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Abstract
In most settings, task-based language teaching and testing have been dissociated from each other. That is why this
study came to rethink of the learners’ views towards awareness and implementation of task-based language teaching
through IELTS listening tasks. To these objectives, after sketching instrumentation, the learners were divided into
IELTS-Instructed group and TOEFL-Instructed group, the former was treated through IELTS listening task with the
related strategies and tips, and the latter was instructed through TOEFL listening materials. Prior to treatment,
statistically viewed, a significant difference was observed between the questionnaires of teachers and learners, but
after undertaking an instruction, a significant difference was observed just between the views of the teachers and
IELTS-instructed group. As such, a significant difference between the performances of the two groups was revealed.
The results displayed that the performance and views of the task-associated group were, respectively, increased and
changed, affected by the wash-back effect of the task-oriented IELTS activities. It is hoped that this paper will be of
pedagogical use for the teachers and learners enchanted to bridge the gap between task-based language teaching and
task-based language testing.
Keywords: Task-based language teaching and testing, IELTS tasks
1. Introduction
Since the-coming-into-an-existence of communicative language teaching (CLT) in the early 1980s, there has been
argued two versions for CLT: weak version and strong version (Ellis, 2008; Willis, 1996). The former is based on
the assumption that the components of communicative competence can be identified and systematically taught
(Murphy, 2003; Nunan, 2004). In this respect, the weak version of CLT follows the same principle as the earlier
approaches. But the strong version of CLT is founded on the fact that language is acquired through communication.
This argument leads us to the claim that TBLT constitutes the strong version of CLT, the central element of which is
task (Littlewood, 2004; Nunan; 2005). So, TBLT is based on the communicative language teaching methodology
(Ellis, 2008; Long & Crookes, 1991; Candlin and Murphy, 1987).
Built on this, there has been a dramatic change and rethinking associated with the role of task in learning, so that
passionate interest in and intriguing attention to engaging the learners in the process of learning through task have
been on agenda and hence, TBLT came into prevalent application. Ellis (2008) and Willis (1996) hold the position
that the main tenet of TBLT largely includes the communicative role of language, social negotiation and interaction
of the learners in task management situations, focus of meaning and functions (Nunan, 2005; Kamaravadivelu,
1991). To translate the ideals of TBLT into practice, the approach demands syllabus of its own nature such as
procedural syllabus and process syllabus leading to meaning-focused activities and the negotiation between the
teacher and the learners, respectively (Breen, 1987; Long & Crookes, 1991; Candlin & Murphy, 1987; Prabhu,
1987).
The trend related to TBLT places more urgent emphasis on the fact that tasks can be effectively arranged,
implemented and assessed grounded upon the systematic components including goals, input, setting, activities, roles,
and feedback. Before providing brief explanation of each, it is worth citing that the design of the task-based lesson
involves consideration of the stages including pre-task, during task and post task and also the procedures regarding
how to perform the task are more regarded and the teachers are obliged to be well-aware of these procedures and
instructions (Ellis, 2008; Willis, 1996).

148

ISSN 1916-4742

E-ISSN 1916-4750

www.ccsenet.org/elt

English Language Teaching

Vol. 5, No. 2; February 2012

To make the long definition of these components short, goals refer to the objectives for the task and input reflects
the verbal or non-verbal materials in which the learners can get engaged. Setting is also associated with the context
in which the task is fulfilled and activities involve the things the learners do in a certain setting. Also, the roles are
intricately relevant to the fact that the learners and teachers are the facilitative rather than the overwhelmingly
interfering factors and finally, wash back is concerned with task evaluation (Nunan; 2004; Ellis, 2008). The
afore-cited principles are mainly intended as a general introduction to task-based language teaching. Before, hence,
elaborating on the relationship task-based language teaching and task based language testing, a short look at the
related literature is taken below.
2. Literature Review
The literature in connection to task-based research shows that plenty of research findings have concentrated on
investigating the types of activities motivating interaction-tailored language use in real world or classroom situations
(Jeon, 2005) and less attention, hence, has been dedicated to the attitudes of the learners towards TBLT. Of course, a
well-elaborated-on paper on the views of teachers towards TBLT has been conducted by Jeon and Hahn (2005).
They clearly state that the teachers at the high schools of Korea, in the areas in which they conducted the research,
used to be TBLT-minded teachers and could as sophisticatedly as possible undertake and implement it.
Some literature is traced also back to Lam and Wong (2000) who conducted a research regarding the effect of TBLT
education, asserting that however in training we teach the teachers and learners some particular strategies and
techniques so as to perform the task as effectively as possible, they are not as such employed effectively. They
continue to argue that in training, there is a need to carefully consider the components of the task in order to be
properly instructed by the teachers and performed by the learners. Of course, some researchers believe that the
needed training regarding this should be undertaken and on the other hand, there are contradictory positions
concerned with the reality that the effectiveness of the related training can not be taken for granted (Ellis, 2008;
Nunan, 2005; Breen, 1987).
The activities more noticeably committed to within the framework of TBLT are categorically, however not
comprehensively, classified by Prabhu (1987) into information gap, reasoning gap, and opinion gap activities. More
supportably, Ellis (2008) proposed that learners could develop flexible communication strategies through matching
activities based on inferring the meaning of unknown elements. In a nutshell, researchers' findings in the field
demonstrate that each activity type can have its own strengths in facilitating language learning, thereby helping
learners to develop their own specific strategies.
On the other hand, fundamental claim (Willis, 1996) is that through tasks either in assessment task or teaching task,
we can engage the learners cognitively in both inside the class and outside the class because task naturally has
engaging properties. For an instance, when we assess the learners through task, from the beginning to the end of the
test the learners get involved and engaged in doing the task, as mentioned above, either in assessment or teaching
and learning. For one thing, the logic is that in this case there is no distant feature between learning and assessment,
that is due to the realization that assessment, in task-based language testing, becomes one kind of learning. That is
why task-based language testing such as IELTS compared to psychometric testing such as TOEFL is pedagogically
much bulkier.
3. Binding Task-based language Teaching and Assessment through Listening
Testing is not a new concern and has a history as long as teaching history, but only in the second half of the 20th
century, it appeared pedagogically and scientifically as a social practice and an interdisciplinary endeavor
(McNamara, 2006). With the advent of the reality that assessment underwent a paradigm shift from psychometrics
to educational assessment, from testing and examination culture to an assessment and decision-making culture, a
much broader perspective came into being, called binding teaching and assessment ( Gipps, 1994; Backman, 1990;
Bachman, 2002). More generally, task-based language testing, for instance IELTS, is seen as a kind of
decision-making culture through which we can reach a close correlation between the test performance, i.e, what the
testee does during the test and the criterion performance, i.e., what the testee has to do in the real world, and thus of
ensuring the validity of the assessment (Buck, 1991; Backman, & Palmer, 1996).On the contrary, the psychometric
tradition in language testing draws on the methods used in structural linguistics, such as TOEFL in PBT form, and
no or little close correspondence is seen between the real-world performance and test performance.
Notwithstanding, the blame made for psychometrics should not be overstated because some researchers (Jipps, 1994;
Backman,1990; Mcnamara,1996) hold that psychometric tests never died, but rather the view towards them and the
way to apply them were more rethought and recharged. In the approval of the finding, it also follows that within the
practice of testing, it is necessary to deeply appreciate the contribution that psychometrics, despite its serious
limitations, has made and continues to make, both socially and pedagogically, to language testing (Messick, 1994;
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Gipps, 1994; Backman, 1990), the direct influence of which can be felt on task-based language teaching which
appeared cyclically as a result of previous test findings.
Accordingly, the point at which teaching and testing meet, an invitation of all of the stakeholders into the evaluation
and assessment process gets urgently necessitated. As a deep consequence of this phenomenon, a short-cut in the
length of teaching and testing history was undertaken because the long history of assessment proceeds in line
with the educational needs of the society and individuals and that both of these disciplines mutually share the
findings of each other (Messick,1994; Gipps, 1994 ).
Given that modern societies will crucially enjoy the findings of the task-based principles binding teaching and
testing, the existence of the consequential use of the assessment on the one hand and the effect assessment can exert
on teaching on the other hand, are more striking. In effect, the pedagogical rationale for the use of task-based
language teaching and task-based language testing reflects the importance that, according to broader consensus, task
can, either in evaluative sense or instructional one, guide or shape both pedagogy and assessment through
task-resulted wash back(Anderson & Wall 1993; Ellis, 2008).
In particular, since the movement of pendulum from past view of validity as a stable one to the unified notion named
“unified view of validity” (Mesick, 1994), a general consensus concerning the incorporation of assessment into
teaching was solidly made. That is why it is unanimously maintained that the decision-making nature of validity
binds assessment and teaching together. Put clearly, the logic behind is traced on the whole back to the statement
that tests are applied for judgmental objectives and to achieve this cause, the consequential validity of the tests are
injected into teaching, learning styles of the learners, learning process, and cognitive strategies. So, the way we test
the learners will for certain exert effect on the way we instruct the learners, will also affect the way we learn, and the
way the decisions are either at macro-level or at micro-level made. (Backman, 1990; Mesick, 1994; Buck, 1991;
Backman, & Palmer, 1996).
Our argument in the present study is finally framed in relation to recognition that language testing is beyond the
teething stage and ripe from a broader view of assessment. Typically, assessment of task-based performance, i.e,
IELTS, and assessment of TOEFL are quite different from each other and have different wash back effect
( Anderson & Hamp-Lyns, 1996; Anderson & Wall, 1993) either at micro-level or macro level (Bachman, 2002).
The very power of task-associated assessment has had a mesmerizing effect on consciousness of the learners of their
learning outcome and learning process. In the present study, the face of the discussion is, in the main, with
realization of the fact that the wash-back effect of task-oriented activities is a lot more effective than the activities to
prepare for TOEFL. Briefly, since the popularity of audio-lingual methodologies in the early 1960s, primary
emphasis has been put on oral proficiency. In particular, in large part, affected by the developments of Krashen’s
view about the need for comprehensible input, listening has received greater attention (Hadley, 2003). However,
until recently the listening skill had been somewhat neglected since the audio-lingual teaching strategy had to make
students listen and repeat rather than listen and practice (Richards & Renandya, 2002). Accordingly, teaching
listening comprehension is now felt a fundamental need and reflects a current concern for the instructors to stress
this skill. Thus, grounded on the emphasis placed on the significance of oral skills, I embarked on considering the
way to bind teaching and testing through listening skills. Therefore, the problems related and the following findings
are clearly lending evidence to the statement.
3. The Research Questions
1. Is there any difference between the views of the learners and teachers towards TBLT?
2. Is there any difference between the
TOEFL-materials-instructed ones on listening?

performances

of

the

IELTS-task-instructed

learners

and

4. Research Methods
4.1 The Participants
Population for this study included 32 EFL teachers working at English as a foreign language centers in the provinces
of Ardebil, Gazvin, and Tabriz, in Iran. From 10 different EFL centers, a total of 470 learners, selected randomly,
participated in this survey. Specifically, the participants were learners of English as a foreign language in the
communicatively-oriented classes instructed with task-oriented syllabus and were of different ages and at various
educational levels. However the sample in this research included language learners at various educational levels, a
careful attempt was made to select the learners who were at the intermediate or upper-intermediate levels in order to
make sure of the homogeneity of the learners. A worth-citing point is, first of all, that all of the teachers were EFL
teachers teaching at least 8 years and of great interest in task-based language teaching and testing. So as to avoid
some of the potential interfering variables, the teachers were less or more at the same age and preferably, they had at
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least MA in EFL teaching. Second of all, a considerate attention was then paid to the participants’ attrition; that is to
say, some of the subjects were omitted from the study. To prevent the intervening variables associated with this
event, some learners’ TBLT-questionnaire data and pre-test data collected before treatment were set aside and
disregarded.
4.2 Research Design and Procedures
The design of the study was experimental. To conduct the present study, two procedures were taken into
consideration: First, the questionnaire of TBLT view with trivial changes was prepared and an attempt was
exclusively made to invite the teachers with MA degree in EFL teaching. The reason for this was, first of all, to
control some of the variables threatening the validity and reliability of the research, and second of all, to make sure
of the fact that the teachers will be able to deal consciously with the questionnaire and to assist their learners with
the items and statements of the questionnaire. The teachers were through phone-call and email contacted to
cooperate and fill in the questionnaire. Followed by these, the TBLT-view questionnaire was administered to both
teachers and learners and the learners were divided into II group and TI group. Then, the teachers gave the learners
pre-test of listening so as to be certain of their listening knowledge for the homogeneity purposes. Next, some
strategic tips for IELTS listening prepared from books of IELTS and treatment materials were embarked on. After
that, IELTS-task instructed subjects and TOEFL-materials instructed ones undertook treatment, the former was
treated through IELTS listening task with the related strategies and tips, and the latter was instructed through
TOEFL listening materials. Finally, a t-test was run on post-test and task-based view and the raised hypotheses were
either supported or rejected.
4.3 Instruments
Five instruments were employed in this study: 1. a questionnaire for specifying the views of the teachers and
learners towards task-based language teaching, either in technical sense or practical one, 2. a pre-test including 20
questions and for examining the entrance knowledge of the learners and for that either the learners are homogeneous
or not, 3. the strategic tips for IELTS listening: the learners were instructed listening along with these tips. 4.
Treatment materials: these materials were of wide rage of listening input either inside the class room in intensive
form or out-of-the class activities such as Tactics for Listening Book and Impact Listening Book. The reason for the
choice of these books is due to the reality that they are task-based, as are IELTS listening exam prompts. 5. Post-test
was finally used for calculating and assessing the possible effect of task-based treatment on the listening
performance of the applicants. The point follows that for ease of comparison, the five-point scales were merged into
a two-point simplified scale (strongly disagree & disagree and strongly agree& agree). It is also worth citing that the
questions of tests were extracted from IELTS and TOEFL books so as to get assured of their reliability. Given this
fact, as a result of pilot testing, estimated reliability for TOEFL test and IELTS test demonstrated less or more a high
degree of reliability, as is clear in Table 1.
5. Results
First a description of the teachers and learners’ view toward TBLT, before treatment and after treatment is presented
in Table 2. Generally viewed, the overall mean of the questionnaire scores demonstrates that the teachers’ view
toward TBLT is higher than the II group and TI group, before treatment. However, after treatment, the II group’s
view towards TBLT approached the teachers’ view, as it is obvious in Table 7, and the TI group’s view stayed less or
more the same, as did before treatment. Hence, the effect of task-based instruction, contrary to TOEFL
materials-based instruction, gets more highlighted. To tackle the first research question and find out whether there
are any significant differences in the views of the teachers and learners towards TBLT and also between the
performances of the TOEFL-based instruction and IELTS-based instruction, a t-test was conducted ( Table 3). The
results of t-test demonstrated a significant difference (t = 3.53; P> 0.001) between the view of teachers and II group
toward TBLT before treatment. On the other hand, a significant difference (t = 4.03; P> 0.001) was observed
between the teachers and TI groups’ view towards TBLT before treatment, as it is well indicated in Table 4.
To touch on the second research question, as Table 5 is informative, an attempt was made to find out whether the
pre-test performances of the two groups were the same or not. Along this line, the results of the analysis presents no
statistically significant difference (P > 0.24; Mean= 5.01 and 5.15) between the entry knowledge of the two groups.
As for the second research question, we visibly notice that there is significant difference (P < 0.004; Mean=16.01
and 8.12) between the performance of the two groups. In effect, IELTS-task-instructed learners outperformed the
TOEFL-materials-instructed learners on listening. Also, with a closer look at the Table 5, it gets simply clear that the
latter group had an unimportant increase, but the former had high overall performance.
To further investigate the research questions one and two, in addition to the descriptive data available in Table 2,
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Tables 7 and 8 are more demonstrative; According to the former, a t-test run on the II group and teachers’ view
toward TBLT displayed that no significant difference (P> 0.21; Mean: 18.94 and 16.38) is seen between the teachers’
view towards TBLT and that of II group. It gets hence clear that (Table 3 and 4) a significant difference was
demonstrated between the two groups’ view towards TBLT. How come? With a view to Table 7, task-related
instruction after treatment has changed the views of the learners towards TBLT; whereas a careful look-back at
Table 3 clarified a significant difference (t = 3.53; P> 0.001) between the view of teachers and II group toward
TBLT before treatment. So, after treatment with task-based materials related to listening, both the attitudes of the II
group (as Table 7 indicates) and their performance on vocabulary (as Table 6 suggests) have dramatically changed.
What about the view of teachers and TI group towards TBLT? A statistical look at Table 8 is more demonstrative,
i.e., no significant difference (P> 0.23; Mean: 18.94 and 8.76) was observed, indicating the fact that our treatment
did not affect the view of TI group towards TBLT. By sharp contrast, as is seen in Table 7, the instruction has
exerted a great effect on the view of II group towards TBLT.
6. Discussion
The analysis of the results demonstrated no significant difference between the TBLT questionnaire of the teachers
and learners before the learners were instructed. But after the learners were treated, a significant difference was
observed between the scores of the teachers and IELTS-task instructed learners only and no significant difference
was observed between the teachers’ view and TOEFL-materials instructed ones. Consequently, we have clearly
observed that teacher's views toward task-based language teaching runs in parallel line with the views of learners
toward TBLT as a result of implementing task-based language testing i.e., as a consequence of instructing the
learning through listening –related task. That is to say, the IELTS-task instructed learners outperformed the
TOEFL-materials instructed ones. Therefore, it grows evident that the IELTS-task instructed learners were greatly
affected by the task in which they were involved. In light of the findings associated with the second research
question, it is strongly supported that task-based language testing associated with listening development, as
explained in review of literature, is more effective than the traditional psychometric testing (Messick, 1994).
To further investigate the point, this finding is connected to the reality that the teachers who move along the line of
task, they can not only make the students participate in meaning-making situations, they can raise the consciousness
of the learners toward the significance of the task-oriented activities as well (Ellis,2008; Willis,1996 ). To put
another way, the change of II group’s views towards task-based language teaching was undertaken as a function of
task in task-based language testing. Because once they understood that how interesting the process of the learning
through task based instruction and how productive the result of the learning are, the role of task-based language
testing and teaching got more highlighted and the awareness of the teachers was raised. Finally, they came into
realization that task-based project is effective, affected by which they got inclined to task-based language teaching
and testing.
After all, we notice that implementing task and moving along the line of performance-based assessment are
constructive and instructive because this represents an attempt to get an overall picture of learners' communicative
abilities. But, as is vividly imaginable, in psychometric testing, the possibility of drawing a correspondence between
test performances and task performance is paled into insignificance (Bachman & Palmer 1996; Jipps, 1994).). For
one thing, task-oriented activities and task-based assessment are generally believed to develop learners'
communication skills as well as to challenge their group members so as to realize their potential (willis, 1996). More
apparently put, Bachman and Palmer (1996) suggest a well-specified target language use domain which refers to a
set of specific language use tasks that the test taker is likely to encounter outside the test itself.
7. Conclusion and Implications
The above-made argument leads us to the conclusion that despite its pedagogical rationale and educational
advantages in language learning contexts and in reverse of the fact that task and task-relevant approaches yield
educationally and socially rich fruits, a task per se does not necessarily guarantee its successful implementation
unless the teacher and the facilitator of the task performance understands how tasks actually work in the classroom
(Ellis, 2008; Willis, 1996; Skehan, 2004). It is then hoped that task-educated people take the findings in connection
with task-based language teaching and task-based language testing into their practical account so as to make a
significant contribution to the further rethinking and reformation of the task-based language teaching and task-based
language testing application.
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Table 2. Descriptive statistics of teachers and learners’ views on TBLT, before treatment (BT) and after treatment
(AT)
Questionnaire statements of TBLT
&

S.DisAg/

teachers and learners

1.Its primary focus is

Teachers

on

II group

use,

meaning,

interaction

and

TI group

communication
2.

N

TBLT activates

learners' needs and
interests and gives
them

Dis (%)
BT

AT

45
235
235

BT

SD

Ag (%)

AT

BT

AT

BT

AT

BT

AT

32

11.69

12.70

82.31

81.30

18.05

19.77

0.35

0.59

208

90.24

11.25

9.76

88.75

5.21

14.23

0.30

0.81

200

78.21

75.15

21.79

4.3

5.55

0.56

0.36

8.19

11.20

90.81

88.80

16.12

18.66

0.44

0.62

89.75

7.99

18.88

0.40

0.70

6.04

7.41

0.21

0.91

19.5

0.14

0.50

0.54

0.63

0.46

0.78

0.83

0.50

0.39

0.63

0.81

0.23

Teachers

45

II group

235

32

29.40

10.25

235

208

78.21

45.10

TI group

M

S.Ag/

70.60
21.79

24.85

54.90

200

intrinsic

motivation
3. It is cooperative

Teachers

45

32

7.19

12.39

92.81

87.61

18.44

learner-centered, and

II group

235

208

80.39

12.26

19.61

87.74

8.97

235

200

75.99

55.11

of

relaxing

TI group

24.1

43.89

11.33

10.20

atmosphere
4. It is suitable for
group work

17.6

Teachers

45

32

3.39

43.40

96.61

57.60

16.99

II group

235

208

28.35

29.25

71.65

70.75

9.11

235

200

TI group

50.15

29.97

70.3

49.85

10.03

18.50
14.21
9.03

5. It is suitable for
pair work

Teachers

45

32

5.55

45.40

94.45

54.60

17.01

18.31

0.51

0.56

II group

235

208

29.18

25.25

70.82

75.75

11.67

16.98

0.17

0.22

235

200

10.22

11.63

0.35

0.33

TI group

29.99

42.12

70.1

57.88

Note: BT= before treatment; AT= after treatment; M= Mean; SD= Standard Deviation; S.DisAg/ Dis (%) = strongly
disagree/ disagree; S.Ag/ Ag (%) = strongly agree/ agree; IELTS-Instructed (II); TOEFL- Instructed (TI)
Table 3. The difference between the teachers and II group’s view toward TBLT
Std.
N

Mean

Deviation

teacher

32

73.54

3.31

II Group

235

24.06

8.10

t

df

Sig.
(2-tailed)

3.53

156

0.001

Table 4. The difference between the teachers and TI group’s view toward TBLT
Std.

154

N

Mean

Deviation

teacher

32

73.54

3.31

TI group

235

23.9902

7.08

t

df

Sig.
(2-tailed)

4.03

122

0.001
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Table 5. An independent t-test for the pre-test of the learners’ listening performance
Std.
N

Mean

Deviation

II group

32

5.0125

3.5655

TI group

235

5.1523

3.6041

t

df

Sig.
(2-tailed)

0.381

56

0.24

Table 6. An independent t-test for the post-test of the learners’ listening Performance
Std.
N

Mean

II group

32

16.0125

2.1123

TI group

235

8.1286

2.5360

t

df

Deviation

Sig.
(2-tailed)

2.481

52

0.004

Table 7. t-test run on the II group and teachers’ view toward TBLT after treatment
Std.
N

Mean

Deviation

teacher

32

18.94

3.31

II Group

235

16.38

8.10

t

df

Sig.
(2-tailed)

3.53

156

0.21

Table 8. Result of t-test run on the TI group and teachers’ view toward TBLT after treatment
Std.
N

Mean

Deviation

teacher

32

18.94

3.31

TI group

235

8.76

7.08

t

df

Sig.
(2-tailed)

4.03

122

0. 23

Appendix 1. Listening Pre-test for IELTS-Instructed-for Learners
Questions 1-11
Fill in the information you hear on the form below in the spaces numbered 8-14.
The first one, has been done for you as an example.
Given Name: (1)…………………… Family Name: (2)…………
Nationality: (3)………………………Student Number (4)……………
Present Course (5)………………….Years of Experience (6)………
Blood Type (7)……………………….Partner's Given Name (8)………
Partner's Family Name (9)…………Day of Session (10)…………………
Home Telephone No. (11)……………………
Questions 12-16
You will now hear a short report broadcast on the television. Look at the map of Estonia and complete the sentences
below with the correct number, word or phrase according to what you hear.
Estonia is located on the (12)…………………….…shores of the Baltic sea.
The country is only (13)………………………………..square km in size.
Estonia is about (14)………………………….. the size of Scotland.
The percentage of native Estonians is (15)………………………….
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Tallinn is the (16)…………………………..city of Estonia.
Questions 17-20
Complete the summary of part two of the television programme by writing NO MORE THAN TWO WORDS for
each answer.
Estonia is a small, flat country in Europe dotted with numerous islands and (17)………… The manufacture of
agricultural machinery and (18)………… are the major industries, with (19)…………. and vegetables the main
(20)……..
Appendix 2. Listening Post-test for IELTS-Instructed-for Learners
Questions 1-5
Complete the table below with information from the next part of the radio interview.
Write NO MORE THAN THREE WORDS for each answer.
changes

Benefits

Seats

1………………………….

To the consumer

Entertainment

2………………………………

To the consumer

Smoking

Restrictions

3……….

5………………………………

To the consumer

Economy class meals
Questions 6-13

4……….

You will hear the first part of an interview on the radio. Write a word or a short phrase to answer each of the
questions below.
(6). Which company does Julie work for?
(7). What diploma course did Julie take at college?
(8). What does Julie like most about her job?
(9). What is Julie's main responsibility when on duty?
(10). and

(11) Name two of the airline's most frequent overseas destinations:

(10)………. ………………..(11)…………………….
(12). Why does Julie regularly change the time on her watch?
Questions 13-20
You will now hear a short news item. Fill in the gaps in the summary below with the correct word or phrase
according to what you hear. The first one has been done for you as an example.
The traffic (13)………………. in ...........................(14) has caused the death of (15)……………. persons, and a
15-20 further (16)………….. people have been taken to St. John's 15 (17) …………………..for treatment. The
northbound and southbound lanes of Avalon Road are still closed, and drivers are advised to avoid the area. Police
believe the driver of a (18) ,............................... 12-19 lost control of the vehicle before reaching the traffic
(19)……………… at the corner of Avalon Road and Batty 1219 Avenue. Witnesses told reporters that they heard
the lorry sound the (20)……………………. moments before it collided with traffic.
Appendix 3. IELTS Listening strategies and tips
1.

We must read the questions of listening first.

2.

Through reading the questions, I can totally understand the recording.

3.
We must check indirectly the grammar of the listening questions to predict the answers and also be able to
guess from context.
4.
We must highlight the content words of the listening questions; Highlighting is fundamentally a must-to-do
because it strengthens our short term memory and helps us to simultaneously listen and read.
5.
We must have a close look at the questions listening in order to realize the questions needing either
skimming or scanning strategies; for assuring the time limitation, we must first consider the listening questions
requiring scanning strategy.

156

ISSN 1916-4742

E-ISSN 1916-4750

www.ccsenet.org/elt

English Language Teaching

Vol. 5, No. 2; February 2012

6.
We must practice and be familiar with all kinds of listening questions and we must see the relationship
between the questions.
7.

We must concentrate all the time. So, I listen to recording rather just hear.

8.
We must know that listening will be played just once, so our style and strategy of listening must be tuned to
the instructions and demands of the real listening test.
9.
We must be familiar with the fact that IELTS listening tests the psychological process of our understanding
and that it draws a parallel between the real situation and test situation.
10.

I find dialogues easy to listen to.

11.

I practice listening o numbers and their auditory discrimination such as thirteen, thirty…

12.

I find monologues easy to listen to.

13.

I manage my time efficiently.

13. I can ignore words I do not know.
14. I complete the answer-sheet carefully.

Appendix 4. Listening Pre-test for TOEFL-Instructed-for Learners
1. (A) He makes a lot of money.

(B) He has just been left some money.

(C) He doesn't believe three hundred dollars is enough. (D) He can't afford to spend that much.
2. (A) He knows what is wrong with the watch. (B) The woman doesn't need to buy another battery. (C) The woman
should get a new watch.
(D) The jewelry store can probably repair the woman's watch.
3. (A) He has another meeting to attend on that day. (B) He's available either day.
(C) He can't attend a two-day conference. (D) Not everybody will go to the same meeting.
4. (A) Go to the beach with her friends. (B) Postpone her meeting with Professor Jones.
(C) See Professor Jones after class. (D) Give a speech in Professor Jones's class.
5. (A) She isn't a very good student. (B) She hasn't gotten her grades yet.
(C) She shouldn't worry about her grades. (D) She doesn't like to talk about grades.
6. (A) The classes have improved his health. (B) His new glasses fit better than the old ones. (C) He's thinking of
taking exercise classes. (D) He's unhappy about his life.
7. (A) She also found the book difficult. (B) She has learned a lot about names.
(C) She doesn't remember the title of the novel. (D) She read a different book.
8. (A) They'll have to go to a later show. (B) The people in line all have tickets.
(C) She doesn't want to go to the second show. (D) They won't have to wait much longer.
9. (A) If it's too late for her to drop the course. (B) If she sympathizes with him.
(C) If she apologized for what she did. (D) If she regrets taking the course.
10. (A) She'll be traveling during winter break. (B) She'll be working during vacation.
(C) She's looking forward to going home. (D) She wants to hire another research assistant.
11. (A) He's glad he called the doctor. (B) He wants to change the appointment.
(C) He can't come until 4:15. (D) He was confused about the date of the appointment.
12. (A) No one believes he won the scholarship. (B) He's surprised that he got the scholarship.
(C) It isn't true that he won the scholarship. (D) He's glad to award the woman the scholarship.
13. (A) During economics class.

(B) Before economics.(C) In about an hour. (D) The next day.

14. (A) The nurse wasn't able to help her. (B) She feels sleepy because of the medicine she took.
(C) She's going to help the nurse. (D) She thinks she should ask the nurse for a pill.
15. (A) whether she can make a proposal. (B) Whether Bill needs her help.
(C) Whether she can review Bill's summary. (D) Whether she can speak for Bill.
16. (A) He can't wear the shirt right now. (B) He can't find the shirt.
(C) He doesn't like the shirt. (D) He thinks the shirt is inappropriate for the occasion.
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17. (A) He has three classes in a row. (B) His class begins at one o'clock.
(C) His class meets for three hours. (D) He will be in class all afternoon.
18. (A) The team won despite poor play. (B) The team has to play at least one game.
(C) At least the football team played well. (D) The team should have won the game.
19. (A) She knitted two sweaters in August. (B) August was warmer than the rest of the summer.
(C) She was unusually busy all summer. (D) She needed warmer clothing
20. (A) If the man is going to the store. (B) How the man feels about the news.
(C) If the man is going to lose his job. (D) Where the man heard the news.
Appendix 5. Listening post-test for TOEFL-Instructed-for Learners
1. (A) He wants to go early to avoid a traffic jam. (B) He doesn't usually get up at 7:00.
(C) He wants to leave the theater.(D) He doesn't know the way to the theater.
2. (A) Walk around the corner to the next block. (B) Take a taxi to the hotel.
(C) Telephone the hotel for directions. (D) Wait in the candy store.
3. (A) Borrow her book. (B) Check the classroom again.
(C) Buy a new book. (D) Ask about the book at the information desk..
4. (A) Linda didn't like it. (B) Bill lost it.
(C) It was very expensive. (D) It was very small.
5. (A) Take later classes. (B) Discuss the problem with her professor.
(C) Come to campus by a different route. (D) Live closer to campus.
6. (A) She often goes to the beach. (B) She got a weekend job at the beach.
(C) She misses the trips to the beach she used to take. (D) Her home is near the beach.
7. (A) Continue to read.
(C) Make some coffee.

(B) Meet the woman at the library.
(D) Go out with some friends.

8. (A) What she can do to help the man. (B) How long the man has had allergies.
(C) What is causing the man's problem. (D) What the man just said.
9. (A) He already has plans for Saturday night.
(B) The woman should decide where to cat Saturday.
(C) The woman should ask her brother for a suggestion.
(D) He will make a reservation at the restaurant.
10. (A) She'll drop the man off on the way to work. B) The man can ride downtown with her.
(C) The man will have to leave earlier than usual. (D) She can't give the man a ride.
11. (A) Her backhand is almost perfect. (B) The time the man spent practicing has helped him.
(C) The man's mother wanted him to practice. (D) Her mother is a good tennis coach.
12. (A) Her brother was not accepted into law school. (B) She doesn't want to be a criminal lawyer. (C) She has
decided not to go to law school.(D) She doesn't plan to work in her brother's law firm.
13. (A) The man will probably receive a scholarship. (B) She can't give the man a ride to the dean's office. (C) She
can lend the man a sweater. (D) The man isn't dressed appropriately for the interview.
14. (A) Buy a car from the woman. (B) Help the woman paint her car.
(C) Buy a new car. (D) Look for a less expensive car.
15. (A) She's upset that she missed the television program.
(B) She doesn't think the television program was funny.
(C) She doesn't like talking about television programs.
(D) She watched the television program at a friend's house.
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16. (A) Cleaning the pants will take longer than usual. (B) The man can have his pants at the end of the day. (C) She
doesn't think the stain can be removed. (D) The man should go to a different location.
17. (A) She is going to try to be more persuasive.
(B) She'll accept the committee's proposal. (C) She thinks the committee will accept the proposal. (D) She'll
revise the proposal before she talks to the committee.
18. (A) It's new. (B) It's dull.

(C) It's not clean.

19. (A) Meet her in the auditorium.

(D) It has a broken handle.

(B) Schedule the meeting for a different time.

(C) Reserve a large room for the meeting.

(D) Cancel the meeting.

20. (A) The man may have left the paper in the phone book. (B) The man should call Laura for her address.
Laura's house is not difficult to find.

(C)

(D) Laura's address probably appears in the telephone directory.
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