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ABSTRACT

Many researchersin the field of language teaching and learning havagreed that the
aim of the majority of people is to speak English liently and with the leas
difficulties. Learners consider that to be able to speak in English means tknow the
language.

The communicative approach to language teaching antearning was the reaso
behind which tasks have been given great importanc&asks, therefore, are regarde
as an organizational priciple of the lesson. They are taught in the four acroskills of
the language: listening, speaking, reading, and wirng.

The Algerian learners suffer from not being able tspeak English as they want. The
complain that they feel frustrated when they encouter some troubles to expres
themselves in English.

Research has shown that oral communicative tasks arthe best tools to enhan
learners’ communicative abilities and help them tcacquire some strategies that the
might use in their everyday life situations.

Our work is an attempt to discover whether the speking tasks, which are designe
for second year elementary pupils, are appropriateand sufficient to enhancetheir

proficiencies.
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. Background of the Study

Current research in the field of language hesr and learning shows that the
acquisition of a language is not only seen as ¢aening of how well learners construct
sentences with correct grammatical and phonologtaictures. Rather, it goes beyond
such narrow view of language. It is also the knalgke of how to use these structures
appropriately to achieve a communicative purposes Tdea is relevant to Widdowson's
distinction between language 'usage’ and \wkere he focuses on the point that "...we are
generally called upon to produce sentences of Egguise: we do not simply manifest the
abstract system of the language, we at the same tiealize it as meaningful
communicative behavior'(2001:03).

However, linguistic competence is not enoughrdach better oral communication.
Learners have to make good use of pragmatic andcdiural factors, too. This is what
Celce-Murcia et al.(1995) and others refer to as kléy components of communicative
competence (grammatical competence, sociolinguistmmpetence and strategic
competence).

In the language classroom, one way to dgvlese competences is through practice
in the four language skills: listening, speakingading and writing. Such practice is
manifested in the form of activity that learnerg @0 perform. Amongst these skills,
speaking is generally considered the most imporaapect of learning a second/foreign
language (Nunan,1991:39).Many language learnerardethe speaking ability as the

measure of knowing a language(Nunan,1991).

9
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Recent research about foreign/second langtesgding and learning has she light on
issues related to teaching speaking and the mapmcecn was on oral fluency.
Byrne(1986)states that, to achieve this goal, teacher "...maNe to bring the students
from the stage where they are mainly imitating adetaf some kind, or responding to
cues, to the point where they can use the languesmgly to express their own
ideas"(1986:9-10,quoted in Hughes,2002:67 ).

Debate on balancing accuracy and fluency bag been the course of researchers in
the field of language teaching and learning (Tharg/2005:115). This issue raises the
question of which one of the two should precededtier, should fluency come before
accuracy or the reverse? Earlier form-focused amtres (the Structural Approach, the
Audiolingual approach,etc) believe that accuraayusth precede fluency(Thornbury,2005)
and that learners should practice drills basedegently taught grammar structures. Thus,
speaking is seen in terms of a system rather tlmarextual appropriacy. Later on,
proponents of fluency-based teaching fuelled th@uton of the communicative approach
which incorporates ample number of fluency actgtibesides the accuracy ones, into the
classroom.

1. Statement of the Problem

The mastery of speaking skills in Englishaigriority for many second or foreign
language learners. Many students equate beingtaldpeak a language as knowing the
language and therefore view learning the languagelearning how to speak it.
Consequently, learners often evaluate their successnguage learning as well as the
effectiveness of their English course on the bakiwow well they feel they have improved
in their spoken language proficiency.

Current interest in tasks arises largely framat is known as the communicative

approacho language teaching. Language is now generally asea dynamic resource for

10
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the creation of meaning. This idea calls for thestidction between knowledge of
grammatical rules and the ability to use thesesr@ectively and appropriately when
communicating. Thus, there is no doubt that theeligoment of communicative language
teaching has greatly enhanced the status of theitggtask within the curriculum.

Nevertheless, this does not seem to be the ofghe Algerian teaching/learning
context. Teaching speaking, in Algeria, does nogire considerable attention at all levels
of learning, starting from middle one. Second yelamentary teachers and even learners
complain about the inappropriate way of teachiragfiexg how to develop the speaking
capacities. To investigate such problem and knowtvane the reasons behind learners’
insufficient oral proficiency, we have conductedtpre-questionnaires, one for teachers
and the other designed for learners (See Appendixdl2 respectively). We have noticed,
from the answers, that teachers are not satisfidd their pupils’ level of communicative
competence. Learners, too, have shown great difsaton with what they are taught.
They claim that they do not feel motivated to ma#ptte in a number of practices and some
of them claim that they do not see improvementhaeit level of speaking the language.

Accordingly, a number of questions merit todiscussed:

-What are the reasons behind learners’ poor oddigency?
-Can we consider that teachers are, too, respenfsibkuch problem?
-If yes, what can they do to overcome this probtgadually?

These questions and many others require mtardies to be solved. Our research
cannot cover them all because it just tries to digid on such important issue, diagnosing
the main reason behind second year middle pupilsufficient oral proficiencies and
suggest some possible reconmaations that may change the situation gradually.

lll.  Aim of the Study

11
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As stated earlier in this introduction, ouudst deals with speaking tasks that are
designed in Spotlight book two. Our objective issae teachers and learners viewpoints,
through questionnaires, about the designed aevaind the possibility of including real
and authentic tasks.

The results obtained from our analysis anérpretation of the collected data will
determine which appropriate recommendations canslggested to the teacher to
overcome the lacks faced while using speaking itiesv of the book. Such
recommendations are built on Evans and ST.Joh838]lbeliefs that a good provider of
materials will be able to:
1-select appropriately from what is available.
2-be creative with what is available.
3-modify activities to suit learners' need.
4-supplement by providing extra activities (andraxbput)

These recommendations are meant to improve lesaroal proficiency and guide them
to become successful oral communicators. In thépeaet, Nunan (1989:32) claim that
learners should develop:

-the ability to articulate phonological featuregioé language comprehensibly;

-mastery of stress, rhythm, intonation patterns;

-an acceptable degree of fluency;

-transactional and interpersonal skills;

-skills in taking short and long speaking turns;

-skills in negotiating meaning;

-conversational listening skills (successful cosadéipns require good listeners as well as
good speakers);

-skills in knowing about and negotiating purposasconversations;

12



'S
Uni versité é Sétif2

-using appropriate conversational formulae andrgll

V. Limitation of the Study

We are aware that there are various factadsoérections that may hamper, in a way or

another, and affect learners' development of conirative abilities. Limitations, as
Mauch and Park argue,"...typically surface as vagalthat cannot be controlled by the
researcher but may limit or affect the outcomehefstudy”(2003:115).
Out of these limitations, we can mention: largesslaize, reticent learners who reject or
who are shy to speak and interact, duration otcthese, teachers' lack of communicative
orientation, high pressure on the teachers totfithe program, etc...This is what leads us
to limit our study to a particular population ofiteers and not to go beyond the factors
already mentioned.

Besides, generalization of the results obthiaed recommendations suggested is not
appropriate since our concern is the study of &.chevertheless, such generalization
becomes worth all the trial if the results are aoméd and recommendations experimented
by other researches. These researches have tondected in the Algerian classroom
context.

V. Hypothesis

If a teacher uses speaking activities whichgeafrom manipulative ones to those
prompting discussion and communication, he/she evsaprove his/her teaching.

VI. Methodology

As it has been pointed out, this researchmisitteempt to show that pedagogical tasks
cannot stand alone to improve learners' abilitggeak and communicate in the real world

and with the least difficulties.

13
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To fulfill our objective, we need to rely onnaethod. Cohen, Manion and Morrison
define methods as "...range of approaches used inagdnal research to gather data
which are to be used as a basis for inference atefpretation, for explanation and
prediction” (2005:44). We will follow, in our studyhe descriptive method. The research
strategy that we will follow is a case study. Wdl wiork with second year elementary
level.

VII. Data identification, Types and Collection Procedure

It becomes clear now that the methodologlovedd in our work is a descriptive one
and that the research strategy used is a case. $libt remains is a method to collect
data. In our research, a questionnaire will bertkean by which our data will be collected.

Two questionnaires are designed. The firgtrepared for teachers to consider their
viewpoints about the available speaking tasks anether it is applicable to include other
authentic tasks to improve their learners’ commative abilities, hence, a gradual
development towards autonomy. The second quesiienisadeveloped for learners. The
questions are asked in Arabic and later translatedEnglish. The questions are all about
the current communicative level of learners and threthey appreciate Spotlight book
two speaking activities.

VIII. Population and Sampling

Population we are concerned with includesnle of second year middle level,
together with their teachers. However, a numbefactors may prevent us from
gaining information from the whole population. Thegactors include time
constraints, financial means, accessibility andgneTlherefore, we need to select a
sample of the members who we are able to questimmsampling strategy chosen in
our dissertation is a random one (also known abagiitity sampling). Probability
sampling is further divided into a number of tecjugs. We will rely on simple

14
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random sampling technique. Our sample contains gvwaups, out of twelve, of
second year elementary pupils. We will work witlarteers of Hacéne Ghadjati
School. Those learners make a total number of $ix¢ypupils. Also, teachers, with

whom we have worked the second questionnaireyamety-eight.

IX.  Organization of the research

This work will be divided into six chaptershd first chapter will survey the
communicative language teaching methodology andmigsn principles. Another
important issue in this chapter is the use of attbenaterials, what is an authentic
material and what are its advantages and drawb&tiapter two tackles the design
of authentic tasks, focusing on the various de@ng of a task, its components and
its roles and settings in the language classroohmapter three will discuss the
classification of speaking activities which methlwdpsts have proposed. The fourth
chapter will discuss the research design of ourdystuspeaking about the
methodology followed, the identification of dataydathe sampling technique. The
fifth chapter will be devoted to discuss the natoféhe corpus collected. It will be
followed by description, analysis and interpretataf both teachers and learners’
answers in the designed questionnaires.

The results obtained will clarify the lacksifa in the way speaking is taught. As
a final step of this work, we will develop a chaptehich includes some
recommendations to the teacher to take them intgideration in further teaching.
The conclusion will revisit the question raised time introduction and, more

specifically, the results obtained in the last ¢aap
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INTRODUCTION

The field of second language teaching has undergoengy trends over the last few
decades (Tarone and Yule, 1999, Widdowson,2001.umétous methods have come and
gone .These methods include the grammar translatiethod, the audio-lingual method,
the natural approach, and many others.

In recent years, there has been a majorishpférspective within the language teaching
profession concerning the nature of what is todoght. This change resulted mainly from
the failure of previous methods to create learwene are able to communicate in the
target language .In simple terms, language is mmdop presented as a system of
grammatical and phonological rules, but as a foneti system which is mainly used to
reach communicative purposes. This fact brougtihfoommunicative language teaching
methodologies. Tarone and Yule view thahis shift in emphasis has largely taken place
as a result of fairly convincing arguments , maifitym ethnographers and others who
study language in its context of use, that theitglit use a language should be described
as communicative competence” (1999: 17).

One of the characteristics of CLT is its engian the use of authentic materials in
language teaching and learning. Such materialseee to develop learners' abilities to
communicate in the real world

Throughout this chapter, we will give an ovew about communicative language
teaching, and what do we mean by communicative etemge. The next point will be

devoted to tackle the main principles of CLT. A&ral point, we will shed light on an

17
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important issue within CLT which is 'authentic maks'. We will see various definitions
of those materials and what are the advantagesrawbacks behind their use in language
teaching.

It is worth noting that this chapter is noteinded to discuss historical background of
the communicative language teaching, but on thenmanciples that are built on this
methodology.

I.1. Communicative Language Teaching

Interesin developing communicative approach has mushroomdikeirseventies. This

change brought new attitudes towards both langaaddearning. Nunan views that:

...it has been accepted that language is more thamply a system of
rules. Language is now generally seen as a dynam&source for the
creation of meaning. In terms of learning, it is geerally accepted
that we need to distinguish between ‘learning thatand 'knowing
how'. In other words, we need to distinguish betwee knowing
various grammatical rules and being able to use theules effectively
and appropriately when communicating(1989:12)

This idea of language and language learnirsgumaerpinned communicative language
teaching (CLT) .(Littlewood,1996; Nunan,1989) . JHatter is seen as an approach to
language teaching.

The appearance of CLT led language teachatgeathing institutions all around the
world to rethink their teaching syllabuses and slasm materials. In fact, Howatt views

that CLT has two versions: weak and strong onesteies that:

The weak version which has become more or less stiard practice
in the last ten years, stresses the importance ofqviding learners

with opportunities to use their English for communtcative purposes

18
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and, characteristically, attempts to integrate sulc activities into a

wider program of language teaching ...The 'strong'version of

communicative teaching, on the other hand, advancdke claim that

language is acquired through communication, so thait is not

merely a question of activating an existing but ine knowledge of the

language , but of stimulating the development of # language
system itself. If the former could be described adearning to use'

English, the latter entails 'using English to learnit' (1984:279, quoted

in Richards and Rodgers,(2001:66).
[.1.1Communicative competence

As far as classroom communication is concerri@idhards (1998:5-6) argues that
learners need to develop competence in both th&alsand interactional aspects of
classroom language, so that they could participatdassroom activities. All these aspects
make up communicative competence. Bussmann, in Ruositledge Dictionary of
Language and Linguistics, defines communicativenmetence as “...the fundamental
concept of a paralinguistic model of linguistiegranunication: it refers to the repertoire
of know-how that individuals must develop if theme to be able to communicate with one
another appropriately in the clgang situations and conditions”(1995:208).

Llamas, Mullany and Stockwell view that comnoative competence is "the ability to
use language appropriately and effectively in défe situations and for different purposes
and audiences"(2006: 163)

Johnson considers that it is teachers' jobhelp their learners to establish classroom
communicative competence. This may happen, as dohlutaims, if teachers "...recognize

the norms that govern classroom communication, tijenthe knowledge and

19
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competencies that are necessary for students twipate in classroom events, and be
cognizant of the social and contextual issues sading classrooms”(1998:162-163).

Put simply, teachers’ adjustment and modiftcadf patterns of communication may
play a role to develop learners' linguistic an@iiattional competencies, so that they can
participate in a wider range of classroom events.

Communicative competence embraces a number ofiedilCelce-Murcia and Olshtain
(2000:175) consider these abilities as prereqsisdeany learner who wishes to become a
truly effective communicator in another languageede abilities include the knowledge of
grammar and vocabulary (linguistic competence)athiéty to use the appropriate form in
the appropriate social situation (sociolinguisticnpetence); the ability to start, enter,
contribute to, and end a conversation, and théyakol do this in a consistent and coherent
manner (discourse competence); the ability to comoate effectively and use strategies
to repair problems caused by communication breakdow

[.2.Principles of commurative language teaching

Erton (2006) states that communicative teagis based on the following principles:
-The functional approach (the functional natioggllabus) is behind the communicative

approach.

-Activities should involve real communication tmmote learning.

- Activities should not be imaginary but shoulddzesed on realistic motives.

-The meaningful use and production of language ptesihe language learning process.
-Students use language as a means of expressugsg \and their concerns.

-Students are demonstrated with functions of dagg that best meet their own

communicative needs.

20
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- The communicative language teaching makes usayfctivity which would help the

learners to get engaged in authentic (real) comoadion.

-The communicative language teaching aims to deveertain language skills and

functions by using the target language and comnatini activities.

-Favorite activities are social interaction actest conversation and discussion sessions,

dialogues, pair and group discussions and rolesplay

Doughty and Long (2003) describe CLT as detethodological principles. They

define such principles as being facilitative featuto second language acquisition.
[.2.1. Use Tasks as an Organizational Principle

The first principle indicates that tasks sldobke used as an organizational principle.
This means that, unlike traditional methods whide lgrammar texts as a basis for
designing a syllabus, CLT gives priority to the edeypment of communicative skills. This
recognition of the importance of a task for its osake raises the question on how a
syllabus should be organized. Breen (1984, quatétuinan, 1989) views that tasks should
be used as central units of a lesson. He suggeatsan alternative to the listing of

linguistic content would be to:

...prioritize the route itself; a focusing upon the neans towards the
learning of a new language. Here the designer woulgive priority to
the changing progress of learning and the potentiabf the classroom
— to the psychological and social resources applie¢d a new language
by learners in the classroom context ...a greater caern with
capacity for communication rather than repertoire of

communication, with the activity of learning a langiage viewed as
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important as the language itself, and with a focuspon means rather
than predetermined objectives, all indicate priority of process over

content (1984:52-53)
I.2.2.Promote Learning by Doing

The second principle involves learning by dpoiBoughty and Long (2003) believe that
"new knowledge is better integrated into long-ten@mory and easier retrieved, if tied to
real world events and activities"(2003:58). Thisnpiple entails that learning could be

promoted if it is based on real conditions of comimation.

[.2.3.Input Needs to be Rich

The third principle stresses the fact inpuedseto be rich. Sanz defines input as"...the
linguistic forms to which learners are exposed"&Q@07).Keck et al.(2006)regard that the
input is considered rich if learners get the pabsibof hearing the language from any
source( from the teacher, from multimedia resoyrcesAnother important point which
makes the input rich is the authenticity of matsrizsed. Keck et al. argue that learners
should "...be exposed to as rich a diet of authdatiguage discourse as possible” They
add that, within the context of the classroom hanticity can be achieved "Through the
use of a wide range of materials, authentic andpldied, as well as the teacher’s

maximum use of the TL".

Since our next point will be about authentiatemials, we see it worth not to tackle it
now. We will move directly to discuss the issue using the target language in the

classroom as an important factor which makes inpht
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One way to enrich input in the language cla@sr is by using the target language.
The strong emphasis on using the target languagexdérom the belief that learners will
gain more in the new language when the amountmitirs great (Cummins and Swain
1986). Some teachers, however, do not rely onafget language as the primary means
of communication. Polio and Duff ( 1994 ), for iaste , report that many teachers use
the native language ( English ) for a number dkgas the classroom. They prefer to use
it while explaining grammar, translating unknowncabulary items, managing the
class,...

Furthermore, the issue of relying on the talgeguage affects also learners. Brandl
and Bauer (2002) state that, in beginning langudagsrooms, learners ask their teachers
to use the target language when they teach mosteottime in the native language
(English). Keck et al. suggest some strategiestdathers have to rely on to minimize
learners frustrations to the extensive use of the targeguage. These strategies are as
follow:

1- Do not constantly switch back and forth betwées TL and the students’ L1: It
means that the teacher should avoid , for exanty@ginning a sentence in the TL and
ends it in the L1.This act may show his lack adfiency skills or laziness. Another
point that the writers refers to i€ode switching” which indicates that language users
have the possibility of switching between differéariguages because it is a “...common
language phenomenon that occurs in any normalldateaaction between speakers who
share knowledge of the same language86:15)” .

2. Set a good example for the students: Teachersadvised to use the target
language consistently.

3. Provide clear guidelines: This strategy askshees to select some occasions

during their courses to allow their students usertimative language. This may be
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conducted, say, when requesting for task instrosti@r confirmation checks and so

forth.

4. Discuss the rationale for using the TL in thessfoom early in the term. Teachers
should make their learners aware about the impeceta providing courses in the target
language.

[.2.4. Input Needs to be Meaningful, Comprehensibleand Elaborated

The fourth principle claims that input needs tonfieaningful, comprehensible, and
elaborated. Meaningful input means that the newwkedge must be related to the
preceding and existing knowledge of the learnethabhe could assimilate or attach it to
his cognitive structure. Keck et.al view that tlwtion of meaning is the primary principle
of CLT and it appears as a reaction to audiolingeathing. This latter was criticized for
repetitive drills that did not require the procegsof language, so the content made sense
or was meaningful to learner.

The notion of meaningful input, however, issdly tied to comprehensible one.
Comprehensible input, as Gass and Selinker definefers to “... the understandble input
that learners need for learning. Input is slightigre advanced than the learnerarrent
level of grammatical knowledgé ( 2008 :515 .) Lynch (2001) views that successful
comprehension of input is important for languagerers because it is “...regarded as an
important potential route to progress in the fandemnguage (2001:13).Yule (2006: 168)
,too, regards that input has to be comprehensildbe tbeneficial for L2 learning.

One way to make input meaningful and comprsitd® is through input
modification. Lynch argues that:

Much of the research into how native speakers modijftheir speech
to non-native speakers has been based on the assuimp that once

the message is modified so as to make it comprehdis, the learner
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may then pick up and later use new items of languagcontained in
the messag€2001 : 57)

Researchers interested in second languagesamgqu(Long 1983; and others) try
to interpret Krashes comprehensible input hypothesis which is basetherbelief that
“...opportunities for second language acquisition amaximized when learners are
exposed to language which is just a little beyoheirt current level of competence
”(Krashen 1981, 1982 , cited in Nunan,1994lynan (1991: 50) sees that the whole issue
is about the appropriate classroom tasks and pattérinteraction which support learners
with the greatest amount of comprehensible inputhis respect, Long (1985) suggests
his three- step argument, to explain such issudenwhe made a connection between
input, interaction, and learning. His argumentis following:

1- Show that discourse modification promotes thagrehension of input

2 — Show that comprehensible input promotes learning

3-Deduce that discourse modifications promote legrn( 1985:378, quoted in
Lynch,2001:57 )

Sanz explains that researchers decided tsumedahe comprehension effects of
various types of modification when they found thathile exposure to input has been
claimed to be sufficient for first language leaséo master the syntax, morphology,
phonology, and semantics of their native languameple exposure to the target language
rarely has the same outcome for second language (darners” ( 2005 : 207 )

Hence, Kumarawadivelu considers tR&tput modifications and interactional
activities constitute the foundational structure @éssroom learning and teaching

operatiorf (2006: 57).
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Sanz ( 2005 : 208 ) points out that Long wglbrs scope of focus to include , not
input alone, but ways or strategies to modify iatdon. Long believes that modified
interaction helps to make input more comprehengdsl@onnative speakers.

Tsui (1995) states a number of devices, axahe them, that “...native speakers
use both to avoid and to repair breakdowns in comaation”(1995:65). These devices
are the following

1. Confirmtion check

A confirmation check enables the interactatmisensure that they have both
understood the speech. Repetition and paraphragiagthe previous speaker said with a
raising intonation are two confirmation check sga¢s. For example, Long suggests the
following NS-NNS conversation where repetition ised as a confirmation check
strategy.

NS: What time did you finish?
NS: Ten
NS: When did you finish?
NNS: Um? (Uh? sic)
NS: When did you finish?  (Repetition)
NNS: Ten clock
NS: Ten 6 clock? (Confirmation check)
NNS: Yeah. (Confirmation)
(1983a: 128, cited in Tsui 1995: 65)
2. Clarification request
Clarification request appeals to clarify ammderstood utterance. TSsliexample is
C: Do you get satisfaction; though?

B: Yes. | reckon you get more satisfaction as yowpg the scale as well.
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C: (laughs) what do you mean, the money scale?
B: No, the job, the job. (199®)
3. Repetition request
Tsui defines repetition requests as devicasiwdire used...when the speaker fails
to hear or understand what the previous speakesdid@nd asks for a repetition or a
restatement’(1995: 67).It can take the form of an explicit request, askihg other
interactant to repeat what he said. The speakeraisayrepeat part of the other speaker
utterance with a rising intonation. He / she carsddo make the other interlocutor repeat
the rest. The example is
Ss: while; happening at the same time
T: while; happening—"?
SS: At the same time.
(Tsui, 1995: 35).
4.Decomposition
Decomposition, as its name suggests, mearistiibaspeaker “...breaks up the
initial question into several questions, makingasier for the other speaker to respond to
it ’( 1995 : 67)Long (1983b : 136, cited in Tsui, 1995 : 67 §gests the instance below
NS: when do you go to the uh Santa Monica?You say you go fishing in Santa
Monica, right?
NNS: Yeah.
NS: When?
5. Comprehension check
Comprehension checks are utterances or expnsesssed to determine whether the
interlocutor has understood a previous utteranbeyTare usually realized ByRright °,

’Ok or ’Do you understand? Native speakers and even teachay rely on such
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strategies to avoid a communication breakdown, drerw there is no sign of

comprehension from the part of learners. Consiueekample below

T: Can you answer my question? Do you use Engligbhinese in class?

S: (silence)

T: do you understand and my question?

S: (muttering)

T: Sorry? Sorry?

S: (in Chinese) Ask the question once again.

T: Do you do you speak English or Chinese in cla8s?speak

S: We speak English.

(Tsui, 1995 : 68)

In this example, the student did not understandgirestion. This is what led the
teacher to use the utterand® you understaricand the expressiaisorry. Furthermore,
he / she has simplified and modified the questimmmiake it comprehensible to the
student.

6-Self- repetition

Self-repetition includes instances where theaker repeats what he has uttered
previously, either an exact repetition or the ongiclv contains some modifications.
Tsui's example is

T: Do you know what an emperor is? What is an eor@ejoyce.

S: A man who ruled the country.

T: Yes.

(1995: 56)

Moreover, Lynch (2001:61) speaks about th&iesand mentions a number of

specific features of nativenon- native input modification. He has conducted study
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by relating it to the classroom context (relevantenput modification features to the

classroom). These features are: highlighting theicforepetition, rate of speaking,

syntactic simplification, and elaboration.

Researchers (Pica, Young and Doughty 1987¢hlos1994 ; Mackey 1999.;. )
sought to find which kind of input is the greatéatilitator of L2 comprehension and
development. Is interactionally modified input moedfective than simple input
modification or the opposite? Those researcherdued a number of empirical studies

to examine links between input and interaction.

a. Pica, Young and Doughty’s Study (1987)

Pica, Young and Doughty (cited in Lynch, 2@%): have worked with 16 low-
intermediate learners on a general English prograrainthe University of Pennsylvania.
Those learners were divided into two groups anérmgian information gap task in which
they had to arrange various objects on a boardspanse to spoken instructions from a
female native speaker ( not a teacher ). Listemedsspeaker sat face to face, with screens
preventing them from seeing each oteeboard. Each group heard either "amput
version or ariinteraction version of the instructions.

On the one hand, the instructor, in the inprsion, read out a text and paused to
allow the listeners time to carry out each insinrct The script for the teachsrtext was
based on recordings of native speakers doing tlk, thut with some linguistic
modifications. On the other hand, the instructan (the interaction version ) read an
unmodified script but encouraged the learners kohas for repetition, clarification , and

other strategies when felt necessary .
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As a result, the researchers found that tamés of the interaction version score
higher than those of the input version . The reasoras the researchers explained it , that
the former group of learners has got the opporutdtinteract with their instructor ,
asking for repetition and clarification when neededhereas the latter group was just
limited with the pre-modified instruction. As Lyngbuts it “The results supported the
authors hypothesis that interaction assists learners tharemodified input(2001:66)
b. Loschky’s study (1994)

Loschky (1994) conducted his empirical studthwil beginning-level learners of
Japanese as a second language (JSL). Those leargrersiivided into three groups and
assigned different tasks with various input situati Sanz reports Loschky’s grouping as
the following :

...(a) the unmodifiedinput group , where subjects received baseline
descriptions of objects to be locatednd circled on a picture ; (b) the
premodified input group , where the descriptions wee simplified ;
and (c) the negotiated (i.e. interactionally modigd ) input group ,
where learners were allowed to interact with the NSnterlocutor as
they listened to the descriptiong2005:209)

The researcher designed two types of tesisahwlary and a sentence verification
tests (both are prepared as pre- and post tdstshe former type of test , the learners’ job
was to show whether certain words were used duhiedasks . In the latter type , learners
should indicate if aural presented sentences radtehnumber of pictures . The results
obtained claim that the third group of learnerssddigher on the vocabulary test than the
other two groups. This fact was not the same whth $econd type of test (sentence
verification section ) because there were no gigtdrences between groups on such test .

By and large, Loschky concluded that “...The intdmachad facilitated the comprehension
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of the vocabularyitems but not the acquisition of the grammaticabdure: (Sanz |,
2005:209)
c. Mackey’s study (1999)

Mackey divided his 34 adult ESL learners irfitee groups. The first group
(interactors) worked on three tasks : a pictudrawing task , a story completion task ,
and a story- sequencing task .What is specific for this grospthat they received
interactionally modified input. The second grouptéractor unreadies) had similar input
as the previous group, but the difference lieshim point that they did not have a good
level of forming English questions .The third groigiservers) was asked to watch the
other two groups while interacting without any kiafl participation .The fourth group
(scripteds) dealt with premodified input from th& Nl'he last group was the control one
.Mackey, too, conducted two tests: pre- and pastdditimately, Mackey found that
“...most of the learners who actively participated amversational interaction showed
stage increases , whereas none of the other gaemenstrated unambiguous evidence
of development (Sanz ,2005:210)

2.5. Promote cooperative and collaborative learning

Communicative language teaching encouragesperative and collaborative
learning .It means that learners interact with eattter and work together on language-
learning tasks. Jonson supports such cooperatidrclaims that “...constructive student-
student interactions influence studergducational aspirations and achievement, develop
social competencies, and encourage taking on ttsp@etives of others:.(1998:112)

Harmer, too, supports such view when he pregdlsat teachers can organize their
students in different ways. Students can work aghale class, in groups, in pairs, or
individually. He further argues that whatever thaywstudents are organized “Good

teachers are able to use different class groupgmmgsdifferent activities. While they do
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this, they will monitor which is more successfuldaior what, so that they can always
seek to be more effective” (2001: 22)

Unlike traditional teacher directed instruatidearners’ interaction (or learners-
centered instruction) promotes and enhance leaatdlities to acquire language. Put
simply:

...student-student interaction in second language ctarooms can
create opportunities for students to participate inless structured and
more spontaneous language use, negotiate meaninglfselect when
to participate, control the topic of discussion, ad, most important,

draw on their own prior knowledge and interactional competencies
to actively communicate with others( 1998 :116 )

All these points do not deny the importance acker role. Woolfolk speaks about
teachers guidance when she tackles Vygotsky's theory ot Tone of Proximal
Development .Though he saw that cultural tools lsarpassed from one individual to
another through three ways (initiative learningstincted learning, and collaborative
learning), he supported instructed learning. Wdklf(2006:51) sees that Vygotsky’s
ideas are similar to those of educators who pmifect teaching and who create learning
environments. One aspect of teaching which is eglexo both situations is assisted
learning. Woolfolk simplifies this notion and saysat such guided participation in the
classroom involves:

...giving information, prompts, reminders, and encouagement at the

right time and in the right amounts, and then graduwally allowing the

students to do more and more on their own.[ ]. Ted®rs can assist
learning by adapting materials or problems to studats’ current level;

demonstrating skills or thought processes; walkingtudents through the
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steps of a complicated problem; doing part of the blem (for example, in
algebra, the students set up the equation and theedacher does the
calculations or vice versa); giving detailed feedlk and allowing
revisions; or asking questions that refocus studeatattention (2006 : 51)
[.2.6. Focus on form
CLT combines both structural and functiorsdects of language into a communicative
view (Littlewood, 1996 : 01 ). In simple terms, tfaet that the communicative language
teaching stresses the importance of achieving aragntative goal does not mean that it
neglects the structural side of the language. Nst@sses the importance of grammar and
holds that “...grammar exists to enable us to ‘meard without grammar it is impossible
to communicate beyond a very rudimentary [e9(@991: 153). Hence, we can say that
“The structural view of language has not been iy @Ay superseded by the functional
view” (Littlewood, 1996 : 1)

Nevertheless, the question is what is the@prate way of teaching grammar? Put
simply, is explicit teaching of grammar more beaiafi or implicit one. Richards et al.
prefer to use deductive and inductive terms instafadxplicit and implicit ones. They
define deductive learning as “an approach to lagguaching in which learners are
taught rules and given specific information aboldreyuage. They then apply these rules
when they use the languageThey contrast deductive learning with inductives avhere
“... learners are not taught grammatical or otlypes of rules directly but are left to
discover or induce rules from their experience sihg the language( Richards et al
1985 : 73 ,quoted in Nunan, 1991 : 156 )

I. 2.7. Provide Error Corrective Feedback
Providing feedback to students’ responsesiisidered as one of the most common

conceived classroom functions of teachers. In @a#r, Tsui regards it d5..s0 much

33



D
Uni versité @j Sétif2
part of the classroom interaction routine that, mites absent after a student response,
students know that there must be something wrongsatisfactory about the respohse
(1995:42)

Teacher feedback may take the form of positi@edback or negative one.
Researchers (Numanl1991; Tsuil995;...) agree on ¢ih@ that positive feedback is
better in the sense that it helps “...students kriwat they have performed correctly, and
to increase motivation through praise”(Numan 1993)1

Besides, many research studies show thahées, and even learners, appreciate
giving or receiving feedback. Nunan, for instansees that it is harder not to provide
feedback in the classroom. He believes that “thereompelling evidence that learners
expect feedback” (1991:198). Hargie , too, beliemests importance and claims that :

...once a response has been carried out, feedback asailable to
determine its effects and enable subsequent resp@ssto be shaped in
the light of this information. To perform any task efficiently, it is
necessary to receive such feedback so that correaiaction can be
taken as required( 2006 : 50 )

Another issue concerns how errors are toopeected. This question is directly related
to the one of who corrects the errors and the wayhich they are corrected. The teacher
can provide feedback, get the student who prodtleeérror to correct it, or get his peers
to do so.

If the teacher is the provider of feedback, he/st®y use a variety of corrective
strategies. One strategy involves repetition of shadents response with correction.
Lyster and Ranta (1997) calls it recast and considie as widespread response to
learners’ errors. The teacher may also deal witbrerdirectly, with explanation. The

following conversation is a good example of expteoma
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T: Now can you find a noise, a word which show®eer?

Ss: (bid)

T:Queenie.

S: Pattering

T: Right. The pattering paw-steps of one stray dompther one?

Ss: (bid)

T: Yes?

S: Flutter

T: Flutter. But fluttering isn’t a lot of noise, t&use when a leaf falls it turns round
and round in the wind but it doesn’t really makeagse, does it? So fluttering is hardly a
noise at all, but pawsteps, pitter patter pitter patter quietly. So @ans the place is very
quiet. All right? (Tsui, 1995:51-52)

Teacher correction is not sufficient for effee learner’s production. Learner
readiness may be the most decisive factor in piedisuccess in the acquisition process.
In other words, if a learner makes a mistake argdnwaclue that he made a mistake, nor
does he know what he did wrong, then any type ofection may be useless as the
learner is not ready yet (Brandl 1995).

[.2.8. Recognize and Respect Affective Factors otharning

Tsui views that the reasons behind learnetsctance to participate in classroom have
to do with apprehension, fear, nervousness andywbrraddition, classroom anxiety is
another reason behind such problem and the onehwhieived considerable attention
among researchers in the field of second languegehing. They all support Krashen'’s
Affective Filter Hypothesis where he claims thagjaive emotions can raise the affective
filter and from a ‘mental block’ that prevents camipensible input from being used for

acquisition. That is why “Language learning mustet place in an environment where
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learners are ‘off defensive’ and the affectivéefil(anxiety) is low in order for input to be
noticed and gain access to the learners’ thinkikigi¢hen,1982:127)

Learners may avoid interacting with their [geer giving responses because they fear
being laughed at, and even being negatively eveduby the teacher. Needless to say,
teachers must take into account such facts anbaidof being one of the causes to raise
learner’s anxiety, provide solutions for such peshl They may, for instance, create. &
good relationship with students, allowing studetdsdiscuss with their peers before
offering answers, and using group work”(Tsui 1995:8

As stated before, communicative approachessstithe importance of using
authentic materials, if the teaching goal, as areigues, is.. to equip students to deal
ultimately with the authentic language of the ngafld”’(2000:67).

Now, we will shed light on authentic languagwterials, what is an authentic
material, and what are the advantages and drawlodclsng such materials.

[.3. Definitions of Aluentic Materials

There are a number of definitions of authentaterials. Wilkins defines authentic
materials as tools “...which have not been speciatiyten or recorded for the foreign
learner, but which were originally directed at diveaspeaking audientg€1983: 79). Ur
(1984) makes a distinction between ‘genuine autbemind ‘imitation authentic’. The
former involves unadapted, natural interaction agnoative speakers, whereas the latter
is an approximation of real speech that takesantmunt the learners’ level of ability.

Gebhard (1996) proposes instances of authentierralst EFL-ESL teachers have
used. Some of his examples are shown below:

1-Authentic Listening-Viewing Materials-TV commercials, quiz shows , cartoons ,
news clips, comedy shows , movies , soap operategsionally audio-taped short stories

and novels , radio ads songs , documentaries @es gitches.
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2-Authentic Visual Materials: slides, photograppaintings children’s artwork, stick-
figure drawings, wordless street signs, silhouetpestures from magazines, ink blots
postcard pictures, wordless picture books, stamgs<arays.

3-Authentic Printed Materials: newspaper articlegvie advertisements, astrology
columns, sports reports, obituary columns, advigkimns, lyrics to songs, restaurant
menus, street signs, cereal boxes, candy wrappeusist information brochures,
university catalogs, telephone books, maps, TV emjiccomic books, greeting cards,
grocery coupons, pins with messages, and bus sigsedu

4-Readia ("Real world-objects) Used in EFL-ESL classroomsnsaand currency,
folded paper, wall clocks, phones, Halloween mag&hs, and puppets, to name a few.

Tomlinson sees that an authentic text is e which is not written or spoken for
language teaching purposes and thét story written to exemplify the use of reported
speech, a dialogue scripted to exemplify ways witimg and a linguistically simplified
version of a novel would not be authentic text®@9a:VIIl).

Celce-Murcia and Olshtaine argue that “...extention of staesmwork to natural,
true-to-life situations contributes to making thearning processnore authentic”
(2000:196). Furthermore, Tricia (2000: 67) holds that theedlegment of communicative
approaches to language teaching has made presswsetauthentic materials. What
specifies authentic materials from others is thet that they do not have contrived or
simplified language. Richards (2001:252), in hiolbaf Curriculum Development in
Language Teaching, distinguishes between creatddriala as opposed to authentic
materials. The former being textbooks and othercigflg developed instructional
resources, the latter includes texts, photograpitgo selections, and other teaching

resources that are not designed for pedagogicgbopas. Longman Dictionary of
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Language Teaching and Applied Linguistics providhe following explanation of

authentic materials:
in language teaching , the use of materials that wes not originally
developed for pedagogical purposes , such as theeusf magazines ,
newspapers, advertisements , news reports , or saguch materials
are often thought to contain more realistic and nairal examples of
language use than those found in textbooks and othespecially
developed teaching material§42:2002).

Mc Donough and Show gloss authenticity asterm which looselymplies as close an
approximation as possible to the world outside dlassroom,in the selection of both
language material and of activities and methodsl dige practice in the classroém
(2003:40).

By and large, all the definitions provided those researchers share a common
point. They all agree that any spoken or writtemgleage data that has not specifically
designed for purposes of language teaching carfabsifted as an authentic material.

I.4. Advantages and DrawbacidJsing Authentic Materials

Authentic materials are, then, sources wihidgtior the real world and can be regarded
as the basis for classroom teaching within comnaiivie language context. Using
authentic materials, in fact, has many advantagexording to Wilkins, authentic
materials can:

...provide the only opportunity that the learner will have to see the

contrast between the somewhat idealized languageathhe is acquiring and
the apparently deficient forms that people actuallyuse, to meet the forms
of language current in speech and to develop the @by to understand

language that he will never need to producgl983:79)
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It means that the reliance on authentic materialshe classroom will help learners to
communicate and interact in the real world. Wilkimsws that authentic written materials
are more available and can be provided easily spaken ones. The argument he suggests
is the fact that most learners have always beere mdvanced in reading comprehension
than in other language skills. Brosnan, Brown angddH(1984) claim that it is beneficial to
use authentic language in the classroom. Theimaegts are the following:
1-Language is natural. By simplifying language ttering it for teaching purposes (
limiting structures, controlling vocabulary, ecte risk making the task more difficult.
We may, in fact, be removing clues to meaning.
2-Authentic language offers students the chanagetd with a small amount of material
which, at the same time, contains complete and mgfh messages.
3 -Authentic printed materials provide studentshvitie opportunity to make use of non-
linguistic clues( layout, pictures, colors, symbadke physical setting in which it occurs) to
help them discover the meaning more easily.
4-Adults need to be able to see the immediate aelsy of what they do in the classroom
to what they need to do outside it, and real-lifaterial treated realistically makes the
connection obvious.

Gebhard (1996) sees authentic materials asyatav‘contextualize” language learning.
If lessons are centered on comprehending, let ywsas@V weather report, learners focus
their attention on content and meaning rather th@&nlanguage forms. Hence, authentic
materials provide learners a valuable source ajuage input, so that they are not being
exposed only to the language presented by thatekthe teacher.

In addition, Tricia (2000:67) finds that statle who are exposed only to unnatural
language in the classroom, will be demoralized emcbunter difficulties during their first

contact with authentic spoken English in the realrldk The only solution for such
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problem is to introduce authentic texts graduatiythe classroom, so that learners can
build confidence.

Also, Richards (2001) views that the advaesdgehind using authentic materials are:
-They have a positive effect on learner motivatlmecause they are intrinsically more
interesting and motivating than created materialere is a huge supply of interesting
sources for language learning in the media anchenwieb and these relate closely to the
interests of many language learners.

-They provide authentic cultural information abdhé target culture. Materials can be
selected to illustrate many aspects of the tangitire, including culturally based practices
and beliefs and both linguistic and non-linguigtehavior.

-They provide exposure to real language rather thanartificial texts found in created
materials that have been specially written to illate particular grammatical rules or
discourse types.

-They relate more closely to learners’ needs andcéeprovide a link between the
classroom and students’ needs in the real world.

-They support a more creative approach to teacHmgising authentic materials as a
source for teaching activities, teachers can devaleeir full potential as teachers,
developing activities and tasks that better matwtirtteaching styles and the learning
styles of their students.(2001:252-253)

All these claims do not reveal that thereravecritics of the use of authentic materials.
Richards (2001:253) points out that such materiay the a kind of distraction for both
teachers and learners. This is because authentariais often include difficult language
and unneeded vocabulary items. These materialsoichave any form of simplified
language or modification, which may make them beydhe learners’ abilities.

Furthermore, authentic materials may be time comsyinfor teachers if we take into
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account that those teachetrs.have to be prepared to spend a considerable anoddime
locating suitable sources for materials and deve{ppactivities and exercises to
accompany the materials”(2001:253)

As far as authentic text is concerned, the fadt discursive feature of a text remains
unchanged makes its original social and culturdlngeimplicit. In other words, the text
becomes ‘recontextualised’ as a pedagogic text.amyrcriticizes the process of
recontextualization as being typical of communigatilanguage teaching “despite
authentic materials imported into the foreign laagg classroom, the experience is a
restricted and limited version of using the languaygthe foreign culture and society, and
the principal focus remains on the language andeamers’ fluency and accuracy in
language use” (1989:40, quoted in Mc Donald, Ridlzard Maria, 2006:256).

CONCLUSION

To end up, we can say that communicativelagg teaching appeared at a time when
traditional approaches fell out of fashion. It lasken down traditional views of language,
which placed grammar at the centre of languageniegand learning and aimed only at
developing learners’ grammatical competence throagturacy-based activities such as
drills. CLT can be viewed, as Richards argues,.aa set of principles about the goals of
language teaching, how learners learn a langubgekind of classroom activities that best
facilitate learning, and the roles of teacherslaadhers in the classroom” (2006:3)

Harmer gives a brief and at the same time a gosdrigigion of CLT, saying that it is
not only a re-examination of ‘what’ aspects of laage to teach, but also a new focus in
‘how’ to teach. We have also seen that one of thg fieatures of CLT is the use of
authentic materials in the classroom. Those spakewritten materials which are not
originally structured for pedagogical purposes #$thdoe the main tools of language

teaching.
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As far as our research is concerned, theeed®ser relation between this chapter and
our practical part. In other words, the first segtof teachers’ questionnaire involves items
about the communicative language teaching methdd@mvhat extent those teachers are
aware of its principles. The same thing can be ahalt the pupils’ questionnaire, where
the questions are about the authenticity of thelkipg materials.

The relationship between classroom activiaes real life emerged as an important
issue within CLT, since real communication is a kéwaracteristic of this methodology.
Activities play an integral role in shaping whatléarned in classrooms. Instead of using
activities that require accurate repetition and memation of grammatical patterns,
instructors can use activities that demand fromnlea to negotiate meaning and interact
meaningfully.

Real-life activities should not be regardedheesnorm in classrooms, but research views
that such type of activities, or tasks, are effecfor learning. Tasks are best described by
Anderman and Lynley as activities which “...providetaucture and goal for learning in
classrooms and require time to accomplish. Theyraant to engage students in an action,
or sequences of actions, that require the appdicaind production of knowledge”
(2009:80)

These tasks form the focus of the next chapter.
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INTRODUCTION

The first chapter has so far presented theackexistic features of CLT and laid out the
advantages and drawbacks of using authentic misteria

Tricia (2000: 57) claims that "The communigatiapproach to language teaching is
premised on the belief that , if the developmentahmunicative language ability is the
goal of classroom learning, then communicative figaanust be part of the process " .
That's why, practice is seen as the most impottang the teacher does in the classroom.
Such practice, as Ur (1998: 21) views , contribtwesuccessful language learning .

Researchers, to name but few Nunan 1989 ; aMi2005, consider that the current
notion of task and interest in it emerged witthia communicative approach to language
teaching/ learning .

This chapter is devoted to tackle tasks umiderumbrella of CLT. We shall first-hand
start by defining a task. The second point disas$se components of a communicative
task. Finally, we shall look at the roles of teashend learners in tasks.

Il.1.Definitions of a Task

The language teaching literature provides altiphicity of definitions and
interpretations of the term ' task '. Bialystok §39 103) , for instance , views that a
communication task must (a) stimulate real commatiie exchange , (b) provide
incentive for the L2 speaker / learner to convdgprimation , (c) provide control for the
information items required for investigation and {difill the needs to be used for the
goals of the experiment .

Long defines it as:

... a piece of work undertaken for oneself or for thers , freely or for
some reward .Thus , examples of tasks include paing a fence ,

dressing a child , filling out a form , buying a p& of shoes , making an

44



D

Université [(&| Sétif2
airline reservation , borrowing a library book , taking a driving test ,
typing a letter , weighing a patient , sorting letérs , taking a hotel
reservation , writing a cheque , finding a street dstination and
helping someone across a road . In other words, Bytask ' is meant
the hundred and one things people do in everydayfd, at work, at play
, and in between (1985: 89) .

Nunan (1989: 5) sees that Long's definit®nan — technical and non — linguistic .On
the one hand , the examples provided in the definilescribe actions or things normal
people can do . On the other hand , some of theeadamples may not involve language
use at all .

Ricahards, Platt and Weber (1986) take a pmylegl perspective in their definition of '
a task '. They restrict the notion of task into whearners can perform inside and not
outside the classroom. Here is their definition:

an activity or action which is carried out as theresult of processing or
understanding language (i.e as a response) . Forample , drawing a map

while listening to a tape , listening to an instrugton and performing a

command , may be referred to as tasks . Tasks may may not involve the

production of language .A task usually requires theteacher to specify
what will be regarded as successful completion oheé task . The use of a
variety of different kinds of tasks in language teahing is said to make
language teaching more communicative ... since it puides a purpose for
a classroom activity which goes beyond the practicef language for its

own sake(1986: 289)

Breen suggests the following definition:

45



D
Uni versité @j Sétif2
any structured language learning endeavour whichhas a
particular objective , appropriate content , a speified working
procedure , and a range of outcomes for those whondertake the
task . 'Task ' is therefore assumed to refer to aange of work plans
which have the overall purposes of facilitating laguage learning
from the simple and brief exercise type , to more amplex and
lengthy activities such as group problem - solvingr simulation and
decision — making(1987: 23) .
This definition , too , is about pedagogical thgkause it implies that anything the learner
does in the classroom can be qualified and coresidas a task .

Prabhu, one of the originators of task, defines follows " An activity which required
learners to arrive at an outcome from given infdramathrough some process of thought
and which allowed teachers to control and regutheg process " (1987: 24). This
definition is built on cognitive processes (procesthought).

Nunan considers the communicative task as :

a piece of classroom work which involves learner in

comprehending , manipulating , producing or interading in the

target language while their attention is principally focused on

meaning rather than form . The task should also haw a sense of

completeness , being able to stand alone as a conmuative act in its

own right (1989: 10)
Nunan's definition does not convey that form & mmportant. Rather, he sees that
meaning and form are closely and highly interrelatad that, without grammar, language
users cannot express different communicative mganWillis (1996: 36) defines a task as

an activity in which the target language is usedad@ommunicative purpose in order to
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achieve an outcome. Skehan (1996: 38) also refsetie: core features of tasks within

four defining criteria: there is a goal to be watk®wards (completion of the task);

meaning is primary; the activity is outcome — ew#dd; and there is a real — world

relationship.

Williams and Burden give a broad definition' task ' and say that it is " ... an activity
that learners engage in to further the processarfilng a language " (1997: 168) .

Tomlinson distinguishes between authentic tagkpedagogic one . He sees the former
as "a task which involves learners in using languiaga way that replicates its use in the
‘real world’ outside the language classroom " (19@8B) . Whereas pedagogic task " does
not replicate a real world task but [ ] designedaimlitate the learning of language or skills
which would be useful in a real world task " (199B:xii).

Celce — Murcia and Olshtain (2000: 189) artha tasks are a way of bringing the real
world into the classroom. Similarly, Ellis (2003:-910) outlines six features of a task.
Besides the characteristics listed by Skehan ,dds ¢hat a task is also "a work plan for
learner activity ", which " requires learners topay cognitive processes ", and " can
involve any of the four language skills " .

Edwards and Willis list that a language leagriask is

An activity .

- That has a non — linguistic purpose or goal.

- With a clear outcome.

- And that uses any or all of the four language skillits accomplishment.

- By conveying meaning in a way that reflects realofld language use (2005: 18-19).
We understand, from all the above definitiotigt researchers classify tasks into

communicative (real — world) and non — communi@fpedagogic) tasks.
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The first question which deserves to be anstvds about the major differences
between authentic and pedagogic tasks. The seaoestion has to do with what kind of
practice will lead to the development of communieatanguage ability. We shall look at
both questions in the next section.
[1.2. Authentic Tasks and Pedagogic Tasks
According to Nunan (1998: 40), real — worldkg"... require learners to approximate ,

in class , the sorts of behaviors required of therthe world beyond the classroom " .
Pedagogic tasks, on the other hand, ask learneats things they would not need outside
the classroom. Nunan proposes examples of botls typtasks to illustrate his definitions.
An example of a real — world task is:

The learner will listen to a weather-forecast adentify the predicted maximum
temperature for the day .

A pedagogic task is :

The learner will listen to an aural text and ansg@gstions afterwards on whether
given statements are true or false.
He further argues that the selection of real —avakk is built on needs analysis reference,
while pedagogic ones are selected "with referenceome theory or model of second
language acquisition ".

The illustration of real - world and pedagogic t&skrovided as follows:
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Communicative classroom tasks

g N

Task type Real - world Pedagogic
Rationale Rehearsal sydholinguistic
Reference Neadalysis SLA theory /
research

Figure 01 : The distinction between real — world gedagogic tasks (Nunan , 1989: 40

Richards (2006: 13), in his Communicativengiaage Teaching Today's booklet,
summarizes the differences between accuracy arehdiu activities in the following
points:

Activities focusing on fluency

- Reflect natural use of language
- Focus on achieving communication
- Require meaningful use of language
- Require the use of communication strategies
- Produce language that may not be predictable
- Seek to link language use to context

Activities focusing on accuracy
- Reflect classroom use of language

- Focus on the formation of correct examples of |aggu
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- Practice language out of context

- Practice small samples of language

- Do not require meaningful communication
- Choice of language is controlled

Mishan speaks about defining criteria forktaamuthenticity. There is a closer
relationship between the passage of the task aadetirner who is intended to give
appropriate response to that task. Involvementngagement is another feature of task
authenticity. It implies that authenticity is a ¢dbat teacher and learners have to work
towards and what is an authentic task to one leanagy not be for the other. However,
learners cannot respond to a communicative taskigf not appropriate. All the above
criteria cannot stand alone if tasks do not appnaxé real — world behavior. The criterion
of rehearsal, though has a number of contestangsnsnthat classroom tasks should
resemble "real world and daily life experience lo¢ tearners " ( Candlin 2001: 235 ,
quoted in Mishan 2005: 73) . Another feature ok tasthenticity is culture. It has to do, as
Mishan points out, with the reader / listener "watcultural background plus his / her
knowledge of the target culture, with the formecessarily acting as a filter for the latter”
(2005: 74). Culture may facilitate the processahprehending the task when learners are
familiar with the target culture of it .Moreoveruthentic tasks should be designed to
involve" purposeful communication between learn€kéithan , 2005: 75) .

The second question that we raised abovesrédewhat kind of tasks is effective for
learning. Brumfit, for instance, calls for fluenagtivities. He argues that they " develop a
pattern of language interaction within the classromhich is as close as possible to that
used by competent performers in the mother tongueal life (1984a: 69, quoted in Tricia
, 2000: 57) . He claims that fluency could be aebie if the following criteria are

respected and followed:
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- The language should be a means to an end ,i.éo¢be should be on the meaning and
not on the form .

- The content should be determined by the learner ishgpeaking or writing .The
learner has to formulate and produce ideas, infoomaopinions, ect.

- There must be a negotiation of meaning betweerspleakers, i.e. students must be
involved in interpreting a meaning from what theahand constructing what to say as
a response. In other words, they should not baneln the teacher or materials to
provide the language. This criterion clearly bring® play pragmatic and discourse
competences as well as fluency.

- In order for the previous criterion to function, atha learner hears should not be
predictable, i.e. there should be an informatioomnion gap.

- The normal processes of listening , reading , Spgakand writing will be in play , for
example improvising and paraphrasing in speech otirer words , students will
practice and develop strategic competence .

- Teachers’ intervention to correct should be miniasathis distracts from the message.
Nunan (1989: 41) regards the distinction leetmvreal — world and pedagogic tasks as a

continuum. It means that there may be some authéasiks which will not be found

outside the classroom (learners will practice thast inside the classroom and do not
come across in the real world) and other pedagmggs for which it is possible to create
real — life context.

Nunan , in Designing Tasks for the CommumeatClassroom , discusses both
approaches to authentic tasks .Those who clainp#dgogic tasks should be the starting
practice for learners argue that learners’ engagemed involvement in such tasks will

pave the way and supply learners with skills taycaut real world tasks . These latter are
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difficult to predict in advance, or which are na&asible to practice in class. Nunan 's
example is the following:
the learner who has mastered the pedagogic tasK listening to a
news report about a terrorist attack in the Middle east and then
completing yes / no questions which require them talistinguish
between true and false inferences might be able tese the listening
and thinking skills they have developed for compreénding radio
and television news broadcasts outside the classro@1989: 41)

The advocates of authentic tasks view that learierachieve the final goal of the
course, should practice real — world activitiesrimgpin mind that such tasks will be
modified to adapt them to learners’ level, needs] iaterest. Such modifications include
slower pace of the re — recorded interview, rejogtitand so forthNunan's point of view
is that both types are needed and they completeaher. Substitution and transformation
drills, for instance, are included on the basist ttieey will develop the important
prerequisite skills (mastering the phonological atidictural patterns of the language)
learners will need for communicating in the targeiguage.

Building on the fact that linguistic competents a fundamental and a necessary
component of communicative language ability, Trisiges that there should be a link
between the two (accuracy and fluency work) andftioels is on how td ... develop
communicative language ability through classrooacice but, at the same time, to ensure
an understanding of how language works as a syatehto develop an ability to use the
system correctly, appropriately, and creative\0U@: 61)

Nevertheless, authentic tasks' use has a nuwibdémitations. Anderman, in his
Encyclopedia of Psychology of Classroom Learnimgineerates many difficult points that

may come as a result of using such tasks. TeagWteysare not keen in using these tasks
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may encounter difficulties because they have tauesece them carefully and orient their
learners to new ways of learning. Students, toedrie be interested in the task, and if it is
not the case, they may become discouraged whenfaleceyproblems to solve tasks. The
impact of these tasks may also touch school org#iniz and culture. The school , with its
previous and existing norms , may not fit with tteav model of instruction which calls for

" more instructional time and resources , a diffenastructional stance on the part of
teachers , and more effort on the part of stude(2609: 83) .

Researchers (Candlin and Murphy 1987 ; Nurg89 1 Williams and Burden 1997 ;...)
agree that tasks can be effectively analyzed aouptd goals , input data , activities , and
roles designed for teachers and learners . Thewolh section will discuss these
components.

[1.3. Taslomponents

The question that we may raise here is whatlae elements that make up a task? A
number of studies have been conducted to identibge elements and Shavelson and
Stern 's attempt is one of them . They show thsk tlesign should include the following
components:

- Content — the subject matter to be taught .

- Materials — the things that learners can obsemanipulate .

- Activities — the things the learners and teachdrbw doing during the lesson .

- Goals — the teachers’ general aim for the taskséfae much more general and vague
than objectives).

- Students — their abilities , needs and interegtsnaportant .

- Social community — the class as a whole and itsese@f ' groupness ' (1981: 478 ,

quoted in Nunan 1989: 47).
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Whereas , Candlin (1987 , cited in Nuna8%t217) views that the elements of a task
are : input , roles , settings , actions , moniri outcomes and feedback. Unlike the
above researchers, Wright (1987) mentions justdi@ments which are input data and an
initiating question. The former may be supplied rogterials, teachers or learners. The
latter is required to inform learners about whatldowith that input. Wright does not see it
necessary to include objectives (outcomes) askaelament, if we bear in mind that some
tasks might have a number of outcomes which mighbolally different from the teacher's
expectation.

[1.3.1. Nunan 's Analysis
Nunan (1989: 48) graphically depictsvay to analyze the various elements of

tasks, as shown in figure 02

Goals teacher role

N

Input TASKS learmele

Activities / \ ettings

Figure 02 : A framework fmalyzing communicative tasks

Williams and Burden (1997: 169) argue that Nunaméxlel is a helpful one because it
demonstrates that all the elements affect eachr otleedynamic and interactive way .
[1.3.1.1. Goals
Goals serve as a guideline in the overall ggscof task performance and provide a
point of contact between the task and the broadercalum, involving a variety of

perspectives . Thus , they may cover a broad rahgedagogical objectives from general
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outcomes (for example, improving learners ' commaiive competence or developing

language skills ) through specific ones (examplaking a hotel reservation or making a
travel plan in the target language) . Of key imaoce, among other things, are the explicit
statements used in directing task participants &mipulate given materials, and imply

what the results of a certain experience will baother point worth noting is that goals

should properly reflect learners’ needs and inter@s order to stimulate their potential

motivation for language use.

Nunan adapts Clark's classification of goalsctv are derived from the Australian

Language Levels Project (ALL Project).

Example Goal type

Establish and maintain interpersonal relationsd @mough this tg Communicative
exchange information, ideas, opinions , attitudesd feelings , and

to get things done.

Have some understanding of the everyday life padtesf their| Socio — cultural
contemporary age group in the target language bpe@mmunity

.This will cover their life at home , at school amideisure .

To negotiate and plan their work over a certairetspan , and learnLearning — how —+
how to set themselves realistic objectives and hovdevise the to — learn

means to attain them .

To have some understanding of the systematic natutenguage Language and

and the way it works. cultural

Figure 03 : Clarlclassification of goals (1987: 227 -32)

Furthermore, Clark devises communicative godtsthree subcategories :
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1- Establishing and maintaining interpersonal relaiops, and through this to exchange
information, ideas, opinions, attitudes and feddirend to get things done.

2- Acquiring information from more or less ' publisources in the target language (e.qg.
books , magazines , news papers , brochures , dodam signs , notices , films ,
television , slides , tape , radio , public ann@aments , lectures or written reports, etc)
and using this information in some way .

3- Listening to, reading , enjoying and respondingrative and imaginative uses of the
target language (e.g. stories , poems , songameby drama) and , for certain learners ,
creating them themselves .

(Clark 1987: 226, cited in Nunan 1989: 50).

A distinction can be drawn between special geeral purpose goals. Such distinction
can be applied to all four language skills: listenispeaking, reading, and writing. A
reading process, for instance, can provide leamihsskills to carry out reading tasks that
occur in daily life or to develop the specializedding skills for studying successfully in
the target language. Also, a listening programme ftaus on general listening like
understanding spoken media or specialized listelikegunderstanding university lectures.
Writing courses, similarly, can develop languagédlsisuch as writing notes or more
functional writing skills like essays, businesddet, etc.

11.3.1.2.Input

Input data refers to verbal or non — verbatemals, which task participants have to
deal with when performing a task. Actually, inpatal can be derived from a wide range of
sources in a real world context. For instance, H@¥886) provides a long list illustrating
all kinds of written sources which exist aroundidever's list is the following:

- letters (formal / informal) — calorie counter .

- newspaper extracts — recipe .
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- picture stories — extract from a play .
- telecom account — weather forecast .
- driver 's license — diary
- missing person 's declaration form - bus timetable .
- social security form - notice board items .
- business cards - housing request form .
- memo hote - star signs .
- photographs - hotel entertainment .
- family tree - programme .
- drawings - tennis court booking sheet
- shopping lists - extracts from film script
- invoices - high school year book
- postcards - note to a friend
- hotel brochures - seminar programme
- passport photos - news paper reporter 's notes
- swop shop cards — UK travel regulations .
- menu — curriculum vitae .
- magazine quiz - economic graphs .

Figure 04 : Hover 'puh sources (cited in Nunan 1989: 53)

Porter and Roberts (1981, cited in Nunan 1%BB= 5) claim that materials written
specifically for English language teaching areetiht from genuine speech at the level of:
(a) intonation, which is marked by unusually widedarequent pitch movement ; (b)
received pronunciation, which is different from whearners will normally hear in Britain

; (€) enunciation where words are clearly spokéh) structural repetition ; (e) complete ,
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short and well formed sentences ; (f) distinct tiaking , that is to say , each speaker waits
until the other finishes ; (g) very slow pace ; (¢ same quantity of speech ; (i) absence
of attention signals ; (j) formality or standardizeanguage ; (k) limited vocabulary ; (I) too
much information than in real language and (m) hatitin which means that texts are not
marred by outside noise .

In short , input data , which task particigardre supposed to comprehend and
manipulate in the language learning process , shoeflect the learners 'needs and
interests , thereby positively encouraging theafdbe target language .

11.3.1.3. Activities

Another task component is activities whichcsfyewhat learners will do with the input.
There are three ways of characterizing activiti@se of them is authenticity. The issue of
activity authenticity should be as well importard authentic materials. Candlin and
Edelhoff (1982, cited in Nunan, 1989) point outttlthenticity requires more than
authentic texts but also authentic process. Pamer Roberts (1981 , cited in Nunan ,
1989) also point out that , authentic texts in roauthentic way limit the potential of the
materials as resources of language learning . firying out the activities , learners are
required to rehearse and practice the skills theghtvbe expected to displaying genuine
communicative interaction in real world . Accordibg Clarke and Silberstein (1977),
"classroom activities should parallel the real Wa@s$ closely as possible. Since language is
a tool of communication , methods and materialsighooncentrate on the message , not
the medium " (Clarke and Silberstein 1977: 51 ectitn Nunan , 1989). In addition ,
Widdowson (1987) claims that " ... what is wantedaignethodology which will ...
provide for communicative competence by functioimakestment . " (Widdowson 1987:
71, cited in Nunan , 1989) . Another way of chagaetng activities is whether they are

concerned with skill and service encounters (Ridb@and Rodgers, 2001; cited in Oxford,
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2006). Many task types involve multiple skills asdbskills, for example, reading a

passage for comprehension and then doing somettithgthe information that has been

read.

11.3.1.4. Learners' Roles

The history of foreign / second language tearh learning has witnessed the
emergence of a number of methods, each of whidkslablanguage teaching and learning
from a different angle (Richards and Rodger 1999. Wll methods highlight what
contributions can teachers and even learners boirige teaching / learning process (see
appendix 3).

Within the scope of communicative languagechéesy, learner role has changed.
Traditionally, teaching has been based on the mnéssson of knowledge by the teacher
and learners were seen as passive participantsmapty vessels who are just waiting to be
filled (Thornburry, 2006: 38). Breen and Candlirscigbe the new role of learners in the
following passage:

The role of learner as negotiator — between the de| the learning
process , and the object of learning — emerges fromnd interacts
with the role of joint negotiator within the group and within the
classroom procedures and activities which the groupundertakes
.The implication for the learner is that he shouldcontribute as much
as he gains , and thereby learn in an interdependeway (1980: 110)
quoted in Richards and Rodgers , 1995: 77)

It means that information about learners amchere feasible , from learners will be
built into all stages in the curriculum process roni initial planning , through
implementation , to assessment and evaluation. $touply, learners within the

communicative approach are included in taking deess about their learning process.
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Teachers should encourage interaction betweendesgraet cognitive challenges and call

for building knowledge in a cooperative way. Leasyehus, should understand that " ...

failed communication is a joint responsibility andt the fault of speaker or listener

.Similarly , successful communication is an accaoshmphent jointly achieved and

acknowledged " (Richards and Rodgers , 1995: 77).

Learning strategies are another issue witisks. As tasks ' outcomes may be affected
by learners' perceptions about what they shouldribare to task completion , their views
about the nature and demands of the task , anddénitions of the situation in which the
task takes place , researchers ( Cohen 1998 ; Moyt 1999 ; Nunan 2004 ; ...) sought
to add a learning strategies dimension to the aultrm . Cohen argues that" language
learning will be facilitated if students become maaware of the range of possible
strategies that they can consciously select dulamguage learning and language use"
(1998: 65). Rubin and Thompson (1982 cited in Nub@89: 81 — 82) suggest a number of
strategies where learners are required to adophgerof roles uncommon in traditional
instruction. Candlin and Nunan (1987) provide thesges behind each of the following
strategies:

1- Finding your own way
Helping learners to discover what ways of learnvagk best for them. For example,
how they best learn vocabulary items . It alsoliesplearners discovering other ways
of learning from other learners in the class , arsthg all senses to learn in as
independent a way as they can .

2- Organizing information about language
Developing ways for learners to organize what thaye learned, through making
notes and charts, grouping items and displayingntfoe easy reference.

3- Being creative
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Experimenting with different ways of creating ansing language, for example with
new ways of using words, playing with different aargements of sounds and
structures, inventing imaginative texts and playamgguage games .
Making your own opportunities
Learning language activating by performing taskslass, for example by interacting
with fellow learners and the teacher, asking qoesti listening regularly to the
language, reading different kinds of texts and ficeug writing . There is much scope
for rehearsal in the language class.
Learning to live with uncertainty
Not always relying on certain and safe answerstiyirtg to work things out with the
help of resources, for example using dictionard& might include here helping
learners to keep on talking and to understand ¢inergl gist of texts , rather than every
language item in them .
Using mnemonics
Helping learners find quick ways of recalling whhey have learned, for example
through rhymes , word associations, word classadicplar contexts of occurrence ,
experiences and personal memories .
Making errors work
Learning to live with errors and helping learneyptevent errors from blocking their
participation in tasks. Helping learners to askdoor correction and help and to learn
from the errors they will make. It helps if learseran estimate the relative gravity of
errors and realize that errors vary according enalel and text — type.

Using your linguistic knowledge
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Helping learners make comparisons with what thegwkmmbout language from their
own mother tongue , as well as building on whay thave already learned in the new
language , both in terms of formal rules and caotiees for language use .

9- Letting the context help you
Help learners to realize the relationships thastekietween words , sounds , and
structures, developing their capacity to guessiafedt meanings from the surrounding
context and from their background knowledge and-ooit— class experience .

10-Learning to make intelligent guesses
Developing the learners’ capacity to work out magai Specifically , to focus both on
the main parts of the message and to relate tlefieetoverall text and context, to
guess on the basis of probabilities of occurremckraeaning , and to try to work from
what is relevant to the text and task in hand .

11-Learning formalized routines
Encouraging learners to learn routines and wholeag@s. Idioms, routinised
expressions , sound sequences , dialogue extrasall examples of this , as are ways
of expressing a variety of interpersonal functions

12-Learning production techniques
Helping learners not to be so much concerned witluracy that they do not develop
the capacity to be fluent. In particular, to deypelbeir paraphrasing ability , their
willingness to ask for help and their use of gefuand other devices to keep on
talking .

13-Using different styles of speech and writing
Developing learners’ ability to differentiate betmestyles of speech and writing, both
productively and ' receptively '. Finding ways taarsfer their mother tongue

experience of such variation to the new language.
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Furthermore , Dickinson (1987 , cited in Nuri®89: 83 — 84) emphasizes the need for
self — instruction and the development of indepehdEarning skills as a learner role. He
views that self — instruction is beneficial for ffeolearners who are unable to attend classes
, self — instruction may motivate learners, hemmjeloping their learning strategies and
guide them towards autonomy .

[1.3.1.5. Teachers’ Roles

Richards and Rodgers point out that teadies are built on the following aspects :
(a) the types of functions teachers are expectedulfill, whether that
of practice director, counselor, or model, for exaie; (b) the degree of
control the teacher has over how learning takes ¢#a (c) the degree to
which the teacher is responsible for determiningeticontent of what is
taught; and (d) the interactional patterns that delop between teachers
and learners(1995: 24)

As far as teacher roles are concerned, BaaenCandlin agree that the teacher plays
the role of a facilitator of the communicative pees and an independent participant within
the learning / teaching group. The teacher is akssigned the role of an organizer of
resources where he has to select what materialst 9@st his learners’ needs and interest.
Unlike traditional methods, where the teacher ie thominator of the classroom,
communicative language teaching asks the teacheguibe his / her learners while
practicing activities.

Richards and Rodgers consider that teacherseads analysts, counselors, and group
process managers. Teachers may organize sessiknevotheir learners’ needs, learning
styles, learning asserts, and learning goals. Sumdlysis helps teachers to select the
appropriate tasks and grade and sequence therhealpful way. A counselor teacher is a

model of a good communicator who explores all sgi&s and ways of teaching
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recommended in the communicative approach. Moreogemmunicative language
teaching approach is not a teacher — centeredRuatber, teachers’ responsibility during
an activity is to monitor and encourage learneraximum participation. Also, teachers
should be aware of when to provide corrective faelband should not give great
importance to grammatical mistakes, otherwise, thay hamper learners’ communicative
development.

Voller (1997) reduces teacher roles to a itatdr, a counselor and a resource. He joins
the functions of these roles under the headingeafnical and psycho — social support.
The former implies :

-helping learners to plan and carry out their indelemt language learning by
means of needs analysis (both learning and languagds) , objective setting
(both short — and long term), work planning , seéecmaterials , and organizing
interactions ;

-helping learners to evaluate themselves (assessitig) proficiency, monitoring
progress, and peer — and self — assessment);

-helping learners to acquire the skills and knogkdeeded to implement the
above (by raising their awareness of language aarhing, by providing learner
training to help them to identify learning styleslaappropriate learning strategies).

The latter includes the following features :

-the personal qualities of the facilitator (beiraying, supportive, patient, tolerant,
empathic, open, non — judgemental);

-a capacity for motivating learners (encouragingmeotment, dispersing
uncertainty , helping learners to overcome obssacheing prepared to enter into a
dialogue with learners , avoiding manipulating jeshfying or interfering with, in

other words controlling , them);
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-an ability to raise learners’ awareness (to 'ddit@mm’' them from preconceptions
about learner and teacher roles, to help them pertee utility of, or necessity for,
autonomous learning(Voller 1997: 102 , cited in Benson , 2001: 172)
11.3.1.6. Setting
Classroom setting refers to a certain enviremimin which every task is performed.
Wright (1987, cited in Nunan , 1989: 92) suggehbts different ways in which learners
might be grouped physically based on individuahkir p small group , and whole class
mode (See Appendix 4). For the relationship betwisk participants ' roles and each
setting , Anderson and Lynch (1989: 59) advocake ¢fffectiveness of group work
compared to that of individual work for general @gdgic reasons (for example,
increasing the cooperation and cohesiveness aneargers) .Tasks may be conducted
outside the classroom where learners are askedllecicinformation about a particular
topic or theme. Nunan quotes Strevens ' view absing tasks outside the classroom:
1.they provide learners with opportunities for gaeunteractions which

have a real life point to them ;

2.learners can adopt communicative roles which &yphe teacher as

intermediary ;
3.they can change the in — class role relationsbgigeen teacher and
pupils
(1987: 171, quoted in Nunan 1989: 93)
CONCLUSION
In this chapter, we have looked at taskdingd@®ns which are found in the
literature of language teaching and learning . MEwn agreement is that a task
requires from learners to use language communglgtand give priority to meaning

over form. At the same time, we have seen task ocommts and adopt Nunan 's
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analysis where he says that a communicative s®glomposed of goals , input ,
activities , teacher roles , learner roles , antingg.

The aim behind developing this chapter is iscalver whether the speaking
activities of Spotlight book two really follow aruthentic designation. In other
words, do they have a clear goal, is input dataveérfrom authentic resources, are
they practiced in different classroom setting, €achers limit their role during such
tasks to co-communicators, do learners have gheamoes to dominate talk and
participate without facing any psychological probe

Tasks can be used in the four language skdlsdevelop learners’ abilities to
communicate effectively. As far as our study isa@ned, we will narrow the scope of our
study and discuss authentic activities relatedomking. This is what we are going to see

in the next chapter.
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INTRODUCTION

Speaking has always been a major focus of langteaehing, however both the
nature of speaking skills as well as approach &shieg them have undergone a major
shift in thinking in recent years. Speaking in daly 70s usually meant " repeating after
the teacher , reciting a memorised dialogue , gpording to a mechanical drill(Shrum
and Glisan 2000: 26), reflecting the sentence-basad of proficiency prevailing in the
methodologies of Audiolingualism and Situationahuage Teaching . The emergence
of the constructs of communicative competence amdigency in the 1980s lead to
major shifts in conceptions of syllabuses and nmatayy, the effects of which continue
to be seen today . The theory of communicative @ienze prompted attempts at
developing new syllabuses (communicative; notionainctional; ...) and new
approaches to teaching (task — based and texted laggroaches).

Speaking is one of the productive or activiéissk According to Mc Donough and
Shaw "As a skill which enables us to produce utteea, when genuinely
communicatively, speaking is desire and purposeedriin other words we genuinely
want to communicate something to achieve a padicehd". (1993: 152). It has now
become a dire need for learners to speak and att@maa multiplicity of situations
through English. Many learners think that to beeabl speak in English means to know
the English language. Nunan (1991: 39) claims shatess is measured in terms of the
ability to carry out a conversation in the targahduage. However, if learners do not
learn how to speak or do not get any opportunitygeak in the language classroom, they
may soon get de- motivated and lose interest imieg. The only way to develop
learners abilities to speak English fluently isotigh the designation of appropriate
speaking tasks that resemble their ' needs , siteand levels . If the right activities are

taught in the right way, speaking in class can Hetaf fun, raising general learner
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motivation and making the English language classram fun and dynamic place.

Classroom speaking activities are, thus, "an ingsarcomponent of a language course”

(Ur, 1998: 120).

The present chapter will shed light on oneéhef four macroskills i.e. speaking .We
will start with a brief discussion about how spegkiwas taught along the history of
language teaching / learning. The second point belldevoted to tackle the issue of
prerequisites that learners need to develop sudh Bfen, we will try to discover what
are the key features of a successful speakingigctiogether with the difficulty of this
task. The last point is developed to answer thetipe what are classroom activities that
develop learners 'ability to express themselvesutyjin speech? Therefore, we will
include taxonomies or classifications of speakemgks that are proposed by a number of
researchers in the field.

[1l.1. Development in the Teaching of Spoken Languge

If we consider approaches to language pedagegyrealize that the teaching of
speaking emerged in the 1940s and many approacitegyhored it (i.e speech) as the
grammar- translation method. Things changed with émergence of new approaches
and the European reform movement gave prioritygeesh and focused on an oral
methodology in the classroom (Howatt1984, in KapR®02). The direct method
emphasized on speech over writing to present antbdstrate grammatical structures.
Speech, Within this context, was used as a wagditithte memorization too .

The audiolingual approach of the 1940s, irgplbry the insights brought by the reform
movement, believed that language should be tauglhially through listening and
speaking. For them, language is a set of habitdearding is attained through habit, i.e.
the more something is repeated, stronger is thé aal greater is the learning. It means

that accurate speaking depended on habit formétistakes were not allowed) and that
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oral drills were an effective way of encouragingd asupporting memorization (Fries
1945 | in Kaplan 2002).This approach could be desdras one that applied oral
activities for the sake of teaching pronunciati@ills and grammatical accuracy and of
promoting memorization. During the 1960s, critiesvsthat the oral drills suggested by
the audiolingual approach were decontextualized@euple felt that learners should be
prepared for range of real — life situations imtgrof dialogues. In the 1970, there was a
claim for a "functional approach” as the audiolialgdrills were considered to fail to
teach the typical forms and functions of oral laagglr These criticisms led to the
introduction of drills and exercises aimed to te&drners how to express a variety of
speech functions (example, invitations, apologiefysals,...) and to vary the degrees of
formality . Some researchers included role playwdies as Morrow & Johnson 1979.

If we summarize developments till now, we gguae that speaking was viewed in
terms of system rather that contextual appropriathithese approaches did not take into
account the development of interactive grammardiscburse patterns of typical speech
.Besides, the types of exercises neglected totsitpeactice within the contexts of
communication. Awareness of this lack led to theettgpment and emergence of a new
approach known as the communicative one.

The objective of the communicative approactoikelp learners to develop the ability
to communicate fluently and not just accuratelye Téarner was the center and regarded
as an active participant , that is why the exesctveloped were about solving problems
and learners need to communicate with each othestwve them (Allwright 1984)

Thornbury sees the availability for using threrequisite knowledge by learners in
terms of three processes. The first point is thatrlers need to be made aware of features

of the target knowledge, they need the integratbmhese features into their existing
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knowledge, and finally, they need the capacity takenthese features of knowledge

available for use.

Building on these processes, we shall speaflyor before moving to teaching
activities, about three major theories of languéegrning that have to do with the
teaching of speaking. | mean by these theories:a®ebrist , Cognitivist ,and
sociocultural theory .

The behaviourism views language learning asdhmation of good language "habits
" through repetition . For the audiolingualism ¢ three stages of learning were known as
presentation , practice , and production (PPP)s Thiter was aimed at developing
automatic habits through classroom processes ofelimgg repetition and controlled
practice. It was first applied to the teaching angmar, but it has been extended to teach
language skills, particularly listening and spegkifihe process of teaching skills started
with listening to a taped dialogue and imitating Then, features of the dialogue are
repeated and followed by its performance in class.

The cognitivists did not appreciate the bebansts ' view of learners as passive
participants and empty vessels who are just wattinige filled. The cognitivist sees that
the learning of a complex skill, like speaking, sliobe based on automatic rather than
controlled processing. The first stage to achiewehsautomaticity is that conscious
attention is applied explicitly to the learningtbé rules of the system. Then, the user (the
learner) needs to restruct his linguist systemesinew rules are integrated into his
existing knowledge. Finally, this new knowledge d&®es available for use, with
minimal attentional control on the part of the hear

In teaching terms, cognitivist theory calletlese stages: awareness-raising,

proceduralization (restructuring), and autonomybdtomes apparent that the first stage

is different in terms of classroom practice. Awasstraising implies an explicit attention
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to the rules of the system, whereas the audiolingrzctice focused on simply imitating
models without any overt emphasis on the rulesgbaerate them.

In contrast to the cognitivist model which @gvpriority to mental functions over
social ones, the sociocultural theory places tlaniag process in its social context.
Following this view, all learning, including theaing of a first and a second language,
is mediated through social and cultural activitheTlearner first requires to experience
other —regulation. This takes the form of assigitedformance, by which the teacher
interacts with the learner to provide a supporfreenework (or scaffold) that helps the
learners to extend their existing competence . @\libris shared activity, new knowledge
is constructed until the learners are able to miakbeir own (appropriation stage).
Learners are now able to function independentls state of self- regulation. Learning,
when applying the stages of sociocultural theaya social phenomenon which requires
both activity and interactivity. Thornbury gives arample about this view in classroom
terms where learners begin solving a problem inlisgnaups, during which the teacher
intervenes when necessary to give suggestions

l1l.2. Prerequisites fdeveloping Speaking

Celce—Murcia and Olshtain (2000: 175) see pleaple need a number of prerequisites
to communicate in another language effectively. th@m, linguistic competence is not
enough to reach better oral communication. Learierge to make a good use of
pragmatic and sociocultural factors, too. They vidat the linguistic, sociocultural ,and
discourse competencies required for effective oomhmunication include the following
areas :
a-knowing the vocabulary relevant to the situation

b-ability to use discourse connectors such as vedll; | see ; okay .
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c-ability to use suitable opening phrases andirggpphrases such as Excuse me or
Thank you for your help .
d-ability to comprehend and use reduced forms @ieduvowel sounds is particularly
important in English) .
e-knowing the syntax for producing basic clausekénlanguage .
f-ability to use the basic intonation — or toneatterns of the language .
g-ability to use proper rhythm and stress in tmglemge and to make proper pauses .
h-awareness of how to apply Grice 's maxims im#ne language .
i-knowing how to use the interlocutor 's reactiansl input .
j-awareness of the various conversational rulesféuditate the flow of talk .

Uso — Juan and Martinez — Flor (2006: 147x@né a framework of communicative
competence. They want to prove that all compongtay an integral role for the
development of speaking. The diagram below reptesethe components of

communicative competence with speaking placed atote.

GOMMUNICATy,

Linguistic

competence

Strategic Discource Pragmatic

SPEAKING

competence

T

Intercultural

competence competence

competence

COMPETENCE

Figure 05: Integrating speaking within the commurétive competence framework (Usq-
Juan &Martinez, 2006:147)
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Both researchers discuss each component atelyar starting with discourse
competence.
[11.2.1.Discourse Competence

Discourse competence is defined as "...speaéibiity to use a variety of discourse
features to achieve a unified spoken text giverariqular purpose and the situational
context where it is produced”(2006:14By discourse features, we mean cohesion
(grammatical and lexical ties); coherence (theyuwoit a piece of discourse such as
individual sentences); conversational rules (tutaking system: how conversations open
and close, who speaks when and for how long, whoigrrupt,...) ; and discourse
markers. Thornbury proposes meanings of a numbéisoburse markers:
-right, now, anyway: these mark the beginning ositlg of a segment of talk.
-well : this is a very common way of initiating @ and linking it to the preceding turn ,
often to mark the onset of a contrast , e.g. @difice of opinion .
-oh : this is typically used either to launch atertgnce or to respond to the previous
speaker 's utterance , often with implicationsuspsase or unexpectedness .
-and, but, or: these conjunctions are used to adrgiecourse: and marks some kind of
continuity, but marks a contrast, and or marks aioa.
-s0, because: these are also conjunction, thewldilgat what follows is (respectively) the
result or the cause of what has been mentioned.
-then: this is often used to signal an inferencgedaon what someone else has said.
-y 'know , | mean : these markers serve to gainraathtain attention on the speaker —
the first by appealing to the hearer 's shared kedge , and the second by signaling that
some kind of clarification is going to follow. (26015 — 16)

Nevertheless, to produce a good piece of spakscourse, learners need to acquire

knowledge from the remaining components .
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[11.2.2. Linguistic Competence

Linguistic competence is made of elements h& linguistic system (phonology,
grammar and vocabulary) and those of the gramniatyséem (morphology and syntax).
The manipulation of all these elements will endbkeners to produce pieces of spoken
discourse successfully.

[11.2.3. Pragmatic Knowledge

Thormbury sees that" Pragmatics describesrelation between language and its
contexts of use, including the purposes for whiahgbage is being used. How do
speakers adjust their message to take contextaicdount? And how do listeners use
contextual information to make sense of what theyhearing?" (2006: 16)

Pragmatics is simply the study of how languesgased in communication. Thomas
(1996, cited in Mc Donough, 2002) points out thasithe study of the ways in which
people
1. disambiguate meaning in context :

2. assign complete meanings ;

3.  distinguish sentence from speaker meaning ;

4.  arrive at particular meanings in listening ;

5. actin speech in the way they do ;

As such, pragmatics is concerned with people &ntidns , assumptions belief , goals ,

and the kinds of actions they perform while usiagguage. It is also concerned with

contexts , situations , and setting within whicltlslanguage uses occur . Speakers ,
when performing utterances , fulfill two things),{fiteractional acts and (2) speech acts .
The former impose structure on the discourse byramg that one utterance leads

smoothly to another, they concern how speakers geatiee process of exchanging turns,

how they open and close conversations , and hoysbguence acts to ensure a coherent
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conversation . Social actions performed via utteea are generally called speech acts .
This latter is usually performed within a situatithrat provides contextual elements that
help interpret the speaker's intention. Thus, peeson says "it's really cold in here" in a
room where there is an open window and the addzésseear the window, this utterance

can easily be interpreted as a request for thelactgor to close the window. Contextual

and social information make it possible for intéaads to interpret each other's intentions
even when these intentions are not explicitly staf@irther functions include complaints,

apologizes, compliments , and so on .

SLA research has given the greatest atteritiagime performance and acquisition of
speech acts by L2 Learners, and little one to Hoy perform and acquire interactional
acts.

When a speech act is uttered, the utterancsti®s speech act theory) involves a
locutionary meaning based on the meaning of thguistic expressions. Thus, the
utterance “I am hungry” is a basic description lné speaker's state. The illocutionary
force is the performance of a particular languagection. Following the same instance,
the intended meaning is "give me some food, pléaske perlocutionary force, however
is the effect the act has on the addressee. Seartbe other hand, distinguishes between
‘direct’ and ‘indirect’ speech acts. The bulk ofethwvork to date has concentrated on
illocutionary acts , or as Ellis calls them ‘lamge functions’. Despite the fact that there
is an ample categories of speech acts, only addnitumber has been investigated by
researchers and studies of interlanguage pragmatiesng which, to name but few
requests , apologies , and refusals.

For request, research ( by Blum—Kulka, How&ssper) has found that L2 learners
encounter few problem in understanding the illcmdry force of a request. Later on,

they are able to perceive the sociolinguistic megsiof the different request types. Most
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of the research has focused on the productionquiests (Olshtain, Kasper, ...). Learners
begin with very simple requests and then gradwdglyelop their ability to perform more
advanced types of requests. Furthermore, advaeeeddrs, though they master native—
speaker linguistic realization devices , produapiests which differ from those of native
speakers. The reason is that non — native spetaido be verbose, i.e, they use more
words than are needed to produce requests.

Studies of interlanguage pragmatics have gigen consideration to the pragmatic
problems that learners face. Thomas (1996) disisihgs between sociopragmatic and
pragmalinguistic failure. The former implies thatearner fails to respond to a native —
speaker utterance. The latter is when a learnéonpes a speech act but misuses the right
linguistic means, i.e, he does not use the apmtgptinguistic means to produce the
speech act. A good example is the one given by Bsdmmself. According to Thomas:

The price is incredible>usually means incredibly high in English, but ieikch:

Le prix est incroyable>would usually be interpreted as incredibly low.

Besides, studies have not ignored which factplay major importance in the
acquisition of pragmatic competence. Obviously, kel of the learners’ linguistic
competence is a key on. Learners with little graticabor lexical knowledge of the L2
will find difficulties in performing speech acts imative— like ways.

Another factor of great importance is transkearners transfer rules of speaking from
their L1 to their L2. Hence, they perform speects at accordance with the rules of their
native language.

[11.2.4. Intercultural Competence

Intercultural competence has to do with knalgke about social valves and the norms

of behaviour in a given society, and how these esmland norms are fulfilled through

language. Hence , learners should pay attentiosutd factors, otherwise, there may
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happen some misunderstandings or breakdowns in comation. Non — verbal factors,

as Martinez— Flor and Uso — Juan (2006: 150) pmint are also one type of intercultural
competence. Therefore , learners should not ighody language , facial expressions ,
eye contact, etc.

[11.2.5. Strategic Competence

Strategic competence is simply a matter ofroomication strategies that learners rely
on to overcome any possible breakdowns while conicating. So, it is the learner 's job
to select the language he is in need of. In thiy,wa. he can compensate for
deficiencies in his repertoire, through communigastrategies such as using paraphrase
or simplifying his message" (Littlewood, 1996: 65Bygate (2000: 14) divides these
devices into facilitation and compensation onese Thrmer involves simplifying
structure; using ellipsis; using formulaic expressi using fillers and hesitation devices.
The latter includes repeating or rephrasing whatdpeaker has just said , hesitation ,
circumlocutions and so on .

Learners need to take account of all the presaspects, so as to be good speakers of
English. Murcia and Olshtain (2000: 176) argue tha acquisition of these elements
can best be achieved by wide exposure to authepgech in the classroom and
particularly by participating in a large array efbactivities.

Before we proceed our discussion about typesmmunicative speaking tasks, let us
first make it clear what do we mean by an effectimd successful speaking activity.

[113. Characteristics of a Successful Speaking Actiyit

According to Ur (1998:120), a successful spepkactivity should satisfy the
following criteria:

1. Learners talks a lot: as much as possible of thegef time allotted to the activity

is in fact occupied by learner talk .
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2. Participation is even: classroom discussion is catinated by a minority of
talkative participants: all get a chance to speald aontributions are fairly evenly
distributed.
3.  Motivation is high: learners are eager to spealabse they are interested in the
topic and have something new to say about it, @abge they want to contribute to
achieving a task objective.
4. Language is of an acceptable level: learners egpresmselves in utterances that
are relevant, easily comprehensible to each o#met,of an acceptable level of language
accuracy.

Olshtain and Celce— Murcia (2000:176) addpbmmt that a classroom activity has to
provide learner with an authentic opportunity to igelividual meanings across. It means
that the learner 's new knowledge is automatedhand autonomous. Moreover, learners
should make use of every area of this knowledgethiey have in the second or foreign
language. They should also be given opportunity dedencouraged to use their
knowledge flexibly, while keeping in mind the comnizative goal.

Thornbury (2006:90-91) considers that spealdngvities which aim at increasing
learners autonomy should be :

1. Productive : a speaking activity needs to be laggyaoductive in order to provide
the best conditions for autonomous language use .

2. Purposeful : language productivity is increased iwttee speaking activity has a
clear outcome, i.e, learners work together to agh@ecommon purpose .

3. Interactive : classroom discussion is not dominditgda minority of participants.

All learners must get a chance to speak and catitoiiis should be fairly distributed .
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4, Challenging: the task should motivate learners use their available
communicative resources to achieve the intendecbmsg. But , in this case , the teacher
should be sensitive to the degree of the difficoltyhe task and adjust it when necessary.
5. Safe : learners should feel confident when perfogiiasks and trying autonomous
language use. It means that classroom conditionddwaelp learners , including class
dynamic and a non — judgmental attitude to errarsttee part of the teacher. Also ,
learners need to be secure in the knowledge tleatedicher will be there to help when
things get out of hand .
6. Authentic: these speaking activities should haveesoesemblance and relation to
real— life language use, otherwise, autonomy cahaachieved. Here, we do not speak
about drills and language games which are desigoagise learners’ awareness and
appropriation. We are speaking about activitiesciwimake them experience a quality of
communication in the classroom that is the san@asnunicating outside the class.
[11.4.Difficult of Speaking Tasks
The concept of "difficulty” is regarded as iatuitively appealing one which we use

when we think about people's ability to deal wibkks. Luoma (2004: 46) cited that:

Difficulty is not a direct characteristic of tasks; rather, it is the sum

of task characteristics and the conditions under wich someone

performs the task (...) in relation to the person's hility in the skills

that it requires. Difficulty is nevertheless a conept that we use in

designing teaching curricula and tests. We want dgbuses to

proceed from easier tasks to more difficult ones tsupport learning

That is why, the issue of pedagogical taskgcdity is amongst the major challenges

which face teachers and curriculum developers.
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Nunan (1991: 47) argue that "interlocutor efffas a feature which should be taken
into consideration when determining the difficuitiyspeaking tasks. In any interactional
speaking task , according to Nunan, communicatoa collaborative venture in which
the interlocutors negotiate meaning in order toiee their communicative end. Hence ,
this feature is important for researchers invesitigatask difficulty, and even for those
designing task— based testing procedures.

Moreover, the studies on speaking— task diffychelped in planning speaking tasks
and handling their difficulty skillfully. Brown antule (1983) and Brown et al. (1984 ,
in Nunan, 1991:47) have conducted a research iméo factors implicated in task
difficulty . They worked with native speaking, sedary school pupils and faced a
number of major problems. The first was how to naig pupils to talk while working
with an unfamiliar interviewer and while being tapeorded. To solve this problem ,
they suggest a series of short tasks with diffecemntent and different demands to keep
the pupils’ interest. But, this gave raise to arotbroblem in that the researchers reached
a number of unrelated performances, on the pathefpupils , from which no general
description could be drawn. They further devisesk¢awhich formed related groups,
each group is different from another group in tefrcommunicative skills.

In grouping tasks according to "communicaskél”, they spoke about: (1) a diagram
—drawing task; (2) a pegboard task; (3) a wiringpard task. In the first task, the speaker
has to tell the listener how to reproduce a colaliegram. In the second, how to arrange
different colored pegs and elastic bands into &iquéar pattern on a pegboard; in the
third, how to complete an electrical circuit by arging a series of wires in the
appropriate sockets. Though these tasks appeae tlifferent, Brown et al argue that
they make similar communicative demands on the kgvedPupils have to give a

sequence of clear and explicit instructions throiggmtification and distinction between
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static objects and the spatial relationships betwt®wm. The researchers came to
conclude that this type of tasks generated diftetgpes of language, patterns of
interaction and communicative problems from otlasks.

Dynamic and abstract tasks are other typeshwhre distinguished form the static
tasks in the degree of difficulty. Tasks which ud# dynamic relationships were more
difficult than static tasks, for the speakers asked to describe relationships between
objects and entities which changed along the t&stamples of such tasks include
describing a car crash , retelling a narrative thame a cartoon strip. Tasks involving
abstract relationships were more difficult than @yic ones. They required the speaker
to deal in abstraction , such as expressing an@pon a given topic or giving argument
to justify an action.

Luoma (2004:47) adds, on the grounds of Brawh Yule studies, that:

The more elements , factors or events there are the task material,
the more complex the language that the speakers rk¢o use ,and
therefore, the more challenging the task. Thusf there are several
picture— based narrative tasks that are intended tde parallel, the
developers should check that each picture sequendavolves a
similar number of characters and events to make the@asks more
comparable.

Brown et al , as cited in Nunan 1991: 49, md limit their research to the study of
task difficulty but extended to the area of how gaipils improve their performance on
speaking tasks. They found that practice helpedkse to improve particular aspects of
the task which they had already largely masterée. Second factor is that being first a "
hearer " facilitated being a speaker because thakgp would recognize and appreciate

the difficulties that exist in the task:
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Giving speakers experience in the hearer 's role imore helpful than
simple practice in tasks where a speaker is havingal difficulties in
appreciating what a particular task requires. In tasks where
speakers are largely successful in meeting a partilar task demand,
then repeated practice may enable them to improveufther their
performance in this respect, and may indeed be a gdhsant and
motivating experience(Brown et al. 1984: 123)

Furthermore , the fact that speakers’ inadegparformances would be recorded and
later reviewed and discussed, with pupils taking, paregarded as an important factor to
enhance performance .

l11.5. Classification of Speaking Activities

The question of how well speaking skill could bagiat and learnt is the focus of a
number or researchers in the field of language hiegcand learning. Within the
communicative approach, they suggest and desigamgole number of interaction tasks,
without minimizing the important role that accuraegks may play to enhance learners'
communicative abilities. The starting classificatmf such tasks will be the one of Rivers
and Temperley.

[11.5.1. Rivers and Temperley's Classification

Rivers and Temperley (1978) provide a numldeessential processes involved in
learning to communicate and classify them under tiyp@s of skills : skill getting and
skill — using. The authors claim that these twoety/are continually proceeding hand in
hand and that knowledge and intensive practice alonecessarily lead to confident
interaction. Rather, there is a great need fortfm@am actual , purposeful conversational

exchange with others. Hence , the gap betweenmbhetocesses must be bridged using
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®3

activities which the authors call " pseudo-commatiie skill getting activities" (See the

diagram below).

/_ PERCEPTION
(of unitategories, and functions )
COGNDN
(knedge)
ABSTRACTION
SKILL -
GETTING
(internalizingles relating categories and functions)
ARTICULATION
(practices of sequences of sounds)
PRODUCTION
(pseudo- communicatiyn)
CONSTRUCTION
\ (practice in formulating commurtioas)
~ RECEPTION
ofoprehension of a message)
SKILL-
USING INTERACTIO
(real communication
EXPRESSION
N~ (conveying personal meaning)

|Figure06 . Rivers and Temperley’s framework (19784[)

They suggest three kinds of activity:
1. oral practice for the learning of grammar ;
2. structured interaction ;
3. autonomous interaction.
[11.5.1.1. Oral Practice for the Learning of Gammar
Learning the grammar of the language may be appeshdeductively ( students are
given a grammatical rule with examples before thegctice its use) or inductively (
they see examples of the rule in operation in diss® practice its use, and then get a

rule from these examples with the teacher's helghey get a rule after seeing the
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examples, and then practice using the structund)oth approaches, " students practice
the use of grammatical structures and apply thows facets of grammatical rules in
possible sentences” (1978: 110). It means thatkspgactivities, under this category,
will present, exemplify, demonstrate, and practc@mmatical rules. Blank filling and
replacement activities are essentially exercisesvfidhen practice because it is difficult
for students to keep the sentences in mind whilkimyasubstitutions or filling the gaps
orally. That is why, the authors view that patternstructure drill exercises are more
effective for rapid oral practice. They demonstrtite operation of certain structural
variations and familiarize students with their U$bey serve an introductory function
.They're useful only as a preliminary to practiceising the new structural variations in
some natural interchange, or for review and codatbn of the use of certain
structures when students seem in doubt " (1987 120
Other activities for the learning of grammaclude: repetition or presentation drills,
substitution drills, conversions , sentence modifans , response practice, and
translation exercises .
[ll. 5.1.2. Structured Interaction Activities
The structured interaction activities aim atiging the gap between knowledge of the
language rules and the students’ ability to exptiess own meanings:
All that we can teach students in a foreign languag is how to
construct the appropriate framework, in all its detail, for the
expression of meaning. We cannot teach students &xpress their
own meaning: we can provide opportunities that stimlate
motivation for this personal activity and we can hé the student to
improve the framework so that it can really carry the message

intended(1978:16)
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That's why, Searle calls language "rule — gowingentional behavior".

Dialogues can be fitted under this categony ased to present and demonstrate new
language. The authors stress the importance of ikigothe bad and good features of
dialogues for several reasons:

- to select well-written materials for use in classnoteaching or in individualized
learning packets ;

- to rewrite bad constructed dialogues;

- to write dialogues, if the teacher whishes to adallable materials.

[11.5.1.3. Autonomous Interaction Activities

As we have mentioned earlier, pseudo-communicatilegetting activities will lead
to spontaneous communication, facilitating and slating autonomous interaction. The
authors present fourteen " categories of use "lgzahers have to deal with properly, so
as to develop " autonomous interaction”. To do students must learn early to express
their personal intentions through all kinds of faamiand unfamiliar recombinations of
the language elements at their disposal . It doeésnean that students should be given a
variety of activities, which fit under these catggs, and think that they will handle from
the earliest stage of learning. Rather, “the temghk select and graduate activities to
propose from these categories, so that the attimi[deseeking to communicate is
developed early in an activity which is within tstieident’s growing capacity" (1978: 48).

On the basis of this view, the authors suggesimber of activities for each category:
1. Establishing and maintaining social relationshort dialogues based on small
situations : answering the door ; making a teleghcall ; giving birthday greetings ;
interacting at a party ; welcoming visitors, cusers
2. Expressing reactions: situations requiringtieas to TV show, photographic/painting

exhibition, or slide show.
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3. Hiding one's intention: students given a missmcarry out must not reveal it under
any provocation; for example, the group decidea spying mission , and individual
group members are questioned by other groups dooiinh the mission.
4 .Talking one's way out of troublstudents are asked awkward or embarrassing
guestions which they must answer or avoid withoakimg any revelation.
5. Seeking and giving information: interviews, seys, questionnaires, small projects,
involving class members or outsiders.
6. Learning or teaching how to make or do sometHmgexample, a sport, a hobby, a
craft, a dance, a game.
7. Conversing over the telephone: social callsnmuiries about goods, services, or
timetables.
8. Problem- solving: guessing games ; interrogageimes like Alibis, Guilty Party;
logical puzzle-solving ; project study.
9. Discussing ideas: arising from readings, stofiess; projects; controversial debating
topics; short texts.
10. Playing with language: crossword puzzles; spetiames (Scrabble, Hangman, etc.);
nonsense rhymes; charades; word histories.
11. Acting out social roles: dramatic improvisagpbased on simple situations and
character description.
12. Entertaining others: through producing a show,concert, a TV or radio-type
programme or show.
13. Displaying one's achievements, after anothéigc such as a project report.
14. Sharing leisure activities: participation inpigal national meals, festivities,

celebrations, or pastimes.
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[11.5.2. Littlewood's Classification
Littlewood (1996) distinguishes between presmmunicative and communicative

activities, (See the diagram below )

Structumativities

Pre — communicative activities /
\ Quasi -Araunicative

Functidicommunication
Communicative activities /
\ Socialdraction activities

Figure 07: Littlewood’s classification of exercis¢$996:86)

The former are intended to prepare learners forséo®nd type of activities where they
are required to communicate. Thus, with pre— comoative activities, learners are
going to practice using acceptable language wistsorable fluency and leave specific
parts of the skill for the purpose of communicati@m the other hand, learners need to
include and make use of their pre — communicatn@edge and skills to communicate
meaning effectively.

[ll. 5.2.1.Pre — communicative Tasks

The aim behind pre — communicative activit&s Littlewood (1996: 89) argue , is "
... to give the learners fluent control over lingigstorms , so that the lower — level
processes will be capable of unfolding automatycati response to higher — level
decisions based on meaningh simple terms, pre — communicative tasks areguesi

to give learners the opportunity of handling thegtiistic structures and knowledge, so
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that to produce correct and acceptable pieces mjukge. Such tasks are further
subdivided into: structural and quasi — communieaéctivities.

[11.5.2.1.1. Structural Practice

Structural practice, as the name suggesessas the importance of grammatical rules
and the various combinations of linguistic item&eTissue of structural activities has
sparked a great deal of controversy among reseatcHewever , Littlewood does not
deny the importance of this practice and is agdimsse teachers who exclude it from
their teaching. Structural practice is mainly efifee when teachers’ attention is directed
towards developing a given structural feature.

[11.5.2.1.2. Quasi — Communicative Activities

Quasi — communicative practice has to do wihversational exchanges (dialogues
and drills). It helps the learner to join formshoee kinds of sentence meanings :
a. Communicative function : how to use interrogatives in order to ask questipto
make invitations ; how to accept or reject suggesti ... Here, there is a combination of
the linguistic structure and its communicative fiior. In other words , when the learner
asks a question , he learns how to form an intatreg sentence and at the same time
how to , say , make a request. Teachers , thusstangthen the link between both
aspects by putting language in a real context Aed tisking learners " ... to practice
responses which would be (a) realistic ways ofgraring useful communicative acts in
(b) situations they might expect to encounter atestime " (Littlewood , 1996: 10).
b. Specific meaning:language can be used to clarify real facts, stistigrersonal
knowledge, and so on . Teachers may select aetviti which language is performing a
useful communicative function (example, giving dtrens to a tourist about the place of
the museum). Such activities motivate learners esitibey correspond to their

communicative needs.
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c. Social context:activities also should not neglect the social safléhe language. It
means that learners should learn how to use lamguiags a vehicle for social
interaction”. Activities, which aim at relatingniguage to social context, give learners
opportunities to interact as equal partners inxahange. They may work in pairs and
perform an acquired repertoire of items in "an ogetogue” or " a cued dialogue”. This
latter contains a number of cues which guide tlanker to interact. The following

activity has the form of cued dialogue:

Partner B Partner A

You meet A in the street You meet B in the street

A: A : Greet B

B : Greet A B:

A A : Ask B where he is going
B : Say you are going for a walk B:

A A : Suggest somewhere to go together
B : Reject A 's suggestion. Make a differentB :

suggestion.

A: A : Accept B 's suggestion .
B : Express pleasure B:

(Littlewood, 1996: 14)

[11.5.2.2. Communicative Activities

In the previous activities, learners’ focusswirected towards form and not meaning.
They have learnt language forms , but not commuedcaneaning. Communicative
activities include functional communication andigbmteraction activities.

111.5.2.2.1. Functional Communication Activities
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A key feature of functional communication aities is that learners are asked to
solve a problem or overcome an information gap witiatever language they have.
What matters here is not the accurate use of Igtigustructures, but the achievement of
"the communicative demands of the immediate siuéti Littlewood subdivides
functional communication activities into four types
1. Sharing information with restricted cooperation
2. Sharing information with unrestricted coopenatio
3. Sharing and processing information .
4. Processing information .

[11.5.2.2.1.1. Sharing Information with Restricced Cooperation

This kind of communicative activities produdée simplest patterns of interaction.
Often , one partner has information which the oflearner must know through asking
specific questions (yes/no questions). Identifypicjures can be classified as a functional
communication activity.

a. ldentifying Pictures

This activity involves the participation of dwpartners. Learner A is given a number
of pictures which are similar in content but havens distinguishing features. He has to
discover which picture, amongst the ones he posseksarner B has selected. He can do
so by asking questions about it. The level of diffiy of this activity is " ... determined
largely by how numerous , how obvious and how gad@scribable the distinguishing
features are " (Littlewood , 1996: 24).

b. Discovering Identical Pairs

This activity shares some features with thevimus task. Both exercises produce the
same kind of interaction and they also includeuse of pictures. A number of learners ,

in this activity, are given different pictures ,tvianother partner holding a duplicate of
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one of his peers’ pictures. His job is to ask @l peers, so as to find the one has got the
identical picture to his own. 'Detective enquiryFind your partner’, ' Find your missing
friend ', and ' Let's go together ' are all vaoias of this activity .

c. Discovering Sequences or Locations

Learner A, in this activity, has a number aftgres arranged into a sequence. Learner
B , who has the same pictures , must discover ¢lqeence of his peer 's pictures and
arrange his own in the same way. Instead of disonyesequences, learners may be
involved in discovering locations.

d. Discovering Missing Information

Learner A and B may be given the same tablelwbtontains, for instance, distances
between various towns or a football league tablenséiiy a summary of each team’s
results. Here , each learner has a number of diffedleleted information from his table
and his task , thus ,is to complete the missingrinition by asking his partner for
information he lacks .

e. Discovering Missing Features

Learner A has a picture of a street. LearndraB the same picture , but with some
deleted items. Learner A, basing on his complet#tup, should ask questions to
discover what is missed in his peer 's picture .

f. Discovering 'Secrets'

This is the activity of the knower and discare Here, one learner has a secret
information (for example, a profession he wishebédis own , a country he would like
to visit, ...), which his peers in the classroom mdscover by asking appropriate
guestions (such as, yes/ no questions) .

All the above activities may involve differelgarners’ organizations. Learners may

work in pairs, in groups, or the whole class. Sactwvities which consist of question —
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and — answer sequence may demotivate learnersdfwlely and for a longtime in the
classroom because they do not yet lead to the bflexispontaneous kind of
communication interaction.

[11.5.2.2.1.2. Sharing Information with Unrestricted Cooperation

The previous activities can fall under thitegary, too. But, the only difference is that
these activities should be practiced in a cooperatirather than restricted , interaction.
Learners can reach a good communicative cooperdtitvey are allowed to interact in
any way they think fit in order to solve their comnicative problems. Instead of being
just limited to use question — and — answer tegphmi, learners can rely on description ,
suggestions , asking for clarification , helpingleather ,and so on. Besides , they should
learn how to provide feedback , how to use themnpensation and facilitations strategies
to overcome communicative breakdowns . Such realifiay help learners to make a step
ahead towards acquiring the foreign language.

A number of other tasks may be
a. Communicating Patterns and Pictures

Littlewood describes the process of doing #utvity as the following “Learner A has
an assortment of shapes which he arranges inttteripaLearner B has the same shapes
. They must communicate with each other so thaamreproduce as exactly as possible
the same pattern as A” (1996: 31)

By providing learners with a reasonable sh&malvledge about the pictures or
patterns to be described and by reducing the distan features found in shapes,
teachers can supply learners with the communicatkitls needed in the real
world.

b. Communicating Models
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Learner B should follow his peer's verbalrianstions to construct a model identical to
his peer 's. Learner A may see the production adin@ ,thus, can make immediate
feedback about the success or failure of his connrative efforts. Preparing a meal is a
type of communicating models activity .

c. Discovering Differences

In this activity , learner A and B are givielentical pictures. The only difference is
found in some details .The learners' job is towhkscthese pictures in order to discover
what the differences are .

d. Following Directions

Learner A must direct B to reach the locatérfor instance, a hidden treasure.

[11.5.2.2.1.3. Sharing and Processing Informatin

So far, the communicative goal has been toeshdiormation. Activities under this
heading encourage learners to discuss and evahiatshared information in order to
solve a problem. Littlewood claims that many ofstheactivities work on the ‘jigsaw'
principle where "... each learner in a pair or grpggsesses information which is unique
to him; he must share it with others; together,dtierent pieces of information provide
the material for solving a particular problem” (89933). Reconstructing story—
sequences and pooling information to solve a proldee two types of activities which
require learners to discuss their shared informataget a solution .

[11.5.2.2.1.4. Processing Information

Learners, now, are prepared to solve probléras they may encounter in the real
world. Henceforth, teachers are asked to includeviges that best resemble their
learners' needs and interests. The teacher maynstance, asks his learners to select

gifts to some people , taking into consideratiogirthikes and dislikes and not exceeding
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a specified sum of money. Here , learners mustausember of techniques ( arguing ,
justifying , persuading, ...) to widen the range ofenunicative functions .

Nevertheless, functional communication adggithave a number of limitations. A
number of situations in which learners are askegedorm may not be encountered
outside the classroom, like matching pictures otirsp out jumbled sentences. To solve
this problem, Littlewood suggests social interattativities:

[ll. 5.2.2.2. Social Interaction Activities

In addition to the functional dimension, sbditeraction tasks require from the
learner to select the language under social dimandihe evaluation of his choice will
not be restricted to functional effectiveness,ibuiill look for social acceptability, too.

a. Conversation or Discussion Sessions

The conversation session has a number of tatyest
-t opens up a rich stimulus for communicative rat¢ion, namely the varied
experiences, interests and opinions of the learners
-It thus provides a context for a wide range of oamicative functions and domains of
meaning.

-It provides learners with opportunities to exprédssir own personality and experience
through the foreign language. It also gives thenualgle experience in using the
language as a means of handling their own sodetioaships . (Littlewood, 1996: 47)

Furthermore, teachers should be aware nobtoirthte the conversation. They must
leave the space for learners to interact as equéitipants. One way to minimize teacher
domination is by changing the formal seating ofrleas. Tables may be arranged in a
circle, so that learners can feel themselves aal@gummunicators. The teacher may also
divide his class into independent groups and sugiiyn with materials or instructions

that may sustain the interaction without his presen
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b. Basing Dialogues and Role— Plays on School@erience

Another way of helping learners to developirtitemmunicative abilities is through
the use of dialogues and role play activities whiabkle aspects of those learners’
experience (for instance , homework , their goodl law marks , ...). Such tasks discuss
issues that are closely related to learners ' need<ring a nonlinguistic subject matter
which motivates communication.

c. Simulation and Role — Playing

In simulation and role playing activities, fears imagine themselves in a situation
which could occur outside the classroom. They adogle in this situation and behave
as if the situation really existed . A basic reqmient in simulation and role playing tasks
is that teachers should minimize their control aver activity, so that they help learners
to be creative in their involvement. The teachieust "... controls only the situation and
the learners' roles in it, but leaves the learribesnselves to create the interaction”
(Littewood , 1996: 51)

Other types of social interaction activitiaslude large-scale simulation activity and
improvisation. The former is designed for more ambeal level and is largely conducted
outside the classroom. The latter type is tighthgomiated with work in the native—
language context , especially in drama. It is a paying activity .

To sum up what Littlewood has said about dantaraction tasks, we can say that a
number of these activities keep the reality of teessroom as it is, while others use
simulation to overcome the limitations of the ctassn. To conduct the activity
successfully, teachers should link the linguiseen@nds of the activity with the linguistic
capabilities of their learners. Moreover, teach&reuld engage their learners in many
situations which resemble those they will face &wud in the real world. However,

learners should not think that tasks, which invditeations that they will not make use
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of outside the class, are of no sense. On the amynirthey must adapt themselves to
situations performed in their real— life and othegstricted inside their class.

[11.5.3. Harmer's Classification

When selecting speaking activities, Harmer9g@)9sees that the following three
reasons for speaking tasks should be satisfied:

1. Rehearsal : free discussions give students eBatw make rehearsal outside the
classroom . If, for instance , they take part mola— play at an airport check-in desk, they
will get the feeling of how communication in thed@n language looks like .

2. Feedback : it is evident that speaking taskvigeofeedback for both teacher and
students. Teachers can recognize what languagéeprsliheir students are having. For
students, speaking activities give them enormoudidence and satisfaction how easy a
particular kind of speaking is, and what to donprove it.

3. Engagement : Harmer considers that good speakatiyities should be highly
motivating .He argues that students’ full partitipa , when the teacher has set up the
activity properly and later can give sympathetid arseful feedback , will give them a
sense of great satisfaction .

On the basis of these three reasons, Harnmgyests the following activities, each
designed for a given level of students.
l1l.1. Information Gaps (for Elementary / Intermedi ate)

By information gap we mean the activity whes® speakers have different parts of
information making up a whole and because thee lthfferent information , there is a
gap between them . The author gives the exampdepaipular information gap activity
which is called "Describe and Draw". In this lattene student has a picture which he

/she must hide. The job of the partner is to drhe picture without looking at the
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original , while the student with the picture isvzigg instructions and description and
even the artist will ask questions.

The author regards it as containing many elemehishvmake of it an ideal speaking
activity . It is highly motivating (if not used weioften), there is a real purpose for the
communication taking place, and almost any languagebe used. For this activity to
remain motivating, there must be exchange of rddesveen students (the describer
becomes the drawer and vice-versa).

Harmer illustrates with the following examphlie teacher puts the class into four
groups, calling them A, B, C, and D. He give® @icture to each group which in turn
has to memorize everything they have seen in tbeingis. Then, he collects back the
pictures and asks for one student from each grodgrin a new four — person group. He
tells them that the four pictures make up a stoxythat their task is to work out what the
story is. The only way to do that is by describthgir pictures to each other to form a
story. The students, finally, tell the whole cldlsir final stories, and the teacher can
later re— show the pictures .

This type of activity, story— telling activitycan be used as an introduction to written
narrative work.

[1l.2. Surveys (Elementary)

Questionnaires and surveys are activities wbreate an atmosphere of conversation
and opinion exchange. This type of activity becomese efficient if the questionnaire is
planned by the students themselves. The authornda®\here too another example to
illustrate, where the teacher has recently taughtpresent perfect tense and wants his
students to use their language knowledge, incluttingise of the present perfect.

The first thing the teacher has to do is tk &bout the topic, which is say sleeping ,

and then asks his / her students to give him wideaprelated to the topic. The students
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now work in pairs to plan question for their slegpestionnaire and have to go round the
class questioning other students and noting dowat tiey say. The role of the teacher is
to listen and intervene where necessary and thenhas students to tell the class of any
experiences. The important thing he has to taleastount is that he should not correct
language errors until his students finish speakifrgcouraging students to walk around
asking other classmates leads to a variety of aotem, allows a bit of physical
movements, and varies the structure of classroaiodgse
[11.3. Discussion (Intermediate / Upper-Intermediate)

Discussion sessions, as the author noticesregarded by many teachers as less
successful than they had hoped. The reason isgithelfact that students need time to
assemble their thoughts before any discussion. éJeaty discussion needs preparation
and the teacher has to build it up in stages. Hestart by asking questions to introduce
the topic, let's say violence in films. Then , haspthe students into groups and tell each
group to concentrate on a specific issue relatethéotopic. When students have got
enough time to think of ideas, with the teacherngoround and prompting where
necessary, he asks one of the groups for an opabont violence and encourages other
students to intervene with their opinions and sthfolrhe teacher keeps working in this
way until the discussion takes off, and he carr latark on any language arising out of
the activity.

Celce — Murcia and Olshtain (2000: 177) ssgydgkat second or foreign language
classroom students should be given enough opptdsnto participate in group
discussions. They add that "... a considerable amoéintlassroom time should be
devoted to such group activities in order to féamié the spoken production of individual
students , thereby preparing them for more automsnspeaking activities".

4.Role play (upper intermediate / advanced)
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In this type of activity, students are askedimagine that they are in different
situations and act accordingly. It provides thedkai rehearsal possibilities that Harmer
has regarded as one reason for speaking tasksortégders role play as more than just
play— acting "... it offers chances for rehearsal angagement that some other activities
fail to give ". (Harmer, 1998: 94).

Furthermore, it gives students chance to imer tknowledge of vocabulary, of
narration, of speech acts, of turn taking, of paumed so on. But, it turns to be a very
difficult or unnatural task if they lack such kn@slge. Hence "Care must be taken that
all these are available to students so that th&itycttan be both meaningful and
challenging” (Murcia and Olshtain, 2000: 177).

How should teachers correct speaking tasks isnportant question which received
considerable attention in the course of languagehieg and learning. That is why, a
brief discussion about the issue is needed.

I11.6. Teachers’ Feedback

Providing learners with feedback, when depliith speaking activities, is regarded
as an important factor which may encourage thedet@lop a variety of communication
skills for effective oral communication. One shouldt view it from the negative side
only, where the teacher directs his students’ atterto their individual differences, but
also “strengths on which the learner may capitadizeh as a rich vocabulary, good stress

and rhythm, or a pleasant personality” ( Olshtaid Blurcia, 2000: 177 ) .

Harmer ( 1998 :94 ) advises teachers nabteect mistakes made during speaking
activities at the same way when correcting mistakesng a study exercise. Saying it
otherwise, when the teacher provides drill exescidisten and repeat ) for students to
improve their pronunciation, he will often correstery time there is a problem . But if he

intervenes continually while students are engagetét’'s say, a discussion or role play ,
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the effect will be to destroy the conversationalil Hence, it will turn learners’ attention

from fluency to accuracy.

Thornbury adds that this fact will run counterthe need to let them experience
autonomy and their performance cannot be viewetsel$ regulating ". Frequent and
repeated interruption from the teacher, as Thomybargues, prevent learners to take
responsibility for their own monitoring and selfpear, particularly with regard to their
mistakes and not errors. On the one hand, a missake learner's momentary failure to
apply what he already knows, due mainly to the detsaf online processing . An error,
on the other hand, is the speaker's lack of knaydext the system. That is why, mistakes

can be self-corrected but errors cannot.

One way of correction is when the teacher edcand listens while the speaking
activities are going on. He notes down errors a6 agethings that seemed to go well.
When the activity has finished, he can discussettgrors orally in open class. Harmer
suggests that teachers should avoid saying who thademistakes. In other words, they

should not single students out for particular cistin.

Alternatively, peer feedback can also be usay effectively if learners themselves
are interacting (for example, in information gapinaty where one student describes a
picture and the other reproduces it). The initiataf the repair can be done in pairs,
groups, or in planned deliveries in front of thealehclass. In this case, learners must be
supplied with the necessary and specific languagaitiate repair such as Sorry, could
you say that again? | didn't get your idea? Wioaya@l want to say? What do you mean,

Y? and others.

In addition, self evaluation and analysis other mean to improve subsequent

performances. To do so, Learners' speech can ledest and then, they are asked to
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watch and make their own transcriptions and sediyais of these recordings. They may

be asked to suggest ways of improving and avoidirgh errors and this will help them

to improve their oral deliveries.
CONCLUSION

Teaching speaking, as a productive macrogkil witnessed a number of changes
along the history of language teaching and learnifgaching speaking, within the
communicative approach, involves the use of talsaseéncourage learners to focus their
attention on meaning and not form. They shouldtmadhe task with any language they
have acquired. Teachers, too, should encouragd¢ivadaarning by decreasing their
control over the activity and play the role of mmmmunicators' rather than ‘directors'.

This chapter is closely tied to our topicregearch, since it discusses interactional
and authentic tasks proposed by a number of rds&arm the field. The objective is to
see what theory has suggested as communicativkisgetasks for beginners. Many
teachers may avoid using real-life tasks with beegris, claiming that they cannot cope
with them. Researchers in the field of languagehies and learning prove that, even

with beginners, teachers can rely on authenticstaslearly stages.
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INTRODUCTION

The previous three chapters of our work haaekled theoretical issues related to
communicative language teaching and learning. Wee hepoken about CLT and its
principles, authentic tasks, and then narrowedsttogpe to discuss, more precisely; the
appropriate speaking activities that can be enhbrazaers’ oral proficiencies.

This chapter, however, is totally differerdarfr them, in that it surveys the way we have
designed our work. In other words, it is developed handle the methodological
framework that we have relied on. We will starsfiby the methodology used and the
research strategy chosen to describe, analyzeingrgret classroom behavior. Then, we
will shed light on the tool with which we have @ated our data and the reasons behind
our choice. The next point is about the populatbour study, together with the sampling
strategy that we have used to select the sampiallyiwe will briefly see the aim of the
developed questionnaires and the way they are mefhn

IV.1.Methodology

As we have stated earlier in the introductpayt of this work, this research is an
attempt to show that authentic tasks are the apipteptools to enhance learners’ oral
abilities. To fulfill our objective, we need to yebn a method.

Nevertheless, there is no best way of clasgfyesearch methods in the field of
education. The choice of the method depends lamelre subject of the research, its aim,
and the sample under investigation. A method, ties, "...range of approaches used in
educational research to gather data which are todeel as a basis for inference and
interpretation, for explanation and prediction” ff@a, Manion, and Morrison,2005:44).

In other words, methods are techniques andegliires used to gather data. Since our
objective is to diagnose the available speakingviies of Spotlight book two, the

descriptive method will be relied on in our resbar&ccording to Robson,"As the actions
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and behavior of people are a central aspect inallst any enquiry, a natural and obvious
technique is to watch what they do, to record thisome way and then to describe,
analyze and interpret that we have observed"(1993:

Wallian and Baiche, too, regard that desargtiesearch relies heavily on observation
as a means of collecting data. They add "It attemptexamine situations in order to
establish what is the norm, i.e. what can be ptedito happen again under the same
circumstances” (2001:91).

Nevertheless, we need a research strateggderide, analyze and interpret classroom
behavior. Biggam(2008) describes a research syraisghe one "...where you describe
how you intend implementing your own research stuay the strategy that you intend
adopting to complete your empirical study” (2008:82

The appropriate research strategy that matobesbjective is "case study”. A case
study, as Biggam points out, is a single instaric®me bound system, where a researcher
seeks to observe the characteristics of an ind@iduait ( a child, a class, a school, or a
community).

Hitchcock and Hughes (1995:137, cited in Bigg2008:71) claim that a case study has
a number of distinctive features:

-It is concerned with a rich and vivid descriptioinevents relevant to the case.

-It provides a chronological narrative of evenigvant to the case.

-It blends a description of events with the analydithem.

-It focuses on individual actors or groups of ast@nd seeks to understand their
perceptions of events.

-It highlights specific events that are relevantite case.

-An attempt is made to portray the richness ofctse in writing up the report.
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The purpose of observation, in a case stusly,.ito probe deeply and to analyze
intensively the multifarious phenomena that countgithe life cycle of the unit with a view
to establishing generalizations about the wider upadpn to which that unit
belongs"(Cohen, Manion and Morrison, 2005:185).

In our research, the case study is used t@iexfhe causal links in real life situations.
In other words, we are attempting to investigate effectiveness of Spotlight's speaking
activities on pupils’ communicative abilities.

Our case study has a number of features.nliagts a research question which is about
the reasons behind learners’ poor oral proficienidye proposition has to do with the
direction of where to look for relevant data. Sinee are dealing with speaking activities,
we should examine the way pupils are taught thalgpg skill in the classroom. The unit
of our analysis is second year elementary teacdratshe way they taught speaking.

IV.2.ldentificain of the Target Population
Population, in research, is not only limited to pleo It is a collective term
which"...is used to describe the total quantity ofesaof the type which are the
subject of your study. So a population can cordigtbjects, people or even events,
e.g. schools, miners, revolutions" (Walliam anddBaj 2001:232).

The population we are concerned with inclutkesners of second year elementary
level, together with their teachers. However, a bemof factors may prevent us from
gaining information from the whole population. Taefactors include time constraints,
financial means, accessibility and energy. Theeefore need to select a sample of the
members who we are able to question and who aresfaiesentation of all the members of
the union.

Decisions about sampling must be taken eairighe overall planning of any

piece of research because of the factors mentioaledve (expense, time,
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accessibility). As such, any researcher needs Heatanformation from a smaller

group. This smaller group forms the sample of study

However, any researcher needs to be made amfaee number of points in
sampling. The first judgment has to do with theesf the sample. The second is the
representativeness and parameters of the sampethiid is about access to the
sample, and the last has to do with the sampliragegty to be used.

The size of the sample, as Cohen, Manion Moidison argue, depends on many
factors. It is first determined by the size of thieole population and how much it is
heterogeneous. In other words, “for populationaia heterogeneity, the larger the
population, the larger the sample that must be Wlfg®005:93) Furthermore, the
size of the sample is affected by the style ofrds®arch.

Besides, Borg and Gall (1979:195, cited in €ghManion, and Morrison,
2005:94) argue that a sample size of a given ptipalahould be large where:

-there are many variables;

-only small differences or small relationships expected or predicted;
-the sample will be broken down into subgroups;

-the sample is heterogeneous in terms of the asamder study;
-reliable measures of the dependent variable aaeailable.

The question that arises when conducting aegepof educational research is:
does the sample represent the whole populatioréh$wer this question, researchers
need to set the characteristics of the wider pajumalearly and correctly.

Moreover, all researchers should ensure tt@dss to the sample is permitted and
practicable. Put simply, researchers should not¢ faoblems while trying to get
information from the sample selected. Such problenay be the refusal of the

sample participants themselves to be questionetdewviewed.
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In our research, we need, before determinegsize of the sample, to choose a
sampling method or strategy.

In theory, there are basically two types ahpbng: random and non-random. The
former, also known as probability sampling, giveselable representation of the
whole population, whereas the latter, known as @giyg sampling, is an indication
that judgments are given by the researcher or ¢o@ent. In addition, probability
sampling, as Cohen, Manion, and Morrison(2005) Wralliam and Baiche(2001)
argue, has less risk of bias than non-random samBpkades, probability sampling is
efficient if the researcher seeks generalizationother words, as every member of
the wider population has an equal chance of bemguded in the sample,
generalization may become possible

Probability sampling is further subdividedars number of techniques: simple
random samples; systematic samples; stratified kmngluster samples; stage
samples; and multi-phase samples. In simple ranskmpling, all members of the
population under study have equal chances of begferted, that is why the sample
should contain subjects which cover all the charstics of the whole population.
Systematic sampling, however, involves the selactiba sample in a systematic
way, rather than random. Stratified sampling isdustaen the population has many
categories (strata). By cluster, or area, samplvemean the selection of a sample
from a large population with similar as well asdregeneous characteristics. The
stage sampling is an extension of cluster sampiimthat it requires the researcher to
select the sample in stages. In multi-phase caseptirpose behind any selection
changes at each stage and the sample population too

Non-probability sampling is also further digdl into: convenience sampling

which involves the selection of the immediate amdilable sample; quota sampling
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has the characteristic of selecting responses femual numbers of different

respondents; theoretical sampling, when informai®reld from sample of the

population that knows best about the topic; dimamasi sampling, where the

researcher identifies many interesting factors population and obtains responses of
every combination of those factors; and snowbahméjue , where the task of the
researcher is to contact numbers of the populamhget them to introduce him to

others.

As far as our research is concerned, we hptexldor a random sampling strategy
because of the evidences given above (that is yo tb@ equal distribution of
chances, the possibility of generalizing, and thi@imum risk of bias). For the
technique, we will rely on a simple random sampliaghnique. The reason behind
such choice is the fact that we do not search parciic characteristics in our
selected teachers and even learners. What matténatithey should be second year
elementary level teachers and pupils. Thus, thelpdpn from which we select our
sample is uniform and each member of the whole latpn under study has an
equal chance of being selected and the probalafityt member of the population
being selected is unaffected by the selection leéromembers of the population. Let
us now move to our sample size. For teachers, Wewwrk with twenty-eight
middle school teachers, while pupils make a totahber of sixty-four classmates
(two groups out of twelve).

IV.3.Identification oData and Collection Procedure

In any piece of research, there is a gread m@ea method to collect data. In our case,

we have opted for the questionnaire. Walliam andcigg2001:236) argue that the

guestionnaire is a good method which enables theareher to ask questions and receive
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answers without having to talk to every memberhaf $ample. Also, it is a very flexible
tool, which must be dealt with carefully so asubifl the requirements of a research.

The reasons behind choosing questionnaire aeethod of data collection amongst
others are the key features that characterizéhatigh it has a number of problematic
aspects and drawbacks. One of these features, dgaWwand Baiche view, is its
impersonality, which means that questions are fixadother words, questions do not
change whatever the replies are, and they areame gor all respondents. The second
feature of the questionnaire is the fact that thenmo geographical limitation with regard
to the location of the respondents. The third fiegtand the one which encourages us to
rely on questionnaire, is that questionnaires candbatively economic method, in time
and cost. Put simply, questionnaires are meanawhg time, since data can be solicited
from a great number of informants in a short penbtime.

IVIhe questionnaires

To fulfill the objective behind which we hagenducted this research, we have chosen
to rely on the questionnaire as a method of coligctiata. We have developed two
questionnaires: one for teachers and the othdeéoners. The former is intended to know
the way second year elementary pupils are taugbakspg through tasks. Besides, we
want to discover whether Spotlight book two spegldntivities are appropriate and cover
all principles that an authentic task should halyes questionnaire contains four sections,
where each one has a close relation with the theakegart of our work. The latter
guestionnaire is designed for pupils. Questiongpegpared in both languages: English and
later translated into Arabic. The eleven itemsalr@about the current communicative level
of learners, the way they practice speaking, haay tire provided feedback, and whether

they get equal opportunities of participating apdaking in classroom.
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CONCLUSION

To conclude our chapter, we can end up withtvilouly has said about the nature of
research:

Research is best conceived as the process of amigiat dependable
solutions to problems through the planned and systeatic collection,
analysis, and interpretation of data. It is a mostimportant tool for

advancing knowledge, for promoting progress, and foenabling man
to relate more effectively to his environment, to ecomplish his
purposes, and to resolve his conflicts (Mouly,1978uoted in Cohen,

Manion, and Morrison,2005:45).
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INTRODUCTION

In the introductory part of this work, we s@tthat our interest is greatly directed
towards discovering whether speaking tasks, which designed for second year
elementary level on Spotlight book two (See Apperigiand 6), are the appropriate and
sufficient tools to develop pupils’ communicativieildies. To achieve this goal, we have
designed two questionnaires: one for pupils andther for learners.

V.1lindof the Questionnaires

The main aim of the pupils’ questionnaireagecognize how they are taught speaking
through activities. Whereas teachers’ questionnairéeveloped to gather information
about the speaking activities, which are designefpotlight Book two, and if they fulfill
the requirements and needs of their pupils.

V.2. Adminiation of the Questionnaires

The first questionnaire (the pupils one) isnadstered to pupils of second year
elementary level. The sample represents two groupof twelve where the number of
pupils is sixty-five 65 pupils). Those pupils are from Hacene GhadjatoethOut of65
distributed questionnaires, oriy can be analyzed because the remaining gks some
answers. The second questionnaire, on the othet, harhanded to forty (40) Middle
School teachers of English in Sétif, but only twesight(28) were handed back.

V.3. Descriptiof the Pupils’ Questionnaire

The questionnaire is conducted in both langsagnglish and Arabic, so as to facilitate

the process of understanding the questions anddaaoy form of ambiguity (See

Appendix 7).
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Out of a total of eleven questions, five aes ¥y no questions, six are closed questions
where respondents have to choose, from a limitedeaf answers, the one (s) they find

appropriate. The results of the questionnaire epented below.

Question 01:pupils’ viewpoint about the speaking tasks in sghtiBook two.
The first question is intended to know whetie pupils find oral activities interesting

and motivating .

% Participants Response
76.56/% 49 Yes
23.43% 15 No

Table 01: Pupils View about Speaking Tasks
High proportion of responden({&.56%) see that the speaking tasks of Spotlight

book two are helpful 23,43 % claim that they are not so

80

60

40
OFARTICIFANTS

20

YES NO

Figure OPupils View about Speaking Tasks
Question 02:pupils feeling when asked to answer
In this question, we wish to know the pupigling when the teacher asks them to

participate in an oral activity
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%

participants

Pupils’ feeling

ers

64.06% 41 -| feel ready to answer without anxiousness

25% 16 -I avoid answering because | fear from my pe
laughter.

10.93% 07 -I avoid answering because | fear from

teachers negative evaluation.

my

Table 02: Pupils Feeling when Answering
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ready to answimar my peer's fearmy
laughter teacher's
evaluation

Figure 0Z2upils Feeling when Answering

Table02 shows that a great number of pufd4,06%) maintain that they find

themselves ready to participate in oral tasks withi®ing anxious. Sixtegid6) pupils do

not want to answer because they feel uneasy wheanpiers rise a storm of laughter about

their answers . Fear from being laughed at is &ctfe side of anxiety . Those pupils,

especially if they are with low English proficiencigel that their self-esteem is

undermined. That is why, they keep silent to avaidhiliation from their peers. The same

thing can be said about those pupils (seven puph®) avoid the risk of making mistakes

by keeping silent. Those pupils fear the negatwaduation of their teachers and lose face

in front of them. Such feeling may have a greataotn pupils’ self-perception and self-

confidence. It may also hamper their educationat@ss and

cause their school failure.
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Question 03:teachers’ work during oral tasks

This question seeks to discover with whomhees work during speaking activities.

% Participants Response
20.31 13 -with good pupils alone
79.680 51 -gives chance to whole class

to participate

Table 03: Teachers Work During Oral Activities

PARTICIPANTS

B WITH GOOD PUPILS ALONE

m GIVES CHANCE TO WHOLE
CLASS TO PARTICIPATE

Figure 0Beachers Work During Oral Activities

The majority of pupil¢51) pretend that their teachers work with the whoblssland
give all learners an opportunity to participate. &hdas thirteen pupilR0.31%) claim that
the classroom is dominated by good pupils. Suctofanay demotivate learners and make
them unready to study. They may feel that theichiees are unfair because they prefer and
appreciate some learners than others .such, if amecall it, subconscious choice to

allocate speaking turns to brighter pupils at tkge@se of weaker ones is a good reason in
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pupils’ reticence. Teachers may do so to save siondat more can be covered in a lesson,
since brighter pupils are more likely to provide tight answer and therfore less time will
be wasted in waiting for the answer, in guiding phuil towards the right answer, or in
explaining why their answer is wrong.
Question 04: playing roles in conversation
This question, too, is about teachers. Itasighed to know whether teachers ask their

pupils to play roles in conversations. The resaffiesshown in table 04 below.

% Participants

Response
65.62% 42 Yes
34.37% 22 No

Table 04: Role PlaysConversations

70
60
50
40
:
20
10

¥ES MO

Figure 4: Rodays in Conversations
Forty two pupils(65.62%) agree on the fact that their teachers ask thepetform
dialogues. Role playing is a good technique of breg learners’' communicative
abilities. Role play is fun and motivating and ibadens the world of classroom to include
the outside world, thus offering a much wider ranfiganguage opportunities. However,
this is not the case of the remaining pupils. Twdnto (34.37%) learners say that they
have not been exposed to role plays. Those pupig be the neglected class in the
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classroom. When learners are not given a chanpeatiice and participate such task, they
may become discouraged and unable to improve sheaking capacities.
Question 05:classroom organization
This question has to do with the way teachmrsinge their classroom, so as to

encourage their pupils’ participation in speakict\aties.

% Participants | Classroom organization
16.92% | 11 -Working in pairs
06.15% | 04 -Working in groups
76.92% | 50 -working individually

Table 05: Classroom Organization During Oral Tasks

Table five demonstrates that fifty pup{86. 92%) maintain that they practice oral
activities individually. This may be one reason,ocagst many others, that increases the
hesitation and embarrassment a shy learner maynfeelhole class. Learners, thus, may
feel unsecure and lack a sense of motivation. Bssid may minimize each learner’s
opportunity to speak. The absence of co-operativeosphere lessen the interaction
between learners. Such teacher- learner relatipnsthich dominates in the classroom,
limits the interactional skills learners need tagtice. Teacher, in this case, plays the role
of dominator and leaves little space for learnersdammunicate with each other.

Eleven pupil§16. 92%) say that they work in pairs, othdf# pupils) claim that their

work is organized in groups.
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Question 06:teachers’ correction of mistakes
This question sheds light on an important dadn teaching speaking :teachers
feedback. From the question ,we want to know hoesdbe teacher react to his pupils’

mistakes. See the results below.

% participants | Teachers feedback

18.46% 12 -He interrupts the learner and corrects
him.

52.30% 34 -He lets him finish and then corrects

29.23% 19 -He asks his peers to correct

Table 06: Teachers’ Feedback
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TEACHERS SEFFCORRECTIONPEERS CORRECTION
INTERRJPTION

Figure OBeachers’ Feedback

Thirty four pupil952.30%) show that teacher feedback is provided aftereéhenker has
finished the answer. Postponing the treatment @irens a good technique of providing
feedback. Nineteen pupils tell us that feedbagkasided from learner to another.
This technique of providing feedback may increagalp’ speaking opportunities, develop
a conscious focus on language form and providepgortunity for real communication.
Furthermore, it is an acknowledgement that differedividuals know more about specific
areas than others. However, learner-learner fe&dipay bring risk, too. Some pupils may

resent being corrected by their peers, especidtignathe correction is of a pronunciation
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mistake. They do not accept that their peers haieaed a good level of English that
permit them to correct others’ errors. Also, we am sure that such learner-learner
feedback will help the pupil to notice the gap begw what he has said and what he should
have said.

Twelve pupils(18.46%) are interrupted , when answering and making mestgkand
corrected by their teachers. Immediate treatmemrm@irs is a disruptive one. Interrupting
learners in full flight to give them correction se®to run counter to the need to let them
enhance their communicative abilities. A pupil wdosesponse or contribution is
constantly interrupted by the teacher may find etyvfrustrating. Teacher immediate
feedback may also have the counterproductive efd&adnhibiting gradual fluency by
forcing pupils’ attention on to accuracy.

Question 07 pupils’ reaction when corrected
This question is a continuation of the prengdine. It is a close-ended question where

learners are asked to respond either by 'yesbbr 'n

% Participants | response
62.5% 40 Yes
37.5% 24 No

Table 07:Pupils’ Reaction Towards Teachers’ Interruption

The majority of pupilg40) do not face the problem of demotivation when they
interrupted by the teacher to correct their mistaKaventy-four pupils, however, point out
that teachers’ interruption hamper them to finistsveering. They may keep silent and

avoid participating anymore.
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Question 08: teachers’ behaviour with uncompletedrsswers

The development of this question is an attetapdliscover the way teachers behave

when the pupils missed the appropriate word to detapheir answer.

% participant | Response

s
57.81% | 37 -He helps me and gives me the word | missed
20.31% | 13 -He asks me to say it Arabic and then|he

translates it.

21.87% | 14 -He interrupts me and asks another pupi| to

answer

Table 08: Teachers’ Reaction Towards Uncompleted Answers
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Figure 08Teachers’ Reaction Towards Uncompleted Answers
In this table, thirty-seve(b7.81%) pupils show that they get a direct help from their
teacher whenever they miss a word. Instead of demgeachers may help the pupils to
develop facilitation and compensation strategied @y on them when they encounter
such breakdowns. Thirteen pupils, out of sixty-fosay that the way they are given the
word is by translating it from Arabic to Englisimtérferring the mother tongue in language
course may encourage learners to focus their aitemin it. They may come back to

Arabic every time.
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They may translate everything word for word to ¢hediether they have understood the
task before attempting to speak. Teachers needrimire the use of the mother tongue,
SO as to encourage learners to use the targetdgegéourteen pupils claim that they are
not given a chance to think about the missed wohidy are directly interrupted by the

teacher who prefers to ask someone else to angWes.act is not advised in classes
because it may turn the pupils angry and unreagatticipate again. This is also another
reason that discourage the pupils and demotivata.th

Question 09: Amount of pupils’ talk in the classrom

This question is devoted to investigate therders’ amount of English talk in the

classroom.

No answer rarely Sometimes Very often response
15 09 36 04 participants
23.43% 14.06% 56.25% 6.25% JA

Table 09: Pupils’ Amount of Participation in Class

€0
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Veryoften Sometimes rarely

o answer

Figure 0Pupils’ Amount of Participation in Class
Out of sixty-four respondents, merely haltloé pupils(56.25%) report that they have
an average participatior23.43% do not provide any possible answer. 14.@fgue to
have a rare participation in the classroom. In,f#icere are a number of factors that

contribute to pupils’ reluctance to participateiaaly. Low English proficiency is an

122



Uni versiteé g’;’, Setif2

important factor, in that pupils may know the answkthe task but re unable to express it
in English. The psychological aspects of classrdeartning may also hamper learners
from speaking. Many pupils may avoid answeringp@aking in English for fear that they
may make silly mistakes and lose face in fronthairt classmates and teacher. Besides,
pupils may not have self-confidence in their larggugroficiency. The intolerance of
silence is another factor that makes learners rthstband do not know what to do. Such
phenomenon is widespread in our classes wherendelie teacher waits for a short time
after his question, and then continues his questigithout giving pupils very much time
to come up with an answer. Moreover, pupils silen@y be due to incomprehensible
input. However, since the pupils do not indicatie tb the teacher, no repair can be done.
In addition, the subject matter of the activity magt interest and motivate pupils to
participate.
Question 10: Teachers' encouragement

In this question, we want to know whether ticher encourages those pupils who do

not speak English.

A Participants Response
71.87. 46 Yes
28.1Z. 18 No

Tablel0: Teachers' Encouragement

The majority of pupils point out that they gbe needed encouragement from their
teachers. 28.172claim that they do not receive such encouragement.
Question 11: Pupils' level of proficiency

The last question is intended to show whether pufakl any improvement when

practicing oral activities.
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A Participants Response
90.6Z. 58 Yes
09.73 06 No

Table 11: Pupils' Level

The results obtained show that the majoritypopils (90.62) agree on the fact that
they feel some improvement; while 09.7&8aim that they do not feel any advance at their
level.

V. 4. Description of Teachers' Questionnaire
Teacher questionnaire (Appendix 8) includegnty-six items. It is made of four
sections. They focus on the following areas:
-teachers' understanding of CLT,
-teachers' understanding of a task,
-teachers' views of oral activities in Spotlightd&ol ow,
-teachers' views on implementing authentic spealdsks.
5VResults Analysis
Section 1: Teachers' understanding of CLT
Question one: teachers' focus on grammar
In this question, we want to know whether hems focus their attention on grammar

instead of communication. The results are showovhel

100 Participants Response
21.47. 06 Yes
78.57. 22 No

Table 01: Teacher's Emphasize on Grammar
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Figure 01: Teacher's Bphasize on Grammar

The results show that the majority of teacltersnot give great attention to grammar.
06 teachers (21.42 claim that their attention is primarily focused grammar and not
communication. Teaching speaking, in fact, is mdy @ matter of developing the ability to
produce correct sentences. It is insufficient tossuibe to this view because learners need
also to acquire how these sentences are used tmaoicate effectively.

Question02:Teacher's way of dealing with graratical mistakes

Here, the aim is to discover if teachers pégnéion to grammatical mistakes or neglect

them and leave pupils to speak.

A Participants Response
96.47Z. 27 -pay little attention to grammatical mistakes
3.57. 01 -pay great attention to grammatical mistakes

Table02: Teacher's Perception of Grammatical Mistk

96.42 demonstrate that they do not give much attentmrgrammatical mistakes;
rather they aim at developing learners' communieatiompetence by allowing them to
speak freely. Only one teacher points out thatdesadot ignore grammatical mistakes. If
this teacher is constantly intervening and intetingphis pupils to correct their mistakes,

he may inhibit their fluency development and urgem to direct their attention on to
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accuracy. This teacher, who feels uncomfortableulaiting errors go, may frustrate his
pupils from participating and get them demotivated.
Question03: teacher's use of materials

This question is developed to know the typendfterials teachers use during oral

activities.
A Participants Materials
43.75. 14 Pedagogic materials
56.25. 18 Authentic materials

Table03: Teacher's Use of Materials
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Figure 03: TeaateUse of Materials
The table above shows that some teachers answeibwath choices (we have thirty-two
participations). 18 respondents (56.25ay that they rely on authentic materials during
speaking tasks, while 14 agree that they use pgiaguaterials. The sole reliance on the

latter type is not enough, if the aim is to devdkgrners’ communicative abilities.

Question04: Reasons of Using Pedagogic Matksri

This question is administrated to those teackéo point out that they make use of
pedagogic materials. One reason behind such cliegen the fact that the majority of
available materials are pedagogic ones. It is aaasy to get hold of authentic materials

because they are teaching outside an English-gppalantext. Another reason is the
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easiness of such materials for pupils. The aimrzkebsing such materials is to help pupils
know the concrete meaning of the building blocktaofjuage. Others think that pedagogic
tools, in Spotlight Book Two, are adapted to thpilsulevel and needs.

Question05:Reasons for Using Authentic Matdsa

The question is directed to teachers who sh@uthentic materials. One reason is that
those tools are more original and reflect the caltof the original country far from any
subjective changes. Teachers argue that they pieefeuat pupils in real situations which
they may encounter outside the classroom. Alsoh $aols help learners to speak and
express themselves fluently. The use of authensitenals , for some teachers, depend on
the size of the classroom. It means that they nuakeof those tools with small classes.
Section 2: Teachers' understanding of a task

Question06: Spotlight book two oral activities

This question is designed to know if speakamsks, which are found in Spotlight book

tow, are communicatively directing.

A Participants Response
60.71. 17 Yes
39.2¢ 11 No

Table04: Oral Activities on Spotlight Book Two

Oves

Ao

Figure O©Dral Activities on Spotlight Book Two
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Seventeen teachers (60.YJIpoint out that those activities are communicdyive
directing. Eleven teachers (39228 claim that those speaking tasks are not based on
communication purposes.

Question07:teachers'use of tapes

This question aimed at discovering whether teachreke their learners listen to any

recorded conversations or songs on a tape.

A Participants Response
64.28. 18 Yes
35.7Y. 10 No

TableO: Using Tapes in the Classroom
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Figure 05: Using pas in the Classroom

The majority of teachers agree that they make fisetape in the classroom. 35471
show that they do not rely on such material indl@ssroom. When using recorded texts,
teachers should be aware not to neglect the pbamit learners need to have a basic
understanding of the text before they embark oseckiudy of its language features.

Question08: Reasons of Using the Tape

The question is administrated to teachers who pdeteat they use tapes in their
classes. One of the reasons is to expose pupisgmal materials. Such visual aids may
motivate pupils and develop their communicativefiprencies. Besides, they can be used

as a warming up for the coming lecture. Using tagses improve learners' pronunciation.
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Others claim that it is a good opportunity for ggpo listen to native speakers and develop
their listening abilities.

Question09: Reasons for not Using the Tape

The question is directed to those teachers whdhsdyjthey do not rely on tapes. They
argue that such visual aids are not available hoals. Over-crowded classes do not
permit teachers to cope with tapes. Also, timelalt to complete the whole program is
short, hence inhibiting teachers to use tapes.

Question10: helpfulness of oral tasks

The reason behind developing this question is &radier the usefulness of oral

activities.
A Participants Response
100~ 28 Yes
0. 0 No

Table06: Usefulness of Spotlight Book Two Oral Task

All respondents share the same idea. They all atpatespeaking tasks, which are
designed in Spotlight Book Two, are helpful for psipf second year elementary level.

Questionll: Learners' needs within oral adgties

In this question, we want to know whether oral $ask Spotlight book two, match the

pupils' needs and interests.
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A Participants Response
85.71. 24 Yes
14.28. 04 No

Table07: Speaking Tasks and Learners' Needs

40 OFarticipants

Figur@7: Speaking Tasks and Learners' Needs

The results show that 24 teachers (85.¢laim that the designed activities correspond
to pupils' needs and interests. 04 respondent@&1¥share the idea that those tasks have
nothing to do with learners' needs.

Question12: oral activities and their reserahte to real life

The question is intended to discover whether asltd resemble real life.

A Participants Responses
64.28. 18 Yes
35.7Y. 10 No

Table08: Oral Tasks' Resemblance to Real Life

More than half respondents (64.28iew that those tasks have some common features
with the outside world. Ten teachers agree thatalspeaking tasks do not match real-life.
Authenticity is one of the characteristic featuots speaking task. Learners need to have

some exposure to the real world, and this can balpchieved through materials used to
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teach them such skill. Needless to say, cours@yuers and even teachers can adapt real-
world tasks and modify them in a way that best keaitners’ level and needs.

Question13: input sources

The question has to do with the input of spepkasks. We want to know what are the
sources that can be relied on to design activiege of these sources is the internet sites
from which a number of interesting topics and theroan be derived and used in class.
Other resources include: magazines, newspapergsbowdia, pupils’ experience in and
outside the classroom, other visual aids like vifikeas, dictionaries, leaflet, and so on
Section 3: Teacher's view of oral activities in &pght book two

Question14: the principles of oral tasks

In this question, we have attempted to knowatware the principles that govern

speaking activities of the book.

/.| No A Yes Principles
39.28 11 60.7Y. 17 -centered on the learner
28.57. 08 71.47. 20 -communicatively directing
35.7Y. 10 64.28. 18 -rich input
48.27. 14 51.7Z. 15 -meaningful and
comprehensible

Table 09: Oral Activities Principles
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centered on the learner communicatively -rich input meaningful and
directing comprehensible

Figure 09: Oral Activities Principles
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The results of the above figure demonstrat treat proportion of respondents
(60.71) agree that those tasks are centered on the te@®28. show that they are not
so. As far as the second principle is concerned,reédpondents view that they are
communicatively directing; while 28.37 claim that such tasks do not have any
communicative purpose. 64.2&ay that those activities include rich input. éadhers
(48.27%) argue that speaking tasks are neither meaningfutomprehensible.

Questionl15: oral activities base

The question is intended to discover the loAsieose tasks.

A Participants Response

0. 0 -written language
0. 0 -spoken language
100~ 28 -both

Tablel0: the Base of Oral Activities

All teachers agree that Spotlight Book Two $reg activities are based on written and
spoken language. In fact, writing has a useful toleplay as an initial stage in the
acquirement of newly encountered language for spgakt can act as a way of easing
transition from learning to using. One may thinkttspeaking tasks should only be based
on spoken language. This is not true because #ikatic written texts that pupils study
will be lived in the real environment.

Questionl6:teacher's reliance on other sources

The aim of the question is to know whethecheas make use of other sources besides

the school book.
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A Participants Response
85.71. 24 Yes
14.28. 04 No

Tablell: Teacher's Use of Other Sources

40 OFarticipants

Figure 11: Teacher'ssd of Other Sources

The majority of teachers claim that they dé make use of other sources. They rely
solely on the book provided by the educational adistriation. Whereas, 14.2%o0int out
that they use those resources in their classes.

Questionl17: reasons of not using other sowsce

The question is administrated to a particgiamup of respondents: those who do not
rely on other sources. One major reason that atestrteachers to rely on other sources is
the fact of time pressure. Teachers are requirdihigh the program in due time and they
taught three hours per week. This short period) thie longest program, is an obstacle that
inhibits those educators to use other sources.r®tretend that they do not have extra
sources. Some teachers claim that, whenever timelythe activities incomprehensible,
they change them themselves, taking into considerathat such adaptation and

modification will not deviate the task from its dgsed objective.
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Questionl18: teacher's amount of talk

In this question, we want to discover who duee classroom talk, is it the teacher or

his learners.
A Participants Response
32.14. 09 -more than pupils
67.85. 19 -less than pupils

Tableel2: Teacher's Amount of Talk.
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Figure 12: Teamts Amount of Talk.

From the above figure, we understand that%.7show that they talk less than their
pupils do. The remaining teachers (32.Jlagree that they speak more than their pupils.
Teachers who dominate speech during each sessidriie communicative functions that
pupils need to use and the interactional skilly theed to practice. Teachers, who play the
role of directors rather than co-communicators,sthate learners who are eager to
participate from speaking. In this way, they mirdmitheir opportunities of developing
their communicative proficiencies.

Question19: reasons of speaking more than g&ip

The question is designed to diagnose the nsafimat let teachers speak than their
pupils. One reason is the fact that pupils facBcdities to speak English because of their
poor proficiencies. Also, they claim that the shylla is bad and themes are difficult. Pupils

are timid and avoid participating in classroom. dress think that they have to dominate
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the classroom to make learners understand easityothers, the aim behind dominating
the class is to stop pupils from chatting and ggttioisy.

Question20: Reasons of speaking less than pupils.

Teachers, who say that they speak less than thpitsp did not say so from scratch.
They argue that pupils must be given opportunii@sdominate the classroom and
communicate freely. In this way too, teachers Ipelpils to build self-confidence and rely
on themselves. They allow them to interact oraflyrauch as possible. Also, the aim is to
make the learning process learners-centered ardtigem more chances to correct each
other.

Section 04: Teachers’ views on implementing authieriasks
Question21: teacher's use fafrther speaking tasks
We want to discover, from this question, wieetkteachers make use of additional

activities besides the ones included in the book.

7. No YA Yes Tasks
03.57 01 96.47. 27 Role plays
28.57. 09 67.85. 19 Information

gathering tasks

46.47. 13 53.57. 15 Problem-solving
tasks

53.57. 15 46.47. 13 Debates/discussions

28.57. 09 67.85. 19 Interviews

75/ 21 25/. 07 Surveys

Table13: Additional Speaking Tasks
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Figude3: Additional Speaking Tasks
The results obtained demonstrates that almosteaiondents (except) use role plays
activities. As far as information gathering actjvis concerned, 67.85say that they rely
on such task; while 28.37o not make use of. Problem-solving activities aiepted by
15 teachers and neglected by 13. Debates and slisnuare rejected by 15 teachers,
whereas interviews are used by 19 teachers. Theyfasof activity is greatly neglected by

teachers (76) show that they do not rely on surveys in theaching.

Question22: reasons for selecting some tasistead of others

Those teachers who claim that they use thgitges suggested above argue that they
are the most frequent ones and relevant to pugiel. They help learners to use what they
have learnt from such tasks in real life situatioNlso, teachers think that such tasks turn
pupils active, they like English. The chosen atggi match pupils' needs and interests.
Besides, some teachers pretend that such actividigspupils to enrich their vocabulary
luggage.

Question23: reasons for omitting some suggdgstesks.

Time pressure and over-crowded classes wolkaasers for teachers' use of some of
the mentioned tasks. The difficulty of some tasksamother reason that makes teachers
avoid their use. From the point of view of teach&rs understand that they feel that such

tasks are too demanding and pupils, at this agmatacope with them. Another reason, as
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hamper teachers from using some of the mentiorséd ta

Question24: classroom organization

In this question, we have asked teachers to raalathivities' grouping according to

their degree of importance.

4 3 2 1 Order

A P A P A P A P Grouping

64.28. | 18 28.57. | 08 3.57. |01 3.57. |01 Individual work

3.57. |01 28.57. | 08 60.71 | 17 7.14. |02 Pair work

17.85. | 05 28.57. | 08 28.57. | 08 25/. 07 | Work in groups

17.85. | 05 10.7%7. | 03 7.14. |02 64.28. | 18 | Whole class with
teacher

Tablel4: Teacher's Grouping of Pupils During Oralakks
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Figure 14:Teacher's Grouping of Pupils During Oral Tasks
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The table above shows that the first groupihgupils (64.28 ) is the one f whole class

with teacher. It means that all pupils participatethe same time, with their teacher's
guidance and help. 08 respondents put work in grauphe third class; while 17 teachers

(60.71.) agree for the classification of pair work in teecond class. 18 respondents

(64.28.) see that working individually is in the last dda3eachers, who work with whole
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class, should be prepared to include learners gmutizipants in the activity and forget
their traditional role as directors and controllef¢éhen setting up group work, teachers
should plan and monitor how to arrange pupils iougs carefully. If not, such group
interactions may hinder learning and weaken saelations between pupils. For instance,
differences between learners in the group may legler-level learners to refuse work
with weaker partners. In groups, where one pupmidates the others, interaction can be
unproductive and unreflective. Also, other pupilaynthink that they have to speed up and
finish early, at the expense of thinking and |leagni

Question25: teacher's role

The question is intended to discover the thit teachers think they must perform

during oral tasks.

A Participants Teacher's role
3.44. 01 Dominator
96.55. 28 Guide

0% 0 No role

Tablel5: Teacher's Role

O Cominatar

B Guide

ONMNo role

Figuid: Teacher's Role
All teachers (28) share the same belief that teacher should be a guide to his

learners. One teacher sees that he should play rotgh. He may think that, to keep

138



Uni versité % Sétif2

control over the class, he should always be seamdedo not give enough chances for
pupils to speak and interact.
Question26: teacher's feedback

The question is designed to see how teacloersat their pupils’ mistakes.

A Participants Choices

02.27. 01 -directly after the error
40.90. 18 -deleted correction

13.63. 06 -ask the pupil who made

the mistake to correct it

43.18. 19 -ask his peers to correct

Tablel6: Teachers' Corrective Feedback

:
10

Beaarar camecton bamodo . torect
Figure 16: TeachefSorrective Feedback
The majority of choices (43.18 show that teachers ask the respondent's peers to
correct his mistake. 40.9(Qorefer deleted treatment of errors. They let thgildfinish his
answer and then correct him. 13.68ay that they involve the learners, who made the
mistake, to correct it; while just 02.2%laim that they provide direct feedback. They
interrupt the pupils and correct their mistakes.
CONCLUSION
In this second part, we have analyzed two tipresaires (one for teachers and the other

for pupils) to diagnose the usefulness and effiadcgpeaking tasks designed in Spotlight
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Book Two for second year elementary level. The Isuguestionnaire is made of eleven
items, whereas teachers’ questionnaire contains $eations with a total number of
twenty-six items. From our analysis of the answa®vided by pupils and teachers, we
draw the following results:

-The majority of teachers and even pupils agreghenpoint that speaking activities of
Spotlight Book Two are helpful.

-Some teachers still focus their attention on gramamd not communication.

-Both pedagogic and authentic materials are usdddmnhers.

-Speaking activities of Spotlight Book Two are lthee written and spoken language.
-Teachers rely solely on the school book and dowake use of extra sources.

-Pupils are not given enough opportunities to speakass.

-All teachers agree that their role is to guideilsuwphile practicing.

-Pupils practice speaking tasks individually.

-Some pupils feel uncomfortable when they are askguarticipate because they fear their
peers’ laughter and even their teachers’ negatratuation.

-Some teachers work with higher-level pupils angleet weaker ones.

-Some teachers do not use the right technique ni@ctotheir pupils’ errors. Sometimes,
they interrupt them and correct.

-Teachers have the great proportion of talk indlassroom, at the expense of their pupils.
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CHAPTER SIX: PEDAGOGICAL IMPLICATIONS

INTRODUCTION

Language teaching in Algerian middle schoaiginly second year classes, has
encountered a number of crucial problems and dfodes in pupils' language
proficiency, in speaking skills in particular.

Building on the results obtained in the fistddy chapter, we see it worth all the trial to
suggest some points that may remedy the lacks founild teaching speaking activities.

To encourage speaking proficiency to occuw,ftllowing recommendations should be
taken into consideration:

VI.1. Teachers should encourage their pupils tokalnd participate

Some second year pupils do not talk in Enghglingly or we can say that they prefer
silence and avoid participation. One way to tathkle problem is to find its root and start
from there. If the problem is cultural, that is,aar culture it is unusual for pupils to talk
out loudly in class, or if they really feel shy abdalking in front of other pupils, then one
way to break such cultural barriers is to creaté astablish our own classroom culture
where speaking aloud in classroom is the norm. @ag to do this is by, for instance,
decorating the walls with posters of English largguand culture. From the first day,
teachers should teach their pupils English and keefeaching it and encourage them to
ask questions in English. Another way to make pugideak is to allocate some marks for
class performance and let pupils know they are goa@mesessed continually on their
speaking practice in class throughout the schoat.ye

A completely different reason for pupils' sile may be that the class activities are
boring or are pitched at the wrong level. When kjmen activities are not highly

interesting, pupils may finish them quickly andrthest sit in silence or they talk noisily in
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their mother tongue. Teachers, in this particuéeses need to take a closer look at the type
of speaking tasks and see if they really captuplguneeds and interests and create a real
need for communication.
Another way to encourage pupils speak in Bhgis simply to ask them to speak in
English with you, as teacher.
VI.2.Teachers should provide their pupilwith opportunities for practicing

specific skills

Teachers can also help students adapt theecbps and informal talks so as to
correspond to the intended audience, the informatm be communicated, and the

circumstances of the occasion at which they widladp The teachers can illustrate

how well-known speakers have adapted their preBensain ways to suit these different

circumstances. Teachers can enable learners terpridgas to individual

peers, peer groups and entire classes of studdrgg.can learn to speak on a subject
of their own choosing or on teacher assigned togrteparing for debates and

participating in them help students to developrtepeaking abilities. Students

also benefit from interviewing others and from m#pktion in dramatic
presentations. Students may enjoy speaking abeutbrsonal experiences. When
given this opportunity, they can benefit from instion in the elements of good
story-telling. Students can also learn speaking aadial skills by suggesting
possible improvements to one another’s practicedpes. Positive experiences in
speaking can lead to greater skills and confidancepeaking in front of larger

groups.

VI. 3. Teach your pupils to adapeir speech to specific situations
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Pupils need to know how speakers differ frome canother and how particular
circumstances call for different forms of speechey can learn how speaking styles affect
listeners. Thus, the rate at which they speakyti@me and the precision of pronunciation
may differ substantially from one situation to dmt It is useful for students to know that
speech should differ in formality, such as wheregp®y to a judge, a teacher, a parent
or a playmate. They may also benefit from learrabgut the differences among various
dialects.

VI. 4. Teachers should encourage the@upils to decrease the use of their
mother tongue

Teachers should give their pupils all the tools/theed to be able to complete the task.
If the language is pitched too high they may revertheir L1, likewise if the task is too
easy they may get bored and revert to their L1chews of second year pupils have to be
aware of the fact that some students will oftenAisdbic as an emotional support. At first,
they translate everything word for word. In theeca$ these pupils, teachers have to be
patient as most likely their confidence grows imgsEnglish their, dependence on using
their L1 will begin to disappear.

Another way to discourage pupils speakindhigirtL1 is to walk around the classroom
monitoring their participation and giving supponidahelp to them. If certain pupils persist
in speaking in L1, then teachers can ask them ag after class and speak to them
individually and explain to them the importancespieaking English and ask them why
they do not feel comfortable speaking English.

VI.5.Teachers should organize their classes in differgvays during oral practice

Developing oral/speech skills does not mearctiag the structural elements of
speech ( phonology, vocabulary and grammar) albhere ought to be a basis of

content and situation to keep the learner motivaédatce speaking is a
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communication tool in society by which people stayouch, make contact and share
understanding, practice in speaking also oughetddne in groups with a concrete
task on hand.

Not only does working in groups help the leasto socialize in simulated micro-
groups of society, it also allows a larger numtestodents to participate.

Group work gives an opportunity to learnerspeak in small groups comprising of
their classmates and this is a non-threateningtsitu for them. It reduces the
hesitation and embarrassment a shy learner majnfaelihole class. It allows the
learners to open up and shed some of their inbistiIn addition, group work
provides a feeling of security and a sense of lgghgnas the learners sit huddled,
working out a problem, putting their heads togethex non-competitive atmosphere.

An atmosphere of healthy competition is baiiten the groups try to see which
group has performed best. Individuals have the odmahd security of their group.
Gains and losses, if any, are shared by all mendie¢he groups alike.

Besides, teachers can adopt speaking aeswtihere pupils are required to work in
pairs. For instance, Describe and Arrange actiaplves pair work where one pupil has a
number of elements ( examples, pictures) arrangea gertain way. The other pupil has
the same elements, but not arranged. What he hdsitoto arrange them by talking to his
partner without looking at the partner's pictures.

VI.6.Teachers should develop tasks that reallfleet the pupils' needs and interest

Secondary year elementary level teachersnarted to follow the techniques below to
teach oral skills.

The Conversation Class or the Question and Angr sessions

One of the common methods of teaching ordllsski the 'Question and Answer

session in which the teacher sits with a grougafriers and asks them questions
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about their home, family, study, play, etc. Theheas answer the question with no
other motivation but to respond to the teacher&riga. With young learners, it serves a
purpose, however limited it may be, as the learaeesstill learning to string words into
appropriate responses.

The Topic Based Discussion Class

Another kind of fluency-based activity is tiopic-based discussion. The teacher
plans discussions on different topics and encosradjethe learners to participate. Even
though the topics are interesting, the learners anayay not be inclined to participate, as
it is a discussion for the sake of discussion. ddit#on, the discussion may not carry
personal relevance for the learners and thus, ki@ no incentive to talk. It is thus
important that the learner must have some involvemh the topic so that he may share
understanding of the topic with others.

Task Centered Fluency Practice

With increasing importance being given to Caminative Language Teaching,
communicative tasks are being used to develop ¢yiefihese activities are done in small
groups by the learners, and may involve interactasking and answering questions,
exchanging notes, agreeing or disagreeing or ralg-p he tasks have a clear purpose and
a tangible output, which depends on effective axtBon between or amongst the learners.
Those learners have a concrete task to work withcégar guidelines given by the
teacher in a situation, which is akin to problervisg. It also provides a basis for
feedback.

VI.7.Teachers should know how &duce their pupils' anxiety

Teachers should know how to behave with aripupils. They have to establish a

good relationship with pupils, allowing them to diss with their peers before offering

answers. Teachers should avoid some unsuccessiteges like obliging the unready
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pupils to answer the question. When the teacheérshesr pupils to act out scenes from
plays, they need to be careful not to choose tlyesthearners, and to create the right
atmosphere in the class. They need to give thogigspenough time to prepare themselves
and rehearse their roles before performing themeMfupils are working, the teacher can
go through the class, drawing attention to appeterstress, intonation and speed.

-The teachers’ role should be developed in oraléadilitate classroom environment.
Patterns of classroom interaction should be prochppair work and group work).

- Information technology should be brought inte tblassroom in various forms of
activity, or project. This technology can be broughthe form of films, radios, videos,
which are available in many EFL settings, alonghwiewspapers and magazines. These
affordable sources enable the EFL students to asere¢heir opportunities in learning to
speak proficiently. A number of other technologe@sourage and support the development
and maintenance of high levels of language profmye The Internet brings authentic
language and cultural experiences to students aodides opportunities for them to
interact with native speakers, to access culturatigropriate and high-level reading and
listening texts.

- Interactive program should be recommended irstssie with the practice of speaking
English. Students should be encouraged to invélgenselves more in interaction with the
target language.

- For teacher training, it is important to develdfiddle school teachers to have
opportunities to improve their English speakingfigiency as well as the other language
skills. In doing this, workshop or conference indaage teaching should be provided.

- Teachers can establish learning environment topemsate the authentic atmosphere in
language learning using pair work and group workctviinelp in carrying out the learning

process to be successful.
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-Teachers should also choose the appropriate tingrdvide feedback for pupils. They
should not interrupt pupils when they are engageahswering, otherwise they may cause
their failure and avoidance of interacting.
-Teachers should play the roles of prompters, @guidearticipants and forget their
traditional role as dominators and authoritative.
-They may also teach pupils some compensatoryegies such as repetition, paraphrasing
and so on.
-Teachers are not obliged to stick to their boakBvities. Rather, they may develop their
own tasks and adopt them to pupils’ level, intezest needs.
-When teaching the structural system, teachersldtsart with forms that pupils need to
master for productive use (for instance, can+ingudd+ have +p.p) and then on those they
need for comprehension purposes (the distinctitnwdzen “shall” and “will”).
-When introducing and practicing structures, teextshould do so through topics that
pupils want to talk about.
-Teachers may make a check-list of important comoative functions and make sure that
pupils, during course, practice ways of exprestiegn.
-Teachers should keep in mind that their role asaomunicators place them on an equal
basis with the learners. This helps to break damsion and barriers between them.
-The pupils should not be constantly corrected.clieess should regard errors with greater
tolerance, as a completely normal phenomenon indéeslopment of communicative
skills.
-Teachers should allow their pupils to progreghair own rate whenever possible.
-Teachers should reduce social comparisons of asiment.
-Teachers should give pupils opportunities to imprtheir performance.

-Teachers should encourage their pupils’ particyoain the evaluation process.
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-Teachers can make tasks fun.
-Teachers can provide incentives and rewards efleé.
-Teachers should explain connections between préssming and later life.
-Teachers should reduce task risk without over Biynpg the task.
-When choosing the appropriate tasks, teachersigltonnect problems in school to the

real problems outside.
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GENERAL CONCLUSION

Our work has surveyed the speaking activitwsich are designed for the Algerian
second year middle school pupils, and their effectdearners' oral achievement. Before
we have discussed those tasks, we have gone dloeg ¢chapters, each of which has a
close relationship with the aim of our study.

In the first chapter, we have seen that CLEmy®d as a result of the failure of previous
methods to cope with the communicative ways of heeglearning the language.
Communicative competence, as a key component sfapproach, requires learners to
develop a number of abilities. Some of them areiasointeractional, and linguistic
aspects of classroom language. CLT stresses thethfac tasks should be used as an
important part in a lesson. Besides, students ghtmeisupplied with rich input. One way to
do so is to use authentic materials. Also, teachieosild rely more on the target language
and lessen their use of L1. Meaningful and comprsibde input is another feature of
CLT. It means that teachers have to introduce neamedge and keep in mind that it
must have a closer link with learners' backgroundvdedge, so as to avoid any form of
troubles while acquiring it. Furthermore, teachsh®uld encourage cooperative and
collaborative atmosphere among learners. All tHes¢ures do not reveal that learners
should forget about form. On the contrary, bothmf@nd meaning are in a complementary
relationship. We have also discovered that autbengterials are not devised specifically
for pedagogic purposes, but can be converted heoctassroom if the aim is to enrich
learners' communicative abilities. Such claim doetsreflect that those tools are free from

any disadvantages. In fact, they may form a soafadistraction for learners , as well as
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teachers as they include difficult and sometimesvamied items. For inexperienced
teachers, those materials may be time consuming.

In the second chapter, we have discussedsigslaged to communicative tasks, starting
with the definition of a task. We have agreed tiaak is an activity which has a non-
linguistic goal and a clear outcome to be reacfi@dk has a number of components. We
have seen that the adopted model is the one of INbeeaause all elements are seen to
affect each other in an interactive way. Goal hasfirst component, is the objective behind
developing a given task. Input is the second elértiext makes up a task. It is the verbal
and non-verbal materials of the task. The actiinfyut can be derived from a number of
sources, including letters, photographs. Seminagrammes, magazines, and so on.
Learners' role, in tasks, has greatly changed tranhof the past. Learners now are seen as
active participant who have to negotiate meaning arteract between each other.
Teachers , on the other hand, are assigned theotdilitators, organizers of sources,
guides, needs analysts, counselors, and group gwocwnagers. The setting is the
environment in which a task should be performed.

In the third chapter, we have narrowed thepscof our study and tackled speaking
tasks, as seen by researchers in the field of geyteaching and learning. We have first
seen how speaking was looked at along the histblgnguage teaching and learning and
concluded that it was hardly neglected at the Jsginning. Later on, and with the
coming of communicative approaches, educators esgharchers recognized its importance
and developed special tools to enrich the commtimeachievement of learners. Then,
we have examined the prerequisites that learnezd @ develop their communicative
competencies. Those requirements are: strategicpemce, discourse competence,
intercultural competence, and the pragmatic onterl@n, we have shed light on the main

characteristics of a successful speaking activily anderstood that oral tasks should be
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productive, safe, have a great resemblance toghleworld, and more than that match
learners' needs and interests. Then, we havesdisdusome of the taxonomies of oral
tasks, starting with the one of Rivers and Tempdrhese researchers propose three kinds
of activities: oral practice of grammar; structurateraction; and autonomous interaction.
The second taxonomy is the one of Littlewood. Hassified activities into pre-
communicative and communicative ones. The firsegaty relied more on structural
aspects of language, whereas the latter supportetbra communicative approach to
language. That is way, role plays, conversatioebates and discussion are advised as
appropriate tools. Harmer proposed different atdigi suitable for various levels of
learners. He spoke about information gap actidigcussion task, and role plays.

The fourth chapter tackled the research dekithiowed in our work. We have started
with the methodology chosen to develop our work. Nége stated that we opted for a
descriptive method. The population of our reseasckecond year elementary pupils and
teachers. We have also spoken about the questiesnged to diagnose the problem.

In the practical part of our work, we have eleped two questionnaires and
administered them to teachers and pupils of segmat Middle school. The pupils'
questionnaire includes eleven items, whereas tesiohige contains twenty-six questions.
From our analysis of both questionnaires, we hareed the following results:

- There are some cases where pupils say that theptdiind the designed activities

of their book interesting.

- Teachers still do not know how to lower pupils' i@ty and make them feel

comfortable.

- They still prioritize good pupils instead of others

151



'S
Uni versité é Sétif2

- Being neglected by their teacher, pupils sometifeekunready to participate and
get demotivated.

- Some pupils are not given the chance to play lialeslogues.

- Oral activities ask pupils to work individually.

- Some teachers still interrupt pupils, while ansngriand correct their mistakes.

- The above behavior stagnate some pupils who loge digsire to continue

answering.

- There are some teachers who still give great inapod to grammar and

grammatical mistakes instead of communication.

- Spotlight speaking tasks, for some teachers, arearomunicatively directing and

do not reflect pupils' needs and interests.
- Teachers still dominate talk in the classroom.
- Teachers make use of pedagogic and authentic ateri
- Teachers do not make use of other sources bes$idesgool book.

- All teachers see that speaking activities of SgbtliBook Two are useful for

pupils.

From the above results, we can say that teeist some problems while teaching
speaking through activities. The conclusion we deaw is that Spotlight Book Two
oral activities are helpful to some extent. Busttibes not entail that they are sufficient

and that teachers should not look for additional mre motivating activities.
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To solve some of the problems mentioned abeeehave added a sixth chapter
where we have suggested a number of pedagogicdicatipns that may help

teachers to overcome some of the obstacles wiaithiieg speaking.
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APPENDIX ONE: Teachers’ pre-questionnaire

Teacher’s pre-questionnaire
Please, answer the following questions carefully.
1. Do you see that the speaking activities of Spotligok two helpful?

3. Do not you think that your pupils need more autiuetaisks to develop their oral

proficiencies?

7. Have you ever modified the content of any spaglictivity?

Yes... No.........
8. Do the speaking activities, of Spotlight book twaye a real and authentic

context?

se... No........
9. Have you ever asked your pupils to select a toptheir interest and discuss it in

class?
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10.Are you satisfied with your pupils’ oral proficieye

Thank you for your help
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APPENDIX TWO: Pupils’ pre-questionnaire

Pupils’ prequestionnaire
Please, answer the following questions
A ALY e cal ¢ lliad o
1. Do you enjoy practicing oral tasks?

Yes.......... No........
0y 8l o bl Ja DA et Ja -1
........................... P SR &
2. Do not you feel that you need more practice to owpryour English speaking
abilities?
Yes.......... No......

5. Has your teacher ever asked you to correct yousperstakes during oral
practices?
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7. Have you ever asked your teacher to help you wioerdg not understand anything
in an oral activity?

Thank you for your help
alisclus Lo | 84
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Lo L

APPENDIX FIVE: Spotlight speaking activities
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APPENDIX SEVEN: Pupils’ questionnaire

People’s Democratitd Popular Republic of Algeria
Ministry of Higherdication and Scientific Research
efRat Abbes University- Sétif-

Faculty Letters and Social Sciences

Repnent of Foreign Languages

Post-Graduate Studies
Applied Linguistics Discipline

Teaching the speakingllskpeaking activities to develop
learnergiramunicative competence
A case studgcond year elementary level

Prepared by:
Douadi Fatima

2009/2010

169




Uni versité % Sétif2

Pils’ questionnaire

Dear pupils,
This questionnaire is designed for you to answers@re that your answers would help us

in our work. Please, answer it seriously.
bl (5 0
Winy 8 Lae Lt elilla) o 1Sl (S Ledalay 33 s sl ALY (e candl Gllaf (e @ juzan 5 laiasl] 028

Lo al elliad (aalall

170



'S
Uni versité é Sétif2

1-Dou you find oral activities, in your book, interesting and motivate you to

participate? (Please tick)

2-How do you feel when your teacher asks you to nesnd orally to an activity?
(Please, select the appropriate answer)
-I feel myself ready to participate with@ny anxiousness
-l avoid answering because | fear thatpegrs laughed at me
-I avoid answering because | fear thatteacher will negatively evaluate me, if |
make mistakes
Laalial) AaY) Ja) clliiad (ha €l 68 AaY) JiaY) dia qullay Ladie o) g 98 S 2
BB sl 52 D xSl el -
e ) Ay AT Y LY cuail -
Cad ) 13) clpabos 3l ey Of 18 63 A cainl -
3-Does your teacher, during an oral activity, work(Please, tick)
-with good pupils only

-he/she gives chance to whole clasatbqgpate

a9 G slal) VA (il Jary JA 3
Laid ¢ Ll 20020 pe -
A jliall 3030 apend Gy axy -

4-Does your teacher ask you to play roles in any owersation?
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fla Jipgéjb.ﬂ Jeilad Ml aSia culla Ja 4

5-Has your teacher ever asked you, during oral adtities, (Please, select)
-to work in pairs
-to work in groups
-to work individually
4680 el Ja (LY dia cith Ja 5
Alia 5 il el 8 o padll Ja -
e gana (8 0 palll s -
L Gl s —
6- How does your teacher react to your mistakes? [gase, select)
-He interrupts me and corrects the mistake
-He lets me finish my answer andtberrects
-He asks my peers to correct thaakes
¢elady Ladic il i paty (i 6
(b gaay s (ixbly -
4 i) Le eaay a3 ks JaST S 5 -
iha saaa o ) Jl -
7-Do you feel ready and motivated to continue yousinswer, even when your teacher

interrupts you to correct your mistakes?

LY DA 45 ) Uad zrauay dilin dabally Ladic 4laY) Al gal dlaia) o e jla cladi aa Ja 7

?a,; o)
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8-How does your teacher behave when you do not fintié right word to finish your
answer? (Please, select the appropriate answer)
-he helps me and gives me the word | missed
-he asks me to say it in Arabic and therrhiedlated it
-he interrupts me and asks another pupihswar
felidla) JaSil dplial) AalSl) 205 Y a5 Cuad Latie il G sty S |8
Al dary g Sae b -
Lo 5 el L 81 of il -

o Y cund AT el Jly 5 indals, -

9-How much do you speak English in the classroomPlease, tick)

Very often....... Sometimes......... Rarely......  No answer........
Tandl) 8 4y Jalady) al<ii oS 9
LAY s L N Sha¥) (e IS

10-If you do not speak enough in the classroom; dsgour teacher encourage you to

participate?

11-Do you feel that your English level is improvingvhen you participate in oral
activities?

YES.....oovvvennn. NO....oovvvaneen
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LMW EALTE AL TH T

Thank you for your help

Ligledl | 84
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APPENDIX EIGHT: Teachers’ questionnaire
Dear Teachers,

Our work is about the speaking skill and mumecisely speaking activities. Our choice
of speaking stems from the idea that the mastespeé#king is a priority for many
learners. One way to develop learners’ oral comuoativie skill is through the use of
speaking activities. Our aim is to analyze thatsatesigned for second year elementary
learners and whether you, as teachers, view theap@epriate. To fulfill this aim, we’'ve
opted for this questionnaire to detect such probMour answering of the questionnaire

would be of great help and be sure that it willised for scientific reasons only.
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Sectionl
1-In your teaching the speaking skill, do you givenore importance to grammar

instead of communication?

2-What do you focus on when your pupils are answerg an oral activity?
-1 pay little attention to grammatical mistakes agtdmy pupils speak
-1 give great importance to grammatical misgak
3-What do you exploit with your pupils during oral practices?
Pedagogic materials...... Authentaterials.........

4-1f your answer to 3 is the first choice, why dogu do so?

Section2

6-Are oral activities found in Spotlight book two @mmunicatively directing?
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Yes............. NO....co e ane e

13-What are the sources that can be used to derileemes/topics for communicative

tasks? (Please, name them)

177



Section 3
14-On which principle amongst the following are spaking activities, which are

provided by the book, based on?

-they are centered on the learner Yes No
-they are communicatively goal directed Yes No
-they include rich input Yes oON

-they are meaningful and comprehensible Yes No

15-Are the speaking activities, designed in the b&pbased on?
-Written language
-Spoken language
-Both
16-Do you rely solely on oral activities provided ¥ Spotlight book 2(you do not
exploit other sources)?
Yes............ NO........ee

17-1f your answer to 16 is Yes, why do not you udarther resources?

178



Uni versiteé g’;’, Setif2
18-Do you speak, during oral activities, (Pleasedk the appropriate answer)
-more than your pupils
-less than your pupils

19-If your answer to 18 is the first choice, why dgou do so?

Section 4
21-Do you exploit the following oral activities, nbincluded in Spotlight book 2, for

developing your pupils’ speaking skill? (Please anle the appropriate answer)

Role plays Yes No
Information gathering activities Yes No
Problem-solving activities Yes No
Debates/discussions Yes No
Interviews Yes No
Surveys Yes No

22-For those you have chosen to answer with yes, atlare the reasons?
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24-What is the appropriate way of activities’ groupng that help learners to develop
their language abilities? (Rank them according toheir degree of importance).
1=most valuable.

I:I Working individually

I:I Working in pairs

[ ]

|:| Whole class with teacher directing

Working in groups

25-What is the role that you must play in the clagsom when your pupils are
participating in oral tasks? (Please tick)

-The dominator

-The guide

-No role
26-Do you provide feedback during speaking activis?

-directly after the pupil’s error

180



Uni versité Z Sétif2

-let the pupil finishes and then correct
-get the pupil who produced the error to ocirre

-get his peers to do so

Thank you for your cooperation
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