
Chapter 5 

Findings and Discussion 

 

The cases were described and analyzed in the previous chapter, with challenges 

involved in the implementation of PBL with telecommunication activities for EFL 

learning in junior high school. In this chapter, the researcher will discuss the problems 

and issues more in depth. The chapter contains two sections. The first section 

addresses the research questions followed by the issues of critical concerns. Finally, 

the discussion is concluded at the end of the chapter. 

 

5.1 Answers to Research Questions  

This section aims to answer the three research questions drawn out in Chapter 1 

through the participants’ real experiences. 

 

Question 1: Based on the experience of two junior high EFL classrooms, what are the 

challenges embedded in project-based learning?

The challenges, in the cases of this study, came from external and internal 

problems of the classroom. The external problems included: (A) local problems in the 

educational system and from the community, and (B) unexpected variations from the 

project participants. The internal challenges mainly arose in the classroom.  

Local problems, like time constraints, schoolwork overload, and the pressure of 

entrance exam in higher education, have existed in education system for decades. The 

cases had the same situations. Surprisingly, the teachers did receive full support from 

the school administrative body, unlike most cases described in the literature. Other 

teachers are often faced with the common problem of the lack of support from the 

faculty. The other external problem is having unexpected variations from the project 
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participants. Lacking contact with other participants and encountering technical 

complications, such as website crash or invalid email accounts, hindered the progress 

of these projects. Following different academic calendars or school schedules between 

cultures/countries delayed the collaboration among the participants.  

The internal challenges mainly arose in the classroom, which included students’ 

low proficiency level in English, their learning difficulties, as well as teachers’ 

excessive workload. Students’ low proficiency level in English negatively affected 

their motivation to engage in target language learning and participate in these projects, 

so the teachers had to make time and put in effort to enhance English language 

learning and cross-cultural understanding through the projects. It was found that 

planning and carrying out the projects were an additional burden apart from the 

teachers’ workload, which was at least twenty-six or twenty-seven periods per week. 

Therefore, the teachers in this study could only conducted PBL with their own 

homeroom students instead of all the classes they taught.  

 

Question 2: How do the two English teachers and their students collaboratively 

implement project-based learning? 

The collaboration to implement PBL in the English classroom of this study can 

be examined in three parts: (A) the teaching team, (B) the interaction among the 

teacher and students, and (C) students’ peer work.  

The teachers first formed a teaching team with support from school staff. Caron, 

the senior teacher, prompted the team with her initiative. Nancy was junior but an 

expert instructor. Since it was the first time both teachers conducted the PBL, they 

collaboratively designed teaching materials and activities and encouraged each other. 

Caron, with her school administrative experience, invited the related school faculty, 

such as technical experts, director of the academic affairs, and principal of the school 
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as the supporting staff for her projects. 

Meanwhile, students were also the teachers’ “co-workers” during the project. 

Both teachers were not good at dealing with computers, so some of the more skillful 

students volunteered to do the technical work for the class. Students’ suggestions and 

ideas also modified teachers’ instructions to achieve better results. The good 

relationship and collaboration between the teachers and students also prompted the 

success of PBL with IT for English learning.  

Class management, with efficient teaching, facilitated PBL. Dividing students 

with mixed levels in a group contributed to the collaborative learning as well. Slow 

learners were motivated by their peers, whereas the high achievers were generous in 

helping their peers and inspired them to expand their learning. With systematic 

instruction from teachers and assistance from classmates, the teachers and students 

collaboratively implemented PBL in the English classroom. 

 

Question 3: How does project-based learning contribute to the students’ overall 

language learning experience?

In this case study, the projects contributed to the development of students’ 

reading and writing skills much more than listening and speaking skills. The benefits 

of PBL in language learning, as seen in this study, included: (A) providing students 

opportunities to apply what is learned from the textbook, (B) exposing students to 

more language and use the target language, and (C) developing students’ global views. 

The teaching and learning objectives of both teachers were to applying textbook 

learning to PBL in order to expose students to more English and enhancing textbook 

learning with PBL. In Taiwan, textbooks have been blamed for years for their dull 

contents. However, the two teachers scaffolded students’ writing tasks with words and 

sentences from the textbooks, and repeatedly reminded students of the contents in the 
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textbooks. They implemented PBL in the English classroom through the daily routine 

of English instruction with the English textbooks. 

Real-life inquiries, information search on the Internet, hands-on work, and 

authentic materials from project partners’ countries offered more language exposure 

and use. They not only built up background knowledge for writing tasks but also 

expanded textbooks learning and applying outside of the curriculum.  

English learning does not consist of doing dull grammar drills in the textbook; 

rather, teachers could design learning in such a way for students to use the language as 

a useful tool to communicate with the world. Students proudly shared their local 

culture with the classes in other countries and expanded their own global views by the 

exchanging emails, which in turn enriched students’ language learning experiences.  

The need for listening and speaking exercise was not as pressing as that for 

reading and writing in the projects the cases underwent. Even though the teachers 

tried to encourage students to carry out presentation and discussion in English, only a 

few students were able or willing to do so. If it was not due to the time differences 

between the different countries, instant communication via the Internet could allow 

authentic oral and aural practice. Except for the real experience of facing or getting 

along with foreigners, such as during the 2006NDYS, students seldom had the chance 

to directly communicate with foreigners. It is clear that more stimulation or catalysts 

for oral practice in a non-English environment is needed.  

The learning experiences through PBL expanded English textbook learning and 

applied it to the real life. Students were constantly exposed in the English information 

and stimulation outside the classroom; they believed the overall learning was not 

based solely on schoolwork but also on the ability to communicate with the world.  
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5.2 Findings and Discussion 

From the answers to the research questions, some critical issues are found, 

including pedagogical and conceptual implications. The pedagogical implications 

include: (A) the value of textbooks, (B) the impact of experienced learning and visual 

aids, and (C) the concern of learning strategies and learning styles. The conceptual 

implications include: (A) the benefit of collaboration, and (B) the significance of 

authenticity. 

 

5.2.1 The Value of Textbooks 

• Language textbooks provide opportunities to scaffold PBL for EFL students. 

Textbooks in Taiwan are essential materials in basic education, though, ironically, 

they are also criticized for their dull contents, repetitive practice and rigid exercises. 

However, textbooks, despite their bland contents, can actually scaffold to build up 

students’ potential abilities as seen in this case study. The comprehensible input from 

the textbooks enhances language output into the project doing. Long affirms one way 

of comprehensible input is “by the use of structures and vocabulary which the learner 

already knows” (Long, 1983; cited in Ellis, 1985, p. 157). Therefore, textbooks are 

not as useless as many think and they do not block instructional innovation. On the 

contrary, they are the foundation to expand learning and are catalysts for students’ 

potential language performance. 

When the participants of this research were engaged in PBL, they mainly had to 

deal with writing tasks. At the beginning of project, students felt frustrated in writing 

tasks. They used fancy words and fragmentary sentences found in their electronic 

dictionaries. Caron and Nancy emphasized that what students learned from the 

textbook should be applied to real life. They guided students to do the writing tasks by 
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repeatedly reminding them of the contents in the textbooks, for instance, by asking 

questions and organizing passages using sentence patterns and vocabularies in 

textbooks. Caron gave model passages to show the main idea and coherence. Nancy 

showed key sentences and words to guide writing, and elaborated fill-in exercise for 

students to use proper words or sentences from the textbooks. The teachers explained 

the language elements and guided students through the writing process at the 

beginning. After students followed the guidance closely, they could then write on their 

own. Textbooks offered the possibility to scaffold PBL for EFL students. 

When the students reflected on their learning process in the Teddy Bear project 

when they were in seventh grade to the Computer Chronicles project a year later in 

eighth grade, they felt an improvement in their writing skills. The textbook used in 

seventh grade consisted of mainly simple sentence structures with few conjunctions. 

At this time, the writings produced by high achievers in the Teddy Bear project 

showed the usage of these sentence patterns, while low achievers produced simpler 

sentences. A year later when these students reach eighth grade, their textbooks now 

contained complex sentence structures with more conjunctions and phrases. Again, 

the high achievers applied these patterns in their writing in Computer Chronicles 

project, this time producing longer paragraph with more compound or complex 

sentences, conjunctions, and phrases. Another main characteristic visible in the high 

achiever’s writing was a flair of creativity; students relied less on electronic 

dictionaries to create interesting pieces of work. As for the low achievers, they applied 

the sentence structures they learned in the textbooks to their writing, which was a 

huge step up from last year. The low achievers even indicated that they tried to think 

and write in English directly. Although the sentences were short and the overall 

passage was simple, the writings were well organized.  

When the researcher showed the writings to the colleagues at her school, they 
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commented that the students had in fact applied the sentence structures they learned in 

the textbooks successfully. Since the students’ writing were more coherent and 

congruent than the pieces they produced a year ago, it is evident that achievers 

improved their writing skills in the projects.   

Many people doubt that young students with low English proficiency are able to 

write short passages. With the help of textbooks, which plays a role of 

scaffolding/constructing the advanced potential for communicative tasks of PBL for 

EFL instruction and learning, students can improve their writing abilities along with 

other language skills.  

 

5.2.2 The Impact of Experienced Learning and Visual Aids 

PBL emphasizes “learning by doing”, constructing new knowledge through 

conducting investigations, engaging in conversations or activities. Dale (1969) 

theorized that learners retain more information by “doing” than hearing, reading or 

observing. Students are motivated and stimulated through personally getting involved 

in real experiences, and they are able to apply the experiences to foster their advanced 

learning based on their experiences (Boud, Cohen, & Walker, 1993). Visual aids, like 

pictures or photos, also assist students’ memorization and help them learn efficiently 

(Richards & Rodgers, 2001; Brown, 2000). The researcher founds that the inquiry 

activities or real-life experienced learning and pictures engaged students to be 

interested, active and efficient to learn. 

 

• Inquiry activities or real-life experienced learning enriched the background 
knowledge to enhance the writing tasks. 

Before writing, background knowledge or contextualization is more crucial than 

vocabulary (Hadley, 2000). Visiting or inquiring activities, information collection, 
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experience sharing and discussion build up students’ background knowledge. If the 

textbook is the skeleton of a body, the background knowledge is the blood and flesh. 

With the correct context, students are more able to write better and with more 

confidence in English.  

In this case study, inquiry activities, real-life experienced learning, or hands-on 

work, such as packing the Teddy Bear to be sent to the participant class, planning trips, 

or putting on a puppet show, enhanced topic writing. Caron additionally held 

expanding learning activities, such as the tea party and watching Shaolin Martial Arts. 

All of these activities not only impressed students but also enriched their background 

knowledge of the traditional costumes or local culture, which allowed writing and 

communication with foreign project partners. Such real life inquiry provided relevant 

context and enhanced the language learning at the earliest stage of a learner (Hadley, 

2000). Therefore, PBL is not only seen as an entertainment outside the curriculum as 

the shallow news reports may suggest, rather the real life inquiry activities offer 

important background knowledge and help scaffold students’ autonomous learning. 

  

• Pictures helped students build up background knowledge or motivated low-literacy 
students to express themselves. 

Except for the real life inquiries, the authentic materials also allow students to 

acquire the contextual knowledge. Wordy and lengthy narrations or expositions 

usually strain the young EFL learners. Authentic materials empower students to learn 

the target language, especially the pictures and the webpage as visual aids when the 

real materials are unavailable or real situations are not possible (Dale, 1969; Hadley, 

2000). In the PBL with IT for EFL learning and instruction, the computer nowadays 

“offers students an interactive learning experience” by providing meaningful context, 

images and other authentic materials (Frommer, 1998, p.214).  
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Most of the students in this study searched on the web for data collection to 

enrich their background knowledge. They were also curious about the objects in the 

package that were delivered from the foreign partners of the project. The package 

contained pictures, tour booklets, manuals, students’ artifacts, local souvenirs and the 

like. The information and the things in the package not only cultivated their reading 

comprehension abilities but also identified the local culture and expanded students’ 

global views. When students were fed with the knowledge from the authentic 

materials and situations, they knew more about what to report or write. 

Additionally, drawing is also a useful strategy to help acquire a foreign language. 

In this study, some students with lower EFL proficiency diagramed situations or plots 

with fragmentary English words or phrases to express themselves. Nancy’s flexible 

assignment, for example, offered students to make their decision based on their 

diverse needs and language performance. She encouraged the students with low 

literacy as very young children, allowing them to draw with fragment English words 

or phrases aside. When they were allowed to convey their narration with drawings or 

diagrams, they were willing to make more efforts to write some more words so as to 

learn more from the textbooks. Real-life experienced activities and visual aids really 

enhanced younger students’ learning. 

  

5.2.3 Teaching Strategies Scaffold Students’ Autonomous Learning 

According to Vygotsky's theory of ZPD, a student’s current level can be mediated 

by activities or teachers’/caregivers’ help (Vygotsky, 1978). In this case study, to 

cultivate students’ autonomous language learning, both teachers emphasized students’ 

learning process while conducting the project. This made the project beneficial not 

only in terms of language learning but also learning to learn. 
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• Teachers/educators’ systematic instruction helped the students learn autonomously 
in the end. 

EFL education has concerned learning styles and teaching strategies for years 

(Griffiths & Parr, 2001; Little, 2001; O’Malley & Chamot, 1990; O’Malley, Chamot, 

Stewner-Manzanares, Russo, & Küpper, 1985; Wenden & Rubin, 1987). Oxford 

defined learning strategies as “specific actions taken by the learner to make learning 

easier, faster, more enjoyable, more self-directed, more effective, and more 

transferrable to new situations” (Oxford, 1990, p. 8). Recent ESL/EFL learning 

theories assume that learners can be active to learn and monitor their own learning 

(Wenden, 1998). Collins, Brown and Newman stressed the instructional model with 

five steps in process (1989, pp 481-482). They are: modelling, coaching, articulation, 

reflection, and exploration. The transformation from the teacher’s domination to 

students’ autonomous learning allows students’ development. The researcher also 

found that the teachers conducted the learning process systematically in their 

instruction to scaffold students’ learning, especially in guided writing. Here is the 

process of their instruction for guided writing. 

 1. Modelling: The teachers offered model essays written by students or made up 

by the teachers themselves to promote students’ critical thinking or logical thinking. 

Mostly, they gave prompts or clues, usually reminding, “Think about what you have 

learned in the textbooks,” to make students reflect and apply the content in the 

textbooks. The step was as a framework for students to get better ideas or 

organization. 

2. Coaching: After teacher’s modelling of short paragraph writing or the 

information searching, students practiced to acquire knowledge or to apply the writing 

skills on to their topic writing tasks, discussed with or gave suggestions to teachers or 

peers. 
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3. Articulation: Students applied teachers’ modelling to be engaged in the 

problem-solving process, to discuss knowledge or to get ready to take challenge of 

next topic writing task with more autonomy when they had had former experience. 

Since they had the experience of a project, they followed the process and got ready to 

take over a new one with more autonomy and decision-making. 

4. Reflection: Students approached their own cognitive processes. They also 

thought about their learning methods or recalled teachers’ repeated reminders, such as 

“Think about what you have learned in the textbooks.” or “What did you learned, 

remember?” 

5. Exploration: Teachers let students take over their own problems, keep on the 

quest, and ask questions themselves when they were more experienced in topic 

writing or in projects. 

In addition, different teaching strategies developed students’ foreign language 

acquisition, language use and problem-solving ability. Based on Douglas (2000), 

below is a list of teaching strategies the two teachers emphasized in the projects: 

1. Repetition: Both cases followed up on the language models from the textbooks 

to offer students the opportunity to repeatedly imitate and apply to the project reports 

or writing tasks. 

2. Resourcing: Both cases resorted learning resource as much as possible to boost 

students’ English learning. The email messages and packages sent by the project 

partners, web resource, reference books, and the like mediated the learning. 

3. Translation: The narrow sense of “translation” infers the translation of the 

meaning between two languages reference. The teachers and students collaboratively 

translated the messages or the materials form Chinese (first language) into English 

(foreign language) for students’ understanding, and then helped students express 

themselves in English. The broad sense can be the change or transformation for a 
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purpose. The teachers elaborated instructional material from source material, such as 

designing instructional plans, worksheets, and handouts by themselves. The 

translation helps students learn systematically, efficiently and multiply 

4. Contextualization: With the worksheets and handouts designed by the teachers, 

the teachers illustrated model essays to guide writing. They put the key words and 

phrases in the meaningful contexts of the target language. Students not only 

understood the meaning of the words and phrases but also realized the use or order in 

the sentences and, further, used them properly in their writing tasks. Furthermore, 

inquiry or experienced activities and authentic materials were also a kind of 

contextualization, which offered students sufficient information about background 

knowledge, developed cognitive process and enriched the contents of the writing. 

5. Inferencing: Inferencing is an essential ability to promote reading and writing 

skills from the context. Caron made handouts to cultivate students’ logical thinking 

for short paragraph writing in English. Nancy designed short cloze paragraphs with 

key words and phrases blank and let students guess the answers or consult reference 

materials to fill in the missing words. Many teachers supposed the method is to test 

the dictions or grammatical rules. In this case study, cloze test and paraphrase were 

advanced to coach students for the ability of critical and logical thinking. 

6. Collaboration: Successful instruction using scaffolding and peer collaboration 

benefits the students’ potential development level (Vygotsky, 1986). Both participant 

teachers divided the whole class into small groups with seven or eight mixed level 

students. The group members worked on the activities collaboratively. It decreased the 

teachers’ workload, and students with small groups undertook the tasks and obtained 

feedback and information from their peers. Collaboration contributed to students’ 

better autonomous learning.  

As mentioned above, textbooks scaffolded students’ writing ability. With the 
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learning resources from available information and inquiry activities or on the Internet, 

students expanded the contents of the writing and the territories of reading. Once 

students were aware of the learning process with the ability of self-reflection or 

self-monitoring, they had the potential to get ready to take the challenge of 

autonomous learning with decision-making. That is, they know “how to learn” 

(Murphy-Judy, 1997; Schraw, 1998; Wenden, 1998). 

Inevitably, both teachers spent considerable time and effort and dominated the 

first project because students were young and had low language proficiency. With the 

fun experience of the Teddy Bear project, students acquired a higher level of 

integrative abilities. In the following projects, with the modeling from the teachers 

and experience they underwent, students were offered more autonomy to plan, to 

decide, to compose their project tasks and outcomes. The result was not completely 

student-centered, but those students at least broadened their learning experiences out 

of textbook materials and took more charge of their own learning. Those process 

scaffolded and the environment fostered students’ autonomous learning. 

  

5.2.4 The Benefit of Collaboration 

Many “collaborative/cooperative learning” activities in the classroom were 

designed for competition among groups. A big class was divided into small groups 

with students of mixed levels. The groups were distributed tasks or devoted to 

competitive activities, and finally awarded with points or bonus for the winner group. 

Apparently, it was a good way to diminish bimodal distribution and offered the slow 

learners more chances to get involved in learning. Actually, it was also competition 

from a big group, the whole class, to a small group, and the slow learners were still 

sacrificed in competition or, what was worse, were blamed for the loser. In this case 

study, the teachers offered good examples of collaboration with humanity concern. 
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• Collaborative teaching and learning with peers gave the impetus to PBL. 

Collaboration is one of the instructional strategies for implementing PBL. The 

ways of collaboration in this research came from three domains: (A) formulation and 

back-ups of teaching teams, (B) teacher-student interaction, and (C) students’ 

collaboration with peers. 

As to the teaching team, Sandholtz (2000) identified three types of team teaching: 

(A) two or more teachers loosely sharing responsibilities, (B) team planning, but 

individual instruction, and (C) joint planning, instruction, and evaluation of learning 

experiences. At least, collaboration among teaching partnerships aims at “working 

purposefully, regularly, and cooperatively to help a group of students learn” (Buckley, 

2000, p. 4). Teachers could plan the courses together and teach individually afterward.  

The team teaching in this study was the type (B). They collaboratively designed 

the instructional activities and expanded activities but individually taught in their 

homeroom classes. In fact, the members who contributed to the projects included 

more than the two teachers themselves because the project with expanding activities 

took much more time and effort out of the school curriculum. Outside the classroom, 

the administrative colleagues, even the foreign project participant teachers, could be 

included in the teaching team with their expertise to contribute to the projects. In 

school, the open-minded administrators supported the projects, and technology 

specialists offered the back-ups, including the school hardware and software 

installations. Adequate and accessible technology facilities such as computers with the 

Internet in the library or computer classroom accommodated the needs of the students 

who did not have computers or the Internet at home. Because the schoolwork 

constrained students’ time, they hardly got together to discuss the project during the 

day. The school library closed at nine o’clock, so the students could make use of it 

after school. “After school, we collected information from the web in the school 
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library and discussed writing tasks” said Lucy, one of Nancy’s students (interviewed 

on March 9, 2005). Without support from the school administration and vigorous 

determination from teachers, the project was hardly carried out in the ordinary 

educational environment; especially in high schools under pressure to help their 

students enter higher education. Nancy’s Malaysian participant teacher in the Teddy 

Bear project (II), for another example, helped find another participant for Caron and 

enthusiastically encouraged both teachers and shared her teaching reflection or 

materials. The collaboration among the adults inside and outside of the classroom 

benefited PBL with IT for EFL learning. 

Harmonious relationship among teachers and students also helped the 

collaboration. The skilful students were very willing to help teachers with computing. 

Some students actively offered information about the writing topics or projects. They 

released teachers’ excess work while conducting the PBL outside the curriculum. Still 

some students offered teaching or learning tips or suggestions in school or via email. 

Students’ response to overloaded schoolwork or suggestions on the project reminded 

teachers to adjust the learning tasks or assignment. The collaboration among teachers 

and students were not only for implementing project but also the concern for students’ 

diverse levels and needs. At last, we have to contemplate the “achievement” of the 

students. In this case study, one of the participating students with poor achievement in 

English in his school work could deal with computer techniques in English narration. 

Thanks to his generous teacher, he identified himself without getting depressed and 

still liked English. We educators and the grownups that care about the achievement of 

students hoping to advance through the academic system but boasting multiple 

intelligences seeme to expect ourselves to respect students’ diverse needs and learning 

styles. 
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The collaboration among students with their peers in a small group built up 

harmonious learning environment. Both teachers divided students into groups with 

mixed levels for the project, six to eight students or so as a group to collaborate on 

writing tasks. This kind of collaboration enhanced students’ overall learning, not for 

competition (Sharan & Sharan, 1992). The researcher found that higher level students 

of both classes were willing to help the slow learners of their own group or others, and, 

amazingly, the slow learners also asked for help from the group members or other 

groups. It is clear that they were used to asking for help from classmates much more 

than from their teachers, no matter how challenging the tasks were. It did not mean 

that their teachers were not close to them but that they were with their peers all day in 

the same classroom. As a matter of fact, every time when the researcher was sitting in 

the teachers’ office and waiting to interview the participants during the break between 

classes, the teachers and students interacted intimately. The harmonious class 

management offered an environment of amiable collaboration.  

Vygotsky's ZPD implicated human learning from the interaction of social nature 

and with an internal developmental process that children interact with people around 

themselves and collaborate with their peers (Vygotsky, 1978). Students collaboratively 

experienced the learning in the school and real life environment (Collins, 1988; 

Collins et al., 1991). The higher level students who reached the target competence or 

higher levels could transfer their roles to be the experts helping their lagging peers. 

Equally, the slow learners follow the peers’ lead without pressure. Collaboration 

propelled the strenuous project along and led to a bountiful harvest. 

 

5.2.5 The Significance of Authenticity 

• Learning English is not to transplant foreign materials and cultures into real life but 
to know and share the cultures and lives with the world through language. 
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EFL/ESL teachers throughout the world take it for granted that authentic 

materials and situations serve the language learning, but few cautiously consider what 

authenticity is, when and how authentic materials should be used and how authentic 

situations should be built up in an EFL classroom. On the one hand many people 

complain about lacking of authenticity for short of budget and recourse. On the other 

hand they have the myths of authenticity equal to transplant outside culture from 

English speaking area. Even parents were addicted to the favor of “authentic” 

materials and contexts imported from English speaking areas, such as real books, real 

newspaper, real magazine articles, anything real or the real-like learning environment; 

foreigners speaking standard English in the classroom would be much better.  

However, such “English fever” (Krashen, 2003) that embrace outside cultures 

and ignores or devalues local cultures seems not to be consistent with the spirit of 

authenticity. Teaching at the University of Hong Kong, Nunan (2003) has been 

noticing the chaos of the dangling of language policy, the fever of English learning 

and the crisis of cultural identification in Asia. He doubts the enormous costs and the 

effects on English education. He remarks that the available technical products of high 

quality and numerous English learning materials aid the instruction in class. He 

suggests that the local teachers make use of the resources and says they can also be 

competent. 

Breen (1985) distinguishes four types of authenticity: “(1) authenticity of the 

texts being used as input data for learners, (2) authenticity of the learners interpreting 

such texts, (3) authenticity of the language learning tasks, and (4) authenticity of the 

actual social situation of the language classroom” (p. 61). Different types of 

authenticity derive various presentations. He supposes the classroom also has its own 

authenticity and is as meaningful as the authenticity of the target culture. Therefore, 

authenticity in EFL learning does not mean to transplant outside culture to the 
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learning situation and does not only decorate the school/classroom as a native-like 

environment. Nowadays, accessible authenticity in Internet resources or 

telecommunication activities are considered a kind of authenticity and favored for 

foreign language learners. 

In this case study, texts about internal culture in English versions may as well be 

dignified as authentic resource of a kind. Students’ interpretation of local culture with 

their English writing was also a sort of authenticity. Experienced activities and 

hands-on works in or out of the classroom also built up students’ background 

knowledge to convey local culture with topic writing in English. Those were also 

considered authenticities in real life. In terms of Caron’s and Nancy’s instructional 

plans and materials, we broadly define “authenticity” to embrace the materials and 

tasks with online situations and contexts without too much care about language 

versions. What is more, the available resources without too much effort and cost were 

applicable in the basic education environment with limited budget and resources. 

Meanwhile, interpreting local culture in English provoked students to identify the 

purpose of EFL learning. The interchanged messages and stuff from the project 

partners around the world opened the communication up to non-English speaking 

areas. Students amended the EFL learning goals and took positive attitudes toward the 

mutual communicative tools. Through the projects, the cross cultural understanding 

raised students’ culture identification and self-awareness without worshiping 

everything foreign. Just as many students wrote in their reflections that at last they 

used English for communication to the world, they also proudly introduced their own 

local culture and interestedly shared their lives with the world. They valued internal 

culture as well as English learning.  

The other myth of authenticity toward the textbooks comes from parents and 

English teachers who superstitiously believe imported textbooks were better and more 



 132

authentic than ones compiled by local editors. The school of the cases’ adopted local 

textbooks and both teachers successfully scaffolded students’ potential language 

competence by combining local real life activities and telecommunication activities 

with foreign participants. When the students were in ninth grade, they found that they 

learned English easily because they had learned much in projects for the past two 

years. Before the research was getting finished, the researcher ran across Caron in an 

in-service teachers’ workshop and had a short talk with her. The researcher was glad 

to learn that students of both classes had good scores in the Basic Competence Test on 

English after their graduation (conversation on June 26, 2006). That indicates the 

critical factor lies in instructional design (Bailey, 1996; Chang, 2003) rather than 

transplanting foreign culture or importing teaching resource, so called “authenticity,” 

into the classroom.  

 

5.3 Conclusion 

From the findings and discussions, the key to the PBL for EFL instructions or the 

language learning through telecommunication activities lied far more in the 

pedagogical consideration of EFL objectives than technological utilization. 

Well-designed instruction was necessary for the project. Teachers introduced the 

international resources through the Internet into EFL teaching and learning, and 

students carried out their work or tasks by and with multimedia or IT appliances. 

Based on the textbooks, steady language instruction implemented the writing tasks 

and scaffolded students’ language acquisition and use. Information on the Internet, no 

matter in English or Chinese, provided background knowledge and enhanced students’ 

reading comprehension ability. Authenticity of inquiry activities motivated their 

learning and substantiated their knowledge from everyday life. Collaboration among 

teachers and students promoted the overall learning.  
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The cases of the study showed less implement of listening and speaking activities 

because of the different time zones and insufficient instructional plans to develop the 

ability and to perform with it. However, their implement in reading and writing 

competence showed clearly that PBL for EFL learning met the core competence of 

Grade 1-9 Curriculum Guidelines, cultivated integrated language ability and 

corresponded to the requirements of information technology education based on new 

CALL trends.  


