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Abstract

Due to the progress in technologies of data catleand recordings as well as the increasing
interest from individuals to acquire and master speaking skill, many fields of applied
linguistics and language education pay significattention to the faculty of speaking.
Researches are focused on its distinctive featwegnitive requirements and its typical
pedagogical implications. Hence the present saudygests teaching the speaking skill by
relying on the findings about the nature of thdl €lad the language that fits it. This involves
the dynamic relationship between the speaking skilll the listening one, the cognitive
requirement of verbal language production and #eddence to the context of language use.
It is hypothesized, in this study, if the speakskgl is taught through the choice of suitable
language, integrated with the listening skill armmenunicative strategies, it will be more
communicatively effective. The study is carried auth a sample population of fourth year
middle school teachers and learners trough quewtioes, interviews, and analysis of
listening /speaking textbook activities. Data iptetation and analysis provide enough
evidence to confirm the hypotheses, answer thearelsequestions and provide pedagogical

implications.
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General Introduction
|. Statement of the Problem:

Decisions and choices in language pedagogy haveamtly been influenced by the
purposes for which it is originally set. The long evhere foreign languages represent a
mark of extensive knowledge and refined culture wharacterized by the importance
attached to the writing and reading skills. But hwithe modern life changes, the
development of communication technologies, andekigencies that ensue from them.
More and more people become increasingly interast@dastering foreign languages and
being able to converse in face to face discussownfirough telecommunication means.
These changes have reshaped language pedagogmtaiteidea shift in emphasis towards
the oral skills and the suitable classroom prastietowever, this new interest in teaching
speaking for its own right has for a long time bemrershadowed by the traditional
adherence to the written structures, genres arldsstyeaching the spoken skills are
"largely conceived as teaching students to proneuwcitten sentences"(Brown and
Yule1983:2). The blurred vision about the skilklfshas deeply influenced the way both
courses and materials are designed.

Rebecca Hughes (2002) traces this problem to ttledaresearches conducted on
the spoken language at all its levels ranging fiisngrammar to the genres mostly used in
this skill. Commenting on this problematic situatidtlughes says: "there is a great deal of
speaking going on in classrooms, but that is dfferfrom teaching speaking" (Hughes
2002:7). No doubt, much of the complexity attrilsite teaching the speaking skill is due
to ignoring the features distinguishing the skilhe most salient ones are: dynamism,
context dependence, variability over time, occuresim real time, unplanned nature and so

on. It is through the understanding of these festihat teaching speaking can be carried
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out in a simpler and more effective manner thaaciually happens in most speaking
courses. To stress the paradoxical stance thatidgegpedagogy has opted for in teaching
speaking, Brown and Yule (1983) pointlf native speakers typically produce short phrase
sized chunks, it seems perverse to demand thagifotearners should be expected to
produce complete sentences”. (Brown and Yule 1983:8

Another aspect that reflects the problematic sibmain teaching speaking is the
tendency of some curriculum designers and teadbedsvote the speaking section of the
program to reinforce other skills, mainly grammad an other cases writing, reading, and
pronunciation. In this respect, Scott Thornbury 020 says:"All language teaching
methods (apart from the most bookish) prioritizeadpng, but less as a skill in its own
right than as a means of practicing grammar"(Thon2005:28). It follows from this that
designed tasks barely serve to foster the oralsskiie fact that will result at length in
unbalanced language proficiency. No wonder, theMfgreign language learners having
such instructional programs will be proficient aammar, writing and reading but weak at

speaking.
Il. Background of the Study:

Having been a teacher by profession for a numbgeafs has offered opportunities
to form a broad idea about how speaking lessonsstanetured, the objectives that are
fulfilled in speaking lessons, and the main areasre these lessons have failed to attain
their objectives. The syllabuses designed for tegcEnglish in middle schools aim at
providing the learners with the rudimentary knovgedabout the language including the
most frequently used vocabulary, and the basic gratical structures. In spite of this,
learners of English are still unable to use tmguistic knowledge in oral communication.

The speaking abilities remain limited to repetitioh the structures suggested by the
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teacher or just to carry out substitution drillsitthack creativity and do not engage the
learners in spontaneous and autonomous interadtitien facing this problem, it is quite
logical to think about the underlying causes toarsthnd them and look for the alternative

choices that help attain more communicatively ¢ifedessons.
[l Aim and Scope of the Study:

This study aims basically at detecting the wealegegs teaching the speaking skill
and advancing alternative ways to achieve effent@gs. It is suggested that this can be
done by teaching learners the speaking skill feratvn sake and not for rehearsing
grammatical patterns.

For this purpose, we suggest to take into condiderdahe nature of the speaking
skill which differs from its written counterpartt is, therefore necessary to teach the
spoken style which requires particular kind of wmdary and grammar, and to integrate
the listening skill with the speaking one, in tlene way it actually happens in naturally
occurring talks. Besides, learners should be emgmd to use some compensatory
competences in case the linguistic competenciegepi® be insufficient; the need for the
strategic competence is more intense with learhawsng a low proficiency to fulfill a
communicative purpose.

In addition to these main lines, further suggesiane advanced regarding some
classroom techniques, such as: grouping, taskg devoted to this skill.and so on. It
follows from the adoption of all these principlésgat the focus of such an alternative
instruction is on the formation of successful commators and not only good learners
who internalize the largest number of rules. Thisurn will enable the learners, in future,
to carry out successful interactions outside tlasstbom settings, such as employment

interviews, bargaining, lecturing and so on.
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IV- Limitations of the Study:

In such studies that have direct relevance to lagguproficiency, gauging a given
aspect or skill proves to be extremely difficult timat there is a multitude of factors
interacting with each other, and a number of cdatesriteria which makes it difficult to
decide upon the responsible factors for the simabtr to opt for one set of criteria.
Teachers' judgments, for instance, are based gectivie criteria and each teacher may
have his/ her own set of features which are nehtidal to another teacher's, and this
affects the reliability of the result and the cateincy of the work in general. Moreover,
some learners and even teachers find it difficoisituate themselves and formulate an
opinion about a specific point either because fttidynot think about it before or because
there are more than one opinion they think it isvemient to adopt.

Seen from a theoretical perspective, this studydther limitations which bear on
the variations between Second Language Acquisistudies and those of Foreign
Language Acquisition. Whereas some books deal lathuage pedagogy designed for the
instruction of students who are living in a commysipeaking this second language, other
ones are centered on foreign language acquisititbare the student's use of this language
is limited to the classroom setting. Due to thisdamental distinction, many issues

relevant to the speaking skill should be tacklethwiuch caution and reservation.
V- Assumptions and Hypotheses:

The major concern of this research is to inviteleas and curriculum developers to
found all their decisions that concern teachinggheaking skill upon one's understanding
of the skill itself. This understanding cannot loiaved unless a study is conducted on the

different facets that the nature of this skill niewe. In doing this, the discrete constituents
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of language proficiency will be given even impodan and thus the guarantee of
developing a balanced language proficiency at foréanguage learners will be greater.
Hence, we hypothesize that the speaking skill camtabight more effectively if the
nature of the skill is taken into account. This iiep the choice of the suitable language,
the integration with the listening skill, and th&ewf communication strategies to fulfill the
communicative need.
The second hypothesis that can be advanced iolbgving: teaching the speaking
skill for its own sake and not for the aim of r@irding other language elements ensures to

a large extent the communicative effectiveneskéncburse.
VI- Research Methodology:

The nature of the topic we are addressing reguil® examination and the
description of the educational situation embeddh speaking skill instruction because
this educational situation involves three basicmelets interacting with each other,
namely: the learners, the teacher, and the couwsk. lHence, we opted for a descriptive
approach which allows us to draw a clear pictureualthe topic in question and ensures
the collection of data with relevance to the thresntioned elements.

With respect to the learners, our aim consistsrobipg their readiness to learn the
speaking skill within the conditions suggested his tresearchso we need to know the
main difficulties they are confronted with, the ferences they have towards a number of
techniques, and the expectations for which thegymitheir language instruction.

As for teachers, we need to discover the basicciplies that guide them in their
classroom decisions. It is also crucial to inviterh to give any suggestions, as this would
reveal the real conditions in which they hope t@yptheir role of promoting the speaking

skill.
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The course book analysis permits to know the degireenformity that the designed
activities  have with the criteria required foma¢hing speaking. A further reason for
choosing the descriptive approach is the possildititknow facts which are not amenable
to direct observation or to examination namely lik@ners' likes and dislikes and the
teachers' positions and suggestions for betterom#s. Furthermore, it is difficult to
conduct an experiment with learners who will hawsrdten exam at the end of the year.
This experiment may require a lot of modificatiaighe level of materials around which
the speaking skill is centered, the type of grogphe class, as well as the time allotted to
this skill, which may not be accepted neither bg #thool administration, nor by the

teachers and learners.
Vll-Population and Sampling:

The rationale underlying the choice of fourth gradeddle school learners is the
linguistic proficiency they have acquired till thisvel. It consists of the rudimentary
linguistic knowledge which allows them to engag®imeaningful language production.
At this stage, the learners have at their dispasalcceptable amount of vocabulary items,
they master simple rules of sentence formationguauxiliaries, modals or verbs, they also
know the simple tenses and some of the compounsl ét@vever, speaking is more than
knowledge it is a skill, (Martin Bygate 1987) and although enportant proportion of
learners at this level do master the required kaedge, they cannot venture in spontaneous
talks. Their oral production is limited to the regduction of readymade utterances or the
substitution of some parts in a transcribed speseint.

The purpose, then, behind conducting this reseaitth the pre-intermediate level

learners is to show that although teaching spoké&sraction is not an easy pedagogical
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objective to be attained with low proficiency leseit is still possible if a set of criteria are
met in the process of teaching.
A sample population of 87 learners which makes thasses is selected to be
administered the questionnaire. To complement shusly, six teachers having different

degrees of experience and different backgroundsrofation are interviewed.
Vlll-Data Collection Techniques:

As it is mentioned in a previous part, the fieldrkvof this study aims principally at
describing the instructional context in which theeaking skill is taught to fourth grade
middle school learners. This calls for adoptingriangulation where each of the three
instruments is a source of information from onedakment in the educational situation.

* The learners' questionnaire:

Through some factual and attitudinal questionsprmftion is elicited concerning
the main difficulties learners are confronted witheir preferences as regards some
classroom practices and the expectations they ffrave learning to speak a foreign
language. The information yielded by this questareis converted into statistical data to
facilitate the analysis of the responses. .(seeragig 1)

* The teachers' interviews:

Similarly, information relevant to the topic of shiesearch is obtained from teachers
by means of a number of questions, most of the tAeopen-ended, which allow for a
qualitative analysis and a comprehensive view efttpic, the main principles underlying
their teaching practices, and the suggestionsntiagt yield more effective teaching of the

skill.(see appendix I1)
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* The course book evaluation:

The purpose behind including this research instnini® to gauge the extent of
conformity of the book's content with the princgpland conditions advanced in this
research. It is necessary to refer to a numberitdria suggested by some writers who
dealt with course book evaluation; however them deliberate focus on the speaking skill

and the section devoted to its teaching.
IX-The Structure of the Work:

The dissertation is structured into two major pathie theoretical part in which we
consider the contributions of eminent writers ineaing the multifaceted nature of the
speaking skill, the second part is a field work ethattempts to describe how some of
those theoretical assumptions are implemented & dbntext of foreign language
classrooms.

The theoretical part consists of three chaptéesfitst one deals with speaking as a
skill having its own nature and sheds light onféegures that distinguish it from the other
skills, the way it is produced and the functionattis can serve. The second chapter of the
first part, tackles speaking as a fundamental mednsommunication. This involves
addressing the communicative competence as a natieanced by a number of theorists
and the methodological trends in developing thguage proficiency. The third part deals
with a set of tools and techniques constitutingrttagor factors that influence the speaking
course.

The field work is composed of four chapters. Chapoeir and five present and
analyze data collected from the learners' questioarand teachers' interview respectively.

Chapter six present and analyze textbook activitiest relevant to the speaking skill and
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effective communication. Chapter seven suggeste gomedagogical implications through

the design of sample activities for teaching spagkvith a communicative purpose.
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Introduction :

The availability of recorded speech data amdrniéw possibilities to submit them
to direct analysis, allowed researchers to invagtignany aspects related to the speaking
skill. Psycholinguists and cognitivists addresskd tjuestion of speech production, its
phases and the conditions that shape the spokgudga. Discourse and conversation
analysts studied the interactive features that atharise talks and the conventions
interlocutors adhere to when engaged into conviersatOther applied linguists dealt with
the differences between the written mode of languatd the spoken one to highlight the
influence of transmission medium on the type ofjlaage produced. In the present part of
the study we will shed light on the main areas #pglied linguists researches have tackled
in an attempt to establish theoretical grounds tiep investigate, in other parts, the

communicative and pedagogical aspects of speaking.
1.The Importance of Researching Speaking:

The importance of studying speaking does not stem bne single reason but from
a considerable number of motives. They range fr@tothical reasons to more current ones
and from theoretical grounds to more practical oiég distinction made by Saussure and
Chomsky between langue and parole, and competemt@erformance respectively has
given rise to two major trends in the linguistigsaipline. The adherers of the rationalist
school were interested more in the investigatiorthef language faculty existing in the
brain or the mind, and in defining the universahrgmar. Their studies are essentially
grounded on some ” idealized and decontextualizesngle [of language use] which in
turn fit better the norms of writing than speecHughes 2002: 16). Chomsky is the major

exponent of this school of thought; he rather peef® investigate language and its

10
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components in a “pure” and "abstract” form” (Stet@83: 219) and leaves aside the
varieties of language use in its spoken and writbems.

At the other extreme point of the linguistic stigdiee find the trends that are
interested in performance that is the actual spakemritten data with a tendency to focus
more on the spoken data. Labov justifies this ¢aiéon as he states: “it seems natural
enough that the basic data for any form of genl@rglistics would be language as it is
used by native speakers communicating with eacérotheveryday life ”. (Labov 1971:
153 cited in Stern 1983: 219).

The second half of the twentieth century has wigadshe emergence of new fields
of research sharing the fundamental assumptiorathatnvestigation conducted under the
general cover term of linguistics should focus @rfgrmance. Conversation analysis,
discourse analysis, corpus linguistics form insésnaf these newly emerging fields.

Another factor that has given momentum to spokdna-tlased studies is the
inventions of computers and recording materialsis Thas facilitated the handling of
naturally occurring speech. Moreover, there hasagbrbeen an implicit association of
language acquisition as a whole to speech productie it in first language (L1)
acquisition or second language (L2) acquisitior, ribtion of learning the language means
essentially speaking it. A considerable number el kconcepts used in language
acquisition studies display this association, by wé illustrating let us cite: the silent
period, input, output, scaffolding, input modifiat, negotiation of meaning and so on.

Seen from a more practical angle, the study ofldpgacame to the fore of applied
linguistics scope with the flourishing of languagaching industry. More and more people
are interested in acquiring the speaking skill dbr@ign language (FL). The international
market place requires employees who can communézsty in face-to face meetings or

on the phone.
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Besides the commercial and economic motives, peagpée to master the speaking
skill in a FL in order to get by in whatever speakicommunity they happen to live.
Students who wish to carry out further studies atirbave better chances to succeed in
their education or in the new living community hiely know how to speak English (or the
required FL). This need for the speaking skill aseans of communication explains to a
certain extent the shift of FL learning pedagodresn the focus on pronunciation to the
communicative aspect of language use (Brown ané Y883).

The motives that may prompt L2 learners to leamakmg an additional language
are unlimited, the thing that gave rise to a keynponent in FL teaching which is the
needs analysis. Syllabi, courses as well as tekthaoe designed in accordance to the
objectives the learner wants to achieve.

Another important incentive for both researchingl déearning speaking comes this
time from applied linguists, As a reaction to timput Hypothesis advanced by Krashen
(11985 cited in Ellis 1997:47) and which stated thianguage is acquired when the learner
is exposed to understandable input. Merrill Swa®96 cited in Ellis 1997:49) views that
practicing the language whether through the spokede or the written one is another
important and effective way to acquire the langu&ge suggestion was termed the Output
Hypothesis, its underlying principles can be summpearin three points:

The target language production allows the learaerdtice the gap in his linguistic
knowledge, when he intends to fulfill a specifior@aunication need he does it with the
readily available knowledge he owns. This may help realize the lacking elements
needed for successful communication or it may catete what has been previously
acquired.

In addition to the consciousness raising role, laagg production gives the learner a

chance to test the hypotheses he has formulatedt &@iv® functioning of the language.
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Only by putting the rules he has inferred aboutl#imguage into practice that a learner can
decide about their correctness. The feedback neguitom such attempts of putting into
practice language rules indicates whether thesesrafe correct or they need to be
modified.

The third function of target language productionaignetalinguistic one, learners
usually discuss with their peers or with nativeayges the limitations of their linguistic
abilities and work together to find ways of conlfirg this linguistic knowledge.

Swain's suggestion forms, then, a powerful hypthabout how language rules are
internalized by learners. Nevertheless, it needsperxify the mechanisms through which
learners will be given the chances to producedhget language within classroom contexts
and this is exactly the target that pedagogicaaeers are trying to attain.

As it has been said before, the importance of reke®y and studying speaking are
so diverse and this led to approaching the slolinfrvery different angles and creating an

overlap of research issues shared by many diseglin

2. Defining Speaking:

It is popularly assumed that the question:"do yowow English ?” means:”do you
speak English?”. The importance of speaking, tke&ams from its being associated to the
general knowledge of the language, although soméeablinguists have some doubts as
regard this assumption, the particular status that speaking skill occupies remains
undeniable (Hughes 2002) . To understand what m#kesspeaking skill particularly
important compared to the other skills, it is neegeg to characterize its nature and
consider the insights offered by applied linguatsut it.

Fulcher (2003) defines speaking as: “the verbalaisenguage to communicate with

others. The purposes for which we wish to commueicare so large that are
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innumerable”. (Fulcher 2003:23 ). Though this wligfon is so straightforward it suggests

many key parts that need to be elaborated.

2.1.Inter-individual versus Intra-individual Aspects of Language:

The language that is inside the speaker’s minarbeits being manifested into
audible sounds has been referred to by many cancgphely: knowledge, competence,
language faculty and so on. (Fulcher 2003). Marsgidlines have attempted to describe
this intra-individual aspect, analyze its constitise explain how it is inherently present in
every individual as a primary language and howsitcquired through teaching as a
secondary language, when the language inside thieidnal is verbalized it results in
communication and interaction with other members heg community. This inter-
individual aspect of language has its own rulesa€onstruction, turn-taking, interruption
etc, and it occupies a significant status in saaktionships.

Speech is essentially a verbal activity, it isareltterized by the articulation of
sounds, the concrete physical realization of therival abstract knowledge as opposed to
writing where graphics are the outward aspect efsdéime knowledge. The combination of
these sounds bears some meaning according to smmentions proper to every speaking
community. Given the fact that sounds are ephensrdlhave to be processed “on the
spot” a dynamic interaction occurs between interors, they keep constantly exchanging
roles, the speaker now is the hearer later anchsd'lee listening skill plays a significant

role both for the understanding of the spoken attees and for planning what to say next.
2.2.Language Functions:

If language is principally a means of communicatimhat do people aim at when

engaging in talks? In other words, what are thections of speaking? In his definition,
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Fulcher (2003) claims that the purposes behind comication are limitless and closely
linked to the “human needs and desires” (Fulch@32@3).
Brown and Yule (1983) have attempted to categattieefunctions of speaking in
two big classes. They distinguished between theractional functions and the

transactional ones. By interactional functionssitmeant “the maintenance of social
relationships” (Brown and Yule 1983 : 11).Some epka® of chats that have social
functions are succinctly summarized by Richard080n these terms: “when people
meet, they exchange greetings, engage in smadl, tadkount recent experiences, and so on
because they wish to be friendly and to establislorafortable zone of interaction with
others” (Richards 2008: 22).

In this kind of talk speakers are the focal poimd avhat imports more is the sort of

relationship they wish to establish rather thanmiessage itself. This is the reason why:

“It is very noticeable that speakers in such chaindt typically challenge each
other, do not argue, do not require repetition arhsthing that the other person
has said. If a participant in such an interactioesdnot hear exactly what it was
the speaker said, he is quite likely simply to raodl smile”. (Brown and Yule

1983:12).

The interactional talk is characterized by its &griin formality and politeness
degrees. It gives many insights about the speald@igity and requires an intention to co-
construct the discourse from both sides of the ewsation.

The other function that speaking serves is a tcisal one. Here, people are either
conveying some pieces of information, intentionfamilitating the execution of services.
What imports in such talks is the message convetygdugh words and not the
participants. Hence, the need for negotiating theammg and using communication

strategies is strong.

15



'S
Uni versiteé é Setif2
This brief elaboration of filcher's definition isaf from being comprehensive;

however it includes the most important aspectsapertg to the speaking skill.
3.The Generation of Speech / Levelt'sddel:

The articulated speech perceived by hearers asdseaves is the physical
manifestation of verbal language. It constitutes fimal phase in a whole process of
language production and the outcome of other pregegreverbal stages. Psychologists
have suggested many models to unveil and explasetmon perceptible phases. Their
researches rely mostly on introspections and ecel@novided in anecdotal data ( Scovel
2001)

One of the strongest models of language produdtasuggested by Levelt (1989
cited in Bygate 2009:407). It is initially propasdo explain L1 production, but
researchers employ it to account for L2 productasnwell, taking into consideration, the
variations between the two processes

This model has enlightened many aspects of langpegguction, and has inspired
researchers in pedagogy and language teachingctaden some practical steps into
classroom activities. Levelt (1983 cited in Byga#9:407) states that speech processing
goes through four major phases: conceptualizatiormulation, articulation and self-

monitoring.
3.1.Conceptualization:

It is the starting point from which the productiohany utterance or even just a word
begins. The speaker conceives a particular medaaiognvey and intends to express it. For
this aim, he makes choices of the relevant infoiona&nd decides the order in which this
information will be given. In this phase the speaiakes into account the appropriateness

of his message with context. In more technicalhgliistic terms, he decides a given
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pragmatic purpose, a discourse type and a topigg#y2009). This set of mental activities
constitute the preverbal message intended to bslated verbally. Hence, Scovel (1997)
stresses the importance of considering this phrasgentalistic terms rather than relying on
empirical evidence.

“After all, speech does not start from nothing, ahdt does not start with
concepts, how else could it possibly begin? At shene time, we realize how
difficult it is to actually define this stage in manentalistic terms”. (Scovel
1997:29).

3.2. Formulation:

The next phase in language production is formutafidhis is a process whereby the
speaker prepares a plan of linguistic elementssiatild match the conceived meaning. In
other words, the speaker chooses from all levelghef systemic language store the
elements that enable him to map out his message sfdre encompasses the lexical level,
the morphosyntactic and the phonological ones.f@haulation phase is divided into two
processes, the selection of the lexical entriehergrammatical encoding and the sound
processing or the phonological encoding.

In the first process the speaker selects the apjte words, or what is also called,
lexical entries, lexical representation, lemmanfrois mental lexicon. This store of lemma
information includes the semantic information ahd syntactic ones that determine the
activation and selection of a specific word (LevdIB3 cited in Muranoi 2007:53, Griffin
and Ferrera 2006). A word is appropriate for seecif it matches the conceptual
components of the preverbal message, and if itfeéssocio-psychological context this will
prevent any misinterpretation from the part ofititerlocutor.

The second process in the formulation phase ipltiogological encoding. Here the

speaker decides the phonetic and articulatory elesrtbat go with the planned lemmas.
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He retrieves the necessary sounds, programs tleemrgance in either stressed or
unstressed syllables and specifies the motor actieeded for the articulation of speech.

All these mental activities are supposed to be medan a very limited space of
time, the fact that makes the speaker appeal tmidgatogether short phrases rather than
composing long subordinated clauses, this prosesallied add-on strategy. This explains
why the spoken language has a fragmented natur®;fdlot is more perceptible in

transcribed parts of discourse than it is in dlyeatticulated speech (Bygate 2005).
3.3.Articulation:

The third phase is the articulation. This is thepmm which all the preverbal mental
processing is translated into an audible streaspetch. The motor decisions performed
by the articulatory system are the realizationhs lexicogrammatical and phonological
plans. It is worth to note here, that all the sepganental features such as pitch, intonation
and the changing loudness are encompassed inlatibcunot excluding the pauses that
occur every now and then. Scovel (1997) draws ahogg between the articulation stage

and the printing of a computer program as he says:

“but this third stage of articulation is similarwhat happens when all of those bits
of information selected by a word processing proggo from your computer to
your printer ; unless vast amount of electricaldatarticulated into letters of the

alphabet and successfully printed, no messageésved” (Scovel 1997: 41).
3.4.Self-monitoring:
The final phase in speech production is self-mamty this process is not an
isolated step but it co-occurs with all the pregiqahases. It allows the speaker to check

whether his planned and articulated messages asecordance with intended meanings

and intentions. When conceiving a given messdgespeaker may change his mind and
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give it up if he realizes that it does not suit foeio-cultural context of the talk or that it
may lead to possible misinterpretations. At thamfglation phase, self-monitoring may
result in a rephrasing of an utterance and a changee layout of the lexicogrammatical

and phonological plan. At the level of articulatidnthe word or a particular sound is

pronounced wrongly, the speaker may correct himaetf provide the correct version.
However, if the process of self monitoring does pravent the speaker from misusing the
language, it allows him all the same to repair thistakes by immediately providing

corrections.

Pit Corder (1967 cited in Scovel 2001:83) argues skelf-monitoring or the ability to
correct oneself is an evidence that native spedi@rs a good command of the language
emanating from the competence existing in theirdsirNon-native speakers, in contrast,
can't realize by themselves that they have comthigteors and when informed about their
existence, they try to correct the errors by appgdio the rules of language they have
formulated and which constitute their interlanguagmpetence. These rules can be wrong
in some cases and may thus lead to the substitotian error by another one.

In the light of this account about language pradidug we can consider that speaking
is a complex activity made up of a sum of mental arotor activities and which demands
making choices at all the levels of languages&tatement is practically applicable to
both L1 and L2 production, and in order to underdtthe variation existing between both
cases it is necessary to consider first the dichgt@f controlled versus automated

processes.
3.5. Controlled versus Automated Processes:

Levelt (1989 cited in Muranoi 2007:55) employede timotion of controlled

processing to refer to operations requiring consioandling from the speaker; that is he
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has to conceive an intention and focus his attentio a particular activity. However,
automated processing refers to effortless opemtibat do not require any conscious
concentration on what is being done, it is onlptigh intensive and constant practice that
a skill becomes automated.

According to Levelt (1989 cited in Muranoi 2007:56pnceptualization is the only
phase requiring a conscious management, which mieanthe conception of any message
should occur with the speaker’s intention. Howevermulation and articulation are
automated given the fact that the speaker is ajreadlowed with a full linguistic
competence and that he does not need to focudtbigian on the competence every time
he wants to form an utterance.

For L2 speakers things are different. In additioriie attention focussed during the
conceptualization phase, the speaker needs tootaar well the formulation and the
articulation phases. He should activate his knogdedf the L2 rules to plan the encoding
of lexico-grammatical and phonological elementse Tdrticulation of segmental and
suprasegmental elements is an additional loadh®mnbn-native speaker (Muranoi 2007).
Due to this fact, L1 speaking sounds smooth andimeoous while L2 speaking is
fragmented and full with hesitation and false staahd only when the L2 speaker attains a
level at which the formulation phase is procedaelithat L2 speaking becomes effortless
and fluent.

Seen from a perspective of automaticity, a tagiraeeduralized if it moves from a
nature of declarative knowledge (facts, things)tie one of a procedural knowledge
(skills, habits...). If, for example, a non-natispeaker is supposed to name things in the
plural form, he has to refer to his declarative Wiealge about the target language and
more precisely to the rule stating that plural ferare obtained by affixing the “s”. The

speaker, then, has to attend to the operationadihgdhe “s”. However, if a lot of practice
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is done, the speaker will no more need to actittaterule again and again, instead he will
unconsciously affix the “s” to the names. At thigirg, we can say that his knowledge,

about plural formation is proceduralized. (Dekey2@01 )
3.6. Criticism of Levelt’s Modet

Although Levelt's model has proved to beyviafluential since its elaboration,
and has suggested many insights to the field gfuage teaching, it has been criticized for
not including the collaborative aspect of langugageduction that is how participants
contribute together in shaping the talk. The plagnof that intended meaning relates
closely to the participant’s expectations and te thanner they wish the conversation
should be managed.

This view has been expressed by Bygate (2009) assthies; “the use of
communication strategies depends on the joint ifiesion and resolution of a problem
with speaker and listener effectively plotting tteection of the discourse, and each
anticipating upcoming meanings and appropriate vedgxpressing them”. (Bygate 2009:
408).

One of the researchers who have studied the gemeraf discourse from the
perspective of joint construction is Wilkes-Gibld®997 cited in Bygate 2009:408). She

arrived to the conclusion that:

“Speakers do not merely formulate their message®rnms of conceptualization

that they have privately established. Rather messare selected and formulated in
the light of what they consider their interlocutegeds to understand. Hence, they
take bearings on their interlocutor likely relevatdates and where possible, on the

interlocutor’s likely relevant intentions or purgss. (Bygate 2009: 408).
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Wilkes-Gibbs views do not contradict Levelt's moa#l speech production, they

rather reveal the multifaceted nature of the spepkkill and that the topic can be viewed

from many angles.
4.The Dynamic Relationship between Speaking driistening:

Speaking occupies an important part in people’ly diée. Unless, it is the case of an
audience attending a speech, a conference orwdegtesentation, where the speaker is
producing long non-interrupted stretches of spedcls the norm that participants in
conversations keep constantly exchanging rolepedlser and hearer. They also mutually
strive to direct the talk towards a particular ppg@ which can be having a service done,
exchanging opinions or just chatting. By doing $®y jointly shape the structure of the

discourse and its content as well.
4.1. Conversational Organisation:
4.1.1. Turn- Taking Rules:

The participation in any interaction with one ooma than one addressee involves
taking turns to get equal opportunities to spedke points at which a speaker and a
listener exchange roles are the key elements liagiesthe structure of an interaction.

Harvey Sacks (1974 cited in Lee 1979:236), with twdlaboration of some
colleagues, proposed a model which explains howaersations are structured into
sequences of “turn-taking”. Although it was suggdsh the early 1970’s it is still a classic
model to which everyone should appeal to understangtersational analysis. The premise
underlying Sack’s (1974 in Lee 1979:236) model hHat twhat makes conversations
organized in terms of turn-taking is a two-parttegs a turn-constructional component

and a turn-allocational one. The turn-constructiocamponent is responsible of
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constructing the utterances that compose the spemakaurn. Whereas the turn-
constructional component is a set of rules thatresponsible of deciding who the next
speaker will be. These rules operate mainly insitaon relevance places (TRP) which are
the indications of speaking turns ends.

According to Sacks (2004) in more than two pgraat conversations, the allocation
of the next speaker is done through two techniglreghe first one, the speaker himself
chooses the next speaker by producing an utterdraterequires a response from a
particular addressee, such as asking a questionwaitd for an answer,or giving a
compliment and receive an acceptance or refusas@lare just illustrative examples of
what make up the adjacency pairs. In this kindtfcsures, the first part often decides the
following one. Adjacency pairs constitute relativeh considerable part of common
conversation structures. The second technique wiieaienext speaker is selected is the
self-selection by any participant; so, any onehef tonversing group can contribute to the
talk by simply deciding to take the floor.

Another equally important element for the undermdtag of conversational
organization is the idea of one-party-talking-dtrae, which implies that speakers should
minimize the occurrence of “gaps” or ‘overlaps’. Awverlap occurs mainly when a listener
notices the indications of a TRP which can be ef@tactic or phonological nature, as it
can be the uttering of the first part of an adjayguair. The current listener who decides to
become the new speaker before the other ends Ilkigetsults in an overlap. A gap,
however, may occur when the current speaker expecther to select himself for the next
turn but this one for some reasons would not dd,this results in a silence.

Sacks (2004) insists in this regard, on being ckgaen using the terms of gap and
overlap. A ‘gap’ may be confused with a ‘pause’Hbtdrms constitute “the two ways that

less-than-one-speaker-at-s-time occurs, ( Sackd:240W). While a gap is a silence that
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occurs between two turns, a pause is a silenceenapp within the same turn. The other
distinction is made between an ‘overlap’ and anefiruption’; these are “the two ways
more-than-one speaker at-a-time occurs” (Sacks :20D4An overlap is an engagement
from the part of the hearer in a turn before thea&pr has completed the utterance with the
intention of avoiding a gap whereas interruptiomesant to start talk and occupy the other
interlocutor’s turn.

It is, nevertheless, worthy to note that the qoesof tolerating gaps and overlaps
does to a certain extent relate to cultural dinmsi The length of silence is tolerated in
some cultures and even appreciated; it is regamdealsign of politeness and respect from
the speaker as he avoids overlaps. In contrasgthar cultures silence is avoided within
the flow of a conversation it causes embarrassiaetiobliges interactants to say anything

just to fill the silence gaps. (Celce-Murcia, O&ht2000)
4.1.2. Openings and Closings

Another point which pertains to the struetwf conversations and which
reflects the joint construction of meanings is ¢time of openings and closings used by the
participants to begin and end their talks. Opgsinsually take the form of greetings or
introductions to the topic. Closings indicate thed eof the talk, but they need to be
preceded by one or more than one pre-closings.eadksy may say: “well, okay ...” and
uses a falling intonation to show his intentioreatling the talk soon.

In some situations, where the participants do mdbriy to the same social status,
closings should be made in a very subtle way. Aheafor instance, brings his lecture to
an end by saying this: “right, okay, you've dondhaad we can continue tomorrow, bye”

(Fulcher 2003).
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4.2. Least Collaborative Effort:

The account advanced so far sums up the most iargogtements that reflect how
participants in a conversation shape together tituetare of their talks. Starting from the
same assumption, that is seeing the listener ionanmwnication as an active partner, not
just a passive receiver of messages, another nmwatelbeen suggested by Clark and
Wilkes-Gibbs. (1986 cited in Schober and BrennadB32I28).

According to these two authors, conversationalrauon is a joint action which
demands two active parties performing in coordorattommunication exchanges. The
least collaborative effort, a notion proposed bgsth authors, is the key principle of the
collaborative aspect of conversing. It states tila¢n speaking, interlocutors not only do
their best to minimize the effort employed to proelualk, by appealing to short and
simple phrases, but they do as well try to minimize effort they employ together as
partners in order to make the message understdmdmental efforts interlocutors do aim
at establishing mutual agreements on the commaungrthat allows them to decode each
other's messages(Wilkes-Gibbs and Clark 1992).

This principle is adopted by all participants imgersations but its use is remarkably
intense when interlocutors do not have equal listiuiabilities. If a native speaker is
addressing a non-native one he has to take intwuatchat intelligibility requires the use
of certain type of utterances. (Schober and Bren2@®B3). Among speakers of equal
linguistic abilities, the presence of “least cobtiasitive effort” is noticeable in many cases,
such as when referring to an object, unknown toiniterlocutor, for the first time. The
speaker may use long noun phrases to describehfgst so that when mentioning it in
subsequent turns there would be no need to destagain.

The collaborative aspect of face to face convessat also felt when interlocutors

ask for their partners' help by stopping at a gipemt to be completed by the other
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speakers. The help may take the form of a wordttiet have a problem in finding it, or

more than a word to complete an utterance.

Schober and Brennan (2003) illustrate this facptmwiding an example taken from
Wilkes-Gibbs (1986) corpus.

A: Every time | get on the elevator when it comesnf the fifth floor it has this
funny smell.

B: I've been using the ...... uh.

A: Stairs ?

B: stairs.

A: yeah.

(Schober and Brennan 2003:124).

In other cases, speakers may reformulate theiramtes relying on the interlocutor’s
signals of confusion and provide more clarificatida the intended meaning. It is worth to
note here that the listener’s feedback may be Veaat may consist of a gaze or a nod of
the head. Alternatively, speakers may stop befbeeutterance is completed when they
find that the interlocutor has already figured th# meaning and that the conversational
goal is already achieved.

In the following example, the listener does notdwehas a passive recipient who
waits for the speaker to finish his extended twnstart his contribution. Instead, he

contributes in shaping his interlocutor’s utteranoe acts as a co-creator of speech.

A: we really just disagree on one thing.

B: which is ...

A: which is that he wants to use terms like ‘mimttld do not think that they are
necessary’.

(Wilkes-Gibbs 1986 in Schober and Brennan 2003).124
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4.3.Clark and Krych View:

Evidence from corpora about the dynamic relatignshetween speaking and
listening are innumerable, the fact that has preshpesearchers to study this relationship
from a variety of perspectives. Thus, there is raplicitly agreed upon point which is:
each of the speaking and listening skills shouldb®explored from a unilateral view. In
other words, accounts on speaking should not st@x@aining how talk is produced by
an individual through stages of conceptualizatiformulation articulation and self-
monitoring. Nor should the study of listening stdpattention, parsing and interpretation of
utterances. Both skills cannot be accounted fareéited as being autonomous. Hence, a
need to bilateral accounts for each of the proceissmanifested.

Clark and Krych (2001) stress the importance oéaeshes based on a bilateral view

in this statement:

“In dialogue, then, the participants work togetimedetermining the course of each
utterance. They rely not only on each other’'s vagighals, but on each other’s
gestural signals ... they use the signals to crpaigective pairs by which they
ground what they are currently saying ...Model$aofjuage use that are limited to
only part of this process are necessarily incomepletd, for many purposes,
incorrect”. (Clark and Krych 2001: 79).

Starting from the idea of studying the kind of telaships that may exist between
speakers and listeners, a distinction is made #twateractive and non-interactive
communications.

Interactive or multi-party communication can take form of, talks between friends,
shopping exchanges, job interviews, and so on. iN@mactive communication or
monologues can be, journalist reports, academitures, politician speeches.... In this

second category it is obvious that there is no mang of the listener's understanding by

27



'S
Uni versiteé é Setif2

the speaker given that the feedback is delayesl woti provided at all. It is, then, necessary

before any elaboration of accounts pertaining eéogpeaking skill, to note first whether it

concerns dialogues or one-way talks.
4.4. J.C. Richards” View:

Within a pedagogical framework, Jack C.Hars (2008) contributed useful
insights on listening. He suggests that this gkt two primary roles to play, and both
roles have some repercussions on the speaking Bhelfirst function is the facilitation of
understanding speech, the second one is the &diatitof language acquisition.

The interpretation of spoken discourse is achidiienlgh listening and it represents
the fundamental goal of the listener. But this @dnpe attained unless he consciously
directs his attention to the speaker, activatephis knowledge and schema; and uses the
listening strategies that enable him to approachnaanage his listening.

It is important when dealing with listening as coefpension to see it as a sum of
sub-processes and not as a single step: the rdoagaf words, the identification of
cohesive devices and the sorting out of key worndlssiitute examples of these sub-
processes.

The first function of listening is, therefore, tdecoding of spoken discourse, a step
without which the listener won't be able to coniri his next turn when engaged in a talk.
The second function is similarly linked to the dpeg skill but in a different manner.
Richards (2008) asserts that in addition to conmgasion, listening provides an important
means of language acquisition, the linguistic inputsented in pedagogical or social
environments is a key element in acquiring a tatgeguage, Schmidt (1990 cited in

Richards 2008:15) points to the importance of ‘tiofi” and “conscious awareness” in
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language learning and argues that only with thp béthis mental process can input (what

is heard by the listener becomes intake (the nbfieets of the input).

Features of language which have appeared in thmtt iand which through the
process of noticing have been detected will subsettyibe incorporated in the speaker’s
production. These features may take the form of mewds, grammatical structures,
cohesive devices and so on. It is, then, throwgibring to language that a learner of target

language can speak it.
4.5. Grice Cooperative Principle:

In the field of pragmatics, a consistent theoryotewmg around the idea that
interlocutors strive together to reach success@uhrounication is advanced by Grice
(1975in Bloomer, Griffith and Merrison2005). In n@al circumstances, individuals speak
to strengthen the social ties or to ensure thestngssion of information in a successful
manner. They engage into speech for some shargasms they cooperate together to
achieve. This premise is fundamental to the nadiocooperative principle (CP) that Grice
has developed.

Relevant to the suggested notion are the four msvof conversation; the first
maxim states that interlocutors should be suffityeimformative to help fulfill successful
communication. They do not need to say more thas liequired from them and surely
should not say less. The second maxim requiresntieeactants to say only what they
believe is true and rely on strong evidence. THubkgey are not sure of the quality of their
talk they can show their uncertainty about thehtrat the information by saying for
instance: 'l am not completely sure, but it can.bé. The third maxim reflecting the
cooperative attitude of speakers necessitates Ibelagant to the topic and the last one is

to be clear.
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Grice’s view is an additional evidence that theasey skill cannot be explored
fully and extensively without reference to thedising skill. Accounts on this topic are so
numerous and varied that cannot be all mentioneslighn a context. However what has
been dealt with so far constitute the fundamentsdumptions that will have some
pedagogical implications and that will explain ttieoretical premises underlying any

methodological choices in second and foreign lagguaaching.

5. Differences between Speaking a Primary Langge and Speaking a

Secondary One:

Before getting into the details of this topic,9tdonvenient to clarify the meaning of
the adopted terminology. The term primary languagesed here to refer to mother tongue
(MT) or native language, and the term of secondanguage is used to denote second
language or foreign language.

The dimensions taken into consideration when usihghese terms involve some
ambiguities and overlaps owing to the various ctatns applied linguists have
attributed to these terms from the one hand andrthkifaceted nature of bilingualism
from the other hand. The term primary language maglve the following meanings: the
language acquired during early childhood, or thegleage dominantly preferred by the
speaker for everyday use, as it can imply the laggwn which the speaker has a full and
perfect command. The term of secondary language suggest meanings such as: the
language acquired after the L1 or the language bichwthe speaker has a limited

command (Stern 1983).
5.1. Speaking the Mother Tongue:

Speaking one’'s mother tongue is a matter whichtakeh for granted” (Fulcher

2003: 22) as all healthy individuals acquire tHest language during the early phase of
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their age. The process of acquisition is so easlysamooth that people do not notice the
efforts done to learn it. Children pick up their thher tongue via communication with their
social environment. Before being able to utter $alhtences, children go through a number
of stages: to begin with, a silent period is anvei@able step during which children are
just recipients of the language produced by thaiepts or caretakers.

After about one year of vocalisation that have inguistic meaning, toddlers start
labelling objects or summarizing a whole sentem¢e just one word. Then, two-word or
multi-word utterances appear, here functional wandd inflections are omitted and the
order of words is not stable. A gradual progressirig for three or four years allows
eventually children to use full utterances withreat grammatical patterns and varied
lexicon.

By attaining the age of schooling, every child wbllave acquired the ability to
convert thoughts and ideas into audible speects ability will form the means through
which individuals communicate with their environrhém their daily life. (Crystal 1976).
Fluency is, therefore, a guaranteed matter in pgn@nguage speaking, though not all

individuals are endowed with the same degree rfithoy 2005).
5.2.1. Fluency:

Before going any further in this account, it is @&gary to discuss what the term
fluency denotes. This word occurs in every-day wahin sentences like this: “she is
fluent in English, French, German and Italian”, neean that; “she knows all these
languages”. This general meaning does not speledycomponents nor the limits of this
knowledge, this very point has become one of tiptieghlinguist’s concerns.

When employed as a technical term fluency” has bdihoad meaning and a narrow

one. The broad meaning is equivalent to speakinggency. The narrowest meaning

31



D
Uni versité @j Sétif2
involves some criteria which themselves need maogeige definitions, the most important
one is the rate of speech. If a speaker is faBisielivery, this means that he manifests a
sign of fluency.

Other signs may be the absence of excessive paasthgesitation, long utterances,
connected speech, and the use of small words suckally, | mean, oh... to gain time for
formulating and producing more talk ( Hasselgref8l8ited in Luoma 2004:19).

There is a wide agreement among researchers abeudeatures that characterize
fluent speech, but this consensus needs to bededeto include precise definitions of
each feature. What are the parameters that dalmitength of utterances? What are the
limits of the tolerated hesitations and pauses? Ao can “smooth talk” be described?
Furthermore, judgements of the listeners may raaflect properties of the speaker’s talk
as they may just translate their own perceptionso Tspeakers may hold opposed
judgements concerning the same speaker’s talk (aL2004).

Cognitivists associate the term of fluency to awbaity; when the speaker’s ability
to produce language reaches a certain level anohiescautomatized, it will be easier for
him to plan and retrieve the appropriate lexicod grammatical patterns to convey his
messageslhus, there will be no more need to pause in thistaf the turn to focus one’s
attention on how to reformulate the utterance dook for the more precise word (Fulcher

2003).
5.2. Speaking a Secondary Language:

Fluency is accessible for L1 speakers seeing tiegt have a good mastery on the
linguistic knowledge. However, in secondary languagntexts things are different. To
understand this point we have to go back to hoecarsdary language is learned. Fulcher

summarizes the fundamental difference existing betw both processes in this
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statement:“learning (or acquiring) a language ekila is something that happens; learning
a language slightly later in life is something yami'.(Fulcher 2003: 22)

In the same respect, the author argues that oathé&s know how much effort and
time are spent to learn a secondary language antidyparity speak it. Dekeyser (2001)
supports this viewpoint when he says: “learningge@ tanguage in adulthood is a slow and
frustrating process”(Dekeyser: 2001: 125). In smfethe wide agreement upon these
statements, they prove to be rather broad and gerteance, a more detailed accounts is
needed.

Thornbury (2005) explains that what makes the dpedca secondary language
learner dysflulent is the lack of automaticity. Jhdeficiency compels the non-native
speaker to focus his attention on every minute amapt and sub-component of the skill
(Dekeyser 2001).

The cause of this lack of automaticity is mainlg ihsufficient amount of practice.
Little chances are presented for secondary langlesgaers to use the target language in
genuine conditions. The speaker’s use of the laggus limited to a practice of correct
grammar and vocabulary patterns in artificial ctinds. All this gives rise to a feeling of
anxiety and lack of confidence as soon as the speiakrequired to take part in real
interactions.

The cognitive study of language production does rteal any significant
differences in the mental activities involved ire throcess of production, be it a primary
language or a secondary one. In order to conveyessage, a speaker of secondary
language has to conceptualize ideas, formulatsyhtactic and the phonological patterns
and eventually articulate speech. A process ofreelfitoring accompanies the three steps.

What differs, then, is the linguistic knowledgeeits
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In most circumstances, the linguistic knowledge afnon-native speaker is
considerably inferior to that of his primary langeaMuch effort is made to find the right
structures and retrieve the exact words.

Even the non-native speakers, who master the tar¢giguage grammar and
vocabulary, find it difficult to access to this kmedge, they desperately look for words
but they don’'t come to their mind. The knowledge tiveir possession needs to be
integrated so that it becomes accessible.

A further factor that makes of speaking a seconttamguage a difficult task is the
appeal to translation from primary language. Thessage is initially formulated in the
native language, then, it is translated into thgdaalanguage. This will certainly take twice
as much time as when the message is directly fatedlin the secondary language.

Because of the fear to commit any errors while kipgga non-native speakers tend to
over use the self-monitoring process, they foceg thttention on every component of the
skill from the conceptualization of ideas to thdicalation of sounds. They produce
utterances under the pressure of avoiding to migheelanguage. Yet, this anxiety
exacerbates the situation where it is supposeapoave it (Thornbury 2005).

The image of secondary language production is hotys as obscure as it is
depicted in the previous lines, for this accountswaeant to summarize the major
problems faced by non-native speakers and whickieptethem from producing fluent
speech. However, non-native speakers who try tm lagarget language and speak it do
not constitute a single homogeneous category. thaybe classified into two categories,

each of which involves more distinctions to be made
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5.2.1. Differences between Speaking a FL and Spea§ia SL:

Speaking a second language is similar in maspects to speaking a foreign
language, but there are some points of divergereding more clarifications. The major

distinction between both cases is characterizeStbgn ( 1983) as follows:

“In contrasting second and foreign language theretoday consensus that a
necessary distinction is to be made between a atwenlanguage learnt and used
within one country to which the term second languhgs been applied, and a non-
native language learnt and used with reference speech community outside
national or territorial boundaries to which thenteforeign is commonly given ”.
(Stern 1983:23).

5.2.1.1.The Environment

The environment in which language is learrd ased represents, then, a fundamental
area of difference. Since our focus here is the afsnguage, and more precisely the
verbal use, we will deal with how the speakinglgkibaffected by learner’s environment.

Through the full exposure to the target languag®erse language learners get more
chances to know both the language as a systemled and the sociocultural frame in
which it is used. However, the foreign languagerees' exposure to the target language is
limited to the few hours spent weekly in the classn. From the outset, this may imply
that SL environment is the ideal milieu which gudegs the acquisition of language
competencies including the oral proficiency. Yemless a non-native speaker benefits
from the available opportunities to practice larggiahere will be no question of favorable
conditions. Thus the responsibility has to be tabgmhe learner otherwise the matter does
not exceed to be a potential capacity ( KecskésPapgh 2000).

Stern (1981 in Kecskés and Papp 2000:4) claims filoen the difference of

environments that frame the language learningumedensues the dichotomy of learning
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language functionally and learning it formally. Etional learning (and use) of language
occurs within the target language community, unaigural conditions where the non-
native speaker is compelled to participate in riggéractions to meet certain real
communicative needs rather than instructional aims.

Stern (1983) points out to the mechanisms of legrrthrough exposure in this
statement: “within the target language environmarg opportunities for absorbing or
acquiring the language not unlike the acquisitiérihe first language in infancy” (Stern
1983: 391).

However in classroom settings, the use of languadesed on language analysis
and is deliberately directed to meet pedagogicadse Stern (1983) considers the
distinction between both processes similar to thatle by Krashen (1978, 1981 in Stern
1983) that contrasts language acquisition to lagguaarning. By ‘acquisition” Krashen
refers to SLA the conditions of which are very danito those in which children pick up
their first language. The language is acquired madljuwithout any systematic study of its
components. Learning, in contrast, is a consciouscgss where formal teaching
intervenes. It is usually carried out in classrosettings. Krashen’s distinction between
acquisition and learning has been adopted by messarchers afterwards and it formed

the basis on which SL and FL learning are diffaetatl.
5.2.1. 2.Motivation:

A further dimension that should be taken into cdesition when dealing with
variation between SL and FL use is the degree diviadmon for learning and practicing the

target language. In this respect, Littlewood (1988)s:
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“the primary motive for learning a language is thatprovides a means of
communication. A person is therefore most likelyb® drawn toward learning a
second language if he perceives a clear commuaicaked for it. The extent of
the communication need depends to a consideralientern the nature of the

social community in which the person lives ” (Lettfood 1998: 53-54).

For non-native speakers who learn a SL, the tdeggjuage is a necessary step
towards a better integration into the community reht@ey live. The necessity to fulfill the
constantly urging communicative needs is a stror@ive which prompts non-native
speakers to produce language in real-life situatiodowever, FL learners do not
experience such functional stimulations. They aather learners of the systemic
knowledge of the target language with perceptiontofpotential communicative value.
The scarce opportunities that allow them to reattze communicative aspect of this
language are limited to conversations carried oith wutsiders, or to the use of this
language outside the boundaries of their living camity. (Littlewood 1998).

The account elaborated so far on conditions of ldyction as compared to those
of the FL production may give the impression thlateBvironment is much more efficient
than FL one. However, the environment factor id4 use element of the complex and
multifaceted process of language learning. Dravaimigclusions from the study of a single
element may lead to a blurred vision of the whaoteage. Stern (1983) stresses the

necessity to avoid favoring one form at the exparfsmother as the says:

“ Making the distinction between these two mainditans of language learning,
or language teaching theory must avoid apriories Im favour of one or the other.
Ideally, of course, the natural language setting #me educational treatment
should complement each other”. (Stern 1983: 393).
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5.2.1.3. Instruction:

Up to now, this discussion has dealt with two disiens: the first one is the settings
in which language is produced and the amount odppities they offer for the non-
native speaker to use the target language. Thendeisothe degree of motivation that
stimulates the learner to use the target languAgeequally important dimension is the
kind of language that non-native speakers learn.

In SL environments, the learner picks up a regimaaiety having its own manners
of pronunciation and patterns of grammar and voleapuThe differences may be slight
when compared to the standard language, neverthellesy reveal a belonging to a
particular region. In FL learning, the languagegtauin the classroom is the outcome of
long studies conducted by methodologists and reBees in pedagogy and ELT. The
grammar books and course books adopt a languagehvidhinot proper to a particular
region but which is conventionally selected to e language of instruction. The teacher
himself is not a native speaker and has been foim#te same language he is teaching his
students to use (Brown and Yule 1983).

Again, seen from this angle, no one of the two forcan be thought of as more
efficient than the other as long as the kind ofjlsage used by non-native speakers in both

cases serves their aims and meets the needs waehuhged them to learn this language.

5.2.1.4. Feedback:

A further areawhereFL speaking differs from SL speaking is the typdeddback
engendered by the addressees in both cases. letfhhgs, when a speaker is trying to
have one of his daily services done such as imgabout directions or buying something,

he draws upon the reduced linguistic system atlisjsosal. The addressee who is a native
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speaker in most of the cases focuses mostly ordahtent of the message and attaches
little importance to the form. They negotiate theaming to get the service done without
insisting on providing a corrective feedback.

In FL classrooms, corrective feedback constitutemsegral part of the lesson. It can
be provided by the teacher as it can be given bypiers. Teacher's feedback can be a
response to the content of the student's perfocenat can consist of praise, a
modification of the delivered message or a criticisf what has been said. However, in
language classrooms, the main focus of the teasherdirect his corrective feedback to
the form of the utterance. He may localize therearad expect the student to correct it by
himself or explain the type of error made and ptevihe correction. (Lightbown and

Spada 1999,Richards and Lokhart 1994).

6 .Differences between Spoken Language and Writtdranguage:

Advances in technology and precisely in electralicumentation such as computers
and record players have suggested new perspettivegsplied linguists. The long era of
studies and analyses based solely on written @atee ¢o an end and a distinction is made
between written language samples and spoken lapgmags. Researchers who relied on
computer-aided analysis of spoken corpora were Iynasterested in finding out the
frequencies of vocabulary use and the kind of padten which this vocabulary appears.

The meticulous researches conducted on this fiae farrived to the conclusion that
people do not converse in the same way they whigsce, the teaching objectives should
be set when teaching the speaking skill to FL learnshould teachers teach language as it
is spoken by lay people in natural contexts orldmguage that is used in academic prose?
(Hughes 2002). For a better understanding of tismaina it is convenient to consider the

major differences existing between both modes. Bafpre this, an explanation of the
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conditions under which each of the skills in progllids necessary as it reveals the

underlying causes of these differences.
6.1.Time and Place Factors:

The major factor that determines the features ofi @ode is the time factor. Spoken
words are decided and formulated at the same timarteculation. The duration that
separates the organization of the message andhytscpl manifestation is to be counted
with milliseconds. The time constraint imposes\&egidegree of complexity and length of
the utterances. (Bygate, 1987).

Another determinant factor is the physical presaridie listener who is supposed to
process the speaker’s utterances in real time Tde production of speech should,
therefore, fit the capacities of both the speakand listener's working memory. In other
words, the oral production of language in a limiggxhce of time is performed within the
limits of the working memory of the speakers wha'tgplan and handle too much
information at the same time. The hearers workirgmaory as well are not capable of
processing long utterances loaded with much inftongHughes, 2002).

Concerning the written language, the writer hasughotime to decide upon his
message, produce it, and edit it if necessary.dhetits from the factor of time availability
and from the opportunities provided to the workingemory to process as much
information as it is desired. The abundance ofpla@ning time affects the kind language

writers use, and influences the choice of strustared vocabulary.
6.2.Discourse Structure:

Given the contrasts that distinguish each of theleagproduction, some variations
have resulted and characterized each of the modis specific features. The main

difference that characterizes speech is its coctstru Whereas writing is composed of
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sentences, idea units form the building blockspafesh. These are short phases or clauses
linked through the use of additive ordering, treaby employing, and, or, that, or but. In
some cases the phrase are just juxtaposed witmyutirlk word or with a pause made
between phrases.

It is evident, then, that the structures used lBakprs are much simpler than those
used in writing. In the written mode it is moreduent to find long complex sentences.
Dependent and subordinate clauses are the linguwatriers of information. Idea units,
generally last for two seconds and are composdeéssf than seven words (Chafe 1985
cited in Luoma 2004:12). They usually occur betwéen silence pauses or between
hesitation markers. Because of the dynamic natuspaken discourse an idea unit may be
started by a speaker and completed by anothert @ay bear lot of elisions given that

both interlocutors share some elements of knowledge
6.3. Vocabulary:

A further distinguishing feature is the type of abalary employed in each of the
modes. In most circumstances, speakers are uneeréssure of time when groping for
the right term. Furthermore, they know that if arévés uttered there is no chance to
prevent the listener from receiving it. The subssjuepair is by no means comparable to
the editing which is possible in writing. For thisason, the speakers’ vocabulary is less
rich and precise than the writers’. Non-specificrdgwhich can bear a wide range of
meanings are opted for in many situations.

The choice of vocabulary may as well be determioygdactors of appropriateness,
most conversations are carried out within a sdcahe where participants are ordinary
people who may be friends, relatives, neighborsatieagues. This kind of conversations

demands an informal level of language. In contrastyersity lecturers, journalist and
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politicians are obliged to use literary styles vehére vocabulary is well selected. (Chafe
and Danielewig 1987 in Hughes 2002:12).

The variations that have been discussed so fawaizh involve choices at the level
of grammatical patterns and lexis may be very mahior inexistent at all in some cases
where speech is planned before its delivery. Suases may encompass: conference
presentation, politicians speeches, and academiarés. In similar cases, the speaker
benefits from the available planning time whichgaedes the day of delivery. He selects
carefully the structures more needed to conveygtiment of his talk. Utterances, then, are
longer and contain more subordinations and compigmactic structures. The ideas are
organized with phrases like: “in the first place,the second place, at the end the
choice of lexis is well studied and explicit termie used where necessary, the speaker
may even edit his talk several times and rehearspéatedly before it is presented in front
of the audience. This type of spoken discourserht®er the properties of the written
language. It is 'spoken writing'. (Yule and Browd83, Bygate 1987).

In spite of the differences pointed to earlierwesn speech and writing, it would be
fallacious to pretend that each of the modes i®gwd by distinct grammatical and lexical
systems, it is rather the realizations of a sirgylstem which differ. In this sense, Carter
and McCarthy (1997 cited in Rost 2002:30) claiminfjuists now assert that written and
spoken languages, while based on the same undgrysmmmatical and lexical system,
simply follow different realization rules”. (Carthe@nd Mc Carthy 1997 cited in Rost

2002).
6.4. The Pedagogical Implications:

Researches done on the description of spoken dszoand the features that

distinguish it from written one do not stop at theel of working out the differences but
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go further to analyze the implications that sucidiings might have on teaching the spoken
form of language. Consequently, dozens of questammae to the fore: what kind of
grammar should be taught, is it the spoken graman#éne written one? Does teaching the
spoken form of language as it occurs in everydegunistances, with its elisions, general
words ... fit the learner’s needs from the one hamdi the teachers orientations from the
other hand? Which dialect is going to be adoptedrfstruction if the decided choice is
favorable to the spoken form of language? To wktdrg should the teaching materials be
authentic and reflect the patterns that really oatmatural conditions?

Attempts to answer these questions have resultéteiemergence of different trends
that perceive the above mentioned issues in diffeneanners. According to Yunzhong
(1985 cited in Hughes 2002:62). The major featuraracterizing the spoken form of
discourse is just the use of a register where filealser articulates words with a slur, elides
parts of utterances and employs an informal vo@aulThe written discourse, on the
other hand, requires a “’high-flown” style and mefaborate patterns of language use.

This trend opposes the idea of incorporating iotongl instruction the features that
distinguish the spoken discourse. A model that talepch features can’t be generalized
for all conditions of language use. Furthermoregséh pedagogical orientations will
consider the learners' needs who is, in most ofctses, interested in formal styles of
language. Neither the teacher is enthusiastic pdement similar practical realizations into
colloquial conversations, but they will be studiad a subsidiary content rather than
constituting a core element the linguistic knowledg

The other view, however, claims that speech needs mesearches through the
analyses of corpora and the investigation of tlekep grammar and lexis. Only by doing
this, can researchers in pedagogy explore new ebat language use and bring new

suggestions into the language classroom. Propopéttigss thought believe that the variety
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in language choices fits the emerging varied demamidthe learners. The range of

structures dealt with by teachers must prioritize $poken form of language. This one

must occupy an essential part in the whole teacmatyix. (Carter and Mc Carthy 1997 in

Hughes 2002:62).

The investigation of the structural choices avdddb pedagogical researches entails
another issue, namely the selection of a particstiamdard or language form. Brown and
Yule (1983) draw the attention to this problem wthieay say: “Spoken English appears
very variable, and it is very different from onealdict area to another. Even between
speakers who mostly speak standard English thexa@iferent emphasis in their selection
from forms in standard English”. (Brown and Yul@8B: 3)

There should be, then, some criteria on which #lection of a particular dialect
should be grounded. Hughes (2002) thinks that aeutistbn related to the question of
standardization is influenced by native speakandginents on what is correct and
appropriate for instruction, some forms and diaece regarded as highly esteemed due to
the cultural and historical considerations. Staddanglish for example is conventionally
accepted to be one of the southern England diglelctghes 2002). Although judgments of
this kind are highly subjective, they fit all thanse the learner’s desire to acquire the
language used by the educated class and whichdeelorestigious forms of language.

Another fundamental issue that relates to theraiBon between spoken and written
forms of language is the choice of the teachingenels for classroom use. The question
that may be asked in this context is: can extratten from casual speech be employed as
teaching materials? What has been used so farstnaes of language is mostly derived
from traditional sources which are closer in trgmctures and vocabulary to the written

form of language than to the naturally occurringesgh.
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The adoption of authentic spoken materials offerteld opportunities to raise the
learners' awareness of the pragmatic componentefotal proficiency to stress the
collaborative aspect of conversation buildings]tievertheless, difficult to decide whether
some particular instances of language use can wghttao learners. Hughes (2002)
provides some of these instances and stressedfficalty of making such decisions in
this statement:

“Would you, for example teach the following your students if they were
learning English? If you were learning a languageuld you want to learn similar
expressions in the target langrage ?

1- ‘aint

2-  ‘blooming thing'.

3- ‘t window’ (instead of the window),

4-  ‘the man | told you about, his brother’s wife’s lgti my car’,

5-  ‘good job you told me’,

6- ‘he’s a nice man, Harry is’,

Investigating the distinguishing characteristicsha spoken discouse and the written
one is not an end in itself but it is a necessaep $0 shed more light on the choices
available for course designers, teachers and le;artihelps to make important decisions
that meet both learners' expectations from the loaed, and the teachers and syllabi
designers tendencies from the other hand. Theerahdecisions that can be made affects
many aspects of the teaching process, namely:tstescof grammar and vocabulary, the
focus on interactional properties of language, #mel materials for introducing the

language data.
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Conclusion

Due to the multifaceted nature of speaking, reseercthis skill has been undertaken from
a number of perspectives and for diverse purpdsespite of this extensive focus, little
importance is given to speaking as a discrete blwNing its own cognitive implications and
its own linguistic particularities. In most of tlercumstances it has been dealt with as a
synonymous concept of language acquisition. Coresgtyy the speaking skill needs to be
more thoroughly investigated at the different levielolved in verbal communication and the
interrelated fields that can bear on this areas Tan be done by taking as points of departure
the innumerable insights coming from different agaa disciplines and by exploring them

till a more ample picture is obtained about thidl.sk
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Introduction

Communication is a broad concept involvingny modes and systems where
language production and particularly speaking ctutst one central element in this
concept. An understanding of the mechanisms whevelyal communication is achieved
necessitates an exploration of the communicativepatence. This notion is coined to
capture all the linguistic and communicative ai@$itthat enable an individual to speak
with others. Although communicative competence basome a fundamental notion
necessary for the understanding of many issuepptiea linguistics, methodologists hold
some divergent views as regards how to acquiredtassroom contexts. This chapter tries
to elaborate the different aspects of the commurmE@ompetence and displays some of

the main views on enhancing language proficienadyarticularly the oral one.

1. Communicative Competence:

One of the major concerns of researchersanguage pedagogy is to delimit the
components of the target language. In so doingjlitbe possible to set clear objectives
for the design of curricula in general and couigegarticular. Over the four last decades
specialists in language teaching researches haaendtheoretical frameworks to give
clear definitions to the language proficiency aoavht can be taught.

The key concept which has guided all theaedees is the communicative competence.
This term has been used to mark the end of anteeacterized by its emphasis on the
language grammar and its contention that languagesystems that should be handled
separately of their speakers. The advent of som@uonary ideas has caused a shift in

the perception of things. Their central premisgoionsider language users as integral

a7



D

Université [(&| Sétif2

parts that should not be neglected if the studylamfguage and communication is
approached (Celce-Murcia 2008).

Hyme's (1971 cited in Peterwagner 2005thépretical views were the starting point
from which other researchers have been inspirets Jdciolinguist was unsatisfied with
the Chomskyan concept of competence. For him iideed only on the linguistic aspects
and ignored the sociocultural dimensions of speeghnts. Context was a primary
requirement for appropriate language use, and razating it into the study of language is
highly important.

Hyme's views were very abstract but they acted aatalyst for other authors to
design more concrete models. Bachman and Palm&36 (cited in Luoma 2004:99)
model is an illustrative example of these modelsii basic assumption is that language
use can be thought of as a system that involvemtbeaction of language users with the
language system itself as well as with the condéld@nguage use.

Hence, language proficiency is no more mdgh to be consisting of only linguistic
elements but it goes beyond that to include praigmabciolinguistic and strategic
components. In other words, language should notptesented "as a set of forms
(grammatical, phonological, lexical) which have lie learned and practised 'but’ as a
functional system which is used to fulfill a rangfecommunicative purposes"” (Tarone and
Yule 1989: 17).

Bachman and Palmer's (1996 cited in Luom@42®) framework of communicative
language ability encompasses two big parts; thguage competence and the strategic
competence. The former is static whereas the lmttdynamic. The language competence
in turn consists of two components: the organiretiocompetence and the pragmatic

competence.
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Communicative competence

Language knowledge

/

Organizational knowledge

T

Strategic knowledge

Pragmatic knowledge

7N

Grammatical
knowledge
-Vocabulary
-Syntax
-Phonology/
Graphology

Textual
knowledge
-Cohesion
-Rhetorical and
conversational
organization

Functional
knowledge
-ldeational functions
-Manipulative
functions
-heuristic functions
-Imaginative functions

Sociolinguistic
knowledge
-Dialects/varieties
-Natural or idiomatic
expressions
-Cultural
and figures
of sneec

references

Components of Communicative Language Competence djgmm, Bachman and

Palmer's Model (1996 in Luoma 2004:100)

The organizational knowledge is the categocjuding all the formal elements needed
to produce and interpret grammatically acceptal@etenices or utterances and texts.

Within this category two kinds of knowledge are tidiguished: the grammatical

knowledge and the textual one.

The grammatical knowledge is the set ofitdsl required in what Widdowson (1978
cited Bachman in 1990) calls the language usageelyaphonology or graphology,

vocabulary, morphology and syntax. As for the tektknowledge, Bachman (1990)

defines it as:
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"The knowledge of conventions for joining utterasmidegether to form a text,
which is essentially a unit of language — spokewtten — consisting of two or
more utterances or sentences that are structuceddag to rules of cohesion and

rhetorical organization”. (Bachman 1990: 88).

It ensues from this definition, that corsagfonal conventions such as how to
establish, maintain and end a conversation as ageliow to get the listener's attention,
start a topic and develop it are all included wittiie textual knowledge.

Conversations and written texts have theirtipaar devices whereby cohesive
relationships are marked and in both modes a krugel®f these devices is necessary for
organization of discourse be it spoken or written.

In addition to the organizational knowleddke other subcategory of which the
language is composed is the pragmatic knowledges fijpe of knowledge involves the
interaction of language as a system of signs \kighspeaker's communicative purpose and
the context in which the speech event occurs. Utlteheading of pragmatic knowledge
two types of knowledge are distinguished: the fiometl one and the sociolinguistic one.

By functional or illocutionary knowledge i meant the competence with which
language users decide upon, produce, or interpgidtem speech act. This knowledge is
responsible of specifying the functions for whiemguage will be used. These functions
can be classified into four classes which are: itesal, manipulative, heuristic and
imaginative ones (Celce-Murcia 2008). The biggestt @f language functions has an
ideational nature, that is, these functions expil@ssanguage user's experiences pertaining
to the real world. Instances of this kind of use: @ane transmission of knowledge through
lectures or written articles, or the expressioormé's feelings and emotions to a friend.

Utterances with manipulative functions areosth intended to affect the world

surrounding the language users such as formulagqgests to get someone perform an
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action. Other examples can be: the use of langt@agegulate people's behaviour, and to
establish particular relationships with the others.

The third type of functions in the heudstine. Utterances used by people when
teaching, learning, memorizing facts or solvinghpems are instances of how a person
extends his or her knowledge of the surroundingldvorcluding knowledge about the
language itself.

The last function is the imaginative one. étgs people employ language creatively to
establish aesthetic or humorous effects. The usiggofative language, telling jokes or
reading poetry are different manners by which thaginative dimension of language is
translated.

This listing of functions does not imply thatlanguage user accomplishes only one
distinct function in every sentence or text, indteaultiple functions can be performed
simultaneously in one language use.

Besides the functional knowledge, the secoudcategory comprised within the
pragmatic knowledge is the sociolinguistic one.sTkmowledge allows the language users
to be sensitive to the context and speech situafite form of the produced language
should be appropriate to the language use situgtiorterms of dialects, cultural and
religious beliefs, register...and so on. Conventitrest characterize a given variety are
appropriate only to particular situations and laaggiuse may sound inappropriate if, for
example, a standard language is used among cieseldror in the street within ordinary
people.

Equally important is the appropriatenessetster, that is the set of variations existing
within a given variety, and the appropriatenesghe cultural contexts. A background
knowledge about the cultural aspects of the languesge guarantees to a certain extent a

correct interpretation of sentences or utterances.
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So far, the discussion has focused on thesarelanguage knowledge which constitute
only one part of the notion of language abilifhhe second part is the strategic competence.
This concept refers to the dynamic process whelayuage users assess the information
related to the language use situation and negotietemeaning to fulfill the intended
communicative need. It also denotes the capalfitpompensating and coping with the
limited linguistic competence to avoid breakdowmsdmmunication.

Bachman (1990) states that a representatfolanguage ability components in a

hierarchical mode does not exclude the interactibrall these areas in real language
performance. The author explains the necessitysigay the different components in that

way and she points out the drawbacks that ensoetfs representation:

"This 'tree' diagram is intended as a visual meda@nd not as a theoretical
model, and as with any metaphor; it captures ceffeatures at the expense of
others. In this case, this diagram represents igrarchical relationships among
the components of language competence, at the sgménmaking them appear as
if they are separate and independent of each ddosvever, in language use these
components all interact with each other and withtiees of language use
situation”. (Bachman 1990: 86).

It is, then, the interaction of language abilitymgmnents with the language use
situation that constitutes the hallmark of commatie competence. This aspect was
ignored in the grammar-focused theories which pledaluring the era that preceded the

introduction of the communicative competence cphce

The models suggested by other authors have a laiveflaps with themodel
explained so far and share the fundamental assomfitat in order to communicate one
needs a knowledge about the language and theyabilitse appropriately this knowledge.

The discrepancies existing between all the modedsdaie mainly to the hierarchical
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presentations of the communicative competence casmngs rather than any differences in

the conceptualization of the notion in question.

It is worth to note that terms denoting this corioggry also according to its users.
Language ability, communicative language abilinduage proficiency... are more or less
different versions of the same basic concept. Heincethe present discussion we need a
more detailed picture of language proficiency congas. So, we will not adopt any of the
hierarchical frameworks provided by different autjanstead we will suggest an eclectic

framework consisting of a set of the most agreazhigbilities.
1.1.Pronunciation:

This involves phonetic and phonological choiceg thapeaker can make to perform
an intelligible oral discourse. For a number of saees, the criteria against which
pronunciation is judged to be good have changedalf popularly assumed that a good
pronunciation means a native-like one. But thisception is criticized by some
researchers. Luoma (2004) for example, stategttigadifficult to decide upon the variety
that should be adopted for instruction and thusbf&ing a model. Another reason for not
having the native-like pronunciation as an objextig the difficulty to achieve such a
standard. Speakers of a foreign language may ny foa a long period of time, to make
their pronunciation sound like that of native spaakout in vain. Moreover, many learners
do not mind, and even prefer having a characteratcent that reflect their identity and
their origin. Therefore, what matters is mainly teenprehensibility and the efficiency of
pronunciation and not the compliance to a particuddéandard. In other words,
communicative effectiveness should be the normgpaékers strive to obey.

According to Celce-Murcia and Olshtain (2008)prder to achieve effective oral

communication, speakers need to control both thgeeatal elements of the language and
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its prosody. The importance of mastering the sge@nental elements lies in the fact that

they can help listeners to infer the meaning frombiguous sentences. One example

provided by Gramley and Patzold (1992) is a semtewhich may have different

interpretations but only the contour it has candatk the intended meaning:

-'Can you speak either one?"
-'Which of the two?'
-Can you speak Spanish or Fre m&y be another one?’
-'Do you know any foreigmfjuages
at all?'

(Gramley and Patzold 1992: 90).

Prosody can also reflect the degree otgrodiss, that a speaker wants to show and his
conformity to the sociocultural norms. A furtheteaas pointed out by Celce-Murcia and
Olshtain:

"In a speaker's controversial performance, mattech as relinquishing the floor
to another speaker, taking a turn, interruptingasking a confirmation question
as opposed to making a statement are all thingsatbabften signaled by prosodic
features..." (Celce-Murcia and Olshtain 2000: 31).

Accordingly, the knowledge of phonologyn®re than knowing the vowels and
consonants of the target language, it is the faoofdt manipulating the segmental and
suprasegmental elements to fit the contextual denaiions and serve the communicative

goal.
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1.2.Vocabulary:

One of the core components of language proficiescthe knowledge of words,
lexical phrases and routines that a language isposed of. This means that in order to
perform a communicative goal, everyone needs angaweount of words that, in turn, can
be classified into given categories of vocabuléeyns.

It is generally estimated that speakers radeiit 3000 words and phrases to be able to
carry on informal conversation. It is worth to ndtere that speakers use only a limited
number of words as compared to the bulk of iteney #tmow. A distinction is, then, made
between receptive vocabulary and productive one.fohmer refers to the words that can
be used, whereas the latter refers to the wordsctra be both understood and used by
speakers. This implies that in productive skills ibot enough to know what words denote,
but vocabulary items should be readily accessiliienwe need them to speak. Owing to
this fact, "teachers should be selective when degidvhich words deserve deeper
receptive and/or productive practice” (Hunt andIBeg002: 261).

Findings in corpus linguistics have showattthere are some categories of words
more frequently employed than others. Inspired kig fact, pedagogical researchers
suggest that instruction should focus on the masjuently used words with a special
emphasis on items that enhance fluency. Nation AR@Wes examples of the mostly
needed vocabulary items, "these include numbedg#edormulas, items for controlling
language use (for example, to ask someone to reg@k more slowly and so on) time,
and periods of time and qualities" (Nation 2002027

One of the words that are thought of to be uskfulL, learners is the discourse
marker "well". In English informal conversationkis word is used to "shift the orientation

of talk in some way" (Celce-Murcia and Olshtain @087). This word reoccurs many
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times in native speakers' talks and offers morallkty to spoken discourse. It is, thereby,
necessary to develop the learners' awareness pfeésence of similar words.

Since the objective of teaching speaking is to igv#uency in a target language, it
is more advisable to get learners to make the dfetste vocabulary they know instead of
limiting instruction to the study of vocabulary @&lated linguistic elements (Nation

2002).
1.3.Grammar:

Knowing the grammatical structures of a larggues essential to the development
of a communicative competence. The combination@ii& needs some rules to be applied
in order to result in meaningful and correct utbees. Whether these rules are taught
implicitly or explicitly they must guarantee thecacacy of language production.

When deciding whether it is preferable to wseparticular structure or another,
contextual factors should be taken into considenatihis implies that there is no single
grammar that goes with whatever situation or whoedsressee. In this respect Celce-

Murcia and Olshtain (2000) advise that

"knowledge of grammar should include not only secgelevel ordering rules and
options but also an awareness that phenomena suebrd-order choices, tense-
aspect choices, and use of special grammaticatremtions are in fact pragmatic,
discourse-level choices that speakers and writeakei (Celce-Murcia and

Olshtein 2000: 68).

Furthermore, it is thought that "descriptions ofghksh language and of English
grammar, in particular, have been largely basedwortten sources and on written
examples" (Carter, Hughes and McCarthy 1989: 673 tlas caused to judge the
correctness of oral language production againstr@ipertaining to the written mode. Few

illustrative examples of these differences are wjitsg Biber et al (1999 cited in Hughes
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2002) "Nouns and prepositional phrases are muche nommmon in news than in
conversations, whereas verbs and adverbs are maech nommon in news than in

conversations"” (Biber et al 1999: 11 cited in Hug)R602: 31).

It can, be deduced that spoken grammar ishnsimpler than written one and this
advantage can be benefited from to encourage patiicn in the classroom. Learners will
be less reticent if they know that they are expbtbeuse an easy and accessible language

(Ur: 1996).
1.4. Discourse and Genre Knowledge:

Knowing how to combine words into correctlaneaningful utterances is not enough
to ensure communicative effectiveness. Speakemsldgladso possess the competence of
knowing in which genre they are engaged in. By gehis meant "a purposeful, socially-
constructed, communicative event'(Nunan 1991: A4gplitical speeches, casual
conversation and nursery rhymes are examples afegefVhen speakers engage in a
conversation, a genre imposes itself dependindhergéneral purpose of the conversation
whether it is transactional or interactional, wiegtthe nature of talk is interactive on non-
interactive, and whether it is planned or unplanned

In each genre, it is likely to find some rkgities. Hence, some patterns of moves can
be attributed to particular genres and not to ath8peakers should be aware of this fact
and should make the right choices concerning theired generic structures.

Discourse knowledge enables speakers toenbrseparate elements in order to get
coherent stretches of discourse. The appropria¢eofisdiscourse connectors, such as:
"well, | mean, you know..." ; the ability to organiapeaking turns and give signals to
one's interlocutor whether he can take over thelsps role or carry on listening ; all

these can be included, too, within the discoursevkadge (Thornbury 2005).
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1.5.Pragmatic Knowledge:

This refers to the ability to draw upon @xttial information to formulate messages

and understand them. It involves a number of nstion

*Speech acts: some actions are actually peddwith utterances, congratulating,
requesting, and greeting are examples of thesésnactSo, talk does not serve only to
inform about things but also to have some functidieen, when someone says: "there is a
car approaching" or if he simply shouts: "car!"ib@erforming a warning. A more explicit
warning can be expressed by saying: "I (hereby)nwgu that a car is approaching
(Bloomer, Griffths and Merrison 2005).

Knowing how speech acts or functions are zedliand how they can be
interpreted is part of the pragmatic knowledge. ifiterpretation of speech acts is possible
by reference to the context. This means that somestithe literal meaning of an utterance
is not what is intended by this speaker but somgttbeyond it and which can be

determined by contextual data.

*Cooperative principle: this principle reflecthe readiness of interactants to
maintain the flow of exchange between them andctlittee conversation towards achieving
a common goal. The speaker, then, wants his messdgewell interpreted and the hearer
wants to be a proficient decoder of the message. @rinciple is suggested by Grice (1975
cited in Bloomer, Griffths and Merrison 2005) tdget with four maxims to ensure the
efficiency of natural conversation.

The maxim of quantity: refers to the amounindérmation required by the hearer. The

speaker should be sufficiently informative, not enoor less.
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The maxim of quality: a speaker should ret what he believes to be false or not

sure. He may start his utterance with: "I'm notodlely sure...”, "as far as | am
concerned" to show a lower degree of certainty.

The maxim of relevance: here the speakeuldhnake his contribution relevant to the
context and purpose of the interaction.

The maxim of manner: the speaker is supptuséé clear, brief and orderly. He has to
avoid ambiguity and obscurity.

In some situations, though an answer to estijpn seems on the surface to be
inappropriate and bears a violation of the maxinmedévance, it turns out to be relevant
and appropriate in that it embeds an additionaVegad meaning, called implicature, as in
this example:

-Let's go for a walk, this afternoon.
-I haven't finished my exposé about maicrtits.

The answer b is seemingly irrelevant butaesl imply that the invitation is refused

because of the work on an exposeé.

*Politeness: knowing the norms of politenessures the efficiency of communicative
events and helps attain social harmony. In pragsiastudies, the concept of “face"” is
fundamental for the understanding of politeness.

Face refers to the public self-image arel sbnse of self worth. Every member in
society expects from the others to recognize tmst®nal and social sense of the self.
When someone says to a person: "get me a Cokel§ hetually performing an order
which requires a social power. If the speaker labissupposed higher status he is in fact
producing a face-threatening act, while if the &peasays: " If you're going to the

machine, could you possibly get me a Coke while'rgotihere please?". "Could you" and
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"please” lessen the possibility of any threat ® dther's self-image and, thus, the request
can be considered to be a face-saving act or tepefjuest.

Politeness norms differ from one languagartother and similarly from one culture to
another. In some cultures, directness is valuedpagigrred. So, if someone overuses the
marks of politeness he may be considered to bererauvague. Whereas if someone
performs his request in a direct way in a commutiigt values politeness he may seem

rude and impolite (Yule 1985, Bloomer, Griffths aviérrison 2005).
1.6.The Sociocultural Knowledge:

This includes knowledge about the social e@alland the norms of behaviour
appropriate to every social community. Celce-Musra Olshtain (2000) state that having
a shared knowledge between the speaker and tkadrsabout the sociocultural rules of
appropriateness prevents them from violating suddsr This knowledge does not imply
only to adjust what one wants to say, but alsoawatrol the duration of silence between
turns and the degree of politeness required wikrlocutors depending on their age, sex,
and social status.

By providing this account, it does not enfen it that every person should learn all
the sociocultural rules of any society, but insteadbe aware of the differences existing

between cultures and the necessity to take thesracttount when communicating.
1.7.Strategic Knowledge:

When the speaker's linguistic resourcesetovbe insufficient such as in cases where
he can not find the right expression or word oritigurouble in deciding upon the right
pronunciation, recourse can be made to some coneation strategies. This prevents the

speaker from abandoning the attempt to transmimieissage (Yule and Tarone 1989).
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An inventory of compensatory strategiesrev/ed by Oxford (1990) "to make up for
the inadequate repertoire of grammar and, espgcudlizocabulary” (Oxford 1990: 47).

*Borrowing words from the mother tongue with making any change on them. In "Il
y'a des birds sur 'arbre”, the speaker switchdsstanother tongue because the translation
of "birds" is not available for him. One form offbowing from the L is the affixation of
endings proper to4dto words from the mother tongue.

*Appealing to someone else's help by gitivgword in the mother tongue and asking
for translation. This can also be done by showhdbject that the speaker means or by
using mimes and gestures.

*Avoiding the message or part of it if itjeeres the use of some difficult structures or
if the speaker is not sure of the vocabulary. &ls possible to alter the message and omit
parts of it so that the information will be simpserd more manageable.

*Selecting the topics that allow to the eedhe manipulation of familiar and more
accessible grammatical structures and vocabulary.

*Coining new words such as creating the word:y4eolder” for "Key ring".

*Providing a circumlocution, that is usingvhole phrase to explain a concept such as:
"the piece of furniture where we put books" for Humkcase.

Bygate (1978) mentions two other strategies whireh

*Foreignizing a mother tongue word: that isr@uncing it in a manner that makes it
sound like a target language word.

*Providing the literal translation like in these of ‘crescent' to refer to "croissant"
(Bygate 1987: 44).

According to Oxford (1990), strategies addpte compensate the linguistic limitations
are useful both in receptive and productive skilewever, they are mostly associated to

the speaking skill. For this reason, "communicatsbrategies" is a term whose use is
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restricted to conversional production. Oxford (1P9f)iticizes the implication that
communication is limited to the speaking skill ardrifies that it actually occurs with the

four skills.
2. Methodologies of Teaching Oral Production:

Any teaching activity aiming at enhancing the heais language proficiency and
ability to use language skills should start fronsteynatic theoretical grounds. Views on
the teaching of speaking in particular and languyageluction in general are various and
even controversial due to the differences in ther@gches that researchers in pedagogy

adhere to.
2.1. Accuracy versus Fluency

One of the most debated issues that hawdtedsin the existence of opposing
approaches is the question of accuracy and fluéwccuracy, it is meant the correct use
of language in terms of its sounds, vocabulary gnagnmar. Fluency on the other hand, is

the ability to convey and receive messages eddiy 996).

Some approaches are based on the assuntipiibonly after learning the language
forms that an individual can speak it. That is &mephasis in teaching should start from
accuracy then shift to fluency. However, other apphes are premised on the view that
practising the language leads to the acquisitiatsatiles. This implies that fluency should
be the primary objective, then, accuracy will takee of itself.

The first view is generally referred tothe form-focused approach, the audio-lingual
method is one instance of this orientation. Leayniaccording to this approach, goes
through three stages: presentation, practice amduption. Discrete items of grammar and

language forms are presented to learners throwgiening to dialogues on the tape-
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recorder or performed by the teacher. Then, learngpeat that dialogue including the
features intended to be taught. Tasks requiringuage production come at the very end
of language courses and result, generally, in p adificial use of language.

In accuracy-driven approaches, learners g@eninitial stage acquiring the rules of
pronunciation, vocabulary and grammar. It is onljiew learners have mastered the
linguistic system that production comes. The reabehind delaying production to a
further stage is the assumption that learners areeady to talk if they have not acquired
the linguistic structures.

On the other extreme point, we find the rflcaedriven approaches; these have evolved
owing to the frustrating effects of form-focusedpegaches, this alternative approach
suggests that there is no point in delaying thespted language production as the excuse
of readiness is a myth rather than a fact. Eviddnme first language acquisition and
second language acquisition, in natural settingswsthat language users do not postpone
their contribution in talks until they have a coetel command over the language rules.
They often get by with the available resourcestit@rmore, it is difficult to determine an
agreed upon level of linguistic proficiency requir® start production. A newly emerging
view has also softened the attitude towards eribrs,thought that errors allow language
users to infer the correct and appropriate usarajuage (Thornbury 2005).

A further argument supporting fluency-drivapproaches is advanced by Littlewood

(1981):

"In our everyday language use, we normally focusattention primarily on the
meaning of what we say or hear, rather than olnigsiistic form. For example, if
we are asked to recall what another person saidcameoften remember the
message, but not the exact words that were uddttieood 1981: 88-9).
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2.2. Input versus Output

Another idea on the basis of which a numbemethodologies are premised is the
question whether learning a language is essentiailyto the exposure to this language's
input or to the learners' attempts to produce dutpu

Proponents of the input-based instructiggaré input as the starting point from which
a language is learnt and acquired. The premiserlyntg their stance is Krashen's Input
Hypothesis; which states that a language is acdjuirthe learner is exposed to an input
containing the language patterns that can be uldersoy the learner but which also
represents a slightly more advanced level thandh#éte learner (Krashen 1985 cited in
Ellis 1997:47).

When learners are provided with samples efténget language such as authentic texts
or conversations, they infer positive evidence lenlanguage and its use. Comprehension
activities as well allow the learners to noticetieas of the language and hence, promote
the acquisition of explicit linguistic knowledgenput flooding and input enhancement are
illustrative examples of techniques permitting tose the learners' awareness of the
language elements. Hence, limited exposure to Egeinput is not enough to result into
the process of generalization, it is from repegtexision of input that this process ensues
and leads to learning language items.

In some cases, the input-based instruciagrounded on the premise that a language
Is acquired when learners are prompted to useaduetion activities involve the learners
into careful thinking on ways whereby a message lmarconveyed. Confirmation and
clarification requests reinforce these mental pgees and promote learning. Output-based
instruction can rely solely on eliciting learnessitput as it can rely also on the input that

follows the efforts to produce language. The poinnhaking input succeed output is to get
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learners notice the missing elements in their listu repertoire, then provide them with
the relevant samples of language use.
Helen Basturkmen (2006) explains the diffieeebetween input preceding output and

output preceding input in this way:

"provision of input in advance of students' miselves recognizing a need for it is
similar to expecting someone to be interestedllindia crack in the plaster work

on the wall before they have perceived that thera gap to be filled". Helen

Basturkmen (2006:127)

In addition to accuracy versus fluency amput versus output ideas, there are other
bases on which given methodologies are built sukchteacher-led instruction versus
strategies-based one or top down learning verstisrbap learning.

The importance of having a methodology mgdthe instruction practices is
indisputable. However, there are some voices (S1&83, Allright and Bailey 1991)
which claim that the search for a satisfactory meéthogy is an obsession that
characterized the previous decades and there rawstshift of interest to other directions.
Allright and Bailey (1991) suggest the followindrt order to help our learners learn, it is
not the "latest method" that we need, but rathéuller understanding of the language

classroom and what goes on there"(Allright andd@ail991.: xviii).
Conclusion

It is widely accepted now that what makesbal communication effective is more
than the knowledge of language system rules. ltireg the knowledge of how to use
language in different socio-cultural situations dmav to overcome deficiencies in one's
linguistic knowledge to reach communicative effeetiess. This shift in conception of
language from a system of rules to a communicatieadium has entailed some

pedagogical implications; pedagogical researcheds aurriculum designers have drawn
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upon the new theoretical premises to suggest miieat classroom practices. In the
post method era, teachers need more than a metigickdl framework to start fronthey
need to consider and employ a number of pedagatgichhiques to cope with the dynamic

nature of the teaching process and the innovatidmsh are constantly proposed.
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Introduction

Apart from relying on a particular apprbagr an eclectic one, effective instruction
depends as well on a set of influential factorsskéa teaching materials, class grouping,
interaction and feedback are key elements thatthelpeacher discover the effective teaching
practices. They are not proper to any of the ambres on which much debate is aroused.
Instead, they represent a space where consensus #&oconsiderable number of
methodologists is felt. Although these element$ beldiscussed in separate parts, they are in
fact interrelated and the explanation of one eldneads to an unavoidable approaching of

another.
1. Tasks:

Skehan (1998 cited in Beglar ant Hunt 200Q) defines a task as "an activity in
which meaning is primary, there is a problem tovephnd a task is closely related to real-
world activities". So, the use of correct languagaot an end in itself, but a means to
convey meanings. By solving communicative probleémthe classroom settings, learners
are being prepared to handle genuine communicagees in real-world situations.

In a speaking course, the primary objectifdagks is to elicit as much speech as
possible from learners. This will allow the leameio extend their communicative
competence and will permit the teacher to gaugestudgent's achievements, find the
limitations in their communicative competence andnde, will provide feedback
accordingly.

Teachers are confronted with the challerfgehoosing or designing tasks that should
serve the pedagogical goals and at the same tirpeodective, interactive and purposeful.
Moreover, the speaking tasks are thought of to bsdiqularly difficult due to the

exceptional nature of the skill itself.
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Contrarily to the other skills, where sats can listen together to a piece of auditory
material, read together a text on their course bpok write a composition on a specific
topic, speaking tasks require only one particiggetaking while others are listening. There
is no possibility of practising the skill collectily at the same moment. Concerning this

problem, Ur (1996) makes the following observation:

"Only one participant can talk at a time if he begs to be heard; and in a large
group this means that each one will have only \iettg talking time. This problem
is compounded by the tendency of some learner®nairgite, while others speak
very little or not at all".

(Ur 1996: 121).

Due to the same cause, that is the fact thigt ane student talks at a time, fear to be
exposed to an audience and to commit errors ishithie learners and lessens their
contributions to talks. Ur (1996) regards evenipigration of all classroom students, high
motivation and high amount of the students’ talklaracteristics of a successful speaking
course to prompt all the students to take parasig using all the possible means to arouse
their interest and diminish their fears.

Nunan (1991) has also provided a perspicacioughnstoncerning the speaking
tasks' difficulty. He assumes that the successspfesking activity is determined not only
by the speaker's communicative skills but by hisrlocutors as well. The communicative
goals are achieved if all the interlocutors ardadmrating to convey or interpret messages
through negotiation of meaning. Nunan (1991) suiggdisat this “interlocutor effect"
should be taken into account when both researdhsigdifficulty and testing the speaking
skill.

In order to cope with the problematic natoféhe speaking tasks, many researchers in
language education has suggested ways to maximéie dffectiveness and success. Ur

(1996) advances a number of ideas that can beeaiptalielicit more talk. Teachers should
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guide the students to use an easy language ingraduction of talk. Learners hesitate to
speak mainly to avoid making mistakes, but if thieguage is accessible for them, that is
"easily recalled and produced" (Ur 1996: 121) theilebe more willingness to contribute
in talks. One practical way of facilitating therieval of the relevant vocabulary is to teach
it before the activity is started.

Another idea of equal importance is to encourageesits to use only the target
language. The teacher must constantly play theabthe reminder in case learners have
recourse to their mother tongue. Generally, learnend to speak their mother tongue
because it is easier for them and safer in termsrmair making. It also spares them the
affective pressure that speaking a foreign languageses or the feeling to be "extremely
exposed in discussion situations" (Harmer 2003).272

The choice of topic is another factor that can mmize the effectiveness of speaking
tasks. Teachers should ground the topic selectiothe objective of motivating learners
because when the topic is interesting learners rfe@ke involved and this guarantees a
greater degree of productivity.

Harmer (2003) thinks that there are two ways bycWla teacher can find interesting
topics. The first one is to be guided by one'simgst the second is to use interviews and
questionnaires to know from the students what @stisrthem most. Obviously, the second
way proves to be more reliable than the first one affers better opportunities to decide
jointly upon classroom practices. It is, howeversgible to turn unpromising topics into
interesting ones, this can be achieved througherdifft techniques. "Buzz groups"

discussion is one of them. In such situations:

"Students have a chance for quick discussions alggroups before any of them
are asked to speak in public. Because they haharce to think of ideas and the
language to express them before being asked tantdtlnt of the whole class.”

(Harmer 2003: 272)
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Beglar and Hunt (2002) suggest to allow learnersatee more control on the choice
of topics and they contend that: "learners havenbfeeind to benefit more from the
discourse which results from self-and peer-initiatepics than from topics nominated by
outside sources, such as a text or their instru¢Beglar and Hunt 2002: 100)

This view is shared by Ellis (1990) and Slimani92%ited in Green, Christopher
and Lam 2002:226). For both authors, language aitogun is proved to be enhanced if
learners have more opportunities to select topics.

Novelty and variety of topics are also imtpot when designing tasks; the more
topics are varied the more students are involvednguage production. Novelty sustains

the students' enthusiasm and prevents it from gadimthis respect Harmer (2003) says:

"Variety as a cornerstone of good planning doegusitapply to activities we ask
students to be involved in. It is also importanvéoy topics we offer them so that
we cater for the variety of interests within thasd. Our chances of organising
successful language production activities over @ogeof time will be greatly

enhanced if we provide a varied diet of topic activdy” (Harmer 2003: 253).

Another related point which can be discussed withenheading of speaking tasks is
the tasks taxonomy. These can be classified acwpidi many criteria: the pedagogical
objective, the number of the participants, the @lathere it is to be done, the level of the
learners' proficiency...etc. A comprehensive exploratof all task types would be
impossible in such a context. However, it is comeenand possible to mention some of
them as the purpose from doing this is to provitiestrative samples of what can be

designed and assigned in speaking courses.

*One-way tasks versus two-way tasks: aivigcthat requires from the learner to
summarize orally, say, a story presented in carfgotures is one way information gap

task. That is only one "speaker has all the infailmnawhich must be conveyed to the
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listener" (Nunan 1991: 40). A two-way task, on thther hand, is an activity which

requires both participants to transmit informatioreach other. Here it is either the partner

who asks for a particular piece of information isithe other speaker who deduces that

his partner needs it (Bygate 1987, Nunan 1991)e tékk is considered successful if both

participants manage to convey the available infoionao their partners who ignore it.

*Topic-based activities versus task-baaetivities: Ur (1996) brings a distinction
between topic-based activities and task-based iteesiv The former requires the
participants to contribute in a talk involving antmversial issue, and in which they draw
upon their own experiences and knowledge to advdraie arguments. Clearly, the topic
should yield genuine controversy where there isomerwhelming majority holding one
belief as this will result in even participation.this type of tasks, what imports more is the
discussion process and not the nature of the anguorethe opinion. Students who are
fond of debates and free discussions appreciatdygpe of tasks and show a high degree of
commitment to the activity.

The latter type of task, that is task-basettigy requires the participants "actually to
perform something, where the discussion processrigeans to an end" (Ur 1996: 123).
Such tasks are centered on a goal which can beringda list of items according to their
priority, rearranging scrambled items, drawing etynie, or performing an oral summary.
This final result is achieved through interactiogtviieen the participants and should be
accomplished within a limited period of time. Mastudents find this kind of tasks more

enjoyable as they are challenging and have a gk@maspect.

*Classroom tasks versus outside-class tasks:
This distinction holds only for second languagechéag, where the learners can use

the target language outside the limits of the ctasw. The basic difference between both
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types lies in the nature of the language used laagossible error treatment. In classroom
tasks, teachers use artificial communicative neéedseate contexts that are likely to be
encountered in real life use. The learner is exgqattd use a language that is within the
limits of his linguistic competence and if he faits convey his message or misuses the
language his instructor may come to his help byidiog the appropriate feedback. In
outside-class speaking, the "language is not predestep by step” (Lightbown, Spada
1999) by the native speakers, conversely, it malde a lot of vocabulary and structures
unknown to the learner. Also, it rarely occurs thative speakers correct learners, as long
as they have understood what they are saying. Kamame of outside-class task is asking
for direction to a given place (Lightbown, Spad@9,9Cowan 2008).

Nunan (1996) mentions also open tasks which reguoee than one correct answer,
while closed tasks demand a unique and preciseaoanswer. Divergent tasks, as the
term suggests, can be debates or discussions whioburage varied and controversial
views whereas convergent tasks assume only omev shared among all students.

The criteria against which tasks can besdigsl are endless but this does not imply
that every task is to fall in a unique and pre@agegory. One task may embody many
features at the same time provided these featueescad contradictory. The following part

will treat some of the most administered tasks.

« Communication games: in most cases congation games consist either of
missing information to be transmitted, that is mfation gap activity, or of instructions
requiring actions to be performed by partners dhbA student may listen to his partner
who is providing information about a specific mattgay, a description of a picture then,
compares these information with those representéudsipicture to find out the similarities

or differences (Ur 1996).
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"What's my country” is a game in which thetjggpants guess the name of the country
written on a card. They ask the student who has ¢hard questions that guide them to
discover the country in question.

In "describe and draw" tasks, however, thalfresult of the task is not an information
to be transmitted but an action to be performeditAs clear from the name of the task,
students listen to their mate describing a pictnra sequence of sentences, at the end of
description students will have a picture completed.

Similarly in "describe and arrange" taskadsnts follow the instructions of their mate
to arrange or change positions of objects suclo@s or match sticks to get at the end a
particular structure (Bygate 1987).

Communication games aim primarily at provgkocommunication and thus achieving
fluency, and at the same time entertaining and amgusarners. The fact that at the end of
the task there will be a winner or a best scoringlent is a motivating factor. Hence, this
type of tasks may be needed mostly with young kEraravho have no clear goal from their
instruction and thus lack the internal drive whiplishes them to reach academic

achievements (Harmer 2003).

*Discussions and debates: Thornbury (200&8udes discussions with the category of
tasks that can be assigned when learners achieeetain degree of autonomy and self
regulation, that is when they are ready to speaifidently without relying utterly on the
guidance of a better other. Paradoxically, studargsoften reluctant to take part in such
discussions. Harmer (2003) justifies this reticemath the affective pressure felt when
facing the whole class to express one's opiniond, tae uncertainty of mastering the
linguistic means that enable them to verbalize eéh&ginions. As it was explained in a
foregoing section, to cope with this problem bumzgs can be set before any pre-planned

discussion is to be started.
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Discussions and debates may be planned &r twn sake, that is, to elicit talk
centered around a topic nominated by the teacheith€ may precede and follow a
reading or listening course. Students are askedyaall what they know about a specific
topic pertaining to the text to be read, as they ma asked, after the reading section, to
give their opinions and reactions (Thornburry 2005)

It is, however, preferable according to Thmmmy (2005) to encourage spontaneous
talks that may occur between students "either Ismxaf something personnel that a
learner reports or because a topic or a text incth@rse book triggers some debate"
(Thornbury 2005: 102). This results in more enjdgadnd communicative speaking. A
mild attitude should be adopted as regard errossial discussions, so that talk will have a
real-life like nature rather than a formal instiuettask. The opportunities to come across
such discussions are not abundant, hence teadimrkisely on their store of devices and

techniques that help them practise discussions.

*Simulations and role play: a simulation igeam denoting a task in which "the
individual participants speak and react as theneselbut the group role, situation and task
they are given is an imaginary one". (Ur 1996: 1Bis kind of tasks is usually performed
among small groups and does not require necessariBudience. Generally, in this task
the students draw upon their store of personalrexpee to make decisions about what to
say. They may simulate a business meeting or &nvietv in which they have to act as
real participants and not as students ( Jones dig82in Harmer 2003:274).

Role-plays, on the other hand, are tasks in wiitidents adopt someone else's
personality such as a customer in a cake shopssepger in a train station or a celebrity.
They, hence, have to think and feel accordinglyteHe an example of role cards that

students refer to in order to get the necessaoynmtion:
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Role card A you are a customer in a cake shop, you want tadaly cake for a
friend. He or she is very fond of chocolate.
Role card Byou are a shop assistant in a cake shop, you inavg kinds of cake,

but not chocolate cake. (Porter-Ladousse 198Titedl in Ur 1996: 133)

Simulation and role-plays are actually adkaf drama practised in the classroom, and
though they have lost much of their popularity acent years, they prove to be very
productive in terms of speaking a language espgaidien the students are confident and
show a lot of readiness for cooperative learnintgoribury (2005) adds a further benefit
that can be derived from these tasks and which ezoscmainly learners of a target

language in second language settings:

"speaking activities involving a drama element, wiich learners take an
imaginative leap out of the confines of the claserp provide a useful
springboard for real-life language use. Situatidhat learners are likely to
encounter when using English in a real world cansimulated, available in
classroom talk" (Thornbury 2005: 96).

Communication games, discussions and simulatioagust examples from a long
list of speaking activities. The list includes, tostorytelling, show and tell talks,
questionnaires, information-gap activities... Knowegvide range of these activities is a
factor that helps any teacher to vary his teachiaggerials and gives more reliability to his
decision-making especially when it comes to theele@nd kind of interaction he wants to

achieve.
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2.Class Grouping:

The teaching of the speaking skill involves diffietr work-forms in the classroom.
The matter is related mainly to the type of adegtthat are done by the whole class as one
group as there are group works, pair works andviddal works. No form of grouping is

preferable to the others, each has its own advastagd drawbacks.

*Whole-class activities or teacher fronté@dations allow the teacher to provide the
same input for all the students. It also gives bantrol and authority over the whole class.
When giving instructions or presenting some augitmrvisual materials, there is no need
to do the same thing repeatedly like when the ciagdivided into small groups. It is,
however, difficult in this type of classroom orgzation to ensure a satisfactory degree of
involvement. Bygate (1987) assumes that "there t®ranection between the degree of
freedom to negotiate and the number of people wedi| Bygate 1987: 96). This statement
implies that larger groups yield lesser talk. Farthore, (Brumfit 1984 cited in Bygate
1987) views that in naturally occurring talks thenber of participants does not attain that

of a classroom.

*Groups work: a group work may include thrémur, ten up to half of the class
students, they are suitable for discussion of ss$hiat must end up with a group decision.
According to Long and Porter (1985 cited in Byga@87) small group works are very
productive in terms of interaction owing to the iadaility of time to negotiate and check
the meaning. It is also more encouraging to prorntogeautonomy of the learners because
a degree of freedom is allowed comparing to fullssl works, in which the teacher is the
dominant decision-maker. In spite of these pracadaantages, teachers may be reluctant
toward group work, they prefer to avoid the noisat taccompany them and to maintain

control over the whole class. (Harmer 2003).
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It is worth noting that the choice of groglpments is an issue which has been treated
by many authors. The question that is asked iswhat extent should the group be
homogeneous or heterogeneous in terms of oral geeofly, cultural and linguistic
background, and personality features? The viewsaroimg this issue are varied and even
contradictory is some cases.

Lynch (1996) assumes that communicative tagksld be more productive and yield
more negotiation and interaction when the groupmel@s come from different first
languages. However, since most languages classraortisee world are constituted of
learners sharing the same background culture aedséme mother tongue, it is then
convenient to form groups whose elements differtarms of language proficiency.
According to Porter (1986 cited in Lynch 1996:118he more proficient learner gets
practice in producing comprehensible output; theakee partner gains experience in
negotiating meaning" (Lynch 1996: 115). Though ttstement regards basically mixed
level pairs, it applies to mixed level groups a$lwe

Green, Christopher and Lam (2002) providetlzer insight as regards this issue it is
based on the assumption that language learnerittzar be extrovert or introvert. In
groups formed to conduct discussions, it is préferédo group extrovert learners together

and introvert ones together instead of mixing thegether. The same authors argue:

"If heterogeneous groups are formed, introvertecsqaalities may well feel

crushed by the more expressive participants, asd tbe little confidence they
process, while the confident ones might feel tleasatisfactory progress is being
made, and so become bored and discouraged” (G@eistopher, Lam 2002:

226)

The teacher should, therefore, be aware @fréisults that his choices may have and
should keep in mind that his ultimate goal is toré@ase opportunities to interact using

whatever devices possible.
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*Pair work: in this work form, students caerform dialogues privately or publicly.
No matter what the learners' level of proficiensydialogues can be an efficient activity
that enhances interaction and enriches the learnsesabulary and ready-made
expressions. (Ur 1996)

Information-gap activities are another exbargd tasks that require two participants.
It consists of exchanging information with each esthSimilarly, finding out the
differences or the similarities that exist betwé@n pictures is an effective technique to

increase talk and achieve enjoyment between twodes (Ur 1996).

Individual work: in the preceding work formsiteraction and the exchange of
meanings are the purpose on which all the focuseathing is placed. Individualized
learning serves other purposes. This may includatwtlittlewood (1981) calls pre-
communicative activities, that is practice of igethelements of the linguistic knowledge
that help perform communicative activities in lastages. It is also possible to organize
work in activities that aim for more autonomy o tbart of the learner. Celce-Murcia and
Olshtain (2000) suggest, for example, to get learisten individually to their oral

production on an audiotape to evaluate their o\ami@g and to discover their limitations.
3.Materials:

In order to teach a language and stress itstitnal value teachers must use the
materials that can contextualize it. Though thentef materials is widely understood to be
a synonym of course books, that is any printeduesoused to guide teachers. In the
present context, we will use it to denote any res®uvhether printed or non-printed and
whether originally designed to be used in instarctor for other purposes, which can be

used for the following objectives:
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*To provide an input of language use, whethmken or written, in a contextualized
form.

*To stimulate output and provoke new ideas for camigation.

*To create an enjoyable and effective learrengironment (Crawford 2002, Richards
2001).

Materials used in speaking courses can bssifiled in two categories: auditory

materials and visual ones.

3.1.Auditory materials: Teaching how to speak sssfidly a foreign language
cannot be achieved without providing models of leage use performed by more
experienced speakers. This raises a crucial issueely that teaching speaking is
inextricably bound to the listening one. Right froine onset, interest in the listening skill
was triggered in the 1930’s and 1940's when spdkeguage started to be regarded as a
reference to formulate ideologies pertaining toeifign language learning (Rost 2002).
Bloomfield (1942 cited in Rost 2002:115) for exampield the belief that what enables an
individual to acquire the faculty of understandigd speaking a language is essentially
the imitation of the language produced by othes@arceived through listening.

During the early 1970's, the general orieotathat prevailed was far from being
behaviorist, still, interest in the listening skilid not fade; instead it gained more
importance. It was viewed that language acquisiisotniggered by listening (Rost 2002).
Noticing the gap activities is one of the teachgmgctices that reflect this idea. A learner
notices that his inability to fulfill a given commigative need is due mainly to a gap in his
language proficiency. Listening to performancesofe skilled speakers allows him to set

comparisons between what he wants to say and wetsoare actually able to say
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The importance of auditory material is, tharsettled matter. However, much debate
is fuelled by the question whether authentic malerare better than created ones in
serving the pedagogical aims or the opposite.

Authentic materials are all the teachingpteses which were not originally prepared
for instructional purposes. This means that languaghese resources was used for a real
purpose in a real context. Authenticity is prefdriyy some when a choice is to be made
concerning teaching materials. The reasons behirsd choice are multiple. Authentic
materials are more motivating and succeed in sgjrthe learner's interest better than
created materials. They also carry the culturaluies of the target language which help
the learner understand the other dimensions ofulagg use. The view that language is
basically a social practice is supported when mageprovide real instances of native
speaker's beliefs, social practices, linguistic detiavioral aspects. Authentic materials
permit also an exposure to realistic language,ithiat the structures and vocabulary native
speakers actually use. Turn-taking, back-trackiegair and pause fillers are other aspects
that can only be found in authentic materials. Bease, this satisfies the learners' needs to
acquire the kind of language with which they wolhemunicate in real situations.

However, proponents of created materials ackvaheir own arguments which are not
less compelling than those of authentic materiatspgnents. They view that created
materials are more interesting and can satisfylypuéferences. Moreover, the language
used in authentic materials is difficult and consaa vocabulary which does not meet the
learners' needs, and may distract the teacherakinygttoo much time that could be spent
on more useful linguistic elements. The fact thatited materials were originally designed
to facilitate the implication of a given syllabusdathus cover all teaching items is an

advantage which authentic materials do not havaci@&s may also complain about the
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difficulty of locating sources from where they cget authentic materials which is a time
consuming activity (Richards 2001).

A compromise, then, needs to be made in dodensure a maximum of the advantages
discussed so far. Teaching materials should piefeiacorporate characteristics of real
talk and at the same time fulfill the pedagogicakds. Most foreign language learners
need to be presented models of talk and exchangeseveommunicative effectiveness is
attained, without being obliged to include a lot aferlaps, interruptions, interactive
expressions... that may affect intelligibility.

Thornbury (2005) provides an example of autletdixt (Earring 1) from which a
version (Earring 2) is derived to be a dialogu@ ioourse book. The first version reflects
casual speech that may occur among friends. Wheteassecond version is rather

artificial, its turns are systematically distribdteetween speaker one and speaker two.

Speaker 1: | went in and bought sorapidtthings this morning in Boots, twenty-fiv¢

1%

p [laugh] for twenty-five p you could be as sidlg you want to couldn't you? Silly
aren't they? Oh what fun. Silly green non sensdd&n’'s bead earrings.
Speaker 2: You got green?

Speaker 1: I've got a green jumper which | wedhewinter.

Speaker 2: Yeah that's fine.

Speaker 1: So | thought | would. I'm —am very fafdreen jumper, silly pair of
green earrings to go with it.

Speaker 2: Why not?

Speaker 1: It's a laugh. There was another ladg tlheking through all the stuff

where | was and she said to me ' Isn't it funidlg and | said, 'Yes, only twenty

five p'[laugh] Absurd

(Thornb@g05: 43)
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Speaker 1: What nice earrings!

Speaker 2: | bought them this morning.

Speaker 1: Where did you buy them?.

Speaker 2: | bought them in boots.

Speaker 1: How much did they cost?.

Speaker 2: Only twenty-five p.

Speaker 1: What a bargain!

Speaker 2: I'm going to wear them with my greengam
Speaker 1: what a good idea.

Earring 2 (course book version)

h@nbury 2005: 44)

It can be noticed that the two versionsaréhe extreme points if viewed from the angle

\"Z

of authenticity and intelligibility. A third versiois created to reach effectiveness in language
teaching.
Speaker 1: What nice earrings!
Speaker 2: Do you like them? Silly, aren't theyi® §ireen non sense. | bought them
this morning. Twenty-five p.
Speaker 1: What a bargain! Have you something geego with them?
Speaker 2: I've got a green jumper which | weatha winter. So | thought I'd get
some silly green earrings to go with it.
Speaker 1: What fun!.
Speaker 2: | know. It's a laugh. only twenty-five p

Earring 3

(Thornbury 2005: 44)
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Another solution to the dilemma of authemtaterials versus created ones is to use both;
hence learners benefit from both types of matéa¢antages (Richards 2001).

Be it authentic or artificial, auditory matds are mostly used "to raise the learner's
awareness of features of spoken language" (ThoynB@@5: 43). This can occur only if
learners pay attention to the target language Tisen, notice the presence of particular
linguistic elements in a dialogue presented byveaSpeakers as they may notice the
absence of these same features in their performa@icedne end, the learners understand
that a pattern or rule is underlying the skill uSkis understanding is reinforced if several

examples incorporating the targeted pattern orargerepeatedly presented.

3.2. Visual materials: these include picture-bagehted or real resources. They can be
presented in the form of picture sequences, raldscaue card, schedules...etc. Not only
do pictorial resources contextualize the languasgeas it was pointed earlier, but they also
help learners retrieve vocabulary items, guide therme right meaning and facilitate task
performance. But the most important use of visuatemals in a speaking course is the
provoking of thoughts. It was explained in a presicsection that language production
starts with an idea, an intention or a messageatosinit. It is however difficult in the
artificial classroom settings to create and provakeide range of ideas that may occur in
the real world. It makes sense, then, to use aajfale means to suggest to the learners
samples of communicative needs. A picture of agrager talking to the customs officer is
an efficient and practical way to prompt learnersntagine themselves performing such a
communicative event.

By introducing new ideas in this manner, the teaet®uld have saved much time and
energy. Long introductory utterances are time consg and boring if they reoccur many

times in a short period and may demotivate learmstead of raising their interest. By way
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of example, let us consider an introductory attee that may precede a role play or a
simulation:"Imagine yourself coming back from gtto another country, you are in the
airport, more precisely in the customs' office, thistoms officer asks you some questions
you answer them" (Dash and Dash 2007).

As a matter of fact, this example does nloisitate only how time and energy are
employed but also it is a case in point on "exeesgeacher talk” (Nunan 1991: 190) that
can be easily avoided. Using visual aids includiugn realia is, then, one effective way of
increasing learners' talk and reducing the amotitheteacher's talk. The more a teacher
finds ways of contextualizing his language useléss his talk is, and this provides more
opportunities for the learners to speak and toeim®e their percentage of class time talking.

This does not imply that teachers showdpksilent during all the speaking courses
for the "teacher's talk is important in providirgainers with the only substantial live target
language input they are likely to receive” (Nun@91: 190).

In some cases, the visual materials are uqgiased to replace the teacher's talk instead
they accompany it to make it more comprehensibhe, @avoid any translation from the
mother tongue (Patchler 2001).

One example of such use is the descriptiopracesses, like how to prepare a cake.
Nouns like flour, eggs, sugar, oil and verbs likeup mix, sieve... can be understood
through pictures without resorting to translation.

Visuals materials can also be a motivating fadtothat they give chances to vary the
types of tasks administered in a speaking coursgyase the learners' curiosity especially
if they are supposed to guess something which tisallg happening. Harmer gives an

example of these tasks.
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"Students might look at a picture and try to gughat it shows (are the people in
it brother and sister, husband or wife, and whatthey arguing about or are they
arguing? etc). They then listen to a tape or reéekato see if it matches what
they expected on the basis of the picture”. (Har2063: 135).

Visual materials are also thought of to beiwading in that they represent an effective
means to achieve novelty in terms of topics. Skigpirom one topic to a completely
different one is only easy and possible if apprteriaids are used. Without such novelty
and variety, it is difficult to keep learners irgsted in what the teacher is presenting or in
what they are supposed to perform.

Audiovisual teaching materials are resourgbsre pictures and sounds are matched
to "allow the teachers and the learners to explibeenonverbal and cultural aspects of
language as well as the verbal" (Crawford 2002: 85)

Video and multimedia are more modern tdléd enrich the teaching experience and
stress the multifaceted nature of language usewfGrd (2002: 85) points out the benefit
that may be gained from using audio-visual elemantshowing that language is more

than words assembled together:

"Intonation, gesture, mime, facial expression, baghsture and so on are all
essential channels of communication which not dw@lp learners understand the
verbal language to which they are exposed but ateoan integral part in the

system of meaning which they are seeking to le@@ndwford 2002: 85)

Much of what has been advanced concerningatitieenticity and appropriateness of
auditory materials apply to audio-visual resourddsey also help to explore the physical
context of language use and incorporate diversity the language courses in general and
speaking ones particularly. Still, their use isywémited in some parts of the world,
probably because of their cost (Donovan 1998) awdise of the technical problems that

may disturb the development of the course (HarréB}2

85



'S
Uni versité é Sétif2

4 Interaction:

Apart from what is planned by the teacherhis prepared lesson and from the
teaching materials that accompany the teachingtipea¢ classroom interaction plays an
important role in shaping the language that leameéll produce (Tsui 1995). Speaking is
not the only skill affected by interaction but gt the most directly involved. Turn-taking,
negotiation of meaning, teachers' questions arecéspvhich influence the experience of
speaking taking place in the classroom settings.

It is estimated that about three quarterghef classroom talk is performed by the
teacher (Nunan 1991). He is actually either askirqestion, appointing the student who
will answer it, or giving feedback when necessariie teacher-learner interaction is,
therefore, the dominant type of interaction.

Lynch (1996) , in an exploration of the sgagkskill from an angle of interaction,
states that teacher-learner interaction patterffiferdin accordance with the current
methodological tendencies, with the age and levdearners, and with the purpose for
which the task was assigned.

In fact, what allows the teacher to be tbenmhant part in interaction is questioning.
This latter has, in turn, its own patterns that nyssld different kinds and degrees of
meaningful communication. Long and Sato (1983 citedTsui 1995:27) make a
distinction between display questions and refeatmfuestions. The former term refers to
guestions whose answers are already known foreteher but he poses them just to check
whether the learners know the answers or not amteheo evaluate them in term of
correctness. The latter refers to questions whoseers are not known for the teacher and
which he asked them for the purpose of gettingrinéx. The difference, however,
between these two types of questions is more thgmyp an answer known or unknown to

the teacher.

86



D
Uni versité @j Sétif2

Different kinds of communication do in faesult from each questioning pattern. In
terms of quantity, referential (or real) questiomsld longer answers from students. In
terms of quality, they provide learners with an @ppnity to make decisions and have
more responsibility about the speaking experiemstead of having the only role of
responding passively on the teacher's questionsrestidictions. Moreover, students may
refrain from taking risks and giving any answerghéy feel that they are going to be
evaluated on the basis of what will be said. tiléar that if the teacher predetermines what
should the appropriate answer be, there will beeab communication. And since there is
no real information gap in display questions, ithen obvious that there is no need to a
negotiation of meaning.

According to a study conducted in the 198Y Long and Sato (1983 cited in Lynch
1996) on ESL learners in the elementary level invalg California and Pennsylvania,
only one question out of seven asked by teachessawaferential one.

Lynch (1996) explains that teachers oftaasmeal opportunities of learner-teacher
and learner-learner interaction because of theiggerated obsession to exert control over
their classes. He articulates this problem as vi@dlo"Even when teachers do decide to
encourage real communication between studentsiibeahard for us to move away from
our traditional roles of controller and organiz@ryynch 1996: 109).

This problem can be solved, however, if teacher takes the right decisions
concerning his class management and activitiesetplanned. Lynch (1996) goes on

suggesting a solution to the problem, he points:

"If we want to extend learners' competence in sipggakve have to know when to
relax our control over classroom interaction, sécagive them the chance to practice
freer talk. This does not mean that the classroamth undergo total revolution or

that teachers should abandon all control. But weulksh be including at least
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occasional activities which realign the communigatioles of teachers and learners,
by enabling learners to take over responsibilityifiberaction” (Lynch 1996: 110)

The other type of interaction is learner-learnderaction. Here, it is peers who
communicate together, negotiate meaning and profegelback for each other. The
problem that arises in this type of interactionwisat can be done to maximize every
student's chances to contribute in classroom tdlks®y and Porter (1985 cited in Tsui
1995:91) estimated that in a fifty minute lessorerg one of thirty-students-class can have
the opportunity to talk for only thirty seconds wihimakes one hour per year. To cope
with this shortage of opportunities to speak, ttess is divided into small groups. The
advantages of this way of classroom work have dyrdseen discussed in a preceeding
section, but it is convenient to add some argumaditsnced by a number of authors who

investigated this field.

As regards the learners' readiness to interagtthe quality of their talk, Tsui

(1995) states:

"It has widely been observed that students are muate ready to interact with
each other than their teachers. The responseshinaiproduce when interacting
with peers also tend to be more complex than whewy tre interacting with
teachers" (Tsui 1995: 90).

Tsui (1995) explains that the reasons behind thégliness are mainly due to the
"removal of the figure of authority” (Tsui 1995: )9tepresented by the teacher. By
authority it is essentially meant the status ohehe one who judges what is correct and

what is not. In the absence of the worry to bewatald learners are more willing

"To take risks in the sense that they will verbalikzeir ideas even when these are
not fully developed and coherent and they will tieetarget language even when

they are not sure whether it is grammatically rightvrong” (Tsui 1995: 91).
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This statement converges with the arguments addabgd ong, Adams, McLean,
and Castanos (1976 cited in Lynch 1996) about thersity of language functions treated
among group works as compared to those treatedt@atthers.

In a response to the claims that group works ergmuitearners to pick up each
others' errors, Porter (1986 cited in Lynch 1996)1dontends that these worries are not
justified and it rarely happens that students répce any of their mates' errors even

shortly after they are made.
5. Feedback:

This is actually another aspect of classroom ictera. In typical classroom
exchanges, teachers initiate talk, learners respbed a feedback is given by the teacher
to comment on learners contributions. Its imporgarthen, lies in its being the direct way
by which students know if their performance is eotrand appropriate. Without this
process there is no practical testing of one's thgs®s about the target language and
hence, there is no actual learning.

Added to this cognitive role, feedback hasoaé affective one, in that it either
increases the student's motivation if he is pramed discourages him if the feedback is
negative or if no feedback is provided at all. Timgplies that "unless carefully handled,
the act of correcting may impose an emotional burda the learner” (Lynch 1996: 117).

Most researches led on feedback try to ansthwerquestions of: when and how to
provide feedback and whether it is really necesgaprovide it. Since our concern here is
to clarify how diverse factors can affect a spegkiourse, we will limit ourselves to the

discussion of feedback during oral work.
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It makes sense, in this context, to distinglstween the two facets of the students
performance on which the teacher will provide hisleation; the non-communicative
aspect of language use and the communicative one.

In non-communicative activities, where studemtre required to produce correct
language in terms of pronunciation, vocabulary @ngnar, the teacher's intervention is
appreciated. This intervention has its own ruled areferred techniques. The teacher
should first draw the learner's attention to thetake occurring in his performance. This
can be done by either: asking for repetition, wath intonation suggesting that there is
something wrong. Or by echoing the learner's utteaof course with an emphasis on the
incorrect part. Alternatively, body language susHaial expressions or hand gestures can
indicate effectively that a problem exists in tearher's performance. Once the learner is
informed he makes attempts to correct his mistdkesase the problem in language use is
due to an embedded error of which the learner tsamare rather than a mistake, the
teacher's repair is provided. The treatment ofdirer can take the form of a corrected
version of the learner's utterance or just theemtion of the wrong word. An explicit
explanation of the grammatical rule can be addethdf teacher judges it necessary
(Harmer 2003).

The teacher's concern of having learners ym@dcorrect language should not,
however, drive him to stop the learner repeatedly ask him a correction of the mistake

or the error. To stress the effects of such atudti Tsui (1995) states:

"The sequence of correcting every error in thigipalar case is that the student
will have non sense of achievement despite thetfatthe knows the answer to
the teacher's question and that he is likely todiseouraged from answering
guestions in the future". (Tsui 1995: 47)
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In communicative activities, where the msp is to communicate ideas and
contribute in debates, the intervention of the heado correct mistakes should be done in
a very subtle way. To understand the purpose fromgdso let us consider this theoretical
issue. For some researchers (Swain 1995 in Ell@5R@cquiring a language is a goal
which can be achieved if learners are engagedniguizge production. One of the biggest
challenges that a teacher is confronted with i ways to engage learners in classroom
talks and increase their motivation in fluency task

It is, therefore, unwise to interrupt a lesarim the midst of an utterance just to correct a
pronunciation or grammar mistake and to shift hisrdion from the content of what he
says to the form of the utterance. Tsui (1995pst#tat only when the pronunciation errors
might cause a misunderstanding and thus hinder eomwmation, that an intervention is
necessary. Furthermore, the treatment of the eanrsimply be delayed until the end of
the student's turn or of the debate.

The decision of giving feedback is alscedetined by the kind of students to which it
is addressed and the level of linguistic competdheg have. "For students who are very
shy and reticent it is more important to get themextpress themselves rather than produce
correct forms” (Tsui 1995: 48). It also makes nasseif a learner with low language
proficiency is repeatedly corrected, for he carrenefit from all the corrections provided
as he lacks the knowledge that allow him to corngtiself.

So, feedback can be efficient and berafmnly if the teacher takes into account the
elements mentioned so far. In this respect, Nurid®91) stresses the importance of
developing "an awareness, not only of the wayshicivwe provide feedback to learners,

but also that we monitor who gets the feedback @\ul991: 197).
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Teachers are not the only source of feedlmdke classroom. Learners as well can
correct and advise their peers. The merits of type of feedback can be summarized in
these points:

*Feedback offers additional opportunities to sptbaktarget language.

oIt permits the learners to think about and disdhe language forms.

*Treatment of errors and comments on langudgens represent genuine
communicative events where participants are reatlyhanging meanings and striving to
reach communicative effectiveness.

Besides these appealing advantages, pedbdeledhas also its drawbacks. A learner
does not always accept to be corrected by somebweisvon the same level of language
competence. A feedback provided by a peer may lye ammnoying than a one provided by
the teacher. To cope with this problem without geabliged to sacrifice the advantages of
peer correction, Lynch (1996) advises teachersdate a cooperative atmosphere in which
feedback can be given without upsetting those wleeive it" (Lynch 1996: 113).

Moreover, peer's feedback is not alwaysvesle and if it is so it does not achieve the
positive results it is expected to have. In sudhasions, the teacher's interventions are
necessary.

Feedback and the other factors discussedrsihdt is, tasks, teaching materials, class
grouping, and interaction, determine to a greaemxthe effectiveness of any speaking
course. They help the teacher form an ampler imagethe teaching activity and
understand the multitude of ways through whichlestiaed pedagogical objectives can be
fulfilled.

The attempts to characterize successfulkapga@ourses have resulted in a number of
features that should be present. The most agremd apes are summarized in these points:

*Speaking courses should elicit a big amount afriers’ talk.
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*The participation should not be limited tomanority of students, but all the class
should be involved in the activities.

*Teachers should create communicative sitnatido get the learners exchange
meanings and fulfill genuine communicative goals.

*To facilitate interaction, learners shoukl dncouraged to use an easy and accessible
language. (Ur 1996, Tsui 1995).

It is, however, worth to note here that mo¢tihe course criteria are determined by
the learners needs. There is no ideal course thiat &l categories of learners. Planning
educational programs that focus on particular skiiould precede any practice. The basis
on which the programs, and similarly the courses dasigned is the objective of fulfilling
the learners' needs.

The motives behind learning a foreign largguare so diverse; they range from the
need to make telephone calls, to the one of uratedstg and presenting academic
lectures. In the case of adult learners, the phaprof the courses is bound to the
expectations and motivations of the students. Hewewhen the foreign language is
taught as a subject in elementary or secondaryosshthe learners "may not have any
immediate perception of their needs” (Richards 2B3), that is they have not clear ideas
of the purposes for which the language will bereain this case, their needs should be
"Decided for them by those concerned with theirglberm welfare, needs analysis thus
include the study of perceived and present needsetisas potential and unrecognized
needs". (Richards 2001: 53)

Therefore, it is understandable that scippojrams try to cover all the skills and sub-
skills of a foreign language with no focus on parar skills, contrary to ESP instruction
where emphasis is put only on specific skills. Emgpkes of hotel industry and tour guides,

for example, need to develop speaking skills anth&ster the rules of pronunciation so
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that their talk will be intelligible. However, stadts interested in academic lectures need to
know about the rules of written language.

To conclude, besides knowing the pedagogagions available for developing
linguistic and communicative competence, teachbmmuild be aware of the short-term

objectives as well as the long-term ones for wimslruction is provided.
Conclusion

The classroom practices are, then, closelytbethe techniques and options adopted
by teachers in addition to the methodological tewtes held by curriculum designers.
However, to reach effectiveness in teaching theldpg skill, teachers need more than
methods, techniques, and tools; they should adapitiaal thinking that allow them to
manipulate all these elements and decide whichbssit their objectives and the learners'

expectations.
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Questionnaire analysis

Introduction :

In our attempt to gather consistent informationwdtieaching speaking, we opted for
the administration of a questionnaire to learnd®y. adopting this data collection
instrument it will be possible for us to get acouied with the learner’'s perceptions about
the skill, their preferences as regards some legrand teaching techniques, as well as the
expectations they have from mastering this skilhe Tobtained information will be
converted into numerical data, which will eventyahable us to establish links between
the results of the questionnaire and the hypotkdstonditions that should be met in

teaching speaking.
1. The administration of the questionnaire:

This questionnaire was administered to a populatibeighty-eight middle school
pupils, one of pupils was absent on the day ofath@inistration. The sampling strategy
opted for is convenience sampling; for geographieakons, it is easy for us to reach the
population.

The questionnaire was completed when the partitsparere assembled in their
classes; hence, it is considered a group admiti@iraln the introduction we have
guaranteed the anonymity of the respondents. Tepwill itself guarantee a certain level
of collaboration and honesty from the part of thgpondents. A note is also included that
answers represent personnel views that will navaduated by the student conducting this
research. There is however a fear of not assurnragaeptable level of collaboration as the

questionnaire is addressed to teenagers who magk®tit seriously.
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2. The description of the questionnaire:

In order to probe the learners' perceptions asdeghe speaking skill as well as their
abilities and preferences, we have designed thestgqunnaire including mostly close-
ended questions to get precise answers which edhtgi numerical data. At the same time
we have strived to make these questions straigidiol and easy to guarantee the
respondents collaboration.

The twenty questions are organized into four sastievery section has a general aim

shared by a number of questions.

Section one: (Question 1 - 3)

This section contains three questions which airmiypait getting general information
about the participants such as their age, the numbgears they have been studying
English and the extent of personality extroversibimis section, then, is meant to draw a

general picture about the learners' background.

Sections two: (Question 4-12)

This section attempts to tackle different aspesisted to the skill and investigates the
language in general and the speaking skill in paldr. Among points that are dealt with
are the extra-curriculum sources of input, theiclitties found in speaking, and the use of

communication strategies.

Section three: (Question 13-19)
The purpose from designing this section is to prtie respondents' preferences

concerning a number of points, such as work-fraagdback, and topic selection.
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Section four: (Question 20)

This last section is composed of one question, kveims to discover the immediate
wants that guide the participants in their learnibgglish as well as the long-term

expectations as regards the use of the spokendhriglthe future.

3. Responses analysis:
Item 1: Age distribution
a-14
b-15
c-16

d-17

1%

16%

(§0]

5
o
Ry

! 1x48%

Fig 1 The learners” age distribution

According to the responses gathered in the quesdios there are four categories in
which the participants can be classified. Their eagge varies from 14 to 17. The biggest

part of our respondents 48% are aged 16, 35% arnd3hose who are 17 represent a
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®

proportion of 16%. The smallest proportion is tledtrespondents aged 14 and it is

estimated to be 1%.

Item 2: Length of language learning duration in themiddle school

a-More than four years

b-Four years

Fig 2 Length of language learning duration in the nddle school

The purpose behind investigating this point isitwl fout the proportion of learners
who, by the end of the year, will have studied Esigfor more than four years. The results
revealed that about a quarter (26%) of the whotepsa population have actually studied

English for five or more years because they repgeateleast one year. While the other

three quarters (74%) have studied English for j@ars.

Item 3: The participants' judgments about their personality

A-Extrovert personality

B-Introvert personality
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Fig 3. The participants' judgments about their persnality

In dealing with this item, we wish to find out whet participants judge themselves to
be extrovert people who enjoy having discussiorth wihers or introvert ones preferring
silence and reflection. The responses show thatnthprity (87%) of the participants
consider themselves extrovert people, whereas arityinof 13% regard themselves
introvert people. Knowing such an aspect of thenleas' personality offers the teachers
insights as regards the grouping of the pupils amg#s them to adopt more motivating
ways in teaching oral communication. At this agee(item 1 above) learners who are
adolescents generally show a dynamic, extrovertudé¢ towards life in general and the

classroom environment is not an exception.

Item 4: The ranking of skills accordingo their difficulty
a- Listening.

b- Speaking.

c- Reading.

d-Writing.
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24%

32%

Fig 4 The ranking of skills according to their difficulty

Responses obtained for this item reveal that spgakithe skill which is thought of to
be the most difficult by 36% of the population. Theomes listening with a proportion of
32%; the respondents represented by this percefdageserious difficulties with this skill.
The writing skill is chosen by 24% of the resportderWhereas only 08% of the
population see that reading is the least diffiskit.

Such facts revealed by these results deserve dunt@éng and consideration from the
part of both teachers and curriculum designers sugjest the following question. Does
speaking represent an inherently difficult skilvimy a particularly complex nature which
prevents learners from acquiring it and having adgcommand of it? Or is it the teaching
practices proposed by curriculum designers andepply teachers that are inefficient and
need to be replaced? However, we can also conidethe acts of listening and speaking

are instant, immediate language processing whading and writing provide much more

reflection.
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Item 5: The existence of other media of getting injt outside the classroom
a-Yes

b-No

22%

COa

78%

Fig 5 The existence of other media of getting inpuiutside the classroom

The majority of respondents (78%) have respondadipely and affirmed benefitting
from other sources to listen to English. Althougtosin of these sources are not
instructional, they offer additional opportunitiesexposure to this foreign language.

The main source of auditory input that attracts spondents is films. Then, come
songs. To a lesser degree respondents have mehtidve programs including
documentaries, cartoons and news. Some of themdspts affirm finding opportunities in
the internet and with friends or relatives who als foreign language learners. Compact
discs are another medium that provides auditorytinpere the respondents do not specify
the content or the nature of these CDs. The leasitioned source is the reinforcement
courses where learners study English for extrashaith a special focus on the items that

are likely to be tested.
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For the remaining proportion (22%) representingséhavho answered negatively to
the question, the class then, represents the datg pvhere they are exposed to auditory

input.

Item 6: The model of language production
a-Teacher's talk.

b-Good learners” talk

c-The course book

d-No answer

3%

20%

L 18%
_'\.

Fig 6 The model of language production

Having seen the extra curriculum media that allearters to listen to English, we
wish at present, to investigate the models thanhéxa prefer to take in formal contexts.
Three choices are proposed to the respondents, fiesteacher’s talk which represents
the biggest share of the whole classroom talk. Jéed learners” talk which occupies a
lesser duration of the class talk but which cossisf a more accessible and

comprehensible language for the peers having & ¢éa&l. The third choice is the course
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book language, which includes texts designed fadireg or examples for compositions. It
is worth to remind here that reading texts andimgimodels may not be ideal for imitation

if the objective is to produce spoken language.

The generated answers for this question revealthigateachers” talk is the kind of
language respondents wish to imitate at least Her rajority (59%). The language
introduced in the course book is targeted by 20%hefrespondents and the remaining
proportion (18%) takes the good learners' talk asodel. For unknown reasons 03% of

the participants have no answer.

Item 7: The kind of participation respondents are dle to perform in speaking
tasks.

a-Repetition of one word.

b-Repetition of one sentence.

c-Reproduction of a dialogue.

d-Production of a sentence.

19%

Oa

16% | Ob
56%

Fig 7 The kind of participation respondents are able tgerform in speaking
tasks.

103



'S
Uni versité é Sétif2

Given the differences in the level of language iprehcy that learners have,
production of language chunks differs with everypipaccordingly. On the one hand, the
weaker learners scarcely reproduce words suggéstéide teacher; more proficient ones
are able to memorize a sentence generated by dlcheteand repeat it. Those having a
higher level can reproduce a whole dialogue presehy the teacher. On the other hand,
there are excellent learners who are able to gen&rager chunks of language using their
own linguistic resources.

When asked about the kind of language production regpondents are able to
generate, 56% declare that they are able to produgbole sentence without anybody’s
help. 19% answered they are only able to repektessbwords, 16% can repeat a sentence
and 09% say that they can act a whole dialoguespted by the teacher.

These results can be explained by the fact thatespondents belong to a transitory
level between beginner’s level and intermediate d¢tnis within their abilities to generate
simple sentences composed of basic elements elpatiaimilar examples are given
beforehand by the teacher. Add to this, the mixes@ll nature of most Algerian classes of
English as a foreign language.

Although the proportion of 56% is not an overwhelghimajority, it encourages,
however, to set communication tasks and discussimiege these type of tasks are basically
composed of short sentences and/or limited uttesanthis proportion urges teachers also
to lower the learners' fears of making mistakeihgouraging them to use strategies such
as using circumlocution or choosing the topics tpatmit more manipulation of the

mastered patterns and vocabulary.
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Item 8: The language of utterance formulation
a-From Arabic to English.

b-Directly to English.

30%

70%

Oa
Ob

Fig 8 The language of utterance formulation

Although an important percentage of the populati@mve declared being able to
produce sentences without the help of a more exggeston. Paradoxically, there is also a
majority (70%) of respondents who admit that theywehto formulate the sentence in
Arabic first, then translate it into English. Thenraining proportion estimated by 30%
think they are able to formulate the utterancesatliy to English. Recourse to the mother
tongue does not represent only a time consumirg bigt affects as well the quality of
language patterns produced by learners. Hencegfol@nguage learners should be trained

right from the onset and encouraged to perform dbgnitive processes that precede

articulation using the target language.
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Item 9: The language difficulties faced when speakg
a-Vocabulary

b-Grammar

c-Pronunciation

d-ldeas

e-No answer

=2 '| 39% Ha
Ob

C

7% _ d
21% . Oe

Fig 9. The main difficulties faced when speaking

The responses obtained for this question showlgldaat there are a number of areas
which constitute real obstacles for oral commumcatnamely vocabulary, grammar,
pronunciation and the content of the message. Bé&t 8f the respondents, the poor
vocabulary resources inhibit them from participgtim speaking tasks. Although this
proportion clearly represents those respondentglzoning from having little vocabulary
knowledge, we can add those who actually have aapsable vocabulary repertoire but
who do not know how to employ it or who cannot getess to it when needed. 21% of the

respondents think that they do possess the buildiogks of language but do not know
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how to combine them. Their poor knowledge in gramimsathe barrier they face when
trying to generate meaningful utterances.

Pronunciation, however, is the problem that onlypercentage of 07% of the
respondents complain of. This can be interpretethbyearners' insistence to be correct in
terms of grammar but not necessarily in terms ohpnciation as long as the vocabulary
items are correct and the ideas are understood.

Surprisingly, an important percentage of 32% of ripondents complain of having
no ideas to expresa fact that shows that the poor linguistic resesnmay not be the only
difficulty faced when speaking, but it can be adlwle message itself that should be
encoded. This problem can be due to the failuree@thers to contextualize the language
use and stimulate the learners' imagination to evakrange of situations in which
language can be used. The lack of motivation frleenpart of learners can be an additional

factor that deprives them from the desire to comoaia.

Item 10: The communication strategies opted for byhe respondents
a-Avoid speaking.
b-Ask teacher for translation.
c-Circumlocution.

d-Gestures.
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9%
25%

Oa
34%

Ob

32% d

Fig 10 The communication strategies opted for by #hrespondents

According to the choices made by the respondergsader of the them (25%) prefer
to avoid communication and give up the participatio talk if they lack the necessary
vocabulary to formulate their utterance. 32% ispbecentage of respondents who opt for
providing the word in Arabic and ask for the teathéwelp. The latter will give the
equivalent in English. Many teachers hate thigegaas it encourages learners to think in
the mother tongue and takes much of the class tlini®.however, a tolerable strategy in
that it maintains the learners' involvement in sask

An almost equal percentage (34%) represents tippmeents who use circumlocutton
that is to explain the desired meaning of the umkmavord with a whole sentence. This is
a much preferable strategy because the learnesing the target language and still trying
to communicate his idea with the available resairCeEhe remaining proportions of
learners (9%) say that they appeal to mimes anigssto suggest the word they mean to

the teacher and the peers.
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Item 11: The category of link words the respondentare able to use
a-and, but, or
b-which, who, while

c-No, answer

1%

12%

Oa

Ob

87%

Fig 11 The category of link words the respondentsra able to use

To answer this question, a majority of 87#4espondents replied that it is easier for
them to link sentences with words like: “and, oecéuse, and, but”. The remaining
minority consisting of 12% say that “while, whictind who” are the kind of link words
they are able to use.

This is a quite reasonable and expected resulthéofirst category of link words does
not require from the speakers long or complex dognioperations; they just have to
coordinate the chunks of their talk with one of ttwnjunctions. However, for relative
clauses for instance, the speaker is expectedrtoufate his long and complex sentence

beforehand which means that he needs more timéharidng to express his utterance.
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Item12: The learners' hesitation to produce long sgences
a-Yes

b-No

49%

Oa
Ob

Fig 12 The learners' hesitation to produce long seé@nces

In the same vein, this question investigates whetie respondents feel reluctant to
participate if they are expected to produce a Isegtencethis reveals the respondents
perceptions of their own abilities. The responsesisthat the participants are divided into
two almost equal groups, the first having a pemgatof 49%, admit that they really
hesitate to participate when they are expecteceh®igite long sentenceable other group
representing 51% of the population say that theyndb feel discouraged if they are
required to produce long sentences. These resyear the extent to which the learners'
participation in speaking tasks is affected byrthture and length of the sentences they are
expected to produce. We should, however, distifgbistween long sentences and long
speaking turns. When turns are composed of shottisees that are combined with simple
conjunctions or just strung together, they do motstitute a challenge as long and complex

sentences do.
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The limited use of communication strategies,cpartially, be a cause of the
learners' reluctance to produce long sentencesy fitle the belief that sentences should
be error free and should be produced without tie dfeothers. Nevertheless, learners' talk
can be increased had they been sensitized aboutugbilness of communication

strategies.

Item 13: The respondents' preferences as regardseihwork form of the tasks.
a-Pair work
b-Group work

c-Whole class

15%

COa

0,
53% | Ob

Fig 13 The respondents' preferences as regards tiaork form of the tasks.

More than half of the respondents (53%) prefer wawykin pairs, having just one
partner when assigned a speaking task. 32% ot#pondents like working in groups with
a given number of classmates. The remaining prapor{l5%) represents those who
prefer working with the whole class. These restlkarly show that the respondents prefer
to speak within the work forms that are most sintitareal-life conversations, that is either
speaking to just one person or having a discussitiha group of five or six people but
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rarely with a group of 44 partners. Again, learhpreferences are in conformity with the

natural characteristics of the speaking skill.

Item 14: The feedback that embarrasses learners
a-Teacher’s feedback

b-Peers' feedback

c-Both

d-None

8%

26%

Fig 14 The feedback that embarrasses learners

A high proportion of the participants (60%) seettliae peers' corrections are
embarrassing. This may be due to their refusaktodsrected by someone who has a close
level. It is, thus, more accepted to be correctgddmeone who is more proficient. This
assumption is reflected by the low percentage (08#4hose who do not appreciate the
teachers' feedback. A minority constituted of 06%tlwe respondents prefer being

corrected neither by the teacher, nor by the clagssn The remaining proportion estimated
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by 26% declares that it does ravinoy them to get a feedback be it from the teaoher
from the peers.

When we go back to the third item in this questairer where the respondents are
asked about the nature of their personalities amekevmost of the respondents think they
are extrovert people, we notice a contradictionthe respondent’s answers. Extrovert
learners are supposed to welcome feedback regardiets source. But, probably due to
the absence of collaborative and cordial learnitrgoaphere, learners feel a kind of

discontent as regards the others interventions.

Item 15: The type of tasks preferred by respondents
a-role play and drama

b-debates

c-games

d-Story-telling

14% 14%

Oa

30% @b

42%

Figl5 The type of tasks preferred by respondents
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Concerning this question, the biggest proportid2gfirecorded is in favor of debates
centered on given topics. Such a result highlighésimportance of being involved into
interesting topics and being willing to share ongfsnions with others. For 30% of the
population games are the type of tasks that attinech. The entertaining aspect these tasks
have and the sense of achievement when a scofgdmed or a goal is attained is the
reason behind this choice. Drama and role playtergreferred type of tasks for 14% of
the respondents. An equal proportion estimatedtalsbi% appreciates story-telling.

Pedagogically speaking, every type of the propdaskls has its own merits and its
instructive values. But since the course objecisveds maximize participation in speaking
tasks, bearing in mind that this can only be addeV the learners are motivated in what
they are doing, it is legitimate to assign the typetasks preferred by the majority of

learners.

Item 16: The usefulness of preparatiorof speaking tasks
a-Useful.
b-Not useful

c- No answer

2%
30%

\ ob
| ¥ 68%

Fig 16 The usefulness of prepaian for speaking tasks
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To this question, 68% of the respondents reply thay are in favor of prior
preparation of tasks. This step allows them to krlogvvocabulary relevant to the topic
that will be treated and benefit from the leisureyt have at their disposal to think over the
details of this topic. A proportion of 30% repretsethe respondents who rather prefer to
deal with the task solely in the classroom. Thikesatalks more natural as they preserve

their spontaneity. 2% of the respondents have raigeed any answer to this question.

Item 17: The respondents’ opinions about the selesd topics
a-Interesting
b-Not interesting

c-No answer

1%

24%

[Ja
Ob
75% c

Fig 17 The respondents opinions about the selectempics

A look at the fourth grade textbook shows that pinegram is centered around six
topics.
- Food and drinks.

- Citizenship sustainable development.
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L —

- People and places.
- Customs and mores.
- Cultural exchanges.

- Arts and sciences.

When asked about their opinion concerning thesiesofb % of the respondents show
their satisfaction and say that the topics tackte&nglish lessons are interesting. While

24% do not find the above-mentioned topics int@ngstA tiny proportion of 1 % has not

given any answer.

Item 18: The respondents' readiness toka part in the selection of topics

a-Yes
b-No

c-No answer

4%

10%

Ca

Ob

Fig 18 The respondents' readiness to take part irhe selection of topics

Although the majority of the respondents show tlsaiisfaction about their textbook

topics, they welcome the idea of having a roleateding the topics. To this appealing
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idea, a percentage of 86 % have given a positisevan Probably they appreciate the fact
of being involved in classroom decisions even dytlare satisfied with the teachers and
curriculum developers' ideas. 10 % of the partigipado not wish to intervene in topic

selection and 4% decline to give any answer mafpbthe reason that they cannot decide

upon a choice.

Item 19: The choice of the partner in pair works
a- A friend

b-A good learner

34%

Ca
Ob

Fig 19 The choice of the partner in pair works

It generally happens that the teacher appoints patiners of the pair work but
sometimes the learners express their wish to dcilague or perform a given work with a
particular classmate. In our attempt to know wheethe respondents prefer to work with a
friend or a colleague having a good proficiencyEimglish, we have asked this question

and requested the participants to provide a jostifon for their choice. 34 % of the
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respondents opted for working with a friend. Thay ¢hat it is more enjoyable to have
talks with friends, and it is easier to communicaith someone with whom we have a
good personnel relationship. They also argue tieids are cooperative and ready to help
when needed.

66% of the respondents think it is better to warith a classmate having good
language proficiency. To justify this choice thependents have advanced a number of
reasons. The most mentioned one is the opportohibenefitting from the knowledge he
has. This attitude shows that a good proportiothefparticipants appreciate cooperative
learning and do not feel embarrassed to acquirevlatlyge from good learners. Another
reason cited by the respondents is to get help wiesded; in other words, the good
partner may provide a vocabulary item, a correengnatical structures or an exact
pronunciation detail if he judges his interventigseful. To a lesser extent the respondents
mentioned as well the advantage of guaranteeingetigness of speaking and the

correctness of the generated sentence.
Item 20: The respondents’ objectives from &ning English

This open-ended question aims at discovering thectbes and expectations that
guide these learners in their foreign languageuctibn. As regards short-term objectives,
the primary objective mentioned by the respondents achieve good academic results.
This foreign language represents for them a sulpectpying an integral part in the
curriculum and whose mark contributes activelyna success or failure of the learner.

With a smaller proportion, other objectives arekedl about such as being able to
watch T.V programs diffused in English, to use wWeb, and to communicate with other
people having a good command of this languagetékehers or foreigners. Some of the

participants affirm that knowing a foreign languagea skill that enriches the cultural
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knowledge and represents a mark of extended kngeledhere are, however, few
answers which do not embed any clear objective stschiming to master this foreign
language or just because it is important.

Concerning the long-term objectives, the most cied is the ability to communicate
with foreigners; this reflects the participants aa@ness of the importance of English as a
global language. An almost equal proportion of paticipants think that English is a
primary requirement in many jobs; hence, masteitiregnables people to get prosperous
careers. Other respondents express their wistateltabroad without mentioning if it is
for getting a job, for studies or for tourism busarted that knowing a foreign language
facilitates communication. Few respondents consigeglish a means to know other
cultures, while very few ones have not given peecsswers such as expecting the

language to be useful in the future or regardiragiain important one.

4. Findings of the questionnaire:

In the light of the answers and clarifications pded by the learners to whom the
questionnaire was administered, we can draw thewolg conclusions:

An important proportion of the respondents affireiny extrovert people who like
having discussions and exchanging opinions. Treadsio a majority of participants who
judge themselves able to produce at least shotesegs and link them with conjunctions
like: and, or, but.... They also can make use of comnpative strategies when they judge
it useful. With all these positive aspects, it ustg surprising to find that there is, as well, a
high proportion of respondents who consider speplandifficult skill. This belief is
probably due to the lack of awareness about wheggsired from them when speaking.
So, a large part of learners think falsely thaytaee supposed to produce long stretches of
speech using complex sentences and delicately mhassabulary. In other words, the

learner’s abilities and preferences as regardptbeuction of utterances, the coordination
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of short phrases and the work form are in conformiith the features characterizing the
speaking skill.

A further point that can be discussed is the péssimys that may maximize the
learners' participation and facilitate their spegkiasks. It has been reported in a previous
part of the analysis that a proportion of 39 % fagaoblem in words that constitute their
talk and that 25 % of the total respondents relsigto take part in talks just because they
do not find the words. This problem may be dueh learners' unawareness about the
legitimacy of appealing to communicative strategigsey probably regard the use of such
solutions a sign of a gap in the learners' flueNgliereas in reality it is a sign of fluency in
that it helps achieve communicative effectivenddsnce, teachers should invite the
learners to say more about the meanings they ameéngito convey by using
circumlocution, or by providing a literal transtai from the mother tonguend should
give more freedom to talk in specific topics ifiears show the ability to manipulate the
vocabulary with relevance to this particular topMoreover, teachers should not be
obsessed by the idea of prohibiting the use ofmtléher tongugif transfer proves to be
beneficial in maximizing the learners talk it cam Uised as a last recour3ée teacher is,
practically, the [Imore expert person] present in the class from whom help can be asked,
and transfer offers opportunities to provide feattband detect the gaps in the learners
proficiencies. In doing this repeatedly, the leasneill realize the primacy of expressing
one's idea even with modest linguistic repertoi@sd the recourse to strategies will
become a good habit rather than an embarrassingecho

Another point revealed by the questionnaire is #@he respondents estimated by
32% are reticent about oral communication becdusg do not find what to say. There is
no idea, or message to be conveyed. This may beobrtbe reasons underlying the

judgments attributed to the speaking skill. In &eotquestion, the majority (86 %) of the
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participants express their wish to take part in #edection of the topics. This idea
contributes certainly in increasing their involvathand brings plenty of ideas on which
talk can centered. The teacher as well can haweair solving this problem by finding
and employing more efficient ways of contextualigithe language use. It is only if the
situations are made clear to the learners thagtios stimulated and learners feel tempted
to participate in talks.

The questionnaire has also showed that more thHnthea participants prefer pair
works and 32 % of them like working in groups. Sugteferences highlight the
collaborative aspect between the speaking anadirgdeskills and the necessity to integrate
both skills. Learners taking part in pair or growprks exchange roles of listeners and
speakers just in the same way it happens in featdimmunications.

Tasks that meet this condition, that is stresdiegdynamic relationships between both
oral skills, do not merely train learners how tepehe floor and how to yield it, but
teaches them too how to conceive jointly messages] collaborate in encoding
utterances. Showing interest, hesitation, or theirdeto end a conversation are other
aspects that can only be performed if the taskrpmates the characteristics of genuine

conversations.

Conclusion:

This questionnaire has unveiled much of what wehadsto know about the learners'
abilities, preferences and attitudes as regarde smpects related to the speaking skill. We
have come to a number of conclusions that bearhenassumptions held about the
conditions that may guarantee the success of a coeative speaking course. Since the
ultimate goal of this work is to gain a satisfagtenderstanding about the skill and to
study all the elements that can contribute in fasgeteaching oral communication, we

have tried to imagine the practical decisions thldw from such conclusion and that can
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be adopted. In terms of teaching materials, theybeatailored to fit both the nature of the
skill itself; and the abilities, and preferencedlod learners since the questionnaire results
have shown a great conformity between both. Thehta' practices too should aim at
maximizing the learners' participation by designingre motivating and productive tasks.
The teaching / learning environment, as well, carolganized so that it serves best the

pair and group works.
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Analysis of the teachers' interview

Introduction:

Teachers are active participants in the procetangiuiage teaching in that they guide
the practical side of the process and represenphlysical factor whereby the theoretical
standpoints of curriculum designers are put intcpece. For this reason, it is essential to
determine the teachers' conceptions as regardspteking skill and whether they have
any suggestions that help achieve better resultserAi-structured interview, including a
considerable number of open-ended questions, islubed with six middle school
teachers to attain these goals. This interview egttainly clarify some aspects of the topic

at hand and help draw some conclusions about tigky.st

1. The interviewees' selection:

Although interviewees have been selected randobyyguestioning teachers who
show readiness to spend some time in answeringuéstions, and with whom contact is
easy, it has been taken into consideration to wotlk teachers having led different kinds
of formations and having varied teaching experiefyedoing so, we wish to ensure as
many characteristics as possible in our intervievaed thus guarantee an acceptable

degree of representativety.

2. The setting of the interview
Teachers were interviewed in their work place ater period of the final exams to
take the advantage of their spare time and notbtigeal to interrupt the interview to be
completed in later sessions. Interviews lasted eéetwone hour to three hours. This

variation in duration is due to the readiness efititerviewees to give some details or to
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illustrate their statements with examples. Thelees readiness to be recorded differed
also from one teacher to another. Four teacheepéet to be recorded using a cell phone

MP4, while the two others refused.

3. The description of the interview:

The present interview is a semi-structured onecolttains, however, much more
open-ended questions than close ones. The aim itrasmmainly to conduct in-depth
analysis rather than to generate numerical reslitis.teachers' views are so varied that it
is difficult to classily them clearly within giverategories. But variety here is an
appreciated virtue that reflects the differencetha perspectives from which the teachers
view the same issue. The interview includes 25 tipes categorized into four sections;

each of them has its particular objectives.(see g 11)

Section 1(question 1 to 2).
Before any questions concerning the content obthdy are asked, it is necessary to
get a broad idea about the teachers' qualificatithies nature of the formation they had
received, and the length of their experience. Kmgvthe background of each teacher may

help establishing any connections between the &adprofile and his opinions.

Section 2:(question 3to 7)
This section aims at finding out how teachers peecthe speaking skill in relation
to the other skills and the degree of importanceemito this skill both by syllabus
designers and learners. It also reveals the temab@nions concerning the degree of

importance that should be given to the speakinity ski

Section 3:(question 8 to 21)
In this section of the interview the primary objeetshared by the 14 questions is to

know the teaching practices that teachers adopeaching the speaking skill and the
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conceptual backgrounds that make teachers chotes#aique rather than another or take
a decision instead of another.

The main points that questions attempt to tackée #re differences between the
spoken language and the written one, the critdrieocabulary and grammatical patterns
selection and teachers' attitudes towards learsigs’ce pauses in oral activities. Another
objective of equal importance that this sectioexpected to meet is to induce teachers to

make any suggestions which many enhance the tepohthis skill.

Section 4 (question 22 to 25).

The main concern of this last section is to revbal teachers' views concerning a
number of external factors on which they can havemlittle control such as time allotted
to English lessons, course book and the classAfmr each question, teachers are invited

to give suggestions as regards the point in questio

4. Results presentation and analysis.
Section one
Question 1 Teachers' qualifications:

According to the results of the interview there #neee categories of English
Teachers' formation which the interviewees had ivede Bachelors of Arts having
received a general EFL course at the universityafduration of four yeargraduates of
the ENS who have led an educational and teachearirgaprogram at the Teacher
Training School for four yearsand graduates of the ITE who have received some
educational and teacher—training course at I'tsfiechnologique de I'Education for two
years. This last category of formation was followmdny years ago and is no more
applied. Three teachers out of the six are BachalbiArts, one is an ENS graduate and

two are ITE graduates.
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Question 2: Teaching experience.

The interviewed teachers have varied teaching expe; it ranges from two years
to 24 years. It can be categorized as follows:

- Less than five years: one teacher.

- Between five and ten years: three teachers.

- Between 20 and twenty 25 years: two teachers.

Section two:

Question 3 The classification of the four skills accordirmgthe importance given to
each skill in the curriculum.

The purpose behind asking this question and alsoéit one is to know the general
impression of teachers as regards the importanasadh skill in the curriculum and to
check whether they are satisfied with such an oofléenportance. In order to clarify what
we mean by the word "importance” we have addedititan be deduced from the amount
of time spent in teaching each skill and the amairitasks and sections devoted to each
skill in the course book.

Three teachers agreed that speaking comes atitegdhk after reading and writing
and before listening. One teacher thinks it ish@ $econd rank after writing. Another one
thinks also that it is in the second rank but alitgening. While the sixth teacher claims
that all skills are given the same importance.

This variance in responses reveals the subjectwitly which the same curriculum
can be handled by different teachers. Their viesgspartially and indirectly influenced by

their own decisions in selecting what to focus onteaching the foreign language.
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Furthermore, teachers may perceive some tasksithato integrate two or more skills as

ones that serve only a particular skill and thi tyg the balance in favor of this skill.

Question 4:The teachers' views concerning the right ordemgufortance of the
four skills.

When asked this question, teachers have also gaeed answers, relying on some
theoretical backgrounds they refer to when justdytheir statement. One teacher, for
example, thinks that learners should be presehtetbur skills in the proportions that they
normally occur in real-life. That is to say: listeg should take the biggest share because
we actually listen more that we speak, read orewBpeaking should come just aftitren,
reading comes in the third position. However, wgtcomes last because it rarely happens
that ordinary people need to write something.

The classification of listening, speaking, readthgn writing is shared by another
teacher but for another reason than the proporidrekills occurrence in real-life. This
teacher considers listening as the ability withebich an individual cannot speak and the
same thing with reading and writing. The order henmather justified by the idea of which
skill serves the other in terms of interdependeara complementarity.

Another view was presented and agreed upon by sachers is based on the
concept of needs analysis. For them learners aighteEnglish not for the purpose of
speaking it outside the classroom, since chancgedoiag this are so scarce in the Algerian
context, but in order to pass written exams anfillfakademic achievements. Hence, the
focus should primarily be on reading and writingh Support this view, the following
argument is advanced: in the final formal paper p&kil test, seven points out of 20 are
for the reading section and six points out of 28 far the writing section, which is an
important share that learners should be sufficyeptepared to get at the end of term

examinations.
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The two remaining teachers think that no skill mostgiven more importance than
another. All of them are equally useful to leararguage and can naturally be integrated.
Teaching one skill does indeed help to enhancer ctkils and can have other indirect

purposes rather than serving just one purpose.

Question 5: The learners' interest in tested skills at theeesp of those which are
not tested.

All the teachers except one replied positively hs tquestion and certified that
learners are interested more in getting marks imatther objectives. This is why they tend
to focus on reading and writing tasks and negldtatwvill not be tested especially the
listening skill. This tendency from the part of tlearners can be explained by the absence
of an immediate need for learning the languageirThetive behind learning English is to
get good marks rather than to be able to use tigubge in specific real situations. But
this assumption cannot be generalized to all learag there is a category of good learners
who show a deep interest in all aspects of theetdegnguage even the least likely to be
evaluated such as stress, intonation and so onevwone teacher has a completely
different idea. She thinks that learners are morlved in oral skills because they
appreciate that kind of tasks. According to thiacteer, learners find that engaging into
discussions is easier and more enjoyable thanngritvhich requires more efforts and

more knowledge about the language.

Question 6:The skill that is most helpful to the speaking.one
This question aims at investigating whether theliees are aware of the significant
role that the listening skill plays in enhancing tepeaking skill and the importance of

integrating these two skills together.
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Responses obtained from this question have redéade listening is the skill which
is supposed to facilitate and enhance the learofrgpeaking. Five teachers have agreed
on this idea but they have provided different argats. Listening is either an introductory
phase to speaking practices, a step through whachbulary and language patterns are
contextualizedit is also a model of native speaker pronunciatemd if matched with
visual elements it can convey cultural hints. Téaining interviewee thinks that reading
is the skill that helps learners to practise lamgguavhether orally or in a written form.
According to this teacher, reading is the skillotgh which learners can acquire a
repertoire of grammar and vocabulary and wherexamlers want to speak or write they
draw upon this repertoire. It is worth to note tleaen if this last view is seemingly
different form that of the former five interviewégshere is a general agreement that in
order to have some productive skills we need réoepies as a basic requirement.

Broadly speaking, the responses obtained from dbisstion reflect the teachers’
awareness of listening as a skill that helps lagguacquisition but no one of them
mentioned the close relationship between the tvillssknd that when a group of people
are engaged in discussions, they continuously spleaking turns and exchange roles as

speakers and listeners.

Question 7: The role of the oral practices that precedenisig reading and writing
tasks.

All the six interviewees agreed that the speakikitj actually benefits from oral
practices that serve as a pre-listening, a presrgadr pre-writing phase. So the time
devoted to these practices can be added to thhéapeaking skill. This amount of time is
estimated by one of the teachers as being appreeiynd5 minutes before listening, 10
minutes before reading and about 30 minutes as-avpting phase which makes a total of

about 55 minutes. Although these phases are ngihally meant to develop the speaking
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skill, they give opportunities to set discussiohsut specific topics and permit interaction.
They also enrich the linguistic repertoire and fi@ice the vocabulary and grammatical

patterns learnt before.
Section three:

Question 8:Differences betweetihe spoken language and the written one.

This question helps to discover the extent to whiehchers are aware of the
differences between the two forms of language imseof grammar and vocabulary. The
obtained responses will help us decide whetherptiedistening, pre-reading, and pre-
writing phases do actually serve the speaking skill terms language patterns
reinforcement.

Again, all the interviewees share the same opirstating that both forms of
language are slightly different. However, they giliferent examples of these variations.
For one of them, the use of paralinguistic featumed gestures are additional means of
communication used when speaking and which aréonoid in writing where only words
and punctuation are used. For another teacheersmnformation and linking differ much
between the two forms. For instance, when tryingetgpress a cause and effect
relationship, the writer may employ "consequentfggq” or any other link word. However,
in the oral form, the speaker can do without th& Words and just utter the two sentences
(cause and effect) next to each other. Anothemhtmadists a number of vocabulary items
and expressions which differ in both forms such"amm" for mother, "cop" for
policeman, "gonna" for going to....and so on. Anotleaicher sees that the differences do,
actually, result from the variations in the levels formality; that is when speaking,

language users tend to employ a colloquial langudyg, when writing, they feel
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compelled to use a formal language. The remainkggteachers have just stated that the
spoken form differs from the written one withowigg any details or examples.

Question 9: The necessity to raise the learners' awarenesst dhe differences
between the spoken form and the written form ofjlege.

In spite of the teachers' assertion on the exidfifigrences between both forms,
they show a remarkable reservation as regardgaibe learners' awareness about these
differences. Half of the interviewees claim thadrieers are expected to pass a written
exam; hence, there is no need to put much streaspectts of the oral language. A further
reason for not introducing such a point to middteo®l learners is their present level
which does not allow too many details about thetexis of use of the same vocabulary
item.

The other three interviewees who approved awagemaising have also made
restrictions to this idea. There should not besade as such for presenting this language
aspect. Instead, when opportunities are presemddaavocabulary item or a grammar
pattern used mainly in oral discourse is encoudteitge teacher opens the brackets and
explains the contexts of use. He should also agetting into ambiguous and misleading

details.

Question 10: The criteria of vocabulary items selection frome tivide range
suggested in the course book.

One of the problems teachers are faced with iséection of vocabulary items that
will be taught to learners. This question aims igtavering the criteria against which
teachers select the vocabulary.

To this question, interviewees have responded by giving rather general words such as
[the most useful” ,[Ithe commonest”, and [Ithe easiest” when asked to explain more what

they mean they have given the following explanaiohy "the most useful" some
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interviewees mean the vocabulary that enable leatoesolve the tasks or to engage into
dialogues or discussions, the words and expressi@misserve the topic and facilitate its
understanding. The same notion "The most usefulisesd by another teacher to mean
words which will be recycled in other files and winiare needed in real-life situations.

By "the commonest words" it is also meant words #na found in other parts of the
course book, and words that are used in media andthher sources than the
classroom."The easiest" is explained by one teamhewords having clear meanings and
which do not entail any ambiguity, words which nfeye an equivalent in French that can
be inferred easily and words which suit the leveltlee learners and their linguistic
repertoire. Easiness covers also, for this teagirenunciation and spelling; hence, long
words and difficult words for pronunciation arelt® avoided. An easy word means as well
a word that can be explained through the use gharg/m or an opposite and not a very
long and ambiguous definition.

From these explanations, we can notice that &rachely on some subjective
criteria to decide upon the vocabulary they havede and although they have used the

same words they have meant different things.

Question 11 The criteria of grammatical patterns selection.

In this question, too, we attempt to find out threngiples that guide the teachers
through their teaching of grammatical patterns.e€hinterviewees state that they firmly
follow the curriculum without bringing any modifitans or additions. Two other
interviewees say that in addition to the grammastaictures proposed in the curriculum,
they sometimes feel obliged to recycle some strastthat have been studied previously
and that may be necessary for the understandititegiresent structure. By so doing, they

assure moving from the simpler to the more compktterns.
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The remaining interviewee says that she moves tt@rgeneral to the detailed, and
that she selects easy structures which help disgugs/en topics. This teacher points out
that when the purpose of the lesson is to set camuative tasks, structures are rarely

dealt with, this encourages learners to speak@ndrk their fear of making mistakes.

Question 12Fluency and accuracy dilemma.

To probe the teachers' attitudes towards the dilemfriluency versus accuracy, we
addressed this direct question in the form of twedptermined choices. Without showing
any hesitation, four teachers have assured théihgehe message transmitted is much
more important than just producing correct sentendeney argued that in real life
situations, such as trade bargains, what matterst moto get things done even if the
pronunciation is not native like or the grammami correct. In addition to this, the
context of discussion can facilitate communicatiynjust using isolated words instead of
full sentences.

A further argument in favor of fluency focusestbe affective aspects of language
production. Insistence on correctness may inhdmtrriers and decrease their motivation
especially when we are dealing with beginner argdiptermediate levels. The linguistic
knowledge of these learners does not permit thdymtion of error-free sentences. It is
however important to correct pronunciation and gren if the mistake may affect
meaning.

One of the remaining teachers has specified tha¢cimess is a required condition in
writing tasks, but in speaking tasks the teachertgkerate mistakes if the message is clear.
The sixth teacher has strongly insisted on coresstnshe argues that since learners have
been taught the vocabulary and grammar necessargnionunicate they are required to

use them properly and produce full and meaningfotences.
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Question 13:The role of visual aids in contextualizing langeare.

Although this question clearly attempts to emphadize role of visual aids in
creating contexts of language use, three teaclases replied by explaining how aids help
to present vocabulary of both concrete and absti@tis. They were also enthusiastic in
explaining how pictures can motivate learners, saueh of the precious class time and
avoid translation. But they paid little attentianthe role of language contextualization.

The other teachers stressed the role that a picaneplay in orienting the learners'
attention to the targeted topic and in avoidingglamtroductory sentences. To illustrate this
statement, the following example is given by onehef interviewees: "the picture of two
people in the restaurant with a menu in their hasddble to suggest and guide the learners
to the target situation or topic". Another teacheints: "a picture can give hints to pupils
to find some interesting ideas that will be diseasand gives the teacher the opportunity

to ask questions to pupils”.

Question 14: The teachers' attitudes toward silence pauses raogun learners'
talks.

False starts, hesitation and silence pauses aractbastic features in the spoken
language; their rate of occurrence is higher indoproficiency learners. In the classroom,
silence pauses take much of the class time and sweé reactions from the part of the
teachers. This question is asked to see what thesses reflect to the teacher about the
learners' oral skills and to know the manners ifctviteachers treat such a situation.

Most of the interviewees hold a positive attitudeards this phenomenon. For them,
it shows that the learner is thinking about whats&y next, and that he is striving to
generate correct and meaningful sentences. Themwiewees go further in claiming that

it is generally good learners who stop while spegkind that pauses guarantee to a great
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extent the correctness of what follows. One of ¢hidge interviewees adds that:"speech
without pauses sounds like rote learning rathem tiegural talk”.
Only one of the six interviewees holds an extrendgfigrent view as regards silence
pausesfor her they are, too, a sign of thinking procbss this time they reveal that the
learner has not grasped what he has been taugtibaindis level does not actually allow

him to speak correctly.

Question 15:The teachers' reactions in cases of interrupteddp
Once we have known how teachers view the pausegniportant to see how they

practically react with interrupted speech. Thisdiall the teachers express the same idea
that the teacher should be patient and try to infeat the learner wants to say. Then, he
helps him accordingly, either by providing the negdvord, correcting the grammatical
mistakes or by using gestures to suggest ideasgUsidy language is very important to
show interest to the learner engaged in a sped#sigin that it keeps him involved in the
talk and encourages him to say more. However,afghuse stretches longer, the teacher
should smoothly move to another classmate, butowitinterrupting the present speaking
turn. This can be done by welcoming help from pesic by avoiding any embarrassment
to the learners participating in talks.

Two teachers have added that the reaction of #érehée can differ according to the
level of the learnerif the participant in talk is a good learner we@ausing to formulate a
correct sentence or look for the word that fitstiae meaning, it makes sense then, to
help him and wait a little moment. But if it is aeak learner who will not be able to carry
on speaking even if help is provided, the teacheukl move to another one but without

embarrassing the currently speaking learner.
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Question 16:The techniques and ways that make learners prddaoger turns.

Without precising to the interviewees the naturetht@ techniques or giving any
hints. This general question aims at promptingteexto say whatever idea that serves the
purpose. The interviewees have suggested a coabldenumber of ideas. Some of them
are suggested by more than one interviewee, whagkats that there are some shared
perceptions between teachers. However, to bedm \eit us deal with the ideas on which
there is a certain agreement. Four teachers hasisted on the role of the teacher in
creating a relaxing atmosphere that encourages cmeation and that decreases the fears
of learners. The relaxing atmosphere means alsowidne learners sit in the class;
discussions should be conducted by students faeautp other in the same way things
happen in real-life situations.

The type of questioning, according to some inteveies, is the key criterion that
should be attached considerable importance. Whestigms prompt learners to give more
details, to supply explanations or to justify sonfwices, they entail longer turns and
higher rates of learners' participation. Sometithesteacher can suggest to the learner his
dissatisfaction with the short answer he has pexvicdAccordingly, the learner does his
best to give a more satisfactory answer.

Topic presentation is another idea mentioned byihigrviewees. For them, learners
can be involved in longer speaking turns if theidap funny, witty or if it is directly
connected to real-life concerns. The way teachetoduce these topics is also of
paramount importance, he may provide hints witeuahce to the topic to be developed
by learners.

The other techniques that are each mentioned by oné interviewee can be

summarized in the following:
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- To encourage memorization of dialogues or exjprassso that they can easily be
retrieved when needed.

- To encourage learners to use gestures or tyuhge to avoid breakdowns in
communication and make it possible for the teathartervene with any help.

- To advise learners to develop their linguistipenoires through the skill of
reading.

- To get the learners use simple language comgr&mple structures. The teacher's
talk can represent a model to be followed by tleners.

What has been noticed from this set of suggesteasids the general agreement of
teachers on the role of the encouraging atmospliedype of questioning and the topic
selection. However, they show little concern to theguage itself and to the kind of
patterns and vocabulary that can be used. Thist duas a key role in facilitating

discussions and making speaking turns longer.

Question 17:The appropriate level in which language productsbould be
started.

Through this question, we want to check whetherirtkerviewed teachers prefer to
start teaching language production at early leweith whatever available linguistic
resources or wait until an adequate linguistic repe is acquired.

All the interviewees share the same belief of stgitanguage production right from
the earlier levels. This choice is justified witlifekent arguments. For two teachers, the
whole process of language production is regulatethé principle of habit formation. So,
the sooner it is started the more beneficial it is.

For one teacher, when learners are encourageeéd sp write at an early stage, this
gives them chances to be familiarized with languglgenents and to correct the mistakes .

The same teacher adds that since English is agfol@nguage used solely in the classroom
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settings, the familiarization with this languageusld take place in the classroom and as
early as possible. In doing so, instruction willgheot only to develop the speaking skill,
but the rest of skills as well. Another teacherrokathat learning a language requires both
understanding and production, and both facets dhmeilgiven equal importance. Hence, if
beginners are taught how to decode language thaydhlso be encouraged to encode it.

Concerning the manner whereby language productotaught, there is also a
general agreement that it should be gradual. At fgarners are expected to produce short
answers composed of only one word, then phrasesemeénces. The teacher must seize
the opportunities where learners produce just ooelwo mean a whole sentence such as
in "pen” standing for: "Miss, can | ask my frierat 2 pen” to utter the whole sentence and
write it on the board. This type of guidance enalilee learners to be gradually familiar

with language.

Question 18:The techniques that help encourage lower proftgidearners to use
their acquired linguistic resources.

The reason behind asking this question is to gathiers provide some insights into
processes of teaching language production withnérar having modest linguistic
resources. This question would not represent destg# if the learners have an advanced
level. Hence, more efforts are needed to decida upore efficient techniques.

Each of the six interviewees has given differeiasl however, there is a point on
which five teachers agree upon. Guidance through giesentation of a model is so
important for beginners. It offers them opportwestito rehearse and memorize a given
structure before they become able to contributé wieir own ideas and words. Imitation
Is then, a necessary step when the linguistic teperis not rich yet, in that it paves the

way to subsequent attempts of autonomous speaking.
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One interviewee suggests creating simple commuwéattuations that fit the level
of beginners and pre-intermediate learners, suchlkigag about daily routines, then move
to complex situations that require higher levelamiguage proficiency.

Another idea is proposed by the same teadier says that the reinforcement of the
learners' self-confidence boosts the learnersitiabiland generates more talk. To obtain
this effect the teacher has to praise the leargergributions, show interest to their talk,
and should not interrupt them abruptly. The mutespect between learners is another
factor of equal importance, which can encouragenth@ speak more even with modest
linguistic resources.

Another teacher sees that learners must be adiasade easy styles and produce
simple sentences composed mainly of subject, verd @bject and avoid complex
sentences. The learners have to employ the vocgbalad grammar that is easily
accessible for them and should not feel compelletbok for other words. One way of
solving vocabulary problems, according to the séaeher, is to use generic words which
go with a larger range of situations. The learneryjmas well, check a dictionary, a
notebook for synonyms and opposites, or ask fortéaeher's help. Other suggestions
provided by the teachers are: cooperative learrgngyp work, and proposing help when

necessary.

Question 19: The teacher's preference as regards input andutowgtgler in
language production.

This question aims at defining the methodologiogkntations of the teachers
concerning language production. A choice has tonbde whether input should precede
output or the opposite. In other words, shouldrlees be presented a model that will be
followed later on, or a situation is created bdbared to suggest a particular

communicative need and prompt the learners toarsgiage accordingly.

139



D
Université [(&| Sétif2

The responses vary with each interviewee. Threzht#a stressed the importance of
starting with input. For them, a dialogue, a paapht or a set of sentences should be
presented at the beginning of lessons to serve asels of language production that
learners will imitate later in the productive pheas

Two other teachers think that it is better to twemsituation where learners feel the
need to communicate and try to say something im tbéspect. After that, the model
including the targeted language element will besgnéed in subsequent steps to guide the
learners to the correct language use.

The remaining teacher considers both methods usefiiithink that they should be
employed depending on a number of elements nartiedylearners level, the amount of
real communication opportunities available in theessroom, and the targeted grammatical
structures. This teacher specifies that with wedd@mers it is preferable to present the
model first, as it is difficult for them to infehé¢ targeted communicative purpose or to use

language to encode ideas.
Question 20:Interviewees suggestions concerning teaching spgak

After having tackled many aspects of teaching sipgain particular and language
production in general, we judge it necessary toe gigachers a chance to add any
suggestions that are relevant to the topic, withangicising the aspect for which the
suggestion will be given. By and large, teachexsponses are centered on a number of
points most of them are mentioned in other questisuch as the type of tasks and topics,
interaction and questioning, evaluation, psychalalgiactors...and so on.

According to the interviewed teachers, the taskaiaidtered in the speaking course

should be motivating. They can be dialogues thak llike real life discussions, story-
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telling, games, discussion of a poem...and so onmake things easier, learners can be
asked beforehand to prepare a topic at home andsdist later in the classroom.

Topics of discussions should have direct links wéal-life experiences so that they
can raise the learners' interest. To make the ssons richer and develop as much facets
as possible in a given topic, teachers can userdiit visual aids. The teachers from their
part can diminish their talk's amount and managselyitheir feedback. Learners must
have more freedom in their speaking tasks, theyt inoth ask and answer the questions
and not be confined to the role of respondentsadfoeve all this, certainly there should be
an affective comfort and a readiness for coopezdéarning.

Another suggestion made by some interviewees iew@rd the learners for their
contributions in speaking tasks by giving extra ksafl his idea does not aim at evaluating
or testing the learners but at encouraging themma&e more efforts. In the same sense,
learners can be encouraged if they are praiseitiogir contribution is selected as the best
one. By way of encouragement, the teacher can kghnhis student to better formulate
and express the idea, then draws the other leaatestion to his contribution as if it was
fully generated by him.

One of the interviewees has added another ideactraimake language use more
genuine in the classroom settings. She says thahviachers come across situations
where he can stimulate learners to talk and gwédentto fulfill the communicative need
without appealing to the mother tongue, he showdekt from these situations. Those
communicative needs may not necessarily be reldéweathe course such as when students
want to go out, or to ask for a spare book. Howetver teacher can turn the situations into

an opportunity to produce language
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Question 21: The principles of grouping learners in pair antective works.

All the interviewees see that the best criteriomiast which learners should be
grouped together is heterogeneity in terms of l@fdlanguage proficiency. They argue
that in mixed level groups, learners guide and hedigh other. They also feel less
embarrassed than facing the whole class indiviguall

Mixed level groups offer also the possibility tekaeach other about vocabulary
items and to correct each other in case of langnaigase. The interviewees added that
they would have liked to chose pairs partners afiogrto the same criterion, that is one
partner should be a good learner while the oth@eaker one, however, this is practically

difficult to realize as it causes noise and takast

Question 22: The teachers' views as regards the number ofspumpa classroom
and how it affects the speaking course.

The reaction toward this question can easily besetqul, yet the aim is not to find
out whether the teachers approve or disapproveingskith large groups, but to get some
suggestions on how things should be.

Hence, it is not surprising to know that all intewees think that crowded classes
including more than 40 pupils are not ideal envinents for oral activities. Teachers argue
that such classes tend to be noisy and permé &tihtrol over its members. Moreover, it is
almost impossible to give every pupil in the classhance to speak, especially with slow
pupils since they cannot keep pace with good leayrs® they prefer to give up and keep
silent. To stress this problem one of the interdegvadds: "In large classes, the learners do
not feel involved because they think that they wit be asked and their turn will not
come rapidly or will not come at all'. The largenmoer of learners affects as well the
teachers and peers feedback whether in term oftyualquality. Teachers relinquish to

comment on the learners contributions just becauseot feasible with large classes.
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The six interviewees propose a set of solutiorthigproblem. Either to diminish the
number of the classes to 30 or less or to dividectass into two groups when the objective
of the course is to set speaking activities. Edcth@se two groups should consist of less
than 20 pupils, working in such workshops allows ffore participation and interaction.
Alternatively, the class can be divided into sngatiups consisting of five or six pupils, all

of them work simultaneously under the teacher'dajuse.

Question 23: The teachers' views concerning the amount of taihatted to the
English subject in general and to the speakingghaparticular.

Here again, all the interviewees show a strongatisfaction with the amount of
time devoted to teaching English. For them it idilt to teach all the skills effectively
and evenly in three hours per week. Two interviesmgaim that teachers feel obliged to
devote most of the program time to skills that vl tested at the expense of the skills
which will not.

In the final exam taking place at the end of thartio grade, reading comprehension
and written expression constitute important paftthe exam for which the biggest share
of marks is given. Teachers think that teachingliBhgshould be allotted five hours a
week to be able to cover a big part of the curdpoul They argue that it is important to
listen to the learners contributions and provide #uitable feedback which is time
demanding.

One further reason for which more time should batteld to English teaching is the
fact that in the Algerian context, this foreign damage is not spoken and used outside the
limits of the classroom. Hence, learners shouldgiven more chances to listen to this

language and use it in the classroom.
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Question 24. Teacher's attitudes towards the written task #fatuld follow the
speaking activities.

Responses to this question show that interviewesedigided into two groups, those
in favor of devoting the entire lesson to speakig those preferring to have a written
task at the end. The first group thinks that spegakburses should be given enough time to
ensure efficiency and productivity. For this reagas preferable to drop any written task.

The second group sees that learners should hawetlsimg to revise when going
back home, especially weaker ones who are not \nedobdequately in the courses. A
further argument states that skills should be raiegl so that they serve each other. Hence,
it is more beneficial to have two skills integratedether than teach one skill separately.

One of the interviewees proposes some solutiogsito more time for the speaking
tasks without giving up the written phases. Shekiit will be beneficial to assign short
tasks that can be corrected briefly or to have sphatocopied tasks on sheets of papers or

on a booklet that will be corrected also brieflyta very end of the speaking course.

Question 25:Teacher's degree of satisfaction with course hasks and how

they cope with the absence of satisfactory material

Interviewees declare that the fourth grade coumsik lmffers them great help when
teaching speaking. Still, they feel compelled tplaee some tasks with others that they
find in other sources or that they design themselvéhen asked about the motives that
make them decide to omit a task or modify it, tadyance the following reasons.

In case there are many tasks having the same nigj¢he teacher chooses just one
and drops the others. Another reason for whiclsla ¢an be avoided is the high number of
new vocabulary it includes. This distracts the hearfrom the original objective of the

tasks and directs the learners' attention onlyheo explanation of this new vocabulary.
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Long tasks including some ambiguities should alsoavoided because they are not
motivating and they yield little productivity.

It is also necessary to modify some elements esk éspecially when talking about
some personalities who were well-known in a cerpgnrod of time but who are no more
famous at the present time such as: Hassiba Bok#m@ihis insistence on relevance to
real-life interest is stressed by a teacher whas ghgt mentioning Shakespeare in a
dialogue revolving around expressing preferencesias an appealing choice to the
learners; hence, she replaces it by more recenbeut

In addition to this, teachers insisted on the thett speaking tasks should have a
double function: to induce learners to produce lagg and to reinforce grammatical
structures and vocabulary dealt with in the presi@ections. So they select the tasks

according to this criterion.

5.Findings of the interview:

Through the interview conducted with the six teashee have arrived at a number
of conclusions, some of them are expected whilersthre not. But they all contribute in
drawing a clear picture of the whole process ofheay speaking.

This skill, as revealed by the teachers' stateméntsot taking the biggest share of
importance in the curriculum and this is becaustheffinal exam which is based almost
entirely on reading and writing skills. Speakinguatly benefits from the oral practices
that precede or go along the sections devoted®other skills. However, speaking has its
own particularities as it was pointed previouslynrany contexts. In this respect, the
interviewees have shown awareness about the ansatietween the spoken discourse and
the written one, mainly at the level of vocabulaagd the different levels of formality that

words can have.
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However, only few of the teachers mentioned thelle¥ simplicity of sentences in
both modes or the possibility of using general woitl is probably owing to this reason
that they show little enthusiasm towards raising lrarners' awareness about the existing
variations. Their assumption that raising the awase means primarily, displaying lists of
vocabulary and expressions where the formal velisi@ompared to the colloquial one, is
the underlying cause behind their reservation. etany contexts the interviewees point
that language productions including speaking datsequire having an advanced level of
language proficiency, and that it can be startedceay early levels. They asserted too that
the use of simple language makes communicatioereasi

A further conclusion pertaining to the nature dof #kill is the interviewees' attitude
towards the silence pauses occurring within a sspeaking turn. Here, the interviewees
show both tolerance and understanding towards tipeseses in that they represent
evidence about the cognitive operations occurrirefote speaking and a further
development for correctness and meaningfulnesensues from this that teachers are
aware about the importance of time as a specifjairement for oral production activities,
and have some suggestions in this respect whidlbevidliscussed subsequently.

Concerning the speaking tasks, the teachers iosiie fact that tasks should serve
purposes related to grammar and prioritize thisiiregqnent on that of productivity. This
reveals, to a certain extent, that the speakinth isknot sufficiently independent from
teaching grammar. This is not to imply that spegkiasks should solely be based on
communicative aims but what we mean is that granshauld not constitute always the
primary focus of speaking tasks.

Another important point revealed by the intervieves that teachers wish to

administer tasks that are similar to real-life dsgions and concerns in real-life
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conditions. Yet, they feel compelled to work withire conditions afforded for them in the
classroom and with the available type of tasks gseg in the course book.

The interview has also revealed the dissatisfaciidhe teachers with the amount of
time allotted to teaching English in general inahgdall the skills and with the size of the
class. The suggestions given concerning thesespaistso varied but in sum they call for
more time or reduced program and smaller classes.

Given the importance of learners motivation, amiceithe speaking skill is not
tested, interviewees consider it necessary to kwearners whose participation in oral

tasks is productive and this through adding extiatp to the mark of the written test.

Conclusion:

The findings achieved through this interview charinuch of the teachers'
perceptions of the skill in question and the atiisiinside the classroom. By and large, the
results reflect the teachers' willingness to teaehskill in a more motivating way, and this
by taking into consideration some of the elemehtd thake talks natural such as time,
small groups, tolerance towards errors and silgraeses. But from the other hand, the
pressure of preparing learners for the final wnittxam obliges them to ignore some of the
speaking skill characteristics and to focus on nete and practices that consolidate
grammar patterns and on tasks whose language ascordance with written language
rules. In sum the information we have gathered fitbma interview allowed us both to
recognize the backgrounds that shape the teackersiahs and the positions that reflect

their expectations and visions about successflalspg courses.
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Textbook analysis

Introduction:

Before approaching the analysis @r' The Mové the fourth grade, middle school
textbook, there are a number of ideas that shoelddmnsidered. The importance of any
textbook stems from its being the concrete aspéa given curriculum. A guide for
teachers, especially those with little experience a reference for learners to revise what
has already been learnt and know what will be dedh next. However, it is generally
agreed upon that there is no ideal textbook fitafignstructional situationghe teaching
materials that may be perfectly suitable to oneasibn may not be so in another one.
Judgments about the textbooks can only be donefbyence to the purpose of instruction.
What should be checked, then, is "whether or netniethodology and the content of the
materials are appropriate for a particular teacluogtext” (Littlejohn 1998). Hence, this
chapter aims at evaluating the speaking sectionganding the extent to which tasks are

designed to be productive.
1.Criteria of Textbook Evaluation:

To evaluate a textbook, a number of criteria shda@deferred to. Many frameworks
have been suggestedthey either took the form of questions, or chist&l Cunnigsworth
(1995 cited in Richards 2001:258) proposes a setitdria which covers many aspects
such as organization of the textbook, the languegaent, skills, topicsand so on.
Littlejohn (1998) proposes to examine points sush division and subdivision of the
materials, types of learning/teaching activitieartigipation and so on. Harmer (2003)
provides a list of features, including among othasailability, layout and design,

instructions, cultural acceptability...
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By and large, the proposed features can be cledsifithin two main categories,
those related to external aspects like: the orgaioiz of the course book; the subdivision
of materials into sections and subsection; and ititernal features that reflect the
underlying methodologies and orientations of théess such as: the presentation of the
skills, the sequencing and gradation of the md&erigpes of tasks....

Since our concern here is to assess precisely hewgeaking skill is taught and to
examine all the aspects that contribute in the esgor failure of a speaking course, we
will deal with a number of features having eithedigect or indirect relevance with the

speaking skill, but we will put particular focus throse affecting directly this skill.

1.1Physical Features:
This level of analysis is concerned mainly abounhatete criteria that can be

observed without the need to deep analysis.
1.1.1.Publication and Type of Materials:

'On the Move (year four) is the teaching course book succeptpotlight on
English3 and before it, Spotlight on English Tand 'Spotlight on English 2. It was
revised in 2008-20Q%ery slight changes were brought in the revisatoed such as on
page 136 in both books where the picture of theeah@eneral secretary of the United
Nations was replaced by the new ones, or on pagm@bth books where the cues of the
same text were modified. Yet, the revised editioesinot affect the organization of the
books pageshat is when learners refer to the same page tnlmwks they will find the
same tasks. Both editions are published by the QNPSffice National des Publications

Scholaires
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1.1.2.The Intended Audience:

"On The Moveis designed to be used with fourth grade, midatleool learners. At
this level the learners have studied English dsrd tanguage for three years. Hence, they
can be considered having a pre-intermediate |&\ed. average age at this school level is
16, much of the materials content is selectedttthé interests of this age bracket. At this
age and level of proficiency, learners have no idhate purpose from learning English
except from fulfilling academic achievement. Fastieason, this book is used in a general
teaching context that does not target any spepifipose such as enhancing a particular

skill.
1.1.3.Accompanying Document:

This textbook is meant to be the durable main ebook, including texts, activities,
instructions, project, and so on. No supplementaajerials such as printed workbooks are
provided. So learners are supposed to solve thetes and copy the corrections on a
consumable exercise book. This explains why thétewitask assigned at the end of the
speaking course takes time and learners have ty ikoown on their exercise book
instead of writing just the needed and missing @answWwhere are no audio CD or tapes
which provide learners with native speakers' lagguas an input for listening and a model

for imitating oral production.
1.1.4.The Organization of Materials:

The course book is divided into six files; eaclthem is centered on a specific topic
and follows a fixed structure.
-Food for thought: an introduction to the topicaigh picture description and

analysis.
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- Listen and consider: listening tasks followihg teacher's reading of a script.

- Practice: grammar tasks.

- Read and consider: reading comprehension tasks.

- Practice: grammar tasks.

- Words and sounds: morphology and pronunciatieksta

- Research and report: tasks aiming as researthenigpic of the life.

- Listening and speaking: listening tasks follovitdspeaking ones.

- Reading and writing: tasks based on reading ceh®arsion, and writing.

- Project round up: instructions and guidance lieraccomplishment of the project.

- Where do we stand now: an assessment phase Wieeqgogress of learners is
checked through a number of tasks covering alskilés.

- Learning log: a questionnaire aiming at the leeshself-evaluation.

- Time for...: a selected poem, text, song or cartiwdne read or discussed.

We can notice that, there is a section groupirmggtteer the oral skills, occurring
almost in the midst of the file which implies tithe learners are induced to speak after
they have been trained to use some grammar andniation patterns and after they get
acquainted to the new topic.

This section of listening and speaking is in tuivided into two subsections

- Listen and check: devoted to listening tasks.

- Your turn to speak: devoted to speaking tasks.

So, in spite of their occurrence under the samelihgathe speaking skill is not

integrated with the listening one, it just follows

151



'S
Uni versiteée é Setif2

1.1.5The Amount of Lesson Time:

The fourth grade program is supposed to be fulfilleithin a period of
approximately 34 weeks. English is taught threerfiger week which makes 75 hours a
school year. Hence, each of the six units shoutthally take about 12 hours.

Seeing that On the Movéfiles are relatively long including an averagamher of
42 tasks, not including the progress check, ihéntessential to give priority to some tasks
and skip others. Other tasks should be assign&édraswork to gain the time that would
be spent in copying it down and solving it in tHassroom. It is then required from the
teachers to take the right decision concerning lwhiasks should be given more
importance than others and which should be negledteis can be done by reference to

the objectives set before any course is started.
1.1.6.The Authors' Word:

In the opening pages, the authors address bothkttigents and the teachers, in the
pages entitled "To the student" the authors welcahe learners, introduce some
characters that will repeatedly appear in the mogand explain the objective set behind

the way the four skills are presented, this obyecis formulated as follows:

"when you see listening and speaking, reading ariithgy you will acquire a good
command of listening, speaking, reading and wriskiljs and strategies. The coping
window will give you tips and hints for the purpogbese tips and hints will also
help you develop social skills (e.g.: write a lett€ opinion)”. On The Moveuthors
2008 :6)

In the word addressed to the teachers, the austates that On The Movétakes the
same track as the third year course book, with soma&vations introduced such as: "The

clear cut distinction between the receptive phasd the productive phase of the
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learning/teaching process as appears from theialivisetween language learning and

skills building”. ©On The Moveauthors 2008:8)

Concerning the methodologies and approach adopt#ds course book, it is stated
that, like with the third year course book, the raggh is competency based approach and
the method is learner based. This explains to atgnetent the tendencies to develop the
learners' autonomy in language learning by progdirem with the necessary strategies. It
is worth to note that the authors do not declawngipriority to any particular skill over

the others which implies that all the skills shob&lgiven equal importance.
1.1.7. Visual Materials:

One of the most important features that should desidered when analyzing the
textbook is whether pictures and graphics are degiiuto facilitate learning. When flicking
through the pages of the textbook, it is quitercthat a great deal of tasks is accompanied
either with pictures, color photos, maps, boxelslesor cartoons. Each of them plays a
different function. Some pictures, for example,veeas an instrument for brainstormjng
they provoke the learners' thoughts during theudision of any topic.

lllustrations and tables including cues can béngagral part without which it would
be impossible to solve the task such as in a &gliting to indentify the Indian tribe that
was living in a given region on the USA map. Or thsk where textbook users are given
pictorial cues to be used in a substitution tadkerAatively, illustrations can be used as a
means to check meaning like in the task mentiottiegfamous cartoon character "Shrek"
with a picture representing it. Actually, picturgs not serve only cognitive ends but also
affective oneslearners are attracted by cartoon bubbles, artdrpi&...and this raises their

involvement in the learning process.
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1.1.8.Cultural Aspects:

Much of the cultural underlying thinking can be deed through the examination of
the external features. The characters that areechtusbe the centre of many events, the
topics that are chosen and the texts that aretedleeflect to a great extent the cultural
values and principles adopted by the authors. tmattempt to analyzeOn the mové we
find that there is @lear tendency to present the textbook's contebbth an Algeria and
international context. An instance of such a multiral background is the choice of the

characters names, places, customs...
1.2.Internal features:

This level of evaluation goes deeper to charactettie underlying principles that
have guided the course book designers in theitioreaf the materials. Littlejohn (1998)
points out that this is the most important leveapélysis and in most of the times it entails
subjectivity from the part of the analyst. Two amsals of the same book may result in
completely different views. Moreover, analysts efi¢ching materials suggest a great deal
of these criteria to evaluate the internal aspettthe course book. Checklists of these
criteria may differ from one author to another, ttary to the external evaluation where
there is much agreement on the proposed critegat ikas mentioned before, this analysis
does not adopt any particular framework. The featduhat will be considered in "On the

Move" are selected to serve precisely the objechanalyzing the speaking tasks.
1.2.1. Linguistic Competence:

The first aspect to be dealt with is the way tharse book develops the linguistic
competence. This involves the set of targeted Istguelements which have been selected

by curriculum developers, Richards (2001) say#$is tespect:
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"All teaching, of course, demands a choice of whilitbe taught from the total field
of the subject, and the teaching of language at@argl and under any circumstances
requires the selection of certain features of tegliage and the intentional or

unintentional exclusion of others". Richards(20d)

*Vocabulary

Vocabulary constitutes a basic component of thguistic repertoire that any learner
should acquire to speak. Therefore, it is essemtiatonsider the vocabulary content
intended to be taught. McCarthy (1990) cites thmeeciples when exploring the selection
of vocabulary items: frequency and range; learitgtahd learners' needs.

In terms of frequency, vocabulary items can be yaeal by reference to frequency
lists, these are provided in corpora relying on poter aided analyses. Examples of these
corpora are: LOB(The Lancaster/Oslo/ Bergen Corprs] the Birmingham Corpus.
However, different corpora do not always agree lm same classification of common
words. For this reason, we preferred not to referany corpus. Add to this, the
pedagogical objectives in the Algerian context dbspecify the adherence to any corpus,
accent, or range of language use (technical, legallhere are even some writers like
Richards (2001) who assert that "frequency is roessarily the same thing as usefulness
"Richards (2001:07). In other words, what may tog lists of corpora is not always useful
for pedagogical ends in classroom settings. Funatiords for example come at the head
of frequency lists and what learners actually reredcontent words.

Sinclair and Renouf (1988 cited in McCarthy 1990:82im that learners need some
particular kinds of vocabulary items that help thesmmunicate in the classroom settings
like days of the week, words expressing evaluatimrds relevant to the physical settings
of the classroom and so on. Accordingly, the selaatf vocabulary content should rely in
addition to frequency lists to the intuitions of teréal designers. This reliance on intuition

can be perceived in the selection of words like ['KousKous, mint tea, waiter, dish and
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vegetables[] in presenting the topic of food, such words ar¢ lilely to top lists of
frequency but they are useful to the teaching ofestanguage elements.

Concerning learnability, this term is in fact emy#d to denote a number of
characteristics, namely: spelling, phonology, sgtitaproperties, closeness in meaning,
false friends, association to one's world expegeasrcculture (McCarthy 1990).

As regards spelling, few words irODh The moverepresent difficulties such as
doubling the consonant in "carrot”, the order ofvets in "neither" and silent letters in
"bought”. These difficulties are however unavoi@aldecause of the particularity of the
English spelling including numerous irregularitiddcCarthy 1990 Gramley and Péatzold
1992).

When considering phonological difficulties, we fititat learners may be confused
with the pronunciation of "mint* and "soup" as thdyme with "mind" and "sour"
respectively. But since these words occur in oasks, there are strong chances that
learners be guided by the teacher's pronunciation.

The syntactic proprieties of some words might, alaose confusion like in the
expression: "would like to" and "like doing someili.." learners may need some
clarifications that help them decide which of thertv forms have to be used: the
progressive or the infinitive.

In expressing agreement and disagreement withHeredo 1" or "neither can I,
learners are faced with affirmative sentences fdrmigh inverted subject and modal. This
needs extensive practice to clarify the use ofphaisern and clear the ambiguities that may
arise.

Generally speaking,On the Moveoral tasks do not include false friends except fo
"camera" and "glass" which may suggest other meganihlearners refer to the French

language. However, there is a considerable numbevoods whose meaning can be
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deduced from the similarity with French such asaidmusic, spectator, hotel, bicycle,
potatoes....

As regards the association of vocabulary to cultemaironment, most of the words’
meanings can be related to the learners' world amture. The topics of food,
achievements, customs, facts and fiction, constitmeas of daily interest in the Algerian
context, so they do not entail any strange condepttse Algerian learners.

It can be deduced, then, that the vocabulary sueges this textbook is learnable to
the average learners. The remaining question teatisnto be answered is whether this
vocabulary serves the learners needs, here itcisssary to refer to the objectives set for
each file by the curriculum developers.

Speaking tasks inOn the Moveé are devised to fit the objectives appearing an th
book map, by way of example, we consider the cdddeotwo whose speaking phase
objective is to enable learners to talk about ombiities, possibilities, obligations and
rights. For this purpose the modals "can, will,Isheve and do" are introduced for use.
This example reveals the extent to which vocabulams are selected to serve the course
objectives and thus the learners' needs.

eGrammar

Choices pertaining to grammatical patterns are aiseerned by a number of
principles. This time the principles are basedmnifive criteria rather than on empirical
studies. One of the reasons that prevent from dipgeto empirical criteria is the non-
feasibility of conducting computer based studieglemtify the most frequent patterns and
hence, the ones that should be selected.

The criteria that are adapted in the analysis afgnar patterns selection are those
suggested by Richards (2001) namely: simplicity l@adnability. By simplicity it is meant

the use of structures having for instance one@falowing forms:
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-Subject, verb

-Subject, verb, complement

-Subject, verb, Adverb

-Subject, verb, object, adverb.....

Simplicity implies too the avoidance of complex dondg patterns as well as the
choice of structures which are more central to lihsic language structures and avoid
peripheral ones.

The analysis of the speaking tasks suggestednnTi@ move" reveals that learners
are generally required to produce simple structaoesposed of few words, not exceeding
five or six such as in "l like reading Shakespear&o, can 1", "Are you keen on
photography?” and so on. Most of the structuressarmle; that is, they are central to
simple basic structures like (subject—verb-obje€ine of the rare instances where the
learners are supposed to form a rather long anghlesnsentence is the following:

"You: which Indian tribe used to live in the sowhst of America?"

A model however is provided in the task, to guikde karners in producing such a
structure. So the task is not really demandingims of sentence construction.

Learnability is another important criterion agaimgtich the selection of structures is
determined. As it is explained for the selectiovatabulary, central to this principle is the
idea of teaching the language element when thadesuare ready to acquire it (Peinneman
1989 in Richards 2001:12).

Once the language structures are selected, degisiwuld be made concerning how
these language structures will be ordered and segde Richards (2001) suggests to take
into account the similarities with the mother toagf the FL learners; that is to start with
structures that look like the mother tongue pasierfhe degree of simplicity and

complexity is also a determining element in theuseging of structures; simpler patterns
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are presented before complex ones to enable theelsato understand and acquire the
language element in a logical manner. Yet, whencttramunicative purpose requires the
understanding of some complex patterns, even iy stages of language instruction, the
necessary complex structures can be introduced alith simple ones.

Having explained the principles of learnability asgtjuencing, it becomes possible
to see how they are dealt with i@ The Movéspeaking tasks. Most of the structures in
oral activities are learnable because learners ladready acquired the basic linguistic
elements that enable them to produce the new steudtor instance the production of tag
questions, although unknown before to the learngnspssible through the use of already
known elements, namely the personal pronouns, iatigg and "not". The same thing
applies on expressing agreement and disagreem#ntsei do I" or "Neither do I".

Concerning the sequencing of the grammatical strast that speaking tasks
incorporate, all the structures are of equal coripledegree. In files one and two,
speaking tasks aim at training learners to useqtagtions, agreement and disagreement
expression, respectively. Both structures requiozenor less the same elements. In the
remaining files, no particular grammar patterns targeted as the aim of the tasks is to
teach learners some conversational skills suchoas tb change the topic, how to fill
silence pauses, and how to show interest. It exefbre, difficult to say that the patterns
seen in file one or two are easier than thosdefifie or six.

Thornbury (2005) draws our attention to an impdrtaspect that should be
considered when dealing with grammar used in spoftisgourse. He says: "Since
spontaneous speech is produced in clause length natiher than sentence length ones, a
sentence grammar will be of limited usefulnessdpeaking” Thornbury (2005:33).This
implies that speaking tasks should be deviseddiod® short clauses that can be produced

rapidly in real time.
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In an attempt to examine this point in the textba@kare studying, it is noticed that
most tasks are composed of short sentences ramelyding relative or subordinate
clauses. Some of them are just strung togetheowitemploying any link words. In tasks
that aim at developing conversational skills, ifrequent to find ready-made expressions
and phrases like those used to avoid silence sich a

"let me think", 'just a moment’, ‘what | mean is'...

The tenses used in oral tasks@n The Moveare mainly the simple present, the
simple past, the future and the present perfeckd asentences include also modals and
semi-modals like "can, would, have to, used to..."

On the whole, the structures included in the tamksin conformity with the core
grammar of informal and casual speaking, and aoseclto the spoken discourse
characteristics.

*Conversational skills

Having discussed how vocabulary and gramamauselected inOn The Mové

it is important at present to tackle higher levaidanguage competence and explain how
they are developed in speaking tasks. It is noticad the content of the devised tasks that
much stress is placed on interactional knowledgearhers are trained to develop the
abilities of managing speaking turns, by holding floor and filling the silence pauses
with expressions that show the intention of theakpeto carry on talking. Or, by showing
interest and asking for more clarifications, leasnare also taught what to say when they
intend to change the topic or to correct oneself.

All the speaking tasks in "On the Move" are precktg a box entitled "Coping",
which includes the useful expressions to be usdthdjearners. Explanations are provided
in the form of notes, in thin and bold charactergytiide the learners on how to use the

expressions. The following is an illustrative exdenguoted from Coping box of file five.
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...when you take part in a conversation, don't rersg@mt!

=2

Show your interlocutor that you are thinking an@Kimg for words, you avoic
silence by saying:
- Let me think.

- Just a moment.

* Pragmatic knowledge

The examination of the pragmatic facets of the lepgatasks shows that there is an
attempt to raise the learners” awareness abouwttied degrees of politeness that speakers
may decide upon. In file one for instance, learrames assigned a task where they are
provided with a dialogue between a customer anéssaurant waiter and required to
produce a more polite version of the same dialdgyenaking the necessary changes.
Different speech acts, as well, are suggested amées for production, among others;
expressing satisfaction, dissatisfaction, likesagpointment fear and worry ...For each of
these functions a number of expressions are giwdrelp the learners encode the desired
meaning.

The importance given to pragmatic knowledge is akseealed by the design of
dialogues where the choice of language is madecaordance with the situation in
guestion. The language that is employed in theodisd between a teacher and a pupil in a
speaking task in file four is not the same as énaployed between two friends in a task in

file six.
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1.2.2.Strategic Competence:

In addition to studying the linguistic competenitas of paramount importance to
consider the strategic competence without whichlélaeners would not be able to cope
with difficulties in communication. Right from tHest file, the communication strategies
are introduced in a "Coping" box to guide the leasnwhen facing vocabulary problems.
Three strategies are proposed: the first one isuigeof a synonym, the second one is
circumlocution, and the third one is the appealrtother person's help.

To train the learners to use these strategiesjravoak is assigned; It consists of a
role-play where the waiter is listing the ingredgeaf a dish and when having trouble with
naming a vegetable, he shows his inability to namehen describes it by setting
comparisons to other vegetables. This role-plagpite of its little productivity, sensitizes
the learners about the possibility to carry outcsgsful conversations and communicate
meanings with a reduced interlanguage. By devetpputh an awareness learners will rid

their minds from the misconception about the aatef a successful communication.
1.2.3.Integration of the Listening and Speaking Skills:

As it is pointed in many occasions, real-life corsations rarely consist of a single
skill occurrence. It generally happens that pe@pehange roles of listeners and speakers
repeatedly. Hence, it is significantly important itdegrate the skills of speaking and
listening together. The integration of both skd&n be realized through a number of ways
and techniques. Each of which offers the learngmsodunities to get the input and
produce an output in a same activity and withiame context of language use.

To gauge the extent to which speaking and listeskils are integrated inOn The
Mové', we need to examine, in addition to the spealgagtion, the listening section as

well. In file one, for example, only one task oditfige requires from the learners to listen
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to a passage then produce something. In file tikewise, only one task out of four
integrates both skills. However, in this instandeatthey are required to talk about relates
to their perception of the pronunciation detaild aot to the content of the passage. In file
three the listening phase includes four tasks, afntnem asks the learners to listen to a
passage and answer some questions without preeiiether the answers should be given
orally or should be written on their exercise badksthe remaining two files the listening
tasks consist generally of checking an answer oosing it after listening to the teacher
reading a passage, and here, there is no produadtimmy chunks of spoken language, be it
short or long. Thus, we can conclude that this tedk, contains very few tasks where

both skills are worked on.
1.2.4.Authenticity of materials:

The importance of authenticity lies in providitige learners with a particular type
of input having the characteristics that are exgdb be found in the output of the
learners, the question under consideration at ptase To what extent do the teaching
resources used in oral skills represent samplesadworld language use? Yet, it should
be admitted that authenticity represents just awe fof the coin, this is why another
question imposes itself which is: To what exterthiss authentic language (if it is opted for
by curriculum developers) employed in speaking saatcessible and comprehensible to
the learners?

Given that there are no notes preceding or sucegede texts inOn The Movéto
inform about their source and that acknowledgemfamtshe text credits added at end of
the textbook do not include any of the texts ofadjaes that form the speaking sections,
we assume that all the materials serving as spgakisks are created. Yet, it is quite

obvious that the designers have been very carefiilvary meticulous in their choice of

163



D

Université [(&| Sétif2

language appropriate to each situation. In a disdetween a passenger and taxi driver,
given as an example for reproduction, we find cmted auxiliaries, as well as brief
silence pauses filled with sounds like: "Ed, Um,.Eth To highlight the informal level of
language the polite request is expressed with thdam"can" instead of more formal
construction that can be achieved with: "would"plid you mind"..."could you...". In
another dialogue simulating a history class pregemt, where the participants are the
teacher and the learner, we notice the use of a rfummal language and complex
structures.

In addition to the importance attached to the anttbdanguage of the tasks, it is
noticed that designers have handled with care wharal dimension in the tasks to serve
the same purpose of getting authentic-like materithis can be perceived for example in
a dialogue between two friends having a talk al@ogartoon CD. The dialogue includes
the items: Shrek, music shop afil jound as a currency which all imply a Britishtaue.

In other tasks we find "Shakespeare, England, indtabes, Madison Square
Garden..."and so on which are all flashes of the i&hgbr American cultures .To
reinforce this cultural content some tasks are @mpamied with pictures like: the map of

the ancient Indian Nation, the photo of Shrek,ythkéow taxi found in England...
1.2.5.Topics:

The importance of topics in motivating the learramsd increasing their involvement
in language production is unquestionable. Hengg pibint is worth to be examined.

The content of the textbook we are studying is keag around six topics which are:

- Food and drinks.

- Citizenship- sustainable development.

- People and places.
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- Customs and mores.

- Cultural exchanges.

- Arts and science.

All of these can represent interesting themeslkoataout if they are well introduced
and addressed by teachers. The third; fourth dtidtbpics seem, however, to pertain to
the same field namely of general culture; whergasuld be possible to have more varied
topics that relate directly to the daily concerhthe learners.

Concerning the cultural content that prevails iis tourse book and that serves as a
background to the presentation of topics, the desgyopted for a blend of the Algerian
and the English speaking countries cultures. This be perceived from the cultural

elements included in all the parts and sectiorth@textbook.
1.2.6. Variety in Tasks Types:

Variety in task presentation has many melit&keeps learners motivated and helps
fulfill as much as possible different pedagogichjeatives.Most of the assigned tasks are
either role-plays, simulations or dialogues tacbmpleted. But in spite of the supremacy
of dialogues and the communicative aspect of thasks, some of them serve mainly
grammar and pronunciation objectives. By way ofnepi@, here are the instructions
preceding two speaking tasks:

File2. Page 56.

- Group work: Complete the dialogues below usimg & "neither” + the appropriate
auxiliary: do , will/shall, or have.

Filel. Page 31.

Pair work. Act out the polite version of the dialegabove paying attention to the

intonation at the end of the question.
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The presentation of the dialogues differs howevemfone task to another; while
some require finding just one word or one expregsmther tasks require building a
dialogue starting from the description of a sitoatior by appealing to a table, a map, a
picture or a short text including the necessargrmition. In some tasks, an example is
provided to be followed by the learners whereastimers it is only the missing items
needed to fill the blanks that are given.

As it is pointed before, tasks that involve drartearents are given the biggest share
in "On The Mové The absence of discussions, story-telling arkegois probably due to
an assumption held by designers that the leveleafnkers does not allow yet for the
production of long turns and for mastering the e@osational abilities. Information gap
activities too are not included within speakingtests may be due to the difficulty of
affording the materials necessary to performinghstasks, like pictures, information
cards...and so on, and which normally should be abklto only some participants of the

tasks and not to all of them.
1.2.7.Type of Participation:

Closely related to the question of tasks™ varietythe type of participation and
productivity that a task involves (Littlejohn 1998 In "On The Mové most of the
speaking tasks are either pair works or group wetthkish suggest that the prevailing mode
of work promotes communicative abilities and regsiieven participation from all the
participants in the task. This is true only to aaea extent. In most of the dialogues, it is
only one partner's contribution that is missing #mel others” is given. This implies that
only one participant in the pair or group work igected to produce a piece of talk while

the others are not.
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In terms of productivity, some tasks can also besimered poor in that all they
require from the learners to produce is just a wordan expression which is already
provided beforehand with the instruction of thekta¥his kind of tasks is rather
substitution drills or gap filling and not commuaiive tasks. The following are examples
of tasks instructions yielding little productivity

-File five. Page 132.

Pair work: Imagine that an English friend of yoursiting Algeria has met with the
problems in Column A, Give him/her advise startwith expression in Column B.

-In File two, page 56.

Respond to the statements below using "too”
Conclusion:

The importance of including a textbook analysisthis research stems from its
being a basic element in the matrix of languagehieg and constitutes the medium
whereby ideologies about skill development areipiat practice. It is worth to note again
that there is a wealth of criteria for textbook lgee. But those which are selected in this
study are only the ones which serve best the parpbsur investigation.

Having explored how the linguistic and strateginpetences are developed in this
textbook, the degree of integration of the recepavproductive and skills, authenticity of
materials, variety in topics and tasks and thelle¥egarticipation we have come to the
following concluding comments. On the whole, tlagtbook reflects the designers' zeal to
develop the linguistic and strategic competendissch attention is paid to the design of
effective tasks by meeting many of the requiredda@mns and criteria. The importance of
developing the linguistic and strategic knowledigetigh varied tasks is unquestionable,

but it is equally important to set tasks that ottee learners opportunities to make use of
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this knowledge. It is only through the setting asks which involve both or all the
participants that productivity is achieved and tbhances for providing feedback are
available. The dynamic relationship between theerisr and the speaker is a feature that
characterizes too the teaching materials designézhth speaking.

It is, thus, necessary to remind that in spitehef significant role that a textbook
plays, it is not advisable to depend totally ongiisdance. The teacher should resort to his
critical thinking and to his creativity to selechat serves best the objectives of his course

and suits his learners by modifying or adaptingrtfuest inspiring tasks.
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A proposed Model for Teaching Speaking

The impetus behind writing this work is tddaess the topic of teaching the speaking
skill from a different angle than it has alreadgbeliscussed in other researches. A great
deal of contributions has been made about teacthiagskill according to a particular
methodology, a particular syllabus or with a givgpe of materials. The point of departure
this study starts from is the investigation of 8l itself, by considering its distinctive
features and the proprieties that characterizAdtordingly, the end towards which the
study is oriented is to suggest teaching the spgakkill by taking into account the
insights provided by applied linguists, cognitigisand researches in other fields about the

nature of the speaking skill in order to providgogEnt communication activities.
1.The Need for a Communicative Purpose:

Basically, speech events occur between two or muiwiduals with the aim of
communicating a message. The content of talk c#mereibe an amicable chat that
strengthens social relationships or an exchangiednnation about a given topic. In both
cases the dynamic aspect of speaking is dominahblbwous. The cases where only one
individual speaks and no intervention or react®mxpected from the listener(s) are very
rare; they can be summarized in these situatiornteaeher presenting a lecture to his
students, a politician delivering a speech to adiemce, non-interactive TV programs
presenters...and so on. But, this kind of speechtsvanstitute only a tiny proportion if
compared to those instances where the particigaatall involved in the interaction.

The basic ingredient that makes this involvemetatdxrial or multilateral is the
communicative purpose which both or all the pgvaats are trying to fulfill. After

exchanging turns, speakers achieve what is callegpplied linguistics:lcommunicative
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effectiveness”, this can be manifested when bathlggrys come to an agreement, exchange
the needed information or get the intended reactdfhen a warning for example is well
performed, the interlocutor will react accordinglgnd will be cautious towards the
potential danger. Likewise, if an employer ordars employee to start immediately
preparing a file concerning a particular item, tbaction of the employee should fit the
order.

The notion of communicative effectiveness hasriplications on the pedagogical
scene. Tasks should be centered on a communigaiip®se, whether it is a genuine one
stemming from a real-situation present in the ctam® or imbedded in a created situation.
In doing so, there will be an aim for the speakiagk instead of just striving to from
grammatically acceptable sentences. This implied #h situation is presented to the
participants where both or all of them have to sayething that may be unpredictable to
the others, just in the same way real conversatoasarried out. Tasks which require the
contribution of only one participant in a dialoguesent the dialogue in an untypical form

and deprive it from its interactive aspect.
2. The Need to Integrate Speaking with Listening:

The dynamic aspect of speaking can be perceivednamber of other ways. While
speaking, interlocutors are in fact taking turnd baetween each turn and another they take
the role of listeners. What they have to say nexetds to a far extent on what they have
just heard, the discourse that they arrive to bailthe end is jointly constructed, relying
on some implicit principles of turn-taking, opensnglosings, interruptions...and so on.
These same rules are responsible of the omissi@orok parts of utterances when both
interlocutors know what should follow next, or ttepetition of some parts uttered by the

partner in order to maintain the same thread audision.
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Interruptions, clarifications and prompts are adgloer aspects that demonstrate the
collaborative structuring of discourse and thetbila effort to understand each other.
Bygate (1987) calls this collaborative productior gprocessing of speech "reciprocity";
he considers it one of the salient features thatasdterize speaking and which is not found
in the other productive skill: writing.

It follows from what has been discussed so far thathing speaking in isolation
from its receptive counterpart would reflect a alitdd image of the skill. Much of what
occurs in real conversations such as interruptictasjfications, and showing interest,
would not be present if the speaking skill is maegrated with listening. The integration of
both skills can have many forms; the learners mayssigned a task where both of the
partners are involved and no one of them takegdleeof the passive listener who just
receives what the speaker says. This kind of tabksilld be sufficiently stimulating to
generate spontaneous and interactive talks.

Alternatively, the learners can be exposed to aasdn requiring particular
conversational skills; say how to signal a shiftatwother topic. After many attempts to
perform something that fits the situation, an augit material including these
conversational patterns can be presented. To remfthe learners understanding, the
teacher may assign again a speaking task havingame purpose and should insist on
orienting the learners towards the targeted fedbyreroviding the convenient guidance.
This type of tasks is ideal for raising the leagheawareness about whatever linguistic
elements starting from phonological features torgnatical or conversational patterns.

Another way by which both oral skills can be intggd and which incorporates the
use of a learning strategy, namely self-assessmensists of exposing the learners to a
stimulating context of language use. At the enthefr performance, the learners listen to

the recorded talk. Their attention should be oddntio the details of their participation
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especially those pertaining to the targeted langualgments. Such a task allows the
learners to listen to their own talk with a criti@ad evaluative ear, by detecting where
they have reached their goals and where they hailedf This kind of self-evaluation

proves very beneficial in enhancing the oral skills
3. The Need for Visual Elements to Contextualize Lieguage Use:

The particular relationship between speaking asténing and between speakers and
the communicative purpose is not the only reasorafimibuting the quality of dynamism
to speaking. This skill is performed within a giveontext inspiring the participants what
to say and how to react. In addition to the listeiee place, the time and the topic of
conversation are other external elements whichriehgte what is to be said. This context
dependence is the very feature that underpinskileasd that makes of teaching the skill
in the artificial classroom settings a challengiagk.

If the teacher aims at introducing the type of laage appropriate to "airport
customs or supermarket” contexts, how can he atfoedentire elements that suggest the
desired situation? When the central objective obarse is to elicit the maximum of talk
from the learners, it seems inappropriate for daether to monopolize talk and to take the
biggest share of it. For this reason, the optioprofviding long descriptive introductions
and definitions is inadvisable.

One efficient way of contextualizing language udeewteaching speaking is to use
visual aids, it is much practical to show the leasna picture of a woman shopping in a
supermarket comparing prices of items, than expgodime situation with a long
introductory phase. On the picture, all the elemenit the situation are present: the

participants who are going to be simulated, theeglaéhe topic and even the time can be
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inferred from a clock. Abstract meanings too canviseially represented such as in the
example of getting inpatient if we are passengexising for a train that makes a delay.

Visual elements do not only help the students ferithe present situation but they
can also be used to guess what will happen nexthat sequences have preceded the
present one. Thus, not only do pictures represeativating aids but they save as well
much of the class time and the teacher's energy.aBave all, they help highlight the
dynamic relationship between all the elements ef ¢ituation from one side and the
relationship between the situation and discourse fanother side.

The teacher himself can be thought of as an essevisual element for the
presentation of non-verbal signals that accompasmpal ones. Body language, gestures
and facial expressions are key aids in the intémpo: of the underlying meaning which
might not be in conformity with the literal onesven tone, rhythm and stress which are
audible elements can become more tangible if theyratched with the observable facial
movements. This last point is an evidence that wapeaking, participants in talks do not
only produce audible words but also visual elemeahtst is body gestures that constitute
an integral part in the whole situation and whoseoding and interpretation should be

included in the process of teaching speaking.
4. The Use of Appropriate Language:

Another feature characterizing the speaking skil having influential implications
on teaching the skill is the conditions in whicloken language is produced and processed.
Evidence from cognition reveal that the proceskmofuage production is far from being a
simple task requiring little mental activities, ferct, it requires going through four steps to
produce an utterance or just a word; the concépatian of the message to be conveyed,

the formulation or selection of the linguistic elemts, namely words and sounds that will
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constitute the utterance, the articulation of ttepped message, and finally the monitoring
of the whole process of production and when necgssaepair may follow the uttered
message. All these production steps are supposactto within a short space of time and
with a conscious effort scarcely perceptible to ahgerver.

These time constraints are due to the presencéeoimtessage recipient who is
supposed to get the message and comprehend alitime. The way speech is produced
affects to a great extent the kind of language igeed by speakers. Hence, the bulk of talk
is composed of clauses which are shorter and sintipd@ the kind of sentences produced
in writing. These clauses are either connected withjunctions like "and, so, then, or,
because’, or strung together without any connectbesyy may be separated with short
pauses of silence or with pause fillers that alfowthe speaker to gain some time for the
formulation of what will be said next.

Concerning vocabulary, it is more general and leds speakers do not have the
leisure to select carefully the precise words nerthey able to edit their choice in case
they judge it preferable. Due to the same reasepetitions of some words are also
frequent. With such a type of phrases and vocapute information conveyed in speech
are less condensed than it is the case in theewrskill, where there is a tendency to opt
for subordinations, complex structures and moreipeevocabulary. This type of language
suits the listener's cognitive abilities to proce$sit has been said by his interlocutor. It is,
therefore, important to consider the spoken gramamdrvocabulary on their own right by
identifying the main areas of variation between wmeaking skill and its written
counterpart and by including those features inie@cspeaking.

This does not imply at all an invitation to teadil@quial English with all its varied
structures and ever changing vocabulary refledtiregunlimited vagaries of lay-speakers.

The objectives of FL instruction in middle schoal® far from being the adoption of a
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particular accent or variety, neither are they dltiempt to integrate the learners into a
particular society. What is meant, however, isdbisideration of those facts displayed by
cognitivists with respect to speech production ganocessing when designing speaking
courses.

Learners can be encouraged to use short sentez&®s,conjunctions and generic
words. They must be aware of the possibility oingsiepetitions, having some silence
pauses and uttering some sounds or expressions'ike "Erm”, "you Know" that help
them gain time. They also should rid their mindgnfrthe misconception that simple
language, repetitive vocabulary and hesitation erarkare a mark of poor linguistic
competence since they do occur too in native spsatadk.

We can claim that the reason for which teachpepking is said to be difficult lies
in requiring the learners to produce oral languag the norms of written language,
whereas speaking is linguistically less demandimantwriting. In real conversations,
native speakers strive to make their communicagiffective. They cooperate with their
interlocutors to convey the intended meanings arget their talk understood using all the
linguistic resources required for this objectivear Fhon-native speakers, the linguistic
repertoire does not always prove to be efficier@nég, they should resort to a number of
strategies to reach communication effectivenessamuid possible breakdowns. Mimes
and gestures for instance can be used to sugg#s taterlocutors the targeted meaning.
Facial expressions, may indicate some emotionaliddts such as being afraid, doubtful,
confused... and so on. Movement of the body may kiekgcribe people or objects in
motion as for a runner, a boxer, an arrow or agl&ome verbs can simply be represented
through actions like to walk, to eat, to sleep...

The use of circumlocution is another strategy thanhsists in employing an

expression or a long descriptive sentence to ex@laiven notion such as to say: "the part
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of the armchair where we can put our arm "instdd@uanrest”. Getting help can also be a
strategy to which the learner can appeal. He manplgi express his need for assistance
when difficulty is faced in finding a word or fordating a message. This strategy may
entail some metalinguistic accounts and discussionthe linguistic items that the learner
does not master.

Given that the central purpose behind designinglspg courses is to elicit talk
from learners, the use of these three strategiesldghbe in our opinion, encouraged and
prioritized. However, other strategies like thetéduor total avoidance of the message, and
the excessive use of the mother tongue should b&let. They are more proper and
suitable to second language learning in that tlyentrcommunicative need which may
arise in genuine conditions needs to be fulfilled iehatever means. In the artificial
settings of foreign language instruction it is mpreferable to train learners to use the
productive strategies than to give up the massagewse the mother tongue.

When approaching the question of communicationesjras, it may sound useless to
suggest teaching the strategies that every laykepdands to use unconsciously without
being reminded to. So, it is not worth to draw tbeeign language learners' attention to
their use. The point, however, in teaching commation strategies does not lie in
reminding the learners of their use but in showtimaf it is not unacceptable to resort to
such solutions if the linguistic resources do nikdva for the communication of one's
massages. The explicit strategy instruction revealhe learners the legitimacy of using
exceptional solutions and the possibility of comimating even with modest linguistic
proficiency. Furthermore, this type of instructican detect the gaps existing in the
learners’ competence and thus help the teacher thakeaght decision in his teaching
process, this would not be possible if the leaaw@ids communication totally or partially

and adopts a reticent attitude towards languageéugstmn.
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5. The Teachability of Language Production to LowelProficiency Learners:

Teaching the speaking skill to foreign languagenees represents a real challenge
to teachers of foreign languages, especially wihnenléarners do not have an advanced
level. The question that arises in this respeethsgther it is preferable to limit teaching
language production to learners from advanced $emal restrict language teaching to
receptive skills with learners of lower levels, ierit more efficient and natural to start
production right from the onset. A major reasort thakes us opt for this second choice is
that learners start language learning with verypgngrammatical constructions such as
the use of auxiliaries, simple tense, adjectivesd. smon. Then, more complex structures
such as the compound tenses, the conditional andassive voice will be dealt with. The
indirect speech and modals are taught to more addalevels. Likewise, with respect to
vocabulary, at earlier levels only a small numbkitems is introduced to beginners but
this number increases as they progress in thegukage learning.

When learners are required to produce languagg, deaerally feel compelled to
employ the constructions and the vocabulary thatracently dealt with. This attitude is
reasonable because speaking tasks are, in mogieotdses, designed to practise or
reinforce a given function or grammatical pattdtns, therefore, much easier and logical
to start language production when the acquireduagg elements are simpler and adopt a
gradual process of development and challenge.

To avoid the confusion caused by delayed ol learners should start
language production using the simplest construstamd the little amount of vocabulary at
their disposal, and then progressively try to usgarcomplex constructions with varied
vocabulary as they move to higher levels. Seen fammaffective perspective, early
language production breeds self-confidence, anpsh@lercome the fear of being judged

when the learners are constantly induced to speak éarly stages of their instruction, it
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will not represent a big challenge to communicatanings with the available linguistic
repertoire.

Another reason for which early language productgofavored lies in the fact that
only through continuous practice that a skill beesneasy and controllable (Dekeyser
2001). Repetitive attempts to contribute in talksvathe learners to activate the schemata
and to retrieve the necessary vocabulary. They ptswide opportunities to test the
hypotheses formulated about language rules, tagreze the gaps in his competence, and
to get the feedback that either reinforces his kedge or modifies it. All these benefits, if
gained at early stages, make language producti@asy task which can be accomplished

with the least effort.
6. The Necessity to Teach Speaking for its Own Sake

One of the major dilemmas that are posed in languastruction and which has
entailed much divergence in methodologies is tliudé towards the primacy of accuracy
over fluency or vice versa. Traces of this dilencaa also be noticed on speaking courses
and on the classification of tasks. Interactiv&saare those aiming at developing the skills
of how to initiate, maintain conversation, and htavclose them. They also train the
learners to signal or decode signals of turn takimogv to ask for clarifications and how to
make oneself understood. Manipulative tasks, howdweus on language itself rather than
interaction. A high premium is placed on correctnes talk in terms of grammar,
vocabulary and phonology. Manipulative tasks anghlight its elements. Curriculum
designers and teachers hold different attitudestdsvthis issue and make their choices of
tasks accordingly; they design or select the taskb the proportions that fit their

attitudes.
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Drawing upon our own experience in teaching andhupe research made about the
skill, We can say that since the context of languagtruction we are dealing with in this
study falls under the umbrella of general teachihgre no skill is given importance at the
expense of others, the speaking skill should bghtiafor its own sake and not for the aim
of reinforcing other aspects of language; this ¢sn achieved by highlighting the
characteristic elements of the skill and by focgsim those facets that make classroom
speaking as similar as possible to real life taManipulative tasks can be included in a
speaking course if the underlying purpose for these is to enable the learners to
communicate better. But their inclusion should oe¢rshadow the interactive dimension
of the speaking task. In other words, the focusasm should serve the speaking course

and not the speaking tasks that should be an eatettssthe grammar course.

Conclusion:

Given that speaking is a multifaceted skill invalyi a number of aspects,
innumerable insightful suggestions have been peal/ldy many language practitioners and
writers in EFL field concerning effective speakiogurses. These suggestions, if matched
with the findings resulting from the teacher's, ex@gnce can help achieve better outcomes.
It is, then, essential that teachers analyze cliyedll the elements of the instructional
matrix: the learners' aspirations and preferentescourse book, the available materials,
the objectives set by curriculum developers ane@ thle convenient classroom decisions
accordingly. Hence, the discussion made so fahis art is an invitation to teachers to
base their decisions on thorough studies and cersidn of all the present elements.
Practical contributions of this study suggest fmodel lessons of speaking by providing
relevant activities which favor effective communioa according to the claims made so

far.(see model lessons pp 179 below)
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LESSON ONE Healthy Lifestyle

Brainstor ming

%
Group work: Look at the pictures then say which of them regmegealthy

lifestyle. Justify your statements.

(e e

Listen then have atalk

*
Group work: Listen to the text then:group A asks gquestionsitiostin's decisions,

and group B answers them.
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)
Justin is a high school pupil. He used to be a lazy boy who spent {éﬁ’l
much time playing video games, or watching TV. He liked too fast Q RS\)
food and soda. But after having seen his father's photos when he
had his age, 17, when he used to be a basketball champion, he
decided to start a more active and healthier lifestyle. @
&P

Now, Justin takes regular physical exercises, spends more time in
sport clubs and eats healthy food. He has stopped fast food and had It
replaced it with fresh food cooked at home by his mother. Justin is

no more worried about his health; he took some photos and put
them next to his father's. The difference is not so big!!

*
With your partner,in talks of about four speakings, develop the following ideas:

* Sleeping early.

* Mineral water. _
Use the following

- Organic food. S think people shoufo........

* Avoiding stress. Mlay be it ia betler fo.......

We ohould not hase a lot.....
Chocolate.

* Riding a bicycle.

Say it with theright words

%k
-1-Group work: Talk about past habits or statédere are two examples

-a -lused tceat very spicy food.
- And now, do not still eat it?
- No, I don'teat any more spicy food.
| rather prefer vegetables.
-b —lused tcbe a very lazy person.
-Really? Are you still lazy, now?

-No I'm not any more | practise sport regularl
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*

-2-Pair work. You have some health problems. Talk to your partner about them to get
some advice. Use should or should not.
Example:

A: | have in my ears. What should | do?

B:May be you should not listen to high music.

-3-Pair work:Imagine different situations and use the wordfietable to make

uncountable nouns countable.

bulb garlic
ear corn
Waiter: How much beef do you want? a| piece fruit
Customer: Not too much. Justlice. slice of bread
an| pinch salt
cube sugar

Discussion: (to be prepared a day before)
Consider the following questions to be discussdt wour classmates
- Is healthy food less tasty than fast food?
- Is it possible for everybody to devote some tioresports and exercises?

- Does healthy lifestyle oblige people not to hauet of fun?

R A PN
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LESSON TWO Having a Pet

Brainstor ming

Look at the at the pictures than say what they ssigg

[z A

\ % ML

\ /

Listen then have a talk

Group work: Listen to the conversation then say if Eric is withagainst

having a pet. List the arguments that justify yanswer.

Alex: Sorry, | couldn't be at the sport club yesterday....| took my dog to the
vet.

Eric: Oh..It seems that your dog is not well .....again.

Alex: Yes, for the second time in this month.

Eric: I've always been too busy to take care of someone else but myself.

Alex: But having a pet is enjoyable, ....and er...it..after all, a pet is a friend ,
a good one .isn't it?

Eric:....and it needs to be fed , to be taken for walks, and it may let you
abandon your human friends.
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*
Pair work:With your partner, and in a talk of about four dpeg turns, say whether

you can have one of the following animals as a pet.

-Aturtle. e .

-A dog. /,/’ IR

A hamster. o7 Use the following ..
-A fish. / S prefer gelling a ....... \
-A parrot. N Mo too S like/Sc 30 S...... o
-A cat. e Mo neither/ S don't cilher.......

~
~ -~ -

Say it with theright words

*
-1-Pair work.A boy desiring to have a pet is with his mothethatpet shop. Imagine

the talk that may carried out with the shop asststdse tag questions when possible.
Example
The boy: You will show me how to take caratof\Von't yo?

Shop assistant: Sure, | will.

*
-2-Pair work.Form tag questions to ask your partner eitherqaastions or requests

for agreement. Use the appropriate intonation.
Example 1:(a real question)

A: You have fed the caHavér't yo@

B:No, not yet.

Example 2:(a request for agreement)

A: This parrot is wonderfuls\nA't i?

B: Yes, it is.

*
-3-Pair work.Talk about animals using adjectives ending with efu-able. Use the

dictionary.
Example:
A: We have to be careful with fish.

B:l agree with you.
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Discussion: (to be prepared a day before)
Consider the following questions to be discussdt wour classmates

-Are pet robots as enjoyable as real animals?

-Why do people get pets? Do they feel lonely, othllry see that animals' company is
better than social relationships?

-Isn't it better for animals to live in nature tharcages and small spaces?
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LESSON THREE: Holiday Jobs

Brainstor ming

Tell who these people are and imagine what thegayag.

Listen then have atalk

&%
Group work: Listen to the conversation then answer these aquresti

-What are the cues that indicate that Bryan andrkare teenagers?
-Does Kevin enjoy the work he does?

-What are the jobs Bryan is thinking of?

Bryan: This is an awesome skateboard. When did you buy it?

Kevin: A couple of weeks ago...from the sports' equipment shop.

Bryan: It must have cost you a big deal.

Kevin: Em.....yes. I've been saving money for er...about three months. It's the
money | got from growing and selling vegetables during the holidays.

Bryan: So you work with farmers?

Kevin: Not exactly. | help my father in his farm, | like doing that, and | get some

money from the crops | sell in the market.
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*
Pair work:With your partner, and in a talk of about four dpieg turns, speak about

your hobbies that may help you gain money.

- Needle crafts. e S .
- Breeding birds. - ~

i - Use the following .
- Gardening. R g N
- Painting/ drawing. ! am good al .......
- Preparing cakes. . S am able fo....... )
\\\ g CAMN L.eanns ,//

Say it with theright words

*
-1-Pair work.You decide to get a temporary job next holidaysk Bhout your plans

using 'l will', 'l am going toor 'l intend ta'

Example:
A: Summer holidays are coming soon, do you intenthke a temporary job?
B: Yes, I'm going to work as a waiter in a restatira

*
-2-Pair work.Talk with your friend about your hobbies. UseKElito', 'l like doing'.

Example:
A: What is your hobby?

B:l like drawing landscapes.
| like to grow roses.

* -3-Choose the correct meaning of the underlined words.

-The tea is not very hot it is gogdot,warm,tasty)

-The stuffis very beautiful. It can be used as a cover tddb&.( tablecloth, cat,
vegetable)

-She is a nicgerson, she doesn't accept to be paid for thesdh&mives.(courageous,
intelligent, kind)

N.B. These words can only be used when speaking. In compositions you have

full time to check the dictionary and look for the exact words.
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Discussion: (to be prepared a day before)

Consider the following questions to be discussdt wour classmates
-Should people beyond the age of 18 become finkypanaependent?
-What are the possible needs that get teenagét$doa temporary job?
- Do you think that holidays are meant for fun fastwork?

-Do temporary jobs make teenagers more responsdaple?

s N
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LESSON FOUR: Being a Teenager

Brainstor ming

Guess why the mother is angry. Fill in the bubbles.

Listen then have atalk

Group work: Listen to the conversation then say whether tiesemeone who is
right or wrong.

Father: Do You really enjoy staying alone in your room with your

computer?
Son: I'm not alone, dad. 'm chatting with some friends.

Father: How can you call someone a friend if You don't be with him
in the same place, play with him football or stroll with him in the
streets?

Sow: But exchanging tdeas is more important thaw all this. | know
many friends from ma ny countries. [ like to know how they live,
thinke...

Father: You may be vight, as for me when [ get bored [ get out of my

room and don't Lock mgseLf instde it
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*
Pair work:With your partner, and in a talk of about four dpeg turns, speak about

the main points on which parents and teenagergidiea

-Way of clothing.

- -~

-School results. gl Use the following  “~.

-The choice of friends. N S think/ S quesa ....... Y

-Household chores. ‘\\ g)ﬁ 10 Jo/w/gu/@/% because....... /,’
\\\ % gﬂ H@ main 1eadon ....... ,//

~~ -

Say it with theright words

*
-1-Group work.Use the dictionary to select the right words.

-The family (cares for/cares/cares on) their cleitdr
-Tomorrow, we'll have a match in the morning. Sa yaust (get/get by/get up) early.
-If you ( keep/keep on/keep in) practising spont yall lose weight.

-He is tall and slim, he (looks like/ looks aftas)father.

*
-2-Pair work.Talk about the main qualities distinguishing teesvag@f people of other

age.Use 'more' and 'less'.
Example:
A: Teenagers are more adventurous than adults.

B: Yes, and they are less dependent than children.

*
-3-When writing, teenagers use a special language tiressome examples . think of

other signs discuss their meaning together.

-Happy )
-Sad (
-Angry >:(
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*
-4- Pair work:Use stickmen drawings to represent a joke that partner will

interpret. Then exchange roles.

Discussion:

What interests you most? Classify the followingefpoints according to the
importance you give to each. Justify your choice.
-Practising sport to get a nice looking body
-Getting good grades.
-Having good relationships with friends.
-Practising competitive sports.
-Having fun through games, television, music, dagci.

N e | g
“ ( m/K rv? / .
| ) $o S o~ i‘/
J » N
< N
. A ?’x ‘l
>{ W j /
L \ <l //\/ /
’\-»/ A 4‘;/(‘”\“/{ 2
',H ) TSy 7
e 1\1 )
\/h'
]
\ ‘/I
/l,“
\ M) |
(m‘\ v, LL 1/2\ !
T (1Y s
¢ ) ,
e K & SN /)
7= y T i ) ) %J/ .
( — ‘ ~— / . — — /

191



'S
Uni versité é Sétif2

General conclusion

The attempt to see whether the salient featurengisshing the speaking skill,
which are addressed by a number of researcheifenedt fields, can have some practical
implications on classroom practices required fra@rta gather relevant information from
three sources; the learners, the teacher and ftigotk; using each time the suitable
instrument of research for data collection.

The analysis of the obtained information has reagt@ number of facts. Concerning
the learners' aptitudes and preferences; we findnaplete conformity between them and
the characteristics of spoken language. The lesiriendency to use simple language
consisting of short sentences and less specifidsvdoes not contrast with what happens in
real conversations that native speakers engage to.

The teachers, however, are facing a real dilemnh&y Twish to teach the skill in
conditions similar to real life discussions usingaaguage having the characteristics of
casual speech and tolerating silence pauses,di@de and so on; but at the same time they
feel compelled to prepare the learners for thetenitest and train them to use a language
which is proper only to the written mode. They, ¢tesndevote much time and effort to the
tested skills at the expense of speaking whicloigested.

As regards the textbook, the analysis revealedrlgleghat conversational skills,
strategic and communicative competences are gigeal@mportance as linguistic ones.
But in spite of this systematic and obvious intentio teach speaking in conditions similar
to casual talks, the tasks are not sufficientlydpiative and interactive.

On the whole, it can be claimed that oral intexectskills can be taught in a very
simple way using modest linguistic resources. Thayever, cannot be attained only if

there is a shared will from curriculum designeratenal developers and teachers to teach
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the skill for its own sake by devoting it sufficiethime and affording the requirement that
facilitate its teaching.

It has been hypothesized that the speaking skillbm taught more effectively if the
nature of the speaking skill is taken into accodmtother words, if the suitable kind of
language is carefully selected, the speaking atening skills are integrated and the use of
communication strategies is encouraged. It hasl#so hypothesized that better results, in
terms of communicative effectiveness can be acHiéwvhe skill is taught for its own sake
not for reinforcing language elements. The infoioratobtained from the three research
tools, reveal the far extent to which both learreand teachers desire to learn / teach the
skill in circumstances and with practices thatiareonformity with the nature of the skill.
This confirms the hypotheses set before and prtvasmore satisfactory results can be
achieved if the skill is taught for its own sake.

The question of how to design effective speakingrees continue to fuel the language
practitioners to adopt the theoretical grounds e them frame what they think are ideal
speaking courses. Hence, it cannot be claimedjarait the present study nor in other ones
that the criteria of successful speaking courseidenatified in a definitive and assertive
way as long as researchers are still suggesting ideas that can be implemented in
language classroom contexts, on the one hand. ©nttter hand, each teaching/ learning

situation can be communicatively considered acogrth its objectives and contexts.
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Appendix Il

The Teacher's Interview:

Section oneThe teachers' profile

1-what are your qualifications?

Section twa The teacher's perception of the importance agthth the speaking skill

3.Classify the four skills according to the impoxa it is given to each skill in the
curriculum.

a -Listening.
b -Speaking.
¢ -Reading.
d -Writing

4.Do you agree with this order of importance, pdevan alternative classification if your
answer is no?

5.Do you think that learners give more importanezdhie skills that are tested and neglect
those that are not tested?

6-What is the skill that you judge most helpfutte speaking skill?
a-Listening.
b-Reading.
c-Writing.

7-Do you consider the oral practices that precédelistening, reading and writing skills a
speaking activity?
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Section three The teaching' practices and stances adopted blyeesac

8-Do you think that the grammatical structures aadabulary that are used in the writing
skill are suitable to the speaking skill?

9- Do you agree with the idea of raising the leesn@wareness about the differences between
the written and the spoken forms of language?

10-How do you select the vocabulary to use in sipgakictivities from the range of words
suggested in the course book?

12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or

b- To get learners communicate messages udiatpwer available resources.

14-Do you consider that producing sentences whiemat interrupted with silence pauses is
a sign of good oral competence?

17-Do you think that learners should be inducegrmduce language right from the earlier
levels or wait until they acquire an acceptablguistic repertoire?
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18-What can be done to get beginners benefit flarihguistic resources they have and start
language production?

19-When trying to help learners produce given pastedo you believe it is better to provide
the model before any production is started or tbthe learners try to communicate then
provide a model at the end?

20-What do you suggest to achieve better resutisaching speaking?

21-When you set pair or group works on what bagigali choose partners?

Section four. External factors influencing the speaking course

22-To what extent does the number of learners iclass determine the amount of
opportunities to practice oral production?

23-Do you think that three hours per week are ehdadhelp learners develop oral skills in
addition to written ones?

24-Do you agree with the fact that there shoulé beritten task on the copybook at the end
of a lesson which may constitute a constraintttier teacher to devote a whole lesson for
speaking activities?

25-Do you find the speaking tasks suggested orcdliese book satisfactory or do you feel
obliged to devise tasks yourself?

Thank you.
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Appendix Il

The transcription of the teachers' interviews

Teacher: A
Question:1- What are your qualifications?
-A Bachelor of Arts.
Question: 2- How long have you been teaching?
-Since 2001,which makes nine years.

Questior3: Classify the four skills according to the im@ote it is given to each skill in the

curriculum.
a -Listening.
b -Speaking.
¢ -Reading.
d -Writing.
-For fourth grade program, it is as follows
1% reading & writing 3° speaking andd listening.

Question: 4.Do you agree with this order of importance, jaevan alternative classification if

your answer is no?
-No, | prefer this one:

1% listening 2° speaking '8 reading and #h writing.
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Question: 5.Do you think that learners give more importatocthe skills that are tested and neglect

those that are not tested?

-Yes; learners are, mostly interested in gettingksarhe fact that English is not used in the

students' daily life is another reason for notrgvspeaking much importance.
Question: 6-What is the skill that you judge most helpfutiie speaking skill?
a-Listening.
b-Reading.
c-Writing.

-It is listening because language acquisition coafes listening. One strong evidence of this
fact is the immigrants' immersion into second laag® communities which permit to them to

acquire the speaking skill.

Question: 7-Do you consider the oral practices that predhddistening, reading and writing skills

a speaking activity?

-Yes, while learning the other skills learners iamlved at the same time in the production of

language and the use of vocabulary items and gearpatterns.

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?

-No, the language that we speak is not the santigeasne we write in terms of grammar. The
use of paralinguistic features and gestures inraeguiation is one area in which the difference is

clear.

Question: 9- Do you agree with the idea of raising the leasshawareness about the differences

between the written and the spoken forms of langag
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-No, beginners are not ready yet for this stefs. difficult to raise their awareness to this issue
but it is possible for the teacher to provide fekbwhen necessary, that when a situation arises

and requires the explanation of any differences.

Question: 10-How do you select the vocabulary to use in lspgaactivities from the range of

words suggested in the course book?
-I choose words that serve most the topic and p keeycling them to facilitate their learning.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?
-I limit myself to what is suggested in the curtiom and do not bring any changes.
Question: 12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or
b- To get learners communicate messages udiatewer available resources.

-To get the message is more important than corestiThe best example that proves this fact
is the tradesmen that succeed to make bargaingetple speaking other languages with a limited

language.
Question: 13-To what extent do you think visual aids cantegtualize language use ?
-They are very useful and help simplify meaningsrethe abstract ones.

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?

-No, silence pauses are a sign of thinking acéisitMWhat is important is language production

and not rote learning. Speech without silence Eassands like rote learning.

Question: 15-How do you react towards the pauses that andhe students talk?
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-l try to infer what they want to say then, helgerh by providing the right pronunciation,
vocabulary idea...Knowing the level of the learhelps me to decide if he is expected to produce

something or not.
Question: 16-What do you do to encourage learners to proltunger turns in speaking activities?

-The classroom dynamic is the secret. Creatingtanosphere that encourages discussion and
stimulating learners to communicate are very imguartThen, it becomes a habit Students tend to

say more if you reject short answers and ask faeragplanations, details, arguments...

Question: 17-Do you think that learners should be induceghrimduce language right from the

earlier levels or wait until they acquire an acedf# linguistic repertoire?

-Learners should pick up the language implicitlyl @nis through processes of habit formation.

So the sooner language production is started ttterlf@nguage acquisition is achieved.

Question: 18-What can be done to get beginners benefit fraainguistic resources they have and

start language production?

-Teachers can induce their pupils to speak by pnogithe accessible input through listening
and readingso that they find at their disposal a model to @ait Motivation and collaborative

learning are other elements that may create aah almosphere for language production.

Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadgetb get the learners try to communicate then

provide a model at the end?
+or me it is much preferable to start with input firstethexpect pupils to produce an output.
Question: 20-What do you suggest to achieve better resulisaching speaking?

-Dialogues that have the aspect of realdifeussions are the best to encourage learndss to
more productive in speaking tasks. The teacherldraiminish his amount of talk and restrict his

interventions to the guidance of the learners. ikl also be moderate concerning the corrective
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feedback; excessive feedback is often discouradingum, the psychological and affective factors

should be given much importance.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-Sometimes | assign pupils sitting nexe&zh other; but in general | try to stimulatetiaé
elements of the class. So, | select a good pattmevork with a weak one; this can increase

motivation and involve timid pupils in classroonsdlissions.

Question: 22-To what extent does the number of learners slaas determine the amount of

opportunities to practice oral production?

-A class size including 43 pupils is not a goodiemment to practice oral tasks. It is difficult to
give a chance to every pupil to participate in aéstons. So, | suggest to teach listening and
speaking in groups of 21 members. The group shbeltlke a small family whose members are

taking part in a discussion.

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?

-This amount of time is not sufficient and does alidw the teachers to give equal importance
to all the skills. So, they focus on the skills ahiwill be tested at the end of the year and néglec
those which will not be tested namely speaking istdning. | we want to develop all the skills

without giving more importance to one skill at #gxense of another we need five hours weekly.

Question: 24-Do you agree with the fact that there shoul@ b&itten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?

-Yes, but we can devote a whole lesson to sped#sig. Even some inspectors are in favour of

this idea; they just ask to mention it on the logk
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Question: 25-Do you find the speaking tasks suggested orcaliese book satisfactory or do you

feel obliged to devise tasks yourself?

-It is satisfactory only to a certain extent, arfddl obliged to devise some tasks by myself. The
modifications | bring can be for the following reas. Tasks which have not real life value should
be excluded. The language used in the task shaulek gshe topic especially vocabulary. The
examples provided in the task should be motivadihgrwise if they are not so | replace them. This
applies with task 1 page 58 where pupils are swgapos talk about their likes and dislikes and

where Shakespeare is given as an example. Scaceghit with more recent and interesting items.

Tasks should also be amusing motivating and inotythe grammar items studied in the current

file.

Teacher: B

Question:1- What are your qualifications?

-A Bachelor of Arts.

Question: 2- How long have you been teaching?

-Six years.

Question3: Classify the four skills according to the importe it is given to each skill in the

curriculum

a -Listening.

b -Speaking.

¢ -Reading.

d -Writing.
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-Reading, writing, speaking, and then listeningisTdrder is adopted because of the written

test taking place at the end of the year.

Question: 4.Do you agree with this order of importance, mevan alternative classification if

your answer is no?

-Yes, | agree with this order because learnersadoaally need to speak the foreign language

outside the classroom. They just need to passaam.ex

Question: 5.Do you think that learners give more importateehe skills that are tested and

neglect those that are not tested?

-Generally speaking, pupils are interested in whetrantees for them more marks. So they

study to prepare for written exams.

Question: 6-What is the skill that you judge most helpfuthe speaking skill?
a-Listening.
b-Reading.
c-Writing.

-Reading is the skill that helps most the develapn@# speaking because it enriches the
pupils' lexicon; it introduces and reinforces thtention of grammar patterns. In general it pravide

the language necessary for the production of laggua

Question: 7-Do you consider the oral practices that pre¢kddistening, reading and writing skills

a speaking activity?

-Yes, these practices offer opportunities for iatdion by asking questions and answering

them .

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?
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-No, certainly written vocabulary and structures aot the same in the written and oral forms.
It differs in many ways; for example when writinggwse the word “consequently” to talk about a
result but in oral production, speakers do notarseword at all they just mention the consequence

after the cause.

Question: 9- Do you agree with the idea of raising the leasshawareness about the differences

between the written and the spoken forms of langRag

-Yes, it is preferable to draw the learhat®ntion to this aspect so that they become ewfar
the differences. It is possible that learners mayne across situations where they need to
distinguish how language in both forms functionsere are also possibilities of talking or listening

to native speakers in the future.

Question: 10-How do you select the vocabulary to use in lspgaactivities from the range of

words suggested in the course book?

-The most useful words are the ones which are chabat is, those which will be met in the
following files or those which are likely to be met real life situations such as in computer

programs, TV shows or sit coms.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?

-I follow what is suggested in the curriculum. Hawe sometimes | need to introduce simple
structures before complex ones. For example, wanoaiteach the present perfect without knowing

the past participle. Other examples of useful waalsbe adjectives and simple tense forms.
Question: 12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or

b- To get learners communicate messages udiatpwer available resources.
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-Transmitting messages successfully is more impbrthan just mastering the rules of
language. In real life communication what matteresimis to get the message even if the
pronunciation or the vocabulary is not exact athaémexample of "She are speaking”. The meaning
is clear in spite of the misuse of the grammatiold. The same thing is true when a speaker uses
just one word to stand for a whole sentence. ThelWwweater” can substitute “| want to drink some

water’.
Question: 13-To what extent do you think visual aids cantertualize language use?

-Visual aids can contribute largely in the contedization of language use. Even with
advanced levels they can be useful. Take the exapfpéxpressing the idea of getting impatient
;though it is an abstract one it can be conveydH wipicture representing a person waiting for the

bus and having the facial expression that reflecahnoyance.

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?

- Absolutely no. Silence pauses do not mean tieatearner is weak. They can be tolerated as long
as they do not waste much time and take the odznérs” share of time. The amount of lesson

time should be shared equally between learners.
Question: 15-How do you react towards the pauses that andhe students talk?

-When facing this situation, | try to guide the pugith vocabulary, conjunctions or whatever

word is missing. However, if the pause stretchagédo | move smoothly to another volunteer.
Question: 16-What do you do to encourage learners to proltumgger turns in speaking activities?

-Repetition of models given earlier helps mucHimding ready sentences to produce. | can

also show my dissatisfaction with the short conttidn they made so they try to say more.

Question: 17-Do you think that learners should be inducegrimduce language right from the

earlier levels or wait until they acquire an acebf# linguistic repertoire?
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-It is better to start from the first yearsin$truction. Even if learners give very short sents

composed of two words at the beginning, they waliable to form longer sentences with time.

Question: 18-What can be done to get beginners benefit frenlinguistic resources they have and

start language production?

When skills are integrated this offers continuousfyances to produce language. One of the
most efficient techniques is repetition of modelevided by the teacher; it is easy for learners to

imitate examples given to him and by time he willtb produce his own sentences.

Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadgetb get the learners try to communicate then

provide a model at the end?

-| prefer to create situations with clear commicative purposes that induce learners to speak,
and then to provide a model which will be imitatdthis will guide learners to the right use of
language. An example of this procedure can be ¢gesi to learners the need to make a polite
request by showing that it is too hot in the roamd ¢hat someone should open the window. Once
the learners make several attempts to expresttie pequest, the teacher provides his example to

them to show them how the message can be formulated
Question: 20-What do you suggest to achieve better resulisaching speaking?

-It is important to afford the affective conditiotigat help the learners feel willing to speak. |
can show encouragement and support with short @hras gestures. To motivate pupils peer
criticism should be avoided and we can add marksrasvard for their efforts. Correction of errors

should be done in a very subtle way so that theyaddeel embarrassed.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-In most of the cases, I try to form mixed levabgps. For example in a group of five pupils, |

select two weak pupils, one active pupil, one droeland one average. For pair works, it is
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generally pupils sitting next to each other who kmmgether; this helps to maintain control over the

class.

Question: 22-To what extent does the number of learners slaas determine the amount of

opportunities to practice oral production?

-In crowded classes, there is the advantage ohbdkie chance to listen to many repetitions of
the same example and the chance to get a lotfefelit contributions and examples. But it is hard
to gain control over such classes. Interaction cdu a noisy atmosphere which makes things

difficult.

The class size should not, normally exceed 30papitsit is preferable to assign group works

which require the participation of five pupils .

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?
-It is not enough. Five hours a week isghmunt of time suitable to teach all the skillsrdye

Question: 24-Do you agree with the fact that there shoul@ e&itten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?

-We can not deny that the written task helpgils, especially weak ones, to find something to
revise and situate their progress in the prograret, Yeachers should give more time and

importance to the oral practices when teachinglspgdo assure efficiency and productivity.

Question: 25-Do you find the speaking tasks suggested omcaliese book satisfactory or do you

feel obliged to devise tasks yourself?

-Not all what is in the course book is satisfactdrfeel obliged to modify if the task does not

serve language objectives. | try to conceive tdbks have many objectives that is to get pupils
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speak to reinforce grammatical rules and to makeofis certain vocabulary pertaining to the topic

of the file.

Teacher: C

Question:1- What are your qualifications?
- BAC + four years at the ENS.

Question: 2- How long have you been teaching?
-Six years.

Questior3: Classify the four skills according to the im@ote it is given to each skill in the

curriculum.
a -Listening.
b -Speaking.
¢ -Reading.
d -Writing.
-All the skills are given equal importance.

Question: 4.Do you agree with this order of importance, mevan alternative classification if

your answer is no?

-Yes, | agree because all the skills caintegrated and serve each other whether directly o
indirectly. Since it is not the mother tongue o fhupils and it is not used outside the classroom,

pupils need all the skills equally.

Question: 5.Do you think that learners give more importateehe skills that are tested and

neglect those that are not tested?
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-Yes, average and week pupils are intedesily in what is tested. But good pupils are
interested in everything. They want to know aboegrgthing even about details such as stress

intonation and so on.

Question: 6-What is the skill that you judge most helpfutiie speaking skill?
a-Listening.
b-Reading.
c-Writing.

-Listening is. The more pupils listen thettbr they can talk. It makes them acquainted to
native like pronunciation and to new vocabularyinifroduces the contexts of situation where

vocabulary can be employed and raises awareness thiedevels of language formality.

Question: 7-Do you consider the oral practices that predhddistening, reading and writing skills

a speaking activity?

-Yes, it gives opportunities to set discassi among pupils. They ask questions and answer

them. The teacher may just give hints about a péapic and pupils develop them.

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?

-There are some differences like in mothanmpoliceman/cop, am going/gonna...but they are

not so numerous.

Question: 9- Do you agree with the idea of raising the leashawareness about the differences

between the written and the spoken forms of langRag
-When opportunities are presented, yes wd teexplain those differences.

Question: 10-How do you select the vocabulary to use in kipgaactivities from the range of

words suggested in the course book?
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-1 opt for the vocabulary that helps me prigghe lesson and help the learners solve the.task
The most common in the course book and the mosétilugéose which help pupils understand the

topic and develop ideas about it.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?

-I follow the program suggested in the seubook especially for fourth year classes. But at

times | feel obliged to explain again structurealteith previously to refresh the pupils' memories
Question: 12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or
b- To get learners communicate messages udiatpwer available resources.

-To get learners communicate messages is moreriampoSometimes we do not need to give full
and complete sentences in order to convey an [fid@ context of language use is clear, we can
use just single words to mean whole sentencesinstance when talking about preferences, the

word ' football' can stand for 'l like playing oatehing football matches'.
Question: 13-To what extent do you think visual aids cantegtualize language use?

-When introducing situations, it is betterstwow a picture of two people in a restaurant than
explaining it verbally. The picture of the menuitself can guide the pupils to the topic. This will
save time and facilitate understanding. In additthis, they attract the pupils' attention esgici

those who are distracted, noisy and talkative ones.

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?

-Not necessarily. Even excellent learneraetames need time to form correct and meaningful

sentences. So, they make silence pauses. The pdmmlslo not make pauses generally make more
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errors. So, pauses are a sign of thinking for dswklpupils but those who are weak and find

difficulties in developing their ideas pauses dblming any fruits.
Question: 15-How do you react towards the pauses that dodhe students talk?

-Sometimes, | find myself obliged to wait the pupil to finish his contribution. | can hdipn
by providing some vocabulary items if the pupil& & the equivalent of an Arabic word. But
sometimes | find myself obliged to move smoothhatmther pupil because of the time constraints.

| do so too if | know that this pupil will not bélke to produce something meaningful.
Question: 16-What do you do to encourage learners to proltunger turns in speaking activities?

-1 help them language that is providing vmdary, reformulation of questions, rectificatioh o
their answers, suggesting some hints and detadsitaihe topic that can be developed by the
learners, giving examples and ask pupils to dostree thing to facilitate things for them. If the
pupils are reluctant or not interested becausedpie is not interesting for them, | try to motigat
them with marks. | ca as well use funny ways obmeiulating questions and create a relaxing
atmosphere to make them feel at ease and willirgpéak. | also encourage collaborative learning

by getting pupils help each other discuss togetiework in groups and so on.

Question: 17-Do you think that learners should be induceghrimduce language right from the

earlier levels or wait until they acquire an aceép linguistic repertoire?

-Pupils should be induced to produce languaght from the start, from beginner levels. This
will familiarise them with language, give them opjpmities to make mistakes and correct
themselves. At the same time they get the habgipebking without being afraid of committing

errors.

For beginners, even a word can mean a wdaitence; for example the word 'drink' can mean
‘I want to get out and drink some water.' It isoaés opportunity to the teacher to correct the
mistakes and provide the learners with full sergenghich can be learnt by all the pupils and not

by the one who made errors.
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The classroom is the only place where pupdls use language, so we need to make them
familiar with language production from the begirminTeachers should make profit of the
simplicity of language in early levels and of thgpits' enthusiasm to know this foreign language
and make them produce simple language. Speakingtisnportant only for its own sake but for

the development of other skills.

Question: 18-What can be done to get beginners benefit tr@nlinguistic resources they have and

start language production?

- Creating the suitable communicative context iniclththe pupils can use language in
accordance with their level is efficient. Also, itmg oral activities to the topics they have ldarn
Sometimes, | need to move to more interesting soficmotivate the pupils and get them use the
language.

It is also important to encourage pupils for thesntributions by saying for example 'good,
excellent..." even if their talk includes mistak&€ke teacher should also make some corrections of
the most common mistakes. The question of feedisastll closely tied to the availability of time.

It should also be done without interruptions omiitlation especially from peers so that the pupils

gain self-confidence.

Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadetb get the learners try to communicate then

provide a model at the end?

Both methods are useful; it depends on the gransalagiructure |1 want to work on and on
the class the teacher is dealing with. Sometineggners themselves create the communicative need
which | exploit to provide a model for imitation later use. With average and weak learners it is
better to provide the model required for reproductivhile to good learners a situation may be

presented at the beginning then the model is prederfterwards.

Question: 20-What do you suggest to achieve better resulisaching speaking?
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-We can benefit from the communicativaiadions that are presented in the classroom to
prompt learners to use the language; for examgenfeone wants to go out to borrow a book or to

ask for clarifications about the lesson the teasheuld prevent them from using mother tongue.

-We can also involve the learners in moregosuch as guiding a communication and
organizing discussions by both asking questions amlvering them and not be limited to the
respondents' role. The teacher can select integegipic and ask pupils to bring to the class the

items serving as to realia to present the counseéoing so their involvement will increase.

-Story-telling is also an interesting activithe pupils may be asked to give an end to an
unfinished story. Alternatively, they may discube imeaning of a poem or suggest a topic to be

developed the following session.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-1 group weak pupils with good ones. Somes accept friends to work together. Learners
acquire much knowledge from each other, they fesd Embarrassed, they do not hesitate to use the
mother tongue and ask their peers to give themedligsalent in English. But in spite of its being an
efficient technique it creates much noise in treesstoom. For pair groups | prefer to let pupils

sitting in the same table work together to maintaintrol over the class and avoid noise.

Question: 22-To what extent does the number of learners tlaas determine the amount of

opportunities to practice oral production?

-Certainly, the number of learners affectsasging courses. In a group of 20, there are more
opportunities for all to produce language. However40-pupil-class it is impossible to give a
chance to everyone to speak because we are lilytélde time. So it is preferable to diminish the

number of the pupils in the class.

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?
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-We have talked about this issue with thepattor some years ago. We said that three hours
are not enough, four or five hours can be muchebdt¢cause the teacher can work at ease and
because this language is not used outside theratemss so pupils need more time to express

themselves.

Question: 24-Do you agree with the fact that there shoula@ be&itten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?

-There is an advantage from having a writ@sk ton the copybook pupils have something to
revise. But in speaking activities it is betterdrop it and devote the whole hour for discussioth an

talking because of the time constraint.

Question: 25-Do you find the speaking tasks suggested omcaliese book satisfactory or do you

feel obliged to devise tasks yourself?

-Sometimes, | feel obliged to omit some $askd | borrow from other sources or create
materials by myself. | avoid tasks including a ¢dtnew vocabulary. Too much explanation of
vocabulary distracts the pupils from the primaryechbve and takes time too. | modify as well too
long tasks and those beyond their actual levamplfy some tasks so that the pupils will be able
to give only one part of the answer and not alt;dior example working on both conditional type

1 and2 together.

To get varied tasks, | avoid giving many tasksihg similar objective. | also add some items
when | find it necessary, for example to the lessbguestion tags | add 'am | reairen't I'. | also
innovate examples; Hassiba Boulmerka was knowmduaigiven period but now she is not for the
current generation so | replace it by another narhe. same thing goes for Shrek , this character
will no more be famous in few years and since impossible to publish new books every year |

have to choose what suits the current interests.
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Teacher: D
Question:1- What are your qualifications?
A Bachelor of Arts.
Question: 2- How long have you been teaching?
-Two years.

Question3: Classify the four skills according to the importe it is given to each skill in the

curriculum.
a -Listening.
b -Speaking.
¢ -Reading.
d -Writing.
-Listening, speaking, reading and writing.

Question: 4.Do you agree with this order of importance, ptevan alternative classification if

your answer is no?

-Yes, | find it good. When you listen youncspeak for instance it is only through listeniog t
pollution that one can have some ideas to say ahdsitopic. The same thing goes for reading;
texts provide models to be followed by learnersang helps learners acquire vocabulary which
is important for all the skills especially for wnig. The aim of teaching should not focus only on

getting good marks in the test but on helping leesproduce language whether spoken or written.

Question: 5.Do you think that learners give more importateehe skills that are tested and

neglect those that are not tested?
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-Yes, learners are more interested in t#ills ghat are going to be tested. When | try to
motivate them with brainstorming techniques sucpiesires or songs they show little interest but
when it comes to writing they are deeply involv@tiey know that writing is the skill that helps
them get good marks in the BEF. Yet, skills shduddintegrated, we cannot teach each skill in

isolation.

Question: 6-What is the skill that you judge most helpfuthe speaking skill?
a-Listening.
b-Reading.
c-Writing.

-Listening is the most helpful one. If wstdin to songs we can get vocabulary and by watching
TV we learn how to use gestures how to pronourkeeriative speakers in addition to knowing the
cultural context in which language is used. Listgniepresents also an introduction to the topic of

discussion.

Question: 7-Do you consider the oral practices that pre¢kddistening, reading and writing skills

a speaking activity?

-Yes, it is a speaking practice. Beforadrtsany lesson, | create a situation with pictures
examples that illustrate the topic | invite the fmipo say something. Listening for example may
need 15 minutes introduction, reading 10minutes\anting 30minutes. So this amount spent in

oral practices serves indirectly the speaking skill

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?

-There are some differences between the writtem fair language and the spoken one. Styles
of speaking are different from those of writingdapeaking to a relative is different from speaking

to a teacher so there are levels of formality.
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Question: 9- Do you agree with the idea of raising the leashawareness about the differences

between the written and the spoken forms of langRag

- | partially agree with this proposal. lttrse that our aim is to teach as much vocabulaiyias
possible but it is hard to explain all the contextsvhich the same word can be used. | prefer to
teach them a word and get them use it even ifiit 8wrong context better than loading them with

much details about the uses of the vocabulary.

English is not their mother tongue, we havéntitate first language acquisition, let the papil
get the vocabulary then they will arrive at thegstaf distinguishing their different uses. While
progressing in their studies, they will learn abting differences. They are beginners and they are
not supposed to know everything. But if we are daedth an activity whose objective is to
distinguish between the different levels of formalt is important to know that language can have

many differences when it is spoken or when it igtem.

Question: 10-How do you select the vocabulary to use in lkipgaactivities from the range of

words suggested in the course book?

-Easy vocabulary that suits the level of phupils and the context of language use. Easiness
involves pronunciation, spelling and avoidance arfgl words containing too much letters. | also
avoid words that may raise some ambiguities if thaye different meanings in different contexts. |
tend to choose words that can be easily explainexugh a synonym or an opposite because this
helps pupils in their tests. | also prefer wordosdrmeaning can be deduced from the similarity of
the word to Arabic or French because they will lgdse retained. The vocabulary should also serve

the present topic.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?

-Sometimes, | avoid teaching every detail to aravthe targeted general structure. | start with
the general and go to the detail. In communicatsis | choose easy structures, | do not focus on

grammatical structures themselves, | tend to alwors and avoid too many remarks. This
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encourages pupil and entails more talk. There arevedl some structures which serve the topic

better than others do.
Question: 12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or
b- To get learners communicate messages udiatpwer available resources.

-I prefer choice 'b' .1t is difficult to reach aviel where pupils can speak language free from
errors. Therefore, the aim should be to get thenkra speak and communicate. They can use
gestures and focus on the message instead of wgrpily about correctness by doing so the
activity becomes more motivating. Pupils feel upsben the teacher corrects them repeatedly. In
pronunciation, it is important to insist on the rents which affect meaning and neglect those

which do not.
Question: 13-To what extent do you think visual aids cantegtualize language use?

-Visual aids can be shown to pupils to ®sgg content which they are supposed to guess. |
may show a picture representing, say a daily agtamd wait from pupils to talk about its content
by giving key words even if in their first languagfeen | help them to arrive at the English
equivalent. Pictures offer to the teacher oppotiemito ask questions which will be answered by

pupils. They suggest hints and provoke interestiegs that will be discussed by the pupils.

In addition to all this visual aids help thadber save time and motivate pupils in that thegegu

them directly to the targeted topic. So, they keegedom at bay.

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?

-No. In fact silence is a sign of thinking actieg occurrence. | rather prefer pupils who make

silence pauses, they speak and at the same timledhivhat to say next and select the words they
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are going to use. Quick and uninterrupted speeamlsiguous even if it is produced by adult native

speakers in real situations.

All the process is similar to a chain the firstkliconsists of preparing ideas then adapting it to
the current situation. Selection of words comesrathe pupil may use general words such as; stuff'
to mean a specific thing and whose exact word igesdily available. In addition to all this pauses

serve to correct oneself if the error is alreadyiena
Question: 15-How do you react towards the pauses that andhe students talk?

-I never interrupt pupils. | permit for sorime of silence to think about what to say espécial
if it is a warming up where time is needed mosthdw the current speaker interest to what he is
saying in an encouraging way. | give help if hedse® find a word but | do not insist on the
correction of the structures. | may ask him somestjans to guide him to the idea he wants to

arrive at. | can even fill the pause with partte ainswer.

I may ask the peers to interfere; they areemalcome than the teacher's correction espedially
the peer's level is close or a bit better thanpibaking pupil but not a much more excellent or a

weaker classmate.
Question: 16-What do you do to encourage learners to proltumgger turns in speaking activities?

-The way the topic is presented can engrugupils to speak. Teachers can turn topics
interesting even if they are not. | give hints as#t pupils to develop them. But it is preferablé no
to prepare the topic at home because they willnmaite mistakes and in this way there will be no
corrections. Funny topics and real life situatians interesting themes on which the pupils prefer t

work.

We can encourage the pupils to use easy lgeguhis can be achieved if the teacher himself
uses simple grammar structures and simple pronimeieSimple language means fewer errors. If
necessary the pupils can use gestures or ask fegquinalent of an Arabic word. The important is

to transmit the message and not give up communitati
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-I suggest changing the way the classranged. In real life situations speakers are intfod
each other and not sitting behind like in clastas.difficult in such a case to create an atmesph
where everyone feels involved in speaking. So, Ipughould sit in front of each other and
moreover | may suggest a room specially for teaghjmeaking with the necessary equipment and

materials. This allows for example for watchinglafand discussing its content.

Question: 17-Do you think that learners should be inducegrimduce language right from the

earlier levels or wait until they acquire an aceép linguistic repertoire?

-In the Algerian curriculum there is guidetbguction there is no free production. We can
expect beginners to produce language by just respgnwvith a single word then they will be
progressively be able to produce larger unitiesagd, clause sentence) in the second third and
fourth years. The objective from learning is baituhderstand and produce language so we have to
teach both parts from the beginning. It does ndtersense to give production less importance than

understanding.

Question: 18-What can be done to get beginners benefit tr@nlinguistic resources they have and

start language production?

-Tasks should be sufficiently varied and so the wapils are grouped. Topics too should be
varied. We have to avoid dealing with the samectoppeatedly. Pupils must be advised to use the
language they know and not feel obliged to use nvaorgls and complex grammar. They should
focus on the message, stick to the basic struc{stdgect, verb object) and use general words that
go with a wide range of situations. Presenting nwofl@ imitation at the beginning makes things

easier especially if they are repeated many times.

Peer learning is a good strategy it gets Ipupélp each other with ideas vocabulary and

sentence formation. Pupils can refer to dictiorsaoieto notebooks.
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Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadgetb get the learners try to communicate then

provide a model at the end?

1t is betterto create a communicative need embedded in aisitubefore a model is given.
Again after being presented the model, the pupiisukl be induced to produce language.
Production is different when a model is given amdoke it. It is more beneficial to create the

communicative need and present it within a context.
Question: 20-What do you suggest to achieve better resulisaching speaking?

-To give a mark for the speaking skill naeat as such but a reward for the active pupits th
increases their motivation in language productiime type of tasks should include and stimulate
guestions and answers not only from the part ofe¢heher but pupils too can ask questions to their
peers. The teacher can diminish his amount of aalé increase that of the pupils by creating

competition or by constantly asking for their opims.

The affective factor is very important; tteacher can encourage pupils and appreciate their
contributions by saying "have you heard what e ®aor by reproducing a rectified version of his

talk and making him believe that it is him who lsa#d it.

-Topics should be very close to teenagetstests and to their daily life experiences sash
teenagers concerns, swine flu, world cup and sdt a;mimportant to introduce the topics gradually

and not once for all.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-I choose pupils with different levels; angroup of say five, there should be one good two
average and two weak pupils. In this way they hefygh other; and good learners will not
monopolise talk. So, there must be only one goqal @nd not more otherwise they will not let
others speak. Learners having the same interestk tetter if they are grouped together.

Concerning pair works, it is also more effectivesébect pupils of different levels but to avoid sei
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and maintain control over the class | prefer tdgassvorks to pupils sitting next to each other. |
suggest to teach language production in groupstiikee of physics and biology so that there will

be more opportunities to speak and enough timenect.

Question: 22-To what extent does the number of learners tlaas determine the amount of

opportunities to practice oral production?

-To a great extent. Three hours is natfcgent amount of time even for the repetitionaofe
word with a class of 30. It is difficult to devel@ptopic and give opportunities to speak to a large
number of pupils. Learners know that they are sap@do speak lesser because of the lack of time
and this affects the quality of language. Insteddiging simple and correct language they use
isolated words or do not say anything at all. Ofiely pupils can participate. Slow learners need

more time to think how to formulate their sentenaedg correct oneself if necessary.

| suggest to divide the class into groupsiweé fpupils each to increase the opportunities of

participation.

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?

-Tree hours are not enough. The teachds fd#iged to sacrifice speaking tasks and devote
their share of time to writing because it is adadsskill. So, | suggest that in addition to four fi
hours weekly, there should be some additional sessiwhere the teacher can teach extra

curriculum tasks such as integrating more thanstiletogether.

Question: 24-Do you agree with the fact that there shoul@ e&itten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?

-1 am with having something written at thedeof the lesson. Pupils have different levels of
proficiency. Weak learners who were not involvedha lesson need to have something to revise.

Speaking lessons are not isolated from the othés shey serve them too. However this written
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task should not be a long or a tough one. It shaurtdat fixing what has been dealt with. We can
ask pupils to write the new vocabulary or the némwctures on the notebook. We can have short

tasks that can be corrected briefly ready on a leb@kth their correction.

Question: 25-Do you find the speaking tasks suggested orcaliese book satisfactory or do you

feel obliged to devise tasks yourself?

-I find it beneficial when the course bookggasts many tasks and | select what suits my
objectives. | try to avoid long tasks which take tauch time and need much effort. Tasks causing
ambiguities are also avoided. | select tasks thainsarise many things; serve the objective of the
lesson and other points taught before. Those wtrieate a link between lessons and do not serve
isolated objectives. This gives the impression thattasks are arranged in a logical way and not

permitting gaps.

Teacher: E

Question:1- What are your qualifications?

-I have a BAC certificate and graduated fromn iffE.

Question: 2- How long have you been teaching?

-20 years.

Questior3: Classify the four skills according to the im@orte it is given to each skill in the

curriculum.

a -Listening.

b -Speaking.

¢ -Reading.

d -Writing.
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-Reading, writing, speaking and listening.

Question: 4.Do you agree with this order of importance, tevan alternative classification if

your answer is no?
-Yes find it reasonable and suits the learmeeds.

Question: 5.Do you think that learners give more importatocthe skills that are tested and neglect

those that are not tested?

-Certainly, learners are more interesteckading, because they expect to be tested irtlieat
end of the year. However the listening skill fommple is neglected because it is taught but not

tested.

Question: 6-What is the skill that you judge most helpfuthe speaking skill?
a-Listening.
b-Reading.
c-Writing.

-Listening is. It always precedes speaking serves as an introduction to speaking. There is a

close relationship between both skills.

Question: 7-Do you consider the oral practices that predhddistening, reading and writing skills

a speaking activity?
-Yes, they are. All these skills serve indity the speaking skill.

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?

-No, there are no differences.
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Question: 9- Do you agree with the idea of raising the leashawareness about the differences

between the written and the spoken forms of langRag

-No, since there are no chances to use Englistide the classroom there is no need to teach

particularities of oral language.

Question: 10-How do you select the vocabulary to use in lkipgaactivities from the range of

words suggested in the course book?
-I select the most useful. The ones whidhlve met in the other files.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?

- strictly follow the curriculum. | do not midy; if it is assigned in the program to teach

conditional type one | do it | do not move to shg simple present or another item.
Question: 12-What is more important for you,
a- To get learners produce correct languagermg of grammar ,vocabulary and
pronunciation. Or
b- To get learners communicate messages udiatpwer available resources.

-For me, it is more important to produce correnglaage. Since | have taught grammar, vocabulary

and pronunciation, learners are supposed to use ¢herectly.
Question: 13-To what extent do you think visual aids cantegtualize language use ?

-1 think that visual aids can be useful only to inegrs to explain vocabulary, but when learners

achieve a more advanced level they do not need.them

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?
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-Even good learners make silence pauses, @amadt feel disturbed about it. What imports is the

correct answer. Pupils feel the need to stop th foothe right word or to form a correct structure
Question: 15-How do you react towards the pauses that dodhe students talk?

-1 just show patience and wait. | do not mbwenother pupil until he makes some attempts to
finish his talk. | avoid interrupting the pupil order not to embarrass him. The inspector insists o

not interrupting pupils. | may help the pupil byigig him the word he is looking for.
Question: 16-What do you do to encourage learners to proltumgger turns in speaking activities?

-I reject short answers. By using a gazeestues | can show that | need longer answers | ca

ask them overtly to say more or to justify theisaer.

Question: 17-Do you think that learners should be inducegrimduce language right from the

earlier levels or wait until they acquire an acebf# linguistic repertoire?

-It is preferable to start from earlier llsyebut gradually step by step. We can start by
the production of words then short sentences agwl ldnger ones. We should not expect beginners

to produce longer turns in a short period.

Question: 18-What can be done to get beginners benefit tr@inguistic resources they have and

start language production?

-They must be encouraged through the introduction ofréstitng dialogues, highlighting the
communicative functions of language such as intcody oneself and so on. Guidance through
examples given before production is also very hitlpthese examples serve as models for

imitation. Interesting topics and praising are offaetors that can be very influential.

Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadgetb get the learners try to communicate then

provide a model at the end?
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input is provided firstthrough a dialogue, a paragraph or a text for repdifter this
communication is started. Learners try to follow thput given at the beginning by taking from it

the vocabulary and the grammatical structures.
Question: 20-What do you suggest to achieve better resulisaching speaking?

-Classroom dynamic can help an important iol@ncouraging pupils to produce language.
Encouraging collaborative learning can also helpiea® better results. The teacher can select the

best contributions to praise them or to reward Isupith extra marks.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-Pupils learn better from each other andigprine help of their peers. So, in a group of &g,
example, | choose two good learners and four weals.ol get good results even from slow pupils

as they are guided by the god ones.

Question: 22-To what extent does the number of learners tlaas determine the amount of

opportunities to practice oral production?

-The number of the pupils affects the gyadit oral production. In a class of 45, pupils feel
embarrassed and get little chances to speak. Hovwifethee class is composed of 20 or less, there

will be better chances to speak and correct passiidtakes.

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?

-The matter is related also to the numbehefclass. It is not possible to listen to a highber
of pupils if you have not enough time at your disgdoCorrection of errors needs as well to be done

at leisure. So three hours are not sufficient éaahethe skills appropriately.

Question: 24-Do you agree with the fact that there shoul@ e&itten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?
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-There must be a written task on the exerbizak. Learners need to revise something when
they are home. So, priority should be given to winéitbe left on the exercise book. Only if | have

not time | do not assign a written task. | am agadievoting a whole hour to the speaking tasks.

Question: 25-Do you find the speaking tasks suggested omcaliese book satisfactory or do you

feel obliged to devise tasks yourself?

-Not all the tasks are satisfactory; | modifyoonit some tasks. | try to avoid serving the same
objectives many times repeatedly. | prefer taskst terve as well the reinforcement of the

grammatical structures.

Teacher: F

Question:1- What are your qualifications?

-Graduate from the ITE.

Question: 2- How long have you been teaching?

-From 1986, which makes 24 years .

Questior3: Classify the four skills according to the im@orte it is given to each skill in the

curriculum.

a -Listening.

b -Speaking.

¢ -Reading.

d -Writing.

-Writing, speaking listening and then readi
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Question: 4.Do you agree with this order of importance, levan alternative classification if

your answer is no?

-Yes, to a certain extent but | think thittlae four skills should be given equal importance

because all of them contribute to the developmel@nguage acquisition.

Question: 5.Do you think that learners give more importateehe skills that are tested and

neglect those that are not tested?

- What | noticed is that learners are mmaivated in oral skills. They like discussions and
talks but when it comes to writing they are relattand this is due mainly to laziness. Writing

requires more effort this is why it is less motiugtthan speaking for our learners.
Question: 6-What is the skill that you judge most helpfuthe speaking skill?
a-Listening.
b-Reading.
c-Writing.

-Listening is. When we listen speaking bees easier. It has many benefits especially as

regards pronunciation. It guides pupils to thetrigionunciation of words.

Question: 7-Do you consider the oral practices that predhddistening, reading and writing skills

a speaking activity?
-Yes, all these practices serve the spgadill and contribute to its enhancement..

Question8-Do you think that the grammatical structures amdabulary that are used in the

writing skill are suitable to the speaking skill?

-In reality, spoken language is differenati written one. Language used in the street igheot
same as that used in administration or for acadeonposes. But is school, language with its both

forms should be taught in the same way.
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Question: 9- Do you agree with the idea of raising the leashawareness about the differences

between the written and the spoken forms of langRag

-No, we normally should focus on correctness. Gratioal accuracy should be given importance
because pupils are interested in academic achieveamsl in succeeding in exams. So, written
forms should be given more importance. | can, h@resay while speaking ‘cause” instead of

"because’.

Question: 10-How do you select the vocabulary to use in lkipgaactivities from the range of

words suggested in the course book?

-I focus on key words; those which serve tihigic. For instance, if we are working about

football | use all the vocabulary items that havelation with this topic.
Question: 11-How do you select the grammatical structurdsetased in the speaking activities?

-l am obliged to follow a program. So, liclly confine myself to what is included in the

course book.
Question: 12-What is more important for you,
a- To get learners produce correct languagering of grammar ,vocabulary and
pronunciation. Or
b- To get learners communicate messages udiatpwer available resources.

-In oral activities | accept mistakes. | focustba message and communication. But in written

tasks, | insist on correctness in terms of evengllgrammar, vocabulary...
Question: 13-To what extent do you think visual aids cantegtualize language use ?

-Visual aids are very useful to teachers. Learwars be shown situations that they have to

imagine. If the picture represents the supermahezt the topic is shopping, it is not sport and it
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not food. They motivate the pupils; they becomeeedg know what is coming next. They also

prevent the teacher from appealing to translation.

Question: 14-Do you consider that producing sentences whighnot interrupted with silence

pauses is a sign of good oral competence?

-Silence pauses are a sign of thinking operatiatmich means that the pupil have not grasped
yet the what he has been taught and that he hasttagted yet the level that allow him to speak
easily. S, | prefer pupils who do not make paused whose sentences do not include any

interruptions.
Question: 15-How do you react towards the pauses that dodhe students talk?

-1 give help to pupils from time to time;tifey need a vocabulary item | give it. If there any

grammatical mistakes | correct them and | use gestio suggest some useful ideas.
Question: 16-What do you do to encourage learners to proltunger turns in speaking activities?

-This can be done by asking for full answers andjbgstioning. Questioning helps pupils to
produce long turns and provoke their thoughts. 3legion should be the last solution, thus | do not
accept switching to other languages. | advise tteeread a lot during their free time. Memorization
of dialogues and expressions is very beneficiayriers can keep in their minds extracts of
language for many years and they can appeal t@ thmesnorized passages whenever they need

them.

Question: 17-Do you think that learners should be inducegrimduce language right from the

earlier levels or wait until they acquire an acebf# linguistic repertoire?

-Learners should start learning productightrfrom the beginning. Certainly, they should be
guided. We can accept from them words then phrds®s long sentences. Repetition is a good
technique it paves the way to autonomous producfieachers should train the pupils to use very

simple sentences including only subject, verb dnjdab. This makes things easier for them.
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Question: 18-What can be done to get beginners benefit fifmenlinguistic resources they have

and start language production?

-As | have said before memorisation, useiwmiple sentences and guidance from the teacher

are the techniques that may lead to better results.

Question: 19-When trying to help learners produce given pastedo you believe it is better to
provide the model before any production is stadgetb get the learners try to communicate then

provide a model at the end?

- Generally, | prefer starting with a model firespecially with beginners then pupils make
attempts of language production guided by that mddewever, it may happen that | ask fourth
year pupils a question like this: suppose we ar@ \wedding party to which you are invited. You

arrived late, what should you say to apologise?
Question: 20-What do you suggest to achieve better resulisaching speaking?

-By creating as much situations as posshbk using the level of formality that fits them. We
have to select topics that have direct relatiorstopthe daily life and to the interests of theifzup
The more topics are interesting the more pupilsnaotivated. Games and task —oriented activities
are good in that they encourage learners to pravifiieal answer, and where there is a clear end to

be achieved.
Question: 21-When you set pair or group works on what bdsigou choose partners?

-At the beginning | choose volunteers vdabect their peers by themselves. Then, | form
groups. Mixed level groups give better results beeavhen good learners work together they tend
to monopolize talk and leave little space to shy areak pupils. They also make everybody

interested in the lesson.

Question: 22-To what extent does the number of learners slaas determine the amount of

opportunities to practice oral production?
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-The less the number of the class if thst Iparticipation is generated. A 15- pupils-group
gives good results. This does not concern onlylspgato teach all the skills more efficiently we
should have a group not exceeding 20 pupils. Cooreof grammar errors for example needs a lot

of importance especially because learners are atetivin getting good marks in the exam.

Question: 23-Do you think that three hours per week are ghda help learners develop oral skills

in addition to written ones?

-Three hours per week are not enough at larel are too much items to teach. The skills,
grammar, remedial works, tests and their correstiall these are much time consuming. Each file
contains many lessons. So, we need five hourqyuidibetter. This program is good and it is better

to keep it and not reduce its content.

Question: 24-Do you agree with the fact that there shoul@ beitten task on the copybook at the
end of a lesson which may constitute a constrfainthe teacher to devote a whole lesson for

speaking activities?

-I see that there should be a task at tidkeog the lesson so that pupils get something tsee

at home. For more balance there should be bothamiod written task at the end.

Question: 25-Do you find the speaking tasks suggested omcadliese book satisfactory or do you

feel obliged to devise tasks yourself?

-In general they are acceptable. Yet, | feldiged to omit some tasks. When there is for
example a repetition of the same structure or dpéctis not motivating. | avoid too ambiguous

tasks or when you have to repeat explanations.
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Résumé

Due aux progres que les nouvelles technologiesotlecte et stockage
des informations, et a la croissante demande dafdpe a parler une
langue étrangére, l'oral a bénéficié d'une gramuesidération. Des

domaines de recherche tels que la didactique dgsiés et la linguistique
appliguée ont essayé de caractériser la naturbatslété et les conditions
requises pour améliorer son apprentissage. L'épmdsente suggere
d'enseigner l'oral en prenant en considérationrdssiltats des études
menées sur la particularité de cette habileté eme® de maniére de
production, relation dynamique avec I'nabileté'dedute et les exigences
cognitives de la communication verbale. On suppesars dans cette
étude, que sila capacité orale est enseign@wers le choix de la langue
appropriée, intégrée avec la capacité d'écoutevext Bes stratégies de
communication, le cours de l'orale sera plus etoat fructueux en terme
de communication. L'étude est réalisée avec unnéilba de population

des enseignants et éleves de quatrieme annéennwygar le biais de
questionnaires, entretiens et analyse des eersrde I'écoute /orale du
manuel. L'interprétation et I'analyse des donnéd fourni suffisamment

de preuves pour confirmer les hypothéses, répondse questions de

recherche et les implications pédagogiques.
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