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Abstract

Taskhased Language Teaching (TBLT) has become awelHnoan practice within different levels
of language teaching in varios parts of the world. Howewer, ressarch hes gererally
adknomiedged dhallenges inadopting TBLT inmany foreign language teaching/leaiming contexts.
. Besides, there has been little interest in finding outwhether the use of certain approaches (TBLT i
our case) is compatible with the views that student teachers in the Egyptian context might have
about teaching and leaming. The purpose of this study was to examine the impact of intensive
TBLT training on student teachers’ views (accepiability) and teaching practice (usability). It also
focused onthe extent towhich intensive TBLT training wouldiwvould nat alter any pre-conditioning
sate towards foreign language teaching. In addition to the training course, the current study
involved the use of suneys, interviews and classroom alservation. TBLT training led to positive
views toward TBLT as an approach, bt firther findings revealed that participants’ previous
experience with English language leaming still influence their use of the approach. Analysis of
dlassroom observation during the practicum showed a paradox as tesks as work-plars aligned
with TBLT, but tesks-in-process (implementation) were geared more towards traditional teaching
approadhes.

Keywords: Task-based - language teaching — Student teachers —acceptability -
usability
Introduction

The relatively short history of language teaching and leaming research has certainly seen
rapid development over the last few decades. Such development has tended to be in the changing
nature of question(S) researchers in the field have posed over the years. One of the earty moves in
this field of study wes in search for the best language teaching method (Klapper, 2001) and this
more or less resulied in a gradual move away from traditional methods thet focused on forms
towards more communicative approaches to language teaching. A legitimate development of
such a move was Task-based Language Teaching (henceforth TBLT), now a well-established
approach in its own right. In this respect, Klapper (2003) states that TBLT is ore version of
communicative language teaching (CLT), i.e. it represents one aspect of development within the
CLT theary. This viewpoint has often been restated by various researchers in different
teaching/leaming contexts (eg. Esfandiari etal., 2012).

Background

Although TBLT has become a well-established approach in terms of syllabus design,
classroom teaching and other aspects of teaching/assessment practices, there is no universally
adopted definition of the approach. To Van den Branden et al. (2009), TBLT is a model of
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seoond languiage education that (2) derives onginally from various principles (eg. holistic, leamer-
driven and communication-based), (b) places communication at the centre of teaching
procedures, and (C) involves the performance of meaningful functional tasks using meaningful
language. TBLT literature has witnessed considerable deloate over, among other issues, the nature
of tasks and, consequently, their intended focus. Such an issue has been the subject of heated
discussions among researchers in the field. One major result has been what came to be known as
focus on form vs. focus on meaning. Proponents of meaning (eg. Ellis, 2003; Nunan,1989;
Prabhu, 1987; Skehan, 1998; Swan, 2005; Willis, 1996) criticized traditional form-focused
approaches for being inefficient in meeting students’ needs, leading to boring lessons, having
unrealistic samples of language in use, ignoring languiage leaming processes derived from Second
Language Acquisition (SLA) research and producing failed beginners who would be
demotivated. Advocates of this viewpoint believed that language teachers should focus on
meaningful communication first even though pupils make language errors during their
communication. Given that tasks can be designed to be as simple as doing a puzzle or as
demanding as making a telephone airline booking. Willis (1996), therefore, refers to tasks as
“activities where the target language is used by the leamers for a communicative purpose (goal) in
order to achieve an outcome” (p24). So, it has been suggested that by concentrating on meaning,
leamers are provided with opportunities to use the language that they have been taught ina natural
environmen, i.e. their only concem being to complete the task with the languiage that they already
know. In this respect, Willis & Willis (2007) state that *Our ultimate goal [in using TBLT] is to
end up with a task that engages leamers and generates as much meaningful use of language as
possible” (p.156).

Similarty, Bygate et al. (2001) state that - in a task - learmers are required to use language,
with their emphasis on meaning, in order to achieve certain objective(s). Ellis (2003) therefore,
suggests that TBLT is compatible with the predominant learmer-centered philosophy in language
teaching. Here, Ellis (2003) explains further by stating:

A task is a workplan that requires leamers to process language pragmetically in

order to achieve an outcome that can be evaluated in terms of whether the correct

or gppropriate propasitional content has been conveyed. To this end, it requires

them to give primary attention to meaning and to make use of their own linguistic

resources, although the design of the task may predispose them o choose

particular forms. A task is intended to result in language use that bears a

resemblance, direct or indirect, to the way language is used in the real world (p.

16).

Consequentty, in order for a task to be successful, it has to be blurring the lines between the
classroomand the actual language use in real world.

Yet, focus on meaning has been criticized for leading to ungrammatical errors and being
insufficient for second languiage leaming. For instance, Seedhouse (1999) suggests that students
often lower their language ability in order to complete the task. He further suggests that the
language that they speak is similar to a pidgin. Subseguently, students would tend to lose focus on
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the language thet they were using and concentrate on the meaning they were trying to convey to
complete the task. Furthermore, if students do not have the skills to communicate or complete the
task in the target languiage, this could hamper future inspiration to continue studying languages for
these students. Focus on form s therefore described by Long and Crookes (1992) as using
pedagogic tasks n a way that would raise students’ awareness of the “target language code” (p.71).
This stance suggests that if pupils mester grammar rules, they could communicate successfully
when they have a chance 1 do so. Yet, the general criticism directed to TBLT has generally
described the approach as being unsuitable for low-level leamers (Bruton, 2002; Swan, 2005),
lacking both theoretical and emypirical support (Bruton, 2002; Sheen, 2003; Swan, 2005) and
lacking sufficient focus on form (Burmows, 2008; Sheen, 2003; Swan, 2005).

However, development in understanding TBLT heas led some researchers such as Ellis
(2003) to distinguish between ‘unfocused’ and “focused” tasks. In unfocused tasks, there is no
attermpt to entrap language leamers into using specific linguistics elements, while focused tasks try
to stimulate language leamers to ‘process, receptively or productively, a predetermined linguistic
feature’. Nevertheless, focused tasks would encourage communicative language use and “target
the use of a particular, predetermined target feature in meaning-centered communication” (p.65).

It is worth mentioning however, that a consensus definition of task and task focus remains
unsettled. The literature has a diversity of definitions in which each draws attention to specific
aspect(s) of TBLT (Johnson, 2003; Kumaravadivelu, 1993). In this respect, Long (1997) states
that focus on form and focus on meaning have problems, which, as Long (1997) describes, often
lead 1o further pendulum swings, as supporters of one side erroneously perceive defects in the
Opponent position as rationalization for their own. Despite the heatied debate between proponents
and opponents, none of them can deny that it should be clear to language leamers that both
meaning and form must be central priorities in the instruction process.

Task Designand Implementation

Task design characteristics have been linked to a number of frameworks in the literature,
Ore important framework is Willis’s (1996), which consists of three major stages: pre-task, task
cycle and post task. The pre-task (also called priming stage) “prepare]s] students to perform the
task in ways that will promote acquisition”” (Ellis 2003, p244). This can be through infroducing
useful and necessary lexis and preparing students for the content of the task to come. The task
cycle, the main section of the lesson, facilitaies second language acquisition as activities are
designed to provide opportuinities to negotiate for meaning (NfiVl) and notice formal features of
the input and the gap between the input and interlanguage (fluency, accuracy and complexity).
This stage consists of the task itself, planning and reporting to small or large groups in the
classroom. This stage involves what Prabhu (1987) describes as the “process of thought’, which is
“cognitive thought stimulated by the task’” (Prabhu, 1987). It is meant to get the stuidents to connect
given instruction and information they already know from the realAworld. Planning and reporting
to whole class (or strategic planning as described by Ellis, 2003) aims at reducing the cognitive
load leamers experience during the task, as result of making more use of their memory-based
systemn, and thus, Skehan (1998) explains, allowing them to focus on fluency. To Nunan (2004),

ISSN 1110-2721 (333) Occasional Papers
Vol. 63: B (2017)



Teachers’ Dual Vision from a Culturally Bound Angle: Student-teachers’ Voices

TBLT should have the right balance between accuracy and fluency. Thus, TBLT does not
neglect the mportance of teaching grammatical structures and hence the final stage of Willis’s
(199) framework; i.e. language analysis. In this stage, the teacher focuses on the relevant parts
from the lesson for the students to analyse. She might urge students to notice certain language
forms. The teacher would explicitly highlight the languiage thet the students used during the report
phase. Form, explains Klapper (2003), is therefore taught through communication rather than in
isolation. Here, Nunan (2004) points out that TBLT strengthens authentic content-oriented
language leaming rather than focuses on linguistic forms.

However, various studies in the literature (e.g., Van den Branden, 2006) have illustrated the
extent to which previously designed tasks might change in classroom contexts. Such research
refers to contexts where teachers and/or leamers modify tasks once such tasks are used in specific
classroom settings (e.g. Coughlan & Duft 1994; Ellis 2000; Samuda 2009). Using Breen’s
(1987) terminology, instructors might convert ‘task-as-workplan’ into ‘task-in-action’ when they
are in the classroom (Breen 1987:24-25). At the design level, a task is often considered a mere
workplan. Froma psycholinguistic perspective, task-asworkplan is seen as having the potential to
determine opportunities for language use and leaming (Ellis, 2000). According to such claims,
tasks should be designed to allow opportunities for negatiation for meaning (Long, 1983 and
1996), output (Swain, 1985 and 1995) or production of fluent, accurate or complex language
(Skehan, 1998). A workplan, describes Breen (1989), is only ever an “‘idealisation’” thet will be
reconstructed by the students and led by the teacher in the classroom. Such reconstruction is
known as task-inHorocess. This is the dialogic processes leamers engage in while performing a
task and such processes work on shaping language use and leaming (Ellis, 2000). This highlights,
ever more o, the need for a dual vision (Van Lier, 1996) and that the necessity for teachers to
think on their feet is paramount. OFf key importance here is the idea thet leamers will interpret the
task each in hisher own way and hence (3) language produced collaboratively is acquired
(Lantolf, 2000) and (b) one speaker can assist (or scaffold) another in performing a task hefshe
cannot perform alone (VWWood, Bruner and Ross, 1976). In this regard, Scrivener (2005) states that
although this is likely to increase the amount of stress a teacher may feel in class, stress levels are
likely to decrease with experience and the acquisition of altermative strategies.

Previous Studies

Various research studies have shown interest in evaluating CLT in general and TBLT in
specific in nonwestemn contexts. Some of the studies were concemed with examining the beliefs,
attitudes and motivation of either/both teachers orfand students while others looked at the impact
of using such approaches on students’ language performance and yet other studies focused on the
constraints that emerged in teaching, leaming and assessment. Such studies were carried out in
various contexts including, but not limited to, Japan, Vietnam, China, Hong Kong, Korea and
Malaysia. Examples are Sato’s (2010) study in Japan, Beibei and Xueping’s (2007) study in
Russia, and Carless’s (2003) n Hong Kong, Although some of the studies found in the literature
have given controversial results, many still emphasized the potential within TBLT. Researchers
such as Ho and Wong (as cited in Littlewood, 2007, p. 246) report that teaching approaches such
as TBLT, which orginated Westem educational contexts wes generally perceived as
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incompatible with the demands of public assessment and sometimes in conflict with certain
educational values in the nor\Westem contexts. Other studies reported contextual constraints as
the main impediments to the success of approaches such as TBLT. In this respect, Xiongyong
and Samuel (2011) conducted a study which focused on identifying challenges and possibilities in
TBLT implementation in China. The researchers exammed EFL secondary school teachers’
perceptions of task-based language teaching (TBL.T) and the impact on their classroom practices.
Results of the study revealed a higher level of understanding of TBLT concepts among those
teachers and that most teachers involved in the study held positive attitudes toward TBLT
implementation. However, largesized class and difficulty in evaluating students’ task-based
performance were the major impedimentstothe use of TBLT.

Adopting an Action Research approach, Ruso (2007) examined applying TBLT to a
tradiional EFL classroom  context in Turkey with the aim of finding answers to certain
problems such as poor leamer motivation. In the study, leamers” views about TBLT were
examined through a questionnaire, diaries and semi-structured interviews. Resuls showed
that implementing a TBLT approach in such EFL classes created variety for the students.
Moreover it improved their leaming, as the TBLT tasks used in the study were seen to be
encouraging  student participation and leading t significant developments conceming their
language performance. Participants revealed that they did not prefer teacher-dlirected lessons
where enough opportunities 1 express themselves in the target language were unavailable.
Similarty, Ismaili (2013) carried outa study to examine the effectiveness of the task-based leaming
approach on the development of students” speaking skills in academic settings. Results indicated
that task-based teaching offers “variety” for leamers as the approach can improve leaming, The
research also referred to the positive attitudes of the students towards TBLT. They were also able
to acquire new linguistic knowledge. The author concludes that TBLT was found to be very
beneficial in mixed ability classrooms as it supports cooperative leaming.

The Current Study
Research Contextand Problem

Having established a highly examination-oriented system under Napoleon Bonaparte in
1798, successive education systems in Egypt have maintained the same orentation, be it for
military, political or supremacy purposes (Hargreaves, 2001). Despite such orientation, the
Egyptian Ministry of Education has embraced CLT in teaching English as a foreign language.
Schools have less freedom, generally, on the selection of meterials either at the provincial or the
municipal levels, ie. course books (students’ books and teachers’ guides) are provided at a
national level. While the content of such textiooks cater for the four language skills as well as the
language system, at the practical level teachers tend to teach to the test whether inside the
classrooms or in their private tutoring as pupils’ progression to any subsequent educational stages
is often determined by achieverment.

In alignment with the policy of the Ministry of Education, the EFL_ student teacher training
programme at Damanhour Faculty of Education trains student teachers in diverse pedagogical
innovations and, as a part of their training, the teaching methodology course for third year EFL
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students teachers provides a general background of some teaching methods (je. starting with
grammar translation and ending with CLT) and some skills that they will use in the future (eg.
lesson planning and classroom management). Similarly, the course for fourth year EFL student
teachers is intended to focus on the use of CLT in teaching listening, speaking, reading, wiiting,
vocabulary and grammar. Although the course familiarized the students with CLT and enables
them to plan and microeach lesson accordingly, it enhances a weak version of CLT. The
training course designed in the current study gave particular attention to TBLT. Students were
required to use TBLT to peer teach in microteaching sessions, and to teach actual pupils in the
practicum. Junior staff members at the faculty supervise the microteaching sessions and Ministry
of Education supervisors supervise the practicum. As the current researcher claims that the voices
of EFL student teachers generally go unheard and their perception and use of approaches
enforced by the Ministry of Education is often under-researched, this stuidy examines the impact
of an intensive TBLT training on student teachers * views (acoeptability) and teaching practioe
(usability). It also focuses on the extent to which intensive TBLT training wouldAvould not alter
any pre-conditioning state of student-teachers’ views of how foreign language should be taught.

Research questions
This study examined the following main question:
o \What is the impact of intensive TBLT training of EFL student teachers on its
acceptability and usability”?
In order to provide answers 1o such a question, three sub-questions were formulated. These
Were:
1. What are the student teachers’ views of how English is best taught prior to TBLT
training?
2. How far do student teachers’ views of how English is best taught change after TBLT
training?
3. Howfardostudent teachers use TBLT after the training?

4. How far do student teachers’ tasks-irHorocess conform to/differ from their original views of
how English should be taught?

Participants and Study Delimitations

As the current study wes delimited to fourth year student teachers studying EFL
methodology course at Damanhour Faculty of Education, the participants involved in this study
were 88. At the time this study was carried out, the students’ age varied between 20 and 22.
Females comprised 98% of the cohort and such gender-biased cohort was not deliberate, but itisa
true representation of the actuial student teachers population. However, gender wes not dealt with
as a varable in this study. When asked about their pre-university schooling, 92% of the
participants attended large classes at govermmental schools (average betvween 30 and 50) some of
whichwere located in rural areas (41%6) and others in urban ones (59%) (See figure 1).
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Figure 1. Participants Previous School Settings
Table 1. Participants ¢ Marks in the Teaching Methodology Course

Frequency Per cent
> 2 Distinction 10 114
,5 _§ g 8 \ery Good 51 580
Good 26 295
=g 8 Pass 1 11
Total 88 1000

The majority of participants (85%) started leaming English at the age of 6. Furthermore,
none of the sample involved here has ever studied in or travelled to an English speaking country.
Likewise, none ever took any intermationally recognized language tests such as TOEFL or
IELTS, but all scored highly at English at the secondary school certificate exam in which 42% of
participants scored 45 out of 50, and the rest scored even higher. Similarty, when asked about their
soores at the teaching methodology course in the previous year, participants maintained high
soores as 51% soored “very good” and 26% scored ‘good” (see table 1 above). Hence, the sample
was homogenous inways more than one.

TheTBLT Course

Studying teaching methodologyy at the faculty of education occurred at third and fourth
years. TAs mentioned earlier in this study, third year course generally aimed to introduce teaching
methods (6.2 grammar translation, audio lingual, suggestopedia. . .etc) in addition to classroom
management strategies and lesson planning skills. At fourth year, student teachers study the use of
CLT in teaching listening, speaking, reading, writing, vocabulary and grammar. The intensive
TBLT course designed for this study aimed at enabling student teachers to a) recognize the
relationship between CLT and TBLT, b) identidy major TBLT frameworks and ¢) plan and
teach lessons using TBLT. The content of the course included (a) a critical view of the different
teaching methodologies, (-b) communicative competence, (C) weak vs. strong version of CLT, (d)
TBLT overview and research, (€) TBLT design and planning, (f) TBLT and interaction petterms,
(g) Task-based language assessment and (h) evaluation of TBLT lessons. Course teaching wes
undertaken through a combination of full group lectures and microteaching sessions providing
opportunities for critical reading and discussion, and for preparation of task materials. Each session
lasted for 2 hours and wes followed by 1-hour microteaching session in which students split into
non-concurming microteaching session groups. Readings were provided week by week and
students were expected to prepare these before coming to class. The course textibooks were
mainly Willis (1996) and Ellis (2000). Based on Unit 16 (Tourism Today) in second year
secondary student book, the student teachers were assigned a task in which they were required to
plan, design and implement a 30Hminutes task-based lesson. A student teacher would teach
hisher task twice: once at a microteaching session (in which opportunities for peer feedback is
available) and another at the practicum (which involves actual pupils at school and feedback from
asupervisor). They were asked to demonstrate the task in three stages: task-asworkplan, task-in-
process, and task outoomes.
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Design, Techniques and Data Collection

The study aimed to examine the impact of intensive TBLT training on student teachers’
views (acoeptability) and teaching practice (Usability). It also focused on the extent o which
intensive TBLT training wouldAnvould not alter any pre-conditioning state towards how Engllishis
best taught. As seen in Table 2, the study adopted a qualitative approach that involved the
following procedures:

d) a predraining guestionnaire and semi-structured interviews to collect data about student-
teachers’ views of how English is best taught,
b) the TBLT training course,
C) classroom oloservation of tasks being implemented at the practicum, and
d) posttraining questionnaire and semi-structured interviews.
Table 2. The Study Data

Instrument No of Respondents

Pre-freatment semi-structured interviews

Pre-treatment questionnaire

Task-asworkplan for microteaching sessions

Task-asworkplan for practicum lessons

Practicum observations (task-inHorocess)

Paost treatment semi-structured interviews

R &|5|8|B|B |

Post treatment questionnaire

It is worth mentioning here that no tasks were filmed for ethical reasons. Having lived in
small villages, most of the participants (being fermales) preferred not to appear in the video when
the researcher sought their consent to video recording. As a result, classroom observation was
employed, which tumed out to be beneficial to the feasibility of this stLidy because interviews (as
well as informal discussions) with olbserved student teachers were undertaken immediately after
the lessors.

Results

This paper mainly examined the main question “VWhat is the impact of the intensive TBLT
training on EFL student teachers?”. In order to do so, four sub-questions were formulated. In this
section, results obtained to such questions are respectively presented.

Q1: What are the student teachers’ views of how English is best taught?

In examining participants’ past experience with English language leaming, it was obvious
that the participants’ previous experience generally aligned with traditional approaches to language
teaching (see table 3 below). Out of 88 participants, 71%6 labeled language instruction as generally
form-oriented and 20% thought that teachers targeted communication. Similarty, 65% disagreed
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that teachers explained grammar rules only when necessary for communication. The majority
(84%) described the language of instruction in their English classrooms as mainly Arabic.
Furthermore, 70% showed that accuracy, rather than fluency, wes targeted by teachers. While
participants referred to the constant correction of grammtical errors (81%0), less attention was
given to pronunciation emors (54%). Attention given to grammar, rather than pronunciation,
mainly aligned with the needs to prepare students © do well in the final examinations, which
tested knowledge of grammar and not pronunciation, i.e. the aim was not language accuracy as
such, but it wes responding accurately to the questions of grammar in the final test. Following the
same line of thought, participants thought of their roles as leamers in terms of memorizing
grammar rules (87%6) and vocabulary lists (92%4). On the other hand, few participants (20%)
agreed that their Engllish language leaming experiences focused on communication and slightly
more participants (32% and 33%o) thought teachers created such communicative and interactive
leaming atmosphere. Data collected also showed awareness of the significance of
‘communication’ as the intended outoome of the process of language leaming and teaching, Even
though 89% of participants thought communication wes important, in the interviews this was not
mentioned as an aspect of the good teaching they had experienced themselves.

Table 3. Participants’ past experience with language learning

Can’t
Yes | No
Item 0 | @ Rer?)e/r;;ber
3 English teaching in my school focused mainly ongrammar rules 7 8 1
and this helped us communicate.
b The language used in the classroom by my Engllish teacher wes 15 1
mostly Arabic.
Ourfocus in class was on communication, and the teacherwould
c . 65 15
explain grammarwhen necessary.
q My English teacheroften designed activities to mainty have us 51 13
interact in Englisheven ifwe madke errors.
o Our pronunciation ermors were often corected on the spot 3 8
throughout the lesson.
f Our grammatical errors were often corrected on the spot a1 9 10
throughout the lesson.
g Itwas important for usto memorize grammar rules. 13 0
h Itwas important for us to memorize vocabulary lists. 8 0
i My English teacher often created an aimosphere for us to 59 9
communicate in Engllish.
j Ourfocus i class was onaccuracy rather than fluency. 16 14
k | Theaimof teaching Englishwasto help us communicate. 100 0 0
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These issues were mnvestigated further in the interviews. In tems of teachers’ roles, the
conventional roles of teachers were emphasized. It was also revealed that those studernts il
considered roleplaying with pre-defined language as being communicative and interactive
activities. Such perception would probebly justify why 32% and 33% of participants thought of
their classroom as communicative and interactive. VWhen prompted about what they could
remember about their own best teacher, they indicated that such teachers were those who helped
them get higher marks in high stakes tests. Those teachers focused most on grammar and
vocabulary plus some aspects of reading and wwriting. It wes even revealed that those leamers were
given previously written paragraphs to memorize. Such paragraphs addressed topics that were
likely to be included in final tests. As plan B, one interviewee mentioned that when she wes a
pupil at school, her teachers were even keen to train pupils to memorize generic simple mistake-
proof sentences that can be used in writing a paragraph on whatever topics in the exam regardless
ofwhat teaching writing is all about. Examples of such sentences were:

Its aworldwide fact that ... [pupils insert the topic given in the prompt] ... is so important
and can play avital role in our life as individuials on one hand and can change the shape of life all
over the world on the other hand. First of all, it has a lot of good effects and advaritages which if
well-exploited, will change and modify our life completely to the best so we should do our best to
develop it by all possible means. In my opinion, it's the golden key to a happy life full of peace and
success. If it has any bad effects or disadvantages, they will be of no importance, if outweighed by
its marvellous merits and benefits.

As for participants’ reflection on their expenience as student teachers, the data collected
examined their views of how language is best taught. In this respect, it was obvious thet although
many participants thought that leaming a language is leaming to communicate in this language,
considerable numbers highlighted the extreme importance of mastering fons. In this respect,
66% still thought that focusing on forms would lead to communication if the chance arises. 66%
of participants also believed that Arabic should be frequently used in class to assure
comprehension. Therefore, more than 70% emphasized the importance of memorizing grammar
rules and vocabulary lists. This was reflected in their rating of the significance of accuracy (84%)
over fluency (16%) (Seetable 4).

Table 4. Participants’ current experience with language teaching

Agree | Disagree
Item o % Sure
0 | 8 | g

If pupils mester grammar rules, they can communicate sucoessfully

a whentheyhaveachancetodoso. & % 0
b | believe Arabic should be frequently used in English class for better 0 19 1
understanding of the lessons.

EFL teachers should focus on communication firsteven though pupils
make language errors during their communication
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: Not
Agree | Disagree
Item Sure
00 | 8 | g
q EFL teachersshould help their pupils get their messages across even e 9 17
though they make language mistakes.
e Itis important for the teacher to immediately comect students’ 9 1 0
grammatical errorsin class.
Itis important for the teacher to immediately conrect students’
f - . 70 0 0
pronunciation ermors in class.
| believe the more gramimar rules pupils memorize, the better they are at 7 3 0
9| leaming Engfish.
h | believe the more vocabulary pupils memorize, the better they are at 79 0 0
leaming English.
. | Teachersshould create an atmosphere for pupils to communicate in
i . 4 26 0
English.
J | Teaching EFL should focus on accuracy rather than fluency. &4 16 0
k | Theaimofteaching Engllish is communication. 100 0 0

Owerall, data analysed to answer the first research question indicated thet, as student
teachers, views of how English should be taught were very much consistent with how they were
taught English at schools. Such experiences fostered forms because of the natuire of high stakes
examinations and the pressure such examinations had over the teaching/leaming context.

(Q2: What are the student teachers’ views of how English is best taught after TBLT
training?

The second research question also examined whether or not student teachers’ views on
how language should be taught would change as a resultt of TBLT training. Data collected from
the postraining questionnaire (see table 5) showed no change in relation to student teachers’
views about the significance of ‘communication’ as the mtended outcome of the process of
language teaching/learming. This was supported by 84% of the participants who thought teachers
should design activities that would help pupils to practice English in reaHife or real-life like
situations. Although emphasis on the importance of grammar mastery and memorization of
vocabulary lists had been stated by 77%% and 79% respectively in the pre-training questionnaire,
there was a significant alteration in views among participants conceming other issues. Data
obtained from the post treatment queestionnaire revealed that a considerable number of participants
(49% and 37% correspondingly) disagreed to the alosolute significance of gramimar mestery and
memorization of vocabulary lists shown in their earlier responses prior to training. More student
teachers also started 1 move away from traditional Views to consider focus on meaning as
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oppased to focus on formns. Clear examples of this were that 27% shovwed agreement that EFL
should focus on accuracy, as compared to 59% disagreement prior t TBLT training, and that
57% thought that comnmumnication should be targeted even though this would mvolve students’

making grammatical mistakes during communication.

206 N 577
?09’2 \
a020 \
S0%0 \
4070 \
0% \
2070 \
105 \
o — =)
o Positive I Megative Meutral
Table 5. Post treatment questionnaire
. Not
Agree | Disagree
e % | 0 | oo
3 EFL teachersshould focus on gramimar as mestery of grammar rules can a e 10
eventually lead to communication.
b | EFL teachers should enoourage pupilsto memorize vocabulary lists. 47 37 16
c EFL teachers shoulld foous on communication first even though pupils meke 57 P 14
language emors during communication.
d | Teaching EFLshould focus on accuracy rather then fluency. 27 50 14
e | Theformal study of grammar is essential to eventual mestery of EFL 46 19 £3)
f | believe my English improves most quiickly if | study and prectice the 5 %
grammarrules.
g | Grammarrules should be explicitty explained in dlass. §9) 23 12
h Leaming Engflish by pradticing the language incommunicative activities is 9 1 5
essential toeventual mestery of aforeign languace
i Ateachershould areaie anaimosphere in the dassroomto encourage 07 1 1
interaction asaclass or ingroups.
.| Teachersshould design activities thet would help pupils to practioe Engllishin % 14 5
)| reHlife or reakife lie it etions
K Theaimof English language teaching is communication 10 0 0
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Figure 2. Participants' Attitudes towards TBLT
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It is worth mentioning that this research question also focused on student teachers” attitudes,
particularty towards TBLT after the training, as well as their perception of the benefit of such an
approach. The data elicited to address such an issue was obtained from the post-training
questionnaire and the interviews. This data was meant to examine the extent to which student
teachersacoepted TBLT and this, at that point, might be indicative of the likelihood of using it. The
majority of participants (87%%6) showed positive attitudes towards TBLT and a similar percentage
(84%0) sawv such an approach as beneficial. Interviews with participants ascertained such positive
attitudes. Many interviewees expressed understanding thet it is imperative for EFL teachers to
have the necessary knowledge and develop the requiired skills needed to use TBLT efficiently.

Q3. Howfar dostudent teachersuse TBLT after TBLT training?

The third research question in this study aimed to examine whether or not student teachers
actually used TBLT and if so, the extent they used it in the microteaching sessions and the
practicum. As mentioned earier in this study, participants were required to ‘demonstrate the
capability of designing and implementing a 30 minutes long TBLT lesson’ for the microteaching
and for the practicum at schools. Initially, in the post-training questionnaire students were asked
about their use of TBLT, as compared to other approaches. Data showed that the mejority of
student teachers (81%0) used TBLT in their microteaching. Although the result might seem
impressive, this was interpreted as a logical result as designing and implementing a TBLT lesson
Was a course reguirement. Nonetheless, 5% of participants used TPR and 13% specifically used
grammar translation rather than any of the other less traditional approaches (e.g. PPP) (see figure
4). As for the microteaching task, most student teachers were resourceful adapting an elementary
task from One Stop English (see hitp:/Anwv.onestopenglish.com). The lesson procedures
followed the lesson plan suggested on the welsite and the researcher could not determine whether
the student teachers actually wanted touse TBLT.
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Figure 4. Participants' Use of Teaching Methods in Microteaching

However, the finding obtained here was seen as significant by this researcher because it
would be symptomatic of whether or not TBLT use would extend beyond the microteaching, i.e.
practicum data collected from participants about the use of teaching approaches at schools (during
teaching practioe) was interesting. TBLT shifted to be extremely unpopular among the majority
of student teachers as only 12% reported use of TBLT inthe practicum. This result was significant
in itself as these stuident teachers were a few months away from graduiation and obtaining full time
teaching jobs. Surprisingly, PPP and grammar translation were adopted by a considerable
number of student teachers. It was obvious that 56% of student teachers preferred to use PPP and
24% used the grammar translation approach. A small number of student teachers (5%) used TPR
and none of them used audio lingual or the silentway (see figure 5).
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Figure 5. Participants’ Use of Teaching Methods in TP

Further investigation of such a paradox wes sought in the interviews, which were
informative to this researcher. It wes interesting that one participant related teaching approaches
used during the practicum to what can be literally translated as ‘safety’. According to this
participant, specific teaching approaches such as TBLT were seen as ‘unsafe’. To this particular
participant, full time teachers are generally not concemed with developing pupils’ communicative
ability as much as their concem with the consequences on pupils’ future, i.e. scoring high in final
examinations. Anather interesting issue elicited from the interviews with another participant wes
the idea of “familianty’ and “the fear of change’. Data revealed that participants believed that their
pupils were used to the more traditional approaches, which seem to be capable of preparing them
for the final examinations. Another dimension brought to the interviews was what one participant
refenred to as ‘the danger” of adopting approaches to language teaching that can be considered
generally untried specifically with particular  pupils. Another concem pinpointed during the
interviews was the unknown reaction on the part of parents and the community to the use of an
approach that might/might not fulfil their desired objective (high scores). According to this
interviewee, most language teachers do private tuitoring after school and such teachers would risk
their reputation should they adopt “untested” and “less-trusted” approaches that might not produce
the desired performance in summative tests. In fact, the exam-oriented context foroed various
student teachers in this study to consider the traditional approaches riskproof. For them, there are
passible risks when adopting TBLT as the approach. Other participants however, discussed
concems similar to those raised in several studies undertaken in similar EFL context. One student
teacher stated:

[ tried hard, but being a teacher of a monolingual classroom, the students consistenty use
their L1 instead of the L2 when working in pairs or groups, thus not benefiting from the
opportunities to practice the L1. Many pupils in my class are conscious about their errors. Just like
in other classes, the English class is about getting the "right'" answer rather than communicating’.
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Another student teacher put forward the following statement:

‘Most tasks depend on group or pair work, but how would such tasks be implemented n
my classwhichhad 46 pupils?”.

Atypical concemwas

T think that most of my students become afraid to lose face when it comes to
communicating in English. They therefore become shy by choice or prefer to be considered so by
their teacher as this would be an acceptable excuse for many of them. As astudent teacher, 1 find it
difficult to ask them to communicate in English and keep the flow of the interaction going’.

So, results of this queestion suggested that student teachers used TBLT in the microteaching
and did not use it in the practicum. Participants by and large adopted defensive attitudes during the
interviews when they wanted to justify the fact that they preferred more tradiitional approaches,
which would align with the summative assessment system, and also that they were still influenced
by the way their ovwn teachers used to teach them.

(Q4: How far do student teachers’ tasks-inprocess actually conform to the views of
participants towards how English should be taught?

Students involved in this study, as mentioned earlier, were each assigned a task in which
they were required to design and implement a task-based lesson. The lesson would be taught in
the microteaching session and then again in the practicum at school. They were asked to
demonstrate the task in three stages. task-as*workplan, task-inHorocess, and task outcomes.
Previous findings in this study revealed that TBLT was out of favour among the majority of
student teachers because only 129 reported use of TBLT in TP as compared to 56% of student
teachers preferming PPP and 24% preferring grammar translation. The fourth research question in
this study aimed to examine whether or not intensive TBLT practice (task-inHorocess) among
those who reported using such an approach in the practicum would really conform to whatever
views those students held towards how a foreign language should be taught. In answering the
fourth research question, this section presents a sample of students’ lessons prepared for the
practicum. Data collected and analyzed to answer this question came from the observation of 10
tasks taught during practicum lessons. However, this study will report results on only 3 student
teachers. The number of observations discussed here took into consideration the time and space
limits allowed in this paper. Oloservations discussed here were among the small percentage (12%)
who reported use of TBLT (see resulis section on research question 3). Randomization in
selecting observations aligned with students” scores in the teaching methods course in the previous
year (see table 6). As mentioned eartier, only one student out of 88 obtained a ‘Pass’ and therefore
the stident was not considered for observation.
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Table6.
No. of participants Sooresinprevious | Obsenvedtasksin Total Observations
year TP
1 *Distinction 1
1 *\ery Good 1 3
1 *Good 1

Analysis of students’ tasks as work-plans showed some structured communicative tasks,
although not necessarily authentic. Task design folloved the Willis and Willis (1996) framework
for all students. Some of the designed tasks showed participants’ concem regarding pupils’
leaming profile (6. age, interests and language proficiency levels). Although this was interesting,
it was unsurprising as the materials adopted in the lessons were mainly based on Ministry student
books developed for a certain age and stage. Hence, textbooks played a dominant role in the
design of tasks. Preliminary analysis of the work-plans therefore gave this researcher an
impression that there would be a high degree of focus on meaning. In the remaining part of this
section results on tasks-in process are presented.

Participant 1

The student teacher of this class was a female whose score was ‘Distinction’ in the teaching
methods course in the previous year. Participant 1 was an interesting case because, as revealed in
the interview, a) she had good self-image as a teacher-to-be due to her high scores in most of the
subjects she was studying and b) she repeatedly expressed her passion towards teaching English.
In her task, this student teacher adapted the elementary task from One Stop English to prime her
class about the lesson (see hittp/Amawwv.onestopenglish.com). However, a preliminary examination
of her work-plan showed an unbalanced time allotment. The 30 minutes were skewed in one
direction. She distributed time so that pre-task and task cycle would engage 9 minutes of the task
time while 19 minutes were devoted to the language focus stage. Oloservation of actual teaching
revealed that even priming at the pre-task, as seen by this researcher, was dominated by teacher
talk. The following excerpt explains how such priming discouraged  interaction and
communication.

T Tourismis considered eh. . .one of the most important (not audible) n
Egypt. . because eh it provides eh us with a lot of eh money whicheh
provide our economy eh our education, our eh transporteh. Let’s eh letus eh
to go to another pomt in our lesson. . .eh..is there any eh problem which face
tourismin Egypt? Yes (pointing at one student)..who can answer?

S Nowadays there are. . .there 1s apolitical condition. . .

T No (interrupting) | do notwant you to tell us the reasons. ..l ask you to
answer. . .yes orno

S. Yes

T Thank you.
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Analysis of task-in process for this participant showed that negotiation of meaning rarely
occurred in class because teaching time was obviously skewed towards form rather than
meaning. In fact, the pupils were nat given the opportunity to reach the task outoome on their own,
but rather all the informetion was found in some written samples made available by their teacher.
However, the reason for this participant planning her pre-task and task cycle t engage only 9
minutes of the lesson wes explored in the interview. During the interview with participant 1, she
explained some of her views about what EFL pupils in general expect teachers to do and what
teachers should do. This participant stated:

Generally pupils follow my nstructions in doing activities, but they’re always waiting for
the rule. The teacher should get their full attention when she explains grammar.

She also indiicated that pupils by and large feel thet forms are more relevant to language
leaming and that they actuially expect it. She also thought that the task was successful as outoome
was achieved by her pupils. Anather emerging isstie in the interview with participant 1 was her
level of acceptance of TBLT. Having lived the exam-oriented context herself, this participant felt
that pupils feel they need to focus their attention on *formal knowledge of the language in order to
achieve highly in the exam”. She revealed that attempts to enforce language use or
communication over what is actually involved/expected in final examinations (i.e. mainly form)
would weaken pupils’ mvolvement and enthusiasm to participate in tasks.

Participant2

The student teacher of this class was also a female whose score was “Very Good’ at the
teaching methods course in the year preceding this study. The microteaching lesson was again
based on the same materials adopted from One Stop English. As for her practicum lesson,
although observation initially suggested thet the task involved was performed and the task
outoome was achieved, it was also naticed with this participant thet the class wes highly controlled
by the teacher or rather by the language structure targeted. Too many linguistic structures and
related vocabulary were actually given to students while they were performing the task, which
constrained real involvement and creativity on the pupils” side. At the pre-task stage, the student
teacher elicited some vocabulary, but provided quite a few herself. She also underlined 2
structures, which suggested that pre-defined language was being presented in a PPP lesson.
Participant 2 was keen to be at the centre of the teaching/leaming process. She also appeared to be
fussy about acoepting errors. It was noticed that she resorted to repeated error correction from the
beginning of the task to the very end and no room wias given to pupil recast or peer correction. The
following isan excerpt of her lesson:

T Good moming

Ss. Good moming

T How’re you today?

Ss: Fine

T Our lesson today is about tourism (writes “fourism” on the white
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board) [Kn: she did notelicitor test Ss prior knowdedge]

T Tourism is considered one of the most important sources in Egypt
It is Very important for .. .(barely audible). Who can tell me which the
places do tourists gererally go to?

The place tourists. . .

T (Interupting) the places. . .

SL: The places tourists go to are Lxor, Aswan. . .

T (Interrupting) Thank you.

T Places like (writing on the board) pyramids, citadel, Luxor and

Aswan. (Facing students) We all know that there is a very big
importance for tourism in Egypt Who can tell me one of these
importance? (Reypairing) Who can tell me the importance of tourismin
Eqypt?
SL It is the main source of national economy in Egypt (with a rising
intonation)

National income.

It is the main source of national income In Egypt (With a rising
intonation)

Thank you. Whoelse?

Ittells us about the civilization of other countries.

Thank you. Whoelse?

The most important aspect for developing countries (with a rising
intonation)

T Sank you.

This class, of course, impmged pupils’ opportunities to communicate meanmgfully and
resulied in a sort of disappointment when they made mistakes. It was observed with this
participant that errors were not just linguistic, but it was oovious that a different way of achieving
the task was seen off point rather than opportunities for negotiation and creativity. This resulted ina
teacher-centred task and communication breakdown, which eventually made task fulfillment
superficial and frustrating. Although a few groups did fulfill the task in their own way, the rest of
the class followed instructions and somehow copied off each other. Interviews with this
participant revealed that she believes that the powver should predominantly rest with the teacher in
the classroom. To this researcher, the participant followed a teaching style in which a teacher
would have the ownership for decisionHmeking and the students need only to follow
instructions. It is worth mentioning that when prompted about the compatibility of such classroom
orientation with TBLT, she suggested that she was setting the scene for the task and making sure
her students understand the task. This was very possibly influenced by the way she wes taught at
school as she very often referred to her favourite teachers who managed to help her “leam’, ie.
pass examinations successfully. Nevertheless, this researcher believes that being a novice teacher,
she believes such teaching behaviour is justifiable and would diminish should she get more
experience and once her belief in the benefits of TBLT to her students were substantiated.
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Participant 3

Participant 3 was also a female whose score at the teaching methods course was ‘Good'’.
Although there were still some problems in her task design and gradation, aspects of classroom
management influenced the success of this lesson. Observation of her task-inHprocess revealed
that her lesson was anather typical teacher-centred classroom in which pupils never had the
chance to play a leading role even when fulfilling the task. Observation of the class revealed thet
she spent most of her class time preparing for the pre-task rather than carrying it out. For example,
partof priming was as follows:

Good moming
Good moming
How’re youall?
Fine, thank you.

Good. (facing board she starts writing the day’s date and unit number and
title)

4wy o

(Facing pupils) Today’s lesson is about tourism (points at the lesson title
onthe board)

T What places do tounsts visit in Egypt? (underlining ‘tounists visit” and then
pointing at this part of the sentence and choosing one of the pupils asking her to
answer)

SL Tourists visit the pyramics.

T Excellent, thank you. (Copying S1’s answer under ‘tounsts visit’ and then
pointat ‘tourists visit’ again and chose another pupil.

S2: Tourists visit the Sphinx in Cairo

Excellent. She copies more answers about ‘citadel n Alexandnia, Luxor,

Aswan, Sinal. . .etc

=

Similar question/answer procedures continued for about 14 minutes. So, in the task cycle
stage the pupils lost interest. A lack of clear instruction and task fulfillment criteria wes often felt
among pupils in this class. This student teacher was very much occupied with getting through the
stages rather than ensuring negotiation of meaning and interaction. She was clearty interested in
the language focus stage and she offen drew pupils” attention to related linguistic issues they might
encounter in the test So, it was important in the interview to find out more about this student
teacher’s opmions/beliefs regarding TBLT. Her idea of a successful language TBLT classroom
was connected to the extent to which pupils execute the roles assigned in pair and group work
rather than howwell they do such roles inthe light of a TBLT philosophy.
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To sum up, all 3 participants could design communicative work plans, but there were
severe problems with task implementation, i.e. task as work-plan was often compatible with the
TBLT framework adopted in this stuidy, but task-in{orocess was compatible withvoonformed to
participants own views about how language should be taught, these views originating from their
past experiences as EFL pupils. Although such tasks were intended to focus on meaning, there
wes a preoccupation with the language formS involved on the side of student teachers. To this
researcher, the tasks of participants 1, 2 and 3 were less successful because there was a minimum
focus on negotiation of meaning. Thus, the ability to design TBLT lessons does not necessarily
entail implementation. In addition, teachers tend to skewv task-in process towards their ovwn beliefs
or towards what contextuial constraints might impose.

Discussion and Conclusion

This study wes interested in finding out the impact of intensive TBLT training on student
teachers’ views (acoeptability) and practice (usability) and hence, four research questions were
formulated. Question one of this study examined student teachers’ views of how Engllish is best
taught. The answer was sought in terms of participants’ past experiences as language leamers as
oppased o their cunment experiences as EFL student teachers. Results revealed that participants’
previous experience with Engllish language leaming mainly focused on forms and tht teaching
styles emphasized achievements in the final examinations. Nevertheless, various participants in
this study believed that their teachers had till targeted communication. Results also indicated that
as student teachers, views of how English should be taught were very much consistent with how
they were taught English at schools. Such experiences still fostered formns. The second research
question looked atwhether or not the student teachers’ views of how English is best taught would
change after TBLT training. The greater part of participants showed paositive views and attitides
towards TBLT and that such an approach is beneficial. Many expressed understanding thet it is
imperative for EFL teachers to have the necessary knowledge and to develop the skills needed to
use TBLT efficiently. The third research question investigated the extent to which student teachers
actually used TBLT, as compared to ather approaches, in their microteaching and the practicum.
While findings showwed that the majority of student teachers used TBLT in their microteaching, it
tumed to be particularty out of favour among the majority of student teachers in the practicum.
According to participants, specific teaching approaches (such as TBLT) were deemed ‘unsafe’ as
they do not cater for the knowledge and skills involved in final examinations (j.e. fors). Yet, a
small number of participants still used TBLT in practicum. Hence, the fourth research question
focused on whether or not student teachers” tasks-iHarocess (for those who used TBLT in the
practicum) actually conform to whatever views those participants held with regard to how
English should be taught. Observations of participants showed they could design communicative
tasks, but they had some problems with task implermentation. Although such tasks were intenced
to focus on meaning, there was an obsession with the language form involved on the side of
student teachers.
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Reflecting on the need for a dual vision as a concept that emerges fiom teachers’ need to
keep long-term sense of direction and to make online decisions, resulis obtained in this study
showed a distorted version of such an idea in the sense that participants in this study had a pre-
defined dual vision. Such vision involved offline decisions on the part of student teachers in the
practicum. This was reflected in participants’ positive views with regard to TBLT, as well as inan
anareness of the benefit of such an approach, and yet the choice is between either using TBLT
only at the design level (task as workplan) or using a version of TBLT adapted to personal views
about context and howv language should be taught. For example, time allotted to different phases
of Willis’s (1996) framework was manipulated to suit personal views on language teaching, ie.
the language focus stage generally occupied more time than the actuial task cycle. Observations of
the lessons and interviews emphasized a preoccupation with understanding linguistics features of
the language. There was in inherent correlation between pupils’ mastery of forms and students
teachers” self-image as prospective EFL teachers. Some participants did not put into practice their
work-plans mainly resulting in a minimum focus on negotiation of meaning and un/conscious
form orientation derivatives of their past experiences as EFL. leamers. In fact, a socio-cultural
impact imposed in the study context influenced those student teachers. They felt that although
TBLT would help student use the language, adopting the approach may well put full time
teachers (engaged in private tutoring) and pupils at nisk. This was because a full time teacher’s
income is often dependent on private tutoring and this, in tum, is subject to parental satisfaction
with students’ achieverments. In the study context, pupils” achieverment in summative assessments
puts iImmense pressure on teachers. For instance, participants in this study had experiences with
their own teachers who often aimed to develop a good reputation in preparing the pupils for the
school final examination. Hence, participants in this study thought the task of getting hisher pupils
to score highly in such summative assessments would meet intense parental expectations for their
children, and would result ina decent income from private tutoring.

On the other hand, previous studies have documented a number of factors that often
mmpeded the use of TBLT such as a) individual teacher factors, b) textbooks” limitations, ¢) time
constraints, d) large numbers, €) language proficiency levels. . .efc. According to participants in the
current study other classroom related issues were found influential on task implementation in
practicum. An interesting element was the interaction pattems needed for TBLT. To participants,
group work and pair work were more of hurdle to lesson progression. Teacher-centred education
isamere reflection of certain social phenomena, which are beyond the focus of this stuidy.

Based on the resulis obtained in this study one may suggest that it is of little use to assign all
barmiers to adopting/rejecting certain teaching approaches to the extermal contextuial constraints (9.
large classes, student demotivation. . .etc). The current study showed that the teaching practices of
student teachers are not necessarily consistent when it came to classroom procedures even though
their views reflect consistency. This was particularly true with the student teachers involved here.
They had positive views and valued TBLT (they acoepted it), but their teaching practices in real
classrooms were either manipulated or non-existent (usability). Therefore, it is necessary for
decisioHmakers (e those head teachers or the Ministry of Education) to identify the
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infoonsistencies betvween views at the theoretical levels and practice. Results of this study also
indicated that teachers and thelr past experiences with language are of paramount importance as
these factors influence the actual implementation of a task-based approach. Thus, while student
teachers” ability to design tasks does not necessarily mean the ability to implementiuse TBLT
seems a reasonable statement, one can insinuate here that accepting TBLT as an approach does
nat necessarily mean using such an approach. Furthermore, the often-mentioned link between
culture and critical reflection in education should be mentioned here. This research suggests that
our teacher education programimes in Egypt suffer a lack of critical reflection in teaching practice,
either in theory or in practice. The practice of critical reflection becomes of paramount importance
especially when policy makers take decisions (e.g. to adopt or reject certain ideologies) and when
teachers’ views of, and attitudes towards, such decisions are just incompatible. This offen confines
acceptance and implementation and hence, compatibility should be assured before the actual
enforcement of such ideologies. Moreover, in order to make sure the benefits of pedagogical
innovations can be attained, there is a need for flrther mvestigations of how student teachers’
views and past experiences can help appraise the pedagogical value of the concept and
implementation of the communicative language leaming method because such value would be,
toagreat extent, connected to actual teaching practices in classroons.
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