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Abstract—There has always been tremendous studies regarding teachers’ perception of using a definite
approach in boosting speaking ability of EFL learners; however, fewer studies have stressed the essentiality of
student engagement through Harmer’s ESA elements involved in enhancing speaking performance of EFL
learners. The aim of the present study is to put an effort into investigating teachers’ perception of teaching-
learning techniques through the utilization of three engage, study and activates (ESA) elements involved in
teaching of tasks in mastering Iranian intermediate EFL learners’ speaking skills. Based on this notion, a
number of 10 EFL experienced teachers were enrolled in conduction of the study. In order to analyze teachers’
apprehension of ESA elements, a questionnaire which contained a five- point 37 Likert-type close-ended items
was utilized. The results of the teachers’ questionnaire revealed that most of the teachers hold a positive
perception of implementing ESA elements in their classroom settings as an instructional approach in boosting
speaking ability of EFL learners. In conclusion, findings of the study approve implementation of ESA in
classroom setting. It is expected that the implications of the study may significantly contribute to the work of
EFL teachers, EFL learners, syllabus designers, supervisors, material producers, textbook writers and
researchers.

Index Terms—ESA elements, teachers’ perception, speaking ability

. INTRODUCTION

As a matter of fact, mastering speaking ability has always been of a great concern to most EFL learners taking part in
international English language tests. Subsequently, implementing the best course of action which significantly boosts
EFL learner’s oral abilities has also been a controversial issue for TEFL teachers.

Regarding speaking and its importance, Ur, P (1991) considers speaking as the most essential skill. He notes that
among the four skills of listening, speaking, reading and writing, speaking gains significant importance. He also
maintains that those who grasp knowledge of a language are said to be the ‘speakers’ of that language, as though
speaking contains all other types of knowledge and to a larger extent most EFL learners tend to learn speaking. Rivers
(1981) argues that the use of speaking in L2 situations is twice as much as other skill like reading and writing in daily
communications (Cited in Torky, 2006). Correspondingly, Richards and Renandya (2002) consent on the fact that most
EFL learners take English courses so as to expatiate their proficiency in oral abilities. Harmer (2007) clearly stresses on
the communicative dimention and language use in L2 settings. He also encapsulates that adequate input and learner
engagement in tasks and topics would significantly affect learner’s oral abilities. Additionally, he claims that if learners
activate their cognitive abilities and consider their minds and hearts, they will understand and learn substantial materials
considerably.

In accordance with the abovementioned statements, it seems essential to say that speaking is the means through
which learners can communicate with others specifically for the purpose of achieving certain goals, putting their ideas
across or expressing their emotions, feelings, viewpoints and so on. Likewise, however, there is a consensus that
speaking is the most frequently used skill in most settings.

Prince (2004 as cited in Timothy T. Diemer and et al) holds that student engagement is closely associated with
positive learning outcomes. Likewise, Kinzi (2010 as cited in Timothy T. Diemer and et al) describes the association
between student engagement and academic success as follow:

A substantial body of research indicates that once students commence studying at a college or university a key factor
as to whether they will put considerable amount of effort and strive to partake in educationally meaningful activities is
essentially dependent upon the extent to which they are engaged in academically well-structured environments. Quite
simply, to make certain how many students graduate and make the most of their undergraduate and postgraduate
education, universities need to first assure the learning environment offer prolific and educationally purposeful
opportunities and subsequently concentrate squarely on promoting student engagement.
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Although there have been tremendous studies on the essentiality of teaching and enhancing speaking ability of EFL
learners, the problems and inadequacies are not alleviated yet. Correspondingly, most of the works on teaching speaking
through tasks proved to have their own weaknesses, merits and demerits. And most of these weaknesses can be
attributed to their ignorance of learner engagement, learner interest and learner activation. Correspondingly, considering
the abovementioned barriers which may hinder learners attempt to enhance their speaking ability, this study put an
effort into filling the gap in the field of language teaching and learning. Therefore, the present study is significant owing
to the grounds that it tries to remove the shortcomings of former studies by investigating teachers’ apprehension of
implementing Harmer’s ESA (Engagement, Study, and Activate) elements utilizing a Task-based syllabus in boosting
speaking ability of EFL learners.

This study also aims to assess and identify teachers’ perception of utilizing this approach on improving speaking
ability of EFL learners. Therefore, it tries to explore teachers’ understanding and knowledge regarding the relevance of
using ESA approach for better language teaching and learning. To do this, the present study attempts to give some
suggestions for teachers to stimulate student’s speaking performance and overcome the difficulties they have to
encounter with in teaching speaking English for Iranian EFL learners.

Il. LITERATURE REVIEW

A. Speaking Nature’s Language

Bygate (1987) maintains that speaking in a second language (L2) involves the improvement of a specific kind of
communicative skill. Additionally, he states that since oral language involves production circumstances, it contradicts
from written language in its ordinary grammatical, lexical and discourse patterns. The differences between these two are
discussed on the discussion of the nature of speaking. Moreover, some of the processing skills required in speaking vary
from those involved in reading and writing. Additionally, on the discussion of the nature of spoken language, Nunan
(1989) distinguishes spoken language from written language. He summarizes the differences as follow:

Spoken language written language
Context dependent context independent
Dialogic in nature monologic in nature
Records the world as happens records the world as things
(P.26).

He also differentiates between two basic language functions, i.e. the transactional and the interactional talk. The
former is produced in order to get things done. And the latter is produced for social purposes. According to Nunan
(1989, P.32) successful oral communication involves:

1. the ability to articulate phonological features of the language comprehensibly

2. command of stress, rhythm, intonation patterns

3. an acceptable degree of fluency

4. transactional and interpersonal skills

5. skills in negotiating meaning

6. skills in taking long and short turns

Additionally, he holds that teachers can apply both the bottom-up and the top-down approaches to teaching speaking
in their classes. He defines the bottom-up approach to teaching speaking as follow: The students commence with the
smallest units of language, i.e. individual sounds, and continue with the mastery of words and sentences to discourse.
The top-down view, on the other hand, advocates that the students commence with the larger chunks of language, which
are embraced in authentic contexts, and use their knowledge of the contexts to understand and use the smaller language
elements accurately.

B. Classroom Interaction and Student Engagement

For EFL learners, experiencing real communicative situations in which they can assert themselves get their message
crossed or expressing their opinions with regard to fluency and accuracy is crucially important. Hence, applying an
educational strategy which can enhance their learning plays an important role in their learning process. Having this in
mind, it should go without saying that the concept of classroom interaction which emphasizes teacher-learner, learner-
learner interaction, negotiation of meaning and feedback worth considering. Supporting the abovementioned claims,
Hughes (1994) believes that one of the major objectives of teaching spoken language to EFL learners is to master their
ability in interacting successfully in the target language which involves both comprehension and production. (Cited in
Silva, 2012)

In their pioneering study of teacher-learner interaction, Sinclair and Brazil (1982) claimed that learners ‘have only
very restricted opportunities to participate in the language of the classroom’. In similar vein, Nunan (1987) concluded
that ‘there is increasing proof that, in communicative classroom settings, interactions may, in particular, not be very
communicative after all’ (p.144).The growing evidence Nunan adduces includes studies that characterize teacher-
learner interaction as being almost entirely teacher-led and dominated, and as consisting largely of IRF (initiate-
response-follow up) sequences, of which the initiating element is almost always a display question (as opposed to a
referential one). Elsewhere, Sinclair and coulthard (1975 as cited in Ur, P. 1991) believe that the most decent kind of

©2017 ACADEMY PUBLICATION



JOURNAL OF LANGUAGE TEACHING AND RESEARCH 579

classroom interaction is generally known as ‘IRF’ — Initiation- Response- Feedback: in this type of interaction the
teacher launches an exchange, typically in the form of a question, and one of the learners answers, the sequence goes on.

A positive gloss of this extract would highlight the scaffolding of instruction that the teacher provides through her
questions, and the way in which learners are actively involved in achieving an instructional goal. (Thornbury, S 1996a,
as cited in Trappes-Lomax and Gibson Ferguson 2002).

Student engagement is a new and ongoing field of study and the finding are very challenging. Shulman (2002) stress
the essentiality of student engagement and say “learning begins with student engagement” (p.37).

In any learning situation, especially in classroom setting, any achievement without considering student engagement
would lead to incomplete conclusions or results.

The research literature elaborates upon Newmann and Colleagues (1999) (as cited in Aardema, Thomas P, 2013)
definition by dividing student engagement into three levels: behavioral engagement, emotional engagement and
cognitive engagement.

The focus of behavioral engagement is mainly on the tenet of participation and involvement of learners in social as
well as academic activities essential for achieving positive outcomes. Emotional engagement refers to the learner’s
reaction toward the teacher, classmate and the academic course. Learners participating in class show positive and
sometimes negative attitude or reaction. These emotions include: boredom, happiness, interest, anxiety, stress, etc.
Cognitive engagement is the amount of time, effort, willingness, thoughtfulness and strategies exerted or employed by
learners necessary for comprehension of complex ideas in carrying out tasks.

C. ESA Approach as an Instructional TEFL Methodology

Over the last decade, ELT teachers have made use of PPP model of Presentation, Practice and production as their
desired model of teaching. This model of teaching proved to be effective; however, it proved to have many
disadvantageous. One of the salient cons of implementing this model is that it falls short in communicative classes. This
is due to the fact that it does not work well when learners are asked to produce complex language problems at the
discourse level. Another short coming of this model can be attributed to the amount of teacher talking time which is
disproportionately high compared to that of the learner talking time. This is mainly in the presentation phase of the PPP
model. Another demerit of this model arises from its principles is its overemphasis on accuracy over fluency when the
focus is on language use rather than usage. Finally, the said model does not allow for recap, that is, movement within
different stages. Now, it can convincingly be argued that ESA approach can be preferred.

In response to the shortcomings directed toward PPP model, Harmer proposed a more effective and practical
alternative model of teaching. Harmer (2007) different trilogy of teaching elements which he calls as a principled
eclecticism is referred as ESA: Engage Study, and Activate.

» E stands for Engage. The principal aim of engagement phase requires teachers to arouse learner’s curiosity,
involvement, attention, emotion and interests. In this phase, teachers can make use of games, interesting anecdotes,
storytelling, recordings, picture descriptions etc. According to the said propositions Harmers (2007) state that “unless
students are emotionally engaged with what is going on, their learning will be less effective” (p.66).

« S which stands for Study bases its main principal on language usage. The tasks at this phase center around forms of
the language and the information about the construction of how it is formed. This phase entails focus on learner-led
grammar discovery, eliciting grammar from learners rather than teacher-led presentations. The activities of this phase
grow out of communicative tasks where learners focus on forms is drawn from the teacher-led discussions or through
their own noticing activities. Activities of this type range from relative clauses, specific intonation patterns to
collocation of a particular word or the way a lexical phrase is made or used. Harmer believes that successful language
learning is heavily grounded on a sensible integration of subconscious acquisition of language.

* Finally, A which stands for Activate is the stage at which learners are engaged in more communicative and
meaning-focused tasks. These tasks require learners to use the language communicatively and as free as the can.
Fluency is more emphasized and learners focus is on the free use of the language rather than accuracy.

D. Task

Ur, P (1991) defines task as essentially goal-oriented activity which requires the group or pair, to regain the goal
which is normally expressed by an observable result. These include a drawing, a rearrangement of jumbled items, a
spoken summary and brief notes or lists. This result should be achieved by interaction among participants; therefore the
instruction involved in teaching tasks should ‘reach a consensus’ or ‘find out every one’s opinion’ In performing these
types of activities, he believes that task -centered activities invokes more talk, more even participation, more motivation
and enjoyment.

E. Task Components, Task Types, Task Variables and Features

When deciding to use or design any kind of task in the classroom, the first thing that comes to the mind is which
components of the task are better to be used or chosen in order to get better outcomes. Or which type of the task most
suits to the classroom setting. As an example, deciding which type of task is beneficial for communication. Also, there
are some task variables that display the characteristics of a good task. Ellis (2000) in his book ‘Task-based research and
language pedagogy’ composes that instructional information about consequential task variables procured through
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research can aid teachers in determining what tasks to practice and what time (as cited in Ellis 2005). As a whole,
implications derived from task components, task types and task variables provide useful insights for teachers and
language trainers to make the process of language teaching and learning effective (Edwards and Willis 2005).

Candlin (1987) endorses that input, roles, setting, actions, monitoring, outcomes and feedback are the constituent of a
task. He defines input as the data presented for learners to work on. Roles define the association between participants in
a task. Setting refers to the classroom and out-of-class arrangements included in the task. Actions are the strategies and
sub-tasks that the learners perform. Monitoring refers to the observation of the progressive task. Outcomes refer to the
objectives of the task, and feedback refers to the assessment of the task.

According to Shavelson and Stern (1981) in designing a task, the following elements should be taken into
consideration:

« Content — the theme, topic and subject matter to be instructed

» Materials — the concrete things or materials that students are able to observe/manipulate

« Activities — the things the students and teacher will be performing during the instruction

* Goals — the teachers’ overall objective for the task

« Students — their capabilities, requirements and enthusiasms are essential

« Social community — the whole class and its perception of ‘groupness’.

(P. 478).

Nunan (1999) states that there are four components in defining a language learning task: the goals, the input, the
activities taken from the input and eventually the roles of the teacher and learners.

Goals: Nunan refers to goals as the vague general intentions behind any given learning task. Goals yield a point of
proximity between the task and the broader curriculum. For example goals may answer some communicative questions
like “Why did you get learners involved in the communicative task?’ the possible answers to this question might be”

‘I wanted to boost their speaking ability.’

‘I wanted to encourage them to get engaged in the negotiation of information.’

‘I wanted them to master their interactional skills’

Input: He refers to input as the data that form the point of departure for the task. Inputs can be taken from a wide
range of sources. For instance, Hover (1986) derives the input for communicative tasks from different sources. These
are newspaper extracts, picture stories, business cards, family trees, recipe, weather forecast, note to a friend,
curriculum vitae, etc.

Activities: refer to the actual work that learners carry out with the input which shapes the withdrawal of the learning
task. Clark and Silberstein (1977) maintain that the activities performed in the classroom setting must be the same as the
real world as closely as possible. Correspondingly, thanks to the fact that language is a means to communication,
methods and materials must also focus on the message, not the medium. Consequently, findings of research into the
study of tasks may provide teachers with intuitions that enable them to make language teaching more beneficial.

Argumentatively, it can be put forward that tasks types can be recognized in a number of ways. For example, Nunan
(1989) offers two inclusive categories: real-world tasks like using telephone and pedagogic tasks like problem solving.
These can be further be subcategorized into other classifications, by means of language function like giving instructions,
apologizing, making suggestions, or by means of cognitive processes or knowledge hierarchies such as listing, ordering
and sorting, problem solving, being creative. Correspondingly, others may categorize tasks by topic, by the language
skills needed for completion, or by whether the result is closed or open which is sometimes called divergent and
convergent tasks (Long, 1989). Pica, Kanagy and Falodun (1993) take as their starting point the kind of interaction that
takes place during task completion, e.g. one-way or two-way information flow, leading to five kinds: jigsaw tasks,
information gaps, problem-solving, decision-making and opinion exchange. Making a distinction among different task
types seems paramount, as it allows researchers to explore which types most considerably enhance learning (as cited in
Edwards, C &. Willis, J. 2005, p.19).

In addition to task types, task variables also provide useful insight into better understanding of the process of task-
based language teaching. Edwards, C and Willis, J (2005) provide some examples of tasks variables. These include task
characteristics such as whether the task is structured by providing some courses of induction into managing the
interaction, therefore aiding task completion, cognitive difficulty and familiarity of the task involving the amount of
antecedent rehearsal of the task-type or recapitulation of the same or similar tasks. The criteria under which tasks are
carried out can also be regulated. Interlocutor familiarity with the time arrangement, performance preconditions such as
public or private, and whether the interlocutor is a native or non-native speaker are all instances of task variables (p.20).

Most of the tasks used in classrooms are prescribed by official course syllable or course books and allow little
opportunities for teachers to provide learners with new type of activities. Most of these tasks introduced by course
books or official course syllables lack the features of being interesting, novel, having real life characteristics, etc.

Dornyei, Z (2001, Pp. 76-77) lists some ideas about the most motivating features of task content. He believes that a
task must be\have:

+ Challenging. That is to say, most they must challenge learners by performing some computer games; crossword or
puzzles which activates learners sense of completion, problem solving and discovery abilities.
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* Have interesting content: tasks which connect the topic with learners’ real life experiences or the things learners
already find interesting.

* Novel: the tasks which have some novelty would bring variety and also would eliminate the factor of being
monotonous.

« Fantasy: tasks which arouse leaners imagination or fantasy will engage learners. For example, by making make-
believe story, pretend plays or act out.

« Personal: learners inherently like the topics or tasks which they relate the content to their own lives.

» Competition: The opportunity to challenge can add arousal and excitement to learning tasks, irrespective of whether
the challenge is for reward (e.g. a packet of candies) or simply for the satisfaction of winning.

* Humor: "Humor is many things and one of them is interesting'

I1l. METHODOLOGY

Date Collection Instruments

The research instruments used in this study included questionnaires for teachers and teacher observation.

Teacher’s Questionnaire

The questionnaire was adapted from Karavas-Doukas (1996) and Kim (1999) cited in Beyen (2008) composed a five-
point 37 Likert-type close-ended items. The information which was embodied in the questionnaire aimed to find out the
teachers understanding and perception of teaching speaking through application of ESA approach on tasks. The
questionnaire for teachers encompassed the primary principles of ESA approach (i.e. aspects of conceptual perspective,
students learning perspective, perspective on instructional activities, the role of the teacher and the role and contribution
of students).

The questionnaire included a total of 37 items. In section one 21 items, which were designed to identify teachers’
understandings of ESA concepts and their views on ESA classroom implementation, were given numerical scores (e.g.
Strongly Agree” =5; ,,Agree” = 4; ,,Undecided” =3; ,,Disagree” =2 and ,,Strongly Disagree" =1). Similarly, in section
two items (22-37) which were set out to identify teachers™ frequency of practice of the communicative language
teaching principles with the statements on five-point Likert scales ranging from 5 specifying "always", 4 specifying
"usually",3 specifying "sometimes", 2 specifying " rarely" and 1 specifying "never".

Validity and Reliability of the Questionnaire

Before the commencement of the existent data collection process, the questionnaire was put forward essentially to
meet the aims of the study, and the items were adapted from Karavas-Doukas (1996) and Kim (1999) cited in Beyen
(2008). The adapted questionnaire was given to two TEFL instructors in Chabahar Maritime University to evaluate the
items analytically in terms of content validity, face validity, comprehensibility of the items and if they fit to measure the
objectives of the study. Consequently, in order to check the internal consistency of the questionnaire results, a pilot
study on teachers' questionnaire was conducted using 10 MA students of teaching with more than 4 to 5 years of
teaching experience. The pilot study on teachers' questionnaire was conducted in another school all chosen from Tehran
language school with more than 5 years of experience in teaching since the MA students were involved in the actual
study. The participants involved in the pilot study were not included in the sample during the administration of the final
form of the questionnaire.

The reliability of the test instrument was tested by Cronbach alpha method. The calculated Cronbach alpha of the test
instruments were 0.82 and 0.85 for the perception and practice items. Thus, the instruments were found to be reliable to
collect data for the main study.

Classroom Observation

The classroom observation was carried out in order to see whether teachers and students practiced the principles of
ESA approach (besides what they responded to questionnaires) in EFL classroom while the actual class lesson was
going on. In order to meet the objectives of the observation, a speaking observation was developed and employed. This
instrument was submitted to the panel of jury to determine its validity and appropriateness of the skills needed to be
applied in the classroom setting. The observation was made based on checklists which focused on classroom
instructional activities or techniques employed by teachers, the role teachers and learners played and instructional
materials used in the teaching learning process. Based on the objectives of the study, which was to ensure whether
teachers approved the application of ESA approach on task in teaching speaking or not, this observation checklist was
provided. The main aim of this checklist is to familiarize the teachers with the principles of Harmers ESA approach in
order to get ready to answer the questions asked about their perception of using this approach. Therefore, it should be
mentioned that the questionnaires the 10 teachers were given after the treatment in the experimental group were based
on this observation checklist provided in advance. In this process 10 different M. A teaching candidates with nearly 4 or
5 years of experiences were asked to fill out the observation checklist. At the end of the treatment, the same teachers
were asked to answer to the questionnaires asking about their perception of using this approach.

IV. PROCEDURES
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Conduction of the present study was an attempt to see whether teachers approve of using this type of instruction and
the procedures used in collecting the data involve a number of steps taken by the researcher himself:

Since the questionnaires were based on the method being used in class and in order for the teachers to answer the
questionnaire, First of all, it was important to get the teachers acquainted with the method being used in the classroom.
Therefore, it was necessary to ask the teachers to participate in the classes and fill out the observation checklist. Hence,
an observation checklist which was based on the tenets of the method being used was prepared in advance. Then, at the
end of the term when the teachers had already based their perceptions according to the observation checklist, a
questionnaire was given to teachers to analyze their perception of using the ESA approach in class. Teachers’
perception questionnaire is carried out with the intention of arriving at possible conclusions which can lead to some
beneficial recommendations regarding the best course of action in teaching methodology. The teachers’ perception
questionnaire contains six sections examining different perspectives. These include: conceptual perspective, students’
learning perspective, perspective on instructional activities, perspective on teachers’ role, perspective on learners’ role
and classroom practice. Therefore, the data analysis is approached separately in each section of the questionnaire. The
data collected from the questionnaires were analyzed using a SPSS software. In this process, the results were shown by
the mean, frequency and percentages each teacher answered to each question asked. Finally, the total mean scores of the
teachers’ responses were given as to the concluding remark of the study.

V. RESULTS

Findings of the Study
The data collection regarding each section of the questionnaire is demonstrated and analyzed using frequency, mean
differences and percentage.

TABLE 1.
CONCEPTUAL PERSPECTIVES
No Items 5 4 3 2 1 Mean
Fl% [f|% |f|% Fl| % Fl| %

1. Good EFL instruction is virtually synonymous with ESA -] - 5150 (440 |1]|10 |- |- 3.40
approach.

2. An ESA approach is the most progressive instructional 1110 {550 [3|30 (1|10 |- |- 3.60
approach in the field of EFL.

3. The ESA approach gives equal attention to all language skills - - 2120 [ 3|30 |5]|50 |-]- 2.70
rather than attention only to productive skills.

4. ESA help learners to take responsibility of their learning 1110 {440 [ 5|50 |- ]- - - 3.60
process more than teacher centered approaches.

5. The ESA approach to language teaching encourages - - 4140 | 4140 [ 2|20 |- |- 3.20
responsibility and self-discipline and allows each student to
develop his/her full potential.

Total 33

mean

Tablel shows the teachers’ conceptual perspective and attitude regarding the use of ESA approach on tasks in
mastering EFL learners speaking proficiency. According to the item1, findings of the conceptual perspective denote that
approximately half of the teachers agreed that good EFL instruction is virtually synonymous with ESA approach.
Likewise, nearly half of the teachers agreed that an ESA approach is the most progressive instructional approach in the
field of EFL. However, teachers on item 3 reported their agreement on productive skills and over fifty percent of them
claimed that ESA approach is less given attention to all other language skills.

In general, according to the total mean of the teachers’ conceptual perspective which equal 3.3, it can clearly be said
that about over half of the teachers have a very high opinion of the ESA approach.

TABLE 2.
STUDENTS’ LEARNING PERSPECTIVES
No Items 5 4 3 2 1 Mean
fl% [f|% Fl| % FIl% |F| %

6. Students™ involvement is best promoted in ESA EFL [ 7|70 [ 3]30 |- |- - - - - 4.70
classroom.

7. Students™ social development is best promoted in ESA EFL 3|13 |6(60 [1]10 |- |- - - 4.20
classroom.

8. Students are more willing to take risk in ESA EFL classesthan | 5| 50 [ 3|30 | 2|20 |- | - - - 4.30
teacher fronted (lockstep) classes.

9. The ESA approach to language teaching produces fluent | 4 | 40 | 4|40 (2|20 | - | - - - 4.20
learners.

Total 4.35

mean

As can be seen from the above table, clearly a great percentage of teachers (70%) strongly agreed on the tenets of
ESA student involvement. Similarly, the other 30 percent also voted in favor of the student engagement in ESA

©2017 ACADEMY PUBLICATION



JOURNAL OF LANGUAGE TEACHING AND RESEARCH 583

approach. Therefore, it can be assured that this type of instruction is the best method of engaging learners in class
discussion. Most notably, in item 7, over 60 percent of respondents agreed that Students™ social development is best
promoted in ESA EFL classroom. In the same manner, most of the teachers (80%) claimed that students are more risk-
takers in ESA classes. According to item 9, it should also be stated that ESA approach produces fluent learners. Eighty
percent of the teachers reflected their agreement in this favor.

Generally speaking, it can be certainly argued that students’ active learning is best promoted in ESA approach. The
total mean of 4.35 indicated the high positive role of this type of instruction in teaching productive skills.

TABLE 3.
PERSPECTIVE ON INSTRUCTIONAL ACTIVITIES
No Items 5 4 3 2 1 Mean
F| % fl% fl% F| % F| %
10. In EFL programs, content learning is best accomplished withan | 3 | 30 | 5|50 | 2| 20 | - | - - - 4.10
ESA approach.
11. English speaking proficiency is more easily achieved inanESA | 4 | 40 | 4|40 (2|20 | - | - - |- 4.20
class.
12. Learning skills are best developed in an ESA EFL classroom. 2120 | 4140 [4]40 |- |- - |- 3.80
13. In ESA, group work activities are essential in providing 4140 [ 4]40 | 2|20 |- |- - |- 4.20
opportunities for co-operative relationships to emerge and in
promoting genuine interaction among students.
14. In ESA, group work activities take too long to organize and 2120 | 5|5 (2|20 |- |- 1|10 | 3.70
waste a lot of valuable teaching time.
15. Students do their best when taught as a whole class by their 2120 | 550 [3]30 |-|- - - 3.90
teacher.
Total - - - - 3.98
mean

Taking a quick look at the above table, it will be made clear that item 10 shows great a high percentage of teachers
with a mean value of 4.20 agree on the terms of content learning and ESA approach. Similarly, with the mean of 4.20
the teachers also hold that speaking proficiency is best achieved in ESA approach. About 40 percent of the teachers
agreed that learning skills are best developed in ESA classroom and likewise 40 percent of them were also undecided
and the other 20 percent strongly affirmed that ESA classroom can develop learners learning skills. Regarding group
work activities, about 80% of the respondents strongly affirmed that group work activities objectives are best achieved
through ESA approach.

In general, the mean score of 3.98 is true measure that most EFL teachers hold a positive outlook of the principles of
ESA approach instructional perspectives. As it could be seen ESA takes quite a large number of instructional principles
into consideration and promote active learning through student engagement, focus on language forms and receiving
feedback as to how many students have learned the materials being taught.

TABLE 4.
PERSPECTIVE ON TEACHER’S ROLE
No Items 5 4 3 2 1 Mean
fl% [f|% | f|l% [f|% Fl %
16. Teachers play a facilitator role in ESA class. 6|60 | 440 |- |- - | - - - 4.60
17. The role of the teacher in the language classroom is to impart 8180 | 2|20 |- |- - - - - 4.40
(demonstrate) knowledge through activities such as
explanation, writing and giving examples.
18. The teacher should act as an independent participant withinthe | 4 | 40 | 4|40 (2|20 | - | - - - 4.20
learning-teaching group
19. The teacher must supplement the textbook with other materials 5|50 | 440 [ 1|10 |- |- - - 4.40
and tasks so as to develop the student’s communicative skill.
Total 4.40
mean

With regard to table4, teachers with the mean of 4.60 confirmed the role of teachers in ESA as facilitator. Focusing
on item17, most of the teachers (80%) confirmed that the role of the teacher in the language classroom is to demonstrate
knowledge through activities such as explanation; writing and giving examples. In the same manner, regarding item 18,
the mean value of 4.40 affirms the teachers’ role as an independent participant. At last, in item 19, teachers with the
mean value of 4.40 voted in favor that the teacher must supplement the textbook with other materials and tasks so as to
develop the student’s communicative skill.

As the concluding remark of this section, it suffice to state that even though a small proportion of the teachers (30%)
were undecided and had misperception of teachers’ role in ESA classes, more than 50% of them ( with mean value of
4.40) certified that they have a high positive apprehension of the role of teachers in ESA classes.
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TABLE5.
PERSPECTIVE ON LEARNERS’ ROLE
No Items 5 4 3 2 1 Mean
Fl% [f|% [f|% |[f|% Fl %
20. Students can suggest what the content of the lesson should be 5150 | 3[{30 |2]|20 4.30
or what activities are useful for him or her in language
classroom.
21. Learners should interact primarily with each other rather than 4140 (3|30 |3]|30 4.10
with the teacher in EFL classroom.
Total 4.20
mean

This section of teachers’ perception of ESA approach pays attention to perspective of learners’ role. Item 20 of the
above table indicates that half of the teachers (50%) strongly agree on the fact that students can decide on selecting the
content of the activities. Taking this principle into consideration, it is made clear that determining the content of the
activities, tasks or topics is largely dependent upon students need and interest. Focusing on item 21, 4 and 3 of the
teachers strongly agreed and agreed on learners’ interaction with their peers rather than with the teacher, though 30% of
them were undecided about learner interaction role.

In conclusion, in ESA approach learners role should not be taken for granted. Since learners play a major role in
active learning, their contribution to class discussion, task completion and engagement is a must. Hence wise, attracting
leaners attention requires a great deal of energy by the side of the teachers. Therefore, in ESA approach there must be a
comprehensive lesson plan specially planned and designed to engage students in class activities and discussions.
Additionally, it can be put forward that these activities, class discussion, topic and content of the lesson should be
approached according to learners need and interest.

TABLE 6.
PERSPECTIVE ON ESA TEACHER’S CLASSROOM PRACTICE
No Items 5 4 3 2 1 Mean
fl% |f|% F| % F| % F| %
22. ESA teachers™ should explain new grammatical terminologies 3|30 |4]40 |2|20 (1|10 |- |- 3.90
or forms and patterns (rules) and let the learners be engaged in
doing exercises.
23. ESA teachers" should explain new words and phrases and let 4140 | 4140 | 1|10 |21 120 |- 4.10
the learners do the exercises in the textbook.
24. Use teacher led - classroom discussion. 5|50 [4]40 |1] 10 - - |- 4.40
25. Give students explanation of rules with model sentences to 3130 3|30 (3|30 (1|10 |-]- 3.80
illustrate them.
26. Involve students in questioning and answering activities. 880 [2|20 |- ] - - - |- 4.80
27. Involve learners in role play, simulation or any kind of drama. 717 [3[]30 |-]- - - |- 4.70
28. Involve learners in problem- solving activities. 919 [1|10 |-]- - - - 4.90
29. Involve learners in activities as identifying similarities and 8180 [2|20 |- ] - - -] - 4.80
differences of pictures in group.
30. Use different kinds of language games e.g. word dominoes. 1110 | 3130 |33 |3[30]-]|- 3.20
31. Make the learners exchange letters, write reports, 2120 (330 (3|30 (2|20 |- |- 3.20
Advertisements etc. cooperatively.
32. Use audiovisual materials to support your lesson. 3[130 (2|20 [4]40 [1]10 |- |- 3.70
33. Use pair work in which two students work on a given task. 919 (1|10 |-]- - -] - 4.90
34. Use group work in which more than two students work on a 919 (110 |-]- - -] - 4.90
given task.
35. Help learners correct their error in their pair and group 660 [ 330 [1]10 - - - 4.50
discussion.
36. Let learners do assignments at home and give feedback on 4140 |3 130 3] 30 - - - 4.10
other days for the whole class.
37. Correct learners™ error in controlled practice activities like 3/30 (2|20 |33 |2]|20 |- |- 3.60
question and answer.
Total 421
Mean

This section of the questionnaire focuses on teachers’ perspective on classroom practice. Item 22 of this table shows
that 30% of the teachers believe that ESA teachers’ should always explain new grammatical terminologies or forms and
patterns (rules) and let the learners be engaged in doing exercises. About 40 %, 20% and 10% percent of the
respondents said often, sometimes and rarely respectively. Findings of item 22 imply that most of the teachers employ
traditional teaching of grammar in their classes.

Similarly in item 23, significant proportions of the teachers frequently explain new words and phrases and let the
learners do the exercises in the textbook. And about10% of them rarely employs doing it. Based on the mean value of
the responses (4.10), it can be concluded that nearly a great proportion of teachers employ non-communicative way of
teaching vocabulary.
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The data analysis for item 24, show that teachers always (50%) and often (40%) employ teacher- led classroom
debates. On the other hand, only 10 percent of the respondents consented that they sometimes use teacher-led
discussions. Focusing on item 25, 30% of teachers ‘always’, ‘often’ and ‘sometimes’ use rules with model sentences to
illustrate the lesson. Noticeably, regarding item 26 about student involvement, it is made clear that teachers give a
predominant attention to student engagement. 80% and 20% of teachers asserted that they always and often employ
questioning and answering activities.

Data analysis concerning item 27, 28 and 29 about involving learners in activities like role plays, simulations,
problem-solving and picture description activities involve teachers frequent attention to student involvement by the use
of different activities. The mean value of 4.70, 4.90 and 4.90 is strong evidence regarding this claim.

As to item 30 about language games, 30% of teachers asserted that they often, sometimes and rarely use language
games in their classes. And only 10% claimed always using language games like dominoes. This might probably imply
that language games take too much time and waste most of the class time.

The mean value 3.20 of item 31 denotes that teachers sometimes prefer to make the learners exchange letters, write
reports, advertisements etc. cooperatively. Item 32 of this section about using audiovisual materials to support the
lesson indicates that 40% of the teachers sometimes use audiovisuals to support their lesson. However, 30%, 30% and
10% claimed that they always, sometimes and rarely use using audiovisual materials to support their lesson. The mean
value of 3.70 indicates that most teachers sometimes prefer to use picture and sound materials and most of the time they
stick to textbook and their lesson plan.

Pair work and group work activities are the indispensable part of any teaching methodology, since they provide
effective feedback as to how much learners have understood the materials taught. Likewise, ESA approach pays a great
deal of attention to pair and group work activities. Consequently, most of the teachers with a mean value of 4.90 testify
using it.

Most of the teachers (60%) mentioned that they always help learners correct their mistakes in pairs or group work
activities. 30% and 10% asserted they use often and sometimes help learners correct their mistakes in pairs or group
work activities respectively (item 35).

Considering item 36, the mean value of 4.10 signify the fact that over 50% of the teachers let students do
assignments at home and give feedback on other days for the whole class. And finally teachers’ responses on classroom
practice regarding item 37 indicate that only 30 percent show their frequent preference in correcting learners’ error in
controlled practice activities like question and answer. Respectively, 20%, 30% and 20% of the teachers claim
practicing this activity often, sometimes and rarely.

To sum up, the findings of the teachers’ responses to classroom practice convey the fact that most teachers prefer
ESA approach in teaching activities. However, an average proportion of them prefer traditional way of teaching
grammar. They also tend to favor involving students in task activity types. As it could be seen, regarding the three
elements of Engagement, Study and activate, teachers choose different styles of teaching these elements.

Ultimately, as the concluding remark of the whole sections, it can arguably be asserted that teachers hold a positive
perception of ESA elements in mastering speaking ability of EFL learners. The total mean value of 4.07 is a strong
proof to the abovementioned claim.

VI. DISCUSSIONS

Making recourse to the research question posed earlier, the study sought to explore EFL teachers’ perceptions of
ESA approach. Accordingly, teachers were asked to observe the experimental class which the treatment was being
applied. In this process, they were required to fill in an observation checklist. Then, after the instruction at the end of the
course, they were given a questionnaire based on the observation checklist to see their perception of using this method.
After data collection, the data were analyzed by using a descriptive method. The mean and frequency of the answers
were utilized to differentiate their perception. The questionnaire was analyzed in seven sections. The findings of each
section of the questionnaire brought about different perspectives of the teachers’ understanding of an ESA use of tasks.
Considerably, it was made clear that teachers, regardless of their teaching experiences, convey a significant amount of
practical understanding about the key concepts of ESA approach involved in teaching of tasks in promoting EFL
learners speaking ability.

In probing the teachers’ perception of task-based language teaching the study whose results parallel the findings of
this study, Victor Pavon Vazquez Marta Prieto MolinaFco and Javier A vila Lopez (2014) investigated the perceptions
that teachers and students have of the use of task-based learning as an instrument to favor participation and interaction
in CLIL. The results of this study support the optimism for the adoption of task-based learning. They found out that
task-based learning contributes to the creation of a cooperative and relaxed learning atmosphere, since students enjoy
working with and learning new things in class.

They also found out that teachers make use of appropriate techniques and strategies to promote the use of the foreign
language, whether individually or in groups. Teachers’ own perception of their work is an important factor in the
success of CLIL, as teachers are responsible for providing adequate support by scaffolding students’ negotiation of
meaning.
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VII. CONCLUSIONS

The principal purpose of the study was to put attempts into investigating teachers’ perception toward the application
of ESA elements in mastering speaking ability of Iranian EFL learners. Hence wise, in order to analyze the data
descriptive survey method was employed. To meet this objective, questionnaire and classroom observation were
utilized as instruments of data collection. The obtained data were analyzed by employing statistical tools such as
frequency, percentage and mean using SPSS software. The total mean value of 4.07 is strong evidence that the said null
hypothesis was rejected all. However, teachers had different perspectives toward the application of the practical
principles of ESA. Consequently, it can rightly be asserted that teachers do have a positive perception of toward the
application of ESA elements in promoting EFL learners speaking abilities.

Considerably, it is hoped that findings of the present study would make a specifically significant contribution to the
better current situation in teaching and learning speaking English intermediate EFL learners and to the ongoing process
of renovation for teaching English. Additionally, it is also expected to find its place in educational syllabus of the
English department. Similarly, teachers are recommended to incorporate the instructional procedures deployed in the
study.

The present research, although limited in scope, is specifically carried out to develop teachers’ apprehension of
employing ESA technique involved in teaching of tasks in promoting EFL learners speaking proficiency. On that
account, the findings of the study would offer considerable amount of courses of action and implications sine qua non
for EFL teachers, EFL learners, syllabus designers, supervisors, material producers, textbook writers and researchers.
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