless, 2003). Some other comcern
actually teaching, how they can be learning?” (/i  include lack of course books which are developesttdan
Willis, 2007). This, according to Westhoff (2009pdori  TBLT. Also, Lambert (2010) believes that TENOR
assessment of language learning should be handled @eaching English for No Obvious Reason) is another
raising teachers’ competence to evaluate the effayi of challenge ahead of TBT advisors. In a fully TBLTsed
learning materials. Another study by Ogilvie andnbu class, learners might find themselves involved im a
(2010) shows that dealing with TBLT in TTCs canunfocused series of activities with no clear fumatil
potentially enhance teachers’ attitude towardsnie¢hod. objective. Finally, SLA research still calls for
In TTCs it must be emphasized that TBLT is an irtmn comprehensive research on providing a frameworkdask
both at the philosophical level and the methodaalgobne. sequencing.
Another hindrance can be predominant beliefs about
learning and teaching in the given society. Atlgmmers' 5§ Conclusion
level, many cannot simply trust the potency of bgsa
whole class session on tasks rather than gramnidle L ~ As an innovative learner centered approach TBLT is
Wood (2006) in a study on Asian classrooms in Koreanostly concerned with theories of learning tharothes of
Japan, Main Land China and Hong Kong and Thailanthnguage, and considers language as a means which
realized that although learning through tasks leentpart conveys the meaning. A significant difference betme
of the TESOL instruction in such countries, leasnavoid TBLT and former form-focused approaches is the faat
taking part in tasks actively either because it imaontrast TBLT classes begins with a focus on meaning and #re
with their mentality of a real class or it was motine with  followed by focus on language and eventually fosuse
pedagogic norms, objectives and traditions in thosrm. It involves learners in a meaning focusedvégt
countries. However, teachers decided to adapt TEM w Compared with traditional approaches, it emphasizes
their traditional educational values and use a fiedli vocabulary and its objectives are matched withsihecific
version of it, they found this much better thanaligt needs of learners in real world contexts. Provideayners
avoiding TBLT. This study advocates merging TBThwit with a usable meaning system is the main aim of the
local pedagogic systems through adapting and réfgriib approach. It puts a strong emphasis on procedyitabss,
so that it can well suit cultural and local norms. process syllabus, and task based language teachim.

Moreover, empirical evidence shows that learnergdr syllabus relies on sets of grammatical, phonoldgleaical,
take a shortcut to get the tasks done by usingmmaihi functional and notional items rather than just ggGping a
language. By producing merely a "modest linguistic  specific item. It is the result of an exact analyd¢pending
put" (Carless, 2004, as cited in Little Wood, 20@6pet it on the needs of the learners. As opposed to CLTBIaT
over with. Learners sometimes do not fully explieir it is believed that studying form can enhance chanaf
language resources. In other cases they opt siwgys to accuracy on communication. Level of complexity i o
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great importance to design a task.

A TBLT class session is divided into three major
sections including opening (pre task phase), pevdoice
(task phase), and ending (post task phase). Ei@uean [5]
be done in both formative and summative formats and
assessment is done based on the degree of their
demonstration and authentic testing. Open or closqg
outcome starting for the TBLT class or task, prekta
preparation and the amount of time and teachers
assistance, control demands of task structure gedda,
interaction patterns and participant roles , pnesson
language production ,and post task activities areers
yardsticks which increase teachers awareness awerpo
respectively. However, like any other approach, eom
drawbacks have been taken into account in TBLT. Fqg]
instance, it is not used since class hours argddnand
more time is needed to handle such classes. Mareave 10]
large number of teachers are not well-acquainteth wi
TBLT and tasks using in their classes. Also, atl¢aeners'
level, many cannot trust the potency of having aleh
class session on tasks rather than grammar.
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