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Abstract

The present study investigates the impact of introducing listening instruction in the oral
expression course on second-year students’ EFL speaking skills in the Department of English,
Batna 2 University, in the academic year 2019-2020. Drawn on Thornbury’s awareness-
raising model, this instruction includes a three-phase model: pre-listening, listening and
speaking, in addition to being based on short authentic video extracts and cautiously designed
activities. Furthermore, it intends to provide teachers with a model for teaching the oral
expression course, including the pedagogical material and suitable activities. It is
hypothesised that the implementation of the listening instruction will have a positive impact
on students’ EFL speaking skills. Two data-gathering tools were used: questionnaires and
classroom observation. Two questionnaires were administered: one for 250 second-year
students and one for 8 oral-expression teachers. For the experiment sample, paired random
sampling was adopted to include 20 participants from the whole population. The observation
embodies the survey of the students’ reactions and speaking achievements before and after the
implementation of the listening-based instruction. The paired-sample t-Test was used to
evaluate the statistical significance of the suggested hypothesis and was confirmed by the
computer statistic program SPSS. All things considered, the quantitative and qualitative
interpretation of data confirmed the positive influence of introducing the listening-based

instruction on students’ speaking skills in terms of effectiveness and autonomy.

Keywords: EFL listening instruction (teaching), EFL listening skills, EFL speaking

skills, EFL oral expression course.
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1. Background of the Study

There has long been a consensus that there is a gap between language teachers and
language researchers, generally known as ‘the theory/practice gap’. Scholars, for their part, do
not seem particularly concerned with producing theories that have applications in real class
contexts or with whether theories claiming universality apply in various contexts. Teachers on
this concept do not seem interested in new methodologies and research results (Cooke &
Simpson, 2008). Consequently, instead of just being exposed to research findings, teachers
are encouraged to engage with their classroom-research theory and processes independently
and in their own contexts. They are well placed to take responsibility for their instruction and
their students, as stated in the quote above. This type of research is known as action research.
Consequently, several studies have been conducted in language teaching under the heading of
this type of research; English as a foreign language appears to have received the most

attention.

Recently, Algeria has demonstrated a keen interest in EFL instruction and
investigation, first by promoting research, especially at the higher education level, and then by
enhancing the role of English in education. Many measures have been taken by the
government and the Ministry of Education to introduce EFL alongside French in primary
schools, and accentuate its instruction and learning in secondary and high schools. This is a
relatively late decision compared to all the other government resolutions, especially vis-a-vis
the universality of the English language paradigm. Enrolled as a horizontal module, the
English language appears everywhere at the university level, regardless of the speciality
targeted, and at all levels, including bachelor’s, master’s, and doctoral degrees. The goal is to
teach EFL under the shutter of English for Special Purposes (ESP) to provide students with
enough knowledge to understand the language and read and write articles in English. In

layman’s terms, the aim is to serve scientific research purposes. The English language

1
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proficiency is at the centre of the teaching-learning process in English departments, which
includes both the receptive (listening and reading) and productive (speaking and writing)
aspects of FL learning. Obviously, The EFL instruction is more rigorous and amplified in

these settings.

But for a long time, speaking was only occasionally discussed in these sittings, and
listening was hardly ever taken into account; reading and writing were given the most
attention. However, a reconsideration of EFL teaching by the Algerian government and all the
decisions it brought about, as well as a growing focus on action research in efficient EFL
communication, appear to have given serious attention to EFL listening and speaking in

English departments in recent decades.

Accordingly, the ongoing focus these two issues have received since the 1980s is what
led to Algeria’s evolution toward a greater emphasis on listening and speaking. Theories have
gone in and out of fashion to highlight the importance of teaching listening and speaking
skills. This has given birth to a revolutionary shift in the consideration and methodology of
teaching listening and speaking. In terms of the latter, grammar-based syllabuses appeared to
have no place in the new methodologies, in contrast to communicative syllabuses, which have
as their primary goal the development of fluency. Consequently, to improve their speaking
skill, it becomes imperative for students to develop communication strategies and engage in
the negotiation of meaning through information-gap and other tasks that require attempting

real communication despite limited proficiency in English (Richards, 2008).

Moreover, due to the growing evidence of communicative competence, the
interrelationship between speaking and listening has also been highlighted (Harder, 1980;
Bahns, 1995; Rost, 2002; Harmer, 2007; Thornbury, 2013; Richards, 2008; Lynch, 2009;

Vandergrift & Goh, 2012; Wilson, 2012; Gilakjani & Sabouri, 2016; Mart, 2020; Tsang,
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2022). This means that even listening became central to the new tendencies. It was
acknowledged as a crucial element of second language proficiency (Richard, 2009) and as a
necessary element of language instruction that can help students get ready for social

interaction in the real world (Bahns, 1995; Lynch, 2012).

Vandergrift and Goh (2012) advanced listening as a crucial skill that allows language
learners to receive and interact with language input, and facilitates the emergence of other
language skills. Similarly, Art Tsang (2022, para. Introduction) advanced that receiving
input—whether spoken (listening) or written (reading)—can be viewed as the first crucial step
in learning a language because, without it, no language development and output (speaking and
writing) can occur. In the same vein, Harmer (2007) emphasised the importance of EFL
listening frequency over the development of students’ perception and production of the target
language. Listening to spoken texts, he believed, was beneficial to pronunciation since it
provides the listeners with good pronunciation models that allow them to absorb better pitch,

intonation, stress, and word sounds, whether considered in isolation or connected speech.

Nevertheless, methodological debate has long surrounded the best way to teach
speaking and listening skills, despite the significant shift toward recognizing listening and
speaking as essential elements of EFL communicative competence. There does, however,
seem to be consensus regarding the significance of helping students advance beyond the level
of linguistic competence (mastery of the linguistic system) to achieve communicative
competence, which is the ability to use English appropriately for a variety of different
communicative purposes, primarily social, educational, and professional ones. (Richard,

2009).

Additionally, there is agreement that teaching students to become more conscious of

the spoken English language’s characteristics will help them develop their ability to deduce
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how the language functions (Willis and Willis, 1996, as cited in Bouzar, 2017). This is
supposed to be possible by the use of “awareness-raising activities” (Thornbury, 2013, pp. 41-
62). According to the same source, awareness is a concept derived from the cognitive theory
of learning, which initially views learners as “empty vessels” waiting to be filled, thus
attributing them to an analogous information-processing capacity to that of computers.
Thornbury emphasised a three-step model for language processing and language teaching,
including awareness-raising, appropriateness and autonomy. In other words, to reach EFL
fluency, students must consciously consider the rules of the English language system to
understand how they really function. Thus, they become able to shift from other-regulation to
self-regulation (autonomy) instead of mere repetitions of the PPP model (presentation,

practice and production) (Thornbury, 2013, p. 38).

All things considered, we conducted the present action research because, like many of
our fellow educators, we were drawn to the new trends, and were enticed by the desire to
satiate our natural curiosity. This work aims to closely examine how listening and speaking
interact in the context of oral expression, drawing primarily on the metacognitive model
developed by Vandergrift and Goh (2012) and the listening awareness-raising model
developed by Thornbury (2013). Differently put, we aim to probe if teaching the listening
skill influences students’ EFL speaking skills. Another aim is to provide a model for teaching
speaking based on developing listening, which adapts to the students’ wish to reach the
desired communicative competence by furnishing the oral expression course with more

structured instruction.

2. Statement of the Problem and Theoretical Framework

Due to our dual experience, first as a former student in the English department of the

University of Batna and then as an English teacher long enough to allow us to conclude, we
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attest that the primary goal of any student’s desire to learn English is to become proficient in
speaking it. Students are generally fascinated by this universal and iconic language that has
long invaded the modern world and entered nearly all societies’ daily lives, regardless of their
geographical, doctrinal or linguistic boundaries. Moreover, being brought up with English
present almost everywhere in the home -mainly on TV or on the net- and outside, at least at
school, today’s students grow up believing that learning English is a must, even when they

choose another academic discipline.

The degree to which a student is imbued with motivation and readiness to learn
English determines this belief’s intensity. Due to this, a student who plans to travel abroad for
professional reasons will undoubtedly be more motivated to learn English than a student who
is only interested in the language for affectation or fun. In comparison to a student who is
relatively weak, the one who is proficient in English and has made progress to a respectable
level in earlier stages is more likely to achieve communicative competence. However,
communicating in English becomes a priority and a necessity regardless of the reasons and

the predispositions.

Effective English interaction, however, is still difficult given the complexity of the
English language and how communicative competence, including speaking and listening, is
handled in various educational settings. The students generally complain of the lack of
vocabulary, pronunciation and the incapacity to maintain a discussion or produce long
coherent sentences. And even if they manage to do well in the other modules, particularly
those requiring a written response, the oral performance remains a problem that, while

improving, stays long, tedious and unsatisfactory.

Moreover, although speaking English is necessary for asking and answering questions

and interacting with teachers and peers in the classroom, it does not appear to improve as it
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should, particularly when compared to written language. Probably this is a result of English
speaking being everywhere but only taught explicitly in the department of English. It refers to
the fact that speaking is not done methodically and is thought to be a skill that students can
develop on their own with enough practice over time. This is partly true since improving
communicative competence is tightly related to repetition and practice. However, this
competence is also thoroughly connected to salubrious listening. By this, we refer to fruitful
listening that can advance students’ sophisticated cognitive functions and enable them to start
deciphering the language and describing its deeper features. In general, the bipolar importance

of listening and speaking has been widely approved by scholars in the late literature.

However, practicing listening and speaking requires a conducive environment. They
are practiced to some extent in all English department courses, but not explicitly taught in a
pedagogical setting where the goal is solely their teaching or development as specific skills.
The oral expression course is most likely the closest module that appears to respond to those

criteria, albeit only slightly.

Both teachers and students enjoy this course because it is regarded as a recreation in
which everyone unwinds from the somewhat strenuous schedule of the other courses.
Discussion of a particular topic, usually chosen and started by the teacher, is generally the
main activity in these classes. This may not be necessarily inadvisable for skilled students, but
it is pretty injudicious for weak ones. On the one hand, gifted students can already interact in
oral expression classes and discuss various topics in English more or less freely. This course
can be favourable to show off their abilities, practice their English language and interchange

ideas.

On the other hand, weak students may find such a setting to be a place where their

complexes can thrive, especially if undertaken in such a way. Because of their numerous
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knowledge gaps and shyness, many students prefer to stay in their shadow zones to avoid
embarrassing situations and face-lost in front of others. They generally complain about their
inability to participate in various discussions because they lack the necessary skills and

knowledge and the overabundance of contributions of their skilled peers in the classroom.

Besides, the oral expression classrooms also lack the necessary pedagogical materials,
which can help the students recover their English-speaking shortcomings. In other words,
realising the importance of addressing the issue of listening and speaking, and intending to
implement it in one’s teaching would not be operational without the appropriate equipment.
This dilemma seems to be the point of convergence for all other Algerian English
departments. In a similar vein, Abdeldjalil Bouzenoun (2008) described the squalor that
characterises our language laboratories. This relates mainly to the frequent technical problems
when the server (the teacher’s computer) is not connected to the lab network or in case of the
absence of a fixed projector which can compensate for the computers’ technical issues. This if

a language laboratory already exists!

To reiterate, relying solely on discussions is detrimental to students for two main
reasons. First, this assumes that all students can speak English intelligibly and master the
features of spoken discourse and communicative competence, which implies that the speaking
skill is taken for granted. Second, relying on one type of activities all the time leads to
boredom and lack of participation. As a result, most students may be drawn to this course
simply because it is safe, as long as they are left alone in their shaded areas to rest, at best,
listen to the skilled others, and avoid interfering with what happens in the course. This may, at
best, provide for a kind of passive learning since they may acquire knowledge about the topic
under discussion and unconsciously decode some features of Spoken English. Yet, this
remains insufficient and can only be helpful in the development of the listening skill and over

a long period.
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Nevertheless, we cannot really talk about improvement in listening without referring
to exposure to everyday natives’ spoken English, which we don't usually find in our contexts
that rely solely on the teachers’ English. On the level of production, things are more evident.

In the absence of practice, no improvement can be discussed.

And due to the majority of students’ reluctance to participate in the discussion,
teachers in oral expression sittings find themselves obliged to intensify their talk and rely
more on skilled students to animate the session. This results in a dull session that is heavily
dependent on the teacher and leaves little room for a handful of more or less skilled students

to animate the course.

Even in the absence of the circumstances mentioned above, the oral expression module
can be the best environment for students to develop their English-speaking abilities. Those
conditions cover its main four constituents: the teacher, the activities, the materials, and the
learners (Arabi, 2017). First, teachers must be willing to cede their place to students to
express themselves and communicate in English so that they become only guides of the
teaching-learning process rather than direct and heavy participants. Second, the activities must
be varied. On the one hand, this is meant to provide more opportunities for students to
decipher the various codes of the English language through some listening activities; on the
other, it offers an interactive practice of the acquired knowledge to assess progress and make

necessary corrections through well-designed speaking activities.

Third, concerning the third constituent of the oral expression course, it would be
illogical to speak about assisting students in developing their English-speaking skills without
exposing them to native speakers’ everyday English, whether directly (inviting an English

person into the classroom) or through English-speaking pedagogical materials. And given the
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inability to provide an English native speaker at every session, authentic materials appear to

be the best alternative and most readily available solution.

Furthermore, in terms of the final constituent, the student, the shift to student-centred
methodology has assigned a new definition of the significance of students’ contribution to
their learning. This implies that the passive role of students is no longer fashionable and that
active actors are now the focus of the new methodology. The students are then believed to be
both actors and receptors in the classroom. Actors since they are supposed to interact with
others (teacher and peers), participate in the different activities and react to all that happens in
the classroom; and receptors, since they are meant to receive knowledge from various sources,
mainly the teacher and the pedagogical materials. However, the lack of proficiency leads them
to rely heavily on their teachers and skilled peers to correct their mistakes and escape
awkward situations. Moreover, just as for any successful teaching-learning process, students
must be willing to learn and show cooperation and readiness to improve their English-
speaking competence not only in terms of intelligibility and discourse management but also to

reach the desired level of sounding like natives.

3. Objectives of the Study

In an attempt to bridge the gap, if only a little, between language teaching and
language research, as to link research to the art of teaching (Hopkins, 2008), the present work
falls under the framework of action research that implies a deep exploration of the teacher’s
own practice, using scientific methods and building on the results of previous studies.
Relevant data are to be collected to make rigorous reflections on how oral expression
instruction is conducted in our classrooms and how teachers and their learners approach the

listening and speaking issues.
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Otherwise stated, given that improving students’ communicative competence is the
goal of any EFL instruction in general, oral expression in particular, and given that there can
be no improvement in speaking without serious consideration of listening; the goal of this
research is to propose a model of oral-expression instruction premised on listening-based
teaching that relies on short authentic video extracts and well-designed activities. In this, we
drew mainly on Thornbury’s (2013), Vandergrift and Goh’s (2012) and Wilson’s (2012)
conceptions of teaching listening and speaking. In more straightforward terms, the present

objectives are meant to:

e Probe the potential effect of a listening-based instruction relying on authentic video
extracts (the independent variable) on second-year students’ EFL speaking skills in
terms of autonomy and effectiveness (which represent the dependent variable). The
goal is to assess the probable relationship between teaching listening through

authentic video extracts and students’ speaking skills.

e Investigate the interactive relationship between listening and speaking in depth.

e Provide a more structured model of teaching oral expression based on a three
phases model (pre-listening, listening and speaking phases), which can be helpful

for both teachers and their students.

e Outline how the oral expression courses are conducted and learn about teachers’

and students’ problems.

e Examine the influence of using different activities based on Wilson’s (2012) pre-
listening, while listening, and post-listening organisation of the course in addition
to Thornbury’s (2013) awareness-raising paradigm on students’ English-speaking

autonomy and effectiveness.

10
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e Check out the effect of this model of instruction on students’ motivation and the

general atmosphere of the oral expression classroom.

e Provide an instruction model that can help teachers assist their students in
developing self-confidence and autonomy in EFL production by raising their

motivation and decreasing excessive reliance on others.

In sum, aside from attempting to provide an in-depth analysis of the impact of
interrelating listening and speaking on students’ English autonomy and effectiveness in
speaking English, this research aspires to suggest a new framework (model) for teaching

speaking in the oral expression course.

4. Definitions of Terms

The development of students’ communicative abilities cannot be discussed without
referring to the development of dynamic listening and speaking since, in real communication,
they are “used in tandem”, as stated by Lynch (2009, p. 124) and asserted by many other
authors (Harmer, 2007; Nation & Newton, 2009; Davies & Pearse, 2009; Wilson, 2012; Rost,
2002). So, before anything else, preparing students to become autonomous effective speakers

requires considering their listening abilities.

Listening is no longer considered a passive skill as it has long been (Anderson & Lynch,
1988, p. 6), developing automatically without students’ consciousness and without teachers’
assistance (Osada, 2004, as cited in Gilikjani & Sabouri, 2016). It is, instead, an active mental
ability (Rost, 2009; Nation & Newton, 2009) and a complex interpretive process in which
listeners combine what they hear with what they already know (Rost, 2002) to decipher the
language. It is thought to be the natural precursor of speaking (Nation & Newton, 2009, p. 37)

and one of the necessary elements for effective communication (Rost, 2009).
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In what concerns speaking, Thornbury made a genuine distinction between knowing a
foreign language and being able to speak it (2013). According to him, the statement “She
knows Italian” does not entail “She can speak Italian” (p. iv). So, speaking in the present
research is not simply parroting grammar (Palmer, 2014, p.6) but the development of learners’
abilities to communicate effectively. Effectiveness, as underlined by the majority of the
related literature (Boonkit, 2010; Lynch, 2009; Thornbury, 2013; Nation & Newton, 20009,
Ahmadi, 2017), requires the learner to be proficient in many essential areas, such as grammar,

vocabulary, pronunciation, discourse management, and interactive communication.

Effectiveness is also related to autonomy, which refers to the ability to produce the
language relying on oneself, not others. To put it another way, an EFL autonomous speaker is
one who has “the ownership” of what he hears (Wilson, 2012, p. 41) and has developed the
ability to mobilise the features of the target language in real-time and without assistance
(Thornbury, 2013, p. 40). In many cases, autonomy and fluency are seen as analogous in EFL

communication (Nation & Newton, 2009; Thornbury, 2013; Wilson, 2012; Bygate, 1987).

5. Research Questions

The logical subsequent step to any scientific observation is questioning. The
observation of students’ and teachers’ problems in the oral expression course concerning
students’ inability to express themselves effectively and autonomously, add to the teachers’
complaints about students’ levels of speaking proficiency and their failure to assist them, led

us to ask the following questions:

e Is there any influence of teaching listening through authentic video extracts on the
students’ EFL speaking autonomy and effectiveness?
e Is there any influence of watching short video extracts within the listening and

speaking phases over students’ motivation and listening and speaking competencies?
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e Does the use of different activities influence students’ motivation to EFL listening and

speaking?

6. Research Hypothesis

Under the objectives of the present study, the hypothesis is formulated as follows:

» The introduction of a listening instruction in the OE course based on the use of
authentic video extracts (the independent variable) will have a positive influence on
second-year students’ EFL speaking skills regarding autonomy and effectiveness
(which represent the dependent variable).

» Watching short video extracts within the listening and speaking phases will enhance
students’ motivation and listening and speaking competencies.

» The use of different activities boosts students’ motivation to EFL listening and

speaking.

7. Research Design and Methodology

Proceeding to provide answers to questions resulting from scientific observation of a
given phenomenon is the purpose of any researcher who wants to satiate a persistent curiosity
and fuels their desire to reach practical conclusions about the question at hand. For this, the
procedure should follow a set of scientific steps to achieve plausible and reliable results.
Those steps should be defined in accordance with the approach and the methodology that fits
the nature of the research and the various decisions and choices made, mainly sampling and

data-gathering tools.

The current study’s broad outlines include two major and complementary steps. The
first distinguishes the pre-experimental phase, which consists of two questionnaires

distributed to second-year teachers and students. The second step consists of an experimental
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phase divided into two other stages: free-listening and post-listening. As opposed to the first,
the second stage relies on introducing a listening-based instruction in the oral-expression
course and observing students’ reactions and evolution regarding the reception (listening) and

production (speaking) of spoken English.

7.1. The Approach:

The common approach or the ‘mixed approach’ (Chetty, 2016) was chosen to better
support the present research objectives. On the one hand, the quantitative paradigm is used to
analyse results from students’ and teachers’ questionnaires and data from various observation
grids; in brief, to produce intelligible and numerical results. On the other hand, the qualitative
paradigm is primarily introduced to collect data on teachers’ and students’ experiences and
problems in the oral expression course, in addition to their attitudes towards the introduction

of the meant listening instruction as a support for students’ speaking skill.

7.2. The Research Method

Since it is primarily concerned with determining the impact of the independent
variable changes on the dependent variable, the experimental method is adopted in the current
research. More precisely, this method is meant to show whether there is an impact of teaching
listening through authentic video extracts on students’ speaking competencies in terms Of
effectiveness and autonomy, which respectively represent the independent and dependent

variables.

7.3.  Sampling

Simple random sampling is the fundamental probability sampling method, which
balances accuracy against cost and feasibility (Sapsford & Jupp, 2006). It serves to obtain

consistent and unbiased estimates of not only the studied sample but also the whole
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population. The nature and objectives of this study required the simple random sampling of
two types of samples: a questionnaire sample and an experiment sample. The questionnaire
sample is divided into two kinds: participants for the teachers’ questionnaires and others for
the students’ questionnaires. Given that the target population covers the second-year students
of the department of English at Batna 2 University for the academic year (2019-2020), the
students’ questionnaire sample includes 250 students. The teachers’ questionnaire
encompasses eight second-year OE teachers. However, the experiment sample comprises 20
students from the whole population. Worth to mention is that paired sampling is adopted for
this research, which means that the twenty selected students participated in both the listening-

free and listening-based stages of the experiment.

7.4. Research Tools

Data collection and analysis are critical components of research (Allwright & Bailey,
1991). The current study relied on two data collection tools to achieve reliable and
generalizable results: self-completion questionnaires and a structured observation schedule.
As previously stated, the questionnaire included teachers’ and students’ questionnaires. The
teachers’ questionnaire was distributed to eight qualified oral-expression teachers. It was
intended to provide an in-depth view of how oral-expression courses are conducted, including
the used methods and techniques, as well as their possible experience with the listening-

speaking issue in the oral-expression course.

Two hundred and fifty examples were randomly distributed to second-year students
for the students’ questionnaire. The aim is to sketch a broad picture of their perspectives and
challenges regarding the listening-speaking issue and how they perceive the use of video
extracts to support listening in the oral expression course. The document was intended to be

clear and intelligible to ensure trustworthiness and reliability, at least concerning the
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questionnaire design. The researcher asked the students to thoughtfully consider each question
and devote sufficient time to writing clear and readable responses. The answers, then, were
analysed and illustrated according to scientific analytical and arithmetic methods using

Microsoft Excel.

In general, classroom observation is believed to be a valuable means teachers use to
expand their knowledge, reflect on their own practice and forge their own professional vision
(Cooke & Simpson, 2008, p. 135). In scientific research, it is seen as a tool for data collection
to provide important information about participants’ both external behaviour and inner values

or beliefs (Cowie, 2009, p. 166).

The present study’s observation was based on five indicators mainly drawn from the
CELS Test of effective and autonomous speaking. The four first indicators are based on the
notion of speaking effectiveness which is the development of conversational competence
related to the development and mastery of four competencies, including grammar and
vocabulary; discourse management; pronunciation; and interactive communication (as cited in
Thornbury, 2013, pp. 127-129). The last indicator, autonomy, is the ability to self-regulate
performance as a consequence of gaining control over skills that were formerly other-
regulated (Thornbury, 2013, p.90). Students’ achievements in terms of EFL speaking
effectiveness and autonomy were evaluated based on these five indicators. Each indicator
ranged from 0O to 4, and the sum of each student’s resulting scores determined their grades in

each particular session.

8. Structure of the Research

Given the current research’s trends and objectives, it is quite predictable to deduce
how it should be structured. The study includes two main divisions: theoretical and

experimental. The first section spans three chapters and focuses on presenting the pertinent
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literature, including Teaching Listening; Teaching Speaking; in addition to Integrating
Listening with Speaking and Using Authentic Videos in EFL Classrooms. The Experimental
part, however, walked through the process and analysis of the current experiment. It includes
three other chapters: Research Design and Methodology (the fourth chapter), Teachers’ and
Students’ Questionnaires’ Analysis (the fifth chapter), and Analysis and Interpretation of Data

(the sixth chapter).

The fourth chapter outlines and justifies the choices regarding experiment design and
methodology application. Before narrowing the approach and methodology, it provides a brief
recapitulation of the research objectives and the various steps involved in carrying out this
investigation. The methodology section covers the statement of the research dependent and
independent variables, the sampling method, and the experiment implementation. This latter
includes a statement and explanation of how the tools used for data collection (the two

questionnaires and the classroom observation) were selected and implemented.

The pedagogical materials selection (authentic video excerpts) is described in detail,
followed by an in-depth description of the two phases of the experiment, referred to as the
listening-free and listening-based stages, including the three sub-divisions of the second stage
(pre-listening, listening, and speaking phases) in addition to the objectives, topics, and
activities for each session of both stages. The fourth chapter concludes with an explanation of
the methods used for data analysis (paired t-test and SPSS), followed by a discussion of the

limitations of the current study.

The fifth chapter is devoted to analysing the questionnaires given to teachers and
students. The different questions’ formulation, the results presentation in diagrams, and the

resulting data analysis were all handled on a case-by-case basis.
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The sixth chapter focuses on the analysis and interpretation of all the statistical data,
both quantitatively and qualitatively. It includes the presentation and qualitative analysis of
the observation grids of the listening-free and listening-based stages and a comparison of each
first stage’s session to its antagonist from the second. Moreover, those results are statistically
analysed through the calculation of the paired sample t-Test and confirmed by the Statistical

Package for the Social Sciences program (SPSS).

18



CHAPTER ONE

TEACHING LISTENING



CHAPTER ONE : TEACHING LISTENING

Introduction

Given that listening is one of the four language skills, it stands to reason that its
mastery is required for teaching or learning a foreign language. Nonetheless, listening is
rarely considered in our ELT classes. Even more blatantly, scientific research appears to have
always tended to ignore or, at best, marginally value listening in comparison to other language
skills, primarily writing and reading (Howatt, 1984; Nunan, 1998; Harmer, 2007; Nation &

Newton, 2009; Gilakjani and Ahmadi, 2011, Vandergrift & Goh, 2012; Wilson, 2012).

Generally speaking, the goal of any language instruction is to enable learners to
communicate effectively in that language. Almost all of the new literature converges on the
importance of exposing learners to the type of language that familiarises them with the
language of native speakers, whether directly or indirectly via television, radio, etc. A
common goal for language learners is to become fluent in English and communicate with the

same precision and ease as their native counterparts.

However, this dream usually begins to disintegrate as soon as learners come into
contact with the English language and discover the difficulty that underlies its comprehension
and production. Becoming an effective EFL speaker cannot be possible without seriously
considering the ability to receive the language properly. This requires the ear to learn to listen
to English in its most natural and common form. This is a reference to consider the

significance of developing learners’ listening skills in order to achieve communication goals.

The difficulty of managing listening, whether from EFL learners, teachers or even
researchers, will be elucidated in this chapter. A clear description of the different mechanisms
and strategies that emphasise listening, the knowledge needed for its mastery and how it can

be assessed will be presented hereafter. First, let’s have an overview of the listening issue.
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1.1. A Historical Overview of the Listening Issue

Listening has long been marginalised. It has been described as a supplement to the
other three language skills at best (reading, writing and speaking). As noted by Nation and
Newton (2009), its importance has always been taken for granted and seen as the “least
understood and the most overlooked of the four skills” in the language classroom (p. 37). The
old literature generally paid the least systematic attention to it in both L1 and FL/L2
languages, ignoring not only its importance as a separate skill but also its nature as a

thorny process that requires careful consideration and investigation.

In this regard, language speakers were believed to require instruction in how to write
and read but not in how to listen and speak; since those skills are automatically acquired by
native speakers. Similarly, in foreign language classrooms, listening was merely considered.
Vandergrift and Goh stated that while “language learners are often taught how to plan and
draft a composition or deliver an oral presentation, learners are seldom taught how to
approach listening or how to manage their listening when attending to spoken texts or

messages” (2012, p. 4).

Accordingly, learners are left to deal with their listening on their own, with little to no
assistance from their teachers. Yet, learners require a lot more attention than this. They must
actively control their thoughts, actions, and emotions to master their own learning processes,
which Zimmerman and Schunk (2001) refer to as self-regulation (as cited in Vandergrift &
Goh, 2012). According to the same source, this lack of focus is not intentional but rather the
result of teachers’ ignorance of the importance of teaching what underpins the listening
process; thus, they require support and serious training to scaffold their learners through the

listening complexity.
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Listening activities were strictly devoted to comprehension ends and limited to some
imitations and memorisation of sounds and grammar patterns. They were occasionally
accompanied by homework, including a summary of a film or TV news which, at their best,
could demonstrate some outcome of learners learning (Vandergrift and Goh, 2012, pp. 5-7).
And even with the best efforts made on the part of learners, they are still insufficient to

improve the intended listening proficiency.

However, it was only when the Council of Europe set out a model of the
communicative needs of the archetypal adult FL learner in the early 1970’s that things started
to change in how scholars and teachers looked at listening (Howatt, 1984). This marked the
“first stirrings of Communicative Language Teaching (CLT)” and has been widely adopted as
the dominant methodology, especially in developed countries, as mentioned in J. J. Wilson’s
English-Speaking Union award book “How to Teach Listening” (2012, p. 19).Since then, a
torrent of valuable writings has been published dealing with listening as a complex system of
cognitive and metacognitive skills. Howatt (1984) stated that listening was no longer
considered an appendix of the other skills. The role of the teacher was no longer petty and
passive. The scope for listening activities has been enlarged to adopt learners’ needs to
experience more profound reflections on their listening processes and better learn the foreign

language in question.

In sum, the shift was from text-oriented instruction to communicative-oriented and
learner-oriented instruction (this will be presented mainly in section 3). Many authors have
addressed the issue of listening in foreign/second language classes. Many among them
(Lynch, 2009; Harmer, 2007; Vandergrift & Goh, 2012; Wilson, 2012; Nation & Newton,
2009; Palmer, 2014; Anderson & Lynch, 1988) have deepened their research on the most
complicated listening mechanisms to give a clearer picture of this skill both in L1 and FL/L2.

Their works have become a platform for scholars, teachers, and students.
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1.2. What s Listening?

To think of listening as a natural ability shared by all humans (unless they have
pathological problems) is perplexing and incorrect. Listening is reduced to hearing in this
definition, ignoring all the cognitive and metacognitive mechanisms that make it a more
conscious process. For instance, Anderson and Lynch (1988) assumed that “Traditionally,
listening has often been regarded, alongside reading, as a passive language skill” (p. 6).
Similarly, Osada (2004) stated that listening had been considered a passive skill that would
develop without help (as cited in Gilakjani & Sabouri, 2016).This explains why scholars used

to believe that students should be able to master listening on their own.

However, research has shown that listening is much more complicated than hearing.
Earlier, Mendelsohn (1994) related it to the ability to understand the spoken language of
native speakers. While revealing in some ways that listening is a more or less complicated
system, this definition is limited to the first language. Recently, Tavil (2010) claimed the

importance of no longer considering listening as a passive skill. She wrote:

Listening is a receptive skill in that the listener is receiving a message from a speaker,
but it shouldn’t mean that the listener is passive during a listening task. The listening
process, in a way, is a very active process as the listener needs to use background
knowledge to understand the intended message of the speaker; so, the listeners should

deal with various tasks while listening to activate their schemata. (p. 769)

Moreover, the importance of listening also lies in the fact that it is practised
unconsciously and continuously in real life and the classroom. According to Bass (2005),
research has revealed that learners “spend 50 to 75 percent of classroom time listening to
teachers, other students, and audio media” (as cited in Palmer, 2014, p. 10). This is a

significant percentage, implying that listening should be given careful consideration.
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Similarly, Nunan (1998) advanced listening as “the basic skill in language learning” and
confirmed that “without listening skill, learners will never learn to communicate effectively”
since “over 50% of the time spent functioning in a foreign language will be devoted to

listening” (p.1).

Moreover, according to Vandergrift and Goh (2012), listening to one’s first language
may appear effortless, implicit, and almost automatic until we encounter new words, an
unfamiliar accent, an unknown topic, or some interference in the listening environment (noise
or a poor phone connection) that causes us to think more consciously about the process of
listening. As a result, we conclude that even our mother tongue can be so perplexing at times
that we must treat it as if it was a foreign language. However, foreign language learners,
particularly beginners, do not have the luxury of occasionally analysing new words; instead,
they are constantly confronted with a new language, so they feel compelled to identify and
remember meaningful items in a largely incomprehensible speech stream which implements a

more conscious process (Vandergrift & Goh, 2012).

Furthermore, all the recent literature converges on the dynamic aspect of listening.
According to Nation and Newton (2009), listening is not just a passive process by which the
listener receives information sent by the speaker. It is far more complicated than it appears.
According to Rost (2002), it is a complex process of interpretation in which listeners combine
what they hear with what they already know. Rost (2009) later defined it as the active mental
ability that aids our understanding of the world around us. He advocated listening as one of
the necessary elements for creating successful communication. Purdy had previously provided
a more detailed description when he pictured listening as “the active and dynamic process of
attending, perceiving, interpreting, remembering, and responding to the expressed (verbal and

non-verbal) needs, concerns, and information offered by other human beings” (1997, p. 8).
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Similarly, Nunan (1998) confirmed the dynamic aspect of listening and related it to the
active process of deciphering and constructing meaning from both verbal and non-verbal
messages. In other words, listening is about more than just deducing meaning from what we
hear; it is also about body language and nonverbal cues. And considering it a skill, Gilakjani
and Ahmadi (2011) related it to listening for thoughts, feelings and intentions, which requires
active involvement, effort and practice. Its importance lies in that it enables language learners
to receive and interact with language input and facilitates the emergence of other language

skills (Vandergrift & Goh, 2012).

Listening to spoken texts, for example, was thought to have a potential positive
influence on pronunciation by providing listeners with good models that allow them to acquire
better pitch, intonation, stress, and the sounds of words, whether considered in isolation or
connected speech (Harmer, 2007). Furthermore, for purely communicative purposes, listening
is thought to be the most important of the three other language skills. In and out of the
classroom, it takes up most of the daily communication time than other forms of verbal
communication, develops faster than the other language skills and facilitates their

development (Morley, 2001; Rost, 2001, as cited in Gilakjani & Sabouri, 2016).

Nonetheless, despite its significance, listening has long been shrouded in mystery.
Mendelsohn (1994) reported once that even if 40-50% of the communication time is devoted
to listening (compared to 25-30% for speaking, 11-16% to reading and only 9% to writing),
teaching listening has long been neglected in many EFL programs (p.6). For a long time, this
skill was forgotten compared to all the ink spilt for other language skills. However, this is
quite obvious in terms of the difficulty that underpins the investigation of the listening
processes. Furthermore, listening is a complex process in and of itself. Vandergrift and Goh
advanced it as a complex cognitive skill requiring learners to be able to proceed “what they

hear in real time and, concurrently, attend to new input” (2012, p. 37). Also, the listening
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difficulty has been explained in terms of the interpretation system that allows listeners to

match what they hear with what they already know (Rost, 2002).

Thus, there has been a qualitative shift in listening consideration from a purely passive
ability to a relatively active and dynamic skill that necessitates more complicated processes
and serious efforts on the part of FL listeners, as well as a more substantial consideration on
the part of FL listening instructors. However, dealing with the difficult nature that
characterises the listening issue has been and continues to be a major point of interest for both

scholars and teachers; learners alike.

1.3. Learners’ Major Claims about Listening Difficulty

Participating in a conversation in our first language (L1), or listening to a local
journalist on the radio or television, appears to happen unconsciously and without
intentional effort on our part. Even when we misunderstand what has been said, we remain
unaware of the complexity of listening. This is probably a result of the experience we gain
over the years dealing with different people in different situations and settings. It can be just a

result of our familiarisation with the distinct characteristics of our first language.

However, when it comes to a second or foreign language, as far as listening is
concerned, things become more complicated, even with a satisfactory level of competence.
Vandergrift and Goh (2012) argued that in the absence of a coherent consideration of what is
really going on in the learner's mind in terms of cognitive and metacognitive processes,
listening remains a futile task, which is why it was left untouchable for a long time and was
confined to practice but not to teach. Goh (2000) suggested that the best way to strategy
training is first to identify the learners’ problems with listening. Accordingly, in the coming
sections, we will discuss the FL listening difficulties regarding two significant issues. The

first is primarily concerned with the dilemma of natural English speech; the second deals with
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how listening takes place in EFL classrooms. More specifically, it deals with how listening is

taught.

1.3.1. The Difficult Nature of Natural English

Earlier, Mary Underwood (1989) summarised the barriers to effective listening
comprehension in five points, including the learners’ failure to control the speed of speech;
their inability to have words repeated for them; their lack of vocabulary; lack of contextual
knowledge and problems of concentration. Similarly, Tony Lynch (2009) advanced that
several factors intervene to make the simplest listening situation a “hard deal!” Those factors
are divided into three types: those relating to the characteristics of the foreign spoken
language itself, those dealing with the psychological perspective, and those relating to the
cultural perspective. The first type covers speed, stress, rhythm, and implicit reference. The
second type refers to listeners’ readiness to deal with the foreign language and their self-
esteem. The second is concerned with the amount of cultural knowledge the listener has on

the foreign language and, of course, his grammatical and communicative abilities.

In light of these challenges, many teachers use audio input without repetition or
interruption to expose learners to a situation that best reflects real-life interactions.
(Vandergrift & Goh, 2012). This situation generally prevents learners from stepping back to
revise what they learned and stop on complex input, which gives way to excessive stress and
high anxiety levels on the part of FL listeners (Underwood, 1989). Following is a presentation
of some of the natural speech characteristics responsible for the problematic image behind

learners’ claims.

1.3.1.1. Speech Speed
Most students complain about the difficulty of mastering the speed of the English

language. English, we all know, is a fast language. Tony Lynch (2009) stated that the primary
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source of difficulty most often mentioned by his learners when they discuss the relative
problems of listening and reading is “the speed of the English language” (p. 20). In the same
respect, Vandergrift and Goh (2012) related the difficulty of listening in the classroom to
learners’ inability to cope with the nature of spoken texts which are experienced in real-time,
allowing them little opportunities to slow it down or break it down “into manageable
chunks”(p. 4).Moreover, Nation and Newton (2009), drawing mainly on Goh’s (2000)
findings, argued that because of the speech stream speed, learners are not allowed enough
time to turn perceived forms into an adequate message and may not be able to cover all what
they hear, since they may lose parts of the message while being occupied in deciphering

another part.

However, research on the relationship between speed and EFL comprehension showed
that the increase in speech rate does not necessarily lead to a lower level of comprehension
(Lynch, 2009). Related research showed mixed evidence of this relationship due to the
implementation of different methods. Ken Kelsh (1985) worked on dictation scores (in terms
of form and meaning) of intermediate-level ESL students’ using four versions presented in
this order: unmodified version, spoken slowly, modified in ways typical of ‘foreigner talk’,
and the foreigner talk spoken at a slower rate (as cited in Lynch, 2009). The findings proved
that slowed speech rate supported comprehension. However, the last version demonstrated
high scores with an assessment of meaning rather than form. Kelsh reported that this might be
the result of the fact that the third and fourth modified versions (in terms of grammar) have
created cognitively, but not linguistically, easier versions which resulted in a better
understanding of the modified texts but complex recall of their form on the part of the

listeners (as cited in Lynch, 2009).

Roger Griffiths (1990) from Nagoya University of Japan, found that only the high

speech rate (faster than 200 words per minute or 3.8 syllables per second) can be significantly
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challenging to grasp by EFL lower-intermediate students. In contrast, no noteworthy
difference was seen with slower rates (100 w.p.m or 1.93 s.p.s) and average rates (150 w.p.m

or 2.85s.p.s) (1990, p. 311).

Further, research on the impact of speech rate on foreign language listening has come
to the resolution that despite the ancient focus on the simple calculation of the number of
words and syllables per minute, the fundamental factor lies behind “the speaker’s pattern of
stress and rhythm” (Vanderplank, 1993, as cited in Lynch, 2009, p. 21). This is, in fact, a
reference to the pacing and spacing issues. If the first represents the tempo at which stressed
words are spoken, the second refers to the number of stressed words in the total number of
words. Hence, the higher the spacing-pacing combinations are; the lower is the FL learner’s
comprehension of what has been said. The impact of speakers’ short pauses on learners’ FL
comprehension was proven far better than the simple slow speech technique, according to
Brett Berquist (cited in Lynch, 2009, p. 22).To put it another way, the speakers’ short pauses
give learners time to analyse and decode the meaning or recover what they have missed in the
speech stream. This is not the case when slowing down the speed of speech because they
continue processing what is said and have little chance to revise or regulate their

understanding.

1.3.1.2. Native Vs Non-Native Accent

Several studies on the influence of the accent on ESL learners’ comprehension
reported that lecturers’ accents represent an obstacle to understanding. Still, no scientific
evidence was given to prove the impact of one specific accent rather than another. According
to Lynch (2009, p. 22), the accent, whether native or non-native, represents no problem with
comprehension; instead, it is “the listeners’ degree of familiarity” with the speakers’ accent
which makes understanding more or less difficult. In other words, the more familiar the

listeners are with a particular speaker’s accent (generally the teacher’s), the less difficulty
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they may experience in recognising the words and decoding their meanings. Similarly, Goh
(1999) advanced that 66% of learners claimed speakers’ accents as one of the most significant
factors that affect their comprehension of the English language (as cited in Gilakjani &
Sabouri, 2016). So, it comes down to familiarity and unfamiliarity with the speaker’s accent.
Unfamiliar accents, both native and non-native, can prevent learners’ listening
comprehension, whereas familiarity with a given accent helps learners understand what they

hear (Gilakjani & Sabouri, 2016).

1.3.1.3. Unfamiliar Vocabulary

As far as we have dealt with English as a foreign language, we cannot remember the
number of times unfamiliar vocabulary, whether written or spoken, obstructed us (and our
students) from successfully understanding the language. Despite its crucial importance for
listening instructions, research on the relationship between vocabulary knowledge and foreign
language comprehension remains modest if compared to vocabulary and reading. However,
there is a scientific agreement on the necessity of vocabulary in understanding and producing
a foreign language. Nation (2001) advanced that there has long been substantial evidence that
deliberate vocabulary learning can lead to large amounts of “well-retained useable

knowledge” (as cited in Nation & Newton, 2009, p. 8).

One earlier study, among many which emphasised the influence of vocabulary on
reading, was that of Peter Kelly at the University of Namur (1991). He found that “lexical
ignorance” is behind several problems of comprehension (p. 147). However, the first work
that dealt with vocabulary’s influence on listening comprehension was that of Frances
Mecartty (2000). She has studied to what extent knowledge of vocabulary and syntax
contributes to listening and reading comprehension. She concluded that L2 vocabulary

knowledge is a vital interpreter of both reading ability (25%) and listening ability (14%). But
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L2 vocabulary knowledge was revealed to be more important for the comprehension process

of reading than for listening (pp. 340-341).

This was better explained in a more recent study on some L2 French learners, which
aimed to depict the sources of knowledge for listening comprehension (Graham et al., 2010).
The authors found that learners compensate for weak vocabulary by deducing what they do
not understand from what they already understand. However, as specified by those authors, a

certain competence level is required for learners to practise this type of inference.

1.3.1.4. Lexical Segmentation and Recognition

The characteristics of our mother tongue which manifest themselves in the first three
or four years of our life, as considered by Lynch (2009), are responsible for creating a kind of
“metric model” in our minds which allows us to recognize what we hear (pp. 32-36). As a
result, it is not surprising to find, for example, a French EFL intermediate student unable, or
having great difficulty, understanding the speech of native English speakers. The French
student will almost certainly rely on his mother tongue’s method of splitting the speech
stream into words from weak to strong syllables, given that French is an iambic language and

English is a trochaic language proceeding from strong to weak syllables.

Correspondingly, Beth Zielinski (2008) investigated the impact of the characteristics
of the L2 speech signal on the intelligibility of L2 speakers of English to native listeners (as
cited in Lynch, 2009, p. 34). Three English native speakers were intended to listen to the
speech of three other non-native speakers from different L1 backgrounds. Analysis of the
orthographically transcribed utterances of the native speakers showed significant problems
identifying their intended words. Analyses revealed a heavy and constant reliance of native
students on the speakers’ syllables, especially on segments in strong syllables than those in

weak syllables.
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According to Zielinski, these findings have implications for L2 listeners who want to
improve their English listening skills and for L2 speakers who seek to improve their
intelligibility. In the same respect, Lynch (2009) assumed that when we try to identify words
in the stream of L2 speech, the prosody (stress, rhythm, and intonation) of our first language

exerts a potent influence on the recognition process (p. 32).

Further, Lynch referred to the acoustic blurring of lexical boundaries in natural
speech. The nature of English connected speech makes the shape of a word tightly influenced
by the preceding and the following sounds creating some particular sound phenomena. For
instance, Gillian Brown’s assimilation consists of phonemes merging at word boundaries.
This includes the glottal stop phenomenon, which precedes [k, g] as in the production of /g/
for /d/ in /'a:mog 'ka / armoured car, and elision which stands for the omission of sounds as

lazkn'fjuzoz'eva / for as confused as ever (cited in Lynch, 2009, p. 35).

In addition to assimilation and elision, Field (2003) presented two other phenomena
that may lay behind the difficult aspect of English (Cited in Nation & Newton 2009, p. 42).
The first refers to the reduced forms, including contractions (e.g., it’s instead of it is); weak
forms (e.g., we hear z for his; n or nd for and); and resyllabification (e.g., made out / may
doubt). Those linguistic phenomena represent a serious obstacle for any EFL learner lucking
knowledge and experience with the different English rules and processes. Correspondingly,
Windsor Lewis (1969) made a list of 36 common English words characterised by a weak form
of their vowels and which may present segmentation difficulties on the part of second

language learners when they listen to a natural speech (cited in Lynch, 2009).

Lynch (2009) also mentioned another feature which makes the English word
challenging to decipher: it is polysyllabic. This means that a multi-syllabic word may contain

phonetically identical or near-identical shorter words embedded within it. This feature can be
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tricky for learners as they may think they hear words that are neither spoken nor intended. For
instance, the words wreck, reckon, and eyes may be heard in a puzzling way within the word
recognise, which makes “how to recognise speech” seems like “how to wreck a nice beach”

(Lynch, 2009, p. 35).

Consequently, it is not surprising that an Algerian student encounter difficulties in
understanding parts of English speech. The significant difference between how utterances are
said and their written forms lead to a blurry image of the English language, especially since
learners are used to a narrower form between how the word is written and how it is spoken in

their mother tongue.

1.3.1.5. Syntax

Historically, thanks to Noam Chomsky’s work on transformational and generative
grammar, there has been a shift toward studying the influence of syntax proficiency on
listening comprehension. In an early study, Vivian Cook (1973) conducted research in which
he compared the difficulties of young L1 listeners and adult L2 learners in dealing with
sentences like the dog is easy to bite and the dog is eager to bite. Similarities were found in
how young L1 listeners and adult L2 learners deal with the English language. Both groups
misunderstood the first sentence’s meaning because they misinterpreted the role of the noun
dog; not as an agent but as a subject. In other words, they simply proceeded in a standard way
to consider every noun falling in such a first position to be a subject. However, he found that
the role of the word dog in both sentences was adequately interpreted by older L1 listeners

and more advanced L2 learners.

In a more recent research, Gillian Brown (2008) introduced the notion of selective
listening. She demonstrated how listeners adopt various strategies in different structured

situations. More precisely, she investigated the influence of syntax on English
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L1comprehension and French native speakers. She noticed a sort of syntactic hierarchy that
made listeners recall nouns more often than verbs, and verbs more often than adjectives and
adverbs. Those nouns were called argument nouns which are more outstanding when they are
subjects or objects of a verb rather than in a prepositional phrase. According to Brown, those

nouns are more responsible for helping readers and listeners understand and recall a text.

In sum, the characteristics characterizing the natural English language are not the only
ones responsible for the difficulties of learners’ comprehension. Learning to listen carefully in
EFL classes is another cup of tea. And since listening is not easy either, as mentioned earlier

in this chapter, both teachers and students must pay close attention to the issue of listening.

1.3.2. The Listening Instructions

In the previous section, we dealt with the characteristics of English oral speech
responsible for learners’ claims and difficulties. In the present one, we aim to shed light on
another serious obstacle to learners’ effective understanding and use of EFL. Our primary
concern is how the different EFL instructions approach the listening task.

As mentioned before, during the last 50 years, very little has been said and done in
listening compared to writing and reading. However, the last three decades showed a rising
interest towards seriously considering listening as an essential and distinct skill. Additionally,
a deep concern was devoted to foreign listeners as masters of their listening and important
parts of the learning process. More precisely, the shift was from more straightforward
listening instruction roughly based on comprehension purposes to a far more constructed
instruction based on teaching the FL learners how to manage their comprehension and
learning. Three types of instruction have resulted from this shift: text-oriented,

communication-oriented, and learner-oriented.

1.3.2.1. Text-Oriented Instruction
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As the name implies, the purpose of this instruction, as explained by Vandergrift and
Goh (2012), was to recognise and understand the listening input according to three points.
The first implies decoding skills such as phonemes, word stress and sentence-level intonation;
the second covers the imitation and memorisation of sounds and grammar patterns; and the
third focuses on listeners understanding of the passage’s meaning. According to the same
authors, the activities of this type of instruction were limited to testing listening rather than
teaching learners how to listen. This is because they were limited to discriminating sounds,
dictation or answering comprehension questions based on the listening passage. The
instruction is limited to learner-teacher interaction, and teachers’ assistance of their learners’
learning is minimal.

Moreover, Vandergrift and Goh advanced that, as it was based on the old cognitive
psychology, the listener’s understanding of the text is supposed to be constructed
incrementally or gradually, from the smallest sounds to the whole text. A heavy reliance on
written texts read aloud also characterised text-oriented instruction. This implied exposure to
an overcrowded language full of complex sentences and a high lexical density, generally quite
different from the oral discourse and unsuitable for the listening instruction. As a result, there
was not only a shortage of teaching listening as a distinct language skill but also a growing

challenge for learners because of the density of the language used (Vandergrift & Goh, 2012,

pp. 6-8).

1.3.2.2. Communication-Oriented Instruction

As previously mentioned, listening started to be considered a distinct skill in language
learning after the publication of the Council of Europe model of the communicative needs of
foreign language learners in the early 1970s. Since then, different writers have competed to
publish taxonomies of listening and sub-listening skills, as evidenced by the variety with

which listening began to be introduced in the various course books.
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The influence of communicative language teaching (CLT) was mainly seen in the
discussions about innovative methods for teaching in addition to criteria for designing tasks
and materials (Vandergrift & Goh, 2012). Authentic materials, such as songs, movies, and
recorded conversations, began to be used instead of long, tedious, read-aloud texts (Eken,
2003; Harmer, 2007; Gilajjani & Sabouri, 2016). The instruction relied on learner-learner
interaction in addition to the traditional teacher-learner one. Learners were supposed to
respond to spoken texts in socially and contextually appropriate ways so as to infer attitudes,
take notes and identify details. They were also supposed to complete the missing information
in texts or discourse and use information from listening texts for other communicative
purposes.

However, communicative-oriented listening proved to be unsatisfying since listening
remained the “sleeping partner in the business of communication”, with evident neglect in
favour of speaking, and learners did not get sufficient support in learning how to process and

manage the listening input they received (Vandergrift and Goh, 2012, pp. 8-9).

1.3.2.3. Learner-Oriented Instruction

The rising interest towards the ability of some learners to learn a language better than
others gave way to remarkable development in learner-oriented settings (O’Malley &
Chamot, 1990). Most research has called for a strategy-based approach to listening
instruction (O’Malley & Chamot, 1990, Rost, 2002). O’Malley and Chamot (1990) suggested
the learning strategies classification model relied on two bases. First, it aligns an executive
(metacognitive) function with an operative (cognitive) processing function, which uses a
specific technique to complete a particular task. Second, it targeted the socio-affective
strategies that refer to the motivational and affective state of the individual learner. Teachers
are encouraged to use modelling techniques (such as thinking aloud) and scaffolded listening

practices in learner-centred instruction to help learners understand the cognitive strategies
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used to verify informed guessing (Field, 1998). Pre-communication activities are widely
advised to raise learners’ awareness about listening processes (Buck, 1995, as cited in

Vandergrift and Goh, 2012).

In addition, as part of learner-centred learning, learners are exposed to concrete
strategies for managing their mental processes, relying on the implicit skills of other
competent classmate listeners. A group of researchers, including Gillian Brown, Anne
Anderson, Richard Shillcock and George Yule, has widely advised learner assistance in

language instruction. They wrote:

It seems clear that pupils generally feel more at ease talking to each other than
talking to a teacher or to some other adult (...) The advantage of talking to another
individual who shares the same daily experiences which you have and sees them
from a very similar point of view is that you can take so much background

knowledge for granted. (Brown et al., 1984, p. 36)

In other words, learners learn better and faster from their classmates. Vandergrift and
Goh (2012) believe this method to be quite helpful in the learners’ development of awareness
about the listening activity in addition to the development of strategies and mental habits
which lay behind the improvement of self-regulated learning inside and outside the classroom

(pp. 10-12).

However, despite the almost-perfect image of learner-oriented instruction in
demystifying successful listening sub-skills and helping learners be more effective in their
learning, researchers continued to hope to make the field better. Vandergrift and Goh (2012)
took up the challenge with what they later called a ‘metacognitive’ approach to L2 listening in
the hope of helping learners develop the necessary knowledge and control of internal

cognitive and affective processes. They also aimed to describe the external social demands
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that influence the success of comprehension as a “holistic approach” (Vandergrift & Goh,
2012). A more detailed description of this approach will be further presented in the sixth

section of this chapter.

1.4.  Listening Processes/Strategies

Because the definition of strategy implies a kind of conventional process that can be
measured, learned, and taught, which does not fit with the here-and-now nature of listening
and renders the use of any strategy unrealistic; Nation and Newton (2009, p. 51) argued that
the term strategy seems to be confusing when it comes to listening. As a result, it will be

challenging to train learners successfully with a strategy.

The significance of teaching the learning strategy can be traced back to Rubin’s (1975)
and Stern’s (1975) works, who argued that ‘good’ language learner strategies should be
employed to assist students struggling to learn a new language (as cited by Bozorgian &
Pillay, 2012).Since listening started to become considered seriously in language classes,
scholars competed to display the different hidden listening processes to help language learners
understand and control their listening. O’Malley & Chamot (1989) believed learning
strategies to be the conscious thoughts and behaviours used by learners to understand better,

learn, and remember the SL/FL information.

Crucial elements in the listening process explanation are known as the ‘schemata’.
Rumelhart (1980), earlier, defined the schema as a data structure for representing the generic
concepts stored in memory. He believed schemata could be used to describe our knowledge
about all concepts: “those underlying objects, situations, events, sequences of events, actions
and sequences of actions” (Rumelhart, 1980, p. 34). Vandergrift and Goh described them as
complex mental structures that group all knowledge concerning a concept (2012, p. 18).

Lynch offered a more detailed definition presenting the schema as a mental structure
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comprising knowledge, memory, and experience, which allows listeners to incorporate what
they hear into what they know (2009, p. 161). In simpler words, when exposed to a listening
comprehension situation, we submit what we hear to a set of previously experienced and
stored holistic data that will determine an adequate interpretation of the heard input. The
coming sections will present a more detailed explanation of how schemata function as guiding

structures in the comprehension process (see section 1.4.3).

In the following sub-sections, four of the most famous cognitive processes are going to
be presented: (1) top-down and bottom-up processing; (2) control and automatic processing;

(3) perception, parsing and utilization; and (4) metacognition.

1.4.1. Bottom-Up, Top-Down and Interactive Processing

Bottom-up processing relies on step-by-step decoding of a text, beginning with the
sounds and gradually building up larger units of meaning (Lynch 2009, p. 159). Field (2003)
believed this process to involve the perception and parsing of the speech stream at
increasingly larger levels beginning with auditory-phonetic, phonemic, syllabic, lexical,
syntactic, semantic, propositional, pragmatic and interpretive (as cited in Nation & Newton,
2009, p. 40). Similarly, Vandergrift and Goh (2012) believe it involves segmentation of the

sound stream into meaningful units to interpret the message. They defined it as follows:

It is a rather mechanical process in which listeners segment the sound stream and
construct meaning by accretion, based on their knowledge of the segmentals
(individual sounds or phonemes)and suprasegmentals (patterns of language intonation,

such as stress, tone and rhythm)of the target language. (p. 18)

In the same vein, Solak and Erdem (2016) provided a more simplified definition of
bottom-up strategy, stating that if the listener uses linguistic knowledge clues (i.e., phonemes,

syllables, words, phrases, and sentences) to understand the spoken message, s/he is using the
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bottom-up strategy. This means listeners diverge increasingly in their construction of meaning
from the smallest units (phonemes) to more complex units of meaning (sentences and larger
pieces of discourse). This strategy relies less on listeners’ prior knowledge; instead, it focuses
on some knowledge: (1) phonological knowledge (including phonemes, stress, intonation, and
other sound adjustments made by the speaker to facilitate speech production); (2) lexical
knowledge; and (3) syntactic knowledge (grammar) of the target language (Vandergrift &
Goh, 2012). The sounds will be decoded step by step, from phonemes to words to phrases to
utterances, to reach complete meaningful texts finally. They will hierarchically activate
schemata from the most specific at the bottom to the most general at the top, with meaning to
be reached as the last step in the process (Gilakjani & Ahmadi, 2011). In this process, the
listener relies heavily on his knowledge of words, syntax and grammar to work on form

(Rubin, 1994, p. 210).

However, proceeding meaning in this manner proved insufficient, even misleading,
when used alone. This is because it only relies on the listeners’ linguistic knowledge. They
lack the necessary knowledge (primarily vocabulary) and experience to deal with specific FL
characteristics such as segmentation, stress, intonation, and so on (See previous sections).
Gilakjani and Ahmadi (2011) related the understanding of a text as the result of the interaction
between the listener’s prior knowledge, not just linguistic one, and the text. Put differently, a
combination of the two processes is more beneficial; however, the aim of listening determines

the priority (Solak & Erdem, 2016).

On the other hand, top-down processing, as seen by Richards (2008), refers to the use
of background knowledge to understand the meaning of a message. The same author
compared the two processes and assumed that “whereas bottom-up processing goes from
language to meaning, top-down processing goes from meaning to language” (Richards, 2008,

p. 7).Vandergrift and Goh believe that top-down processing appeals to listeners’ different
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knowledge about the listening input stored in the long-term memory in the form of the already
described schemata: (a) prior world or experimental knowledge; (b) pragmatic knowledge; (c)
cultural knowledge about the target language; and (d) discourse knowledge including types of
texts and how information is organized in these texts (2012, p. 18). The coming sections will

present a clear description of these types of knowledge.

Unlike the bottom-up process, top-down processing helps listeners experience
meaning by starting with more general knowledge about the introduced topic or event and
using it to infer the meaning of single words. This knowledge may include that of the subject
to be treated, the speaker/s and their correlation with the situation, with each other and with

past events. (Carell & Eisterhold, 1983, p. 557).

However, when used alone, this approach appears inadequate too. Listeners may lack
the necessary knowledge for an adequate understanding of the message. Carell and Eisterhold
(1983) summarized the top-down process’s weakness in situations when the incoming
information is unfamiliar to FL listeners. Consequently, they fail to evoke their schemata
which oblige them to rely on their mere linguistic knowledge. Add to this, listeners may,
erroneously, trigger schemata other than the ones expected and meant by the speaker (Carell
& Eisterhold, 1983, p. 557). These two situations demonstrate the inadequacy of the top-down

process alone.

It is clear, then, that collaboration between these two processes, known as interactive
processing, is required if the goal is to be effective in listening comprehension. According to
Vandergrift and Goh (2012), evidence drawn from research on L1 speech perception has
shown that the two approaches work interactively but with different degrees of reliance on
one or the other depending on the input itself and the purpose of listening. According to

Richards (2008, p. 10), the extent to which one or the other dominates depends “on the
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listener’s familiarity with the topic and content of a text, the density of information in a text,
the text type, and the listener’s purpose in listening”. When the material’s content is familiar
to the listener, s/he will activate their background knowledge to make predictions about the
heard input, which will be validated or disapproved according to the new input. However,
suppose the content is unfamiliar to the listener. In that case, this input (with a low level of
proficiency) can only depend on the listeners’ linguistic knowledge, especially lexical and

syntactical (Gilakjani & Ahmadi, 2011).

In all, if bottom-up processing proved to be more beneficial for L1 listening, top-down
processing was advocated by different researchers for its efficacy over listeners rather than
readers (Lynch, 2009, p. 109) in addition to its value as a criterion to differentiate FL effective

listeners from ineffective ones (O’Malley, Chamot & Kiipper, 1989).

1.4.2. Automatic and Controlled Processing

As defined earlier by Shiffrin and Schneider (1977), automatic processing in listening
is a “sequence of nodes that nearly always becomes active in response to a particular input
configuration” (pp. 155-156).According to the same authors, this process is activated
unconsciously without the necessity of active control or attention by the subject. Similarly,
Vandergrift and Goh (2012, pp. 19-21) defined it as the mechanic listeners’ capacity to keep
up with speech with little attention to the words and modest consciousness about the furnished
efforts. This is similar to how we handle our first language. According to the same course,
communication in the L1 seems natural and effortless, even if the bottom-up, top-down
machine works with great momentum. This is also the case for FL listeners of a high
proficiency level, depending on how much they master the foreign language and to which

extent the topic is familiar to them.
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Conversely, medium and lower-level listeners cannot deal automatically with the
language because of their limited knowledge of it. Instead, they must focus consciously on
some aspects of the input or learn to selectively attend to essential elements of meaning as

salient content words (Vandergrift & Goh, 2012, p. 19).

The Controlled Processing, on the other hand, was believed by Shiffrin and Schneider
(1977) to use “atemporary sequence of nodes activated under the control of and through
attention by the subject” (p. 156). More precisely, it deals with anything that seems difficult to
grasp by FL listeners in a speech stream and needs to be processed with much control and
consciousness. This includes difficult words or unfamiliar subjects, for which the listener
needs more time to understand the connection between these words and their relationship to
the topic. But what must be experienced through controlled processing may upscale to the
automatic processing once successfully processed, understood and memorized (Vandergrift &

Goh, 2012, p. 20).

By way of illustration, when | first tried to use a computer many years ago, |
remember being hyper-focused on every component, every stage of use, and every piece of
information. Everything appeared complicated and important enough to warrant careful
consideration. Several years have passed since then, during which | gained sufficient
experience and knowledge about computers and Internet use. The complexity of these issues
has continued to decrease to the point where it now appears very distant. So, what used to
require my undivided attention and control has gradually become easy, familiar, and, most of
the time, successful through practice. This example approximates how listening is processed
in the FL listening class. In other words, the more we practise language and are exposed to the
features of natural speech, the less we use the controlled and give way to the automatic

treatment, and thus the best listeners we become.
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But as listening to FL speech is, by definition, a difficult task, listeners will more or
less experience difficulties in understanding the meaning of what they hear, even at an
advanced level of proficiency. Besides, since language is a complex system of words and
sentences combined in endless options, it is quite impossible, even for the best listeners, to not
experience comprehension falls and, therefore, need to use controlled processing (Vandergrift

& Goh, 2012).

Moreover, the good functioning of listening cognitive processes relies on two other
significant elements: long-term and short-term memories. If the first is defined as a bank of
information, including listeners’ prior knowledge and life experiences organized as schemata
adequate for top-down processing; the second, also called working memory, lasts for only a
few seconds while the sounds are being segmented into words or larger chunks of meaningful
speech in coordination with long-term memory (Vandergrift & Goh, 2012, p. 20). Listeners’
capacity to hold words in the working memory depends on their level of proficiency. In other
words, the higher the level of competence, the better the learners’ performances in the gradual

conservation and processing of more meaningful speech chunks.

According to Baddeley (2003), the working memory functions through a system of
executive control responsible for planning, coordinating the flow of information and
retrieving knowledge from long-term memory (as cited in Vandergrift & Goh, 2012). The
efficacy and speed of execution of this system depend primarily on listeners’ acquaintance
with what they hear (Vandergrift & Goh, 2012, p. 20). This makes us remember more or less
quickly and easily the lyrics of a song that we already know (which implies that our cognitive

processor already processed it) than the date of birth or the telephone number of a new friend.

Besides, McLaughlin, Rossman, and McLeod (1983, p. 144) discovered that most

automatic processing occurs incidentally during normal communication activities, whereas
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most controlled processing occurs when performing new language skills that necessitate a
high degree of focused attention (as cited by Jannejad et al., 2012). They stated that
developing the skills required to deal with complex tasks such as language processing entails
developing a set of well-learned, automatic processes so that controlled processes can be freed
up for new tasks. Because too much-controlled processing can lead to overload and

breakdown, automatic processing is essential for comprehension (Jannejad et al., 2012).

All in all, we retain that the listeners use more automatic processing, relying more on
their long-term memory at a high level of proficiency. This gives more width to the working
memory to exploit new information and more time to decode the heard message. Also, it will
reinforce long-term memory and give way to automatic processing, which is initially the

result of advanced listening proficiency levels.

1.4.3. Perception, Parsing and Utilization

Earlier, O’Malley and Chamot (1990) presented three strategies in light of processing,
including metacognitive, cognitive, and socio-affective. The actions students take to be
consciously attentive to a spoken text and to track and assess their understanding of the text
are called metacognitive strategies. A variety of sub-techniques, including elaboration,
inference, and translation, are included in the cognitive strategies (e.g.: clarification and
cooperation). The social strategies include ‘questions for clarification’ and ‘cooperation’.
Vandergrift and Goh (2012) used these strategies as a foundation to present their model based

on three similar listening strategies: perception, parsing and utilization (see Figure 1).

However, in one of his most widely cited works, Cognitive Psychology and its
Implications, John R. Anderson (1995) was the first to present a wholly distinct and quite

significant perspective on cognitive processes comprised of the same sequence of phases:
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perception, parsing, and utilisation. Since then, several authors have advocated this process.

Probably the most pertinent work was that of Christine Goh (2000).

Figure 1

Cognitive Processes and Knowledge Sources in Listening Comprehension
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Note. This model was based on Levelet’s (1993) on the different cognitive listening processes.
From Teaching and Learning Second Language Listening (p.27), by L. Vandergrift and C. M.
Goh, 2012, London: Routledge. Copyright 2012 by Taylor & Francis. Reprinted with
permission. Adapted from: https://www.academia.edu/34712277/Teaching_and_learning_SL

Goh investigated the problem of listening comprehension experienced by some ESL
students. The learners’ assertions during the perception phase could be summarized as

follows: (1) failure in recognizing words; (2) neglecting following parts of speech; (3) failure
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in splitting what they hear into words; and, obviously, concentration problems. When they are
exposed to FL speech, the perception starts with an ‘initial’ segmentation procedure using
bottom-up processing to identify phonemes, pauses, and acoustic emphases and hold them in

the working memory.

This happens through a string of procedures as to (1) attend to the text for the
exclusion of other sounds in the environment; (2) note similarities, pauses and acoustic
emphases relevant to a particular language; and then (3) grouping these according to the

categories of the identified language (Vandergrift & Goh, 2012, p. 21).

After, still under the first stage, another type of segmentation occurs. The stored data
should be divided into meaningful units. However, segmentation is quite a difficult task,
which, if not mastered, will undoubtedly lead to comprehension failure. One reason for this is
that the boundaries between the words of the heard input are not clear enough due to stress
patterns, elisions and reduced forms. As mentioned in the previous sections, the other reason
is that English speech is widely connected to L1. More precisely, segmentation skills are
known to be language specific and are acquired at an early age within the listeners’ L1, which
puts any practice of FL segmentation strategies under the inevitable and unintentional

influence of L1 rules, especially at lower and intermediate levels (Lynch, 2009).

Once a phonetic representation of what has been stored in the working memory is
built, perception ends and parsing ‘the second phase’ starts. While being held in the working
memory, there is an appeal for long-term memory to supply those phonetic representations
with potential adequate words (word candidates), according to meaning and some cues like

word onset, perceptual salience or phonotactic conventions (Vandergrift & Goh, 2012, p. 22).

The speed of this procedure depends primarily on the abilities and skills of the learner:

the more skilful the learner, the faster the cognitive processes. As well, the breadth of the
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words’ schemata increases in parallel with the listeners’ level of proficiency. Field (2008b)
advanced three factors responsible for making learners more efficient in identifying content
words, including (1) the great importance of meaning in parsing; (2) the number of the stored
content words which are more likely to bear meaning than function words; (3) and because of
the working memories limitations of FL listeners. Just put differently, Goh (2000)
summarized learners’ difficulties during the parsing stage in the following three points: (1)
forgetting quickly what has been said; (2) inability to form a mental representation from
words heard; and (3) missing the meaning of what follows because of what was missed

earlier.

The last phase is utilization. Following top-down processing, the meaningful retained
data is related to the schemata of the long-term memory, where pragmatic and prior
knowledge will be added to the linguistic information which initially resulted from the parsing
phase. During this stage, listeners try to build a conceptual interpretation of speech to which
they will refer all the emerging interpretations of the heard message and go beyond the literal
meaning (Vandergrift & Goh, 2012, pp. 17-23). Again, this phase depends mainly on the FL
learners’ level of proficiency. Advanced learners seem to go beyond this phase entirely
automatically. However, when words are understood but not the message or when there is a
sort of confusion or incongruence of the message, then listeners need to revise their inferences
of what they heard and turn towards more controlled processing to solve miscomprehension

dilemmas (Goh, 2000).

The relation between the already cited cognitive processes is reciprocal. At each
phase, the cognitive process is influenced by its precedent process and affects the following

one so rapidly in a fully automatic fluent speech, as reported by Vandergrift and Goh (2012).
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1.4.4. Metacognition

To be good listeners, learners need to become able to rely on themselves and monitor
what they hear according to whom they are listening to and in what situation they are in. This
was precisely the essence of metacognition. According to Nisbet and Shucksmith (1986), it
was seen as the seventh sense in learning (Cited in Vandergrift & Goh, 2012). Learners’
autonomy and consciousness of their learning are highly underlined under this process. Lynch
refers to metacognition as listeners’ capacity to plan, monitor and evaluate their
comprehension (2009, p. 160). Similarly, Goh (2008) defined it as the listener’s awareness of
the cognitive processes involved in comprehension and the capacity to oversee, regulate and

direct these processes.

Earlier, Flavell (1976) was the pioneer of the issue of metacognition as he was the first
to attempt to generate a formal model of this issue. Flavell believed this process to be at the
origin of the ability of listeners to become agents of their thinking. He defined it as one’s
knowledge concerning one’s cognitive processes and products or anything related to them and
the “active monitoring and consequent regulation and orchestration of these processes
concerning the cognitive objects or data on which they bear, usually in the service of some
concrete goal or objective” (Flavell, 1976, p. 232). In more simple words, metacognition is

defined by Vandergrift and Goh as:

...our ability to think about our own thinking or cognition, and, by extension, to think
about how we process information for a range of purposes and manage the way we do
it. It is the ability to step back, as it were, from what occupies our mind at a particular

moment in time to analyse and evaluate what we are thinking. (2012, pp. 83-84)

Another definition that is likely to be more straightforward is that provided by

Wenden (1998), who presented metacognition as “the part of long-term memory that contains
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what learners know about learning” (p. 45). Therefore, listening according to this process is
more than simply receiving sounds. It implies more complex mechanisms and flexibility to go
back in time according to the situation and our thinking. In addition, Vandergrift and Goh
believed that the control dimension of metacognition involved using cognitive processes to
effectively regulate listening comprehension, including planning, monitoring, problem-

solving, and evaluation (Vandergrift & Goh, 2012, PP. 84-5).

Many authors have emphasised the importance of metacognition in listening. They
emphasised the importance of metacognitive strategies in improving the effectiveness of
listening and the overall quality of learning a foreign language and a second language.

(Lynch, 2009; Wenden, 1998; Vandergrift and Goh, 2012; Goh, 2008).

Wenden (1998) summarised the metacognitive strategies’ significance in four points.
First, he emphasized faster learner learning and the remarkable integration of knowledge.
Second, these strategies attest to the constant reception of the message and its ability to cope
with all situations. Third, learners are expected to gain self-confidence when seeking help
from partners, teachers or their families. Finally, listeners acquire a learning autonomy that

allows them to observe and self-evaluate themselves.

Listening metacognition has been widely developed in language classrooms over the
last decades. Much remains to be said about the metacognitive process and its usefulness for
FL learning and instruction. But it would be necessary first to define the different sources of
knowledge that learners can use while listening to a foreign language. A summary of these

resources will be presented in the next section.

1.5. The Factors of Listening Success

Drawing on our personal experience as a prior FL student and a present EFL teacher,

we would like to confirm the challenging aspect of the listening task. Complaints generally
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turn around the lack of vocabulary, absence of deep concentration, short listening memory,

unfamiliar accent, incapacity to follow speech speed, the need for more than one listening,

and culturally unfamiliar subjects.

Among the most influential works on the factors that influence listening is that of
Imhof and Janusik’s systems model of listening (2006). Vandergrift and Goh saw this model
as a useful heuristic for further understanding the listening construct (2012, p. 57). Imhof and
Janusik explained the interrelationships between person factors and listening contexts; and
how they influence the listening process quality and its results in terms of comprehension,

learning, motivation, relationships, and self-efficacy (see Figure 2).

Figure 2

Systems Model of Listening
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Note. This model was based on Bigg’s (1999) work and shows the person and listening
context factors influencing the listening process. From Development and validation of the
Imhof-Janusik listening concepts inventory to measure listening conceptualization differences
between cultures, by M. Imhof and L. A. Janusik, 2006, Journal of Intercultural
Communication Research, 35(2), p. 81. London: Routledge. Copyright 2006 by Taylor &

Francis.
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Those results, in turn, may influence the factors that affect listeners’ self-efficacy and
their further will (or abstinence) to process succeeding input. They are divided into
quantitative results and qualitative results. Respectively, the first kind of results shows how
much information the listener gained from the listening situation regarding comprehension
and learning. Results of the second are rather concerned with the qualitative facet of listening,
which affects, for instance, the way listeners react to a FL speaker (with sympathy or
antipathy), the degree of motivation to undergo the conversation, and the kind of attention and

efforts deployed to understand and answer the speaker.

In the coming sections, we will detail the different person factors in terms of the
cognitive and affective factors that influence the listening process. Further, we will
demonstrate the various contextual factors influencing listening in terms of interactive

listening and formal/informal learning contexts.

1.5.1. Cognitive Factors

As previously demonstrated in Imhof and Janusik’s model (2006), the person factors
are divided into two parts: cognitive and affective. However, both are important to listening
success, whether at a macro level (e.g., motivation, expanded effort and monitoring) or a

micro level (e.g., capacity of the working memory).

The cognitive factors comprise six types of knowledge: (1) linguistic knowledge
(vocabulary, syntax and discourse knowledge); (2) pragmatic knowledge; (3) prior
knowledge; (4) metacognitive knowledge; (5); L1 listening ability (6) and sound

discrimination ability (see Figure2), which we aim to explain in the following sections.

1.5.1.1. Linguistic knowledge
Linguistic knowledge, as mentioned earlier, includes vocabulary, syntax and discourse

knowledge. Vocabulary may seem to be the most crucial element in the success of FL
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education. Confirmation or denial of this hypothesis finds its place in more sophisticated and
precise empirical work. Although research has not yet established the degree of the link
between vocabulary and listening success, the few existing works have been highly effective
in explaining vocabulary significance in FL / SL listening. According to Nation and Newton
(2009), vocabulary must be given special attention if it is a question of substantial learning.
This vocabulary is meant to be a high-frequency or specialized vocabulary to ensure that
learners will still need it in their use of English. For it to be prominent, it can be put in some
privileged places in the text where most information occurs (Herman et al., 1987); or briefly

pointed out during the storytelling (Elley, 1989, as cited in Nation & Newton, 2009, p. 49).

Counter to this view, some researchers presented vocabulary as having a minimum
weight in listening comprehension(Mecartty, 2000) and that FL listeners can compensate for
the lack of vocabulary by employing other strategies such as inferencing successfully what
was not understood based on what was already understood (Bonk, 2000; Lund, 1991). This
needs an accurate linguistic “threshold” on the part of FL learners to be able to compensate
for gaps in listening (Graham, Santos, & Vanderplank, 2010). However, more careful research

showing the importance of such a linguistic threshold remains to be explored.

According to the related literature, the syntactic/ grammatical knowledge role in FL
learning proved to be of great significance. With respect to FL listening, however, the
literature has shown a less influential role of syntactic knowledge in the success of FL

listening (Vandergrift & Goh, 2012; Field, 2008b).

Moreover, interest in introducing discourse knowledge into foreign language teaching
has evolved significantly over the last four decades. Discourse analysis has been initiated as a
branch of linguistics encompassing linguistics, philosophy, sociology, psychology,

anthropology, cognitive science, and so on. It is a global discipline that functionalists have
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described as the study of “every aspect of the use of language” (Schiffrin, 1987, p. 45). Its
theories, such as cohesion, coherence and relevance, have been applied to teaching foreign
languages and have proved their importance for improving the interpretation of languages,

especially for writing, reading and listening comprehension.

In listening, discourse knowledge refers to the awareness of the type of information
found in listening texts, how they might be organized and how listeners can use them to
facilitate comprehension (Dunkel 1986). Examples of discourse signalling cues, as suggested
by Vandergrift and Goh, are: (1) previews like First and let’s look at, (2) summarizers as To
sum up so far; (3) emphasis markers such as and, to repeat; and (4) logical connectives first

and second (2012, p. 62).

1.5.1.2. Pragmatic Knowledge

This type of knowledge relates to the language listeners’ application of cognitive
processes to “determine a speaker’s intention by elaborating on what they heard, using
linguistic, cultural, and contextual information” (Vandergrift & Goh 2012, p. 63). According
to the same authors, most research on pragmatic knowledge has been related to the production

of speech acts.

However, very little consideration is given to this type of knowledge in language
listening comprehension. Drawing on some research findings (Cook & Liddicoat, 2002;
Garcia, 2004; Vandergrift & Goh, 2012; Lebbal, 2018) assumed that most of the related
research on the ability to activate pragmatic knowledge during comprehension is tightly
associated with listeners’ language proficiency. That is to say, listeners with higher
proficiency levels are better at processing both contextual and linguistic input, which makes

them able to activate their pragmatic knowledge.
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1.5.1.3. Prior Knowledge

Prior knowledge encompasses the sum of language learners’ experience and
knowledge about the World and how it functions. This type of knowledge serves as a
conceptual framework for listeners to compensate for what they may miss when listening to

FL input and to undergo the difficulties of the listening setting.

The importance of such knowledge in FL listening comprehension was made evident
through a number of empirical researches (Long, 1990; Macaro, Vanderplank & Graham,
2005; Vandergrift, 2003a). Skilled listeners develop a sort of “flexibility” in dealing with
what they hear since they properly use what they know about a given topic to balance the
pitfalls of FL listening situations (Vandergrift, 2003a). However, the misuse of prior
knowledge can lead to a loss of meaning to what we hear or to total confusion. Hence,
inflexibility (Vandergrift & Goh, 2012) or imprudent use (Macaro et al., 2005) of this
knowledge can misinform comprehension efforts when listeners continue to seek reinforcing
evidence as the text unfolds. To avoid this situation, the teachers must provide their learners
with pre-listening activities helpful in developing an ‘advance organizer’ responsible for the
prediction and the monitoring of their comprehension efforts (Vandergrift and Goh, 2012, p.

67)

1.5.1.4. Metacognitive Knowledge

Metacognition has much to do with the degree of conscious control of the cognitive
processes which elaborate FL comprehension (Vandergrift & Goh, 2012). The examination of
the importance of metacognition in listening comprehension, again, has not been widely
considered. However, the few found studies depend mainly on comparing listeners’ think-
aloud strategies between skilled and unskilled listeners (O’Malley, Chamot & Kupper, 1989;
O’Malley & Chamot, 1990). In sum, skilled listeners use more metacognitive strategies than

less skilled ones.
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However, the think-aloud strategy has been criticized by O’Malley and Chamot (1990)
on the fact that it represents a kind of simultaneous introspection which may change the
nature of the thought processes; since the listener may be reporting a modified version of what
actually occurs while thinking. In comparing the think-aloud to the talk-aloud strategies, they

wrote:

In the think aloud procedure, however, the informant encodes the mental processes
immediately after they occur and then takes time to describe them to the investigator.
Thus, the description is not contemporaneous with the problem solution process, and
overtly describing the problem solutions takes longer than solving comparable

problems silently. (p.91)

Despite the scarcity of think-aloud protocols, they remain the only reliable method for
analysing the various metacognitive processes experienced by FL learners in listening
comprehension. Recent studies relied on these protocols and demonstrated that successful
listeners rely on a kind of skilful orchestration of strategies to control listening processes and

reach comprehension (Vandergrift, 2003a; Graham & Macaro, 2008).

1.5.1.5. L1 Listening Ability

The first experience of FL/L2 learners with listening competence starts within their
mother tongue (L1) (Vandergrift and Goh, 2012). In other words, every FL/L2 learner is
initially a native speaker of a given language (L1). Thus, all learners possess a preliminary
conceptual framework of the different listening operations they previously acquired
unconsciously, at an early age, or consciously along the way. While listening to a new
language, learners use what they have already experienced with L1 to manage the complex
cognitive operations of FL in search of understanding. Vandergrift (2006) assumed that both

L1 listening comprehension ability and L2 proficiency contributed notably to L2 listening
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comprehension ability. This leads us to think that learners’ weakness as L2 listeners may be at

the origin of their weakness as L1 listeners.

1.5.1.6. Sound Discrimination Ability

Very few writers adopted the question of sound discrimination. In general, there is a
belief that weakness in L2 listening ability may result from an anomaly in L1 sound
discrimination ability. VVandergrift and Goh (2012) referred to the work of French (2003,p.
68) and argued that phonological memory skills enhance learners’ listening abilities and

vocabulary learning, especially with children, at a beginning level of language proficiency.

1.5.2. Affective Factors

As seen earlier in Imhof and Janusik’s listening systems model (2006), cognitive
factors alone are not sufficient to explain what happens in language learners’ minds when
they practice listening (see Figure 2). Affective factors, in fact, are as much important as their
cognitive counterparts. Everything we do, think, dream, our reactions to the outside world and
how we see ourselves are all under the double mind-heart control. Affective factors even
monitor how we perceive learning, how we respond to each part of the program, and our
opinions about our personal abilities and motivation to learn. In what follows, we will

describe the three main affective factors: anxiety, self-efficacy and motivation.

1.5.2.1. Anxiety

According to several findings, many reasons contribute to learners’ high levels of
anxiety (Mills et al., 2006; Horwitz et al., 2009; Horwitz, 2010). Among these, we note
mainly: the difficulty commonly associated with learning English as a foreign language; the
complexity attributed primarily to the listening task itself; and the EFL listening instruction,

which, as noted by Mendelsohn (1994), associates listening with evaluation.
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Elaine Horwitz, Michael Horwitz and Joann Cope (1986) are believed to be the
pioneers of the theory of Foreign Language Anxiety (FLA), which became the bedrock for
investigations about anxiety in FL/SL instructional settings. They defined it as “a distinct
complex of self-perceptions, beliefs, feelings, and behaviours related to classroom language
learning arising from the uniqueness of language learning process” (Horwitz, Horwitz, &

Cope, 1986, p. 128).

The theoretical model proposed by Horwitz et al. presented, for the first time, FL
Anxiety (FLA) as a unique type exclusively related to language learning and very different
from the range of anxiety related to learning in general that Cassady (2010) unified in a term
academic anxiety. This is probably one of the reasons for some of our learners’ poor
performance with EFL, even though they are known to be studious learners in other
disciplines and vice versa. To put it another way, each student’s response to EFL instruction
will be unique and will depend on their background knowledge, abilities, perception of the

language itself, and response to the teaching method being used.

A flow of definitions subsequently followed the FLA theory presenting anxiety
sometimes as a complicated psychological phenomenon (Young, 1992); a psychological
tension (Jun Zhang, 2001); or as the negative emotional reaction arousal (Maclintyre, 1999),
but all related to FL learning. However, despite the widespread literature about anxiety among
language learners, little has been done to provide those learners and their teachers with
solutions to alleviate this problem (Vandergrift & Goh, 2012, pp. 71). Gregersen and
Maclntyre (2014) advocated that even if anxiety is generally pointed out as to be debilitating
since it ‘interferes with acquisition, retention, and production’ of the target language (TL), it
is not exclusively negative (p. 4). Hence, a certain level of Anxiety can be facilitating and
may give learners the edge to give the best of themselves as to play more on concentration

and be more performing and successful (2012, p. 71).
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1.5.2.2. Self-efficacy

Self-efficacy is believed to be the basis for self-confidence and motivation; and is
defined as learners’ beliefs about their ability to participate successfully in learning activities
(Vandergrift & Goh, 2012). On the basis of self-efficacy, learners may be characterized as

successful or not, as denoted in the following quotation:

Listeners with high self-efficacy feel confident about their ability to handle listening
situations because they have learned to manage these challenges, based on past
experience... On the other hand, listeners with low self-efficacy lack confidence in
their listening ability and will hesitate to participate in listening activities for fear of

revealing their inadequacies.(p. 71)

The difference is that low self-efficacy listeners credit FL’s success in listening to
factors beyond their control (Graham, 2006) and thus become less motivated and unable to
improve their abilities. In contrast, learners with high self-efficacy are more likely to monitor
their listening and will not hesitate to participate in different activities, whether their answers

are true or false (Vandergrift & Goh, 2012).

1.5.2.3. Motivation

Steven McDonough (2007) described motivation as anything that moves us to act,
including (1) the reasons behind our will to learn; (2) the strength of our desire to learn; (3)
the kind of persons we are, and (4) our estimation of what the task at hand requires of us.
Further, he defined it as a dynamic and transitive concept, as shown in the following

quotation:

Motivation is a property of the learner, but it is also a transitive concept: coaches can

motivate their clients, teachers can motivate their students. Furthermore, it is dynamic
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and changes over time, especially in the usually long-drawn out process of language

learning. Motivation is thus remarkably complex. (2007, p. 369)

In the old literature, motivation for language learning was typically restricted to the
reasons for learning. McDonough cited the work of Gardner (1985) as the most influential in
the field of language learning. It consists of a distinction between two different objectives for
learning FL/SL. The first, called integrative, depends largely on success and refers to the wish
to learn a language to integrate with its speech community. The second, dubbed instrumental,
is instead matched with the desire to master a given language to use it in ones’ own culture

(cited in McDonough, 2007, p. 369).

Other works marked the same period but were not exclusively concerned with
motivation in language learning. McDonough mentioned Decy and Ryan’s (1985) distinction
between intrinsic motivation (that is generated from within) and extrinsic motivation (coming
from outside). The same author cited dissimilarity as he referred to the work of Heckhausen
(1991), which stands for whether the aim behind learning a language is to strive for success or
just avoid failure. An illustration of this might be a student studying EFL in the English
department against their will and putting all of their efforts into preventing failure rather than

succeeding.

The importance of motivation in foreign language learning has been widely solicited
in recent literature. However, little has been done to prove the existence of a relationship
between motivation and FL listening development. Vandergrift and Goh (2012) believe
confident L2 learners are more motivated, less anxious and possess higher levels of self-
efficacy, which may have a major influence over listening to a foreign language. According to
the same author, the key to a better proactive, less anxious and successful listener lies in well-

established metacognitive instruction. This is because this latter is based on more listening
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practice, less evaluation threat and assurance of learners’ awareness of their listening

processes (Vandergrift & Goh, 2012, pp. 72-73).

Recent research was conducted by Art Tsang (2022), who investigated how FL
listening motivation was related to overall FL proficiency, interest and self-confidence. He
came to the conclusion that the three motivational factors are crucial to young learners’
learning of the FL. He also encouraged stakeholders to work together to increase learners’
motivation to learn the FL through listening, which is seen as a spoken channel generally

“overshadowed by the written channel in reading” (Tsang, 2022, conclusion).

1.5.3. Contextual Factors

Among the six elements of the contextual factors already presented in the Imhof and
Janusik model of listening, Vandergrift and Goh focused their intention on the three first
factors of the model: listening in informal learning contexts, listening in formal learning
contexts, and interactive listening. They believe this latter to be an essential part of listening
competence which generally takes place in more informal L2 contexts for language learning
with L2 speakers. This type of interaction is susceptible to the nature of the relationship
between the interlocutors in terms of age, gender, language proficiency and power
relationships (e.g., employer-employee). When anxiety is high, the listener will probably
understand little and feel less motivated to take risks to clarify comprehension by fear of

losing face.

Listening in informal learning contexts was instead related to the study abroad
programs made for the development of listening comprehension, according to VVandergrift and
Goh (2012). Recent studies showed that study-abroad learners are more confident in
interacting in the target language, as confirmed in research on Spanish learners by Cubillos,

Chieffo and Fan (2008) (cited in Vandergrift & Goh, 2012, p. 74). Another study by Moyer
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(2006) underlined the significant influence of the listening ability regarding the quantity and

quality of language contact (cited in Vandergrift and Goh, 2012, p. 74).

However, listening in formal learning contexts refers to academic settings where the
objective behind listening is learning subject matter content in formal classroom contexts.
Vandergrift and Goh assumed that research in academic listening was mainly concerned with
the characteristics of lectures’ and how to make them more comprehensible for learners. In
that, Flowerdew and colleagues held a series of studies to investigate the lecture
comprehension perceptions, problems and strategies from the standpoint of learners (1992),
native-speaking lecturers (1996) and non-native speaking lecturers (2000) (cited in
Vandergrift & Goh, 2012). Results of this series of research advanced (1) the lecture’s speed
of delivery, (2) difficulty with course-specific terminology, (3) cultural differences and (4)

note-taking skills as the commonly encountered problems.

A more recent study by Miller (2009) on the possible features which may facilitate
language learners’ comprehension was summarized into: (1) linguistic features as the
introduction of uncomplicated language and accent; (2) pedagogical features as, humour,
examples, visuals, advance preparation, and organization of the lecture (cited in Vandergrift

& Goh, 2012, p. 74).

All in all, to conclude with this section, one may say that the deep analysis of the
Imhof and Janusik Model of listening (2006) showed a significant influence of the person and
contextual factors over the quality of the cognitive operations and the listening outcome. In
other words, this model demonstrated the power of those factors over successful FL/L2
listening comprehension. On the one hand, the cognitive factors, especially vocabulary and L1

listening ability, appear of great importance in FL/L2 listening comprehension. On the other
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hand, affective factors are related to the degree of anxiety and willingness to engage in any

listening activity.

Furthermore, there is a reciprocal relationship between the person factors, the
contextual factors and the different processes (social, cognitive and strategic) a learner may
employ when listening to the target language, and how these elements may influence the
quality and quantity of listening results (the outcome). In return, this outcome will impact
further cognitive factors (e.g., a more reach vocabulary) and affective factors to determine, for
instance, the learners’ self-efficacy and motivation which will decide upon their openness or
resistance to engage in a given FL interaction. This model was like a shifting point in the

target language listening literature.

Another model worthy of being cited in this work is Vandergrift and Goh’s (2012)
“Metacognitive Framework for Listening Instruction”, which is the central issue of the

coming section.

1.6. Vandergrift and Goh Metacognitive Model of Listening Instruction

Learner-centred listening is the cornerstone of the Vandergrift and Goh metacognitive
approach; one of the three primary orientations of language teaching in the last fifty years,

compared to text-oriented and communication-oriented listening instruction.

This model aims to develop self-regulatory listeners who are conscious of their own
learning processes and the demands of their learning tasks. Additionally, the current method
requires listening skills to be developed outside the classroom and students to learn how to

gain from the knowledge and experiences of their teachers and peers.
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Vandergrift and Goh Metacognitive Framework for Listening Instruction

METACOGNITION

(Metacognitive Awareness)

Metacognitive

Knowledge

KNOWING

Self-appraisal

Person Knowledge

Task Knowledge

Strategy Knowledge

Metacognitive Strategy use
experience @ pF--=-——--=---- >
SENSING DOING
Self-manaaement

Language use (Listening

comprehension)

Language learning

(Listening development)

Note. Adapted from Teaching and Learning Second Language Listening (p.85), by L.

Vandergrift and C. M. Goh, 2012, London: Routledge. Copyright 2012 by Taylor & Francis.

Reprinted with permission.

Vandergrift and Goh’s model serves two main functions in language learning: (1) self-
appraisal, which stands for knowledge about the various cognitive states and processes; and
(2) self-management, which means control of cognition. Those two functions are expressed
into three elements: experience, knowledge, and strategies (see Figure 3). In other words,
metacognition helps learners become self-knowing, self-directed, and self-managed in their

learning (Vandergrift & Goh, 2012, p. 85). The following subsections will highlight how

those three elements function and the advantages of metacognitive instruction.

While listening to a foreign language, we may face an unfamiliar word in the stream of

words, so we try to recall a strategy we have already employed that proved fruitful in a similar
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situation. This refers to experience according to Vandergrift and Goh (2012, p.
86).Metacognitive knowledge is divided into person, task and strategy knowledge. The first
represents knowledge about how we learn and what affects our learning. In other words, it
deals with what kind of learners we are, what may hinder our learning, and what are the limits

of our problem-solving ability.

For instance, if we typically have more trouble understanding American English than
British English, we might start to believe that American English is simpler and better suited to
our tendencies and levels of competence. As a result, we might begin to think that we are poor

listeners of British English and should avoid anything that involves engaging in this language.

The second type of metacognitive knowledge, dubbed task, is concerned with
knowledge about “the purpose, demands and nature of learning tasks” and includes “how to
approach and complete a real-life task” (Vandergrift & Goh 2012, p. 86). For instance, if the
teacher realizes that his/her learners have some difficulties in recognizing spoken numbers
he/she may opt to emphasize listening to business news or anything which contain lot of

numbers.

The third type of knowledge is strategy knowledge. It implies knowing the most
adequate strategy for accomplishing a specific goal. For example, the belief that guessing is a
good strategy for understanding a spoken message in case we face unfamiliar words. Another
example is to judge that simply asking somebody to slow down his speech speed or repeat
their utterance is a suitable listening strategy. Important to notice here is the difference
between knowing a strategy, which is our concern in this section, and applying a strategy

referred to as ‘strategy use’, which will be clearly demonstrated in the coming section.

Furthermore, strategy use refers to the individual’s capacity to use appropriate

strategies to make learning ‘easier, faster, more enjoyable, more self-regulated, more effective
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or more transferable to new situations’ (Vandergrift & Goh, 2012, p. 89). Obviously, learners
use strategies to achieve comprehension goals when they fail to understand the heard
message. Some of those strategies are relevant for real-time listening comprehension, while

others help learners improve listening over time.

1.6.1. How does Metacognition Function

Presented as metacognition in action, Vandergrift and Goh offered a clear
demonstration of the active processes that escort one’s thoughts while listening to L2
messages. They believed that for metacognition to be fruitful, listeners must not only think
about their thinking (cognition) but also act on their thoughts and feelings to construct a
‘deeper understanding of themselves as learners and the nature of the task at hand’

(Vandergrift & Goh, 2012, pp. 92-93).

We can see metacognition in action when listeners reflect on their learning before,
during or after the listening task. Metacognition can also be seen when language learners
show awareness of gaps in understanding and try to fill them using what they think to be the
best strategies for that given situation. However, metacognition in action is not exclusively an
individual deed; learners may ask others (e.g., classmates, teachers, interlocutors) for
clarification or help to solve misunderstanding problems. A specificity of metacognition
activities proposed by those two authors is to help learners enrich individual learning through

peer dialogue and cooperation (Vandergrift & Goh, 2012, pp. 101-102).

1.6.2. The Advantages of Vandergrift and Goh Metacognitive Instruction

As previously mentioned, metacognitive instruction is learner-oriented, focusing
mainly on teaching FL/L2 listeners how to select cognitive strategies and how to use them to
solve understanding problems. It deals with both cognitive and social variables which

influence listening success with the assistance of the teacher or some proficient peers; this is
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known as scaffolding (Vandergrift and Goh, 2022). According to Hossein Bozorgian (2012),
metacognitive instruction is used to “reduce the complexity of listening comprehension for
less-skilled listeners” through the development and facilitation of the process of listening
comprehension (p. 1). Goh (2010) believes that metacognitive activities enable learners to
engage in self-appraisal and self-management activities supported by teachers (cited in

Vandergrift & Goh 2012, p. 97).

Hence, metacognitive instruction highlights the hidden aspect of the listening skill and
offers learners insights on their listening in a way to improve it. Also, it presents teachers with
helpful information on their learners’ individual learning styles, abilities and goals. Moreover,
this type of instruction is meant to be applied within the classroom and outside, since learners
may continue to benefit from the metacognitive strategies’ support to develop their listening

abilities in formal and informal settings.

1.7.  Nation and Newton One-way/Two-way Listening Strategies.

Besides the Vandergrift and Goh (2012) model of listening strategy, Nation and
Newton (2009) suggested another distinction. This was based on the direction of the
interaction: one-way listening or two-way listening. While the first is a result of conventional
listening beliefs and focused on information transfer (transactional listening), the second is the
product of more recent listening theories that prioritize preserving social relations
(interactional listening) (p. 40). They argued that if one-way listening falls short of capturing
the depth and dynamics of listening as they take place in normal interpersonal interactions;
two-way listening more accurately captures the features of real conversation and promotes the
development of communicative competence.

This distinction resulted in another division related to Nation and Newton’s (2009)
listening strategies, including communication and listening strategies. The first type is

supposed to assist comprehension, like making predictions before listening, listening
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selectively and knowing how to interrupt politely. The second type is rather concerned with
noticing language forms in the input, like seeking clarification, listening for patterns, and

focused listening (p. 52).

1.8.  Listening Activities

Another critical issue that demands careful thought from teachers in EFL classrooms is
the choice and design of listening activities. A group of academics from Baliksire University
in Turkey claim that if teachers do not adopt, modify, or change listening activities for their
students, their listening ability ends up being their most significant source of anxiety and
discouragement (Yavuz et al., 2015). They suggested three types of activities to make
listening skills digestible for learners: (1) at word level, (2) at sentence level and four

meaning-based activities mainly drawn on Ur (1984, as cited in Yavuz et al., 2015, p. 931).

1.8.1. Repetition at Word Level

In the early stages, the students need to practice the target language to hear and
pronounce isolated words as a native speaker would, without the distortions or blurs that
frequently appear in the context of natural speech. At word level, in the early stages, the
students need practice in hearing and saying the sounds of isolated words as they are ideally
pronounced by a native speaker, without the distortions or blurs which commonly occur
within the context of natural speech. The type of exercises which fits the best this level is
repetition of what they hear, check to see if it is in English, and determine whether they are

hearing the same or different utterances (Yavuz, et al., 2015, p. 931)

1.8.2. Repetition at Sentence Level
At this stage, it becomes simpler for students to identify colloguial and spontaneous
speech. Therefore, the exercise types at this level consist of (1) repetition (but this time, the

length of the utterance is either the phrase or sentence they have heard), (2) identifying word
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divisions to determine the spoken and written forms of the utterances, (3) identifying the
stressed or unstressed words in a sentence, and (4) dictation in order to gauge the student’s

understanding of the sounds and utterances.

1.8.3. Listening and Making no Response

This activity aims to enrich the learners’ listening comprehension skills without having to
provide a spoken answer. They may include (1) choosing or ordering pictures (as they are
mentioned in the spoken or recorded text); (2) drawing or filling diagrams and maps; and (3)
listening to short stories or excerpts from movies and TV shows, provided they are short to

avoid learner boredom or loss of concentration

1.8.4. Listening and Making Short Responses
As their name indicates, listening and making short responses activities require the
learners to elaborate on some short answers like true/false. This type of exercise fits better

elementary or weak-communication levels.

1.8.5. Listening and making long responses

This type of activities requires learners to understand the meaning of a whole sequence of
utterances. Activities of this type include: (1) predictions to guess the meaning of the text or
guessing what is going to happen next; (2) filling the gaps in a dialogue or text while

listening; (3) summarizing what learners have understood from the listening.

1.8.6. Listening as a Basis for Study and Discussion

The last type of activities encompasses four varieties of exercises. The first is called
problem-solving; learners can listen to the text as many times as needed to discuss the
problem mentioned in the text, individually or in groups. The second type is the jigsaw
activity; learners are divided into groups and supplied with half parts of the listening text,

which they have to join together to extract the main idea or come to a conclusion. The third
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type stands for ‘complementary texts’, requiring learners to complete information on a chart
or diagram. And the fourth is about interpretative listening, which involves learners in some
interpretations of the speakers’ personalities and relationships.

To be effective, the authors suggested that these activities must be selected and
designed carefully according to “the appropriate level and with the appropriate students” to
promote students listening capacities and avoid discouraging them (Yavuz et al., 2015, p.
932). And as we can notice, except for the no-response type, most activities engage learners in
both listening and speaking. This leads us to conclude that, if well established, these activities
may lead to developing both skills.

Nation and Newton (2009) proposed nine additional meaning-focused activities that
are comparable but not identical. The first type is listening to stories that fit students’
proficiency level and contain only a few difficult words. Oral cloze activities form the second
type, where the listeners listen to a story which the teacher pauses after about 50 words and
ask them to guess the next word.

The third type embodies picture ordering which consists of the listeners ordering a set
of pictures based on a description or a story involving the events in those pictures. “What is
it?” is the fourth type, where the students are supposed to listen to a presentation where
information is diffused gradually until they can guess what it is about. The fifth type concerns
the “same or different” exercise, which can be practised in pairs and in which a pair member
describes their picture to the partner, who is supposed to decide whether the pictures are
identical or different. Listen and draw is another kind of exercises where the students are
asked, based on the description they listen to, to draw, colour or label parts of the given
picture.

The seventh category, dubbed the padded questions, requires students to listen rather

than speak during lengthy subject introductions. The last type is dubbed information transfer,
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which, as the name indicates, requires learners to reproduce the message they hear in a new
form, as with the listen and draw activity. This type is supposed to support learners to listen
strategically for important information, provide opportunities to learn new vocabulary and

grammatical items, and develop one’s production (Nation & Newton, 2009, pp. 43-49).

1.9.  Supporting Listening

To help learners while they listen to a foreign language, Nation and Newton (2009)
recommended giving them some temporary bridge. A list of words or images that go along
with the words might make up this bridge, for instance, so that students can see them as they
listen. Students will use these words and images the first time they try to understand
what/who they listen to.

However, the bridge is no longer needed and can be removed as long as they possess
the knowledge required to reach the target. In this regard, Nation and Newton (2009)
advanced three key strategies for providing learners with the necessary bridge: prior
experience, guidance during listening, and working in groups to support listening. The first
method entails providing prior experience with certain textual elements. This can be achieved
through:

. rehearsing the text beforehand, using a simple version first, repeating the
listening, using language or ideas already within learners’ experience while
increasing the skill demands of a task, and pre-teaching items. The topic of the text
can come from the learners’ previous experience and may be based on a first
language text. (2009, p. 46)

The same authors concentrated on repetitively using the same theme over several days
and highlighted the value of referring to learners’ experiences. Focusing repeatedly on the
same theme will primarily aid students in deepening their understanding of the material that

will be used to support listening activities.
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This might be accomplished by including instructional activities that aid in text
comprehension. The authors recommended a few activities, such as (1) ‘completion
activities’, which consist of filling in the gaps to complete the missing parts of the text; (2)
‘ordering activities’ that require learners to put the different items in the correct order
according to the text; (3) answering questions that cover the main points of the input; and (4)
information transfer diagrams to be completed or images to be labelled (2009, p. 47).

The third recommendation is to prioritize group work while listening to the target
language. This provides an opportunity to practice the negotiation of meaning throughout the
activity. Examples include having students work in groups to take notes on the text or
allowing them to discuss the material during designated course times so that those who
missed something during the listening sequence can keep up with what is going on.

Furthermore, Miller identified seven characteristics of an effective listening activity:
(1) the listening text has to be brief (no more than 1-3 minutes); (2) the purpose for listening
has to be identified and shared with learners; (3) the listening text is supported by visual
clues; (4) the response to the activity must be simple, easy to complete, intermittent with aural
cues and indicate comprehension of the listening cue; (5) the listening text is repeated several
times to assure the objectives of the activity; (6) the activity provides immediate feedback; (7)
the activity has to be motivating (relevant, interesting, challenging and success-oriented to

engender confidence) (Miller, 2010, p. 2).

1.10. Listening Assessment

As far as listening is concerned, three distinctions should be made to differentiate:
teaching from testing, testing from evaluation, and evaluation from assessment (Davies &
Pearse, 2009). For the first pair, teachers sometimes ‘“convert teaching into a kind of
continuous test” and rely heavily on language correction, ignoring the information and

confusing accuracy with effective communication and fluency. Such confusion is supposed to
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inhibit students’ ability and confidence in using English effectively. However, teachers are
constantly encouraged to evaluate their own teaching and their learners’ performance and

progress (Davies & Pearse, 2009).

The second pair, testing and evaluation, may appear interchangeable in terms of
meaning and use in other languages. Still, it is not the case in English, as explained by those
authors. They stated that evaluation is a more general concept that can be used to estimate the
progress of teaching in general, teaching materials, learning and even tests. A test is instead
designed for a specific purpose based on a number of activities and tasks, each with clear
objectives (Davies & Pearse, 2009, pp. 170-171). Regarding the last distinction, assessment is
used to define a variety of learning evaluation which is “based on class participation, progress

tests, homework, and projects rather than final test alone” (2009, p. 171).

Moreover, concerning Assessment, J.J. Wilson (2012, p. 136) introduced other types
of distinctions. First, he differentiated between the kind of assessment which evaluates what
has been learned over a period of time, including placement tests, progress tests and
achievement tests, from the types of tests which measure overall ability proficiency tests.
Another distinction includes formative and summative assessments. The first are process-
oriented, designed as a diagnostic tool to support listeners’ progress and supposed to cover the
ongoing type of assessment, which takes place informally every time students engage in
listening. The second are formal and results-oriented, by which students always receive a

grade as those required by schools, colleges and governments.

Drawing on the work of Gary Buck (2001), Lynch noted that generally, all the
literature that targets test construction concentrated on one-way listening in non-interactive
settings for reasons of convenience and economy (2009, p. 124). Further, he cited the work of

George Yule and his colleagues as one of the most marking research studies which addressed
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the issue of “interactive listening assessment”. It focused on assessing the quality of the
product of information-gap tasks dubbed “the Communicative Outcome (CO) system”

(Lynch, 2009, p. 125).

Indisputably, two conditions must be ensured when preparing a test: validity and
reliability. To be valid, a test must first meet only the forms and uses that learners have
practised in the course syllabus (content validity); and second, it uses only exercises and tasks
similar to those already experienced by the learners and fit the general objectives and
methodology of the course(construct validity) (Davies & Pearse, 2009, p. 172).According to
Wilson (2012,p. 136), it is not fair to assign students low grades if they fail in speaking

correctly, if the test initially targeted the listening skill.

Put differently, a student may have understood the heard passage (good listening) but
expressed difficulties in responding verbally (speaking skill). Reliability, however, stands for
“the certainty that the test will produce consistent results no matter who is making it or what
mood they are in” (Wilson, 2012, p. 136).1t deals with the extent to which the results of the
test are trustable in terms of the unambiguousness of the instructions; the accuracy of the
instructions which delimits and guides the learners’ answers (e.g., short/long answers,
phrases/words); and the absence of errors as when the learners are supposed to “select the best
answer —a, b, c, d, there should not actually be two or more acceptable answers” (Davies &
Pearse, 2009, p. 173). According to the same authors, reliability concerns the way the test can

be marked objectively, in addition to its length and how it is administered.

Furthermore, in addition to conventional or traditional tests, there are alternatives to
tests. Lynch (2009) assumed that in addition to selected-response assessments (e.g., true /false
or multiple choice), constructed-response assessments (e.g., gap-filling, short-answer and

performance tasks) and personal-response assessments (e.g., portfolios, self- or peer
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evaluation) are alternative to traditional tests (p. 126). These are mainly built on real-world
contexts or simulations and foster creativity, higher-level thinking and problem-solving. Self-
assessment is believed to be one of the most critical types of assessment because it allows the
learner to work independently and improve, in the long term, outside the classroom

environment (Wilson, 2012, p. 141).

However, Irene Thompson insisted on combining self-assessment with traditional tests
for validity to be reached (as cited in Lynch, 2009, p. 126). Overall, this type of evaluation is
still problematic because it depends on the student’s capacity for self-evaluation and whether

the teacher accepts it as a valid method of measurement (Wilson, 2012, pp. 141-142).

Conclusion

Overall, there has been a significant shift toward reconsidering listening, challenging
the notion that this skill is merely passive or receptive (Anderson & Lynch, 1988). However,
the question of listening remained only modestly explored because of how challenging it is
compared to the extensive literature on English teaching in general—even less on English as a
foreign language. Investigating the complex cognitive operations that go into how sounds are
detected, analysed, listed, and then memorised requires a thorough examination that is not
always apparent to teachers and researchers or expressible by learners. In the same way,
testing listening is challenging. It demands high accuracy and precision to evaluate students’
listening capacity solely as a receptive skill and avoid conflating it with the likely deficiencies
in the productive aspects (speaking or writing).Yet, the productive aspect of the language
(speaking) must also be explored in order to achieve communication. Exploring listening
alone is just one facet of the coin. The following chapter is therefore devoted to EFL

speaking.

74



CHAPTER TWO

TEACHING SPEAKING



CHAPTER TWO : TEACHING SPEAKING

Introduction

For a long time, the speaking skill has hardly been neglected in FL classrooms, despite
the broad interest it covered in the methodological debate. The mastery of this skill has been
recognised globally as an essential ingredient in the English language for international
communication (Rao, 2019). Since then, there has been a radical shift in the speaking issue,
which has transitioned from “an undervalued skill” (Bygate, 1987, p. vii) to become the
essence of interactive communication and the primary concern of the relatively new literature
(Brown, 1991; Brown, 2001; Lindsay and Knight, 2006; Madrid & Mclaren, 2006; Harmer,

2007; Nation & Newton, 2009; Rocio, 2012; Thornbury, 2013; Palmer, 2014; Rao, 2019).

The purpose of this chapter is to present the speaking issue, beginning with a briefing
of some of the most important definitions, then moving on to the reasons for teaching
speaking, its challenging aspect, speaking activities and the criteria for their design. The final

section of this chapter discusses how to approach correcting, assessing, and testing speaking.

2.1.  What is Speaking

Martin Bygate was among the pioneers of the ESL teaching-learning binary issue. He
held the opinion that as long as almost everyone can speak and, hence, takes this faculty too
much for granted, speaking as a skill deserves the same amount of attention as literary skills
in both first and second languages (1987, p.vii).He later defined it as “the vehicle par
excellence” of social solidarity, social ranking, professional advancement, and business. He
considered speaking, in general, as the medium of language learning and described its
importance according to four aspects: psychological, social, professional and intellectual
(1987, p. vii). Thus, the psychological aspect relates to learners’ confidence in performing
basic transactions. The social aspect deals with the preservation and gain of social solidarity

and social ranking since people are generally judged and may gain or lose friends according to
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how they speak. The professional aspect is related to the crucial role speaking plays in
advancement and business success. Last, speaking is considered a skill that deserves much
attention and consideration in both L1 and L2, which determines the intellectual aspect.
However, despite some similarities between the two contexts of ESL and EFL, there
are many significant differences. As Brown (2001) demonstrated, the students in an ESL
setting are likely to speak a variety of languages and be fully assimilated into the target
language by residing in its society; however, in an EFL environment, students are typically
monolingual and from the same nation. Different contexts, therefore, require different
approaches.
Subsequently, in a more general context as in teaching English to speakers of other
languages TESOL, Lindsay and Knight (2006) listed the various circumstances in which a

person might feel the need or duty to speak a first or a foreign language. They wrote:

We speak for many reasons- to be sociable, because we want something, because we
want other people to do something, to do something for someone else, to respond to someone
else, to express our feelings or opinion about something, to exchange information, to refer to
an action or event in the past, present, or future, the possibility of something happening,

and so on. (2006, p. 58)

Accordingly, the first and foreign languages’ objectives for communicating successfully
are believed akin. Also, we can clearly see that the primary goal of speaking a foreign
language is to communicate and interact in this language, which does not just settle for a few
grammar rules. In this respect, Scott Thornbury (2013) advanced that “knowing a language
and being able to speak it are not synonymous” (p. iv). He explained that for generations of
books of oral English, the main issue remained “how to vocalize grammar” instead of

considering speaking as a skill which needs to be mastered to reach fluency (2013, p. iv).
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Similarly, Bailey and Savage (1994)believed speaking to be a “central skill”, the most
demanding of the four skills, and “an activity requiring the integration of many
subsystems”(pp. 6-7).As seen by Brown (2001), speaking is an interactive process of meaning
creation that involves the production, reception, and processing of information. Similarly,
Boonkit (2010) advances speaking as a productive skill that learners need to develop in order
to communicate fluently (Rao, 2019; Nation & Newton, 2009). All things considered,
speaking a foreign language is a crucial element for communication and so deserves much

consideration on the part of EFL scholars, teachers and learners.

2.2.  Reasons for Teaching Speaking

The speaking significance has taken a large part in the related literature. Far from the
foreign language concern, speaking instruction is considered crucial for the development of
human interaction in general, starting with L1. Erik Palmer (2014) fostered the importance of
teaching listening and speaking even to native speakers. He made a good analogy between
how a fish considers the water in which it lives and how we generally consider teaching
listening and speaking. The fish does not realize the importance of water and is not even
aware of its existence as a separate entity.  Similarly, because listening and speaking are
profoundly melted in so many aspects of our lives, we take them for granted and ignore their

importance as “the foundation of so much of human interaction” (Palmer, 2014, p. 9).

And when it comes to the foreign language, Jeremy Harmer (2007, p. 123) assumes
the existence of three reasons for teaching speaking in the classroom. The first one is about
the rehearsal nature of speaking activities, which allow learners to practice real-life speaking
in the ‘safety of the classroom’. This is because classroom interaction is less demanding than
real-life interaction since the former is less stressful and tolerates more or less the lack of

experience especially that it is a learning environment.
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Second, teaching speaking provides feedback both for FL teachers and learners with
regard to learners’ success and the language problems they are experiencing. Third, the
speaking instruction allows students the opportunity to practice the foreign language and
activate what they have stored in their brains. According to the same source, students’
autonomy and proficiency in using FL fluently depend largely on the frequency of the

speaking activities and tasks.

Moreover, Scott Thornbury related teaching speaking to establishing a sort of ‘talking
classrooms’ in which FL speaking becomes a kind of culture (as cited in Harmer, 2007, p.
123). Harmer explains that if those talking classrooms become a regular feature of lessons,
they will create a suitable environment for students to become more confident and proficient
speakers. In all, there seems to be a convergence between linguists and FL teachers on the
importance of interaction in the acquisition of speech skills (Rocio, 2012; Harmer, 2007;
Nation and Newton, 2009; Brown, 2001). The meant interaction occurs in the FL classroom
and can be achieved through collaborative learning and communicative language teaching.

Respectively, Rocio believes communicative language teaching to be built upon real-
life situations requiring communication and thus offers the students adequate opportunities to
communicate with their partners in the target language(2012, p. 24). To put it another way,
talking classrooms will make up for real-world situations where interaction is required
immediately. Another essential consideration when discussing speaking is fluency. There
appears to be widespread agreement that speaking proficiency among FL students is
correlated with the growth of fluency. (Nation & Newton, 2009; Harmer, 2007; Thornbury,

2013) (See Chapter 4, Section 4.4.4.1.2. and 4.4.4.2.1.).

2.3.  Teaching Speaking the Hard Task
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As mentioned in the previous sections, teaching speaking has long remained the
weakest link in FL teaching matters. When compared to listening, for instance, Davies and
Pearse (2009) believe that both “should partly be the natural result of using English”;
however, speaking is supposed to “develop more slowly than listening” (p.82).The same
authors argue that it is easier to make learners understand the teacher’s speech by simplifying
the language or using gestures and mimes, but it is not as easy to get them to express
themselves in English. Similarly, when compared to reading or writing, speaking proves
harder to treat and manipulate. In this respect, Bueno, Madrid and Mclaren (2006) wrote:

Speaking is one of the most difficult skills language learners have to face. In spite of

this, it has traditionally been forced into the background while we, teachers of English,

have spent all our classroom time trying to teach our students how to write, to read and

sometimes even to listen in a L2 because grammar has a long written tradition. (p.321)

However, to rote grammar is insufficient if effective EFL communication is intended.
Also, parroting back information does not imply good listening or good speaking (Palmer,
2014, p. 6). According to Leong and Ahmadi (2017), speakers need to be proficient in many
important areas, such as pronunciation, grammar, vocabulary, fluency, and comprehension, to
communicate easily and effectively. Moreover, teaching English as a foreign language to
learners of another background and a different culture implements a serious consideration of
those differences. The students belong to a totally different social, cultural and linguistic
context where “the English language is not often present, and he or she does not need it to
interact and survive in his or her life” (Rocio, 2012).This is not the case with learners of
English as a second language who are constantly exposed to the second language and culture.

Thus, belonging to another culture and the lack of a clear need to communicate in

English may encourage EFL learners to be unmotivated to speak it. EFL teachers may find it
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hard to convince learners to adopt the English culture and cope with the difficulties of
speaking since they ignore where and when to place it in their daily lives.

In addition to the cultural differences and ignorance of the practical aspect of speaking
the foreign language, the oral discourse features make it one of the most challenging skills for
EFL learners. As presented by Brown (2001), the meant features are: (1) Contractions, vowel
reductions and elision; (2) the use of slang and idioms; (3) Stress, rhythm and intonation; (4)
The need to interact with at least one other speaker. Harmer (2007) added speech speed to the
former list as an essential feature which may play against the easy-going of teaching-learning
speech. And since focusing solely on grammar instruction allows learners a minimal
knowledge of the actual functioning of the foreign language, they need to be subject to more
accurate teaching based on natural conversations and spontaneous communication.

As a result, teaching EFL speaking is much more challenging than one might imagine.
It is a structured instruction that allows us to acquire the ability to communicate everything
we want to say precisely as we first intended and to understand the interlocutor’s message as
they meant it. This is because it goes beyond simply teaching students to repeat a few
isolated, simple word combinations.

This challenge affects both the teachers and their students. The variety and complexity
of some English language characteristics, which EFL learners must master for any successful
communication in English, are primarily to blame for this. For instance, Harmer (2007) noted
speakers’ ability to control features like stress, intonation, and pitch changes, and some other
expressive options in the following quotation:

Apart from the actual words they [speakers] use, they can vary their intonation and

stress which helps them to show which part of what they are saying is most important.

By varying the pitch and intonation in their voice they can clearly convey their attitude

to what they are saying, too; they can indicate interest or lack of it, for example, and
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they can show whether they wish to be taken seriously. At any point in a speech event

speakers can rephrase what they are saying; they can speed up or slow down. (p. 53)

Harmer explains that these reactions result from the speakers’ responses to the
feedback they get from the listeners including gestures, expressions and interruptions to show
misunderstanding. In addition, the same author attracted attention to the non-linguistic cues
native speakers generally use in face-to-face interaction, including facial expressions, gestures
and general body language (Harmer, 2007, p. 53). These are very culturally specific, meaning
they can be completely different from those to which learners are accustomed in their culture
of origin. In addition, the teacher cannot rely solely on himself to show learners the meant
native cues; s/he needs to introduce some illustrative picture or, even better, some video
extracts to illustrate how natives use body language to express meaning.

Furthermore, FL speakers must master some crafts native speakers usually use to
facilitate communication, save time, or simply use the language in a favourite cultural modal.
This consists of some frequent practices such as the omission of parts of the sentence, the use
of fillers and hesitation, the introduction of idiomatic expressions, and the ability to
reformulate and rephrase sentences (Bueno, Madrid and Mclaren, 2006, p. 325).

All the characteristics above must be present for a speaking instruction to be effective.
The various features of natural speech and how natives act in everyday situations must be
familiar to learners. But all of this has to take place within the confines of an EFL classroom.
This establishes the task’s difficulty facing a speaking teacher, who must be meticulous and
accurate in choosing the right resources and exercises to ensure that speaking instruction is
successful. The following section mainly discusses how to incorporate activities into an oral

instruction.

2.4. Thornbury’s Stages of Teaching Speaking
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Thornbury’s contribution to foreign language speaking instruction is probably one of
the most notable (2013). Influenced by sociocultural theory, which views learning as a social
phenomenon requiring both activity and interactivity, he believes that learning in the
classroom is “collaborative, co-constructed, and scaffolded.” (2003, p. 39). He emphasised the
importance of segmenting the speaking course into three stages: awareness, where the learner
encounters new knowledge; appropriation, where this knowledge is integrated into the
learner’s existing system; and automaticity, by which some of this knowledge become
available for use. In other words, the learner reaches fluency and autonomy. Each phase is

distinct, but they all complement one another, as shown in the following sections.

2.4.1. The Awareness-Raising Stage

To activate the knowledge acquired by learners and make it operational, “some degree
of conscious awareness is necessary” and “involves at least three processes: attention,
noticing and understanding” Thornbury (2013, p.41). According to the same author, the first
process requires students to be interested, involved and curious about learning new pieces of
knowledge. Noticing is a more conscious process by which learners may discern and register
the occurrence of some event or entity, whether unpredictably or predictably, if they have
already been brought to their attention. This may also cover a shortcoming in their language
proficiency that they notice as a result of their inability to express themselves FL; or simply
when they notice the gap between their performance and that of an expert or a native, known
as noticing the gap (Thornbury, 2013). According to the same author, the last process in this

stage understanding, is “the recognition of a general rule or principle or pattern” (p. 42).

During the awareness-raising stage, the teacher or skilled peers must assist the learners
in drawing their attention to a specific item or idea and assisting them in correcting or
acquiring new knowledge. Also, pair-work and group-work are much solicited in this stage to

foster collaboration which is supposed to give students more opportunities to notice and
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bridge the gap between their level and that of better peers (Thornbury, 2013, p. 43). Adopting
a task-based instructional cycle is also recommended for raising learners’ awareness by: first,
having them perform a specific task to the best of their ability; second, observing skilled
practitioners performing the same task, then re-performing the original task while attempting

to incorporate the targeted features. (Thornbury, 2013, p. 62).

2.4.2. Appropriation Stage

As its name indicates, appropriation means “taking over the ownership of something”
or “making something one’s own” (Thornbury, 2013, p. 63). To put it another way,
appropriation of the skill of speaking or parts of it that were initially other-regulated in the
awareness-raising stage become self-regulated in this stage. According to the same author,
rather than controlled practise, practised control is a key feature of appropriation in which
learners proceed towards mastering a skill with the probability of making mistakes but with

the support of the teacher and skilled peers along this stage.

Moreover, drilling and chants are thought to be adequate for gaining control of the
speaking skill because they allow learners to imitate and repeat specific new items (words or
parts of speech) and acquire them as they move from the working memory to the long
memory (Thornbury, 2013, p. 64).1t is critical to emphasise here that drilling is not intended
to become a monotonous repetition of the entire text or larger parts of speech. Other activities
may include writing tasks (e.g., dictations), reading aloud, dialogues and others, as detailed by

Thornbury (2013, pp. 64-88).

2.4.3. Automaticity Stage
According to Thornbury (2013), language production’s automaticity is synonymous with
autonomy in speaking or fluency. He defined autonomy as “the capacity to self-regulate

performance as a consequence of gaining control over skills that were formerly other-
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regulated” (p. 90). In practice, this distinguishes skilled performers and fosters the ability to
automatize the more mechanical aspects of a task to free attention for higher-level activities
(Thornbury, 2013, p. 89). Skilled performers are also able to speak faster (speed), use the
minimum means to carry a task (economy), detect and reject errors rapidly (accuracy), think
and plan ahead (anticipation), and perform better than unskilled performers even in

unfavourable conditions (p. 90).

Moreover, Thornbury asserts that achieving autonomy implements gaining a certain
degree of self-confidence, which will motivate taking further risks in that direction. This is
why he fosters “classroom activities that involve minimal assistance, and where learners can
take risks and boost their confidence” on the ground that they offer real operating conditions
(real-world language use). Among the suggested activities are presentations and talks; stories,
jokes and anecdotes; drama, role play and simulation; discussion and debates; conversation,

chat; and outside-class speaking as tape-diaries and portfolios (Thornbury, 2013, pp. 94-111).

2.5.  Speaking Activities’ Criteria

Generally speaking, most modern FL and SL literature emphasizes the importance of
seriously considering learners’ learning styles’ differences and preferences when designing
activities in language classrooms. Jeremy Harmer stresses the importance of maintaining
learners’ motivation by allowing them to choose the most interesting activities to stay
involved in the subject throughout the course (2007, pp. 20-21). Consequently, he defined
good activity as the one that is most appealing to students; in other words, the one which
enhances the participation of students and their teachers in the preparation of activities (2007).
He distinguished between the activities based on repetition to foster a particular function or a
piece of grammar (specific language constructions); and those which develop the skill of

speaking “where there is a task to complete and speaking is the way to complete it” (p. 123).
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Similarly, Rocio holds that speaking may be a supplementary activity for a grammar
exercise or an excellent follow-up activity in the form of a discussion after reading or
listening (2012, p. 39). Moreover, when designing an activity, teachers must also consider the
necessity to create real-life situations and meaningful activities which simulate natives’ daily
communication (Rocio, 2012, p. 24), what Thornbury called later “real operating conditions”
as mentioned in the previous section (2013, p. 90).

However, when considering teaching speaking as the primary goal, rather than just one
of the four skills required in a language classroom, it is necessary to define the criteria which
characterise the speaking activities and make them more beneficial for students to improve
their performances. Thornbury proposed six conditions to maximize speaking opportunities
and optimize the learners’ speaking autonomy, including productivity, purposefulness,
interactivity, challenge, safety and authenticity (2013, pp. 90-91).

Accordingly, productivity refers to the necessity of the activity to be maximally
productive in the foreign language (not in L1) and offer equal opportunities for all the
participants to provide the best conditions for autonomous language use. Purposefulness
means that the speaking activity must have a clear outcome and participates in increasing the
language productivity. An interactive activity is one which ensures a certain degree of
exchange, even in talks and presentations where an audience must be present and demonstrate
interest, understanding or asking questions and making comments.

Also, the activity must be challenging to enable the learners to draw on their available
communicative knowledge to complete the task. The difficulty level must be chosen with care
to ensure an acceptable level of challenge while avoiding discouraging learners or forcing
them to seek refuge in their native language (L1). The term ‘safety’ refers to the learners’
need for a secure and supportive classroom that is not judgmental of errors and where the

teacher’s assistance is available at all times. Authenticity deals with the activity relating to
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real-life language use; otherwise, it fails to raise students’ autonomy. This engenders ensuring

spontaneity, minimal assistance, and minimal preparation of what to say.

2.6.  Speaking Activities

Earlier, Martin Bygate (1987) presented four interaction activities suitable for
practising oral skills. This includes information-gap activities; communication games
(describe and draw, describe and arrange, find the difference and ask the right question); and
simulations and project-based activities (pp.76-84). Generally speaking, discussions, prepared
speeches, and role-playing exercises are the three activities that are typically associated with

speaking instruction. We will discuss each in turn in the sections that follow.

2.6.1. Discussions

Discussions are probably considered the most commonly used activities in oral skills
classes. Generally, the idea is to supply students with a given topic through reading, listening
or a videotape and then ask them to work in pairs or groups to discuss the selected topic and
reach a solution (Rocio, 2012, p. 23).Practical examples of discussions may be found in ‘Let’s
Start Talking’, an attractive textbook with exciting topics and colour illustrations written by
George Rooks (1994) and designed for foreign speakers of English.

However, we need to differentiate between two types of discussion activities: planned
and spontaneous. Sometimes discussion arises as a result of learners’ sudden need to report
something they feel is interesting within the classroom. Thornbury calls this spontaneous
discussion and believes it is the best type (Thornbury, 2013, p. 102). Conversely, when the
teacher prepares the topic beforehand and gives it a more structured form, it is called instead
planned discussion (Harmer, 2007, p. 128). The same author assumed both are beneficial for
learners in ‘provoking fluent language use’. Yet, since spontaneous discussions happen rarely

and teachers cannot provoke them or predict when and how they may occur, they prefer to
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introduce planned discussions in their classrooms. This author explains that results within
those latter are generally less successful than with spontaneous discussions (2007, p. 128).
Furthermore, students will be more engaged in the discussions if they initially
participate in selecting the topic (Rocio, 2012). They also need enough time to explore the
discussion. For instance, they must think about the subject and articulate their opinions in the
foreign language (Harmer, 2007). Accordingly, teachers may provide their students with some
cards bearing brief statements of arguments about the topic and supply them with the
necessary words and expressions when they get stuck to push the discussion along and avoid

embarrassing situations (Harmer, 2007).

2.6.2. Prepared Speech

This consists mainly of inciting students to speak the foreign language they are
learning. Rocio (2012) suggests that teachers may, for instance, ask their students to recount
an unforgettable event they experienced. The author valued such topics because if they are
initially interesting and personally meaningful for each learner, they are likely to encourage
narration and description. Respectively, Thornbury (2013, p. 94) classified this type of
activity under the name of “presentations and talks” and assumed them to be excellent
preparation for real-life speaking.

However, speeches are generally not quite appreciated by FL learners; they generate a
kind of fear on the speaker’s side and a feeling of boredom, after a while, for those who listen.
For this reason, Rocio believes in the efficiency of attributing to listeners specific
responsibilities during speeches by assigning beforehand one or two students the
responsibility of evaluating a given speech, using guidelines created by the teacher or by the
learners themselves(2012, p. 24). Once the speech finishes, the evaluators may be asked to

summarize its content, relate it to their personal experiences or just note its strengths and
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weaknesses. Put another way, learners need to be fully involved in the activity to avoid
boredom and give the whole class a chance to participate.

Harmer (2007) presented an interesting example of speaking sequences that engage the
whole class. He called it “photographic competition” and designed it for upper intermediate or
advanced EFL learners (pp. 124-125). After being divided into small groups, learners are
supposed to play the role of judges in a photographic competition. Before they see the four
finalist photos, each group has to start first to make a list of the criteria according to which
they will judge the best photography. Discussions among the members of each group must be
in English, with the possibility of seeking the teacher’s help when necessary. After being
shown the photos, they will select one of them according to the criteria they formerly decided.
Then, each group must report its judgment and justify its choice. Further, this activity may
take the form, for instance, of a more extended whole-class discussion about the historical
development of photography over time or another related topic to the present one.

The gist of these types of activities lies in the opportunity to activate learners’
knowledge to talk about something that interests them. Also, as part of the contribution to the
activity (e.g., selection of criteria and choice of a photo), learners may feel more enthusiastic
and engaged without realizing their learning and thus escape boredom situations and the

stress-rising nature generally allocated to FL speaking.

2.6.3. Role-Play/ Simulation:

Role-plays and simulations are not the same. The former entails the learners’ adoption of
another persona, as when they pretend to be job applicants or celebrities (Thornbury, 2013, p.
98). The latter represents the type of activities in which learners act as if they were in real-life
situations. Learners are free to simulate their roles without being muchly oriented or told what
to say about the roles they are simulating. Examples of these may be a check-in encounter at

an airport, a job interview, or a conference presentation (Harmer, 2007, p. 125).
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Role-plays, however, are more structured. They include scripts created from some
prompts and expressions or using the gained knowledge from instruction or discussion of the
speech act and its variations before the role is played (Rocio 2012, p. 24). For instance, the
teacher divides the class into groups according to the number of roles needed for the activity.
Each group is supplied with a role-card bearing enough information on a given character,
including identity, job preferences, and temperament, in addition to information related to the
given situation. Each group is likely to discuss its role according to the role-card’s
information, i.e., ask questions, answer questions, comment on something, etc. While they
are doing this, the teacher plays the supervisor role as s/he goes around the class clearing up
any doubts the students might have and supplying them with the language they think they
need (Harmer, 2007, p. 126).When the roles are played and the activity achieved, the teacher
tells the class about what he witnessed during the activity and corrects any persistent mistakes
students made during the role-plays.

Simulation and role play are considered the most appropriate activities for practising
the socio-cultural aspect of language (Rocio 2012). However, deciding which is best for
student achievement is always confusing. Reality simulation allows students to monitor their
ability to cope with a similar linguistic situation in real life. While role play allows them to
hide behind the character they play, which is very beneficial if learners are shy or hate to
voice their own opinions or feelings (Harmer 2007, pp. 126-127). It would be better for
teachers to try both simulation and role play and decide which one is best based on the needs

and preferences of the class.

2.6.4. Other Useful Activities
In addition to the three typical activities mentioned above, many other types deserve to
be used in FL teaching. Harmer suggested nine additional activities in his book “How to

Teach English” (2007, pp. 129-131). Similarly, Rocio (2012, pp. 49-60) presented a more
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extensive list of activities designed for FL oral communication class divided into four major
divisions: drills, information gaps, discussions and games (see Appendix 34).

Based on his threefold stage discussed earlier, Thornbury (2013) allotted a set of
activities to meet the objectives of each stage (awareness-raising, appropriation, automaticity).
For instance, to awareness-raising, he suggested using live listening and noticing-the-gap
activities; to appropriation, he proposed drilling and chants, writing tasks, reading aloud
dialogues and communicative tasks; and to autonomy, he suggested presentation and talks,
stories, jokes, anecdotes, role-plays and simulation, discussion and debates, conversation and
chat and outside-class speaking.

These are a few examples of a wide range of speaking activities that may be
introduced in FL classrooms in general, oral expression courses in particular. The space is
wide open for creativity, and teachers can use their imagination and experience to develop
activities suitable to the needs and preferences of their students. Carefully designed activities
can create a comfortable learning environment where the language is practised spontaneously
or in a more structured way. The activities that favour classmates-interaction need to be
fostered in speaking classrooms, and the teacher-student relationship necessitates serious

consideration. Correcting speaking is one of the thorny issues that influences this relation.

2.7.  Correcting Speaking

Making mistakes or errors is common during FL learning. It is nearly impossible to
learn without making mistakes, and it is usually through these mistakes that students learn.
Davies and Pearse (2009, p. 103) argued that “errors are an integral part of language learning”
and “are not just evidence for failure to learn” since even “advanced learners who are quite
fluent usually have several fossilized errors in their English”. However, the way teachers deal
with students’ inaccuracies makes the difference. While some prefer immediate correction,
others prefer to postpone corrections until the end of the activity so as not to disturb timid
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learners, and to avoid disrupting the flow of speech. Nation and Newton (2009, p. 22) believe
making mistakes “without penalties” contributes to a positive beginner’ classroom.

It is important to note that correction varies depending on the type of activity at hand.
According to Harmer (2007, p. 131), correcting mistakes made during speaking activities
must be distinct from those made during study exercises, such as correcting mistakes in a
pronunciation exercise. The same author explains that when students are engaged in a
conversation, teachers’ interventions or constant interventions are supposed to disrupt the
flow of the conversation and even undermine the purpose of speaking. Respectively,
Thornbury (2013) believes that “interrupting learners in ‘full flight’ to give them corrections
seems to run counter to the need to let them experience autonomy” (p. 91). This is why
teachers must be subtle in choosing the right time to correct their learners’ errors. In this
respect, Lindsay and Knight (2006) assumed the difficulty of deciding whether to correct
students’ mistakes immediately or at the end of the activity or class. They believed that while
immediate correction allows the learner to correct the error and continue with the activity, it
has the disadvantage of disrupting the flow of communication and potentially discouraging or
embarrassing the learner (2012, p. 68).

To avoid this dilemma, Thornbury suggested postponing correction until the end of the
activity as an alternative to on-the-spot correction (2013, p. 93). Correspondingly, Harmer
(2007) suggests that teachers keep a close eye on, listen to, and take notes on students’
mistakes or failures to make themselves understood during the speaking activity. When this
ends, teachers draw learners’ attention to their mistakes and encourage them to reflect on their
learning without embarrassing them or singling them out for special criticism after a speaking
activity is completed. This includes expressing satisfaction with the manner in which a
specific student says something before pointing out one or two errors and discuss them with

the class or attribute them individually to the students in question(2007, p. 131). Thornbury
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uses the term repair instead of correction because it is less restrictive than the latter (2013, p.
92). He also argues that minimal but effective intervention can be beneficial in case of errors
which he defines as a gap in the speaker’s knowledge of the system. However, this may
prevent the learners from opportunities to practice self-repair, especially in case of mistakes
which he presents as the learners’ failure to apply what they already know due to the demands
of immediate communication.

However, the learners’ reactions to the teacher’s intervention, whether repair or
correction, may range from open acceptance to complete resistance. Although some think
immediate corrections are not a problem, others admit to having severe issues with
interventions from teachers and/or peers (Harmer, 2007; Thornbury, 2013). Though, Harmer
believes that when the teacher has good relations with his students, it is possible to carry out a
kind of “soft correction” in the form of “reformulations” (2007, p. 132). He claims that this
can occur when the teacher, having already detected a mistake, repeats what the student said,
but correctly this time, without asking the speaker to reproduce his expression. Despite these
dispositions, students may remain averse if they are highly hesitant or if they fear losing face
in front of others, particularly in the presence of dominating students who appear to be more
comfortable when speaking and thus intimidate those who are not (Harmer, 2007, p. 132).

To avoid learners’ resistance and alleviate their tolerance towards correction,
Thornbury (2013, p.93) suggests that teachers equip their learners with the language with
which they initiate repair, such as “sorry, could you say that again? I didn’t get that” and
“What do you mean?”” Harmer (2007) suggests five practical solutions to cope with resistant
learners (pp. 182-183). These include, before all, the use of pair or group work to motivate
quiet learners to speak with the least possible anxiety. In this respect, Davies and Pearse
(2009) promoted managing pair and group work through careful preparation and organization,

as well as the progressive training of learners to participate fully and effectively to take
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advantage of their use. According to the same authors, these advantages include creating
variety and dynamism, an enormous increase in individual practice, low stress-private
practice, opportunities to develop learner autonomy and better interaction with peers (2009, p.
125).Back to Harmers’ second solution, he suggested that teachers may ask shy students to
write first what they plan to say to allow them some silent preparation. Third, teachers may
introduce acting out tasks in which they try to be the ‘drama coach’ to train their learners to
act their roles (using adequate pitch, intonation, and emotions) and not just read them aloud.
Fourth, using role-cards helps learners hide behind the allocated character’s identity and speak
more freely. Last, the teacher may ask learners to record themselves outside the lesson to
allow them a chance to adjust their speaking in a less stressful mood before giving the record
to the teacher for feedback.

Overall, teachers must exercise caution when developing communicative and
interactive activities. While designing the oral expression course, they must be mindful of
their students’ differences, preferences, and learning styles to ensure the smooth operation of

the teaching-learning process and better results of the outlined objectives.

2.8.  Speaking Assessment

As shown in the previous sections, teaching EFL speaking is far from easy. Correcting
speech requires enough knowledge and a skilled teacher. Assessing speaking is not an easy
task either. But, before diving into the speaking assessment issue, it is necessary to define
assessment in teaching.

In one of the most impressive handbooks on assessment, Michal Harris and Paul
McCann (1994) defined it as “one of the most valuable sources of information about what is
happening in a learning environment” (p. 2). They first gave a clear distinction between
assessment and evaluation. While the first includes measuring students’ performance and the
progress they make as well as diagnosing problems they encounter, the second instead deals
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with all the factors that influence the learning process, including syllabus objectives, course
design, materials, methodology, teacher performance and the assessment itself.

Harris and McCann made another distinction, this time between formal, informal and
self-assessment (1994, pp. 2-4). Formal evaluations or tests are the best known and most used
of the three types and are based on well-established conditions (e.g., predesigned questions,
exam papers for answers, and time allocated to each test). According to the same authors,
formal assessments should be organized frequently throughout the course rather than towards
the end of the term to reach the best results. Informal assessment, however, is a kind of
continuous assessment that goes hand-in-hand with learning almost every lesson, if possible.
It offers teachers and learners ongoing reflection on their achievements. According to Harmer
(2007), continuous assessment helps teachers keep an eye on how well their learners are
doing. Language ‘portfolio’ is a part of the CEF (Common European Framework) and
probably the most common form of continuous assessment (2007, p.166).

Unlike the other two, the third type, self-assessment, is the learners’ business only.
Learners usually make regular intervals to reflect on their progress and problems. Therefore,
to obtain accurate feedback on learners’ and teachers’ success or failure, teachers must
introduce the three types of assessment in their teaching. This includes an informal evaluation
during each session; a formal evaluation at the end of chapters or any other crucial
subdivisions of the course; and self-assessment by involving learners in the teaching-learning
process as effective counterparts when possible.

In terms of speech teaching, evaluating a learner’s oral performance presents the same
level of difficulty as teaching, if not greater. This is mainly due to the variety of speech
elements to assess and their complex nature (Harris & McCann, 1994). According to the same
source, assessing speaking needs a clear delimitation of the criteria that determine good

speakers from bad ones. Also, learners must be referred to a certain level before being judged
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as good or bad speakers. As a result, comparing a beginner to an intermediate learner and
claiming that the latter is superior will be unfair and pointless. This is obvious because they
do not belong to the same level (Harris & McCann, 1994, p. 4).

In the same respect, Ur (1996) questioned the possibility and effectiveness of
assessing speaking. He summarized the main arguments in favour of testing speaking (formal
assessment) in two points. First, the fact that speaking is a distinguished skill from others; it
deserves special attention and needs to be treated and checked separately. Second, students
who speak well are discriminated against if the test is based on written language (Ur 1996:
134). Disadvantages, however, lay in the time and money-consuming nature of speaking tests,
in addition to the difficulty in establishing testing criteria for speaking, if there are any, and
the incompatibility in the way teachers apply those criteria; with strictness or leniency (Ur,
1996, p. 134).

Moreover, Harris and McCann (1994) showed that formal assessment remains
challenging to organize in certain teaching contexts. That is why, in oral expression
instruction, informal testing is generally preferred to formal testing, which relies on
monitoring and observation of students’ progress as its substrates. The same authors suggest
using band scales to record the data they collect from observing and monitoring their students
to create a kind of standard that will provide an oral assessment agreement. We summarized

Harris and McCann’s band scales in table 1.

As previously stated, self-assessment is the third type of Harris and McCann’s
threefold categorization based on students’ self-assessment of their learning progress (1994,
pp.11-12). However, learners cannot auto-evaluate themselves without referring their
evaluation to well-established criteria. Fortunately, the Introductory Guide to the Common
European Framework of Reference for English Language Teachers CEFR, published by the

Council of Europe in November 2001, brought a resolution to this issue.
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Tablel

Harris and McCann’s Band Scale for Informal Assessment

The Speaking Skill (Fluency) Errors Rate
1 Unable to use the language Incomprehensible
2 Difficulty with speaking Almost incomprehensible
3 Some difficulty in speaking Many errors
4 Speaks quite fluently Some errors
5 Speaks fluently Almost no errors

Note. The author designed this table to summarize the band scale for informal assessment
suggested by Harris and McCann (1994, p. 10). It is supposed to provide a guide to
students’ fluency and errors rate. Students’ speaking skill ranges from the less skilled
(incomprehensible) to the most skilled (more fluent).

It provides a detailed description of learners’ skill levels and allows teachers to track
their learner’s progress through the different levels (Introductory Guide to the Common
European Framework of Reference (CEFR), 2013, p. 5). The CEFR is divided into three
broad bands: A, B, and C, which correspond to basic (beginners), independent (intermediate),
and proficient (advanced) learners, respectively; and each band is divided into two levels
which results in six Common Reference Levels(A1,A2,B1,B2,C1,C2). The most important
quality of CEFR is that it applies the same set of levels to all the various sub-skills and areas
of competence and allows teachers to link up those levels to the different areas of study (2013,
p. 6). An example of what FL learners are supposed to be able to do, in terms of speaking, at

the C1 and C2 levels is shown in Table 2 below (the whole table is available in the

Appendices section):
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Table 2

C1 and C2 speaking performance of CEFR

Can understand with ease virtually everything heard or read.

Can summarise information from different spoken and written sources, reconstructing arguments
C2 | and accounts in a coherent presentation.

Can express themselves spontaneously, very fluently and precisely, differentiating finer shades of

meaning even in more complex situations.

Can understand a wide range of demanding, longer texts, and recognize implicit meaning.

JUIIDIJOI]

Can express themselves fluently and spontaneously without much obvious searching for

C1 | expressions.

Can use language flexibly and effectively for social, academic and professional purposes.

Can produce clear, well-structured, detailed text on complex subjects, showing controlled use of

organizational patterns, connectors and cohesive devices.

Note. Introductory Guide to the Common European Framework of Reference (CEFR)
Adapted from English Profile. Cambridge University Press 2013.

The meant sub-skills and competencies covered by the CEFR include: (1) all the basic
four skills(speaking, reading, writing and listening);(2) the communicative language, as turn-
taking or asking for clarification;(3) types of interaction including obtaining goods and
services and interviewing;(4) and more linguistic skills as vocabulary range and phonological
control(2013, pp. 6-7).

In the same respect, Rocio (2012, p. 27) suggested a set of measures to assert the
usefulness of students’ self-assessment of their speaking performances to cope with the
difficulty of that area. These measures include: first, establishing a set of criteria so that

everyone knows what they are going to reflect on; second, asking students to reflect on their
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achievements and perceived shortcomings rather than asking them to give themselves grades;

and, finally, planning self-assessment immediately after the task is completed.

2.9. Speaking Tests

The distinction between assessment and testing can be perplexing, as the two terms
appearing interchangeable. They are, however, entirely distinct. According to Davies and
Pearse (2009, p. 170), a test is “normally designed for a specific purpose”, while assessment
or continuous assessment is a kind of general evaluation of “class participation, progress tests,
homework and projects rather than final test alone”. Put differently, assessment is a general

type of evaluation. It can also be interpreted as tests are a type of assessment.

As previously mentioned, Harris and McCann (1994) defined assessment as a broader
type of evaluation that extends throughout the learning process. In contrast, tests (or formal
evaluation) are viewed as the most commonly used type based on a set of pre-established
conditions, including predesigned questions, exam papers for answers, and time allocated to
each test (Harris & McCann, 1994, p. 3). Similarly, the importance of tests and their common
use in language classrooms were underlined by Davies and Pearse (2009) as “the main
instruments for evaluation of learning in most teaching situations” since “they are part of the

reality of the classroom everywhere” (p. 171).

2.9.1. Types of Speaking Tests

On a broader scale, Harmer (2007) presented a list of tests based on two distinctions:
the reason for testing and what is to be tested. The first distinction includes four types, as
demonstrated by Harmer (2007, pp. 166-167): Placement, progress, achievement, and
proficiency tests. The placement test happens at the beginning of a learning stage to select
new learners according to their capacities and orient them to a class at an appropriate level.

The second, Progress tests, refer to the type of tests with which teachers can follow their
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students’ progress and how well they have been taught over a limited period (a week, two
weeks, a month).

Achievement tests, also called exit tests, occur at the end of a term, semester or year. It
is designed to measure how well learners have achieved everything to determine which class
they will join next year or whether or not they deserve a school-leaving certificate. The last
type, dubbed proficiency tests, is a more general type which takes place outside the classroom
context. It is a type of public examination that aims to show the level a person has reached at
a given time and is used by employers and universities as a criterion for admission and
selection (ESOL of Cambridge University and the American TOEFL).

According to Harmer’s (2007) second distinction, mainly based on what is tested,
there are two other tests’ divisions: discrete Vs integrative items and direct Vs indirect test
items (pp. 161-172). Discrete-item testing is rather used to test only one thing at a time as
when we test learners’ assimilation of the present simple tense. Conversely, integrative-item
testing requires learners to use a variety of language and skills to complete one task.
Concerning the second division, indirect test items are supposed to test students’ knowledge
of language rather than getting them to use it (Harmer, p. 168). Direct test is the one which
asks students to do something with language as to write a letter or take part in conversation.
Generally speaking, direct tests are almost always integrative.

However, Davies and Pearse (2009, pp. 171-172) demonstrated five major test
distinctions when it comes to testing speaking ability: Placement, diagnostic, progress, course
and proficiency tests. The first is similar to what Harmer (2007) presented earlier. It is
appropriate for large institutions that frequently receive new students and need to place them
in the appropriate course or level. Diagnostic tests fit mixed-level groups and are used to “find
out learners’ strengths and weaknesses at the start of a course” to help the teachers adjust their

teaching to the needs and preferences of the group and the individual learners (Davies &
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Pearse, 2009, p. 171). According to the same source, Progress tests (also known as short-term
achievement tests) typically focus on the most recently introduced and practised language to
assess how well learners are doing after each lesson or unit and provide consolidation or
remedial work as needed.

The fourth type, dubbed course tests or longer-term achievement tests, are very
significant for both teachers and learners since they are “the commonest basis for the marks
teachers give learners at the end of each course” and are “the main concern in testing for most
classroom teachers” (Davies & Pearse, 2009, p. 172). The final type, known as proficiency
tests, is used to assess learners’ levels in relation to commonly accepted standards. They are
useful for objectively assessing learning as well as indirectly assessing course design and
teaching in general. The UCLES (University of Cambridge Local Examinations Syndicate)
exams and the TOFEL (Test of English as a Foreign Language) test are seen the best

examples of proficiency tests (Davies & Pearse, 2009, p. 172).

2.9.2. Criteria for Good Tests

Testing is an arduous task. It is probably more complicated than teaching itself. As
asserted in the preceding section, without testing, teachers cannot know how well they have
performed and how much their students have learned during a specified period of instruction.
As a result, tests require two conditions to achieve the previously mentioned objectives while
also being considered reliable and worthy. First, they need to be well determined according to
precise criteria to be valid for measuring learners’ and teachers’ performances quite
reasonably. Second, they must be appropriately marked to avoid subjectivity and ensure

fairness and value (Harmer, 2007, pp.167-174).

2.9.2.1. Criteria for Designing a Good Test
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In general, it is believed that the primary test for real success in English teaching and
learning should be whether or not the learners can communicate at all in English (Davies&
Pearse, 2000, p. 1). In other words, to design a proper test one should bear in mind that the
main objective from testing learners in ELT (English Language Teaching) is to evaluate their
capacity to communicate in English. Thornbury believes balancing accuracy and fluency
according to the course’s objectives to be crucial in designing a good test (2013, p. 115).
Harmer (2007) believed that for a test to be trustworthy for both examiners and examinees, its
designation must adhere to a set of specific standards that differentiate good tests from bad
ones. These standards include validity, reliability, practicality, washback/ backwash effect,
fairness and motivation (2007, pp. 167-168).

Validity refers to the test’s ability to do what it was designed for and must have a face
validity aspect which refers to the extent to which learners (and teachers) may feel
comfortable and confident when they see the test (Harmer, 2007, Nation & Newton, 2009).
Davies and Pearse (2009, p. 172) distinguished between content and construct validity. While
the first is concerned with harmonizing the test content (grammar, vocabulary, and functional
content) with the course syllabus, the second is concerned with aligning the test exercises or
tasks with the course’s general objectives and matching them to those already used in the
course. This distinction fits Harmers’ fifth criterion, ‘fairness’, which implements that
teachers have to design the test’s questions according to what they are sure their learners at
least have seen once (2007, p. 168).

The second criterion, reliability, refers to the ease of marking a test in addition to its
trustworthiness, making anyone who marks it reach more or less the same result (Harmer,
2007, p. 167). Similarly, Davies and Pearse defined reliability as the degree to which test
results can be trusted (2009, p. 173). This includes how far it can be objectively marked and

how it is administered to the various tested individuals or groups. Examples of this latter
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include the time allotted to the test; whether there is exceptional support for a student or a
given group; if invigilation is conducted exactly with the same strictness or not; etc.). Nation
and Newton (2009) suggested the test/retest technique to check the validity of a given test.
According to them, if the same test is given to the same people twice, with an interval of a
week or so, and the results are the same, it is worthy to say that the test is reliable (p. 166).

Practicality, the third criterion, refers to how long the test takes to be answered by the
examinees and how long it takes to be marked by the examiners. A lengthy test is definitely
not practical for both sides (Harmer, 2007, p. 167). Nation and Newton summarized the
conditions for a test to be practical in the following points: economy of time, money, and
hours; ease of administration and scoring; and ease of interpretation (2009, pp. 168-169).

The washback effect occurs when teachers, who are already aware of the types of
questions that will be asked in a given test, teach their students exactly what they need to
know to pass the exam rather than teaching them what they need to know in general (Harmer,
2007; Nation & Newton, 2009).This is a fairly common practice in foreign language
classrooms, justified by teachers’ and, without a doubt, their students' desire for success.
However, if the test fails to reflect teachers’ teaching, the instruction appears to be reduced to
the desire to fit the test, which is said to have a negative effect on teaching.

The last standard deals with motivation. Harmer believes that tests can be a double-
edged weapon. On the one hand, it may be a motivation booster because learners obviously
work harder than usual when a test is approaching. Furthermore, nothing is more motivating
than passing an exam.

On the other hand, if the test is too complex or ambiguous, it will be frustrating for the
students and will undoubtedly reduce their motivation. As a result, harmer believes that a
certain level of difficulty (or ease) is recommended so that all learners begin with the same

opportunity (2007, p. 168).
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2.9.2.2. Criteria for Marking a Good Test

Marking tests can be relatively simple if the markers only have to check boxes or
individual words, though even here, human error can often creep in. However, things become
much more complicated when the goal is to evaluate a more integrative piece of work
(Harmer, 2007, p. 172). The first case generally fits the direct test items where learners are
asked to fulfil a more or less simple task to test their knowledge of how the language itself
works. Each item is given a mark, and answers are then evaluated according to a marking
scheme (or a scale) as with multiple choice, fill-in the gaps and transformation questions

(indirect test items).

Nevertheless, this is not the case with direct tests. Integrative (indirect) tests are more
complex to evaluate than discrete tests (Harmer, 2007, p. 172). Teachers give an overall mark,
for instance, to score learners’ essays or a role-play task. The evaluation relies mainly on
teachers’ experience; their knowledge of the learners; and their gut-instinct reaction to what
they read (e.g., essay) or what they hear (e.g., an oral performance). Unfortunately, this type
of scoring is unfair and subjective in most cases. This is because it is built on very personal
factors, which, in most cases, teachers are unaware of.

Harmer (2007, p. 174) suggested two solutions to avoid teachers’ subjectivity in such
cases. The first advocates the involvement of other people (correctors). When more than one
teacher converge exactly (or approximately) in scoring the same piece of writing (or oral
performance), this proves the reliability and worthiness of the marking. The second promotes
marking scales according to a set of selected items. Harmer believes this marking scale to be
practical in helping teachers evaluate their learners’ speaking based on detailed criteria rather
than relying on an overall ‘impressionistic’ mark. Also, it gives learners more chances to
score better since the mark includes different aspects of their oral performance and allows

them to compensate for some of their weaknesses with what they already master the most.

104



CHAPTER TWO : TEACHING SPEAKING

Overall, as previously stated, designing a test is not an easy task. However, relying on
those criteria when creating questions helps teachers avoid a slew of issues commonly

claimed by students and related to unfairness and subjectivity.

Conclusion

From everything said above, it is clear that teaching speaking in a foreign language
classroom is necessary and even inevitable. Its significance stems from the fact that, along
with writing, it characterises the productive aspect of the language, without which oral
communication cannot be possible. And, given that oral interaction is thought to be the
primary function of a language, it is not surprising that it has received so much attention in
recent literature. It is also clear that regardless of why they chose to study English in the first
place, learners prioritise mastering speaking and are satisfied when this goal is met, regardless

of other skills.

Dealing with speaking, on the other hand, is a difficult task for both students and
teachers. On the one hand, this is due to the complexity of speaking and the amount of
knowledge and competencies required of learners. On the other, teachers must be prudent in
how they approach teaching speaking; it is all about decisions. They must be subtle in
selecting activities appropriate for the course objectives and the students’ levels and
tendencies. They must create real operating conditions in the classroom and be constantly
ready to adjust the difficulty level of the various tasks to ensure a positive and challenging
environment that is not counterproductive. It is critical to consider how to approach correcting
or repairing students’ mistakes (or errors) without jeopardising the safe and supportive
learning environment. To complete the circle, teachers must be subtle in designing and
marking tests based on the course objectives, what they want to test (accuracy or fluency), and

scientific criteria, most notably validity and reliability.
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Introduction

As thoroughly explained in the preceding chapters, the EFL/ESL exploration field has
recently experienced a revolutionary shift toward serious consideration of listening and
speaking due to the growing evidence of communicative competence. Researchers competed
to reshape EFL education to highlight the best strategies for teaching listening and speaking,
which had long been overlooked compared to the vast amount of literature exhausted in EFL
reading and writing. Things have changed, especially in the internet era. Boonkit (2010)
believes that, since it is widely used as a means of communication, particularly on the
internet, the English-speaking skill should be developed alongside other skills to improve
communication achievement both with native English speakers and with other members of the

international community.

Consequently, based on purely communicative and technological requirements in
addition to the English language’s current universality, those who are unable to efficiently
interpret (listen effectively) and successfully produce English (speak intelligibly) are
considered “quasi-illiterate”. (Aouar & Aboubou, 2018, p. 580). The intertwined relationship
between listening and speaking in the language classroom has been proven, and most scholars
have asserted the efficacy of such a combination. Furthermore, including English videos in
such classrooms has been argued to be quite beneficial in developing students’ listening and

speaking skills.

The present Chapter is devoted to the literature concerning: first, the integration of
listening and speaking in EFL classrooms; second, the significance of using English video

extracts in promoting students’ listening and speaking skills.
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3.1.  The Significance of Integrating Listening with Speaking in Language Classrooms

Nobody can deny that, except for pathological dysfunction, we all integrate listening
and speaking in everyday conversation, consciously or unconsciously. This fact drew the
attention of academics to the significance of combining the two skills in the language
classroom. Davies and Pearse (2009) stated that “speaking obviously usually involves
listening” (p. 99). Listening and speaking have been identified as inseparable components of
language instruction that can assist students in preparing for using real-life English (Bahns,

1995; Lynch, 2012).

And as long as oral interaction is concerned, Harmer (2007)emphasised the
importance of frequency of exposure to the English language in the development of students’
perception (listening) and production (speaking) of the target language (p. 133).For effective
communication ends, it is believed imperative to “accustom the learners to combining
listening and speaking in real time, in natural interaction” (Davies & Pearse, 2009, p.
82).More recently, Mart (2020) argued that “learners must simultaneously attend to listening
and speaking in a conversation; therefore, this raises their proficiency, as the teaching of these
two skills cannot be conducted in isolation” (p. 1). He believes that since communicating
simultaneously entails receiving, comprehending, and speaking, this latter does not occur if
the speaker is unable to decode the message delivered by their interlocutor. By extension,
Mart argued that the development of oral production requires the integration of listening and

speaking skills (2020, pp. 1-2).

However, listening is considered first when this intertwined relationship is evoked in
FL communication. Following the logic, this seems adequate since the language is first
received, analysed then reproduced. In this respect, Erick Palmer (2014) believes that

listening is the predominant language art; this is why he prefers to always place listening
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before speaking when addressing English language arts questions. At their early age, he
argued, infants learn through listening first before acquiring the ability to speak and, later,
read and write (p. 9).Similarly, Tsang(2022,para. Introduction) argued that receiving input—
whether spoken (listening) or written (reading)—can be viewed as the first critical step in
learning a language because it is required for language development and output (speaking and
writing). In practice, assigning students to do a speaking activity after listening effectively
encourages them to apply their target language knowledge in real-world situations (Mart,
2020, p. 2). In the same way, Bueno, Madrid and McLaren (2006) confirmed the significance
of teaching listening for the development of the speaking skill since “it establishes the good

basis for successful communicative exchanges” (p. 344).

White (1998) believed being a good listener involves collaboration with speakers and
active action in asking for clarification in situations of misunderstanding (p. 13). The
interchangeable nature of the listener-speaker roles is worth noting here; in communication, a
listener becomes a speaker when answering a question or asking for clarification. This
interchangeability emphasizes the listening and speaking interdependence and implies the
necessity of their simultaneous use in the foreign language classroom (Aouar & Aboubou,

2018, pp. 581-582).

3.1.1. Activities for Integrating Listening with Speaking in the Language Classrooms

Regarding the complex aspect of listening and speaking, which have mainly been
demonstrated in the previous chapters, the practice of the activities which promote interaction
between students is believed essential to the conscious development of the learners’ listening
and speaking competencies (Rocio, 2012, p. 64). However, Mart (2020) thought that, in
general, focusing on listening activities is primordial for developing communicative

competence. He conducted a study to determine whether listening and speaking integrated
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language activities assist learners in achieving proficiency in English spoken language. He

concluded:

Exposure to language input by virtue of listening is an essential ingredient not only for
conversation skills but also language development. Needless to say, the findings of the study
highlight the significance of integrating listening and speaking with a focus on listening
activities enables learners to become cognizant of linguistic features and offer them an avenue

to practice language. (Mart, 2020, p. 6)

In what follows, we aim to present some activities that have proven beneficial in the type
of English language instruction which favours teaching listening and speaking skills in

tandem.

3111 Role-Play and Simulation Activities

Role-play and simulation activities are believed adequate for teaching-learning
listening and speaking skills in the language classroom. They are also advised to simulate
real-life scenarios that cannot be generated through classroom interactions and to use formal
language that would not normally be used in the classroom context (Thornbury, 2013, p. 96).
He believes that learners who are uncomfortable being themselves are more likely to hide

behind their roles and then perform better.

3.1.1.2. Discussion and Debates

Organizing an informal debate or a formal discussion is beneficial to accustom
learners to listening and speaking in natural interaction (Davies & Pearse, 2009, p. 86).
Thornbury (2013) encouraged spontaneous classroom discussions and debates and proposed a
series of activities such as warm-up discussions, balloon debates, and panel discussions

(which adopt the format of a television debate) (pp. 102-104).
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3.1.1.3. Information-Gap Activities

In a study conducted on teaching listening and speaking in integration through
information-gap tasks, Tavil (2010) concluded that teaching these skills when used separately
will “influence negatively the communication in the classroom; therefore, the teachers should
create real life situations not only by integrating listening and speaking skills but also by
implementing information-gap tasks to enhance real communication among the individuals”
(p. 769). She argued that these integrated skill activities carry up students’ involvement and

motivation mainly because they relate to real life and thus lead to communication.

3.1.1.4. Group-Work Projects

Davies and Pearse (2009) believed group-works on projects to be the best for
integrating language skills and developing the learners’ communicative competencies. They
provided a list of how a project might be developed, including discussions and planning
(speaking/ listening/ writing), evaluation and modification (reading/ speaking/ listening/
writing), production (writing/ speaking/ listening) in addition to display and presentation

(reading/ speaking/ listening).

3.1.15. Information Transfer Activities

Nation and Newton (2009) believe information transfer activities are suitable for the
type of instruction that aims at integrating listening with speaking. They envelop the kind of
activities which involve the use of a small amount of written language to reproduce the heard
(or read) message in a new form through speaking or writing. Examples are picture ordering
(by adding numbers to each picture), completing a map, drawing a picture or completing a
table. These activities, according to the same authors, involve changing the message form
while keeping the message itself the same. The focus is instead on the details of the

information presented in the activity (2009, p. 47).
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3.1.1.6. Think-Pair-Share Activities (TPS)

Drawing on the earlier work of Lyman (1981), Raba (2017) pleaded in favour of the
think-pair-share (TPS) technique to create an enjoyable learning environment, promote
interaction and cooperation among students and enhance their motivation to learn better and
improve their communicative competencies. These activities must be realised on three work
levels: individual, pair, and group work. Under this technique, the activities need the learners
to first think about a particular question and formulate answers; second, work in pairs and
discuss their answers; and last, then share their ideas with the whole group (Raba, 2007, para.

Theoretical).

3.1.1.7. Conversation and Free Talk

Conversation, according to Tony Lynch (2009), is the spoken genre that most
effectively combines listening and speaking without either reading or writing. (pp. 111-112).
However, since all interaction in a classroom is planned with a pedagogical purpose,
discussion cannot take place because it is, by definition, spontaneous. Consequently, Lynch
generated an activity which he called Free Talk to simulate real conversations. The learners
write questions to which they are genuinely interested in hearing an answer or a solution, then
work in small groups and in parallel to discuss the questions and suggest answers. The
instructor switches between groups to keep an eye on what they are saying and to offer

assistance if necessary.

3.1.1.8. Live Listening Activities

The live listening activities imply face-to-face talks with teachers or visitors who
master well the studied foreign language (Rocio, 2012). This allows students to practice
listening to special accents, intonations and paralinguistic features, and speaking as when

conversing with or interviewing the guest (p. 63). Furthermore, Rocio drew attention to the
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importance of creating real-life situations within the classroom to allow learnersto practise
their listening and speaking skills. Based on the work of Bueno and McLaren (2005), he
stated a long list of activities that promote combining listening and speaking, including video
clips, language laboratories, computers and CD-ROMs, in addition to language games (2012,

pp. 60-63).

3.1.1.9. Outside-the-Classroom Activities

Outside-the-classroom activities (Rocio, 2012), or the outside-class-speaking
(Thornbury, 2013),aim to enlarge the scope of learners’ opportunities t0 experience real
English beyond the boundaries of the language classroom through participation in events or
inviting English native speakers. Also, theuse of technology in or outside the classroom, as

chatting on the net, is believed very beneficial to their motivation (Rocio, 2012, p. 64).

Overall, because speaking requires, without doubt, a certain amount of listening, we can
deduce that the majority of speaking activities presented in the second chapter, in addition to
the current one, fall under the umbrella of the intertwined condition of these two skills.
However, it is up to teachers to select the best activities that respond to both their overall
objectives and the level of their students drawing on their Experience or what Davies and
Pearse (2009, p. 186) call “the philosophy of language teaching”. Feedback, as referred to
earlier by Bygate (1987, p. 85), can be pretty valuable for determining how well a selected
activity fits the teacher’s objectives and how much it aids students’ development of their

English listening and speaking skills.

3.1.2. Tips for the Good Implementation of the Listening-Speaking Activities

To make listening/speaking activities easier to implement and more practical, Miller

(2010) offers five suggestions for teachers to follow. To get students to concentrate on the
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activity, the teacher must first introduce the task’s content and draw on their prior knowledge.
Second, the teacher must give the students adequate information about the activity’s goal and
the steps for their completion before modelling them for the class. Third, the teacher must
delegate the task to the students while acting as the monitor and supervisor by keeping track
of their progress, noting their successes and challenges, and repeating the activity (with new
partners or with additional readings of the oral text, etc.). Fourth, the teacher evaluates the
activity by providing an answer sheet if appropriate, soliciting feedback from the learners and
providing feedback on their performance. Last, the teacher has to give a follow-up by
managing to use the listening/speaking activity as a lead-in to the next classroom activity, as
the basis for a homework assignment, and as the next day’s warm-up.

Other suggestions for teachers concerned with teaching English listening and speaking
were made by Davies and Pearse (2009). They emphasized the importance of creating a
relaxed environment, acquainting learners with listening and speaking in natural interaction,
organizing pair and group work, and avoiding any obsession with accuracy (p. 87). They also
encouraged incidental classroom speaking, providing learners with the required expressions,
and taking advantage of any opportunity for conversation.

Overall, selecting the most appropriate activities that correspond with the previously
identified objectives and fit the students’ levels and preferences is insufficient for improving
students’ listening-speaking skills unless it is completed with a plan for their effective
implementation. However, this is still not sufficient. Selecting the best materials that can
assist the listening-speaking instruction and facilitate the realization of the course objectives is
another issue which necessitates great consideration. The next section of this chapter is
devoted to selecting and implementing authentic video materials as one of the best

pedagogical materials for teaching listening and speaking in EFL contexts.
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3.2.  Authentic Videos in EFL Listening-Speaking Instruction

As educators and researchers have become more aware of the significance of teaching
the communicative aspect of the English language over the past three decades, the value of
authentic materials in the language classroom has increased significantly (Ciccone, 1995).
This came about as the result of the recognition of a gap between the English taught in the
classroom and the one spoken in real life (Febrina, 2017), which made it necessary to
integrate this real-life English into the EFL and ESL classrooms. According to Ur (1996),
understanding the foreign language outside the classroom is troublesome for learners; that is
why they need to experience the real-world language as used by native speakers (p.150).
Among those materials, videos are believed to be the most significant when it comes to
teaching EFL listening and speaking.

In what follows, we will undergo the difference between authentic and unauthentic
materials, the significance of authentic video materials in language teaching in general, and
then in EFL listening-speaking instruction. Also, we will demonstrate the different sources of
authentic video materials, the criteria for their selection and how to implement them as

pedagogical tools in the listening-speaking instruction.

3.2.1. Authentic Vs Unauthentic Materials in the Language Classroom

Generally speaking, a substantial body of related literature defines authentic materials
as means typically produced for purposes other than educational settings. Contrastingly, non-
authentic materials are defined as instruments used exclusively for teaching. They are
planned, designed, and produced based on the curriculum and policy in each country and are
usually in the form of textbooks built upon the learner’s needs and abilities (Febrina, 2017, p.

733).
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Authentic materials, however, are those means which were not initially intended as
pedagogical tools. Also known as real-life or genuine materials (Febrina, 2017, p. 732), they
were earlier defined as materials designed for their entertainment value rather than language
teaching (Stempleski, 1987, p. 3). Cummins (1989) related authentic sources to the native
community rather than language learners as he advanced them to be “not designed solely for

classroom use but rather for native speakers” (as cited in Ciccone, 1995, p. 203).

Also, Rogers and Medley (1988) concentrated on the specificity of those materials to
highlight the genuine and natural aspect of the English language and show how well it is
contextualised in the context of native speakers (as cited in Febrina, 2017). In all, authentic
materials are “real materials which exist in the real world of the target language, used in their

daily life and not produced for teaching purposes”, as concluded by Febrina (2017, p. 733).

Yet, recognising authentic materials as useful pedagogical tools in language teaching
was primarily supported. For instance, Akbari and Razavi (2016) conducted a study to
explore teachers’ attitudes toward using authentic materials in EFL classrooms in Iran. They
concluded that regardless of their nationality, level of teaching experience, or educational
background, all teachers had a positive attitude toward the efficiency of authentic materials in
offering genuine input in their classes. Febrina (2017) outlined five benefits of authentic
materials in EFL teaching, including: first, enabling learners to experience the real language
and have a closer interaction with the target language; second, raising motivation to learn
English; third, enhancing communicative competencies; fourth, they are resourceful material
to learn about the foreign culture; and last, their value over assisting the teachers in designing

and development of the curriculum.

All the previous positive attitudes stated, it is crucial, however, not to ignore the

antagonist point of view. Akbari and Razavi (2016, p. 108) mentioned the works of those
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scholars who do not trust the use of authentic materials in comparison to unauthentic ones
(Clark, 1983; Kienbaum et al., 1986); those who believe they do not fit low-level learners
(Kim, 2000); and those who think authentic materials to be de-motivating and culturally

biased (Martinez, 2002; McNeil, 1994; Kilickaya, 2004; and Ur, 1996).

Despite the abundance of authentic written, oral, and audiovisual materials available,
we want to concentrate on videos because of their widespread use in EFL classrooms, in

general, and their value for listening-speaking teaching in particular.

3.2.2. The Significance of Authentic Videos as Pedagogical Means in EFL Classroom

The importance of authentic videos, mainly known as feature films or video drama, in
EFL or ESL contexts, has largely been acknowledged by scholars and educators as a valuable
pedagogical means. This significance is primarily focused on three aspects: their value as
highly motivating means, their comprehensiveness as sources of cultural knowledge, and their
efficiency over comprehension.

First, with regard to motivation, much of the relevant literature highlights how
appealing authentic video materials are in language classrooms. Earlier, feature films were
described by Susan Stempleski (1987) as one of the most exciting and rich sources of video
software for EFL and ESL language classrooms. She argued that such means are, by their
very nature, intrinsically motivating to students who experience a real feeling of
accomplishment when they can comprehend material intended for an audience of native
speakers (p. 3). Similarly, Jane Sherman (2003) argued that the primary reason for using
video drama in the language classroom is because students want to. In the same respect,
Ciccone (1995, p. 203) underlined the significance of authentic input in increasing motivation

and lessening students’ stress in the language classroom.
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Second, when relating to them as a source of cultural knowledge, Sherman (2003)
asserted that video dramas are “central to language learning” as they are a window for the
foreign language culture and a genius source for information about:

...the minutiae of daily life —body language, styles of dress, table manners, gender roles,
how people treat their children or talk to their bosses- and indeed the whole feeling of

the social landscape, which is particularly strong in realistic soap opera.(p. 12)

Very analogous to this view, Stempleski (1987) believed these means to provide an
authentic look at the foreign culture in terms of “how people in the target language culture
live their values, customs, clothing, food, and how the people in that culture interact with one
another” (p. 6). Ciccone (1995) also believes these instructional resources assist learners in
overcoming the initial cultural unfamiliarity they experience when learning a foreign language
(p. 203).

Third, authentic videos were widely acknowledged as effective tools for improving
language learning in general. Since authentic videos make linguistic input easier to
understand, Ciccone (1995) promoted their use in language learning environments. He
believed it beneficial to embed learners in a context of extra-linguistic cultural cues “that
assures the transmission of meaning even when complete grammatical and lexical decoding is
not likely to be achieved” (1995, p. 205). To put it simpler, students rely on the sound and the
image to make inferences about the meaning even when they cannot decipher all the words
they hear.

Authentic videos can, however, be detrimental in a language classroom, just like
authentic materials in general. Davies and Pearse (2009) assumed that “instead of being fun
and useful, they can be demotivating, frustrating or boring for the learners” if not selected

before hands in accordance with clear objectives and the learners’ level and interest (p. 163).
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Lynch believed it sufficient to use realistic texts instead of real texts (authentic) if they are
used “in a way that helps learners to respond to them appropriately” (2009, p. 100). To put it
another way, Lynch preferred the use of texts that mimic real-world situations and use

English in a way similar to a certain extent to that of native speakers.

3.2.3. The Significance of Authentic Videos in EFL Listening and Speaking Instruction

In addition to being widely recognized as valuable means in EFL and ESL settings in
general, authentic videos have been particularly related to improving listening and speaking
skills. According to Bajramia and Ismaili, the primary objective of authentic videos was to
facilitate and develop the speaking and listening abilities of EFL learners (2016, p. 504). They
add to this their ability to stimulate the learners’ autonomy and proactivity in addition to

helping them keep attention to lengthy conversations or passages.

In a study conducted by Kim (2015) about the effect of authentic video materials in
improving listening skills among low, intermediate and advanced Korean students, results show a
positive perception of these materials and a significant improvement in the listening skill, notably

listening comprehension, among the intermediate and advanced students.

In terms of EFL speaking, Christopher and Ho (1996) assumed that video movies
provide topics and ideas for speakers to discuss (as cited in Bajramia & Ismaili, 2016, p. 505).
Similarly, Davies and Pearse (2009,p.167) assumed that, in addition to listening
comprehension work, videos can be helpful in various activities that either offer examples of
English being used or prompt discussion among the students.

And as long as the oral expression course is concerned, videos and songs proved

highly efficient in enhancing EFL students’ motivation and participation in oral expression
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courses (Lalaouna, 2018). According to this author, students’ motivation can be demonstrated

through interaction, communication, cooperation, and group dynamics (2018, p. 342).

In general, Wilson (2012, p. 48)emphasized the significance of introducing those
means as pedagogical tools (whether on TV or in videos) in language classrooms. He cited
three advantages: authenticity; topicality (related to a special topic); the possibility to present
real-world information; in addition to the visual aspect. The author believes that seeing the
speakers, their context, and their body language in addition to their natural habitat is a huge

advantage and a useful source of cultural information.

Moreover, YouTube videos, the today’s most famous source of videos, are solicited
for their dynamic aspect, since they present moving images which are considered ‘a major

bonus for students with short attention spans’ (Wilson, 2012, p. 48).

Subsequently, all those materials are supposed to provide students with reliable data
on the way the language is used in the different real situations in addition to the cultural
aspect of the native English speakers. This includes the way natives express themselves,
conversational strategies, formal and colloquial language down to the more detailed
behaviours as the way they start a discussion, take turns in a conversation, tell a joke, express

agreement or dissatisfaction (verbally or not), in addition to body language.

3.2.4. The Source of Authentic Video Materials

In contrast to authentic audio materials such as radios, authentic audiovisual materials,
mainly TV and videos, are preferred in language classrooms. According to Miller (2010),
television is the most used medium for obtaining authentic listening materials for language
instruction. Akbari and Razavi (2016) added videos to TV and explained their significance in

the various pictures, movements, colours and body language they offer that enable learners to
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access non-verbal information and then facilitate their comprehension of the foreign language
(p. 109). To put it more precisely, they believe the internet to be the best source of audio-
visual material as they provide teachers with articles, audio clips, podcasts and videos (Akbari
& Razavi, 2016, p. 109).Likewise, Berardo (2006) believes that the practicality of internet
videos lies in their interactivity; their visual stimulation; and their constant updating as
opposed to printed materials, which quickly become out-of-date; (as cited in Akbari &

Razavi, 2016, p. 109).

Moreover, among the vast number of videos available on the Internet, films seem to be
the most sought-after sources as pedagogical tools in language classrooms. Accordingly,
Thornbury (2013, p. 46) asserts that some scriptwriters are geniuses at mimicking the features
of natural speech, giving L2 students a superb, extremely accurate representation of how
native speakers use their language on a daily basis. According to Eken (2003), films can help
students develop the four key skills, gain self-confidence in speaking English in front of an
audience, and improve their presentation skills if used properly in the English language

classroom.

Additionally, their availability and accessibility are undisputed because they are easily
extracted from the internet. YouTube, as one of the most popular free video-sharing websites,
offers a huge selection of videos and movie clips that can be used in language classes and
even outside. According to Wilson (2012), YouTube videos are not only available and
accessible but are quite practical thanks to the pause button, which allows the teacher to
manipulate the video and cut it into different segments according to the objectives of the task

and the learners’ needs.
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However, despite their availability, teachers’ selection of the most suitable authentic
videos as pedagogical tools in their FL classrooms is another crucial point to consider. The

criteria that influence and guide this decision are outlined in the coming section.

3.2.5. Criteria for Selecting Authentic Video Materials

As stated by Davies and Pearse (2009, p. 163), only a small portion of the available
material will be appropriate for a specific group of students and the teacher’s purposes. This
depends on two main points: first, the selection of the videos (according to the objectives and
the learners’ level and interests), and second, the integration of those materials into the
lessons (which depends on the availability of video players and video rooms, internet or
language laboratories). Earlier, Stempleski (1987) presented a set of criteria that help to
decide about which authentic video to introduce in the language classroom (EFL/ESL). This

concerns the choice of language, the content and the production (pp. 7-8).

To start with the language, Stempleski (1987) proposed seven requirements for video
validation. First, it is necessary to check whether the language used in the video applies to
real-world situations that students are likely to encounter. Second, the teacher must verify
whether the language is “authentic” in the sense of being close to the language used by native
speakers in their daily lives. Third, the video must be contextualised, which means it is
presented in a situation that will help students understand the meaning. Fourth, it is necessary
to ensure that the characters speak naturally and clearly enough to be understood by students.
Fifth, pausing the dialogue from time to time is imperative to allow students to absorb the
meaning. Sixth, teachers must guarantee the students’ familiarity with the accents presented in
the video. Finally, ensure that the video content is compatible with the language features

students learn in class.
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Regarding the content, Stempleski (1987) invited teachers to ask five questions to
check the validity of the video extract (p. 8). This includes if the video’s subject matter is
likely to be of interest to students; if it accurately depicts the culture of the foreign language
country; if the story or topic is treated in an interesting way; if there are any characters or
situations that students are likely to encounter; and if the program’s presentation is relatively
simple. In the same respect, Ciccone (1995, p. 207) believed authentic video materials to
provide comprehensible input only if they can be properly adjusted to the level of the
learners; if this is not possible, teachers should close the gap between the video’s level and
that of the learners. This can be possible, according to the same author, by the careful
selection of the material, the preparation of the learner (by supplying them with vocabulary

and information related to the video content), and the definition of the task required (p. 208).

For the third condition, video extract production, Stempleski (1987) put seven other
criteria. The first two are related to the clarity of the picture and sound. The third, fourth and
fifth criteria deal with the camera’s steady functioning and if it focuses on the people who are
speaking using frequent close-ups. In other words, this is necessary for students to see the
speakers and concentrate on how they pronounce the words and use body language while
speaking. The two last conditions address how appealing, well-acted, and well-directed the

video is.

Back to Davies and Pearse (2000), they believed teachers should ask four questions
before validating a material as available. The first question asks whether students’ potential
good understanding of the material is related to their familiarity with using the language or
simply because the visual element of the video makes it clear enough. The second concerns
the reasons behind students’ appreciation of a given material, whether for its interest, its

humour or its relevance to their needs. The third relates rather to the possibility of teachers’
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possession of useful activities necessary that can exploit the subject well. The final question is
about the efficiency of using a given video in terms of how effective it can be and how much

it can help save time (Davies & Pearse, 2000, p. 164).

However, even when the choice of video tools is successful, it remains to implement
them correctly in EFL language courses to make them practical for both EFL teachers and

learners. The next section is meant to elaborate on this point.

3.2.6. How to Implement Authentic Video Materials in the listening-Speaking

Instruction

In general, using videos effectively calls for preparation and knowledge (Davies &
Pearse, 2009, p. 163). However, there is no one “right” way to use videos in language
teaching as many effective techniques exist just as for using any other educational tool (e.g.,a
chalkboard, textbook or computer) (Stempleski, 1987, pp. 8-9). According to the same author,
using a particular video extract will be determined by the needs of the learners, the teacher’s

goals, the equipment available, and the video malarial itself.

However, she suggested some general rules that may help teachers and their learners
take advantage of using videos as pedagogical tools in the language classroom. First, she
suggested using al-2 minute short video segments because they are easier for students to
digest and may provide enough material for a one-hour language lesson (p. 9). Second, she
encouraged repeated viewing, which allows students to master vocabulary, identify
characters, and closely examine other aspects of the video. Each time the video extract is

played and replayed, an engaging task-based activity is supposed to accompany it.

Third, Stempleski emphasised the importance of using purposeful active viewing, as

opposed to passive viewing for pleasure and relaxation, through the assignment of difficult
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activities that require students to concentrate on specific aspects of the video, such as cultural
differences, setting, situation and language. Fourth, she emphasised the importance of
informing students about what they should look for before watching a video segment to
intentionally and effectively focus their attention on relevant aspects of the video and more

successfully complete viewing tasks assigned by the teacher.

Fifth, to be more confident and better able to handle questions from the students
concerning language content or other aspects of the video, she encourages the teachers to
view the entire video segment before presenting it to their classes. Finally, to avoid wasting
valuable class time looking for a specific scene or button, which may result in a loss of
students’ interest and motivation, it is critical to become familiar with the used material

(machinery) ahead of time.

Similarly, to help students improve their listening skills, Kim (2015, p. 22) argued that
authentic video resources must be carefully chosen to minimise difficulties and ensure that
their content is of general interest to learners, in addition to the need to repeat the video
extract to ensure that they have understood the material. In the same respect, Rost (1991) urged
teachers to provide three important services to language learners when teaching interactive listening:
simplifying the provided text, providing pre-listening activities, and providing visual support for the
listening activity (as cited in Kim, 2015, p. 15). Its capacity to increase learners’ interests and
motivation and its potential to improve listening skills can hardly be denied. Students,

however, might experience frequent difficulty with English idioms and expressions (p. 22).

Yet, the notion of simplifying the content of the authentic material to synchronize it
with the learners’ proficiency levels is believed to distort the nature and specificity of those

materials. Guariento and Morley (2011), for instance, believe that if authentic materials are

124



CHAPTER THREE: INTEGRATING LISTENING WITH SPEAKING AND USING AUTHENTIC
VIDEOS IN EFL CLASSROOMS

edited and simplified, they are no longer authentic, so they must be kept original (as cited in

Febrina, 2017, p. 737).

Hence, certain measures are recommended to minimize the difficult nature of the
authentic videos and support the learners’ comprehension of the language and the cultural
input. Before all, it is imperative to show short segments rather than the whole video
Stempleski (1987). Moreover, Febrina (2017) encouraged teachers to support their learners by
(1) enhancing their sensitivity towards the foreign culture without ignoring the local one; (2)
delivering some pedagogical support to introduce and explain the uncommon words or
grammar rules presented in the materials to avoid confusion and avoid focusing on the
language accuracy; and (3) paying attention to the way of preparing, choosing and executing

the authentic materials to diminish the pressure of the FL learning pressure (p. 739).

It is better to introduce video materials with suitable video-based activities to take
advantage of these materials in the language classroom (Lynch, 2009; Davies & Pearse,

2009).

Conclusion

All things considered, the intertwined relationship between listening and speaking in
EFL teaching has been widely encouraged. Developing communicative competence cannot be
possible without effective listening. This is because mastering listening allows for deciphering
the different mechanisms of the language and establishing a database of the vocabulary and
expressions crucial for EFL oral production and effective interaction in the classroom and

real-life situations.

Moreover, most scholars assumed the efficiency of using authentic video segments for

both EFL teachers and learners. They can benefit teachers in assisting their teaching, notably
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the listening-speaking issue, while creating an enjoyable and motivating atmosphere for their
learners. However, this can only be possible if the teachers select the adequate materials that
fit their course objectives and their learners’ levels, needs and preferences. In addition to the
good selection of these materials, proper implementation is critical if the goal is to make the

most of these materials and achieve previously set goals.
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Introduction

Research methodology is the alleyway researchers take to conduct their research. It
depicts a scholar’s path along the research process, from formulating the questions to the
execution of the experiment and the acquisition of results and conclusions. It is the section

that determines the why and how of the various choices and decisions.

Accordingly, the fourth chapter encompasses the statement of the research objectives
and a clear description of how and why the various constituent of the research were chosen
and how they were designed to ensure their veracity throughout the various research

processes to obtain reliable results and approve or deny the present hypothesis.

4.1. Statement of the Research Aims

Even if the research objectives have been mentioned directly or indirectly in previous
chapters, the detailed restatement of these objectives is deemed necessary in this chapter. The
aim is to connect the research design and methodology to a precise and clear statement of the

objectives.

The present research sheds light on one among many difficulties our students may
encounter in their academic pursuit to master English as a foreign language in the English
department of Batna2 University. It is about producing the spoken English language with such
autonomy and ease as close as possible to how the English natives speak English.

Accordingly, the objectives of this research are listed as follows:

1. The attempt to uncover the potential effect of introducing a listening instruction based
on authentic video extracts (which stands for the independent variable) on second-year
students’ EFL speaking skills regarding autonomy and effectiveness (which represent

the dependent variable). In other words, the aim is to prove or deny the impact of
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teaching listening via some authentic video extracts and well-designed activities on
students’ English-speaking performance.

2. Investigate the interrelationship between listening and speaking.

3. Provide a model for a more structured and dynamic oral-expression course.

4. Shed light on the EFL oral expression course to portray partly the difficulties that
teachers and students may encounter. This is supposed to be demonstrated by
introducing two questionnaires; one for 2nd-year students and the other for 2nd-year
teachers of oral expression.

5. Help students strengthen their self-confidence and autonomy in the production of the
English language by raising their motivation and reducing their excessive dependence
on their teachers’ and/or peers’ help.

6. Check the efficiency of his instruction on students’ motivation and the general
atmosphere of the OE course.

Furthermore, the introduction of carefully designed activities in the listening and
speaking phases of the present instruction is meant to help the students experience other
things than the unique traditional activity (discussion) and avoid tedious situations by keeping
them busy during the session. Similarly, the presentation of the short video excerpts is
intended to help diversify students’ opportunities to experience other sources of English than
the teacher’s usual language. It is an attempt to establish a tradition linking the teaching of
listening to that of speaking. Finally, and given the importance and the disproportionate
influence that the screen exerts on the lives of young people today, we have opted for its
introduction to arouse students’ enthusiasm towards the course and why not reduce the

anxiety that can result from such listening instruction and the English language difficulty.
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4.2. Research Design

The research design of the present study stands for drawing the broad outlines which
will enable the achievement of the traced and already cited objectives. This mainly concerns
accepting or rejecting the research hypothesis and answering the research questions before
reaching comprehensive results. This will allow the elaboration of effective recommendations
for both EFL oral expression teachers and students. For these reasons, the present work was
carried out through two main complementary steps:

1. A pre-experimental phase consisted of two questionnaires administered to second-year
teachers and students of the English Department in Batna 2 University.

2. An experimental phase divided into two stages: the Listening-free (LF) and the Listening-
based (LB) stages. This phase is concerned with introducing a listening-based instruction
in the oral-expression course and observing students’ reactions and evolution regarding

the reception (listening) and production (speaking) of spoken English.

4.3. The Approach

The research approach is a plan and procedure tightly framed by the nature of the
research problem being addressed; it consists of steps ranging from general assumptions to
detailed methods for collecting, analysing and interpreting data (Chetty, 2016). Accordingly,
the research approach is mainly divided into the data collection approach and the data

analysis or reasoning approach, as demonstrated in Chetty’s schema (see Figure 4 below).

However, when it comes to the research method, the qualitative and quantitative
fundamental distinctions of data collection are considered first. In short, as explained by
Punch (1998), the difference lies mainly in whether the data of the empirical research are

numerical (quantitative) or not (qualitative).
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Admitting that research is mainly the systematic investigation to provide answers to a
phenomenon or a problem, social sciences areas have traditionally opted for the objective

scientific method called quantitative.

Figure 4

Chetty’s lllustration of Research Approach

Research
Approach
Data Data
Collection Analysing
Quantitative Qualitative Inductive Deductive

Note. This schema shows divisions and sub-divisions of the research approach, as illustrated
by Chetty (2016). Importance of Research Approach in a Research.

Adapted from https://www.projectguru.in/selecting-research-approach-business-studies.
Copyright 2016 by Project Guru.

Yet, since the 1960s, the strong inclination towards a qualitative, naturalistic and
subjective approach has led social researchers to start swinging between two completely
opposite and competing methods: the empirical scientific tradition, which refers to the
guantitative paradigm and the naturalistic phenomenological mode, which stands for the
qualitative method (Burns, 2000). The quantitative and qualitative methods have been
allocated, respectively, to the nomothetic and idiographic approaches (Mcleod, 2019).

Nomothetic comes from the Greek word nomos, meaning law, and studies the shared
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similarities between people. It is primarily concerned with establishing laws and
generalizations that apply to all people. The word idiographic, however, comes from the
Greek word idios which means own or private, so interested in everything that makes each of
us unique; generalizations are therefore impossible due to chance, free will and the singularity
of individuals. In the same context, Burns (2000) provided a clear distinction between these
two approaches in the coming few lines:
In the scientific method, quantitative research methods are employed in an attempt to
establish general laws or principles. Such a scientific approach is often termed
nomothetic and assumes social reality is objective and external to the individual. The
naturalistic approach to research emphasises the importance of the subjective experience
of individuals, with a focus on qualitative analysis. Social reality is regarded as a creation
of individual consciousness, with meaning and the evaluation of events seen as a personal
and subjective construction. Such a focus on the individual case rather than general law-
making is termed an ideographic approach. (p. 3)
Quantitative and qualitative approaches are, then, antagonist paradigms. In what
follows, a detailed description of this distinction will be provided, including a definition of
each approach and a display of the main distinguishing characteristics, strengths and

limitations.

4.3.1. The Quantitative Approach

This consists of the type of studies in which the data can be analysed in terms of
numbers (Best & Khan, 1989, p. 89). According to this approach, the researcher is supposed
to gather data in a numerical form which can be put into categories or rank order, or measured
in units of measurement in addition to the possibility to construct graphs and tables of raw

data (McLeod, 2019). The methods used may include controlled observations and
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questionnaires. There is a need to use the deductive analysis of data with the quantitative

approach (Chetty, 2016).

4.3.2. The Qualitative Approach

This procedure is rather concerned with collecting and analysing data ‘in as many
forms, chiefly non-numeric, as possible’ (Blaxter et al., 1996, p.61). According to the same
source, this approach aims at achieving depth rather than breadth by exploring, in as much
detail as possible, smaller numbers of examples (representatives) believed to be interesting or
illuminating. It is also called the flexible approach since it uses different methods to
understand how people perceive a given phenomenon. These may include diary accounts,
open-ended questionnaires, documents, participants’ observation and ethnography (McLeod,

2019). Data are analysed following an inductive approach (Chetty, 2016).

4.3.3. Characteristics, Strengths and Limitations of the Quantitative and Qualitative

Approaches

To make it brief, the quantitative approach’s strength lies in its being objective,
rapidly realized, precise and valid. However, it does not consider each respondent’s
uniqueness which may lead to a superficial exploration of the phenomenon. Also, it requires
the researcher to control all the variables and master the statistical analysis tools to guarantee
the validity of the research. Conversely, the qualitative approach adds flesh and blood to
social analysis since it is based on the researcher’s involvement in the research, allowing for
an in-depth exploration of the phenomenon. Yet, it is subjective, requires a lengthy time to be
realized, and results do not allow for further generalizations on other participants than the

original ones. The necessary details are demonstrated in Table 3 below:
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Table 3

Comparison between the Quantitative and Qualitative Approaches

Quantitative

Qualitative

» The power to control extraneous variables to identify the causes
of a certain phenomenon and prove or deny the cause/effect
relationship (theory).

» It aims for objectivity.

» Statistical analysis and numerical comparisons are used to
interpret data.

» It is generally conducted in the lab.

» The theory is data-driven and emerges as part
of the research process, evolving from the data
as they are collected.

p It is subjective since the researcher is an
integral part of the data.

» Description and narration are used to
analyse data based on personal

» Since the researcher is not quite involved and because the focus
is on hypothesis testing, they may miss observing important
details, resulting in some banal findings.

& » The design of the study is determined before it starts. interpretations.
% p Operational definitions are determined at the outset of the P Events can be understood only if they are seen
§ research to eliminate any confusion in meaning. in a context that involves the researchers in the
o setting.
% » The design of the study evolves during the
G PReality is objective and exists separately from the research and can be adjusted or changed as it
researcher. progresses
» It must conform to reliability since the same obtained data must P There is no single reality. It is subjective and
be found if the study is repeated. exists only in reference to the observer.
» Relies on the deductive approach of data analysis. » Relies on the inductive approach of data
analysis.
» Control through sampling and design. » Close researcher’s involvement leads to better
» Precision through quantitative and reliable measurement. insights and in-depth exploration of the
» The ability to use causality statements through the use of | phenomenon.
controlled experiments. » It suggests possible relationships, causes and
2 » Rapid analysis of data (sophisticated software) effects.
S » Useful for testing and validating already constructed theories. » It allows for ambiguities and contradictions,
&  » Replication and validity which reflect social reality.
& » The hypothesis can be tested because of the use of statistical P It adds flesh and blood to social analysis.
analysis.
» The difficulty of controlling all the variables. » Problems of subjectivity and lack of reliability
» Not totally objective since the researcher initially chooses and validity.
the problem and still relies on his personal interpretations. » Results cannot be replicated to any extent, nor
» It leads to the assumption that facts are true and the same for all | can generalizations be made to a wider context
people all of the time. than the one studied.
p It fails to consider each respondent’s uniqueness in interpreting p Lengthy-time is required for data collection,
things and constructing their own meanings. analysis and interpretation
2 Variability: large sizes of participants are needed for more »The researcher’s presence influences the
.g accurate analysis (for the study to be reliable and apt to be | participants of the study.
S | generalized to wider populations). » Because of the issue of bias, the viewpoints of
£ The researcher must be an expert in applying statistical both the researcher and the participants must be
—1 | analysis. elucidated.

Note. The author realizes this table to summarise the key features, strengths and
limitations of each of the quantitative and qualitative approaches drawing on the works
of Burns (2000), Hughes (2010), Chetty (2016) and McLeod (2019).
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4.3.4. The Mixed /Common Approach

Despite the differences existing between the two approaches, which have been detailed
previously (see Table3), many researchers advocate both methods to be valid and wide useful,
making of any combination between them a reasonable decision (Punch, 1998; Bryman,
1988). This gave way to the necessity to join both approaches in another distinction “the
mixed approach”.

Earlier, Best and Khan (1989)denied the assumption which refers to those approaches
as mutually exclusive; they rather approve the possibility of using both in one single
investigation. More recently, Chetty (2016) considered choosing one research approach over
another as a severe limitation of the scope of the study. She believes, drawing on the work of
Creswell & Clark (2011), that one approach alone cannot answer all the questions that might
emerge in the course of researching a topic; thus, the dichotomy should be reconsidered and
researchers should become proficient in both types of approaches.

The next section aims to demonstrate the factors that determine the inclination towards

one research approach rather than another.

4.3.5. Factors for Approach Selection

As previously mentioned, there has been recently a widespread debate on the
importance of the quantitative and qualitative paradigms in terms of the degree of their
credibility and reliability in research. The Positions of individual researchers vary
considerably between those who see the two strategies as entirely separate and based on
alternative views of the world; and those who support combining the two strategies for better
results. Earlier, Bryman(1988)called for a ‘best-of-both-words’ approach, hinting to the
possibility and importance of combining the qualitative and quantitative strategies to support

a research project and reach reliable results. What has come to be called the common
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approach, the mixed approach or the combined approach is, in fact, the result of that debate.
Recently, Clive Seale (2012, p. 162) resumed the advantages of using both paradigms in
strengthening the research, since this allows the researcher to compare the results derived

from the use of one technique with others obtained from the use of another.

However, the principles on which researchers may build their approach selection vary
according to the nature of each research project, the research questions and the
epistemological foundation of the qualitative and quantitative paradigms. Christina Hughes
(2012) suggested six factors to help researchers decide upon the appropriate approach, these
include: The research question, the interest direction, the previous literature, practical

considerations, knowledge profit and style.

By the research question she referred to what exactly the researcher is seeking to find
out. If the researcher opts rather for discovering facts about a certain phenomenon, it is likely
to use the quantitative approach. The qualitative model, however, fits better the understanding
of human behaviour from the informant’s perspective as stated by Minchiello et al. (in
McLeod, 2019).

Back to Hughes (2012) factors, the second one determines whether the interest is
directed towards making standardized and systematic comparisons (quantitative) or instead
making a detailed or in-depth study of the phenomenon (qualitative). The previous literature,
however, refers to the extent to which the researcher wants to align their work with the
precedent similar researches.

The fourth factor, practical considerations, is a reference to the choice of the approach
according to its practicality (e.g., time issues, money, availability of samples and data,
familiarity with the subject under study, access to situations ...). Else, the knowledge profit

deals with how well the selected approach fits the model that will provide more information

135



CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

on the topic in hand. The last factor relates to the researcher’s preferences and idea of what
constitutes good research.

On the other hand, making a choice about the approach to be followed does not require
a systematic consideration of all of these factors. More specifically, it is better to pay more
attention to research questions than to ask questions about what methods to choose to avoid,
in some ways, putting the method cart (wagon) before the content horse (Punch, 1998, p.
224). Therefore, it would be better, according to the same source, to consider the research
objectives and questions, since the way in which these questions are asked effectively

determines the best approach to answer them (p. 225).

4.3.6. The Present Research Approach

Drawing on all that has been said previously, and since the possibility of merging both
approaches in the same work has already been admitted by the majority of scholars, the
common approach also known as combined approach (Hughes, 2012) or the mixed approach
(Chetty, 2016) is chosen to better support the present research objectives and variables and

answer the asked questions.

On one hand, quantitative approach is used to analyse students’ and teachers’
questionnaires along with the different observation grids’ data to reach intelligible and
numerical results. On the other, the qualitative paradigm is introduced to outline how the oral-
expression courses are conducted and show teachers’ and students’ attitudes towards the
listening and speaking issues in the oral-expression course. It also fits the researchers’
interpretation of students’ reactions, interest and motivation along the experimentation
process which are difficult to decipher using the quantitative approach alone. It is also
necessary for the analysis of the questionnaires’ open-ended questions since they generally

bear students opinions and beliefs. The qualitative approach, as precised by Chetty (2016), is
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not exclusively used to test the suggested hypothesis but it is a tool for understanding
participants’ reactions towards the experimental instruction (phenomenon) Chetty (2016). The

present study adheres to this point of view

4.4. The Experimental Method

If the research design is a plan to answer the research question, the research method is
the strategy used to implement that plan. A clear and precise distinction between the method,
on the one hand, and the methodology, on the other, appears of great importance to avoid any
ambiguity. Clive Seale (2012)emphasized the importance of drawing a clear line between
what guides any researcher’s dissertation (methodology) and the used research methods
(techniques) for the fulfilment of the same research. Similarly, Igwenagu (2016) underlined
this difference as follows:

Methodology is the general research strategy that outlines the way in which a research

project is to be undertaken and, among other things, identifies the methods to be used

in it. These Methods, described in the methodology, define the means or modes of data

collection or, sometimes, how a specific result is to be calculated. (p. 8)

Hence, the method is one element of the whole which constitutes the methodology of a
given research. Igwenagu (2016) assumes that the two terms are not interchangeable and that
the use of one instead of the other leads to confusion and misinterpretation.

As to the present research, the experimental method is the most suitable way to attain
the already traced goals and answer the main question of the research. It is the cornerstone of
scientific research and is primarily concerned with the cause-effect relationship between the

research variables.
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4.4.1. Statement of the Research Variables

As previously mentioned, the experimental method is better suited to achieving the
goals of the current study because it assesses the impact of changes to the independent
variable on the dependent variable. Differently put, the aim is to prove or deny the existence
of a relationship between the dependant and independent variables which stand for:
introducing a listening instruction based on authentic video extracts (independent variable),
and students’ EFL speaking skill in terms of effectiveness and autonomy (dependent
variable). The video extracts only serve as support for the listening instruction, which would
be insignificant if it relied solely on the teacher’s spoken English. Thus, these tools are

considered as integral part of the accentuation of the listening instruction.

4.4.2. Target Population and Sampling Frame

This section is designed to determine and justify the researcher’s choices regarding the

target population and the sampling frame of the present experiment.

4.4.2.1. The Target Population

In research terminology, we call a target population, all the members who meet the
particular criterion specified for a research investigation (Alvi, 2016). In other words, a target
population refers to a group of individuals who share common characteristics according to the
research purposes. Thus, before the elaboration of any research sample, a clear and accurate
definition of the target population must be determined (Sapsford & Jupp, 2006 p. 49).

As to the current experiment, the population is represented by second-year students
from the English Department of Batna 2 University. The main reason for this choice lies in
the students’ experience level. It is a reference to the experience gained in learning EFL, in
general, and any knowledge and abilities they may have picked up in the oral-expression

course, in particular, during the first year and which no longer classify them as novices.
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Therefore, any particular participation in this research is believed to be more or less reliable.

Moreover, a year may not be long enough to reliably master EFL speaking when it
comes to the spoken performance of the English language. Students at this level are generally
not yet considered qualified speakers, much less qualified listeners. They are therefore neither
novices nor proficient and so are best placed to prove or deny the relationship between the
dependent and independent variables of this research. To all these reasons, it should be added
that second year students belong to the English department of the University of Batna 2,
which means that in terms of accessibility, they are more or less within reach of the
researcher.

Hence, in order to verify the potential existence of a relationship between an
accentuated instruction of listening (through the introduction of authentic video extracts) and
the improvement of students’ speaking skills, we opted for a random sampling among the
eight groups, which made up the whole number of second-year population (350 students) of

the English department of Batna 2 University for the academic year (2019/2020).

4.4.2.2. Sampling Size and Selection Techniques
Sampling is the procedure of selecting a subset of individuals from within a defined
population to estimate characteristics of the entire population (Igwenagu, 2016). The aim
from sampling is not only to save time and effort but also to obtain consistent and unbiased
estimates of not only the studied sample but the population status according to whatever is

being researched (Sapsford & Jupp, 2006).

In this case, we adopted a simple random sampling method to design students of the
experiment sample which are supposed to undergo the experiment. Simple random sampling
is the fundamental probability sampling method (Sapsford & Jupp, 2006) and is believed to
be an “unbiased survey technique” (Igwenagu, 2016, p. 33). All members of the target

population have an equal and independent chance of being included in the random sampling
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(Ary, 2010, p. 153). The impartiality of this type of sampling methods fits the present work
objectives and nature, since it guarantees an utter random selection for all individuals and
affords each the same probability of being selected as any other individual in the target
population defined above. Another advantage of simple random sampling is the fact that it is
excellent for time and energy saving. A detailed description of the calculation of the number

of sample items is reserved for the next section.

Another random sampling was used to create a list of the teachers who have at least
two years of experience teaching oral expression to second-year students in order to develop a
comprehensive understanding of how oral-expression classes are run and how the listening-
speaking issue is approached. In layman’s terms, the goal is to draw on these teachers’
experience to gather as much information as possible about how they like to manage the
course, their preferred teaching methods, and the challenges they have faced. To that end, a

questionnaire was developed and tailored specifically for teachers.

4.4.2.3. The Experiment Sample

Since choosing a sampling method requires weighing cost and feasibility against
accuracy (Sapsford & Jupp, 2006), a randomized selection was used to elaborate the sample
for the present experiment. On the one hand, accuracy in the present work is achieved by the
use of a quite approved scientific method “the simple random sampling”; given that random
does not mean “haphazard or following no thought-out plan in obtaining sampling elements”
(Sapsford & Jupp, 2006, p. 31). On the other hand, working with smaller groups of students
from the entire target population is always preferable to working with larger groups in terms

of cost and feasibility, especially when it comes to observation.

As previously explained, the target population, and therefore the sample, is well within

the reach of the researcher who has voluntarily been a member of the educational staff of the
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English department as an oral-expression teacher for second-year students during the 2019-
2020 academic year. Another positive point is that working with a rather small sample
requires much fewer expenses than working on the whole target population (all second-year
students).Time is another advantage in favour of this method. Working on a limited number
of representatives allows the researcher to save time and efforts compared to manipulating the

entire population.

However, given that the goal of the current study’s use of the questionnaire is to gather
information on students’ problems, particularly those pertaining to the listening and speaking
issue, as well as an overview of how speaking lessons are generally conducted, we thought it
would be more beneficial to enlarge the sample of the questionnaire as much as possible (250
participants) to fully benefit from the variety of answers that this number can provide. This
represents almost three quarters of the total number of second-year students (350 in total).And
given that the researcher is not a permanent teacher in this department and is not well
involved in its community, she needs to be sufficiently informed about the teaching course,

particularly that of oral expression; hence, a large sample is deemed indispensable.

However, the sample intended for the experimentation (control and experimental
groups) was in contrast aimed at being kept to a minimum. This is primarily due to the
requirements of realizing a trustworthy observation. In other words, it is much easier to
observe a small number of students and note their slightest reactions than to work with a large
number. In this respect, and as long as the qualitative paradigm is concerned, Chetty (2016)
favoured handling smaller numbers of what he called “interesting representatives” since the
goal is the observation of students’ reactions and attitudes which are not necessarily
measurable. Another aim is the ability to calculate the paired t-Test value, which is necessary
for the evaluation of the observation’s results and requires the sample not to exceed 30

participants (see Section 4.6).
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Hence, given that the whole population representing all second-year students was
initially partitioned into 8 groups; and knowing that students’ assignment to each group was
random, at best, related to the initial letter of their last name which represents no special
significance for the present research sampling (regarding students’ listening competencies and
speech performances); a group of 20 second-year participants was, thus, randomly selected
out of the global list to form the sample of the experimentation. Worth to mention here is that
each participant student is being used as a control sample against himself/herself (see Section
4.6). Differently put, the same sample will first serve as a control group and then as an
experimental group. The reason behind this lies in the fact that we believe comparing the
results of the same students before and after the treatment will guarantee more trustworthy
results than dealing with two different groups. Moreover, working on the same group saves

time and efforts.

It should be noted that the number of sample participants intended to represent the
control and experimental groups, as limited as it may seem, could hardly been gathered for a
number of interrelated reasons. On the one hand, and given the strong demand that year for
the oral expression course intended for second-year students, particularly to carry out their
research work, interested researchers were limited to one or two groups each, at most, in order
to allow equal opportunities for all. In our case we were allowed only one group of second

year level.

Moreover, all the students were already solicited for other research projects and,
therefore, were more or less reluctant to participate in oral-expression courses with teachers
other than those who were officially listed on their schedules. They affirmed being
sufficiently overburdened by their learning obligations, so they were not ready to take on even
more. Thereafter, we spend a relatively long time (about 3 weeks) trying to gather the number

required to fill the sample of the experimentation contrary to the ease with which the sample
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of the questionnaire was designed and manipulated; especially since the researcher was
supported by other oral-expression teachers in the distribution and collection of the

questionnaires.

4.4.24. Teacher’ and Students’ Questionnaire Samples
Given that the nature and the objectives of this research require an investigation of the
oral-expression course, and since teachers are important actors (besides students) in any
teaching-learning process, it was deemed necessary to design a teachers’ questionnaire to
identify the problems from all sides and to provide a clear and holistic vision of the oral-
expression course constraints and difficulties in general as well as the position and experience

of both sides (teachers and students) regarding the listening-speaking issue in particular.

Consequently, eight oral-expression teachers were chosen at random to complete the
questionnaire, including two permanent teachers with more than ten years of experience in the
subject and three others who were already in charge of the oral expression module for the
level of second-year students that year. This selection was based on the teacher’s affirmation
that they have taught second-year classes for at least two years. The reason for such a
condition is to ensure that the participants have already experienced teaching oral expression

to the chosen level (second year); so able to provide a worthy contribution.

Concerning the students’ questionnaire sample, the researcher distributed the
questionnaires randomly to a number of two hundred fifty respondents (250) which represent
71% of the entire population of second-year students in the English department in that year,
including the 20 students who were chosen to make up the experimental sample. As
emphasized by Allwrigt & Bailey (1991), the goal is to gather enough data about the oral
expression course and students’ experiences with the EFL listening and speaking matters

before being certain to make appropriate decisions in accordance with the research objectives.
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4.4.3. The Course of the Experiment

Theoretically speaking, the experiment was conducted over the course of twenty-eight
sessions, or roughly seven months, with an average of one session per week. However, in
reality, it took us much longer to put the carts behind the horse! The daunting task of
gathering enough students for the sample; the unexpected absence of students; occasional
power cuts; as well as certain political events, in particular the popular Hirak (mass
manifestations against the former Algerian political regime listed under the Arab Spring),

which frequently hampered the course of university life, including the present study.

Hence, twenty-eight sessions were organized with a frequency of one session per
week (except for the 9™ and 10™ sessions which were conducted in the same week since they
cover the same topic). More precisely, twenty-six sessions evenly divided the pre-
experimental and experimental stages, plus two additional sessions: one for first contact and

one for completing the students’ questionnaire.

The so-called first-contact session was planned to introduce the teacher to the
participants, get a sense of their starting point, and create a more or less friendly environment
to reduce the stress that is typically associated with the lack of familiarity. Subsequently, there
was an attempt to encourage students to participate in the course and share responsibility for
their learning by suggesting topics they would like to discuss and videos they would like to
watch (see classroom observation section) in the oral-expression course. The next session, the
teacher kindly invited the students to answer the questionnaire. It is important to note that the
researcher remained vigilant, not revealing information about the nature and trends of the

research.

In other words, she concealed the real objectives of the course to avoid any impartial

attitude towards the question of listening and speaking and to preserve the spontaneous
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reactions of the students to obtain reliable and plausible results. The experiment’s duration

with the number of sessions and topics are illustrated in the diagram below.

Figure 5

Course of the Present Experiment

¢ First -Contact Session:

iy
. )
* Second Session
e Students' Questionnaire Assignment
eTeachers' Questionnaire Assignement
J
] N
¢ Pre-Experimental Stage (12 weeks)
*12 topics = 12 weeks= 13 sessions
*The 9th and 10th sessions covered the same topic and were held in the same week
4
. )
* Experimental Stage (12 weeks)
e 12 topics = 12 weeks = 13 sessions
¢ The 9th and 10th sessions covered the same topic and were held in
J

Note. Designed by the author, this figure displays the course of this study including the
first and the second sessions in addition to the pre-experimental and the experimental
stages’ twenty-four sessions, in terms of the topics, sessions and weeks.

During each session, the researcher oversees the smooth running of the teaching-
learning procedure according to a plan established on the standards of scientific research and
the course objectives. As previously mentioned, students were randomly assigned to the
experimental sample with total discretion about the distinctiveness of the course to avoid any

influence on their attitudes or behaviours and ensure the research results’ validity. The
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following section will go into more detail about additional steps taken to ensure the validity

and reliability of the current research (see Section 4.4.3.1).

Moreover, piloting questionnaires were first passed randomly to a small number of
students to bring out misunderstandings, test the questions’ consistency, omit items dealing
with the same issue but in different ways, and reformulate ambiguous questions. In the same
way, a piloting questionnaire was submitted to some teachers to be able to decide about the

final form of the relevant questionnaire (see the coming sections).

The teacher set up the second session for the sample students to complete the
questionnaires once the final form was ready. The other two hundred and thirty (230) students
of the questionnaire sample were similarly assigned to answer the survey by their oral-
expression teachers, each within their scheduled sessions. Without the effective collaboration
of these teachers, this stage would be much longer and more difficult. The responses were

then coded and thoroughly analysed.

At the same time, each of the eight collaborative teachers was graciously invited to
complete the appropriate teachers’ questionnaire. Similarly, responses were carefully
examined, and results were compared to those of students in order to form a holistic picture of
both partners’ attitudes toward the oral-expression course, their preferences for teaching-
learning methods and tools, and the particular difficulties they encounter when it comes to

listening and speaking issues.

Following that, thirteen pre-experimental sessions (dubbed the listening-free stage) were
developed, during which various topics were addressed using carefully selected authentic
video extracts. As mentioned earlier, one session per topic was scheduled each week, with the

exception of the ninth and tenth sessions, which focused on the same subject. The emphasis
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on teaching listening in the experimental sessions (the listening-based stage), as opposed to

the pre-experimental sessions, was the only significant difference between the two.

4.4.3.1. Research Validity and Reliability

It is obvious that the value of any research lies in the quality of its process and results.
However, we cannot apostrophize quality without evoking issues as validity and reliability.
This implies compliance with certain criteria as underlined by Seale (2012 p. 162). The first
criterion deals with whether the research design (including the research instrument, the
sample, the tools selected, etc.) meets scientific standards and therefore is capable of leading
the researchers to their purposes. The second criterion refers to whether the use of the same
research design by other researchers would broadly reach the same results. The third concerns
whether the same research design would have identical results if applied among another group
of participants sharing the same characteristics as the initial sample or whether those results

could be generalized to a wider population.

And since the aim behind any scientific research, including the present one, is to
provide reliable results that can be later extrapolated to draw reliable conclusions for the
entire target population, strict measures have been taken to guarantee validity and reliability.

A major step is to promise the results’ both internal and external validity.

For internal validity to be realised, it is crucial to ensure that any potential change in
the dependent variable—in this case, students’ English-speaking skill—during the treatment
phase is solely attributable to the independent variable (the listening-based instruction). So, by
keeping the factors constant during both phases of the experiment, the researcher attempted to
control all variables that could prevent the achievement of internal validity, with the
exception, of course, of the changes brought about by the introduction of the independent

variable.
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Some factors were considered to ensure the internal validity. Along with being mostly
chosen at random, the use of paired sampling is meant to guarantee that any adjustments in
participants' attitudes or performance are primarily due to the inclusion of the independent
variable. Also, the participants were supposedly exposed to the same topics in both stages, but
in fact, one major distinction made them different: the way the topics were presented and
treated. Additionally, the number of sessions designed for each stage was managed as much
as possible to maintain a certain balance between the stages’ durations. In other words, the
aim is to make sure that any eventual changes in the experimental stage have nothing to do
with the number or length sessions. Similarly, the sessions’ length of both stages was kept
relatively equal and in line with the conventional duration of the oral-expression sessions (one

hour and a half) to exclude any probable influence on the subsequent results.

Moreover, it is worth remembering that the introduction of video extracts in the
experimental stage (listening-based) is deliberately intended to support the listening
instruction, in order to give participants a chance to experience the everyday English
language. In other words, the video extracts are only used to support the implementation of
the listening instruction; thus, together they form the independent variable of the present
research. Given these considerations, and the potential for unintended spontaneous listening
acquisition in the pre-experimental stage, the only distinction intended is an emphasis on

listening-teaching in the experimental stage that conforms to the present independent variable.

For external validity to be attained, a major element must be realized: the
‘generalizability’ of research results to ensure their validity over the whole population. This
generalizability was ensured through the randomization of the sample. Furthermore, in an
attempt to avoid the biased effects, the researcher took some extra measures to ensure the
validity and reliability of the experiment and its results. Here is a reference to the John Henry,

the Pygmalion and the Hawthorne effects.
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The John Henry effect was first introduced by Gary Saretsky (1972) to become one of
the most instrumental elements of scientific research. This refers to the tendency of the
control group to perceive themselves as dispised compared to experimental counterpart,
which is rather perceived as a threat or a competitor aiming at surpassing or replacing its
counterpart the control group (Saretsky, 19721, p. 579).Fortunately, in the present research,
no favouritism is possible, since the elements of the control and experimental groups are the
same. Issues of inferiority or disadvantage that may be evoked by the control group members

(Kocakaya, 2011) can in no way take place in this research.

When it comes to the Pygmalion effect, Rosenthal and Babad (1985) supposed that our
expectations of certain behaviours from others cause us to tend to act in ways that make the
expected behaviour more likely to occur. In educational contexts, this implies that positive
teacher expectations positively affect student performance, and vice versa. To put it another
way, better performances will occur to some extent if the current researcher raises her
expectations for the participants’ listening-speaking performance. This would not be
necessarily bad if she was acting just as a teacher. However, regarding the present research
work, she is actually more a researcher than a teacher, so such expectations (whether positive
or negative) may generate biased results that will certainly mislead the whole research.
Accordingly, the researcher ensured that the experiment occurred under very conventional
conditions in the English department and made sure not to put anything forward that would

make students think she had high or low expectations of them.

The Hawthorne effect is another important matter to keep in sight to guarantee
unbiased and reliable results. Drawing on some American industrial experiments (the 1920s
and 1930s) concerning the influence of changing working conditions (e.g., lighting) on
employee productivity, the researchers found that productivity automatically increased when

employees became aware that they were being observed, regardless of any change in working
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conditions. The Hawthorne effect is used, since then, to describe an individual’s tendency to
change their behaviour that results from awareness of being observed. In Academic research,
it is defined as the probable circumstantial short-term improvement that results from learners’
awareness of the researcher’s intention to observe them for a special purpose other than

teaching the habitual course objectives (Kocakaya, 2011).

In our case, any attempt to exclude the Hawthorne effect requires first a total
discretion about the main trends of the research. In terms of observation, the researcher
assured that the participants did not feel judged for their abilities to listen and speak in order
to preserve spontaneity. In terms of evaluation, students were informed that they will be
marked according to the customary scale of evaluation including speaking and discussion
abilities, participation and attendance as well as their performance in the various activities
related to the course; no specific reference was made to the listening-speaking issue.
Regarding the questionnaires, the researcher made sure that all respondents understand that
their answers will be treated with complete discretion and will in no way be taken into

account in their assessment.

4.4.4. Data Gathering Tools

For a systematic collection of data to be carried out under well designed and reliable
scientific procedures, researchers must first refine the selection of tools. Differently put, doing
research is essentially a matter of data collection and analysis (Allwright & Bailey, 1991),
following a rigorous structured procedure to, on the one hand, avoid any waste of time or

resources and, on the other, adequately answer the research question (Seale, 2012).

For the present research concern, two data collection tools were used: self-completed

questionnaires and structured observation schedules. This comes down to two main reasons:
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these tools are seen the best for classroom research (Allwright & Bailey, 1991) and they are

best suited to achieving reliable and generalizable results in this particular study.

4.4.4.1. Questionnaires

The importance of questionnaires as one of the most common data-gathering
instruments has long been shown through their widespread use in different disciplines notably
statistics, sociology, psychology, and market research in addition to educational studies. The
current research, indeed, falls under the last discipline. Dérnyei and Taguchi (2009) argued
that since the essence of scientific research is to try to find answers to questions in a
systematic way, it is not surprising that questionnaires have become so popular in studies.
Many definitions have emerged as a result of this popularity; Brown’s being among the most
significant. He defined questionnaires as “any written instruments that present respondents
with a series of questions or statements” to which the participants are to react “either by

writing out their answers or selecting from among existing answers” (2001, p. 6).

Brown’s definition shows two of the most important features of this type of data
collection instruments: the answers to the questionnaires must be written and by the
respondents themselves. Dornyei and Taguchi (2009)drew attention to questionnaires’ ability

to yield three types of data: factual, behavioural and attitudinal.

Factual questions are rather used to find out who the respondent is in terms of age,
gender, race, religion, marital and economic status, occupation, level of education, etc.
Behavioural questions are used to gather information about what the respondents are doing or
have done in the past as their actions, lifestyles, habits and personal history. Attitudinal
questions, however, are used to discover the respondents’ way of thinking in terms of their

attitudes, opinions, beliefs, interests and values. All these distinctions have been taken into
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consideration while designing the teachers’ and students’ questionnaires (See the next two

sections).

Table 4

Advantages and Disadvantages of Questionnaires and Interviews

Interviews Questionnaires
» The presence of the interviewer allows » Questionnaires allow for reducing
for the possibility to use complex biasing errors caused by the
guestions. researcher’s characteristics.
» The prospect to ask more open » Allow the answerer enough time to
guestions to gather information from gather information and consider
the non-verbal clues to support what his/her answers.
" interviewers say. » Cheap to administer.
@ » The possibility to use lengthy » Questionnaires allow for a greater
g interviews. geographical coverage since they can
S p The possibility to introduce visual be printed then distributed whether
'g aids. hand-to-hand or posted, mailed or e-
» The opportunity to control context and mailed.
the environment where the interview » The anonymous aspect of questions
takes place (e.g., direct the order of with the non-assistance of the
answers, and assist researcher reduces the answerers’
misunderstandings). timidity and raises the reliability of the
answers.
eEXpensive to administer.
» Luck of reliability due to the biasity of » Questionnaires must be short and clear
the interviewer which result from his to compensate for the researcher’s
3 personal characteristics (e.g., non-assistance in clarifying
E sympathetic or unfriendly, the way misunderstandings.
S guestions are asked).
-CEU » Luck of reliability due to biasity of the » The researcher has no control over
2 respondents in case there is an who fills out the questionnaire.
O | intention to satisfy the interviewer with
what they think a desirable answer.

Note. This table is designed by the author to summarize Seal’s (2012) advantages and

disadvantages of questionnaires and interviews.

Still, there is a similar type of data-gathering instruments which may be confused with

questionnaires. Clive Seale (2012) presented a clear analogy between interviews and self-
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completed questionnaires according to the advantages and disadvantages of each (see Table
4).While interviews and questionnaires visibly follow an analogous principle of extracting
information from respondents’ answers, there are still differences that make each standing by
itself. While questionnaires’ answers, as beheld in Brown’s definition above, must be written
out by the respondents themselves, no matter if the answer has been totally generated by the
answerer or selected from an established list; interviews, conversely, must be recorded by the
interviewer. However, many other distinctions differentiate the two instruments, as

summarized in Table 4, drawing on Seale’s comparison.

With regard to the current study, those distinctions, particularly cost and reliability,
strongly influenced our choice to collect data using a self-completed questionnaire rather than
in-person interviews. Besides being cheap to manage and time saving, they raise reliability by
excluding the researcher’s bias and influence over the answerer. This is because the absence
of the researcher and the anonymous nature of the questionnaire help shy respondents feel
comfortable and alleviates feelings of anxiety that may result from the interviewer’s presence.
Also, questionnaires are better recommended in case of foreign languages, English in our
case, because they allow respondents enough time to think about, revise their answers and

overcome language lack of competence or timidity.

However, questionnaires, to be effective, must cover short and clearly designed
questions to compensate for the absence of the researcher’s support and explanations while
answering. This requires the researcher to be particularly skilful and precise in the elaboration
of the questions to guarantee that they are readable, intelligible and conform to the research
objectives. In sum, the need is for a precise but concise form. All these measures were taken

into consideration with the greatest care when designing the questionnaires for this survey.
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In all, as mentioned earlier, two different questionnaires were designed and
administered to achieve the research objectives: one for teachers and one for students. One
objective is to have an overview of the general conditions that characterize the oral expression
course and collect the attitudes of second-year students about the course and the methods.
Another is the will to take advantage from the experience of some relatively expert teachers
regarding the listening-speaking issues. Piloting questionnaires were first distributed to ten
students and three teachers to detect gaps and adjust the final shape of the questionnaires. The

procedure of the present experiment is resumed in Figure 6.

Figure 6

The Experimental Design and Procedure of the Present Research
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esti ire : Stage
Questionnaire : Tool: Observation o .
(250 respondants) Grid Tool: OG s%rvatlon
\ ) ri
20 student
\ Stucents W 20students

2. teachers'
questionnaire:

|8 respondants) ,

Note. This diagram was designed by the author to demonstrate the major steps
undertaken for the fulfilment of this study.

4.4.4.1.1. Piloting the Questionnaires

Researchers obviously need to pay close attention to the design and presentation of
questions because they are the fundamental building blocks of any questionnaire. The
misunderstanding or misinterpretation of a question may engender serious results and lead the

whole research to collapse. For these reasons, piloting a questionnaire is widely
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recommended by scholars, regardless of the field of investigation and the population of study.
A pilot, then, is meant to avoid ambiguity as much as possible to increase reliability, validity
and practicability of a questionnaire and meet the research objectives (Cohen, Manion, &
Morrison, 2005, p. 260). It helps the researcher detect weaknesses in design and the

instrumentation of the questionnaire (Cooper, 2008, p. 91).

Accordingly, two pilot questionnaires were distributed with the assistance of two
colleagues from the English Department Batna2 University. The first questionnaire was
assigned to three oral expression teachers; with at least two years of experience as teachers of
the course in question. It is precisely a matter of relying on their reactions to the general
design of the questionnaire and on the way in which they perceive and answer the questions to
introduce useful modifications and model a better final form. Similarly, the second
questionnaire was assigned to ten students who were randomly selected from the whole
population of second-year students. Thanks to the two previously mentioned teachers, this
step was easily achieved. They volunteered to distribute the questionnaires to their students at

random and collect them back.

The questions were written in simple English. They varied between closed-ended and
open-ended questions. The first type of questions required respondents to select one of the
suggested options or respond with a yes or no before checking the corresponding box and
providing an explanation for their selection, if necessary. With the second type of questions,
the respondents could express their views using their own words within a limited blank space.
Yet, choosing one type or the other remains a question of which type best suits the
researchers’ objectives. In plain English, this is a matter of which type would be the best for

obtaining the information in terms of quality and quantity.
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According to Susan Farrell (2016), closed-ended questions are often good for surveys.
She argued that they are easy to analyse and allow higher response rates since they demand
fewer efforts from the answerers. However, she believes that with closed-ended questions
there is a risk to accidentally limiting someone’s answers to only things the researcher
believes to be true; at worse it would bias the respondent’s answer. Conversely, even if open-
ended queries are difficult to analyse, they allow the participant to give a “free-form” answer
and thus allow researchers to find more than they expect; they, therefore, multiply the number
of anticipated options if they chose to turn those questions into closed-ended ones. Farrell
(2016) compared the two types and assumed that when the researchers ask people to explain
things to them, they often reveal surprising mental models, problem-solving strategies, hopes,
fears, and much more; whereas when the answers are suggested, respondents may reveal what

researchers are looking for in a biased way, whether directly or indirectly.

In light of what has already been said, the piloting questionnaire was initially designed
with a large number of open-ended questions to prevent limiting the participants’ options and
thereby maximizing their genuineness and experience. And for reliability to be realized, some
measures were undertaken. Respondents (teachers and students) were invited to treat each
question carefully and take sufficient time to answer them. And to avoid the Hawthorne
effect, students were reassured of respect for anonymity and were informed that the answers
would not be judged or marked by their professors but would rather be used for other research
reasons. Similarly, neither teachers nor students were informed of the research subject or
objectives, and no mention was made of the issue of teaching listening in oral expression
classes. Moreover, considering the demanding responsibilities of teachers, they were allowed

three days to submit their responses.

The in-depth consideration of the various responses to the teachers’ and students’

piloting questionnaires made it possible to identify shortcomings, which led to a
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reconsideration and modification of the form, length and terminology of certain questions. It
turned out that some questions are better assimilated if transformed into closed-ended
questions and vice versa. Once all the modifications had been made, the final form of the

questionnaires was ready to be assigned to the experimental sample of teachers and students.

4.4.4.1.2. Description of the teachers’ Questionnaire

As mentioned in the previous section, eight oral expression teachers from the English
department, including the three participants in the pilot survey, were very cooperative and
agreed to participate in this research by devoting part of their time to share their experience
and knowledge and answer the final questionnaire. Their responses are supposed to be quite
helpful in providing the researcher with an in-depth view of how the oral-expression courses
are handled (including the methods and the used techniques) and how they approach the

listening-speaking issue.

Foremost, at the top of the document, the teachers’ help, experience and sincerity were
gratefully solicited and brief definitions of the speaking skill and fluency have been provided
to avoid misinterpretation, and guarantee the questionnaire’s validity. Drawing on Nation and
Newton (2009) definitions, the speaking skill was advanced as to be based on two elements:
autonomy which is the capacity to speak while relying only on oneself; and, effectiveness in
producing the oral language which can be noticed in the speed and the almost effortless way
of orally producing the language. Fluency, as understood in this research, and as defined by
Francine Chambers (1997), is instead used in its broader sense as a synonym for overall oral
competence. In general, the questionnaire was divided into five distinct sections, each with a
specific set of questions. More precisely, thirty items between open and closed questions,
written in simple English, organized with numbers and divided into five main sections make

up the whole of teachers’ questionnaire.
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The first section, consisting of four main questions, was mainly aimed to help
gathering general information about the participating teachers in terms of gender, age,
experience and whether the teaching oral expression was their choice or simply imposed by
the administration. The four questions are factual questions, according to Ddrnyei and
Taguchi (2009) questions’ distinction (see Section 4.4.4.1). They were designed for the most
part in a closed form because the answers requested are precise and therefore do not

necessitate to be developed, except the fourth which requires justification.

The second section primarily investigates teacher’s experience in the oral expression
course. It is composed out of seven items (from question 5 to 11), between open and closed-
ended questions. The main objective is to have an overview of the methods used by each
teacher to approach the oral-expression course and how learners react to these methods in
terms of motivation. Also, the last three items of this section inspect teachers’ use of other
languages, including French, Arabic and Algerian dialects in the oral expression course in

addition to the frequency, and the reasons behind the need to introduce those languages.

The third section is composed out of 11 items (from 12 to 22), mostly behavioural
questions, and proportionally is the largest part of the questionnaire. It is much more
concerned with the way teachers deal with the listening-speaking issue, the way they deal
with their students’ weaknesses and how speaking mistakes are corrected. Moreover, special
attention is given to how teachers’ approach the mastery of certain features of oral speech
such as those relating to the language system, fluency and autonomy, in addition to efforts to
increase students’ motivation and interest in the meant course. The last four questions deal
primarily with how teachers perceive devoting part of the oral session to teaching listening

strategies to help learners develop their speaking skills.
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The fourth section is meant to gather information related to teachers’ standpoints about
the introduction of authentic-video extracts as a teaching material in the oral-expression
course. More precisely, the last eight items (from 23 to 27) investigate teachers’ experience, if
there is any, and views about the use of those means on students’ motivation towards this

course and their listening-speaking skills improvement.

The last section embodies the last three questions. Mainly attitudinal questions (see
Dornyei and Taguchi (2009), section 4.4.4.1) they rely primarily on teachers’ perceptions
rather than the literal experience. We believe that even though teachers may not have literally
experienced teaching speaking through listening instruction using real video excerpts, their
years of experience instructing oral expression have allowed them to gain trustworthy insight
that can assist us in answering a number of questions, particularly those pertaining to

motivation, effectiveness, and autonomy.

4.4.4.1.3. Description of Students’ Questionnaire

The questionnaire for second-year students has been cautiously designed to proffer a
reliable document adapted to their level in terms of simplicity and comprehensibility. With
the precious help of some colleagues, two-hundred and fifty questionnaires were randomly
distributed to second-year students, among whom the 20 students of the sample. The number
is relatively large but very useful if the objective is to cover an extensive spectrum to collect
various responses capable of covering the entire population and providing a satisfactory
amount of information on the problem of listening-speaking in oral expression contexts.
However, we must acknowledge that this number was somewhat difficult to manage and that

data collection took a relatively long time.

The students were asked to consider each question with great sincerity and take

enough time to write clear and readable answers. In addition, the researcher and her fellow
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colleagues (who volunteered to help distribute and collect the questionnaires) informed all
participants that their serious contribution to the questionnaire is of great use for scientific
research. Respondents were told that their answers should remain anonymous and that no

ratings would be attributed to them as feedback.

After collection, the answers were evaluated and analysed according to scientific
analytical and arithmetic methods using Microsoft Excel to learn from students’ experience in
the oral expression course and sketch a general vision on their perspectives and their
difficulties with regard to listening and speaking, in addition to their experience and opinions

about video extracts as pedagogical tools.

And to ensure the validity of the questionnaire, the teachers supervised the operation
until the collection of the answers to avoid the participants having recourse to other people to
answer for them. In other words, the questionnaires were administered and returned in the

same session, unlike the teachers’ questionnaire.

The researcher introduced the students’ questionnaire within a few lines defining it as
a data collection tool for the accomplishment of some research without special reference to
the research topic. Also, the respondents in each group were informed that their selection is
done at random; that they are just participants among many others; and that their responses
engender no form of judgment, rating or special treatment on the part of their teachers. As
with the teachers’ questionnaire, definitions of the speaking skill and fluency were afforded at
the top of the document to avoid misinterpretation (see Appendices: The Students’

Questionnaire).

The entire survey was divided into four ‘untitled’ sections in order to protect the

secrecy of each section’s goal and to maximize the likelihood of spontaneous responses. Each
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section includes a set of questions written in simple English and organized with numbers in a

given order ranging from more general questions to more subtle and detailed ones.

The first section consists of four questions (from 1to 4) and aims at gathering general
information about the two-hundred and fifty participants (factual questions). This includes
gender, age, whether studying English is their choice or an obligation, and what they prospect
to do with these studies. The aim behind the two last questions is to get informed about
students’ attitudes towards studying English in general, their intrinsic motivation and interest

as well as their future perspectives.

The second section deals with students’ attitudes towards the methods and languages
previously adopted in the oral-expression course. This section, which ranged from the fifth to
the fifteenth question, was made up of ten items, the majority of which were closed-ended and
swinging between behavioural and attitudinal questions. The first question (Q5) targets
whether students’ like or do not like the meant course. This is mostly supposed to give us

insight into students’ motivation and enthusiasm towards this course.

The next nine items (6 to 15) relate primarily to students’ experience with the way oral
lessons have been delivered over the past year(s). Through the sixth and seventh questions,
the researcher sought to know the different activities adopted by the teachers; and students’
reactions to these activities. The questions ranging from the eighth to the fifteenth were meant
to provide data on the extent to which teachers tend to engage their students in the teaching-
learning process in terms of the choice of the topic and who speaks the most in the oral-
expression course. Particular attention has been paid to whether English is the exclusive
language used in these courses or if, for some reasons, an extra language interferes (e.g.,
French, classical Arabic or local dialects).In other words, the investigator projects to know the

participants’ degree of exposure to English in terms of whether it is the exclusive language
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used (by the students and their teachers);or if there is a tendency to seek refuge in a better-
mastered language/dialect to compensate for EFL shortcomings, on the part of students; or

find the easiest way to clarify ambiguities and realize safe teaching, on the part of teachers.

The third section is the most important part of the questionnaire. It mainly deals with
students’ experience with the listening-speaking issue in the oral-expression course. It

encompasses eleven items from the sixteenth to the twenty-third question.

The first four items (16-19) investigate the difficulties encountered by students when
speaking English in addition to how they cope with those difficulties and what strategies they
generally use to compensate for them. These include vocabulary shortage, activation
problems, fluency problems, speed and pronunciation in addition to affective problems,
including shyness, fear of being embarrassed when making mistakes, or hate to be corrected
in front of others. Students were asked to choose among six suggested strategies those they
think they are most likely to use when having difficulty in speaking English. In the nineteenth
question, participants were invited to select, based on their experiences, the option that shows
how the selected compensation strategy can be useful. Moreover, the researcher aimed,
through the three next questions (20-22) to gather information on the participants’ previous
experience with compensation strategies and the listening instruction in the oral expression
course. The last item aims to explore whether the two-weekly sessions, scheduled for the oral

expression course, are sufficient for the development of their English-speaking proficiency.

The last section is widely devoted to overview students’ previous experience with
authentic video-materials in Oral expression settings and their position from the use of those
means as pedagogical materials (24-30).The first question in this section examines
respondents’ tendencies regarding watching videos in English. The researcher did not

consider it necessary to ask the students about their love for the screen, given that it is one of
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the major characteristics of their so-called “Z generation”. It is obvious that all of today’s
students have grown up around screens, whether they be those of a computer, smartphone,
video game console, digital tablet, or, of course, television. Participants were asked to follow
their choice with a justification in order to obtain information about their readiness (or
probable unwillingness) to deal with videos in English in the oral-expression classroom. If
they answered ‘yes’, they should specify which English they prefer (25th question).This helps

the researcher know the language preferences of the students and take adequate decisions.

Moreover, the researcher designed three questions (from 26th to 28th) to explore students’
prior experience with videos, regarding familiarity, frequency of exposure and opinions about
video use in oral-expression courses. Further, students were solicited to choose, in terms of
content, the type of extract they prefer to watch (e.g., films, documentaries, news, TV show,
etc.). The aim is to collect as much information as possible to meet students’ preferences and
relate them adequately to the research objectives. The last question (30th) look at students’
opinions about the potential role of a listening instruction based on well selected video
extracts over the development of their speaking skills. This is, just, intended to inform the
researcher about students’ perceptions of the potential value of this method over the
improvement of their speaking skills; in addition to their initial readiness to cooperate with
this method. Indeed, this value cannot be confirmed or refuted until after the current course of

treatment.

4.4.42. Classroom Observation
In its broadest sense, observation is seen as one of the taken-for-granted activities that
occur every day of our lives, whether at work, in family, or in social situations (Wragg, 2011).
As human beings, we are very used to observing things and our fellow human beings. We
begin scrutinizing the outside world at an early age until “they finally screw the lid on us”

(Wragg, 2011, p.vii). Most academics have long confirmed the importance of observation
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(Robson, 1993; Cooke & Simpson, 2008; Hopkins, 2008; Cowie, 2009; Wragg, 2011; Cohen
& Goldhaber, 2016). Wragg thinks that much of what people see are repeated versions, with
variations, of what they have observed many times before; thus, he concluded that without the

powers of observation and deduction, most humans would have died years ago (2011 p. vii).

When it comes to research, observation is a common word in the jargon of teachers
and academics. By and large, it is believed essential for the execution and improvement of the
scientific research. In this respect, Neil Cowie believed that observation, in the first place, is
closely associated with ethnography, but also common in action research, case study, and
mixed methods as part of a bank of data collection methods to gather information on given
problems or issues or to answer questions related to a research study (2009, p. 166).
Subsequently, he defined it as the conscious noticing and detailed examination of

participants’ behaviour in a naturalistic setting.

In classrooms settings, however, observation is generally believed to be a valuable tool
for the improvement of teaching. Probably one of the most influential pioneering works on
classroom observation is that of Nina Spada (1987). The investigation was held at an English-
speaking university in Canada. Results demonstrated the value of school observation to
understand “what really happens in the classroom” (as cited in Rea-Dickins & Germaine,
1992 p. 87). Differently put, the importance of classroom observation was proved over

teaching methodology. Since then, much has been said on this subject.

As a data-collection technique, Robson characterized classroom observation as to be
supportive or supplementary since it can complement or set in perspective data obtained by
other means (1993, p. 192). On a general level, classroom-based observation is very useful for
teachers since it helps them “expand their knowledge, reflect on their own practice and forge

their own professional vision” (Cooke & Simpson, 2008, p. 135). In general, classroom
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observation goes hand in hand with interviews or questionnaires as a great tool for collecting
data in the classroom. Indeed, it provides “important preliminary information about
participants’ external behaviour which can then be followed up with questions about their

inner values or beliefs” (Cowie, 2009, p. 166).

However; despite the noted reputation of school-based observation and its significance
over teaching and learning improvement, it has been criticized by some academics. Hopkins
(2008) acknowledges that classroom observation is “a good thing,” but he fears teachers’
propensity to draw hasty conclusions about students' behaviour (p. 75). He believes that
moving to judgment too quickly is one of the main characteristics of poor observation. Chetty
et al., for instance, confirmed the evidence of classroom observation over predictions of
students’ test achievement but denied the evidence of an existing relationship between
classroom observation and long-term students’ outcomes (as cited in Cohen & Goldhaber,

2016, p. 384).

By and large, if handled carefully, classroom observation can be a valuable tool in that
it can illuminate even the most familiar of classroom events (Wragg, 2011). In other words, it
can help teachers develop their professional skills. On the one hand, they get the power to
scrutinize everything that is going on in the classroom. On the other hand, they can pay
attention to their students’ slightest, seemingly insignificant behaviour when faced with a
given topic with a given material and in a given setting. However, if handled improperly, it
may become ineffective or even dangerous, igniting hostility, resistance, and suspicion in the
minds of the observed students (Wragg, 2011, p. 2).Along the same lines, and to address such
a situation, Hopkins emphasized the importance of clarifying and determining the purpose of

classroom observation before designing the classroom observation checklist(2008, p. 86).
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Moreover, prefacing a series of observations with a “joint planning meeting,” as
Hopkins (2008) calls it, is critically important in introducing the observer and observational
objectives to the students observed. However, defined in this way, the joint planning meeting,
is deemed inadequate since we tend to avoid students’ biased reactions which may influence
the research results (see Section 4.4.3.1).However, in order to apply Hopkins’ theory to the
present study, a first contact session was held at the beginning of the experiment in order to
build rapport with the students, encourage their participation in the course, and get them to
take an active role in their own education, if only by suggesting topics and videos they would

like to work on.

By involving students in the teaching process and fostering their motivation and
interest in the topic, we hope to maximize their sense of responsibility for their learning and
increase their motivation. Accordingly, Kalmén and Gutierrez Eugenio (2015) stated that
students’ success in learning English can be influenced by their interest in the topic. Wilson
(2012) underlined the crucial importance of this step in promoting students’ listening

motivation in foreign language instruction (p. 40).

Furthermore, still with regard to the preservation of the validity and reliability of this
research in general, the observation in particular, the audio and audiovisual recording of the
students during the experiment have been kept aside. The aim is to prevent students from
being overzealous or uncomfortable in front of a camera in order to keep their behaviour as
natural as possible and prevent observation from becoming, as noted earlier,
“counterproductive” (Wragg, 2011).Note that this is not just limited to students; it can even

infect the researcher’s behaviour and influence their reactions and decisions.

Instead, the teacher will rely on written accounts; one of the four recording methods

designed by Wragg (2011)for classroom observation including video cassette, sound cassette
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and transcripts. This method, compared to the other three, saves time, ensures an immediate
and fresh report since the data are available to the researcher even at the time of observation
(Wragg, 2011, p. 16).The written accounts in question are mainly based on the observation

grid which will be described in detail in the following section.

4.4.4.2.1. Description of the Observation Grid

One of the most significant stations of empirical research is to design the dimensions
that allow the researcher to control and test the putative hypothesis and reach reliable results.

As a reminder, the aim of this study is to ascertain whether the introduction of the listening-
based instruction will have any discernible effects on students’ ability to speak EFL.

Autonomy and effectiveness of students’ oral production have a special consideration in this
research. On the basis of this consideration the indicators of the observation are marked out.
So, let’s first show briefly the relationship between these two dimensions on the basis of
previous research findings and the trends of this research, before delimiting the indicators of

the observation grid.

As shown in previous chapters, the shift to a student-centred methodology has
assigned a new definition of the importance of students’ contribution to their learning. Their
passive role has gone out of fashion and the demands of active actors in the teaching and
learning processes have become the focus of the new methodology. Effectiveness was one of

those claims which garnered a lot of discussion since then.

Generally speaking, an effective FL speaker is the one who possesses the power to
interact genuinely, as to understand what is being said, and make the interlocutor/s
understand/s what they say. Thornbury (2013) believes that language learning arises from
learning communication; in other words, the development of conversational skills precedes

the development of language itself (p. 105). He relates speaking effectiveness to students’
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development of “conversational competence” that is related to the development and mastery
of some competencies divided into four categories (the same on which speaking assessment is
based): grammar and vocabulary, discourse management, pronunciation, and interactive

communication (pp. 127-129).

Autonomy, as its literal definition indicates, falls under the student’s ability to be
independent from others (peers and the teacher) in controlling and monitoring their thinking;
more precisely, students become self-authorship of their beliefs, values and ways of thinking.
Simply put, autonomy is reached when the students assume responsibility for their learning

(Chang, 2007).

And as long as listening autonomy is concerned, Wilson (2012) related it to motivation
on the basis that a language listener becomes a better listener when motivated. Further, he
advanced some characteristics of what he believes a good listener should possess. These
include: the skill to predict the meaning of the whole text (instead to worry about unknown
words), the ability to be active participators in learning (rather than passive receivers), and the
ability to be autonomous in managing what they hear (p. 41).Thus, autonomy, in this respect,

is the result of the development of the listening skill.

Moreover, and as long as foreign language speaking is concerned, Thornbury related

autonomy to automaticity of the skill under hand. He wrote:

. autonomy is the capacity to self-regulate performance as a consequence of
gaining control over skills that were formerly other-regulated. Moreover, the self-
confidence gained in achieving autonomy, however fleeting, can be a powerful

incentive for taking further risks in this direction. (2013, p. 90)

This definition implies that autonomy occurs when learners reach automaticity in

understanding and producing the foreign language. This automaticity can only be attained
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when the learners gain mastery of the foreign language skills, which cannot be reached
without the assistance of the others: mainly the teacher (and peers in certain cases). And since
effectiveness is a term used to cover the mastery of the language four skills, then it seems
obvious that Thornbury’s definition here advances autonomy and effectiveness as two
elements of the same entity which implies that advance in language effectiveness leads

without doubt to the development of autonomy.

Differently put, the learners need first to reach a sufficient amount of knowledge
which makes them conversationally competent (Thornbury, 2013)to become autonomous and
self-reliant in FL learning. Further, on the basis of this vision, the same scholar claims that
classroom speaking activities that involve minimum assistance (from the teacher), encourage
students to take risks, and boost their self-confidence are quite helpful in preparing those
students for real-world language use (p. 90). According to this same definition, the kind of
self-confidence which results from reaching autonomy provides sufficient support for the

learner to dare what is more difficult regarding FL learning and use.

Similarly, as claimed by Nation and Macalister (2010), autonomy proffers the learners
the capability to know “how to learn a language and how to monitor and be aware of their
learning, so that they can become effective and independent language learners” (as cited in
Nosratinia & Zaker, 2013).Fluency is another term that appears whenever efficiency and
autonomy are mentioned. As argued by Nation and Newton (2009), fluency is typically
measured according “speed of access or production and by the number of hesitations” (p.
152). Thus, it is clear that it fits what speaking effectiveness stands for. However, fluency is
believed only to occur when the learners reach the level to control the language system and
use a variety of “efficient, well-connected, and well-practised paths” of what they are learning

(Nation & Newton, 2009, p. 157). In simple words, autonomy fosters effectiveness.
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Hence, autonomy and effectiveness seem to be quite related to each other. This view
was supported by many researchers who believe in the correlation between autonomy and
effectiveness in learning in general (language learning in special).Put differently, the
development of the language effectiveness undoubtedly involves the development of
autonomy which by its turn boosts the advance of students’ effectiveness (Thornbury, 2013;

Wilson, 2012; Nosratinia & Zaker, 2013).

Besides, autonomy development in FL and SL acquisition is tightly related to critical
thinking development (CT). Students must go beyond “absorbing knowledge and learn to
heighten skills to judge information, evaluate alternative evidence, and argue with tenable
reasons” (Nostartinia & Zaker, 2013, p. 101). Kabilan (2000) argues that since the
communicative approach to language teaching mainly emphasizes the use of language as a
communication tool, then students cannot become proficient in a language without acquiring
the ability to think creatively and critically when using that language (cited in Nosratinia &
Zaker, 2013). According to Wilson (2012), training students to become strategic about
listening is one of the most important things that teachers can do to foster students’
competence skill (p. 34).This is the foundation of our belief that listening-based instruction
can help students think critically so they can start to consider their learning process in general

and their oral production (speaking) in particular.

Based on what came before, taking into account how intertwined autonomy and
effectiveness are, and adopting Thornbury’s perspective as previously explained, the
observation of students’ speaking performances will be based on five factors. These include
grammar and vocabulary, discourse management, pronunciation, interactive communication,

and self-correction (see Figure7).
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The four first criteria are taken from the Cambridge Certificate in English Language
Speaking Skill Test (CELS Test) as denoted by Thornbury (2013, pp. 126-129). The last is
inspired from the majority of the literature that deals with listening and speaking in FL
settings, particularly Wilson (2012), Nation and Newton (2009) and Thornbury (2013). In all,
these five criteria are the indicators of the observation grid on the basis of which the

achievements of the twenty participants are observed in each session.

Figure 7

The Indicators of the Observation Grid

Grammar and

Vocabulary
Sﬁ“-_ ~ Discourse
Correction = gheakin
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’Pionunciation

Note. This figure displays the indicators of the observation grid on the basis of which
students’ speaking skill is evaluated in this research.

As to the grading scale, each indicator ranged from 0 to 4. In sum, the researcher
collects 26 observation grids with an assessment score for each of the twenty participants in
the listening-free and the listening-based stages. The illustration of the observation grid is

presented in the Table 5 (see section 4.4.4.2.3).

Apart from this, and for organizational purposes, a table was designed to summarize

the process of each lesson, including the general and specific objectives, the duration, the
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used authentic video extract(s), and the selected activities according to a three-phased model:

pre-listening, listening and speaking phases (see Section 4.5.5).

Worth to mention is that we aim to put more emphasis on the content (meaning) of
what students are saying instead of how they say it (form). In other words, we tend to focus
on fluency rather than accuracy or pronunciation (Nation & Newton, 2009, p. 152-157;
Thornbury, 2013, pp. 91-112; Wilson, 2012 p. 29). This is because, fostering these two latter
leads the teacher to vainly venture into an endless process of correcting mistakes which can
prevent students from experiencing autonomy and inhibit fluency by forcing their attention on
accuracy. This is exactly what stands behind the tendency to reduce our interventions to a
minimum of afterwards corrections to give students the opportunity to start relying on

themselves and practicing self-correction.

4.4.4.2.2. Indicators for the Observation Grid

As mentioned earlier, the indicators of the observation, in the present study, are based on
the famous Cambridge CELS Test of speaking (Certificate in English Language Speaking
Skills), which adopts the three standard divisions outlined by the Common European
Framework (CEF): A (basic), B (interdependent), and C (proficient). Originally this test
engages two candidates and involves three types of interaction: (1) an individual speech; (2) a
dialogue (that the candidate prepares with another candidate beforehand); and (3) a three-way
discussion (involving both candidates and the interlocutor), as explained by Thornbury (2013,
p. 127). A more detailed description of the CEF framework is provided earlier in Chapter 2

(see Section 2.8).

Implemented in the present research, the three types of interaction are almost the

same. The only difference is that instead of assessing the speaking skill of two interlocutors
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(in the dialogue and the three-way discussion), the number is sometimes extracted to three or

four students (sometimes group discussion) depending on the type of the activities carried out.

Another difference is that the researcher does not take part in the dialogue or the
conversation, but keeps herself to observation and evaluation. One reason is the will to adopt
learner-centred teaching and allow more space for students to practice speaking, interact with
their classmates, and adopt self-correction, particularly in the speaking phase. The other
reason stems from the researcher’s need to concentrate on each participant’s speaking
performance and provide an adequate evaluation, which requires her to act as a passive
observer. In all, the five-observation grid’ indicators will be described in the following

section.

444221 Grammar and Vocabulary

Since a language is made up of words that are necessarily governed by a system of
rules, then it is quite obvious to find vocabulary and grammar at the top of the items in which
students should be tested. In this study, students are evaluated in terms of their capacity in
using and ranging the appropriate vocabulary (words and chunks) in what fits the proposed
topic of discussion. This may include; for example, how well the language being used does fit
into the formal and informal speech varieties. Add to that, students do not have to know all
the English words by heart to be able to communicate fluently and effectively. Knowledge of
the high-frequency English words would stand the students in ‘good stead’ (Thornbury, 2013,

pp. 34-36).

The high frequency words include: the common question forming words (e.g., what,
where and when), the pronouns, all the modal auxiliary verbs (e.g., would, will, can and
might), demonstrative pronouns and common deictic devices (e.g., this, here, then and now),

the common prepositions (e.g., on, near, from and between), spoken discourse markers (e.g.,
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well, oh, right, so and now), common backchannel expressions (e.g., really, how, what, how
awful! and How wonderful!), common sequencing and linking words (e.g., first, then, next,
and, or), common ways of adding emphasis (e.g., really, very, just and so), common ways of
hedging (as in reducing assertiveness through the use of actually, quiet, rather, sort (of), etc.);
the use of all-purpose words (e.g., thing, things, place, time, way, make and do), in addition to

the chunks associated with those high-frequency words.

It is important to precise that what is meant by grammar, in the present work, is the
type of spoken grammar appropriate for natural speech (basically that which favours rapid,
real-time speech production) as opposed to the written grammar. An example of this is to
favour clause-length units which characterize speaking (i.e., head-body-tail) than sentence-
length ones which rather fit writing (Thornbury, 2013, pp. 33-34). Other important
grammatical features include the knowledge and ability to use the past simple, in addition to
the continuous and perfect aspect forms of verbs to sequence narratives. Other features
comprise the need to have enough knowledge about the use of: the most frequently occurring
modal and semi-modal verbs (i.e., can, will, would, have to, going to, used to), the ability to
formulate questions especially yes/no questions and wh-questions, knowledge of some basic
conjunctions to match together clausal and non-clausal units, and the manipulation of one or

two all-purpose quoting expressions (e.g., he said ... and then | said).

4442272 Pronunciation

In terms of pronunciation, students are evaluated according to their ability to produce
comprehensible utterances in terms of the production of individual sounds, the appropriate
linking of words, and the use of stress and intonation to convey the intended meaning, as
precised by Thornbury (2013, p. 37). Students L1 accent is acceptable in some way if
communication is not obstructed. The intelligibility of the message is favoured rather than the
precision of the phonological aspect.
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However, a special attention is paid to rhythm and intonation regarding the great
importance they play in the intelligibility of the spoken message. Intonation, for instance,
serves both to separate the flow of speech into blocks of information (called tone units), and
to mark the information within these units as significant (Thornbury, 2013, p. 24). A pitch rise
denotes new information or some kind of continuation (when it occurs at the end of the last

word accented by a pitch unit), however, a pitch fall indicates the end.

Moreover, the correct placement of stress in a spoken utterance is also of considerable
importance. Students should know how to manipulate the type of constructive stress to
differentiate, for example, (1) the utterance ‘she is Ahmed’s MOTHER’ with emphasis on the
word mother to precise the relationship between Ahmed and this person being his mother, not
his aunt; from the statement (2) ‘she is AHMED’s mother’ to designate this woman as
Ahmed’s mother not Peter’s for instance. Students must be aware of these peculiarities in

order to be able to understand and be understandable in English.

444223 Discourse Management

As far as one-way communication is concerned, students are judged on their ability to
convey information and express opinions in a cohesive and connected speech. Additionally,
students are assessed on their ability to maintain their stamina to produce long, coherent

sentences using an appropriate range of language resources (Thornbury, 2013).

444224 Interactive Communication

Unlike one-way communication, interactive communication requires students to be able to
initiate speech and respond appropriately and at the required speed and rhythm. Their ability
to use functional language and strategies to maintain or repair interaction are on probation.

Thornbury (2013) listed a range of descriptors for spoken interaction including: turn-taking
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skills; communication strategies; spontaneity; asking for clarification, information exchange;

and politeness strategies.

444225 Self-Correction

What is meant by self-correction here is students’ ability to proceed over correcting
their mistakes by themselves. A deft hint of the teacher is sufficient to activate their process
of repair (see Section 2.7) to adjust their oral production according to the rules and systems of
the foreign language. Self-correction is tightly connected to students’ autonomy which is
considered one facet of success in language learning. In this context, Davies and Pearse
(2000) associated the degree of success in EFL speaking to the development of learners’
autonomy. They believe that the teacher is supposed to help students to learn without his/her
help since they are sooner or later destined to pass up the teacher’s help as long as they sink in

learning and using the language outside the classroom (Davies & Pearse, 2000, p. 107).

However self-correction, or repair, functions only with mistakes not with errors; the
latter need serious consideration of the rules and absolutely necessitate the help of the teacher
(or peers). Mistakes, as seen by Thornbury (2013) stand for “learners’ momentary failure to
apply what they already know” due to the needs of immediate interaction in contrast to errors
which “represent a gap in the speaker’s knowledge of the system” which absolutely needs the

teacher’s intervention to resolve the anomaly (p. 92).

Similarly, to this view, Davies and Pearse (2000, p. 112) defined mistakes as incorrect
forms or uses that occur in spite of the learner knowing the appropriate form or use; whereas
errors are incorrect form or uses which occur as a result of learners’ ignorance of the
appropriate form or use. They added to these two distinctions the slips which they believe of
little or no significance since they are natural tongue phenomenon quite close to native

speakers’ tongue slips. Thornbury believes that self-correction, even if prompted by the
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teacher, is one step nearer self-regulation which is the ultimate goal of full autonomy(2013,
pp. 92-93).According to this view the term repair is favoured to correction since the first is

believed less inhibiting and facilitative whereas the second is seen as judgmental.

However, it is worth to remember that the students’ speaking skill in the present
investigation is meant to be evaluated mainly according to the intelligibility which is, as
precised earlier in this section, more concerned by the content than the form. In terms of
correction, the researcher reserves the right intervene only when an error or a blockage seems

to persist for a considerable amount of time, whether or not the student has asked for help.

4.4.4.2.3. The Observation Rating Scale

As a common method of data collection, the rating scale is used in the present research
to assign a value to students’ speaking performance in terms of the five indicators stated
above. More precisely, a numerical rating scale is used to give a quantitative symbolization to

the different indicators and facilitate the evaluation of the students’ speaking skill.

As shown in the observation grid bellow (see Table 5), the scale for each indicator
ranges from 0 to 4 according to the degree of performance; from less performing to better
performing. We basically drew on Harris and McCann’s Band Scale (1994) stated in Chapter
2, but with modifications that better suit the current research objectives (see Section 2.8). In
view of that, each student is assigned a number according to this scale to assess his/her ability
in the five mentioned indicators. The sum of these numbers represents the student’s speaking
performance in one session. The same operation is undertaken in all sessions of the pre-
experimental and experimental phases. Table 5 above represents an excerpt of the

Observation grid of the present research:
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Table 5

Excerpt of the Observation Grid Table

STAGE: Speaking Skl” SESSION

Grammar Discourse Interactive Self-
and Management | Pronunciation | communication | Correction | Grade
Vocabulary 120

0/1/2/3/4)0/1/2/3/4)0/1/2/3/4|0/1|/2/3|4|01/ 23 4

Note. This is an extract from a table designed by the author to summarize the twenty
participants’ achievements in each session according to the five indicators. The scale ranges
from 0 to 4 for each indicator. Each horizontal line represents a student denoted by S followed
by a number which is kept the same, and in the same order, along the present study. The last
column on the extreme right is reserved for the final score which results from the summation
of the five marks acquired in each indicator. Apart from the heading, the complete table
includes twenty lines each representing a student from the paired sample.

As demonstrated in Table 5 above, each indicator column is divided into five
subdivisions ranging from 0 to 4. The complete form of the table encompasses twenty lines,
each reserved for a student who is referred to by S followed by a representative number. The
names of the students are not revealed as they are considered irrelevant to the procedure and

the results of the research. Instead, the number that symbolizes a given student remains the
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same throughout the experiment. The rating scale of this investigation is summarized as

follows:

0: Null performance in grammar and vocabulary; discourse management;

pronunciation or interactive communication and self-correction.

1: Low performance in grammar and vocabulary; discourse management; pronunciation

or interactive communication and self-correction.

2: Fair performance in grammar and vocabulary; discourse management; pronunciation

or interactive communication and self-correction.

3: High performance in grammar and vocabulary; discourse management; pronunciation

or interactive communication and self-correction.

4: Very high performance in grammar and vocabulary; discourse management;

pronunciation or interactive communication and self-correction.

By the end of each session, the student is assigned a mark which represents his/her
speaking achievement. By the end of each stage, participant will have a global mark which
results from the summation of all the marks divided by the number of the sessions (13). We

will go over all the calculations in more detail (see section 4.6. and Chapter 6).

4.5. Experiment Implementation

This section summarizes how the researcher applied all of her knowledge and
experience in carrying out the present study. Differently put, the way this research is
implemented and conducted in the field reflects the researcher’s vision down to the smallest
detail. This includes a restatement of the aim, duration and content of the experiment in

addition to materials selection and how the lessons were planned.
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45.1. Experiment Aim

As stated earlier, the aim of the present research is to examine the relationship
between introducing a listening-based instruction, in the Oral-expression course, and the
development of EFL speaking skills of second-year students of the English Department,
Batna2 University. In other words, we aim to explore the probability of the existence of an
impact of students’ exposure to structured listening (based on authentic excerpts) on the
development of the participants EFL oral skills mainly in terms of autonomy and fluency.
The focus is on students’ ability to express themselves in English as effectively (i.e., fluency)
and autonomously as possible (managing their speech and correcting their mistakes by
themselves). Their reactions and achievements are supposed to determine whether to maintain
or deny the hypothesis of this research. In more straightforward terms, the results of the
present experiment will demonstrate if ever the introduction of listening-based instruction can

improve students’ EFL speaking skills.

However, throughout the present investigation, the aim is to introduce listening only as
a drip-feed process rather than a flood (Wilson, 2012, p. 34), and be subtle when
implementing listening strategies, especially for those learners who do not like being told how
to learn. The goal is not to overwhelm learners with teaching listening, but rather to help them
think through the strategies they are already using and to help them discover new ones that

will shorten the path to EFL understanding and production as efficiently as possible.

Moreover, drawing on the principle that the oral-expression course, as its name
suggests, aims to provide a space for students to express themselves in English and practice
their conversational competence, it would obviously not be appropriate to over-teach listening
at the expense of EFL interaction and production in the experimental stage. In layman’s

terms, the aim is to keep the interactional nature of the course and allow students enough time
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to practice their speaking, but after a relatively short structured listening; most of the time not

salient.

45.2. Experiment Duration

The experience extended, practically, for seven months; nine, if we take into
consideration the sessions missed due to students’ absences (especially in the first stage) or
other external reasons, to name but the most significant: electricity cuts and certain political
events (Hirak). The present study was completed over the course of twenty-eight weeks.
Thirteen sessions delineated each of the listening-free (pre-experimental) and listening-based
stage (experimental), in addition to the first and last sessions held respectively for the first-
contact and the questionnaires assignment. With the exception of the ninth topic, that took
two full sessions (9th and 10th), each topic lasted one session. Each session was limited to
one and a half hour, in keeping with the typical length of the oral expression course at Batna 2

University for second-year English levels.

45.3. Experiment Content

As a reminder, it is important to refer again to the fact that in this study, the members
of the control and experimental groups are, in fact, the same. As mentioned previously, we
aim to provide reliable answers to the current problem, after having compared the
achievements of the paired-sample students in the pre- and experimental stages (see Section

4.4.2.3).

Indeed, we believe that comparing the results of the same students before and after
exposure to the targeted listening instruction will provide more reliable results than if we
work on two different groups. On the one hand, this can be quite helpful in saving time and
efforts. Obviously, the duration of the experiment would have been longer and more

demanding with two different groups; the collection of students testifies to this. On the other

181



CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

hand, working with a single group gave the researcher and the students enough time to get to
know one another and build a strong rapport. Students are generally more cooperative with
teachers they already know, especially those with whom they have established a good

relationship.

Moreover, this was very constructive for the researcher in terms of observation and
evaluation. Spending a relatively long time (about nine months) with the same group provides
the researcher with the ability to refine her observation and made it more apposite. This is
because it is easier to evaluate a student you have known for a relatively long time than one
you have known for a while. Hence, as the researcher grew more attuned to even the slightest
shift in the participants’ behaviour, the evaluation process became more systematic; the

second stage in particular.

The students were prompted to brainstorm a list of the topics they would like to cover
in the upcoming classes at the very beginning of the experiment, during the first-contact
session, as well as the names of some well-known movies from which some excerpts were
chosen as instructional tools for the oral-expression course. The objective is to get students to
share responsibility for their learning and increase their motivation by switching their role
from passive receivers to active collaborators with the teacher. The goal is to increase student

engagement in the class as a first step toward achieving the desired speaking autonomy.

In the second session, after the questionnaire collection, the students were given a list
of the subjects planned to be covered in the listening-free and listening-based stages. The aim
is to keep them informed and knowledgeable of at least the topics. Also, this is supposed to
feed the inquisitive side of the more curious ones and, probably, raise their motivation and
interest towards the course in general. Similarly, the same document served as a blueprint for

the researcher. In sum, this list was made up of twelve topics (with the 9™ and the 10" lessons
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dealing with the same topic). However, although this list, and that of the videos, was initially
designed based on students’ suggestions, they have been adapted to the current research goals

and restrictions of what can and cannot be used in the classroom.

Besides, before each listening-based session, students were encouraged to watch the
full video content planned for the coming session outside the classroom as a pre-activity. The
main goal of this is to familiarize students with the material and get them in the habit of
watching in English so they can lessen any anxiety that might naturally develop due to the
language’s difficulty or a lack of understanding of the events. Additionally, it is meant to help
the teacher avoid wasting time while introducing the movie and its plot. As well, this is meant
to allow the participants enough time to focus on listening strategies and enough space to

practice their speaking and complete the various tasks.

In addition, a brochure was distributed during the second session to all participants as
a general guide for the oral expression course. Dubbed “General Handout”, this extra
document aims to provide students with useful knowledge necessary for the development of
speech and conversation skills. It includes some generalities about speaking and what needs
an EFL learner to become a competent speaker including the sociocultural knowledge, speech
acts, register, discourse, spoken grammar, vocabulary and phonology. The students were
asked to examine the document at home and prepare questions for the next session, in case
they failed to understand something. This document proved to be supportive for students to

remedy their shortcomings throughout the experiment.

Apart from the two first sessions, twenty-six sessions were divided equally between
the pre-experimental and experimental phases with no listening instruction to be assigned to
the first as the main differential point. In the first stage, the courses evolution was fairly

typical. After introducing the topic, the instructor had the class watch some relevant video
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extracts (once) before allowing for a lengthy discussion on the topic at hand. More precisely,
no particular intention was given to the question of listening-speaking. The students were left
on their own to harness their abilities to notice, retrieve, and memorize information that would
likely help them develop their conversational skill. No deliberate assistance was provided by
the teacher for the development of their listening skills. At best, only the luckiest or keenest
will be able to tap into their previous reserves and use their previously acquired (even simple)
listening strategies to notice, if possible, the elements that may help them understand the

content of the video excerpts and discuss the related topic.

In contrast, the oral-expression sessions designed for the experimental stage were
divided into three parts: the first, was basically a warm-up; the second, was reserved for the
listening-based instruction; and the third, deduced to students’ practice of their English
through a set of carefully designed tasks using former knowledge and knowledge acquired

from the short listening instruction.

To allow students to prepare for the lesson by learning some relevant vocabulary,
expressions, and other useful information, a handout containing the key information is
distributed one week in advance; this is a crucial time-saving measure. The activity sheet is
however distributed in the relevant session to ensure spontaneous reactions from the students

and, thus, the reliability of the observation.

The division of the three phases of the experimental stage is based primarily on the
goals and objectives of this research. As stated earlier, the aim is to provide assistance by
introducing listening-based instruction through authentic YouTube video extracts to help the
participants develop their listening strategies and develop conversational skills. In addition,

training students to become strategic about listening, as stated by Wilson (2012), is supposed
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to help them gain advantage in terms of EFL speaking and self-regulation. This latter is

responsible for achieving the estimated speaking effectiveness and autonomy.

Moreover, teaching active listening, at variance of passive listening (hearing),
essentially involves training students “to listen with purpose” (Palmer, 2014, p. 62). In
layman’s terms, students must learn to differentiate between to listen and listen for. In the
listening phase of each experimental stage session, the researcher concentrated on a special
kind of knowledge intended to aid students in broadening their vocabulary, learning the
language system, and acquiring knowledge about how the language actually works and how

natives use it on a daily basis to interact and express their needs.

In this respect, Wilson related qualifying an EFL or ESL classroom as to be good to
the investigation of authentic English (2012, p. 32). Graded material which is designed for
teaching purposes is not quite useful since it presents a kind of simplified and denatured
English which prevents students, even for the best ones, from reaching the level of using
English genuinely and effectively. The type of English meant here is the one spoken on the
street, at meeting or on TV which requires the student to have a large amount of knowledge
“to cope with features of authentic language such as patterns of discourse, fillers,
redundancies, false starts, etc.”(Wilson, 2012, p. 32). This issue was extensively discussed in

the Chapter 3.

Moreover, activities have received a great attention in this work. Considered as
teaching-learning regulators in the listening phase, they allowed the teacher to have an idea of
the degree of advancement students had achieved regarding the session objectives. It also
afforded those latter the opportunity to check their learning, practice the knowledge they
acquired, and anchor it for further use. In the speaking phase, the activities were the

observation pillars, on the basis of which the observer judged the participants’ reactions and
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performances. The main goal of the warm-up activities, also known as pre-listening activities,
was to equip students with the vocabulary and knowledge they need to successfully complete

the following stages.

Thus, the activities’ selection and implementation were cautiously approached to
conform to the underlined objectives for each session and allow for reliable observation. In
other words, the suitability of the activity with the students’ level of proficiency, its
appropriateness with the targeted objectives, the time required for its achievement, its
coherence with the topic and the content of videos extracts, how better it can be implemented
(individual, pair or group work), and how effective it can be in demonstrating the abilities of
the participants, all were taken into consideration. Games, role-playing, talks (Sparklines, In
Ress Media), and discussions were the most solicited among the wide range of speaking

activities. This chapter goes on to provide more information (see Section 4.5.7).

Furthermore, the conventional role of the researcher as a teacher in the experimental
stage was deliberately limited. Except for the warm-up and the listening phases, which
required the researchers’ active omnipresence to explain, illustrate and demonstrate important
elements; her role was restricted to a passive observer in the speaking phase. This is quite
obvious given the third phase’s nature and goal, which suggests that the students apply their

knowledge and hone their public speaking abilities.

Generally speaking, we made sure that the experience was as positive as possible for
both us and the research study participants. For this reason, we made a conscious effort to
maintain a pleasant atmosphere throughout the experiment in order to foster friendly
relationships with the participants and thereby facilitate the teaching-learning process,
particularly the one related to listening. From the choice of subjects to the slightest activity,

the attitudes of the students were closely monitored. Their opinions and preferences were
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seriously considered to make them feel like partners in the teaching-learning process.
Additionally, there was an effort to persuade them to stick with the course and avoid absences

that might impede the successful completion of the current study.

Afterwards, and to make sure she did not miss anything, the researcher recorded her
observations on the participants’ behavioural and linguistic changes, which she later used to
analyse the upshots of the current study. She compared the students’ results in the listening-
free and listening-based stages to check whether there is a relationship between the
implementation of the listening-based instruction and the improvement of students’ English

language speaking skill.

454. The Experiment Instruments

As what concerns the present investigation, the researcher relied on observation as the
main instrument to collect data and assess students’ achievements in EFL speaking
proficiency. More precisely, it was used to probe the change in students’ EFL speaking skill
before and after the introduction of the meant listening-based instruction in the oral
expression course. For this, she relied on the assessment of students’ achievements according
to the five indicators described earlier (see Section 4.4.4.2.2). As a reminder, the indicators in
question revolve around the five aspects, including spoken grammar and vocabulary,

pronunciation, speech management, interactive communication, and self-correction.

454.1. Material Selection
Three sources of authentic recorded listening materials are generally considered
reliable in pedagogical settings: the net, radio and television. (See section 3.2.4). However, it
seems that the net is ahead of the other two materials on the basis of two main reasons: its
content is archived rather than schedule-based, making it accessible anytime and anywhere;

and it is ever-expanding (Wilson, 2012, p. 119). The current great openness to the net
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provides teachers and researchers with an unlimited variety of videos, films, documentaries

and shows to be used in educational contexts.

Therefore, one can think, a priori, that the task is easy or even trivial for a researcher
to find what they are looking for in the enormous amount of available documentation. This is
both true and false. It is true that the abundant availability of audiovisual documents makes it
easier for researchers to use them as a pedagogical material, at least with regard to the variety
of choices. The pressure to select the most appropriate material from the vast amount of data
available can instead be increased by that same abundance, which will make the task even

more challenging.

With respect to the current work, and in an attempt to narrow down the choices based
on what best serves the goals and trends of this research, video extracts have been accurately
selected from the wide variety of materials to pursue the experience. They have all been
derived from the famous search engine: YouTube. In the first place, we focused on feature
films, in addition to other types, to respond to students’ preferences, noticed through the
analysis of the questionnaires. This is probably a result of them being very entertaining and
funny. Moreover, the appropriate use of films in the English language classroom may assist
students in developing the four key skills, gaining self-confidence in expressing themselves in

English in front of an audience and develop their presentation skills (Eken, 2003).

Furthermore, films are chosen because of their availability and accessibility. In
addition to their generous presence on the net (or simply compacted in CD), films are
accessible to all, the teacher and students included. No matter where we are, we can watch a
film at our leisure. This availability can be beneficial in EFL instructional settings. For
instance, as an extra activity or homework, the teacher may ask the students to watch a film,

or an excerpt of it, to hone their pronunciation and acquire new vocabulary. In this study, this
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technique was adopted to prepare students for the session and enable them enough time to
explore the video extract content and cope with the difficult language. On occasion, students

were invited to watch the whole film at home, without particular pedagogical follow-up.

Another reason why we emphasized films is that they are generally available in
different languages. The number of films whose original language is English (American or
British) in addition to those translated, offers EFL/ESL teachers everywhere a wide range of
choices to introduce into their language classrooms. Alike, students with low proficiency
levels can watch a translated version first in the language they master, then move on to the
original one so that they may concentrate on more serious issues related to the English
language (linguistic, phonological, and sociocultural). For the current researcher, she invited
students with significant learning disabilities to watch the chosen video excerpts with
subscriptions or in the Arabic or French versions beforehand to prepare for the session, or

afterwards as extra activity.

Apart from the technical convenience, films are also useful for their authenticity. In
original-version films, the language is presented in a context very close to reality, and is not
necessarily intended for pedagogical endings. English presented in that way, offers the perfect
raw material for language teachers who are interested by showing their students the real,

every-day English; which concords with our interest in the following investigation.

However, complaints about the use of spontaneous everyday English stem from the
possibility that it may be too challenging and out of reach for language learners. This
explains the tendency towards using extracts from soap operas or films in teaching speaking
than, for instance, TV talk shows and reality shows. According to Thornbury, some
scriptwriters are genius in simulating the characteristics of natural speech and thus provide

language students with an excellent, very close model of how natives use their language
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everyday (2013, p. 46). This was another reason behind the use of films as a pedagogical

instrument in this study.

Besides films, the researcher opted for YouTube videos of some EFL teaching lessons.
One can believe that these materials do not adhere to current research objectives since they do
not provide the required authentic language. However, the selected lessons targeted the type
of natural English spoken by native speakers. Those lessons emphasise the language features
which help the acquisition of authentic English language including idioms, chunks, proverbs,
and others. Thus, the authenticity is preserved and the objectives of this research are not

threatened.

The bottom line is that both films and EFL lessons provide a variety of usage options
which entails a wide range of activities such as: vision on, sound off; vision off, sound on;
pause and predict; watch and describe; act and watch; watch and act; say who said it; and
complete the story (Wilson, 2012, pp. 120-122).For instance, occasionally, the instructor
turned off the sound to encourage students to focus on the extract’s visual elements or guess
the events as a warm-up activity. Other times, the video vision-off was played to encourage
the participants to concentrate on how the language is uttered without relying on the visual
context. Also, the rewind button was, quite useful for the researcher to repeat the desired
piece as much as she needed until the goal was achieved. In all, whenever there was a good
Internet connection, the videos were used online. If not, the researcher used downloaded
copies that she edited and cut into brief excerpts using some online tools to make their use

easier while avoiding offensive or lengthy scenes.

Therefore, we intend, through this experience, to steer students towards a more serious
consideration of their listening to improve their ability to communicate in English using

carefully selected YouTube video excerpts as teaching aids to support the listening instruction
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and achieve both short-term and long-term goals. Respectively, while the former targets the
students’ motivation towards the oral expression course and the various speaking activities;
the latter are intended to support their listening and speaking skills to reach the level of
English effective, autonomous communicators. The researcher’s propensity to get students
interested in watching English audiovisual production, primarily films, not just for
entertainment but as a strategy to improve their EFL speaking and listening abilities both

inside and outside the academia boundaries, is a secondary goal that is still very important.

At last, it is worth mentioning that, in the absence of a language laboratory, the
researcher was obliged to use her laptop, two strong speakers, and her data projector to
support the implementation of those tools. The selected video extracts to each session, will be
presented in the related ‘planning table’. Precisions of the source and the duration of each

extract will be supplied in the column ‘material’ of each table (see Section 4.5.7).

4.5.5. Planning the Experimental Sessions

Discussing the importance of planning in scientific research may be unnecessary or
even trivial. Likewise, planning experimental lessons is not optional; it is rather a crucial step
if goals are to be achieved. The type of planning meant here covers short-term planning as
opposed to long-term planning. As defined by Davies and Pearse (2000, pp. 117-119), short-
term planning may involve work plans covering a week’s teaching as well as individual
lesson plans, whereas long-term planning may be prepared by a school or educational
authority and cover a relatively long period of instruction. A syllabus that constitutes the

essential guide for the course of a whole semester or a year is an example of the latter.

Thus, lesson planning is unanimously considered an essential step in preparing for any
teaching situation by allowing teachers to decide exactly what they plan to do (in terms of the

objectives and the activities) and how they intend to proceed. In the absence of a well-
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structured plan, teachers may find themselves going mechanically through the course book or
trying to improvise entire lessons (Davies & Pearse, 2000, p. 120). Improvisation, in that way,
seems to be the antonym of planning although, according to the same authors, some

improvisation and flexibility are believed favourable even in the best planned lessons.

When planning a lesson, it is crucial to take into account certain conditions. To allow
this to flow comfortably, it should be broken down into steps and transitions each requiring
different behaviour from the teacher, a different level of effort from the students and changes
in pace (Davies & Pearse, 2000, p. 122).Accordingly, the age, abilities and interests of
students together with the lesson’s objectives, duration and even the time of the day when the
lesson is scheduled are all important elements to consider while planning. Newman
(2013)limited effective lesson planning to the efficiency of three lesson components:
objectives, activities and measurement tasks. According to this view, it is important for
teachers to define clear specific objectives as a basis for students’ learning evaluation; plan
engaging activities to be able to achieve desired objectives; and design adequate tasks aimed

to assess students’ performance in meaningful real-life situations.

Correspondingly, Davies and Pearse, drawing on a typical lesson plan they suggested,
listed five major aspects to keep in mind when planning a foreign language lesson(2000, p.
122).First, there is the clear delimitation of the lesson’s stages and the smooth transition from
one stage to the following one. The second covers the need for a unifying theme which runs
through all the suggested activities. The third aspect is meant by the necessity to relate the
activities, materials and procedures to the objectives of the lesson. The fourth consideration is
about fostering fluency over accuracy. The last aspect deals with the importance of
considering the learning conditions and students’ interests. All of these aspects have been

seriously considered when planning the lessons of the current experience.
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Similarly, Ur (1984)invited teachers to consider specific measures while designing
tasks for the foreign language lesson. These include planning tasks based on real-life
situations; considering students difficulties and manage procedures of recovery; paying
attention to some details related to the teaching-learning process including the size and
arrangement of the classroom, the number of students and the technical equipment used (e.g.,
screen projector, computer, DVD player, etc.); in addition to the way teachers project to

pedagogically proceed to achieve the traced objectives (Ur, 1984, p. 2).

So, to avoid vain improvisation or loss of control and as well-said scientific studies
recommended, the present researcher designed clear and structured short-term planning for
each of the lessons with respect to all of the points mentioned above. In this, she divided the
lessons into two series labelled: listening-free and listening-based lessons which relate

respectively to the pre-experimental and experimental stages.

The first stage covered twelve lessons spread over thirteen sessions and followed a
typical oral expression instruction model. It was characterized by lightly assisted listening
instruction, from which its appellation listening-free is derived, and prioritized open
discussions and individual oral presentations. Besides, the basic aspect of the information
presented in this set of lessons, compared to the introduction of more structured listening and
various activities in the second phase lessons, is believed to witness any change in the EFL
listening and speaking skills of the sample during and after the treatment. For students in the
listening-free stage, prior knowledge and independent work were their unique resets

(resources of knowledge).

Conversely, the second series of lessons, although they treated the same topics as their
antagonists and where the same short video excerpts were used (however, only as a simple

watching sequence), emphasised teaching listening before students could practice their

193



CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

speaking. Each session was demarked by a given topic. Students were exposed to a short
excerpt followed by a set of activities aiming to develop listening performances, which are
supposed to lead, whether immediately or in the long run, to the development of their
speaking skills. The following diagram (Figure8) illustrates the similarities and differences

between the stages of the experiment.

Figure 8

The Listening-Free and Listening-Based Stages of the Experiment

No Deliberate Deliberate
Listening _ _
Instruction Listening
Instruction

Listening-Free/ - Listening-
Stage vieo | Based Stage

Excerpt

] g

One Activity Different
Phases &
(Discussion) Activities

Note. The diagram above summarizes the two stages of the present experiment. Each stage is
distinguished by a colour and its main features, including the appellation, the use of the
listening instruction, phases, and the activities. The circle in the middle means that the two
stages share the same topics and video extracts.

It is worth noting that the same materials were used in both stages but were processed

differently (see Figure 8). In the listening-free lessons, the short extracts were played just
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once, but no special treatment of the content was taken into account. In the listening-based
lessons, the video excerpts were carefully treated and related to adequate activities to deal
with the different types of targeted knowledge. These include: listening comprehension,
listening for the gist, exemplification, and practice of particular acquired knowledge, in
addition to language games, to name but a few. All of this clearly came in handy when it

came time to the speaking activity.

Table 6

An Excerpt of the Listening-Based Lessons Plan

Lesson
General Specific Objectives Materials/ Aids Time/ Activities Phase
Objectives mn

Pre-listening Activity

Phase
(PLP)

Listening Activities

(LP)

Speaking Activities

Speaking Phase| Listening Phase |Pre-listening

(SP)

Note. The author adapted Davies and Pearse’ (2000) lesson plan model to design the above
listening-based lesson plan. Each session is divided into three main sections: the pre-listening,
listening and speaking phases. From the left to the right, the table defines the lessons’ general
objectives, then the phases’ specific objectives, materials, time allocated for each phase, the
specific activities and the name of phases.

For organizational purposes, the researcher adopted the typical lesson plan of Davies

and Pearse to the listening-based set of lessons (2000, pp. 121, 149) with some modifications
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(mainly based on Thornbury’s (2013) and Wilson’s (2012) works) to better fit the trends and
objectives of the research (see Table 6). The planning-table rubrics include the general
objectives of the lesson; the different phases, the specific objectives related to each phase;

materials/ aids; duration of each phase; and the various relative activities.

Moreover, other measures have been taken into consideration in the present research
drawing on some experts’ works mainly in teaching English listening and speaking (Davies &
Pearse, 2000; Wilson, 2012; Thornbury, 2013; Bygate, 1987; Ur, 1984; Lynch, 2009; Nation
&Newton, 2009). These mainly concern classroom management and organization. Among
these measures, the will to diversify and tailor the planned activities according to the different
learning styles of the students with regard to their level, capacities, and preferences was put
first. Another measure is to promote student’s autonomy by helping them start practicing self-
correction. And, the researcher relies on pair and group work besides lockstep (a teaching-
learning model where all the students do the same activity at the same time) to promote
students’ interaction with peers, lower stress which may result from individual participation,
and create the desired enthusiastic environment. This is also a way to maintain ‘activity and
interactivity’ which are the gist of teaching speaking according to the sociocultural view
(Thornbury, 2013, p. 39); and the trends of the present research. Additionally, in order to
avoid tedious lectures, the students were supposed to be kept busy at all times through a

variety of activities

The bottom line is that since the nature of this research, as stated previously, is to
expose students to some listening instruction to sustain their EFL speaking skills
development, it is obvious that all second-stage lessons comprehend at least two main parts: a
listening phase and a speaking phase. A short phase is added to these at the beginning of each
lesson as a warm-up section to prepare students for the listening and speaking phases. The

following subsections go into more detail about the three phases.
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455.1. The Pre-Listening Phase/Warm-Up (PLP)

This is the first part of the lesson, stands for the warm-up stage, and relies heavily on
the teacher’s talk and explanation of particular aspects of the language to prepare the students
to better manage the listening and speaking stages. In part, it involves “activating the
schemata”, which is a process of activating the listeners’ prior knowledge to help them reduce
their memories’ load using activities like brainstorming, visuals, opinions, ideas and facts
(Wilson, 2012, pp. 15, 64). Also, it serves to provide information and clarifications to the
culminant points related to the targeted topic, or relate it to its precedent to ensure continuity
and enchainment of the lessons. Accordingly, Wilson emphasized “pre-teaching vocabulary,”
which he believed essential to the meaning of the passage or the completion of the activity to
give “students confidence as well as potentially useful information about the topic” (Wilson,
2012, p. 76). This phase is the shortest among the three and generally does not exceed 10
minutes. The researcher plays the role of a typical teacher, and no deliberate observation is

meant.

45.5.2. The Listening Phase (LP)

This represents the second stage of the lesson. Even if it requires students to speak,
whether through individual or pair-work, it is basically devoted to developing their listening
skill. Mainly assisted by the teacher, the students watch the short video extract a sufficient
number of times and answer the related questions, which are generally divided into two
categories: those targeting the comprehension of the extract’s content and those targeting a
special aspect of the English language. Those latter are dubbed awareness-raising
activities (Thornbury, 2013), where the teacher attracts the attention of students to some
specific, objective-related aspects of the English language. To put it another way, they are
designed to support students’ growth in listening skills and hone their capacity to listen for the

gist, listen to the details, and delve deeply into the language in order to become what Wilson
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(2012) called strategic listeners. The students generally work in pairs to accomplish the
required tasks.

It is worth noting that the listening portion of the lesson is intended to be smoother and
shorter than its counterpart for four main reasons. The first concerns the course’s nature and
its overall objective to allow students enough time to speak English and practice their
knowledge. Second, the listening section primarily depends on the teacher, who executes the
listening procedure quite methodically; she only needs a little time to execute the listening
instruction, especially since the selected extracts are generally short. The third reason relates
to the teacher’s intention to avoid overwhelming students with heavy listening, which
necessarily requires complex cognitive processes. Finally, there is a tendency to keep
students motivated and avoid disrupting their enthusiasm for the course in order to avoid

tickling the resistance of reluctant and lazy students.

45.5.3. The Speaking Phase (SP)

In contrast to the previous phase, this one is more focused on the speaking skill, even
though it must include the listening aspect because the two are inextricably linked. The
students are supposed to exploit their previous knowledge and what they acquired from the
lesson’s previous stages to practice their English speaking. Appropriation activities and
automaticity activities (according to Thornbury’s (2013) categorization of activities) are
scheduled to support students’ gradual transition from heavy reliance on the teacher and more
skilled peers to start experiencing self-reliance, a necessary step towards the intended fluency
and autonomy. As defined by Thornbury, appropriation activities are intended to help students
gradually take control of aspects of their speaking skill that were previously other-regulated
(by the teacher or other peers) and progressively “practise control” of them until they become

self-regulated (2013, p. 63).
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Moreover, the nature and objectives of the appropriation phase required the teacher to
be omnipresent but in total discretion. She set order and avoided the activity to turn into a
mare L1 chatting or a recreation. She also worked on observing and evaluating each student’s
performance on the spot according to the indicators of the observation grid discussed in the
previous section. Whenever needed, she provided help to students in difficulty. In other
words, she only intervenes when necessary or when they explicitly ask for help, given that the
aim is to promote self-regulation.

However, automaticity activities are designed to test students’ self-regulated
knowledge in more difficult situations, or what Thornbury (2013) refers to as “real operating
conditions”. The degree of autonomy attained in the targeted language aspects during the
previous stages will serve as a powerful incentive to take additional risks and raise the
difficulty bar in order to begin simulating real-life situations, which defines the goal of the
automaticity activities (p. 90). Only after the activity had concluded could the teacher draw
the participants’ attention to any significant errors or mistakes that she had observed while
they were performing the various tasks and activities. Their shortcomings prompted the
researcher to make changes or set new goals for further sessions.

The following section will outline the course of the listening-free lessons (pre-

experimental stage).

4.5.6. The Listening-Free Lessons

As explained earlier, the lessons of this stage were presented in the most typical way.
In general, the teacher introduces a topic and engages students in a discussion, sharing
whatever useful information they have with their classmates or working in groups to hold a
conversation according to the objectives of each lesson. The summary of this stage is

displayed in Table 7 bellow:
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Summary of the Listening-Free Stage Content and Procedure

Lesson Objective Materials Speaking Activities
Group work: in the form of a conversation advise
01 - Role-playing. Selected | somebody (e.g., a thief) to do or avoid doing
-Advising (speech acts). | extract(s) | something.
Pair work: generate a phone conversation with an
02 - Simulation. Selected | agent of an online sales company, who sent you, by
- Apologizing (speech extract(s) | mistake, a product that you did not ask for. Use the
acts) adequate speech acts for apologizing.
Expressing Miss- Selected
03 understanding, extract(s). | Pair work: simulate the dialogue of the excerpt
astonishment and -The script | adding as much expressions and words to express
apology with ‘sorry’. of the misunderstanding.
- Simulate a dialogue. dialogue.
04 - Hold a conversationon | Selected | Pair work: Build a conversation between the cooker
a given topic. extract(s) | (first role) and Paddington (second role) about the
- Use ellipsis. apple pie recipe.
- Introduce some
historical information
about the slave trade and | Selected | Group discussion: on the basis of the information
05 the abolitionist extract(s) | given by the teacher in the introduction and what you
movement of the 80’s. +the Chart | have seen in the excerpt, discuss the issue of
-Discuss a historical of the West | abolitionism.
topic based on given Indies.
information.
Discuss a topic using Group work: discuss the question of sexism and
06 agreement and Selected | women segregation in the Algerian society in
disagreement extract(s) | comparison with occidental societies. Use agreement
expressions and and disagreement expressions and some related
adequate proverbs. English proverbs.
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- Explain the

Group work: each group is assigned an idiom

significance of idiomsin | Selected | according to which the members try to think about
07 English culture. extract(s) | corresponding anecdotes. The representative of each

- Use idioms in group presents the anecdote and the other groups try

conversations to sound to guess the adequate idiom.

more native.

- Explain the

significance of phrasal Selected | Individual work: tell your classmates about your
08 verbs in the English extract(s) | morning routine using phrasal verbs.

culture.

- Description of a

morning routine using

adequate phrasal verbs.

-Use the language to Imagine you are an orator (Hirakist for instance)
09 convince others with a Selected | what would you say to inspire your audience (your
& certain position. - Use extract(s) | classmates) to adopt your thoughts (use metaphors).
10 metaphor in speech.

- Storytelling. Tell a short story from your own experience to
11 - use speech discourse Selected | encourage or warn the audience not to make a bad

markers. extract(s) | decision. Use discourse markers.

- Discuss ideas and Discuss the issue of Islamophobia that has recently
12 arguments on a given Selected | engulfed non-Muslim countries. Use expressions of

subject. extract(s) | agreement and disagreement.

Pair work: You had difficulty getting your classmate
to remember the famous British actor Rowan

-Description of a given Selected | Sebastian Atkinson (Mr. Been) while conversing

13 person. extract(s) | with him. Construct a conversation with more than 8

roles in which you assist your friend by providing a
physical description of the actor and referring to his

famous works.

Note. The table above summarizes the listening-free stage. From left to right, the columns
represent the session, the materials used, and the activities introduced for each of the thirteen
sessions. The ninth and tenth sessions are joint since they deal with the same topic, and the
activity requires more than a session to encompass all the participants.
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To introduce the topic and create a cultural environment in the oral-expression course,
students were exposed to the related video excerpt only once as a mere watching activity
(very similar to how they watch a film for fun at home or otherwise). This is supposed to
bring life to the session and motivate students to respond positively to the course. No special

reference was made on the part of the teacher to the listening and speaking issues.

Moreover, the researcher designed different activities for this stage that required
individual work, group work, and occasionally pair work, according to the nature and
objectives of each (see Table 7). They alternated between simulation, conversation,
presentations, and role-playing, but primarily discussions, as is customary in oral expression

classes.

Also, students were supposed to rely on their personal efforts and previous knowledge
alone to understand the content of the video excerpt, at best notice some useful aspects of the
English language, before engaging in the speaking activity. The teacher supervised students’
performances and ensured order so that the discussion does not veer off to another topic or
exceed the limits of ethics. However, at each session, she encouraged all students to
participate in the given activity multiple times, so that she could evaluate their performance
using the observation grid’s indicators. Listening was, then, yielded to students’ individual
efforts and willingness to dive into the content of the video extract to analyse and understand

its content.

In all, the fourth chapter, on the other hand, will primarily address students’ attitudes

and reactions to the lessons and activities of this stage.

45.7. The Listening-Based Lessons

In the present section, we hope to present a detailed description of the content and

process of the listening-based lessons. It should be remembered that thirteen listening-based
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lessons were held during the experimental stage, and each lesson dealt with a particular topic
in a one-and-a-half-hour session. There was one exception: the ninth and tenth sessions,
which dealt with the same topic and required the activity to be spread across two sessions to
accommodate the twenty students’ individual presentations. A handout bearing the different
activities was distributed to the participants at the beginning of each session (see Appendices).

Furthermore, the time allotted to each of the three phases was carefully calculated
based on the difficulty of each activity and the length of the video extracts used. It was also a
question of whether the time assigned to the activity was sufficient to include all twenty
students, given that an individual task obviously takes longer to complete and evaluate than
pair or group work. Even though it seemed difficult and demanding at times, the researcher
attempted to limit herself and her students to the timeframe. Nonetheless, efforts were made
to keep the speaking phase as long as possible in order to give students enough time to
practice their EFL speaking and allow the teacher time to evaluate their performance.

In what follows the description of each of the thirteen sessions including the three

phases: pre-listening, listening and speaking phases.

45.7.1. The First Lesson

4.5.7.1.1. The Pre-Listening Phase (PLP)

The teacher began the lesson by briefly explaining the transactional and interpersonal
functions of speaking. Subsequently, she stressed the importance of acquiring knowledge of
the speech acts to distinguish the specificity of the English language compared to other
languages and discern what is more appropriate to speech from what is specific to writing.
Table 8 below represents the first lesson plan, including the general objectives, Lesson 1
specific objectives, materials, the time allocated for each phase, activities and the three

phases’ delimitation.

203



Table8

CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

The First Lesson Plan

through pair and group
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management and
interactive communication.
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Speaking Phase
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URL:https://youtu.be/ArlsU2 cUbg

+ Video-extract:
Your Autograph?]
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Students were supplied with a handout bearing: a definition and exemplification of the
two previously mentioned speaking functions; a list of the different speech acts variations;
and a table that shows how ‘offering advice’ (as an example of speech acts) differs from the
written to Spoken English (see Appendices: Handoutl).The pre-listening (warm-up) stage
lasted no more than ten minutes and aimed to introduce some useful knowledge about English

speech acts in general - specifically, advice - to prepare students for the rest of the lesson.

4.5.7.1.2. The Listening Phase (LP)

The second part of the lesson was devoted to listening, included three activities, and
lasted about 20 minutes. The researcher thought it would be best to first expose the students to
the traditional type of listening they should be used to (usual reading aloud of the teacher or
peers) before having them experience listening to a conversation in English by natives using a
video extract produced by one of the most famous film producers, Richard Curtis, entitled
Notting Hill (1999).The goal is to compare students’ reactions to the two listening techniques
(with and without the video excerpt) and encourage them to recognize how listening to
natives may help improve one’s English-speaking skills. Another goal is to draw their
attention to native speakers’ everyday language, which they typically use in their interactions,
including the way to apologize, make an offer, invite, suggest something, give a compliment;

in short, English speech acts. Particular attention has been paid to how they advise.

The second activity was devoted to the comprehension of the extract’s content.
Students briefly answered questions about the main idea of the video extract, the setting, the
characters and the relationship between them (see Appendices, Lesson One Activities).The

language was not necessarily targeted in this activity.

The last activity of this phase, awareness-raising, was rather devoted to drawing

students’ attention to how English speakers advise, in addition to certain characteristics of
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spoken English such as vocabulary, the use of clause-length rather than sentence-length, and

performance effects (like hesitations, false starts, repetitions, etc.).

4.5.7.1.3. The Speaking Phase (SP)

This part is deliberately the largest. It lasted about sixty minutes to give the students
enough time to complete the previously highlighted tasks and for the teacher to properly
evaluate them. In other words, they had enough time to regurgitate and implement what they
had learned in previous phases. On its part, the researcher had sufficient time to cautiously
assess the reactions and performances of the participants with respect to the five indicators of

the observation grid.

Two activities were planned for this phase. Unlike the comprehension activity, the
appropriation activity, as its name indicates, is basically meant to incite students to
concentrate on the lessons’ gist (offering advice) and “practice control” of specific aspects of
the language, rather than “control practice” (Thornbury, 2013, p.63). The students were asked
to work in pairs and communicate solely in English while negotiating the meaning and
debating the various responses. Additionally, they were given complete freedom to express
themselves, and the teacher’s only intervention was to raise her fist to indicate a problem.
However, only errors that might impair listeners’ ability to understand and comprehend the
spoken message were subject to this action. Slight mistakes in spoken grammar were
generally ignored such as forgetting to add the s of verbs conjugated in the present simple

with he, she and it pronouns.

However, in case of misunderstanding what was being said, students were asked to
rephrase their statements, if possible, to draw their attention to the fact that something in their
message went wrong and needed to be fixed. If moving on was not possible, the instructor

helped the speaker do so. She also made note of any mistakes or errors and set aside two to
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three minutes before the session’s end to encourage the students to review the rules and make
any necessary corrections without mentioning the authors of the errors. In general, if it took a
long time or seemed complicated, the researcher builds on the error at hand to change it and

plan a subsequent lesson. On the students’ request, the extract was played and replayed once.

The final activity was designed to guide students toward automaticity in their language
production, which is a step toward autonomy and fluency in speaking English (Thornbury,
2013). Students were asked to work in groups and use their prior and newly acquired
knowledge to reconstruct a similar dialogue (to that of the video extract) but with a different
ending, using one of the two scenarios suggested by the teacher. The groups were then asked
to act out (simulate) the dialogue in front of their peers and the teacher (see Appendices,
Lesson One Activities). Meanwhile, the researcher took advantage of the students’ presence
on the stage, or at least what was supposed to be a stage, to evaluate them more closely,

assigning a mark based on the indicators of the observation grid, as previously explained.

45.7.2. The Second Lesson

4.5.7.2.1. The Pre-listening Phase (PLP)

The teacher asked the students to list the various speech acts they remembered from
the previous lesson in order to keep the topics related. Then, she distributed a handout
outlining the main information needed to go through the second session’s topic. The first part
provided information about the importance of the word sorry in English (language and
culture). In short, the teacher explained that in order to sound British, students must overuse

the word sorry (see Appendices: Handout 2).
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The Second Lesson Plan
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Additionally, the students were informed of the wide range of functions (speech acts)
this word can convey in addition to apologies, namely: astonishment, starting a conversation /
attracting the attention of an interlocutor or an audience, showing a misunderstanding, asking
for a repetition, besides being a different way of saying No. Students were asked to give an
example to each of those functions. Special attention was paid to the change of intonation

when pronouncing the word sorry to convey the different speech acts.

4.5.7.2.2. The Listening Phase (LP)

The teacher prepared three short extracts from different famous films: Bridget Jones’
Diary (2001); Notting Hill (1999) and Four weddings and a Funeral (1994). Each short
excerpt was played three times, with an occasional reduction in playback speed, at the request
of the students when the speakers went too fast. Awareness raising activities included three
questions all based on the extracts. The aim is to diversify opportunities for students to notice
how the word sorry is used in English culture to express not just apologies, but the various
functions stated above.

Moreover, the teacher raises students’ attention to the eminent role played by
intonation to define the function of this word according to each situation. Accordingly, the
teacher took the opportunity to incite the participants to reflect on their own language and
culture in terms of how they express apology; how do they use the relative intonation; and if
there are alternatives to express apology using different words/expression than the
conventional ones, just like with the English sorry. Through this comparison the teacher

targeted the developments of students’ pragmatic competence.

The last activity in the listening phase was a gap-filling activity. The students were
asked to listen again to the extract from ‘Weddings and a Funeral’, and in pairs, try to

reconstruct Charles’ speech before acting out the roles. The goal is to motivate students to
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listen to details, including how words are pronounced, hesitation, repetition, false starts,
changing intonation, and redundancy, etc. Also, the teacher attempted to raise students’
awareness of a particular aspect of British culture: the importance of giving a speech at a

wedding. In other words, the aim was to enhance their socio-cultural competence.

4.5.7.2.3. The Speaking Phase (SP)

The last part comprised two activities: appropriation and automaticity. The
appropriation activity was basically meant to support students gain more control of what they
acquired from the previous phases. In pairs, they were asked to build a conversation of no
more than three turns each between a seller and a customer in a market stall. In order to
increase student motivation, the teacher played on their sense of competition and explained
that the winning pair is the one that is able to hold a coherent conversation while using the

most speech acts.

The automaticity activity, however, involved the students in a more complicated task.
It consisted of a game-like activity that we called the Chain Conversation, as the students
stood behind each other in two chains while collaborating to build a conversation according to
the given instruction. This time, students were incited to think quickly and modify their
answers according to the requirements of the previous speaker’s statement; a very close

situation to the demands of an on-the-spot English conversation.

The teacher divided the class into two groups. All the members of the first group
portrayed a security guard in a film theatre; the members of the second played the role of
someone who arrived late at the box office and failed to buy a ticket. Each student took a turn
attempting to continue the discussion with a statement that most closely matched the previous
speaker from the opposing group. When a student failed, the next student in the same group

took their turn, and so on until all of the students had participated twice or three times. This
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activity requires lot of speed and fluidity. The best group consisted of those whose members
introduced the speech acts (including ‘sorry’ and its substitutes) correctly and with the fewest

turns missed.

45.7.3. The Third Lesson
The handout of the third lesson provides some useful phrases to help students broaden
the vocabulary they use to express misunderstandings or request for repetition of the heard
message. These are considered alternatives for can you repeat or I don’t understand

expressions.

4.5.7.3.1. The Pre-Listening Phase

The pre-listening activity was designed to help students remember expressions they

already know and learn new ones.

The documents also included a list of alternative words/expressions for each of the
words yes, no, okay, and thank you to assist participants in expanding their vocabulary and

breaking free from using them repeatedly.

4.5.7.3.2. The Listening Phase (LP)

For this lesson, the teacher selected an extract from a Franco-British comedy that
mixes animation and live action; Paddington (2014).The listening activity consisted of a
speed-alternation activity, which stood for listening to the extract in three different steps: first
at slow speed; second at normal speed, and last at fast speed. In each stage, students were
intended to complete the conversation script with the missing expressions or edit what they
had already written during the second and third playbacks. This activity was intended to help

students develop their listening skill (listening for the gist).
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The Third Lesson Plan
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4.5.7.3.3. The Speaking Phase (SP)

This phase was based on two activities: appropriation and automaticity. To consolidate
previous learning, students were asked to use as many expressions (or words) from Handout3
as possible to replace yes in the scripted dialogue. Also they were asked to insert the word
sorry or its alternatives (from Handout2) where possible. The objective is to create a
connection between the lessons and to emphasize to students that everything they learn must
be retained in the long-term memory for later recall if they hope to speak effectively. The
exercise was set up as a game, and the winning team was the one who was able to implement
the most effective adjustments. In addition to developing speaking skills, the goal was to

increase students’ competitive spirit and motivation.

The second speaking activity involved encouraging students to use their imagination
to construct, in groups of four, a different ending to the dialogue based on a statement
suggested by the teacher. Students were once more urged to employ as many of the pre-
listening phase vocabulary as they could. Also, they were asked to pay attention to the
different registers in terms of the type of language they choose for each character in the
dialogue, while keeping in mind the relationship between the participants (informal or poshy
English). Finally, each group performed its dialogue in front of the other groups, which
played the role of the judges and allocated one of the letters (a, b, or ¢) to evaluate the work of
each presentation based on: the number of words/expressions introduced (from the handout);

pronunciation; and performance.

45.7.4. The Fourth Lesson

4.5.7.4.1. The Pre-listening Phase (PLP)

The handout of this lesson provided students with information on how the adjective

smart is used differently between American and British English (see Appendices: Handout 4).
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Table 11
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As usual, a number of substituents were given to students for the words smart, good
and bad. The objective is to increase their language background and vocabulary in relation to

the socio-cultural peculiarities of British English.

Using the adjectives from Handout 4 and a predetermined expression (such + adjective
+ noun!), participants were asked to briefly describe one person they like and another they
hate. Besides, they were given a statement and asked to predict a logical sequence for events,
including the newly learned vocabulary and some useful English phrases to express
suggestions. Therefore, two objectives were targeted: acquiring linguistic knowledge and

using complex cognitive operations to deal with predictions.

4.5.7.4.2. The Listening Phase (LP)

The teacher chooses another short extract from the famous British film Paddington
(2014). Before completing the fill-in-the-gaps exercise, students were asked to carefully
consider a list of the omitted words before listening to (image-off) the extract twice: first at a
slow speed and then at a normal speed. In order to identify what was missing, recognize
words from their pronunciation, or infer words based on context and their position in speech,
students were encouraged to listen for details. This was intended to help them develop their
listening strategies. Another aim was to make students experience listening without reliance
on visual clues, especially those who were used to heavily relying on what they see to
generalize predictions of what they hear.

Likewise, and in an attempt to raise students’ awareness to one of the frequent
phonological aspects of speech (Ellipsis), the teacher picked up two examples from the
extract, played the video and asked them to carefully examine the expressions before giving
examples. The students were kindly invited to consult the General Handout they were

afforded in the first session to gain more data on Ellipsis’ description and exemplification.

215



CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

The last question relates to the prediction activity of the pre-listening phase. Students
were allowed to watch the excerpt (the image-on) so they could verify their predictions about
events based on a given statement. Student had to mark their works out of 5, and then discuss
the reasons behind their choices with their classmates. The objective was to learn how to

combine linguistic, sound, and visual clues to make a successful prediction.

4.5.7.4.3. The Speaking Phase

In a competitive atmosphere, the teacher asked her students to work in pairs and
imagine a conversation of two roles each based on a given statement. Students were supposed
to explore the vocabulary and the phonological knowledge they have learned in the two
previous phases, and prior knowledge, to complete the activity. Imagination and prediction
are strongly fostered in the current activity. In front of the other pairs, who were supposed to
offer feedback, each pair presented for three minutes. The work was presented again with the

roles switched. The team that could persuade the audience and score the most points won.

45.7.5. The Fifth Lesson

4.5.7.5.1. The Pre-listening Phase (PLP)

As a warm-up, the researcher, this time, engaged the students in a prediction activity.
To give students time to review their content and prevent wasting time during the pre-
listening phase, the handouts were distributed by the end of the previous lesson. Students
were asked to collect data from the two handouts (containing concepts and images related to
the theme of the lesson). The goal was to get them to use prior knowledge and visual cues to
make relevant predictions about slavery in 18th-century England. In addition, they were asked
to cite books and movies they had already seen or read with similar plot lines that addressed

the abolition of slavery.

216



Table 12

CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

The Fifth Lesson Plan

Lesson 5
General Specific Objectives Materials/ Aids Time/ Activities Phase
Objectives mn
IS
* Acquire some knowledge Q=
related to slavery and its I
abolition in the 80’s. i i
* Develop students’ English é S8 o Pre-listening Activity | &
culture. PR - ay
* Learn how to use S = é 3 < E *Prediction Activity 3
. . . n < =)
information and imagesto | = 5 i L% S 10mn o
make predictions (about the .§ § SE S s =
theme of the lesson and the L s o ] % 2 S
[&) — —
= selected extract). 8] <Y 8 Z
N — 1
é * Raise students’ enthusiasm ° § 2 ¥ g
- - c :
% towards the listening phase. S o
= g3
£ S T o
o S o =
2 [&] * =
s <
. O :C5
229
X g _g— * Train students to rely on
25865 the image and the visual @
g g S S clues to infer about the 'ﬁ
= > . 4
% 222 events, the time and place 3
O ©@ ¥ . . ..
S 8« where they occur. BT Listening Activities: @
52 >3 g 23 8
e U) - - - CU Y= - -
552 < * Develop the linguistic O ga= 20mn *Listening e~
£ 0352 : o g 3 . 25y
S0 a3 knowledge by focusing on £ 3 é Comprehension = =
_ = Y= ..
s g S new vocabulary. 21U 3 Activity. 2
dss £S < = 3
¥ © £ * S g 2 Lg’ .
- g Help students understand 2 2 < g 3 *Awareness-raising
o = . . == ..
=2 what is behind the words | 8 = 2 £ & Activity.
D . . = = O
g 9 and expressions (hidden % e g_ 2 8
. S
5 meaning). 2 £ @ 5 c’;‘,
S * Focus on Ellipsis. & E 3IX
[ + © O XN N
o s > Il -
i SEES
* Consolidation practice of T 5 % *
. . o <
the listening and pre- S \8 ‘E
listening phases’ acquired O E2 %
knowledge. 35 % 60mn Speaking Activity =
c T
* Enhance Students’ 8 a E = E”-_]
imagination. a Simulation ~
* Dialogue building and 2 (Group work) ;
simulation. g

* Competition and
evaluation of others’ works.

217



https://www.youtube.com/watch?v=8oE6pfYSj-k&list=PLMDN6VfTfU3Zp1zXn9Z0OKIc8wcw_6vwk&index=29&t=75s
https://www.youtube.com/watch?v=8oE6pfYSj-k&list=PLMDN6VfTfU3Zp1zXn9Z0OKIc8wcw_6vwk&index=29&t=75s

CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

The goal was to enrich students’ cultural backgrounds one of the most significant events
in British history. Another goal is to make them practice prediction and get ready for the next

phases.

4.5.7.5.2. The Listening Phase (LP)

The film extract of this lesson was taken from a very famous British drama Belle
(2014). The events of this true story took place in England around the 1780s about a young
black lady, Dido Belle, and revealed one of the most significant events in England during this

period: the first steps towards the abolition of slavery in the United Kingdom.

To help students get a feel for the 18th-century aristocratic lifestyle, they were asked
to watch the video extract (the sound-off) and report on some features, including mannerisms,
mores, and dress. Then, with the sound on, they were involved in a listening comprehension
activity where they had to focus on certain details and understand the main idea of the
conversation. During the awareness-raising activity, the teacher attempted to draw students’
attention to the specifics of the language spoken by 18th-century aristocrats, such as
pronunciation, intonation, and insinuations. A brief mention of Ellipsis was made before

moving on to the speaking activity.

As a follow-up activity, the teacher encouraged her students to watch the full English
version of Belle at home. The goal is for students to better understand the historical context
and events while engaging in a longer and most likely more soothing, listening activity

outside the classroom.

4.5.7.5.3. The Speaking Phase

The students were first invited to read a summary of the film Belle (2013). In groups

of five participants, they were asked to highlight the main ideas, and then work together to
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build a dialogue (of at least two roles each) in light of the summary and a situation suggested
by the teacher. They were also encouraged to use previously acquired knowledge like ellipsis,
speech acts, and authentic alternatives for some high-frequency words including yes, no,
good, bad, smart, and sorry (Handouts 1, 2, 3, 4); in addition to information about slavery and

its abolition (see Appendices: Handout5 a& b).

Each group presents their work in front of the other groups, who must rate the
presentation on a scale of 0 to 5, according to the degree to which the conversation satisfies
the desired task, whether all group members have been included with fairly equal chances,
pronunciation, on-stage performance, and the integration of prior knowledge. To save time,
each member of the judge groups was tasked with observing and evaluating one of the five
elements listed above. As a result, when the on-stage group’s presentation was finished, the
corresponding scores of all the judge groups could be quickly announced. Furthermore, such
collaborative work is intended to relieve students of the burden of speaking and acting alone

in front of an audience.

45.7.6. The Sixth Lesson

4.5.7.6.1. The Pre-Listening Phase

As is customary, the teacher gives a brief introduction to some crucial information that
will be covered later in the lesson. The topic this time was proverbs. In this particular session,
the use of this type of folk literature was meant to provide students with insight into how Brits
used to think and behave regarding the segregated position of women in the Victorian age.
Therefore, students were given nine proverbs illustrating: the despised position of women, the
lower thought of their characters and wisdom and their inferior position in marriage; all

compared to men’s status.
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With the help of the teacher, the students were required to work together to give an
explanation for each proverb. Then, they were asked to rank each proverb according to the
nature of the segregation it conveys, before reflecting on the issue of sexism towards women
in English culture then and now. In the same vein, students were given five images illustrating
the main features of the Victorian era to immerse them in the epoch and help them understand

how women lived at the time.

4.5.7.6.2. The Listening Phase

The video excerpt used in the listening activity is an interview recorded on television
with a British woman who was 108 years old at the time of this interview, and who lived so
long that she could witness the various economic, educational, social and other changes; in
short, she was born in the days of the horse and the cart and lived until she witnessed the

airplane and the rocket.

The students were involved in a listening comprehension activity twice at normal
speed where they were asked to answer a few questions related to the content of the excerpt,

in particular the position of women in the Victorian era.

The next activity, awareness-raising activity, is designed to get students to listen to the
gist. This time, the main focus is on another typical phonological phenomenon of English
speakers: Elision. Participants were assigned three utterances from Florence’s speech and
were asked to focus on how they were pronounced after the teacher played the video excerpt
at the given sequence of each utterance. Two minutes were allocated for practicing these
statements with the classmate. The goal is to make students aware of this important aspect of
spoken English, which, if mastered, will assist them in improving the speed and efficiency

with which they produce English orally.
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4.5.7.6.3. The Speaking Phase

First, students’ attention was drawn to a set of words and expressions that convey
sexist segregation against women extracted from “Sexism in English Proverbs and Idioms”
(He & Zhang, 2018). They were encouraged to work in groups of five, with the teacher
ensuring that everyone spoke English and allowing the use of dictionaries if necessary.

Students were given approximately ten minutes before proceeding to the next activity.

This lesson’s automaticity activity involved using all of the information learned during
the lesson, including related vocabulary, proverbs, argumentative expressions, elision and
ellipsis, and, of course, prior knowledge. Keeping the same groups of the previous activity,
the participants were asked to simulate a TV debate on the issue of women gender segregation
in the Victorian age. Each member of the group was expected to take a specific stance and
argue using the agree and disagree expressions (see Appendices: Handout 6). Five minutes
were allotted for task preparation, and each group was given five minutes for presentation; the
others evaluated the work and assigned a mark out of five according the defined criteria.
Those latter include: how well the work presented meets the standard of the debate, whether
all members of the group were included with approximately equal opportunity to speak,
application of elision and ellipsis, simulation on the stage, and the use of argumentative

expressions.

45.7.7. The Seventh Lesson

4.5.7.7.1. Pre-Listening Phase

As a warm-up activity, the teacher asked the participants to compare the definitions of
idioms presented in the lesson handout to the definitions of proverbs previously discussed.

The goal was to get students to look closely at the details in order to spot the subtle
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differences that distinguish these two aspects of British culture. Another goal was to get

students ready for the next two phases.

Table 14

The Seventh Lesson Plan
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4.5.7.7.2. The Listening Phase

The excerpt used for this lesson was a little different in that it shows a young British
man explaining and illustrating the first eight idioms listed in the Handout7 (a) in a very
natural English. Before watching the excerpt, the students attempted to deduce the meaning of
the idioms, and then after watching, they checked their answers. The goal was to train
students to listen to the gist, guess and quickly analyse the spoken message, and cope with the
fast-paced nature of the English language. It is also a matter of drawing students’ attention to

the importance of including idioms in their speech if they want to speak natural English.

4.5.7.7.3. The Speaking Phase

The automaticity activity was rather presented in the form of a competition game.
Inspired from Thornbury’s (2013) game ‘Insert the word’ we called the activity ‘insert the
idiom’. This time, each student chose an idiom from which to build a short anecdote about
something they had personally experienced or witnessed. For that, they were allotted ten
minutes. Afterwards, each student presented the anecdote in front of the class, keeping the
idiom in question secret and making sure that the presentation did not exceed two minutes.
The others tried to guess what the idiom was, and so on. If they failed, it means the speaker
failed to match the idiom’s meaning with the anecdote; or the speech was ambiguous. The

student who guessed the most idioms was the winner.

The competitive nature of the game was meant to increase students’ motivation and
decrease the stress that can result from engaging in complex cognitive operations (extracting
information, thinking, guessing, inferring, telling an anecdote, and focusing on certain
features of pronunciation), especially when they are supposed to speak fast as in everyday

interactions.
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This time, the researcher raised the stakes slightly to observe the participants’
reactions to not only their commitment to an individual speaking activity, which was always
maintained as group work in the speaking phase of the previous lessons; but also, to perform
in a limited amount of time (2 minutes).This resembles the situations an EFL speaker is

expected to encounter in real communication.

45.7.8. The Eighth Lesson

4.5.7.8.1. The Pre-Listening Phase

The significance and density of phrasal verbs in Standard English was first explained
and exemplified. The students were asked to consider the difference in meaning between the
verbs when used alone and when combined with a preposition. The objective was to attract

their attention to such aspects and prepare them for the next phases.

4.5.7.8.2. The Listening Phase

The teacher shows an excerpt about a young British man presenting his daily morning
routine. First, students were asked to listen carefully to the content of the video excerpt and
respond to the designed questions, focusing on the main idea, as part of a comprehension
activity. Following that, they took part in an awareness-raising activity in which they were
given a full written version of the young man’s speech but with blanks instead of phrasal
verbs, which they were supposed to fill out while listening to the excerpt again. The goal is to
draw students’ attention to a list of commonly used English phrasal verbs and how they
should be properly pronounced. Elision was briefly mentioned again to promote its use and

highlight its importance in natural English speech.
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The Eighth Lesson Plan
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4.5.7.8.3. The Speaking Phase

To increase students’ motivation and competitiveness, the teacher assigns them to
work in pairs, with one telling his partner the morning routine while including as many
phrasal verbs as possible and the other counting the introduced phrasal verbs and time (no
more than one minute each). When the timer ran out, the students switched roles and repeated
the process. The winner was the person who correctly used the most phrasal verbs. This

represented the lesson’s appropriation activity.

Further, the researcher suggested another enjoyable game. This time, the activity,
based on Thornbury’s ‘Balloon Debate’ (2013), has students imagine they are in a hot-air
balloon that is about to crash into the sea unless some passengers are sacrificed (dropped). To
stay on board, each passenger (student) must be convincing; using strong arguments with a
maximum of phrasal verbs. Every time a student failed to do this or took too long to think
about what to say, he or she was considered dead until only two people remained on board:

the balloon’s owner (the teacher) and the last student (the winner).

45.7.9. The Ninth and Tenth Lessons

As a matter of fact, the above lesson plan is for both the ninth and tenth lessons. While
the entirety of the pre-listening, listening and a part of the speaking (Appropriation activity)
phases were executed during the ninth lesson, only the automaticity activity of the speaking
phase was left to the tenth lesson. The nature of this activity, which requires each student to
individually present an inspiring speech (Sparklines); and the willingness to allow them
enough time to prepare their task, made it impossible to accommodate all twenty students in a
single hour and a half session. Thus, the automaticity activity took the entire session, with

twenty minutes set aside for preparation and three minutes for each speech presentation.
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Table 16

The Ninth and Tenth Lesson Plan
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4.5.7.9.1. The Pre-Listening Phase

The teacher focused on the Sparklines technique as the main topic of the lesson after
explaining what a presentation is and naming some of its most important types (see
Appendices: Handout 9&10). Later, she asked the students to give an example of a public
speaker who they find inspiring and whose style matches Sparklines. This part was aimed to

prepare the students for the lesson’s listening and speaking phases.

Furthermore, the teacher briefly explained the meaning and importance of metaphors
in English culture (particularly in public speeches), before citing a few examples and

instructing her students to do the same. This phase lasted roughly 15 minutes in Session9.

4.5.7.9.2. The Listening Phase

To demonstrate the Sparklines technique of speech the researcher took an excerpt of
one of the most iconic and influential public speeches in American history: | Have a Dreamby

Martin Luther King’s Jr.

Two activities were designed for this phase. The first was an oral comprehension
activity, during which the participants viewed the first part of the speech [00mn - 02:19mn],
before answering seven questions. These included the identity of the speaker (Q1), the main
theme of the speech (Q2), the way of speaking (manners, the posture of the speaker, rise in
tone, change in intonation, etc.) (Q3), the historical context (Q4), deducing the meaning of a
given expression according to the linguistic and visual contexts (Q5), extracting information
from the visual cues (6), and comparing the speech delivered to other types such as religious,

economic, or political speeches (Q7).

As part of the awareness-raising activity, the teacher first asked the students to

concentrate on the pronunciation of specific words in order to determine the English spoken
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variety in this extract (American or British). The goal was not to devote this phase to in-depth
phonetic instruction but rather to improve the students’ listening skills so that they could
distinguish certain characteristics of the two varieties and become more proficient at

speaking.

Subsequently, they were asked to consider some aspects of the Sparklines speech that
were primarily intended to capture the audience attention. These include: the repetition of
certain expressions, emphasis on certain strong words or syllables (stress), pauses, use of
metaphors, and playing with rhyme to give speech a kind of musical rhythm. This was
followed by a fill-in-the-blanks question in which they engaged in more listening-for-details
activity to notice and identify the missing words. To conclude this phase, the teacher asked
her students to identify some metaphors and phrasal verbs in the passage, drawing their
attention to the frequent use of these features in spoken English in general, and in public

speech in particular.

4.5.7.9.3. The Speaking Phase

The appropriation activity for this lesson required students to cautiously watch a short
sequence from the excerpt before reproducing what Martin Luther King Jr. said exactly as he
said it, being as convincing as possible. The goal was to teach students how to use the
Sparklines speech and its main features. The partners then switched roles (orator/spectator)
and repeated the process. To boost competitiveness and motivation, each student was asked to
rate his or her partner’s performance on a four-mark scale in terms of general pronunciation,

word and syllable stress, simulation, and pauses. This marked the end of the ninth lesson.

The automaticity activity marked the tenth lesson and lasted the entire session. It
involved the students in a one-on-one speaking activity. The goal was to put the student in the

shoes of a public speaker in order to inspire the audience (the other students and the teacher)
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and arouse hope and enthusiasm; especially since they could easily be got inspired by the
famous Algerian Hirak, which was a hot topic at that time. Students were free to say whatever
they thought was appropriate to support their case, as long as it included a metaphor, at least
one phrasal verb, and lasted no more than three minutes. The audience was permitted to
applaud and acclaim the speaker whenever they felt inspired and excited about the narrator’s

public speech.

45.7.10. The Eleventh Lesson

45.7.10.1. The Pre-listening Phase

The eleventh lesson focused on another presentation technique: the In Media Res, which is
primarily devoted to short storytelling. It stands out by grabbing the audience’s attention from
the start, focusing on a pivotal moment in the story, and keeping the audience eager to learn
the resolution. The goal is to help students learn new information and the ability to tell a story
in front of an audience. The activity of the first phase consists of comparing the In Media Res

technique with the Sparklines one.

4.5.7.10.2. The Listening Phase

The teacher brought a video about the son of an Egyptian terrorist brought up in hatred
and indoctrination and who has long been persecuted in America, his country of birth, by his
father’s reputation as a terrorist (Ted, 2014). The video was divided into three parts of no
more than two minutes each to keep students motivated and to make it easier to assign
activities to the listening and speaking phases based on the lesson objectives. This time, the
video excerpt was in American English. The aim was to get students to listen to another type
of English and drew conclusions about the differences and similarities between British and
American English. Another goal was to accommodate attendees who like American English

and probably prefer it to British.
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The Eleventh Lesson Plan
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Accordingly, the first listening activity was based on the comprehension of the first

short excerpt’s content. Students were asked to answer a set of multiple-choice question by
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ticking the correct answer after watching the excerpt twice (once at normal speed and then
again at slow speed). The objective was to engage students in a listening activity which
mainly targeted guessing the meaning of the spoken message through the consideration of the
context; a technique which simulates the cognitive functioning of the human mind to solve

real time problems of communication in a foreign language.

Next, students were engaged in an awareness-raising activity with the second and the
third parts of the video extract. In the second part, the focus was on more specific information
(details). Students were asked to consider the frequent use of discourse markers in order to
realize their importance in spoken English. They were also given a list of words such as
fanaticism, bullying, stereotype, animosity, and dogmatism and were required to work in
groups to assign these words to the story of the video excerpt (the use of dictionaries was

allowed).

In the third part of the excerpt, students were asked to complete a sentence with the
missing phrase. After, they were required to focus on how the entire statement was
pronounced, particularly in terms of connected speech and glottal stop, before taking turns

practising the pronunciation of these sentences.

4.5.7.10.3. The Speaking Phase

The speaking activity chosen for this phase was primarily based on storytelling in
accordance with the In Media Res model, which included, as previously mentioned, capturing
the audience attention and keeping them eager to learn the resolution along the way.
Obviously, this was supposed to increase students’ imagination and improve their speaking

skills through the use of all previously acquired knowledge.

The students were given two statements and asked to choose one. The first statement

required them to tell the short story of an ordinary wife who lived an ordinary life until she
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discovered that her husband was a member of the world’s most dangerous terrorist
organization. Students were asked to tell the story describing how she discovered her
husband’s secret, what decisions she made, and where her life has gone since. This was

designed to appeal to female students.

Similarly, the second statement required students to act out the role of a caring father,
and model citizen who also happened to be a member of the world's most powerful terrorist
organisation. Torn between his convictions, his love for his family, and the terrorist
organization’s threats, the father was obliged to come to a decision (see Appendices: Handout
11). The activity requires telling the story while focusing on the decision he would make and
the path his life has taken since that day. The students were asked to take into consideration
the practice of glottal stop and connected speech. Each student was given two minutes, and

the audience was limited to one or two questions at the end of each presentation.

45.7.11. The Twelfth Lesson

45.7.11.1. Pre-Listening Phase

As usual, the pre-listening phase is designed to prepare students to deal with the
lesson’s topic during the listening and speaking phases. This time, the topic was intended to
be broadly interesting and exciting. On the one hand, it was unanimously validated by the
participants during the first session when they were asked to propose subjects on which they
would like to work. On the other hand, the topic dealt with some hot issues which have
marked and continue to mark our time. These include: fanaticism, stereotypes and
Islamophobia; three of the most intriguing subjects of mass segregation. The goal was to cater
to the students’ preferences in order to easily motivate them to participate in the debate
planned for the speaking phase. We also intended to expand their vocabulary with some

useful terminology.
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The Twelfth Lesson Plan
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The students were given a set of images and asked to extract information from visual
cues to attribute each to the concept (race, religious, women or poor segregation) it illustrates.
Because these only provide implicit clues to the concept they represent, students must

carefully examine visual cues to determine which concept best matches which image.

Following that, the students were involved in a watching activity of two short video
excerpts (with the sound off) to extract information from visual clues; this time presented in
short video extracts rather than images, and draw conclusions about the topic. The excerpts
clearly demonstrated the negative aspects of fanaticism, stereotyping, and Islamophobia, and
conveyed the message that the world would be a much better place if everyone shared respect

and acceptance of the different other.

45.7.11.2. The Listening Phase

Two activities were planned for this phase. The first was a comprehension activity.
The students listened to another excerpt (of the same video) showing a veiled young woman
telling her short story about a life-changing incident that was closely linked to the concept of
Islamophobia in the United States. As the video extract is only played once, it was considered

more useful to play it at a medium speed in order to facilitate the retrieval of information.

The following activity was an awareness-raising activity designed to draw students’
attention to some useful expressions and their meanings. They were asked to work in pairs to
provide examples and practise their pronunciation using their prior knowledge (glottal stop
and connected speech). The students were also reminded of the significance of metaphor,

proverbs, and sayings in storytelling.

45.7.11.3. The Speaking Phase
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As an automaticity activity, the teacher planned a classroom debate. She deemed the
students had gained sufficient linguistic, phonetic, discourse management, and interaction
knowledge to engage in a collective adventure of debating a subject without the teacher’s

excessive intervention.

Based on their own beliefs and principles, students were asked to debate the issue of
despising the Different Other and mass segregation on racial and religious grounds. They
were also required to share anecdotes about similar situations they had experienced or
witnessed, and were encouraged to include all the previous acquired knowledge, including
vocabulary, expressions, proverbs and sayings in addition to pronunciation (connected

speech, glottal-stop and elision).

It is noteworthy how much emphasis has been placed on alternating turns and
respecting the other person speaking in a debate. Students were asked to listen carefully to
what their classmates were saying and to use polite expressions whenever necessary to take a
turn in the debate or interrupt someone speaking if the information was critical, or believed to
enrich the debate. Body language was also considered as one of the paralinguistic tools. The
researcher briefly simulated a few significant gestures that explained respectful ways to

indicate that we have finished speaking or that we would like to speak.

Similarly, she briefly introduced some pause fillers such as um, ah, and err to
demonstrate to students how to gain thinking time to order thoughts while speaking. She
added useful expressions such as mmm, hmm, and yeah (back channelling expressions)
generally uttered by cooperative interlocutors to indicate they are listening and paying
attention; in addition to well, y’know, yeah, nah, and like (discourse particles) to express

paraphrasing or to check whether the interlocutor (s) is listening. The words and phrases
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mentioned above have been introduced briefly. However, due to student demand, they were

decided to be included and detailed in the next session’s handout.

45.7.12. The Thirteenth Lesson

45.7.12.1. Pre-Listening Phase

As to highlight each session an aspect of the most salient features of everyday spoken
English conversation, the teacher, this time, emphasised pause fillers, chunks, and the vague
language common in English conversations.

As a pre-listening activity, students were given a short conversation between two close
friends who spoke allusively and with few words. Students were instructed to use their
imaginations and the information provided in the handout to guess what the two friends were
discussing in order to reconstruct the conversation using complete and clear sentences. The
aim was to draw students’ attention to the differences existing between spoken and written

English conversations.

45.7.12.2. The Listening Phase

The excerpt selected for the listening phase of this lecture was taken from the British-
American venture “Johnny English Reborn”, the famous 2011 spy action-comedy film
Starring Rowan Sebastian Atkinson as Mr. Bean. This served as the basic material for a speed
alternation activity and an awareness activity in the listening phase. The selection of this
excerpt was motivated by two factors: first, the actor’s popularity and sense of humour; and
second, the richness of the excerpt’s content, which includes targeted features of natural
spoken conversations. This was intended to keep students interested and motivated while also

providing them with the knowledge needed to achieve the lesson’s objectives.
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The Thirteenth Lesson Plan
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The students were first exposed to watching the short excerpt at normal speed to get a
general idea of the scene and the subject of the conversation by combining sound information
and visual clues; before listening to the content alone (with image off), at a slower speed, and
completing the missing words. This was intended to improve students’ listening skills so they
can understand what was said without relying on images. Another goal was for students to
focus on specific words and learn useful expressions from natural English speech in order to
improve their conversational skills.

The awareness-raising activity required students to work in pairs to complete the
conversation from the role 8 to 15, replacing short clauses (reduced by ellipsis) typical of real
spoken conversations with full-structured sentences typical of the written form. In other
words, longer sentences should be used instead of elliptic ones, and vague language should be
avoided to the greatest extent possible. In each pair, students compared their work and
discussed the various answers in English, asking for assistance when necessary. It is
important to remember that pair work is intended to help students who have significant
deficiencies or are shy about expressing themselves in front of the teacher and the class.
Students respond better to the classmate correction and assistance than to the teacher’s or the

entire class. So, classmate’s support was fostered to ensure safe and effective learning.

45.7.12.3. The Speaking Phase

This lesson’s speaking phase consisted of building a dialogue on the basis of a
guessing game. Students were divided into groups of three and asked to prepare a dialogue
similar to the one they saw in the short video excerpt, but they must provide a description of a
new assailant. The description should fit one of the classmates. The others (the audience)
listened cautiously to their friends’ performance and attempt to identify the assailant in

question. Each group had approximately 5 minutes to perform their work which enabled the
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researcher to have enough time to evaluate the three students on stage in terms of all of the
observation grid’s indicators.
The bottom line, this activity marked the end of the fieldwork and the beginning of

data Analysis.

4.6. Data Analysis Procedures

According to the objectives and trends of the present research, data analysis was mainly

carried out to answer the following main question:

Is there an impact of the introduction of a structured instruction of the listening skill using
authentic video extracts (the independent variable) and the development of second-year
students” EFL speaking skill in terms of autonomy and effectiveness (the dependant
variable)? In other words, the aim is to demonstrate whether there is a difference in students
speaking performances before and after the introduction of the listening instruction.

Two statistical methods were used to analyse data obtained from the observational

grids of the experimental group: The Paired t-Test and the computer statistic program SPSS.

The aim being to verify the existence or not of a significant difference between the
means of the same sample before and after the introduction of the treatment (listening-based

teaching), the paired t-Test is used in the present research as a tool of hypothesis test.

The Paired t-Test, also called the Correlated or Dependent t-Test, is a type of
inferential statistic used when the samples typically consist of matched pairs of similar units,
or when there are cases of repeated measures. Stephanie Wilkerson (2008) introduced the
paired t-Test as a type of hypothesis testing used when two sets of data are being observed.

She believed that the data in a paired t-test are dependent since each value in the first sample
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is paired with a value in the second sample. Also, she outlined the difference in the means of

both data sets as the parameter to make the inference.

In a similar vein, Ross and Willson (2017) stated that the aim of the paired sample t-
test, as different from the population paired t-test, is to compare the mean of two matched
groups of people or cases, or compare the mean of a single group, examined at two different
points in time — to not confuse it with the Repeated Measures t-test used when the same group

is tested again, on the same measure (p. 17).

The test statistic used in a paired t-test is known as The Student’s t-Test (Wilkinson,
2008) as a reference to the English statistician William Gosset who published the rule of this

test in the Biometrika Journal in 1908 (“Test de Student,” 2022).

This type of parametrical test can only be used when certain conditions are met. The
first condition implies that the sample must be small, no larger than thirty (< 30) (Wilkerson,
2008). Other conditions include: first, the sample must be randomly chosen; second, the study
is initially held to investigate the difference between related pairs not the relation; third, it
compares the means of only two paired units on a continuous outcome that is normally
distributed (in case of three paired units ANOVA is recommended); and last, the outcome

must belong to the interval or ratio level (quantitative/parametric) (Ross and Willson, 2017).

Relating these five conditions to our research, we confirm that all of them are met in
the present investigation. First, the sample is relatively small including twenty students, and
second, it was randomly selected from the entire second year population of the English
department. Third, the study is initially conducted to investigate the difference in students’
speaking performances before and after the implementation of the listening instruction.
Fourth, the students assigned to the control group are the same assigned to the experimental

group (two paired units); differently said, each participant student is being used as a control
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unit against himself/herself. Last, the investigation is based on an outcome in the form of a
mean calculated out of students’ grades (degrees) before and after the introduction of the
listening instruction which confirms its belonging to the quantitative level. All these
conditions being met, we assume our choice for the paired t-Test to be suitable for the present

study.

Hence, essentially known for its reliability and time-saving, the paired samples t-Test
is actually introduced to determine whether there is statistical evidence that the mean
difference between paired observations of the listening-free (pre-experimental) stage and
listening-based (experimental) stages is significantly different from zero. This can be

expressed in two different ways which are mathematically equivalent:

HO ———> 1 =2 (the paired population means are equal).

H1 ———> ul+# 2 (the paired population means are not equal).

Or

HO ———=> pl-p2 =0 (the difference between the paired population means is equal to 0)

H1  ———> pl - p2 #0 (the difference between the paired population means is not 0)

Where:

M1 is the population mean of variable 1 (Before the introduction of the listening

instruction).

K2 is the population mean of variable 2 (After the introduction of the listening

instruction).
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The formula of the paired t-Test, denoted as t, is as follows (Dragonfly Statistics, 2013):

Where:

t: Paired t-Test
d_: Mean of case-wise differences
S sStandard deviation

N: Sample size

Sd / Standard Error
Vvn

However, the implementation of the paired t-test formula and the different calculations
held to reach significant results will be reserved for the Chapter 6. The database for this
formula is taken from a set of simple arithmetic operations, especially addition and division.
In both series of lessons, students were evaluated according to the same procedure and were

allocated grades (degrees) according to their performances.
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In each session, the grades obtained by each participant based on the five indicators of
the observation grid are added up, and the result is the student’s grade for that session. The
same procedure is followed for all twelve lessons in both stages of the experiment. The grades
obtained by each student during the first stage sessions are then added up and divided by
twelve (12), which is the number of lessons, not sessions (given that the ninth with tenth
sessions represent one lesson). This results in the student’s final grade dubbed W (significant
degree), which represents their achievements regarding the English-speaking skill in the
listening-free stage. The same procedure is followed in the listening-based stage so that each

student receives a grade dubbed Y.

4.7. Limitation of the Study

The nature of the present study requires the researcher to be defiant but much cautious.
Investigating the relationship between introducing the listening instruction and students’
performances in the English oral communication, takes a lot of guts. From one side, dealing
with teaching listening alone involves meticulous treatment of the procedures and a careful
selection of the materials. This is mainly linked to the implicit aspect which characterizes the
listening cognitive operations, and which makes them difficult to observe, apprehend and,

€ven worse, measure.

Furthermore, the productive aspect of the foreign language (speaking) is not at hand.
Things would certainly have been easier if the aim was to observe and measure writing. This
is because it would be easier to evaluate progress in somebody’s writing performance relying
on some easily noticeable and measurable indicators, including mistakes and errors; writing
style; vocabulary, the correct use of punctuation marks, etc. At variance, dealing with

speaking needs much more concentration to detect any change in the speaker’s performance.
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Moreover, issues like shyness, fear of making mistakes and being subject to loss of face
are the main factors that can either slow down students’ progress, or prevent them from
manifesting themselves and, thus, veil their real level, even when they implicitly succeed in
making progress. Also, it is very difficult to delineate the indicators to measure speaking, and
even when this is done, some indicators are very difficult to handle because of the speed of
speech or the number of students, which requires the observer teacher to be continually

concentrated and sensitive to any hint of progress.

Besides, it must be admitted that it was very difficult to bring together the students in
the sample; and once done, it was an ordeal to incite them to attend all the sessions especially
in the first stage. Also, the implementation of the fieldwork was repeatedly postponed due to
issues like sporadic power outages and the disruption of the majority of Algerian sectors,

including higher education, as a result of the Algerian Hirak movement.

In turn, COVID-19 put bars on the road when it came time to evaluate the findings and
draw conclusions. A relatively long hiatus has characterized the long period of the deadly

global epidemic that has ravaged the world and crippled everyone, ourselves included.

Conclusion

Accuracy and Organization are the bedrock if any well-established research is meant
to be realized according to scientific standards. Reliability of the results is the gist of any
earnest researcher. Thus, the present chapter was intended to establish the bases on which the
approach and decisions of this research will be based. It is the charter that can ensure the

integrity of the researcher or the plan that can avoid her to err.

The bottom line, this chapter covered: a statement of the present research aims and

how it was designed and approached to meet the objectives previously drawn. The

246



CHAPTER FOUR: RESEARCH DESIGN AND METHODOLOGY

experimental method section has occupied a relatively great deal of space in this chapter.
From the statement of the research variables, framing the target population and sampling, the
course of the experiment, how the tools were gathered, the classroom observation, how the
experiment was implemented to the description of the data analysis; all constitute the raw
material of this section. The next chapter is devoted to the analysis of the teachers’ and

students’ questionnaires.
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Introduction

As part of the data-gathering tools used for this study, the questionnaires for teachers
and students were handled with the utmost care. On the one hand, they are meant to serve as a
source of information on teachers’ and students’ attitudes towards the treatment of oral-
expression courses in general, including the difficulties encountered on both sides. On the
other hand, they are particularly intended to report on their insights regarding the integration
of listening with speaking in oral expression (OE) courses. Differently put, the answers to the
different questions in both questionnaires provide for an overview of how the meant courses
are held, and how teachers and their students interact together as partners of the teaching-
learning process. They also serve as a guideline to understand the readiness of teachers and
students to embrace a listening-based instruction to support speaking. The presentation and
interpretation of the answers to each item of the teachers’ and students’ questionnaires

constitute the main substance of the present chapter.

5.1. Teachers’ Questionnaire Analysis

As mentioned earlier, eight oral expression teachers were invited to answer the related
questionnaires to share their experience and bring out their perceptions in order to elucidate
many aspects related to the present research. Thirty items ranged under five sections make the
set of the participant teachers’ questionnaires. Open questions are preferred to close ones to
allow teachers provide free-form answers to describe their knowledge and share their views

and beliefs.

5.1.1. Section One: General Information about Teachers
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The first section consists of four questions (1-4) and aims at collecting data on the
gender, age, years of experience of the participating teachers, in addition to whether they have

chosen to teach oral expression or if it was just imposed by the administration.

5.1.1.1. Item One: Gender

Q1. Gender: Male or Female

Teachers were first asked to precise their sex. Their answers are summarized in the

diagram (see Figure 9).

Figure 9

Teachers’ Gender

100 ~

60 - H Male

40 - B Female

Frequency Percentage

According to the results, the number of female oral expression-teachers (87.5%)
largely exceeds that of men (12.5%) in the department of English University of Batna2 during
the academic year 2019-2020. This overwhelming majority may indicate that female teachers
tend to teach this course more than male teachers. On a larger scale, this considerable
disparity of number may lead us to infer about the disproportion of the number of female
teachers in general over that of men in the meant department. This may not be particularly
significant for the present research, except for the small part which shows the inclination of
female teachers to teach the oral-expression course.
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5.1.1.2. Item Two: Teachers’ Age

Q2. Age.

The diagram below shows the participant teachers’ ages according to five ranges as

follows:

Figure 10

Teachers’ Age
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The answers revealed that no participant teacher is aged under twenty-six years old;
that four (50%) belong to the second defined age range (26-30) and two others (25) belong to
the third age range (30-35). Only two teachers selected equally the two last age ranges.
Accordingly, we can say that the majority of oral-expression teachers for second year students

in the department of English in the academic year (2019-2020) were relatively young.
5.1.13. Item Three: Teachers’ Experience
Q3. Experience.
The question which aims to extract data on the experience of the participants is

divided into three sub-items including the last diploma acquired; whether engaged as a full-
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time or part-time teacher; and the number of years of oral-expression teaching experience.
The teachers’ answers are presented in the following diagrams in respect to the order of the

three items of this question (see Figures 11, 12 and 13).

a. Degree:

Figure 11

Teachers’ Degree
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b. Full-/part-time teaching:
Figure 12
Full-/Part-time Teaching
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¢. Years of Experience in the OE course:

Figure 13

Teachers’ Years of Experience in the OE course

50 1
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B Frequency

M Percentage

10 ~
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Five years years

According to the results, a majority of five teachers (62.5%) are full-time teachers who
have more than five years of experience in teaching oral expression, among whom 4 assumed
to have more than 10 years of experience. Their degrees vary between Es-science/LMD
doctorate (25%) and Magistere (37.5%). Only three part-time participants have master

degrees and have less than 5 years of experience.

In addition, all the teachers, except the two who already hold an Es-science/LMD
doctorate, are preparing their thesis for obtaining a doctorate in English, and are generally

interested in the issue of teaching oral expression.

51.14. Item Four: Teaching Oral-expression between Choice and Obligation.

Q4. Is teaching the oral-expression course is rather your own choice or imposed by the

administration?
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This question investigates whether teaching the oral-expression course is a personal
choice or some kind of administrative obligation. Results are in the upcoming diagram (see

Figure 14).
Figure 14

Teaching OE between Choice and Obligation

100 ~
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60 - M Frequency

40 - B Percentage

20 ~
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Choice Obligation

All teachers assumed that they had chosen to teach speaking on their own accord to
second-year students that year. Six teachers assumed that beyond being a question of
preference, the teaching of the course in question is of great importance for the completion of
their dissertation for the acquisition of a doctorate (Es-science or LMD) in English. However,
when asked to justify their answers, they affirmed their attachment to these courses based on
the feeling of being more productive and effective in the context of the oral expression
compared to the other courses; the interactive nature of the course which makes it more
attractive for teachers; the freedom to teach as they see fit; the multitude of topics that can
provide material for discussion; the less structured aspect of such lessons which unleash

teachers and their students from the chains of routine structured lessons.
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In sum, whatever the reasons, the most important thing is that these teachers are
inclined to undertake the speaking course out of love and enthusiasm, which is a positive

point that works in favour of this research work.

5.1.2. Section Two: Teachers’ Experience with the Oral Expression Course

In the present section, as the title suggests, participants are required to report on their
experience in the OE course including the general objectives, the methods used, motivation of
the students, other languages they use besides English and the reasons behind such deeds. The

section includes seven items from the fifth to the eleventh.

5.12.1. Item Five: Teachers’ Objectives for the Oral-expression Course

When asked about their objectives for the oral-expression course, teachers provided

different answers that we illustrated in the diagram to come:

Figure 15

Teachers’ Objectives of the OE Course

20 B Frequesncy

B Percentage

Expressed in different ways, the eight teachers assumed that the purpose of this lesson
was above all intended to develop students' speaking skills and expand their knowledge

through discussion of different topics. Three respondents (37.5%) referred to the less
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structured nature of the course which makes it more relaxing and favourable to the production
of spoken English. Another teacher (12.5%) described the speaking class as a space where
students can orally practice what they are learning in other classes; a reference to the receptive

and productive character of the OE course.

However, no reference was made to the discourse and conversational competencies in

these responses, let alone listening and autonomy.
5.12.2. Item Six: The Methods Used for Teaching Oral Expression
Q6. How do you teach your oral expression course (methods)?

Teachers’ answers about the different methods they use in the oral-expression course

are illustrated in the following diagram:
Figure 16

The Methods Used for OE Teaching
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This is another open question which aim to provide information on the methods opted
by the participants to teach the oral-expression course. With a frequency of seven out of eight
responses (87.5%) teachers, unanimously, favoured the inclusion of debates and discussions,
in addition to other methods, including teaching through games, oral presentations of research
papers and role-playing.
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Very few activities are introduced in the meant courses, limited to participation in a
discussion about a given topic. Some teachers specified that their role was centred on the
suggestion of the subject and the initiation of the discussion to withdraw immediately after
giving space to the students so that they interact and express themselves freely. Others prefer
to take part in discussions instead to maintain order, correct student errors when they occur,

and ensure the participation of weak and shy students.

5.1.2.3. Item Seven: Students’ Motivation towards the Teachers’ Method

Q7.How do you estimate your students’ motivation towards your method?

Teachers were asked to report on their students’ motivation towards the method they

adopt in their OE lectures. Three options were suggested as shown in the related diagram:

Figure 17

Students’ Motivation towards the Teacher’s Method

20 B Frequency

0 - T T 1 B Percentage

When asked about students’ motivation, the majority of teachers reported that students
were moderately motivated (62.5%) to unmotivated (25%). Only one teacher opted for highly
motivated (12.5%), probably because of the method she used, that is based on games and

songs. At least, the answers to this question allow the researcher to have an idea of the
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students’ degree of enthusiasm towards the methods used. Relying solely on debates and

discussions seems far from sufficient to attract and retain students throughout the course.

5.1.2.4. Item Eight: Reasons behind the Lack of Student’s Motivation

Q8.If you answered ‘b’/ ‘c’ to the previous question, what do you think are the reasons for the
lack of student’ motivation?

With the exception of the teacher who assumed that her students were very motivated,
the other seven were asked to specify the reasons behind their students’ reluctance. Results

are presented in the following illustrative diagram:

Figure 18

Reasons behind the luck of Students’ Motivation
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While answers vary between discomfort with the activities (42.8%) and the absence of
pedagogical means (71.4%), they all converge in students' lack of competence (100%). Only

one teacher opted for the discomfort with the topics chosen (14.3%).

These results show that students’ reluctance and lack of motivation towards the
intended course are closely linked to their poor command of English. Their reluctance to cope

with activities may be related to the nature of these activities as too difficult compared to their
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level or uninteresting and boring. Similarly, the introduction of pedagogical means is
considered to be of great help in “bringing the oral expression course to life”’; one of the

teachers asserted.

5.1.2.5. Item Nine: The Use of Other Languages than English in OE Course

Q9. Do you use another language/dialect than English in your oral expression course
(French/Arabic/ Algerian dialects)?

This question examines whether the participating teachers use languages or dialects
other than English in the oral-expression course. The diagram below summarizes the results:

Figure 19

The Use of Other Languages than English in OE Course
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This time, the responses were evenly split: four teachers opted for ‘Yes’ (50%) and
four others for ‘No’ (50%) as to the use of languages other than English in the intended

classrooms. However, the reasons for these choices will be met in item eleven.

5.1.2.6. Item Ten: The Frequency of Using Other Languages than English

Q10.If you answered (a) to the previous question, how often do you use this/these
language(s)/dialect (s)?
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Only the participants who answered ‘yes’ to question nine are supposed to answer the
present question. They are invited to report on the frequency of using other languages than

English in the OE course. Results are set below:

Figure 20

Frequency of Other Languages Use
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Two teachers (50%) among four opted for sometimes and two others for rarely (50%).
However, even if no participating teacher assumed to use these languages frequently in this

course; the problem of lack of exposure to spoken English is still there.

5.1.2.7. Item Eleven: The Reasons behind the Use of Other Languages than

English in the English Course

Q11.Why do you feel the necessity to use other languages /dialects than English in the oral-
expression course?

The answers to this question vary in style but they all pour into the same vessel.
Teachers assume that their main purpose of using another language in their lessons is the
intention to help students compensate for the difficulty of the English language and lack of

vocabulary, let alone understanding its spoken aspect.
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5.1.3. Section Three: Teachers’ Experience with the Listening-Speaking Issue

This section aims to give an overview of how teachers actually manage listening and
speaking in the OE class. Composed out of twelve questions, the third section forms the

largest part of this questionnaire.

5.1.3.1. Item Twelve: Teachers’ Evaluation of students’ English-Speaking

Performance

Q12. In general, how do you evaluate your students’ English-speaking performance?

The purpose of this question is to collect data on students’ speaking performance
which refers to their speaking skill. Teachers were asked to select one of the five suggested

options which range from very week to fluent.

Figure 21

Teachers’ Evaluation of Students’ English-Speaking Performance.

40
30
20 M Frequency
10
0 — M Série2
NS NS 2 > X
> > & N
*Q\QJ $® AQ}ID (’)o <<\\)Q/
& v

Results show that the majority of second-year students are below average regarding
their English-speaking performance as reported by their teachers. Five out of eight teachers
opted for very weak (37.5%) and weak (25%), three others for good performance (25%) and
average performance (12.5%); however, no one rated these students as having fluent English-

speaking performance.
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5.1.3.2. Item Thirteen: The Reasons behind Students’ Low English-Speaking

Performance

Q13. If you answered a, b, ¢ to Q12, what are the main reasons behind this weakness?

This question is an open question reserved only for participants who have opted for
options a, b, ¢, in the previous question. Six teachers were asked to mention the reasons that,

in their opinion, explain the low speaking performance of their students.

Participants were quite generous in their responses. They handled the matter carefully
and provided the help we hoped for. The answers were very precise and amply detailed; this
can only reveal a reliable experience and a great awareness of the problems endured by the

students. The answers are presented below:

Figure 22

Reasons behind Students’ Low English-Speaking Performance

M Frequency

B Percentage

The results show that all the teachers unanimously professed at one hundred percent
(100%) that their students had difficulty with vocabulary, grammar and pronunciation. This
refers to the absence of the key aspects of the English language that enable its correct

production (speaking). Teachers also referred to the affective factors which including shyness
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(83.33%), lack of self-confidence (66.66%), fear of being embarrassed (50%) especially when
corrected, and the excessive reliance on the teachers and peers (50%) ‘to compensate for their
deficiencies in speaking’ as mentioned in one of the answers, referring to autonomy in
speaking. Five out of six teachers pointed out the students’ problems of the production of
intermittent speech (83.33%) referring to students’ lack of fluency. This was expressed in

(13

different ways including “discontinued speech”; “gapped speech”; “... when they are
speaking, they make much pauses that they cannot fill by themselves” or “students are unable
to hold on speaking for long sentences”. However, the word fluency was not clearly

mentioned, but was underlined implicitly.

5.1.3.3. Item Fourteen: The Types of Spoken Abnormalities that Need Immediate

Correction According to Teachers

Q14.What type of spoken abnormalities (mistakes) you think should be corrected
immediately each time they occur?

In order to understand what kind of spoken abnormalities teachers consider and correct

the most in the oral-expression course, we asked the present question. Results are as follows:

Figure 23

The Type of Mistakes the Most Corrected by Teachers
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40 A B Frequency
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The teachers’ answers were gathered under three main categories including
grammatical (100%), phonological (87.5%) and lexical problems (100%). When referring to
grammar, syntax was the most considered feature which they usually correct immediately.
Phonological anomalies focus on the pronunciation of individual sounds and words in
addition to stress and intonation. Lexical problems are exclusively related to the lack of

vocabulary and/or the incorrect use of certain words instead of others.

5.1.3.4. Item Fifteen: Frequency of Correcting the Mentioned Mistakes

Q15. At what frequency do you practice these corrections?

This question completes the previous one since it investigates the frequency with
which teachers opt for immediate correction of grammatical, phonological and lexical

mistakes. Three options were given as follows:

Figure 24

Frequency of Correcting Students” Mistakes
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Four teachers (50%) among eight answered ‘frequently’ against three (37.5%) who
opted for sometimes, on the ground that students need to be corrected on the spot to make

them reflect on the mistake and avoid repeating it in the future. Only one teacher (12.5%)
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stated that she rarely corrects the aforementioned mistakes (spoken abnormalities) because

she fears this ‘will kill their appetite to speak’; she said.

Joining these results to those of the previous question, we notice that the majority of
teachers practice immediate correction of students’ grammatical, phonological and lexical
mistakes, while they are speaking. Those interruptions, even rare, are supposed to annoy
students and prevent them from expressing themselves freely which is the main objective of

oral-expression courses.

5.1.35. Item Sixteen: Teachers’ strategies to Help their Students Overcome the

Insufficient Knowledge of EFL System

Q16. How can you help your students compensate for their insufficient knowledge of EFL
system (e.g., spoken grammar, pronunciation) in the oral expression course?

This question investigates the teachers’ strategies to help students surmount their
problems with spoken grammar and pronunciation i.e., the English language system. Only six
teachers collaborated to this question. In sum, the suggestions revolved around five main
points: (1) the emphasis on listening to native speakers, (2) the emphasis on interaction
activities, (3) the improvement of speaking in class and outside, (4) watching movies and the

(5) endorsement of reading mainly novels.

5.1.3.6. Item Seventeen: Teachers’ Strategies to Help their Students Compensate

for Lack of Fluency.

Q17. How can you help your students overcome their lack of fluency?

When asked about how they use to help their students overcome fluency issues, only
two out of eight teachers answered this question. This leads us to believe that these teachers
do not know how to deal with the problem of the lack of fluency; or that they have never
considered the matter before. The answers provided by the two cooperative teachers fostered

263



CHAPTER FIVE: TEACHERS’ AND STUDENTS’ QUESTIONNAIRES’ ANALYSIS

the accentuation of (1) watching movies; (2) emphasizing speaking through discussions; in
addition to (3) listening to songs. This last suggestion may not be quite helpful over fluency

conversely to the two previous ones.

5.1.3.7. Item Eighteen: Teachers’ Strategies to Enhance their Students’ Autonomy

Q18.What do you do to enhance your students’ autonomy in speaking?

Unfortunately, this question was completely ignored by all the participant teachers.
This leads us to think that they have never dealt with the issue of helping students manage

their lack of autonomy.

5.1.3.8. Item Nineteen: Teachers Opinions about the Importance of Teaching

Listening Strategies over Students’ Speaking Skill

Q19. Do you think teaching listening strategies helps learners develop their speaking skill?

We aimed through this question to investigate teachers’ views on the introduction of
listening as a support for speaking in oral-expression classrooms. Results are demonstrated in

the following illustrative diagram.

Figure 25

The Importance of Teaching Listening Strategies over Students’ Speaking Skill
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The results show that three out of eight teachers (37.5%) assume that they have no
idea of the usefulness of teaching listening strategies in developing students' speaking skills.
One teacher (12.5%) does not believe in the effectiveness of this method while the other four
(50%) do. This means that half the number of teachers is unaware of the importance of
integrating listening with speaking to improve students’ speaking skills; which is the central

subject of this research.

5.1.3.9. Item Twenty: Teaching Listening Strategies

Q20. Do you have the habit to assign some of your session’s time to teach listening
strategies?

Teachers were asked to specify whether they devoted part of their speaking course to

teaching listening. Their reactions are demonstrated in the figure below:

Figure 26

Teaching Listening Strategies’ Frequency
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Results show an overwhelming majority of the first option; teachers have never

considered the need to introduce such instruction in their classrooms.

265



CHAPTER FIVE: TEACHERS’ AND STUDENTS’ QUESTIONNAIRES’ ANALYSIS

However, relating these results to those of the precedent question, we find that even if
four of the meant students have already assumed the probable efficiency of teaching listening

over the improvement of the speaking proficiency, they never tried this in the field.

5.1.3.10. Item Twenty-one: The Way Teachers Apportion Time between Listening

and Speaking

Q21. If you answered “yes” to question N°20, how do you generally apportion the
time of the session between listening and speaking?

This question aims to gather knowledge on how teachers manage to divide the time of
the session between listening and speaking: more time for listening; more time for speaking;
or equal time shares. However, no teacher considered this question since no one teaches

listening with speaking in their oral-expression courses (see item twenty).

5.1.3.11. Item Twenty-two: Teachers’ Reports on the Convenience of OE Session’s
Duration with the Development of Students’ EFL Speaking Skill
Q22.Do you think the two sessions (per week) allocated to the oral expression course
are sufficient for students to develop their EFL speaking skill?

This time, teachers were asked to report on whether the weekly schedule duration of

the oral expression course satisfies students’ development of the EFL speaking skill.

Figure 27

Teachers’ Reports on the Convenience of OE Sessions’ Duration with the Development of
Students’ EFL Skill.
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Among the eight teachers questioned three (62.5%) think that the two weekly sessions
of ninety minutes each do not support the overcrowded classes and the real need of all
students to have enough time to practice their spoken English language. Some teachers claim
the need for more sessions to allow them involve all students in their lessons, including the
most reluctant ones, and incorporate more interactive activities to broaden the scope of
English language practice and classroom discussion. Conversely, the five remaining teachers

seem quite satisfied with the three hours scheduled for the OE course.

5.1.4. Section Four: The Use of Authentic Video-Extracts as a Pedagogical Material to

Teach Listening and Speaking in the Oral-Expression Course.

The fourth section of this questionnaire aims to probe teachers’ experience with the
use of authentic video-extracts as a teaching material in the oral-expression course to support
students’ listening and speaking. The section is composed out of five questions mostly close-

ended questions.

5.14.1. Item Twenty-three: Teachers Use of Video Extracts in English in the Oral-

expression Course.

Q23. Do you use video extracts in English in your oral-expression course?

Given yes or no options, teachers were first asked whether or not they adopted the use

of video excerpts in English in their lessons. The results are shown in Figure 28.

It seems that the majority of teachers (75%) do not adopt such teaching aids in their
speaking lessons. This is related, as reported by those teachers, to the fact that they do not see

how the introduction of video extracts can be effective in the meant lessons. Other reasons
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include the difficult handling of these materials from selection to execution; and teachers’ fear

of wasting time instead of letting students speak as much as possible.

Figure 28

Teachers Use of Video-extracts in English
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Only two teachers (25%) assumed their use of these aids in speaking lessons on the
ground that they are quite useful in providing the students with a ‘real English’ as stated by
one teacher. This means that only these two were expected to provide useful data about their

experience and go through with the four coming questions (24-27).

5.1.4.2. Item Twenty-four: The Kind of Extracts Generally Used in Oral-

expression Courses.

Q24. If you answered ‘yes’ to the previous question, what kind of extracts do you generally

use?

This time teachers were supposed to report on the type of video-extract they prefer to
use in their classes in terms of the content: whether designed for FL teaching-learning goals

(authentic), or/and not (non-authentic).
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Figure 29

The Type of Extracts used in OE.
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Both teachers have opted for authentic video extracts which are not exclusively
intended for the teaching-learning of the English language. This means that students in these
classes have more or less an opportunity of being exposed to the type of natural English

native speakers use to interact or hold a speech.

5.1.4.3. Item Twenty-five: The Frequency of Using Video Extracts in the Oral-

expression course

Q25. How often do you use video extracts in your oral expression course?

Teachers were asked to precise the frequency with which they use those extracts. Here
again both teachers opted for the second suggested options ‘sometimes.” Results are shown in

figure 30 bellow.

This leads us to think that even for the minority who believe in the usefulness of the
video extract over their teaching, the frequency of use remains unpromising for a reliable

support for students’ development of the listening-speaking skill.
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Figure 30

Frequency of Using Video Extracts in OE
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5.1.4.4. Item Twenty-six: The Variety of English of the Video Extract.

Q26.In terms of the language of the video extracts, do you rather opt for: American; British or
both?

Figure 31

The Video Extract English Variety
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The purpose of this question is to find out teachers’ perceptions of the variety of

English students are expected to be exposed to in these classes. Answers this time were
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different. While one teacher selected British English; the other opted for both British and

American English.

5.1.45. Item Twenty-seven: The Use of Activities Related to Video Extracts.

Q27. Do you use activities related to the video extracts in your oral-expression classes?

The purpose of asking teachers to specify whether they use activities related to video
excerpts is to investigate how these videos are actually used. In other words, the objective is
to inspect whether the use of the video extract is only a means of introducing the subject of
the discussion, or whether it is a structured technique used purposely to teach listening and

speaking. Results are as follows:

Figure 32

The Use of Activities Related to the Video Extracts
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The two teachers who previously assumed that they sometimes used video extracts in
their teaching admitted that they did not use specific activities based on these excerpts, except
for a few simple questions related to the content of the video; primarily to examine students’
general understanding of what they have watched. One of the teachers argued that her main
goal in using audio-visual aids was to bring fun to the speaking class and to motivate her

students to participate in the predefined discussion. Therefore, no real intention is made to
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exploit these extracts according to a well-structured basis for the improvement of the speaking

competence of the students.

5.1.5. Section Five: Teachers’ Perceptions of the Efficiency of Introducing a Listening-

based Instruction over Students Speaking Motivation, Effectiveness and Autonomy.

The last section of this questionnaire is designed for collecting data about teachers’
insights, not especially experience, about the introduction of the meant listening-instruction in
the oral-expression course in relation to the development of students’ motivation,
effectiveness and autonomy of speech. Three questions are designed, each relating to one of

the aforementioned speaking aspects.

5.1.5.1. Item Twenty-eight: Teachers Perceptions about the Potential Efficiency of
Teaching Listening through Video Extracts on Students’ EFL Motivation to Speak and

Participate in the Course.

Q28.Do you think teaching listening through authentic video clips can help increase students’

motivation to speak and be more willing to participate in class? Please, justify your answer.

Figure 33

The Listening Instruction Influence on Students’ Motivation to Speak and Participate.
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All the eight teachers of our questionnaire’s sample are concerned by this question.
The aim is to gather data on their views regarding the probable efficiency of relying on
teaching listening with authentic video excerpts to enhance students’ motivation to participate

and speak English in the OE course.

With a majority of seven out of eight (87.5%), teachers were positive about the
effectiveness of this method in raising students’ enthusiasm to speak English; against one

teacher (12.5%) who assumed having no idea. However, no one disapproved clearly.

5.1.5.2. Item Twenty-nine: Teachers Perceptions about the Potential Efficiency of
Teaching Listening through Video Extracts in Relation to Students’ EFL Speaking

Effectiveness.

Q29.Do you think that teaching listening through authentic video extracts can be helpful in
developing students’ effectiveness in speaking EFL (knowledge of language system +

fluency)?

Away from teachers’ experience, the last three questions (28-30), as mentioned earlier,
are meant to gather knowledge on teachers’ perceptions of the subject issue of the present
research. This time, we investigated how they perceive the potential usefulness of teaching
listening using video excerpts over students’ EFL effectiveness. This implies the
improvement of their knowledge of the language system as what relates to grammar,
phonology and vocabulary in addition to the fluency in performing this knowledge. Results

are displayed in Figure 34.

A majority of five teachers (62.5%) believe in the potential effectiveness of
introducing a listening instruction based on authentic video extracts to help students become
effective speakers of EFL; against three teachers who seem to have no idea about the issue. At

least, no one clearly asserts that this method is unsuitable for the set objectives.
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Figure 34

The Listening Instruction and Students’ EFL Speaking Effectiveness
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A majority of five teachers (62.5%) believe in the potential effectiveness of
introducing a listening instruction based on authentic video extracts to help students become
effective speakers of EFL; against three teachers who seem to have no idea about the issue. At

least, no one clearly asserts that this method is unsuitable for the set objectives.

The majority of teachers argued that good listening is the foundation of good speaking
and that video excerpts may be a good vector of the natural language features that can help
students in developing their speaking knowledge and performance. Yet, six teachers converge
on the possibility of having difficulty managing this technique in the scheduled time of the
session with overloaded classes. One of the teachers wrote: ‘But how can it be possible to
teach listening, use videos and let enough time for all students to speak?’ Among those who
assumed they had no idea, one noted:“... | really do not see how you manage to teach
listening and speaking in the same session”, another one wrote: “and | think the oral-

expression is supposed to teach speaking alone ... listening can be left to phonetics.”

5.15.3. Item Thirty: Teachers Perceptions about the Potential Efficiency of
Teaching Listening through Video Extracts in Relation to Students’ EFL Speaking
Autonomy.
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Q30.Do you think that teaching listening through authentic video extracts can be helpful in
developing students’ speaking autonomy? Justify your answer, please.

The last question of this questionnaire aims to investigate students’ perception of the
potential usefulness of teaching listening via authentic video excerpts to help students develop

their speaking autonomy. Results are illustrated below:

Figure 35:

Teaching Listening and Students’ EFL Speaking Autonomy
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As the illustrative diagram clearly shows, the results for this question are reversed
from those for the previous question. The majority of respondents (62.5%) affirmed they had
no idea of the possible usefulness of introducing a listening-based teaching via authentic
video excerpts on developing students’ speaking autonomy; against only three teachers

(37.5%) who answered ‘yes’.

Teachers in favour of introducing this method in the oral-expression course
unanimously argued that it can be quite positive on students’ acquisition of a large amount of
knowledge about all the different aspects of the natural English which will raise, as things
progress, their self-confidence that is supposed to pilot the increase of their speaking

autonomy.
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5.1.6. The Teachers’ Questionnaire Results Summary

By and Large, the questionnaire designated for the eight participant teachers of oral-
expression in the department of English University of Batna in (2019-2020 academic year)
was quite helpful for the present research. Results revealed that the majority of teachers are
relatively young teachers ranging from 26 to 40 years old. This means that they belong to a
generation dubbed Y or the Millennials who are before all digital natives (Allen, 2022, p.
296). They are generally characterized by a strong addiction to the screen, have round-the-
clock access to the Internet and digital devices. Therefore, they must be familiar with the
handling of digital devices and have at least a predisposition to understand, why not adapt, to
the pedagogy proposed in this research and which requires dealing with the screen and videos
extracted from YouTube. Also, belonging to this range makes them more or less the closest to
their students ‘generation Z’ (Seemiller & Grace, 2016, p. 2) which salves them from being

considered out-tuned and allows for greater acceptance and influence over their students.

Furthermore, the majority of participants are full-time teachers with an experience
which exceeds 5 years on average, and are teaching oral expression of their own free will and
with great enthusiasm since many of them are preparing their doctorate dissertation in relation
to the oral-expression instruction. Therefore, their participation in this research work is
undoubtedly of great value. Their responses were precious in helping the researcher
understand how oral-expression lessons are conducted; highlighting the most used methods
and techniques; and pointing out the difficulties encountered by them and their students in

terms of motivation, speaking proficiency, mastery of the language system and autonomy.

With regard to the objectives of the OE course, teachers’ responses generally converge
on helping students to develop their oral skills based on discussions and debates of different

topics (methods). Teachers’ roles vary according to their perception of what a good teacher is.
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While some prefer to be invisible limiting to the minimum their interventions to allow the
students sufficient space to interact and express themselves; others prefer the chairman role to
maintain order, correct mistakes on the spot, and hold the reins so that everybody and

everything is under control.

Both situations, however, may threaten the positive and friendly atmosphere of the
session (Thornbury, 2013) or stir up feelings of animosity towards the teacher. It can also lead
to a lack of enthusiasm for the course in general and the willingness to participate in activities
while speaking English in particular, as pointed out by the questioned teachers. As a result, in
the first case, students can abuse their freedom of expression, take the discussion out of
context, and prevent less courageous or weak students from participating in the activity. The
second situation, however, resembles the teacher-centred type of teaching where students
have very little space to act and react. Consequently, shy and low-level students suffer from
the abusive role of the teacher, especially when they are exposed to frequent interruptions
under the guise of error corrections. Those with serious difficulties in expressing themselves
in English hide behind the more courageous ones and prefer to abstain even when the teacher

invites them to speak.

Therefore, it is clear that the oral expression course needs a more serious structuring to
diminish, without excluding, the role of the teacher and increase, without exaggerating, that of
students in a way to preserve the general order of the course. Along the same lines, students
should be busy doing something throughout the session. For that, the planned activities must
alternate one after the other to avoid unnecessary voids and maintain the interest and
motivation of the students until the end of the course. However, these activities must be
varied, attractive and adapted to the level of the students to avoid boring situations and ward
off any attempt to disconnect from the course. In addition, they must fit into the general

objective of the course, which is to encourage students to practice their oral English.
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Therefore, they must aim to foster the practice of speaking in different ways: individually by
answering questions or presenting something; in pairs with the classmate; or through
communication and interaction within a designated group. The aim, in general, is to
encourage students to become more active, more independent and more responsible for their

learning.

Moreover, when reporting on students’ lack of motivation in the oral-expression
course, teachers strongly pointed the speaking competence deficiency which they later
strongly attributed, and for the most part, to the cognitive factors that cover the poor mastery
of grammar vocabulary and pronunciation. Apart from the cognitive factors, they mentioned
the affective factors (mainly shyness and lack of self-confidence); and the lack of autonomy
which they expressed as the excessive reliance on peers and the teacher. In other words, they
interpreted the students’ speech difficulties primarily as the result of a great lack of

knowledge related to the English language system.

On one hand, students’ cognitive problems may be due above all to the amount of
exposition to the Spoken English in these classrooms. Half the number of teachers avowed
they used Arabic or French with the intended English in their lessons as a compensatory
strategy to help students cope with the difficult nature of the English language, including the
spoken aspect. This seems quite inappropriate with the nature of the oral-expression course
and the objective they previously underlined. In other words, if this course is chiefly intended
for students’ practice of English, the use of any other language is meant to lessen their
chances of any ample exposition to English. Instead, this can lead to the EFL impairment and
the expansion of students’ dependence on their teachers or better peers and hinder them from
achieving autonomy by limiting their opportunity to take responsibility for their learning in
general as well as correcting their mistakes on their own. Put differently, instead of

developing compensation strategies to cope with the difficulty of the English language,
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students will rely on cheating from Arabic or French. The result will be at best a kind of
gapped English or a fuzzy mixture of languages. Hence, students need to be exposed not only

to the teachers’ English but also to native speakers to explore a large fan of spoken English.

Similarly, when asked about their strategies to help their students overcome their
speaking problems, teachers’ answers were generally vague, sometimes even inappropriate.
They confuse between written grammar which rather favours lengthy sentences and complex
constructions, with spoken grammar which fits the nature of spoken English and which need a
real consideration on their parts. We refer here to the grammar systems that support rapid,
real-time speech production based on clause-length units rather than sentence-length units
(Thornbury, 2013, p. 33). That is why accentuating reading novels, for instance, can only be
helpful for the development of vocabulary and written grammar, but cannot regulate

pronunciation and spoken grammar.

On the other hand, the ‘affective factors’ responsible for low motivation and poor
speaking skills may have roots, apart from some students’ innate shyness, in certain
classroom practices of teachers. This is a reference to the reliance on frequent correction of
students’ mistakes. This means that those teachers consciously or unconsciously favour the
English language accurateness to speech fluidity. This makes us reflect on the duality between
accuracy and fluency in speaking classrooms. In addition, they must fit into the general
objective of the course, which is to encourage students to practice their oral English. They
must therefore aim to foster the practice of speaking in different ways: individually by
answering questions or presenting something; in pairs with the classmate; or through

communication and interaction within a designated group.

For these reasons, heavy corrections of spoken abnormalities should be banned in such

courses and must be rather limited to rare rectification only when there is a threat over the
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intelligibility of what is being said. In other words, the aim is to accentuate fluency over
accuracy to not affect the flow of speech and alleviate the affective burden which generally

haunts the students when they are struggling to speak English.

Other than students’ cognitive and affective problems, teachers seemed puzzled on
how to assist their students to surmount problems of autonomy. This is probably due to the
fact that they have never considered the importance of this issue before. Or they may have
already noticed their students’ lack of autonomy but they ignore how to help them

compensate for this problem.

The lack of autonomy can be noticeable through some students’ inability to take
responsibility for their speaking, in addition to their heavy reliance on the others (teacher and
peers) to correct their mistakes and fill their gaps by themselves while speaking English. This
is a reference to the self-regulation and self-correction strategies which allow students to
paraphrase and use pause filler, for instance, until they find their words. Students should be
first taught these strategies; after they must be exposed to them through watch-and-listen
activities to acquire knowledge on how they can be practiced on the spot when needed by
native speakers. Then, students must activate this knowledge by practicing and acting through
appropriate and purposely planned activities. Relating to the present research, this issue was
largely considered during the elaboration of the different activities and the choice of the

lessons content, notably the related handouts.

Furthermore, when asked to report on the efficiency of teaching listening to support
students’ speaking skills, only half of the teachers agreed (see item 19). But when they were
asked about the efficiency of teaching listening through authentic video-extracts in increasing
students’ motivation to speak and participate in the course (see item 28), seven teachers out of

eight have approved the usefulness of the suggested method. This may be confusing.
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However, we can relate this to the association of the word listening with ‘strategies’ in
question 19 and the association of listening with ‘authentic video extracts’ in question 28. In
other words, teachers may have found the word strategies confusing; may not be informed on
the listening strategies issue; or even are aware but do not see their utility in such courses.
Conversely, in the second case teachers may have relied on their experience or their belief of
the efficiency of audio-visual aids to draw conclusions on the effectiveness of this method
over students’ motivation and speaking competence. The notion of the listening instruction
seems vague and reduced to being realisable only through simple exposure to audio-visual

pedagogical aids.

Similarly, when we compare the results of question 28 to those of question 23, we find
that even if the majority of teachers affirmed they do not use video extracts in their oral-
expression classes, almost all of them approved the possibility of the positive influence
teaching listening through authentic video extracts may have on students’ motivation and
English-speaking performances. This may come down to the overcrowded nature of OE
classrooms that do not allow for the manipulation of devices which can be time consuming; if
not well managed of course. Otherwise, teachers may simply not be aware of how to
introduce these aids in a structured way so that they make them useful and profitable.
Moreover, the association of authentic audio-visual aids with the listening instruction
probably raised teachers’ positive opinion about the worth of the implementation of the

present method in the oral-expression course.

In the same lines, results show that some teachers introduce authentic video extracts to
their OE courses mainly to animate those classes and allow students the opportunity to
experience another English than the usual teachers’ one. However, this low percentage add to
the fact that they do not associate listening activities to the implementation of those videos,

remain unpromising for a reliable support of students’ listening-speaking skill.
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And, when asked to state the variety of English they opt for when choosing
audiovisual materials, they agreed on British English. In fact, the English variety supposed to
be taught or learned in any Algerian English department, as decided by the Ministry of Higher
Education and Scientific Research, is primarily British English. American English is allowed,
for the most part, to be used for very specific purposes as to demonstrate the difference
between the two varieties; or left to teachers’ choice. Yet, this may not suit today’s students
who are too exposed to Hollywood production that may influence their tendencies to prefer
American to British. This can reverse the roles, since the students, who prefer or are good in
American, base themselves on the latter to learn British English. In other words, all learning
mechanisms are converted from American to British instead. Therefore, the introduction of
American English in addition of course to the predefined British can be beneficial; the reason
behind which we opted for both varieties in the selection of the video extracts intended for the

present experiment.

At length, findings show that teachers in their majority have supportive conjecture
about the positive influence teaching listening with authentic video excerpts may have on
both students’ motivation and speaking effectiveness (knowledge of the language system and
fluency), but with some reservations. They dread this method to be time-consuming which
may hinder the main objective of the oral expression course based on let students speak! as
stated by one of them. Also, some teachers find it inappropriate, even uncanny, to teach
listening in the oral-expression lesson on the basis that this is more a business of phonetics

courses.

Teachers’ reservations are legitimate. Teaching listening is in itself demanding and
must be handled with great care to achieve the objectives set out without going beyond the
space reserved for speech; and which must be kept the largest. Also, video excerpts should be

kept short and the time allotted for the related activities should be precisely determined.
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However, listening is not only a matter of phonetics; it is an integral part of speaking and is

the matter of the oral-expression course (integrating listening with speaking).

However, teachers remain perplexed as to the influence of this method over students’
autonomy. This comes down, according to some teachers, to what actually the term speaking
autonomy stands for. While others related their position to the blurry image they have on the
existence of whatever relationship between developing students’ autonomy in speech and the
intended listening-based instruction; others denoted their inability to see how autonomy may

relate to speaking performance.

In all, this is part of our objectives for the present research, since we aim to
demonstrate if there can be an influence of teaching listening with authentic video extracts
over speech autonomy and effectiveness. In other words, we intend to prove the impact of this
method on mastering the knowledge of the English language system and fluency which stand
for ‘effectiveness’; and its influence on students’ independence in monitoring, altering, and
correcting their speech without relying too much on the teacher’s and peers’ assistance, which
stands for speech autonomy. Hence the aim is the “overall oral competence” as called by

(Chambers, 1997).

5.2.  Students’ Questionnaire Analysis

Students’ questionnaire was carefully designed; words meticulously selected and
questions were cautiously elaborated in consideration of the level of the two hundred fifty
participant students. It aims at gathering data from their experience with the oral expression
course and sketching a general vision on their perspectives and their difficulties in what
concerns the listening-speaking issue in oral-expression classrooms; in addition to their
opinion on the use of video extracts as a pedagogical aid to support the listening-based

instruction. Unlike with teachers, this questionnaire is divided into four untitled sections to
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keep the purpose of each hidden, allowing for more spontaneous responses from students.
Each section includes questions written in simple English and organized from the most
general to the most subtle and detailed. The four sections with the thirty questions are

presented in details thereafter.

5.2.1. Section One: General Information about Students

This section aims to collect data on gender, age, whether studying English is a
personal choice or the result of some obligation, in addition to the prospects students hope to
achieve from such instruction. The results of the students’ responses to the four questions are

presented below.

5.2.1.1. Item One: Gender

Q1. Male or Female.

The first question aims to collect information on the number of male and female

students among the two hundred fifty participants. Results show that:

Figure 36
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The results show that among the two hundred and fifty participants, there is an overwhelming

majority of two hundred and six females (82.4%) against only forty-four males (17.6%).

5.2.1.2. Item Two: Age

Q2: ... years old.

Students were asked to precise their age. Results were ranged as follows:

According to the results displayed in Diagram 37 bellow, one hundred ninety-five
students (78%) range between nineteen and twenty-one years old; forty-nine (19.6%) between
twenty-two and twenty-four; and only six students (2.4%) range from twenty-five years old
and up. And among the one hundred ninety-five students, a majority of one hundred thirty-

three students (68.2%) have twenty years old.

Figure 37
Students Age
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100 B Frequency
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o 4 . — a— B Percentage
19-21  22-24 25and
up
5.2.1.3. Item Three: Studying English a Choice or an Obligation

Q3. Is studying English your choice? Justify your answer, please.

The aim behind this question is to gather information about students’ prior interest to

learn English as a foreign language. Here are the results:
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Figure 38
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The results show that the majority of students (81.6%) voluntarily chose to study
English. Their justifications varied on the whole between their love for this language and the
realization of their future personal projects which require the mastery of English. Only a
minority of forty-six students (18.4%) declare to have been forced in one way or another to
pursue these studies. The reasons vary between the parents’ choice; the inability to opt for the
estimated studies because of the insufficient average of the baccalaureate; and the proximity

of the present department to where they live.

5.2.14. Item Four: Reasons behind Studying English

Q4. Why are you studying English?

The aim is to learn about students’ aspiration and prospects lying behind their choice
to study English. Students were provided with some options but allowed a space to add other

reasons. Results are set in the upcoming illustrative diagram:
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Figure 39

Reasons behind Studying English
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The results show that students’ perspectives behind learning English are primarily
related to the communicative and universal aspect of the English language (29.2%) which
allows interaction with all speakers of this language; Next come the need to surf the net and to
travel abroad (24.4%) which respond to the technological and international aspects of English.
The willingness of students to pursue higher education in English comes third (19.2%),
followed by the hope of becoming a teacher (17.6%); which reflect the intellectual and
professional aspects of the English language. Only twenty-four students (9.6%) assumed that
they had no particular reason to study English. After verification, we have found that they fall
entirely into the category of students who have previously declared that they have been

obliged to opt for this course.

5.2.2. Section Two: Students’ Experience with the Oral Expression Course

The second section in this questionnaire aims to collect information on students’

experience with the oral-expression course in terms of their impressions about the course and
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the teacher’s method including activities, choice of the topics; the use and the frequency of
use of other languages than English both on the part of the teacher and the students; in
addition to who speaks the most in such classes. Eleven close-ended questions are designed

for this section from the fifth question to the fifteenth (Q5-Q15).

5.2.2.1. Item Five: Students’ Impressions of OE Course

Q5. Do you like the oral-expression course?

Students were asked to give their impressions of the oral-expression course. Results
are shown in the upcoming table and the column chart, followed by two other tables with their

relative pie charts to set students’ justification of their answers.

Figure 40

Students’ Impressions about OE course
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Results show that the majority of students (53.2%) opted for ‘yes’ meaning that they
have a rather positive impression about this course. Their justifications were collected and

organized under the following points as shown in the upcoming pie-chart:
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Figure 41

Students’ Reasons for OE Course Appreciation

Frequency
H | can speak and practice
0% my English
H | can exchange ideas

i | can develop my
vocabulary
H | have fun and relax

M | can improve my
pronunciation
i | just love the teacher

The reasons given by the one hundred thirty-three students, who assumed they like the
session of oral-expression course, were analogous and with quite close percentages. This
course is for those students a place where they have the opportunity to exchange ideas (27%);
to speak and practice their English (26%); develop their vocabulary (23%); to have fun and
relax from the busy nature of the other courses (19%); improve their pronunciation (5%). A

student justified her attraction to the course because of her love for the teacher.

In general, those students appreciate the oral-expression course because they like to
use their ability to express themselves, discuss the different subjects and exchange ideas while
enriching their vocabulary. Pronunciation is timidly considered and no one referred to the
demands of the immediate communication like the speech speed for instance. But, these
results seem to correspond to the type of students who already have a good or even excellent

level of English proficiency.
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However, when we analysed the answers of the total number of the students (117) who
previously expressed hesitation (37.6%) or total reluctance (9.2%) towards this course, we

noticed that forty-two out of forty-four male students belong to this category.

Figure 42

Reasons for Students’ Reluctance or Aversion to the OE Course

Frequency H Shyness and lack of

self-confidence

H Lack of vocabulary

i Boring session and
lack of activities

The students” complaints, mainly boys, revolved around innate shyness or that
resulting from lack of self-confidence and fear of being embarrassed when they make
mistakes (30%); in addition to the severe lack of vocabulary (30%) and, with a low frequency,
their weak pronunciation (15%). They also evoked, with great insistence, the boring aspect of
these sessions due to the lack of activities and their reticence to take part in the different
discussions due to their previously mentioned problems of vocabulary, pronunciation and the
low self-confidence that automatically result from blocking while speaking or being corrected
all the time. At a lower percentage (6%), those students complained from teachers’ lenience to
interact with those students who already have a good level of speaking proficiency; the others
remain marginalized along the session which generates animosities towards the teacher and

those peers and create an ‘awkward atmosphere’ as mentioned by one of the students.
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5.2.2.2. Item Six: Students’ Experience with Activities in the OE Course.

Q6. What are the activities you generally meet in the oral-expression course?

The answers of the students on the activities that they generally deal with in the oral

expression courses are presented in the following diagram:

Figure 43

Students’ Experience with Activities in OE Course

50 B Frequency

B Percentage

As shown in the diagram above, there is one-hundred-percent agreement on the use of
discussions as the main activity in the oral-expression courses, in addition to oral
presentations (96.4%) of research papers or some short stories they write then present; as
explained by students. Dialogues (4.4%) and role-playing (8.8%) are less frequent in these

classrooms. To the set of suggested activities, twenty participants added games (8%).

These results correspond to the answers of the teachers shown previously in the
analysis of the teachers’ questionnaire (see point 6). The students who opted for games have
probably been taught by the teacher who previously stated that she used games in her OE

classroom.

5.2.2.3. Item seven: Students’ Satisfaction with the Activities of the OE Course

Q7. Are you satisfied with the activities selected in the previous question (Q6)?
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Students were asked to express their opinions on the activities they have the habit to
deal with in the meant course followed by a justification of their answers. The answers are

shown below as follows:

Figure 44

Students’ Satisfaction with the Activities of the OE Course
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100 1 M Frequency
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The students’ answers are also meant to furnish information on students’ motivation
and interest towards the teacher’s method. Results show that a great majority of students
(78.4%) are not satisfied with the activities used in these classrooms with some few students

(4.8%) who seem to have reservations about those activities.

In the main, students have complained about the lack of creativity and the boring
nature of these activities, particularly to students suffering from excessive shyness or those
struggling with their inability to express themselves easily. The results proved that all the one
hundred and seventeen students who previously expressed reluctance towards this course (see
item five) are among those who do express reluctance towards these activities. This leads us
to conclude that the choice of activities is probably one of the most important reasons behind

students’ aversion and lack of motivation towards this course.
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Only a minority of forty-two students (16.8%) assumed their contentment with the
used activities. And when we analysed the previous answers, we found that a great majority
of them belong to those who have previously opted for role plays and games. This also fits
with teachers’ reports on students’ lack of motivation towards the used activities (See item

seven of students’ questionnaire).

5.2.2.4. Item Eight: The Choice of the Topic

Q8.The topics used in the oral-expression course are chosen exclusively by the teacher; by the

students; in collaboration between the teacher and the student?

Students where asked this time to precise whether they take part in the choice of the

topics or not. Results are demonstrated below:

Figure 45

The Choice of the Topic
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The vast majority of students (81.2%) said that the choice of subject is monopolized
by the teachers against a minority (18.8) who confess they share this task with them. No

teacher seems to want to cede this mission to the students alone.
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5.2.2.5. Item Nine: Students’ Use of Extra Languages/Dialects in the OE Course

Q9. When speaking, do you use additional languages/dialects besides English to express
yourself or compensate for the lack of vocabulary in the oral-expression course?

In order to investigate the likelihood of students seeking refuge in a language other
than English to compensate for their lack of vocabulary in the OE course, we asked the

question above. The results are illustrated as in Figure 48.

Of the total number of participants, one hundred and sixty-one (64.6%) answered No,
which means that they do not use languages other than English in these courses; compared to
eighty-nine students (35.6%) who admitted to using extra languages as a strategy to
compensate for their lack of vocabulary. However, this number represents more than a third

(1/3) of the total number, which means that it is significantly large.

Figure 46

Students’ Use of Extra Languages/Dialects in the OE Course

200 -
150 -
HYes
100 -
® No
50 -
0
Frequency Percentage
5.2.2.6. Item Ten: The Most Used Extra Language/Dialect by Students

Q10. If you answered ‘Yes’ to question N°9, which language do you use the most?
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This question is only for students who assumed to use languages other than English in

the OE course. Results are demonstrated in the diagram as follows:

Figure 47

Students’ Most Used Language/Dialect
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The local dialect comes first as the most frequently opted for language (51.7%) to
compensate for the lack of vocabulary. An important number of those students opted for a
mixture of Arabic and French in addition to the local dialect (33.7%); followed by a minority
who prefer to seek refuge in the French language (11.2%); and only three students (3.8%)

opted for Academic Arabic.

5.2.2.7. Item Eleven: Students’ Frequency of Use of the Extra Languages in OE

Course

Q11. If you answered ‘Yes’ to question N°9, how often do you use these other language(s)?

The eighty-nine students, who reported using Arabic or French (or both) to
compensate for their oral vocabulary problems, were asked to specify the frequency with

which they use the selected language(s).

295



CHAPTER FIVE: TEACHERS’ AND STUDENTS’ QUESTIONNAIRES’ ANALYSIS

Figure 48

Students’ Frequency of the Extra Languages’ Use in OE Course
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30 - M Frequency

20 - M Percentage
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According to student responses, the majority opt for the previously selected languages
with a medium frequency (64.04%), compared to a relatively small number who opt for

frequent use (21.35%) and only a minority for rare use (14.61%).

However, by matching these results to those of the previous questions, we found that
all of the nineteen students, who assumed a frequent reliance on other languages to fill in their

English vocabulary gaps while speaking, are actually using the local dialect.

5.2.2.8. Item Twelve: Teachers’ Use of Other Languages than English in the OE

Course

Q12. Does your teacher use a language other than English in explanations or discussions?

This question investigates the likelihood of teachers relying on languages other than

English when involved in explanations or discussions on a given topic. In other words, we
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aim to inspect the amount of student exposure to English; at least, the teacher’s one. The

results are displayed in diagram below:

Figure 49

The Use of Other Languages than English in the OE Course
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Frequency Percentage

A large majority of students (95.6%) said their OE teachers relied on extra languages

in their lessons besides English; against a minority (4.4%) who assumed the opposite.

5.2.2.9. Item Thirteen: Students’ Reports on the Language Used by Teachers

besides English in OE Course

Q13. If you answered ‘Yes’ to question N°12, which language/dialect does s/he generally
use?
Students were asked to precise the language used by their teachers in the meant

course. Their answers were as follows:
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Figure50

Students’ Reports on the Language Used by Teachers besides English in OF
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50 B Frequency
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As shown in the diagram above, a great majority of one hundred seventy-one students
(71.5%) assumed that their teachers use a mixture of languages including the local dialect,

French and Arabic; against sixty-eight (28.5%) who opted for the local dialect.

5.2.2.10. Item Fourteen: Student’s Reports on Teachers’ Frequency of the Other

Languages’ Use

Q14. If you answered yes to question N°12, please say how often?

Here, students are expected to specify how often their teachers use the extra languages

in the OE course. The answers are presented in Figure 53.

Figure 51

Teachers’ Frequency of Using Other Languages

B Frequency

T B Percentage
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Results of this question seem quite close. Of the two hundred thirty-nine students who
have ever assumed that their teachers used other languages in the speaking lesson, those who
opted for a low frequency seem to be the most numerous (39.7%), followed by those who
opted for a medium frequency ‘sometimes’ (33.5%), and finally those who opted for high
frequency (26.8%). These results correspond to teachers' responses on the frequency of use of

the meant languages in their classes (see item 10 of the teachers' questionnaires).

5.2.2.11. Item Fifteen: Students’ Reports on Who Speaks the Most in OE Course

Q15. Who speaks the most in the oral expression course?

To collect data on teachers’ way of teaching in terms of whether they adopt a teach-
centred teaching or a student-centred teaching, students were invited to indicate on who
speaks the most in the OE course. Their answers are as illustrated in Figure 54.Also, it seems
that these oral expression courses are mostly teacher-centred (63.2%), which leaves students
with insufficient space to express themselves in a course predestined to perfect their oral
expression. This percentage represents nearly two-thirds (2/3) of the total number of students
compared to one-third between those who opted for equivalent shares (23.6%) and a minority

who opted for a student-centred classroom (13.2%).

Figure 52

Students’ Reports on Who Speaks the Most in OF Course.
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These results correspond to those of item 8 since they agree on teachers’ penchant for

more teacher-centred types of teaching.

5.2.3. Section Three: Students’ Experience with the Listening-Speaking Issue

This part of the questionnaire is designed to collect data on students’ experience with
listening and speaking in the oral-expression course. This includes the statement of their
speaking problems, their strategies to correct their mistakes (autonomy) and autonomy in
paraphrasing and self-correction; in addition to their experience with the listening instruction
and their opinion on the adequacy of the time allocated for the oral-expression course to their
needs to develop their speaking skill. Eight mostly closed-ended questions were planned for

this section (Q16-Q23).

5.2.3.1. Item Sixteen: Students’ Difficulties While Speaking English

Q16.What are the difficulties you encounter when you speak English?

Students were asked to select among many options the kind of problems they suffer
from when they are speaking English including problems of vocabulary and spoken grammar;
activation problems; pronunciation; fluency; in addition to affective problems. These options
have been reordered in the table according to student responses, from most common to least

common. Results are presented in Figure 55.

The students’ reactions to this question show that short vocabulary and lack of
knowledge of spoken grammar (95.2%); in addition to shyness, lack of self-confidence and
hate of being embarrassed when corrected (affective problems) (94.8%), are the problems
most claimed by the two hundred and fifty students of this questionnaire, with a difference of
one student between the results of the two options. In second place, fluency, as related to
speedy and effortless speech (79.2%), seems to have a large share in the intricacies of

students with spoken English.
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Figure 53

Students’ Speaking Difficulties

B Frequency

B Percentage

Problems like the pronunciation difficulties and the low speed in recalling the needed
knowledge for immediate speaking (activation of previous knowledge) come in the third
position but remain largely considered at an equivalent percentage (51.2%). Only three
students among the whole participants assumed having no difficulty regarding the given
options; yet, they did not report any other problems. Thus, they are supposed to be quite

skilled and have a high level of proficiency in English speaking.

This order corresponds very well to that of students’ reasons for their reluctance

towards the oral-expression course (see item five).

5.2.3.2. Item Seventeen: Students’ Regulation of Speaking Problems between

autonomy and Reliance on Others

Q17. When you experience the speech difficulty (ies) selected above, do you generally rely
on: yourself to rephrase or fix up speaking problems; or on the others (the teacher’s or/and

classmates’ help)?
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This question aims to gather data on students’ rephrasing and corrections strategies. In
other words, the purpose is to know whether those students adopt self-correction or rely on
the teacher and/or peers to fill in speech gaps and correct mistakes that may affect the
intelligibility of the spoken message. The ‘both’ option was not suggested for two reasons:
first, because the goal is to know the most frequently used strategy by students; and second,
because we need precision in student responses, so both can be confusing and inaccurate.

Results are set in the upcoming figure:

Figure 54

Students’ Experience with Self-correction

200

150

100
50 M Frequency
0 - ! ! ! M Percentage

a. Yourselfto b. The others
rephrase or fix (the teacher’s

up speaking or/and
problems; classmates’
help);

Student responses to this question prove that a two-thirds majority (66.8%) out of two
hundred and forty-seven students (the total number of participants minus the three who
previously assumed they had no problem with speech) relies on teachers and/or their peers to
correct their mistakes and overcome their speech difficulties. This means that they lack of
autonomy since they are unable to relate on themselves and are quite dependent on others in
regulating their speech. Only a third of students (33.2%) are actually autonomous and adopt
self-regulation and self-correction of mistakes. However, this number remains far from all
expectations in relation to the oral-expression course, the development of the speaking skill,

and proficiency in the English language in general.
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5.2.3.3. Item Eighteen: Autonomous Students’ Strategies and the Speaking

Difficulties’ Compensation

Q18. If you answered “a” to question N° 17, what do you generally do to compensate for your

speaking difficulty (ies)?

This question targets only the eighty-two students who assumed to be autonomous in
their speaking regulation and correction. The aim is to learn about the different strategies
those students use to help themselves surmount the speaking intricacies. The results are listed

in order of frequency as shown below:

Figure 55

Autonomous Students’ Strategies and Speaking Difficulties’ Compensation
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B Frequency
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Reliance on pauses and fillers (100%) in addition to the use of simple sentences with
more repetition and less subordination (98.9%) are ranged first, according to students’
answers; followed by the use of a minimum of words (93.9%) to ensure endurance in speech.
However, paraphrasing one’s words or those of the speaker to gain time to carry on speaking
seems moderately supported by students (63.4). Reliance on the use of pre-set chunks is not
really used except for some thirteen students (15.8%); this may result from students’

ignorance of the efficacy of such a technique to avoid the building of one’s sentences which
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can be time consuming and the result is not sure. Frequency of dependence on extra
languages, particularly the local dialect, to escape speaking deadlocks and preserve fluency, is

very timidly supported (8.5%).

The results above indicate that those students have more or less a good level of
proficiency in English which leads us to think that they are quite autonomous and have a good

level of speaking proficiency.

5.2.3.4. Item Nineteen: Students’ Opinions on the Usefulness of the Compensation

Strategies

Q19.If you answered “a” to question N° 17, how are these strategies useful?

This open-ended question was asked to examine students’ awareness of the efficiency
of the compensation strategies selected earlier. In other words, we aimed to see if they are
using those strategies consciously and purpousfully to regulate their speaking problems. Also,
we aimed to understand how may these strategies be useful for them. The question targets
only the eighty-two students who rely on themselves to solve their English speaking
problems. Students answers were selected, analysed, then ranged in four main categories as

shown in the upcoming diagram:

Figure 56

Students’ Opinions on the Usefulness of the Compensation Strategies

M Frequency

Bl Percentage
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Almost all the students (96.3%) are aware of the importance of the compensation
strategies in helping them surmount any probable shortage in vocabulary or grammar when

using rephrasing or paraphrasing, as mentioned in many copies.

Similarly, many students (87.8%) advocate the importance of these strategies in
helping them gain time to analyse what is being said (in case of a conversation) and think
about what to say as to try to recall vocabulary or any other knowledge necessary to

constructs a meaningful answer or a coherent speech in case of discussions and debates.

To feel comfortable and compensate for the affective problems which may result from
shyness or lack of competence, many students (62.2%) opt for those strategies mainly the use
of simple sentences, fillers and paraphrasing to convey the message, as précised by the
majority of those students. Thirty-three students (40.2%) referred to the importance of these

strategies to ‘just speak as a native does’; one student said.

This is a reference to the natural aspect of speech generally full of pauses and fillers
and based essentially on simple sentences, paraphrasing and pre-set phrases and expressions

(e.g., phrasal verbs, collocations, idioms and proverbs).

However, only nine students (10.9%) seem to refer the use of those strategies to their
efficiency in ‘saving time and effort’; as clearly expressed by six of them. This means that
they focus on those pre-set constructions of speech especially phrasal verbs, frequent
collocations (e.g., set the table, pretty soon, keep quiet, quiet down, it’s big deal to ...) and

sentence frames (e.g., would you like a ...) in addition to idioms and proverbs.

Overall, results confirm that those students are already aware of their particular

problems and are consciously working to regulate their speaking through those strategies.
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5.2.3.5. Item Twenty: How Students Acquired those Compensation Strategies.

Q20. Have you ever been explicitly taught the above strategies to compensate for your
speaking problems?

In order to study how students acquired these strategies, we formulated the present
question. In other words, the objective is to know whether these strategies have been
explicitly taught to the students or whether they have implicitly developed them through their

experience when they encounter difficult situations in on-the-spot speech.

Figure 57

Compensation Strategies: Taught or Learned Implicitly
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As the diagram show, all students (100%), without exception, assumed that they had

never been explicitly taught these strategies to compensate for their speech problems in class.

Relating these findings to the previous ones, we draw two main conclusions. First,
students who already enjoy a satisfactory level of English-speaking proficiency develop on
their own the ability to cope with their shortages and the difficult demands of the immediate
English speaking through the use of the abovementioned strategies. Secondly, there seems to
be a tendency to ignore the importance of these strategies on the part of teachers, especially

those of oral expression, since no real consideration is given to them. Thus, less autonomous
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and weak students are left alone to grapple with their speech problems and seek refuge, as the

only solution, in the help of the teacher or their peers.

5.2.3.6. Item Twenty-one: Students’ Experience with the Listening Instruction in

OE Course
Q21. Have you ever experienced an instruction based on listening to the English language

(with some related activities) in the oral expression course?

Students were asked to report on their experience with the listening instruction in OE

course. Results are set below:

Figure 58

Students’ Experience with the Listening Instruction in OE Course.
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None of the two hundred and fifty students assumed that they had previously
experienced teaching listening in the oral expression course. This corresponds to the teachers’
confirmation that they have never addressed this question in their class (see teachers’

guestionnaire, item twenty).
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5.2.3.7. Item Twenty-two: Students’ Reports on Teachers’ Methods of Teaching

Listening in OE Courses

Q22. If you answered “yes” to question N°21, how does your teacher approach (teach)

listening?

This question was supposed to enlighten the researcher on the methods adopted by
teachers to teach listening in speaking classes. Obviously, this question was completely
ignored by the students since they already indicated that they had no experience with this (see

the previous item).

5.2.3.8. Item Twenty-three: Students’ Opinions on the Convenience of OE

Session’s Time with the Development of their EFL Speaking Skill

Q23. Do you think the two sessions (per week) allocated to the oral expression course are

enough to develop your English-speaking skill?

The last question of the third section aims to investigate the opinions of students as to
whether the two sessions per week devoted to the OE course cover their needs in terms of

developing their speaking skills. Results are set in the following diagram:

Figure 59

The Convenience of OF Session’s Duration with EFL Speaking Skill Development
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As the diagram above illustrates, a large number of students (56.8%) believe that the
two sessions per week are insufficient to provide them with the time necessary to deepen their
knowledge and develop their English oral fluency, unlike one hundred and eight students
(43.2%) who seem quite satisfied. The in-depth analysis of the latter shows that these
students, in their majority, are those who have already been presumed to be autonomous and

enjoy acceptable or even excellent oral skills.

However, it seems that, on the whole, the students join their teachers in the need to
increase the number of oral sessions (see item twenty-two in teachers’ questionnaire

analyses).

5.2.4. Section Four: Students’ Experience with the Use of Authentic Video-extracts as a

pedagogical Material in OE Course.

The last section deals with students’ impressions about watching videos in general and
their use as pedagogical tools in the oral expression in special. Also, we aimed to gather
information on students’ readiness to deal with these tools and their expectations of their
efficiency over their listening and speaking skills. It is consisting of seven questions (Q24-

Q30), the majority of which are close-ended.

5.24.1. Item Twenty-four: Students Impressions of Watching Videos in English

Q24. Do you like watching videos in English?

This question aims to investigate students’ impressions on watching videos in English
to draw conclusions on their predisposition to adoption in the OE classroom as pedagogical

tools. Results are shown below:
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Figure 60

Students Impressions’ on Watching Videos in English

250
200
150
100

50

N

Frequency Percentage

HYes ENo

Reactions to this question proved that students have a great tendency to watch videos
in English. An overwhelming majority of two hundred forty-one (96.4%) opted for ‘yes’

against only nine students (3.6%) who seem not to appreciate watching videos in English.

Students were asked to justify their choice. Their answers were gathered and ranged as

shown in Figure 61.

Figure 61

Students Justifications for Watching English Videos Appreciation
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As illustrated in the pie chart above, Among the two hundred and forty-one students
who opted for ‘yes’, many believe that watching videos in English affords them, above all,

with new vocabulary (97.5%) and helps them develop their pronunciation (68.04%).

Some students related watching videos in English to the improvement of Their English
in general (20.33%), others to the development of their listening skill (21.16%). Watching
videos in English is also seen as an entertaining way to learn this foreign language (22.82%).
However, no student mentioned the cultural aspect that these means can provide through

various scenes and images.

Figure 62

Students Justifications for their Reluctance to Watch Videos in English
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Out of nine, seven students do not enjoy watching the targeted videos due to the difficulties
they face in understanding natural English as spoken by native speakers (77.77%); three assumes this
activity to waste time (33.33%); two students noted that they simply hate watching videos (22.22%);
and a female student who said she prefers reading books and novels to watching movies on video
(11.11%).
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With the exception of these nine students, the introduction of videos in English seems
to suit the vast majority. This is likely due to them being ‘Gen Zers’; natives of the digital and

online worlds (Seemiller & Grace, 2016).

5.2.4.2. Item Twenty-five: Students’ Most Favourable English

Q25. If you answered ‘yes’ to the previous question, which English do you prefer the most?

In order to collect data on students’ inclinations to watch videos in British or
American English, we asked this question. Obviously, it only targets the two hundred and
forty-one students who previously claimed to be fans of watching videos in English. These

students were also asked to justify their choices. Results are shown below:

Figure 63

Students’ Most Favourable English
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This question was provided with two options: ‘British English’ and ‘American
English’. And to be able to collect meaningful data, we avoided adding the option both to
avoid that the students tend to rush the answer and oblige them, in certain measure, to choose

between the two varieties the one that suits them best.
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Results show that students are shared between the two options: one hundred and
thirty-nine students opted for British English (54.8%) against one hundred and nine (45.2%)
opted for American English. The latter, even if not forming the majority, remain relatively

numerous and need to be widely considered.

Students’ justifications of their choice of watching videos in British English are based
mainly, in addition of being a matter of preference, on their will to ameliorate their English

proficiency in general, and their listening and speaking in special.

At the opposite, those who opted for American English, again beyond being a matter
of preference, said they found this variety easier and matched better at their actual skill level;
in addition to the wide availability of films diffused in American English videos compared to
British ones. This is probably the result of Hollywood's invasion of the world's screens;

television and internet included

5.2.4.3. Item Twenty-six: Students’ Experience with Watching Videos in the Oral-

expression Courses

Q26. Have you ever experienced working with videos in Oral expression courses?

This question is supposed to help the researcher gather data on whether students have already

experienced watching videos in the OE course. Results are set in Figure 66.

According to the answers, a majority of one hundred and fifty-three students (61.2%)
answered no meaning that they do not have the habit to work with such means in the oral-
expression course; against ninety-seven (38.8%) who admit being acquainted with watching

videos in the meant courses.
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Figure 64

Students’ Experience with Watching Videos in OE Courses
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These results correspond with the low percentage of the teachers (25%) who

previously assumed working with videos in the OE classrooms.

5.2.4.4. Item Twenty-seven: Frequency of Exposure to Video Extracts in OE Courses

Q27. If you answered “Yes” to question 26, at what frequency?

The ninety-seven students, who assumed having the habit to deal with videos in the
OE course, are asked to precise the frequency of their exposure. Results are set below in the

diagram bellow:

Figure 65

Frequency of Exposure to Video Extracts in OE Courses.
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All the ninety-seven targeted (100%) students reported that their exposure is limited to
a medium frequency which matches with their teachers’ previous answers when they
unanimously opted for ‘sometimes’ to answer the question about the frequency of the use of
video extracts in their classrooms. However, this frequency remains under expectations since
it does not match with students’ need to be exposed to the natural English language to be able

to surmount their numerous speaking difficulties and develop their speaking skills.

5.245. Item Twenty-eight: Students’ Opinions on the Use of Videos in English in

OE Course

Q28. If you answered “Yes” to question 26, how do you find the use of those videos in these

courses?

The same ninety-seven students who were solicited in the previous question are this
time asked to give their opinions about their experience with watching videos in English in
the OE course. They were afforded with three options and asked to select one of them before

justifying their choice. Results are presented below:

Figure 66

Students’ Opinions on the Use of English Videos in OECourse
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As demonstrated above, the percentage of students who rated the experience of
watching videos in the speaking class as very interesting (49.5%) is close to those who find it
not at all interesting (46, 4%); with only four students finding the experience just interesting
(4.1%). Albeit, if we join the results of those who admit that this experience is generally
satisfactory (interesting and very interesting), we obtain (53.6%) against those (46.4%) who

are not satisfied with such an experience.

The students, who gave a negative review, referred to the difficult language of the
chosen videos. Others claimed the boring aspect of such sessions which corresponded either
to the absence of activities or to the choice of the content of the video itself. The long
exposure to such videos to the detriment of their speaking was also denounced by some of the
participants since it prevents them from expressing themselves as they are supposed to in the

speaking course.

5.2.4.6. Item Twenty-nine: Types of Video Extracts Preferred by Students in OE

Q29.1f given the choice, what type of video extracts would you like to watch during the oral-
expression course?

Figure 67

Types of Video Extracts Preferred by Students
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This question was oriented to all the students of the sample. The goal is to learn about
their preferences of the type of videos they would like to use in the oral-expression course.
They were supposed to choose among: films cartoons, documentaries, news, TV shows; and

precise if other types of videos.

As clearly shown in the diagram above, movies are the most frequently selected (66%)
followed by documentaries (28.4%); cartoons (25.2%); and TV shows (21.6%). Only a

handful of students out of a total of two hundred and fifty participants opted for news (4.8%).

5.2.4.7. Item Thirty: Students’ Perceptions of the Potential Benefits of Listening-

based Instruction Using Video Extracts on their English-Speaking Skills

1. Q30.Do you think that introducing listening instruction in the oral-expression course
based on short video extracts can be beneficial in any way to developing your English

skill?

Figure 68

Students’ Perceptions of the Listening-based Instruction on their English-Speaking Skills

180
160 ~
140
120

100 B Frequency

80 A M Percentage
60 -
40

Yes No No idea

317



CHAPTER FIVE: TEACHERS’ AND STUDENTS’ QUESTIONNAIRES’ ANALYSIS

The last question aims to collect information that reveals their ideas on the
introduction of listening-based teaching using short selected video extracts on the
development of their English-speaking skills. The aim, then, is not to draw from their
previous experience in the oral-expression course but to gather data on their perceptions of
how such teaching could be beneficial for their speaking competencies. We also seek to
measure their predisposition to share such a learning experience. Results are set in Figure 70

above.

Results seem promising since a majority of one hundred and seventy-four students
(69.6%) think this method to be beneficial on their English-speaking skill against eleven
(4.4%) who think the opposite. Reasons behind their opposition lie mainly behind their fear
this listening instruction changes the nature of the oral-expression course and prevent them
from expressing themselves and practicing their English language. Others attribute this to
their previous dissatisfaction with the introduction of videos in the targeted courses. However,
a good proportion of students (26%) does not seem to have a clear idea on the issue and,

therefore, cannot express their support or opposition to the suggested method.

5.2.5. The Students’ Questionnaire Results Summary

In fact, the questionnaire, designed for the two hundred and fifty second-year students
of the English Department University of Batna 2, was of invaluable help in the researchers’
conception of an overview of how the oral expression courses are held, in general, and what
students’ preoccupation and problems are, in relation to the development of the English-
speaking competence. For the most part, the students treated each question with the desired

care and provided intelligible justifications, sometimes even with unpredictable precision.

Made up of more than two-thirds of females, the students of the present questionnaire

belong to a fairly young age group. More precisely, they fit in their majority to a generation
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dubbed Z or the ‘Gen Z’ or ‘Gen Zers’. This includes students born between 1997 and 2012,
characterised by (1) being natives to the digital and online worlds, (2) shared between a
virtual and physical reality, and (3) may be even technologically savvier than the Millennials
(Seemiller & Grace, 2016, pp. 4-7). This means that those students are quite familiar with the
screen and the internet in addition to the manipulation of digital devices. Also, this age
bracket is famous for its addiction to watching films and videos on YouTube which has
shown promise for their readiness to seriously answer the thirty questions and provide help

for the researcher to understand different points related to the present investigation.

Regarding the choice of students to pursue studies in English, the majority confirms
that it is the result of a personal choice. This was very helpful in drawing conclusions about
students’ prior interest in learning English as a foreign language. More precisely, it was
important to collect information on students’ intrinsic motivation or “the inner drive, impulse,
emotion or desire” (Brown, 1987, p. 114) that can help them keep interested to the end by

investing time and effort to reach the intended goal.

Moreover, findings show that the oral expression course is a space for students who
already have a good level in speaking proficiency to shine and show off what they can do.
They like practicing their speaking, exchanging ideas with the teacher and peers while
discussing the different topics. However, the same course seems like a nightmare for the less
qualified, even a space where they can sink deeper into their problems. Their pronunciation
problems, in addition to shyness and hate of being embarrassed in front of the others, all lead
them to withdraw leaving even more space for the other more professionals to impose
themselves. These results correspond to the answers of the teachers shown previously in the

analysis of the relevant questionnaire.
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In the same way, when asked about the activities generally encountered in the oral
expression course, the students’ reports correspond perfectly to those previously provided by
the teachers. Discussions and oral presentations of research papers are the most cited ones.
More precisely, both reports converge on students’ low motivation towards these activities on
the grounds that they are boring and lack creativity. Similarly, it was attested that the choice
of activities is primordial and responsible for students’ attitudes about the course in general

and their willingness to learn and interact along the session.

In addition, and with regard to the choice of the topic, students report that teachers
generally decide alone which subjects to cover in the OE course. Only a minority declared
sharing this task with their teachers. Therefore, we conclude that teachers seem to embrace
the so-called teacher-centred teaching instead, ignoring the importance of sharing, why not
ceding a part of this task to students to enhance their motivation and interest. Consequently,
when relating these findings to the teachers’ questionnaire, we found that only one in eight
teachers associated the lack of students’ motivation to the choice of the topic. These
observations are at the origin of our decision to devote part of the first session of the
experiment to collecting the suggestions of the students on the topics that they would like to

deal with throughout the experimentation.

Similarly, when asked to report on who speaks the most in these classrooms, a large
majority of students agreed to rank teachers first, proving that the latter tend to rely on the
teacher-centred teaching. Yet, this seems odd in a classroom intended primarily for students

to practice their oral English.

Additionally, it is obvious that students need moderate and good-quality exposure to
English, apart from the teachers’ one, to recover from the lack of fluency in speaking, in

general, and insufficient vocabulary, in particular. But, despite evidence that teachers
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monopolize the most conversation in the classroom, they still cannot provide the sufficient
and effective exposure to English that students need and are normally expected to meet in
such classes. This is mainly due to the relatively frequent use of languages other than English
in OE courses. Indeed, being a model for students, teachers’ overuse of any intrusive
language, even at a moderate frequency, can incite to bad habits, and leave the door wide
open for students to opt for these languages whenever they are in a difficult situation or must
compensate for their lack of vocabulary. In other words, it can make students, particularly
low-level ones, lazy and may further weaken their ability to speak and prevent them from

activating the vocabulary they already know.

Proof of this is probably the relatively large number of students (1/3) who admitted to
relying on additional languages, especially the local dialect, to fill in their vocabulary gaps
while speaking. Given this choice, the students will rather lean towards the easy solution of
saying the word in the dialect, for example, to incite the generous help from the teacher or the
skilful peers. Well-established exposure to native British English based on well-structured
listening and followed by sufficient time to activate (speak) what has been learned can,

therefore, support students’ weak speaking skills.

Furthermore, findings demonstrated that, first and foremost, students interpreted their
English speech handicaps as lack of vocabulary and lack of mastery of spoken grammar in
addition to problems with fluency. To this they added affective problems, pronunciation and
the incapacity to cope with the speedy nature of the English language and the demands of

immediate conversation: very little time is allowed to recall the words and utter them

properly.

Also, the great majority of them avowed relying on their teacher or peers to fill in the

speaking gaps and compensate for their lack of proficiency. This category of students is
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unable to regulate their problems on their own since they ignore how to do so. And given that
they have never been taught compensation strategies to cope with their speaking problems,
have never experienced listening to natives in a structured session; and unfortunately have a
weak level of proficiency that do not allow them the self-development of those strategies; so,

those students only find refuge in the competencies of others.

Conversely, skilful students show great autonomy since they are able to use different
compensation strategies to cope with the difficulties they may encounter when involved in a
conversation in English or a long speech while discussing a given topic. The two sessions per
week seem quite sufficient for the practice of their oral capacities. Alas, only a few students
are autonomous, the rest really need serious reflection on the part of teachers to help them get
rid of their complexes and develop their oral fluency to reach their ‘professional’ peers. This
can be achieved not only by teaching these compensation strategies in the classic way using a
board and pen, but, even better, through short structured listening sessions based on authentic
video extracts to give students the opportunity to experience the natural English, practiced by

its native speakers.

Moreover, results showed that a great majority of students avowed being funs of
watching videos in English. This is not surprising, since they belong to the abovementioned
‘Gen Z’ generation characterised by a heavy digital and online acquaintance. Yet, they seem
scattered between watching videos in British and American English varieties. Respectively, if
the first are quite conscious of the effectiveness of these British talking videos over the
acquisition of an LMD in the conventional English decided by the decision holders for such
settings; the second are quite influenced by the Hollywood invasion of the world’s screens
both via the net and television. In addition to the influence exercised over the lifestyle and
ideology of the audience’ cultures, Hollywood films have a considerable impact on the spread

of American English over any other languages; British English included. In this regard, it is
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seen as a means to disseminate language and culture (Llerena & Hurtado, 2018). It is also
regarded as a double-edged sword since it provides the elements that help the achievement of
the said globalization but helps, above all, the promotion of the American culture, including
the language, leading to the disappearance of other national and local cultures (Maisuwong,
2012, pp. 1-7). Consequently, it is no surprise that the majority of students opt for films when

asked what kind of video extracts they would like most in the oral-expression class.

Additionally, when it comes to students’ experience with English videos in the
speaking class, only a minority assume they have been exposed to these videos as teaching
tools, and only a handful seem to enjoy the experience. The reasons lie behind the difficult
language of the videos used in addition to the boring aspect of the session resulting from the
lack, or even the absence, of activities; discomfort with content; and the long exposure that

prevents students from practicing their English as they are supposed to in these classes.

Crossing these results with the general tendency of students to watch videos in
English, we can deduce that the problem lies in the length and content of the videos in
addition to the way they are presented. In other words, students only support viewing videos
in their speaking lessons if three conditions are met: first, the brevity and purposefulness of
these teaching tools to avoid long tedious viewings; second, the content convenience with
their skill level and preferences; and, third, if their use is not intrusive preventing them from
taking the time to express themselves in English. Moreover, they must be accompanied by
activities in order to liven up the course and help students increase their chances to develop

their ability to speak English.

For all the previous reasons, the introduction of listening instruction based on well-
selected short video extracts in the oral-expression course is expected to provide solutions to

the above-mentioned concerns and help students overcome their lack of English-speaking
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proficiency; a view that has proven to be broadly endorsed, so far, according to the student

perception survey.

Conclusion

All in all, processing of questionnaires for teachers and students has been of great help
in learning about the experiences of both oral-expression partners and understanding both
their concerns and aspirations for better teaching-learning situations. The answers of the
students corresponded in all cases to those of their teachers, which prove that the questions
were answered with real sincerity and precision on both sides. Reasons for students’ lack of
motivation, lack of autonomy, and weak speaking skills are for a large part related to how the
oral-expression courses are held. The absence of structured teaching which accompanies
students in their need to speak English effectively and autonomously as closely as possible to
that of natives and provides conditions quite similar to those that can be encountered in a real
situation; are in fact among the main reasons for students’ poor performance in English. In
addition, the dull nature of these courses based, for the most part, on discussions, unstructured
oral presentations, absence of educational tools, and lack of activities, are also part of these

reasons.

Also, besides the lack of vocabulary and mastery of the spoken grammar, many
students are victims of affective problems including shyness and lack of self-confidence
which inevitably lead to a serious lack of autonomy, since they show inability to self-regulate
their speaking problems and generally opt for what they believe the shortest and safest way:
the teacher’s and competent peers’ help. Hence, the present experiment is an attempt to
address all the concerns mentioned above through the introduction of the suggested listening

instruction based on authentic video extracts in the oral-expression course.
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Introduction

The goal of this chapter is to highlight the experiment’s findings in terms of the
progression of the twenty sample students’ speaking skills before and after the treatment was
introduced. This treatment entails implementing an instruction based on listening and short
video extracts, provided with related activities, to support students’ speaking skills in the oral
expression course. To put it another way, the quantitative data collected via observation grids
during both the pre-experimental (listening-free) and experimental (listening-based) phases in
relation to the five selected indicators (grammar and vocabulary; discourse management;
pronunciation; interactive communication; and self-correction) will be analysed and compared

to determine whether the treatment provided had any effect on students’ speaking skills.

Two statistical methods are used for this: the Paired t-Test and the computer statistical
program SPSS. On the one hand, the correlated t-Test is used to see if there is statistical
evidence that the mean difference between the dubbed listening-free (pre-experimental) and
listening-based (experimental) stages is significantly different from zero. The SPSS
programme, on the other hand, is used to perform all calculations, simplify data comparison,

and facilitate the creation of various related tables and diagrams.

6.1. Presentation of the Observation Data

Considered essentially as a bank of data collection method (Cowie, 2009, p. 166),
observation results in the present research are divided into two main groups according to the

two phases of the experimentation: the listening-free and listening-based stages.

The twenty students’ speaking competencies were subjected to scrupulous
observations before and after the meant treatment in terms of their performance in: grammar

and vocabulary; discourse management, pronunciation, interactive communication, and self-
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correction. Each student is allocated a mark according to each of the abovementioned
indicators, ranked in an ordinal way as follows: the null performance (0), low performance
(1), fair performance (2), good performance (3), to the very high performance (4). The null
performance refers to the type of students’ passive behaviour or reluctance to participate in
the different suggested activities. At the end of each session, every student was assigned a
mark (grade) which represents the mean of his/her performance according to these five

indicators.

Accordingly, the same procedure is undergone throughout the whole sessions of the
pre-experimental and the experimental stages. Results are compared and analysed to check the

accuracy or inaccuracy of the present research hypothesis.

6.1.1. Presentation of the Observation Data in the Listening-free Stage (Pre-

experimental)

In what follows, a detailed description of the information gathered by observing
students’ reactions to the thirteen sessions of the listening-free stage (First Stage) before the

treatment.

6.1.1.1. First and Second Sessions’ Observation Data

Here are the illustrative tables of the observation grid for the first and second sessions

of the listening-free stage.
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Observation Grid of the Listening-free Stage ’ First Session

STAGE: i i SESSION:
L’Sﬁ"@ The Speaking Skill o1
""i":;'l‘e Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G20
- 1123 o123 /40|22 (3| 4)0 (1 [2[3[4)0]|1]|2
51 X X X X X 03
52 X X X X 00
53 X X X X X 12
54 X X X X X 10
55 X X X X X 03
56 X X X X X 09
57 X X X X X 12
58 X X X X 00
59 X X X X X 05
510 X X X X X 07
511 X X X X X 04
512 X X X X X 06
513 X X X X X 11
514 X X X x 00
515 X X X X X 06
516 X X X X X 07
517 X X X X 00
518 X X X X X 12
519 X X X X X 06
520 X X X X X 06
Total 31 23 30 22 17 123
Average 1.55 115 1.5 1.1 0.35 6.15
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Observation Grid of the Listening-free Stage Second Session
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As demonstrated in the observation grid above (table20), students’ reactions to the
first session of the listening-free stage were not quite satisfactory. After being exposed to the
related short excerpt, they were asked to participate in an activity based on constructing a
conversation about advising a thief (at each time a chosen student) to do and avoid doing
certain actions. The results show that with the exception of four students (S3, S7, S13, and
S18) who showed positive attitudes towards the subject, the activity, and the session in
general; the majority were very quiet (ranging from reluctant to very reluctant) and seemed
withdrawn from whatever was going on in the course. Among the latter, four other students
did not say a word throughout the session despite the teacher’s efforts to invite them to take
part in the discussion (S2, S8, S14, and S17); which explain their null grades as clearly shown

in the above observation grids.

Along the session the researcher was quite attentive to students’ behaviours, even the
slightest reactions as smiles, nods and chattering; every move is significant and needs
consideration. At the very beginning, students were invited to choose their seats which they
would keep throughout the sessions. And to allow herself the opportunity to catch up if she
ever forgets to take notes or ignores a student, she took panoramic photos of the whole class
so that she could come back to these photos when needed to, especially since all the

participants are still considered new faces not yet familiarized.

Besides, in terms of the averages scored in each indicator, all show low results without
exception. They range from grammar and vocabulary (1.55) in the first position;
pronunciation (1.5) in the second, discourse management (1.15) in the third; interactive
communication (1.1) in the fourth; and self-correction (0.85) as the less mastered aspect

among the four factors which determines the students’ speaking skill (see Table 22).
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First Session Observation Grid Summary (Stage 1)

Table 23

Second Session Observation Grid Summary (Stage 1)

_ﬁige Students’ Speaking Skill in the Listening-free Stage Suimn _ﬁalge Students’ Speaking Skill in the Listening-free Stage ﬁu;mn
icates | Lrammar | Discourse Interachve Helt- icates | L-rAIMImAT Inscourse Interactive Selt-
and Managavat | Pronunciston | Commmicotion | correctiom | Grade and Manazanert | Propunciation | Commmimtion | correction | Grade
Simden Vooabulary Smdens Vocoabulary

=1 1 1 2 1 0 [ ~1 1 1 2 1 1 06
52 0 0 0 0 0 [ 57 1 1 1 1 0 04
53 3 2 3 2 2 12 53 3 2 3 2 2 11
4 2 2 2 2 2 10 34 2 2 2 2 2 10
53 1 1 1 1 1 (5 53 1 1 1 1 1 05
56 2 2 2 2 1 [ 56 2 2 2 2 1 09
5 3 2 3 2 2 12 3 3 2 3 2 2 12
S5 0 0 0 0 0 [ 3 1 1 1 0 0 03
59 2 1 | 1 0 [ 39 2 | | 1 1 i3
¥ 7 ) 2 1 0 a7 SI0 2 2 2 1 0 [
LF ) 1 1 1 1 0 04 L H 1 1 1 1 0 04
L 7 1 1 1 1 [T 512 2 1 1 1 1 [T
LFE] 7 ) 3 2 2 11 LFE] 2 2 3 2 2 11
L¥F 0 ] 0 0 0 [IT1] 514 0 0 0 0 0 [IT1]
513 2 1 1 1 1 [T 513 2 1 1 1 1 (I
LF [ ) 1 2 1 1 a7 5e P 1 2 1 1 a7
ST 0 0 0 0 0 [ 5T 1 1 1 0 0 03
LFE 3 7 3 2 2 12 L 3 7 3 2 2 12
LFE] 7 1 1 1 1 08 LFE 7 b 1 1 1 a7
L] 1 1 2 1 1 [T 520 1 1 2 1 1 [T
Total 31 23 30 27 I7 123 Total 34 7 33 23 19 136
Average 1.55 1.15 15 1.1 0.85 6.15 Average 1.7 135 1.65 1.15 0.95 6.8
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This means that, despite the already cited good students, the majority have serious
problems in expressing themselves (in this case advising the others) especially in terms of
interactive communication as to exchange information, and discourse management as to
express their ideas using a cohesive and connected speech. Even worse is their capacity to
regulate their speech when the teacher makes the hand gesture indicating that something is
incorrect and impairs the message’s clarity requiring the students to rephrase their utterances.
Students almost always ask the teacher and their peers for assistance while remaining silent,
which demonstrates a very low level of autonomy on their behalf. Additionally, reluctant
students who received a score of 0 on observation would simply be shy, lack confidence, or
possibly have extremely low levels that prevent them from taking the initiative to speak and
participate in a conversation. However, it is still too early to pinpoint the precise causes of

such a negative response.

The second session’s main focus was a conversation simulation based on a given
statement, as well as the use of some English speech acts to express apology in English.
Students were required to create a phone conversation with an agent from an online sales
company who sent a product that was not requested by mistake, using appropriate vocabulary

and English expressions to apologise.

This time, the students were more motivated and showed a better interest in the subject
and the associated activity than in the previous session. However, the results remained below
the expected estimates. This is clearly demonstrated in the related table (See table 23) of the

summary of the observation grid related to the second session.

In all, a tiny progress was remarked in the results of only six students. For the first and
ninth students (S1, S9), we remarked a small effort in terms of self-regulation since attempts

were made on the part of these students to correct their mistakes at the signal of the teacher,
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and without. For the eighth and seventeenth students (S8, S17) progress was mainly shown in
the three first factors of the observation grid. These students were reticent during the first
session, but this time they made an effort to get into the classroom atmosphere; however, they
remained weak in terms of interactive communication and relied heavily on the teacher’s and
the best students’ assistance. A slight improvement in all five factors was recorded with the
second student (S2); however, the nineteenth one (S19) showed improvement only in terms of

producing more coherent sentences compared to the first session.

The analysis of these results leads us to believe that this progress may be due to the
familiarisation process that begins to develop in students, particularly those who are shy and
find it difficult to integrate from the first contact with teacher and peers, despite the fact that
they do not necessarily know each other. It could also be a reaction to the second session’s

topic and/or the related activity.

6.1.1.2. Third and Forth Sessions’ Observation Data

The third course concentrated on the simulation of a given dialogue provided by the
related script, as well as the use of the common English word sorry to express different
situations. The researcher, as usual, played the video extract once before dividing the students
into small groups and asking them to try to simulate the dialogue using the provided script.
They were intended to use the word sorry as often as possible to express misunderstanding,
astonishment, and apology. The following is a presentation of students’ results from the third

and fourth observation grids.

Except for a slight improvement in the fourteenth student’s (S14) speaking
performance in terms of grammar, vocabulary, and pronunciation, there was no significant

difference between students’ reactions in the second lesson.
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Table 25

Forth Session Observation Grid Summary (Stage 1)
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The intended student is a male who demonstrated remarkable disinterest during the
previous two sessions, but appeared more motivated towards the content of the video extract
as he assumed being a fan of animated films (a movie that is made from a series of drawings
or puppets). He appeared to break his silence and began to express himself verbally and
through body gestures, claiming to be a great fan of Paddington; the main character of the
intended animation film. Similarly, the majority of students appeared to be revived by the

brief viewing sequence; however, their English performances remained unsatisfactory.

Likewise, the third session, the fourth one’s main concern was to incite students to
hold a conversation on a given topic; in addition to the use of ellipsis. This activity required

pair work to create the intended conversation (see Table 11).

Following the positive impression that the first extract left on the students in the
previous session, the researcher used another short excerpt from the animated film
Paddington. Again, this was restricted to a single exposition with no special treatment of the
extract’s content or consideration of the issue of speaking, let alone listening. However,
contrary to expectations, students appeared less motivated than in the previous session, with
the exception of four students (S3, S7, S13, and S18) who already have a good speaking level

in general.

The point is that the activity this time requires mastery of the elements of interactive
communication, which necessitates familiarity and command of communication strategies,
use of functional language, conversational turn-taking, and clarification requests. In other
words, these students (S6, S10, S16, and S20) took long pauses and were unable to keep the
conversation flowing. Furthermore, in terms of pronunciation, some students reported

difficulties in using appropriate intonation, which frequently hampered communication.
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Students also showed little regard for ellipsis, despite the teacher’s insistence. However,

nothing significant deserved to be reported in terms of self-correction.

6.1.1.3.  Fifth and Seventh Sessions’ Observation Data

Following students’ suggestions during the first session, from which the vast majority
of topics were chosen, the fifth and sixth topics were presented to students to suit their
preferences and gauge their reactions to historical subjects. The topics were abolitionism and
women’s segregation, with activities limited to the traditional method of teaching: topic
discussion. The goal of the fifth session, in more detail, was to spark a discussion by
introducing some historical information about the slave trade and the 1980s abolitionist
movement. The sixth session was devoted to a discussion of women’s segregation using
agreement and disagreement expressions as well as some appropriate proverbs. (See summary

of the listening-free stage table).

In general, we observed an increase in students’ motivation in both sessions, given that
the two topics, despite being suggested by them, had previously been covered in other
courses, indicating that students are well informed; however, the language to verbalise the
acquired knowledge remains challenging. Indeed, as shown in the summary tables for the fifth
and sixth sessions, there was a relatively significant improvement in some weak students’
discourse management, vocabulary, and spoken grammar (Session Five: S1, S2, S5, S8, and
S20; Session Six: S11, S17), because they were able to participate using more or less lengthy
utterances. In terms of pronunciation in relation to the use of ellipsis, only two students (S12,
S16) in the fifth session and one student (S20) in the sixth session performed relatively better.
In terms of interactive communication, students struggled with taking turns while holding the

discussion, which frequently devolved into two or three groups chattering.
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Table 27

Sixth Session Observation Grid Summary (Stage 1)
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Furthermore, in terms of self-correction, we observed little improvement in students’
ability to correct their own mistakes, with two students (S20, S12) in the fifth session and
three (S2, S8, and S17) in the sixth session. This is most likely due to students’ enthusiasm for
the topics and mastery of the vocabulary associated with these two topics. This could also be
related to the exciting nature of these topics (particularly the second), which are always based
on two opposing viewpoints attempting to persuade and gain approval from the other.
Throughout the sixth session, some female students (S2, S8, and S16) were on high alert,

defending the cause of women against everything and everyone.

6.1.1.4. Seventh and Eighth Sessions’ Observation Data

The main goal of the seventh and eighth lectures is to introduce some important
aspects of the English language. Following the playback of the relevant video extract, the
teacher briefly introduced the main topic of each session (idioms and phrasal verbs,
respectively), provided some examples, and then moved on to the selected activity. The
seventh lesson activity required students to be divided into groups of four, with each group
assigned an idiom from which an anecdote must be constructed. Each group's representative
presents the anecdote, and the other groups attempt to guess the idiom in question. The eighth
lecture activity required more individual work, with each student telling his or her morning

routine using as many phrasal verbs as possible.

The seventh session activity seems to have had a significant impact on student
motivation. The majority of students participated, and the teacher rarely felt the need to invite
the students to join in the class atmosphere. The competitive nature of this activity combined
with the fact that it is a group work, stimulated the majority of students” willingness to engage
within the group, sharing ideas and building the story; in addition to feeling at ease since the

collaborative work relieves the burden of generating and producing English.
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Seventh Session Observation Grid Summary (Stage 1)

CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

Table 29

Eighth Session Observation Grid Summary (Stage 1)
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In the eighth session, however, students appeared far more hesitant to embark on the
related activity adventure. Presenting their morning routine on stage in front of an audience
(the teacher and peers) appeared to be challenging, and the majority of students were unable

to deliver a cohesive and understandable speech.

As shown in the table related to the observation grid of the seventh and eighth
sessions, students made significant performances in the interactive communication mainly
(S2, S3, S7, S8, S11, S14, S17, and S18). While working in a group, some students exhibit a
promising, albeit slight, amount of confidence, which assisted them in managing their speech
and correcting their mistakes at the teacher’s signal (S2, S6, S11, and S14). However, we
observed some regression in student performance in relation to the first indicator as a result of

a lack of vocabulary and the use of the past simple (S2, S8, S15, and S19).

However, we noticed a regress in student scores related to the individual presentations
in the eighth session. In terms of vocabulary, the majority of students appeared to have a
serious problem with phrasal verbs (S4, S5, S7, S12, S17, S18, and S20), and some even
confused the present and past forms of certain verbs (S1, S6, S9, S11, and S16). Concerning
discourse management, students in general demonstrated difficulty maintaining their speech
stamina and appeared to struggle to connect the various parts of their speech, particularly S1,
S8, S10, S16, and S19. As a result, even with the teacher’s intervention, many students
(primarily in S1, S6, S8, S16, and S20) were unable to manage their speech and continued

without corrections or, at worst, made long stops until one of their peers came to their aid.

In general, the demanding nature of this session’s activity influenced students’ overall
performance in terms of the English-speaking production. To put it another way, the majority
of students appear to struggle with individually presenting the given task in English. This is

because they are expected to rely solely on themselves from beginning to end, maintaining
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their speech stamina for as long as possible, and dealing with their psychic issues such as
shyness, fear of facing the audience, and spreading their language problems in front of others.
For that reason, those students appear to be more at ease when working in groups. This can be
beneficial in terms of developing their English-speaking abilities and reducing stress caused
by the difficulty of speaking English, until they acquire the necessary knowledge and reach a
desirable level that allows them to rely on themselves and communicate better in English.
Evidence of the benefits or drawbacks of pair and group work activities over students’

speaking skill is intended for the listening-based stage (experimental stage).

6.1.1.5. Ninth and Tenth Sessions’ Observation Data

The main goal of the ninth and tenth sessions was to give a presentation that captured
the hearts and minds of the audience. Because the task this time requires a relatively long time
to complete, the topic was divided into two sessions to accommodate all twenty students and
give them enough time to prepare their speeches. The teacher, as usual, played the selected
video extract, briefly explained the meaning of the metaphor and how to use it, and then
proceeded to the activity. Students were assigned to work individually on preparing a speech
and simulating Hirak orators in order to persuade the audience (teacher and students) of a
particular point of view. They were given half an hour to prepare their works and were

instructed to use metaphors in their speeches.

The topic of this session piqued students’ interest because it was timely and prominent
in the news. The activity was both appealing and motivating. Nonetheless, students’
accomplishments were not as satisfying as expected. Even when given enough time to prepare
their presentations, the majority of students, with the exception of the four skilled (S3, S7,
S13, S18), struggled to simulate the role of an orator and could hardly speak without looking

at the paper, transforming the activity into a reading aloud activity.
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Furthermore, we noticed that the majority of students do not clearly distinguish
between written and oral English language features. Their dissertations were composed of
full, well-structured sentences; they lacked natural speech characteristics such as false starts
and hesitation; and they lacked the natural way an orator normally acts in order to use body
language to be persuasive. Moreover, because students were reading rather than acting, they
did not play with pitch and intonation to demonstrate focus on specific words and parts of

speech or draw the audience attention to special points as orators normally do.

Students’ achievements in vocabulary and grammar were slightly higher than in
previous sessions, as shown in the table below, because they were given more time to use
dictionaries and prepare their work this time. In terms of discourse management, students
failed to use natural spoken English features and were not very persuasive. As previously
stated, they ignored stress, pitch and intonation, making their presentation sound like a
reading aloud activity, if not worse. In terms of interactive communication, some students
struggled to answer questions from the audience (teacher and peers) to clarify certain points in
their discourse. Similarly, despite the teacher’s insistence on the use of pitch, stress, and body

language, the majority of them were unable to regulate their presentation.

As a result, even when given adequate time and permitted to use dictionaries and other

aids, students were unable to deliver satisfactory presentations and improve their speaking.

6.1.1.6. Eleventh and Twelfth Sessions’ Observation Data

The main topic of the eleventh session was storytelling. Following a brief watching sequence,
students were assigned an activity in which they were required to rely on their own
experiences to tell a short story with a significant morale at the end encouraging or warning
the audience (teacher and peers) not to make a bad decision. Students were allowed three

minutes each, and asked to use discourse markers to organise their stories.
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Table 32

Twelfth Session Observation Grid Summary (Stage 1)
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We confirmed, through observation of verbal reactions and body language, that
average and weak students are not particularly motivated when it comes to individual
presentations. The researcher observed a lack of the requested vocabulary as well as some

issues with the spoken grammar, such as the use of the past simple tense.

Furthermore, students demonstrated significant difficulties in managing their discourse
due to a lack of knowledge about the storytelling necessary elements such as: adhering to a
clear structure and delimiting the four P's (people, plot, place, and purpose); ensuring the
audience can relate and follow using discourse markers; including surprise; and appealing to

the audience’s emotions.

Furthermore, students demonstrated difficulties with stress and intonation, as well as a
shortfall in pronouncing even the words in isolation. In terms of interactive communication,
and because they were required to interact with the storyteller after each presentation, weak
students struggled with asking questions or inferring the morale (on the part of the audience);
and answering the questions, clearly citing the morale, and explaining special points related to
their story (on the part of the storyteller). All of the aforementioned setbacks and lack of
knowledge resulted in an understandable shortage in the regulation of students’ mistakes,

which explain poor self-correction scores.

The main focus of the twelfth session, however, was a discussion of Islamophobia,
which has recently engulfed the non-Muslim world. Despite the novelty of the topic and the
fact that it was primarily chosen by students, the associated activity appeared to be quite
unappealing, leading to students’ reluctance to participate in the discussion. Only a few good
students seemed interested; the rest hid behind them and participated only infrequently. This
explains the null scores assigned to some of them in the observation grid of the twelfth

session.
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The analysis of the results leads to the conclusion that even when the students are
interested in the topic or whatever aids are introduced; the activity remains an important part
of the equation. When the level of difficulty is too high for the students, the scores are
generally low, revealing a lack of English-speaking skill on the part of the students. The weak
ones generally show reluctance and carelessness when the activity allows for laziness,
chattering, or hiding behind better elements. Working in small groups where everyone is
watched and assigned a specific task may solve the aforementioned problems and help

students develop their English-speaking abilities.

6.1.1.7. Thirteenth Session Observation Data

The final session of the pre-listening stage focused on providing a description of a
known individual. Following the brief viewing sequence, the teacher positioned the image on
a portrait of the well-known British actor Rowan Atkinson. Students were divided into pairs
and asked to construct a conversation of eight roles for each based on the teacher’s suggested
statement. This latter is based on describing the intended actor to a friend who is having

difficulty remembering the character of the film Johnny English.

The majority of the students were excited to watch the video because they are fans of
the actor. They also expressed a strong desire to participate in the activity, owing to the fact
that it is a pair work activity and the statement seemed appropriate for them. However, as is
customary, their achievements in EFL production were less than satisfactory. Their English-
speaking performance is still hampered by their extremely limited vocabulary. In terms of
spoken grammar, students often overlook the fact that they can use short utterances, clauses,

or even single words to convey the same meaning as a lengthy sentence in written grammar.
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Thirteenth Session Observation Grid Summary (Stage 1)
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Results confirm the teachers’ and students’ responses in the related questionnaires (see

the previous chapter). Students, have a severe lack of discourse management skills in terms of

features of everyday spoken conversation such as pause fillers, chunks, and vague language,

making their English appear very unnatural and more akin to reading aloud from a given

script. These deficiencies have a negative impact on their ability to manage their knowledge

and regulate their speaking, which explains their poor self-correction results and reveals their

lack of autonomy in speaking English
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6.1.2. Data Analysis and Interpretation of Pre-listening Stage Observation

The first part of the field work concretized the vast majority of the conclusions drawn
from both questionnaires’ analyses. Observing students’ achievements during the thirteen
sessions of the free-listening stage confirmed teachers’ and students’ responses and was quite

useful in considering students’ English-speaking shortcomings up close.

Except for four students who already have good English-speaking skills, the remaining
sixteen students are plagued by a variety of serious issues that prevent them from interacting
in an effective and autonomous way while speaking English. Those issues are organized
according to the five indicators of the observation grid. Accordingly, the four first indicators
including vocabulary and spoken grammar, discourse management, pronunciation and
interactive communication are drawn from Thornbury’s (2013) description of the recognized
speaking test Cambridge Certificate in English Language Speaking Skills (CELS). To this
self-correction is added to determine students’ ability to proceed over correcting their own
mistakes relying on themselves not on the others. It is tightly connected to autonomy; a facet
of success in English language learning in general, speaking in special (Davies & Pearse,

2000).

To begin with vocabulary, students appear to struggle with finding the appropriate
words to convey the message and speak intelligibly. They lack the type of functional language
necessary for speaking meaningful and efficient English. This includes the necessary
vocabulary for greetings, apologizing, asking permission, complaining, making requests,
agreeing and disagreeing, introducing oneself, asking for or giving advice, explaining rules,
describing things and persons, etc. Even when they know the words, some students struggle to
recall them and take longer to remember, which does not meet the demands of natural

speaking and immediate interaction. This is the direct result of a lack of oral English practise.
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In terms of grammar, many students struggled with properly ranging their vocabulary
as well as asking questions, in addition to their incorrect use of the past simple of verbs,
particularly irregular verbs. Even more serious, they appear to confuse written and spoken
grammar rules and to disregard how to relate on close-unit length rather than sentence-unit
length to speak meaningful and rapid English. Even the most skilled ones do not use ellipsis
and rely on wordy sentences, making their speech appear very unnatural and, as previously
stated, more akin to reading aloud from a script. This is why they are unable to deal with the
demanding nature of immediate conversation, which allows for very little time to analyse

what has been said and respond appropriately.

Regarding discourse management, the majority of students were unable to maintain a
coherent flow of language across several utterances using the proper assortment of linguistic
resources. This was evident in activities that required individual presentations, the reason for

which was students’ aversion to such activities.

And except for the very weak students, the majority had no difficulty pronouncing the
words in isolation. Nonetheless, they have real difficulties linking words together using
appropriate pronunciation. This hampers the intelligibility of their speech in the majority of
cases. Another issue is the use of phonological features such as the appropriate stress
placement (both at the word and sentence levels) and appropriate intonation, which is often

overwhelmed by the Arabic accent.

In what relates to interactive communication, students face numerous challenges in
interacting fluently with the teacher and their peers. They are unaware of the appropriate
functional language required for spontaneous communication as well as for everyday
conversations. They ignore strategies such as false starts, paraphrasing, pause fillers (e.g.,

well, Um, Er, actually, you know, you see, | mean, | guess, or something, right, Mhm, okay),
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and the use of chunks (collocations, phrasal verbs, idioms and sayings, discourse markers, and

social formulas) to ensure effective English that sounds natural.

All of the knowledge gaps mentioned above have an impact on students’ ability to

repair and correct their English speaking. Natural speech and interactive communication have

high demands that leave little time for self-correction. This has a negative impact on students’

autonomy. Weak students have no choice but to seek help from others or inset another

language; Arabic appears to be the best option for the majority of them.

Overall, a number of annotations were drawn from the observation of students during

the free-listening stage. We need to:

Assist students in mastering all knowledge that will enable them to speak
intelligibly and fluently (functional language, features of spoken grammar,
discourse management, etc.).

Vary activities and avoid over-reliance on boring discussions, which may
attract only good students while increasing reluctance and regress in weak
ones.

Encourage group and pair work activities rather than individual presentations,
at least during the first sessions, until students have gained sufficient
knowledge to take action to participate and practise their English.

Avoid high-demand activities to encourage everyone to participate and incite
weak students to leave their shadow zones and get in the course.

The teacher only participates when necessary to introduce the topic or explain
a particular point, leaving the majority of the session’s talk to the students so

that they practise their English.
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Be omnipresent and keep an eye on the students who are having real
difficulties, but do not expose them to on-stage presentations until they have
overcome their shyness and fear of losing face in front of the audience.

Match the activity of watching video excerpts with appropriate activities that
can assist students in extracting the necessary knowledge and paying attention
to the various features of real spoken English.

Choose the video extract in collaboration with the students to ensure their
initial enthusiasm and motivation to work with these educational tools.

Avoid frequent corrections and encourage students to self-correct when
possible.

Set the stage for fruitful pair work by rearranging the classroom so that a weak
student sits next to an active one.

Integrate English culture into the oral-expression classroom by showcasing
culturally bound images of castles, famous English people, actors, proverbs

and sayings, maps, and other items.

The bottom line, observing the listening-free phase was quite useful in broadening our

knowledge of students’ speaking problems, as well as in directing our reflection on our own

practise in the oral-expression course, and forging our professional vision of how things are

and how they could be improved, as said by Cooke & Simpson (2008, p. 135). As a result, all

of the preceding points are intended to be taken seriously in the following section, which is

devoted for the dubbed listening-based stage.

6.1.3. Presentation of the Observation Data in the Listening-based Stage (experimental)

The listening-based stage followed in the footsteps of the free-listening stage, with

thirteen sessions covering the same topics. The difference is the introduction of a listening
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instruction based on the same short videos but this time related to three types of well-designed
activities: pre-listening, listening, and post-listening activities. The pre-listening activity
usually followed the researcher’s brief presentation of some necessary knowledge and
explanation of some aspects of the language in order to better prepare the students for the

listening and speaking phases.

The listening activities varied between individual and pair work and were intended to
raise students’ awareness to specific aspects of the English spoken language in order to
activate the process of self-monitoring and self-correction. The most time was allotted to
speaking activities, which generally include appropriation and automaticity activities and
targeted enabling students practise what they learned in previous stages. Whereas
appropriation activities were designed to help students achieve self-regulation of the targeted
aspects of the spoken language, automaticity activities were meant to assess students’ ability
to operate that self-regulated knowledge in situations close to real life conditions, as

recommended by Thornbury (2013, pp.89-90).

Students were given a document titled General Handout during the first session,
which served as a resource for some useful information that they may require for the
development of their English spoken language proficiency (see Appendices; General
Handout). This includes some generalities about speaking, such as the transactional and
interpersonal functions, interactive and non-interactive facets, and the planned and
spontaneous aspects of speaking in general. Also, it covers brief knowledge about what
students need to know to develop their English-speaking skill including speech acts, register,

discourse management, spoken grammar, vocabulary, phonology, to name but a few.

However, at the outset of each session, the teacher distributed a handout

bearing the knowledge intended for that session. The goal is to provide students with useful
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information about particular characteristics of the English spoken language or topic-related
information that is required for the completion of the activities and achievement of the given
session pre-set objectives. The document also includes detailed instructions and relevant
information for the three types of activities described above. However, information about the

content and the course of the lessons is detailed in the Chapter 4.

The performance of students in this stage was evaluated using the same
observation indicators as in the previous stage, which includes grammar and vocabulary,
discourse management, pronunciation, interactive communication, and self-correction. In
contrast to the first stage, the students have now become familiar to the teacher, as she no
longer confuses their names and is aware of each and every individual’s strength, weaknesses,
and preferences. This simplified and made the evaluation more practical. The video excerpts
were played and replayed according to the degree of the language difficulty and the nature of
the activity, and students’ demands. The results and their analysis will be detailed in the

upcoming sections.

6.1.3.1. First Session Observation Data

The teacher begins by briefly explaining the information presented in the first session-
related handout regarding the function and importance of speech acts in English before
moving on to the pre-listening activity (warm-up). This activity had a time limit of ten
minutes. For the listening phase, two activities were designed. The first was a two-part
listening comprehension activity that included listening to the teacher read aloud a given
conversation between two friends; the second involved watching a short video extract of a
conversation in which the main subject was giving advice. The next activity, dubbed
awareness-raising, aimed to draw students’ attention to some aspects of the English language,

specifically how to advise (the main topic of this lesson). The speaking activities were divided
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into two categories: appropriation and automaticity, and they lasted sixty minutes. For more

details see Chapter 4 (Table 22).

Following the distribution of the handouts, students expressed satisfaction and
gratitude. By the end of the lecture, they told the researcher that this experience had granted
them the support they needed to broaden their knowledge and develop related vocabulary,

lowering their gaps while speaking.

Students showed a high level of interest throughout the various activities and seemed
motivated and involved in everything that was happening in the classroom. Consequently, no
chattering was heard and the teacher did not feel the need to invite the students to engage in
the activities. However, when we compared the responses of the students to the two listening
comprehension activities, we found that they significantly preferred the one based on the

watching sequence to the activity based on the teacher’s customary reading aloud.

And because they had been informed that the activities would be based on how
attentive they could be to the content of the video extract in general and features of the
English language in particular, the watching sequence kept the students’ full attention. Many
female students demonstrated positive verbal and/or body language behaviours because they

were Hugh Grant and Julia Roberts fans (Notting Hill’s Heroes).

Moreover, the teacher subtly evaluated the students’ performances based on the
automaticity activity without the students’ awareness to prevent potential impact on their
behaviour. According to this activity, students had to be divided into three-person groups who
had to act out the three characters from the video while choosing one of the two scenarios that
the teacher had suggested. The groups were initially created by the teacher to maintain a
balance and guarantee that each group had at least one skilled and one weak student.

Students’ achievements in the first session are shown in the following observation grid:
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Since they could negotiate meaning with more skilled peers without having to face the
class or the teacher’s pressure, weak students found working in small groups to be quite

appealing and satisfying.

Besides, to guarantee fruitful observation, the teacher ensured that the intended group
work was truly based on the collaboration of all members and did not devolve at any point
into individual work with a collaborative profit. The teacher attempted to be omnipresent in
order to establish equilibrium within the small groups by inviting skilled students to consider
their less qualified classmates and encouraging those latter to try to snatch a place in the

middle of the group and share their ideas without fear or embarrassment.

Along with the notable improvement in motivation, students’ performances have
witnessed some improvement in accordance with the five observational indicators, as is
evident in the observation grid above. First, they speaking gaps are significantly reduced and
shortened as a result of their increased confidence, which they attributed to the vocabulary
presented in the handout and the language presented in the video extract. Even so, they

continued to use wordy sentences rather than clause units when it came to spoken grammar.

Additionally, it appeared that students were still having difficulty controlling their own
discourse because the majority of them struggled to maintain a coherent stream of language
across multiple utterances in addition to having insufficient knowledge of and poor use of
discourse markers. They also appeared having trouble in pronunciation especially using
intonation, which makes their English sound like Arabic. Some students have significant
trouble dividing speech into meaningful informational blocks known as ‘tone units’
(Thornbury, 2013). When it comes to interactive communication, students made a slight
improvement, especially in terms of taking and yielding turns imitating the characters in the
brief excerpt. However, only six students (S3, S4, S7, S10, S13, S16 and S18) were aptly able

to correct their mistakes on their own using paraphrasing.
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6.1.3.1.1. Comparison of Listening-free and Listening-based Stages’ First Sessions

Students’ achievements during the first sessions of the listening-free and listening-
based stages are demonstrated in the table above. Despite the fact that they both dealt with the
same subject matter —advising— a comparison of the results reveals that, on average, there has
been a significant improvement in the majority of students’ performances according to the
five indicators of the observation. Only three students appeared to maintain the same marks
during these sessions. The weak participants (S2, S8, S14, and S17) who displayed a strong
reluctance in the first session of the first stage, which accounts for the null marks, appeared
more engaged in the first session of the listening-based stage, even though their performance
was still unsatisfactory. The first indicator, however, showed the most improvement because
students were this time supported by the language presented in both the handout and the video
extract. As compared to the very first session of the first stage, students also appear to have
made a significant improvement in their ability to self-correct. Comparatively to the first
listening-free stage session, the first listening-based stage session seemed more promising

overall. The total average shifted from 6.15 in the first stage to 8.25 in the second.

6.1.3.2. Second Session Observation Data

Similar to the second session in the listening-free stage, the focus of the second
session in this stage was on another crucial speech act: ‘how to apologise in English.” The
importance and common usage of the word sorry in English culture were covered in the
handouts that were given to the students in this context. They were informed of the other uses
(speech acts) of this word, such as astonishment, drawing attention, initiating a conversation,
expressing No, asking for clarification, or indicating misunderstanding, in addition to its
initial function ‘apology’. To express the various aforementioned functions, emphasis was
placed on the intonation shift that occurs when saying sorry. Additionally, students were

given a few substitute expressions for this word in typical English conversation.
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Similar to the first session, the activities were split into speaking, listening, and warm-
up (pre-listening) activities. The first activity, which lasted around ten minutes, asked students
to provide examples for each of the various functions of the word sorry. The second activity,
which lasted for more than twenty minutes, involved watching three brief video clips to
consolidate the information learned during the pre-listening stage. It was initially intended to
increase students’ awareness of the significance and frequent usage of sorry in English, as
well as its various functions. The final set of activities, lasted about an hour and were split
into two parts: appropriation and automaticity activities. Based on pair work, the first one
focused on students’ appropriation or mastery of the information presented in the pre- and
listening phases in addition to their performances in terms of interactive communication. The
second activity involved a group work based on a language game we called Chain Dialogue,
which was primarily inspired by Thornbury’s Chain Story (2013). The main focus of the

observation and evaluation was on the students’ speaking performances in this activity.

In general, the second session was lively and the classroom atmosphere was extremely
positive, even better than it was during the first one. Students showed great enthusiasm
towards the different suggested activities, especially the two last ones: the appropriation and
the automaticity activity (Chain Dialogue). The competitive aspect of these activities was the
main reason behind students’ positive attitudes. Additionally, they expressed verbal
appreciation for the addition of new activity types to the oral expression course, which

changed it up from the usual, eternal like topic discussions.

Regarding seriousness and willingness to learn from the watching sequence, students
demonstrated unexpected professionalism during the listening activity since they were paying
close attention and taking notes even without the teacher’s direction. Never once did the
teacher feel that it was necessary to keep the class in line by urging the students to pay

attention, take notes, or engage in the various suggested activities.
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Students’ performances continued to improve, as can be seen in the table of the
observation grid above. At varying levels, all of the observed competencies showed progress.
The knowledge and language in the handout and the video excerpts kept giving the students
the assistance they needed to increase their vocabulary and minimise speaking pauses. As a
result, they have less trouble in the automaticity activity at least remembering or using the
vocabulary needed to express their ideas, even when faced with the demands of immediate
conversation, which gives them very brief instances to understand what is being said and
prepare an adequate and meaningful response. Only one student (S14) received a poor mark in

vocabulary and spoken grammar; he scored the same note in all of his other performances.

Moreover, the majority of students demonstrated a significant improvement in
interactive communication (S1, S2 S3 S4 S6 S7 S9 S11 S12 S13 S15 S16 S18 and S19) and
discourse management (S3, S4, S6, S7, S9, S10, S13, S15, S16 and S18), taking and yielding
turns with relative ease, and using discourse markers when necessary. Shy Students who had
previously struggled to speak in front of others orally in English appeared to have gained
some confidence. Skilful ones were even able to imitate the characters presented in the video

excerpt in using hesitation and false starts.

When it came to pronunciation, the majority of students made progress, particularly
with regard to the intonation of the word sorry in light of its various functions and contexts.
Also, most students also seemed more at ease correcting their errors and rephrasing their

speech in response to the teacher’s gesture.

The level of competition was at its peak. In an effort to perform better, students even
requested that the teacher conduct the activity once more. Due to everyone’s efforts to speak
English more like a native, the performance gap that was evident in the first stage seemed to

narrow in this stage namely between average and good students.

360



Table 37

CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

Comparison of Second Session Observation Grids (Stage 1 and 2)
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6.1.3.2.1. Comparison of Listening-free and Listening-based Stages Second Sessions

During the second session of the pre-listening stage, we observed that the majority of
students had serious difficulties expressing themselves using appropriate English vocabulary
to advise, particularly in terms of exchanging information (interactive communication) and
expressing their ideas using cohesive and connected speech (discourse management), in
addition to lack of vocabulary, problems in pronunciation and inability to self-correction.
Some students scored extremely low (S2, S5, S8, S11, and S17), and one student expressed
complete aversion to the suggested activity. However, even though the topic was the same in
the second session of the listening-based stage, students achieved better results practically
according to all of the indicators of the observation. As previously stated, motivation and
readiness to learn and participate in classroom activities were at their highpoint. This is
evident in student scores (S2, S8, S9, S10, S11, S14, S15, S16, S17, and S19), which
increased by three points. There were no null marks because everyone was involved and
involved in the activities. The total average increased significantly from 6.8 in the free-

listening stage to 9.45 in the pre-listening stage (See Table 37 above).

6.1.3.3. Third Session Observation Data

The importance of expanding students’ vocabulary and knowledge of commonly used
chunks and expressions in everyday English was maintained as a priority in the pre-listening
phase. Students were provided with useful expressions for conveying misunderstandings or
requesting repetition of what was said. In addition, they were given a list of alternative

expressions for 'yes, no, thank you, and okay," which will help them sound natural.

During the listening phase, the teacher suggested a speed alternation activity in which
students listened to the selected short extract at three different speeds: slow, normal, and fast,

before completing the conversation-script provided. They were then asked to consider some
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common English expressions from the script and practise them at least once with their

classmates. The aim is to improve students’ listening skill and refine their spoken English.

This lesson’s spoken activity was divided into appropriation and automaticity
activities. The first was a pair work presented in the form of a game and intended to
consolidate knowledge gained in previous stages (see third lesson in the previous chapters). It
lasted about fifteen minutes. Based on a new statement suggested by the teacher, and
organized in group work, the second activity required students to reconstruct the dialogue,
using as much words and expressions learned from Handout3 and paying attention to the use
of different registers (formal and informal English). They were then supposed to act out the

dialogue as the four characters: Paddington and the three members of the family.

Students were delighted to see the video extract again during the oral-expression
lesson. This time, they appeared to be more enthusiastic about the chosen activities. They
appreciated the speed alternation activity because it allowed them to experience normal
speech speed and pronunciation while also providing them with the necessary support to

complete the activity and decipher the words from the connected speech.

The competitive aspect of the appropriation activity was quite appealing on the parts
of students. They appeared very enthusiastic and quite implicated in the task given. But
compared to the automaticity activity, students’ motivation was at its pick. Group work
seems to be more interesting and students appeared at ease working together and sharing ideas
while building the dialogue. During the fifteen minutes they were given to prepare their work,
several bursts of laughter were heard in almost every group, and the students appeared to be
racing in the competition machine. The teacher moved between student groups to ensure that
everyone was speaking English and that everyone was more or less equally involved in the

dialogue’s construction, at least in terms of their own roles. Achievements are shown below.
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With the exception of one male (S14), the majority of the students performed more or
less satisfactorily in the automaticity activity. They appeared to be more flexible in using and
recalling the correct vocabulary as well as the simple spoken grammar required making that

vocabulary clearer.

Some students’ achievements (S3, S4, S7, S13, S16, and S18) demonstrated a
significant shift in the production of extended and coherent spoken English (discourse
management). They were skilled at imitating the accent and pitch of the video excerpt

characters, as well as some facial expressions and body gestures.

With pronunciation, students rarely stumbled. They successfully introduced the
expressions learned during the listening phase into their roles with perfect intonation and pitch
placement in the majority of cases. Taking and yielding roles in the conversation appeared

natural and flexible, especially since it was accompanied by some false starts and hesitation.

Generally, during this session, students’ English-speaking performance was quite
satisfactory. The improvements in various aspects of speaking skill were noticeable in their
ability to paraphrase and correct their mistakes on their own, for some even without the

teacher’s intervention.

6.1.3.3.1. Comparison of Listening-free and Listening-based Stages Third Sessions

This session’s results are far superior to those of the listening-free stage. All
observation indicators have changed significantly. And since the students were intrinsically
engaged to learn and compete with the other groups, the teacher was no longer bothered by
inciting them to follow or participate. She was more concerned with ensuring the smooth
operation of the pre-listening and listening phases in order to prepare the students for the

speaking activity and assist them in developing their command of English speaking.
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As can be seen, the total average of the third session in the listening-based stage (6.9)
far exceeds that of the third session in the listening-based stage (10.75). In more details, the
averages related to the indicators of the observation shifted significantly from 1.75 to 2.5 in
terms of grammar and vocabulary; from 1.35 to 1.95 in discourse management; from 1.7 to
2.15 in pronunciation; from 1.15 to 2.15 in interactive communication; and even more
pronounced in self-correction from 0.95 to 2. If only five students (S3, S4, S7, S13 and S18)
achieved the average in the third session of the first stage, approximately three times that
number was achieved in the second stage (S1, S3, S4, S6, S7, S9, S10, S11, S12, S13, S15,
S16, S18 and S19). Shy students began to take charge of their learning, became more
integrated in their groups, and seemed to care less about losing face in front of their peers (S8,
S11, S16 and S19). In general, students appear to be more committed to the new oral-
expression classroom structure, with its listening section and selected activities, than to the

old one.

6.1.3.4. Fourth Session Observation Data.

Just as the fourth session in the listening-free stage, the fourth session in this one was
concerned with how to hold a conversation in English. As is customary, students were first
given a handout containing some new words to help enrich their vocabulary and prepare them
for the upcoming activities. The pre-listening activity embodied two questions. First students
were asked to practice the newly learned vocabulary and expressions. Second, given a specific

instruction about Paddington, they were asked to infer what might happen next.

In the listening phase, the students were first involved in a speed alternation activity
where they were supposed to listen to the extract twice, at slow and normal speeds before
completing the dialogue. This time, students could choose from a list of missing words to fill

in the blanks with the appropriate ones. The goal is to improve students’ listening skills by
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training them to recognise words based on their pronunciation or infer them based on context

and position in the stream of speech.

Second, the teacher proposed an awareness-raising activity in which she focused on
the use of ellipsis as a distinguishing feature of spoken grammar if any speaking performance

in English is intended to sound natural and native-like.

This session’s speaking activity was based on pair work and consisted of students
constructing a conversation of two roles each in which they were asked to make predictions
about how the events presented in the extract would end. The others pairs watch and evaluate

the presentations.

This time, the listening activity appeared to be beyond the majority of students’
abilities. Even though they were given a list of words to complete the dialogue, they had
difficulty deciphering the words within the stream of speech. This is because, in the absence
of the image, the students relied solely on their listening abilities and were unable to practise
inferring from various visual cues such as body language, and landscapes. We conclude that
watching is advisable to listening alone, at least in the initial sessions, until students gain
sufficient knowledge and self-confidence to solely rely on listening. Furthermore, this appears
obvious, because the majority of interactions occur face to face, where students, or speakers in
general, may see each other and use what they view to infer the meaning of some difficult

words or what they fail to hear clearly, for example, due to too background noise.

This high-demanding activity appeared to have a negative impact on students’
motivation. Except for a few outstanding students, the majority did not appear to be as
engaged or cooperative as in previous sessions, and this seemed to continue until the last

activity. However, no chattering or strong resistance were noticed.
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This leads us to believe that students’ motivation is a delicate matter that requires great
care and precision on the part of the teacher to establish the conditions and activities which
may generate and sustain it. The awareness-raising activity, however, was accomplished with

success and students recognised ellipsis and gave various examples.

As is customary, the speaking activity was used to assess students’ progress. The
competitive aspect of the activity made it more or less appealing, and students had only 2
minutes to prepare the short dialogue and decide what to say and how to say it. This was done
on purpose to gradually assist students in dealing with the fast-paced nature of English
conversation and to gradually train students to quickly think about an answer and utter it as

quickly as possible.

Faced with the demanding short preparation time allotted for this activity, some
students appeared to be struggling and performed poorly (see Table 39 above). We conclude
that students must be gradually helped to cope with this very typical feature of English

speaking: speed.

As a result, students’ achievement regressed when compared to the third session of the

listening-based stage, especially in discourse management and interactive communication.

6.1.3.4.1. Comparison of Listening-free and Listening-based Stages’ Forth Sessions

When put side by side, the fourth sessions’ results of the free-listening and listening
based stages showed a significant difference in terms of all the five elements of the
observation grid. The listening-based instruction and the use of the activities related to the
video extracts seem very fruitful compared to the traditional type of instruction. Even when
the activities are challenging, they remain appealing and help students improve their listening

and speaking skills.
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Comparison of Forth Session Observation Grids (Stage 1 and 2)
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As shown in the tables below, the total average shifted from 6.6 in the fourth session
of the first stage to 9.15 in the fourth session of the second stage. Nobody was left out at this
point, and all of the students participated in the various activities without exception or special
insistence on the part of the teacher. The average of grammar and vocabulary increased from
1.7 to 2.35 as a result of the language provided in the handouts and displayed in the short

video excerpts.

Similarly, the listening sequence drew students’ attention to some common uses of the
English language and useful expressions, as well as ellipsis, which denotes natural speech. It
assisted students’ development of discourse management in terms of their ability to produce

more or less extended and coherent spoken English which explains the shift from 1.35 to 1.55.

Not unlike these, the shift in pronunciation and interactive communication became
noticeable. Respectively, the average in the first moved from 1.55 to 1.85 and in the second
from 1.05 to 1.65. Even more significant was the increase in self-correction, which increased
from 0.95 to 1.75, indicating a link between this skill and students’ knowledge expansion and

gain of control over their learning.

6.1.3.5. Fifth Session Observation Data

As previously stated in the free-listening stage, the main topic of the fifth session was
the introduction of one of the most significant events in British history: the 18th century
abolitionist movement. In the pre-listening phase, the teacher asked the students to collect
data from the handouts and rely on visual cues to make predictions about the topic. They were
also asked to suggest related titles of books and films they had already read or seen that dealt
with the abolition of slavery. Students were extremely enthusiastic and motivated to
participate in this prediction activity. They were also curious and excited to see what the

teacher had in store for them in the upcoming listening phase. In general, predictions swayed
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between the American film Amistad (1997) and the British drama film Belle (2014). Those
who correctly predicted the source of the fifth session excerpt (Dido) were overjoyed, and

applause signalled the end of this first phase.

During the listening phase, students were asked to watch the video extract with the
sound turned off in order to draw their attention to the 18th century aristocratic lifestyle,
which included mannerisms, mores, and dress. Then, with the sound on, they participated in a
listening comprehension activity before moving on to an awareness-raising activity in which
they dealt with some specific features of the language spoken by aristocrats, such as

pronunciation, intonation and insinuations, as well as a quick reference to ellipsis.

The selection of the video extract, as well as the two activities, captivated the students.
Some students attempted to imitate Belle’s mannerisms in the video. A student even asked the
teacher to suggest that they act out the roles of Dido Belle and Mr. Davinier during the

speaking phase (the main characters of the video excerpt).

The suggested activity for the speaking phase, however, required group work as to
construct a dialogue based on a given summary of the film ‘Belle’ and a statement suggested
by the teacher; thus, not dissimilar to the student’s suggestion. Each group presents its work

in front of the other groups who must allocate a mark from 0 to 5 to evaluate the presentation.

Observing students’ reactions to this activity reveals that they value group activities,
most likely because they collaborate with their peers in developing the language required for
the accomplishment of the task required (dialogue construction); and they act in groups, so
they are less concerned about speaking or acting alone in front of the teacher and the other
groups. Furthermore, observing students’ achievements revealed significant improvements.

Students’ exposure to the handout and the video languages provides them with a significant

373



Table 42

CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

Observation Grid of the Listening-Based Stage Fifth Session

[STAGE:

s The Speaking Skill SESS;DP*-
bazed
""iﬂ;;: Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G/20
- 1123 1L (23|40 12340 (1 |2 |3 (40|01 |23 A4
51 X X X X X 10
52 X X X X X 07
53 X X X X X 15
54 X X X X X 15
55 X X X X X 09
56 X X X X X 14
57 X X X X 16
58 X X X X X g
59 X X X X X 11
510 X X X X X 11
511 X X X X X 10
512 X X X X X 10
513 X X X X X 15
514 X X X X X o7
515 X X X X X 14
516 X X X X X 15
517 X X X X X 07
518 X X X X X 14
519 X X X X X 11
520 X X X X X 0o
Total 33 42 43 47 43 228
Average 1.65 2.1 215 235 215 11.4

374




CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

amount of linguistic, phonological, social, and even cultural information about the English
language and its speakers each session. In other words, students’ claims about the lack of
vocabulary and how to match this vocabulary in an understandable and effective manner
(spoken grammar) appeared to be less common. They become more skilful in ranging and
matching words and sentences in a cohesive and coherent way using discourse markers and
paralinguistic tools namely pitch and intonation; in addition to the non-verbal phenomena like
facial expressions gestures, and eye movement which make the message more explicit and

more natural like.

Unlike the previous session, the students this time were highly motivated and eager to
collaborate on the assigned tasks, as evidenced by the observation grid above. Thirteen
students (S1, S3, S4, S6, S9, S10, S11, S12, S13, S15, S16, S18, and S19) received marks
ranging from 10 to 15, with one exceptional student (S7) who received a mark of 16. The
averages of all the observation grid indicators exceeded 2; ranking grammar and vocabulary
first (2.65), followed by interactive communication (2.35), pronunciation and self-correction
third (2.15), and discourse management fourth (2.1). A considerable amelioration of the
speaking skill was noticed with two students (S6 and S15). So far, the total average of the

fifth session was the highest.

6.1.3.5.1. Comparison of Listening-free and Listening-based Stages’ Fifth Sessions

The results of the fifth session revealed a significant gap in students' English-speaking
skills. The total average of the fifth session in the first stage (7) far outnumbers that of the
fifth session in the listening-based stage (11.4).For grammar and vocabulary, the average
shifted significantly from 1.95 to 2.65; from 1.35 to 2.1 in discourse management; from 1.6 to
2.15 in pronunciation; from 1.05 to 2.35 in interactive communication; and even more marked
from 1.05 to 2.15 in self-correction. Shy and reticent students who appeared to have problems

integrating into groups
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Comparison of Fifth Session Observation Grids (Stage 1 and 2)
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and expressing themselves in the first stage appeared more at ease dealing with the various
activities, sharing knowledge with their friends, and speaking and acting in front of others.
Some of those (S6 and S16) made significant progress and scored highly in the fifth session of
the experimental stage. Unlike the fifth session of the first stage, no null marks were observed
in the fifth session of the listening-based stage. These findings highlight the importance of

teaching listening through short authentic excerpts and the related activities.

Furthermore, despite the fact that the topic of this session was chosen by the students
and that there was a positive reaction to the activity introduced in the listening-free stage, this
did not appear to be enough to help students perform better in English, in contrast to the fifth
session of the listening-based stage, where the listening sequence appeared to have a greater

influence over the students' speaking skill.

6.1.3.6. Sixth Session Observation Data

The sixth lesson focused on the position of women in the Victorian era. During the
pre-listening phase, the teacher drew students’ attention to the importance of proverbs in
English culture and provided them with nine that highlight women’s despised position and
segregation in comparison to men. Students were both excited and successful in attributing
each proverb to the type of segregation it represents. With the same enthusiasm they
succeeded in depicting the most important characteristics of the Victorian age through the set

of given images.

During the listening phase, the teacher played twice the video excerpt about a
centenarian woman who witnessed both the Victorian age and the new era before being
involved in a listening comprehension activity in which they were supposed to answer

questions related to the content of the video excerpt.
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Observation Grid of the Listening-Based Stage Sixth Session
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This time, students’ reactions to the watching sequence were very interesting. They
were able to infer the topic of the lesson from the pre-listening phase and relate it to the
content of the short excerpt which caused them to react positively to the watching sequence
and participate effectively in both this activity and the awareness-raising one. This latter
focused on fostering students’ understanding of elision and its frequent use in the English
language. The examples were taken from the video excerpt and practiced in pairs. To broaden
students’ vocabulary in terms of the sexist segregation of women, the teacher provided them

with a passage that highlighted this type of terminology.

During the speaking activity, students were divided into groups of five to simulate a
TV debate on women’s segregation in the Victorian era and assign a position (agreement or
disagreement) to each member from a given list. Five minutes were allotted for task
preparation, and another five for presentation. While a group is on stage, the audience must

pay close attention in order to evaluate the presentation based on the criteria provided.

The competitive nature of this activity, combined with the topic's requirement for
taking a stand and defending it, drives the student to an extremely high level of motivation.
Female students in general were utterly engrossed with defending their gender position in the
face of male students’ nonchalance or support for segregation against women. The teacher
was compelled to intervene on occasion to restore order and remind the students that this was
just an activity. Some students were very skilled at using body language to defend their
positions, including facial expressions, hand gestures, and eye movements, which made their

speech sound very natural and, to some extent, native-like.

The majority of students provided a very generous vocabulary relying on the
substantial amount of language presented in the handout and the video excerpt. In terms of
spoken grammar, they appeared to have developed a certain maturity that reduces their

mistakes, and when they eventuate, correction is immediate and without the teacher’s signal.
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They also seemed to have realised the value of ellipsis and relying on clause units rather than

sentence units.

In terms of discourse management, the majority of students appeared to have gained
confidence in themselves, as they were able to produce longer utterances and express their
opinions with ease using cohesive and coherent English, as well as paralanguage such as the

correct pitch and, as previously mentioned, body language.

Watching the video excerpts proved very beneficial in providing students with new
information on how words are pronounced by native British English speakers at each new
watching sequence. The emphasis of this session was on how the centenarian woman spoke
RP English and how she used elision in certain positions of her utterances. The students found

this amusing and enjoyed imitating her.

Likewise, the results for interactive communication were quite satisfactory. Students
improved their ability to take and yield turns, to use politeness strategies, and to exchange
information. For the most qualified (S3, S4, S6, S7, S13, S16 and S18), their speech appeared

spontaneous, and they were skilled in varying the ways in which they asked for clarification.

Obviously, the development of the various aspects that master the speaking skill
assisted the students in becoming more knowledgeable and flexible in dealing with mistakes,
both in terms of correction and how they perceive making mistakes as natural and no longer
embarrassing. As a result, except for a few weak students (S2 and S14), relying on the
teacher’s or peers’ assistance is becoming increasingly rare. However, observation revealed
that a few students (S2, S14, and S17) did not appear to be fully immersed in the classroom

environment and continued to struggle with their poor performance in speaking English.

6.1.3.6.1. Comparison of Listening-free and Listening-based Stages’ Sixth Sessions
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Comparison of Sixth Session Observation Grids (Stage 1 and 2)
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Students’ positive reactions to the introduction of the listening instruction and the
activities based on the short video excerpt are more pronounced when comparing results of
the sixth session of the listening-free and listening-based stages (see Table 45 above). The
overall average of students’ English-speaking performance increased from 7.35 to 12.3, which
is a significant improvement. In particular, students felt more assisted in their learning and
gained confidence in their abilities. They also appear to no longer care about making mistakes
in front of others, as they have become more capable of regulating their lapses; and, if not,

they have shown acceptance and satisfaction in receiving corrections from others.

The average for spoken grammar and vocabulary increased from 2.05 to 2.7. The shift
from 1.35 to 2.4 seems to be more noticeable in discourse management. The exposition to the
video excerpts seemed very fruitful in terms of pronunciation, despite being brief. Students’
scores increased from 1.7 to 2.3. In terms of interactive communication, students performed
admirably, with the average increasing from 1.05 to 2.6. Also, students’ abilities to correct
their mistakes using their own knowledge increased significantly from 1.2 to 2.3 as previously

stated.

6.1.3.7. Seventh Session Observation Data

The seventh lesson’s main topic is idioms and their significance in the English
language. This unique language is thought to be a reflection of the culture of English
speakers. Because of their frequent use in both written and spoken language, teachers have no
choice but to include them in their curricula, especially if effective natural English speaking is
required. After explaining the meaning and significance of these forms of language, the
teacher asked the students to compare idioms and proverbs as a warm-up activity. The aim is
to enlarge students’ knowledge, keep connectivity with the previous lectures and prepare

students for the next phases.
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During the listening phase, students watched a short video excerpt of a young teacher
explaining the importance of this type of English language features and suggesting some very
common British idioms and their meanings. Students were instructed to carefully watch the
excerpt in order to adequately explain each of the idioms listed in the handout. They were
ecstatic every time the teacher paused the video and asked them to guess what the next idiom
meant. This is because, with this type of language, the meaning of the entire idiom differs

greatly from the meanings of the individual words, making it unique and exciting to learn.

The automaticity activity of this session took the form of a competition game and was
based, contrary to habit, on individual work. Based on a definition of what an anecdote is
presented in Handout 7, students were asked to focus on one idiom from the long list
presented in the handout and attempt to construct an anecdote in which events revolve around
the meaning of the chosen idiom, which must be kept secret. The other students attempt to
guess the idiom in question in order to earn points. This time, the students are expected to
bear the burden of preparing and presenting their work in front of an audience on their own.

Achievements are shown in the coming observation grid:

After six sessions, the teacher expected the students to be prepared to be evaluated on
their individual presentations without relying on their peers. The overall average of students’
English-speaking performances (12.05) showed a slight decrease when compared to students’

achievements in the previous session (the sixth) of this stage (12.3).

Individual examination of the results, however, revealed that students’ English-
speaking skills vary between decline and progression. While some students maintained their
grades (S2, S5, S15, S16, S17, and S20) or improved (S3, S7, S12, S16, and S18), others fell
slightly (S 4, S6, S8, S9, S10, S11, S14, and S19), particularly in discourse management and
interactive communication. While some students had difficulty maintaining speech coherence

throughout continued speech, marked relatively long pauses, and used very few discourse
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Table 46

Observation Grid of the Listening-Based Stage Seventh Session
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markers, others had difficulty answering questions asked by their peers when they tried to
guess the idiom, or were unable to ask correct questions and interact easily with their friends

when they were off stage.

The high demand of the activity is most likely to blame for this decline. For those
students, the relatively short time allotted for the anecdote preparation (10mn) and
presentation (2mn) was quite challenging. Another potential impediment is students’ shyness
and fear of speaking in front of an audience, which becomes more noticeable in individual

presentations (S8, S11 and S19).

Some students excelled in their presentations and demonstrated a strong command of
the five indicators of the English-speaking skill (S3, S13 and S18). One student (S7) out of
twenty received an 18 because she demonstrated a high degree of autonomy and was able to
speak very fluent English. However, the competitive aspect of the activity, combined with the
fact that it is funny because it relies on guessing the related idiom, kept students’ interest and
motivation high until the session’s conclusion. Applause and accolades were given every time

a good answer was given.

6.1.3.7.1. Comparison of Listening-free and Listening-based Stages’ Seventh Sessions

Even though the activity of the seventh session of the listening-free stage was quite
attractive and appealing, the results were far from satisfactory when compared to the seventh
session of the listening-based stage. As shown in the tables above, the overall average shifted
from 7.75 to 12.05, with a significant shift in all of the observation grid's indicators. The
averages in vocabulary and grammar increased from 1.85 to 2.6; in discourse management
from 1.35 to 2.25; in pronunciation from 1.7 to 2.45; in interactive communication from 1.45

to 2.45; and in self-correction from 1.4 to 2.3.
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Comparison of Seventh Session Observation Grids (Stage 1 and 2)

_ﬁ:;gt Students’ Spealking Skill in the Listening-free Stage Sﬁ;mn _ﬁ:lzgt Students’ Speaking Skill in the Listening-free Stage Sﬁf;ﬂn
jcats | Lrammar | Doscourse Ioternchve seli- icatrs | Lrammar | Doscourse Internctve sel-
and Manazanst | Propuncisiion | Commmiotion | correction | Grade and Manpaganest | Propuncistion | Commmimtion | correcion | Grade
Studens Voonbulary Student Vocabulary
1 2 1 2 1 1 07 1 2 1 2 2 2 0o
32 1 1 | 1 2 06 32 2 2 1 2 1 08
33 2 2 3 3 2 12 3 3 3 3 4 3 16
34 2 2 2 2 2 10 k%4 3 3 3 2 3 14
23 2 1 1 1 1 06 23 2 2 2 2 2 10
56 2 2 2 1 2 09 T8 3 2 3 3 3 14
3 3 2 3 3 2 13 T 4 4 4 3 3 18
38 1 1 1 1 1 (B 53 2 1 2 2 2 09
R 2 1 1 1 i 06 57 3 2 3 2 2 12
S10 2 2 1 1 0 06 S10 3 2 3 3 2 13
SLI 2 1 1 2 1 07 511 2 2 2 2 2 10
SLZ 2 1 2 1 2 08 312 3 3 2 2 2 12
3 2 2 3 2 2 |1 3 3 3 1 3 3 16
s14 1 0 1 1 1 04 s14 2 1 1 2 1 07
S1 1 1 1 1 1 05 S1 3 2 3 3 3 14
e 2 1 2 1 1 07 578 3 3 3 3 3 13
ST 2 1 1 1 1 3 5§ 2 1 1 2 2 08
518 3 2 3 3 2 13 518 3 4 3 3 3 16
S17 1 2 1 1 1 06 S17 2 2 2 2 2 10
520 2 1 2 1 2 08 570 2 2 2 2 2 10
Total 3 21 34 24 i 155 Tatal 52 43 49 40 46 241
Average | 185 1.35 1.7 1.45 1.4 7.75 Average 16 125 145 245 23 12.05
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As a result, simply introducing a good activity that can captivate students’ attention
and motivate them is not always effective in developing students’ English-speaking skills. In
counterpart, relying on a listening instruction through video extracts where students can
experience some listening and focus on some special aspects of the language, in addition to
related activities that gradually help the students analyse and memorise the different

information assists better students in developing their speaking capacities.

6.1.3.8. Eighth Session Observation Data

The importance of phrasal verbs in the English language and culture was the teacher’s
main concern in the eighth session. She began the session with a brief explanation and
exemplification of these important aspects of English. Students were instructed to select a

phrasal verb and use it in a meaningful example.

The listening phase included two activities based on a video excerpt of a young man
describing his morning routine. The first was a comprehension activity in which students were
asked to grasp the main idea of the video excerpt’s content. The second, an awareness-raising
activity, required students to listen to the excerpt again in order to complete the script of the
young man’s speech with the appropriate phrasal verbs. The teacher drew the students’
attention to the frequent use of this speaker of elision in order to emphasise the importance of

using such phonological phenomenon to produce natural English.

Two more activities were planned for the speaking phase. First, each student was
asked to describe his or her morning routine to a classmate using as many phrasal verbs as
possible. This pair work was presented in the form of a competitive game, which the students
thoroughly enjoyed. The teacher then suggested another exciting game, ‘the Balloon Debate,’

in which students were supposed to use as many phrasal verbs as possible in their
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conversation in order to stay safe and on the balloon (see Chapter 4). The students’

performance in this activity was used to evaluate their speaking ability in the present session.

This time around, the motivation was the highest of all. It was an amazing experience
for both the teacher and the students because of the competitive nature of the activity and how
funny it was. Very excited, the students were challenging each other and struggling to
persuade the teacher (the hot-air balloon owner) to keep them on board by introducing the
maximum number of phrasal verbs from the handout list each time it was their turn. The
arguments should be coherent and well-pronounced, and the phrasal verbs used should

correspond to the meaning of what is being said.

The students appeared to speak English with ease, as if they had forgotten that this was
just an activity and that the hot-air balloon was just the teacher. Even if the activity was an
individual assignment, students did not exhibit the same difficulties as in the seventh session.
This is most likely due to the fact that the students, while committed to speaking alone, were
not standing alone on stage this time, which provided them with a kind of insurance and saved

them from shyness and facing the audience complexes.

As indicated by the observation grid above, the overall average of this session (13.35)
is the highest compared to the previous session. This is most likely due to the students’
enthusiastic participation in the suggested activity, as previously stated. We saw an increase in
all of the observation grid's indicators, which were as follows: Grammar and vocabulary (3.2),
Pronunciation (2.65), Interactive communication (2.55), self-correction (2.5), and discourse
management (2.45). The majority of students’ grades improved; only six students scored the

same as the previous session (S3, S4, S7, S9, S12 and S15).
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Observation Grid of the Listening-Based Stage Eighth Session

STAGE: i i Vi
it The Speaking Skill SESS;DT\
based
“‘:‘:l: Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G/20
e 123 o1 (2 |3 | 40123400123 ]|4 123
s1 X X X X X 11
52 X X X X X 11
53 X X X X X 16
54 X X X X X 14
55 X X X X X 11
56 X X X X 15
57 X X X X 18
5B X X X X X 11
59 X X X X X 12
510 X X X X X 14
511 X X X X X 13
512 X X X X X 12
513 X X X X 17
514 X X X X X 10
515 X X X X X 14
516 X X X X 16
517 X X X X X 10
518 X X X X 17
519 X X X X X 13
510 X X X X X 12
Taotal 64 40 33 51 50 267
Average 32 245 .65 255 25 1335
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To elaborate, the majority of students improved significantly in terms of spoken
grammar, using clause-unites and conjugating verbs properly in the correct tense; and in terms
of vocabulary, using a broader range of words than before and employing the targeted phrasal
verbs correctly in addition to previously acquired knowledge (e.g., speech acts). Speaking
pauses became shorter and less frequent, and students appeared to have learned a lot about
using ellipsis and pause fillers by imitating the speakers in the video extracts. As a result, with

each new session, students’ English became more effective and closer to natives.

These enhancements assisted students in becoming more efficient in easily
paraphrasing and rephrasing their utterances. This refers to their ability to correct mistakes
and refine their style whenever needed. The students appear more confident and more

autonomous in their learning and production of the English language.

The majority of students’ speech appeared to gain cohesion and coherence, and they
became more adept at using paralinguistic tools such as body language (hand gestures and eye
movement) and pitch rise and fall. Some students who had initially good speaking skills

improved to the point where they could speak English as if it was their native language.

Throughout the session, students interact in English within the activities or
peripherally when commenting on the video content or chatting on occasion as when they
tried to imitate the video speaker’s use of elision. It was no longer necessary for the teacher to

remind students to speak in English and avoid using another language.
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Comparison of Eighth Session Observation Grids (Stage 1 and 2)

_ﬁ:ge Students" Spealking Skill in the Listening-free Stage Sﬁ;um _ﬁrzge Students” Spealking Skill in the Listening-free Stage Sﬂ;wn
jcaters | Grammar | Discourse Interactve Self- icaters | Grammar Discourze Interactve Selt-
and Mansgenant | Pronuncistion | Commmicifion | correcton | Grade and Mansgemes | Pronmmcation | Commmimton | correcion | Grade
Smdem Vocabulary Smdsnt Vocabulary
51 1 0 2 1 0 04 51 3 2 2 2 2 11
52 1 1 1 2 2 07 7 3 2 2 2 2 11
a3 2 2 3 3 2 12 A3 3 4 3 3 3 16
54 1 2 2 2 2 [E 34 3 3 3 2 3 14
3 1 1 1 1 1 0s 3 3 2 2 2 2 11
56 1 2 2 1 1 07 36 3 2 3 3 4 15
¥ 2 2 3 3 2 12 ¥ 4 3 .} 4 3 18
L3 1 ] 1 1 0 03 a8 3 2 2 2 2 11
57 1 1 1 1 1 [E 7 3 2 3 2 2 12
S0 2 1 1 1 0 0s S0 3 2 3 3 3 14
S11 1 1 1 2 1 06 S11 3 2 2 3 3 13
Sl 1 1 2 1 2 07 517 3 3 2 2 2 12
513 2 2 3 2 2 11 513 4 3 [} 3 3 17
514 1 0 1 1 1 04 514 3 2 2 2 1 10
L E 1 1 1 2 1 [ Sl 3 2 3 3 3 14
516 1 0 7 1 0 04 LI 4 3 3 3 3 16
ST 1 1 1 1 1 0s SI 3 2 1 2 2 10
S18 2 2 3 3 2 12 S18 4 4 3 3 3 17
513 1 1 1 1 1 05 513 3 2 3 3 2 13
320 1 1 2 1 1 06 520 3 2 3 2 2 12
Total 15 12 34 31 23 135 Total 64 49 33 51 30 267
Average 1.25 1.1 1.7 1.55 1L.15 6.75 Average iz 245 165 255 25 13.35
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6.1.3.8.1. Comparison of Listening-free and Listening-based Stages’ Eighth Sessions

In the absence of the vocabulary support provided by the handout or the video extract,
students appeared lost and unable to give a coherent effective talk in English. This is a
reference to the students’ dismal performance in the eighth session of the listening-free stage.
Yet, even though the topic remained the same, the students’ descriptions of their morning

routines were far superior to the eighth session of the first stage.

This time, the overall average was 13.35, up from 6.75 previously. All of the
indicators on the observation grid showed significant changes. The average in grammar,
vocabulary, and discourse management increased more than twice as much, from 1.25 to 3.2
and from 1.1 to 2.45, respectively. Similarly, we noticed an increase in pronunciation from
1.7 to 2.65, in interactive communication from 1.55 to 2.55, and from 1.15 to 2.5 in self-

correction.

These findings demonstrated that the students benefited from listening instruction and
the introduction of short video excerpts. In terms of pronunciation, the majority appeared to
have overcome the difficulties of pronouncing single words; better, some students (S3, S6, S7,
S13, S16 and S18) were able to produce an elegant English using elision, pitch rise and fall,
and proper intonation. They also became more autonomous and had less difficulty correcting

their errors.

Furthermore, despite sharing the same subject as the first stage’s eighth session and
being initially motivating, the students greatly appreciated the activity of the second stage’s
eighth session. This is because it did not expose students to confronting the audience alone as

the protagonist did.
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6.1.3.9. Ninth and Tenth Sessions Observation Data

To accommodate all twenty students and give them enough time to assimilate the
given data and prepare their speeches, the topic was split into two sessions. Another reason is
to maintain the same session division as in the first stage so that students’ achievements can
be evaluated using the same criteria. So, the main goal of the ninth and tenth sessions was to
learn about the importance of using metaphor to refine style and present a speech using the
sparklines technique. So, the main goal of the ninth and tenth sessions was to learn about the
importance of using metaphor to refine style and present a speech using the sparklines

technique.

In the listening phase, the students listened to the first part (from 00 to 02:19mn) of the
famous speech ‘I Have a Dream’ of Martin Luther King Jr. before being assigned to two
activities: a listening comprehension and an awareness-raising activity. During the second, the
students’ attention was raised to underline some subtle differences between the British and
American English. The teacher also drew their attention to the most notable features of the
Sparklines speech, such as the intentional overuse of repetitions of some salient parts of the
language, the use of stress to emphasise certain words or syllables, the relatively long pauses,

the use of metaphors, and the use of rhyme to give the speech a unique rhythm.

Furthermore, after hearing the first part of the speech, students were required to
complete the orator’s speech with the appropriate missing words. They were then expected to
find metaphors and, at the very least, a phrasal verb to draw their attention to the significance
and frequency of these language features in English in general, and in public speeches in

particular.
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Observation Grid of the Listening-Based Stage Ninth and Tenth Sessions

STAGE: i i SESSION:
JLACE: The Speaking Skill 09&10
bazed
""i‘:g‘l: Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G/20
o 1123 1123 0| 1|23 4)J0|1 2|3 o123 4
51 X X X X X 12
52 X X X X X 11
53 X X 18
54 X X X X X 14
55 X X X X X 11
56 X X X X 17
57 X X X 18
58 X X X X X 11
59 X X X X X 15
510 X X X X 16
511 X X X X X 13
513 X X X X X 13
513 X X X 18
514 X X X X X 11
515 X X x X X 15
516 X x X X 16
517 X X X X X 11
518 X X 12
519 X X x X X 14
520 X X x X X 12
Total 67 54 36 553 61 293
Average 335 2.7 18 2.75 .05 14.65
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The speaking phase consisted of two activities: the appropriation activity, which
concluded the ninth session, and the automaticity activity, which lasted the entire tenth
session. The first task required students to work in pairs and carefully consider an expression
said by Martin Luther King Jr. before imitating the orator’s way of speaking (pitch, stress,
repetitions, rhyme, and the American English black accent). To encourage the competitive
spirit and enhance motivation, students were asked to rate each other’s work, taking into
account pronunciation, stress, simulation, and pauses. They were highly motivated and tried

their hardest to be persuasive and performing in English.

The automaticity activity, on the other hand, required students to act as public
speakers and present a speech in no more than three minutes using all of the previously seen
Sparklines style features. This activity was used to assess students’ achievements in regard to

the five indicators of the observation grid (Results are shown in Table 50).

The audience was encouraged to express excitement and approval through hubbub and
clapping. The students liked the idea of being a leader and preaching their ideas in front of a
supporting crowd; especially since they were imitating Hirak leaders who were popular at the

time.

Students were given twenty minutes to prepare their speeches this time, as previously
stated. Their presentations and performances were both linguistically and persuasively
excellent. The classroom was transformed into a sort of square where the audience gathered

to applaud and support the public speaker. The experience was unquestionably worthwhile.

The overall average reached 14.65 as a result of significant increases in all other
indicators: Grammar and vocabulary 3.35; discourse management 2.7; Pronunciation 2.8;
interactive communication 2.75; and Self correction 3.05, with the first and last indicators

ranging first.
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Comparison of Ninth and Tenth Sessions Observation Grids (Stage 1 and 2)

_ﬁ;ge Students’ Speaking Skill in the Listening-free Stage Sﬁﬂn _ﬁuzge Students’ Speaking Skill in the Listening-free Stage 5‘5;‘1“;
icates | rammar | Discourse lnteractive Sel1- icates | LrAMIMAT Discourze Interactive Se]1-
and AManagavet | Pronuncisim | Commmiciion | correction | Grade and AManaganes | Pronumciation | Commmimtion | correction | Grade
Smden Vocabulary Studens Vocabulary
1 2 1 1 1 1 06 5T 3 2 3 2 2 12
52 2 1 1 1 1 06 52 3 2 2 2 2 11
53 3 2 1 2 2 10 33 4 4 3 4 3 13
a4 2 2 2 2 1 0% 2 3 3 3 2 3 14
33 1 1 1 1 i (5 55 3 2 2 2 2 11
56 2 1 2 1 1 07 20 4 3 3 3 4 17
3 4 3 3 2 ) 14 L 4 3 4 4 3 18
38 2 1 1 1 1 06 T3 3 2 2 2 2 11
59 1 1 1 1 1 05 59 3 3 3 3 3 15
510 2 1 1 1 1 06 S10 4 3 3 3 3 16
511 1 1 1 1 1 05 S 3 2 2 3 3 13
S12 2 1 1 1 1 06 Sl2 3 3 3 2 2 13
213 3 2 2 2 2 11 13 4 3 4 4 3 13
514 1 1 1 1 1 s S14 3 2 2 2 2 11
513 7 1 1 1 1 (i3 513 3 3 3 3 3 15
sle 2 1 1 1 1 06 518 4 3 3 3 3 16
A1 2 1 1 1 1 06 T 3 2 2 2 2 11
518 3 3 3 3 2 14 S18 4 4 3 4 3 13
17 1 1 1 1 1 05 19 3 3 3 3 2 14
520 1 1 1 1 1 05 S2U 3 2 3 2 2 11
Total 3 &7 27 16 14 143 Total 67 54 56 33 61 293
Average | 1.95 1.35 1.35 13 12 715 Average 335 17 138 75 .05 14.65
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And, despite the fact that this activity requires students to work individually to
produce long utterances and act as a professional orator, it did not appear to pose a problem in
terms of facing the audience. The majority of students even excelled at attracting attention,
being very persuasive, presenting brilliant ideas, and speaking effectively and autonomously.
More specifically, the majority of them produced a type of natural-like English full of false
starts, hesitation, body language, emphasising and repeating specific parts of the speech, and
playing with pitch and rhythm raise and fall. Some students in the audience were quite adept
at using pause fillers as alternatives for 'yes," such as 'right!" as well as Mhm! Also, their
speeches were refined with the use of metaphors as ‘Freedom to Algerians’ is water to the
thirsty” and ‘justice is the heart of the social machine’ among many others. In all, the students

speaking skill continued to refine from a session to another.

6.1.3.9.1. Comparison of Listening-free and Listening-based Stages’ Ninth and Tenth

Sessions

The second stage’s ninth and tenth sessions results bubbled from the first stages.
Results showed that the difference is wide large and shifted from 7.15 to reach 14.65.
Respectively, students’ achievements moved significantly from 1.95 to 3.35 in grammar and
vocabulary; from 1.35 to 2.7 in discourse management; from 1.35 to 2.8 in pronunciation;

from 1.3 to 2.75 in interactive communication; and from 1.2 to 3.05 in self-correction.

Despite the fact that the topic and activity were the same in both stages, the results
revealed a remarkable improvement in students’ speaking abilities and autonomy. The poor
performance in the first stage, which was characterised by a lack of vocabulary and mastery
of spoken grammar, poor pronunciation, a lack of interactive communication techniques, and
problems with discourse management, appeared to have improved during the listening-based
stage sessions. Their English speaking became richer and more flexible to the point where

they could easily paraphrase and correct the majority of their mistakes on their own. In
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addition, they appear to becoming much more professional in using some features of natural
speaking such as hesitation and pause fillers, as well as the correct use of some phonological
features such as pitch and stress. They even seemed to have overcome the challenge of

speaking in front of others and appeared to be more at ease on stage.

It is worth noting that students’ high scores, when compared to previous sessions of
the second stage, may be due to the fact that they were given enough time to think about what
to say in this session. One might think that this does not correspond to the demands of
everyday English conversation. It should not be forgotten, however, that students are still
learning and that English is not limited to daily conversations, as it may be used in

presentations and speeches, which require some preparation of what to say.

6.1.3.10. Eleventh Session Observation Data

The eleventh session’s main topic was the In Media Res storytelling technique. This is
primarily concerned with telling short stories in a way that captures the audience’s attention
and keeps them eager to reach the end and learn the resolution. The teacher describes this
technique and its most distinguishing characteristics before briefly reminding students of the
importance of discourse markers in storytelling and providing them with a list of the most
common ones. She also briefly reminded them of the importance of practising connected
speech and glottal stops in order to sound like natives. Students were encouraged to consult
the Handoutll if they needed additional information. The teacher then requested that the

students compare the In Media Res and Sparklines techniques.

During the listening phase, the teacher showed a three-part video about the In Media

Res technique. The first segment involved students in a listening comprehension activity.
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Observation Grid of the Listening-Based Stage Eleventh Session.

STAGE: i i B
Listening- The Speaking Skill SE SISIIDI\
based
“’1‘:“;’! Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G20
S 1123 123 01|23 4]0 1 |23 0|1 (23| 4
51 X X X X X 11
52 X X X X X 09
53 X X X X 17
54 X X X X X 14
55 X X X X X 10
56 X X X X X 15
57 X X X 1%
58 X X X X X 10
59 X X X X X 14
510 X X X X X 13
511 X X X X X 11
512 X X X X X 13
513 X X X 18
514 X X X X X 10
515 X X X X X 14
516 X X X X X 15
517 X X X X X 10
518 X X X 18
513 X X X X X 11
520 X X X X X 10
Total 66 47 51 51 52 267
Average i3 235 1.55 255 1.6 13.35
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The second aimed at raising students’ awareness of the importance of discourse
markers in spoken English in general, and storytelling in particular. Furthermore, the students
were given a list of five words (fanaticism, bullying, stereotype, animosity, and dogmatism)
and asked to match them to the story. With the third segment, students were asked to
complete a sentence and practise it exactly as shown in the video excerpt (after watching the

sequence where the meant sentence is uttered).

The speaking activity of this lesson required the students to tell a short story based on
two given statements and following the In Media Res technique. They were asked to take into
consideration the practice of glottal stop and connected speech in addition to the use of speech

connectors.

In general, the students showed interest towards the topic and the video extract of this
lesson. Some students reported finally understanding why the teacher had shown them the
intended extract in previous session, referring to the eleventh session of the listening-free
stage. They were very attentive during the listening phase and, as usual, took notes without
the teacher’s request. This is because they predicted the type of questions the teacher would
ask and wanted to be the first to answer them; thus, feeding the competitive spirit that
characterised the listening-based stage. Another reason is probably to save time, especially
since the teacher was always urging them to complete the tasks on time. The teacher’s goal is
to keep the students engaged throughout the session in order to avoid timeouts and chattering.
More importantly, condensing students’ opportunities to interact in English and placing them
in situations similar to those they are likely to encounter in real-life interactions: dealing with

time constraints.

The students liked the speaking activity. Generally, female students enjoyed the first
statement (Zak Ibrahim’s mother) whereas males found the second (Zak Ibrahim’s father)

more suitable. The type of In Media Ress storytelling piqued their interest, and they
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immediately began working on the broad outlines of their stories in order to complete them in

the five minutes allotted.

The findings revealed that students’ overall achievements were satisfactory (13.35).
The majority of the stories were intriguing and appealing. The students remained committed
to their progress in terms of vocabulary and spoken grammar (3.3). Their linguistic abilities
have grown significantly, and they no longer struggle to find words or construct meaningful
clauses to express themselves. In addition to their existing vocabulary, the language of the
extract and the handout provided them with a large number of words and expressions that they

could use to complete the various activities, including the speaking activity.

Students’ achievements in discourse management were rated 2.35. Except for four
students (S2, S5, S8, and S20), the majority were able to maintain long stamina in producing
extracted coherent sentences and connecting them together using as many speech connectors
as possible, as requested. This was also useful in emphasising the various parts of the story
(introduction, body and conclusion). The majority of the presentations clearly displayed the
four P's (people, plot, place, and purpose). The paralanguage was prevalent in the
presentations. Skilled students were very generous in introducing body language, even
walking from side to side while telling the story, making their presentation appear very

natural.

Similarly, the pronunciation results were satisfactory (2.55). The vast majority of
students had acceptable pronunciation. With some accent issues that did not interfere with
their language’s intelligibility, the students were able to speak clear and appropriate English.
The more competent ones succeeded to some extent in practising glottal stop; others (S3 and
S13) even succeeded in clipping syllables and words in connected speech, imitating the
American way of pronunciation (wanna for want to and gonna for going to). Students scored

the same in interactive communication as they did in pronunciation (2.55). In terms of English
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interaction, the students have come a long way. They appear to have no difficulty taking and
yielding turns using appropriate language, such as using 'sorry, but..." to initiate their turn and
show disagreement, for example. Similarly, some students (S7, S13, and S18) use discourse

markers such as 'Yes, | take your point, but..." and 'By the way," with ease.

When it comes to self-correction, students keep evolving and gaining in maturity and
confidence. The students became more familiar with the new OE setting, including its three
phases, the watching sequence, and the various activities introduced. They become more
comfortable speaking English on their own while interacting with one another. They no
longer show hesitation to participate in the various activities or fear of making mistakes and

losing face in front of others.

In contrast, many among them, who were initially very timid and reticent, appeared
more confident and even insisted on correcting their mistakes themselves by kindly
preventing the audience (generally with a hand gesture) from assisting them until they found
their words, paraphrased their utterances, or corrected their mistakes. If they failed corrections

are welcomed without embarrassment.

6.1.3.10.1. Comparison of Listening-free and Listening-based Stages’ Eleventh Sessions

The gap was wider this time when comparing the eleventh sessions of the listening-
free and listening-based stages. Students who previously showed partial or complete aversion
to individual presentations appear to become more motivated, even eager, to speak and
demonstrate their knowhow. They have grown in maturity and self-confidence as a result of

the listening instruction, as previously stated.
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_ﬁ:;ge Students’ Speaking Skill in the Listening-free Stage Eﬁs;un _ﬁrzge Students’ Speaking Skill in the Listening-free Stage Suﬂun
icatods | Grammar | Discourse Interactive Sel1- icates | Lrammar | Discourse Interactive Selt-
and Manszawent | Pronuncision | Commmiciion | correction | Grade and Mansganet | Prononciation | Commmiction | correction | Grade
Stnden Vocabulary Stodents Vocabulary
1 1 1 1 1 i 0% L5} 3 2 2 2 2 11
32 1 0 1 1 0 03 52 2 1 2 2 2 09
33 3 2 1 2 2 10 3 1 3 4 3 3 17
L 2 1 2 2 1 08 L 3 3 3 2 3 14
35 1 1 1 1 0 04 35 3 1 2 2 2 10
50 2 1 1 1 1 06 50 3 3 3 3 3 15
Lk 4 3 3 2 2 14 Lk 4 3 3 4 4 13
38 1 0 1 0 i 03 53 3 1 2 2 2 10
39 1 1 1 1 1 05 59 3 3 2 3 3 14
SI0 2 1 1 1 1 06 SI0 3 3 3 3 3 15
511 1 1 1 1 1 05 511 3 2 2 2 2 11
512 2 1 1 1 1 06 512 3 3 3 2 2 13
513 3 2 2 2 2 11 513 4 3 4 4 3 13
S 1 0 1 0 0 02 317 ] 2 2 2 2 10
LT K] 1 1 1 1 1 0s LI K] 3 3 3 2 3 14
s1o 1 1 1 1 0 04 s1o 3 3 3 3 3 15
Sl 1 1 1 1 1 05 Sl 3 2 1 2 2 10
S8 3 3 3 2 2 13 S8 4 3 3 4 4 13
519 1 1 1 1 1 05 519 3 2 2 2 2 11
520 1 1 1 1 0 04 31 3 1 2 2 2 10
Total 33 I3 16 3 19 134 Total 66 47 51 51 52 267
Average | L.65 115 1.3 115 0.95 6.2 Average a3 235 2.55 2.55 1.6 13.35
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The overall average of students’ speaking performances increased from 6.2 to 13.35 and the
grades. The scores varied between 02 as the lowest and 14 as the highest in the first stage; and
between 09 as the lowest and 18 as the highest in the second stage. The number of students
who scored ten or higher increased significantly in the second stage, from four in the eleventh

session of the first stage to nineteen.

The students’ development of the English-speaking skill was noticed in all the
indicators of the observation grid. There were no longer any significant problems with
vocabulary and grammar, which explains the increase from 1.65 to 3.3. Significant
improvements were also observed in discourse management (from 1.15 to 2.35),
pronunciation (from 1.3 to 2.55), interactive communication (from 1.15 to 2.55), and self-

correction (from 0.95 to 2.6).

The oral-expression class has become livelier and the students have grown more
motivated and more self-assured. To show their interest in the course, some students watched
the video extracts at home, others made the effort to watch the whole video (especially if it

was a film) as an extra activity even if it was not required by the teacher.

6.1.3.11. Twelfth Session Observation Data

The twelfth lesson of the listening-based stage addressed an appealing topic: mass
segregation (including fanaticism, stereotypes and Islamophobia). Initially chosen by the
students in the very first session, this issue was thought to have a positive impact at least on

students’ motivation.

The pre-listening phase activity required students to extract information from visual
clues in a set of given images in order to attribute to each its corresponding type of

segregation (racial, religious, women or poor segregation). Similarly, they watched two short
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video excerpts with the sound turned off and were asked to infer about the main topic and

prepare for the next phases.

During the listening phase, the teacher planned two activities based on the previously
shown video clips. The first activity, a listening comprehension, was designed to help students
understand the main idea of the video content (Islamophobia) and answer some related
questions. The second activity, an awareness-raising activity, aimed to broaden students’
linguistic and phonological knowledge by focusing on specific expressions and how they
were spoken in the video. This phase concluded with a brief reminder of the importance of

metaphor, proverbs, and sayings in storytelling.

The automaticity activity of the speaking phase was a debate on the issue of mass
segregation and its various facets (Islamophobia, fanaticism and stereotyping). Students were
encouraged to share anecdotes about related situations they had experienced or witnessed,
including as much prior acquired knowledge as possible. The importance of respecting one
another while debating the issue and defending one’s points of view was emphasised. The
students were also shown how to use the language and paralinguistic hints (body language) to

alternate turns without offending the other debate participants.

In general, the classroom atmosphere was one of the most dynamic; the students were
very interested in the topic and were very engaged in the various activities. The listening
comprehension activity was completed successfully, and the majority of students appeared to
be no longer struggling to understand what was said in the video excerpts. They were pleased
to learn the new expressions of the awareness-raising activity because, according to some,

they like to sound like natives.
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Observation Grid of the Listening-Based Stage Twelfth Session

STAGE: i i V:
Listening- The Speaking Skill SE SISEIDI\
based
“’T&"l: Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G/20
Sl 123|401 ([2]3 o1 |2 (3| 4)f0 123401234
51 X X X X X 13
52 X X X X X 10
53 X X X X 10
54 X X X X X 15
LH X X X X X 12
56 X X X X 17
57 X X X X 18
58 X X X X X 11
59 X X X X X 14
510 X X X X X 16
511 X X X X X 12
512 X X X X X 13
513 X X X X 19
514 X X X X X 10
515 X X X X X 16
516 X X X X X 15
517 X X X X X 11
518 X X X X 19
519 X X X X X 13
520 X X X X X 12
Total 63 56 53 58 35 287
Average 3.25 28 2.65 29 2,75 14.35




CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

In general, the classroom atmosphere was one of the most dynamic; the students were
very interested in the topic and were very engaged in the various activities. The listening
comprehension activity was completed successfully, and the majority of students appeared to
be no longer struggling to understand what was said in the video excerpts. They were pleased
to learn the new expressions of the awareness-raising activity because, according to some,

they like to sound like natives.

The speaking activity went off without a hitch. All of the students took part in the
debate in roughly equal numbers. Some even shared anecdotes about situations they
experienced or witnessed involving Muslim segregation, particularly in foreign countries.
Others reported on news events, particularly those concerning the French people’s reaction to

women wearing Hijab and Burkini as a result of the rise of the phenomenon of Islamophobia.

With the exception of two students (S2 and S14), the vast majority were able to use a
very satisfactory language rich in vocabulary and well-structured according to the simple
rules of spoken grammar, which explains the high score in the vocabulary and grammar
indicator (3.25). Their English language became more intelligible and elegant through the use
of discourse markers, as well as their ability to lengthen their speech over several coherent

clauses, which explains their satisfactory score of 2.8 in discourse management.

Moreover, the students appear to have made significant progress in Pronunciation as a
result of the listening instruction, which included video watching sequences and various
related activities, as well as the ongoing interaction throughout the oral-expression session
(2.8). Each session’s awareness-raising activity focused on a different aspect of the language
and assisted students in developing and practising phonetic knowledge. However, some
students (S2, S8, S14, and S17) continued to have problems with connected-speech
pronunciation (elision and clause stress), but had less trouble with isolated-word

pronunciation.
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And, because speaking and interacting in English is the primary goal of the second
stage oral-expression, the teacher always prioritised interactive communication in the course
objectives. To put it another way, an effort was made to keep students speaking and
interacting in English as much as possible. During this session, the students learned how to
manifest the end of their terns while speaking and how to show willingness to take turns in the
debate both linguistically (the necessary words and expressions) and paralinguistically (using
body language). The students’ performance in terms of interactive communication was quite

satisfactory (2.9).

Finally, students appeared to become more self-confident and self-regulated in terms
of interactive communication. To put it another way, the acquired knowledge in the various
aspects of spoken English, combined with their listening, which became more refined and
responsive, helped them gain maturity and self-confidence. The majority of students were
more willing to correct their mistakes or paraphrase their speeches on their own, shamelessly
and without embarrassment, which explains their relatively high self-correction score (2.75).
In short, it is clear that students’ speaking abilities improved progressively over the course of

the sessions.

6.1.3.11.1. Comparison of Listening-free and Listening-based Stages’ Twelfth Sessions

It is clear that students’ speaking abilities underwent a great transformation during the
current study’s listening-based instruction. Even if they had chosen the topic at the outset,
students’ English-speaking performances in the twelfth session of the listening-free stage
were far from being satisfactory. However, things appeared to have changed significantly
since then; the students who demonstrated reluctance and poor participation in the debate
about Islamophobia in the first stage appeared to be able to hold an interesting debate in terms

of ideas discussion, the spoken English quality, and the manner in which the debate was held.
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Comparison of Twelfth Sessions Observation Grids (Stage 1 and 2)

ﬁilg'! Studentz’ Speaking Skill in the Liztening-fres Stage 5'5151:-‘1“ ﬁ'}# Students" Spealkinz Skill in the Listening-free Stage Euﬂ.un
icates | rammar | Disconrse Internchve Seli- icats | Lrammar Dnzcourse Interachve Selt-
and Mansganast | Pronuncisiion | Commmiction | correction | Grade and Mannganent | Pronunciation | Commmimtion | correction | Grade
Simdeni Vocabulary Stdent Vooabulary
51 1 1 1 1 1 05 5T 3 2 2 3 3 13
a2 0 0 0 0 0 00 52 2 2 2 2 2 10
53 3 2 2 2 2 I 53 4 4 4 3 4 19
4 2 2 2 2 1 09 o 3 3 3 3 3 15
b 1 1 1 0 1 04 52 3 2 2 3 2 12
6 2 2 2 1 1 [ T8 4 4 3 3 3 17
L} 1 3 3 ) ) 4 L 1 1 3 1 3 18
58 0 0 0 0 0 00 3 3 2 2 2 2 11
7 1 1 1 1 1 05 7 3 3 2 3 3 14
¥ 2 1 1 1 1 L] S 4 3 3 3 3 16
¥ 1 0 1 1 0 03 511 3 2 3 2 2 12
517 2 1 1 1 1 0a 52 3 3 3 3 3 15
S13 3 2 2 2 2 11 S13 4 4 4 4 3 19
LFE 0 0 0 0 0 0n L¥E 1 2 2 2 2 10
5135 7 1 1 2 1 a7 LFE 4 3 3 3 3 16
16 1 1 1 1 1 [ 5L 3 3 3 3 3 15
Sl 0 0 0 0 0 00 A1 3 3 2 2 2 11
S16 3 3 3 3 2 14 218 4 4 3 4 4 19
S19 1 1 1 1 1 (5 EFE 3 2 2 3 3 13
320 0 0 0 0 0 00 30 3 2 2 3 2 12
Total i3 L2 43 41 L3 113 Total 63 36 33 38 33 287
Average | 145 11 LIS L.05 09 | 565 | [Average| 3.5 18 165 19 175 | 1435
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As a result, the drastic increase in the overall score of students’ English-speaking abilities

(from 5.65 to 14.35) appears to be quite obvious.

Students’ achievements increased significantly between the twelfth sessions of both
stages, rising from 1.45 to 3.25 in grammar and vocabulary; from 1.1 to 2.8 in discourse
management; from 1.15 to 2.65 in pronunciation; from 1.05 to 2.9 in interactive
communication; and from 0.9 to 2.75 in self-correction. All the students scored above the

average in the second stage against only four in the first stage.

Weak students who were hesitant to participate in the debate of the twelfth lesson of
the first stage (which justifies the presence of null marks) appeared to have made significant
progress in terms of their English-speaking skills. The grades assigned to those students
changed as follows: from 00 to 10 for S2; from 00 to 11 for S8; from 00 to 10 for S14; from

00 to 11 for S20; and from 00 to 12 for S20.

Moreover, the majority of those students are shy by nature and used to avoid
participating in the suggested activities for fear of losing face and being embarrassed.
Consequently, they preferred to remain in the shadows and hide behind the toughest and most
skilled. Yet, during the listening-based stage, they appeared to have gained more self-
confidence and autonomy because they worked hard to keep up with their peers and gained a
certain amount of knowledge from the new instruction, which helped them to improve their

speaking skills.

In all, the mournful atmosphere that characterised the twelfth session of the listening-
free stage had been transformed into a livelier atmosphere in the listening-based

stage’s session.

6.1.3.12. Thirteenth Session Observation Data
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The teacher thought it would be appropriate for the final session of the listening-based
stage, as well as the current research in general, to remind students of some important features
of everyday English conversations while also highlighting some new ones in order to develop
their knowledge and help them develop their English-speaking skills. This was also supposed
to signal the end of the current experimental phase of research. Pause fillers, chunks, and the
type of vague language that is common in English speaking in general, and English

conversations in particular, are among the features intended.

The purpose of the pre-listening activity was to draw students’ attention to the
differences between how a spoken conversation would appear compared to its written version.
This primarily refers to the overuse of ellipsis and the use of clause units instead of sentence
units. In addition to the use of coded and illusory language, which implies the use of very few
words, sometimes just hints, especially when the speakers are close or know each other. This

activity piqued the students’ interest and kept them engaged.

The listening phase included two activities. During the first activity, the students were
shown a short video excerpt twice. They first watched the excerpt at normal speed to compare
the information gathered from visual clues to that gathered from sound and get a general idea
of the excerpt’s content. Second, they were engaged in a slower-paced listening activity with
the image turned off to encourage them to complete the conversation script solely using their
listening abilities. Despite the fact that this activity was somewhat difficult because it

mainly relied on listening, the students’ commitment and responses were outstanding.

Second, in an awareness-raising activity, students were asked to work in groups and
use their imaginations to convert a portion of the conversation (8-15) from its spoken form to
its most likely appropriate written version. This implies that longer, complete sentences,
rather than elliptic ones, should be used, and that as much vague language as possible should

be avoided.
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Observation Grid of the Listening-Based Stage Thirteenth Session
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[STAGE:

T The Speaking Skill SES;S;DP*-
based
"'i‘:‘:i’e Grammar and Discourse Interactive
Vocabulary Management Pronunciation Communication Self-correction G20
. 123 0| 1|23 01|23 40|12 3 01|23
1 X X X X X 14
52 X X X X X 12
53 X X 19
o4 X X X X X 13
55 X X X X X 12
56 X X 18
57 X X 18
58 X X X X X 11
59 X X X X X 13
510 X X X 17
511 X X X X X 14
512 X X X X X 13
513 X 19
514 X X X X X 10
515 X X X X 16
516 X X X X X 13
517 X X X X X 11
518 X 19
51% X X X X X 13
520 X X X X X 13
Total 66 61 34 59 58 208
Average 33 .05 2.7 295 19 149
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Students’ responses matched the teacher’s expectations in a highly competitive and
creative classroom environment. Working in groups of three students, the speaking activity
for this lesson required each group to construct a dialogue similar to, but not identical to, the
one seen in the video excerpt, in which they provided a different description of a new
assailant who was essentially a classmate but remained unknown to the audience (the other
groups) who attempted to guess who it was about. Students’ motivation and competitiveness

were at an all-time high, and their presentations were more than satisfactory.

As shown in the above observation grid for the thirteenth session, the overall average
of students’ speaking skill reached 14.9, the highest since the beginning of the listening-based

stage and even the free-listening stage.

The students were so motivated that they anticipated the activities, took notes, and
appeared to be prepared to deal with whatever task arose during the session. They expressed
gratitude for the video selection, as they had done previously in the thirteenth session of the
listening-free stage, but this time with a greater emphasis on the English language and how it
was used. This includes the acquisition of words and expressions that are very similar to
English, as well as how the speakers managed to pronounce them, including accent, stress,

and pitch rise and fall. This explains their acceptable average pronunciation score of 2.7.

Similarly, they appeared to enjoy the speaking phase’s activity. Some groups delivered
well-crafted dialogues that included genuine descriptions of their classmates as well as a
captivating simulation of their roles. They were successful in imitating the video extract
speakers’ English pronunciation, facial expressions, and walking style. When a group was on
stage, the others paid close attention to every word and gesture in order to identify the

assailant before the others and win a point. The level of competition was at an all-time high.
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If someone was successful in revealing the identity of the assailant, the students were
permitted to applaud, which helped to lighten the course and create a friendly and very natural
atmosphere that greatly aided the students in acting their roles and performing their spoken

English without hesitation or fear of embarrassing themselves in front of others.

Furthermore, the students’ English-speaking ability appeared to mature and strengthen
from one session to the next. This was due, first and foremost, to their obvious desire to
improve their English speaking and positive reactions to the listening-speaking instruction,
including videos and various activities. Furthermore, the language proffered by each new
session, both in the video excerpt and the various handouts, significantly increased the
students’ vocabulary and spoken grammar rules. Vocabulary did not appear to be an
insurmountable barrier for students speaking English. As shown in the observation grid

above, their performances averaged 3.3.

Similarly, during the listening-based stage, students learned a lot about discourse
management. To put it another way, they learned how to produce an extended English spoken
language with as few gaps as possible, which they learned how to fill with pause fillers and
vague language and how to connect with speech connectors to achieve speech coherence.
They discovered how crucial it is to use chunks rather than construct clauses that may sound
inappropriate or strange, such as phrasal verbs, collocations, idioms, and proverbs. They were
also taught the importance of selecting the most appropriate speech act (e.g., how to describe,
advise, argue, or express misunderstanding) and the different registers (e.g., formal, informal,
and very informal speech) for each speaking situation. Besides, students learned how to
subsidize their speaking with the paralinguistic tools including voice inflection, body gestures

and facial expressions. This explains the 3.05 in the discourse management indicator.
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Comparison of Thirteenth Sessions Observation Grids (Stage 1 and 2)
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2 1 1 1 0 1 04 55 3 2 2 3 2 12
38 2 2 2 1 1 08 S8 4 4 3 3 4 13
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Average 1.6 1.25 1.45 1.35 1.1 6.75 Average 33 .05 2.1 295 29 14.9
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Students received a 2.95 on the interactive communication scale. This is not surprising
given that they have made significant progress in conversational principles such as how to
initiate and respond quickly and appropriately, how to take and yield turns using both
linguistic (English words and expressions) and paralinguistic tools (body language), in
addition to the use of strategies to maintain or repair the interaction (as to ask for clarification

or show misunderstanding of what has been said).

Furthermore, students have come a long way in self-correction since the first sessions
of the listening-based stage. In this last session, the average of students’ self-correction
achievements was 2.9. The knowledge they gained in the various instructions helped them,
gain maturity and self-confidence. This assisted many of them who were initially weak and/or
very shy, in raising their self-esteem to the point where they became willing to regulate their
knowledge and correct as many of their mistakes as possible by themselves, caring less about
their knowledge gaps and what others would think if they fail correct themselves (S1, S2, S5,

S8, S11, S14, S17 and S20).

Moreover, the students who were initially good became excellent with a spoken
English language getting closer each session to the natural spoken English (S3, S7, S13 and
S18). They showed an amazing ability to imitate the speakers’ way of saying things, even the
way they act and react in the different situations which helped them a lot in refining their

speaking skill and attaining full autonomy.

6.1.3.12.1. Comparison of Listening-free and Listening-based Stages’ Thirteenth Session

To use the word “change” alone to describe the difference in averages between the two
thirteenth sessions of the listening-free and listening-based stages would be an
understatement. Using “outstanding progress” will be more appropriate. The overall average

increased from 6.75 to 14.9; more than doubling.
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This drastic increase attained all the indicators of the observation grid as shown in the
table above. This includes a shift from 1.6 to 3.3 in grammar and vocabulary; from 1.25 to
3.05 in discourse management; from 1.45 to 2.7 in pronunciation; from 1.35 to 2.95 in
interactive communication; and from 1.1 to 2.9 in self-correction. Nobody scored below the
average in the eighth session of the second stage, compared to sixteen in the first stage. While
students’ grades ranged from 03 to 13 in the first stage, they ranged from 10 to 19 in the

second stage. In contrast to the first stage, there were no zero marks in the second.

Thanks to the listening instruction introduced, the shortcomings that previously
characterised students’ presentations appeared to have decreased significantly living way to
more knowledgeable and confident students able to regulate their learning and more ready to

cope with the difficulty of the English spoken language.

6.2.  The Statistical Analysis of the Experimental Results

6.2.1. The Rational of the Paired t-Test

According to the nature and objectives of the present research, the Paired t-Test was
used to examine the present hypothesis. The goal is to see if there is a significant difference in
the means of the same group of students’ scores before and after the treatment (listening-
based instruction). This decision was made after it was confirmed that the conditions for using
such test were met according to the norms for the use of this type of hypothesis testing
(Wilkerson 2008; Ross and Willson, 2017). First, the sample is small (< 30) and was
randomly selected from the whole second year population of the Department of English
University of Batna. Second, the experiment investigates the difference between students’
achievements before and after the introduction of the independent variable, not the relation.

Third, the comparison encompasses no more than two paired units on a continuous outcome
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that is normally distributed. Fourth, the outcome is in the form of a mean calculated from the

grades earned by students at both stages; which is applicable to the quantitative type.

And, because the current study aims to investigate the likely impact of introducing a
listening-based instruction (independent variable) on students’ speaking skill across the entire
thirteen sessions that comprise the listening-based stage, we assume that the variation in each
individual’s scores will be mostly due to the manipulation of this independent variable. In
other words, the variation in scores was not random (the null hypothesis Hy), but rather the
result of the introduction of the listening instruction based on video extracts (The alternative
hypothesis H{). Furthermore, the twenty students of the sample are initially randomly
selected and, apart from the independent variable, they received the same treatment across
both stages’ thirteen sessions; this implies that any random variation between participants is
considered to be outside the researchers’ control and would be related to extraneous factors.
This is known as error in empirical research which is measurable, among many other values
and intervals, according to some special arithmetic calculations. The coming sections are

widely dedicated to all the necessary calculations.

6.2.2. The Paired t-Test Formula

Among the wide variety of computation formulas used to calculate the paired t-Test, we

have chosen the following one from Dragonfly Statistics (2013):

£~
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Given that:

t: Paired t-Test

d_: Mean of case-wise differences
S ;sStandard deviation

N.: Number of cases in a sample (Sample size)

Sd \/HStandard Error (SE)

To calculate the paired t-Test formula above, it was necessary to calculate first the

means of case-wise difference, the standard deviation and the Standard error.

6.2.2.1. Mean Differences Calculation

To calculate the mean of case-wise differences or simply the mean differences (d ), it
IS necessary to calculate the case-wise differences di (at the level of each individual student),

the sum of case-wise differences ), di,and the sum of squared case-wise differences Y. di’
(given that cases in the present research refers to the twenty students of the sample). And
given that student’s scores in the listening-free and the listening-based stages are respectively
dubbed W and Y in the present research; the case-wise differences are calculated by

subtracting Y from W as follows:

di= (w-v)
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The calculation of the case-wise differences (di), their sum (3 di) and the square of

their sum (3 diz) are demonstrated in Table 58below:

Table 58

Calculation of di, ¥ di and ¥ di °

Students First Stage Grades Second Stage Grades | Case-Wise Differences
(Cases) w Y di=(W-Y)
s1 5,75 10,16 -4,41
S2 3,91 8,5 -4,59
S3 11,25 16,16 -4,91
S4 9,41 13,66 -4,25
S5 5 9,16 -4,16
S6 8 13,58 -5,58
S7 12,66 16 -3,34
S8 3,33 9,16 -5,83
S9 5,58 11,75 -6,17
S10 6,33 12,75 -6,42
S11 4,5 10,25 -5,75
S12 6,58 11,5 -4,92
S13 10,91 16,41 -5,5
S14 2,16 7,83 -5,67

S15 6 13 -7

S16 6 14,08 -8,08
S17 3,66 8,25 -4,59
S18 12,5 15,75 -3,25
S19 6 11,33 -5,33
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520 55 9,58 4,08
Zdi 103,83

2 1987

Z o 566,198

The above calculations being done, the computation of the mean difference (d_) IS

feasible according to this formula:

d =
n
_ —103.83
20
d =—-5.1915
,
d’ = 26.9516

As shown above the mean differencesdis - 5.1915 and its squared value d’ is

26.9516. We move now to the calculation of the standard deviation S,as the second step.

6.2.2.2. Standard Deviation Calculation

According to Bhandari (2022a), the standard deviation, in general, represents the
average amount of variability in the dataset. According to her, the sample standard deviation,
as opposed to the whole population standard deviation, is used to make estimates or
inferences about the population standard deviation. It shows how the data spreads out from

the centre of the distribution on average (Bhandari, 2022a).

The computation formula of the sample standard deviation is as follows:
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G /z di’-nd”
d= n-1

Given that:
Y di’= 566.1987 (n-1)= 20-1 = 19
d>=26.9516

566.1987— 26.9516

Sd: \/
19
S/ S; = Vv1.431
S;=1.19

The sample standard deviation being calculated S,; (=1.19) we move to the
computation of the standard error as the last step to be able to calculate the paired sample t-

Test ().

6.2.2.3. Standard Error Calculation

When explaining the significance of the standard error in statistics’ analyses, Bhandari
(2022b) assumed it to be the most commonly reported type of standard error which indicates

how different the population mean is likely to be from a sample mean. In other words, it
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specifies how much the sample mean would vary if the study were repeated with new samples

drawn from the same population.

The standard error SE results from dividing the sample standard deviation S by the

square root of the number of cases in the sample (n) according to this formula:

SE=0.267

So, the Standard Error SE of the present research equals 0.26 which is statistically
low. Now we can move to calculate the paired t-Test according to the formula presented

earlier.

6.2.2.4. Paired t-Test Calculation

To apply the results of the previous calculations in the Paired t-Test formula, we

divide the sample standard deviation by the square root of the standard error. We get:

423



CHAPTER SIX: ANALYSIS AND INTERPRETATION OF DATA

So, as shown in the computations above, the paired t-test value of the present research
equals -19.4. We notice that this value is negative which means that the mean of the
students’ achievement in the listening-based stage is quite large than the mean of their

achievements in the listening-free stage.

6.2.3. Analysis and Interpretation of the Calculations’ Results

Before we proceed with the analysis of the results obtained from the previous

calculations, we would like to restate the null and alternative hypotheses:

Hy: pl = p2 (the paired population means are equal).

Hy: pl # p2 (the paired population means are not equal).

Given that:

M1 is the population mean of variable 1 (Before the introduction of the listening instruction).

M2 is the population mean of variable 2 (After the introduction of the listening instruction).

To put it another way, the null hypothesis assumes that there will be no significant
change in students’ speaking skills (dependent variable) after the introduction of the listening-
based instruction (independent variable). As a result, the mean of their accomplishments
during the listening-free stage equals the mean of their accomplishments during the listening-

based stage.

To check the validity of one or the other, we compare the value of the computed paired
t-Test with the so-called critical t-value according to the related statistical rule. And given that
the alternative hypothesis is non-directional (undirected), which means that it is not compared

to a value which was pre-set by the researcher at the beginning of the experiment; this
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comparison will be according to the critical t-values of the two tailed tests (rather than the

one-tailed tests of the directed hypothesis).

So, the aim is to check if the computed t-value (paired t-Test value) is smaller or larger
than the critical t-value of the two-tailed table (also called T-distribution Table or the Student

t-Table). According to Wilkerson (2008), the values in this table were calculated by formulas

developed by Gosset (dubbed Student). Hence, we aim to compare t to t ,-;zas follows:

t < t.j === we maintain the null hypothesis (H)

t > t.jy === we rejectthe null hypothesis (Hy) and adopt the (H;)

Moreover, testing a non-directional hypothesis theoretically implies splitting the
significance level (x) equally between the left and the right. Consider the following bell-

shaped diagram:
Figure69

Two-Tailed Test at o< = 0.05

Area of acceptance H,

0.95

Area of rejection H, Area of rejection H,

-

-
<4

0.025 0.025

—_——
N 0.005

t

[7] @=0.05 (5%)
B «=0.01(1%)
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And given that the present research confidence level, which represents the area under
the curve is 95% (dubbed area of confidence in the diagram), this implements that the
significance leveloc= 0.05; the degree of freedom df = 19 which is the result of the number

of cases minus one (z2-1); and since the result of subtracting half the significance level from
1 . 0.05 . .
one(l-; ) ie. (1- — ) results in 0.975 or (97.5%); we intersect the value of the

significance level «c= 0.05 with the critical t-value 0.975 in the t-Table of Critical Values also
called the t-Distribution Table. We specify that the Z-table was not used because the sample

size is less than thirty (< 30). find:

— tericr = 2.093
Table 59
T-Distribution table of Critical Values
P
one-tail 0.1 0.05 0.025 0.01 0.005 0.001| 0.0005
two-tails 0.2 0.1 0.05 0.02 0.01 0.002 0.001
DF
1 3.078 6.314 lz.;rus 31.821 63.656| 318.289| 636,578
2 1.886 2.92 4.303 6.965 9.925| 22.328 31.6
16 1.337 1.746 2.12 2.583 2.921 3.686 4.015
17 1.333 1.74 2,11 2.567 2.898 3.646 3.965
18 1,33 1.734 .101 2,552 2,878 3.61 3.922
19 il T 2,093 2.539 2.861 3.579 3.883
20 1.325 1.725 2.086 2.528 2.845 3.552 3.85

Note. This is an example of the Standard T-Distribution of critical values.
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Comparing the critical t-value t.,.;jzwith the absolute value computed paired t-Test

above (positive) we find:

- t > tcrit since 19.4‘ > 2.093

The null hypothesis (H,) is rejected and the alternative (H) is adopted.

In other words, evidence is that the listening-based instruction (independent variable)

had an impact on the samples’ speaking skills (dependent variable).

6.2.4. Matching the Computation Results with the Computer Statistics Program (SPSS)

The SPSS, which stands for Statistical Package for the Social Sciences, is the most
widely used statistical package because it can perform high-level data calculations and
analysis while saving time and effort through simple instructions. When we run the paired

sample t-Test in the SPSS program we reached the following results:

Table 60

Paired Sample Means’ Difference

Standard
Standard Error
Mean N Deviation Mean
Pair 1 LF 6,7515 20 3,06518 ,68540
LB 11,9430 20 2,81715 ,62993

Note. The table demonstrates the difference in the sample’ means. It is realized by SPSS
program. The highlighted number represents the means in the LF and LB stages.
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Table 61

Paired Samples Correlation

N Correlation Sig.

Pair 1 LF&LB 20 ,921 ,000

Note. This table is realized by SPSS program. The highlighted number represents the paired
sample correlation

The most significant information we can extract from the Table 60 is that the
difference in means between Listening-free stage (LF) and the listening-based stage (LB) is

statistically significant in the favour of the second one (LB> LF).

The comparison of the correlation between students’ speaking skill in LF and LB

applies to the following categories:

Less than 0.3 Weak correlation.
—_—

05-0.7 Medium correlation.

0.7-0.9 Strong Correlation.
e

09-1 Very strong correlation.

—

Accordingly, the value of the correlation between the listening-free and listening-
based results of the sample in the present research is 0.921, as shown in the Paired Samples
Correlation table above, falls in the last category which means that the present correlation is
very strong. Differently put, if a student scored relatively high in the first stage (LF) he scored

high in the second stage (LB)
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In a paired t-Test, the larger the correlation is the lesser the standard error (SE) will be
in further tests. This means that the probability of getting the same results when subjecting the

same sample (or another from the whole population) to the same treatment is true.

Moreover, the table shows that the significance value is very low, less than 0.001,
which means that there are statistically significant differences before and after the treatment

(the listening-based instruction). These results imply the rejection of the null hypothesis (H,).
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Table 62

Paired Sample Global Results

Paired differences

confidence interval of the difference
95%

Mean Standard Standard Error
Difference Deviation Mean Lower Upper t Ddl Sig. (Two-tailed)
Pair 1 LF-LB -5,19150 1,19572 26737 -5,75111 -4,63189 -19,417 19 ,000

Note. This table is realized by SPSS program. The highlighted number represents the paired t-Test value. Additional significant statistical results are
displayed, including the Mean Difference, Standard Deviation, and Standard Error Mean.
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Figure 70
Mean Difference of the Listening-free and the Listening-based Stages (by SPSS)

12,00
10,00
8,00
&,00

4,00

Mean Difference

2,00

0,00

Listening-free Stage Listening -based Stage

Error Bars: 95% CI

Note. This figure is realized by SPSS program. It illustrates the mean difference between the listening-free (to the left) and listening-based (to the
right) stages.
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According to the results displayed in Table 62, and given that the difference
confidence interval is 95%, we notice that the two-tailed significance value is also very low
and very inferior to the significance leveloc= 0.05. This implies that the mean difference

between students’ scores of the first and second stages is statistically significant.

Consequently, the alternative hypothesis is retained meaning that students’
achievements in terms of their English-speaking skill after the introduction of the listening-

based instruction are quite different and higher than their achievements before.

This also means that the introduction of the meant listening-based instruction in the
oral-expression course proved to have a significant positive impact over students’ English

language speaking skills.

Moreover, all the calculation results held previously including the mean difference d
standard variation S, the standard error SE and the paired sample t-Test ¢ match with the

SPSS findings.

Conclusion

The current chapter was devoted entirely to the analysis of data resulting from the
observation of students’ achievements in the first and second stages of the experimentation, as
well as the statistical computations of some arithmetic values required for the interpretation of
the various gathered data. The calculation of the paired sample t-Test (¢), made later more
evident in comparison with the SPSS calculations, revealed that the results are statistically
significant since the null hypothesis H, was rejected and the alternative retained. The
correlation between variables is very high, and the validity for previous applications of the

same study on similar population samples was proved.
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As part of action research, which entails teachers’ involvement by themselves and in
their own contexts to translate their own experiences into useful theories, the current study is
an attempt to investigate how oral expression instruction is carried out in our oral-expression
classrooms, as well as how teachers and their students approach listening and speaking issues.
The goal is to build on previous research findings (mainly those of Thornbury (2008), Wilson
(2012), Vandergrift & Goh (2012) and Davies and Pearse, (2009)) and conduct the present
experiment on second-year students in order to achieve significant results that can contribute
to the improvement of the oral expression instruction and students’ English-speaking

performances; in a few words, to correlate research with the art of teaching.

In this respect, and drawing on the foremost studies’ that denied the possibility of
approaching speaking the foreign language without referring to its listening, this research was
conducted to investigate the potential influence of introducing a listening-based instruction in
the oral-expression course (dependent variable) on students’ speaking skill regarding

effectiveness and autonomy (the independent variable).

This instruction is based on the use of carefully chosen short video excerpts and a set
of related activities spread across the three phases of each oral-expression session, including
the pre-listening, listening, and speaking phases, with the latter receiving the largest share.
Another goal is to provide a practical framework for teaching oral expression and to assist

teachers in providing adequate assistance to their students.

By and large, the current study essentially comprises two main divisions. The first
division, dubbed the theoretical part, is primarily concerned with the presentation of the
related literature through the three first chapters: Teaching Listening, Teaching Speaking, and

Integrating Listening with Speaking and Using Authentic Videos in EFL Classrooms.
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The second part, dubbed the experimental, went over the procedure and the analysis of
the present experiment. It includes three other chapters ranged from the fourth to the sixth:
Research Design and Methodology; Teachers’ and Students’ Questionnaires’ Analysis, and

Analysis and Interpretation of Data.

The fourth chapter is devoted to stating and justifying the various decisions made
regarding the experiment design and the use of the adopted methodology. The chapter begins
with a brief recapitulation of the research objectives and the various steps involved in carrying
out this investigation before narrowing the approach and methodology. This latter covered the
statement of the research dependent variable which stands for the development of students’
English-speaking skills in terms of effectiveness and autonomy, as well as the independent
variable, which stands for the accentuation of a listening-based instruction based on selected

on-purpose short video excerpts.

This section also introduced the research population as the entire second-year students
in the department of English at the University of Batna2; as well as information about how the
samples were framed. This is a reference to the questionnaire samples of both teachers and
students, which were chosen using the simple random sampling method encompassing eight
teachers and 250 students, respectively. Second, information was provided regarding the
selection of the group of students who were subjected to the current experiment. Twenty
students were chosen at random to represent the paired sample of the pre-experimental and

experimental stages.

This section also involved details on how the experiment was carried out, such as the
time span (four months), the topics covered, the number of sessions (13 in each stage), and the
duration of each (one hour and a half). Later, the steps taken to ensure the research’s validity

and reliability were thoroughly explained and justified.
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Furthermore, the section dubbed Experiment Implementation covered the statement
and explanation of how the tools used for data collection were chosen and implemented. The
tools of data collection in question are: questionnaires and classroom observation. The first
consisted of two sorts: the teachers’ and the students’ questionnaires and primarily targeted
the EFL listening-speaking issue and the oral-expression course in general. The second was
based on an observation grid divided into five indicators according to which students’
achievements were evaluated and scored. These include Spoken grammar and vocabulary,
discourse management, pronunciation of single words and whole sentences, interactive

communication and self-correction.

As well, a detailed description of the criteria used to select the materials, specifically
the short video extracts, was provided, including availability, accessibility, and practicality.
Following that, an exhaustive portrayal of the listening-free and listening-based sessions was
provided, including the three-phase division (pre-listening, listening, and speaking phases),

objectives, topics, and activities for each session.

The fourth chapter concludes with a description of the data analysis procedures used
(paired t-test and SPSS), followed by a discussion of the current study’s limitations. In terms
of listening, the constraints were generally related to the implicit aspect of the listening skill,
which is primarily related to the development of critical thinking, making it difficult to be
observed, apprehended, or measured. To a lesser extent but no less significant, the speaking
constraints, are primarily psychological, namely shyness and low self-confidence, and highly
prevent students from practising freely their English language speaking. Sessions were
interrupted due to occasional power outages, as well as some political and sanitary events that

occurred during the period when the current research was conducted.
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The fifth chapter’s main focus was the analysis of teachers’ and students’
questionnaires. Items were handled on a case-by-case basis, including the formulation of the
question, the presentation of its results in illustrative bar diagrams created with the Excel

operator, in addition to the analysis of the resulting data.

The last chapter of this research was devoted to the quantitative and qualitative
analysis and interpretation of all the statistical data. First, it presented the observation data of
the pre-listening stage’s thirteen sessions including a summary of the procedure in addition to
the students’ reactions to the meant instruction mainly in what relates to the pedagogical
means (video extract) and the selected activities. An observation grid was provided for each
session, followed by a detailed description and analysis of the students’ results in terms of the
five observational indicators mentioned above. The second stage data were treated similarly,
but with a detailed description of each session’s three phases and related activities. A
comparison between each session of the listening-free stage and its opposite in the listening-
based stage was provided based on the analysis of the students’ EFL speaking scores and their

reactions to the targeted instruction in general.

Furthermore, the statistical analysis of the observation data collected from both phases
of the present investigation was intended for the sixth chapter’s final section. It was concerned
with the application of the different necessary rules for the sample paired t-Test calculation
starting by the final score of each student’s achievements in the first stage (W) and the second
stage (Y) then the mean difference, the standard deviation and the standard error. The
statistical significance of the findings was established by comparing the resulting t-value to
the critical value of the t-distribution table, with the first being significantly greater than the
second. This implies the rejection of the null hypothesisH,, which hypothesises that any

difference in students’ results before and after the introduction of the listening-based
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instruction happened by chance. In other words, the alternative hypothesis H; was retained
meaning that accentuating the listening-based instruction using well selected short video
excerpts positively influenced the students’ speaking skills in terms of effectiveness and

autonomy.

All the above calculations were confirmed by the outcome of the results’ treatment
using the Statistical Package for the Social Sciences program (SPSS). Moreover, the
correlation between students’ scores in both stages was statistically proven very significant
which implies that if a student scored relatively high in the first stage (LF), they are more
likely to score high in the second stage (LB). Moreover, the comparison between the
computed value of the sample paired t-Test (¢ = 19.4) and the standard error (SE = 0.26)
demonstrated the validity of the probability that the same outcomes will be obtained when the

same sample (or another from the entire population) is subjected to the same treatment.

By and large, the efficacy of emphasizing teaching some listening over students’
English-speaking skill was proven evident in the oral-expression course. The goal is not to
overburden the class with boring listening lessons to the point where the course deviates from

its main goal of providing students with opportunities to practice their EFL speaking.

Additionally, given that the purpose of these courses—as well as probably all other
EFL courses with a similar or lesser emphasis—is to promote the English-speaking ability,
students should be supported in a way to get better each session. This means that allowing
students to act without any or very little guidance in a speaking classroom cannot be
promising. Conversely, this might cause the more or less skilled ones to take the reins of the
classroom and start ‘leading the dance’ according to their level and preferences, leaving the

weaker ones to seek refuge in their shaded zones and silence. Some students might be overly
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shy or lacking self-confidence and self-esteem, while others may find it frustrating and risky

to have to participate in any discussions or present a work in front of others.

However, providing a safer environment that supports all students and gives them
equal opportunities to develop their competencies is rather encouraging. This stands for the
kind of instruction which enables the students to get aware of the listening processes and the
metacognitive strategies they already use, or learn to use through the listening instruction, to
develop their listening skill and acquire knowledge that will assist them to hone their speaking
skill without being constantly exposed to risky and embarrassing situations. Yet, the focus is
still on the productive side of the English language since as Harmer (2007) underlined it “the
more students speak the foreign language, the more proficient and autonomous they will be”

(p. 123).

Moreover, the oral expression course needs reconsideration and a serious restructuring
to make it more effective and more credible. Teachers must reconsider the distribution of
roles in their OE classrooms. A reduction without exclusions of their roles and an extension
without exaggeration of students’ are undoubtedly more beneficial for the development of the
latter’s listening and speaking skills. Heavy corrections of spoken abnormalities should be
kept to a minimum of some rectifications only when the intelligibility of what is being said is
susceptible. In layman’s terms, the goal is to emphasize fluency over accuracy in order to
maintain the flow of speech and alleviate the affective burden that often plagues students who

struggle to speak English.

Furthermore, any reconsideration of the OE courses implies; without doubt, a re-
examination of the activities and materials used to support them. The first must be varied and
cautiously, selected to fit the course objectives and the students’ levels. The students must be

kept busy along the session to avoid them getting bored and ward off any attempt to
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disconnect from the course. The suggested three-phase model can offset the tedious aspect of
these lessons and balance the need for listening and speaking. The second, or videos in the
case of the current study, must be attractive and carefully chosen to correlate with the
activities, the students’ level of proficiency, and the general and specific objectives defined

previously. However, the course should in no case turn into a simple cinema session.

The bottom line, the undertaken research was a pleasant experience from which the
researcher learned a lot of things and put all her knowledge and ambition to reach the present
conclusions that we hope will be efficient and helpful for further action research. Hence, the
coming recommendations are made based on the researcher’s experience and the findings of

the current study.

First, it is important to establish a welcoming environment where everyone—including

the teacher—is expected to behave responsively and professionally away from hostility.

Second, it is more effective to prioritise group or pair work whenever possible over
individual work, at least during the first sessions, which are meant to strengthen the bonds
between the students and enable the least-skilled to rely on the more-skilled. This is meant to
support those students in gradually expanding their knowledge and improving their speaking
abilities, even implicitly. This clearly calls for the teacher to group students into pairs or
groups where there is at least one good student; a step which presupposes the teacher to be

familiar with the students.

Third, as mentioned previously, the choice of the activities must be subtle and in line
with the majority of students’ speaking abilities and preferences. The level of difficulty could

either dissuade or promote students to participate in the activity.
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Fourth, instead of consistently engaging in the same activity or a boring one, it is
preferable to use a variety of intensely competitive activities. This is supposed to be more

appealing and broadly effective.

Fifth, in order to avoid instances of pointless chattering, it is critical to keep the
students engaged and busy throughout the lesson. We are not referring to the constructive
chattering that students often engage in when debating a subject or organising an activity.

This is rather supported in interactive settings like oral-expression classrooms.

Sixth, involving students in the decision-making process by allowing them to choose
the topics and/or video excerpts is a great way to involve them in the teaching-learning

process and increase their sense of responsibility and seriousness.

Seventh, it is necessary to avoid using lengthy video extracts which could turn the
oral-expression classroom into a cinema where the only objective is to enjoy the watching
activity. The video excerpt’s content related to the watching phase must align with the chosen

activities and the objectives of the course.

Eighth, the three instruction’s phases must be in harmony with the session’s outlined
goals, presenting the data gradually. The speaking phase must be the longest and the pre-

listening phase the shortest.

Ninth, providing handouts with useful information, to be used during the listening and
speaking phases, encourages students to take risks and participate despite the possibility of
making mistakes. The idea is that the knowledge and language presented in the handouts will
provide them with consistent support, so they will no longer make many gaps while speaking

and will not have to rely heavily on the teacher and peers for assistance.
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Tenth, the video extract’s content opens a large parenthesis over the socio-cultural side
of the English people; language is only a small part. This includes how people speak, behave,
dress and interact on a daily basis. In terms of language, this is intended to provide students
with vocabulary that they may not find in school books, and which can help them understand

and, more importantly, speak closer English to that of the natives.

Last but not least, we would like to draw attention to the eminent need for well-
equipped laboratories if any listening or speaking is to bring up. The students need to be
provided with genuine, not fallacious, support to undergo their EFL learning and keep up with

the challenging aspect of this language.
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APPENDICES



. General Handout [a)

Primarily based on the work of Scott Thommbary (2013, this doowment cantams waeful
infonmation that smadents should be aware of to facilitate the 2asv gomsz of the course and
apeara that they are prepared to face the plarmed objective:.

1. Generalities
- Spealdng in genersal has two functions:

2 Tranzactignz]l Function: We speak to convey infonmation and facilitate the eochangs of
goods and services. e.g., phoning to book 2 table at & restaurant.

b. Interparsonal Fanciion: To establish and mamizin social relations.
ez the comversation between fisnds that tzkes place in a restaurant.

- Speaking can be imferactive or non-interactive.
2 Interactive: like a nmlt-party speech in 8 casnal comverzation bebaveen fiends or a

b, Non-interactive: -".5 amonologee m 3 university lecture ar a live report of a televizion
i i

- Spealdng can be planned or spontanecns.

2 DPlanmed: exarmples of this type may be public speeches and business presentations. In
thiz caze the linsnistic feanre Largely replicates feanmwes of written Lamenage.

b. TUnplanned: 2 phone comrrarsation to ask fior rzin trestable mfommation or to ook 2
tzble at & restarant are sgamyples of this npe. Tha speaker hers has to make stratsgic
amd spontaneons decisions accarding to the way the discoarse mmtnlds.

2. What EFL Spealker: MNeed to Develop
* Sociocultural kmowledge

In away to devalop the mterculnara]l competence, yvoa should mot oaly leam abouwt the
culnrally embeddad roles of 2 specific English region, baf rather leam bow to be opened to the
foreien culbars an the bazis that differapce and ambigoity are mherent i all commmanication
inchiding your own local ons.

+ Speech Acts

Alsg called fimctions, these are verbal actions that accamplish something, It is mperative to
leam the way English speakers greet aach other, insult, compliment, plead, supply information,
and get work done. This inclades fmplies knowledze sbot the languags nsed in terms of
waords, phrases, chnmks, etc (linguistic knowlades) and how people use thelr bodies to express
the intended mesning (enrtra-linguistic mowlades).

General Handout (b)
* Register
A register, in lingmistics, is the way people wze words and phreses to address differant
people in different situations. This detenrmines why, for example you may tend to choose mare
palite words when addraszing 2 stranger or speak in s strict formal meamner to reflact raspact for
yiour boas. Familiarity with the interlocotor znd the social statos of the speskers detenmine the
type of lansuags to be usad. Here iz an exsmple of various ways of gresting scoording to

different regiztars (fom Wikdpedia register (lnmistics), 2019):

Register FPhrase
“Wary inforreal "Ex!" or "Yol" or "Wasnp!™
Infommal "Hey!" or "Hit"
Fommal "Hella! =
“ary formal *Good moming afiemoon/evening!”

* Dizcourse

Thiz involves wing grammar and vecabulary to connect spesking tums and to iznal
speckoar inmtentions. You obviously kmow that speaking is collsbarstivaly constructed thronzh
the taking and yielding of fums since you practice this every day in yoor local dialect.
However, what vou need to devalop iz knmowdedze of how Englizh speakers mansze the furm
morves to build 3 conversation. A good step for thiz may be leaming some English dizcoarze
markers,
* rammar

The most important thing to bear m mind when we talk shout sranwnsr is the
importance o make a distinction behween spoken and written sranvmar. Spontanaons gpeech is
rather produced in clanse lensth wnits than sentence length ones.
2.z, Tea? (Spoken sraromar) instead of Do you woe @ cup of tea? (Writhen sranmmar).
Crther featarss ara to be hald in the coming lessoms.




General Handout (c)

* Vocabulary

Accordmg to recent stadiss, koowing the 200 most common English words smpowsar: stodents
o conduct amy conversation in English However, to quickly reach fluency and give the mpression fo
speak like a mative, you will need mors than leamins isplated English words This i= because, native
speaker: of English use prefabwicated sequences of spesch, called chunks, which have besn pre-
aszembled throwgh repeated uss to become establizhed as single units. Clynks are alzo known as lexical
phrasss, holophrases, formualaic lanzoape, and prefabs. These include collocation: (g, mch and
farpous);, phrazal verbs (e.g., 2et up, oo out of);_idioms, caichphrass: and savines (eg, a= cool 2= 2
oocuraber, speak of the devil); sentence fames (e 2., would voo ke 2 ); social fornmalas (zeevon lates,
hmee 2 nice day); and discourss markers (& 2., Iy the way, to cuf a long story sheet).
Amnother fertme of spoken vecakulary b= the nze of vasue words (zort, thine.. ).
* Fhonology

The first thing we think we muost conzider when we refer to phonology 1= probably
promuncaton. But since the words are suppozed to be stored along with their approprizte
prosusczton, you generally do not need to recomstinete them Tom scratch each time yow want to uze
them

Anpther muporiant azpact of phoraology kot which needs to be zerioushy corsiderad =
intopation It “semves both to separate the stream of spesch into block: of information (call=d tore weits)
and to make information within the:e mits a2 being siznificant™ (Thombury, 2013, p. 34). Withina
tone umit, all the mfonmation that we add to the speech should be highlighted with a step up in pitch.
Any raiss in pitch by the end of 2 tone wmit mdicates some kind of continuation; 2my £l in pitch
atomatically siprifies completion.

Paratome, iz another important feabare of phonolegy which i marked by a raize in pitch on the
first word of 2 pew utterance indicating 2 new idea epamting it fom the preceding and saromding

discourze (somehow equivalent to staming 2 new paragraph m wiiting).

General Handout (d)

Amnagthar phenamenon which rearks spoken srammear is Ellipsis which is the omizzion of one or
more words on the basiz of the assumption that the meaning can be understosd without them.
The aim 1= mainly to avold redundancy and makss the speaker sound just hice 3 native Hera
are some axarnples from hitps: . enslishreserpodr comellipais

#  Ellipsiz at the Besinnine:
This iz the most conunon form. The omitted words generally mclude articles (the, &, an);
possessives (my, his . ); personz] pronoums (1, vou, he. . ); swdliary verbs (have, be, do).

2 can't send the fax =Tt (the prnfer) can't send the fxx

Comutious ower the issue we talked about = Be cautious over the sos we talked abouwt..
Son's at the office = my som 15 at the office.
#  Ellipsiz with Auwilizry Verbs
a2 Shetold me zhe'd coms and she did. = She told me she'd come, and she did come. (d
=would, contracted formm).
He told me he would leave, but he hasn®t. = He told me be wouald leave, bt be hasn't left.

« Ellipsis wath Infinitives

ag Iz Jill coming today? She dossn’t want to. = She doesn't want to cotne today.
Can you help me? ['m not able to right now. ='m not 2ble to halp vou right nom,
# Ellipsiz in Moun Phreses (when the mesming iz clear)
a2 Would vou like some? = Would vou like some chips {or whatever is being offered).
We'ra staying at the Hiltom. = Wa're staying at the Hilton hotal.

& Ellipsis with Conjonctions “Buat. And Or”

e g., Your platz and kis plate are ready. = Your plate i= rsady and his plate 1z ready. (Do yoo sz
the redmndamcy” That's why ellipsis i3 so Importantd).

A mouse and keypad. = A mouss and g keypad.




General Handout (2)

He canread, but can't write. = he can read, bt ha can’t writa.

These fiends and colleagues of yours. = These friends and those colleaznes of yours.
Elizion (hitps: v, ifioque com fgures-of-speech rope Elizion)

Fefers to the remonval or amission of one or mors soumds in words. It is 8 deliberate act where one or
more {the smallest somd wit ez, d, 7 inthe words B, Bit") are omitted, mainky for the puposs of
aphancing easier and fuent promumciations.

For instance, we know that the word round is proammced /ravnd’ &nd the word to is prononmeed M=
However, when the words are wzed together 35 in round to, we often drop the final /d/, so that
phonetically it reads ‘ravn t2). This is becanse /'t and /A ara both labio-dental soumds, and we tend to
drop one — in this case the vodced (d/. This is called alision.

In tha Englizh lanzuage, stras: placement i sentences and rhoytium are part and parcel of everyday speech,
Az 3 result, siraz: placerment iz variable depending vpon the meaning and the effect songht Thiz i= guits 2
largs avea of phometics, so for now we will simply identify some regolar featore: of soess placement in
connectad utterances. Some words regularky atfract the siress, while others dom't.

Additional information about Vocabulary:

The kmowledzs of the hizh-Tequency English words would stand the stodents in “geod stead” (Thombury, 2013,
pp- 34-f). These inchade: 21l the cormon question forming words (e £ what, vhere, when ), 21l the pronouwms,
2ll the modal augiliary verbs (p.g., would, will, can, might .., d=monstrative pronpms md copmmon deictic
devices (g2 this, here, ther, now...); 2ll the cormmen preposition: (= 2. on, near, fom, between. . ), all spoken
discourze markers (p.g well, ok, right, zo, now ...); common backchanne] expre:sions (2 g really, bow, what, how
awinl! How wonderfuly; common sequencing and linking words {2 g first, then, pegt, md, or ) common ways
of abding emphasis (2 g really, vary, just, 3o .} commeon ways of hedging (s in reducing assertivensss theowzh
the mee of actoally, quite, rather, sort (of), etc); the we of all-meposs words (2 g thing, things, place, time, way,
make and do); in 2ddition to the chimk: aszocited with thoss high-frequency wards.

Collocations in English |

COME GET po
come 10 a compromise get o coll do geod \"“--_
come 1o ke gel o joke do the axam
come second get o ticket do anything
come 1o dection get o letter do a good job
come 1o a total of get a cold do your chares
come to an end get o shock do everything
fome 1o an ogreement get a dark do sport

come direct get o due do well

ceme chaap get o tan do the inoning
come fo a stop get o job do the clecring
come info sth. get out of breath do bodly
come cleon about gt drunke do business
come under ottock get tarted do exercies
TAKE HAVE GO

boke o chance have o wash go cnema
fake a picture have a scrub go bonk

fake a seot have o rest ge o hike

bake nates have o breck go o drink
pake core have a nap go o coffee
take o breck have o sneoze go o meal
bake class have a lie down go o rest

bake o rest have o dream ge o nap

take o toxi have a holiday go o ride

bake an exam have o day off go o drive
take care of have a party go o ywim
bake your fime have fur go o walk




A Plum Job An easy and pleasant job that also pays well
An Apple a Day Keeps the | Eating healthy foods will keep one from getting sick (and
Doctor Away needing to see a doctor)
Appeof Somene's Ee The person that someone loves most of all and is very
proud of
Bad Apple A discontented, troublemaking, or dishonest person
Big Cheese An important person in a company or organization
AN Born to parents who were not married couocations In E"g"ih
of The Blanket
To get something started, particularly by means of a social GWE KEEP
Break the lce , . :
introduction or conversation * give acall " give a ride heepasacrel ¥ koop calm
Voviachans ' ghonadvice | |* keepapromie  * koap contral
Burn the Midnight Oil To work late into the night gwoadamn  *goononswer | | kespadiry  * keop tho quite
'iﬂnlﬂd "|'mu1lilmpll * koep a journal * koop racords
Change One's Tune To lter one's opinion about something "gvaachols  * givoonidea " koap the chenge  * koop animals
* givoahoadache  * givea bunz " koup seore * koop in foueh
: * giveahug ! give o quoss " koap your balanco * kaop trock of
Chase Rainbows To pursue unrealistic goals + gioakis ' gatp * kop om nchck * kagp b
tgvearing ' gieonopinien | |* keopiafe * kop In mind
Cook Up a Storm Cook & great deal of food * gve o deserption * givo birh hoopaway * koop o o yoursl
* give a lift ¥ give credi * koep pace * koop fhup
Couch Potato A lazy person who watches a great deal of television *gaaledure  * ghvo ovidence * keep el " koop i down
"giwaspeech * give nofic "koopithonthe  * kospup
Don't Judge a Book by Its | Don't be deceived by looks; don't rely on looks when L ﬂ‘ o performante * Ih'ﬂ“ﬁ” down low * koop your job
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II. Handout1

1. Speech Acts

Here are some types of speach act: Fom Schiffman’s online handout “Speech Acts and
Comversation

+ Peprezemtatives: assartions, statements, claims, hypotheses, descriptions, suzzestions.

+  Compnizsives; promizas, oaths, pledzes, threats, vows.

«  Diirectives: conwnands, requesis, challenges invitations, orders, sunmons, enireaties,
dares.

+  Declarations; blessings, firings, baptisms, arrests, marrying, juridical speech acts such
as semtancings, declaring a mistrial, ste,

s Expremivas; Speech acts that make ssseszments of poyvchological states or attimadas;
greetings, apologies, consratulations, condolences, thank=givings...

o Verdictives: rankings, szseszments, appraising. condoning (combinations such as
representationsl declarstions: You're out!

1. An Example of Speech Acts

Adapted from Thombury (2013, pp. 32-3), hera is 2 table representing possible forms for
offering advice or suggestion in writing and speaking (fonmal and mfonmal).

Spolen Form (Informal)

Written Form (formal) Very COMmon Less common
- Why dooyou et LT I°d L | vwere e | advise you to ..
1 have somne advice Wiow would betser ... My advice 1o you wald
My suggestion Lo yow I you wand my sdvice, [

wilad e i
11 yiou wans my ¥ T I .
FUgRestion, ... Why don't you ...

Whan | suggestis ...

| e G suggestion

Leszon Ome Activities

Prsfisscni -

L. O the lighl of ke I

e the kandedil and the teacher’s caplanalion, advice yoer fneniks
B ok ssincthisg N ina Momal e o ae ol Wy Ueee e e m ke Hamlosl

Liakeming Activatica [LA)

Liricaing comprchenaion
1. Here ia a shiel copvemaian belween Fao [mends Bary and Al o Thombiicy (2013, po 51-2) Lislen
capeflilly b the beachers seadmg ol ke conversalion and then m. pairs divide o mio parks socoedn g b The
Tidlliviv i ssevech st o cemplamenl, o sl gaeslinn, & realussl, gresl
respaese o the comalimenl, a apelgy + reflieal + eeciiss, o

an miikalum, an seccplinss, a

Al Hiry, Bairry, Whit a graat 1k

Barry: Thanks. Actualy, D had iv fee apes, But | necsir swaar it

AL i gl b o, Listen, Barey, | wis thiskng do yeu lingy lasch 1o gather so=alime

this week?

Barry: That'd bie nice. Whit absut Fday?

Al Parfece. Do you =ind iT1 ik lackie?

Barry: W, actualy, Frm dscoy Al P'd rithar oo dodn’ 2% jui? that lackie dos=sn'l bnow
Frit back, &nd..

Al DKL | undaritand. | wos™ 26l her, | preibe.

(=]

Wik the ciiracd carefally. fopswer e Fellowing compes bessinm (e L}

1. 'Where do yoe thiek ke conversalios s akeag plae?

b, How many acisve chareiers see lhere o this shor cotrad? Peovule a desanplion Tor cack chamsier
£, Whal rsthe poosem beliveo ke Byve men-chancken?

il Whal was ke thies el reaclioe? De veu lkink he was convineimg?

1.  Awesrcncasraiming Activite
a. 'Whal dad Willum (ke shep ewner) sy o eipress ke inletion o advice e el shep per?
b. Dead ke dse wonls sich i advice' o ‘o advies” 10 ceavey ho mzisagp:?

]
£, Eepnnhice Willism's cipressen.

Sgpeabnap Ackiviticy

4. Approprisfica Activity:
3. Wemng kredvledys voul aeoguingd in ke Wirm-us scclmn of Lhe keaken, it woeking @ pain;
Peogsieas e eliernalive b Willam's advice Gor Bullis e thielh
b. D vou tkink these vpes of seiemeens wonkl be sdagimle or s wellen a7 Ty
£, How saonld ved apress William's advice m a Mimnal peece ol wnbag?

5. Avtomaticibte Actiticn:
In groges of three stadente, corelesd o dislogis be e Willom aed Rufiis Bk L
*® W'l wants o call e

iy mnl spckiines Bas il and brecs o

when Anna takes parl m 1he coavemalioe. She glies Bofic and
Irics ke delend him By pafying Gor the ook or by persiadng Wil o
£l hum pn

#  uena and Bl

4 gee accomplicoes in ke pebibary, aed ke 1y e decesve

Willizm, whi dicevers the glolamd l2ackes them & lssos they #ill
ncver Feradd

NE  this ieen appeary whore Ehe oxtrect or parts of i are plaved.




Ill. Handout 2

1. Fumctions of the word Sorry i the Englizh langnaze and culiure

Enzlish people are stereotyped for the ovemoze of the word "somy” I everyday
commmmication They sy somy even whan they are not at falt! Linda Geddes -.L“l-ﬁjnre'n. on
2 Tecent survey of over 1,000 Brits to find that, on averags, one person says somy’ al:-clutmg]n
times 2 day - an»:lummughtapcllugmesm:ultu}ﬂumﬁnut}.;mmtufmetuna ATy s
nzed for ether functions than apalogy.

In the Bratish oultare, 2oy is generally wsed to:

Apologies,

Expres: astomizbenens;

"-H.,r. 'Hu".

Attract the attention'start a comverzation.
Azk for repetition of show misurderstandins.

LI I

When “sarry” is used alope, the nght inforation play: an ivportant rols in definms what egacthy
lies behind its use

For example: Somry! (= I'm sure you're kidding me ) Sorry'? {= What did you meamT)

2. Abternafives for “Sorry”’ in Daily Conversation

Since it is used zeveral times 2 day, and to avoid repeating themsehres, Enslish people uze
spene Alvematives for the word sormy in datly comversation to express apology.

*5aa English with Lucy on YouTube "Atmnrenaznn these wond: mDaﬂ1Ens]15]1
Comversation. Tsa Thess Altemative Words” on helor'V

The fiollowinzs are good altematives:
-1 didin"t mesm o .. -It was wrong of meto ..

- My bed! (Mainky used by Americans)

-[t ™= mTomE T .
T should mever have fio ..

Leszon Two Activities
Prelisoeming Activicy

L. Ohy e light of the teacher's explanotion of the use of the word somy im the Englizh | iguere ondd culiune,
wive exmnples of the different related speech sets. Pay attention 1o your inteeatics when you pronouno:

"EINTY U SDCh Clrke.

Lissemimp Acrivities (Ti4

I, Avmaresess-raising Aoty £
Wartch the Siree extracts carefully. Relate eack of the following expressions to She adeguaate extract.
I'm soary about that.
Lot 1°me sy AF 1w been . but | don®t thisd yoa’ ve an idion a2 all
Ladies awd gentlensen. 1" sorry 0 drag you from your delicioes desserts.

a. Motice how the word soery s used inesch extret esd define its function sccording te the belionehand
studied spesch acts.

b I ther esctract of Mosting Hilll (Cas | Have Your Auaograph ™), boow did Rufus sddress Anns Soott?
- [ he use the expression “excuse me' for another reasom than apology? I yes, what was this reason?

o, Listem again to e extract froom “ Four Weddings and a Funeral).
I'ry o reconstuct the Bollowing passage with your classnmate, aned thes act out Chares speecl to cach
wiher, Pay attention bo inis

“Lsdies and gentlemen, [ soery b drsg vou Fome yoer delicious dessers there are just oo or two little . 1 el |
should say-—- as best man this is the second tizee 1"ve ... Bees a best mman | hope 1 did the job alsigh tha tine: —
couple i guestiom are . still talking o e undorunasely theyre mon alking to cach other that the divorce came
thrcaggh a couple of nsomths ago, bt Do sure iz had . sothing bo doowith me.”

Spealing Actviries

2. Appropriatios Acrivigy:
Iesgine you waork at the narket stall. Your classimate is o hebitual cstomer. Build g comversation with
your clasemale ol e furmes eacl, using the word “sormy” os much e o5 you can.
e proup that manages to intreduee more “sorry s is the winner.

5. Amtemasicicy Acrivigies: (Chain Dialegus)

Dividisd dn twsn rovs, wou i stedents) take furmns 1o construct 2 dialogee, each one taking over
from. and building on, the contrikei f the precedent classmnate. m a given signal from the weoacher. The
fimst studesd froos group ALl ow ) stans the dialogue, and the first spedent from group B second mow)
answers bisher protagoniz2 from the otber groap. The dialegue comtinues il all sesnbers of b
Save partcipated. o try w0 eollect poanis by eirodaecing the word "soory” a5 mouch as posaible acc
the dollom ing iakde

Spodogy 1
Assonishupsent ]
EETED 1
Attract the atiendion’ start a coiversatan E]
Ak T repetiteom of show misunderslasding ]

The simation: you want e by o cinema ekt oowateh your Grvorite (lm (the silence of the lupba) Y ou
armive late asd the box office s already closed. You go b the seowity guard sechisg T help.

NE this deom appears whene the extroct ar parts of it are played




IV. Handout3

The maost nanral native Wy to express misundsrstanding of the spoken message (utterance) is o
zay Sorry? Hers is a list of twenty-tovo altemative expressions to “can vou repest? Or I dom’t
understand’ that can be wsad in Britizh Englich in formal or informal simations. Fetrieved Som
Englizh with Lucy https://voutu.be/ ASvBOOg5vEe

Sarmy?

Excuse me?

Pardon? (2 pozh word).

I beg vour pardan? (Posher).

TWhat was that somy?

I don't understand. Could you zay that azain please?
Sarry, what did vou just zay?

What did vou say just then?

Sarry, T didn't quite catch that?

Sarry, T didn't quite catch that?

Wionld vou mind spaik ap a bit?

Sarry I'm not following what you are szying.

Wit 2 secaond, I am 2 bit lost.

Would you mind slowing down a bit? I'm struggling to follow.
I'm not sure I anderstand whiat you mean by ...

I'm zorry to interrmpt, bat woald vou mind repeating. .
I'm =iy to batt i . (aith friends)

Thiz is all Greek to me (idiom).

That was as clear a3 nd (with fiends).

That weant right over nry head.

What are you an about (talking excemively with frisnds).

Here are some altermatives for the words “YES, Mo, THANE YOU, OFAY™ which maks

vou sound like 2 native speaker.

Yes * yep (spoksn English — infonmal- casual comversation — vap in American).
* Weah {gpoken Englizh — casual conversation).
* T da' Twill

* Certzinby (to respond to reguest — “nure” m AmaTican).
* Of courze (fo answer 3 guestion like: Do vou like cats? Of cowrse, / sure’ Td. )

No *
* Mah (particularly to exgpress disgust or to say definitely no).
* Borry (to refuse something an offer).
* Mot Likely.
* Mo way
* Certainby not.
* Abzohrtaly not.
* Unforfunztely not' I'm afraid not (o apologies).
* If omly.
* I will pass.

Oleay

Handout 3

= yu ‘re 2 gtar!

* You're an ahsohrts star!

* You're a life-zaver!

= don't kmoeer what I do without vou!
= 1 apprecizte that!

= You should not haws!

*Chesrs! (informal).

*Tak! {informal)

* Fah! (informal).

= Very well

* Rigat-ah
* Famr enough (when we have no feslings sbout something).

Say it another
way




Lesson Three Activities (1)

1. Appropnztion Achviby

With vour classmate frv replacing "ves" in the senipt with its alternatives from Handout 3. Then
mezert the word "sorry” and itz alternatrres from Handout 2 as much as you can. Count the
changez, and the pair that manages to make the mozt adequate changes will be the winner.

1. Automaticity Setivibe

¥ Watch the axtract a last tima. ™

¥ Supposze Mr. Brown refuses to halp Paddington. He tmes to convinee hiz wifs and child of his
point of view. However, Mr. Brouwn has zevere speach problems and people always have
problems m decipherimg what he savs.

- In light of thiz statement and mn groups of four, mazme a conversation between Paddington,
Bir and Lirz. Brown and their bov:

- Try to include as many words | exprassions as poszibla from the handout.

- Take mto con=ideration that Paddmeton speaks a kind of poshy English (uze formal langnaze)
and that the Browns are members of the same famuly (fendancy to uze a more or lesz mnformal
famuliar vocabulary)

- Simulate your dialogua.

NE = this icon  appears where the extract or parts of it are played




V. Handout 4

Thiz document contains an alternative to some commonly uzed Englizh adjectives that
are more appropriate for everyday comversation and natural speakme. (From English wath Lucy
https:/youtu be/CPSVipk A fne).

In Armenican Englsh, the adjactive "smart" refers to a person a= bemg very mtellipant. In
Britizh English, howevar, it doesn't neceszanly mean mtelligant, so a bit of context needs to be
added to make it clear. Consequently, m British English, 2 sentencs like ‘he is very smart’
doesn’t mean he 15 very infellizent, rather it refars to his baing very well drezzed. In othar words,
zmart hers refers to the way thiz person looks not the way he thinks,

FEFFEFEFEFEFEEFREEEEE

Hera are some alternatives to Smart, Good and Bad in Brtish English:

Smart * RKnowledgeable.
* Brilliant.
¥ Grfted (Slalled in a partieular area).
* Witty (Funny and Intelligent).
* Bhary,
¥ Wize (Intellipant dus to exparience).
*Bramny (Stodious).

Good * Marvellons!
¥ Buperh!
¥ Exquizite {for food or drnk).
¥ Dehightful (zomething which brings happiness).
*Temfic!
*Zplendid!

Bad ¥ atrocions! * Vile.
*Obzcena! * Masty.
*Direadful! * Bl
*Dizgusting! * Brutal.
*Despicable! * Abhorrent.

Lezzon Four Activities (1)

Pre-listening Activity

1. Trsing synosyins from the handowt, describe to your classmate: 2 persan you liks;
anpther vou hate, Tlza the expression:

I=/are+ such+{a'an} adj+ noum!

e g Heis mach a brilliant stedent!

I. Consider the following statement:

“Paddinston was amested immediately after being charged with stealing a valuable boolc
Arpund noon, e was taken for the frst time to the prison resteurant whers he met all the other
imrnates (prisoners) and the most terrifying person of all, Frmckles, the chef cooker. Paddingtan,
diszatisfied with the dizsh decides ta ..

In light of thiz statermant, and the pictors vou may have drawm on the charactar of Paddington
from the previous leszon, imaszms 2 poszible event that you think Paddinston will experience in
the restaurant. Discunss your prediction with your parmear. Do not forget o inchede sltematives to
the words “good, bad, smart in your suggestion in addition to expressions lioe: I pradict be will;
I suppose.; I imagine ._; I think._; He will probably..; efc.

Listening Activities

a. Speed Altermation Sctivity
Conzider careflly the following list of words:
Lum{rl;lﬂl-r_ comylain, gritty, hang on, as, mbking, word, medic, chaps, shame, food, vesh, in that,
OVER

Lizten to the extract carefally = then complete the following uwiterances from the previous list
(two listemings ave allowed: at slow and nommal speed). The letters B, B G respectively refer to
Paddinzton, Kmackles and the prizon goard.

B Um, exoase me hir. Eoockdes.

E: Yazzzgs!
B I just wonderad if T could have a quick ... ahoutthe
G Senda to the canfeen

E: Yoo want to .o
B Oh! Mo, I wouldn't zay

B Feally?

E: Oh! ..

B Well ... case, It's very ... and Jand . for the
foread /silence’ need I say more I think we peed to complataly .o e marm,
o I ko we're wearkdng to a tight budaet bat we could at least add some sauce
— Oh sorry abonat that I ust ub ueonaon no that™s jost it i




Lezzon Four Activities (1)

E: Hemnmmamma

b: Dran’t wearry I koeeer whiat gets ketchap staims ot . L was it
rrnstand?

That's just made it worse. Doss anyane aow what works on ketchup?

Cionsidar the following wieramces:
Tt iz very gritty and hmuyy Oh' Sorry about that

1. Bazed on the mfommation presenied in the Genears]l handout, sxplzin the phanological
aspect prezent in these two wierances, Give an example of vour oo,

1. Do vour predictions (fom pre-listening aciivit’) match what acmally happaned to
Paddinzion in the prison restarant? Fate vour work out of 5.

Spealdne Activities

“The chef, Knuckles, 1= fascinated by the 1dea of makang apple cakes. But
because he 15 5o arrogant, he can't tell Paddmngton that he simply doesn't know
how to make one.”

#  Inpairs, Iry to mazine vourself in Kmickles' shoes and predict what he might say
to persuade Paddington to give him the apple pie recipe without embarrazsing
himeelf Taks care to wse Ellipsis and the vocabulary from the handoan. Boatch
roles and play the conversation again.

Each pair gives their responza in front of the others, who will evzloste their pesrs’
prasantation using the new vocabulary apd expreszions from handout 4. The best pair is the one
thiat acoarmmlates the most points.

xE =

this ke appears where the exirect or pars ol 0 are ployed.




VL. Handout5 [a)

Abolitionizm. ar the abolitionist movement, was the movement to end slavery. This tenm can be
uzed both formally and informally. In Western Europe and the Arpericas, shboliiomism was 2
historic movement that sought to end the Atlantic slave trade and sat slaves frea.

The Britizh abolitionist moverment only started in the Late 15th cennury.

The Fone mazzacre was 3 mass killing of more than 130 enslaved Africans by the crew of the
Eiritizh zlave ship Zong on and in the days followineg 20 Movember 1781.[2] The Gregzon slave-
trading syndicate, based m Liverpool, onmed the ship and sailed her m the Atlanfic slave rade.
A=z wvas commaon business practics, they had taleen out insurance an the lives of the enslaved paople
as carge. According to the crew, when the ship ran low on drinking water following navizstional
mistzkes the cew threw enslaved people overboard into the saa

The Slave Trade Act 1807, oficially An Act for the Abolition of the Slave Trade, was

an Act of the Parliament of the United Eingdom prohibiting the slave trade in the Brtish
Empire. Althowgh it did not 2balizh the practice of slavery, it did encouraze British action to
prasz other nation states to abolizh their own slave Tades.

Many of the supporters thousht the Act would 1ead to the end of slavery. Slavery on Enslizh zail
was unsupparted in Englizh law and that position was confinmed in Somerzst's casein 1772, it
it remained leagal n most of the British Empire aatil the Slavery Abolition Actin 1833

The Slavery Abolition Act 1833 abolished slavery in parts of the British Empire  This Actof
the Parlizment of the United Einsdom expanded the jurizdiction of the Slave Trade Act 1807 and
made the purchase or ownership of slaves illegal within the Britizh Empire, with the exception of
“the Territories in the Possession of the East India Company™, Cevion (now Sri Lanka) and Saint
Halena.

The West Indies: In 1492, Christopher Cohmibus became the first Enropesan to record his ampral
at the islands, where he is believed by historians to have first 2=t foot on land in The BEzhamas.
After the first of the voyages of Christopher Colwmbus to the Americes, Europeans bagan o use
the term Wiest Indiss to distinguish this region from both the origins] "Indies” (ie. Indiz) and
the East Indies of South Asia and Southeast A=z

Adapted from: Wikipedia contributans. (2018, Saplember 22) Abolifionizm. In WRipetia, The Free
Encyciopedia. Retrieved 0743, November 10, 2019,
fram hizps:\en. wikipedis argisindss . ph p?tite=Aboliionism&oldid=11 12846538

Handout 5 (b)

¥ Siavery Abolition Act 1833

* Abckshed skrvery Twoughout most of the Brtsh
Empire
o (i the Actadde sesepions W he Terrdorms o the

Masesatn of e Last inge Company,” ite Talang of
Coynon, * ant W e of Sake Holens'™)

* Bt i pracieal tomes, however, Only slaves below
e age of six were Feed, as ol shves owr the age
of six were redosgraled as “apprentces”

tcas M e UK wers raness Bot were not
Soe but wive bound 10 they master for a fixed
numder of yoors - just le slvves

* The Act also nchuded the rght of compensaton for

be. =SED

bech Murrav (1768-1825).




Lezzon Five Activities (1)

Pre-listening Activity

- Examine the mage: on Handout 3 (b). Felzte them to information on Handouts (g) then oy
to guess the content of the today ' s-soocerpt (the main theme the period of time, wheare the
events take place]).

-Mame titles of boaks and film that match the mfonnation and images provided.

a. Liztening Activity (Listening Comprebhension Activiny) c2

Denice G {2017}, Joh Explains the Zong Bhip Case to
g, bitpa Wi powiube.com wakch Ty [5]-

ke lizs=PT MO EVET A3 p L IO clwow Sumdodrindey=2001=T5:

A Watch the excerpt once with the sound off then describe the scene and the characters.

-Can you zituate the events in a period of tima?

b. With the sound an, listen carefolly to the dialogue between Dido Balle and Sir Joha Davinier.

Two listaming zre perrnitted (both 8t nonmal speed). £

- Answer the following guestions:

What was Bell doing, when Fobn arrived?

Trid Jobn apologize for pespinegT Tostify your answer.
What iz the izsue they were talking sbour?

Om this question, were they m the same positon? fustfy your answar.

Lezzon Five Activities (1)
b. Awareness-raising Activity

- Describe tha lanznaze spaken by Bell and Jolm in temms of formal'infanmal; simpls’poshy.
Exzmine the following expression:

“ruite @ task to sit for so marmy hors™

- What do Bells intended to say using thiz expression

- What iz the phonological aspect present in this expraszion? Explam.

Spealing Activity {Simmlation)

+ Belleiz a 2013 Brtizh drama film directed by Amma Aszanfe, written by Mizan Sagay and
produced by Damian Jomes. The film is inspired by the 1770 paintng of Dido Elimabeth
Belle bezide her cowsin Lady Elizabeth Mumray, at Eemwood Houze, which was commizsicned Ty
their sreat-amcle, William hMarray, 15t Earl of Marsfield, then Lord Chief fnstice of England. Very
liftle is lmown abowt the Life of Dide Bslle, who was bom in the West Indies amd was the
ilepshmate mixed-race daughter of Mansfield's nephew, 3ir John Lind:ay. She i3 found living in
poverty by ber father and entrosted to the care of Mansfield and his wifs The Sotional film centers
an Dridios relationship with an aspiring lawyer, it i et at 2 time of lezal significance, 23 2 court
case is heard on what became kv as the Zong mazsacre, when slaves were thrown overboard
froms 2 alave ship and the owmer filed with his insurance compeery for the bozses. Lord Man:field
roles om thix case in England's Court of Eing'z Bench in 1784, in a decizion seen to comtribate to
the Abalition of the 3lme Trade Act of 1207

In Wiiipeaks. hitps:en wikipedia orzw/indey phpthtle=Hslle (3013 filnt)Soldid=087304110

#» Excited for having seen the film “Belle” in the cinema, one of vour frends told yvou hoar
wonderful the flm was. Curions to ko the detzils, you ask your Siend a nmch of
Questions.

- Fzad the above sumemary of the film "Belle" (2013} In groups of five students, kizhlizht the
main events then build a conversation embodying 21l the members of the group. Play the roles.
The best group 1z the one that manages to collect the most polnts accordms to the table on the
haard.

- Do mot forget to use: Ellipsis; speach actz and altematives for ves, no, good, bad smart
and soory (Hamdouat 1, Z, 5, 4).

Infonnation from Handouts (2 & B).




VII. Handout & [a)

The proverb iz 2 unique form of language. It iz popular among peopls. Englizh provert
containg the common senss and the practical experience of hamanity. It iz 2 kind of
folk literzmire. Proverb, as one of the wvarietiez of languaze iz human being’s
cryvetzllization of wizdom. It embodies a concize langnage. English writer William
Penn once zaid: “The wizdom of nation lies in their proverbs.” And soms people
thought that proverbs were embodiment of daily experience. The proverbs are
produced on the basis of coltural concepts and socizl encyclopasdiz. Proverh is
uzeful in people’s daily life. It halps peopls recognize life, find the meaning of life
and even encourage people’s will. It plays an important role in people’s life. Az 3
product of culture, the proverbs, the special fonm of language. are uzad to reflect a
nation’s socizl life, custom and mode of thinking (He & Zhang, 2018)

Here are some English proverbs on women from He and Zhang (2018).

(1) A man of straw iz worth of a woman of zold.

(2) If the husband be not at home, there iz nobody.

(3) Man, woman and devil are three degrees of comparizon.

(4) A woman's advice iz never to zeek.

(£) A woman and a glazs are ever in danger.

(6) Women are wavering az the wind

(7) Daughterz and dead fizh are not keeping wares.

(8) It iz harder to marry a daughter well than to bring her up well.

(%) Marry a wife of thine own degree.

Handout & (b}

Hare ar= some uzafil Expraszion to show azreement or dizzgreement (Thombury, 2013, p. 105)

Expresing an opinion:

Ifyou askme .

{Persanalky), I think ...

If vou want noy opimion, ...

Conceding an Argpument

Perhaps you'ra right

O, wo Wi,

You've comvinoad me

Strong Apresment: Hedging:
Abzalutely. I take your point, bat ...
I conldn’t asres mors. ez, bat .
I totally sgree.
I zarae.
Qualified Agresment: Sirong Dizagreement:
That's partly true. I dom't azres.
Om the whole, yes Om the comtrary...
| I'd zo zlang with that I totally dizastes.

10
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Lesson Six Activities (1)

Pre-listening Activity

1. Examine carefully the proverbs presented in the handout. Refer each praverb to one of the
following dewcriptions:

a. The inferiority of women's character and wisdom;

b. The despised position of women;

c. The lower pasition of women in marriage.
2. Consider the following images carefully and try to discuss the mast features of the Victorian Era.

The Changing Sole of women

- Ve e © NI e s
) o4 v
S
.- s Gt e e

image 4 Image 5




Listening Activities

a. Listening oom ension Activit

The extract- Vicionan women | Life n Viciorzan times | 108-year-old woman | Mopey Go Bound |
1877 hittps:y fyoutu be/sd FRENGAYES [0 - 2:45mm]

Florence Pannedl {1977}

Hege iz 2 video exiract about 2 centemarian womzm of 108 vears af the time of this interview
(1877}, The intervizvwer mmoduced her saying:
“Unlike mest womes in ber time [Victoriss age], Floresce Panmel] managed 1o set her o besaty care
bassiness. .. she worked for many years in Pasis and In London s she keows o great deal about fashion®
Florence was asked to describe bow women lved in the Victorian era, and :hs responded with an
amprdote she remembered from a cartoon i the famons British periodical "Pmch In "
1. Listen carefolly to the video sxract. What wa: Florence' anecdote abowt?
2. Wers women freated the same in Paris az in Ensland? Fustify your answer by recalling what
Florence aid about it
b Awsrensss-raiing Aoty
Consider this exgpression: "In Paris nothing mattered”. Dioss this mean:
- in Paris, wothing i3 taken seroushy?
-in Paiz, the freedom of women and their pozition in the world of businss: were
treated with great mdulzence?
4. Watch the exfract again and focus on bow Florence pronpanced the following aferances:
* [n Pariz nothing matterad, but I'm speaking of years before that
* When I suppaze I was aboat ten
How dio we 21l thiz phanalazical phenomssnon?

5. Practice these utterances with your friend using the correct pronunciation

* When [ grow up should T have fo be married?

Spaaking Activity
1. Consider the Following passage from He and Zhang [201E]. Underlime any wards or phrases that

cameéy the meaning of gender sepregation against wamen.

“When human histary developed into the patribneal society, men began to become
the cemter of the society. In the history of westenm or eastern counthes, Women wers
in the kow paositeon and disoriminated by the sockety. Christ@nity presails intee
western countries and the acosssory pasitian of women was also reflected in3ible.
According to Bibke, God mace men firsthy and let them become the dominant of the
whole warld. However, a woman is just ane rib af man. So, we @n see that Bibie

plays the men inta the daminant positlon and women Into the Cosssary posibon.”

Butomaticity Activity
2. Wau are invited to a televised debate on the Biue of sexam and the ssgregation of women in the
Wictarian era.
— In groups of § students, debate this issue, so that each student choases a position and tries ta give
arguments by expressing agreement and dissgreements using expressions from Handout 6 (k). The
introduction of proverbs Fram Handout & (a) is welcome,
~Ellipee and alision are strongly solicibed in this activity.
Positions: Aside from the interviewer (who may be far or against the student|, sach student must
chioase ane of these positions,

®  dgres with sexism and women segregation.

#  Dizagres with sexEm and women segregation

+ Consolidate but with resere

= Dizagres with reseme

+  Smin pregarstion  Smn prasantation

12



Handout 7 (a)

Hare iz a definition of idicms adapted from He and Fhans (2018)

Idiom is an mmportant part of English. It is the concize phrase or short semtance which is wsed by
ordinary people m daily life. The meaning of the whale idiom hes some differences with the ssparate
wards. So, it is difficult to find the real memming from the literal memming, English idiom is a special
form of langnzze and English spaakers put 2 hizh valoe on idicms. It i= often taken as the blood and
uts by the English-spealdng people. It iz widely used in spoken and written conunumications. English
idipm has unigues waond constuction. It can make the ordinary word produce mazic effact. The
mesning and soachme of English idioms are special mamd elegant,

A The following idioms are guoietly used in Eritish English daily conversation (ETJ Englizh,
2018).

L I can't get my head around. 5. I conkdn't care bess.

| cam't edersiand smik el inderested in or woimed about sanih or someone
2 I et it out of my system. . Take it with & pinch of salt.
Avoid doing swth you don't wase o o srmiething enough so thal youw do nod want o 3o it any longer
1 Give it @ rest. T. Dig yourself a bole.
St sh from speaking doisg snth annoying you de sath that is goedng 1o cause you a kot of trouble
4. Blew me away. & Put the nail in the coffin.
Sprised or pleased me very much aipch that causes the esd oo failure of smik

b. Here 12 another list of 25 idicms from “)5 most common Englizh idams and phrases | EF English Live™
bttps: Venslishlive. of com bloe Tamenage-lah'] S-commeon-enslich-idicms-amd-phrases

1. “The best of both werlds' — means yow can enjoy two different opportmities at the same time.

“By waorking part-time and looking after ber kids tvo days 2 week :he managed to get the best of both
wordds "

Handout 7 (b)

1. “Speak of the devil’ — thi: mears that the person you'te just fallking aboot achually appears af that
moment “Hi Tom, speak of the devil, T was just telling 3am about your new car ™

3. ‘See eve to eve’ — thiz means azresing with someons. “They finally saw eyve to eye on the bosiness dzal
4 “Omee in 8 blue moon” — a event that happens infrequently. “T only 2o to the cinema once in 2 blue

moen "

in

. “When pigs fly’ - something that will wever happer “When pigs Sy, she'll tidy up her room.”

6. “To cost an arm and a leg'— sopething iz very expetcive. “Fuel thess days costs and ams and a lsg.”
7. °A piece of calee’- something is very pazy. “The Englich fest was a piece of ke ”

8. “Let the cat out of the baz” - to acdidentally reveal a secret

“Tlet the cat out of the bag abmat their wedding planz. ™9, “To feel noder the weather’ — to not feel well.
“T'm really feslme under the weather today; [ have a termible cold ™

10 “To kdll two birds with one stome’ — to 2obve tovo problems at eace. By fakirs vy dad on holiday, T
killed twvo bird: with ome stome. 1 20t to go away but also spend time with kim "

11 “To cot corners’ — to do :omething badly or cheaply.

“They really cut cormers when they budlt this bathroom; e dhower iz leakims ™

12 ‘“To add insnlf to injory’ — to maks a shoaton worse.

“To 2dd insult to inury the car drove off without stopping after kmocking me off mry bike”

13 “You can’t judge & beok by its cover' —fo not jodge someone or something bazed 2olaly oa
appearance

T thvnzzhe this no-brand bread would be horrible; fums ozt yow caa't judee 2 boak: Iy itz cover.”

14 ‘Break a leg' — mean: ‘good luck’ {often said to actors before they zo on stags)

“Break a leg Sam, ['m sure your perfommance will be great.”

15 *T'o hit the nail on the bead’ - to describe expacthy what &= cawsing 2 simetion or problam

“He kit the nail on the head when he sxid this company needs maore HE. support ™

L4. “A bleszing in disgnize’ — A mizforbme that sventumlly results m something zood happening later an

13



Handout 7 (c)

17. “Call it a day” — Stop working an something

18 “Let zomeone off the hool” — To allow someane, who have been canght to not be
punizhed.

1% “No pain no gain’ — Yoo have to work hard for something yon want.
20. “Bite the bullet” — Decide to do something unplezsant that you have avoiding doinz.

11. “Getting a taste of vour own medicine” — BEeing trested the sarne unpleasant way yoa have
ireatad others.

12, *Giving someone the cold shoulder® — To igpnore someons.
23, “The last straw’ — The final source of irritation for someone to fnally lose patiencs.

24. “The elephant in the room”
— A rpafter or problem that is obwious of sreat importance bt that is not discassed openly.

215 “Stealing zomeone’s thunder’ — Taking credit for someone alza achisvements.

ananecdote, sccording to the Cambrides Enslish Dictionary, i= @ Short,
often funny story, especially about something
someone has done.

Lezzon Seven Activities

Pre-listening activity
Laal: carefully at the dofinition of idioms presested in thiz handoar. Cormpare idioms with
proverbs (see Handout §). What are the similarities and differences?

- What is the idiom you have leamned previously and prefer to use the most?

Listening Activity

Awareness-raising Activity

The video extract Daily English Idioms & British Promanciation, retrieved fom:

hitpe-iyoutn be 2 TpGeF Onfia =37

-Guesz the meaning of each of the eight idioms presented in the Handout 7 (2) before listening
carefully to the video exiract.

- Write dowm the explanation of each of the eight idioms.

5 ing Activities

Antomaticity Activity (insert the idiom)
This iz an individual work.

Choose one idiom of the whole list presentad in Handowt 7. Think of 2 short anecdote which
avants revalve arpund the mesning of the chosan idiom. Tall the anecdote in font of the clazs,
keeping the idiom secret Ownce fnished, the other students compete to find the idiom in
question A mark iz given to the one who finds the idiom the first (+1). Buat, if nobody does, vou
receive (-1} If time i= over and youn don’t finish your presentation. you recaive zero (0. The one
that manazes to collect ++ iz the witmer.

Please note, only 10 mimrtes are sllowsd to think aboat and organizs the apecdote; I minates to
prasant it for each individual student.

14



VIII. Handout2

* A phrazsl verb is a phrass that conzistz of a werh with a prapesition or adverh or both, the meming of
which iz different fom the meaning of itz :epamte part:. Hare iz a list of 32 commoaon phrasal varbs

(Fetrieved from hitp: /' snidetosranmer ors/srammarn phrasals ho

Blow up (explode) Lok into {irvestigate)

Brings up (Taiss childnen) Fon acrozs (find by chance)

Do ower (repeat 2 job) Wit on (sarve)

Find out {discover) break in on (intermupt 3 conveTsatiom)

Leave out [omit)

Look ower (examine, check)

Mfake wp (lmrent a story or lie)

Mlake out (hear, understand)

Poimt ouf (call attention ta)

Pt away (save of store)

Pt ous (exinguish)

Zefup (amange, begin)

Talk over [dizcnzs)

Throw anay (discard)

Look after (ke care of)

Coma up with (to comtribute with a suggestion or money)

get rid of (eliminate)

look down on {despiss)

lmok ot for (be careful, anticipats)

make gure of (verify)

put up with (tolerats)

take care of (be responsible for)

£t by (survive)

0 on {oontime)

keep away (remaim at a distmce)

ahoiy mp (2rmive)

use up {exhanst, we completaly)

Lezzon Eight Activities (1)

Pre-listening Activity

Comzider the following exampls: He finally catches on what you mean. (He understands)

Har zumt bronzht her up after her parents died. (Faized her)

I walk out of the room when he brings up sports. (Starts talldng ahout sth)

Ha ate so nvoch that ba brought kis breakfast up in the toilet. (varmt)

- What can you =3y about the meaning of the verb alone and its meaning with the preposition.

- Choosze 2 phrazal verh from the izt in the handout, consider its meaning tharouzhly, and then
provide 3 meaningful exarnple.

Listening Activity

The excarpt iz tzkan fom:

bt ot be FeB eV E 0B Ve Tlis=RL MO SVITA TR Zpl 2 mOF00ETcBwow Suded=104
{frorn 1: 42 to 3:50)

A Listening Comprehenzion

- Lizten carefilly to the following excerpt of 2 young British man. Then explzin the main ides of
his talk.

- Sugzest a title w0 this wmall excarpt.

b. Awareness-raising Activity

- Here is the full writtsn versicn of the youns man’s talk. Listen zzain to the excerpt. and write
dovm all the phrazal verbs.

15
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Lezson Eight Activities (1)

Gamarally, it 2]l starts when I ... sowzaally I ... Eboat let's say 715 that's when I z=t my
alanm armvway. It does depend ifit's 3 weekend On 2 weekend T uswally have s bitofa =]
might __._. a little bit later 5ol can velaxa bit. So afterTPve Twaswally .. af bed of course
amd the stairz and then T oy kitchen and iy brezkfast of course 20 it depends if
I hawe an early Skope lessoa what [ have for breakfast if T have an early Skype lezzon, than I'll
probably ust ... 2 quick bowl of caresl ... gompe Gt and ... it ... thare, But if T don't have
an early Sloype leszon and if T feel liks treating moy=elf which I ko we 2]l do sometimes I mizht
actually ... some bacon and ezzs and have a bit of an English waditional fvap, it iz a nice weat
to have sometimes [ would sav, Sousually when I have oy breskdast fast, Il probably ... the
TWoand ... with the recent news that's on news an the TV and enjoy noy breakfast. So, I do all
thiz bafore I ... the shower, clean nryzalfand . for the dav. I think I"m guits hicky becauze
I work from bome nonw 2 lat of people wzualhy have to really fast and they have fo ... ]
car, ... abuas, or . a train and they have to get to their place of work an time, now for me
Tjust s e - om this chair and teach leszons on Skype I mean there's 2 Lot more to it, making
YouTube videos and things like that bat veah, I think I'm guite lnckoy but vou keow [ do oy and
......... of the house and zet somes Fech air when [ can becausa [ think that’s very imporiant, [ mizht
alzg ... and vou know ... same food | for the nizht, for dinner, Buat vesh that’s generallby my
morning rowtine, that's knd of how it works I think 12" quits normal similar to the sort of routine
that most people have.

- Hoor did Elliot pronounced these uiterancas ‘on a weskend, T usually have & bit of a lie in* “30 1
might waks ap 2 littla bit later s0 I can relax a bit’. Mame the phonological f=ature.

ing Activify

Eazed on the example above, describe your maming routine to your paroeer, using &3 many
phrazal verbs a2 possible. Your clazsmate counts the mumber of phrazal verbs and the time (Bot
to expceed 1 mimats). Switch the roles. The one who mroduces the most phrasal verbs is the
WinHEr.

Auntomaticity Adctivity (Balloon Diebate)

You are 3 peszenger on 2 hot-air balleon that is dangerously ovarcrowded. The balloon sppears
to e about to crash into the =ea, and the oamer (the teacher) has wamed you that zome
paszenzers must be svaoasted You're desperata to save your own skin by telling bar how nzeful
yiou can e to har now and after vou land. Tlie one or mars phrass] verbs wheneger it's vour furm
to argue, of voull be throws oot of the cargo.

Using the list of the phrazal verbs in the handot chose the most suitable anes to keap safa. The
wiker iz the person who stave with the balloon's owaer the longast.




[X. Handout9/10

There are several technigues to deliver 8 presentation that captures the hearts and minds
of your sudience. according to Sparko, 2 famous website, it exists eight main techniques
including: the Monomyth, The Mountain, Mested Loops, Sparklines, In kdadia Res, Converging
Idegs, False Start and Petal Structure, |8 Classic Storytelling Technigues for Engaging
Pressntations | Story Telling bsthods, 201E).
According to the same source, with the Sparklines technique, the presenter:
* . odraws attemtion to the problams we have in our society, owr persomal lves, our
bzinesses. The presenter creates and fizels 3 desire for change in the sudience. It's 2 kighly
emotional technigue that iz sure to motivate your audisnce to support yow™ (2018}
Tae Sparklines techmique iz recommended for:
+  Imspiring the sodience to action
«  Creating hope and excitement
«  Creating 2 following
A metaphor &z 2 figure of speech that describes an object or action in 2 way that izn’t literally
true, bat helps explain an idez or make 3 comparison (Alice E. 3 Underwood, 2015}
Heare are the basics:
® A metaphar states that one thing is another thing
& It equates thoss oo things not because they acmally are the same. it for the szka of
comyparison or symbolizm
& Ifyon take 3 metaphor literally, it will probably soumd very stranze (ara thers actoally
amy sheep, black or othenwise, i your family™)
#  Metaphors are used in poetry, literature, and anytime someane wants to add some coloar

i thedr langnzge.

Ezample: It's esn a res] civous at hame since hlom went on vacation.

Lezzon Nine and Ten Activitiez (1)
Pre-listening Activity
1. Listen to the teacher’s explanation of the Sparkdine: method (2ee Handowt® 107, hMention an
orator vou like and whose prezentstion matches the Sparklines technique.
2. Conzidar the definition of metaphor in Handowut 810, Give meanineful examples.

Listeninz Activity
8 Listening Comprehenszion

In wihat follows, you will find an example of 2 public speech of the Sparklines fype. Listen
carefully to the exract, then answer the related questions. Extract: ({166} Mordr Luther King,
Jr. I Hove a Dream Speech - FouTuhe, n. d.). From hitps: oo be 3vDWTR4CIME

i
Q1. Who is the orator? Qﬂ

2. What is the issue he iz speaking sbout?

Q3. What do you notice in the way he spaaks (manmers, the way he stands, raising of tone and
change of intonation)?

4. D you kxaony the historical backsroumd behind this speech? Explain
5. What did the orator mean by “it is a dream deeply rooted in the American dream’?

8. Who is the personzlity reprasspted by the status presented in the first part of the video
enptract? Why the camera froze on this stapne?

Q7. You rather spproach this pablic speech to the religions discourse, the economic speech ar
politiczl speach” Tustify your answer.

b. Awareness-raising Activity
Watch the extract szain. This time focus on the lanzuaze.
1. 1= the gpaaker uzing American or Britizh English? Pick out ecamples to justify your answar.

2. What iz the most repeated expreszion by the orator? Wiy do you think he usad o many
repetitions?
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Lezzon Nine and Ten Activities (2}

3. Watch the first part of the {3000 2:10mn) exmact zzsin and fill in the gsps with the
comesponding wards.

“Bo evean thoush we faca the diffioakties of today and tomorrow, I still have the dream it is 2
drazm desply rogted m the American drearmn I have 2 dream that ope day thiz nation will rize up
and live put the tue maanine of ity ... . we hold these truths to be salf-evident that all men
are cyeated , T hanpe a dresm that ane day on the Fed Hills of Georgia sons of ..
zlaves and the zons of former slave will be zble to =it dowm together at the table of
................... , I have = dresm that one day aven the state of hizziz=ippl 3 state with the hest of
................... , sweltering with the hest of ... will be tran=formed mto an ozzis of fFeedam
and justice, I have 3 draarm that nry four litls children will ome day live in 2 nation where they will
nat be fudzed by the colour of their skin bt by the .. of their character, [ Applaunsaz]. I
have & dream that one day down in Alabama with itz ... racizts with this govermor having
his lips dripping with the words of . end o one day right there m Alsbama
little black bovs and black girls will be abls to jom ... with little white boys and white girls

as sisters and brothers, Thaveadream [Applznzes] ™

4_ Ppint ot 8 metaphor snd a phrazal verk.

inF Activities

-Watch the video edract agzin at the sequence: [02:47mn- 03:04mn]:

“. wath thiz faith we will be able to hew oot the mourntain of despair a
sbope of hope... with this farth, we will be able to transform the janpline
dizcords of cur pation into 2 bemutifial symphoty of beotherheod "

With your claz=mate, rmitate the spezker and reproduce hiz words. Try to be comvincing. Feverse
the roles. Bate the work of your pariner ot of 4 (incloding: promwanciation of the witerances m
genaral, words and syvilsbles’ srezz, sinmilation, pauses).

Automaticity Activity

We have all wimeszed and even participated in the evants which recenthy soack Algeria and which
bronght abowt cemain change: slthoosh kot very satizfactory, at the political, econaric, legal,
=gciz] and educational levels. Being a speaker, & “Hirakdst”, what would vou say to the sndience
aroumd you? How wonld youo inspire this andience and create hape and exciterment?

1. ¥ou can use the expreszion ‘T have 3 dream” ar another smmilar scpression of your oam.

2. Inclade a metapbor and at least one phirazal varb.

* The zudience iz allowed to applaud whenever they feal inzpired and excitad.




X. Handout1l (a)

Here iz another type of prezentation technique known 2: ‘In Media Res®. Good for
storytelling, this only works for shorter presentations - if you stick around too long, your
audience will be frustrated and loze interest (8 Classic Stonytelling Techniques for Engaging
Presentations | Story Telling Methods, 2018).

Good for:

* Get attention from the start
* KEeep an eager audience resolution
« Focus attention on a pivotal moment in your story

Story telling entails the use of discourse markers (speech connectors). Here are some

For showmq cau
For adive m

also moreover, firstly, at firse, first of

furthermore, Mm. all, in the first place, to

additionally, besides, as a result begin with, in the

in addition beginning, once upon a
time, secondly, thirdly,
subsequently, earlier,

mnmthllo later,

similarty, likewise, In for example, for

the same way, MMM instance, such as,
fact, on one hand, on  namely, in other words
the other hand, on the
contrary, still,
nonetheless,
anomumn.ln

For emphasizing For generalizing

in conclusion, finalty, on the Mlob. in
10 surn it up, in the
ond, lastly, in short, ..oolzlu,nnmb,ln

in the past, not so
long ago, recently,

Handout 11 ([b)

Let’s do some FHONETICS

sethack  / P]

h'.nlr'.i.s 5~ g
quua <
clipboard | '
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"

In phonetics, 8 glofal siop is a stop sound made by rapidly closing the vocal cords. This
phenomenon iz guite frequent in Enslish. but is not guite noticesble since it doesn't make
difference in the meaning of English words. 4 glottzl stop i= generzlly inserted before mitial
vowels (2.g., it, ate, ouch!), so you will feel like & catch in your throat if you pronounce thess
wards exactly in the same way you do with wh — ok

In Enzlizh it i= oft=n nsed with d, t, k 2. b, or p when one of those sounds happens 2t the
end of 3 ward syilzble. We alzo hear it in words and syvilables that end n t++vowel -0 which resalt
in proammcing ooty t+o (e g., Bufton, cotton, kiten, Clinton, continent, forgotten, ssntence).

Mowadays yomesr speskers of many forms of Britizh Enzlizh have glottal stops 2t the
ends of wards such as cap, cof, and back, thing which may be seen improper by other British
zpeakears like the BEC spezlers (FP spaakers) but quite normal in coclmey promunciation (e.2.
burter) (ordguist, 2019,

Conneoted  speech iz spolen  lampospem 2 condimeouns  sequence, a5 @
normal conversation. Words n connected speech are pronounced differently from when they are
in isolzfion. In conmected speech words or syllzbles are clipped, phrazes are non togsther, and
words are streszed differently than they would be In writing.

Faatures:

Deletion of soumds nemely in the American Englizh.
want 1o = wanma EDihE to = gonna
Fock and Ball= Fock’n’roll Them= em ar dam.
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Lezson Eleven Activities (1)

Pre-listening Activities
Carafillly review the information presented m the hamdowt Compare the In hiedia Hes
presentation techniqus to the Sparklines technique.

Liztenine Activity

Lister attentivaly to Zak Thrahim's short prasentation (TED, 2014). The excerpt is divided into
threa parts of about I or 3mimates each A related activity follows each part.

Femieved from: https: o vouhsbe. comwatch Te=IvR-FEICFTH

a. Listening Comprehension Activity

Part Ome {00:00mn — 03:23mmn)

Tick the right answer from the followng suzzestions:

1. Zak bagins his story by: - introducing kimeslf to the sudiencs; [

- getting imto an imporant fct of his story. [

2. Who is El-Sayyid Mosair - Zak"s uncle? (.

- Zak's Fathar? [

3. WWhat was the occupetion of his fatherT - A primary schoal instructor. (.
- An Enginaer. 1

4. What was the arigin of his parents? - American father, Sandi mother. ]
- Esyptian father, Egyprian motuer. [
- Egyptian father, American mother. ]

5. Eak cited 3 proverh, was it - oble fathers have noble children (-

- like father, like son. |:| 1]

- hig fzther, ]

of the Marth Tower of the World Trade Cenme? - hiz mcla.

4. Who was behind the explozion of the mb park

Lezson Eleven Activities (1)

b Awareness-raising Activity

Part Two (03:23mn — 05: 1 fn)

* Watch the sacond part of the excerpt af 2 slow spead. Mote the usad discourse rnarkers.

* Zak cited words like bullying, fanaticism stersptype, snimosity and degmatism, With your
partmer, lopk up the meaning of these words i the dictionary, and then relate them to the events
exparienced by Zak

Part Three (07-04nm — 08:00mnuw)

“Ome day I had 2 conversation with my mother about haw mry world views were starting to change
and she szid something to me that I'1 hold dear in oy heart Iliwe™

1. Complata the sentence sbove with the mizsing expression.
2. Listen azzin (3t a slow spead) to how Zak pronounced this sentence, Tnderline the parts marked
by the commected speech. Circle the latters whare the zlottal stop falls.

3. Take turns practicing the whole sentance with your partmer.

5 ing Activity
Story
Chooze one of theza two statements,

2 An ordinary mother and wife who leads an ordinary life wuntil she discovers that her
hoshand, the father of har 2on *Zak Thrabim’, iz 3 member of the World's most dangarous
terrorist organization. Tell us about thet day, how this discovery came shout, what
decizions the made. and what direction her lifs has taken since.

b. A devoted hushand, caring father, and modal citizen who zlso happens to be a member of
the warld's most powerful terrorist organization. His son sccidentally discovers his fathar's
zecret and beps him to drop everything for him and hiz mother, Tom betwvesn hiz
convictions, his love for his family, and the temorist orgamizstion's threats, the father
comes ta 3 decizion What is this decision, what direction has his life taken since that day.

Thze your imagination to tell the shart story focusing on the pivotal moment and kesping the
audience ezger to hear the resohution of your story (In Media Res). Pay attention to practice glattal
stop and commectad speech Each presentation is limited to b mimtes.

The sndisnce is allowed to ask no mors than two questions 2t the end of each presemtation.
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XI. Handout12 (a)

The other stereotypes...

What iz a Stereocype?
Lhis deflaution is retrieved fram De. Saul MacLeod amicle “stereotypes” i the Senply Psychology ' web sise.

Stereotype is a fxed, over genesalized bebief about 2 particular group or class of people. By ssereotyping we iafer
that 2 person has a whole range of charcseristes and abilities that we assume all members of that group have. Far
example, 2 “hells angel™ biker dresses i beathes.

One sdvaztage of 2 stereotype is that it enables us 1o respond mpadly to sivsitioes because we may bave bad 2
simidar experience before. One disadvaneage is that it makes us ignare differences between individuals: therefore.
we think things about people thas might 2ot be true (Le. make geseralizatioos)

Stereotypes bead 10 social categorzation. which i one of the reasons for prepadiced actitades (L.e., "them™ and “us”™
mentabity L which leads to n-groups and out-grouge

Posmive Examples of stereotypes include: Judges (the pluase “sober as 2 judge”™ would suggess this is a stereotype
with a very respectable set of chasscteristics): overweight people (who are often seen as “jpolly™ and Jappy: television
sewsreaders (usually seen as highly dependable, respectable aad imparntial).

I maost feared megative example of stercotypes &5 the racial siercotype. Negative stereotypes seem far more

commaon, however. (Mcleod, 2015)

Handout 12 (b)

L SR ]

“Eslamophobia® s a modem word foe a prejudace that dases back 10 the Middbe Ages and that permeates Wessem
societies g the 21st century. It refers o the fear of and Bostility toward Muslims and 1dam, = well as
the discrinainasory. exclussonary, and violent practices ansing from these attitudes that target Muskims
and those perceived & Mushims. Ishamophobia s best wnderstood us a form of cultwral racisan that

Insziganes aninssity based an religious beliefs. cultural traditions. and ethnicity (Green, 2019)

“Fanaticism™ o serm whach appeared i the English lunguage o the seventeeath century. and in its mitial usige
referved w0 excessive enthasiaam in religious belief. In modem tmes its wage has been extanded 10
include wereascouble enthesiam m political, 25 well as cultural pre-ccospations; but ¢scepe i its
truncated form, ‘fan' (such as Beatle faa). it has sever lost its pejocutive semse.

A Geatic s someane who goes to extrenses ia belsefs, feeligs and actions (Milgram, 1977).
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Lezson Twelve Activities (1)
Lezzon Twelve Activities (2]

Pre-listening activity

* Watch these two short escerpts (the sound off) (TEDR Talks, 2007
Tabeadoselooka:thefollmmgtmagesandthenasngneachoneanwd(asamle)ﬁomme
following list: racism — Islamophobiz — women oppreszion — contempt for the poor - fanaticizm. Excerpt One: (04§:50mn — 08:06mm) hepe:routn.be McQaEWINIIE =400

Excerpt Taro: (00:00mn — 10:02) httpe:/voum be MQzEWENIFE =530

A Comprehension Activin:

Excerpt: {00:00mn — 06497 hitpe:yroutn be MNeQ=FWENTES

Listen carefully to this voumg Lady's short story, and then snswer the following questions:

1. Where were Samah and her hoshand hMohamed going? Why.

.n .(. b, T

2. What did the white man sitting nearbey the coupla do7 Why.

3. Why Samah was taken out the plans by the airport ssoarity officers?

4. Did she finzlhy mdarstand the real cause of her misfornme?

5. What are the misconceptions that non-huslims have sbout the Hijzbh, i special, and Muslims,
in general?

b. Awarener:-raising Activity

1. Liztan carefully to the excerpts that contam the following exprassions. Dizscnss their meaning
with your clazsmate. Give an example of each by replacing the underlined parts. Pay attention to
the slottz] stop and connectad speech when practicing the prommciation of these expressions with
¥NIL paArmer.

- He didn’t stop starins at me.

- Islamaphobis iz unfortanately skyrocketing in TT54

- We can boldly blame the medis and the United States for feeding the sterectypes and pamting
all hinslims with 3 broad bresh

2. EHarnah Anizhed bar story with the expreszion: “Building a bridze takess too”

- What doss she meam by this zayimg?
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Lezzon Twelve Activities (3)

Speaking Activity

Antomaticity Activity (Classroom debate)

Fiamember, when he raferrad to the guestion of the ethnic and relizions prejudices he grew
up ab{see lesson 11}, Zak zaid: “I've been raized to judge paople bazed on arbiary measrements
like the person’s race or religion”. Likewize, when Samsh 3af Bayazid told her story aboat the
flight that changed her lifa, she confessed to having besn a victim of relizion: profiling amd
steraptypes.

* In a clazzroom debate, and according to vour own belief: and principlas, dizcuss the izmoe of
steraptyping the ‘Diffarent Other’, on racal and religious bazes. If vou have already experienced
of witheszed & similar sifuation, share the snecdote with vour fiends. Be kind nat to maks i too
langus.

* Inclade s many speech markers &z possible, phrasal verbs, 3 provery or an idicon, in additon
to the words: Islamophobiz, segregstion, sterectype racizm, fansticism dogmstizm, women
oppression, prejudice, relizions profiling. Images showve can be helpfial.

* Practice your proaunciation acquired knowledses (zlotal stop, connected speech elizsion)

indlfference, doubt, failrneds
Empartialiny, dislike
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Handout 13

Some Feature:z of Evervday Spoken Converzation
In tha following you will see zome of the most szlieaf faahures of natural coaversation in English
bazad on Thombury's book “How to Teach Speech’ (2013) and Geildunan (o d.).

1. Pauze Fillers: are wards (and phrases) which ars generally wzed to Gl zilence when the spasker
iz gpeakine. They're wornds that doa't add aay real value to the sentence, so if omitted the meaning
iz mat changed. They simply keep the speaker goinz while =he comes up with the rest of the
zentence. Examples of these ars:

& Well: usad mamly to put 2 pauss in the sentenca, or show that the speaker iz thinking.

&« UmEr’ Uh: used for hesitatian.

+ Hmm: nsed for thinking or when trying to decide sth.

# Lilee: nzed to mean something iz not exact.

+ Actually, Bazically, seriously: raspactively thesza adverbs are used o 1) to point ot
zarnathing you think iz ooe, when others mizht not azres; 2) to sunwnarize ath; 3 show
how swongly you take the staterpant.

# You see: toshare a fact that vou zzsume the listener doesn™t know

+ You kmow: to share somsthing you ssnme the listener slready kmows.

& I mean: nsed to clarify or emphasize how youa feel ahout something.

+ You kmow what I mean? Usad to make sare the listenar is following what you ans saying.

# At the end of the day: i= a phraze usad fo conchida.

+ Believe me: usad to maks the listener tast what you are saying.

4 I guess' I suppose: usad to show your besitation and ancertzing shaut what you =3y,

% Or zomething: 2 sentence ending nsed to show inaccuracy in something.

% Okay’ Soc uzed to start 2 sentence or inroduce 2 SUOMmAry.

+ Right' mbm' uh’ huh: nsed to show affimmative responzes. 1.e., altematives for yez’

2. Chuonls: are seguences of speech that have not been zssembled word by ward ot have been
pra-gzsembled throuzh repeated nse and became refmievable a3 singls waits (Thombury, 2013, oo
23). The main important variatons mclode;

# Collecations: e.g., rich and famous, densely populated, set the @mhle..

# Phrazal verbs: e.z., look out, =it dowm...

# Idioms and sayings: (3e= previous leszons).

+ Sentence frames: ez, “would vou like 2 7, “the thins = .7, “what really gat: me
im..m

# Social formuolas: e.g., “sea vou later”, “have a nice day™, “mind your head”, stc.

# Dhiscourze markers: eg., “if vou ask me”, “by the way”, “T take your point™, “to cut &
lang story short™, stc.

3. Vapune Language: .2, a sort {of], & kind {of), thing, =tc.
4. In spoken grammar, 3 word sometimes can replace 3 whole semtence (ellipsis).

CoffeaT = Woald vou like some coffeaT




100 POSITIVE ADJECTIVES

= Rccarale
+ Agreeable

= Hffectionate

= Ambitious

= Approachable

+ Articulate
#» Mrtistic

* Attractive
+ Brave

+ Calm

= Castions
= Careful

« Charming
» Cheerful

= Comiortable

+ Confident
* Clever
+ Coal

+ Competent

= Considerale
» Contented
= Cultured

+ Decisive

+ Dependable
+ Dynamic

+ Direet

* Dizcrest

+ Discontenled
* Delightful
» Detailed

+ Dedicated
+ Determined
= Darzlimg

* Easy-going
+ Efficient

* Enthesiastic
= Exeitable

# Faithful

* Fair

. Il'lnjill * Loving

. . Loyal

. fun (.! + Maturs

. + Modest

» Generous » Dbedient
= [Gentle & Dpen-minded
* Great = Optimistic
* Denerous + Drganized
» Hard-werking * Passienale
* Happy * Patient

= Helplul * Pleasanl
= Homest + Polite

= Himarous + Positive

» Imaginative = Powerful
» Intelligent = Practical
» Interesting = Quiet

« Kind + Romantic
# Likable = Relaxed

* Logical "+ Reserved

» Loveable "‘?r' Respectiul

= Respansive
» Ratiomal
= Realistic
* Reasonable

= Strong

* Tactiul

= Thoughtful
* Trustwarthy
» Unigue

* Willing

* Youthful

[

Lezzon Thirteen Activities (1)

Pre-listening Activity

The next comvarsation i berween tao close fiends. Dlamy words, phrases, snd sermtences are
omitted (ellipsis). Usmz vour imazination reconstct the corversation by addmsz the omitted
zpeach to make for 2 longer and more complete comversation (like written conversation)).

Mosh: Hi As

uzual {lzughing)?

Oacar: Yes, and Yoa?

Mozh: It seems hettar since T moved here to ry navw apartment.
Oacar: The neizghbours?

Ngah: Cruite discrest. Mo problem, I°I get used.

Oacar: 5o, 2= nansl

Mozh: Yap.

FYY ¥ ¥Y¥Y¥Y¥Y

Listening Activifies
Extract: (Mr. Bzan, 2018) https-'veutn be GelUTCTm-sRCMM =536

A Speed Alternation Activity

Watch the video exiract [08:59mm — 10:3 5nm] taice at nonnsl and slower speeds; then fill m the
Zap: with the right waords.

(1) Theboss: I"sam oo - dizazter, English.

{2) Wi Englizh: T couldn't agres more, sir.

{3) The Boss: ... . weneed to get these e hack, Englizh, and fast [pause] Tell me about
thiz aszailant When I searched the room later, thers was no sizn ofhim.

{4 Mir. English: ... , thie man was clearly a professional. He must™ve escaped whils the quesn
WA e

() The Boss: But he's the only lead we've got English we've to find him. [knoecking]. Come in.

(&) The boss: This iz Mr. Foger from Data Suppart. Plezse =it dowm. He'll produece a
...................... based on your description. ..., tell us what did this man look like?

{7 ki, Englizh: ... . , e was [pauss] bis.

(&) Mir. Fioger: Hair colour?

25
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Lezzon Thirteen Activities (2)

(%) M. English: ... - Orange.

(107 The Bosz: Orange?

(11) Mr. English: . — and curly. ...  frizzy, ... Frizzy sort of thing.

{12} The Boss: Frizzy!

{13) Mr. English: Anaye ... . Broken .............. Vary few teeth - two I ... sav, af the
most. EWEEEE&_&EE& in the shape [panse] of 3 banana,

{14) The Bozz: Which ..o

{15) Mr. English: Both chesks. . _Em ..................... et i the middle.

(16) The Boss: Are vou sure ahout this English?

(17) Mr. English: ... ves, that'shim, An ... Lresemblance . ftsjustasifhe'sin
roam with .

Awareness-raising Activity

- How many times the word “Well” has been used in this conversation”

- Inthe conversation (from 2 tol3), the speakers have nsed very fow wards to express their
messages, With your fiend, try to imagine what has been left 1.2, reorzanize the
comversation using the camplete form of the sentences. With vou classmata, play the
roles of the initial and the resulting conversstion. Which one do vou prefar? And Why?

ing Activity

Automaticity Activity

The zssailant is one of vour classmates, Gathered i groups of three sdants, construct 2 precize
description of him her in the previous dislogue and simulate the Boss, Mr. Englizh and Mr. Boger.
Keep the identity of the assailant secret while vour classmates fry to guess who i whe? Use
adjectives from the handout and remember to employ a5 many oral conversstion: features as
poasible. 10 mimutes for the preparation of the corversation. Only 5 mimutes for tha presentation
of each group.




Al A2 B1 B2 C1 c2
Basic User Basic User Independent User Independent User Proficient User Proficient User
1 con undersiand familiar words I cam understand phrases asd the I can usderstand the main points of I can nderstand extended speech 1 can usderstand extended speech 1 v no difficulty inunderstanding
andl very basic phrases conceming luighest frequency vocabulary elear standard speech an Tamiliar and lectures and follow even evem when it is ot clearly any kind of spaken language, wiether
. . nyseld, vy Eamnily asd immediate rellated o areas of most imediase matters regulady encousiered in complex lines of argumeat provided structused and when relaticmships live or broadcast, even whea
List ¥ ¥ ¥ gularly m B m n
Isteming comrete sunuzdings when personal relevance (e very basic waork, sehood, leisure, ete. | can the tospic is reascnably aniliar | are paldy iznplied azd not sigmalled delivered at fast native speed,
[Te) people speak slowly and clearly persomal and family mformation, wmderstand the main point of many can underszand most TV sews and explicitly. | cam understand provided | have some time o ges
E shopping, local area, employisent). radio or TV programmes oo oamrent current alfairs programmes. | can television prograsmmes and flms familiar with the sccent.
= 1 can caich the naain podnt in shee, affhirs ar inpses of personal or understand the majarity of films in without e much elfor.
= clear, siznple messages and professiczal interest when the standard diakect
E FESNTINS TN delivery is relatively show asd clear.
2]
=
a4
= | cam understand familiar names, I ean read very short, sinaple texts. 1 I 'cam understand texts that consist I can resd awicles and reports I com understand long and complex I cam rend with ease virually all
= ¥ n P . L
=] wards and very simple sentenpes, can find specific, prediciable maialy of kigh frequency everyday eoneersed with contemporary factual and literasy texis, forms of the writien langaage.
. for example on notices and posters imformation in simple everyda ar job-related langaage. | can rohlenns im which the writers adaopt appreciating distinctions of style. | imcluding abstract, stracturally or
Read 1p e iy 1 [l m [ np 3 ¥ B ¥
eading o in catabogues. material sacl as advertisements, undersazsd] the deseription of particalar attitudes or viewpoints. | cam understand specialized asticles lingudstically comples texts such as
prospecises, menes and timeinhles evemts, feelings and wishes in can umdersiand conbenaporary amd longer technical insiructions, mansals, speciolized articles and
andl | can usderstasd sheet simple persosal leiters. lizeTary prose. even when they do not relate womy literary warks.
persoaal letters. field
| can imteract im & simple way I cam comisunicate in simgple and I can deal with neost sitsativos I cam interact with a degree of I can express myself fluently and I enn take part efforilessly in amy
provided the cther persoa is routing tasks requiring a simple and | likely @ arise whilst mavelling in an flusney and spontaneizy that makes spoananeously withdut much comversation or discussson and bave a
ke prepared bo Tepeat or rephrase direct exchange of information ca aren where the language is spofen | regular interaction with native ahvious searching for expressions. | good familiarity with idicenatic
Spoken things at a slower rase of speech Eamniliar sopics and activities. | can cam emier unprepared imio speakiers quite possible. | can ke cam use language Mexibly and expressions and colloguialisms. | can
interaction anid Belp me fonsulote what 'm handle very shout social exchanges, eoaveTsation on pics that are an active past in discussion is effectively for social and express mysell Muemly and convey
tryimg te say. |oan ask asd answer evenm thoagh 1 can't asually Eamniliar, of personal insezest or famidliar contess, seccunting Eor azd prelessknal paposes, | can fizer shades of measing precizely. 111
simpde quisstions in areas of understand encagh o ke the pertizest te everyday bfe (eo suslainiag my views. Formulase ideas el opinicas with o have a problem | can backirack
=T=} immediate need or oo very colversation goang myseld. family. bohhies, work, travel and precision and relate my and restmecture around the difficulty
__E famidliar topics. current events). comtribtion skilfully 1o those of s smoathly that other people are
= other speakers. hardly aware af it
u
=9
w | can wse sinple phrases and I cam use & series of plrases and | can connect plisases in a sinaple I can preseat clear, detailed I cam presens clear, detailed I cam presemi o clear, smoothly-
e per " " [ " m ¥
Spukﬂn semiences i describe where 1live sentenees o describe in simple way in ooder i deseribe experiences descripiions oo 2 wide rasge of descriptions of complex subjects Mowing descripiion or argument in a
d . amd peaple | knco. terms my fumily and other peaple, and evenzs, iy dreams. hopes and subjects related w my Thedd of imtegrating sub-themes, developing style appropriate wthe context and
production living conditioms, my educatisagl ambitioas. | can briefly give reasons interest. | can explain a viewpoing pasticular poinzs and rousding ofT with an effective logical structune
beck groaind and sy present oF most and explazations for opinioms and om & opical dssus giving the with an appropeiate eone s s which helps the recipient o notikce
recent jok. plans. | can narrase a ssory or relaie advaniages asd disadvasiages of aml remnember significant points.
the plot of a book ar Gl asd VATIOLE Dptins.
describe my reactioms.
1 can write o shoes, siznple 1 e write sl simnple motes and 1 cam write siznple conzected et | can write clear, detadled testona | can express mayself im ckar, well- | can write clear, sioothly-Nowing
peoatcard, for example sending micssages. | can write a very simple topics which are Gailiar or of wide razge of subjects related @ my sanactured fext, expressing podnts of text in an appropriate style, | cas
b holiday greetings. | can fll in personal leiter, for example persosal inberest. | can write interests. | can write an essay or view @t sme lengile | can write write complex ketiers, reparts or
_E foemis with personal details, for thanking sceneane For something. persanal betiers describing repari, passing ea indormation or ahout complex suhjects in a letter, asticles which present a case with an
- writing exnmple eatering y name, expeTiences and impressinns giving reasons in sapport of or an essay o o repart, usderlining effective logical strecture which helps
o nativzality and address on a howel agaimst o particular point of view. | what | eansider o he the saliext the recipeeat o wotice and remember
; registration form. can write letbers highlighting the msues. | can select astyle significant points. | can wiile
persomal significance of events and appropriate to the reader in misd. sumnmaries and reviews ol
expericnies. prodessional or literary waorks.

Common European Framework of Reference for Languages-self- assessment Grid Introductory Guide to the Common European Framework of Feference (CEFE), 2013).




SECTION TWiO: Teschers’ Experience with the Oral Expreszion Course
Teachers' Questionnaire

"What are your okjectives from the oral-expression comrze?

f/itlw Collzagues, \
Simce the participation i the development of scimntific secearch i one of any

teaclers PUFPSTEL, WE f'c.ry F::m.-u:[;:,l on your Eindnes: and your expevience to
collaborare in thz vealication of cwr rezeavch thvough aruwering the prasemc 6.
guestionnadre. TRe .'_m.'!e:r i actually o data collection tool for the fulfifment of the
ﬁ&gru qf Doctorats Fs-Sciences in njlt:r:&:d' ﬁ::g:l.{atin::. We will fe Ig-rat-:_&f_ﬁ?r Your

Eﬂﬂlﬂ!f‘ﬂf:m

Eow do you teach vour ol ejpression comrze (methods)?

NE. the expression ".:.—_anﬁﬁ:g kil wsed in tﬁ;:_;ﬂ'ﬂmf questionnadre comprises two
charactevistics: (1) the ability to produce the langusge relying on onzself not the
teacker or clasowmates (autonowy); and (o) the sase and spead of tpeaking the foreign How dio you estimate your studsnts’ motivation towards your methed?
Lemguage f=ffectivensss) genevally reforred to as flusney (Nation & Newton, sooal 2 Very motivated

The terwn “flwency”, & wezd as a synowym of ovesall oval proficiency” (Framcine b Litfle motivated.

\iﬁam&m‘. FEEES o Unmotivated

TRlLA AR

8 Ifvyouanswered 'b°, "o fo the previoos question, what do yoa think are the reasons for the
Plaaze tick the most approprizs answer (5) and provide your ows epision when necessary. lack of student” motivation?
() amd promdey i B 2 Ddscomfort with the chosen topics.
b, Drzcomfart with activities
SECTION ONE: Ceneral Information ©  Abzencs of pedagapical mears (g.g., videos, tape recorders, laboratomes)
1 Gender: d. Lack of speaking competenca
z Male b. Femala C:) &  [Orhers, pleaze explain

L
2 21-2%years
b, 26-30years
. 31-33 years
d 3§-40years 9. Do voause apother langueze dialect than Englizh in your aral expression course
& Ower 40 years old {(French/Arabic’ Alserin dialac=)?
3. Enxperieace 2 Yes b
[fyes, 1sg the aaEe (51
Magistére (__  Master (3 Es-Science Doctorat LMD Doctorat 10. Hyoo apswered {2) to the previous question, bow often do you use this'theze
1 (5 dialect (E)7
b Full-time teacher () Bart-time teacher () I guage(s) diatect 3
b, Soemetimes

¢ Experience as 2 teacker of the oral expression courss .
Less than 5 years {:::} 5-10years {:::} ke 10 vears {:::} ¢ Barly
4. Iz teaching the oral expression Cors: is rather:

. . . T 11, Why dio you fe=l the necessity to use other lmzuages (dialacts than English in the oral-
8 Your ownchoice? b. Inspozed by the adminiswration” () expression course?
If it i= “your own chodce”, write down vour reazons, pleasze.




SECTION THREE: Teachers' Experience with the Liztening-Speaking [3zue.

12. In gemeral, how do you evaloate vour studsats” English-spealoms perfommance”
Very weak

Weak

Average

Grond

flaent

=N

13, I von answered 2, b, € to 12, what are the maim reasons behing thiz wealmess?

14, What type of spoken abmonmalities [mistakes) you think should be comected immediately pach
time they ocom?

15, Atf what Jegquency do you praciice thess comections?
2 Fraguently b. Sometime: (::j.  Raraly {:::}

Tuestafy vour choice, pleass

16. How can yoa help vour srudents compensate fior their menficient knoadedze of EFL system
{2 2., spaken gramemar, promusciaton) in the ol epprezsion coarze?

17. How can voa help vour students overcome their lack of fuency?

18, What do you do to enbance your stadents” aotononyy m speakins?

19, Do voa think teaching listening strategies halps leamars develop their speaking zkill?
2 Yes (:::, b Mo :::}':- N idea ‘::::

Tnstify your answer, pleaze.

20, Do voua kave the halbit to assizn some of your sezzion’s tome o teach listening strabagies”

2 Never ¢ »  bRarely ¢ o cSometimes (3 4 Frequemty

21 If you answered “yes” o gquestion 120, how do you generally apporton the time of the
spzxion hetwesn listening and speaking?
2 Dore time for listening

. Ddore time for speaking
¢ Equal time sharss,

21, Do vou think the two s=szions (per week) allocated to the oml expression courze are sufficient
for snudemts to develop their EFL speaking =kill”

2 Yes {:::} h.Ma {:}

[ "Ma", justify your answer, pleass

SECTION FOUR: Teachers” Experience with the Use of Authentic Video-Extractz as &
Pedagogical Material to Teach Liztening and Spealdng in the Oral-Expression Course.

23, Do you se video enracs in English i your ol expression instruction”
2 Yes b Ia
Tustify your ahswer, plaaze,

24, If you answered “yes' fo the previcus question, what kind of extracts do you zeneralty nse?

2 Authentic (0V films, decaomentaries not especially devoted for teachins-leaming

Prposes] -
b Mon-authentic (intended for FL teaching parposes) . 8
¢ Eoh



25, How ofien do vou use video exiracts in your oral expression courss”

a Ofien
b, Bometimes
¢ PBasly

26, Interms of the lapguaze of the video extracts, do vou rather opt for:

a  American English extracts.
In. Eritizh English extracts.
. Eoth

Tastify your chaice, please.

27, Do you use activities related to the video sxtracts in your oral-axpreszion claszes

a Ye: ':::)

Iame some activities, pleaze.

SECTION FIVE: Teachers’ Perceptions of the Efficiency of Introduciag & Liztening-bazed
Instruction over Students Spealding Mofivation, Effectivenss: and Autonomy.

28. Do vyou think teaching listening throwsh auathentic video clips can help increase shadents'
motivation to speak and be mors willing to participats in class?

a Ve .::::;

29, Dovyou think that teaching listering throogh muthestic video extracts can be halpdol in
developing snudemts” effectivens:s in speaking EFL Joomidedse of lanzoage system +

fuency)?

a Yes(T

Please, jostify your anzwer

LT

b Mo

b2

c. Mo idea r:::}

c. Mo idea {:}

0. Do vou think that teacking lstening troouzh authentic video extracts can be belpfal in
developing swdent:” speaking msononry T

2 Yes (:::) b. Mo (:::) . MNoidea (:::)

Please, justify your answer

THank you for your precieus collaboratiomn

Dallel AOTLAR

2



Students” Questionnaire

Dear students,
The present questionnatve & a data collection tool for the fulfifment
of a reientific vesearch, Your seriowsness and sincerity ave fgaly

sougiit. “We will fe grateful for vour cooperation

MNCE. Hie exprarrion “rpeafing tED wred in the prezent questionnadiye

comprises two clmyacteristios: (1) tie afility to produce the (anguage

relying on eneself not the teacer or classmates (autonomy); and (z)

tie eare and speed of rpeafiing the foreign fanguage (effectivensas)

genevally veferved to as fluency (Nation & Newton, 2009).

The terwt fluency”, ir wred ar a synonym of ovevall oval proficiency’
(Francine Chambers, 1937
Dall=f A0ULAR

Pleaze

check the most appropriate answen(s) and provide justifications if necessary. Clear handwiting

iz smromsly reguired

SECTION ONE:

al.

a1

Gender:
1]!'.Iale{:}

Age e, yEAE 0L

b Female ¢

. Iz studying English vour choice?

o Ye Ty b Ha (]

Tustify your amswer, pleaze.

. Why are vov studving English (prospects)?

T b able to pursue post-graduzte shudies.

T b able to become 2 teacher.

T b able to commmumicats with English speaking people a1l aver the world
To wurf the wet and tzvel 2broad.

I special Teazon.

[ other reason:, pleass cite.

mEAanEs

aT.

. If you answered yes to guestion =12, pleass !E' howr aften?

SECTION TW:

. Do yoa like the oral-expression course?

I:.Eo:r.ahnw.:::;.

. No C:}

2 Yes (::‘}

Please, justify your answer

. What are the activities you generally meet in the aral-expression course?

Drzcussion:.
. Ddalogunes.

o e
H i

)

ui

Are you zatisfied with the activities :elected n the previous question (Q8)7

2 Yes I:.Nn(: :) < Somebow 3
Tustify your answer,

. The topics usad m the oral-expression courss ane chosen

2 exclusively by the teacher;
. by the stodents;
C in collaboration between the tearher and the stoderts.

. When speaking, do you use additronal lanpuages dialects besides Enslish to egpress yours=1f

ar compensate for the lack of vocabuolary in the oral-expreszion comrse?

2 Yes {::, b Mo ,;:::,

. If you answered “Yes' to question I9°0, which language do you uze the most?

2 Amhic c. Local dialect ¢ 4 Amighme (3

b.French

. If you answered "Yes' to quastion 1758, how often do you uze the other langmge(=)?

S Frequam.l:.'.c::. b Sometimes. ¢y c Rarely. ¢

. Diges your teacher uze a language other than English in explarations or discussions?

¥ O e (O

. If you answered “Yes' to guestion M°12, nhich langoage does 2 he generally nze?

a Lu-:nldm'lect(:::}

b French¢” 3 o Ambic ¢ 3 4 amizure

2 Freguently. b. Sometimes. c Rarely ¢ o



45

Who speaks the most m the oral expression course?

a2 The teachsr g

b. The smdsnr:
¢ Eoth with abmost equivalesnt shares f::}

SECTION THEEE:

46.

47

TWhat are the dificalties you encounter when you speak English?

2 Problems of lack of vocabularny and lack of cowmtrol of spoken srammar,

b, Activation problems (low speed in recalling the needed kmowledze for mmrmediate

spezking’;

Weak promumciation (g 2., speech speed, stress, rirythm, intonation, etc),

Problems of fluency (Le., speedy and effortles: speach);

-'L:Et'ecmwe proflems ﬂa-:l-: of self-confidence; sbvmes:; fear of being embarraszed for
mistakes];

£ Mome of these

[£ other profblems, pleaze, preciss.

o

When you expenisnce the speech difficulty (ies) selecied above, do you genemlly rely on:
2 Yourself to rephrase ar fix up speaking problems;
. The others (the tzacker's or'and classmates” help);

. Hyou answered “a" to guestion W™ 17, what do you geperzlly do to compansate for your

speaking difficaly (ies)?
3 Tze simple sentence: with less subordination and’ or more repetitions. -
b Uze 2 minmwm of words to CoEVey VU message. -
r. Feprodoce somse already commvemtional leamit expressions o idioms (chmkes) to avold the
formalation of your cwn utteramces.
i Uze pruses and fllers (2.g., okay, al, un, vou see, you kmow, kind of, well ) to g2in
time and find your veonds, o
e. Farapiraze your words or the speakers” to allow yoursalf more time to think aboet (aed - ¢
prodoce) an adeguate answer. '::}'
f Tzealmgzuaze other than Engzlish to 1l the speaking zap.
g Mons of thess ':::"

If others, pleass explam.

2. Heve vou ever been explicitly tzoght the above strategis: to compensate for your speaking

problems?
- -

2 Yes b Mo

£]. Hawe you ever expensnced 2n meimuction based on listz=ning to the Enzlish [anpaze (with
spene related activities) in the omal expression courze?

2 Yes .:::;. b Mo .;:::.

52, If you answered “yes” to quastion 1911, how does vour teacher approach (teach) HsteninsT

&3, Do vyoa thimk the mwvo s=szion: (per week) 2llocated to the oml expre:sion cowrze are enough to
develop your English-speakins kil

o

b Yes b Mo

-

SECTION FOUE:

&4, Do vou like watching videos in Englizh?
2 Yes ¢ b Mo

- Fleaze, justify vour answer.

-

i

. If you answered “yes' to the previcus question, which English do you prefer the most?
2 Eritish Englich C} b American English ¢y

- Tostify your answer, please.

5§, Hemre vou ever experiznced working with video: in Oral expression courses?
- -

. If you answered “Yes” to question 146, at what

2 Ofien ¢ b Sometimes. o

2 Yes b Mo

-

©Raly ¢



&8, Ifvou answered “Yes" to question 24, how dovou find the uss of thoze vidos in thess courses?
2 Very imteresting b. Inferesting c Mot imtesesting ¢

- If "Mot imteresting”, justify your answer, please.

58 If given the cholce, what type of video egmacis would you Lks to watch durinz the oral-
EEPression oourss”

2 Films

b, Carbopes

¢ Dorumeniaries
d Dews

= TW showe

[f others, pleass precise

i#ll. Do you think that mivoducing listering mzuction m the oral-expre:sion cowrss bazed on shert
videp extracts can be beneficial in 2wy way to developinz your Enzlizh =kill?

pYee o bMWo cMoidea

If ves, how can this be?

THank you for your precious collaboration
Dallel Acuar
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s guesiioes
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Résumé

La présente étude examine l'impact de l'introduction de I'enseignement de I'écoute dans le
cours d'expression orale sur les compétences d'expression orale EFL des étudiants de
deuxieme année au Département d'anglais de I'Université Batna 2, au cours de l'année
universitaire 2019-2020.Inspirée du modéle de sensibilisation de Thornbury ‘Awareness-
Raising’, cette instruction comprend un modeéle en trois phases : pré-écouter, écouter et parler,
en plus d'étre basée sur de courts extraits vidéo authentiques et des activités soigneusement
congues. De plus, il entend fournir aux enseignants un modele d'enseignement du cours
d'expression orale, comprenant du matériel pédagogique et des activités adaptées. On suppose
que la mise en ceuvre de l'instruction d'écoute a un impact positif sur les compétences
d'expression orale EFL des éleves. Deux outils de collecte de données ont été utilisés : les
questionnaires et I'observation en classe. Deux questionnaires ont été administrés : un pour
250 étudiants de deuxiéme année et un pour 8 professeurs d'expression orale. Pour
I'échantillon expérimental, un échantillonnage aléatoire apparié a été adopté pour inclure 20
participants de I'ensemble de la population. L'observation incarne I'enquéte sur les réactions et
les réalisations orales des éleéves avant et apreés la mise en ceuvre de l'enseignement basé sur
I'écoute. Le test t pour échantillons appariés a été utilisé pour évaluer la signification
statistique de I'hypothése suggérée et a été confirmé par le programme statistique
informatique SPSS. Au total, l'interprétation quantitative et qualitative des données a
confirmé l'influence positive de I'introduction de la pédagogie de I'écoute sur les compétences

orales des éléves en termes d'efficacité et d'autonomie.

Mots-clés : instruction d'écoute EFL (enseignement), compétences d'écoute EFL,

compétences d'expression orale EFL, cours d'expression orale EFL.
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