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CHAPTER ONE: INTRODUCTION
When I moved to the United States in 2002, I had thought that my options of
continuing teaching ESL would be limited. Having been an ESL teacher for young adults
and adults in Indonesia and China for 10 years at the time, I was overwhelmed by the
requirements of continuing my profession in this new country. Intellectually, I
completely understood why I had to, for example, complete a master’s degree or get a
teaching license in my area of specialty, but I did not see how attempting to meet all the
requirements would fit into my personal life. I was (already) 30 years old at the time I
moved to the USA, and was torn between raising a family and continuing my profession.
I didn’t see how I could juggle both simultaneously, with child care costs so high and my
husband’s career as an engineer so demanding and travel-intensive Then, I came across a
job advertisement on an ESL website for teachers. The vacancy was for an experienced
ESL teacher who would be teaching young adults (from 18 years to 27 years of age) in
South Korea, and instruction was to be conducted on Netmeeting, a videoconferencing
program that required the teacher to have high-speed internet and a video camera.
Intrigued, I applied for the position and had an interview the next day. The
Korean teacher coordinator guided me through the whole process of communicating
through chat and voice on Netmeeting, and also the online syllabus. This was a
completely new teaching experience for me, but I am happy to say that a year later, the
number of my students had increased and my feedback had changed from “good” to
“excellent.” However, even then I had questioned whether the teaching-learning system
was optimal in ensuring learner success. When explaining to friends in the USA,
Germany and Indonesia about my job, almost all of them reacted in a similar way. They
1
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wondered when I would be able to get a real job again, questioning the effectiveness of
teaching via the computer, and generally commenting how nice it was to get paid for
chatting. In other words, most of my friends and fellow teachers reacted with skepticism.
This is not unusual in online learning. In fact, although many teachers are incorporating
technology in the foreign language classroom, many foreign language teachers are
reluctant to conduct language courses in a hybrid format (Blake, Pardo-Ballester &
Wilson, 2008).
At this point, I was wondering if there was something wrong with the online
teaching methodology that led to this lack of confidence in online learning. When I
joined a key player in online ESL education in France, “Telelangue” about a year later, I
discovered that despite the increasing popularity of online ESL education, it is not
without its challenges.
The company started offering phone courses in 1981. It had branched out into elearning in the late nineties, offering teacher-moderated online courses with a business
focus with access to an award-winning web platform. This platform contains related
lessons in the form of audio and video files, as well as grammar and vocabulary exercises
for self-study. The combination of these teacher-moderated lessons with the self-study
component is termed blended learning. Telelangue claims that their blended learning
programs leads to learning progress, but they never specify in which area of English
language competence. Instead, the company claims general learner success in
“developing overall communicative competence through role plays”, which involves
exposing students to a variety of learning experiences to develop their general
communication skills (Xu, 2011).
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This company, which was recently taken over by Berlitz, mainly caters to French
professionals, who are required by their companies to participate in business English
courses. Although their client portfolio boasted many key clients such as Coca Cola,
Lancome, Mercedez-Benz and contained repeat customers, when I spoke to the training
departments of these companies, many expressed that they did not have high expectations
in terms of learning outcomes. Their main goal was primarily to help their employees
succeed in understanding phone calls in English made by/to foreign clients and also to
help their employees increase their TOEIC scores to make them eligible for promotions
and overseas postings.
When asked about increasing oral proficiency in English as a learning objective,
most of these companies said that this was “too ambitious” and “unrealistic,” explaining
that “online learning” was “artificial” because the teacher and student meet in
cyberspace (through videoconferencing programs and Skype-to-Skype) , “not really
face-to-face as in a traditional classroom.” This attitude is not unusual among foreignlanguage professionals, even when they are made aware of the ever-increasing role of
technology in ESL. Many ESL professionals remain unsure whether online learning,
either a completely distance-learning program or a hybrid course, would lead to oral
proficiency (Benton, 2009; Blake et al., 2008).
However, after five years of working for this company, I realized that most of my
students had indeed reached some degree of improved oral proficiency in the business
task they were assigned to master. A business task in this context would be any oral
activity related to business English that involves listening and speaking, for example
introducing a new product/ service to a client or chairing a conference call. This degree of
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improved oral proficiency was also observable even if students were only enrolled in the
minimum number of hours of the English course, i.e. 30-minute lessons once a week for a
month (for a total of 6 hours). I also realized that the lack of oral proficiency, as reported
by some students, was due to the fact that teachers did not assign enough self-study
homework related to the business task. In other words, effective blended learning did not
take place. It is evident that for online ESL learning to be effective, it is essential to offer
a richness of media, which blended learning offers (Hampel, 2012).
The discrepancy between the attitudes of educators, training managers and even
students participating in this ESL learning online and the actual outcome of an e-learning
program to study business-oriented ESL (provided blended learning takes place), has
brought me closer to why I wanted to study this topic.

I strongly believe that an ESL e-

learning program mainly offering blended learning will only lead to meager success in
oral proficiency. This is why I seek to explore more about the connection between
blended learning and oral proficiency in performing a business-oriented task. Having
taught for Telelangue for a total of 7 years, I can safely say that progress in oral
proficiency is almost always achieved, especially when it is accompanied by student
motivation and commitment, two individual factors that lead to success in foreign
language learning in an online setting (Meunier, 1998).
I want to know if blended learning is also conducive to oral proficiency in the
business context, as it is in the K-12 context (Watson, 2008). More specifically, my
research questions is: What effect does blended learning of a business task (giving
business presentations) with a grammar point related to the task (linkers/transition
markers) have on the oral performance of the task on intermediate level adult online ESL
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learners? It is my hope that I can investigate my research question, and help more
educators, especially online ESL instructors, and adult students recognize the value of
blended learning in ESL teaching and learning. As a consequence, they may incorporate
this teaching strategy into their curricula. I am also hoping that many may view it as
effective as traditional face-to-face classroom instruction. As a teacher coordinator
responsible for recruiting teachers and arranging their schedules, I also see online
instruction as a viable way of teaching ESL. It also offers a one-of-a-kind way for ESL
professionals to stay in the profession, regardless of physical disability or a highly-mobile
lifestyle. Through this teaching-learning modality, learning oral proficiency can at least
be as effective as traditional classroom instruction (Blake et al., 2008).
Online Materials Development and Assessment
In 2009, I was offered another exciting challenge in my career. After two months
of teaching part time for an online Paris-based company, www.7speaking.com, that offers
English training to business professionals, I was offered a position as materials developer
and teacher coordinator. As a start- up company providing teacher-moderated online
ESL courses, 7Speaking did not have a standardized syllabus for its growing number of
primarily French adult ESL learners. Ironically, I was faced with the same skepticism
about the effectiveness of online ESL instruction I experienced earlier in my career:
clients were only interested in improving their listening comprehension skills over the
phone. So, they felt that there was no need to be “ambitious” and aim to develop a
syllabus that would lead to an improvement in their oral competence in English. This
raised many questions. What gave rise to the skepticism among most educators, students
and even company training managers about online learning that aims to develop oral
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proficiency? What is the real missing link in online ESL learning that leads to this
stigma? I knew for a fact that reporting and scheduling of lessons, homework and
feedback to the student are all integrated into the web platform, so what is it about
blended learning that causes it to be perceived as ineffective? Defining blended learning
as the pairing of a teacher-moderated online session with a self-study component of
related communicative activities, how can it be made effective? What factors related to
material design, technology and learner characteristics influence effective e-learning of
adult ESL professionals and young adult learners? What is the differentiator of a good elearning program and an excellent one? If oral proficiency is indeed recorded, how can it
be appropriately assessed? The main burning question I had was whether blended
learning could really lead to oral proficiency in a business task. This question forms the
basis of my capstone, which reports one instance of the effects of blended learning and
attempts to answer the following question: Can the combined modalities of teachermoderated online instruction and self-study of related communicative exercises
contribute to increased oral proficiency? In other words, can instruction of a business task
coupled with self-study of a related grammar exercise improve the oral performance of
this task? For example, if a teacher taught the principles of giving effective business
presentations then supplemented this instruction with exercises, would there be increased
oral proficiency in the task? My research context is a study on presentations given by
adult professionals in France learning ESL online. The objective of my study is to show
the impact of blended learning on oral proficiency in the prescribed business task. My
study is relevant because online ESL instruction is becoming more popular in France and
it becomes even more compelling because, according to Askov, Johnston, Petty and
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Young (as cited in Chlup and Coryell, 2007) only very few studies have been done in the
field of adult language e-learning and teaching. In this study, I concentrate on the online
instruction of giving business presentations in a teacher-moderated lesson. I also assigned
the self- study of related communicative activities on the web platform and investigate
the effect of both types of learning activities, the real-time online session and the
independent self-study component, on the oral performance of this business task. To
clarify, I am using the term blended learning to illustrate the pairing of “giving business
presentations” as a business task with the self-study of its relevant communicative
activities, such as transition markers and logical organization of ideas. I then assessed the
students’ ability in giving business presentations before treatment, and then after. I
assessed their oral performance using a 20-point system (5 points for content and
organization, 5 points for accuracy, 5 points for fluency, and 5 points for coherence)
based on the CEFR (Cambridge European Framework of Reference for oral assessment).
It is a widely used assessment tool in Europe for Business English learners. Goullier
(2007) maintains that it is mostly used by teachers, teacher trainers, and test and material
writers.
In the second chapter, I document the research that pertains to online learning of a
foreign language, blended learning and oral proficiency. The third chapter describes the
method, data collection techniques, participants, setting and materials used in this study.
The forth chapter describes the results of my study and the analysis of it. Chapter Five
includes the summary, the discussion, as well as the limitations, and the implications of
the study.

CHAPTER TWO: LITERATURE REVIEW

In this chapter, I provide information about research in online learning, blended
learning and the task based-approach using a business-oriented task. I present methods of
blended learning such as the combination of a teacher-moderated component with a selfstudy session, or further research in blended learning as a positive contributor to oral
proficiency in a business-oriented task. I also highlight the need for more research to
establish the connection between blended learning and oral proficiency in a business task.
The literature in this chapter identifies the kinds of learning available, barriers to
implementing a blended learning program and examines the positive effects of
incorporating the communicative approach in developing oral proficiency in a business
task.
This chapter presents a quick look at a strategy of online learning that is
considered one of the most effective ways to learn using the computer, namely blended
learning (DeLacey &Leonard, 2002 ; Salaberry, 2001; United States Department of
Education, 2010). The research question is “Can blended learning in the form of the
pairing of a business-oriented task with a communicative task lead to improved oral
performance in the task?” More specifically, can blended instruction in giving business
presentations along with the self-study of communicative tasks lead to increased oral
proficiency in the task? The study’s main objective is to measure the effectiveness of
using blended learning (the pairing of a business-oriented communicative task, i.e. giving
a business presentation and the self- study of related communicative activities) to
facilitate oral performance in the task.
8
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What is Online Learning ?
The concept of online learning, or more specifically, distributed learning, has its
roots in correspondence courses. With the development of the internet, online learning
reached millions of learners across the globe seeking unique educational opportunities
(United States Department of Education, 2010. Today, it is one of the fastest growing
educational uses of technology. Blended learning is increasingly becoming common in
the corporate training programs of a growing number of companies, many of which
regard it as one of the most effective training methods available (DeLacey & Leonard,
2002). Online learning has become popular due to flexible access to content and online
instruction at any time and place designated by both students and teachers (Shachar &
Neumann, 2003). In particular, distance learning that is completely virtual has an
undeniable appeal to busy professionals who are in need of a more flexible configuration
of their training programs (Blake et al., 2008).There are many kinds of web-based
learning programs which are specifically related to the variety of different online learning
environments available, namely asynchronous web-based instruction, synchronous webbased instruction and a combination of both. In asynchronous web-based instruction,
teaching-learning activities are done entirely though the computer network without any
live instructor (MacDonald, 2008). This is usually the case in self-paced online courses.
In a case study conducted by Gimenez (2000), it was discovered that one way of
encouraging learners to work on the self-paced component of online learning (known as
SAC or “Self-Access Center”) is to make it a mandatory part of the program.
On the other hand, in synchronous web-based instruction, teaching-learning
activities are in real time, which means that online lessons are teacher-moderated and
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involve the use of a regular landline or internet phone. Alternatively, these types of
lessons may also be conducted as live online chat sessions (MacDonald, 2008). Both
teacher and student log into their individual Skype accounts and the teacher invites the
student for a chat using video or not. During this session, the teacher shares teaching
materials via Skype’s “share screen” function. There are, however, also web-based
learning programs that combine both modalities. In this type of program, students attend
teacher-moderated lessons, either online (using a virtual classroom facility) or via
telephone, after which they must do some independent exercises online related to the
topic covered (O’Neil & Perez, 2006; United States Department of Education, 2010). For
example, in the teacher-led component students learn how to make polite requests. In the
self-paced online learning component, they are assigned exercises on constructing
sentences using modal auxiliaries typically used for making polite requests.
The focus of e-learning has been on providing learning experiences to students for
whom access to learning centers is limited or not an option, offering a more cost-effective
solution for learning and finally, ensuring that students benefit from learning outcomes
that are comparable to those of traditional, face-to-face classrooms (DeLacey & Leonard,
2008; Larson & Sung, 2009; United States Department of Education, 2010). Success in
online learning hinges to a large extent on personality and motivation, which in turn
result in a positive attitude towards online learning ensuring good performance (DeLacey
& Leonard, 2008; Meunier, 1998). Students are also expected to become more
independent learners (Gimenez, 2000). While many studies have attested to the success
of online learning, it is clear that one of the most important ingredients of success is the
combination of a variety of interactions (Larson& Sung, 2009; Rossett, 2002). In the
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online learning process, it is important to stimulate learning in many different ways, such
as through games, hypertexts, simulations and online reading materials. However, it is
also crucial to incorporate the human factor, which involves an actual teacher present in
online chats, email correspondence, audio streaming, and online mentoring. Students who
rated their blended learning experience as favorable underlined the importance of a
teaching presence during instruction (Pelz, Pickett & Shea, 2003) In addition, one must
also provide an environment conducive to student completion of the course (Gimenez,
2000; Rossett, 2002). Having said that, it is also extremely important that online
instruction designers factor in metacognition and also respect different ways of learning
(Pelz et al., 2003). Continuing the subject of online ESL learning development, computer
networks in this area have also gained ground and recorded a great deal of success for
their interactivity (Chun, 1994; Jones & Irish Association for Applied Linguistics, 1984;
Sider, 2008). It has registered such success because it can provide multi-dimensional
feedback while prescribing further steps to facilitate learning, or even modify learning
strategies when appropriate (Jones & IAAL, 1984). For example, during an online
session, a teacher may correct a student orally during the chat and use the chat window to
provide written feedback. The teacher may also upload learning materials in the form of a
link the student can access immediately. In any case, researchers concluded that when
students are learning by themselves, and are given the opportunity for self-reflection,
learning is improved (Angiello, 2010). For instance, ESL students have responded
positively to enrichment opportunities through self-study on the web platform, stating
how this type of activity allows them to reinforce learning material at their own pace in
any location and at any time they choose.
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What is Blended Learning?
Also known as hybrid learning (Rossett, 2010; Watson, 2008), blended learning
combines both online transmission of educational materials and live instruction. It allows
for thoughtful reflection (Watson, 2008) and as mentioned before, it is perceived as the
most effective and cost-efficient kind of training by a large number of corporations
(DeLacey & Leonard, 2002). Another definition highlights the combination of face-toface and online learning (Lloyd-Smith, 2010) which helps extend learning through the
innovative use of information and technology. This is how many online ESL courses are
structured in France and throughout many countries in Europe. It is important to mention
that the availability of digital videoconferencing technologies has also shifted the
definition of face-to-face (Appleby, 2010; Bonk, 2009), pointing to the fact that it no
longer requires physical presence in the classroom. While physical contact was integral
to face-to-face interaction, with real time videoconferencing technology face-to-face
often entails being in a virtual classroom using a video camera. In fact, according to a
recent study, an increasing number of online distance-learning programs may include a
face-to-face teaching component (Sider, 2008; Watson, 2008).
This is in line with many research studies done in the area of online learning,
which maintain that it is indeed blended learning that has shown the highest level of
success (O’Neil & Perez, 2006; United States Department of Education, 2010). A metaanalysis documenting more than 1,100 empirical research studies between 1996 and July
2008 examined by the United States Department of Education in 2010 confirmed that
instruction that combines both online and face-to-face elements had an advantage over
purely face-to-face contact or purely online instruction, though the effectiveness of online
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learning approaches also hinges equally on both content and learner types. Because
blended learning is more effective than pure online instruction, it should provide a
rationale for the effort required to design and implement blended approaches (Sider,
2008; United States Department of Education, 2010). However, further studies are
required to determine the effectiveness of blended learning materials on oral proficiency.
As mentioned above, my study measures the effectiveness of the oral performance of a
business task after blended learning has taken place.
Online ESL Approaches
Oral approaches in synchronous CMC (computer-mediated communication)
There are many learning and teaching approaches used in virtual learning
environments, and in recent years, many of them are based on CLT (communicative
language teaching). One popular approach for such types of ESL teaching and learning in
an online environment is also known as CMC (computer-mediated communication). The
scope of CMC has been defined in many different ways, with some researchers using it to
describe a mode of email and bulletin board communication, while others include only
the written messages between individuals or groups (Kawase, 2006). In this research
study, the definition of Murray (2000) is used to limit its scope, i.e. synchronous CMC
that occurs in real time, a type of oral exchange where students and teachers can expect
immediate, primarily oral (but also written) responses via chat programs such as Skype,
MOO (multi-object-oriented), and IRC (Internet Relay Chat). According to Kern (1995)
and Warschauer (1996), synchronous CMC may contribute to better quality speech
(Kawase, 2006). Barson, Frommer and Schwartz (1993) added that the amount of
interaction between learners increased, which means more of the target language was
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used both orally and in writing. In addition, students also tended to negotiate meaning
during a CMC session. It is also said to improve oral proficiency/ overall communicative
competence (Beauvois, 1996; Chun, 1994). Smith (2005) states that synchronous CMC
appears to be effective in encouraging the negotiation of meaning (Kawase, 2006).
However, because not enough research has been conducted in the area of synchronous
CMC, no definitive conclusions can be drawn yet.
Written approaches in asynchronous CMC
This component of CMC underlines the self-study of communicative tasks related
to the business task at hand. In this component of the online ESL program, students have
the opportunity to interact with their computer in a non-threatening environment.
Students complete exercises, which the computer automatically corrects. The computer
provides feedback and constructive criticism, instead of a teacher criticizing the student
in a reprimanding voice, which makes learning a more pleasant experience (Jones &
IAAL, 1984). In addition, because the feedback on corrections given is unique to each
student, the student will have the opportunity to reflect on his own learning more, an
advantage of individualized learning over learning in a group setting (Angiello, 2010).
Considering these factors, online learning in the ESL field is showing promising
results. Delacey and Leonard (2002) reported that using a synchronous learning
configuration in addition to the traditional classroom is encountered more frequently
However, it remains to be seen whether the same rate of success is observable in
developing the oral proficiency of a business task. The development of oral proficiency in
a business task is an important area of ESL instruction that needs to be studied further.
Through my study, I am hoping to show that there is indeed improvement in the
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performance of a business task after the combined instruction of a teacher-led online
component with a self-study component of related activities. Specifically, I am hoping to
show that after teaching students how to conduct a business presentation and asking them
to review the lesson in the self-paced component of their blended program, a teacher will
see an increase in the oral proficiency levels of those students.
What is the meaning of Business Task in the Task-Based Approach?
Business task in the ESL sphere can be defined as a language activity, either
written or oral, to be performed by an ESL student in the business context. This can
encompass a set of core oral business skills, such as telephoning, socializing, giving
presentations, taking part in meetings, and negotiating (Holden, 1993; Wong & Yin,
1990, as cited in Huh, 2006). In the context of web applications, many researchers have
endorsed the positive influences of online learning for the instruction of business tasks
(Huh, 2006).
In recent years, the demand for Business English has increased, English being the
lingua franca of the international community (Huh, 2006). For this reason, content-based
instruction has claimed the spotlight in many ESL teaching-learning contexts. Brinton,
Snow and Wesche (1989, as cited in Hun, 2006) summarized four implicit rationales of
content-based instruction x, namely that this approach: 1) takes into consideration the
future use of the target language; 2) contributes positively to learning because content is
relevant to learners; 3) builds on previous learner experience; and 4) promotes
contextualized use of the target language. Taking the four above-mentioned points
further, one can conclude that business tasks can be classified as authentic activities
based on the above-explained characteristics and merits. According to Newmann and
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Wehlage (1993, as cited in Woo[JR1], Herrington, Agonstinho & Reeves, 2007) authentic
activities are real-world tasks that a person can expect to encounter on the job, in the
home, or in other social contexts. Robinson (2001) maintains that conducting an activity
which is relevant to the learner will lead to increased motivation, which is a contributor to
successful learning outcomes. This is simply because students have the opportunity to use
the newly-learned skill in their job situations which allows them to apply abilities
developed in the classroom directly to real life business situations. Many research studies
have revealed that discourse patterns of frequently-used business English communication
tasks such as business meetings and negotiations learned in virtual classrooms are
actually used in real life business situations (Qing, 2011; Woo et al., 2007). These studies
have explored discourse patterns attributed to the tasks, as well as factors influencing
discourse patterns, which include business relationship characteristics, degrees of
formality, and cross-cultural aspects of good topic sentences for paragraphs.
So far, however, no research has been conducted on the impact of combining the
online instruction of a business task with the independent online study of related
communicative exercises. My research focuses on the impact of pairing a business task
with the independent online study of transition markers on oral proficiency, and shows
how a blended learning program can be an effective avenue to teach the performance of a
business task.
What is Oral Proficiency ?
There are many extra-linguistic factors that contribute to the success of online
learning programs aiming to develop oral skills. My main objective is to see if English
language learners can develop their oral proficiency in a business-oriented task when
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blended learning is introduced in their e-learning programs. The most notable changes in
online learning in general have been in the area of modality and attainment of learning
objectives. In the past, in the area of ESL, online learning was primarily computermediated and focused on the development of written skills. At the present time, however,
with the development of videoconferencing technology, face-to-face interaction (F2F) is
comparable to real in person contact. This is why online ESL learners can achieve oral
proficiency. In fact, data comparing the results of both classroom and distance learning
students indicate that classroom, hybrid and distance L2 learners reach comparable levels
of oral proficiency during their first year of study (Blake et al., 2008).
Participants who learn a foreign language through an online chat program have a
considerably higher oral proficiency than those who learn in traditional oral classes
(Nguyen, 2008).
Expressing oneself effectively and appropriately during oral conversational
exchange with native speakers represents for many learners and teachers the final goal
of language instruction (Payne & Ross, 2005). However, competence in speaking skills is
quite a feat to develop, largely because it depends on a number of extra-linguistic factors:
age, aural acuity, socio-cultural and affective factors (Lamy, 2004; Shumin 1997). In
addition, affective factors such as emotions, self-esteem, empathy, anxiety, attitude,
motivation, uneasiness, self-doubt, frustration, and apprehension are very hard for
students to deal with. (Shumin, 1997). Nevertheless, the affective side of the learner is
probably one of the most important influences on language learning success or failure
(Oxford, 1990). It is interesting to see how these affective factors play out in an online
blended learning context and how they affect oral proficiency.
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Dussias suggests (2006as cited in Nguyen, 2008) that the benefit of CMC for oral
competence is evident through the transfer of language competence mediated via this
modality to spontaneous oral language production.
It is clear that the most effective type of learning, as explained above, is one that
promotes blended learning (Watson, 2008). This type of learning accommodates a
variety of learning styles and also serves as the reinforcement typically needed to
facilitate retention that will pave the path for application of new knowledge in real life. It
is therefore crucial that ESL teachers of adult online ESL learners incorporate blended
learning into their curriculum to facilitate oral proficiency. As a result, research needs to
be completed to gauge the effectiveness of a blended approach involving the interaction
between teacher-moderated online instruction with independent study by the student on
the e-learning platform and its effect on ESL oral proficiency, specifically in a business
context.
While previous research has documented the success of blended learning in the
ESL context among K-12 as well as adult learners, there are no studies that exclusively
discuss the effectiveness of blended learning for adult online ESL learners in the
professional world. Some researchers have investigated learner gains in task-based
computer-mediated communication (Smith, 2005), but that study highlighted computermediated communication as a learning modality, and did not exclusively focus on
blended learning.
Conclusion
In summary, the second chapter reviewed some of the available research on
online learning, blended learning, business tasks, oral proficiency and also online
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approaches in the ESL business context. Finally, the chapter states the need for more
research on the effect of blended learning on oral proficiency at a business-oriented task.
This literature review acts as the basis of a study which will contribute to the research on
incorporating blended learning in online ESL instruction with a focus on business
English. It also discusses the reasons for using blended learning as a teaching-learning
approach. In the next chapter, I will go over the methodology of my research study.

CHAPTER THREE: METHODOLOGY

This chapter presents the method of research used to answer the research question
“What effect does online blended learning (the pairing of a teacher-moderated session
with a self-study component) of a business task (giving a business presentation) with
communicative activities related to the task (i.e. linkers/ transition markers) have on the
oral performance of the task by intermediate level adult online ESL learners?” The
chapter describes the research paradigm (which includes an overview of procedure), data
collection (including participants) setting, timeline of the project, data analysis (including
assessment), verification of data and ethics.
Research Paradigm
The research method used is a quasi-experimental research with dependent t-tests.
It is not a purely experimental research because in true experiments, groups of
participants are randomly selected and pre-tested. However, second language researchers
are not always able to assign randomly selected subjects and will need to conduct their
experiment with an intact group. This is why this type of research is known as quasiexperimental research. I decided to use t-tests because it is also commonly used in
second language research to compare mean scores of a dependent group (one group of
participants) in a pre- and post-test situation (Brown & Rodgers, 2002). This type of
research method allows me to eventually take specific steps to improve my own teaching.
Quasi-Experimental Research
As mentioned above, I decided to use the quasi-experimental approach as my
research method. According to Anderson (1969), an experiment is “a situation in which
20
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one observes the relationship between two variables by deliberately producing a change
in one and looking to see whether this alteration produces a change in the other” (as cited
in Brown & Rodgers, 2002, p. 211). In a purely experimental design study, two randomly
selected groups receive two varied experimental treatments. Quasi-experimental research,
on the other hand, is a variation to a true experimental design, where for example one
fixed group is subjected to sequential treatments (Brown & Rodgers, 2002). As in a true
experimental design, in a quasi-experimental research study, all research subjects take a
pre-test, receive the experimental treatment, and then finally take a post-test (Brown &
Rodgers, 2002). One of the main reasons I chose this research method is because in my
daily teaching activities, it is useful to be able to somewhat quantify change in learning
outcomes. As an ESL teacher whose target students are mainly students from the
business/corporate sector, it is important for me to see how much material they have
retained and whether the teaching approach, i.e. blended learning, is generating the
desired results. This is why I think quasi-experimental research is the most fitting method
for my teaching experience.
Quasi-experimental research allows me to use quantitative information to gauge
the effectiveness of a blended learning program conducted solely online. Through this
research method, I am able to compare scores from participants’ performance in a pre-test
setting before blended learning is implemented, and how results are affected in a post-test
situation after blended learning treatment is given. To generate these scores, a t-test is
computed. Traditionally, it is most commonly used to compare mean scores of two
groups, but with a little adjustment, it can also be used to compare the mean scores of just
one group (Brown & Rodgers, 2002). The comparison between the scores from a pre-test
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and a post-test verifies whether participants have learned a new skill during training. Now
that I have justified my choice of a research method, I will discuss the data collection for
this research study.
Data Collection
Participants
Five online adult ESL learners from France enrolled in 7Speaking’s Business
English program represent the subject of this research. They are typically between 35-45
years of age, hold a position in middle-upper management, live in France and have used
English mainly in the business context. Their native language is French, and they have
only had the opportunity to learn basic-intermediate ESL at the primary and secondary
level at school. Their command of English is from basic to intermediate as determined by
a general 7-speaking administered intake test evaluated by the CFR (Common
Framework of Reference for Foreign Languages Assessment Tool). Please consult Table
1 below for a description of each participant.
Table 1
Participant Description

Participant

Description

AE

A thirty-five-year old sales manager, AE often attends meetings
and seminars.
ALE is forty-one years old and works as a public relations
director. ALE speaks with German coworkers on the phone once a
week in English.
Thirty-years-old, DL is a marketing communications manager and
is learning English to be promoted overseas.

ALE

DL
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GS

SL

Thirty-eight-year-old GS is an accountant who often participates
in meeting with her international counterparts since the company’s
recent merger.
A thirty-three year old key account manager, SL’s client portfolio
is becoming more diverse with Spanish and Italian clients, with
whom she speaks English.

Setting
A total [JR2]of five participants individually attended the same online lessons
twice a week to cover the lessons on giving business presentations each time for two
weeks in a virtual classroom set-up. Their level ranges from beginning intermediate to
intermediate according to the CEFR assessment tool. These adult ESL participants
learned synchronously through a computer-mediated F2F interaction how to give a
business presentation. During this live, online teacher-moderated component, I, the
teacher, worked with them to cover the activities on the worksheet (see Appendix A).
Using the task-based approach, this one-to-one live, online teacher-moderated instruction
was supplemented with communicative activities related to the business task that they
had to learn independently on their web platforms (see Appendix B). This self-study
access homework was assigned in the same week after the teacher-moderated online
session, the completion of which represents the asynchronous element of their blended
learning experience. Participants of this online school had participated in an orientation
program where they had received complete information on how to book lessons online,
access activity sheets for phone lessons real time and also find their homework links on
their reports to ensure that blended learning would take place.
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Materials and Overview of Procedure
The research study features three steps: a pre-test, teaching intervention and a
post-test.

Figure 1. Flow chart of research procedure
Pre-test
A pre-test was used to gauge the current linguistic proficiency level of the
participant in giving business presentations. It consists of one question for the initial
business presentation, i.e. “How to attract a customer” that participants had to deliver
after a 10-minute individual preparation session. The actual presentation was 10-15
minutes, including a Q and A session. Participants relied on their general knowledge and
experience to complete this task. Then, scores were generated using an adapted version of
the CEFR assessment tool (see Table 2). This tool is often used to gauge students’
language skills in real world contexts. Deemed authentic, its main features are
performance and real life relevance. Students are mainly asked to create or perform an
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act, either immediately observable or observable through a product known as outcome. In
Europe, this type of assessment has gained foothold because of its strength in assessing
communicative purpose in the real world (Ivan, 2007). In fact, the assessment grid
presents a horizontal and vertical dimension, which helps in defining partially-attained
objectives and also partial competencies (Council of Europe, 2001). More specifically,
the horizontal dimension presents levels, which takes into account learning progression
and may provide more insight into the participants’ milestones in the learning process.
On the other hand, the vertical dimension of the chart contains learner proficiency
definitions which made the assessment results more tangible.
As mentioned in Chapter One, it is based on a 20-point evaluation with a
breakdown of 5 points for the following components: content and organization, fluency,
accuracy and coherence. Coherence is important because it measures to what extent the
participant negotiates meaning of new lexical items learned in actual communication. In
other words, learner uptake is not only evaluated in terms of new vocabulary, but whether
s/he uses communicative strategy/ strategies to clarify (new) information and what
strategy/strategies were used, because this also constitutes oral proficiency (Chapelle,
1998,).
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Teaching intervention
The teaching intervention stage features two kinds of material: the activity sheet
and the self-study exercises on the e-platform. The activity sheet is divided into three
sections: Vocabulary, two exercises (activity 1 and 2), as well as a role-play (refer to
Appendix A).
The vocabulary section was presented mainly to familiarize the participant with
new and or relevant expressions associated with the task at hand. This was made up of
expressions used to greet the audience, to make an opening statement, to present the body
as well as the conclusion of the presentation, but also transition markers between ideas.
For example, an informal expression to greet guests at the presentation could be “Hello
everyone,” whereas a more formal address would be “Good morning, distinguished
guests.” The transition markers presented here are not limited to expressions that are
suited for formal business situations in terms of social register, e.g. “first of all,” “the
next point is” etc. (see Appendix A).
Activity 1 and 2 are exercises that revolve around simulating a presentation using
components mentioned in the vocabulary section (polite greetings, polite transition
words, and topic statements), and the role-play prompts participants to give a business
presentation on the topic “Hiring the right sales manager” (see Appendix A). As
homework, participants are assigned to complete a worksheet on giving presentations
(including choosing appropriate transition markers/ signposting) found on their individual
e-platforms for self-study, which gives an overview of how to plan, write and give
business presentations effectively. Participants were allowed to listen to the audio file
without the script at first, to be followed by a second listening session with simultaneous
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reading of the audio script (see Appendix B). Participants were also allowed to look up
unfamiliar words, practice pronunciation of words related to giving business
presentations, and also review the content of the lesson for reinforcement. Next,
participants were asked to do some exercises on their e-platform related to giving good
business presentations (see Appendix B).
Participants could then access 5 actual audio scripts used for presentations, and
they had been assigned to listen to an audio script on “internal presentationssignposting”. Accessing this link opened a new window. Participants first listened to the
audio script twice and they were allowed to use the rewind, fast forward and stop button
to control the listening task. The second time they listened to the script, they needed to
select the “script on and off” button on the right of the screen to pull up the audio script,
which they would read while they listened. Finally, they would do the comprehension test
that follows the audio script. For reinforcement, participants printed the script, and
present the main ideas on signposting (using transition markers effectively) in the next
lesson. In the post-test, participants were asked to give a presentation on “Highlighting
your company’s three main strengths to a potential client” (see Figure 2).
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Figure 2. Detailed teaching intervention steps.

At the end of this stage of instruction, participants were tested on how to give an
oral business presentation with the topic “Highlighting your company’s three main
strengths to a potential client."
Post-test
A few days later, a post-test was administered. Participants wrote an outline
(opening, body and conclusion) and used the linkers they have learned. Then, they
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delivered their presentation. Participants had to give a presentation entitled
“Highlighting your company’s three main strengths to a potential client,” and an actual
question and answer session was organized through videoconferencing. Scores were
generated with the help of an adapted version of the CEFR; pre-test and post-test scores
were then compared to see if the blended learning activities used in this study had impact
on the oral performance of giving presentations. Participants were asked to give a
presentation on a slightly different topic than in the role play, i.e. “Highlighting your
company’s three main strengths to a potential client.” Finally, the adapted CEFR
assessment tool was applied to generate the scores of the post-test. The same assessment
tool was used for both pre-test and post-test so that it was easier to quantify the change in
scores. The information acquired would help me discover whether the online, blended
instruction of a business presentation will impact the performance level of the task in
intermediate-level adult online ESL learners.
Timeline of the project
The research study started with a pre-test to assess the participants’ competence
level in outlining and giving a business presentation (for the timeline of my action plan,
please refer to Table 2).
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Table 2
Timeline for Research Study

Date
Monday, Nov 5

Activity
Participants took the
pre-test

Time Allocation
30 minutes in total:
• 15 minutes
preparation
• 10 minutes
presentation
• 5 minutes Q and
A

Objective
To assess
participant’s current
competence level in
giving business
presentations.

Tuesday, Nov 6

Teaching
intervention:
1) Participants went
through the
vocabulary
section

Vocabulary section:
• 10 minutes
exercises
• 15 minutes
activities
• 20 minutes
presentation.

1) To implement the
teaching
intervention as a
first step of the
blended learning
experience.

2) Completed
exercise 1
(outline) and
exercise 2 as well
as role play
(giving a
presentation on
“hiring the right
sales manager”)

2) To obtain an
immediate
assessment of
participants’
ability in giving
presentations.

Saturday & Sunday,
Nov 10 & 11

3) E-platform selfstudy activity 60
minutes.

3) To reinforce
materials/subject
taught as part of
blended learning
program.

Monday, Nov 12

Participants took the
post-test

30 minutes in total
• 15 minutes
preparation
• 10 minutes
presentation
• 5 minutes Q and
A

To evaluate
participant’scompeten
ce level after blended
learning (teaching
intervention and selfstudy) has taken
place.
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The topic of the pre-test was “How to attract a customer” and each participant was
given 15 minutes to prepare for this presentation, and 10 minutes to deliver it, including
responding to my questions about the presentation in a 5-minute Q and A session. I
assigned each presentation a score using the adapted CERF assessment tool (please refer
to Table 3). The next day, November 6, 2012, I implemented the teaching intervention in
the form of an activity sheet which served to instruct participants how to outline and give
a presentation. On the whole, this stage took 30 minutes. I devoted 10 minutes to the
vocabulary section, having each participant repeat each expression and explaining the
difference between formal and informal formulaic phrases and sentences. Then, for the
next 15 minutes, I engaged in a brainstorming session where I elicited the building blocks
of a presentation (introduction, body and conclusion) from the participants. This jigsaw
activity is in line with the communicative approach. In the next step, using the outline the
participants created, I demonstrated how to give a full business presentation, using
transition devices. The last two activities took about 25 minutes to complete. In the final
step, participants were asked to create the outline and deliver a presentation on “How to
hire the right Sales Manager.” The time budgeted for this activity was 20 minutes. After
giving feedback on the finished presentation, I assigned the participants homework on
their self-paced learning platform. All participants had committed to do this self-study
portion of their program over the weekend of November 10 and 11. Essentially, this
assignment involved logging into the individual study platform and starting with a
listening comprehension exercise. They listened to an audio file on giving presentations
twice. In the first reading, they had to listen to the text without looking at the text script to
familiarize themselves with new words and sounds. In the second reading, they listened
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to the same text again, while reading the text script. The main objective of the listening
comprehension exercise was to reinforce new vocabulary related to business
presentations and to demonstrate how transition devices are used. The following Monday,
November, 12, was the day of the post-test. Participants were given 30 minutes to outline
and give a business presentation on the topic. The final step was correcting both pre-tests
sand post-tests of all participants and to see if there is an increase in scores after blended
learning has taken place. I used the adapted CEFR assessment tool (see Table 3) to score
each test.
Data Analysis
I gave the participants a pre-test to establish a baseline of presentation skills. The
participants were required to give a presentation on how to attract a customer, for which
they had 10 minutes of individual preparation and 10-15 minutes of delivery time,
including a Q and A session. I then tallied their scores. My second data collection method
was the post-test, where they were required to give a similar presentation on a different
topic, i.e. “Highlighting your company’s three main strengths to a potential client.” Both
tests were recorded. I analyzed both recordings of business presentations in the pre- and
post-tests. As mentioned before, I analyzed whether there was improvement in the
presentation assigned in the post-test in terms of content and organization, accuracy,
fluency, and coherence. Each of these linguistic areas was presented in a vertical
dimension, which intersects with a horizontal one with scores or levels (see Table 3). In
the intersecting areas are communicative/language descriptors which describe the
participant’s communicative competence (formulated in “can do” terms and what area of
linguistic competence needs to be developed). For example, if I wanted to gauge a
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participant’s accuracy level, I go through all intersecting areas and select a description
that best matches his/her accuracy level. For example, if a participant uses the simple
present correctly but struggles with other tenses and makes very basic structural mistakes,
I would assign a score of 1. If I find that the participant is somewhat more proficient
because s/he uses adverbs of frequency but still makes basic mistakes (for example, uses
the simple present correctly but struggles with subject-verb agreement), I would assign a
score of 1.5, because s/he is still under a score of 2, yet above a 1. In this way, the
horizontal and vertical areas also permit partial descriptions of competence. If there is a
positive correlation between blended learning and the performance result, it is clear that
blended learning will have a positive impact on learning the business task, in this case
giving an effective business presentation. I will use the adapted CEFR assessment tool for
both pre-tests and post-tests to show variation in the scores.
I also noted which aspect(s) of the presentation improved the most and which the
least to establish a connection of these elements with blended learning. A graph
comparing and contrasting the group's total mean scores on both pre-tests and post-tests
was used, as well as a graph comparing how each participant’s ’s individual score for
each test was different. In addition, another graph depicted the mean scores for each of
the four skill areas (content and organization, fluency, accuracy, and coherence) in the
pre-tests and post-tests. A paired t-test was used to compare each test’s mean score in
order to see whether or not the differences were significant. A paired t-test measures
whether means from the same test group vary over 2 different test conditions. These
calculations helped us determine if there was enough of a difference between the pretest
scores and posttest scores from the two to claim that blended learning would increase a
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participant’s oral proficiency in giving business presentations. All three of these tests
required the formation of a null hypothesis, H0, and an alternative hypothesis, H1. The
information produced from these three tests gives the probability for rejecting the null
hypothesis and accepting the alternative hypothesis. The next chapter discusses the
results, which explain what I found about the implementation of blended learning to
facilitate oral proficiency in a business presentation.
Verification of Data
In order to ensure the internal validity of the data of this study, I used one method
of data collection, which is a quantitative data collection. I collected my data in an
organized, methodical manner. I prepared a pre-test to establish a baseline of their initial
skill-level in giving presentations , and a post-test that was administered after blended
learning had taken place to compare scores in a before-and after-format. I had ensured
that the unit I taught incorporated the elements of giving effective business presentations
so participants should be able to improve their scores in their post-tests.
Ethics
This study employed several security measures to protect the rights of the survey
participants. First of all, participants were informed of their right to participate or opt-out
of this study. If they chose to participate, they signed consent forms. The participants
were not exposed to any harm or risk to their well-being by participating in the study, as
it took place in a virtual environment under normal online conditions. Secondly, the
identity of all participants remained protected by the use of initials only. Information
about the participants’ native countries and languages, and level of native language and
ESL education is given for purposes of interest and comparison only. No participant
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names are identified in the results of the study. All participant samples collected had the
names of the participants covered and copied anonymously for purposes of seeing
participant samples only. No participants were targeted especially in the collection of
samples or in the teaching of the unit.
Conclusion
In summary, the methodology of this study assessed the oral proficiency level of
giving business presentations before and after blended learning had taken place. As
explained above, learner attitude had a key impact on how well participants performed in
the business task after blended learning had taken place. The adapted CEFR assessment
grid, a widely used assessment tool to gauge oral proficiency in Europe, was utilized to
measure participant performance level from a scale of 0.5 ( faux-debutant/ complete
beginner) to 5 (advanced). This tool was used for both the pre-tests and post-tests, and an
increase in score would clearly signify progress. Chapter 4 will show the results of these
assessments and summarize the data/information.

CHAPTER FOUR: RESULTS

In the chapter, the results are presented, interpreted, and discussed. The results of the
study are described through two tests: test score results based on a pre-test the participants
took before online blended learning (a teacher-moderated session and an independent selfstudy unit) treatment and then on a post-test after this teaching intervention. The results of the
post-test showed that participants obtained higher scores in the post-test, i.e. after blended
learning was implemented.

Before presenting the results of my research, I will discuss how the pre-test and
post-tests were scored (please consult Table 3).
Table 3
Rubric/ Adapted CEFR (Common European Framework of Reference for Languages)
Assessment Tool

Content &
organization

Fluency

1
*Thesis
statement is not
clearly stated
(not a complete
sentence and no
controlling
ideas)

2
The thesis
statement is
somewhat clearly
stated (a
complete
sentence but few
controlling ideas)

* supporting
details do not
correspond to
the thesis at all.
* The speaker
can make
him/herself
understood in
very short
utterances.

supporting
details are not
clearly connected
to it.
*the speaker can
keep going
comprehensibly.

*There are
pauses, false
starts and direct
translation are
very evident

*There are
pauses for
grammatical and
lexical repair.

3
The thesis
statement is
clearly stated

4
The thesis
statement is
well-formulated

5
The thesis statement is
very well-formulated

supporting
details are not
clearly connected
to thesis
statement.

Supporting
details given are
relevant to the
thesis statement

Supporting details are all
very well-connected to the
thesis statement.

* the speaker can
produce stretches
of language with
a fairly even
tempo.

* the speaker can
express
him/herself
fluently and
spontaneously,
almost
effortlessly.

*the speaker can express
him/herself fluently and
spontaneously at length with
a natural colloquial flow,
avoiding or backtracking
around any difficulty so
smoothly that the
interlocutor is hardly aware
of it.

*there are still
pauses, but less
hesitation is
evident.
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* there is much
less hesitation in
speech.

*speech has very few pauses
and speaker confidently
reformulates ideas.
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Accuracy

*Uses simple
structures
correctly but
still
systematically
makes basic
mistakes, such
as incomplete
sentences.

*Uses a moderate
degree of
grammatical
control and still
makes mistakes
that cause
misunderstanding
(the use of “faux
amis”/ “false
friends)

Coherence

*Uses no
transition words
to move to the
next point, and
consistently uses
the same
connectors.

*Uses some
transition
markers to signal
change to the
next topic
sentence(s)

*Shows a
relatively high
degree of
grammatical
control. Does not
make errors
which cause
misunderstanding
, and can correct
most of her/his
mistakes.
*uses transition
markers
consistently and
usually
appropriately
when moving on
the the next
point.

* maintains a
high degree of
grammatical
accuracy; errors
are rare, difficult
to spot and
generally selfcorrected when
they occur

*Maintains consistent
grammatical control of
complex language, even
while attention is otherwise
engaged (e.g. in forward
planning, in anticipating
others’ reactions)

* uses transition
markers
consistently and
always
appropriately
when moving on
the next point,
but there is some
repetition in the
use of markers.

*uses transition markers in
such a a way that the
speaker can create coherent
and cohesive discourse
throughout, making full and
appropriate use of a variety
of organizational patterns
and a wide range of
connectors and other
cohesive devices.

This assessment tool measures oral competence and is an adapted version of the
CERF. Four data points are evaluated, i.e. content and organization, fluency, accuracy
and coherence. A numerical score between 1-5 is assigned for each linguistic area, and
the rubric serves to guide in the selection of an appropriate score. The highest score that
could be attained is a value of 5, in which case the presentation was exceptional and
conveyed the message very well. A score of 4 is a very good presentation that conveyed
the message well. A score of 3 is earned when the presentation is good and conveyed its
message somewhat well. A score of 2 is an average presentation that did not convey the
message clearly. Finally, a score of 1 means the presentation was weak and ineffective.
All of the presentations the participants were supposed to give had four criteria, namely
content and organization, fluency, accuracy, and coherence. Research subjects would get
a top score in content and organization if they started their presentation with a greeting.
In addition, it had to contain a well-formulated thesis statement with relevant supporting
details and examples. Finally, the presentation had to be delivered with a high degree of
fluency, grammatical accuracy and also with an effective use of transition markers. For
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more information on how content and organization, fluency, grammatical accuracy, and
coherence were rated (please consult Table 3).
Table 3
Rubric/ Adapted CEFR (Common European Framework of Reference for Languages)
Assessment Tool

Content &
organization

Fluency

1
*Thesis statement
is not clearly
stated (not a
complete sentence
and no controlling
ideas)

2
The thesis
statement is
somewhat clearly
stated (a complete
sentence but few
controlling ideas)

* supporting
details do not
correspond to the
thesis at all.
* The speaker can
make him/herself
understood in very
short utterances.

supporting details
are not clearly
connected to it.

*There are
pauses, false starts
and direct
translation are
very evident

*the speaker can
keep going
comprehensibly.

*There are pauses
for grammatical and
lexical repair.

Accuracy

*Uses simple
structures correctly
but still
systematically
makes basic
mistakes, such as
incomplete
sentences.

*Uses a moderate
degree of
grammatical control
and still makes
mistakes that cause
misunderstanding
(the use of “faux
amis”/ “false
friends)

Coherence

*Uses no
transition words to
move to the next
point, and
consistently uses
the same
connectors.

*Uses some
transition markers
to signal change to
the next topic
sentence(s)

3
The thesis
statement is clearly
stated

4
The thesis
statement is wellformulated

5
The thesis statement is very
well-formulated

supporting details
are not clearly
connected to thesis
statement.

Supporting details
given are relevant to
the thesis statement

Supporting details are all very
well-connected to the thesis
statement.

* the speaker can
produce stretches of
language with a
fairly even tempo.

* the speaker can
express him/herself
fluently and
spontaneously,
almost effortlessly.

*there are still
pauses, but less
hesitation is
evident.

* there is much less
hesitation in speech.

*the speaker can express
him/herself fluently and
spontaneously at length with a
natural colloquial flow, avoiding
or backtracking around any
difficulty so smoothly that the
interlocutor is hardly aware of it.

*Shows a relatively
high degree of
grammatical
control. Does not
make errors which
cause
misunderstanding,
and can correct
most of her/his
mistakes.
*uses transition
markers
consistently and
usually
appropriately when
moving on the the
next point.

* maintains a high
degree of
grammatical
accuracy; errors are
rare, difficult to spot
and generally selfcorrected when they
occur

* uses transition
markers
consistently and
always
appropriately when
moving on the next
point, but there is
some repetition in
the use of markers.

*speech has very few pauses and
speaker confidently reformulates
ideas.
*Maintains consistent
grammatical control of complex
language, even while attention is
otherwise engaged (e.g. in
forward planning, in anticipating
others’ reactions)

*uses transition markers in such
a a way that the speaker can
create coherent and cohesive
discourse throughout, making
full and appropriate use of a
variety of organizational
patterns and a wide range of
connectors and other cohesive
devices.

Content and Organization
The main deciding factor for the area of “Content and Organization” in the
assessment is the inclusion of a clearly-stated thesis statement and supporting details. The
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thesis statement must have controlling ideas that branch out into relevant supporting
details (please refer to the assessment tool above for a detailed score description of
content and organization).For example, participant GS started his presentation with
“Hello everybody. Today, I am happy to talk to you about the main strengths of my
company. This presentation will articulate three main strengths of my company and will
take 5 to 10 minutes. At the beginning, the best argument for my company as a working
place is the different kinds of possible missions to offer to our customers, which can be a
very short and fast task or actions in bigger contexts. Secondly…” Because the thesis
statement is clearly-formulated (Today, I am happy to talk to you about the main
strengths of my company.) and the supporting detail is relevant (This presentation will
articulate three main strengths of my company …) and the supporting details are relevant,
the participant was able to obtain a high score in “content and organization.”
An example of a lower score obtained is the presentation of AE, who wrote”
Today, I plan to talk about the main rules of the sellers (the thesis statement is wellformulated). If you want to become a good seller, you have to respect the rules of this
work.” (this controlling idea is vague). In line with the score descriptors above, AE
obtained a score of 2. The expected thesis statement to warrant a score of 5 would have
been. “Today I will present three ways of attracting a customer, namely by way of
establishing appropriate pricing, highlighting product benefits and ensuring excellent
after-sales service.” As can be seen here, the topic (attracting a customer) and controlling
ideas (appropriate pricing, product benefits and after sales service) are clearly stated.
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Fluency
The main determining factor for the area of “fluency” in the assessment is the
level of confidence shown by the participant. The participant’s level of confidence is
determined by pauses made during speech, the use of hesitation markers and the ability to
keep the discourse going (please refer to the assessment tool above for a detailed score
description of fluency). For example, a participant that obtained a lower score was AE,
who used hesitation markers to such an extent that they interfered with the fluidity of her
speech. She said, for example “The first thing you have to do is uuuuuhhhhhh to give
them a good service, uuuuhhhh and you have to be well-trained and …and…and you also
uuhhhhhh.”
Coherence
Concerning coherence, a high score was obtained by DL. This participant
consistently used cohesive devices to connect ideas between sentences, e.g. “First of all,
becoming a good seller requires good research skills. Secondly, it requires social skills.”
A low score was obtained by ALE, who overused “and,” as seen in the following
sentence: “Being a good seller requires experience, and skills and foresight. And, it is
also important to have a passion.”
Accuracy
As for accuracy, a language area that assesses grammatical correctness (for example
the use of tenses, adjectives, word classes), the lowest score was assigned to the
participant whose grammar mistakes interfered with her intended meaning, both at the
sentence and discourse level. A low score was given to LS because, in her case, some
mistakes caused confusion about her intended meaning. The following sentence from her
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presentation demonstrates this: “First of all, my company is installed now since many
years. “ She should have used the present perfect here, which would have made the
meaning of the word “installed” clear even though it was misused (the correct word
would have been “established”). A good example for grammatical accuracy was GS’s
paragraph, i.e. “Secondly, we have various competences in order to answer complex
orders and very large engineering projects with a lot of strengths, and finally, “X” is the
biggest category of this kind of company in Europe.” Not only did GS use the appropriate
tense, but conjunctions and punctuation were also correct.
Now that I have discussed the criteria for evaluation and how scores are assigned,
I will compare the average mean of pretests and posttests to measure the statistical
significance of participant performance. Figure 3 shows the average mean of the pretests
and posttests. As can be seen, in this limited study, all participants scored higher in the
posttest, the average score being 12.1 whereas in the pretest, it is recorded at 9.2 out of a
possible 20 points.

Figure 3. Average of pre-test and post-test scores.
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Based on these figures, we see an increase in oral performance after treatment (blended
learning). Figure 4 demonstrates that all participants showed improvement between their
pre-test and post-test means, with the highest results obtained by DL and GS, followed by
AE, SL and ALE.

Figure 4. Comparison of overall test score by research subject.

To get a better idea of which language component showed the highest level of
improvement, it is necessary to look at the individual language areas that were assessed
across all participants s, namely, as mentioned above, 1.) Content and organization, 2.)
Fluency, 3.) Accuracy and 4.) Coherence. The highest mean, with a post-test mean of
3.4, was located within the organization and content category. Then, fluency had a mean
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score of 3.1. Participants did the poorest in the accuracy component of the post-test with
a mean of 2.4, featuring no change from the pre-test mean. We can see that means were
higher in the post-test for all other areas.

Figure 5 illustrates the comparison of mean scores in all 4 language areas (content
and organization, fluency, accuracy and coherence). We can see that except for accuracy,
the post-test score for each language area has increased.

Figure 5. Comparison of mean from pre and post-test scores in all four language areas.

As can be seen in Table 5 below, the overall mean difference is a value of 0.73,
with the highest mean difference of 1.1 in content and organization, followed by fluency
with 1 and then coherence with 0.8. The area of accuracy did not show any change in oral
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performance whatsoever. All 5 participants s showed improvement in the areas of content
and organization as well as coherence. Four participants showed improvement in fluency,
and only one participant improved in accuracy.
Table 5
The Standard Deviations and Means of the CERF Language Skill Components

Pre-test

Post-test

Mean

Standard
deviation

Mean

Standard
deviation

Mean difference

2.3

0.27

3.4

0.55

1.1

2.1
2.4

0.22
0.42

3.1
3.2

0.74
0.57

1.0
0.8

Accuracy

2.4

0.42

2.4

0.42

0.0

OVERALL

2.3

0.06

3.03

0.39

0.73

Language Area
Content and
organization
Fluency
Coherence

To see how statistically significant the improvement in each language area is, a
one-tailed t-test was conducted. One-tailed decisions for t-tests are generally used when
we suspect one or the other set of means to be higher (Brown & Rodgers, 2002). I chose
to do a one-tailed t-test because I predicted that there would be positive change after the
application of blended learning in my study.
The two sample t-test analyses yielded a combined t-value and p-value of (-3.08
& 0.037) overall, with t and p values of (-3.77 & 0.02) in content and organization, (-2.83
& 0.047) in fluency, (-2.67 & 0.47) in coherence and (0 & 1.0) in accuracy. The t-tests
showed that average results in all language areas, except accuracy, for both tests
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succeeded to reject the null hypothesis (see appendix C for the detailed paired t-test for
each language). In other words, statistically speaking, there was an increase in 3 of the 4
language areas measured. The overall results are statistically significant and the blended
learning treatment improved quiz scores.
Discussion of results
With the presentation of the results, I will connect them to the research questions.
The research question is “What effect does online blended learning (the pairing of a
teacher-moderated session with a self-study component) of a business task (giving a
business presentation) with communicative activities related to the task (i.e. linkers/
transition markers) have on the oral performance of the task by intermediate level adult
online ESL learners?” I discuss quantitative results to answer these research questions.
Participants showed improvement after the blended learning treatment and the differences
in the mean scores were significant in 3 of 4 skill areas. In other words, statistically
speaking, I can deduce that blended learning has the potential for being an effective
method of increasing overall oral performance in giving business presentations. In
addition, it is interesting to see which language area that constitutes oral proficiency has
improved the most, and which areas generated low or no improvement. I will also
include my own reflections and connect them to the research on the topics.
The overall results of the post-test show that all participants increased their scores
in the oral performance of their business presentations. The most significant increase was
evident in content and organization, followed by coherence and fluency. In the category
of accuracy, none of the participants showed any improvement in performance. The
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results are not surprising, given the amount of time during the online teacher-moderated
component on content and organization, and less time on coherence.
In the area of content and organization, participants showed the highest spike in
post-test scores. In my opinion and based on oral participant feedback (informal
comments gathered at the end of the post-test), this is largely explained by the fact that
content and organization was a dominant feature of this blended learning study. The
activity sheet used during the teacher-moderated session clearly revolved around
organizing and putting together a presentation. All participants commented that after the
blended learning experience, the most important objective they felt they had achieved
was putting together and delivering a business presentation. Another possible reason for
the higher post-test scores in this category could have been the fact that the presentation
topic was easier. In the pre-test, participants had to give a presentation on “how to attract
a customer”, which required the knowledge of some sales strategies and was relatively
more difficult than “discussing three strengths of your company,” the topic in the posttest. Still another reason, which the participants also confirmed, is the fact that the way
participants prepare presentations in France (objective, content, parts and arguments) is
similar to the way it is done in English-speaking cultures (Constantinescu-Ştefanel,
2005). All participants were familiar with the concept of a presentation outline that
included an introduction, a body and conclusion. Participants also understood that the
introduction needed a thesis statement with controlling ideas. This part of the
presentation will be further discussed and clarified in the body of the presentation.
With regard to the measurement of coherence, I had dedicated enough time during
the teacher-oriented sessions demonstrating the correct use of transition devices, that I
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had expected all participants would show remarkable improvement in this area. When
teaching the presentation outline, I showed how common transition devices such as
“then”, “as a consequence” etc. were to be used in the presentation. In other words, their
introduction was passive at first. The only time they were able to use the linking words
directly was when they had to put together a final presentation. I also assigned homework
on the e-learning platform which clearly demonstrated the variety and use of transition
devices. Based on the feedback I received from my participants about the e-platform
exercises, there are two reasons why participants did not show remarkable improvement
in the use of linkers. First of all, the use of transitions devices in presentations may be
cultural. Although logical organization factors high in putting together presentations in
France as well, they do not use transition devices to mark parts of their presentation.
Rather, they tend to use signal words (for example, “first” or “secondly”) to show the
structure of their argumentation (Constantinescu-Ştefănel, 2005).
A more compelling reason participants did not show much improvement in the
use of linkers/transition devices is the fact that participants did not get much opportunity
for direct practice. In the study, participants were able to practice creating presentations,
but had no access to exercises where they could apply directly their knowledge of using
linking words. In order for participants to master the use of linking words in
presentations, it is indispensable that sufficient “fill-in-the blank” exercises and other
forms of practice are taught (Young, 2011). It is possible that not enough time was
devoted to this type of real practice.
As for fluency, the participants’ overall performance in the post-test showed some
decrease in hesitations and the use of fillers. I attributed this improvement to increased
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confidence, and the fact that participants had had more exposure to formulaic expressions
that aided in the fluidity of the presentation. However, the overall score increase reflected
that not enough practice was done to show more significant change. Another factor
contributing to increased fluency could be explained by the planning and additional
resources participants had access to in the post- test stage. In other words, they already
knew how to create an outline and organize their presentation. Because the participants
know what to say and how to say it, they have more resources for retrieving vocabulary
and grammatical structures (Gatbonton, 2005) , again reducing the need for frequent and
long pauses (De Jong & Perfetti, 2011).
Finally, the area of accuracy did not show any increase whatsoever. Although
disappointing, this is not at all surprising. This could very well be due to the fact that
grammar is a skill that needs time and practice to build (Ellis, 2006), and the entire study
was conducted over a period of two weeks in total. Another reason is that consistent with
Lynch (2001) and Maclean (2001), there is no marked effect found on accuracy in a
repeated task with a different topic in terms of syntax (De Jong & Perfetti, 2011). Still
another reason could be accounted for by Krashen’s output hypothesis as explained by
Swain (2005), who stated that many teachers do not encourage their students to speak in a
manner that is grammatically correct. During the study, the participants focused more on
the content of the presentation, and grammar became less important in the task.
In light of the overall test results, I would like to consider the level of difficulty of
the presentation topics and also the time available to learn how to give effective business
presentations using the blended learning format. Despite my best efforts, some
participants commented that the first topic, i.e. “becoming a good salesperson” was more
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difficult than “presenting three main strengths of your company.” This may very well
have contributed to the highest increase in the organization and component of the oral
assessment. Also, given the fact that the entire study was given over a period of two
weeks in total, it would be safe to say that it was too short to generate statistically
significant test results in accuracy. Participants who showed the highest level of
improvement are indeed those who have the highest level of motivation (Meunier, 1998),
consistent with what I had stated in the literature review and what I had also noticed in
my study. Participants who did all exercises assigned to them as homework on the webplatform did the best in the post-test.
Based on the information presented in this analysis, it can be said that blended
learning improved the overall oral proficiency in giving business presentations in this
study. Although progress was recorded in the areas of organization and content, fluency
and coherence, there was no improvement in the area of accuracy. The highest score was
generated in content and organization, which is partly explained by the fact that this
linguistic area was covered the most intensively during the online teacher-moderated
session. Coherence and fluency also showed a degree of improvement, attributed to
culture and increased confidence. On the other hand, accuracy did not show any
improvement, mainly because grammar is a skill that requires time to develop. Now that
the results have been presented and discussed, the final chapter will conclude with a
capstone summary, another look at the literature review, a discussion of the limitations of
the study, and suggestions for future research.

CHAPTER FIVE: CONCLUSION
In this capstone, I have examined and gauged oral proficiency in giving business
presentations before and after using the blended learning approach (the combination of a
teacher-moderated and an independent learning session) in an online learning
environment over a course of two teacher-moderated sessions and an independent
learning session. I sought to discover whether participants would make any improvement
in the four language areas that make up oral proficiency in giving a business presentation,
namely in the areas of content and organization, fluency, accuracy, and coherence. I
conclude this chapter by reflecting on major learning points from this capstone,
addressing the limitations of my study, and introducing options for future research. I will
also summarize the literature and reconnect it with my results and research question, and
finally end by examining the implications of my research for the company I work for
(7speaking).
Reflections on Major Learning
There are a few learning points from this capstone project that I would like to
point out. It will also of value to analyze what steps can be taken to ensure that
participants do a better job in the main areas that constitute language proficiency, i.e.
content and organization, fluency, accuracy, and coherence First of all, on the subject of
cohesive devices, after generating and analyzing the results of the t-tests administered
both in the pre-test and post-test stages, it was a revelation that culture also plays a
dominant role when participants put together presentations. While most participants used
correct cohesive devices, most seemed to prefer using sequential conjunctive adverbials,
such as “first of all,” “second of all” etc. These conjunctive adverbials are given with the
50
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objective of persuading and demonstrating, rarely for any other reason, and the stress is
more on fact rather than opinions and practical observations. This accounts for the reason
French students in general prefer to use cohesive linkers within sentences and not
between main ideas (Constantinescu-Ştefănel, 2005). Based on this observation, it is clear
that this cultural difference needed to be addressed during or before the teachermoderated online teaching session so that expectations were clear.
Still on the subject of cohesive devices, I felt that there was very little to no
transfer of skill with cohesive devices from the self-paced learning module. This module
featured a new set of cohesive devices that participants did not use at all in their final
presentations. All of the participants assured me that they had done the exercise at home
(listened to the audio script and completed the ensuing exercises at home), but said that
they felt the teacher-moderated online session was more useful. This leads me to believe
that if blended learning is to be successful, more thought and preparation must go into
linking the teacher-moderated lesson with the self-paced learning unit during the teaching
intervention stage. According to Chlup and Coreylle (2007), to maximize the benefits of
blended learning, it must be based on solid pedagogical foundations (Dillon-Marable
Ginsburg, 1999; & Valentine, 2006). In hindsight, I should have integrated the self-paced
learning unit into the teacher-moderated unit. I could have started the session with a
review of the self-paced learning unit in the form of checking if participants had any
questions, and even have them read out the fill-in-the blank exercise to reinforce the
correct use of cohesive devices. This could have led to better learning transfer on the part
of the participants.
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On the subject of grammatical accuracy, I learned that this is a skill that builds
over time (Krashen, 1984 as cited in Swain, 2005) and this clearly accounted for the lack
of improvement. Still, I realize I could have arranged a practice session before the final
presentation, where I would have had more opportunity to address “grammaticallydeviant forms” as opposed to only focusing primarily on the transmission of participants’
messages, something Swain (20085?) recommends in improving oral communication
skills in the EFL setting. While grammar teaching methodology in ESL instruction is still
highly debated, Ellis (2006) observed that grammar is a skill that is built over time (Ellis
& Yuan2003). It may be beneficial to allocate more time to teaching giving business
presentations.
A final learning point I would like to expound on is the value of quasiexperimental research. I decided that it was in my favor to use this method because this
type of study compares group behavior in terms of probability in controlled conditions
using intact groups, and it is also one of the most commonly used second language
research methodologies (Brown & Rodgers, 2002). I learned that the statistical technique
I used, i.e. t-tests, is commonly used to gauge a change, if applicable, in a pre- test and
post-test setting. I came to appreciate this technique because it enables the researcher to
go beyond mean differences and decide whether or not changes were statistically
significant. I learned to compare results with given t-values using a one-tailed test
(because I did predict a change would occur in the pre and post-test values), which helped
me understand more about statistical significance. I see quasi-experimental research as a
means to continue to explore my questions about online learning (specifically blended
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learning) with the participants. I found that t-tests gave me a valuable research tool to
analyze and make more sense of statistical feedback.
To sum up, in future, I will focus more attention on how to create a more seamless
link between the teacher-moderated online session as well as the self-paced learning unit.
I will also increase the time budget and dedicate more time to practice the use of cohesive
devices, and arrange more practice sessions (not just two sessions). In this way, more
time can be dedicated to the development of fluency and accuracy in particular. During
the process, it would also be helpful to ask participants to write their impressions in a
journal that we can assess during the practice sessions to address specific challenges,
including the issue of cultural difference. Through periodic use of quasi-experimental
research, specifically one-tailed t-tests during this time, I am confident that teachers and
students can collaborate to increase oral proficiency in giving business presentations
using blended learning.
Limitations
This study has some limitations that will need to be considered, namely those
related to sample size, the quasi-experimental approach, retention of materials and some
controversies related to authenticity and validity of L2 assessment. First of all, my sample
size of five participants as per Table 1 was small. I had wanted to invite at least 3 more
participants but one had gone into retirement, and two had accepted overseas job postings
that required them to attend an intensive training session with the company. The quasiexperimental approach featured a sample of one group of students who haven’t been
randomly assigned and this may have had bearing on the results also (Brown & Rodgers,
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2002). My subjects were all more or less at the same proficiency level and more or less
similar in their professions as well.
Authentic assessment was also a limitation in my study for three main reasons: L1
testing issues, rating scale, and memory factors. Ideally, it is crucial to dedicate enough
time to providing sufficient information about the assessment tool and procedures
(Alvarez & Munoz, 2009). The reality is, only brief information was given regarding
assessment before the post-test. Considering the time limitation, it would have taken me
at least 20 minutes to go through the assessment rubric, which was clearly impractical.
Also, at this level, adult learners are not too concerned about scores but more about
performance, so I am not sure they would have taken the time to go through the
assessment tool in great detail. Instead, I briefly explained that participants would be
assessed in 4 language areas, with the lowest score being 0 and the highest 5. Another
main reason why assessment in my study could be a limitation is that grammar/accuracy
was a data point that was general in nature, and not task- specific. In fact, the rubric that
featured accuracy was more general, and the construction of assessment descriptors
requires these to be closely related to the task at hand (Upshur & Turner, 1999). In this
study, this was not completely possible because accuracy in this study generally
measured the participants’ general grammar skill in constructing speech on a sentential
and discourse level. Therefore, it was impossible for me to make it completely taskspecific.
Retention of materials is another noteworthy subject to raise. Participants took the
post-test three days after the teacher-moderated online instruction. Because the lead-time
is short between teacher-moderated instruction and assessment, there is no guarantee that
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participants will retain the materials taught. This means that assessment will not be
completely valid. You can only claim intake, and not acquisition, because it may yield
different results in the longer term. More research is required to investigate this.
Future Research
The results of this study indicate the possibilities for future research in the areas
of blended learning and how to maximize its effectiveness in teaching business
presentations. I expressed concern earlier in this chapter that the teacher-moderated
materials were somewhat different from those in the self-paced learning environment and
that seemed to have led to more learning transfer from the teacher-moderated session
compared to that of the self-paced learning platform. How can a better link be created
between these units to maximize blended learning? How can the materials of the selfpaced environment be adapted in a way that it is at just the right level of difficulty for
participants without losing its authenticity? Also, the blended learning process appeared
to have helped participants give presentations in the short term, but there is no telling
how they would fare in the long term. In addition, would this mode of online learning
also transfer to real life business situations? In other words, will they be able to organize
and give better business presentations? What I am especially interested in knowing is
how culture-based linguistic features can be incorporated into the instruction of giving
business presentations so that learning transfer is more evident. Culture plays a major role
in determining how ESL students give business presentations (Constantinescu-Ştefănel,
2005).
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Conclusions and Implications
When closely looking at the presentation skills of ESL learners, it is clear that the
role of culture comes into play in the way participants use cohesive devices as well how
they put together presentations. It has been discovered that French ESL participants use
their cultural background in organizing their presentations. It is for this reason that we as
teachers will need to explore further how we can help students use cohesive devices more
accurately and to explain cultural differences in their use. Based on this comprehension,
it is obvious that we can create online learning environments where lessons are authentic
and meaningful, as well as engaging in such a way that the student’s prior knowledge is
stimulated to facilitate active learning. It has been well-documented that blended learning
improves the students’ oral proficiency. I respond to my research question by suggesting
that blended learning does contribute to an increase in the participant’s oral competence.
I conclude this capstone by exploring the implications of my study on 7speaking.
As I have mentioned in my literature review, blended learning has become an
attractive means of learning ESL and Business English for individuals who need more
flexibility in the training program (Blake et al., 2008). Because it is also considered one
of the most successful training methods DeLacey & Leonard , 2002), it is justified to
invest more effort in establishing a solid rationale for this type of learning (United States
Department of Education, 2010; Sidar, 2005). In line with my study, more effort should
be dedicated to material development (considering cultural factors), as well as teaching
methodologies and learning styles. I will strongly advise the material developers of
7speaking to ensure a stronger link between the teacher-moderated session and the selfpaced learning unit. In the study, I discovered participants were more likely to use
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cohesive devices that were covered in the teacher-moderated session, suggesting more
transfer from this unit of blended learning. This will not only increase the participant’s
ability in using cohesive devices, but will also lead to more overall learning transfer in
oral proficiency when giving business presentations.
I will also make teachers aware of the fact that for blended learning to be
effective, it is important to make students more aware of grammatical accuracy during the
task. Because grammar is an integrated part of communicative competence, it must also
be included in the instruction of business presentations. Teachers will need more
conscious effort in teaching the grammatical component more communicatively. This can
be done through modeling. Students will also need to not only focus on the meaning of
the task, but also its form. In addition, I will draw the teachers’ attention to incorporating
cultural differences during instruction because they also influence the way in which
French ESL students put together business presentations. It is through addressing these
three factors – drawing students’ awareness to accuracy, focusing on cultural sensitivities
in material development and learning styles - that blended learning will be enhanced. In
turn, this will improve student learning experiences so that they may deliver business
presentations more successfully.
My research question asked if blended learning (pairing of a business oriented
task with a communicative task) was effective in increasing the oral proficiency in giving
business presentations. Because I discovered that blended learning was effective for this
purpose, I will encourage 7speaking teachers to employ it and also facilitate staff
development sessions. I will especially encourage teachers to check and review
homework assigned on the self-study website because my research suggested that acts as
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reinforcement of the materials taught during the teacher-led online session. If 7Speaking
teachers can ensure a close link between the business-oriented task and the
communicative tasks, these students can acquire the content with greater ease and
efficiency, and give better business presentations. Then, the students will become more
successful in their online ESL business classes, which will improve their communication
skills in English. If the goal of 7speaking is to help increase the students’ oral proficiency
in English, we will recognize the importance of applying blended learning in their
programs, then create and select strategies that will improve its success.
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Appendix A
Teaching intervention, i.e. activity sheet

Activity sheet
Structuring a presentation: (intermediate)

Introduction: (this is a brainstorming session/ pre-instruction activity) What was the
most recent presentation you had to give at work recently? What was missing
(introduction-body-conclusion)? How could you have improved it?
Vocabulary:
Opening
Formal: Good morning/afternoon ladies and gentleman. I would like to welcome you to
.......................................
Less formal: Hello everyone. Welcome to today’s presentation….

Formal: I will be discussing……
The presentation will take…….after which…..
Less formal: I'll be talking about.......................................
I plan to talk for about ....................................... minutes, then .................................
Think of a typical presentation you might give and begin it with the expressions above.

Body (present at least three ideas/ supporting statements)
Formal: First of all, second(ly), third(ly), etc
Less formal: To move on to the next point ...
The next point is ...
Turning now to ...
65
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Going on now to ...
Let's look now at ...
When you finish one section, indicate this with
When
you
start
the
next,
practice this with an example from a presentation you might give.

falling
start

intonation.
high.

Conclusion:
To conclude
To sum up
In conclusion
To conclude
Finally
Last but not least
Inviting questions
Are there any questions?
If you have any questions, I'll be happy to answer them.
Using an example from a presentation you have given, use the expressions above.
Your
teacher
will
ask
an
interesting
question.
Thank him / her for asking it and answer it briefly, then close with the expression below.
Closing
Well, if there are no more questions, I suggest we break for..........................................
Activity 1: Choose one of the following topics below and write an outline using
the expressions in the vocabulary section. It can be a FORMAL or
INFORMAL
presentation.

a.) Motivating your team members for better performance
b.) Explaining the benefits of consistent corporate training on employees.
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c.) Offering employees a flexible work schedule

Activity 2: Using the outline you’ve made, write out and give the presentation!
Role Play: You are a branch manager at a corporate training presentation. You have
been
asked to give a presentation on “Hiring the right sales manager”

Appendix B
Self-paced learning platform

http://www.7speaking.com/index.cfm?path=secure/businesspre.cfm
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Audio Script
Presentations: _______________ Signposting . ______________Speaker A:____Today we are
looking at signposting during presentations. _______________ Signposting is informing
listeners about what is to be presented in a presentation, _____ and then constantly informing
listeners as to where they are during that presentation. (presentation
sample)_______________________________________________________________Speaker
B:____ And that about wraps it up for the detailed sales figures . _______________ Now, let's
see what we can conclude from the sales data . _______________ I've divided this section of
the presentation into three parts. ________ First, _______ we're going to review historical
sales in this market segment. _______ Next, ________ we will discuss developing sales trends ,
_______________ and finally, we will compare our performance with our chief competitors .
_______________ So, _______________ let's talk about some of the history of our particular
market niche . ________ Our whole industry came of age in ________________________ok,
that covers the history of sales in the market place. _______________ Now, let's move on to
some of the trends in recent sales that we have observed. _______________ First, I'll give a
detailed analysis of industry sales trends by region. _______ Then, we're going to examine our
own sales in these same regions. ________ And we'll finish this section by going over our sales
trends for new products. ________ Everybody with me? _______________ Well, then
_______________ let's turn our attention to this first chart , which shows overall sales trends
worldwide _________________________Speaker B: Any presentation requires a clear strategy
or Plan to help you reach your objectives. _______________The aim is not to pass away
twenty minutes _________ talking non-stop ______and showing a lot of nice pictures.
___________ It is to deliver a message that is worth hearing to an audience that wants to hear
it.
However , how many speaker s really hold an audience's attention? _______________ What is
the secret for those who do? _______________First, find out about the audience and what
they need to know . _______________ Plan what you're going to say and
_______________Say it clearly and concisely. _______________And make sure to signpost
throughout the presentation _____________________What is signposting? _______________
The term SIGNPOSTING comes from signs posted on street corners , _______________which
tell travelers where they are and where they are going. _____ In presentations, Signposting is
informing the listener as to what things are going to be talked about , _____ and when sections
have been completed and new sections are opened . ________This helps to focus the
audience's attention. _______________ Once the audience knows what subjects and sections
are to come, _____ they can listen to the information from the right perspective, and know how
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to file this information away in the proper places in their minds. One does not want the
audience wondering what subjects you are talking about, or how the information currently
being presented fits into the larger theme of the presentation. _______ Make it simple for the
listener. _______________ Lead the listener through the presentation with signposting.
_______________How does one signpost? _______________ A good speaker uses various
signposting signals to help hold the audience's attention _______________ and make the parts
of the presentation very clear A good speaker uses various signposting signals to help hold the
audience's attention _______________ and make the parts of the presentation very clear,
_______________ he does this as he introduces the subjects, and as he moves through them .
_______________________ One type of signal is to introduce a list. _______________________
This could begin with a phrase like _______________ I've divided this section of the
presentation into three parts _______________The speaker then says what the three things are
_______________and talks about each one at the required level of detail. _______________
For example: _______________ There are three types of price that we have to think about
___________ economic price, __________ market price __________and psychological price.
________ Let's look at each of these in more detail. _______________First, economic price.
_______________ This is based on production costs and the need to make a profit ________
and then the speaker goes on to describe this type of price in more detail.
____________________ After that, he goes on to talk about the market price and so on.
_________________________________Another signaling technique is to give a link between
parts of the presentation. _______________Tell the listeners where one part of the talk finishes
talk finishes and another part starts. _______________For example, ____________a wellorganized presentation usually contains different parts _______________________ and a
progression from one part to the next part with clear phrases like ____________________That's
all I want to say about the development of the product. _____________________________Now
let's turn to the actual marketing plan. __________________________________ Let's now
take a look at sales results ________________________This technique is very helpful to the
audience, ____________________ including those who are mainly interested in one part only.
______________________________Another type of signaling is sequencing of information.
___________This usually follows a logical order, usually based on time. _______________ So a
project may be described in terms of the past, _______________the present and the future.
_______________ Key words in sequencing information are ______________________ first,
_______________ then, _______________ next,
___________________________________after that, ___________________ later,
________________________ at the end, _______________finally,
____________________________etc. _________________________ Still another technique,
which helps to emphasize key points, __________________ is careful repetition of what has
been talked about. ___________________Examples are: _______________As I've already said,
_______________ there is no alternative but to increase production by 100 per cent
_______________or _______________I'd like to re-emphasize the main benefit of the new
design _______________ it achieves twice as much power with half as much fuel.
_______________Here are some other examples of emphasizing points which have already
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been talked about: _________________________ As we saw in part II, _______________ As we
covered during our discussion of weight savings , __________________________ Recalling
our look at sales projections for the next decade _______________Here are some useful
signposting phrases that should be used to guide listeners. ________________________To
move on _______________(which means to go to the next subject) _______________Let's
move on to the situation in our overseas
markets_____________________________________________To expand
on_______________(which means, give more information on) ______________Could you
expand on the issue of pricing? ______________To digress_______________(which means to
change to another subject) ________If I could digress for just a moment, what about our plans
for the new office ?______________________________
To go
back_______________(which means to go to a point earlier in the presentation)
_______________ Let's go back to the first item on the agenda
________________________________________
To recap_______________(which is to
repeat a previous part of the presentation) ___________________________So, to recap, our
sales in the third quarter have been strong in all
regions______________________________________________To conclude_______ (which is to
bring to an end ) _______________I'd like to conclude by discussing the future of our
company______________________________ To summarize_______________(which means
give the main points ) _______________Next, Peter is going to summarize our marketing
strategy______________________To turn to_______________(which means to move on)
_______________I'd like to turn to the question of hiring new staff
____________________________________________________To elaborate on
_________(which means to give detailed information on) _________________________The
next presentation will elaborate on our sales plans for next year).
______________________________ Although many phrases can be used to indicate the end of
a section _____and the beginning of another, ________ there is one single word that can be
used in almost all cases ______ to signal ends and beginnings.
_________________________________ This word is So , _______________most often
followed by a pause. _____________________ We encourage our podcast listeners to use
other phrases to make your presentations more interesting , _______________but when one
cannot think of a signposting phrase quick enough , _________the word so is a very handy
replacement. _____ Listen and practice these examples, _______ and pay special attention to
the pauses: _______________So, _______________what can we conclude from this attention
to the pauses: _______________So, _______________what can we conclude from this
data?______________________________So, _______________let's move on to our market for
air-conditioners______________________________So, _______________let's take a look at
this chart_______________________So, __________ what can we expect for the future?
______________________So, _______________what can the past teach us?
__________________________A final point concerns Signposting and Structuring of
Information _____Psychologists have suggested that concentration is reduced _______ after
about twenty minutes without a break _____or a change in activity. ____ Furthermore,

72
audiences should not be overburdened with technical details _____ or given too many facts to
remember . _______________ It is claimed that to ask people to remember _______________
more than three things in a five-minute talk is way too much . _______________ Some say
that seven things is the maximum number of things anybody can remember in any presentation.
___ Any such calculations are probably not very reliable , _____ but every speaker needs to
think about ____exactly how much information of a particular type ___a specific audience is
likely to absorb and to plan accordingly.
_______________________________________________And, in keeping with our own advice ,
_______ we are going to conclude this Podcast well inside of 20 minutes , ______ just to make
sure you remember all of what we've just covered. _______________ And OUR final signpost is
_______________ Thanks for listening! -------------------------------------------------------------------------------------------------------------------------------------------------
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Appendix C
Raw Data and t-Test Analysis
Table 6
Test Scores by Student

Language Area
Accuracy

Coherence

Content and

Fluency

Overall

Organization
Student

Pre

Post

Pre

Post

Pre

Post

Pre

Post

Pre

Post

test

test

test

test

test

test

test

test

test

test

AE

3

3

2.5

3

2.5

3

2.5

3

9

10.5

ALE

2

2

3

3.5

2

3

2

2

8

14.5

DL

2

2.5

2

4

2

4

2

4

10.5

12

GS

2.5

2

2.5

3

2.5

4

2

3.5

9.5

12.5

SL

2.5

2.5

2

2.5

2.5

3

2

3

9

11

Figure 6. t-test analysis of pre-test – post-test (Overall).
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Figure 7. t-test analysis of pre-test – post-test (Content and Organization).

Figure 8. t-test analysis of pre-test – post-test (Fluency).
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Figure 9. t-test analysis of pre-test – post-test (Coherence).

Figure 10 t-test analysis of pre-test – post-test (Accuracy). .

