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Abstract

The purpose of this descriptive classroom-centesgarch study is to improve the
quality of interaction in the Algerian foreign lamgge classes. Its primary aim is to
identify the causes of the poor performance ingbeaking skill of third year literary
class at Zaaticha secondary school in Biskra ¢eatnating on the learner's classroom
speaking opportunities and the quality of intexactithat is offered to them .
Questionnaires and classroom observation are us@us@uments of data collection.
The audio-taped data are transcribed and analyzeth Ilguantitatively and
qualitatively.

The major findings of this research reveal thed teacher- learner interaction is
dominated by the (teacher initiation-learner resgeteacher follow-up) sequence. The
data shows how the heavy reliance on this patteatlassroom interaction constrains
the learners opportunities to participate in armantic communication. Drawing from
the findings a range of pedagogical implicationsehbeen suggested for secondary
school teachers. Using simulations, role playimgiting the use of display questions
and increasing interactional feedback strategie$ mvbvide learners with more
opportunities to use authentic communication andgnéke learning stimulating and

enjoyable.
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Clarification of Concepts and Abbreviations
Abbreviations

* C.B.A: Competency Based Approach

e CLT: Communicative Language Teaching

*FL = foreign language

* IRF: ( teacheinitiation-learner esponse-teachéollow-up)
«TL = target language

* SLA: Second language Acquisition

Clarification of Concepts.

* Authentic communication (or genuine communication ) :It is defined as fato

Genuine communication is characterized by the umeve
distribution of information, the negotiation of nméag (through,
for example, clarification requests and confirmati@hecks),
topic nomination and negotiation by more than opeaker, and
the right of
interlocutors to decide whether to contribute toiateraction or
not. In other words, in genuine communication, siecis about
who says what to whom and when are up for grgbkinan
1987:137,cited by Cullen,1998 ; Seedhouse ,1996)

 Authentic task is an assignment given to learners designed &sadkeir ability to
apply standard driven knowledge and skills to vealld challenges

*English as a Foreign Language (EFL) Learners and Tahers:are those who are
learning or teaching English while living in a commnity where English is not spoken

as a first language.

*English as a Second Language (ESL) Learners and Taers: are those who are
learning and teaching English while living in a sommity where English is spoken as

a first language.



'S
Uni versité é Sétif2

eLanguage Acquisition and Language Learning: Acquisitionis the product of a
subconscious process very similar to the procegdreh undergo when they acquire
their first language Learning is the product of formal instruction and it comsps a
conscious process, which results in conscious keagd about the language, for

example knowledge of grammar rules (Krashen, 1985:

Note: In order to avoid any confusion, these two termsare used in this
dissertation and sometimes the tefmquisition encompassekearningas well.

» Second Language (L2)iIn this dissertation the term refers to any languather

than the first language learned.

eTask : is primarily meaning-focused activity(ies) widn outcome that demand(s)
learners to use their own linguistic resourceshef target language in the process to

arrive at the outcome.
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General Introduction

1 . Statement of the Problem

A good mastery of a foreign language implies iyosipeaking it correctly,
fluently and appropriately, i.e. the ability to comnicate clearly and successfully
using the target language. Proficiency in spaglsrattained if learners are able to
accomplish basic communicative transactions in iShgland are completely
comfortable when expressing themselves in differemiuthentic conversational
situations.The effectiveness of teaching the speaking skithe foreign language
classes depends upon what is being taughtrenevay it is taught (Widdowson,
1990. All the aspects of the authentic conversation&aliasions are taken into
consideration by researchers in second languageisiton (SLA) and foreign
language learning studies to explain the procedslanise the best methods, strategies

and techniques to teach the speaking skill wittaissroom settings.

Teaching the speaking skill is an essential taskbéoachieved in foreign
language learning. Equally important is the a@ssie of the learner in developing
the discourse patterns useful to both understaddeapress ideas in English. Such a
methodology fosters more learners' participatiarthe process of learning and can
reawaken their interest and motivation anc fincus of instruction moves to

experiencing English as a tool for meaningful comioation .

According to our investigation , many learnersimy their last year in the
secondary school in Biskra and even those iegténe university to study English
have still not mastered the speaking skill .Alldiears, either at the university level or
in the secondary schools acknowledge the existeatethe gap between
communicative competence and the years of langumsgyeiction among the learners.
Spontaneity that characterizes the speaking skillisent together with a certain

level of fluency and accuracy required at this l@fdearning.
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Now many linguists( Allwright ,1984;Littlewood ,1981; Davies,
2000;Thornbury, 2005) and foreign language teachgree on the fact that students
learn to speak in the second language by intagctiCommunicative language
teaching and collaborative learning serve besthm aim. Communicative language
teaching is based on real-life situations that ilegaommunication. By using this
method in foreign language classes, students héle the opportunity of
communicating with each other in the target langualg brief, teachers should create
a classroom environment where learners have ifealelbmmunication, authentic
activities, and meaningful tasks that promote taafjuage learning . This can occur
when students collaborate in groups to achievea goto complete a task. Recent
communicative approaches have suggested that @efBinglish language teaching
should be to replicatgenuineor natural rather thantypical or traditional classroom

communication.

In the foreign language classroom interactiorvelsy important .In fact, there is
a considerable body of research that demonstthtésdeep and lasting learning is
fostered when learners actively take part withawkhey are learning and
constructing their own understanding of them. Sauvities as class discussions,

debates, questioning, and explaining do supportelgarning.

Ellis (1994) defines interaction as when thdipgmants of equal status that

share similar needs, make an effort to understact other.

Long (1983, 1980) points to the importance of ititeractional modifications
that occur in negotiating meaning when a commuitinaproblem arises. In other
words, Long’s argument is that interactive input n®ore important than non-

interactive input.

In fact, learners need something more than wiet éine getting in their current
learning in order to improve their proficiency imetuse of the target language.They

need more methods that foster an authentic conwation . Developing foreign
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language learners’ speaking abilities requiresctieation of free, oral communicative
activities in the classroom, i.e. speaking acegtwhose objective is to communicate
feelings, exchange personal ideas, meanings, dedchat autonomously orally in the
foreign language classroom (Littlewood 1981, Dax2é80, Thornbury 2005). With
this aim, various speaking activities can contebatgreat deal in developing basic
interactive skills necessary for communication. Sehactivities make learners more
active in the learning process and at the same timade their learning more
meaningful and exciting to them. What is the qyabf interaction in the English

language classes in Biskra ?
2 . Significance of the Study

The fact that the majority of learners faceidifties when conducting a free
conversation in a class or outside with their teashor with their friends (this
concerns the overwhelming majority) is indeed vprgblematic as a situation. All
teachers in the secondary schools in Biskra eagrethe poor performance in the
speaking skill of the majority of the learners tbé literary classes and recognize
the existence of a big gap between the learetemmunicative competence and the

years of language instruction.
3. Aim of the Study

This research aims at identifying the causes th@ poor performance in the
speaking skill of the learners in their last ygathe secondary school. In particular,
we will focus on the learners’ classroom speakipgartunities and the quality of
interaction that is offered to them. The reseasch descriptive, as such, the results
that will be reached will concern only the studpapulation (internal validity), which
can not be generalized to other classroom cahtgtternal validity). This will
necessitate the carrying out, by other researchdrssimilar research in similar

classroom settings.
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4 . Research Questions

This research aims at identifying the main caoféhe difficulties that learners
face when they perform the oral skill during tHast year in the secondary school. In
order to reach such an objective, we have devisedfollowing basic questions that

we seek to answer throughout this research:

1. Why do most of our learnefail in acquiring the speaking skill when they
finish the secondary school courses?

2. What is the quality of interaction that is pied for learners at this stage of
learning.

3.What is the amount @enuinecommunication in English language classes?

4.Is negotiated interaction has a place in thgliglmlanguage classes?
5. Hypotheses

In the present study, our main concern is td fout the elements that are
behind the learners’ poor performance in thelgpgaskill during their last year in
the secondary school .1t is generally claimed thatmajority of the learners are not
capable to conduct a free conversation in tasscor outside when speaking with
their friends . In some cases they are not ewd® @ make a correct statement in
relation to a given situation. Thus, we advancetihe following hypotheses that we

seek to verify through this investigation.

H1): We hypothesize that the main cause behind ther puality of
interaction would appear to be the dominance WRF cycle (teacher initiation-

learner response-teacher follow-up)

H2): We hypothesize that the main cause behind ledrpeos performance in
the speaking skill would appear to be due tddbk of interaction involvinggenuine

communication.
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6. Population

We have chosen to work with third year literalgsses for two reasons : The
main reason is due to a long experience as a teagitle this level .The second reason
is that English is taught as one of the major sttbjeatters for literary stream classes,
which means that teachers are expected to devote time for speaking activities .
To obtain information about the quality of intetiaat in the classroom we need a
random sampling of the school to be taken as a Isatopillustrate the problem,
always with the random sampling, we select onesclas carry the classroom

observation
7. Data-Collection and Methodological Procedures

The present study is carried out to investigatethe causes of the poor
performance in the speaking skill of the learniarsheir last year in the secondary
school, with the aim of revealing the causes, wefacus on the students’ classroom
speaking opportunities and the quality of intdéoac that is offered to them. This
study can be considered as a classroom-centredrchséClassroom centered research
(or simply classroom research) is taken by Allrightd Baily (2002) as a cover-term
for a whole range of research studies on languagering and teaching classrooms.
Whatever the interest of the researchers in thguiage classroom, one common
characteristic of classroom research is that igeserally descriptive in nature. It

involves observation, recording and transcriptidar( Lier, 1983).

The first part of the investigation is carried euth the use of two preliminary
questionnaires: One for the students and anotherth® teachers . What can be
retained here is that these preliminary questiorsaare the means with which we
have identified our research problem and theirisigaly limited to the first part of the
study. The second part of our investigation, whscthe main part, is carried out using

another type of data collection procedure whichclgssroom observation. This
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research tool is also the means through whiclveviy our research hypotheses and

try to answer our research questions.

Classroom observation is used as a supplementelnyitpie to collect data in
this study Robson (1993:192) states that

Observation ,in part, because it can take on aietgr of
forms,can be used for several purposes in a sttidy.commonly
used in an exploratory phase typically in an unstuved
form...Observation can also be used as a supportive o
supplementary technique to collect data that maypmlement or

set in perspective data obtained by other means.

Doérnyei (2007 :178) stresses the importance ofsotasn;

observation as a tool of research :

Besides asking questions, observing the worldirzdaus is
the other basic human activity that all of us héeen involved
in since baby-hood to learn and gain understandifigppm a
research perspective, observation is fundamentdifyerent
from questioning because it provides direct infaotiora rather

self-report accounts.

The secret of good observation is to create thesualufrom
the common plag¢eWalker,cited by Stenhouse ,1975,cited by
Nunan,1992:91) .

The main advantage of observational data is thagritnits the researcher to see
directly into the classroom without relying on whhey say. Therefore, there is a
certain amount of objectivity in such data compguio second hand self-report data.

Observation is a valuable tool with participantshwiveak verbal skills. Stating the
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different disadvantages of observational data ,niéir (2007) argues that only the
observable phenomena can be observable. Howewasaroom learning process so
many key variables and processes are mental, goaifeeunobservable. Moreover,
recording a phenomenon does not imply understandlrg reasons why it has
happened. Another technical issue mentioned eawiikr regard to video taping also
applies to observation in general is that suchstadfect or bias the participants
behaviour.The quality of observational data is dependenttan gkill with which the

researcher conducts the observatigpornyei, 2007: 186).

The current study conformed to the aim of lessesimed observation because
we did not use a coding scheme or previously ddficegegories (Robson,1993). A
very structured observation would have given useey Vimited view of classroom
behaviours .In order to take a full account of steem interaction of the selected
setting; we acted as a passive observer. This hake no interaction with the
participants during data collection procedure. Bemn passive observer and using
audio -recording are useful techniques to be lesbtuusive as possible in order to

minimize the effect on the data collected.

8. Description of the Study

This dissertation is an attempt to improve theliguaf interaction in the foreign
language teaching classes, taking as a case s$iadlyitd year literary stream pupils at
Zaaticha secondary school in Biskra . As suchints at identifying the main causes
behind the poor performance in the speaking skitmalysing the different aspects of

classroom interaction.

The study comprises four chapters. Chapter onevwstdd to the nature of the
speaking skill and the different components of twnmunicative competence
together with the teaching of the speaking skilithim the Competency Based

Approach (CBA), since it is the approach adoptethésecondary teaching materials.
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Chapter two is composed of two sections: Thet fone deals with the
theoretical issues concerning the concept of intena. The second section of this
chapter is devoted to a more specific aspedi@iriteraction hypothesis; it concerns
classroom interaction.

Chapter three delineates and presents our reseaetihodology, it includes
three sections : The first section describes ththods and materials employed .The
second section deals with the analysis of thenkxar's and the teachers’ preliminary
guestionnaires, these preliminary questionnairestla® means with which we have
identified our research problem and their use iy dmited to the first part of the
investigation .The third section examines the figdi related to the two hypotheses
which will help us to reveal, and highlight soofethe problematic areas of the poor
quality of classroom interaction provided to ouarleers in the secondary school
classes.

The fourth chapter includes some practical sohsticand suggestions in the

form of pedagogical recommendations to secondianguage teachers.
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Chapter One

Speaking Skill

Introduction
According to Ur (1984:120),

of all the four skills [...], speaking seems intwativthe most
important: People who know a language are referited as
'speakers' of that language , as if speakinguidet! all other
kinds of knowing, and many if not most foreign laage learners
are primarily interested in learning to speak.

A good command of the speaking skill in Englistaipriority for many second
language or foreign language learners. Thus , éearoften evaluate their success in
language learning as well as the effectivenegbef English course on the basis of
how much they have improved in their spoken languppficiency. Speaking is a
complex process which needs to be understood ier aodbe taught and subsequently
to be evaluated. Teaching speaking is a very impbrpart of language learning;
therefore, it is essential that language teachayggpeat attention to teaching speaking
by providing a rich environment where meaningfulmoaunication takes place rather
than leading learners to pure memorization. Thaptér aimgo describe and analyze
the characteristicsand aspects of the speaking skill .To achieveaims,we divided
it into three main sections .The first section exgé the development of the speaking
skill in the different foreign language methodwl aapproaches. The second section
involves a discussion of the nature of the spdaaguage in the light of the findings
of the related literature .It examines the con@épgtommunicative competence and its
components as necessary elements that a foreigndge learner must acquire to be a
good speaker. The third section  deals thekapgaskill within the coursebook
designed for teaching English to secondary scheshkrs in Algeria. The discussion
's main emphasis is on the approach used anaffib&lly set objectives ,principles

and aims.
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1.Teaching Methods and Speaking

The aim of this section is to discuss briefly afighe most fundamental topics
that lies at the heart of teaching foreign langsagkich is methods and approaches in
relation to the teaching of the speaking skilinltolves clear definitions of some basic
concepts and an overview of the different approscre methods in relation to the

speaking skill since our focus is off gear literary classes oral performance.
Continuing in this vein Professor Meliani (199Rakserts:

It is quite common for teachers and even lingustslk, and
write indiscriminately about approach, method amthnique
without any real distinction between these concepke aural
approach, the translation approach, the direct noeth the
pattern- practice techniques, the grammar method arfew
examples of the misuse of the mentioned terms.

To prevent the reader from being lost in a mazéeominology increasingly
renewed( Meliani ,1992:1) ,the starting point of our aysa$¢ will be (Richards &
Rogers, 2001) distinction betweemethod,approach designandprocedure In their
attempt to define what a method is, Richard &Rog&801) use as a point of
departure a three-part distinction made some yagosby Edward Antony’'s analysis
of language-teaching practices using the teqpproach method, and technique
However, Richard & Rogers(2001) prefer to modifytémy’'s terminology and use
the wordmethodas an umbrella term for the specification andrietation of theory
and practice to encompass within this overall cphcéhese three termspproach

design andprocedure

For Richard & Rogers( 2001), the teapproachrefers to theories about
language and language learning that outline lagguaaching practices.Design,
however ,is the second level of method analysiclvimdicates the relationship of
theories of language and language learning to thatorm and function of level of

method analysis is with the objectives of the méflfmw language content is selected



'S
Uni versité é Sétif2

and organized, i.e. syllabus model, types of lemynasks and activities, and the role
of the teacher and role of the learner. The fiealization is within procedure which
comprises the classroom techniques and practiegsatk consequences of particular

approach and design.

Traditionally, language teaching has mainly beencemed with reading and
writing. We analyse, as stated before, the mosuential teaching methods in this
section in order to have a better understandinfpe@ianguage teaching theory and its
application in the future teaching practice: Gramnanslation method, Direct

method, Audio-lingual method, and Communicativehéag method.
1.1. Grammar Translation Method

Grammar translation method was the traditional wastin and Greek were
taught in EuropgRichard& Schmidt, 2002:231) .Grammar translatiorthod, just as
the name suggests, emphasizes the teaching ofdsaadnforeign language grammar(
Meliani ,1992) .lts primary focus is on memorizatiof verb paradigms, grammar
rules and vocabulary. Its principle technique @&nslation of literary texts, however,
the reading of difficult texts begins early in tleeurse of study without paying
attention to the content and all activities invatyioral conversations are exercises in
translating disconnected sentences from the téaggtiage into the mother tongue and
vice-versa .Language learners are passive. lttéaeher-centred model. This ancient
method has been facing various attacks from mefos because of the frustration felt
by the learners because of the endless memorizatiogrammar rules and the
vocabulary and the lack of language practice tlaat promote the development of
speaking skill( Richards,& Rodgers,2001).

At the time of grammar translation method, commative competence was not
the main goal of foreign language teaching. Consetlyy such method never
emancipates learners from the dominance of fisguage and often leave school

without acquiring the ability to converse in theget language. Despite of the severe
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attacks, grammar-translation method is still usedanse grammar instruction and
accuracy based instruction can complement commiiveckanguage teaching to raise
learner's awareness of the form and structure ef tHrget language( Richards&
Rodgers,2001). Thus, thinking about formal aspédhe target language and using
translation as a useful technique can only dismissinderstanding in the process of

foreign language learning and put the learner iacive problem-solving situation.

1.2.The Direct Method

The direct method came as reaction to the gramraasiation method, it is an
attempt to use the target language as a meanstaiigiion and communication in the
language classroom and try to avoid the use ofitbielanguage and the technique of
translation ( Meliani ,1992) .The literary languageeplaced by the spoken language
as the object of instruction. In this method, tearhing of languages is analogous to
the first language acquisition. Lessons start gdlyewith dialogues integrating
modern conversational style in the target langudde material is first presented
orally with direct connection with objects and hyi ideas, the meaning of words or
phrases is illustrated by performing the actioryttepresent. The direct method was a
first attempt to make the language learning situratone of the language use.
Inventiveness on the part of teachers is highlyireq. New techniques in language
teaching such as demonstrations of pictures anectsyjspoken narratives, dictation
and imitation are widely used ( Richards,& Rodd8]1). Furthermore this method
requires teachers who are native speakers or haweerlike fluency in the foreign

language they teach. Thus, these requirementsféoceiltito be provided in practice.
1.3. The Audio-Lingual Method

The audio-lingual method reflects the descriptisuctural linguistics of the
fifties and sixties. Its psychological basis is &#@burism which interprets language
learning in terms of stimulus and response, andfomement with a focus on

successful error-free learning. Its basic princigleéhat language learning is a habit
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formation. Language learning in the audio-lingu&tinod necessitates the full mastery
of the elements or the building blocks of the laamggiand learning the rules by which
these elements are combined. However; little orgrmmmatical explanations are

provided because grammar is taught inductively tedskills are then sequenced as

follows: listening, speaking, reading and writirRy¢hard& Schmidt, 2002).

This method uses dialogues as the chief means \phélsenting the language
and stresses certain practice techniques, such asterrp drills, mimicry and
memorization of a set of phrases and patters, wtiienlearner has to repeat in the
language laboratory so that he can produce themtapeously in real situations .
Listening and speaking were now brought right itlte centre of the stage in this
method ( Meliani ,1992) .Audio-lingual method is sbme great contribution to
language teaching by making foreign language iegraccessible to ordinary people.
It demands no great intellectual efforts of abstm@asoning to learn a language.
Despite these contributions to language learnihgyas criticized in many ways,
Chomsky attacked its theoretic foundation as bemgpund both in terms of language
theory and language learning. Furthermore, stugléaifure to transfer the acquired
skill to real communication outside the classroomhiv informal conversations is

noticed shortly after.
1.3.Communicative Teaching Method

It is the most recent approach to foreign and sg@tmmguage learning. The main
goal is to create a realistic context for languagequisition in the classroom; the
communicative competence is the main goal of thfg@ach and develops procedures
for teaching the four skills because of the intpetelence of language and
communication. The activities involve real commuation and carry out meaningful
taskg Littlewood, 1981).The main focus is on functional language esagd the
ability of learners to express their own ideas]ifge attitudes, desires and negds
Littlewood, 1981).The communicative approach came under theeimée of British

applied linguists (such as John Firth, M. A. K. litily who saw the importance of
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functional and communicative potential of languageusage, in addition to the
sociolinguistic works of Dell Hymes and W. Labowd the philosophical work of J.

Austin and J. Seatrle.

The communicative teaching method puts as a prigaay the oral proficiency
rather than the mere mastery of structures. Opelece questioning and problem-
solving activities and exchanges of personal inedram are used in language classes.
Students work with authentic materials in groupscommunicative activities and
negotiating meanin¢gHarmer,2001) .Thus, the language learners actgsiagors and
the teacher is expected to be a guide, an orgardzeounsellor or a group process
manager.

It goes without saying that the communicative mdtldobminates language
teaching all over the world. According to Richards Rodgers (2001) the
communicative teaching method makes language legrrand teaching very
interesting. It helps learners to develop lingaisttcompetence as well as
communicative competence and within informal coeag@on. (Richard& Schmidt,
2002).

2. Describing the Spoken Language

Speaking is an interactive process of constructmganing that involves
producing, receiving and processing informationo@n,1994).This section involves a
brief description of the nature of the speakingcpes to highlight the main
characteristics of the spoken language .We thalyzs the basic components of one
of the best known models of language ability whltommunicative competence in
reference to the kind of knowledge that people needrder to use language in
meaningful interaction.
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In their introductory part about the spoken larggyeCelce — Murci& Olshtain
(2000)claim :

Spoken language, as has often been pointed outehapin
time, and must therefore be produced and proce&sedine'.
There is no going back and changing and restruotuour words
as there is in writing ; then there is often no dino pause and
think , and while we are talking or listening , wan not stand
back and view the discourse in spatial or diagrarnengerms...
(Cook , 1989: 115,cited by Celce — Murcka Olshtain
2000:164).

For each occasion on which we speak, there areawert
requirements we must seek to satisfy .It is ourgmion of these
requirements that lies behind our purposeful uthees: we
pursue a purpose that is in some sense imposed updy our
reading of the present situation vis-a-vis ourdrstr; and our
listener's perception of that situation providefr@mework within
which to interpret what we sa{Brazil, 1995: 31 ,cited by Celce—
Murcia & Olshtain 2000:164).

Unlike writing, spoken language is mainly charaeea by its spontaneity and
its contingent nature, i.e. each utterance is dég@non a preceding one (Thornbury,
2005).The spoken language takes place in real irhernbury, 2005) .Besides, the
spoken form of any languagefismdamentally transieniHedges, 2000). Wheaword
is spoken, it is related to a particular place amaiment .The spoken language is
unplanned, dynamic and context dependent.lt hapgemerally in face to face

communication.

Bygate’s (1987) model of speech, considers theiaptatures of speaking to
result form two sets of conditions under which deogpeak: processing and
reciprocity. In terms of processing, speaking rezgisimultaneous actions: The words
are being spoken as they are being decided andeys d@re being understood.
Reciprocity conditions mean that speakers havedaptato their listeners and adjust
what they sayccording to the listeners’ reaction (Luoma, 2004)e model is more

individually than socially oriented.
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Similar to Bygate's model, Harmer (2001:271) argtnes the ability to speak
fluently presupposes not only knowledge of languagtures, but also the ability to
process information and language on the sptarmer(2001) gives the complete list
of the language features which he considers amd¢tessary elements for spoken
production: Effective speakers of any foreignglamge need to be able to produce
fluent connected speech in which sounds are maldifieassimilation) ,omitted
(elision),added or weakened (through contractiand stress patterning) .Second,
speakers of English should be able to chang@itbk and stress of certain parts of
utterances, vary volume and speed and use othesicghyand non — verbal
(paralinguistic) means in face to face interactibhese means help in conveying
meaning effectively. Third, speech production isrelcterized by the use of common
lexical phrases, especially in the performance esfain language functions. Fourth,
negotiatory language is necessary to ask for @atibn and to show the structure of
their discourse; of their thought or to reformulatieat the person is saying in order to
be clearer. Finally ,a speaker’s productive abilityolves the knowledge of language
features mentioned above; however , success isrelated to the rapid processing
skills necessary in any speech production. In otherds , language processing
involves the retrieval of words and phrases frommmey and their assembly into

syntactically and propositionally appropriate seqaes(Harmer, 2001: 271).

When people hear someone speak, they pay atteotiwhat the speaker sounds
like almost automatically (Luoma ,2004).0On the basi what they hear, they make
some tentative and subconscious judgments abogpiheker’'s personality, attitudes,
home, region and native / non native speaker st&peakers, generally, use their
speech to create an image of themselves to thendist This happens either
consciously or unconsciously. Besides, by usingréam speed and pauses in addition
to variation in pitch, volume and intonation, treycceed in creating a texture for their

talk to convey meaning, i.e. to support and enhavita they are saying.

Speakers do not usually speak in sentences, yeclspsan be considered to

consist of idea units which are short phrases dmases connected witlnd , but or
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that and sometimes not joined by conjunctions at atl dmnply spoken next to each
other, with just a short pause between them. Whatle said in relation to spoken
language is that, the grammar of these stringdeds units is simpler than that of the
written language that contains long sentences apérilent and subordinate clauses.
Speakers try to communicate ideas that listenessldhcomprehend in real time, as
they are being spoken and this happens almostmaititally and this means working
within the parameters of the speakers and lissewerking memory. These idea units
are usually about two seconds or about seven bt eigrds long. (Hafe, 1988, cited by
Luoma ,2004).

Grammatically speaking, idea units look like thausles that are encountered in
the written language. Yet the way these idea wamsstructured are slightly different
from standard written clauses. Two structures behdng to the spoken language are
topicalisation and tails. Topicalisation gives spkdnformational emphasis to the
initial element of a clause in informal speech. i€apsation breaks the standard word
order of written language since the aim is to ers@®athe topic. Tails in turn, are
noun phrases that come at the end of a clause. dieegimilar to the concept of
topicalisation and emphasize the point made atbénginning of the clause. Both
topicalisation and tails create an impression otum@ness and interpersonal
involvement in spoken language. This gives tallpaken flavour . These idea units
are clauses with a verb phrase, a noun phraserapdgitional phrase, and sometimes
without even a verb. The idea units can be stdrted given speaker and completed

by his interlocutor.

In speeches, lectures, presentations and any ettmert discussions or any
other spoken language that involve planned spe@chg, 1979, cited by Luoma ,
2004), speakers prepare and may rehearse theampaéisn in advance where they can
express well through out points and opinions thegtytmay perform many times
before. Unplanned speech, however, is spoken onspue of the moment as a

response to other speakers.
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Speaking is always defined as a technical termeter to one of the various
skills that foreign language learners should dgvedad have. Speaking, as a skill,
tends to be seen as something that an individualdoca However, speakinigrms a
part of the shared social activity of talking.uoma, 2004) .In any given spoken
interaction, two or more people talk to each otleeshare opinions or to pass time, or
to amuse each other ,..etc. They are involved in a shared activity wheexh

participant is both a speaker and a listener.

In any spoken interaction, people try to convey mmgg which is not always
clear and explicit. It is important to rememberttadl what can be said in a given
conversation can have one meaning or more. Sudhaages indicate the speaker’'s
attitude towards the topic and towards the secamticgpant or the others and reflect
the speaker’s knowledge or his views about whathinigappen next or more.
Moreover such type of non explicitness appears amynverbal forms. This openness
of meanings is not only a convenience in speedh;ah effective strategy for speakers
as well. The main purpose is to avoid committingntiselves to a statement or it is an
attempt to detect the listener's feeling aboutttipec and it is an attempt to find out
what the listener already knows what he or sheepared to accept, and what is the
best strategy to persuade the listener to acceptopinion. In trying to convey
meaning, the speaker begins with such a phrase la@ve time to judge the situation
and plan how they want to put what they want torsaxt or think of something else to
say. A learner who uses such fixed conventionahgds is perceived as being fluent

and is interpreted as a proof of higher level ofitgb

Some words, phrases and strategies are also ngcimsereating time to speak.
These are called fillers or hesitation markers aglgouseeandyou know as well as
whole expressions such as that'gand ideathat's a good questionr now let me
see Repetitions are also used by the speaker to \&liee same purpose, ite.keep

the floor while formulating what they want to say.
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Spoken language is also characterized by the usergfsimple and ordinary
words. Using them in speech is a marker of highdyamced speaking skill. In
speaking, a core of phrases and expressions aga aied and contribute to the
listener's impression of the speaker’s fluency. yrhelp in keeping the conversation

going and in developing the relationship betweensimeakers.

Generic words are used in spoken interaction ds ®ech asthis one that
one good..etc. Such words are not precise; they help in ntpkine communication
quicker and easier. Generic words are very importan the naturalness of talk.
Another common aspect of interactive and relativefgrmal talk is the use of vague
words like thing , thingy are very helpful to the speaker to go regardtd#sthe
missing word and they appeal to the listener toeustdnd it and supply it if they can:
they add to the naturalness of the talk and fordanguage learners should be

rewarded and encouraged in order to use them (Ly2@).
2.1.Communicative Competence

The concept of communicative competence is originalerived from

Chomsky's distinction between competence and pagoce.

We thus make a fundamental distinction between
competence (the speaker learner's knowledge oflamiguage)
and performance (the actual use of language in c=EBC
situation)(Chomsky, 1965: 4 , cited by Hedge,2000:45)

For( Hymes,1972,cited by Hedge,2000) Chomsky'stimdition between
competence and performance cannot describe landugdgsiour as a whole. Hymes,
who is a sociolinguist, argues that linguistic tlyeanust be able to deal with
heterogeneous speech community, differential factord the importance of socio-
cultural factors. His main concern is with performoa which is the actual use of
language in a concrete situation. Hymes believas ithis necessary to distinguish

between two kinds of competences: linguistic compet that is concerned with
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producing and understanding grammatically corresttences, and communicative
competence that deals with producing and understgrsgntences that are appropriate
and acceptable to a particular situation(Richarafar8idt, 2002). Hymes defines the
concept of communicative competence as Knowledgiefrules for understanding
and producing both the referential and social megamf language. This notion of
communicative competence includes both the spokehtle written language. He
proposes four level of analysis in language useatreimportant for understanding the
different characteristics of the spoken languade first level is concerned with the
language code; i. e. the grammatical level, the teael is about what is feasible in
terms of time and processing constraints. Thedltld@wel deals with the social and
situational dimension of what is appropriate infelént language use situations.
Finally, the last level is concerned with halatsd conventions, some expressions
cannot be used although they are correct gramniigt{€ichard& Schmidt, 2002) .In
communicative competence, the emphasis is on @sgtsheir use of language for

communication.

Hymes 's theory was firstly proposed for firstdaage analysis but it has been
applied mostly in second and foreign language ctst&nce its introduction. Hymes's
notion (1972) is extremely important, it was exaganby a number of applied
linguists most importantly Canal and Swain (1986dtby Sadek Mohamed, 2007)
The concept was adopted into a model to be appli¢ge field of language teaching.
Consequently, these two authors break it into désidocomponents, certainly each of
these elements is vital for successful oral comeation .Canal (1983, cited by Sadek
Mohamed, 2007) identifies four components of comicative competence:

grammatical, strategic, socio-cultural and discalutempetences.

Communicative Competence: It is composed of the following(Richard&
Schmidt, 2002).

1-Grammatical Competence It is the knowledge of grammar (morphology and
syntax), vocabulary, and the rules of phonologye (tight intonation, stress, and

rhythm needed in order to convey meaning) .
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2-Discourse Competencdt is concerned with intersentential relationshiyl at
involves structures and discourse markers suete#isso, but, then oh, so because
etc .Discourse markers connect the individualspaia discourse.

3- Sociolinguistic Competence:The ability to speak socially appropriately.
Knowledge of what to say to whom, how to say itewland where to say it, and why
tosayit.

4-Strategic CompetenceStrategic competence is the way learners manipulate

language in order to achieve communicative goals.

2.1.1. Grammatical Competence

The first component of the communicative competens grammatical
competence,also formal competence(Richard& Schr@@d?2) , which includes the
knowledge of grammar (morphology and syntax), vo&aly, and the rules of
phonology. In other words, it is mainly concerneithvknowledge of language itself,
its form and meaning, it involves a knowledge oélbpg, pronunciation, vocabulary,
word formation, grammatical structure, sentenceucsiire and linguistic
semantics(Hedge, 2000).Linguistic competence isntggral part of communicative
competence.For Faerch, Haastrup, and Phillips@84(1cited by Hedge, 2000) it is
impossible to conceive of a person being commuivelgt competent without being
linguistically competent. Thus, the foreign langeidgarner will be able to use the

foreign language accurately with a good masteigrainmatical competence.
2.1.2. Discourse Competence

All the different abilities needed to create colmerewnritten texts and
conversations and to understand them are calledulise competence (Hedge, 2000).
In other words, discourse competence is concernigd thhe mastery of how to
combine grammatical forms and meaning to achievdiedn written texts or

conversations that atenger than simple sentences.
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Knowing how to organize and connect individuatterances,
as well as how to map this knowledge o the turn taking
structures of interactive talk, is called discourse
competenc€Thornbury ,2005)
Discourse competence is concerned with intersaater@ationships, i.e. it is
concerned with the interconnectedness of a sefieierances, words and phrases to

form a text, a meaningful whole and helps in intetipg the overall meaning of a text.

21.3.Sociolinguistic Competence
Sociolinguistic competence is defined by Richar8sBmidt (2002:90) in the
Dictionary of Language Teaching &Applied Linguistias:

(Also socio-cultural competence), that is, knowledfehe
relationship between language and its non-lingaistontext,
knowing how to use and respond appropriately ttedght types
of speech acts, such as requests, apologies, thaakd
invitations, knowing which address forms shouldused with
different persons one speaks to and in differeanatons, and so
forth.

In other words ,when we try to convey meaning iooaversation, we need
more than the linguistic code. In fact, we needvali the socio-cultural knowledge
that would fit on with the situation. It refersttoe ability to use language appropriately
in different social contexts. Thus, the languagkeded can determine the social

context of the situation.

Although this is a simplified definition it presenthe main characteristics of the
concept of sociolinguistic competence which pufscas on the importance of context

in communication .Littlewood (1981 :105) arguestth

Learners are sometimes misled by apparent struttora
dictionary equivalents in their own language, whaduses them

to produce socially offensive forms in the fordgmguage
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According to Littlewood (1981), an effective speake any foreign language
needs not only linguistic knowledge but also sauititural knowledge. I.e. knowledge
about social values and the norms of behaviour given society, including the way
these values and norms are realized through lang{dgrnbury, 2007:12). This
socio-cultural knowledge can be both linguistic asdra-linguistic. For instance
knowing whether people in a given culture shakedbas extra linguistic. Knowing
what to say when they meet each other is cléiadyistic. Cultural differences may
cause misunderstanding or even break downs in comcation. In fact, studies of
conversational style indicate that differences texi#thin one culture as well as

between different cultures.
2.1.4. Strategic Competence

Learners need instruction and practice in the dissommunication strategies to
solve problems encountered in the process of comgegformation. These strategies
come into play when learners are unable to expbss they want to say because they
lack the resources to do so .Speakers face probdeicts as unfamiliarity with the
target language vocabulary item or grammaticalctine or inability to pronounce a
word or phrase. Learnereed to keep the communicative channel dp€anale and
Swain ,1980:25,cited by Hedge 2000).Littlewood @9&%5) argues thawWhen
speaking, it is the learner himself who selects ldrgguage that is used, to some
extent; therefore ,he can compensate for defisnn his repertoire, through
communicative strategies such as using paraphrassiroplifying his messageor
change their original intention or they seardheotmeans. This is commonly called

strategic competence.
3. Teaching of the Speaking Skill within Third YearOfficial Course Book

This section looks at teaching of the speakingl skithin the coursebook

designed for teaching English to secondary schearnkers in Algeria , in particular
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the discussion 's main emphasis is on the approaed , the third year official

textbook and the officially set objectives anchpiples and aims.
3.1. The Competency — Based Approach

As mentioned earlier in the first section, since imtroduction in foreign
language teaching literature in the early 1970mroanicative language teaching has
gained popularity. It has been widely used in #880's as it describes a set of
general principles grounded in the notion of comicative competence being the
goal of language teaching .Moreover communica@egliage teaching has continued
to develop giving rise to new approaches and methedich continued to make
reference to communicative language teaching Ilkeista different path to achieve the

goal of developing the learners' communicative oetepce.

The 1970’'s saw the emergence of the Competenced&siucation (CBE)
which means simply an educational movement thabeates defining educational
goals in terms of precise measurable descriptionghe knowledge, skills and

behaviours learners should posses at the end obtirse study.
For Richard &Rogers( 2001:140),

Competency based education has much in commonsuatin
approaches to learning as performance based instagc
mastery learning and individualized instruction. i$t outcome-
based and is adaptive to the changing needs otstadteachers
and the community.

Most of the methods and approaches' central peirdni inputs to language
learning; competency Based Education (CBE) by coimpa is an educational
movement that focuses on the outcomes or outpulsaohing in the development of
teaching programmes. Thus CBE is based on a smitobmes that are derived from

an analysis of tasks typically required of studéemige role situation.
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In the 1970’s, CBE had been widely implementethasbasis for the design of
work-related and survival-oriented language teaghpnogrammes for adults. It has
recently appeared again in Australia and some pHrtthe world and as a major
approach to language teaching. By 1986, any refugbe United States had to be
enrolled in a competency-based programme (Auerdf96, cited by Richards&
Rodgers ,2001) , such programmes were based orfamance outline of Language
associated with specific skills that are neceskarindividuals to function proficiently
in the society in which they live (Grognet and Grfalh,1982, cited by Jack Richards&
Rodgers ,2001).

Competency Based Language Teaching (CBLT) is based functional and
interactional perspective on the nature of langudfjeseeks to teach language in
relation to the social contexts in which it is us€BLT has for this reason most often
been used as a framework for language teachingtuatisns where learners have
specific needs and are in particular roles and a/iiee language skills they need can
be fairly accurately predicted or determined. TIBBLT designers can predict the
vocabulary and structures that can be encountgratieblearner in certain situations

that are central to the learner’s life to orgarn@eyuage teaching /learning units

CBLT is also built around the notion of communigatcompetence and seeks to
develop functional communicative skills in learneZ8BLT thus shares some features
with communicative language teaching (Richards &ddras, 2001:143).CBLT by
comparison is designed not around the notion ofestitkknowledge but around the
notion of competency. The focus moves from whatlestis know about language to
what they can do with it. The central point is @mpetencies or learning outcomes
that underpins the curriculum framework and syl&bspecification, teaching
strategies, assessment, and reporting.

The competency-based approach is characterizdweldipliowing:

1- It is action-oriented in that it adjusts langudgarning to the acquisition of
know-how embedded in functions and skills, thesk knalp learners to become an

effective competent speaker in real-life situations
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2 - It is a problem-solving approach: Learners are ipua problem-solving
situation in order to make them use all their cépecto overcome these obstacles and
problems. A foreign language is best learned whenused to solve problems through
hypothesis testing. Learners learn by thinking beeathey are trained to use their
thoughts to solve the problem in a simulated soifuti

3- It is social-constructivist: Learning is seen ascuwring through social
interaction with other people in real life situatgooutside the classroom. Learning is
not just a transmission of predetermined knowleage know-how to be just within
the classroom situation, but as a creative usbéehewly-learned knowledge outside
the classroom through the process of social interagvith other learnergArab, Riche,

& Bensemane, 2006).

4- It is a cognitive approach. It is indebted to Ioo® taxonomy. According to
Bloom, cognitive objectives form a hierarchy. Tlarher must achieve lower order
objectives before he can achieve higher ones: letyd (as lower order objective),
comprehension, application, analysis, synthesis,esmaluation (as higher anéArab et
al, 2006).

3.2. Speaking skill within the Third Year Course Bok

New Prospects is the last of a series of threesedooks designed for teaching
of English to secondary school learners in Algerialt complies with the
recommendations issued in the official syllabusdestn by The Ministry Of National
Education (2006). The document's basic principtet on communicative-language
teaching, which engages learners in real and mghahicommunication. The word
real is made clear in this official documents, it meahat learners are given
opportunities to process content relating to the@s and backgrounds. Moreover, the
course book aims to develop both fluency and acgura
In this course book, language learning is consitlai® a developmental process and
errors are viewed as part of learning. Grammaegmarded the cornerstone of a good
command of English. However, it is not consideasdan end in itself, but a means to

an end. At the practical side, grammar is constardhslated into language functions
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to ensure the learners competencies, studentsrangti to notice and analyse how
English is used within a large number of effectlearning tasks. These tasks are
aimed to provide opportunities toteract in classroom and negotiate meaningsing
more complex utterances, more fluently and moreirately than in previous years of
education, this will enable them amtomatize their knowledge and recall the language
acquired with greater control and ease during protion( Arab et al ,2006:59)Most of
these tasks involve the use of inductive learnamgl are intended to enhance
individual learning as well as learning with pedrsus, teachers should choose among

these tasks the most appropriate ones.

Conclusion

The focuson teaching speaking might have a positive infleeron oral
performance of the learner in an English langualgsscoom. Therefore, teaching
activities in the classroom should aim at maxingziearners' language use. For this
purpose, teachers are required to assign eachnstwit a turn or an opportunity to
speak in the classroom. However, speaking requiotonly knowledge of grammar
but also knowledge of inter-sentential relationsstipictures and discourse markers. In
order to communicate effectively, the learner stiaalso understand when, why and
ways to produce language and how to gain confidémoeigh risk-taking and practice
to achieve communicative goals. However, accordingur investigation it has been
noted that our learners are not receiving the foamponents of communicative
competence equally. In fact, they are generallemgimore grammatical competence
than discourse, sociolinguistic, and strategic oetepce. It is indeed this ill-balanced
English language training that produces learners aite ineffective speakers of the

language.
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Chapter Two
Classroom interaction

and Language Learning

Introduction

Allwright (1984:1) claims that classroom interacticontributes to language

development in general and oral skills in particula

We cannot claim to know nearly enough about wha @bout
language classrooms that enable classroom languagmers to
develop, more or less well, their command of a iséaar foreign
language. And yet our collective experience asgasibnals does
lead us to believe that success, or failure, inssfaom language
learning typically has something, if not absolutelyerything, to do
with the nature of the interaction that takes plaktging lessons. It
makes good sense, therefore, for us to want teotynderstand the
contribution of classroom interaction to languagevdlopment.

Many language teachers and researdhétbvright ,1984;Littlewood,1981;
Davies, 2000 ;Thornbury, 2005)assume that it iy ¢mough active interaction, either
with the teacher or with other learners in the geéarlanguage within meaningful
context ,can learners build up communicative cdempee . This research aims at
identifying the causes of the poor performancehi gpeaking skill of the learners in
their last year in the secondary school. Thus, analysis will be on the quality of
interaction that is offered to them . In this clempt we present the review of related
literature in two sections: The first section deadainly with the different hypotheses
related to second language acquisition .The sesention is concerned with a more
specific side of interaction which is the quabfy classroom interaction and the value of

teacher talk and their contribution to languagenieg .
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1.Interaction and Second Language Acguisition

The field of Second Language AcquisitiofSLA)presents a plethora of

hypotheses; this indicates mainly a lack of agregnm®ncerning how classroom
interaction contributes to the acquisition of n@anduage forms. The objective of this
section is to provide an overview of these différbyppotheses .It also provides an
overall idea on the need for their integration tavd important implication for the
language classroom: These hypotheses complemeht acgaer and form a more

complete picture of language acquisition.

1.1.Interaction as an outgrowth of foreigner talk

Originally, the research on interaction ,grew ofitstudies on foreigner talk
(FT).In fact , many studies assume that native lsgrsado indeed modify their input
when speaking with non-native speakers in a mansierilar to the way caretaker
alter their talk to babies ,this came to be calaby talk( Hall& Verplaetse, 2000:2).
The foreigner talk research expanded from simpscdking the linguistic features of
FT to investigating its role in interaction. Lond®981,cited by Hall& Verplaetse,
2000) studied the modifications in native speaKBIS) talk to non-native
speakers.This comes to highlight the differebeéwveen input modification and
interactive modifications .Long (1981,cited by HalVerplaetse, 2000) claims that
interactive modifications are facilitative and nesay for second language
acquisition. (Hall& Verplaetse, 2000)

1.2.Comprehensible input and second language acqitisn
The early version of Interaction Hypothesis wéssely associated with the

input hypothesis. Krashen (1985 ,cited by Lea&&Villis,2004:298) believes that,

when learners are exposed to language that thaynoastly understand but which still
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contains forms that they do not know ,they will jime ,acquire such new forms
naturally from the input they hear and readResearch theory and practical experience
all point to the fact that input is crucial to larage learning. Quite simply, input refers
to the language that a learner is exposed twriing a prerequisite for learning in that

it provides crucial evidence from which learners ncaorm linguistic
hypotheses.Comprehensible input is a term popaldrby Krashen whichrefers to
the fact that not all the target language to wisebond language learners are exposed
is understandable. Only some of the language thegr hmake sense to them.
According to Krashen , learners will acquire an when they have access to
comprehensible input and when their affective ffileelow . For Krashen ,only target
language input which is understandable but witlorégf—and which is slightly more
advanced than the second language learner's cuenait would promote learning.
krashen names this type of input 'i+1',where tiierepresents the learner's current
stage of interlanguage development and the '+4'tigoe of input that is challenging
but not at all overwhelming to the learner . Irstbase, the input can be acquired with

just some efforts.
1.3.The Interaction Hypothesis (IH)

The interaction hypothesis (IH) is a meproposed by Long (1981,cited by
Hall& Verplaetse, 2000:298) to refer to the belieat when learners interact with
other speakers of the target language and have conwuattion problem ,the resulting
process of negotiating of meaning is likely to léadhe acquisition of new language
forms .Long(1981,cited by Hall& Verplaetse, 2000) bedis that language acquisition
is strongly facilitated by the use of the targeigaage in interaction. In particular, the
negotiation of meaning contributes greatly to thquasition of the second language.
Long's(1981,cited by Hall& Verplaetse, 200Mteraction Hypothesis (IH) is
concerned with one kind of interaction, which basome to be known as negotiation
of meaning. In fact, Long (1981,cited by Hall& V&aptse, 2000) emphasizes the
primacy of interaction and its role in getting caeipensible input. Long (1983 ,cited
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by Allwright and Bailey, 1991 ) proposes a modelaocount for the relationship

between negotiated interactions, comprehensibiatjmd language acquisition.

Comprehensible

/ input
Negotiated
interaction .
L
Language
acquisition

Figurel: An alternative model of the relationshgivileen negotiated interaction

and Language acquisition (Allwright and Bailey, 1993).

The broken line between comprehensible input andudage acquisition in the
model above represents the possibility that congnsible input can help second
language acquisition. Long points out as wellhe work required to the negotiated
interaction that spurs language acquisition. The teegotiated interactiomefers to
those modifications that occur in conversationsvben a native speaker and second
language learner or advanced non-native speakdrlean proficient second language
learner(Allwright and Bailey ,1991:123).Theseenatctional modifications include a

whole range of attempts to understand and to l#enstood.

Three of the most important processes are:

1-A comprehension check is the speaker's reqoeshformation to see if his
interlocutors have understood what was said usjogstions likedo you understand ?
Is it clear ?Do you understand it Phe speaker aims at checking comprehension of

the message
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2-A Confirmation check is the speaker's reques taawhether or not the
speaker's understanding of the interlocutor's nmgars correct using questions like
oh ,so you are saying you did live in London

3-A clarification check is a request for furthefarmation on the part of the
speaker to understand something said by the ict#do: | do not understand exactly
what do you mean®an you say that againTry to say it in English?Allwright and
Bailey, 1991:123)

1.4.lmportance of output in L2 acquisition

In the early mid -1980s the research on interactibad been focused on the role
of input .By the mid 1980s; however, investigatooncerns were expanded to include
the importance of output in interaction. Swain 3@8ed by Hall & Verplaetse, 2000)
offered an interesting hypothesis on the basis @f years of study on French
immersion programmes in Canada. According to Sw@®s5 ,cited by Hall &
Verplaetse, 2000), output involves three functidNsticing, hypothesis testing and
reflection. Swain claims that while comprehelesimput may be sufficient for
acquiring semantic competence in the target lang&g), comprehensible output is
needed in order to gain grammatical competencet iBhahe learners must struggle
with practicing output, which is comprehensibletbeir interlocutors if they are to
master the grammar of the language. This mastenydaame about as a result of the
negotiation process of interacting. Swain argulest during the time that a learner is
required to process input only ,he or she may m@dnto attend to all features of
language to comprehend the content . However, eatpthint when he or she must
produce output, the learner may first notice thgiap of linguistic knowledge exists
between what he or she wants to convey and higoalility to convey it. When the
learner attempts production, using what linguiétmwledge available in his or her
interlanguage the learner tests out hypothesest abewrganization of the language
system. Finallythrough the learner's output and the interlocutaesponse to that
output, the learner can reflect on and ultimatelpdify his or her language use

(Hall& Verplaetse, 2000:4). Swain argues that glsage production will help
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acquisition because when learners experience comative failure, they are forced
to make their output more precise, coherent, amadogpiate. In her recent research,
Swain (1985,cited by Ellis,1990) has supported dlaim with empirical evidence

concerning output in SLA.
1.5.0ther Hypotheses

There are other important reception-based thebkieshe frequency Hypothesis

The frequency hypothesis states that the order imchw
learners acquire L2 grammatical features is detemi by the
frequency of those features in the input; more Uesq features are
acquired before less frequeftllis ,1990:96).

Ellis (1990) mentioned other important productiaséd theories like the
Discourse Hypothesis (Givon, 1979 ,cited by EII990)) and the Topicalization
Hypothesis (Ellis, 1984 & Long, 1983a ,cited byi&l|1990). Each of them has
concentrated on a given factor as contributingdooed language acquisition. The
Discourse Hypothesis proposes that learners omjuige the type of language which
they encounter inside the classroom or outsidéhéndifferent social situations. For
example, if learners only have access to the forawajuage discourse, they will
acquire competence to perform only that type ofleage. Of particular relevance to
language teaching is that teachers should provedenérs with opportunities to
practice in a variety of communicative contextsh&dp them acquire a full repertoire
of linguistic competencies. The Topicalization Hipesis gives learners the chance to
initiate and control the topic of discourse as a wh promoting their language, the
collaborative discourse hypothesis points thatpitoeess of constructing discourse in

two way interaction help learners to produce neaangnatical structures .

1.6.sociocultural theory
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Sociocultural theory was pioneered by Vygotsky @ 9Gited by Smith, 2001 )
and extended by his colleagues and followers. e of the theory is the proposition
that learning is a complex interaction between dgamal and psychological
development and social interaction. In other wotdarning is a social activity. As
learners interact with peers, teachers or pardygotsky argues that they are able to
advance beyond their present level of developmerag higher oneThe conceptual
distance between what they can do on their ownrnd what they can do with
assistances called by vygotsky the zone of proximal deypalent (ZPD)
(Smith,2001:1).This view of learning seeks not aimyknow what learners can do on

their own but what they can do in collaboration.
1.7.Implications

These hypotheses complement each otliefaem a more complete picture of
language acquisitionin the field of SLA, the input hypothesis has acdea
importance to comprehensible input ,which is @uto language learning , other
theorists have given significance to the negotratbmeaning that has been shown to
contribute greatly to the acquisition of the satdanguage (ong's Interaction
Hypothesis. Swain (1985, cited by Ellis,1990) offéran interesting hypothesis that
includes the importance of output in interactiohhese important reception-based
theories together with the production-based tlesoridespite different points of
emphasis, taken as a whole, they have the followmpgortant implications for
language teachers:

a) Teachers should provide comprehensible inpthew students. If necessary, they
need to make necessary modifications to adjustcdmeplexity of their language to suit
their students’ needs and levels.

b) Teachers and students must make efforts to légaoheaning to be understood
by each other.

c) Teachers should give students opportunitiesréatige the second or foreign

language.
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d) Teachers need to give learners ample practiagsimg the language in a wide
array of communicative contexts which allow theull fperformance of language
functions.

e) Teachers should give students the chance tdiateniand control topics of
conversation in classroom interaction .

f) Teachers should provide their learners moreodppities to practice both
planned and unplanned discourses as they encdaottem real life situations.

g) Students should be offered opportunities to pecedextended discourse.

2 . The quality of classroom interaction

Recent communicative approaches have suggestedotigatgoal of English
language teaching should be to replicgenuineor natural rather thantypical or
traditional classroom communication . The main purpose af gbiction is to explore
how teacher talk provides or blocks opportunities the learners’ meaningful
interaction , i.e.opportunities for genuine communicative language inssecond or
foreign language classrooms. This section outlihesaspects of classroom interaction
that are of relevance to language learning .Furtbey it seeks to analyse the
characteristics of the teacher talk that can ereaportunities for genuine interaction

in the language classroom (Cullen,1998).
2.1.Quantity and quality of teacher talk

Cullen (1998:179), describes teacher talk asvidlo

Until comparatively recently ,teacher talk in thELEclassroom
was considered to be something of a danger aredafoguage
teachers ,and trainee teachers were warned to usparingly
.'Good ' teacher talk meant little ‘teacher ' Taikce it was thought
that too much teacher talking time (TTT) deprivéddents of
opportunities to speak .Interest in teacher talthwi the profession
has since shifted away from a concern with quanttvards a
concern with quality .
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Similarly, Richards & Lockhart (1996 :183) argihatt an effective teacher talk may
provide essential support to facilitate both laaga comprehension and learner
production.Thornbury 's focal point is put on the extenioich teacher talk supports a
communicative environment in the classroom ,hes tlntroduces the notion of
communicative teacher talkhornbury (1996,cited by Cullen,1998) questionsowh
authentic is teacher talk and how far it sharé=matures of so-called authentic

communication outside the classroom.

The words genuine , authentic and natural, ad msgecond or foreign language
research , are not precise sociolinguistic term@anywriters use them without
attempting a definition (Seedhouse ,1996).However Nunan (1987:137,cited by
Cullen,1998 ; Seedhouse ,1996) defines authentic communication genuine

communication as follows:

genuine communication is characterized by the umeve
distribution of information, the negotiation of nméag (through, for
example, clarification requests and confirmationecks), topic
nomination and negotiation by more than one speaded the right
of interlocutors to decide whether to contributean interaction or
not. In other words, in genuine communication, siecis about who
says what to whom and when are up for grabs.

Nunan (1987) attempted to evaluate whether classat pretended to be
communicative really were so by using characiessif communicativeness such as the

ones issued from the precise definition of an entib or genuine communication

These criteria of communicativeness are takemmfrehat is perceived to
constitute communicative behaviour outside thestasm. Nunan (1987:137,cited by
Cullen,1998) argues that in many communicativeeitpr language classrooms |,
interaction may in fact not very communicative kt @ullen (1998) claimghat attempt
to define communicative talk in the classroom mustbased primarily on what is or
what is not communicative in the context of classn itself. The fact that genuine
communication is characterized by features sucheg®tiation of meaningandtopic

nomination by more than one speakecomes actually a reason for incorporating them
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into classroom discourse and for judging its comicativeness according to whether

these features are present or not .

Teacher talk is defined abe language typically used by teachers in the ra#co
language classroom(Lynch, 1996: 6) .Lynch argues that some teacbegsit as a useful
device for communicating with students but it miostabandoned with advanced levels .
Ellis (1994) refers to the bulk of classroom reskahat explored the teacher talk and
indicates the modifications when addressing gkeond language learners in the
classroom. Ellis argues that Teacher talk haaci¢inl researchers' attention (e.g. Pica and
Long ,1986;Downes ,1981) because of its effect Bratquisition, it is strongly believed
that there is a potential effect of teacher talk students comprehension and the learning
process ( Ellis ,1994). Allwright& Bailey (1991:188ssume that in the classroaeacher
talk is one of the major ways that teachers egrimformation to learners However
,they agree on the fact that teacher talk is fanfthe language learners will encounter in

talking to native speakers.

According to Allwright & Bailey (1987), observah of many different classes
shows that teachers typically do between one malftaree quarters of the talking done in
classrooms .In other words ,teachers tend to mlmniclassroom speech and that there
are few opportunities for authentic communicataeguage use in such classrooms .This
view is shared by Bellack (1966 ,cited by Allwrigh Bailey ,1991 ) who assumes that
four classroom discourse moves ...three are usualitricted to the teacher :structuring
,soliciting ,and reacting .Only one ,responding typically the students prerogative
(Allwright & Bailey ,1987:139) . This is well illusated in this example:

T:Ok. Now. A conductor. (Structuring) Pedro, whats
conductor? (soliciting)

S: A conductor is the people who is boss in the em
(inaudible)for example ,in music .(Responding)

T: OK. (Reacting)
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(Bellaclet al ., 1966,cited by Allwright & Bailey ,1987:98)

Similarly, Sinclair and Coulthard (1975 ,cited by@®hrthy (1991) describe a three
part exchange in traditional classes, where thehtgamakes the initiation(usually by
questioning and the follow-up move ( teacher evakidhe student's response with such
phrases a&ood That's right or No, that's not right ,while the students were restricted to the
responding moves .This is also called the Birminghtype analysis of classroom
talk.According to McCarthy (1991) this is still tlgattern of communication that is used
in large classes where pupils will have the chancpractice only the responding role .
Language in the classroom follows a very rigid semqe, and that speaking patterns are
highly structured (usually by questioning). Thisadking pattern, that islnitiation-
Response- Feedback (IRF) can be seen in everyaassat most educational levels and
fail to afford opportunities for authentic commuative language use in second or

foreign language classrooms.

I T What's the boy doing?
R S He's climbing a tree.

F T: That's right. He's climbing a tree.
(Cullen, 2002: 1)

In the IRF exchange, the teacher decides wharticipate, when students can take a

turn, how much they can contribute

There is a growing body of classroom-based reseavhith supports the
conclusion drawn here, that there are comparatit@ly opportunities for authentic
communicative language use in second or foreigiguage classrooms. Thus Long and
Sato(1983:283cited by Seedhous&996:1) report thaESL (English Second Language
) teachers continue to emphasize form over mearanguracy over communication
(1983:283).Kumaravadivelu (1993:1zited by Seedhouse ,1996:1) maintains that
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even teachers who are committed to communicativgulage teaching can fail to create

opportunities for genuine interaction in the langeaclassroom.

Cullen lists the following features that charaaeriteacher talk which would be

regarded as uncommunicative :

-Exclusive or excessive use of display questions .

-Form focussed feedback ,i.e. by the teacher wimiy shows interest in the
correct formation of the students contributiont{extthan the content ).

-Echoing of students response ,when the teacheatehat a learner has just said
for the benefit of the whole class .

-Sequences of predictable IRF(initiation-respofesetback)discourse chains.
(Cullen,1998:18)

However Cullen identifies a number of characterstf teacher talk that might be

seen as communicative:

-The use of referential questions, where the teaaabks the class something to
which he does not know the answer and which thezefoas a genuine
communicative purposes.

-Content feedback by the teacher where the focumisontent or the message
rather than on the form .

-The use of modification ,hesitations ,and replm@gén the teacher's own talk.
-Attempts to negotiate meaning with the studentsuth requests for clarification
and repetition ,and giving opportunities for thitadents to interrupt and do the

same .
(Cullen,1998:182)

Cullen asserts that The I-R-F exchange stra@as traditionally practiced, with the
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teacher providing the great majority of the Inibatmoves ,has been the target of some
criticism in the communicative language teachingzement ,on the basis is that it fails
to give the students opportunities to ask questibamselves,choose themselves topics,
and negotiate meanin@unan 1987, Thornbury 1996 In short ,it is associated with a
heavily teacher —centred classroom methodologymFan analysis of lesson transcripts,
Cullen identifies two basic roles of this follovp-move: an evaluative and a discoursal
role . The evaluative feedback function providegdfeack to students on their
performance.The focus is on form : whether theckaixitem or the grammatical structure
is acceptable or not .The feedback can be an éxg@iiceptance or a rejection (eGpod
Excellent, No) or any other implicit sign. Evaluative feedbaakaccurs generally with
display questions. The f-move has another role lwvigdhe discoursal role that helps to
pick up the students response and incorporate timon classroom discourse .The
emphasis is on content rather than on form .Tipe tyf feedback co-occurs generally
with referential questions (the type of questiomttinas no right or wrong answer

predetermined by the teacher .

In response to such criticism ,Cullen (2002) assuithat the feedback move
supports learning in two different ways :The F-mowéh the evaluative function
supports learning through formal correction ;howetke F-move with the discoursal
function supports learning through which the teadan increase their students'interest
and motivation to talk more and thus can make tatadlk as communicative , it
provides a rich source of message oriented langurgmye and further initiating moves
can be derived (i.e. the focus is on content ndbom). Discoursal feedback strategies ,
as stated by Cullen(2002),play a crucial role aritying and building up students' ideas
in classroom interaction and in developing a megimindialogue between teachers and
his students. Therefore,the teacher should chapgeopriate feedback for the students’
responses : If the teacher gives only evaluativedidack in every exchange in any
teacher —initiated classroom interaction ,this withpede the development of
communicative classroom dialogues between the ¢&#amhd the class . A balance is
necessary between these two forms of feedback akehgron the spot judgments about

which type of feedback is most appropriate whepaogading to students are necessary



'S
Uni versité é Sétif2

skills teachers need to deploy in almost evesgda .

Conclusion

In recent years ,with the growing acceptance of mamicative language
learning and teaching techniques , a much greatereist has been attributed to
interaction . The background of this lies in thetfthat second or foreign language
learning is a highly interactive process (Richardl Lockhart,1996).The quality of
this interaction is thought to have a considerabfuence on language learning
(Ellis,1985) .Researchers have taken an intenesthe role of interaction in
interlanguage development ,determining exactly ag how interaction can promote
language learning . This implies that language lteesc should put emphasis on the
quality of their talk . learners' output should barefully guided ,monitored and

assisted by teachers.

Teacher talk is usually seen as one of the decfsictors of success or failure
in classroom teaching .Teachers should examine tben classroom,the language
they use (for instance the type of questions #mly and the type of feedback they
provide to learners )and the kind of interactithrey generate. The aim of this study
is to raise language teachers' awareness of thplegines of classroom interaction in
particular and will enable them to better analgsequality to provide them with
strategies for enhancing pupils' talk and negjotiaof meaning . If communication
happens among learners or between learners amthetean an authentic and
cooperative manner, this would significantly in@edanguage comprehension and
production . it is claimed that peer and groupculsions encourage meaningful
communication among the learners, cooperative ilegrfosters activeparticipation,
and meaningful communication facilitates the depelent of second or foreign

language learning.
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CHAPTER THREE
RESEARCH DESIGN AND
METHODOLOGY

Introduction

This chapter outlines the methodology for the pmesesearch. The first section
describes the methods and materials employed instindy , the participants and
location . The research questions and hypothesepresented. The first section of

the chapter describes the data collection procedasewell as the data analysis. The
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second section deals with the analysis of the tvadirpinary questionnaires .These
preliminary questionnaires are the means by whiehhave identified our research
problem and their use is only limited to the fipstrt of the investigation .In the third
section ,we examine the findings related to the lnpotheses which will reveal and
highlight some of the problematic areas of therppmlity of classroom interaction
provided to our learners in the secondary schamdses.And lastly, the final section

includes the conclusion for the current chapter.
1.Purpose of the Study

The aim of the present study is to investigate sth@ces of the of the difficulties
of learners when trying to speak English in thast year in the secondary school, in
order to suggest some practical solutions for teecHn particular, we will focus on

the learners’ classroom interaction and classrdsiecourse .
2.0verview of Research Methodology

The purpose of our study is to analyze the quafityiteraction that is provided to
our learners at Zaaticha secondary school in Biskihis study can be considered as a
classroom-centered research.

Classroom centred research (or simply classroseareh) is taken by Allwright
and Bailey (1991) as a cover-term for a whole raoigeesearch studies on language
learning and teaching classrooms.

According to Allright and Bailey (1992) ,

Classroom-centred research is just what it says # research
centred on the classroom as distinct from, for gXemresearch
that concentrates on the inputs to the classrodhes gyllabus, the
teaching materials, etc) or on the outputs fromsstooms (
learners test scores).lt does not ignore in anyy vea try to
devaluate the importance of such inputs and ostpuinstead,
classroom research simply tries to investigate wlhatually
happens inside the classroom. At its most narrdws iin fact
research which treats classroom interaction asudlty the only
object worthy of investigation.
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Classroom research does not view the languageeslassthe setting for research,
but as the object of research. Allwright and BAil®91) claim that classroom
research 's focus is on describing the greptestible details or what really happens
in the classroom, putting as an aim to identify phenomena that promote or impede
learning(Woods,1996). Examples of issues that hmeen studied within the field of
classroom research include how interaction occuarsclassrooms, how teachers
respond to learners errors, the type of linguistiput provided in classrooms, the
feelings of teachers and learners during or afteléssons, and so on.

Whatever the interest of the researchers in thgulage classroom, one common
characteristic of classroom research in that itdescriptive in nature. It involves
observation, recording and transcription (Van Li#988). Since description is the
basic tool of classroom-centred research (Gaie83)lthe principal approaches of
studying second language learning & teaching atreeeobservation or introspection
or a combination of these two. (Allright and Bailé®91).Thus based on the nature
and principles of classroom-centred research rgden is the key term to be
retained here .Beside ,the data collection appradmsen for the current study is

classroom observation .

2.1. The Target Population

We have chosen to work with third year literargsdes for two reasons : The
main reason is due to our long experience as ddeaaevith this level .The second
reason is that English is taught as one of the nwjbject matters for literary stream
classes ,which means that teachers are expectédvi® more time for speaking
activities . To obtain information about the qualif interaction in the classroom we
needed a random sampling of the school to illtestrdne problem , always with the
random sampling, we selected one class ty catrthe classroom observation .

2.2. Research Participants

2.2.1.Learners' Sample
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The participants in this research are the learaeid teachers of Zaaticha
secondary school ,enrolled for the school y2a09/2010).They have four sessions
a week ,each session lasts for one hour .Theirtexanber is 80 learners divided
into 2 classes ,one literary and the second instic stream. The reason for the
choice of the literary class is for the followingnglish is taught as one of the major
subjects for literary stream classes ,so teachierexpected to have more time to deal
with speaking activities and students are supptsdthve more time to interact with
their teachers as well as with other learnershen ¢classroom. Moreover the whole
population or the two classes are concerned wehptieliminary questionnaires, thus

guestionnaires are given to all the third yearsdas

2.2.2.Teacher Sample

This study concerns also the two teachers who amermtly teaching English to
third year classes at Zaaticha Secondary@chibe two teachers are concerned
with the preliminary questionnaire ,but obvioushlythe teacher of the literary class

will be concerned with classroom observation.

3. Research Questions

This research aims at identifying the main causghefdifficulties that learners
face when they perform the oral activities durihgir last year in the secondary
school. In order to reach such an objective, weehdgvised the following basic

questions that we seek to answer throughout teesareh:

1. Why do most of our students fail in acquirin@ thpeaking skill when they
finish the secondary school courses?

2. What is the quality of interaction that is pided for learners at this stage of
learning. 3.What is the amount genuinecommunication in English language
classes?

4.Is negotiated interaction has a place in theliBinganguage classes at

Zaaticha secondary school?
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4. Hypotheses

Throughout the present study, we will attempt tadfout the elements that are
behind the students poor performance in the spgadill during their last year in the
secondary school .1t is generally recognized thatrhajority of the learners are not
capable to conduct a free conversation in thescta outside when speaking with
their friends, thus the exclusion of the psychatagifactors. In some cases they are
not even able to make a correct statement in ogldti a given situation. Thus, we put

forward the two following hypotheses that we seeldrify through this investigation.

H1): We hypothesize that the main cause behind the quaaity of interaction
would appear to be the dominance of IRF cyf{leacher initiation-learner
response-teacher follow-up)

H2): We hypothesize that the main cause behind studemis performance in
the speaking skill would appear to be due to tlk & interaction involving genuine

communication.
5. Data Collection

The first part of the investigation is carried outh the use of two preliminary
questionnaires .These preliminary questionnairesti@ means with which we have

identified our research problem.

Brehob (2001:2 ,cited by Petter & Davis , 2002jrdess a questionnaire to lae
form that people fill out, used to obtain demograpimformation and views and

interests of those questioned

Kirakowski (1998:2 ,cited by Petter & Davis , 20@&fines a questionnaire in a
more structural way as methodfor the elicitation, and recording and collecting
information.( Petter& Davis, 2002 :2)
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The second part of our investigation, which is riegn part , is carried out using
another type data collection procedure which isstt@aom observation. Classroom
observation is also the means through which wefywenr research hypotheses, and

try to answer our research questions.

Wragg (1999 ,cited by Doérnyei ,2007) argues thatssiooms are very busy
places, so observers need to be on their toesynckssroom obsevation , two
dichotomies are usually offereg@articipant versusnonparticipantobservation and
structured versus unstructured observation. According to Ddrnyei (2007), the
participant observer, during the research, becomes a full reenold the group,
participating in all the activities. This is the mmmon form of observation in
ethnographic studies. In classroom observation,kewehe researcher is usually not
or only minimally involved in the classroom actigg. For that reason he/she can be

described as a non participant-observer.

Cohen et al ( 2000, cited by Dornyei, 2007) deftracturedversusunstructured
observationas follows :Highly structured observation measisply going into the
classroom with a specific focus and with concrdieepvation categories.As Allright
and Bailey (1991) warn us, structured observatmoay easily miss the insights that
could be provided by the participant themselvesstructuredobservation ,however ,
is less clear then the first category. The obseneeds to observe first what is taking
place before deciding on its significance for tegearch.Dornyei ( 2007) stresses the
point  that regardless of how sophisticated aseplation protocol might be, it will

fail to tell the reality of classroom life.

Video recording is an ideal tool for classroom egsh. Regrettably, introducing
video recording in the classroom cannot be cons@llas being perfect. In fact, video
recording does not eliminate all the difficultieaceuntered when dealing with
classroom observation. Mackey and Gass (2005) atigaie video recording is a

relatively straight forward tool in laboratoriegjtbin classroom it presents a certain
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amount of problems ranging from technical issuesethical issues of how to deal

with students if they have not consented to beotajged.

Zuengler et al (1998, cited by Doérnyei , 2007) vidles us with a detailed
analysis between thenalyst eyesand camera eyesHe points to the fact that video
equipment can enhance our ability to see cleaihygthhappening in the classroom.
But they highlight two problems in particular &l and figurative blind spots in
addition to the distraction caused by the cameirat, by literal blind spots A fixed
camera can only see what is pointing at and uswadlgan not back the camera up far
enough to capture the class and the instructororéecdistraction caused by the
camera even in our age when video cameras are copnth® process of videotaping
may distract the participants and may elicit outhaf ordinary behaviour on the part of
both the teacher and the students.

Wallace (1998) gives importance to audio tapingatgies that much interaction
can be recorded using a small portable cassettwderc.According to him cheap
instruments are more suitable than more sensitdareced machines and new
machines are sometimes more difficult to operamall cassette recorder can be
very useful since it is intrusive than video rec¢ogd,but at the same time more
intrusive than real-time observation; however mipdrget the presence of the tape
recorder after ten or fifteen minutes and intermctmally and unselfconsciously
(Richards &Nunan ,1991) .

Adding structure to observation by means of usihgeovation schemes makes
our observation more reliable . Its results @wenparable across classrooms and
overtime. Structured observational categories middee task of documenting the
complexity of classroom reality doable, and helgdous on certain key events and
phenomena. Thus, coding schemes introduce systgiyatito the research process
(Wallace,1998). Finally, a more serious concerrgoamentioned earlier, with
structured observation is that the researcher, diyguselected categories, may miss

important features in the classroom. The examimelgories are preconceived and the
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instrument is not sensitive to context specific egeat information (Dornyei, 2007:
186).

The current study is conformed to the aim of k&sgetured observation because
we did not use a coding scheme or previously ddfioategories (Robson,1993),
because a very structured obsevation would havengis a very limited view of
classroom behaviours .In order to take a full aotaf classroom interaction of the
selected setting ,we acted as a passive obsem&rdle has no interaction with the
participant during data collection procedure .Beargobsever as a participant and
using audio -recording are useful techniques tdelse unobtrusive as possible in

order to minimize the effect on the data collected
6.Data Analysis

In the first part of the present investigation,adats been collected with the use
of the learners’ and the teachers’ preliminary sjoanaire just to provide an
evidence that third year literary class find diffiies when expressing themselves in
English. In the main part of our investigation, aata is collected using classroom
observation technique ore more exactly, for theppse of our research our data is
collected using audio-recording concentrating twe pgarts of the lessons where there
iIs classroom interaction, these conversations ti@mescribed . These transcribed
teacher-learner discussions (TTLD) were codedyitsised on IRF model (Sinclair and
Coulthard, 1975cjted by McCarthy, 1991) .

One important recent development in the fieldlabsroom research reflects the
emergence of classroom discourse as a field otiistig enquiry. In fact, the use of
classroom discourse may supersede the use of thgocy system. Many researchers,
concerned over the potential invalidity of categsygtems, over the problem that they
necessarily have to prejudge what is paying atianid, and over the crude category
distinctions that such instruments typically inv@hhave turned to transcriptions of

recorded classroom events as their prime data(dhseght & Bailey ,1991)
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Discourse analysis refers to a variety of procesldoe examining chunks of
language, whether spoken or written .In the cdselassroom research, discourse
analysis usually involves the analysis of spoleguage as it is used in classrooms

among teachers and learners .

Van Lier (1988: 122,cited by Allwright & Bailey991: 62) describes it as :

an analysis of the processes of interaction by medra close
examination of audiovisual records of interactiddowever the
term is very broad: it covers many analytic pro@ssgrom coding
and quantification to morgualitative interpretations

The emphasis on stretches of oral discourse ss@am interaction gave birth
to other unit of analysis rather than those corxejpich as sentences, clauses, or
phrases (Terms used in syntactic analysis). Insteasv concepts appeared and
discourse analysts, who are mainly interested envthy talk is structured, used terms
such as utterances, repair strategies, topic ndimmaand turns. These analytic units
are highly important in classroom discourse analigscourse analysts, as their
database, use transcripts and audio taped or vagpema classroom interaction (audio
visual records). Some researchers use transcrimtsaacompanying videotapes in

order to record nonverbal channel of communicattianscripts.
According to alwright & Bailey (1991:62), tranguis,

are written records of interaction in witch the eascher copies
down, verbatism, the utterances of participantsns@ipts vary
widely in their level of technical complexity, thepy use standard
orthography or detailed phonetic representations sgeech,

depending on the research aim of the researcher

A transcription is revealed to be a time consumpngcess but it provides a

detailed account of classroom interactions proses$his type of account can be
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explored in many different ways ,as an example¢l8inCoulthard’s (1975cited by
Allwright & Bailey ,1991: 62) system of analysis thinscripts of British classroom
involve a hierarchy of units of interaction, astarting point, the largest unit, in their
system, was the lesson itself, made up of united¢#@lansactionsthemselves made
up of exchangessomposed in their turn of moves, made up in thain, of the
smallest interaction unitsacts which could be analyzed into smallest linguistiits

such as words and phrases.

6.1.Quantitative Versus Qualitative Issues

The approach for data analysis we selected forctassroom —centred research is
a combination of qualitative and quantitative apgttes rather than the rigid
adherence to one approach over another(Van Lie88,18ited by Allright and
Bailey,1991) The termgualitative andquantitativeare applied to both data collection
and data analysis phases of any research. Theobitmed in an investigation can be
quantified, as when the researcher counts the éregyuof certain behaviour (hand
raising, for instance). Thus, any sort of measurgngenerates quantitative data. On
the other hand, some data are not the result ofttmuand do not produce numerical
information: like for example, diaries, interviews;ose descriptions and classroom
transcripts .Given these two types of data, rebeascapply the terms qualitative and

guantitative approaches to data collection and aaddysis in classroom research.

The collected data can be analysed by counting easnring (quantitative
analysis), or by directly interpreting them by waljative analysis (Burns,1999). For
example, a transcript of classroom lesson (quaidatiata) can be explored by
counting all sorts of things — the amount of temctalk, or of learner talk, the
frequency of use of certain words, the number sffances of learner errors, and so on,
depending largely upon what interests the resear@urns,1999). Alternatively, the
lesson transcript could be treated like a litgtaxt, and try to understand it by close

textual analysis that need not involve countinglatThe third possibility is that these
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two approaches, the quantitative approaches cacobwined in any investigation.
Even a numerical analysis needs a qualitative pnégation at any stage(Allright and
Bailey, 1991).

A combination of quantitative and qualitative datdlection and analysis is possible at
any stage of research as shown in this figure .

Quantitative
data collection

Computing stastical comparisons of Judging numeric data qualitatively e.g.
learners’ test scores to see if there are any Evaluating English test scores to determine
significant differences between groups acceptable levels of proficiency
Quantitative Qualitative
analytic analytic
procedures procedures
Tabulating the observed frequency of Summarising written field notes to
occurrence of certain linguistic  antitative and Que yield prose profiles of various N
structures in transcripts of classroomar, 1998, cited by /  teachers in an observational study
interaction 'v Ouestionnaires:
Qualitative data ¢
collection iha o
. . sti , sis
for the research problem 2n tofyevhether or not any claim or any

personal perception merits further inquiry asilifvestigation. In other words , the
poor level of third year literary classes at Zaadi secondary school learners is
justifiable on the basis of these preliminaryesfionnaires :

7.1. The learners’ Preliminary Questionnaire
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we have chosen to start our research with a ptiedysin the form of two
preliminary questionnaires (the Teachers’ prelamnquestionnaire, and the learners'
preliminary questionnaire), which were delivered tiearners and teachers in a
secondary school in Biskra with the third yearréity stream since the problem was
first identified with them . The analysis of thea questionnaires reveal that both the
teachers and their students agree on the Bbgesteof the problem.
However,classroom observation will also be used ®l of research throughout this

research in order to investigate the reality ef¢tassroom interaction .
7.1.1. Description of the Questionnaire

This questionnaire was distributed to all 3rd ydearners (eighty (80) pupils )
at zaaticha secondary school in Biskra , justratfte first term exam and was
answered and returned during that session. Thetiopmesire is composed of three
basic questions: Q 1 asks learners whether timelydifficulties or not when they
try to express themselves in English? Q 2 askdphow they evaluate their oral
English ?Whether it is good ,average or poor.

Q 3 asks the pupils if their level is poas jtibecause of the teaching method
or they do not have enough opportunities to sggaKish in the classroom and to

specify if there are other causes .
7.1.2. Analysis and Discussion of the Results
Q 1) — Do you find difficulties when you try togess yourself in English?

-Yes
- No

Options
Yes No No answer

Numéxer of 9?8/0 53(0

Learners

0"
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No
) Options
Table 1: P Good Average Poor | answer Learners

Facing Number

Difficulties of 4 10 60 6 When

students

Speaking English in

% 5% 12.50% 75% 7.50%
the Classroom

80
70
60
50
40
30
20
10 ~

" - -

76 3 0
ves no no answvrer

Number of
learners

Graph 1 : Learners Facing Difficulties When Trying to Express Themselves
in English
95 % of the pupils find difficulties when they e&ps themselves in oral English

Table 2: Learners' Evaluation of Their Level in Esiy
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Number of Learners 6 60 10 4

Graph 2 : Learner’s Evaluation of Their Level in English

Q 2) — How do you evaluate your oral English ?

- Good

- Average

-Poor
Only four pupils say that their oral English isogaten pupils consider their English
as average and 60 pupils think that their Engigboior.

Q 3) — If you your level is poor , is it because of
-The teaching method
-you do not have enough opportunities to speakignip the classroom?

-Other causes ,please specify.

Learnin

Option g Teac
. hing Others
S opportunities methods
to speak
Numbe
40 10 10
r of




Uni versité % Sétif2

Learners

%

Table 3 : Reasons Behind Learners' Poor Lev@lral English .

100 — e o
%0 +— -
80 |— )
70
60 -
so | ] 40
40 F -
| - 10 |
30 -
20 i
number of T~
10 +
Learners

EdoOthers
B Teaching methods

Ll Learning opportunities to speak

Graph 3: Reasons Behind Students Poor Level inEdglish .

This question helps us to understand the reasdnsdthe poor level in oral
English.

Almost all the pupils who consider their level te poor think that they do not
have enough opportunities to speak in the classrooaddition to this some of them
refer to the way they are taught in the classroonh the teacher dominance in the
everyday classes and teachers do not selectsuoblgted to their interests and needs
and aspirations and they( teachers) do not enceuhmyn to speak in English .Some
of them state other reasons like shyness ordbeayot understand what the teacher
says in the classroom , others say they havemwliecause of the BAC exam .

7.2. The Teachers Preliminary Questionnaire

We administered a questionnaire to all third yemrders at the secondary

school at the end of the first term. As we have troead previously, this

guestionnaire aims at identifying whether thera isroblem with the speaking skill
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with the third year learners (both literary angstfic streams.

7.2.1. Description of the Questionnaire

The questionnaire comprises three (3) major questiwhich are all of the
close-ended category. Q1 asks the two teachewghether their pupils face
difficulties when they try to express themselregnglish?

Q2) asks them How they evaluate the level of thepils in oral English ?

- Good

- Average

-Poor

Q3) asks the two teachers whether their learnave knough opportunities to
practise English in the classroom? An open ergiegstion is provided with this

third question to let the teachers state otheoreas
7.2.2. Analysis and Discussion of the Results

Q1) Do your pupils face difficulties when they try éxpress themselves in

english?
-Yes
- No
No
Options Yes No
answer
Number
2 0 0
of teachers
Table 4 : % 100% Teachers
Difficulties in Getting Their

Learners to Express Themselves in English.
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number of teachers

2
1
1
0.5
075 - -
noanswer no yes
0 2

Graph 4 : Teachers’ Difficulties in Getting th&tudents to Express
Themselves in English.

Both teachers (i.e. 100% of them) assume that phagiils cannot express
themselves in English.

Q2) Are you completely satisfied with the level ydur pupils in oral

English ?

-Yes
- No

Table 5 :

Dissatisfaction

_ No
Options Yes No
answer
Number
0 2 0
of teachers
% 100% |  .....

Teachers’
With the
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e T

Level of Their Pupils in Oral English

1.5

1

0.5

0
e -

number of teachers yes no no answer
0 2 0

Graph 5 : Teachers’ Dissatisfaction With the LenfelTheir Pupils in Oral
English .
Both teachers (i.e. 100% of them) assume thdetle of their pupils is very

poor in oral English.

Q 3) — Do your pupils have enough apputies to speak English in the

classroom? If your answer is 'No' say why?

-Yes
- No
] No
Options Yes No
answer
Number
0 2 0
of teachers
% 100% | ...
Table 6 : Teachers’

Difficulties in Providing for Pupils Enough Oppanities to Speak English in the

Classroom
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e o]

1.5

1

0.5

0
- -

numberofteachers yes no no answer
0 2 0

Graph 6 : Teachers’ Difficulties in Providing foPupils Enough Opportunities to

Speak English in the Classroom .

Both teachers (i.e. 100% of them) agree on the that pupils do not have
enough opportunities to speak English in the atesaras a major source of this

problem in addition to many other causes.

Pupils are not motivated enough .

The subjects are very far from their interests raeeds.

Classes are overcrowded.

The focus at this stage of learning is on writtetivéiies not oral since there are
no oral tests both in the BAC exam and in bothdbeidand secondary school

exams.
Conclusion
The analysis of the learners preliminary questiorsaand the teachers'

preliminary questionnaire allows us us to draw ftiiowing conclusions: There is a

serious gap in our third year learners ' abilitptoduce English to communicate their
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thoughts effectively .In other words ,this sectrovides a clear evidence that third
year learners are really facing a serious problmst of the pupils assume that
their oral English is far from being good and theypressed a deep disappointment
about their level at this stage of learning altfiouall of them assume that they are

highly motivated to learn English .

English in Algeria is a foreign language .In otlrds ,our learners have no
opportunity to interact with native speakers ouse English outside the classroom .
The findings and conclusion of this section willrte@ly help us to focus on the
students’ classroom speaking opportunities andyaealthe quality of interaction
to identify the causes of their poor perforc@am the speaking skill in their last

year in the secondary school.
8.Analysis of the Observation Data

This section presents the findings of the clasarobservation on the quality of
classroom interaction . It is divided into two imaarts (1)The dominance of IRF
pattern in classroom interaction ,(2)the abse@uthentic communication . In this
section ,we first present the quantitative resoitthe occurrence of such features as
IRF patterns and important strategies involved agatiation of meaning . Then ,we

provide descriptions and illustrations from classn discourse .
8.1.The dominance of IRF Pattern in Classroom Inteaction
Before starting our analysis we need to restateaga first hypothesis

H1): We hypothesize that the main cause behind the guality of interaction
would appear to be the dominance of IRF cycléeacher initiation-learner
response-teacher follow-up)

Instead of analyzing the five lessons, the emphagput on the parts of the

lessons where there is classroom interaction; tbeiseersations are transcribed to
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be referred in our study as the transcribed eaearner discussions (TTLD) .
These five (TTLD) are coded firstly based on IRFdelo(Initiation-Response-
Feedback) (Sinclair and Coulthard, 1975) as tHevidhg example.

I T What's the boy doing?
R S He's climbing a tree.
F T.  That's right. He's climbing a tree.
(Seic and Coulthard, 1975,cited by Cullen, 2002:)117

The Sinclair and Coulthard’s model was devised 975Land slightly revised in
1992.1t is composed of five ranks: lesson, transacexchange, move and act. Sinclair
and Coulthard identified twenty-two different das of acts which combine to make
the five classes of moves : These &eming and focusing moveswhich combine to
makeboundary exchangepening, respondingndfollow-up movescombine to make
teaching exchange# number of these exchanges combine to makeactings, which
combine to make the lesson. According to Coulthakd exchange is formed by at least
two moves (initiation and response), and at mogiieymoves I(R/I) R (F)(F).

Here an example is provided from one of the trabedr teacher-learner

discussions (TTLD).

1-T: This unit is about ethics in business
What is business? Yes?
What is business?
Is it a person?
What is it? Is it a job!
2 -L1: Business, is a job
3 -T: Yes Business is a joB
(Excerpt from TTLD 2)

In order to count the number of exchanges ,we hadepted Sinclair &
Coulthard’s (1975) termexchangefor this level of analysis. Sinclair & Coulthard
(1975) identified eleven types: six free exchanges| five bound ones. There are six
free exchangesleacher Elid exchange occurs when the teachers elicit alerb

contributions.Teacher Inform is employed by the teachers to pass on factgasjde
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opinions and informationfeacher Directs used when teachers make the learners do
but not say something.he Checlexchangeoccurs when the teachers assess whether
there is any problem preventing the smooth progoéss sessionThe learner Elicit
exchange occurs when the learners request iataymfrom the teachers.
Of five bound exchanges, Sinclair & Coulthard &Ptaptured two types of Re-
initiation (R/l) exchange which occur when the te&xs obtain no response or an
incorrect response to their elicitations.
Another two bound exchanges in Sinclair & Coultfe(d975) systemListing which
occurs when the teachers delay evaluation ungy tbbtain a couple of candidate

answers andReinforcewhich is designed for the teachers to reinforcedatives .

However,we need also to count the number of examtitat fit perfectly with the
IRF pattern that contains an Initiation move gspobnse move and an evaluation or

follow-up move .

I T What's the boy doing?
R S He's climbing a tree.
F T.  That's right. He's climbing a tree.
(Seacand Coulthard, 1975,cited by Cullen, 2002:)117

TTLD 1 2 3 4 5
Exchanges 25 23 28 30 29
IRF
12 17 19 18 16
Pattern

Table 7:The

Number of Exchanges and IRF Patterns .
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Graph 7 :The Number of Exchanges and IRF Patterns

The chart above shows the number of exchangethanaumber of IRF patterns

that occurred in the five teacher learner disomssiAs can be seen from the chart, there

is a consistent trend for the use of IRF exchangmpared

to other types of

exchanges.The figures sugggest that almost h#lecexchanges(135 exchanges) in the
five (TTLD) is of IRF type.

TTLD 1 2 3 4 5
Percentage
of IRF 48 73.91 67.85 60 55.17
patterns

Tabl

e 8 : Percentage of IRF Patterns in the five Tudosd Teacher-Learner Discussions

(TT LD)
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Graph 8 : Percentage of IRF Patterns in the Fiv@nscribed Teacher-Learner
Discussions (TTLD)

The bar graph illustrates the distribution dhe IRF pattern across the five
lessons investigated .The vertical axis showsptreentage of IRF exchange and
the horizontal axis compares the five transcrileedher-learner discussions (TTLD).
After considering the chart carefully ,it can berid that the teacher provided 48% of
the IRF sequence in the first lesson ,73.91 irsw®nd ,67.85% in the third one ,60%
in the fourth and 55.17% in the last lesson. TEsdnstrates the dominance of the
IRF pattern in the five (TTLD) .

Throughout the five transcribed teacher-sttudestussions (TTLD the teacher
spends all the time asking questions and thendes oral production is limited to
giving short answers . What can be noticeth& the teacher  gets different
answers he was looking for by applying an inteca&l control with less regard to the
pupils understanding of the content( Good &BratB$7) .The teacher ,in almost
every exchange in these five transcribed teadidest discussions TTLD makes all
the students' answers conform to the interactipadterns that were established for

this lesson and the pupils eventually just confpbhnson ,1995).
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8.1.1.CONTROL OF THE CONTENT OF THE LESSON

The teacher clearly dominates classroom commuoitatalthough he is not
aware of this behaviour as many other teachefsrgign language classes ( Good
&Brothy ,1997).This teacher is the principal actAn other fact ,also confirmed in
this present research , classroom interaction eagpto be dominated by a small set

of learners .

The teacher also controlled the conterit tbe lesson through his
guestions.Maclure and French (1980,cited by John$885)argue that teachers use
two interactive strategies to indicate to pupite types of the answers they want .The
first strategy ,perfomulation as in turn 25 ie third lesson when he saygs/good
providing that.In turn 18 in the same lesson transcripes,your friend says the verb
n°l iswill eradicate.The teacher uses a second stratefgyrmulationwhich involves
rephrasing the question so that it becomes sinapl@ more specific. In many
exchanges ,the teacher reformulates questioms #eese examples to help pupils

produce answers.

26 — T:Yes: Good! It means literature
What do you eat in your region?
What do you prepare in this region?
What do you give to people who come to yourar@i
27 - L9: Couscous
28 -T. So, what is this couscous.
29 - L1: Food.
30 —T:Yes very good. It is a food
(Excerpt from TTLD 1)
8.1.2.Teacher 's Questions
The teacher uses more convergent than divergeestiqus .these questions help
the recall of information rather than generatingifsupersonal ideas .Most of the time
pupils answer with simple words to this type of sfiens .In other words ,display
questions provide limited opportunities for pugitspractice the foreign language in
the classroom. These different (TTLD) can be cfesbkias mainly uncommunicative

fragments of classroom discourse(Cullen ,1998){€aeher’'s questions are all display
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questions to which the teacher already has theen$-eedback from the teacher to
the pupils' answer is either an acknowledgemerttttiemanswer is acceptabler an
indication that it needs correction or the ansvgenat acceptable .The five lessons
contain no originality .

8.1.3.FEEDBACK

In the language classroom, it is possible to geerlback that develops a dialogue
between teacher and class, by picking up studemstributions and incorporating
them into the flow of discourse (Cullen, 2002) This type of feedback idiscoursal
rather than simplgvaluative As it is exemplified in the following example®m our
observation data, where the teacher provided Ipn@valuative feedback strategy
rather thardiscoursalone.

19-T: Good, Trees, air and animals, and then?
what do you find in the environment ?
Do you find other things? Yes; what else. Yeg, sir
20-L5: Paybol, Baybol
21-T: Not baybol but we say people.
22-L5: People
23-T: Yes, good, people and then?
What do we find also in the environment?
24-L5: Vegetables.
25-T: Vegetables, good and then?
We can say vegetable or what else?
26-L2: Lands.
27-T: Lands Ok. So, these are the main things that yodiod in the
environment. OK.
According to you is your environment clean orhot
Is it clean?
Is it proper?
Is your environment proper?
28-L2:1Is not.
29-T: No. No, it is not.

(Excerpt from (TTLD 5)
The teacher asks the pupli#at do we find also in the environmenir?line 22.
In line 23, after the learner gives a correct amsmigch is the followingvegetablesthe
teacher provides verbal feedback for her answer temetablesgood and then fine

24). This verbal feedback shows the teacher's avatuto the pupil's contributions.

Thus, it can be concluded that from the beginnmghe end of the discussion the
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teacher has already known the meaning of the wotlition. Therefore, he could
evaluate what the pupil said. On the other hareknathe teacher asked for the students'
personal information, he gave interactional feellsmech as commenting or asking for
further information about what the student wasitglas follows.

So education serves you to work in the) fia(the future.

Is it clear? So, education is the act of learnind acquiring things that will
serve you in your fu ()In your future.
For example, you can become what?

What's your dream for the future?

What do you want to become in the future?
44:15: Journalist
45 — T: Journalist, good. She wants to become a journé@listanother one.
46 - L12: Teacher
47 —T:Yes?

48 — L: Teacher. Teacher

49- T: Teacher and then? Yes?

50- L5 Doct
51 -T: Doctor. But doctor for literary is not possible. Nas not possible.
You can not do medicine you. Ok, because you aeialized in literature.
That's all. Ok.
52 - S1:Mayor
53 - T: Mayor. Good. The head of the state or of the town.

Yes, Good. Thank you.

In Example 3, when the teacher asks L&tat's your dream for the future ?
what do you want to become in the futuré@ cannot predict what the pupils will
answer because it is a personal information.ceSthe talking topic was about L2's
personal information, the teacher could not evalutheir contributions. This
guestion is a very simple one and the teacher oediqh the answer ;therefore ,the
feedback provided is evaluative not an interacti@me by which the teacher can

encourage a student to talk far more and let tbeudsion move forward.

Moreover, when the teacher asked a questionréuatired information for
negotiation or discussion by asking for the stugleapinions, explanations, and
conjectures, he evaluated just one learner' nsgsoinstead of inviting further
pupils' contributions as follows:
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What is the important one here? You have totergaod citizens, or
prepare people for life, or create work?
What is the most important one?
Yes.

54 - L1: Prepare people for life.

55 —T:Very good. Education prepares you for your lifeha fut (.) in the
future.

(Excerpt from TTLD 4)

The teacher provided evaluative feedback and allduestions were display

guestions .

8.2Absence of Authentic Communication

In order to start our analysis to verify our lagpothesis that seeks to investigate
the existence of authentic communication in ctze® interaction we need the
definition of some basic concepts but beforerded) them,we have to restate again
the second hypothesis:

H2): We hypothesize that the main cause behind lesirpeor performance in
the speaking skill would be appear to be duehlack of interaction involving
genuinecommunication
What is genuine or authentic communication ?

Genuine communication is characterized by the umeve
distribution of information, the negotiation of nméag (through,
for example, clarification requests and confirmatichecks), topic
nomination and negotiation by more than one spea&ad the
right of interlocutors to decide whether to contrib to an
interaction or not. In other words, in genuine coamcation,
decisions about who says what to whom and whenugrdor
grabgNunan 1987:137,cited by Cullen,1998).

8.2.1. Negotiation of Meaning

In order to analyze the different features involwedhe negotiation of meaning
we need to restate again these definitions ofrtfast important strategies involved in
negotiation of meaning on the part of the teachedrthe learners

1-A comprehension chedk the speaker's request for information to $dwasi

interlocutors have understood what was said ugjougstions likedo you understand
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?ls itclear ?Do you understand it Phe speaker aims at checking comprehension of
the message

2-A Confirmation checkis the speaker's request as to whether or not the
speaker's understanding of the interlocutor's nmgars correct using questions like
oh ,so you are saying you did live in London?

3-A clarification checkis a request for further information on the pafrtthe
speaker to understand something said by the ioteédo. | don't understand exactly

what do you mean @an you say that agai®d Try to say it in English?

In these five transcribed teacher- learner dsioms (TTLD) reprted for this
paper, the quantitative results show thatfteeguencyof the most important strategies
( clarification requests, comprehensi@nd confirmation checks) involved in
negotiating of meaning is very lowAn example is provided using (comprehension
check)

7-T:What are you doing now in the class ?
What are you doing now in the class?
Are you eating ? what are you doing in the class?
8-L2:Study

9-Twhen you say we study , what do you mean by thelwor
study? (comprehension check ) what does the wsttdly refer to ?
10-L2: Education.

(Excerpt from TTLD 2)

An other example is provided usirgarification request:

25 —T: Geography. Good what are the things you learn imeyeur lycee, in
your school, Ok? Yes

26 - L9 Philosophish

27 — T:Philosophy, repeat please. (clarification request)

28 -L9: Phylosophy.

29 -T: Good. Philosophy and then ?

(Excerpt from TTLD 4)
TTLD 1 2 3 4 5
exchanges 25 23 28 30 29
Clarification
6 1 3 4 4
request(C R)
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Graph 9 :The Number of Clarification Request and Comprsi@mnCheck
Strategies Used by the Teacher .

The following graph displays the occurrence ofitiztion request and
comprehension check strategies in the five trabedrteacher-Learner discussions .

As shown in this chart ,the teacher provided notagfication request strategies (18 ).

TTLD 1 2 3 4 5
Percentage
of
o 24 4.34 10.71 13.33 17.24
clarification
request(CR)

Table 10:Percentage of Clarification Requesdt8tjies Used by The Teacher.
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Graph 10 :Percentage of Clarification Requesit&gies Used by The Teacher .
The graph above presents the percentage oficédiiin request strategies in the

five transcribed teacher-Learner discussions :2d4%he first (TTLD),4.34 % in the
second , 10.71 % in the third one ,13.33 in thetfouesson and 17.21% in the last
transcribed teacher-Learner discussion .The freaguehthe strategy is low and what

can be noted is that they are produced by the ¢gaudt the learners .

TTLD 1 2 3 4 5

Percentage of
comprehension 0 4.34 7.14 10 10.34
check(C CH)

Table 11: Percentage of Comprehension Check §teat&sed by the Teacher .
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Graph 11: Percentage of Comprehension Check Seateiged by The
Teacher .

In this chart ,we examine the occurrence efrtiost important strategy
involved in negotiation of meaning which is comlpension check strategy on the
part of the teacher .The vertical axis indicaties percentage of this strategy and

the horizontal axis compares the five transcrileagher-learner discussions (TTLD) .

TTLD 1 2 3 4 5
Percentage
of
0 0 0 0 0

confirmation
check( c ch)

Table 12 Percentage of Confirmation Check Strategies Used by The Teacher.
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Graph :12 Percentage of Confirmation Check Strategies Used by The

Teacher.

The teacher used no confirmation check strategyoutfhout these teacher-
learner discussions .The above data evidently sthdha&t confirmation check is the
less favoured strategy in this study .These fingliage of great significance to our
investigation ,they provide an evidence of the latkhegotiation of meaning in the
data analysed .

TTSD 1 2 3 4 5
Percentage of
Comprehension check(C 0 4.34 7.14 10 10.34
CH)
Percentage of IRF
48 73.91 67.85 60 55.17
Pattern
Percentage of
24 4.34 10.71 13.33 17.24

clarification request(C R)

Table 13: Percentage of Clarification Request &uinprehension Check
Strategies Used by The Teacher .
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Graph
13: Percentage of Clarification Request and Cohmarsion Check Strategies
Used by The Teacher .

The graph includes all the strategies used byetheher .It compares the
percentage of IRF pattern together with the twatsgies involved in negotiation of

meaning : clarification request and comprehensimtk strategies.

TTLD 1 2 3 4 5

Percentage of
Comprehension 0 0 0 0 0
check(C CH)

Percentage of IRF

48 73.91 67.85 60 55.17
Pattern

Percentage of
clarification 0 0 0 0 0
request(C R)

Percentage of
confirmation check 0 0 0 0 0

Table :14: Percentage of Clarification Requestm@ehension Check and

Confirmation Check Strategies Used by The Learner
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The learners, according to this bar chditin't use strategies to negotiate
meaning in the their interaction with their teach&he learner didn't ask for

clarification or check their comprehension of wea¥ information

A gualitative analysi®f the data investigated the long stretchemtaraction
to see whether we can find characteristiics topic hominationand the right of
interlocutors to decide whether to contribute to iateraction or notthat make such
talk as communicative(Cullen,1998)The amount of Learners' talk versus teacher talk
in these different TTLD suggests that the teacherxierting control over patterns of
communication .There was no variation in the IRtenactional sequence .There are
no instances where the pupils took on ,for exampie initiation move or the
evaluation part of the sequence throughout the esiations recorded .The sequence
was not abandoned to let students interact with amother or to initiate topics of
their own. Pupils are not encouraged to ask questio control the topic of discussion

,and to self select when to participate .The teaappears to be rigid with any topic
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shift and does not let pupils to offer their owrnenpretation .No one is allowed to
direct comments to another pupil or to the teadhemself .In addition to this, pupils

do not respond directly without a direct nominatitom the teacher

Both quantitative and qualitative analysis of the five transcribed teacher-
learner discussions (TTLD) provide an evidence to our second hypothesis wikich

the absence of authentic communication in the goré&anguage classes.

Conclusion

The analysis of the five transcribed lessons alow to make the following

remarks:

In these five transcribed lessons , teacher tafisttucts the largest, if not the
most significant, part of this language classhaligh, teacher talk, as said earlier , is
the medium of teaching and a useful tool for leating students' response. The
different findings of our research reveal a tematontrolled transmission mode of
teaching with the focus on mechanical practice raedlling from memory previously
learnt knowledge rather than on meaningful inteéoac Learners are afforded fewer

opportunities to participate meaningfully in clagsn interaction.

Analysis of the five transcribed Iless shows that the teacher-learner
interaction is dominated by the teacher-initiatednologic IRF sequence with the |
move mainly used to initiate known-information. @tiens and the feedback move
are used to both evaluate and carry on with nmsteuction. The data shows how the
heavy reliance on the strict IRF pattern conssraithe students’ opportunities to
participate in classroom discourse and to devel@numpe interactional and
communicative competence that can be used outbeldanguage classroom. This
traditional classroom interaction of teacher ititia, student response and teacher
feedback(IRF), as identified by Sinclair and Coaith (1975) inhibits students from

taking the initiative and benefiting from alternvas such as peer-feedback.
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Furthermore, this pattern blocks the opportunitibat can generate authentic
communication in which negotiation of meaning oscuin the IRF sequence the
teacher has all the answers to his questions, wihasfe been criticized by Van Lier

(1988) as being closed and inauthentic, and notreg@mn is necessary.

By contrast, definitions of authentic communicati@fier tospontaneityon the
spot information processing or the rapid processskyls, fluent connected speech,
negotiatory languageooperation andluidity(Harmer 2001). McCarthy (1991, p.30)
describes spoken English agiature of dynamism, fluidity, variability, mixirend
negotiation Tsui(1994:5) says thahatural conversation is usually associated with
out-of-class talk and occurs spontaneously, withewt planning or promptinglt is
hard to imagine that students instructed througs ttladitional classroom interaction
can really develop an oral proficiency and inseean the scope and breath of their

discourse and develop confidence in generatitgubu
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Chapter Four:Pedagogical Recommendation

In this chapter, we suggest some recommendafions secondary school
teachers since at this stage of learning studemtssiay and lack self confidence,
although they have studied English for many yearsaddition to the increased
pressure to prepare the learners for the offiel@m .The focus is mainly on the
classroom atmosphere and stimulating learnergivatmn to make learning, in
general and the speaking activities in particuenjoyable in order to break the
monotony of the long teaching programmes. The miague that emerged from the
findings of this research is the lack of authemienmunication in the classroom
interaction ,thus some  activities are suggesteddditions to other useful

recommendations for teachers that are direct imptins of this study.

1.Reviving the secondary school classes
Teachers and learners can easily settle intoayhreatine as the school
year progresses .Therefore, teachers need to sanaay elements of the

learning process like:
1.1 Making the teaching materials relevant for learnes

One of the demotivating factors for learners is mitieey have to learn something
that has no relevance whatsoever to their livesBPophy ( 1998, cited by Ddrnyei,
2001) points to the fact that most schools curactihemes and activities are designed
on the basis of what society believes learners nteddarn, not on the basis of the
learner ’s choices. Accordingly, teachers are \wath one option: find out what the
learner ’s goals are and what topics they wang¢aon about. Such motivational advice
offered by the educational literature is, to toydive sense and relevance to the
teaching material. Learners will learn if only yheegard the material they are taught

as worth learning
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1.2. Maintaining and protecting motivation

Language teachers are constantly faced with thd of@dlenging task, which is how to
capture the interest and to stimulate the imagwnatf their students to motivate them to

learn.
1.2.1. Making learning stimulating and enjoyable:

If all teachers make the learning process moreuéitimg and enjoyable, that
would help learner involvement in the language <labhis assumption is mainly
approved by most motivational psychologists to mammactitioners; the word
motivating would simply equate  with the term netgting.Most theoreticians and
practitioners agree on the importance of makimgrlieg stimulating and enjoyable.
However, most research indicates that the classmonate for learning just reveals
the oppositeunglamorous and drudgery-lik@drnyei, 2001). Second, the increasing
tension on teachers because of the long progranamesthe increased pressure to
prepare their learners for official exams, thereforthe real focus becomes the
outcome not the process of learning. Third, teaclaee required to teach the whole
curriculum and certain parts are bound to be leggsyable for some learners than
others. Couington and Teer (1996, cited by (D6rng601) indicate that teachers are
not in the entainment business, and it is diffitcalexpect of them to turn every thing
into fun in the classroom. However, an impressiu@yaof motivational strategies
have been found to make learning more stimulatiegchers can, pursue three main

types of strategies in order to reach this goal:

+ Breaking the monotony of learning.
+ Making the tasks more interesting

+ Increasing the involvement of the students.

These three stimulation goals overlap what brela&srionotony of learning and
make the process more interesting. Students, esuét will be involved since learning

is enjoyable and stimulating.
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1.2.1.1.Breaking the monotony of learning

Even in classes where learning is stimulating angyable that to break
monotony we need to vary as many elements of theiley process as possible
starting with the language tasks. However, vamatist also concern other aspects of
the teaching and learning process like:

- The teacher’s presentation style.

- The learning materials.

- The excellent of learners involvement.
1.2.1.2.Making the tasks more interesting

These motivating features of task content can teglphers:
- Challenge

- Interesting content

- The novelty element

- The intriguing element

- The exotic element

- The fantasy element

- The personal element

- Competition

- Tangible outcome

- Humor
- 1.2.1.3.Increasing the involvement of the learners

Learners can enjoy a given task if they play aremss part in it. Involving
learners in class discussion make learners aptviicipants. Teachers need to select
tasks which require mental and/or bodily involveirfeom each learner. Specific roles

and personalized assignment need to be createddoy one in the class.
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1.2.2. Presenting tasks in motivating way

To make tasks more motivating ,teachers need to:

1.

Explain the purpose and the utility of task if thesnt their learners to give
their best. They need to see the importance of Wiegtdo.

Every new unit, every venue of instruction, shobkl preceded by a
justification if its presencéScheidecker and Freeman, 1999: 140, cited by
Dornyei, 2001, p 79).

The teacher need to raise the learner 's expentabf the task (whetting the
learner's appetite for learning by asking them taken guesses and
predictions about the upcoming task or by pointimg important aspects to
be learned.

Providing appropriate strategies to fulfil thekiaBhe best way to provide the
necessary strategies before any task is by mod#igmm. The teacher has to
demonstrate not to explain. The teacher can pretende a learner by

playing the roles himself or ask volunteers toadtthe guidelines.

1.2.3. Setting specific learner goal

The basic question that needs to be addressedwisspecific and short term

goals can help the learners to evaluate their oefopmance. The sub-goals can be

related to the forthcoming tests exams or compestibut it is a mistake to restrict the

short term goals to such official and natural eseRersonal goals such as learning ten

words each session can energize learning as wellother words, goal-setting

increases productivity.

1.

2
3.
4

Goals should be clear and specific, measurabldiecgang .

Goals should have a clear completion date.

Short-term goals are as important as long-term. goal

Immediate feedback increases student’s capabiliied confidence in

obtaining the goal.
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Mc Combs and Pope (1994: 69, cited by Doérnyei, 2q@rbvide the ‘ABCD’

device for goals. A goal must be achievable ,baliés, conceivable and desirable .

1.3. Protecting the learner's self-esteem and incasing their self

confidence

It is the crucial feature of motivational teachipgactice although it is often
ignored or played down in the classes. The ‘seBues (self-esteem, self-confidence,
self-efficacy, and self-worth) are particularly sgive areas in primary/secondary
school learning because learners are often in #éweldpmental age and their self-
image is an ongoing flux, and doubts and worriesualbneself. Of course, looking at
these youngsters you would often be unable tdahetl behind the confidence aodol

facade there is shaky ground(Ddrnyei, 2001).

Teachers can affect their learner’s self-imaga positive way. These four main
strategies can be used by teachers to providedeamith the necessary confidence-
building experiences. Teachers can help their &xara lot in their ongoing search for
purpose and identity by making them feel that etrggliage classroom is a safe place

where their self-worth is protected and where ttey gain self confidence.

This can be reached if teachers follow these lmsategies:
1. Providing experience of success.
2. Encouraging the learners.
3. Reducing language anxiety
- By avoiding social comparison
- Promote cooperation instead of competition
- Help them to accept that mistakes are part ofehming process.
- Test should be transparent and pupils should belied in the
negotiation of the final make.
4. Teaching learner strategies — Building the selffidemce about one’s ability

to deal with various tasks depends so much onrtieuat of support that can
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be provided to them in the process of learning. Iaeher can present the
various strategies to facilitate their responseatoous activities. Learners can
use these strategies when they feel insecure ansuttcessful application of
these devices increases their learning effectiseiaesl teach them how to

cope with the course material.

1.4.Allowing learners to maintain a positive socialmage

To help learners to maintain a positive social ienag

- Teachers should avoid criticism and the type ofrections that can be
interpreted as being humiliating. Learners havero# low opinion of themselves, so
they need of being motivated. Their efforts shdagdecognized and caution is needed
when dealing with their errors.

- Teachers should not put pupils in the spotlighthautt their consent. Many
learners have been demotivated after they have togeed to speak in front of the
class because of the deep feeling of embarrassment.

- Teachers should avoid disciplining in ways thatythmight perceive as

humiliating.

1.5.Promoting cooperation among the learners

Encouraging cooperation between learners is a galvereans of increasing
student motivation. All studies in the second orefgn language learning are
unanimous in claiming that learners develop masitve attitudes toward learning
in a cooperative environment. Cooperation fostéasscgroup cohesiveness ,when
learners work together they share a common ggalrdéess of ethnic, cultural, class
or ability differences, this can enhance the feplwf solidarity and comradely
supportiveness .Cooperative teams are autonomawe shey work without the

supervision of their teachers most of the time.

1.6.Creating learner autonomy
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Autonomy is a fashionable word in educational psyatpy. Several books and
articles have been written on its meaning in thacational field during the past
decade. The concept of autonomy has been bestidtitggd by the influential self
determination theory (Doérnyei, 2001).Accordingatbich the learner is free to choose
rather than being obliged to behave following th&cher’s desire. This principle is a

precondition to motivation.

What are the main principles of an autonomy-orignéaching practice?

- Learners should have choices about the differepecs of the learning
process.

- Teacher should give learners positions of genautbority.

- They should encourage their contributions .

-Allow learners to use self-assessment procedurbBengver necessary and

appropriate

2.Some Suggested Activities that promote authent@ommunication in
classThese are some selected activities to encourageraiid communication

in secondary classes:
2.1.Class Discussions

In the foreign language classroom , it is essential that the purpose of the
discussion activity is set by the teacher before the discussion .The discussion
points should be relevant to the purpose, so that learners do not spend their
time chatting with each other about irrelevant things. For example, teachers
can opt for agree/disagree discussions. In this type of discussions, the
teacher can form groups of learners , preferably 4 or 5 in each group, and
provide controversial sentences . Then each group works on their topic for a
given time period, and presents their opinions to the class.For Ur (1981) a
discussion that works is primarily one in which as many students as possible

say as much as possible .A further characteristic of a successful discussion is
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the apparent motivation of the participants .Besides they learn how to
express and justify themselves in polite ways while disagreeing with the
others. This activity fosters critical thinking and quick decision making. For
efficient group discussions, it is always better not to form large groups. Finally,
in class or group discussions the learners should always be encouraged to ask
guestions, paraphrase ideas, express support, check for clarification, and so
on.

2.2. Information gap activity

In this activity, learners are supposed to be working in pairs. One learner
will have the information that other partner does not have. Each partner plays
an important role because the task cannot be completed if the partners do not
provide the information the others need. Information gap activities serve many
purposes such as solving a problem or collecting information (Harmer, 2001).
Also . These activities are effective tools through which all the learners get
the opportunity to talk extensively in the target language. Learners will be
involved in information exchange, negotiation of meaning; this will result in a

lot of genuine communication use of the target language.

2.3. Role playing

Role playing gives the learners an occasion to process knowledge and
demonstrate skills in an emotionally heavily loaded context. It is a form of
elaborative rehearsal that causes learners to interact with content and
concepts, and, ideally create an episodic memory (Gregory and Chepman,
2002:103). Learners are given the opportunity to organize the necessary
information and then create meaningful situations. They take on the role of a
character, perhaps from a story, play, or novel, a historical or political figure.
Thanks to these roles, learners are really immersed in real-life situation. While

playing the different roles, they get completely involved. Role plays allow
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learners to use their verbal and interpersonal skills.Teachers should
encourage volunteers who want to participate . Feedback should be positive
and constructive . Role play places information and the abstract concepts in
contextual learning situation and help comprehension and retention. (Gregory
and Chepman, 2002)

When preparing roles plays, teachers need tovdlese several guidelines:
-Research the scene well: The scene should be reongj believable; it
shouldn’t lake plausibility.

-Explain your purpose clearly. Learners alwaysl fembarrassed aicting in
front of the class. In order to put learners thiosgch uncomfortable and very intense
experience, teachers need to explain their purpeseclearly. Learners need to know
why it is important for them to endure such difficsituations and what benefits they

can obtain from the experience.
2.4.Simulations

Simulations are very similar to role-plays. In slations, learners can bring real
objects to the class to create a realistic enviemtnFor instance, if a learner is acting
as a singer, he can bring a microphone. Role péy® simulations have many
advantages. First, since they are entertaining, th@ivate the learner .Harmer (1984)
suggests that such type of activities increases#iieconfidence of hesitant learners
.Simulations help learners in re-creating withie tlassroom some of the dilemmas,
crises, and problems they have faced in everydayife situation. On the other hand,
learners are engaged in working through imaginggothnetical situations strongly
similar to those occurring in real life. Simulations shoile authentic. In order to
achieve great success in the educational use .pounts need to be taken into
consideration: First, the analysis that follows #imulation is as important as the

simulation itself.
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Plenty of time must be given to learners to reportheir conflicting views and
also to give arguments for their views. It is atsxessary for learners to know and
reflect on such other alternative responses thghtriave made. Second, whenever
necessary the teacher should be ready to add riemniztion, add or delete elements,
adjust the timing, change aspects in the taskspaaiek other appropriate modification
to adapt into the new group. Third, teachers shawduse simulation, if they feel
uncertain or unfamiliar with the materiel. Teachsi®ould know the context well
enough to respond to all kinds of unprofitable e¢walities to be able to respond

quickly to new elements.
Brookfield (1991:115) suggests

Because this kind of learning involves the wholesgqe -intellect,
feeling, and bodily senses -it tends to be expeeérmore deeply
and remembered longer ...The realism of many sinomstand
role plays also means that they are perceived bgesits as being
of genuine significance and relevance, and thisne reason why
teachers should consider using th@nookfield, 1991:115).

Teachers are advised to use simulations and raleiplthe learning process if
they want their learners to gain a strong emotiaonahection to their learning, if they
want them to regard their school instruction asnlieg immediate relevance to their
lives outside the classroom, and also if they whistschool instructions to be recalled

long after.

Simulations can provide efficient and effectivarldng in the classrooms by
creating naturalistic environments which maximike ppportunities of creating real
communication in EFL classrooms.

3.Some techniques to encourage meaningful interach

These are important points to be taken into accouthie learning process
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3.1. A distinction should be made betweeaccuracy and fluency
practice

A distinction is often made between accuracy pcacind fluency practice.
Accuracy practice is intended to establish someectmess in the production of new
items immediately after they are presented, ootoect errors later on .Teachers know
that errors persist. In fluency practice teachbmukl try to get learner’s attention off
the language and encourage them to communicate feeiings, views and
experiences. Teachers should not interrupt themoteect errors.On the other hand
accuracy practice should not be totally mechanitabchers should organize such
activities within appropriate context or situatitlmmake it attractive and meaningful

language forms should be used in quite communieatay. (Davies, 2000)

The way teachers give feedback and correction dghbeldifferent in accuracy
work, when the main focus is on language forms,iarfiency work, when the focus
is on effective free communication. In accuracy kyoteachers should get their

learners used to self-correcting, and assist theenwmecessary.

There are three basic techniques to help learoessit-correct:
-Repeating the incorrect form with questioning mration ,
-Giving the correct form or the beginning of it,tlmot the whole sentence

- Repeating the sentence up to the error. (Da2&30)

If the learner fails to self correct, Other techugq can be used wit aim of self
correction:
- Say sorry?
- Move one hand over the other for wrong word order.
- Point backwards or forwards for past or future ¢ens
- Give the learner choices so that he can chooseaommng three items
provided.

- Draw an S in the air with a finger if the S'missing.
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Teachers should always move from self-correctipeer-correction and teacher

correction.

In fluency work, teachers should not correct thestrcommon errors and then
deal with them after the activity has finished mian other session. Teachers can write
sentences with these errors and then get the Isaimalentify and correct them.

3.2limiting the use of Display questions

Teachers should limit their use of Display quewido favour an authentic
communication in the classroom, they should udereatial questions that asks new
information (Thornbury 2005) and seek a persondgdoent, or opinion, answers, and

which all students may have a possibility to resptm

3.3.Increasing the use of interactional feedback sttegies

Teacher verbal feedback follows a student actiord ashapes future
behavior,feedback is an important aspect of evelnpa day and plays a crucial role
in teaching and learning process. The primary @sgp for providing feedback are to
reinforce appropriate student behavior, let stusldmtow how they are doing, and
extend learning opportunities. Teacher verbal faekllis a compulsory, crucial feature
of the classroom ;otherwise,learners cannot kadwther the answer is correct or
not and learning opportunities can't be extendethdéu. Teacher verbal feedback has
two main purposes, the first aim is evaluativeo,det students know how well they
have performed. The second one ,however ,is teaser their interest and motivation
to talk more. In the first type of feedback , tlecds is on the correctness and
adequacy of the learner's contributions, on therohand , the teacher, in the second
type of feedback,ouside evaluation, correction wiicsm,the emphases is on the
message . In classroom centered research literahaey researchers classify verbal
feedback on the basis of the previously statedtiong.(Cullen,2002)recognizes the
pedagogical importance of the teacher's feedbackupporting learning, and how

teachers can use them to achieve better learnimgpmes .Discoursal feedback
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typically co-occurs with questions which have derential' rather than a display
function (i.e. where there is no right or wrongwaes predetermined by the teacher .
Interactional feedback strategies:
1-Reformulation: to repair the students contriuti
2-Elaboration :to add and extend the studentigrai contribution .
3-Comment : adding a comment to the student'sibomibn.
4-Repetition :to repeat the students answer tdiroonquestion ,or express

surprise without relating the form of what thedsnt said.

3.4.Limiting the control over the patterns of communication in the
classroom

Teachers should limit their control over the paitseof communication and allow
for greater variability so as to generate more opmities for the students to

participate in classroom interaction.
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General Conclusion

The current study is a descriptive classraemitred research which aims at
identifying the causes of the poor performaincthe speaking skill of the learners
in their last year in the secondary school .Tesearch is conducted at zaaticha
secondary school in Biskra.The findings from thisdg are based on classroom
observation .The data are analysed by both gasiagtand qualitative methods. The
quantitative method analyzed the frequency of WRE pattern and features of
authentic communication in the lessons transcripitse qualitative method also

involved important interpretations in relationth@se different findings.

The class observed here revealed a traditi@a@her-controlled transmission
mode of teaching with the focus on mechanical tmracrecalling from memory and

knowledge rather than on spontaneous meaningtraation .

According to the recommendations issued in theciatffisyllabus set down by
The Ministry Of National Education (2006), the thiyear course book's basic
principles rest on communicative-language teachinghich should involve
learners in real and meaningful communication.lmeotwords , learners should be
given opportunities to process content related Hheirt lives and backgrounds.
Moreover ,the course book aims to develop boterfty and accuracy to help
students acquire a communicative competencereidre, teachers should select

tasks to provide opportunities to interact andotiete meaning in classrooms.

It is hard to imagine that students instructed ubio these patterns of
communication can really meet these requirementegsary to achieve the goals of
the third year coursebook. Because learners itetlun this mode of interaction do

not demonstrate any real time processing of thevwKawge of grammar ,vocabulary
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and the rules of phonology . In addition learnat&rances do not involve discourse
markers such asell, so, but, then oh, so becauseBesides learners answers do not
demonstrate an ability to speak socially appabdely. Moreover learners are not
encouraged to use strategies in order to achiewentinicative goals. These elements
are vital for successful oral communication andyttare basic components of

communicative competence (Richard& Schmidt, 2002) .

Instead, both teacher and learners,accordingetonigjor issues that sprang from
this research ,depended on the IRF pattern .Tlehéeas the authority who controlled
classroom communication ,there is no instance wtiesepattern is broken to favour
an authentic communication ,there is no instancerg/ihthe teacher provided a
discoursal feedback to encourage the learnerspgess themselves freely .Instead of
asking the learners to elaborate more on theiroresp or clarify their ideas ,the
teacher closed down almost all his patterns of comeoation with an a short
evaluation of the learners response .Thus the ¢éedaibcked all the opportunities for

the learners to be involved in a meaningful inteoac

Finally, we conclude with Dufficy’s (2005) metaphdccording to him learning
is like a journey out into the world .For Duffi¢2005) , teachers should see their
learners as companions or active participants eenfsabehave with children when
they take them on excursions into the world . Tadue of this journey can be
measured in the quality of the interaction and eepees the students participate in,
and this , in turn, should be assessed on the wey t are assisted to
learn(Dufficy,2005).
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Appendix 1. The Learners’ Preliminary Questionnaire

Dear learner,

We would be very grateful to you if you devote soofeyour time to answer the
following questionnaire which is part of a reseanvk are carrying out at the
University of SETIF to identify some of the diffities you encounter with the

speaking skill .Your contribution will be highlywalued since it ill serve as the basis to
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our investigation work. Your answers are confitliniWe thank you in advance for
your collaboration.

The questions are the following :

Please, circle the answer(s) of your choice.

Q 1) — Do you find difficulties when you try to exgss yourself in English?
- Yes

- No

Q 2) — How do you evaluate your oral English?

- Good

- Average

-Poor

Q 3) — If your levelis poor is it because of:

-The teaching method

-You do not have enough opportunities to speaki&mgq the classroom?

-Other causes, please SpecCify.........ccoviviiiiiiiiiiii e

- THANK YOU —

Appendix 2. TheTeachers' Preliminary Questionnaire

Dear teacher,

We would be very grateful to you if you devote soofeyou time to answer the
following questionnaire which is part of a reseanvk are carrying out at the
University of SETIF to identify some of the diffities you encounter with the
speaking skill .Your contribution will be highlywalued since it ill serve as the basis to
our investigation work. Your answers are confitenive thank you in advance for
your collaboration.

The questions are the following:

Please answer by putting a circle, or a crossaadlevant option(s):

Q 1) Do your learners face difficulties when theyto express themselves in English?
- Yes

- No
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Q2) Are you completely satisfied with the levelyolur learners in oral English?
- Yes

- No

Q 3) — Do your learners have enough opportunitiespeak English in the
classroom?

- Yes

- No

-THANK YOU-

Appendix 3. Transcription Conventions

LI = Indicating several learners spealabhg@nce

)y = Representing researcher’s contmen

in bold = Denoting original text from thearner' s Book or Workbook
{} = Representing phonetic trangtion

my classmates is lovely £rroneous utterances produced by classroom paatitsp
are left as they are

XX = Indicating indistinctterances

()

A brief pause

Stopping talking
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Appendix 3 . Transcribed Teacher- Learner Discussias (TTLD 1)

Participants: Teacher:T

Learners:L1,L2,L3...,etc
Duration: 20minutes

1-T: Today we start with unit one of your programmechhileals with exploring the
past.

Now, when you say exploring the past what do yeovk about the past?
What can we find in the past? When we say pastf ddwgou mean by Past?
The past of people, what do you mean by past gblp@o
2-L1: The life of people
3-T: Good, the life of people.

When you say life of people, what do you findife bf people?

What is life characterized by?

4 - L1: The work.
5-T: Good, we can find the work and then?

Do we find only the work?

Your life is based only on the work?

No, of course, there are many things to do in yibe
So, what else?

6 —Ls:XX

7-T: What are you doing now in the class?

What are you doing now in the class?

Are you eating?

What are you doing in the class?

8 -L2: Study

9 —T: When you say we study, what do you mean by the v&iraly'?
What does the word ' study' refer to?

What do you mean by the word study?
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10 -L3: Education.
11-T: What can you do in your life?
You say work, education .Yes, miss?
12-L4: Commerce
13 -L5: Trade
14 —T: Yes, you said commerce.
15-LI: Xx
16-T: You have job, you have education
17-L6: Industry.
18-T: Industry. Ok, and then?
19-L7: Beliefs
20 —T: Beliefs, very good, ok. So you believe or you pracok.
In your life, you have beliefs, and then?
21 - L1: Building
22 - T: So, in your life, you can work, you can educatey gan build, and then?
You can believe.
There are so many things to do in your life?
23 - L8: Culture.
24 —T: Yes, of course. Yes, we practice culture.
What do you mean by culture?
When you say culture of Algeria or of a regionatvto you find in your culture?
25-12: Poems
26 — T:Yes: Good! It means literature
What do you eat in your region?
What do you prepare in this region?
What do you give to people who come to yourar@i
27 - L9: Couscous
28 -T. So, what is this couscous.
29 - L1: Food.
30 —T:Yes very good. It is a food



'S
Uni versité é Sétif2

So, in life, you find work, you find beliefs, ydind culture. Life in the past is based
on these things.
Ok, when you say life here, do you know anotherditbat summarizes all these
things that you can find in someone's life?
Give me the name to this?

31 - L10:Civilization

32 - T:Yes, good, what do you mean by the word civiliza®io
Who can give me the definition?
What is civilization according to you? Yes; miss.
33 - L11: Civilization is the state of human in society watiucation, culture,
traditions and arts.
34 - T: Civilization is the state of people in society witteir beliefs, culture, customs
and traditions and arts of course.

Now, another question: Do you know some oldrarient civilizations?

Do you know some, or can you give me an exampgoore examples about the
ancient civilizations. Yes, miss.
35 - L1: Greek civilization.

36 -T: Repeat.
37 — L1: Greek civilization.
38 - T: Yes, the Greek civilization. This one is the olilzation. Good, another
civilization.
39 - L3: The Egyptian civilization.
40 -T: Good, The Egyptian civilization. Yes?
41 —L12.Simen
42 - T: Sumerian, good, the Sumerian civilization, anchthe
What about you the Algerian people?
What is your ancient civilization?
43 - L13: Chinese
44 — T: Chinese. No, Chinese is the civilization of tH@r@se people, but you,
Algerian and Arab & Muslim people,

What is their old civilization?
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45 - L3. The Islamic civilization.

46 - T: Very good, it is the Islamic civilization.

Ok, yes. Thank you very much. Then, now, operr Yamoks on page 15 you have
Activity one

Look at the map below and answer the questions th#&ollow:

The first question:

What ancient civilizations are represented in the rap?

Give me these old civilizations that are represgirighe map.

The first civilization, what is it?

47 - L1: Greek civilization.

48 - T: The ..., Good, so your friend said the first onéhis Greek civilization.
Yes, of course, on the map, there are many anciahtations ,the first one we said
is the Greek civilization.

The second one what is it?

The second civilization, yes Miss.?

49 - L14: The Egyptian

50 - T: The Egyptian civilization. No, the third one ?

51 - L2: Sumerian.

52 -T: The

53 - L2: Sumer

54 —T:The Sumerian civilization and then?

Go to the next. Which one is the oldest ?

Which one?

55 - L15: The Greek civilization.

56 —T: The Greek civilization, are you sure?

Yes?

57- L 1 :The Sumerian

58- T: Yes, the oldest one is the Sumerian civilization.

Why do you think these civilizations first flouristh in these areas, along the rivers?
Why?

What is the reason?
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Why, for example, the Egyptian civilization flouned on the Nile valley?
Why?
Yes?
Because?
59- L1: because rivers and water that make the landdertil
60- T: Yes, good, because you have here rivers and wetehelp people to do
agriculture
Is it clear?
My next question now is what is your definition?
Who can give me the final definition of the wordikization?
62 - L2: The civilization is the state of ...
63- T: We don't say "the civ" civilization in general, ©k
64- L2: Civilization is the state of human in society wétiucation, culture and
tradition
65-T: Thank you .

Appendix 4. Transcribed Teacher-LearnerDiscussions (TTLD 2)
Participants: Teacher:T
learnersL1, L2, L3..., etc.

Duration: 30minutes

1-T: This unit is about ethic in business

What is business? Yes?

What is business?

Is it a person?

What is it? Is it a job!

2 -L1: Business, isajob

3 —T: Yes Business is a job.

Now, what about ethics, when you say ethics, wlbatou mean by the word ethics?
Because you have a job and when you do this jolnyast respect the ethics,

Ok, what is the meaning of the word ethics?
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4 -L2: Ethics is the set of moral values practiced in fess.
5-T: Ethics is a set of moral values, who can give rales of ethics. Do you
know some examples?
6 -L3: Teaching
7-T: Examples of ethics not jobs, ethics.
8 -L3: Honesty
9 —T: Honest very good, you have honesty and then?éas? Yes Miss ?
10 -L4: Morality
11 —T: Good you have much; and then there are many ethes?
12-L5: Right
13-T: To be right, Ok and then, to be?
14 -L6: Legal,
15-T: To be legal, good.
So, in general 'ethics in business' means to hedtpto be legal and to be serious and
strict in business.
Now do you know other jobs that do not respectehethics?
Give me some examples of jobs.
Ok, jobs that are based on the moral values
Yes, Miss?
16 -L1: Control in exams.
17 —T: Yes, what does it mean when you say exam, whtt is
Where do you find exams? In?
18 -L1: Teaching
19 —T: Teaching, good Teaching another job another job .
What are the jobs you know?
You have only teaching in the life. Hein?
Give other jobs, do you know other jobs?
Yes?
20-L1: Journalism
21-T: Journalism; good journalism and then?
22 -L7: Sports
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23 —T: Good and then?
24 -L2: Medicine
25 —T: Medicine, good and then?
26 -L7: Architecture,
27 —T: Architecture, Architecture good.
28 -L8: Law
29-T: Law good. Law, yes good.
So, these are some examples about businesdokhat you can do in your life
and that require to respect these ethics
Now, give me the adjectives of the word ' Ethiethics ' is a noun, what is the
adjective?
30 -L1: Ethical
31 —-T:Now, what is its opposite?
What is the opposite of 'ethical '? Yes miss?
31 -L9: Unethical
32 —T: Unethical Good, so these are, ok, our concerhisfunit. Open your books go
to page 46 you have exercise N°1
Which of the practices bellow do your regard asatipiacceptable or ethical, and
which ones are morally wrong
Which of the practices bellow do your regard asatipiacceptable or ethical, and
which ones are morally wrong (unethical)?
Justify your answer.
Frst, who can read the first practice or practice A
Yes, miss.
33- L1: (.) Bribing i.e, under-table payment for corrupt officials to win
public contracts or favours.
34 - T: Yes this one is it ethical or unethical.
35- L1: Unethical.
36- T: Yes Bribing is not ethical. It is not good. Ok. Itakear? It is immoral .Now;
practice B who can read practice B?
B?
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Yes, miss?

37 - L9: 'Whistle blowing ', i .e.revealing confiegntial information to the police or
to a newspaper that your company, for example, isrbaking health and safety
regulations.

38 - T: Is it moral or immoral?

39 - L9: Moral.

40- T: Yes another one, another pupil to read practice C.

Yes; you?

Yes, read C.

41 - L10: Spending money on lobbying, i.e. tryingp persuade politicians to pass
laws favourable to your particular industry.

42 — T:Yes, this one is moral or immoral immoral?

43 -L10: Immoral.

44 —T:Yes. Now, who can read practice D?

Another one to read practice D.

Ok, who can?

Yes? Other pupils please, try to speak, yes?

Anotherr one ? Yes miss?

Yes, read.

45- L11: D. False accounting, i.e.using all avaitde procedures including
deception to hide the true financial position of yar company.

46- T: Now, this one is it moral or immoral?

47-L11: Immoral.

48- T: Yes, another one to read.

Yes you, the last one, and the last practice.

49 - L12: E.Militating in an anti-corruption assodation /society.

50 —T:Yes, is it moral or immoral?

51- L12:Moral

52-T: Yes, it is moral because when you make an assatiat a group, ok here,
when you do this in order to stop corruption andetend ethics. | think it is

something good, it is something moral, it is acabl&, and it is right. Yes, thank you.
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| want someone now to give me the definition oexplain me in one sentence what
do you understand by the word 'Ethics in business'.

Who can give me now or who can tell what the megoinethics in business'?

Yes, who can give a definition of the word ethit®usiness? Yes, what is?

Yes, miss?

53- L1: Ethics is a set of moral values practiced in bussne

54-T: Practiced in business, yes, these set of moraésadte practiced in business, of

course. So, thank you.

Appendix 5.Transcribed Teacher-Learner Discussions (TTLD 3)
Participants: Teacher: T
learner :L1,L2,L3...,etc.

Duration:30minutes

1- T: Let's move to the grammatical point mentioned anfthilowing sentence.
We will eradicate corruption providing that we act now.

| repeat again we will eradicate corruption pronglthat we act now

In the sentence, please, how many subjects arelsw many subjects?.
2- L1: There are two subjects.

3-L2: There are two subjects

4 -T: Good.Where is the first one? Where is the second one?

5- L1: The first one"We, the second one "We".

6 — T: Yes, how many verbs do you hear in this sentence.

How many verbs, please?

Your friend says: there are two subjects?

Yes, another one, how many verbs?

Yes Miss, how many verbs do you hear in this ser@en

7- L2: Two verbs.

8 — T: Two verbs.

Where is the first one?



'S
Uni versité é Sétif2

9 - L2: Will....we will decate((Erroneous utterances produced by classroom
participants are left as they are))

10 — T: Eradicate.

11 - L2: Will decate.

12 —T: Repeat, you correct: we will eradicate

13 - L2: Will decate.

14 —T:We will eradicate.

Yes you repeat eradicate! Eradicate!

15 —LI: Eradicate.

16 —T: Yes, eradicate.

The second what is it?

17 - L3: act.

18- T: Yes, your friend says the verb n°1: is" will excate"

The verb n° 2: is "will act"

If we come to analyse the tense here, what artetises are present in the sentence,
the first tense what is it?

We will eradicate. Yes.

19- L3: Simple future.

20-T: Simple future. Now, the verb act which tense isAt?!

21- L4: Present.

22 - T: Which present?

Yes which present, please you repeat

23- L4: Present simple.

24 — T:Yes. Good. The second verb is in the simple ptesen

So here in your sentence there are two verbs: 8ifoplre and simple present.
Ok, now which word is used to connect between seetene and sentence two.
What is the word used here?

Yes miss.

25 -L1: Providing that

26 —T:Yes, good " Providing that".

So, we will eradicate corruption providing that ae now.
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Now according to you what is the meaning of thisdvdroviding that"?
What does it mean? What does the word "providiag tmean?

27 - L1: Conditional.

28 - T: Yes it means conditional, ok.

Do you know other words used in sentences to sgprenditional?
By which word can you replace "Providing that "?

29- L2: If

30-T: By "if " Very good. We replace it by "if. "

Now, can you replace this word?

Can you repeat this sentence with "if "?

31 - L1: We will eradicate corruption if we act now.

32-T: Yes we will eradicate corruption if we act now.

So, " Providing "of course expresses conditional.

Now, here after this sentence, you have anothe¢esea.

Who can read sentence N° 2?

Someone to read this sentence.

Yes, can you read sentence n°2?

33- L5: The chances of eradicating corruption.

34 -T: Of eradicating.

35 - L5: Will increase as long as our countries are conewhitd fighting it.
36 - T: Yes, good. Now, here you have another word whi®? is
What is this word?

37 -L1: As long as (not clear).

38- T: What is the second word used to express condiffonal

39 —-L1:"As long as”

40 -T:"As long as", ok.

So what do you say now as conclusion, please.

What are the words used to express conditional?

Give me a note, a general note?

What do you say?

41-L1: conditional type one "if+ simple present gives denfpiture.
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It is also expressed with 'providing that ‘orroipded that * and ‘as long as'

42-T- Good, so here, your friend says that it is cooddi type one. Because type one
is used with what? If+

43 - L1: If + simple present.

44 - T: Give what? The result?

45 -L1: Simple present

46 —T: Yes. If is used with simple present. The firdgi@t is in the simple present.
The second action or the result, your friend saigsin the future.

So, If + simple present gives you future.

So, we say conditional type one is used with "tproviding that "or "as long as"by
using the first action in the present and the seé@mtion in the future.

Yes | want someone of you to give me a sentenes @xample using one of these
words in conditional type one. Who can give me s&gtence, just a simple sentence.
Yes, you listen to my sentence.

I will go to the university providing that, | suain my BAC exam. Is it clear? It
means if there is no BAC exam, | cannot go to theversity. Of course

Yes, someone of you now to give me one sentence. 8&h give me one example
using "if "providingo"r "as long as "it doesn't ttex. But we respect only conditional
type one. Yes?

47- L1: 1 will travel in London.

48 —T:To London.

49 - L1: To London providing that | speak English.

50 - T: Yes, goodI will travel to London providing that | speak Emfl. It means you
speak your English, then, you will travel. Why? Bese people who live in London
speak English, ok. Their native language is Engli$tank you.

Now you listen to the next sentence, | read it youltry to concentrate. Ok.

Citizens had better stop shrugging their shoulderst bureaucratic abuse.

Look at this sentence or you listen again.

So when you say "had better" what's the meaningisfword "had better".

| repeat, | give you my personal example:

Pupils had better revise their lessons to get gesdits.
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Here "had better" . What is it expressing in yopin@mn? Yes, miss!?

51 -L1:1t is expressing the wish.

52 — T:The wish? It is a wish? "Had better" is it expnegs wish?

Yes?

It is not expressing a wish?

No, what is it expressing please?

53 -L 2:Advice

54 —T: Advice, good. Your friends says this word " hadtééthere in this sentence
expresses advice. It means to give a piece of adeisomeone.

Do you know other words that can be used to gipéeae of advice or how can you
advise your friend. With which words?.

Yes, your friend says with the word?

55 - L3: Should

56 -T: Good, and then?

57- L4: Ought

58 — T: Ought to, and then? Of course with what?

59- L1-"Had better".

60-T: "Had better".

Now, look at the verb that comes after these waaftsy " had better" which tense is
it? Which tense ?

What is the tense of the verb used after the egpe " had better".: Had better stop!
Stop is it future?, is it past? What is it?

61 - L7:Order

62 — T:Itis order. No. yes Miss?

63 - L1: Infinitive

64 —T: Infinitive, so the verbs used with "had betteshibuld","ought to" are in the
infinitive and are used to express advice. Now;. yoan you give me one sentence?
Using one of these words: "had better", or "shoold™ought to" + infinitive.

Who can give me one sentence, it is very easy.liétan to my sentence for example:
Pupils had better listen to their teacher to utdaedsthe lesson.

Yes, now you. Can you give me another sentence?
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65 - L1: The people had better stop cheating in exams.

66 — T: Pupilsnot people ,but pupils.

Pupils had better stop cheating in their exams. Y\Bgcause cheating is not good.
Ok. It is not a legal way. It is illegal way of sueeding; and something that is not

legal, it is not moral. It is clear? Thank you.

Appendix 6 . Transcribed teacher- learner discussits (TTLD 4)
Participants: Teacher:T
learner: L1, L2, L3..etc.

Duration: 30minutes

1 —T: We start with unit 3 which deals with 'Educatiorthe word',
Ok when we say Education in the word it means tfierdnt educational systems in
each country ,is it clear?

Now, when we say education, what do mean bygatchn, please.
Who can explain me the word "Education"?
What is the meaning of "Education?
Education, yes, miss?
2 - S1 Education is based on the act of learning
3 —T: Yes, another one to repeat. Who can say more?
4 - L2: Education is the act of learning or acquiring mémggs in life.
5 —T: Yes, Education is the act of learning or acquinmany things in life.
Ok. So what are the different things you can learyour life?

Yes, you learn what?

6 -L3: Art
7 —T:Yes, you can learn?
8 - L3: Art
9 —T: Art . Good, when you say art ,what do you meaany
10 -L4: Painting.
11 —T: Painting. Good and then?
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12 - L5: Music.

13 —T: Music. Yes, what can you learn in your life?

What are the things you can learn in your life ou gan learn at school in the
secondary school.

Yes?

You learn what?

14 - L6: English

15-T:Yes?

16 - L6: You learn English.

17 —T: Yes, you learn English and then?

18 - L7: Francais

19 —T:Yes, we say in English we say!!

20 - L7: French.

21 -T:Yes, please .

22 - L7:French

23 - T:French and then?

24 - L8: Geography.

25 —T: Geography. Good what are the things you learnimeyeur lycee, in your
school, Ok? Yes

26 - L9 Philosophish

27 — T:Philosophy, repeat please.

28 -L9: Philosophy.

29 -T: Good. Philosophy and then ?

30 -L10: Mathematics

31 - T: Mathematics, and then?

32 - L11: Literature .

33 — T:Literature yes. Good. In general, these are thegthyou learn

Ok. Of course, when you learn these things, waatyou do with them in the future?
What can you do with these things in the future?

What can you do with your education in the futwWé?at are you going to do with

your education?
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When you finish you study. Ok
. What can you do?
34 -L1: Develop
35 — L2: Develop
36-T: Develop. You can develop what?
37- L1: The world.

38 —T: The world, and then?
Develop your?
39- P4: Xx
40 -L3: Country
41 — T:Yes, your country

Ok with what? With what can you develop, with sieg@

With what?
42 - L1: With working
43 - T: with working. Good.

So education serves you to work in the fut(.ghle future.

Is it clear? So, education is the act of learning acquiring things that will serve you
in your fu ()In your future.
For example, you can become what?

What's your dream for the future?

What do you want to become in the future?
44:L5: Journalist
45 — T: Journalist, good. She wants to become a journélistanother one.
46 - L12: Teacher
47 —T:Yes?

48 — P:Teacher. Teacher

49- T: Teacher and then? Yes?

50- LS Doct
51 -T: Doctor. But doctor for literary is not possible. Nds not possible. You can not
do medicine you. Ok, because you are specializétenature. That's all. Ok.
52 - L1: Mayor
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53 - T: Mayor. Good. The head of the state or of the town.
Yes, Good. Thank you.

The next question, please. In your opinion, wisathe most important thing about
education: Is it to create good citizens, prepa@pfe for life or create a work force?
What is the most important thing about educatisrit to create a good citizen, prepare
people for life or create a workforce?

What is the most important thing or the most intgotr aim of education?

You have given three.

What is the important one here? You have to crgatel citizens, or prepare people
for life, or create work?

What is the most important one?
Yes.

54 - L1: Prepare people for life.

55 —T:Very good. Education prepares you for your lifehia fut (.) in the future.
Is it clear?
What are the different educational systems in AigeWhat are the different
educations you have in the Algerian system?
First, when you start your studies where do you go?

56 - L3: Primary school. To primary school.

57- T: Primary school, it means primary education. Se@ond

58- L13: Middle school

59 —T: Yes, middle school or intermediate education N°3 ?
60 - LI: Lycee school
61 -L9: Seconday school.
62 — T: Yes, secondary school or secondary educatiorth8@lgerian educational
system is composed of three steps. First, you Raweary education.
Second, intermediate education. Third, seconskngol education.
Now, when you finish secondary school educationre/ti® you go?

Yes, miss?

63 - L8: University
64 - T: Repeat
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65 - L8:University

66 -T: Yes, you go to the university. So this one alsanisther step of education.
How do you we call this education?

You call it ?

67 - L1: High education

68 - T:High education, where do you have this educatigvhere?

69 - L1:University.

70 -T: At the university. It is clear now the meaningediucation.

Yes, thank you.

Appendix 8 .Transcribed Teacher- Learne Discussions (TTLD 5)
Participants: Teacher: T
Students: L1, L2, L3. .efc.

Duration: 30minutes

1 - T:Now we move to a new unit, which is about nature

So, | have a question here please

When you say nature?

What do you mean by nature?

What is the meaning of nature or give me anotheossym to the word "nature"?
Yes?

2 - L1: (xxx)

3 -T: You say nature or?

4-L1: 1

5-T: lliness. Not ill.

You say nature or you can say also!

6 -L2: Univerment

7 -T: Not univerment, but we say environment , correeapé.
8 -L2: Environment

9 -T: Good, environment.

What do you find in the environment?
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What is in the environment?
10-L3 : Oxygen.
11 —T: Oxygen, good.
12 -L4: Waren, warer(a word without meaning)
13-T: Whatis it ?
14 -L4:Waren
15 -T :Water yes you you repeat- correct
16 -L4: Water
17-T: We find water. Ok. Yes, you, please.
18-L2: Trees and air and animals.
19-T: Good, Trees, air and animals, and then?
what do you find in the environment ?
Do you find other things? Yes; what else. Yeg, sir
20-L5: Paybol, Baybol
21-T: Not baybol but we say people.
22-L5: People
23-T: Yes, good, people and then?
What do we find also in the environment?
24-L5: Vegetables.
25-T: Vegetables, good and then?
We can say vegetable or what else?
26-L2: Lands.
27-T: Lands Ok. So, these are the main things that yodind in the environment.
Ok.
According to you is your environment clean orhot
Is it clean?
Is it proper?
Is your environment proper?
28-L2: Is not.
29-T: No. No, it is not.
Why?
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What is the problem with your environment?

30-L2: Pollution.

31-T: There is a problem, yes which is pollution. Good
So, do you know what pollution is?

What is this pollution, please?

Is it a person; is it an animal or what is it?

How can we find this pollution?

Yes?

32-L1: Cars.

33-T: Yes, Pollution cars. Is it correct?

We say pollution is a car. Hmm yes? Who camemb? What causes this pollution?
What causes this pollution? Or what are the fadtmscauses pollution? Yes, miss
you repeat.
34-L1: Cars.

35-T: Cars. Good.
Your friend says that cars cause pollution amttlanother factor.
Yes, another factor?
What causes pollution?
36-L6: Man
37-T: Man. Good another?
What causes pollution ?
Yes, sir?
38-L5: Radio -activity?
39-T: Radio activity. Hein?
what do you mean by radio-activity?
What causes pollution?
Yes miss.
40-L2: Carbon dioxide.
41-T: Carbon Dioxide or Co2 .Good.

Ok, another, what do you find in your street,dgample, when you leave your

school?
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Ook?
What do you find on the ground ?
? You find ? what is it?
What causes pollution again?
Yes ?
42-1.8: Rubbish,
43-T: Rubbish, yes.
So, all these are the main factors that causertitdgm of ?
44 —Lls: Of pollution!
45-T: Yes, of pollution, good.
Now, do you think, pollution is dangerous ot.n
Is it dangerous for people and animals, and naturmst?
Yes or not?
46-L5: Yes, very dangerous.
47-T: Yes, it is very dangerous.
Ok. What are now the results?
What are now the main consequences of pollution?
What can pollution do for nature and for people?
Ok, the first consequence please what is it?
.Yes, sir?
48-L9: Difficult of breath.
49-T: Of breathing, we say breathing it means taking air
Some children, can not take the air easily, th&g it with difficulty.
Why? Because of CO2 of carbon dioxide and?
And?
50-LI: Smoke
51-T: And Smoke, yes. Another consequence, please? \@higize me another
consequence. You have difficulty of breathing. TNamber two?
52-L2: Skin cancer.
53-T:Yes, your friend says we have another consequehaws Skin cancer.

What is Skin cancer?
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54-L2: Consequence ((not clear))

55-T: Yes, but what is it?

56-L2: It is a disease.

57-T: Yes it is a disease. Skin cancer is a disease.

Ok. Another consequence?

Another consequence?

Yes, Sir?

This one is very dangerous

. It means what?

58-L5: Death

59-T: Death, very good. People die when there is poltutig it clear ?

people die. Plants die, animals die . Nature diés.And then,

when you have pollution you say there is carbomxid®and what is missing here ?
You said that pollution is caused by Carbon diexi

What is it? Yes, what is it in chemics or | medme@istry?

60-L5: Is gaz

61-T: Is a gaz, very good, there is a lot of.

Or you have the abundance of the gaz Carbon diadission and which gaz is

absent here?

Because there is a gaz which is very good for yeatth and it is absent, what is this

gaz which is absent in nature?

Yes, miss?

62-L2 : Oxygen.

63-T: Oxygen Good So the absence of Oxygen and the presence of Cdrbxide

gives or causes pollution. Is it clear?

Appendix 9.Levels ,Ranks and Structures of The System ofs@asn

Interaction Discourse Analysis by Sinclairand Cloaitt(1975,cited by

Hannah,C. PDF book: 3)*.

Rank:
Rank: Lesson Rank: Exchange Rank: Move Rank: Act
Transaction
Lesson Transaction Exchange Type Move Type Classes of Act
" Structure" " Structure" Boundary
Framing Move Marker*
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Un unordered Preliminary " Structure" Silent Stress
Series of Medial Head*
transition Terminal qualifier
Exchange
Focusing Move
" Structure" Starter
" Structure"
Frame* Marker
Signal
Focus* Metastatement*
Pre-head
Conclusion*
Head*
Comment*
Post-head
Starter
Marker
Opening Move
Elicit*
" Structure"
Direct*
Signal
Inform*
Pre-head
Check*
Head*
Prompt
Post-head
Teaching Clue
select
Exchange Bid
" Structure" Nominate
Limitation* Answering Move
Acknowledge*
Response " Structure"
Reply*
Feedback Pre-head
React*
Head*
Comment
Post-head
Follow- up Move
" Structure” Accept
Pre-head Evaluate*
Head* Comment
Post-head

* See Web sitenttp:/dspace.lib.niigatau.ac.jp:8080/dspace/tsitsti/10191/1977/1/KJ00004026 347 .pdf
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Résumeé

Le but de cette étude descriptive est d'améli@egualité de l'interaction dans
I'enseignement de I'Anglais dans les classes de [@&&s en Algérie.Notre objectif
principal est lindentification de Ila source d#ifficultés de ces apprenants a
s'exprimer correctement en Anglais, en se conaangta la qualité de l'interaction qui
est se déroule en classe . Cette étude est basdmlservation des pratiques
conversationnelles et un corpus est présenté.dGesées enregistrées sur bande
audio sont transcrites et analysées a la fois gaamement et qualitativement (une
analyse combinée) . Les résultats révelent I'extgted'une difficulté certaine dans
I'interaction en classe entre I'enseignant et pgsemants qui diminue les possibilités
de générer une communication authentique entre élevés ou entre I'élevé et
I'enseignant. En se basant sur ces résultatsséme d'implications pédagogiques ont
été proposées pour les enseignants du secondaitidisation des simulations, des
jeux de role, et I'augmentation des stratégiegantmnnelles pourront fournir aux
apprenants beaucoup plus d'occasions de recolaicammunication authentique et

rendra l'apprentissage stimulant et agréable.
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