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Operational Definitions of Key Terms 

The following words are frequently u sed in this thesis. The words seem similar 

though they have their own meaning . To make their meaning clear the 

researcher preferred to define them as follow s: 

Technique~ IS implementational act ivity which teachers use within a given 

method. It is a particular track, stratagem or contrivance used to 

accomplish an immediate objective (Anthony 1963: 63-7). 

Approach · is a set of correlative assumptions dealing with the nature of 

la nguage teaching and learning. It is ax iomatic. It describes the 

nature of the su bject matter to be taught (Anthony 1963: 63-7) . 

Method · is an overall plan for the orderly presentation of la nguage material, n o 

part of which contradicts, and all of which is based upon, the 

selected approach. A method is procedural (Anthony 1963: 63-7). 

Strategy· a plan or method for achieving language learning or teaching (Parrott 

1993: 57). 

Presentation· the stage when a teacher introduces something new to be learned 

(Nunan 1991:2). 

Practice· the stage when a teacher a llows learners to work under the direction 

of him /her (Nunan 199 1:2). 

Production - the stage teachers give the learners opportunities to work on their 

own (Nunan 1991:2). 

Setti n g· the way a classroom is organ ized (individual, pair, small group, large 

group or whole c lass, Nunan, 1991). 
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Abstract 

I 
/ 

.t 

The main objective of this study is to d escribe the classroom practice of teaching 
speaking skills in govemment high schools, especially in grade nine. The 
researcher focus ed mainly on the teachers ' role, s tudents' role, the techniques 
and procedures used by the teachers, the resources used to teach speaking skills 
and the way students s it in the classroom. 

To gather information on the above main objectives various Instl1.11nents were 
used. These are: classroom observation. studellts · and teachers' illteruiew, 
s tudents' questionnaire, tape and video recordings. 

The data were categorized and descriptively analyzed. The findings depicted 
that inappropriate speaking techniques and procedures were used in the 
mentioned grade level. Teachers were observed us ing the traditiollal way of 
teaching speaking w hich is domina ted by reading model dialogues aloud. There 
has been little or no time given for the modem sp eaking skills teaching 
techniques such as group and pair discussions, oral report, drama, panel 
discussions and interviews. 

The consequences of inappropriate spealcing practices used has res ulted ill the 
weak p erformance of the students in oj speaking. To that end, this research 
paper provides recommendations that could bring about a change in the practice 
of teaching and leaming speaking in the grade leuel s tudied so that CUlTent , 
techniques and procedures oj teaching speaking could be employed. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Study 

The serious consideration of speak ing as a decisive skill on second/ foreign 

la nguage teaching-learning ca n be genera lly dated to the subsequent years of 

the Second World War (Brown et a l. 1989 : 2) when a few enthus ias ts began to 

in s ist on its in clu s ion in foreign language teach ing. But it is on ly dur ing the 

la s t forty -five years that th is view has preva iled a nd become wide ly accepted 

(Brown , 1985: I) . 

Scholars who have been able to see the im portan t role of speak ing in foreign 

language teac hing have pointed out tha t the written language a lone cou ld not 

give the necessary competence in a foreign la nguage as the students have been 

devoid of the sort of speaking ski ll s which a re high ly va lued within th e 

educationa l sytem (Brown et a l. 1984: 5). Teachers, too, have begun to give 

recognition to the learning pote ntia l the s peaking s kill has and hence have 

started to ass ign a certain place for it in th eir class activities. In fac t, thi s has 

been noted and determined by the pa ttern of speech ro les th a t th e s peaking 

ski lls set up, that is, as Ha liday underlines, 

.. . it is quicker and more effective to check w hether a student knows 
the answe r by asking a queslion orally in clas s lhan setling a 
written test every lime (1990: 96). 

\ 

It is in teresting to note that spea king, though viewed by some people eve n 

today as a skill desirable in itse lf, its role as an essentia l equipment fo r 

learn ing other thi ngs is prized mo re greatly, a nd is ge llin g th e alle ntion o f 

researche rs a nd teachers in the da y- to-day teaching ac ti vity (J ones, 1993: 33). 

It is believed by many sch olars to be th e mos t na tura l way of lea rnin g a new 

la nguage (Rive rs, 1989: 110). At the same time , from th e teache rs prac ti cal 

activities and the resea rc h s tudies co nd ucted con cerning its impor tan ce a nd 



place in language teaching-learning , it h as come to be unders tood as a vehicle 

of language learning through which much la nguage is learnt (Bygate, 1993: vii) . 

Generally , s peaking is a means of socia lizing oneself with other s in a nd outs ide 

the classroom (Richards, 1989; Brown e t a l. 1984), of increasing the s tudents ' 

confidence by reducing tension , and inte rna lizing pronuncia tion , s tress a nd 

intona tion of a la nguage (Rive rs 1988; Oxford 1990). Hence , s in ce it is central 

to classroom education a nd a lmost evc ry thing goes th rough it , teache rs a nd 

researc hers in la nguage teaching/ lea rnin g in s is t tha t putting a great effort is 

necessary to develop s pea king com petcn ce (Brown et al. 1984 : 10) . 

1.2 Statement of the Problem 

Teaching speaking is a very impo r tant part of language teaching, s mce it 

enhances communicative efficiency. Jus t like the other skills it has its own 

goa ls . To achieve these goal s , teache rs need to u se a ppropriate techniques in 

classrooms . Nuna n (1991: 1) emphasizes tha t it is importa n t to have a c lear 

unders ta nding a nd a firm grasp of the wide ra nge of techn iq ues a nd 

procedures through which the ora l a bility can be developed. He recommend s 

tha t these techniques a nd procedures a re a way of accommodating la ngu age 

learning to the unfavora ble environ ment of the classroom. 

Learne rs should be a ble to ma ke them se lves u nde rstood, usm g their curren t 

p rofi c ien cy to the full es t. They s hould try to avo id confus ion in the messagc 

du e to fa ulty pronunc ia tion , gra mm a r or voca bula ry, a nd to o bscrve; the; soc ia l 

a nd cu ltu ra l rules th a t a pply in each communica tion s ituation s. 

However , the researc he r o f thi s study has recognized stude;nts who ha ve; faced 

difficu lty even a fte r complet ing high schoo l in using speak ing skill s for rea l 

com mu n ication . They are, ra the r , fo rced to use their first la nguage instead. 

From h is personal experience, the researcher fee ls that the p roblem is also 

common a mong som e unive rs ity and college students . He believes that 
-, 
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ineffective learning might result from ineffective teaching. Therefore , he thinks 

that the role of teachers in developing speaking skills is very importan,t. 

Even though resea rch has been conducted in to the teachi ng of speaking skills 

in ternationally, very little has been done in Ethiopia. For example, Fasil (1992) 

a nd Tsegaye (1 995) have conducted research on speaking strategies employed 

by secondary schoo ls and college students respectively. Taye (2008), Tesfaye 

(2007) and Jenenew (2006) stud ied how ora l s kill s arc ta ught. Taye made a 

com parative study of televised a nd non -te lev ised speaking sk ill s teaching 

techniques. J enenew made a survey on teachers' and s tudents ' role 

implementation in EFL s peaking classrooms. But Tesfaye conducted research 

on communication stra tegies utilized by Omo TTl teache rs in oral production of 

Engli sh. 

practice 
~ 

Nevertheless, none of these studies h as revea led ,.. 
of teach ing s pea king s kill s as a wh ole is like. 

what the classroom 

So, t he researcher 

believes that this area merits attention and should be researched. The s tudy is .-
hoped to bridge the exis ting research gap in ou r country in the area. Th e 

fo llowing basic questions are expected to be answered in t.he cou rse of the 

study. 

1. What techniques a nd s trategies do teachers u se to teach speaking skills') 

2. What activities do teachers use (develop) to teach speaking skill s? 

3. What teachin g materials (re sources) do th ey use to develop activ ities? 

4. Do studen ts play the ir role to learn s peakin g') 

5. What roles of teachers are implemented in the classrc,o m? 

- . - --~ '""--'-



1.3 Objective of the Study 

1.3.1 Main Objective 

The general objective of the resea rch IS to describe the classroom practice of 

teaching the speaking skills. 

1.3.2 Specific Objectives 

The specific objectives of this study a re to: 

• observe the tec hniques and strategies used by teach e rs to teach s pea kin g 

s kills. 

• see what activities teachers use. 

• identify the kind of materia ls (resources) teach ers u se to teach spea king 

s kills. 

• iden t ify some problems in teaching and learning s peaking skills, if there 

a re any. 

1.4 Significance of the Study 

The findings of this study are hoped to have the fo llowing contributions : 

• It can ra ise teachers' awareness of us ing appropriate techniques a nd 

strategies to teach speaking skill s; 

• It might provide valuable in sight into the learners on what role th ey have 

to play in o rde r to faci li tate their learning; 

• It may give c lues to admini s trators a nd supervIsors on how to ass is t 

teach ing speaking skill s; 

• It may serve policy makers and curricu lum designers as a sta rlin g 

material; 

• It may a lso .give hint s to pa rents a nd school commun it ies on the 

imporlan ce of giving necessary s upport to teaching a nd lea rning 

s peakin g s kills because the resea rc her plans to put a copy o f the study 

in the libra ry. 

~) 



1.5 Delimitation of the Study 

The researcher believes tha t the study would h ave com e up with more 

generalized results had it included many classes or schools throughou t the 

country . However, due to facto rs such as dista nce, time a nd fin a nc ia l 

constraints, the study was conducted in Ayertena Secondary School at grade 

nine level. The school was chosen due to its geogra phical proximity to the 

researcher. Th e other reason is thal it is one of the gove rnmenta l schools where 

the resea rc her assumes the proble m preva il s. 

1.6 Limitation of the Study 

The fact that little or no research has been done in thi s a rea has c reated a 

problem; the research couldn 't find e nough research ma teria ls on the a rea . 

r , 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

This chapter reviews the literature related to the topic under study. It provides 

a theoretical background on the concept of teaching s peaking skill s. The ro le of 

the teacher, the teaching techniques a nd st ra tegies, the ac tivities developed by 

teachers, the role of the students , the resources u sed to tcach spea king sk ill s 

a nd the settings will be di sc u ssed in thi s part. 

2.1 Speaking and Its Place in Language Teaching 

Speaking a foreign la ngu age cor rectly is perhaps the most d ifficu lt of all skill s. 

When speaking, not only is a s peaker required to put word s toge the r in an 

unders tandable way, but a lso hel s he has to speak them in a n in te lligible 

fash ion (Jones, 1993: 7 ). Moreover, when, for example, convers ing with 

someone, a n instant reaction or thought i's called for. If, on the other hand, we 

take writing, there could be perhaps enough t ime to think about and to look up 

the word s a nd expressions we a re using in d ictionaries, and at th e same time, 

there could be time for second thoughts for going through what has been 

written again a nd again. 

However , speaking, despite its being the most difficult compared to the othe r 
r' 

s kill s , has been give n little or no recognition in educa tional thinking and 

ce rtainly it has not been con sidered as a vehicle of learn ing (H a liday, 1990: 96). 

It has been in many ways a n undervalued s kill wh ic h cou ld pe rhaps be 
,/ 

because we ca n a lmost a ll speak compared to writing a ncl reading and so Ink,' 

the ski ll too much for granted, or due to th e fact that s pea kin g is transient and 

im provised, a nd ca n th erefore be viewed as fac ile, super fi c ia l, or g li b (Byga lc 

1993: vii). 

Trad itionally, therefo re , for these and other reasons, the first task of teach ers 

has bee n to ensure that chi ldren could read and write . In other words, as 

Haliday notes , 



once a child is literate, it is assumed that he or s he can use written 

language as a tool for learning in the same way that he or s he has 

always learnt through spoken language (1990: 96). 

Nevertheless, despite the little recognition given to it in educational thinking, 

the dynamic ch anges and developments in methods of la nguage teaching 

throughout hi story renect recognition of c ha nges in the kind of profic iency 

learners need, such as a move towa rd ora l profici ency rather than reading 

comprehension, for example. as the only goal of language study (Richard s et <11 

1989: 1) . 

Speaking is a means of increasing the students' confidence, building a warm, 

uninhibited, confid ent , sympathetic relationship among the students and 

between the teacher and students. It is a means by which the students can see 

the practical a nd tangible va lue or use of the la nguage as they speak and 

interact through it (Rivers 1985; Brown et a l. 1989). It gives life to the 

classroom teaching learning process. 

2.2 The Role of Teachers in Teaching Speaking Skills 

2.2.1 General Roles of Teachers 

Learner responsibility can develop if teachers a llow more room for learne r 

involvement (Scharle and Sza bo, 2000). In autonomous lear'ning, the teache r is 

a facilitator of learning, a n orga nizer of lea rnin g op portunities, a resource 

person providin g learners with feedback a nd encourageme.nt, and a creator of 

the learning atmosphere and a learning space (I<ohonen, et ai, 200 1: 40). 

Nunan (1991) suggests that a number of fa c tors s hould be con sidered in order 

to develop the speaking skills. He erT)phasizes the consideration of the size of 

the class, the arrangement of the classroom and the number of hours avai lable 

for teaching the language. In addition to thi s he has written the role of tht: 

teacher as follows: 



What, then, is your role as a language teacher in the classroom? In 

the first place your task, like that of any other .teacher, is to create 

the best condition for learning. In a sense, then, you are a means to 

an end; an instrument to see that learning takes place. But, 111 

addition to this general function, you have specific roles to play at 

different stages of the learning process (Nunan 1991: 1;. 

Furthermore, Nunan (Ibid) writes the role of the teacher at the presentation 

stage as informant-se lecting the new material to be lea rn ed and presenting this 

in such' a way that the meaning of the new la nguage is as c lear and memorable 

as possible . The role of the learne rs in this stage is li stening and trying to 

understand. He mentioned that the teacher is the center of the stage. 

presenting the new language item systematically in an attractive way. He a lso 

warns not to spend too much time presenting. 

At the practice stage, he assigns the teacher as the conductor and monitor. To 

him, at this stage it is the students who do most of the talking. Th e teacher's 

role is to devise and provide the maximum amount of practicc (which is 

meaningful and memorable) . The teacher is there to monitor the performance 

of the learners. 

According to Nunan (Ibid) the role of the teacher at the production stage is to 

act as manager and guide/adviser. He has written his comment as follows: 

... no real learning should be assumed to have taken place until 

the students are able to use the language for themselves, and 

unless opportunities are available for them to do outside the 

classroom, provision must be made as part of the lesson. At any 

level of attainment from elementary to advanced, the students 

need to be given regular and frequent opportunities to use 

language freely .. Thus, in providing the students with activities 

for free expression and in discreetly watching over them as they 



carry them out, you take on the role of manager and guide 

(Nunan 1991:2). 

Another important role cited by Nunan (Ibid) is motivation. He s ugges ts that a 

teacher should motivate his students, a rou se their in te rest and involve the m in 

what they are doing. To do so, he m e ntioned some key factors that the teache r 

should do-the teacher 's performa nce: hi s mastery of teaching skills, often 

depend ent on careful preparation, hi s selection and prese nta tion s of topics a nd 

activities a nd hi s own perso na lity (which la nguage teach in g mu s t be Oexible 

enough to allow him to be both a uthoritative a nd friend ly a t the same time). 

Richards and Rodgers (1986: 24) point out tha t teacher 's roles are rela ted to 

the following issues: 

';- the types of fun ction s teachers are expected to fulfill , e.g. whether that of 

practice director, counselor or model. 

;.. the degree of control the teacher has over how learning ta kes place. 

r the degree to which the teacher is responsible for co nte nt. 

;;. the interaction patterns tha t d evelop between teachers a nd learne rs. 

According to Breen and Candling (1980: 89-112), the teache r h as three ma m 

roles in the communicative classroom. The firs t is to act as facilitator of the 

communicative process; the second is to act as an observer and learner. The 

third is he acts as a manager. 

Nunan (1989) s ugges ted the role of the teacher in te rm s of interactional 

patterns the teacher plays th e part of ringmaster when he asks the questions 

(most of which are 'display' questions wh ich require the learners to prov ide 

answers which the teacher a lready knows). But in the other kind of inte raction, 

the learners have a much more ac tive role . Th e\' communicate direc tly with 

each other, rather than exclusively with the teacher as in the first case and one 

studen t is a llowed to take on the role of provider of content. During thc 
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interaction it is the lea rner who IS the 'expert' and the teacher who IS the 

'learner' or follower. 

From all mentioned a bove, one can understand that the mam concern of 

language teachers in the class is developing the ability of the students to u se 

language for a variety of communicative purposes. In doing so, a teacher is 

expected to act as a n informant, conductor, monitor, manager, guide/advisor. 

motivator, learner or follower. 

2.2.2 The Role of Using Appropriate Techniques 

To deve lop students s peakin g skills, th e techniques a nd s trategies employed by 

teachers are the importa nt factors to be considered. Nunan (1991) sta tes that it 

is important to have a clear understanding about the wide range of techniques 

and procedures through which oral ability can be developed. 

2.2.2.1 Elicitation Techniques 

Underhill (1 987: 45-86) has identified twenty differen t el icitation techniques to 

teach speaking s kills. Discuss ion, ora l report , lea rner- lea rner joint discu ssion , 

role play, interview and learn-learner description/ re-crea tion are interes ting 

techniques to be used by teachers to develop speaking s kill s. 

In addition to the above mentioned techniques , one can also use form fillin g, 

appropriate response, question and answer, picture stories, instruction s, re ­

telling s tories, and translation to teach spea kin g skills. Lastly, Un derhill (ibid) 

suggests the systematic u se of dialogues, sentence correc tion a nd reading 

aloud as alternative teach ing techn iques to elicit speaking. 

2 .2 .2.2 Techniques of Integrating Speaking with Other Skills 

In in tegrated skill s teaehing/ learning process, lan guage skills should be 

sequenced and chained / un ified within a frame work of a les son or sequence of 

lesson (Atkins, Hailom and Nuru, 1996; Byrne in Johnson and Morrow, 1981). 



There are different ways of unifying language skills around a common topic or 

task in lesson(s). However, according to Bill and Gower, cited in Tomilison 

(1998) a nd Mcdonough and Shaw (2003) , the common a nd convenient skill 

integration pattern in a unit and lesson(s) is from receptive skills (listening a nd 

reading) to productive skills (Writing a nd speaking) . Burgess (1994) a lso 

suggests the receptive to productive skills pattern of skills integration to be the 

'best' method to unify skills. He says: 

Skills can best be integrated in a model where practice of receptive 

skills of listening and reading leads into practice of the productive 

ones of speaking and writing. Such integration can be achieved 

through the use of a body of infonnation the leamers read or listen 

to, a discourse expressing the body of infonnation and later 

reproduce at least some of its content in spoken and/ or written 

language (Burgess, 1994: 309). 

Accordingly, ski ll s can be in tegrated around a topic in a lesson and taught in 

classroom in such a way that first, a li stening passage m ay be provided for 

students. Then, the students may be asked tu discuss th e major issues in the 

lis tening text a fter they perform listening task(s). After this, the s tudents may 

be asked to read an article which relates with the listening text they heard in 

the classroom and take a short note. In this way, and in many other instances, 

students cou ld lea rn two or more language s kills in a lesson o r sequence of 

lessons (Byrne , in John son a nd Morrow, 198 1). 

On the other hand, a task may be u sed as a nuc leus around which la nguage 

skill s could be organized in lesson(s) and taught in classroom. A jigsaw Lask , 

for instance, cou ld be uscd Lo cha in skills in lesso n and teac h in a clolssroom ill 

such a way that firs t students cou ld be asked Lo read di so rdered pa ragrap hs 

and arrange th e m in the ir co rrect order. Th en the students migh t be asked to 

discuss whether th ey accept the views in the passage or n ot. After this, the 

students could be asked to write a sim ila r passage lO the passage the," 
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discussed . In this way, it is possible to unify s peaking with other two or more 

ski lls at a time (Nuna n, 1989 ; Parrott, 1993). 

Consequently , Englis h la nguage teachers play crucial roles in h elping students 

deal with the ski lls integration process. They should organize students into 

different groups a nd / or pa irs, monitor s tudents ' involvem ent in s kill s learning 

process, advise s tudents , participa te in students group/pair di scu ssion , if it is 

necessa ry, a nd so forth (H a rmer, 199 1, 2001 ; Edge, 1993; Hedge, 2000; 

Nolasco a nd Arthur, 1988; Oxford, 200 I; Richard and Rodgers , 200 1; Wright , 

1989). 

English la ngu age teachers a re a lso responsible for planning, implementing a nd 

evalu ating appropriate lesson(s) which reOect(s) integra ted s kill s teaching. They 

are a lso responsible for adapting exist ing ma teria l(s) for integrated -skill s 

teaching purpose, if it is necessary (Nolasco a nd Arthur, 1988; Oxford , 200 1) . 

In in tegrated s kill s teaching process, Oxford (200 I) fur ther advises Engli sh 

language teachers to identify the various ways of integratin g language s kill s in 

a classroom, evaluate the exten t to which s ki lls are inte rdependen tly taught, 

choose and u se appropria te teach ing a ids that promote the integrated teach in g 

of language s kill s and teach language learn ing st rategies that cou ld enhance 

the performance in mUltiple ski lls. 

2.2.2.3 Techniques of Assessing Speaking Skills 

After the learner himse lf, the teacher is the person w ho has t hc most 

experience of the learner 's speaking abil ity in the foreign language . 

Underhill (1987: 27) claims thal teacher assess ment can be carried out either 

on the spot or as a continuous assessment over a period of t ime. According to 

h im, a third possibility is to base the a ssessment on a specific period , 1'0 1' 

example, one week; during that period the teache r takes care to ensure that 

eve ry learner has an equal opportunity to speak . In each case, the teach er will 
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use a rating scale . For a spot judgment, he recommends that there might be 

specific situations described to help focus the mind . 

Underhill (Ib id ) suggests that a teacher assessment will be based on a long 

term exposure to the learner's langu age , in a variety of ac tivities a nd s itua tion s 

as fo llows: 

For a continuous assessment, the teacher's judgment is formed as 
a gradual process rather than a sudden decision. Each time the 
lea m er atte mpts a task in class, the teacher has in effect, 
administered a s ingle ite m test . The total of all these tests 
proficiency, and unlike a s hort oral tes t, will not be influenced by 
short-tenn individual variations such as nervousness, illness or 
fatigue on a particular day. A carefully kept teacher's record of 
his/ her leamer's daily oral performance will make an excellent 
cumulative oral test (Underhill, 1987: 27). 

From th is we can understand that s pea kin g s kills are be tter assessed in a 

continuous based than a single spot test. It has a lso been s u gges ted that a 

teacher needs to keep his / her record of students' pe rforma nce over a long 

period of time. 

2.2.2.4 Techniques of Responding to Learners Errors and Mistakes 

According to Parrott (1 993), teachers can respond to learners' e rrors a nd 

mi stakes in a number of ways as tcaching s peak ing sk ill s is concerncd. So me: 

of the techniques used to do th is a rc li s ted below. 

• Teachers can s top the s tudent and ei ther: 

,. invite him to correct himse lf; 

,. promote him to co rrect him self by indica tin g th e na ture of the 

error o r mistake o r where it was in the sentence; 

,. encourage other s tudents to s upply a 'correctio n '; 

,. s upply a 'correction ' himself. 



• They can make a note of the e rror or mis take and draw attention to it at 

a la tter stage individua lly or with the whole class. 

• They can choose not to respond . 

As the decision about how to respond to the students' errors a nd mista kes is 

concerned, there a re factors teache r s need to take into accou nt, Pa rrott (Ibid). 

• The student's purpose in speaking (was he concentrating on acc uracy or 

on flue ncy?). 

• The nature of thc error or mistake (is this some thin g thc learner ca ll 

correct himself?). 

• The persona lity of the student (is he confident?) . 

• The ability of the s tudent (is accuracy a priori ty for him?). 

• The ease with which th e e rror o r mistake can be corrected. 

Parrott (1 993:70) 

2.2.3 The Role of Teaching Speaking Strategies 

Students often think that the abi lity to speak a language is the product of 

la nguage learning, but s peaking is a lso a cru cial part of the la nguage learn in g 

process. Effective teachers teach students speaking strategies : u s ing minimal 

responses, recognizing scripts and using language to talk about language ... 

that they can use to help themselves expand thei r knowledge of the la nguage 

a '1d their confidence in using it. These teachers help stud ents learn to spea k so 

that the studen ts can use s peaking to learn (Koh onen, et a i, 200 I : 40). \, 

The language teacher a ImIng at training hi s students in USlll g language 

learn ing strategies should learn about th e students, the ir interests , 

motivat ions , a nd learni ng styles. Th e teache r can Icarn what language lea rnin g 

s trategies students a lready appear to be us ing, observin g their behavior in 

class. Do they ask for clarification, verification or correction ? Do they cooperate 

with their peers or seem to have muc h con tact outs ide of c lass with pmficient 

foreign language users? Besides observing their behavior in class, the teachers 



can prepare a short questionnaire so that s tudents can fill in at the beginning 

of a course to describe themselves and their language learning. Thus, the 

teache r can learn the purpose of their lea rning a la nguage, their favorite/ least 

favorite kinds of class activities, a nd the reason why they learn a la nguage. The 

teacher can h ave adequate knowledge abou t the s tudents, their goals, 

motivation s, langu age learning s trategi es , a nd the ir und e rs ta nding of the 

course to be tau ght (Lessard-Clou s ton, 1997:5). 

It is a fact that each learner within the same classroom m ay have diffe rent 

learning styles a nd varied awareness of the use of stra tegies. Th e teac her 

cannot attribute importance to only one group and support th e a na lytica l 

approach or only give input by u s ing the auditory mode. The language teacher 

s hould, therefore, provide a wide ra nge of learning s trategies in order to meet 

the needs and expectations of his s tudents possessing different learning styles, 

motivations, s tra tegy pre fere nces , etc. Therefore, it can be stated tha t the most 

importa nt teacher role in foreign la nguage teaching is the provis ion of a range 

of tasks to match varied learning styles (H all, 1997:4). 

In a ddition to the s tudents, the language teacher shou ld a lso analyze hi s 

textbook to see whether th e textbook a lready in cludes language learning 

strategies or la nguage learning s trategies tra ining . The la n guage teacher 

s hould look for n ew texts or oth er teach ing materials if la nguage learning 

strategies are not a lready included within his ma teria ls (H a ll , Ibid) . 

The la nguage teacher shou ld a lso study his own teaching m ethod and overall 

classroom style. Analyzi ng hi s lesson pla n s, the language teacher can 

determine wheth e r hi s lesson plans give learners c hance to use a var iety of 

learning s tyles a nd strategies or not. Th e teac her can sce whe th c r or not his 

teaching a llows lea rn ers to a pproac h the task at hand in different \\'avs. ThL' 

language teacher can also be aware of whethe r his strategy training is implicit, 

explicit, or both. It should be emphasized th a t by questi oning himse lf about 



what he plans to do before each lesson and evaluating his lesson pla n after the 

lesson in terms of strategy training, the teacher can become better prepared to 

focu s on language learning strategies a nd strategy training during the process 

of his teaching (Lessard -Clou ston 1997:5). 

The range of strategies can be seen In the following li st from Rubin a nd 

Thompson's (1 982 : 165- 168). 

• Helping lea rn ers d iscover what ways of learni ng work bcst for th em. 

• Experimen ting with di fferen t ways of c reating a nd using language. 

• Helping learners kee p on ta lking a nd unders ta nd the ge nera l gist of 

texts, rather than every la nguage item of them. 

• Helping learners ask lor e rror correction and 

error they will make. 

he lp, and Icarn from the 

• Helping learners ma ke compa n son s with what they know about their 

own mother tongue, as well as building on wha t they h ave a lready 

learned in the new language , both in terms of formal rules a nd 

convention s for language use . 

• J Helping learners realize the relationships that exist between words, 

sounds, and structu res, developing their capacity to gu ess a nd infer 

knowledge and out-of-c1ass experience. 

• Helping learn ers not to be so much concerned with accu racy that th ey do 

not develop the capac ity to be nuen t. 

2.2.4 The Role of Developing Speaking Activities 

Trad itiona l classroom spea king practi ce often takes the form of drill s In which 

one person asks a question and anoth er gives an a n swcr. The question a nd the 

a !1SWer a re structured and pred icta ble, and often there is on ly one correct, 

predete rmined a nswe r. The purpose of askin g and answering the question is to 

demon s trate the abili ty to ask and answer the question (Nunan 199 1: 5-7). 
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In contrast, as cited in Parrott (1993). the purpose of real communication is to 

accomplish a task, such as conveymg a telephone message, obtaining 

information , or expressing an opinion. In real communication, participants 

must manage uncertainty about what the other person will say. Authentic 

communication involves an information gap; each participa nt has information 

that the other does not have. In addition, to achievc their purpose, partic ipa nt s 

may have to clarify their mea ning or ask for confirma tion of their own 

understanding (Pa rrott 1993: 97-99). 

Nunan, Harmer, Pe m1\" (1991); Parrott (1 993); Stern (1 91'3 ) a nd Brown (1 980) 

have indicated that teachers need to incorporate a purpose a nd a n informatio n 

gap and a llow for multiple form s of expression to create classroom speaking 

activities that will develop communicative competence. They em phasize that 

teachers need to combine structured output activities, which a llow for error 

correction and increased accuracy, with communicative out put activ ities that 

give students opportunities to practice la nguage use more freely. 

Different language scholars propose different activity types. Prabhu (1987: 110-

112) for example, proposed three different activity types in th e Banga lore 

project. These are: 

• Information gap activity, wh ich involves a transfer of given information 

from one person to a nother, from one form to a nothe r , or from one place 

to another-generally calling for the decoding or encoding of information 

from or into language. 

• Reasoning-gap activity, which involves deriving some new information 

from given inform a tion through processes of infere nce, deduction , 

practical reasoning, or a perce ption of relationship or patterns. 

• Opinion-gap activity , whi ch in volves id entifyin g a nd a rti culat ing " 

personal preference, fee lin g, or a ttitude in response to a give n s itu a tion. 



Clark (1987: 238-239) proposes seven broad communicative activity types 

based on the communicative goal. He suggests, language programs, should 

enable learners to: 

• solve problems through social interaction with others . 

• esta blish and m aintain relationships and discu ss topics of interest 

through the excha nge of information, ideas, opinions , atti tudes, 

feelings, experiences a nd plans. 

• search for s pcc ific in format ion for some given purpose, p rocess it , 

a nd u sc it in som e way. 

• listen to or read information , process it , a nd u se it in some way. 

• give information in s poke n or written form on the basis of personal 

expen ence. 

• lis ten to, read or vIew a story, poem, feature etc and perhaps 

respond to it personally in some way (for example, read a story 

and discu ss it) 

• create an imagina tive text. 

Pattison (1987 : 68-75) a lso proposes seven activity types . These include 

question s and answers, d ia logues and ro le plays, matchin g activities, 

communication strategies, pictures a nd pictu re stories, puzzles a nd problem s, 

discussions a nd decis ions. 

The Clark a nd Pattiso n typologies are quite different. Clark focuses on th e sorts 

of u ses to wh ich we put language in the l·eal world, while Pallison has a much 

more pedagogic focu s. 

Pa rrott (1993: 201 -202 ) h as ide n tified nme vanou s activ ity ty pes designed to 

help learners develop their o ral nuency. 

• Information gap-activities: students share ideas from each other 

through grou p work. 



• Ranking activities: students are gIven a possible list of something 

so that they are asked to put in order through group discussion. 

• Jigsaw activities: students work in groups. Each student in the 

group has different section of a text. Without showing the material 

to each other they have to decide on the order in which the 

sections occurred in the original and pool their knowledge to 

answer general questions about the text . 
) 
• Guessing activities: students work in small groups, one of the 

students in the group is givcn a s itua tion. The other students 

have to discover the situation given to the student by asking 

questions to which the answer is 'y~s' or 'no'. 

• Problem-so lving activities: the students work in groups. One of the 

students in the group is given a bizarre story and an explanation 

of the background . Th e students tell the rest of the group the 

story. The other students ask questions to try to discover the 

background. 

• Role-play: are activities in which the learners play parts. 

• Group discussion: are activities in which the learners discuss and 
r 

come up with the result (reach up on the consensus). 

• Project-based activities: are activities to perform certain tasks In 

order to use the language through them. 

• Prepared monologues: In these kinds of act iviti es each student is 
r 

asked· to pre pare to talk about a hobby or personal interests for 

t\\·o to three minutes. 

Parrott (Ibid) recommends that teachers can use a balanced activities approach 

that combines language input (teachers talk, li stening activities, readin g 

passages, and language heard and read outside the class), structured output 

(which focuses on correct form), and communicative out put (in which the main 

purpose is to complete a task) to help students dcvelop communicative 

efficiency in speaking. 

I 
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According to Parrott (Ibid), two common kinds of structured out put activities 

are information gap and jigsa w ac tivities . In both these type of activities, 

s tudents complete a task by obtaining missing information -a fea ture the 

activities ha ve in common with real communication. 

Communicative output activities a llow students to practice u Sll1g a ll of the 

language they know in s itua tion that resemble rea l settin gs . In these ac tivities, 

students mus t work together to deve lop a plan, resolve a prob lem, or complete 

a task. Pa rrott (Ibid) cited that the most common types of communicative 

output activity a re role p lays a nd d iscu ssions. 

2.3 The Role of Students in Learning Speaking Skills 

Besides the teacher's role, students play a great ro le in ass igning teach ing 

speaking skills. They are expected to participate in teaching-learning process in 

different ways. 

One of the most important outcomes of the movement towards more 

communicative ly ori ent·eel language learnin g and teaching has been the 

en hancemen t of the role of the learner in the language learn ing process 

(Wenden, 1991: xi). Cotterall and Crabbe (1999) believe that in forma l 

educational contexts the most successful learners are autonomou s (they accept 

responsibility for their learning; they constantly reflect on what they a re 

learning, why they are learning, and with wh a t degree of success of learni ng). 

Scharle and Szabo (2000) point out that autonomous learners are those who 

accept the idea that th eir own efforts are crucia l La progress in learni ng 

langu age a nd behave accordi ngly. When doing their homework , or answering a 

question in class, they are not aspiri ng to please the teacher, or to get a good 

mark. They are s imply making an effo rt in order to learn something. They arc 

willing to cooperate with the teacher and other in the learning group for every 

oele's benefit (Ibid). 
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Hedge (2000: 76) agrees that a n autonomou s learner is on e who is self 

motivated, one who takes the ini tiatives, one who has a clear idea of what 

he/she wan!§ 1..0 learn and one who has his/ her own plan for pursuing and 

achieving his goal. She a lso characterized auton omou s learners as those who: 

• know their needs a nd work productively with the teach e r towards the 

achieveme n t of their objectives. 

• learn both in s ide a nd outs ide the class room . 

• can take classroom based materia l a nd can bu ild on it. 

• know how to use reso urces independe ntly. 

• adj u st their learning strategies when necessary to improve learn ing. 

• manage a nd divide the time in lea rning properly. 

Within the context of education, Wenden (1991) a lso characterized a utonomous 

learners as those who a re motiva ted to learn , good gu esse rs, c hoosing ma terial, 

method s and tasks, selecting the criteria for evalua tion , taking an active 

approach to the task and will ing to take ri sks (Wenden 1991: 4 1-42). 

F Llrthermore, Dickinson (1 995: 127) characte rizes au tonomous learners as 

'those who have the capacity for being active a nd independent in the learning 

process; they can identify goals; formulate their own goals, and . can change 

goals to suit their own learning needs and in terests; they are able to use 

learning strategies, and monitor thcir own lea rning". 

Kohonen et a l. (200 1: 36-37) in s ists that lea rners need to d eve lop the follo\Vin g 

kinds of capacities: 

Confidence: sense of co ntrol a nd mastery of one's body, behavior and the 

world . 

. Curiousity: desire to find out a bout th ings. 

Intentionality: capac ity 1.0 work with persistence and deve lop a sense of 

competence. 

Self-control: a bility to modul a te and control one's action a ppropriately. 

-' 
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Relatedness: ability to engage with others. 

Communication: abili ty to exchange idea, feelin gs and experiences with others 

developing trusts in others . 

Cooperation: bala ncing one's needs with those of others in group s ituations. 

However good a teacher may be, stude nts will never lea rn a la nguage unless 

they a im to learn outs ide as we ll as during class time. Thi s is because la nguage 

learning is too complex to learn in a classroom (Ha rmer 2 001) . Besides, she 

claims tha t to com pensate for the limits of classroom time a nd to counter the 

problem of learning language , studen ts need to develop their own learning 

strategies so that as far as possible they have to be a utonomous learners. To 

develop their autonomy, teachers need to facili tate learners to inc rease their 

self understanding a nd awareness of themselves (Kohonen et a\..2'OO 1) . 

2.3.1 Learning Strategies 

Many researchers have defin ed the term language learning stra tegy. Richa rd s 

and Platt (1992 : 209) define it as " ... in tentional behavior a nd thoughts u sed by 

learners during learning so as to better help them understa nd , learn, or 

remember new information". Wenden (199 1: 18) further defines it as, "mental 

steps or operations tha t learners u se to learn a new langu age a nd to regulate 

their efforts to do so." These definitions inform u s that learning strategies are 

essentia l in learning a language. Therefore, learners have to be trained on how 

to use them to be a utonomous. 

Cohen (2007 ) notes that; the most effective way to improve lea rne r aware ness 

is to provide strategies as part of the foreign language c urriculum. Rece n t 

research findings ha ve s hown that language strategies have a n importan t ro le 

in ma ki ng la n gu age use. They assist lea rners to grow into a more sk ill ful and 

more capable of se lf directed lea rning (Wende n and Rubin 1987, O'M a lley and 

Chamot 199 0; Oxford , 1990). Besides, Wend en (1 99 1) claims learning 



strategies are a type of learner training content that need to be incorporated in 

lesson plans to foster learner autonomy. 

Many scholars (Wenden and Rubin, 1987; O'Malley and Chamot, 1990; Oxford, 

1990; Stem , 1992; Ellis, 1994 , etc) have classified language- lea rning 

strategies. However, most of these a ttempts to classify language-learning 

strategies re flect more or less the same categorizations of learning strategies 

without any radica l changes. Hedge (2000) puts forward four types of lea rning 

stra tegies used by good language learners. These are: 

2.3.1.1 Cognitive Strategies 

Hedge (2000: 77) defines cognitive strategies as "thought processes u sed 

directly in learn ing which enable learners to dea l with the information 

presented in tasks and materials by working on it in different ways". They 

operate directly on incoming information, manipulating it in ways that enhance 

learning (O'Malley and Chamot, 1990) . Cognitive strategies include repetition , 

resourc1l1g, group1l1g, note taking, ded uction ind uction, substitution, 

elaboration, summarization, translation, transfer and inference . 

2.3.1.2 Metacognitive Strategies 

Metacognitive strategies involve pla nning for learning, thinking about learning 

and how to make it effective, self monitoring during learning, and evaluation of 
1 J' 

how successfu l lea rning hl s bee n ~ after wo rkin g on la nguage in some way 

(H edge , 2000: 78). In add~tion, Wenden (1991: 34) states "metacognitivc 

knowledge include all facts lea rn e rs acqu ire about their own cognitive 

processes as they are applied and used to gain knowledge and acquire s kill s in 

varied si tuations". 

2.3.1.3 Socio-Affective Strategies 

According to Oxford (1990) cited in Williams a nd Burden (1997: 152), "affec tive 

strategies, are concerned with the lea rner's emotiona l requireme nts such as 

con fid ence, whi le social strategies lead to in creased interaction with the target 



language". In other words, Hedge (2000) confirms that socio-affective s trategies 

are those, which provide learners with opportunities for practice. For example, 

it includes initiating conve rsation s with native speakers, u s ing other people as 

informa nts about the language, collaborating on tasks, li stening to the radio or 

watching TV progra m in the la nguage or spend ing extra t ime in the language 

laboratory (Ibid) . They are related with social media ting activity and transacting 

with oth ers. 

Some of the s tra tegies a re : 

o Question ing for cla rifica tion: asking for explana tion s, verification , 

rephrasing, or examples a bout the materia l; askin g for clarification or 

verification about the task; posing question s to the self. 

o Cooperation: workin g together with peers to solve a proble m, pool 

information, check a learning task, model a la nguage activ ity, or get 

feedback on oral or written performance. 

o Self-talk: reducing a nxiety by using mental techniques tha t make one 

feel competen t to do the learning task . 

o Self-reinforcement: providing personal motivation by a rranging reward 

for one self when a langu age ac tivity has been s u ccessfully completed. 

2 .3.1.4 Communication Strategies 

Thi s category is so metimes included in the fra m ework of learner stra tegies. 

When learners use gesture, mime, synonym , pa raphrases, a nd cognate words 

from their first la nguage to ma ke themselves unde rstood and to main tain a 

conve rsation , despite the gaps in their knowledge of the second language, Lhey 

are using commun ication stra tegies (H edge, 2000: 78-79). Th e va lue of these is 

that they keep lea rn ers in volved in conve rsation s th rough wh ich th ey practice 

th e language (Ibid). 
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2.3.2 Learner Attitudes, Motivation and Self-Esteem 

Language learn in g is not s imply a cognitive task. Learners do not on ly reflect 

on their learning in te rm s of the la nguage input to whic h th ey a re exposed, or 

the optimal s tra tegies they need in order to achieve th e goals th ey set. Rathe r , 

the s u cces s of a learning activi ty is, to some extent , de pendent up on learners ' 

carr iage towa rd s th e world and the learning ac tivity in pa rticula r, their sen se of 

self, and their desire to learn (Ben son a nd Voller, 1997: 13 4 - 136). In other 

words, la ngu age lea rni ng as we ll a s lea rnin g in gencTcd ha s an a ffec tive 

component. Som e of it is a tti tu des, motivation a nd self-esteem . 

Wenden (1 99 1: 52) de fin es attitudes as "learned motiva tions , values belie fs, 

evalua tion s , wha t one believes is acceptable , or respon ses oriented towards 

a pproaching or avoiding". For Wenden , two kind s of attitudes a re crucia l: 

a ttitudes learners h old a bout their role in the learning process and their 

capa bili ty as learners (Ibid). Besides, s he argue s learne r belie fs a bou t the ir ro le 

a nd capa bility as learners will be shaped and maintained by othe r beliefs they 

hold a bou t the m selves as learners (I bid). 

For example , if learn ers work under the m isconcep tion th at lea rn ing is 

su ccessful only within the con text of the "traditiona l classroom" where the 

teacher directs , instructs a nd ma n ages the learning ac tivity a nd s tudents must 

follow th e teach er 's example, they a re like ly to be resistan t to learne r-ce n te red 

stra tegies a im ing at autonomy, and su ccess is likely to be underm ined. 

Generally, a ttitudes a re par t of one's percepti on of sel f, or othe rs , a nd of the 

culture in which one is liv in g and it is clear th at positive attitudes are 

cond u cive to m crease motivation , while nega tive have the opposite effec t 

(Brown 1987: 126). \ 

The term 'm ot ivation ' is frequent ly used in educationa l contexts; howe\'ec, the re 

is little agreem en t a m ong experts as to its exact mean ing (Thanasou las , 2007). 

What most schola rs agree on is that motivation is "one of the kev facto rs th a t 



influence the success of second or foreign language learning. Motivation 

provides the primary force to initiate learning the L2 and later the driving force 

to sustain the long and often tedious learning process (Dornye, 1998: 117). In 

addition, Gardner and MaCintyre (1993: 3) point out that motivation comprises 

of three components: desire to achieve a goal, effort extended in this direction 

and satisfaction with the task. 

Lea rner motivation has become the major determining factor for s u ccessful 

learning a nd there is an importa nt distinction betwecn in strumenta l a nd 

integra tive motivation. Learners with a n instrumental orientation view the 

foreign la nguage as a m eans of finding a good job or pursuing a rewarding 

career, in other words, the target la nguage acts as a monetary incentive. On 

the other hand, learners with an integrative orientation are interested in the 

culture of the target language; they want to acquainvthemselves with the target 

community and become part of it (Thanasoulas, 2007). Motivation is a 

prerequi s ite for learning and res pons ibility development. However, for learner 

autonomy we need to encourage intrin s ic motivation, the source of which is 

some inner drive or interest of the learner. Intrinsically motivated learners are 

more able to identify with the goals of learning and that makes them more 

willing to take responsibility for the outcome (Scharle and Szabo, 2000: 7). 

Close ly related to attitudes and motivation is the concept of self-esteem, which 

is the evaluation the learner makes with regard to the target language learning 

ir. geneal (Thanasoulas, 2007). Self-esteem is a persona l judgment of 

worthiness that is expressed in the att itudes that the individua l hold s towards 

himself (Brown, 1987: 101 - 102). If the learner has a strong sense of se lf, his 

relation s hip to him self as a learner is unlikely to be marred by any negative 

assessments by the teacher. Conversely, a lack of self-esteem is likely to leael to 

negative attitudes toward s his capabili ty as a learner, a nd to deterioration in 

cognitive performance (Wenden , 1991: 57). 
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The sum up, we have examined some of the factors that may enhance or 

militate against the learner's willingness to take change of own learning and 

confiden ce. Therefore, we have to con sider possible ways of promoting learner 

autonomy. Learners to be responsible for their learning, they need to develop 

the skill to u se la nguage learning strategies e ffective ly and effic iently; they need 

. to have positive attitude towa rds a u tonomous learning, a nd lastly, they need to 

use every opportuni ty to learn the la nguage. These efforts can be effective if 

teache rs and stud ents are res ponsible in prac ticin g autonomous learn in g. 

2.4 The Role of Teaching Learning Materials 

T~aching materials play a c rucia l role in teaching- learning. For example, 

course books/ text books can provide detailed specifications of content; give 

guida nce to teachers on both th e intensity of coverage and amount of attention 

demanded by particular content or pedagogical tasks. 

According to Richards and Rodgers (1 986) the pnmary goal o f material is to 

make classroom activities as m ean ingful as poss ible by supplying the extra 

linguistic context that helps the learner to understand and there by to acquire, 

by relating classroom activities to the real world, and by fostering real 

communication among the learners (Richard s a nd Rodgers, 1986: 138-9). 

McDonough and Shaw (1£9-10) also suggest about th e need on the 

institutio ns and the specific programme for whic h the material is intended. 

Th is would include level within the educationa l system, time ava ilable, class 

SIze , physica l environment, additional resources available (cassette recorder, 

video reco rder, overhead projector, models, diagrams, c ha rts, nash ca rds, wall 

c!larts etc.). 

Brumfit (1979 ) a rgues that although textbooks can he lp teachers, many of 

them don't and that even the bes t textbooks take away initiative from teachers 

by implying that there is somewhere an 'expe rt ' who can so lve problems for the 



teacher and individual students on teacher dependence and the deskilling 

effect of course books. The answer, Brumfit suggests, lies in resource packs, 

sets of materials with advice to teacher on how to adapt and modify the 

contents (Brumfit, 1979: 30). This idea is developed by Allwright (1981), who 

demonstrates convincingly by reference to goals, content, method and guidance 

that the management of language learning is far too complex to be satisfactory 

catered for by a pre-packaged set of decisions e mbodied in teaching materials 

(Allwright 1981: 9). 

Cunningsworth (1979), Hutchinson and Torres (1 99 4), take the sa me view as 

Brumfit that a course book is a convenient aid. Their view i~ that teachers 

must use their judgment in deciding which parts of the books to u se and how 

to use them. j 

Acklam (1994: 135) claims that the needs of a specific class of learners can 

never be perfectly m et by a s ingle course book, even when the course book has 

been carefully designed to cater for the needs of learner in that context. He 

suggests supplementation which means adding som cthing new, stems 

primarily from the recognition of a deficit: it is an attempt to bridge the gaps 

between the course boo~ and the demands of a public examina tion, or a coursc 
" 

book and students needs. He recommends a number oc' ads-on (casset tes, 

workbook, reader', and so on) in the case of deficit. 

As mentioned in Acklqm (Ibid) a teacher needs to check if the re is enough 

pronunciat ion work, enough authentic li stening ma terial a nd variety, enough 

speaking a nd variety of speakin g activities. Above a ll , he/she is expected to 

identify whether there a re a good variety of freer prac tice activities. 

From all men t ioned so far, we can unders tand that a teacher is responsible for 

adapting the textbook according to the learncrs' need, inte rest, knowledgc a nd 

language skills. 
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2.5 The Role of Classroom Sitting Arrangement (Setting) 

Setting refers to the classroom arrangements specified or implied on the task, 

and it a lso requires consideration of whether the task is to be carried out 

wholly or partly out s ide the classroom (Nunan 1989: 92-93). 

In their discussion of listening tasks, Anderson and Lynch (1988:99) suggest as 

follows: 

One {lspect of the classroom listening context that is independent 

of the language input is the decision whether 10 adopt a format of 

group or individual work. The same message can be played 

either to individual listeners or to group or discussion. 

Nunan (1 985: 93) distinguishes between two different aspects of the learning 

situations. He refers to those as 'mode' and 'environment' as follows: 

Learning mode refers to whether the leaner is operating on an 

individual or group basis. If operating on an individual basis, is 

the learner self paced but teache r directed, or self directed? If the 

leamer is operating as part of a group, is the task for mostly 

whole class, small group or pair work? Environment, which is 

closely connected with mode, refers to where the learning 

actually takes place. It might be a conventional classroom in a 

language center, a community class, an industria l or occupational 

setting, a self-access learning center and so 0/1. 

Strevens (1987: 171) suggests that tasks which usc thc commul1lty as a 

resource have three particular benefits : 

• th ey provide learners with opportun ities for genuine interactions whic h 

have a real-life point to them; 

• learners can adopt commun icative role which by pass th e teac her as 

intermediary; 



• they can change the in-class role relationships between teacher and 

pupils. 

From the explanation made until now, the classroom arrangement (individual, 

pair, small group or whole class) has got its own contribution for learn ing 

speaking ski lls. The more learners work together, the better they learn 

speaking skills (Nunan 1991: 15- 16). 



CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

3.1 Design 

This is a descriptive study. Since the study is mainly concerned with describing 

what is actually being prac ticed by la nguage teachers to tea ch speaking s kill s , ( 

this method is prefe rred over others. Moreover, the researche r felt th a t it would 

ena ble him to have access to multiple in struments of gatherin g information. 

3.2 Sources of Data 

The main sources o f da ta were teac hers a nd s tud ents . Two En gli s h teac hers , 

who have simila r educational background a nd experience , we re selec ted by the 

English de partmen t head of the school. They were u sed as respondents to give 

the information needed for the study. Out of 915 students (18 sections) of 

grade 9 , 104 s tude nts (2 sec tion s) ta u ght by the selec tcd teac hers were a lso 

used to give the da ta n eeded for the research . 

3.3 Research Settings 

The s tudy was conduc ted a t Ayertena Seconda ry School, whic h is found in the 

southern suburb of Add is Ababa. The school was c hosen fo r its proximity to 

the researc her. 

3.4 Instruments of Data Collection 

The researc he r ma inly u sed tape a nd video recordi ngs because it is th rough 

these in s truments tha t the descriptive research method is better a na lyzed . To , , 
increase the relia bili ty of the data gathe red through record ings, the researche r 

used both teache rs ' and stude n ts ' inte rviews , s tude n ts' ques tionna ire, a nd 

classroom observa t io ns . 

J 



3.4.1 Tape and Video Recordings 

The tape-recordings were u sed for the study (especially for classroom 

observation a nd interview. To increase the re lia bility of the data, video­

recordings were a lso used as an alternative method of data gatherin g tool (sec 

the transcribed ta pe recorded data in the Appendix), 

3.4.2 Questionnaire 

The resea rc her contacted the school director on 16 Marc h, 20 11. Through the 

director of the school, the researcher met with the English department head and 

discussed how to conduct the research. Th e head for Englis h c hose two teachers 

who have s imilar educationa l status and experience. Th e nex t day, J 7 March , 

20 11, discussion was held with the se lected teac hers a nd s tudents of one 

section from grade 9 (55 students) for whom one of the selec ted teachers 

teahes, were made to fill 60 pilot questions , The n the students were asked to 

give comment on the questionnaire. Based on the obtained comments som e of 
.J 

the questions were revised and amended. Certain words that were difficult were 

simplified . In addition, some long sentences were made shorter. The number of 

questions was a lso lim ited to on ly fifty. In add ition , some technica l word s and 

expressions were translated in to Amharic and attached with the English 
(' 

versions (see the Appendix), But the res pondents were advised to fill on ly the 

Englis h pa rt, The rev ised a nd a m ended question s were adm ini stered to other 

two sections of grade 9 students , where similar teachers teach, a l l I April 

20 I!. From the tota l of 104 questionnaires admini stered to students 

section s (5 1 a nd 53), 101 were returncd of which 6 we re in complete. 

of both , 
\ 

So , the 

researcher d iscarded the incomplete ones and considered only 95 students in 

the a na lysis. 

3.4.3 Classroom Observation 

Classroom observation was ano ther important tool used LO gather data in the 

classroom. Twelve successive observations were made between 16 April and 25 

May 2011. The' number of observations made in a week was only two because 



the teachers teach s peaking s kills as scheduled according to th e textbook 

activities, which is ta ught once a week. All the pa rts focused in the 

questionna ire we re a lso obse rved m the class room , based on the c hecklist 

prepared (see the Appendix). 

3.4.4 Interviews 

The two teachers, whose s tudents filled the questionnaire , were interviewed 

about the ir experie nce o f teaching speaking s kill s. Five semi-structured 

questions were asked on the type of ac tivities they develop, the kind of 

ma teria ls they u se to develop ac tivities, the-tecMiques and strategies th!';.y ,u se, 

and their role in implementa tion. 

Twe lve students were a lso selected from both section s by the ir teachers, on the 

basis of their educational status (speaking performa nce- low, medium, a nd 

high). The s tudents were interviewed about th eir experience of lea rnin g 

speaking s kill s . They were a lso asked fi ve semi-structured ques tions a bou t the 

activities they usua lly do in the class room, the techniques used by the 

teachers, the kind of stra tegies they u se to develop the s kills, and the role of 

the teacher in the classroom . The selec ted students a nd the teachers were 

interviewed on 7 June, 20 11 and 8 June , 20 11 , respec tively . 

3.5 Data Organization and Analysis 

The da ta obtained through the questionnaire were orga nized under s imi lar 

category a nd a na lyzed qua ntita tively by using tabu la r method and frequency. 

The total number of studen ts tha t a n swe red the give n question under the 

corresponding colum n was ca lculated out of 95 a nd cha nged into pe rcentages 

by multiplying'i t with 100. But the data gain ed th rough interv iews, c lassroom 

observations a nd reco rdings were a nalyzed qualitatively. They were tran scribed 

a nd summarized. 



CHAPTER FOUR 

DATA ANALYSIS AND INTERPRETATION 

4.1 Students' Questionnaire 

4.1.1 Teachers' Role Implementation 

In th e following, respon dents were asked to repor t a bout th e ir teachers' ro le 

implem e ntatio n , The ir respon ses are p resen ted in t h e table below. 

Table 1: Responses of students related to teachers' role implementation 
--

Very High Average Low Very 
No Item high 

¥ 
low 

The role of the teacher in: (5) (4) (2) ( I ) 

1 arranging and organizing your grou p Fre 5 VIO 56 24 
discu ssion . % 5.26 10 .53 58.94 25.26 

--- - - -- -
2 presenting the new la nguage you Fre 15 38 42 

need to practice in speaking 
system a tical ly and meaningfully. % 15.78 40 44.2 1 

3 givin g you · chances to participate in Fre 2 14 48 3 1 
speaking activities. % 2. 1 I 14.74 50.53 32 .63 

. __ .-
4 en couragin g you to say something in Fre 12 28 38 13 

English . 
% 12.36 24.47 40 13.8 

5 giving you appropria te amount of Fre 6 10 42 37 
practice. 

% 6. 13 10.53 44.21 38.95 
6 monitoring your performance to see Fre 6 22 46 2 1 

th a t it is sati sfactory . % 6.13 23. 16 48.42 22 
7 guiding and su pervls ll1g you du ri ng Fre 6 14 46 29 

your grou p/pair d iscu ss ion . % 6.13 14 .74 48.42 30.53 

--
8 provid ing you with activities fo r free Fre 2 4 48 , 41 

expreSSIOns. 
% 2. 11 4.21 50.53 43.16 

9 teachi ng you speaking strategies. Fre 3 5 43 44 

% 3. 16 5.26 45.26 46 32 

10 advising you to use your strategies to Fre 4 6 49 38 
learn speaking. % 2. 11 6.31 5 1.58 40 

T(l 

95 
10 o 
95 

10 c 

95 

1 c . 
-
. 9" 

10 o 
95 

100 
95 
100 
95 
-_.-
1 O~ 

--
% 

1(; 
.-

95 
-,-

100 

95 

r-wo 
- '---
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From the total of 95 students who gave respon ses to the role of teachers in 

arranging and organizing group discussion, only 5 (5.26%), and 10 (10.53) 

answered 'high' and 'average', respectively. But the majority of the respondents 

46{48.42%) and 24{25 .26%) replied that the role of their teach e rs is 'low' a nd 

'very low' in the order given above. This indicates that almost three fourth of 

the respondents (75%) agreed that teachers conduct group discussions on ly 

occasionally. The classroom observation and recorded data a lso revealed that 

the teachers gave little attent ion to group work. Both o f the teachers said that 

they could not play active role here due to the fact that there was not 

conducive environment in the classrooms. They reported large class size and 

uncomfortable seats among fac tors that constrain to a rra nge a nd organIze 

group discussions. 

Concerning the fun ction of the teachers in presenting the new la n gu age items 

students need to practice in speaking, only 15(1 5.78%) of the respondents 

a nswered that the teachers play 'average' role. Howeve r, the majority of the 

s lUdents 38 (40%) and 42{44.21 %) reported that the action of the teachers, in 

this aspect, is limited to 'low' and 'very low' respectively. The classroom 

observations and both tape and video-recorded data also showed that the 

teachers introduced the language items students need for practice in a more 

traditional way mainly th rough explanation . Though, Nunan (1991: I) assigns 

the teacher in this s tage as informant, who selects the new matieral to be 

learned a nd presents in s uch away that the meaning of the new language is a s 

clear and memorable as poss ible . 

Regarding givi n g th e learners cha nces to participa te in speak ing activit ies, only 

2 (2 . 11%) and 14 (14.74 %) of the responde nts answered 'high ' and 'average' 

respectively . Bu t the majority of them 48 (50.53%) and 31 (32.63%) sa id that 

their teachers role is 'low' and 'very low' in the respective order. In addition to 

the data presented above under arranging a nd organ izin g group discussion, 

the other tools also s howed that students rarely pa rti c ipa te in different 
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activities in the classroom. From the persona l interviews da ta , s tudents said 

that only very few students take pa rt in speaking activities . The classroom 

observations a nd the recordings a lso s howed s imilar resu lts. 

As far as encouraging students to speak in English is concerned, despite the 

fac t that Kohonen et a l. (2001:40) recommended, the data showed that only 12 

(1 2.36%) of the respondents replied 'high' to the teache rs' actions to the point 

under discu ssion. The other responde n ts 28 (24 .47%), 38(40%) a nd 13( 13 -

68%), replied 'average', 'low' a nd 'very low'. As the interview data revea ls, the 

teachers a dmitted tha t they only advise studen ts to speak Engli s h e ither in the 

class or out s ide the classroom. However no teacher replied tha t h e/ she 

a pproved while the s tudents spoke or not. From the s tudents interview data it 

could be a nalyzed tha t the students were not encouraged properly to s peak 

English. One of the respondents said; " ... but she have to motiva te u s even to 

ta lk with English anywhere . She did not do tha t. " 

Asked if the students were given with appropriate a m ount of prac tice or not, 

only 6 (6.13%) of the respondents answered that the teachers play high role in 

this regard. But the other respondents 10 (10.53%). 42 (44.2%) and 37 

(38.95%) replied that their teache rs duty as this points is concerned, is limited 

to 'average ', 'low' a nd 'very low' respective ly . The classroom observa tions and 

the recorded data a lso showed that the ro le of teachers was h ighly limited to 

explaining the lesson. Th e students were hard ly observed being involved in the 

practices contrary to Nunan (1991) suggestions. He comments tha t at this 

stage it is the students who do mos t of the talking th rough practice activities 

(Nuna n 1991: I). 

The responses s tudents gave for the role of the teachers in mon itoring the 

performance of the learners is that on ly 6 (6. 13%) repli ed 'high', the others 22 

(23. 16%), 46 (48-42%) and 2 1 (22%) answered 'average ', 'low' a nd 'very low ' 

respectively . Both of the teachers a nswered that as di scussed a bove , due to 
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large class size and classroom environment, it would be difficult to monitor 

students speaking performance in a continuous manner, eventhou gh Underhill 

(1987: 27) s uggests the application of it. 

Regarding the role of teaching speaking strategies, only 8 students (3 and 5) 

replied 'high' and 'average' respec tively . But a lmost a ll the students 43 

(45 .26%) and 44 (46.32%) a n swered 'low' a nd 'very low' in the given order . The 

teachers a lso said that th ey adv ise s tuden ts to u se Engli s h but they adm ittecl 

that they rare ly teach speaking strategies. 

Generally, responses of the majori ty of s tudents a nd teachers, classroom 

observa tion s a nd recordings indicate th at the role of teachers in deve loping 

speakin g skills was found to be low. 

4.1.2. Techniques and Strategies used by the Teachers 

4 . 1.2.1. Techniques 

As it has been discussed Il1 the prevIous c hapter, besidea the general 

classroom role, teachers have s pecific fun ctions a t different stages of the 

learning process (Nunan 199 1: 1). To identify th ose specific roles (Techniques 

and Strategies), seventeen question were asked (ten for techniques, a nd seven 

for strategies). 
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Ta ble 2 : Responses of stu den ts to qu estion s related to the kind of techn iqu es 

u sed by the teachers 

Item Always Usually Sometimes Rarely Never 
No Techniques u sed : (5) (4) (3 ) (2) (1 ) 

1 Group discu ssion Fre 42 53 
% 44.2 1 55.78 

2 Dialogu es / conversation Fre 55 36 4 

-
% 57 .89 37.89 4 .2 1 

3 Question s a nd An swers Frc 85 10 

% 89.47 10.53 

· 4 Translation / in terpre tation Fre 4 I 52 2 

% 43 . 16 54 .74 2. I I 

5 Instruction Frc 33 48 14 

% 34.73 50.52 14.73 
6 Panel Discussion and Frc 16 79 

debating % 16.84 83.15 
7 Oral report Fre 2 93 

Tota: 

95 
100 

95 
---
100 

95 

100 

95 
.. 

10 0 

95 

100 
95 
100 
95 - .- . -----

% 2. II 97. 89 

8 Story tellin g Frc 35 60 

~ 36 .84 65 .23 

9 Interview Fre 95 

% 100 

10 Role play and drama Frc 4 9 1 

% 4 .2 1 95 .78 

As it can be see n from th e ta ble a bove , 42 (44. 2 1%) respond ed that the 

teachers u se d iscu ssion me thod some times . But more tha n half of the s tu dents 

(~3 or 55 .78%) an swered tha t thi s tech nique was ra re ly u sed in the ir 

cla ssroom s . The da ta fro m teachers a nd studen ts' interview a lso depicted th a t 

teachers u se question s a nd answers, d ia logu es a nd in s truc t ion s for mos t of the 

t ime. The classroom observa tio ns and record in gs a lso s howed that teachers 

u se grou p discu ssion methods very occasion a lly . From th e tota l of twelve 

s u ccessive classroom obse rvat ion s , the fir s t teacher u sed th em twice wh ile the 

other one u sed them on ly on ce . 
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Regarding dialogues / conversation~ a lmost all the students 55 (57 .89%) a nd 36 

(37 .89%) replied that it was the kind of a method teacher s used 'always' and 

usua lly ' in the order given above. Only 4(4.2 1 %) of the respondents said tha t 

they u sed it sometimes. As mentioned a bove, the data from other tools 

(classroom observations, recordings, interviews) a lso indica ted that reading 

dia logues is a domina nt technique u sed in the classroom. For example, both 

teachers used it during a ll their classroom observation sessio n s (see the 

Appendix) . From s tudents' intervicw, a ll the students sa id tha t read in g 

d ia logu es is th e mos t applied technique of learning s pea king s kill. One s tudent 

said, ' . .. most of the time we read th e dialogue one by one". 

As fa r as question s and a nswer techn ique is concerned, 85(89.47%) of thc 

respondents a n swered that teachers a lways u se the method. But the re ma in in g 

10 (10.53%) said that they 'usua lly' used it. All the other data gathering 

instruments a lso showed s imila r results. The teachers a nd students said that it 

was one of the frequen tly u sed techniqu es, together with dia logues a nd 

instru ction me thod s. The classroom observation s a lso ind ica ted th at both 

teach ers used this tec hnique d uring the entire sessions of th e vis it. 

Ca ncerning translation / interpretation , the data depicted th at 41 (43 .1 6%) and 

52 (54.74%) of the respondents, a lmos t a ll the s tudents, replied that the 

teachers u sed it 'always' a nd 'u sually' in the order given above. On ly 2(2.1 lOA,) 

of the total students a n swered 'sometimes .' From the classroom obse rvations 

and recordings , it cou ld a lso be seen tha t teac hers u sed 'Amharic' to teac h 

English s peaking s kill s. 

Asked if in struc tion was used or not, 33(34.73%), 48 (50.52%) an d 14 (14 . 73(~q 

a nswered 'always', 'usually' and 'sometimes' respective ly. The observations a nd 

th e recordings a lso s howed that it was one of the techniques frequently used in 

the classroom (see the Appendix). 
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Regarding panel discussion and debating, only 16(16.84%) of the respondents 

replied 'sometimes', but the majority of the students 79 (83.15%) reported that 

the teachers 'rarely' used them. Prom the class observations and recordings 

data, the teachers were ra rely seen using the technique mentioned above . 

Concerning oral report and role play /drama/ technique, a lmost all the 

respondents (more than 90 students) answered that the teac hers 'rarely' use it 

yet the rest 5 students (5. 13%) sta led that they 'sometimes' used them to teach 

speaking skills. 

All the students reported that teachers never used interview method to teach 

speaking skills . The other specified tools also s howed that teachers never u sed 

interview method to develop students speaking abilities. 

Generally, as revealed in the data, the majority of the students answered that 

teachers used dialogues, ques tion s and answers, instruction and translation/ 

interpretation techniques for most of their spcaking classes. This indicates that 

teachers did not consider the balanced activ ities approach recommended by 

Parrott (1993: 201) to develop the fluency of their learners. 

4.1.2.2 . Strategies 

To see the extent students agree or disagree with the strategies teache rs use to 

teach speaking skill s, seven questions were asked. Thc res po nses students 

gave are presented in the table below. 
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Table 3: Responses of students to questions related to the strategies used by 

the teachers 

Strongly Disagree undecided Agree Strongly To, 
No Item disagree agree 

The teacher: (I) (2) (3) (4) (5) 

1 helps me:discover what Fre 75 10 5 5 
ways of learning work best 

% 78.94 10.53 5.13 5.13 for me in developing 
speaking skills. 

2 experiments me with Frc 82 12 I 
different ways of using 
language (games , different % 86.31 12.63 1.05 

arrangement of words and 
etc). 

3 helps me keep on talking Fre 77 13 5 
through teaching me % 81.05 13.68 5.13 
speaking strategies such as 
using gestures. 

4 helps me find quick ways of Fre 86 7 2 
recalling what I have 
learned by using rhymes , % 90.52 7.36 2.11 

particu lar can texts and 
personal experiences . - --

5 helps me ask for error Fre 92 3 
correction. 

% 96.84 3.15 

6 encourages me to speak Fre 8 1 I I 3 
English au tside the % 85.26 11.57 3. 15 
classroom. 

7 helps me not to be so much Fre 74 12 I 8 
concerned with accuracy. % 77.89 12.63 1.05 8.42 

Asked if the teachers helped the students discover what ways of learning work 

best for them in developing speaking skill s, the majority of the students 

75(78.94%) a nd 10 (10 .53%) rep lied 'strongly disagree' and 'disagree ' 

respectively. But the remain ing 5 (5.26%) and other 5 (5.26%) a nswered 

'undecided' and 'agree ' to the question. Both teachers answered that they did 

little in teaching speaking strategies except advising them and giving tutorial 

classes for the students. 
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Regarding experimenting students with different ways of usmg la nguage, 

almost a ll the students 82 (86. 3 1%) and 12 (12 .63%) replied 'strongly disagree' 

and 'disagree' respective ly. Only one student answered 'undecided'. 

Concerning helping students keep on talking through teach ing them s peaking 

strategies, almos t a ll the students 77 (81.05%) and 13 (1 3 .68%) replied 

'strongly disagree' and 'disagree' respectively . But the rest 5(5.26%) a nswered 

'agree' to the question. Th e classroom obsel"Vation a nd recordings a lso s howed 

that the s tudents were ra rely seen u s ing different stra tegies while speaking in 

English. A part from video recording, a student s ta rted te lling a story in 

English and gave up in the middle while s he was trying to look for the right 

word to express the incident s he was te lling about. She could have u sed body 

motions like gestures or synonymous words, in stead, to express the meaning. 

As far as helping s tudents ask for error correc tion is concerned, a lmost a ll the 

respondents 92(96.84%) s trongly disagreed with the statemen t; the res t 3 

(3 .15%) of the students a lso answered 'disagree' to the question. The classroom 

observations and the recordings a lso showed that students were not observed 

asking for error correction to either their teachers or their classma tes. The 

teachers were a lso not see n teaching their s tudents to ask for e rror correction s 

(see the Appendix). 

Concerning he lpin g students no t to be so much worried about accu racy , 74 

(77.89%) s trongly disagreed , 12 (1 2.63%) disagreed, a nd I student replied 

'undec ided'. But the rest 8 (8.42%) agreed to the statemen t. Even if Rubin a nd 

Thompson (1982: 165) recomme nd the priority of flu ency to accu racy for 

s peaking skill s development, from the classroom obse rvations a nd recordin gs 

teachers were see n giving due a tte ntion to correcting la ngu age items-gra mmar 

a nd pron unciations. Thi s a lso indicates that students did not take risk in 

speaking the la nguage lest they made fau lty pron un ciat ion or gram mar e rror. 
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4 . 1.3. Activities Developed by Teachers 

To see wha t kind s of activitie s a re given to the students , 10 q u estions were 

a sked a nd t he r esponses a re presented in the ta ble be low . 

Table 4: Responses given by the students on the kind of activities they 

perform to learn speaking skills 

No Que stion s Always Us ua lly Sometimes Rarely Never 
How oft en do y ou do: II ) (2) (3) (4) (5) 

I Info rmation ga p activities such as Pre 12 55 28 
sha ring ideas wil h e ach other? 

'X. 12. 63 57. 89 29. 47 

2 pro b lem solvin g activities Fre 5 35 55 
(pu zzles)? 'Vo. 5.26 36.84 37.89 

3 role play activi ties (taking the role Pre 3 68 24 
of o thers and a cting)? IX, 3. 16 7 1.57 25 .26 

4 group di scuss ions? Pre 18 77 

Total 

95 

100 ._-
95 
100 
95 
100 
95 -- -----~ . - -

% 18.94 8 1.05 

5 project based a ctiv ities (pe rforming Fre 10 85 
certain ta sks to lea rn speakin g)? % 10. 53 89. 47 

6 pre p ared monologues (in which Pre 15 73 7 
eac h of you is asked to prepare to 
talk abo ut a hobby 0 ' · personal 
inte rest for two or th ree minutes)? 'X, 15. 78 76.04 7.36 

7 drill s (d ialogu es) in w hich one Frc 42 48 5 
person ask s a question and % 44.2 1 50. 52 5.26 
ano ther g ives an an s wer? 

8 opinion ga p a Cti Vities, wh ich I'rc 5 90 
invc lvc identify ing a nd a n iculatin g % 5.26 94.73 
personal feelin g or a ltitude? 

9 reasonin g gap activities 111 which Pre 12 24 59 
you give reason s? % 12. 63 25.26 62.10 

10 activities or picture stories? FI'c 16 79 

% 16.84 83 . 15 

As can be seen fro m the ta ble above, the majority of the students stated tha t 

in formation gap ac tivities were ra rely done in the class room. Th e class room 

observa tion data a lso s h owed tha t teache rs ha rdly used s u ch kin ds of 

ac tivi t ies. T he r eco rd ings a lso revea led s imi la r da ta. 

Regard ing problem solving , ro le pl ay, project ba sed, o pinio n a nd reaso n ing gap 

ac tiviti e s, t he m ajo ri ty of t he s tuden ts rep lied th at the tea c h e rs di d not usc fo r 

most o f th e t ime . The data from class observat io ns , th e recordi ngs a nd 
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interviews also indica ted tha t teachers ra rely u sed them to deve lop s tudents 

s IJeaking skills. 

Almos t all the s tudents a n swered tha t dia logues were the kind of ac tivities 

most done in the classroom. Few s tudents replied tha t activities of picture 

s tories were also som etime s done to teach speaking skill s . 

Ge nera lly , the da ta s howed tha t teac hers we re not u s ing the ac tivities which 

ena ble s tudents to learn s peakin g s kill s active ly . Howeve r , Pa rrott (1 993) 

reco mmends tha t teache rs need to u se activities whic h deve lop s tudents ' 

s peaking skills, especia lly for th e m ean s of real communica tion. 

4.1.4 Students' Role Implementation 

To see how often s tuden ts imple m en t their roles to lea rn s pea kin g s kill s, 10 

questions were asked a nd the responses a re presented in the ta ble be low. 
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Table 5: Responses given by the students to questions on their role 

implementation 

No Items Always Us ually Sometimes Rarely Never Total 
(51 (41 (31 (21 (ll 

1 I speak English ou t - Fre 12 16 24 43 0 / 95 
side the classroom. % 12.63 16.84 25.26 45.26 a -' 100 

2 I ask my teach er for Fre 12 13 22 41 7 95 
clarifica tion when I % 12.63 13.68 23. 16 43. 16 7.37 100 
don't understand what 
he l she says. 

3 I participate in pair a nd Fre 5 12 16 45 17 95 
gro u p work. % 5.26 12.36 16.84 47.37 17.89 100 

4 I as k my teac h er o r Pre 6 7 12 35 35 95 
class-mates for % 6.3 1 7.37 12.63 36.84 36 .84 100 
correction of errors in 
my speaking. 

5 I listen to the Fre 5 13 18 44 15 ~5 

discussion and re port % 5.26 13.68 18.95 46.32 15.79 lOa 
bac k to the class. 

6 I try to correct myself Fre 9 18 26 3 1 I I 95 
when I feel that I a m % 9.47 18.95 27.37 32 .63 11.58 lOa 
not u sing the correct 
form while speaking. 

7 I plan my way of Fre 4 6 12 38 35 95 
developing speaking % 4. 2 1 6 .3 1 12.63 40 36.84 100 
skill s. 

8 When I can 't think of Pre 5 15 28 47 0 / 95 
the word while 
speaking in English I 

% 5.26 15.78 29.47 49.47 0 / 100 tend to use physical 
motions such us 
gesture to indicate the 
meaning 

9 I talk and share ideas Fre 0 / 2 3 52 38 95 
abou t language % 0 -' 2 . II 3 .1 6 54 .74 40 lOa 
lea rning problems a nd 
effec tive speaking 
strategies vlith my 
teac her and c lassmates 

10 I eva luate my Pre 4 10 169 28 37 95 
\:veaknesses and % 4 .2 1 10.53 16.84 24.47 38.95 100 
strengths in speak ing 
English 

In the first question , s tudents were as ked if th ey speak Engli sh outside the 

classroom. The majori ty of the respondents 4 3 (45.26%) answered that they 

rarely sp eak English outside the classroom . Bu t 24 (25.26%), 16 (1 6.48%) and 

12 (1 2.63%) answered 'sometimes', 'usua lly', and 'always' re spectively. The 
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students' interview showed that students did not u se Englis h outside their 

classrooms. One of the respondents said that he did not u se English outside 

his classroom due to the fac t that there was not exposure to u se the la nguage. 

He said: 

I do not speak English outside school. We speak in Amharic with 

friends in our village. And ... my parents are not s pea king Engli s h, 

so, ... so ... no. 

But Nunan (1 991 ) s uggests that teachers need to provide activ ities to s tuden ts 

which e nable them to use the la nguage outside the classroom. In our context, 

students could be sent to la ngu age centers or in te rn et cafes to do some 

activities a nd come back with a report to the classroom . The other possibility is 

students would be sent to English television or rad io programs so that they can 

interview some officials. The result of the in te rview could also be reported back 

to their classrooms . 

Rega rding the second question, 7 (7.37%) of the respo ndents answered tha t 

they n ever ask for clarification when they don't understand what the teachers 

say. However , the majority of the respondents, 41 (43. 16%) re plied that they 

ra rely use this strategy. 2 1 (23 .16%), 13 (1 3 .68%) and 12 (1 2.63%) of them 

stated that they u se this strategy sometimes, u s u a lly, a nd always respectively. 

From the d a ta gained through the classroom observation, record ings a nd 

interviews, it could be see n that students rarely ask questions fo r clarifications. 

Regarding pa rticipation III pair a nd group work, only 5 (5.26%) of the 

respondents a n swered that they a lways u se such strategy. 12 (12.63%) of them 

replied that they usually use thi s strategy a nd 16 (1 6 .84%) stated that they 

sometimes do it. Howeve r , the majority of the responde n ts 45 (4 7.37%) said 

that they ra rely participate in pair/group work. The rest 17 (1 7.89%) reported 

that they n ever participate. The classroom observation, the recordings and th e 

interviews a lso showed that students hardly work in pa irs or groups. 
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As far as the fourth question IS concerned , only 6 (6.31 %) of the total 

respondents answered that they always ask their teachers or classma tes for 

correction of e rrors in their speaking. The other 7 (7.37%) replied that they 

usually use this strategy while 12 (12. 63%) of them stated that they sometimes 

use it. Howeve r , the majority of the s tudents (70%) answered that they almost 

did not ask their teachers or classmates for correction of e rrors . 

Concerning the fifth question , only 5 (5 .26%) a nd 13 (l 3.6S%) of th e 

respondents chose 'always' and 'usually ' respective ly . IS (IS.95%) of them 

cbose 'some times '. However, the majority of the respondents 44 (46 .32%) said 

that they rarely re port the resu lt of the discussion to the class. The rest 15 

(15.79%) reported that they never play such a role. The observations a nd the 

recordings a lso s howed tha t s tudents did not report their discuss ion results to 

the class. 

Asked if students try to correct themselves while speaking, only 9 (9.47%) 

replied they always u se this stra tegy . IS (I S.95%) of the respondents answered 

that they usually use it whereas 26 (2 7 .73%) said that they som etimes do it. 

But 31 (32 .63%) replied 'rarely' and 11 (11.5S%) said 'never'. 

Concerning the seventh quest ion, only 4 (4.21 %) of the respondents answered 

that they always plan their way of developing s pea king s kill s. 6 (6 .31 %) and 12 

(12.63%) replied that they pla n 'us ua lly' and 'sometimes' respectively. But 38 

(40%) of them stated tha t th ey rarely plan their way of developing spea ki ng 

skills while 35 (36.48%) re ported that they never plan in such a way. 

As ked the eighth question, only 5 (5.26%) of the tota l respondents a nswered 

that they a lways tend to use physical motions such as gesture to indicate the 

meaning when th ey can't think of the word wh ile. speaking in English. 15 

(1 5.78%), of them said tha t they usually u se such kind o f strategy whereas 28 

(29.47%) replied that they sometimes use it. However , the majority of the 
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respondents 47 (49.47%) answered that they rarely use physical motions to 

indicate the meaning of the word they can't think of. 

As the table indicates, only few students 2 (2.11%) and 3 (3.16%) of the 

respondents answered that they talk and share ideas about language learning 

problems and effective language learning strategies with their teachers and 

friends. But almost all the students (90) that they did not play this role to 

learn speaking skills. 

Regarding the last question, only 4 (4.21%) said that they always evaluate their 

weaknesses and strengths in speaking English and 10 (10.53%) of the 

respondents answered that they usually evaluate themselves whereas 16 

(16.84%) replied that they sometimes use this strategy. But the other 

respondents 28 (29.47%) and 37 (38.95%) answered 'rarely' and 'never' 

respectively. 

Generally, even though language scholars (Wenden, 1991; Cotterall and 

Crabbe, 1999; Scharle and Szabo, 2000; Hedge, 2000; and Dickinson, 1995) 

have nicely suggested that students should work autonomously in order to 

learn speaking skills, it could be observed from the analysis made so far that 

students' effort was very limited that they do little to learn by their own. 

4.1.5 Teaching Materials used by the Students 

To identify the kind of materials students use to learn speaking skills, both 

closed and open-ended questions were a sked. The responses given by the 

students are presented in the table below. 
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Table 6: Students response to questions on the kind of materials they use 

No Item Yes No Total 

1 Are there supplementary materia ls 111 the Pre 4 91 95 

classroom that help you learn Englis h % 4 .2 1 95.79 100 

(audio-video materials)? 

2 Do you learn speaking s kills by u S1l1g Pre 7 88 95 

teacher-made teaching a id s (charts, % 7.37 92.63 100 

diagra m s , models, maps a nd e tc)? 

3 Do you use any or the a bove mentioned Pre 2 93 95 

materials at your own home to learn % 2. 11 97 .89 100 

speaking s kills? 

As can be seen rrom the ta ble a bove , nearly a ll the students a nswered that they 

d id not use any supplementary m aterials in their classrooms. The classroom 

observation s, recordings and the interviews a lso showed that s tudents did not 

u se supplemen tary materials. However , Ackla m (1 994) recommeds the use or 

supplem entary ma teria ls /audio-video/ to compensate ror a ny deficit as ra r as 

teaching s peaking is concerned . 

The majori ty or the students (92.6%) answered that they a lso did not use any 

teacher-made materials (pictures, diagra m s, models, charts , tables) to learn 

speaking. Th e other too ls (observations and record ings) a lso showed that 

teachers did not use a ny teaching a ids to supplement their lessons. 

Al most a ll th e studen ts (97%) re plied tha t they also do not u se a udio-video 

materia ls or a ny other supplementary material s to lea rn speaking s kill s a t their 

own homes. The students' inte rview data a lso indicated that they did not u se 

a ny supple m entary materia ls at their living a reas (see the Appe ndix). 
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4.2 The Analysis of Classroom Observations 

4.2.1 The Role of Teachers in Teaching Speaking Skills 

To see if the teachers play their role effectively in teaching speaking s kills, a checklist was prepared a n d u sed 

during the classroom observations as follows. 

Table 7: Checklist for Identifying the Role of Teachers 

Teacher 1 Teacher ·2 

r:--- Day Day 
No Ducs tile teacher: O ne Two Three Four Five S ix One Two Three Four Five 

Yes No Yes No Yes No Yes No Yes No Yes No Yes I No Yes No Yes No Yes No Yes 
I arrange nnd o rganize the - ./ ./ ./ ./ ./ ./ 1./ ./ ./ ./ 

group discussion? 
2 pn.':SC I11 lhl.! new language ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ 

students need fo r practice 
sys temat ically and 
mea n ingfu 1I \"? 

3 give students chances to ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ 

participate in spea king? 
4 encou rage the students to ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ 

spea k in English? 
5 give appropriate amount ./ ./ ./ ./ ./ .,.. .,.. ./ ./ ./ 

of practice for students? 
6 monitor their perfo rma n ce ./ ./ ./ ./ ./ ./ ./ ./ ./ .,.. 

to sec Lh3 t it is ~ 

satisfactory? 
7 guide a nd supervise th e ./ ./ ./ ./ ./ ./ 

1./ 
./ ./ ./ 

students during their ,., 

group / pair discussion? I 

8 provide (he students wi th ./ ./ .,.. ./ ./ ./ ./ ./ ./ ./ 

activities for rree 
e xpressions? 

9 teach students speak ing ./ .,- ./ ./ 1./ ./ ./ ./ ./ ./ 

stra tcgics? L:-
ID advise tht.:m to usc their 

J 
' ./ , ./ .,.. ./ ./ ./ ./ ./ ./ ./ 

strategies to learn '-..... 
speaking, especially 

L- _(2.ut~id(' li2{' c ln ssroom? 
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As mentioned in the third cha pter of this paper, twelve successIve classroom 

observations (six for each section) were made to see ·the classroom practice of 

teaching speaking skills . The observations were made according to the 

checklist prepared for this purpose as shown above. 

The checklist was used and filled for all of the six days separately for both 

classes of study. But the fin a l data were presented as depicted above. As can 

be seen from the c hecklist, both teachers were presenting the lesson s 

traditiona lly, mainly through cxplanation, for a ll of the observation days. They 

were not seen selecting the new material to be learned (expressing certainty 

and uncerta inty, asking for and giving opinion comma nds a nd requests, a nd 

telling stories) through supplementation a nd modification based on what is 

g:ven in the textbook. Even though many writers (Richa rds and Rodge rs, 1986; 

McDonough _ and Shaw , 1993; Brumflt, 1979; Cunningswroth, 1979; 

Hutchinson and Torres , 1994; Acklam , 1994) te ll us to supplement lesson s 

with teaching aids ava ila ble (cassettes, radio , DVD, CDs and other teacher 

made mate rials su ch as charts, ta bles , diagrams a nd models), both teachers 

did not u se them in presenting.the lesson. Additionally, both of them were not 
_.i~ 

seen presenting a nd managing the lesson by u sing a ppropriate time. They 

spent much of the time presenting the lesson, as m entioned above, mainly 

through explanation. 

Moreover , the teachers were not see n giving each of th e perform e rs a c ha nce to 

participate in speaking the la nguage under practice. Even though this is partly 

due to la rge class s ize, the teac hers we re repeated ly see n giving some chances 

on ly to high achievers 111 the c lass. Both of th em were not seen uSll1g 

monitoring mechanism to see that the performance of the learners is 

satisfactory. The main activities done in the class were seen to be read ing 

dialogues, asking and a n swerin g questions. Though very few studen ts tried to 

tell some stories to their c lass, litLie was done in givin g feedback to their errors 

a nd mistakes. 
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The data from other tools (both teachers' and students' intelView, the recordings). also 

showed that teachers role in developing speaking skills was found to be low. As 

mentioned in the preceding pages of this paper (34-37). teachers were rarely seen in 

organizing group work, supervising and managing the activities, ch ecking students 

speaking performance, and giving activities fo r free expressions. 
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4.2.2 The Role of Teachers in using Teaching Techniques 

Table 8: The Checklist for Identifying Techniques used by Teachers 

1;, 

I Teacher 1 Teacher -2 

e 

1 ' 

I Day D ay 

No Are the following One Two Three Four Five Six One Two Three Four Five S ix 

techniques used? Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No •. 
1 group discussions ./././ ./ ./.,1 ,/./ i ./ ./,/./ 
2 dialogues /conversations./ ./ ./ ./ 1 ./ ./ I ./ ./ I ./ ./ ... ./ 

-- ---I~--
3 questions and a n swers ./ ./ ./ ./ ./ ./ ./ I ./ i " 1 '/ ./ ./ 
4 translations ./ 1 ./ ./ ./././././ I I ,/ ,/ ./ ./ 

Is 
/ intcrprclatio ns I I , i-l 

5 d~balin~ / panci ! . 1./ ./ I ./ ./ ./ ./ ,/ "-l ,/ ,/ ,/ " 
diSCUSSion I, 1 I 1 

I I, I -+-,---+--+-;--1 
.6 inst ructions ./ i ./ i ./ I ./ ./././ ! -' ./ 1'/- ./ 
7 oral rcport ,1 ./ . ./ I ./ ! ./ ./ ,/ ! ,/ I -' l ! -' -' -' ./ 

i-;,--+' - I I 1- I I . I -----;-cr--tl-+--t-J~---+-J -1--+-,-----1 
i (\ I SLOJ""V telling I 1 ./ ! ./ 1./ I I ./ 1./ ./ i' " -' il ./ ,/./..1 

I 
J . I 1 I I! I _ 

<; ! inte rview I I -' i ./ I i -' ! " ./ ./ i ./ -' _1 I .,- ,/ ____ ! ./ ./ 
I 10 rv lc play and drama I I -' 'I , ./ i ./ , ./ ,/ " 1 ./ ./,/ il ./ " 

"I 1 I ~' ---+---t---+---t---+---t---+--~ 
L~ I I o thers I i . J ____ ~~ ____ ~ _ _'_ __ -'--__ -'-__ _'___ 
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4.~.3 The Role of Teachers in Using Teaching Strategies 

Table 9: The Checklist for Identifying Strategies used by Teachers 

Teacher 1 Teache r-2 
Day Dav 

No Item s One Two Three Four Five Six One Two Three Fou r Five Six 
Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

1 helping s tudents discover ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ / ,/ 

what ways of learning 
work bes t for them in 
deve loping s peaking skills . 

. 
2 experimenting them with ,/ ,/ ,/ ,/ ,/ / ,/ / / / / ,/ 

differen t way s o f u s in g 
language (gam es, d ifferent 
a rra ngemen t of words a nd 
etc). . 

3 he lpin g th em keep on ,/ ,/ ,/ ,/ ,/ ,/ ,/ / / ,/ ,/ ,/ 

ta lking th rough tcach ing 
them spea king strategies 
s u ch as u s ing gestu res. -- '"7-4 helping th em ask for error ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ / 

corrections. --
encou raging 1,/ ,/ ,/ ,/ ,/ / / 

1/ 
,/ / ,/ 5 the m to "' 

spea k Engli s h ou ts ide the 
classroom . 

6 helping them not to be so ,/ ,/ ,/ ,/ ,/ / ,/ / ,/ ,/ ,/ ,/ 

mu ch concerned with 
accu racy I 

7 oth ers I 
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Regarding the strategies teachers used to develop speaking ability of the 

students, they were rarely seen to help learners discover what ways of learning 

work best for them. No one was observed helping learners find quick ways of 

recalling what they have learned, for example, through experiences and 

personal memories . Above all, even though scholars urge the application of 

strategies to help learners ask for error correction and help them t9 learn from 

the error they make (Rubin and Thompson, 1982, Hall, 1997; Lessard ­

Clouston, 1997), no teacher was seen helping his/ her learners. 

The data from students' interview and recordings also showed that teachers 

were not using effective strategies such as using gestures and others to teach 

speaking skills. They were not seen teaching speaking strategies which help 
/ 

students guess the meaning of new vocabularies in their day to day speech. 

However, Rubin and Thompson (1982) suggest that teachers should teach their 

students speaking strategies which enable them to use the language in the real 

life communications. 

Generally, both teachers were observed not using effective teaching strategies 

which help the learners develop speaking skills. 
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4.2.4 ActiJities Done in the Classi:oom 

To identify the kind of activities done in the classroom , the followin g checklist was used. 

Table 10: Checklist for Identifying Activities Developed by Teachers 

Teacher 1 

Day 

.0 

Teacher-2 

Day 

Are th e following One Two Three Four Five Six One Two Three Four 

activi ties done in the Ves No Ves No Ves No Ves No Ve s No Ves No Ves No Ves No Yes No Ves 

classroom? 

informa tio n gap activities? ,( ,( ,( ,( ,( ,( ,( ,( ,( 

problem solving activities ,( ,( ,( ,( ,( ,( ,( ,( ,( 

(puzzles) 

role play activities ./ ./ ,( ,( ,( ,( ,( ./ ./ 

grou p discussions ./ ,( ./ ./ ./ ,( ./ ,( ./ ./ 

project based activities ,( ,( ,( ,( ,( ,( ./ ,( ./ 

prepared monologue ./ ,( ,( ,( ,( ,( ./ ./ ../ 

dialogues ,( ,( ,( ,( ,( ,( ,( ./ ./ ./ 

questions and answers ,( ,( ,( ,( ,( ,( ./ ./ ,( ./ 

opinion gap activities ,( ,( ,( ,( ,( ,( ,( ,( ./ 

reasoning gap activ itie s ./ ./ ,( ./ ./ ./ ./ ./ ./ 

picture stories jte lling ,( ,( ,( ,( ,( ,( ,( ,( ,( ,( 

stories I 
others ((if any) I I I 
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No Yes No Yes No 

,( ,( ,( 

,( ./ ,( 

,( 0/ ,( 

./ ./ 

./ ./ ,( 

,( ../ ,( 

./ ./ 

./ ./ 

./ ./ ,( 

../ ../ ../ 
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The first week (from 16 April , 2011 to 20 April, 2011), the students from both 

classes were working on the ninth unit, under the topic-"The donkey's Ta il" . 

The firs t teache r made hi s students decide the best order of the pictures 

individually. Then he to ld them to write the paragraph based on the order they 

put . Pinally, some studen ts read the paragra phs to the class. In thi s class, no 

group discussion or pair work was seen to be done by the s tudents . But the 

teacher of the othe r section made his learners discuss in groups to decide the 

n ght order of the pictures. Then he told them to write the pa ragraphs based on 

the order they put through the discu ssions. At the end, the students read the 

pa ra gra phs to the class. Pinally two of them told the story to the class. 

The second week (from 23 April, 2011 to 27 April, 2 011), the students were 

working on the tenth unit, under the topic - "asking for and giving an opinion". 

The first class teacher made the s tudents read a note on page 203 a nd 204 

individually. The learners were then asked to a nswer the questions orally about 

their environmen t. Then the teacher read a short passage about urba n water 

s upply. The students listened to the passage a nd a n swe red the questions 

individually. But the second class teacher ma de his learners work in s ma ll 

groups, and then they a nswered the question s orally. 

The third week (from 1 May, 20 11 to 4 May, 20 11), the students from both 

sections worked on the eleven th unit under the topic "practici ng dialogues a nd 

telling stories." The students of both classes were mainly readin g out the given 

conversation s. But some s tudents were given chances to tell a story to the 

class. 

In the fourth week (from 7 May, 201 1 to 11 May, 20]1), the s tude nts \\-ere 

working on the twelfth unit, under the topic 'sayin g you a re s ure or not sure', 

The students from both classes were made to study the give n dialogues. The 

students were asked to read the dia logue in turns. Then some s tudents read 

the dialogue. Next to this, the students were to ld to work in groups of three to 
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act out the dialogue by taking turns. Finally, they were given home work to 

complete the dialogue (on page 240) with suitable expression s (See the 

Appendix) . 

The fifth week (from 14 May, 20 11 to 18 May, 2011), the teacher of the first 

class started the lesson by giving a n swers to the homework. The students we re 

asked to tell their a n swers. Then the teacher to ld his learn ers to work under 

the topic 'telling a story '. The s tudents were asked to put the pic tures in the 

correct order in groups of four. The students were discussing in Amha ric a nd 

they we re wri ting the order of the pictures in the ir exercise books . The second 

teacher a lso started the daily les son with giving answers to the homework. 

After that he explained about the new topic 'te lling a s tory'. He a lso made the 

students put the pictures on page 240 in the correct order by working in pairs. 

Here, a lmost all the students were using Amharic in their pair discussion .~t 
the end, the students were asked to tell their a n swers to the teac her. Their 

a n swer s were only telling the name of the letters which come first, next, and 

last according to their order in the picture. Generally, even though the topic 

was telling a story, the students from both classes were not seen telling their 

own stories to their groups or the class , except one student from the firs t 

section, who told a nice story to his cla ss . They were rather obse rved writing 

the order of the picture a nd discussing in Amharic (see the Append ix). 

The s ixth week (from 2 1 May, 20 11 to 25 May, 20 ll), the s tud e nts were 

working on the fourtee nth unit , unde r the topic 'Talking about Days a nd 

Da tes'. In both classes, they were made to read out the given d ia logu es in 

pairs . Then they were to ld to ta ke the rol es . Next, the students were told to ask 

their pa rtn er's birth day , m emorab le day, etc. Fina lly, they were m ade to write 

d ia logu es on the topic of te ll ing da tes a nd prac tice th e m. 

From the d a ta presented so fa r, o ne ca n u nderstand tha t the s tuden ts were 

observed reading the given d ialogues, acti ng out the dialogu es, di scussin g in 
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their native la nguage, writing the dialogues and answering the questions orally. 

They were sometimes observed te lling stories to the class. 

Even though different language experts (Parrott et a L) suggest th e usmg of 

communicative approach for developing speaking skills, the teachers tended to 

rely on the textbook activities which are more of traditional-questions a nd 

answers, dialogues /conservations, completing the dialogues (see the 

tra nscribed tape recorded data in the Appendix). 

No teacher was observed usmg the act ivities developed based on the 

communicative approach such as information gap, reasoning gap, opinion gap, 

problem solving, role plays, communication strategies activities, puzzles and 

problems, guessing activities, proj ect based activities and prepared 

monologues. 
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4.2.5 Students Role 

To identify the ro le s tudents play in their classroom s, the effort they make to learn speaking skills, the 

following checklis t was used . 

Table 11: Checklist for Identifying the Role of Students 

Teacher 1 Teacher-2 
Day Dav 

Do students do the One Two Three Four Five Six One Two Th ree Four Five Six 
following? Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes -
ask for clari fication? ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ .' ,/ 

participate "in pair and ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ 

.group d iscu ssions? 
ask th ei r teacher or ,/ ,/ ,/ ,/ ,/ ,/ ,/ ./ ./ ./ ./ 

classmates for correction 
of errors? 
listen to the discussion ,/ ,/ ,/ ./ ,/ ./ ./ ./ ,/ ./ ./ 

and report back the --to 
class? 
try to correct them selves? ,/ ,/ ,/ ,/ ,/ ,/ ./ ,/ ./ ./ ./ 

use physical mo tions to ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ,/ ./ ,/ 

indicate the meaning? 
talk and share ideas ,/ ,/ ,/ ,/ ,/ ,/ ,/ ./ ,/ ./ ,/ 

about language problems 
and effective speak ing 
strategies with the ir 
teach er and classmates? 
participate in ro le / play ,/ ./ ./ ./ ,/ ./ ,/ ./ .' ./ ,/ 

drama /panel d iscussion! 
interview o r o ral reporting 
or p resentation? 
others L 
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Rubin and Thompson (1982) recommend that students need to use different 

strategies to develop speaking skills. However, the students were observed to 

be almost passive. They were rarely seen asking and answering questions. They 

were hardly observed taking active participation in the pair/group work. It 

could be seen that they showed little individual effort and interest toward the 

existing work/activities. Almost no students were observed reporting the result 

of their discussion to the class. The learners were observed using a limited 

number of strategies to learn speaking. None of the students asked for error 

correction and help. Moreover, no one was observed using different styles of 

speech . This indicates that the students were also making less effort to learn 

speaking skills. The recordings also showed similar results that students did 

little in taking responsibility for their own learning. 
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4 .2.6 Materials used by the Teachers 

To identify the materia ls teacher s use to supplemen t th eir lessons in the classroom , the following checklist 

was used. 

Table 12: The Checklist for Identifying the Materials Used 

Teacher 1 Teacher-2 

Day Day 

Are these materials used? One Two Three Four Five Six One Two Three Four Five Six 

Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No I Yes No Yes No Yes No Yes 

text book ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ ./ 

supplementary hooks ./ ./ ./ .' ./ ./ ./ ./ ./ ./ ./ 

television ./ ./ ./ ./ ./ ./ ./ ./ ./ .' ./ 

tape- recorder 1 ./ ./ ./ ./ ./ I ./ ./ ./ ./ ./ ./ 

1 
CDS,DVD ./ ./ ./ .' ./ ./ .' .' .' .' ./ 

cha rts. maps, diagrams. ./ ./ .' ./ ./ ./ ./ .' ./ ./ ./ 

mod els I .1-
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Language teachers are expected to u se different materia ls such as audio-visual 

(television, DVD, CD-ROM, ta pe recorder, radio cassette player), teacher-made 

or ready m ade teaching aids (pic tures, models, diagra m s, cha rts , ta bles, maps 

flash cards, e tc. ), to supplement the lesson s (activities designed in the 

textbook (Brumfit, 1979; Allwright, 198 1). 

However, as can be seen from the checkli st a bove, no teacher was found using 

af1Y one of the a bove mentioned m aterials except the textbooks. This indicates 

tha t they were not playing active role in prepa ring, adapting or modifying 

ma teria ls to develop their learn ers' speaki ng skills . The data from interviews 

a nd recordings a lso s howed that teachers u sed only textbooks to teach 

speaking skills. 
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4.2.7 Classroom' Organization! ArrangelLent 

To observe the classroom organization / arrangement, the following checklist was used. 

Table 13: The Checklist for Identifying Classroom Organization 

o 

Teacher 1 Teacher -2 

Day Day 

Item One Two Three Four Five Six One Two Three Four 

Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes 

Whul<.: cia ss sitting " " " " " " " " " " 
arra ngement 

Puir work ::;itling " " " " ./ ./ ./ I " ./ ./ 

arrangemen t I 
Group work sitting ./ ./ ./ ./ ./ ./ ./ " 1./ 

./ 

arrangemen t 
-- - -
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Different scholars suggest that classroom organization should be convenient to 

teach speaking skiIls in a more attractive way. Nunan (1989) identifies four 

different ways in which the class is organized. These are individual basis, pair 

work, group work and whole class. 

As regards classroom organization, the whole class method was observed to be 

the dominant one for the entire sessions of the visits. Teachers rarely used 

pair / group work. Except questions and answers, no other m eans of individua l 

efforts (such as monologues, oral report and etc) we re see n during the 

classroom observations. 

The nature of the seating (the desks which are not movable) and the size of the 

class (51 and 53 students) were also found to be unfavorable to teach s peaking 

skiIls in a desired way (in pairs and group work). The interviews also indicated 

that teachers mostly used whole class s itting a rrange ment due to unfavorable 

class environment. 

Generally, the classroom observation data also showed that teachers were not 

playing active role in using speaking skiIls teaching techniques and strategies. 

It also indicated that supplementary materials were n ot used throughout the 

oJservation sessions. Lastly the data revealed that there was not convenient 

sitting arrangement to conduc t group discussions. Consequently, it could be 

observed that students have poor speaking performance .• 

4.3 The Analysis of Recordings 

The recordings were made by the professional camera man. The classroom 

practice and the interviews were recorded both with tape a nd video camera. 

Because the recordings show the classroom practice at any time the researcher 

needed, it was used as the main important tool for gath ering data of this study. 

The classroom recordings (both video and tape recordings) show s imilar results 
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with the classroom observations stated in the previous section. But the video 

recordings revealed the facts which could not be seen during classroom 

observations. As the da ta shows , some students were doing private work 

during group work (playing games on their ce ll phones , studying or read ing 

other subjects, doing their homework) . The data a lso s howed that some 

students lacked interest so tha t they did not pay attention to their teacher or 

classmates. The other resu lt tha t could be observed from the vid eo recordings 

was that the stud ents were less experie nced in presenting or express ing their 

ideas in front of th e class. Thi s indicates that s tudents were not ta ught the 

speaking s tra tegies to develop their skills. 

As it was true for the data from the classroom observations, the tape recorded 

data a lso showed tha t both teachers presented the lessons through 

explanation. Teachers were not seen creating oppo rtunities for students to 

a pply their previous knowledge a nd experiences probably pa u s ing questions 

during the introduction time . Consequently, the studen ts did n ot get chances 

to discu ss and brainstorm their ideas to com e to th e daily lessons , being 

initiated by having awareness. The explanation session s could not give the 

learners chances to participate in speaking. For example, during the fourth day 

observation, the teacher of the firs t class, a fter explaining how to communicate 

with people to ask for ideas , he made his students read the mod e l dia logu e on 

page 238 s ile n tly. 

Students ben efit al m ost nothing from reading di a logues si lently in the 

classroom. They wou ld have bee n given as homework to read a nd understand 

the way dialogu es are made a nd what expressio ns to be used, perhaps if therc 

is a need. But this tec hnique is rath er helpfu l for teaching reading than 

speaking. 

After reading the dia logues in dependently, students were asked to read them 

out by ta king the roles of th e model conversation. Fou r stude nts read the 

dialogue turn by turn. The teacher corrected pronunciation of so me words sue h 
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as 'sure' and 'definitely' in a discouraging way (see the Appendix). Next to this 

students were asked to read the expressions written in their textbooks (about 

s;'\ying you a re sure or not sure). Finally, the teacher asked the students to act 

out the dialogue by working in groups of three. However, students were 

observed again reading the dialogue turn by turn. The teacher was seen neither 

supervISIng and guiding the students Jctivities nor monitoring their 

performance. He was standing on the stage, giving only some instructions to 

the students te lling them what to be done next. At the end, he invited some 

students to act out the dia logue in fronl of the class. But it was time to end the 

lesson so he set it as homework for the next class and ordered all the students 

to complete the blanks in the dialogue as their (see the Appendix) . From this 

discussion, one can see that students mostly participated in reading and 

writing activities even during their speaking periods. Even though Atkins et a l. 

(1996) recommed on skills integration, students gained almost nothing from 

reading and copying the dialogues repeatedly as far as learning speaking ski ll s 

is concerned. The teacher did not c reate opportunities for students to use the 

language outside the classroom as a part of homework rather than giving them 

incomplete dialogues to be completed in words or phrases . J . 

As regards the second day observation of the same teacher, he started his 

lesson by giving answers to the homework. After that, he told his students to 

work on the picture stories on page 240. He read the instruction to them and 

let them work in pairs. Howeve r, the students continued the discussion in 

Amharic. The teacher was not seen giv ing hi s students feedback on their 

discussion. He was a lso not seen initiating the s tudents to use English. The 

students were seen doing th eir pair work in this way: 

81: Which one is first? 

82: (-1;1'. t\\' (I). ) 

81: (/)/1 ... ) 

82: (Laughs .. . ) 

83 and 84: Teacher, ..... ~\t.\71]·}9":: 
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T: Put the order a nd tell about the story to your friend, to each other. 

Ok? 

Then the teacher immediately invited the students to tell the story to the class 

without giving any help to students to practice and discuss in their groups. But 

no student was ready to tell the story to the class in such a way. What the 

teacher did next was that he set the activity as homework and invited the 
,J 

students to te ll their own stories to the class. Even though one of the students 

told a story to the class in a very beautiful manner, the othe r students could 

not get cha nces to tell their stories s imila rly due to the fact that the teacher did 

not u se his time properly. Fina lly, the teacher was not observed giving chances 

to students to present their dialogue in front of the class. This indicates that 

the teacher was not well pre pared-he would have identified what to be done 

and when it would be done. 

Generally, similar classroom practices were observed during the remaining four 

days' visit. The teacher was not ready enough in presenting the lesson. He was 

a lso not seen using effective techniques and strategies, being aided with 

supplementary materials. He was using whole class sitting arrangement almost 

a ll the time so the students did little in groups or in pairs . His ro le in 

developing communicative activities a nd presenting these to his students in a 

n.eaningful and memorable way was found to be very low. 

Concerning the other teacher's classroom observations, he was a lso presenting 

the language ma terials (contents) to be learned through explanation. For 

example, during the first day he was explaining how La express 'cer tainLy ' a nd 

'uncertainty'. He took much time by explainin g the concept without givi ng 

chances LO students to partic ipate in speaking. Then he made the students 

read the dialogue silently. After that students were given another dia logue to 

read and work in groups of three. But the s tudents continued on ly readin g the 

dialogue turn by turn, which was similar to the first class. No group discu ssion 

was done in English; the students rather discussed in Amharic. Next, he asked 
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some students to act ou t the dia logue in front of the class . But no one 

volunteered to do tha t activity. Fina lly , the teach er gave the exercises on page 

240 (comple ting the blank dia logue) as hom ework a nd left the class (see the 

Appendix) . 

From what h as been discu ssed so far, one can unde rs ta nd that s tudents were 

not learning speaking s kill s properly. Teachers were not playing a n active role 

in presen t ing the lessons, giving appropria te practice , m a n aging the lesson, 

checking students' performa nce a nd giving ac tivities for free expressions . At the 

s a me time , studen ts we re also not pa rticipating ac tive ly in spea ki ng act ivities 

becau se they a lmost did not get opportunities to u se la ngu age in pair or group 

discu ssions. They were a lso ra rely seen being invited to report the group 

discussion or th eir own work in fron t of the class. The classroom observations, 

students ' questionna ire, and interviews a lso showed tha t s tudents ha rdly got 

ch a nces to learn speaking s trategies so they could not play their role 

effectively . 

4.4 Analysis of the Interviews 

4.4.1 Teachers' Interviews 

~- \ " 
J' 

Ta k ing the results of studen ts' questionna ire , the recordings and classroom 

observations into consideration, the research er prepared fi ve in terv iew 

question s (see the Appendix ). Th e contents of the in te rview questions a re 

classroom ac tivities, the materials u sed to develop the activit ies, students' role, 

teachers' role, a nd the techniques and s trategies used by th e teachers. 

As ked if s tudents wou ld improve their speaking s kill s fro m read ing dia logues 

a loud or com pleting the blank d ia logu es, both teachers said that it was not a 

good techn ique to develop speaking abi lit ies. But they said tha t they were 

using th ose activities on ly to cover the con ten ts programmed in thei r annual 

lesson p la n s. Almost all the students also said that such activities could n/ 

develop the ir speaking ski ll s no maLLer how many times they did them. 
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For the question asked to know the reason why students did not participate in 

speaking activities such as pair jgroup discussions, interview, role play 

j drama, oral report and panel discussions, one of the teachers said that he did 

not have enough t ime to use such activi ties in addition to the activities 

designed in the textbook. But the other teacher replied that students did not 

have in terest to be involved in those activ ities. 

Even though Thanasoulas (2007) recommend that s tudents interest can be 

increased by developing learners attitudes, motivation and self esteem, the da ta 

indicated that teachers were heard complaining that students were not 

interested in learning speaking skills (see the appendix) . 

Concerning why teachers did not use supplementary materia ls with their 

textbooks, both teachers complained that the school did n ot supply the 

teaching a id s. Even though they believed the importance of supplementation, 

the teachers sa id that they were obliged to use only the textbook activit.i es 

though Acklam (1 994) claims that the needs of a specific class of learners can 

never be perfectly met by a single course book, even wh en the course book has 

been designed to cater for the need of learner in that context. 

The students questionnaire, classroom observations and the recordings a lso 

showed that the teachers did not u se supplementary m aterial s to develop 

students speaking s kill s. 

As regards initiating s tudents to speak English outside the classroom both 

teachers reported that they adv ised their students to use English outs ide thc 

classroom, especially by using supplementary materials a t th eir homes. But 

asked if the teachers checked whether the students rea lly u sed the materials at 

their homes or not, both teachers answered that they did not play their roles in 

such a manner. Thi s indicates that students were given some assignments but 

the teachers did not check whether those activities were done or not. This, in 
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turn, shows that teachers were not playing their role properly m glvmg 

activities for free expressions, especially outside the classroom, as it is a lso 

true for the data gathered from students' questionnaire, classroom 

observations and recordings. 

lAstly, teachers were asked what roles students should play to develop 

speaking skills. Both of them replied that students had to take risks to s peak 

English. One of them added that they also had to have interest to develop 

speaking skills. But when the teachers were asked whether they ta u ght such 

strategies to their students or not, both of them admitted that they did not. The 

data from students' questionnaire a lso showed that teachers did not teach 

speaking strategies to their studen ts, though recommended by Kohonen et al. 

(2001). 

Generally, the data from the teachers ' interview, too, indicated that the 

teachers were u sing inappropriate techniques and strategies to teach speaking 

ski lls. It could also be recognized that they were not playing ac tive role in using 

teaching aids to supplement their lessons in the classroom. 

4.4.2 Students' Interviews 

Twelve students from both section s were selected by their teachers on the basi s 

of thei r English speaking performance. Four students from each level (low, 

medium and high) were se lected and inte rviewed on their expe rience of learning 

speaking skills using five question s, which a re semi -structured (see th e 

Appendix). 

Concerning why stud ents did not actively participate in s peaking ac tiviti es 

such as pair jgroup discuss ions, role playj dra ma, inte rview, oral report and 

debating, a lmost a ll the respondents said that they were not given cha nces due 

to the fact tha t teachers usually insisted on reading dialogues aloud and 

completing them with suitable expressions. The data from teachers' interview 

a lso indicated that they u sually did activities re lated with dialogues. 
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Asked if the students could learn speaking by reading dialogues a loud and 

completing them with suitable expressions, a ll the students a nswered that they 

did not ben efit a ny thing from doing such activities. The teachers' interview 

also showed that the advantage of using technique over other speaking 

activities was for no reason . 

Regarding why students d id not u se s upplementary materials at their home 

(home a reas) to learn s peaking skills, the majority of the respondents said that 

they did not learn such strategies to he lp them develop the abilities. Some of 

the students a lso said that becau se they were not given activities rela ted to 

those materials, they did not have reasons to spend time in learn ing s peaking 

in such ways. However , Nuna n (1 991 ) suggests that the students need to be 

given regular and frequent opportunities to use language freely, especially 

outside the classroom. 

Asked if students made e ffort to learn s peaking skills by their own, a lmost a ll 

the re::;pundent::; a nswered that they had little interest because they did not 

know that strategy helps them learn the skills. But few students said that they 

sometimes speak Englis h with the ir fa mily members and friends. 

Lastly, concerning the role of teachers in teaching speaking skills , a lmost a ll 

the respondents suggested that the teachers need to emphasize fluency more 

than accuracy. They also commented that teachers s hou ld use supplementary 

materia ls to h elp them teach speaking s kill s 111 a mean in gful and 

und erstandable way. 

Generally, the s tudents' in terv iew a lso depicted that teache rs were not playing 

active ro le in developing students' s peaking ski ll s. The data ind icated th a l they 

were using ina ppropriate techniques and strategies so that students developed 

poor s peaking performance . 
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CHAPTER FIVE 

CONCLUSIONS AND RECOMMENDATIONS 

5.1 Conclusions 

From all that has been discussed a nd analyzed so far, the following 

conclusions have been drawn. 

• It is obvious that the role of a language teacher is to create the best 

cond itions for learn ing. To do so, a teacher is expected to act differently 

in different s ituations . Concerning teaching speaking, a teacher has LO 

play his role in all stages (presentation, practice and production) ac tively. 

However, a ll the data showed that the teachers were not playing ac tive 

roles in developing speaking skills. They did not present the le ssons in a 

m emo rable and meaningful way . No maximum amount of practice was 

given for students. It could be observed from the data that they did not 

create enough opportunities for students to use English (speaking) in 

real life communication . The data revealed that they rather focused on 

doing activities in the textbook mainly through drills a nd dialqgues. 

Generally, teachers are h ardly playing their role in presenting the 

i'essons, giving appropriate practice, supervising and monitoring the 

practice sessions, motivating the learners, and giving activities for free 

production. 

• Even though language teachers are expected to teach speaking s kill s by 

using different techniques a nd strategies, the data indicated tha t the 

selected teachers were using the traditional approach. The techniques 

mostly used were questions and answers, dialogues, explanation and 

translation. Moreover, they were teaching speaking skills discretely. Thc 

way teachers assess students' performance was not effec tive. They w'ere 

evalua ting them not more than five times a semester. Teachers were 

giving correc tion to students' errors and mistakes in a di sco uraging way. 

They were using the techniques such as denial and questioning . They 

rare ly used s trategies to develop learners' speaking s kills. 
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• English teachers are required to develop speaking activities which enable 

students to use the language for communication. However, the study 

depicted that the teachers were using only textbook activities which are 

dialogues, questions / answers and sometimes telling stories. As the 

analysis of the data reveals the activities in the textbook were even not 

adapted to meet the need of the learners. The students were seen reading 

the activities and writ ing the answers in their exercise books . 

• The analysis a lso s howed that the only teaching mate rial used to teach 

speaking s kills was the textbook. No teaching aids or other 

supplementary materials were seen being used to develop the skills. 

• In developing speaking skills, the students a lso have their own role. Even 

though a lot is expected of them, the result of the study showed that they 

mostly tended to be passive in the class room. As the data indicated the 

students rarely u sed English outside their classroom, especially in real 

life communications. Consequently, the result showed that the s tudents 

have poor performance in speaking English. 

• It could be observed that main ly one type of setting was u sed. The whole 

class m e thod was usua lly seen to be a pplied for teaching speaking skills. 

As the data revealed, students ra rely worked in pa irs or groups. Th e 

arrangements of the desks were not convenient for group discussions as 

they are not moveable. Thi s indicates that the class s ize (which is more 

tha n 50 students in a class) and the uncomfortable classroom fac ili ties 

also h ave their own contribu tions for less achievement in teaching 

speaking s kills. 
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5.2 Recommendations 

Based on the drawn conclusions, the following recommendations h ave been 

made. 

• Teachers should play their role in creating opportunities for learn ing 

speaking skills through presenting the lessons systematically and 

meaningfully, devising and providing maximum amount of prac tice , 

glvmg regula r and frequent activities to use the la nguage (s peaking) 

free ly. In a ddition, they have to p lay their role in supervising, guiding, 

motivating, a nd managing the students' learning processes. 

• They should use differen t techniques a nd strategies to accommodate 

learning speaking s kill s in the unfavora ble environment of the classroom. 

They are advised to use group /pair work, project work, ora l report, 

interview, panel discussion , presentation a nd other elic itation techniques 

to develop speaking ski lls . Teachers should teach s peaking s kill s 

integrativelyJ with other s kills, espec ially with listening, reading a nd 

writing. Teachers have to assess their s tudents' s pea king performa nce 

continuou s ly . They should give gentle and system atic correction to their 

students' errors and mistakes. Based on this , th ey a re advised to u se 

techniques such as ech oing (raising in tonation) and showing 

incorrectness (almos t right, can you say that aga in?) . Th ey are a lso 

needed to teach/ tra in speakin g strategies to develop students' learning 

a utonomy. 

• Teachers s hould d evelop speaking ac tivities on the basis of the 

communicative approach. They need to deve lop activi t ies which enable 

the learners to use the la ngu age (speaking) for the purposes of 

communicating m the real life . To do so, they have to develop the 

activi ties such as information gap, reasoning gap , problem solving, 

project based, role p lay, group discuss ion , opi nion gap and picture 

s tories. It would be advisable for teachers to keep a balance between 

accuracy and Ouency whi le they develop s peaking activities. 
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• Teaching materia ls play a great role in developing speaking skill s . On 

top of this , teachers ha ve to choose and u se a ppropria te teaching a ids 

(materia ls) tha t promote the teaching of s peaking s kill s. Hence, they 

should u se a u d io materia ls (ra dio , telephone) a nd visu a l materia ls 

(te levision, OVO , CD-ROM, compute r a nd etc), a nd othe r teac hing a id s 

s uch as realia, pictu res , mode ls, cha rts , tables, diagra m s , a nd ma ps to 

teach speaking s kill s. In addi tion , it would be worthwhile to u se 

newspapers , m agazines, broc hures, journa ls and other su pplemen tary 

mate ria l to teach s peak ing skill s, especia lly in an in tegra tive way . Above 

a ll , they have to adapt or mod ify the existing materials fo r the purpose of 

teaching s peaking s kill s. 

• Students should play their ro le in learn ing speaking s kill s. They have to 

pa rtic ipate ac tive ly in the classroom in ac tivi ties su ch as asking a nd 

a n swering question s, asking for clari ty, group a nd pair discu ssions, 

reporting wha t they discu ssed or listened , asking for informa tion , giving 

information a nd advice, giv ing opinion , te ll ing s tories, playing la nguage 

games a nd solvin g problem s . In additi on to th is, th ey s hould 

communicate with people outside their classroom s. Genera lly, they have 

to u se the la nguage in the rea l life for the mean s of communication 

through taking risks a nd getting them selves exposed to th e access of 

u s ing English . 

• The way studen ts s it in the classroom a ffects the way they in teract with 

each other. So, the chairs s hould be con venient fo r pair work , smal l 

grou p or la rge group d iscussions. 

• Teachers s hould be tra in ed th rough the ELlP (English Language 

Improving Program) and other language teachi ng trainings . ./ 

• The school shou ld prepare language laboratory to create good 

oppor tu nities for the teachers and learners. In addition to th is, language 

club should be establis hed in th e school to give chances for the students 

in order to use the language for the means of communication. 
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• Generally, it is the belief of the researcher tha t con cerned bodies (school 

administration, teachers, students, and parents) can bring a change 

through working together a nd providing a ll the n ecessary support for the 

learners. 
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Dear Student, 

Appendices 

Appendix A 

Questionnaire for Students 

The purpose of this questionnaire is to gather data for a study leading to an MA 

degree in TEFL-Teaching English as a Foreign Language. This study aims at 

describing your classroom practices. It also identifies some problems, if any, 

which are related to teaching s peaking skills. 

The researcher hopes that the result of this study will create better awareness 

about teaching speaking skills. The information you provide through this 

questionnaire will remain confidentia l throughout and will only be used for this 

research purpose . Therefore, please be honest and feel free to provide genuine 

information. 

Your contribution to the success of this study is highly appreciated. 

) 

Thank you. 

Sincerely yours, 

Addisa Guye 

School of graduate studies 

Addis Ababa University 



No 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

Part I: Teacher's Role Implementation 

Instruction: The following statements are about the role of English teachers in 

developing speaking skills. Read the statements carefully and 

re late them to your curren t English teacher. Use a tick mark (v' ) 

to indicate the degree to which you agree to their role 

implementation under the appropriate column: 

high (4), ave rage (3), low (2 ), very low (1) 

very high (5), 

Item Very high High Average Low Very low 
The role of the teacher in: (5) (4) (3) (2) ( I ) 

arrangmg and organlzmg your group 
discu ssion. 

presenting the new language you need to 
practice m speaking systematically and 
meaningfully. 

.. 
chances to participa te glvmg you m 

speaking activities. 

encouragmg you to say something m 
English . 

giving you appropriate amount of practice . 

monitoring your performance to see that it is 
satisfactory . 
guiding and supervlsmg you during your 
group / pair discu ssion. 

providing you with activities for free 
expreSSlOns . 

teachin g you speaking strategies . 

advising you to use your strategies to learn 
speaking. I 

I 

.' 
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Part II: Techniques and Strategies Used by the Teacher 

2.1 Techniques Used 

The following statements are about techniques used by English teachers to 

teach speaking skills. Read each statement carefully and respond according to 

your teacher by putting a tick mark V) under the alternative given in front of 

each statement to indicate how frequently your teacher uses them to teach you 

speaking skills . Use always (5), usually (4), sometimes (3), ra rely (2), never (\). 

Always Usually Sometimes Rarely Never 
No Item (5) (4) (3) (2) (1) 

Techniques used : 

1 Group discu ssion (I'fl·g:') (II'f,!!,')') 

2 Dialogues / conversation (,},7"IC) 

/ 

3 Questions and Answers ('I'f-/:<;' uoAll) / 

4 Translation /interpretation (-)'C'H") 

5 Instruction ('hj'I/':r) 

6 Panel Discussion and debating 
(l'uo.l':LII (II·j!.fZ .. )·<;, IICIIC) 

7 Oral report (I'.4'A 1171]) 

8 Story telling n'L") 

9 Interview (:NI ""IIl!!.;") 

10 Role play and drama (°7.<;<;' .1':1. .1"]) 



2.2 Strategies used 

The following are strategies used by English teachers to teach speaking .skills. 

Read them carefully and put a tick mark (,f) under the corresponding column: 

strongly disagree (1), disagree (2), undecided (3), agree (4), strongly agree (5) . 

Strongly Disagree undecided Agree Strongly 
No Item disagree agree 

The teacher: ( 1) (2) (3) (4) (5) 

I helps me discover what ways of 
learning work best for me in 
developing speaking skills. 

2 experiments m e with different 
ways of using language (games, 
different arrangement of words 
and etc). 

3 helps me keep on talking through 
teaching me speaking strategies 
such as using gestures. 

4 helps me find quick ways of 
recalling what I have learned by 
using rhymes , particular contexts 
and personal experiences. 

5 helps me ask for error correction. 

6 encourages me to speak English 
ou tside the classroom. 

- ---
7 helps me not to be so much 

concerned with accuracy. 

/' 

I 

I 
I 
I 

I 
, 
, 
I 

--
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Part III: Activities Used for Developing Speaking Skills 

Instruction: The following questions are about the kind of activities you 

perform (do) in the classroom or outside the classroom. They ask you 

how often you do them for prac ticing or deve loping speaking skills. 

Read each questions carefully a nd put a tick mark (,1') under each 

column of the measurements by using the scale below: (1) a lways , (2) 

u s ually, (3) sometime, (4) rarely, (5) never. 

No Questions Always Usua lly Sometime s Rarely Never 

(1) (2) (3 ) (4) (5) 

How often do you do: 
I Information gap activities s uch as 

sharing idea s with each other? 

2 problem solving activities (puzzles)? 

3 role play activities (taking the role of 
the others and acting)? 

4 group discussions? 

5 project based activities (performing 
ce rtain tasks to learn speaking)? 

6 prepared monologues (in which each 
of you are asked to prepare to talk 
about a hobby or personal in terest for 
two or three minutes)? 

7 drills (dialogues) in which one person 
asks a question and another gives a n 
answer? 

8 opinion gap activities, which involve 
identifyi ng and articulating persona l 
feeling or attitude? 

9 reasoning gap activities in which you 
give reasons? 

10 ac tivities of pictu re stories? 

j 



Part IV: Student's Role 

Instruction: The following are strategies used by learners to develop speaking 
skills . Read them carefully and decide whether you use them : (5) 
always, (4) u sua lly, (3) sometimes, (2) rare ly, (1) never. Plea se put a 
tick mark (v" ) in the space provided corresponding to your answer. 

No Items Always Usua lly Sometimes Rarely Never 
(5) (4) (3 ) (2) ( I) 

1 I speak English out side the 
classroom . 

2 I ask my teacher for cla rifica tion when 
I don 't understand what he / she says. 

3 I pa rticipa te in pa ir a ndg roup work . 
4 I ask my teacher or class- mates for 

correction of errors in my speaking. 
5 I li sten to the discll ssion a nd re port 

back to the class. 
6 I try to correct myself when I feel tha t 

I a m not us ing the correct form while 
s peaking. 

7 I pla n my way of developing spea king 
skill s. 

8 When I can 't think of the word while 
spea king in Englis h I tend to use 
phys ical motions such us gesture in 
place of it to indicate the meaning 

9 I ta lk a nd sha re ideas a bou t language 
learning problems and effective 
speaking strategies wit h my teache r 
a nd classma tes 

10 I evaluate my weaknesses a nd 
s trength s in speaking English 

J 



Part V: Teaching materials (Resources) used to teach speaking skills 

Instruction: Read the following question s and flll the boxes in front of th em by u sing 

'Yes ' or 'No '. Please put a tick mark (.f) in the boxes cor responding to your 

answer. If your answer is "Yes", write your evidence briefly. 

1. Are there supplementary ma terials (audio-video m a te rials ) in the classroom 

that h elp you learn English? 

Yes 0 
If 'Yes', m ention 

(enjoy). 

NOO 
three of them and write briefly the programs you attend or 

2. Do you learn speaking skills u s ing teacher-made teaching aids (charts, 

diagrams, models, maps, flash cards , wal l charts , e tc)? 

Yes 0 No 0 
If 'Yes', list four of them and write briefly how you learnt with the help of them . 

3 . Do you u se any of the a bove mentioned materials at you r own home to learn­

speaking skills? 

Yes 0 No 0 
If 'Yes', lis t three of them and write briefly how you use them. 

Finally, I thank you once again for filling all the questionnaire 

questions in five parts. 



Appendix B 

Classroom Observation Checklists 

1. Teacher's Role 

Teacher 1 Teache r -2 
D ay Day 

No Does the teacher: One Two Three Four Five Six One Two Three Four Five Six 
Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No yc~ No Yes No Yes No 

I arrange and organize the 
grou p discussion? 

2 prescnt the new language 
students need for practice 
systematically and 
meaninRfullv? 

3 give students chances to 
partic ipate in speaking? 

4 encourage the students to 
speak in English? , I-

5 give appropriate amount 
of prac tice fo r students? 

6 monitor their performance 
to see that it is 
satisfactory? 

7 guide and supervise the 
students during their 
group/pair discussion? 

8 provide the students with 
activities for free 
expressions? 

9 teach students speaking 
strategies? 

10 advise them to use their 
strategies to learn 
speaking, especia lly " 

outside the classroom? 

'>< " , < 

'--- --'---
>--... -



2 . Technique Used by the Teachers 

Teac her 1 Tea cher -2 

D ay D ay 

No Are the following One Two Three Four Five Six One Two Three Four Five Six 

techniques used? Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

I group discussions 
, 

2 dialogues /conversations 

3 ques tions and answers 

44 translations 

/ interprctations 

5 debating / panei 

discussion 

6 in struct io ns 

7 oral report 

8 story telling 

9 interview 

10 role play and drama 

II others 
, , 
" , 

~ 

.\,:" l' 

1/ 



3. Strategies Used by the Teachers 

Teac her 1 Teacher -2 
No D~ D~ 

Items One Two Three Four Five Six One Two Three Four Five S ix 
Ye s No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

I helping students discover 
what ways of learning 
work best for them in 
developing speaking skills . 

2 experimenting them with 
different ways of using 
language (games, different 
arrangement of words and 
etc). 

3 helping them keep on 
talking through teaching 
them speaking strategies 
such as using JZ:cstu res. 

4 helping them ask for error 
correc tions. 

5 encouraging them to 
speak English outside the 
classroom. 

6 helping them not to be so 
much concerned with 
accuracy 

7 others 

\ 
I 



4. ActivitieG Done in the Classroom 

Teacher 1 Teacher-2 

No Are the following Day Day 

activities done in the One Two Three Four Five Six One Two Three Four Five Six 

classroom? Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

1 information gap activities? 

2 problem solving activities 

(puzzles) 

3 role play activities 

4 group discussions 

5 project based activities 

6 prepared monologue 

7 dialogues 

8 questions and answers 

9 opinion gap activities 

10 reasoning gap activities 

1 1 picture stories 

12 others ((if any) 

l 



5 . S:ud ts' Role I I tat· 
Teacher 1 Teacher-2 

Day Day 

No Do students do the One Two Three Four Five Six One Two Three Four Five Six 

following? Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

I ask for clarifica lion? 

2 participate in pair and 

group discussions? 

3 ask their teache r or 

classmates for correc tion 

of errors? 

4 li sten to the discussion 

and report back to the 

cla ss? 

5 try to correct themselves? 

6 use physical motions to 

ind icate the meaning? 

7 talk and share ideas 

about language problems 

and effective speaking 

strategies with the ir 

teac her and classmates? 
-,-- f-

8 participate in role /play 

drama /panel discussion / 

interview or oral reporting 

or prcsen tation? 

others 



6. Materials Us~d in the Classroom 

Teacher 1 Teacher-2 

Day Day 

No Are these materials used? One Two Three Four Five S ix One Two Three Fou l" Five Six 

Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

J text book 

2 su pplementary books 

3 television 

4 tap-recorder I 
5 CDS. DVD 

6 cha r ts, maps, diagram s, 

models 
.. --- --

7 . Classroom Organization 

Teacher 1 Teacher ·2 

Day Day 

No Item One Two Three Four Five Six One Two Three Four Five S ix 

Ye s No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No Yes No 

J Whole class sitting 

arrangement 

2 Pair work sittin g 

arrangemen t 

3 Group work sit ting 

arrangement 
- ---L-____ 

~ 



Appendix C 

Guided Interview for Students 

1. From the classroom observations and th e record ings, I recognized that 

your pa rticipation In speaking activities was limited. You were ra re ly 

seen pa rtic ipating In activities such as pair /group work, oral report, 

interviews a nd role play or dra mas . Would you tell me the reason? 

2. During the class observation s, I saw that you we re reading a n d 

completing the bla nk dialogues for most of the time. How much do you 

learn speaking s kill s from s u ch ac tivities? 

3. From your questionnaire result I understood that you a lmost do not use 

a ny supplementary m a terials (te levision, radio, DVD, computer, internet, 

dictiona ries) at your home (home areas) to learn speaking skills. Do you 

u se? If not, can you tell m e the reason? 

4. How much effort do you m a ke to learn s peaking s kills by your own 

(either ins ide or outs ide the classroom)? 

5. What d o you expec t from your English teacher to d evelop your s peaking 

skill s? 

, 
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Appendix D 

Transcribed Interviews with the Students 

Student One 

1. From the classroom observations and the recordings, I recognized that your 

pa rticipation in speaking ac tivities was limited. You were rarely seen 

participating in activities such as pair/group work, oral report, interviews 

a nd role play or dramas. Would you tell m e the reason? 

An swe r: Ok my a n swer here is ... the teache r don't give u s the cha nce to 

partic ipate in that way. He a lways tell u s to read the dialogue and 

copy into our exercise book. 

2. During ,.-the class observations, I saw that you were reading a nd completing 

the blank dia logues for most of the time. How much do you learn speaking 

skills from such activities? 

Answer: I don't think this is good for me. I don't like . It is s imply copying. 

3. From your questionna ire result I unde rs tood that you a lmost do not use any 

supplementary mate ria ls (television , radio , DVD, compute r, internet, 

dictiona ries) at your home (home areas) to learn s peaking skills. Do you 

u se? If not, can you te ll me the reason? 

An swer: I don't u se . Of course we have a ll these in our home. I don 't have 

interest. 

4. How much effort do you make to learn s pea king skills by your own (either 

inside or outside the c lassroom) ? 

Answer: Actually I spea k with my friend s only sometimes. Otherwise I don 't do 

a ny effort. 

5. What do you expect from your Engli s h teacher to develop your s peaking 

skills? 

Answer: Um m .... the teacher have to s how us some fi lm o r other videos lO. learn 

how to speak. Additiona lly h e h ave to motivate us to speak in Engli s h . 

We all speak in Amharic during Engli s h period, but he did not say 

a nything. 



) 
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Student Two 

1. From the classroom observations and the recordings, I recognized that your 

participation in speaking activities was limited. You were rarely seen 

participating in activities such as pair/group work, oral report, interviews 

and role play or dramas. Would you tell me the reason? 

Answer: Because we do what he orders us to do. 

2. During the class observations, I saw that you were reading and completing 

the blank dialogues for most of the time. How much do you learn speaking 

ski lls from such activities? 

Answer: Nothing. 

3. From your Iquestionnaire result I understood that you almost do not use any 

supplementary materials (television, radio, DVD, computer, internet, 

dictionaries) at your home (home areas) to learn speaking skills. Do you 

use? If not, can you tell me the reason? 

Answer: Yea, at my home sometimes I listen to BBC and Aljezira programs. 

Interviewer: What do you like to listen? 

Answer: Most of the time news, and sometimes films. 

Interviewer: Who advised you to do this? 

Answer: It is my interest. My father also likes. 

4. How much effort do you make to learn speaking skills by your own (either 

inside or outside the classroom)? 

Answer: Of course I like speaking English. sometimes speak with my sisters 

and father. My father is a journalist. Both my sisters are in university. 

We some times speak. 

5 5. What do you expect from your English teacher to deve lop your speaking 

skills? 

Answer: Well, they have to encourage us in speaking English. They have to 

show us interesting films and stories. And they have to focus on 

speaking other than giving us all the time writing the notes from the 

book. 
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Appendix E 

Guided Interview for Teachers 

1. From our last time classroom observations and the recordings, I 

recognized that students were reading model dialogues for most of the 

time. They were a lso being asked to complete the blank dialogues with a 

suitable expressions. Do you think students benefit speaking skills from 

such activities? 

2. During our class observations I could a lso see that students ra rely 

participa ted in pair or group discussions. They were hardly seen 

participating in activities such as interview, role play / drama, oral report, 

panel discussions or debating. Would you te ll me the reason? 

3. Different language experts believe that using supplementary materials for 

classroom lessons is more helpful to teach speaking skills . However, you 

were using only student's textbook. What is your opinion here? 

4. As we discussed earlier, students participated less in the classroom . Do 

you have any mecha nism to initiate your students to learn speaking 

skills outside the classroom, especially in their real life? 

5 . What should your students do to develop their speaking skills? 



Appendix F 

Transcribed Interviews Made with the Teachers 

Teacher One 

1. From our last time classroom observations and the recordings , I recognized 

that students were reading model dialogues for most of the time. They were 

a lso being asked to complete the blank dialogues with a suitable 

expressIOns . Do you think students benefit speaking ski ll s from such 

activities? 

Answer: Actually, I don 't think this is fa ir. But we don't have any other options 

than using the textbook activities. As you know, a lot of exe rcises and 

activities are designed in su ch away in the book. So I have to use 

them because the school adm inistration a lso follow u s in such away. 

To cover the portion I have to do that. 

Interviewer: Is it not possi ble to modify a nd adapt the activities according to the 

need and interest of the students? 

Answer: Of course, it is possible . But we don't have time to do that. We have a 

lot of responsibilities in this school in addition to teaching. For 

example, I am a homeroom teacher for grade 10 students. We have 

many duties regarding mark list, exams and others . . / 

2. During our class observations I could also see that students .rarely 

participated In paIr or group discussions. They were hardly seen 

participating in activities such as interview, role p lay/drama, oral repor t, 

panel discussions or debating. Would you tell me the reason? 

Answer: The reason is that as I told you before most of the time we go with the 

book by which the exercises are predecided to be performed by the , 
s tudents. So due to time scarcity, we don't use such activities. 

Interviewer: But do you believe they are more helpful to deve lop s peaking 

skills? 

Answer: Definitely, no doubt at a ll. 



3. Different language experts believe that using supplementary materiab 

classroom lessons is more helpful to teach speaking s kills. However, you 

were u s ing only student's textbook. What is your opinion here? 

Answer: To tell you frankly, I need some teaching aids like radio cassette, DVD 

a nd TV to show them some film s, stories, especia lly when they are 

told or spoken by native speakers. But the school didn't supply u s so 

~r. j 
Inte rviewe r: Do you advise your students to use them at their own homes? 

Answer: Yes, I do. 

Interviewer: How do you know whether they u sed or not? 

Answer: Actually, I don't check whether they used or not. But I advise them to 

use. 

4. As we discussed earlier, students participa ted less in the classroom. Do you 

have any mechanism to initiate your students to learn speaking skills 

outside the classroom, especially in their real life? 

Answer: As I told you I advise them to u se audio /video materials at their home. 

Additionally I tell them to communicate with their friends from other 

schools and etc. 

5 . What should your students do to develop their speaking skills? 

Answer: They have to take the ris k. Students are afraid of s peaking English in 

front of people. They have to watch movies, listen to radios, or 

television. 

Interviewer: Yeah, students may afraid of s peaking English in front of people. 

But do you have any m echanism or s trategy to solve thi s? 

Answer: I don't think there is s trategy here. They have to experience this by 

themselves. 

J 



Teacher Two 

1. From our las t time cla ssroom observations and the recordings, I recognized 

tha t students were reading model dia logues for most of the time. They were 

also bein g asked to complete the bla nk dialogues with a s ui table 

expressions. Do you think s tudents benefi t s peaking skills from su ch 

activities? 

Answer: I know tha t thi s is not a good way of teaching s peaking. Bu t wha t can 

I do? The mini s try of education wa n ts u s to prac tice thi s curr iculum . 

Inte rviewer: Yeah , I believe we ha ve to impleme n t the governme n t policy. Bu t 

can't we modify those ac tivities according to the need a nd interes t of 

the s tudents , as the a im of teaching s peaking is developing Ouency? 

Answer: We can. But it needs time and materia ls to teach in su ch .away. 

Pe rha ps it migh t be a n extra work. 

2 . During our class observa tions I could a lso see tha t s tudents rare ly 

pa rticipa ted 111 pair or group discuss ion s . They were ha rdly seen 

participa ting 111 activities su ch as interview, role play/dra m a, ora l report, 

panel discussion s or debating. Would you tell m e the reason ? 

Answer: One thing, the stu dents themselves don 't like to s peak in English. 

They a re a fraid of s peaking in front of the class. So we prefer u s ing 

only the book a nd ma ke them do th e exe rc ises according to our 

ann u a l plan. The other thing as I told you before, we don't have time. 

Interviewer: Can't we solve the problem tha t s tudents resis t to s peak in 

Engli sh? 

Answer : We can 't force the m to s peak in Englis h . Rea lly they don't like to speak 

in Engli sh. 

In te rviewe r: Do you thin k it is the problem of inte res t or pe rforma nce? 

An swe r: Both 

3. Differen t language experts believe that u S1l1g suppleme n tary mate ria ls for 

classroom lesson s is more helpful to teach speaki ng skill s. However, you 

were using on ly student's tex tbook. What is your opin ion here? 

J 



Answer: I definitely believe these are very important. But we don 't have any 

language laboratory in our school. 

Interviewer: But do you advise your s tudents to use them at their home or 

home areas? 

Answer: Yes , I u sually advise the m. 

Interviewer: Do you have any means of checking tha t they used or not? 

Answer: To tell you frankly I don't. 

4 . As we disc u ssed earlier, s tudents pa rticipa ted less in the classroom. Do you 

have any m echa ni sm to initiate your studen ts to learn speaking s kill s 

outside the classroom, especia lly in thei r real life? 

Answer: What I do is I advise them to speak with friends or some one from a 

village I think this is what we can do . 

S. What should your students do to develop their speaking skills? 

Answer: They must not afraid of speaking English . They have to have interest 

to learn by themselves . 

Interest: Would you tell me how to develop their interest? 

Answer: Ah ... , m ay be by telling the adva ntage of speaking English. 



Appendix G 

Transcribed Tape Recorded Data 

Teacher One 

The Fourth Day Observation (Monday) 

T: Good morning, class. 

Sts: Good morning, sir. 

T: Ok, today we have a guest among us. Pay attention and let's do the dialogue 

on page 238 together. But before that, let me tell you how to communicate 

with people by using different expressions. When we talk with people we 

share ideas. We want to check some ideas by using expressions like ... are 

you sure ... ? or we want to tell that we are not certain about something by 

using expressions like ... I doubt. .. , I am not sure ... , I am not certain ... , I 

want to know ... and others. Now, please read the dialogue by yourself for 

five minutes. Now, silent every body. 
) 

Sts: (Every one was reading the following dialogue independently). 

Section 4: Speaking 

Part 1: Saying you are sure or not sure. Study the following dialogues. The 

speakers are saying they are sure or not sure about something. Think 

carefully about the words printed in bold. 

A: I've lost my pen . 

B: Are you sure? 
. , 

A: Definitely. I've looked every where. 

B: Are you certain that you didn't leave it at home? 

A: Yes, I'm quite sure. I was using it during the history lesson. 
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B: Don't worry. I'm sure someone will find it. 

A: I wonder where C is. We've been writing for over half an hour. Are you sure 

you told her to meet u s here? 

B: Positive. I gave her very clear directions. 

A: You must have told her the wrong time then. 

B: Well, I'm not sure about that. I think I said four O'clock but I'm not 

certain I may have said three . 

A: Oh, let's go then . I doubt if she'll come now. 

T: Now, I want two students to act like A and B. Ok, Fatuma take A, Berhanu 

B. Cohtinue . 

After Fatuma and Berhanu took parts in reading the dia logue: 

T: Thank you very much . S it down please. Please clap for them. 

Sts: (Clap .... ) 

T: Again a nother two students to read the dia logue. Ok, Tizita and Musa. 

Continue. 

Tizita: J've lost my pen. 

Musa: Are you sure? 

Tizita: Definitely. / difini:tly / . I've looked every where. 

T: Don't say / difini:tly /, Tizita. Please say / definatly j. 

Tizita: / definatly / . 

T: Yea. 

Musa: Are you certain that you didn't leave it at home? 



Tizita: yes .... Yes, I'm quite sure /su:r/. I was using it during the history 

lesson . 

T: Tizita, say /shu : rj. 

Tizita: / shu: r / 

Musa: Don't worry. I'm sure someone will find it. 

d h . . f l' Tizita: I won er were C is. We've been wrItmg or half an our. Are you sure 

you hold her to meet us here? 

Musa: Positive. I gave her very clear directions . 

Tizita: You must have told her the wrong time then. 

Musa: Well, I'm not sure about that. I think. ... I think I said four O'clock but 

I'm not certain. I may have said three. 

Tizita: Oh, let's go then. I doubt if s he'll come now. 

T: Excellent. Clap for them. 

Sts: (Clap .. . ) 

T: Now read again some was of saying you are sure or not sure and ways of 

asking of some one is sure. 
• 

Sts: (Read the expressions on page 238-239) 

Saying you are sure 

I'm sure / certain 

I'm quite sure 

There's no doubt (about it) 

I'm positive . 

Definitely. 

I'm fairly sure. 

Asking if someone is sure 

Are you sure/certain ... ? 

You 're (quite) sure .. ? 

Is there any doubt about it? 

Saying you are not sure 

I'm not sure 

I doubt that/ if 

it's doubtful that/ if ... 

'think' 

May/might 
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T: Now, let's come to exercises. Look at the instIuction . 

Work in group of three. Student A is looking for the director to givt; a 

message. Student B saw the director in his office 20 minutes ago. Student 

C saw the director leaving the school. Act out the dialogUe. Take turns 

being student A, Band C. 

T: So, based on this make a group of three and do in such a way. 

Sts: (Made group and read the dialogue) 

A: Hellow, Dawit, how are you? 

B: I'm fine and you? 

A: I'm Ok. Thanks . Have you seen the director? 

B: Y .. e .. s, I saw him in his office 20 minutes ago. 

A: Is he still there? 

B: I think so. 

A: Are you sure? 

B: I'm fairly sure. 

C: Hello, how are you? 

A and B: Fine, thank yo u. 

A: Have you seen the director? 

C: Yes, I saw him leaving the school 5 minutes ago. 

A: Are you sure? 

C: Definitely. 

A: Thank you . 

C: You're welcome. 

T: Now who can act out the dialogue? 

Sts: (Some students ra ised their hands, me ... me ... me) 

T: OK, actually we don't have time now. Get ready for the next time ... for 

Thursday. Ti ll then please do exercise 2 as home work for Thursday. 

J 



Exercise 2 (page 240) 

Complete the following dialogue with suitable expressions 

Aberash : Did you see the woman from the bank? 

Tsehay: Yes, I did. 

Aberash: She is responsible for giving credit to the rural women. 

Tsehay: Are you that she is the one? 

Aberash: I'm ____ _ 

Tsehay: Do you ___ _ that we will get loan? 

Aberash: why not? There is no _ _ __ about it. 

Tsehay: What makes you so _____ ? 

Aberash: she appreciated our efforts. 

Tsehay: We will be happy, if we get the money. 

Abeerash: ____ _ 

The Fifth Day Observation (Thursday) 

T: Good afternoon, class . 

Sts: Good afternoon, teacher. 

T: I think we have home work. Yes? 

Sts: y ... e ... s! 

T: Let's do it together. What's the answer for the first empty space? 

Sl: Sure. 

T: Is he right, class? 

Sts: Y .... e ... s! 

T: Correct. What about the second dash? 

S2: Certain. 

T: Is she right? 

Sts: Yes ... No ... Yes ... right. 

T: It can be certain or sure. Both are right. Continue. The next? 

S3: Do you think. .. ? 

J 



T: Exactly. Do you think? Who can answer the next one? 

84: Doubt? 

T: Yes, doubt. Exactly. Again the next dash . 

85: certain. 

T: Agree? 

8ts: Y ... e ... s ! 

T: Ok, the answer for the last dash will be ... ? 8ay it together. 

8ts: Definite ly . 

T: Right. Now today we will work on pa rt 2. Telling a story . Do you like to tell a 

story? 

8ts: Yea ... ! 

T: Now, look a t the pictures below. Are they in order? If not correct their order 

and then tell your partner about the story of the two mules a nd the way 

they solve their problem. Also tell him/her what you learn from the s to ry 

(He read it from the book, page 240). Now do it with your pa rtner. 

(81 and 82 in their pair work) 

81: which one is first? 

82: (41,('. tW(Il·) 

81: (111\ .. .. ) 

82: (la ughs ... ) 

83 a nd 84: Teacher, ... ~,t.\1fJ ·}9n:: 

T: Put the order and te ll a bout the story to your friend, to each other. Ok? 

T: Now, who can te ll us the story? No one? Ok, le t's m a ke this one home work 

and who can tell us any story you like? Amare ... come p lease. 

Amare: Once there was a n old man. He have three children. All a re lazy. He 

wanted to teach his son s how to dig the ground . The man was ill. He was 

going to die. Then he called a ll his children a nd to ld that he had gold which 

is full of a sack. But he buried under the ground in the field. 80 he told all 

his c hildren to dig the ground and take his gold when he died. After the man 
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died, all the children dig the ground in the field . But they didn't get any 

gold. One of the boys said like this .. "Our father is wise, h e wanted us to dig 

the ground systematically to teach u s how to work. Now we don't leave this 

ground without anything. Let's saw the teff a nd cultivate it' he said. All the 

three children saw the teff a nd said,' We don't want any gold than tefL' 

T: Please clap for Amare. 

Ss: (Clap .... ) 

T: Every one of you should have a story to tell to your fri ends for the coming 

period. Till then have a nice time. 

Teacher Two 

The Fourth Day Observation 

T: Good afternoon, students. 

Sts : Good afternoon, miss. 

T: Ok, students, our today's topic is 'saying you are sure or not sure' . When 

we talk with people, we share idea. Yes? And, ... when we talk we agree, 

disagree or hesitate. So, we have some expressions for this. Look at some 

ways of expressing your ideas when you want to agree, doubt or want to 

ask some questions. Look at page 238. Now read it silently. 

Sts: (Read the following model dialogue silently). 

Section 4: Speaking 

Part 1: Saying you are sure or not sure. Study the following dia logues. The 

speakers a re saying they are sure or not sure about someth in g. Think 

carefully about the word s printed in bold. 

A: I've lost my pen. 

B: Are you sure? 

A: Definitely. I've looked every where. 

B: Are you certain that you didn't leave it at home? 

A: Yes, I'm quite sure. I was using it during the history lesson . 

tl 
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8: Don't worry. I'm sure someone will find it. 

A: I wonder where C is. We've been writing for over half an hour. Are you sure 

you told her to meet us here? 

8: Positive . I gave her very clear directions. 

A: You must have told her the wrong time then. 

8: Well, I'm not sure about that. I think I said four O'clock but I'm not 

certain I may have said three. 

A: Oh, let's go then. I doubt if she'll come now. 

T: Now, have you understood h ow to ask or answer when we talk with people. 

Do you have any question? 

Sts: No ...... 

T: Ok, read the dialogu e on page 239 with three and work together. 

Exercise 1 

Work in group of three. Student A is looking for the director to give a message . 

Student B saw the director in his office 20 minutes ago . Student C saw the 

director leaving the school. Act out the dia logue. Take turns being s tudent A, B 

a nd C. 

A: Hellow, Dawit, how are you? 

B: I'm fine and you? 

A: I'm Ok. Thanks. Have you seen the director? 

B: Y .. e .. s, I saw him in his office 20 minutes ago. 

A: Is he still there? 

B: I think so. 

A: Are you sure? 

B: I'm fairly sure. 

C: Hello, how are you? 

A a nd B: Fine, thank you . 

A: Have you seen the director? 

C: Yes, I saw him leaving the school 5 minutes ago. 
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A: Are you sure? 

C: Definitely. 

A: Thank you. 

C: You're welcom e. 

Ss: (read the dia logue and discussed in Amharic) 

T: Now, is there anyone to act like A, Band C? 

Sts: (Every one was si lent) . 

T: Any question? Ok, if you don't have any question , this is the way how to ask 

a nd answer when we give our ideas to others. For the next time copy the 

exercise on page 240 a nd complete it. See you. 

The Fifth Day Observation 

T : Have you done your homework of last time? 

Ss: Yes .. . No ... ! 

T : Who can a nswer the first question? 

S 1: Sure. 

T : Exactly. The next? 

S2: Sure. 

T : Exactly, again s ure. The n ext? 

S3: Think. 

T : Yea . Think is the answer . What a bout the next? 

S4: Doubt. 

T : Definitely . Next? 

S5: Certain. 

T : Is h e righ t? 

Ss: Yes ... ! 

T : That's righ t. The last? 

S6: Defini te ly. 

J 



T : He's right. Now, our today's topic is 'felling a Story'. Before you tell us your 

own story, please work this exercise together a nd put the pictures in the 

correct order. 

Ss: (Started discussion in Amharic and Persisted in putting the pictures in the 

correct order). 

T : Which letter comes first? Azeb? 

Azeb: B 

T: Right. Next? Mezgebu. 

Mezgebu : D. 

T: He 's right. What's next? 

S3:A 

T: Correct. Again, next? 

S4: C? 

T: Yes. What about the next? 

85: F 

T: Exactly. The last one? 

86: E. 

T: Correct. What can you learn from this story? 

8s: (Every one was si lent) 

T: Ok, get ready to tell your own story for the next time. Good bye. 
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