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Abstract 
The purpose of this study was to find out whether the teaching of 

speaking through the use of tasks facilitates interaction in the 

classroom. To do this, goals, contents as input, activities, roles (roles 

of teachers and students) and setting (condition of classroom set up 

and satellite television led instruction) were the variables selected. 

To achieve the aim, three different instruments were used: classroom 

observation, questionnaires and interview. In addition, the 

classrooms, students and teachers were used as sources of data. 

Concerning the sampling techniques, all teachers who taught in grade 

9 were selected using comprehensive sampling. In addition, after 

listing down the name of sections handled by these teachers, 1 from 

the five lists written under each teacher was selected using a lottery 

system. Furthermore, 35 students were randomly selected from every 

section . These randomly selected students and a ll the 5 teachers were 

asked to fill in the questionnaires. Out of 5 teachers , 2 were randomly 

selected for observation. Those observed were also interviewed. 

After analyzing and discussing the data collected through the above 

instruments, the results of the investigation were obtained. According 

to the results, the explicitness of goals, the familiarity of contents to 

the students, the potential of goals and contents in reflecting learners' 

needs and interests, the authenticity, flexibility, purposefulness and 

communicative (interactive) nature of activities could facilitate oral 

interactions. On the other hand, insufficient information provision of 

the input data, inappropriate difficulty level of activities, ineffective 

teachers in acting according to the principles of communicative 

language teaching, lack of students' initiative and willingness to 

Vll 



interact with each other, heavy and combined desks found in neat 

rows, shortage of time given for interaction and the speed of television 

teacher's speech could make oral interactions difficult in the 

classroom. Based on the above findings, conclusions were drawn and 

recommendations were given. 
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CHAPTER I 

INTRODUCTION 

1.1. Statement of the Problem 

Oral communication (speaking) skill is selected because until recently English 

was to a large extent a m ea n s of receiving information from outside, rather 

th a n sending out or exchangin g informatio n. From the perspective of language 

development, oral language (speaking) . provides a foundation for the 

development of other language skills. For most students, the literacy learning 

process actually begins with speaking-talking about their experiences and 

talking about themselves. It is through speech that students learn to organize 

their thinking and focus their ideas (Lyle, 1993). The neglect of speaking in the 

classroom will destroy that foundation and severely hinder the development of 

other aspects of language skills. Before achieving proficiency in reading and 

writing and even after proficiency in reading and writing have been achieved -

speaking is one of the important means of learning and acquiring knowledge 

(Lemke, 1989). Therefore, finding out the best way of teaching speaking skill is 

crucial. 

The history of language teaching h as been, characterized by a search for more 

effective ways of teaching second or foreign languages because of the 

dissatisfaction with the prevailing methodologies (Richards and Rodgers, 2001). 

Therefore, new approaches and methods proliferated throughout the twentieth 

century. Some achieved wide levels of acceptance and popularity at different 

times but were then replaced by other methods based on newer or more 

appealing ideas and theories (ibid). In addition, these different approaches and 

methods of language teaching guide syllabus designers to select and organize 

contents in various ways. For example, in the past, designing syllabuses was 

based on syntactic elements. Concerning this, Wilkins (1976:2) justifies "In 

synthetic approaches, different parts of the language are taught separately and 

step by step so that acquisition is the process of gradual accumulation of parts 



and this resulted in proposals to make needs analysis as an essentia l 
component of communicative methodology (Prabhu , 1987). At the same time, 
methodologists focused on the kinds of classroom activities that could be used 
to implement a communicative approach, such as 'group work,' 'task work' and 
'information gap activities' (ibid). 

Today CLT can be seen as describing a set of core principles about language 
learning and teachin g, assumptions which can be appli ed in differen t ways and 
addressing different 'aspects of the process of teaching and learning (Richards, 
n.d.). For example, some teaching proposals focu s more directly on 
instructional process. Due to this reason, the task-based view of language 
teaching, based on the constructivist theory of learning and communicative 
language teaching approach, has evolved in response to some limitations of the 
traditional ppp approach, represented by the procedure of presentation, 
practice and performance (Ellis, 2003; Long and Crookes , 1991 in Jeon and 
Hahn, 2006). Thus, it has the substantial implication that language learning is 
a developmental process promoting communication and social interaction 
rather than a product acquired by practicing language ite-ms and that learner 
learn the target la nguage more effectively . when they are naturally exposed to 
meaningful task-based activities (Foster, 19 99). From this, it is possible to say 
that task based instruction advocates the u se of specially designed 
instructional tasks as the basis of learning. In relation to this, Crookes and 
Ga ss (1993) state that communicative task has ascended to a position of 
prommence a s organization in syllabus design. In ta sk-ba sed teaching, 
syllabus content and instructional processes a re selected with reference to 
communicative task s which learners will either a ctually or potentia lly need to 
engage in outs ide the classroom and a lso with reference to theoretical and 
empirical insights into these social a nd psycholinguistic processes which , 
fac ilitate language acquisition (Nunan, 19,9 1:279). This approach to language 
teaching is characterized by the following features: 

I. An emphasis on learning to communicate through intera ction in 
the target language. 
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2. The introduction of authentic texts into the lea rning situation. 
3. The provision of opportunities for learners to focus, not only on 

language, but also on the learning process itself 
4. An enhancement of the learner 's own personal experiences as 

important contributing elements to classroom learning. 
5. An attempt to link classroom language learning activation 

outside the classroom. 
(Nunan, 1991) 

Thus, theorists and practitioners have turned their attention to the stu dents' 
ability in language rather than knowledge about it. Concerning this idea, 
Widdowson (1990: 16) explains, "The first question to be raised in designing a 
language course should not be 'what language do we need to teach?' But rather 
'what do we need to teach that will stimulate learning?" 

Because of the above reasons, the concept of task has received a considerable 
attention from CLT (Nunan, 1989). This current innovation (i.e., the use of 
task as a basic building block of pedagogy) is a lso influential in Ethiopian 
English language instruction in that now- a- days syllabus designing and 
course books development are said to follow the basic principles underlying 
CLT. The change has been made with the intention of enhancing English 
language learning. Likewise,Tylor (1996) as cited in Abreham and Setegn 
(2005:3) says: 

The course IS considered as more student-oriented and communicative than its predecessors. Every opportunity has been 
taken to involve the students in meaningful and realistic 
communicative activities. ' Many of the activities have therefore 
been designed so that the students work in pairs or small groups. 
In this way the amount of time that each student spends on 
practicing the language is s ignificantly increased when compared 
with a situation where the teacher always initiates the 
communication. 

The above extract, which is taken from grade nine teacher's guide, has several 
implications in the teaching of oral communication through the use of tasks in 
an interactional classroom. Firstly, it has notions about how best to teach the 
English language . These notions include 'student oriented', 'communicative', 
'meaningful' and realistic communicative activities. ' These very crucial notions 
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suggest that the oral communicative tasks in the course book should be: 

• authentic 

• communica tive (interactive) 

• purposeful 

• flexible 

• student-oriented 

Secondly, the roles played by learners and teachers in carrying out the learning 

tasks during oral interaction are implicitly stated in the course book according 

to the principles of task- based language learning methodology. Teachers are 

expected to be consultants, catalysts, facilitators etc., and students are also 

expected to communicate (interact), participate, etc ., with each other in oral 

interactions in pairs and groups. 

Thirdly, the currently satellite television based instruction IS being 

implemented in Ethiopian government high schools . As the innovation is n ew 

to the country's formal education, its implication can be seen in various 

aspects. Some common instances may be the adequacy of time given, the speed 

of the television teacher and clarity of voice during oral interaction. 

Lastly, the classroom set up (the nature of chairs and tables) is expected to be 

suitable for students in order to interact with each other in pairs a nd groups in 

oral in teraction. 

Therefore, whether the goals, contents as input data and activities in the tasks; 

the roles of the teachers and students and the setting (i.e., the environment, in 

which every task is performed a nd the satellite television led instruction) 

facilitate oral interaction or n ot need exploration. It is on this ground that the 

researcher is interested to conduct a study on the classroom interactional 

implication in teaching oral communication through the u se of tasks , 

1.2. Objective of the Study 

The major objective of the study IS conducted to answer the following broad 
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research ques tion. To wha t extent do the new changes in these ma terials 

enhance oral interac;tion in teaching speaking through the use of tasks and 

what factors influence it? 

The specific objectives that are derived from the above general one are 

formulated based on the components of communicative tasks discussed by 

Nunan. These include, "goals, inputs, activities, roles and settin g" (Nunan, 

1989 :48). Therefore, the study is conducted more specifically in order to 

answer the following questions. 

1. Do the goals, the contents as input, apd activities in the tasks adequately 

realize oral interaction in the Classroom in various aspects? These include: 

• the explicitness of goals and their potential in reflecting learners' needs 

and interests 

• the potential of contents as input in providing sufficient information 

• the familiarity of contents as input to the students 

• the potential of activit ies in meeting the needs and interests of 

students 

• the appropriateness of the difficulty level of the activities to the 

students 

• the potential of activities III . helping the learners to interact 

(communicate) with each other 

• the potential of activities in meeting the criteria of authenticity, 

flexibility presentation style and purposefulness in their nature 

2. Do the roles of teachers and students acknowledge the principles and 

theories of communicative language teaching in general and task based 

language teaching in particular implied in th~ course book? 

3. Do the mode of interaction (the u ses of pair work and group work) , the 

classroom setup (the nature of tables and chairs) and the satelli te tele'vision 

led instruction (clarity of television teacher's voice, the adequacy of time 

given for interaction and the speed of television teacher's speech) facilitate 

oral interaction? 
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1.3. Significance of the Study 

This study tries to fill the gap that was not seen by others either by grade level 

or by research perspective. For example, Sisay (1999) studied on "'Classroom 

Interaction and Its Influence on the Development of Students' Speaking Skill in 

English at Grade 11 Level in Government Schools" mainly focuses on the 

method of teaching, classroom interpersonal relations and a ffective elements. 

The other researcher, Abdulkadir (1983) studied on "Student-Teacher 

Interaction at Grade 12 Level" mainly focuses on the teachers' behavior. 

Furthermore, Gemechu (1998) studied on ' 'The Effectiveness of Teaching Oral 

Fluency in Grade 9" mainly focuses on the adequacy and integrity of oral 

activities and the teachers' roles in adapting supplementary oral fluency 

activities to enhance the learners' proficiency level. On the other hand, Lilay 

(1992) studied on 'Teaching Spoken English to a Grade Nine Class: An 

approach" which focuses on the preparation of alternative teaching materials 

and finding out the difficulties encountered by the students in learning spoken 

English. 

However, this study differs basically in the variables selected where these were 

not mentioned by other researchers in the way the researcher tried to look at 

them and the . study will give possibility to investigate the classroom 

interactional implications m teaching oral communication (speaking) through 

the use of tasks under the variables mentioned in the objectives of the 

research. Therefore, this study is hoped to be significant in the following 

respects: 

1 . It would have an immediate relevance to English language teachers, 

especially of high schools, to evaluate their current practices in relation 

to handling and managing oral communicative activities. 

2. It would possibly giv~ some important advice (recommendations) that 

may help high school English teachers to make some adjustments m 

implementing oral communicative activities in the classroom. 

3. It would also give feedback to the concerned bodies to see for course 
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materials and programs that can well facilitate real communication In 

the classroom. 

4. It would h elp the students to improve their performance of English and 
the way they learn oral interaction in the classroom. 

5. The study would help as reference materia l for those who are interested 
in this a rea (on the issue of organization a nd implementation of oral 
communicative tasks in foreign language teaching classroom contexts). 

1.4. Limitations· of the Study 

Resource and time constraints have enormously affected the method and 
outcome of the study. The other challenge was the problem of broadcast time 
table of the satellite television program. In addition, a lesson was made to run 
only in one channel with few time alternatives . This forced the researcher to 
observe two classFOoms only once. Last but not least, the television led 
instruction was given to the preparatory classes in most high schools of East 
Gojjam. Due to this reason, the study is conducted only in Amanuel High 
School, East Gojjam [grade 9 in focus) . Although the study is far from 
conclusive, it is believed that the investig<ltion will help to gain some insights 
into the m anner of classroom interactional implica tion in teaching speaking 
through the u se of tasks. 

1.5. Definition of Terms 

Interaction is "the students' facility in using a language when their attention 
is focused on conveying and receiving a uthentic message that is message that 
contains information of interest to the speaker and listener in a s ituation of 
importance to both (Rivers, 1987:4). 

Oral communicative tasks-thi s is a general term In which aspects of goals, 
input (contents), ac tivities, roles and setting in connec tion to oral interaction 
are analyzed (Nunan, 1989). 
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2.2. The Notion of 'Task' as Solving a Communicative Problem 

If we quote exactly the definition of 'task' from the main proponents who have 

definitely influenced this approach, we can discover some common key 

elements in all the definitions. This may indicate that there are some unique 

characteristics in all tasks which can be used in Task-based language 

teaching. Within much discussion and interpretations as the definition of 

tasks, Long (1985:59) as cited in Nunan (1989:5) suggests that a task is: 

a piece of work undertaken for oneself or for others, freely or for 
some reward. Thus, examples of task include painting a fence, 
dressing a child, filling out a form, buying a pair of shoes, making 
an airline reservation, borrowing a library book, taking a driving 
test, typing a letter, weighing a patient, sorting letters, taking a 
hotel reservation, writing a cheque, finding a street destination 
and helping someone across a road. In other words, by 'task' is 
meant the hundred and one things people do in everyday life, at 
work, at play, and in between. 

Nunan (1989) states that the above extra~t is a non-pedagogical definition in 

that it describes sorts of things individuals do with language outside the 

classroom, and is the sort of characterization which might be offered by a 

learner if asked why he/she is learning the language. This defining 

characterization. of task content is that it u ses activities that the learners have 

. to do for non-instructional purposes outside of the class room as opportunities 

for language learning. 

In giving a more pedagogically oriented definition, Richards, Platt and Weber 

(1985:289) suggest that a task is" a ny activity or action which is carried out as 

a result of processing or understanding language (i.e. as a response). For 

example, drawing a map while listening to a tape, lis tening to an instruction 

and performing a command, or may be referred to as tasks. " 

The value of tasks, according to the authors, is that they provide a purpose for 

the activity which goes beyond the practice of language for its own sake. 
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Breen (1 987:23) as cited in Nunan (1 989 :23) defines that a task is: 

... any structured language learning behavior endeavor which has 
a particular objective, appropriate content, a specified working 
procedure, and a range of outcomes for those who undertake the 
task. Task is therefore assumed to refer to a range of work plans 
which have the overall purpose of facilitating la n guage learning­
from the simple and brief exercise type, to more complex and 
lengthy activities such as group problem-solving or simulations 
and decision making. 

This quotation suggests that tasks can be conceptualized in terms of the 

curricular goals they are intended to serve, the input data which forms the 

point of departure for the task, and the' activities or procedures which the 

learners undertake in the completion of the task and outcome . (Nunan, 1991). 

Nunan (1989: 11) also defines the communicative task as, "a piece of classroom 

work which involves learners in comprehending, manipulating, producing, or 

interacting in the language while their attention is principally focused on 

meaning rather than form." 

Nunan in the above extract defines tasks with instructional purposes, different 

from tasks that imitate the genuine world of communication, which he calls 

'pedagogic tasks'. 

Having a short glance at the above quotes,' one can find a highlighted and fixed 

slogan as using tasks for communicative purposes . Obviously, there are· 

varieties of tasks, but all of them have one common feature and that is every 

task is on solving a communicative problem connected with the real world 

problems of students who may encounter everyday. This is evident in the 

examples provided. For example, Long mentions "filling out a form", "making 

an airline reservation", "taking a driving test", etc. Richards, et al. refer to 

"drawing a map", "listening to instructions" and "carrying 01.\t a command". 

Breen talks about "problem solving" and "decision making". Nunan mentions 

"comprehending", "manipulating", "producing" or "interacting" in the language. 
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2.3. The Importance of Task-based Instruction (TBI) and 

Language Learning Tasks 

The task-based approach to language teaching and learning has evolved In 

response to a better understatin g of the way oral communication is learnt. In 

relation to this idea, Cho (2000) points out that TBl is one of the best teaching 
. ~ 

m ethodologies for the communica tive language teaching. In addressing the 

question in communication, TBI method promotes a ll three dimensions of 

communication such as 'expression', 'interpretation' and 'negotiation of 

meaning' (ibid). In addition, TBI to language teaching comprises materials for 

which the target language is used as a means to an end. In this rega rd, 

Crookes and Gass (1993) justify that task-based materials focus mainly on 

communication function of the language . Therefore, a task is more than doing 

an activity (doing something) in the context of classroom language teaching 

(Wright, 1987). 

According to Foster (1999:69), the core element in TBl is giving learners tasks 

to transact, rather than items to learn. This in turn provides an environment 

which best promotes the natural language learning process (ibid). 

As the aim of language instruction is to enable learners to be efficient in 

communication (Harmer, 1991) explains that learners should be provided with 

the opportunity tQ actively use the language that they know in meaningful task 

of their interest (McDonough and Shaw, 1993). This, according to Howatt 

(1984) encourages the 'strong' version of the communicative approach in which 

the classroom interactions through various kinds of tasks enable learners to 

engage in authentic acts of communication. This directly reflects the learning 

principle underlying the TBl which justifies that learners will learn a language 

best if they engage in tasks that have interactional authenticity, i. e. require 

them to use language in ways that closely resemble how language is used 

naturally outside the classroom (Ministry of Education, 2006). 
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Despite of the fact that TBI is used in so many different ways, one consensus is 

that communicative task focuses on a learner's ability to communicate in the 

target la n guage. On this issue, Nunan (1989) points out that language learning 

tasks give learners many opportunities to interact in the target language, 

allows learners to incorporate authentic texts into learning, and lets learners 

u se their own insight. In addit ion learncrs, arc a bl e to connect what they have 

learned in the classroom with outside world. Moreover, Candlin and Murphy 

(1987) state that presenting language in the task form forces learners to take 

risks which is important in developing communicative skills. In addition, 

'Negotiated meaning' tasks promote conversational adjustments and 

interactional modification (Long in Ministry of Education, 2006). 

Focu s ing on the importance of language learning tasks, (Akba rnetaj, n.d.) 

justifies that in task based instruction, the tasks are central to the learning 

activity. It is based on the belief that students can learn more effectively when 

their minds are focused on the task rather than on the language they are 

using. Learning to speak and to understand a language automatically in a vast 

variety of situations requires intensive exposure to language and unlimited 

interaction with language u sers . 

Nunan (1 989) a lso argues that language lea rning tasks help learners to learn 

by themselves by doing activities of psycholinguistic importance (pedagogic 

tasks) and enable them to evaluate their own progress in learning .. This in turn 

would help learners build up confidence leading them to become autonomous. 

Furthermore, Mekasha (2005 : 21) says that research has shown that 

meaningful learnin g tasks, among other things, would create variety, interest 

and motivation in learning. 
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2.4. Task Based Language Teaching Methodology in an 

Interactive Classroom Context 

In order to implement the principles underlying the vanous perspectives on 

task based learning in a classroom context, scholars have proposed different 

models for task-based instruction. Although there may be several effective 

frameworks for creating a task based learning lesson, a rather comprehensive 

one is suggested by Willis (1996) as cited in Encyclopedia Wikipedia (2007). 

Willis (1996) as cited in Klapper (2003) envisages a ' task cycle' consisting of 

three broad phases: (1) "pre-task", (2) "task", and (3) "language focus". 

In the 'pre-task phase', the teacher explores the topic with the class, highlights 

useful words and phrases and helps lear,ners prepare for the task. Learners 

may hear a recording of others doing a similar task (but not so similar to act as 

a model for exact copying). 

The 'task cycle' is divided into three parts. First in 'task', learners perform the 

task in pairs or small groups. The teacher monitors from a distance but doesn't 

intervene to correct errors. The key thing is learners' focus on meaning in this 

phase, use of language to exchange meanings for a real purpose, employing 

whatever language they choose or are capable of. In 'planning', learners 

prepare to report to the whole class orally, how they performed the task, what 

they decided or discovered, how they resolved the problem. The teacher's role is 

to circulate and help learners polish theil' language. In 'Report', some groups 

present their reports to the class. Here, the teacher may provide written or oral 

feedback as appropriate, and the students observing may do the same. 

The 'Language Focus' phase consists of two parts . In 'Analysis', the focus 

returns to the teacher who reviews what happened in the task, in regards to 

language. It may include language forms that the students were' using, 

problems that students had and perhaps forms that need to be covered more or 

were not used enough. During 'practice', the teacher practices new words, 

phrases or patterns that occur in the data analyzed. This idea is not that 
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students will gain immediate command of th ese features but that by noticing 

them, they will recognize them when they meet them again in the other texts. 

Given the contemporary development, task based teaching and analysis of L2 

classroom extracts-one might have expected that there would be a plethora of 

studies demonstrating the advantages of task-based interaction by means of 

'analysis of transcripts of the interaction, a:nd producing concrete evidence that 

the theoretical benefits are delivered in practice ,in the classroom. However, 

(Seedhouse, 1999) explains that there is lack of evidence in the form of a lesson 

transcript to conform those benefits which are claimed for tasks about studies 

of task based teaching. Expressing the puzzling omission of studies which aim 

to demonstrate a holistic analysis of interaction, Seedhouse worked from a 

database of published and unpublished transcripts of approximately 330 l2 

lessons or fragments of lessons from 14 different countries . The data base 

includes many extracts from task-based lessons, as well as a small number of 

whole lessons involving task-based interaction. 

2.5. Oral Interaction in the Classroom 

Vygotsky (1978) as cited in Smith (1999) claims that all human learning, 

including language learning, is attained through interaction with other people . 

Coming to specifically to the classroom situations, this scholar points out that 

learners will benefit most from social interaction when the tasks they are 

engaged in cannot be accomplished alone, but instead, must be achieved 

collaboratively. Concerning to this point, (Panitz, n .d.) explains," Cooperation 

enhances student satisfaction with the learning experience by actively involving 

students in designing and completing class procedures . Effective teams or 

groups assume ownership of a process a.nd its results when individuals are 

encouraged to work together toward a common goal." 

Communication cannot a lso be effective without interaction. Malmah-Thomas 
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(1 987 :10) point s ou t "In terac tion is more than action followed by reaction . 

Interaction means acting reciprocally, acting upon each other. There is a 

constant pattern of mutual influence and adjustment." From this extract, it is 

possible to say that interaction is a two way process. Therefore, in situations 

where there is no inte raction, but only a ction and reaction, there can be no 

communication. In addition, oral interaction skills involve various decisions in 

the minds of the speaker. Concerning this, Bygate (1987':6) points out, 

"Intera ction skills involve making decision s about communication, such as, 

what to say, how to say it, and whether to. develop it in accordance with one's 

situations, while maintaining the desired relation with others ." 

Emphasizing on the role and nature of interaction, Lier (1988) also says that 

language development is a thread that runs through the social interaction 

learners engage in at times visible , at times not. Therefore one expects at least 

part of the time in the classroom to be taken up by purposeful interaction that 

involves working with the target language (ibid). 

Brown and Yule (1983) distinguish two kinds of conversational interactions . 

These are the transactional function, which is primarily concerned with the 

transfer of information, and the interactional function, in which the primary 

purpose of speech is the maintenance of social relationship. These scholars 

further point out that within the spoken code of communication the interactional 

function of language is more useful than transactional ones in developing 

students' -skills . Concerning the teaching of spoken language, Howarth (2006) 

suggests that u sing longer transactional turns and an awareness-ralsmg 

approach should be the focus of teachers in the class. 

Unlike written communication, oral interaction can be affected by at leas t two 

demands, namely processing conditions and reciprocity conditions (Byga te, 

1987). This scholar further expla ins that processing conditions of speech 

entails the fact that speech takes place under time pressure i.e . time constraint 

in the case of short turn interac tion patterns whereas reciprocity condition of 

oral interaction refers to the rela tion between the intera ctants in the process of 

16 



speaking. Althou gh interaction seems so desirable and sensible in th eory, we 

all know that actually promoting and increasing it ca n be an uphill strategy. 

According to Howarth (2006), some of the reasons are: "student-resistance, 

self-consciousness, large Classes, mixed abilities, lack of motivation and 

insufficient language". On the other hand; some studies have also shown that 

even in a Classroom where there is a communicative oriented instruction, 

teachers fail to create opportunities for genuine interaction (Kumaravadivelu, 

1993 in Seedhouse, 1996). In relation to this issu e, Seedhou se (1 996 : 17) says, 

"Most teachers produce interaction which features examples of the IRF (teacher 

initiation-learner response-teacher follow-up) and display questions; , these a re 

typical of traditional Classroom interaction but rarely occur in genuine or 

natural communication." 

However, it is the area of communication interaction in particular which has 

nourished the approach to the teaching of speaking skills in a communicative 

way (McDonough and Shaw, 1993). An increase in student interaction, can be 

promoted by teaching process language, pre-teaching task language, providing 

support, giving prepa ra tion time, providing supportive a tmosphere, varying the 

interaction and repeating tasks, having different levels of task and providing a 

reason to interact (Howa rth ,2006). 

2.6. Components of Oral Communicative Tasks 

Candlin and Murphy (1987) assert that tasks can be effectively organized based 

on systematic components inCluding goals, input, setting, activities, roles a nd 

feedback. Candlin (1987) a s cited in Nunan (1989:47) also suggests that the 

tasks should contain input, roles, settings , actions, monitoring and feedback. 

And still others such as Shavelson and Stern (1987) as cited in Nunan 

(1 989:47) who are concerned with general educational planning suggest that 

task design should take into account the following elements: content, 

materia ls , activities, goa ls, students and social community. Furthermore, 

Wrigh t (1 987) su ggests th a t tasks need min imally to con tain just two elements . 

These are input data which may be provided by materia ls , teachers or learners 
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Speaking is a desire and purpose-driven, in other words we 
genuinely want to communicate something to achieve a particular 
end. This may involve expressing ideas and opinions, expressing a 
wish or a des ire to do something;' negotiating and/or solving a 
particular problem; or establishing and maintaining socia l 
relationships and friendship. 

It will be clear from this extract that we need not only knowledge of the target 

language but a lso to be able to the use of language, namely speaking skills to 

achieve these spea'king purposes. Therefore, good task-essentially goal­

oriented, requires group or pair to achieve an objective that is usually 

expressed by an observable result, which is attainable only by interaction 

between participants. Brind ley (1984) as cited in Nunan (1989 :60) also states 

that goals which reflect the communicative needs of the learners have greater 

face validity than those in which the goal~ were either unstated, inexplicit, or 

which did not reflect learners' goals. Whatever activity the students are 

involved in, if it is genuinely communicative and if it is really promoting 

language use, the students should have a desire to communicate, therefore 

they should be using language in some way to achieve an objective, and this 

objective (or purpose) should be the most important part of the communication 

(ibid). Therefore, without clearly articulated sets of goal statements, there is a 

risk that task-based teaching programs will lack coherence (Widdowson, 1978) . 

Goals generally refer to the sorts of things which learners want to do with the 

language outside the classroom. 

2.6.2. Input 

"Input" is the other component of communicative tasks which refers to the data 

that form the point of departure for the task (Nunan, 1989). Input data a lso 

refers to verbal or non-verbal materials, which task participants have to deal 

with when performing a task. While verbal materials may be spoken or written 

language, non-verbal materia ls include pictures, photos, diagrams, charts, 

maps, etc. Actually, input data can be derived from a wide range of sources in 
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a real world context. For instance, Hover (1 986) as cited in Nunan (1 989:53) 

provides a long li st illustratin g a ll k inds of written sources which exist a round 

u s , and Brosnan, Brown a nd Hood (1 984) as cited in J ean a nd Hahn (2006) 

point out the richness a nd variety of texts that learners will need to face in real 

life s ituations. For verbal materials, Brown and Yule (1 983) indicate that a ll , 

other things being equal, dialogue texts containing descriptions are easier than 

instructions, which are easier than s tories to comprehend a nd manipula te than 

non-dialogue texts , which include argumen ts or abstract concepts . 

Proponents of authentic m aterials point out that classroom texts and dia logues 

do not adequa tely prepare learners for coping with the language they hear in 

the rea l world outside the class room and thus they argue that learners should 

get opportunities for engaging in the real world texts in class (Nunan, 1989). 

Therefore, the input data, which task participants a re supposed to comprehend 

and manipulate in communica tive process, should reflect the learners' needs 

and interests, thereby positively en couraging the use of th e ta rget language. 

2.6.3. Activities 

2.6.3.1. Issues and Considerations in Relation to Activities 

"Activities" specify what learners will actually do with the input which forms 

th e point of departure for the lea rning task (Nunan, 1989) . It is through 

balanced communicative activities that language IS entertained in the 

classroom to enha nce communicative skills of the learners. To this end, 

Harmer (1991:42) says: 

A balanced activity approach sees the j ob of the teacher as that of 
ensuring that s tuden ts get a va riety of ac tivities which foster 
acquisition a nd which foste r communication will tend to 
predominant over (but not by a ny means exclude) controlled 
language presentation and practice output. It is on this basis that 
we affect our balance. 

On the nature of activities, Richards and Rodgers (2001) point out that 

language that is meaningful to the learner supports the learning process. Th ese 

scholars further discu ss that learning a ctivities are se lected according to how 
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well they engage the lea rne r in m eaningful and authentic language use rather than mechanical practice of language patterns . In support of this idea, Hyland (1993) suggests effective interactive activities should be manipulative, m eaningful and communicative, involving learners in using English for a variety of purposes. In addition, it is argued that communicative activities are vital in a language classroom s ince the students can do their best to use the language as individuals, a rriving a t a degree of language autonomy. In relation to this idea, Harmer (1991:50-51) s tates, "Cor:1municLltivc activities are those exhibit the ch aracteristics at the communicative end of our continuum. Students are somehow involved in activities that give them both the desire to communicate and a purpose which involves them in varied use of language. " 
Regarding to communicative activities in 'relation to a non-English speaking setting, Nunan (1989:28) says, "For learners who are studying English 111 a non-English speaking setting, it is very important to expenence rea l communicative situation in which they are taken seriously." 

Discussing the contributions of communicative activities, Littlewood (1981: 17) has stated the following: 

1. They provide 'whole-task practice'. In foreign language learning, our 
means of providing learners with whole-task practice in the classroom is through various kinds of communicative activity, structured in order to suit learners' level of ability. 

2. They improve motivation. The students' motivation to learn is more 
likely to be sustained if they can see how their classroom learning is 
related to their objective and helps them to achieve it with increasing success. 

3. They allow natural learning. Language learning takes place inside the learner a nd as teachers know their frequent frus t ration, many aspects of 
it are beyond their pedagogical controlled. 

4 . They can create a context which supports learning. Communicative activity provides opportunities for positive personal relationships to 
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develop amon g learne rs a nd between learners and teacher. 

Stern (1992: 180) explains further a rguments in favor of communicative 

activities: 

a. Communicative activities offer opportunity to develop coping 
techniques that are needed when the learner is on his own in 
th e natural language environment. Such coping techniques 
require regular exposure to real-life language situations. 

b. Communicative activities give the learner opportunity to develop 
a personal relationship with the target community through 
direct contact with individual speakers and thus to experience 
and define his s tatus as a 'foreigner' vis-a-vis the new language, 
its culture and community. 

While talking about the communicative activities which are believed to 

encourage subconscious learning of speaking, Stern (1992) discusses that 

since in the acts of communication the learner's attention is mflinly on the 

meaning of the message and not on the code, whatever lea rning occurs during 

such language use must be largely subconscious. In this regard, langu age 

acquisition according to Krashen is the unconscious incorporation of the target 

language system through its use in communication (Richards and Rudgers, 

2001) . Therefore, to achieve this, task must be designed in such away that 

when students are assigned to solve them, they can't help repeating the 

unpredictable language items so many times that they acquire the target 

language unconsciously (Akbarnetaj, n.d). While discussing the reasons for 

silence in classroom communicative activities, Lawtie (2004) justifies: 

A completely different reason for student silence may simply be 
that class activities are boring or a re pitched at the wrong level. 
Very often our interesting communicative speaking activities are 
not quite as interesting or as communicative as we think they are 
and all the students are really required to do is answer 'yes ' or ' 
no' , which they do quickly and then just sit in silence or worse 
talking noisily in their L2. 

The above extract suggests that a carefully selected activity potentially arouses 
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more interest, more talk, more participation, more motivation and enjoym ent. 

Furthermore, focusing on the importance of visual supports that can give the 

student to h ave a continuous communication , (Akbarnetaj, n.d.) points out: 

... it might seem much better, and more logical and profitable to 
. p resen t activities visually such as d iagram s, p ictures, drawings, 
sketch es, etc. The effort is to ma ke a suitable atmosphere in which 
the learners use the target language to communicate with each 
oth er. We know, on the other h a nd, that talking in a vacuum is 
much harder for EFL/ESL learners than talking about something 
visible or teachable. 

On th e issu e of easiness and difficulty of th e activity, Akbarnetaj also justifies 

th at activities s h ould not be very d ifficult, because difficult activities requ ire 

swift and high level of m en tal processing to communicative meaning .... On the 

other ha nd, th ey sh ouldn't be so easy, much easier than th e students' ability in 

u sing th e target language, because the students will get bored and, infact, the 

activity will not lead to any extension of th eir ability in using language. In 

addition, var iety in itself would provoke learner 's in teres t to activities . To this 

end, Ha rmer (1991 :42) says, "by presenting students with a variety of 

activities, we can ensure their continuing in terest and involvement in the 

language program. Classes which continuously have the same activities a re no t 

likely to su stain interest." 

2 .6 .3.2. Ways of Characteri.zing Activities 

Three things characterize learning task activities: These are activity 

a u th enticity , th e k inds of skills they promote a n d th eir focus either on fluency 

or accuracy (Nu nan, 1989). 

Authen ticity of activities lies in the fact th at th e ac tivities In the task s h ould 

rehearse the real world (Mekasha, 2005). A task can have all. activity reacting 

to a given letter by writing; as such all. ac tivity is a lso very common in our day­

to-day life (ibid) . Nun an, however, dou bts if a ll auth en tic inputs can be 

correlated with authentic task activ ities in the classroom. 

23 



Task activities m ay a lso be di vided into two as to whether th ey promote s kill 

getting or skill using (Rivers and Temperley, 1978 in Nunan, 1989). Activities 

that enhance learners' knowledge of the language by focusing their attention to 

the perception of phonological and gramm atica l forms and thus by abstracting 

these to the extent of production fall undet the skill getting activities. However , 

activities that would help learners interact in the real world of communication 

by expressing themselves come under the skill using category (Nunan, 1989). 

Activities also vary as to whether they focus on accuracy or fluency aspects of 

learners' language. Brumfit's quotation best illustrates the distinction between 

accuracy and fluency. He justifies "language display for evaluation tended to 

lead to a concern for accuracy, monitoring, reference rules, possibly explicit 

knowledge, problem solving are evidence of skill getting. In contrast to this, 

however, language use requires fluency, expression rules, a nd reliance on 

implicit knowledge, and automatic performance (Brumfit, 1984:51). 

2.6.3.3. Types of Task-oriented Activities 

One of the greatest challenges that have faced CLT have been to find some way 

of linking allen Lion to linguistic form with the communication of meaning. 

Littlewood's (1981) transition from the 'pre-communicative ' (Structural and 

quasi-communicative activities) to the 'communicative' (functional and social 

interaction) was influential in suggesting the methodological way forwarded the 

classic lesson structure of presentation-practice-production (ppp) (Klapper, 

n.d.). Therefore, the traditional language practice activities are meant to 

'display' command of structures or other linguistic elements taught previously 

and often to reproduce other people's meanings (e.g. "Describe these pictures 

using the following phrases'). On the other hand, in task-based learning they 

have to use their linguistic resources to complete the task; only later do they 

pay attention to language form (Willis, 1996b in Klapper, n.d.). 

In task-based learning, the task- oriented activities should center on involving 

learners in 'authentic communication' and in 'real communication ' (Stern, 

1992: 177) . Task-oriented activities should also involve 'reflective thinking'. In 
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su ch activities, a problem is solved, a question IS answered, a conflict is 

resolved, a rule is formed or a princ iple is exemplified (Ta ruin a nd AI-Arishi, 

1991) . 

There are a number of task-oriented activities that en courage communicative 

processes 111 the classroom, namely : information s h aring, negotiation of 

meaning and interaction (Richards and Rodgers, 2001). In the literature on 

TBLT, several attempts h ave been made to group tasks into categories . For 

example, it is believed that the notion of 'gap' between speakers can be used to 

provide a reason for communication. To this end, (Rees, n.d.) points out that 

gap may be taken to m ean difference. If there are two students, A a nd B, and if 

A has some information which B does not have, and possibly vice-versa, then 

there is a difference or gap between the two students. A task which requires B 

to find out information that A has (i.e. a task which closes the gap will provide 

a reason for communication) . 

Taking the above idea into account, Prabhu (1987:46-47) identified three 

principal gap activity types in the Bangalore project to promote learners oral 

communicative proficiency. These are: 

1. Informatiort gap activity, which involves the tra n sfer of gIven 

information from one person to another. One example is pair work in 

which each member of the pair has a part of the total information (for 

example an incomplete picture) and attempts to convey it verbally to the 

other. 

2. Reasoning gap activity, which involves deriving some new information 

from the given information through the process of inference, deduction, 

practical reasonin g o r a perception of re lationships or patterns. One 

example is working out a teacher's time table on the bas is of given class 

time tables. 

3 . Opinion gap activity, which inv0lves identifying and a rticulating a 

personal preference, feeling or attitude in response to a given s ituation. 

One example is story completion; another is taking part in the 
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discu ssion of social issu e . 

Researchers working on TBI have developed various ways of classifying task. To 

this end, (Jacobs and Navas, n.d.) forward .the following classification of tasks: 

1. Open Vs closed. It refers whether learners believe there is one right 

answer or many possible answers . Concerning this issue, Long (1990) as 

cited in Jacobs and Navas (n .d .) points out that negotiation of meaning is 

seen as important becau se it increases the comprehensibility of the 

la n guage which others comprehend. On the other hand, others, such as 

de Bono (1973) as cited in J acobs and Navas (n.d .) argue that open tasks 

foster development of thinking s kills and creativity. 

2. Planned Vs unplanned. It refers whether an activity provides time for 

learners to plan the language they will speak or write . In relation to this, 

Long (1990) as cited in Jacobs and 'Navas (n .d.) suggests that providing 

opportunities to plan can increase the quantity and . quality of the 

language learners generate. 

3. One-way Vs two-way tasks. It refers whether the task involves a one­

way exchange of information or a two-way exchan ge . Long (1980) as cited 

in Celce-Murcia (1991) justifies that two-way tasks (in which a ll s tudents 

in a group discussion had unique information to contribute) simulated 

significantly more modified in te ractions than one way tasks (that is, in 

which one member of the group possessed all the relevant information. 

4 . Convergent Vs divergent. It refers whether the students achieve a 

common goal or several different goals. To this end , Duff (1986) as cited 

in Celce-Murcia (1991) found that convergent problem-solving tasks 

prompted significant interactional a nd discourse differences with more 

and shorter turns than divergent debating task. 

Willis (1991) as cited in Richards and Rodgers (2001:234) has a lso adapted the 

views of many professionals and has proposed six types of task as the basis for 

TBI: 

1. Listing tasks: it entails pair or class brain storming, or fact finding . For 
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example, students might have to make up a list of things they would 

pack if they were going on a beach vacation. 

2. Sorting and ordering: it can involve sequencing, ranking in order of 

priority or cost and classifying. For example, students work in pairs and 

make up a list of the most important characteristics of an ideal vacation. 

3. Comparing: this can involve the process of matching, finding simila rities 

or finding differences. 

4 . Problem solving: it includes short 'puzzles, including logic problems or 

riddles, real-life problems such as those typically found on problem 

pages in m agazines, or longer case studies su ch as those used in 

business simulations. For example, students read a letter to an advice 

columnist and s u ggest a solution to the writer's problems. 

5 . Sharing personal experience: such task gives learners a chance for 

more sustained, personal talk i.e . talk that is m ore typical of social 

interactions, rather than being purely functional or transactional. They 

include a necdotes telling, rem iniscing such as childhood memories of 

holidays or of crit ical incidents, and glvmg opinions on or describing 

reactions to a specific issue or even t: 

6. Creative tasks and projects: these will normally take a longer t ime a nd 

sometimes be done over a series of lessons. They may be preceded by 

preparatory tasks of a listing or ordering type. 

2.6.3.4. Levels of Difficulty in Communicative Activities 

Stern (199 2 :199-201) proposes that it is importan t to develop criteria to assess 

the difficulty of a communicative activity for learners of different degrees of 

proficiency. They devise the following criteria : 

a . The predictability-unpredictability dimension. Language teaching 

techniques h ave often been critic iied on the grounds that much of the 

task is predictable, and new information is rarely transmitted from the 

speaker to the listener. 

b. Length of an utterance. Brown and Yule (1983:16) m their analysis 
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of conversational Englis h, make a s imple dis tinction be tween 'short 

turns' and 'long turns .' It is obvious that long turns are more 

demanding than short turns in compreh en sion as well as production. 

c. Contextual support. Commu nicative activities which are embedded in 

practical activities, for example , cooking while listenin g to instruction s 

or doing art work under verbal guidance a re easier to h a ndle than, say, 

following an h ours lecture on philosophy. In school settings, subj ect 

matter d rawn from history, wh ic h ma kes use of a bs tractions a nd relies 

m a inly on speech or written text, is .more d em a nding linguistically than 

a rt or phys ica l education, both of which a re vis u al and involve 

movement. 

d . Familiarity of content. Subject "matter with which the L2 learner IS 

familiar is easier to h andle than topics which are entirely novel. 

e . Clarity and familiarity of delivery. If voices are clear th ey a re m ore 

manageable for th e L2 learner. Fa miliarity with th e style of delivery IS 

a lso h elpfu l. 

f. Stress. Communicative activities are likely to be more difficult to engage 

in for a second la nguage learner under condition s of ~tress , discomfort , 

fatigu e, physical danger, emotional d istress, or hostili ty than in calm 

a n d positive formed s ituation. 

2.6.4. Role 

"Role" refers to the part that learners and teach ers a re expected to play in 

carrying out learning tasks as well as social a nd interpersonal rela tionship 

be tween the pa rticipa n ts (Nuna n, 1989). 

In analyzing task in te rms of power and control, Nunan (1989 :86) wri tes "Drills 

and the like vest power in the teacher, while communicative tasks such as role 

plays, problem-solving tasks a n d simulations give much more control to the 

learner." Therefore, th e type o f classroom ac tivities proposed in CLT implied 

new roles in th e classroom for teachers a nd learner s (Rich a rd s and Rodgers, 

2001) . 



2.6.4.1. Learner Role 

The development of communicative language teaching has h ad a drama tic 

effect on the roles that learners are required to adopt (Richards and Rodgers, 

2001). This IS particularly true of oral interaction tasks (Nunan, 1989). 

Nunan's notion in th is regard points out, "In small-group interaction tasks ... 

learners are required to put language to a ra n ge of uses , to use language which 

has been imperfectly m astered, to negotiate meaning, in short , to draw on their 

own resources rather than simply repeating and absorbing language." 

Breen and Candlin (1980) as cited in Richards and Rodgers (2001:166) a lso 

describe the learner's role within CLT in the following terms: 

The role of the learner as a negotiator between the self, the 
learning process and the object of learning-emerges from and 
interacts with the role of joint negotiator within the group and 
within the classroom procedures a nd activities which the group 
undertakes. The implication for the learner is that he should 
contribute as much as he gains, and thereby learn in an 
interdependent way. 

From the above extract it is possible to say that students are, above a ll, 

communicators. They are expected to interact primarily with each other rather 

than with the teacher. In support of this idea, (Richards, n .d) states that 

learners now had to participate in classroom activities that were based on a 

cooperative rather than individualistic approach to learning. Students had to 

become comfortable with listening to their peers in group work or pair work 

task, rather than relying on the teacher for a model. 

2.6.4.2. Teacher Role 

As students, several roles are assumed for teachers in CLT. After explaining 

that learners' roles are derived from the nature of language and ways of 

learning, Nunan (1989) says that in the past, i.e. traditional language 

pedagogy, the role of the teacher was restricted to m anager of ma terials. In 

contrast to this, according to Richard s a n d Rodgers (200 1), in a communicative 

classroom the teacher is assigned to be catalyst, consultant or guide, leaving 
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the entire task to learners. On the issue of the authority, power and control 

s ha red between the teacher a nd s tudents, Nunan (1989) explains that teach er 

fronted or teacher dominated classroom interac tion has a debilitating effect 

beca u se teachers h ave forgotten or ignored th e fact that in the rea l world 

speakers shape their own conversations (Basturkmen , 1994). 

Giving the learners a differen t ro le (such as greater initi a tive in the classroom), 

requires the teacher to adopt a different role . To this end, according to Breen 

and Candlin (1980) as cited in Nunan (1989:87) , the teacher has three main 

roles in the communicative classroom. The first is to act as a "facilitator of the 

communicative process", the second is to act as a "pa rticipa n t" and the third is 

to act as "observer a nd learner" (ibid). 

In general terms, according to Larsen-Freeman (1 986); Littlewood (1981 ); 

Harmer (1991) in communicative oriented classroom, the teacher should act as 

'counselor', 'facilitator', 'organizer', 'participant' , 'prompter ', 'resource etc' 

instead of being an actor of the s tage . 

2.6.5. Setting 

"Setting" refers to the classroom a rrangements s pecified or implied in th e task, 

(Nunan, 1989). In addition, setting a lso s ignifies the instructional setting wh ere 

pedagogical conditions a re treated. In rela tion to the ways for learners to use 

language in the classroom, (Moss, 2003) explains : 

The classroom setup can hinder or enhance interaction 
opportunities. If the desks a re in neat rows with everyone facing 
the ch a lk board and th e teach er, learner-to-learner interaction s a re 
more difficult to in itiate . Round tables, desks arranged in small 
group s, or even a semicircle of desks help make interactive task 
eas Ie r. 

J ean a nd Hah n (2006) also expla in that classroom setting refers to certa in 

environment, in which every task is performed. In relation to classroom 

a rrangements, Wright (1987) suggests the different ways in wh ich learners 

might be grouped physically based on individual, pair, small group a nd whole 

class made. For the relationship between task partic ipants' roles and each 
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setting, Alderson and Lynch (1988) as c ited in Jean and Hahn (2006) advocate 

the effectiveness of group work compared to that of individual work for general 

pedagogic reasons (e. g ., increasing the cooperation and cohesiveness among 

learner s ), and (Celce-Murcia, 1991) mentions th e positive role of group work 

and pair work in promoting a linguistic environment likely to assist L2 learning. 

This sch olar further explains that the most effective and appropriate classroom 

organization is pair work a nd group work. 

Nunan (1989) discusses that the setting with respect to 'environment' refers to 

where the learning, actually takes place. In th e case of mode of learning, the 

implica tion of teacher-directed based interaction , for example, television­

teacher directed classroom pedagogy is worth discussed as one aspect of 

setting. 

This review of related literature section has explored, interpreted, synthesized 

and discussed what h as been resea rched and documented in the previous 

works. While reviewing the literature, the researcher is acquainted with various 

approaches which can help him to look the problem [rom variou s perspectives . 

In the next part, the research methodology of this paper will be discussed. 
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CHAPTER III 

RESEARCH DESIGN AND METHODOLOGY 

3.1. Design afthe Study 

The researcher followed a descriptive study design. The descriptive method was 

employed with the intention of obtaining pertinent data . The study focused on 

describing, recording, analyzing and interpreting the conditions that prevail in 

the sch ool under question in relation to classroom inte ractional implication in 

teaching ora l communication throu gh the use of tasks. In relation to 

'pedagogic' tasks, the whole s tudy talked and justified th e realization and 

implementation of oral communicative tasks, students' a nd teachers' roles and 

setting, i. e. mode of interaction, classroom set up and satellite te levision led 

instru ction in the target grade level of English la nguage classroom. 

3.2. The Research Setting 

Amanu el High School was selected because it is a typical case study. The other 

important reason for choosing this school is that the researcher was fa milia r 

with this problem while h e had been teaching English, in th e school, for five 

years and this made the research somewhat appealing to the researcher. Thus, 

if the classroom interactional implication in teaching oral communication 

through the u se of tasks was studied in this school, the research er believes, it 

became the best place to learn. 

The researcher focused only on a governmen t school becau se the satellite 

television lesson is implemented on ly in government schools and the satellite 

te levis ion based instruction was taken in the study as a potential variable 

under instructional setting. Furthermore, only grade nine was chosen because 

it was more convenient fo r the study in that oral communication interaction is 

possibly given more room than in lower grades. The researcher did not include 

grade 10 in his study because the actu a l class ended up early in the academic 

year . 
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3.3. Sources of Data and Sampling Procedure 

A. The Classroom 

The main research question IS on the classroom interacitonal implication in 

teaching oral communication through the u se of tasks which is, of course, all. 

instructional process that takes place in the classroom. Thus, the classrooms 

were taken as the ma in source of data. It was here that where observations 

were m ade to see what really happen ed in the classroom. In order to select 

them, the name of classrooms occupied by each teacher was listed . After that, 

one class from each teacher's list was selected using the lottery system. Using 

this sampling procedure, 5 classrooms out of 19 were taken. However, only 2 

out of 5 were randomly selected for observation. 

B. Teachers 

Teachers are one of the most important elements in the teaching and lea rning 

process. Through their experience they have gathered useful information that 

can be channeled to useful practice . Therefore , teachers were considered to be 

rich sources of data. With this in mind, the researcher used the comprehensive 

sampling technique to choose the teacher respondents . Therefore, all (th e five) 

English teachers who were involved in teaching English language in grade nine 

were taken. 

C. The Students 

Oral communication interaction IS implemented on students. Therefore, 

students are the ma in ac tors / actress in the implementation of oral 

communication in teraction . Since reality is very complex and it couldn't be 

fully comprehended a nd understood by a single m ind a nd method , students 

were taken as one source of data cas to furnish important information 

pertaining to the problem a t hand. To select students, the researcher used the 

simple random sampling techn ique. Thus, 35 students from each sample 

sections were selected. Out of the total number of 1,600 students, 175 were 

ta ken as a sample, represen tative of the target study. 
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3.4. Instruments of Data Collection 

The data were collected through three instruments: questionnaire, interview 

and observation. 

A. Questionnaire 

Questionnaire was used as the instrument for the data gath ering process . The 

major reason why questionnaire was u sed in the data gathering process is to 

get much information from the la rge number of respondents. It is also easy to 

distribute and gather information , particularly when the respondents are very 

large in size. Two types of questionnaires were prepared to be filled by grade 9 

English teachers and students . These were, one for students and the other for 

teachers . The teachers' questionnaire contained 27 closed- ended and 5 open -

ended items. On the other hand, the students' questionnaire contained 21 

closed- ended and two open- ended items. In order to avoid communication 

barriers, the students' questionnaire was translated into Amharic (Appendix B-

1). The questionnaire for teachers h ad fou~ parts. These were used to examine: 

1 whether the goals, contents as input and activities in the task 

adequately realize oral interaction (part-I) 

2 the classroom teachers' roles and satellite television teacher's roles 111 

facilitating ora l interaction (part- II) 

3 the conditions of the classroom set up in facilitating oral interaction (part 

- III) 

4 the students' roles and the m ode of interaction u sed 111 oral interaction 

(part- IV) 

Part one and part two of the teachers' questionnaire contained question items 

which are likert- type of opinion scales ranging from 'strongly agree; to 'strongly 

disagree'. Part three a lso contained question items which are designed under 

three divisions of 'yes', 'no' a nd 'undecided ' categories. In addition, part four 

contained closed- ended question items in the form of mUltiple choices. 
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On the other hand , the qu estionnaire for stu dents had two parts . These were 

intended to examine: 

1 whether the contents as input and activities facilitate oral interaction 

(part- I) 

2 the role of classroom teacher and satellite television teacher In an oral 

interaction (part- II) 

Part one of the studen ts ' questionna ire contained question items which are 

likert-type of opinion scales ranging from 'strongly agree' to 'strongly disagree. 

Furthermore, part two contained qu estion items that are assigned under three 

divisions of 'yes', 'no' and 'undecided' . 

Open- ended items were added at the end of both teachers ' and students ' 

questionnaires in order to consider unanticipated responses within these 

structured questions . However, the responses obtained from these open- ended 

questions were used to stren gthen and substantiate the informa t ion collected 

through closed - ended questions. Although these open- ended questions were 

prepared for both teachers and students, only students were trying to give sets 

of information in relation to activities, roles of teachers and roles of satellite 

television led instruction. These sets of information a re given on Appendix-E. (A 

B. Observation 

The other major and central instrument of data collection is the classroom 

observation. It describes what was really happening in the classroom during 

instruction. Accordin g to Mariam (1998), classroom observational data gives 

first hand account of the situation under s tudy and when combined with 

interviewing and document analysis a llows a h olistic interpreta tion of the 

phenomena being studied. 

Therefore, for this s tudy, an observation sch eme in the form of checkiist was 

used . The checklist contained five parts. The first part examined the 

effectiveness of activities in facilitating oral interaction, the second part was for 

class room teachers' role, the third part justified the ro le of television teacher, 
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the fourth part examin ed students' role, and the fifth part investigated the 

conditions of classroom set up. The observation checklist was adapted from 

Nunan (1989: 135- 137). Nunan's checklist IS designed to exam me 

communicative language tasks (not specific to oral language (Appendix F). The 

major points to be examined in the checklist are: goals, input, activities, roles 

(of teachers and students) and setting. Under these major points, there are list 

of minor points (39 items). The researcher did not use all the 39 items in the 

checklist. Items which have direct relevance with the study were taken .Some 

items which are not used to achieve the objective of this study were omitteq 

and replaced by others. After this, the researcher of this paper adapted them 

into a table form. The table contained 21 items (Appendix D-l ). Besides, these 

items were rated using a tick (;f) mark ~nder 'Yes', 'No' and 'Undecided' 

categories during oral interaction lesson. The total number of ticks (;f) given to 

the observed teachers was used to analyze,and interpret the data (Appendix D). 

In addition to the researcher, one observer participated at a time. The assistant 

was given a detailed orientation on how to use the checklist. By directly 

observing what happens in the classroom using the checklist, the researcher 

and the assistant checked whether what people say, do or think was reflected 

in the actual condition. The sets of information collected through observation 

were analyzed using description. 2 teachers out of 5 were randomly selected for 

the observation. The reason for having few teachers to be observed was due to 

the difficulty to get the te levision program so many times in a day and shortage 

of time. 

C. Interview . 

Much of what we cannot observe for ourselves has been or is being observed by 

others. Thus, the researcher used interview to fill the gaps if any. Thus , 

interview is very useful instrument to understand the reasons why and how 

things happen the way they are happening. In order to give the interviewees a 

degree of control and power over the issue and to give the interviewer a great 

deal of flexibility as stated by Nunan (1 992), semi-structured interview type 
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was preferred in designing questions (Appendix- C) ,'. 

The teachers selected for intervi ew were those who observed because the 

interview would give the research er the cha nce to raise questions that he had 

seen during observation. The interview was recorded in audio tape and 

transcribed into a text (look Append ix C-l and C-2). Sets of information 

collected through this interview were used to crosscheck and substantiate 

those taken from the questionnaire. After conducting the interview, the findings 

were organized and treated in light of their' relevance to the aim of research . 

3.5. Data Collection Procedure 

The data gathering instrument, the questionnaires were pilot tested and 

reviewed in order to make essential correction and maintain the validity of the 

instrument before the final study was conducted. This helped the researcher to 

avoid errors likely to happen. The questionnaires were tried out in the sample 

area (Menkorer High School) on the students and teachers who were not 

included in the fina l research study. After this, they were revised depending on 

the comments given. As a result of this, some item s were rephrased and the 

sequence was rea rranged . 

. Orientations were given to respondent teachers and students at the beginn ing 

on the goal of the study as well as the nature of the questionnaires. 

The observation had been made first ic order to avoid the occurrence of some 

a rtificia l behaviors and acts which can be exhibited by teachers and studen ts 

after they got informa tion from ques~ionnaires. The observation was made 

when the actual teaching learning process was going on. 

The questionnaires' pre pared for the students and teachers were administered 

. following the speaking skill section . After that, these questionnaires were 

collected in the same session. Howeve r, some of the respondent teachers and 

students who couldn'l go through all the questions at once were told to return 

them at other times . Out of 175 students, o nly 159 returned the 

37 



questionna ires. However, a ll the teachers' questionnaires were returned to the 

researcher. 

The interview was made at the end after identifying possible Issues that were 

not well addressed through the questionnaires and observation. Then, the data 

was categorized according to the research variables. 

3.6. Method of Data Analysis and Interpretation 

After the questionnaires had been returned from respondents, the process of 

tallying and tabulation were carried out. The analysis was made based on the 

questionnaires and the results of observation checklist. As it was pointed out 

in the instruments of data collection part, however, sets of information 

collected through interview and open- ended questions were utilized to 

strengthen those taken from the questionnaires and observation. In addition, 

data interpretation of students' questionnaire was worked out USlllg 

percentages. Since the target of the study is to describe what is being 

practiced, the researcher perceived that percentage was an appropriate 

statistical procedure. However, data interpretation of teachers' questionnaire 

was worked out s imply by writing in numbers. In addition, the data 

interpretation of the observation was made using description taking the total 

number of ticks into consideration. 
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• whether the goals , contents as input, and activities In the task 

facilitate ora l interaction 

• the roles of teachers and students in fac ilitating oral interaction 

as implied in the course book 

• the role of television teacher In the classroom setting In 

facilitating oral interaction 

• the perception of teachers on the mode of interac tion u sed In 

oral in te rac tion 

• the condition s of classroom set up in facilitating oral interaction 

4.1.1. Conditions in Relation to' Goals of Activities 

One of the questions teachers were asked in the questionnaire was to identify 

whether the goals of ora l communicative activities fac ilitate oral interaction or 

not. The information obtained is indicated in the table below. 

Table 1: Teachers' responses on the goals of oral interactional activities 

Number of Responses 
Strongly Agree Undecided Disagree Strongly 

No Questionnaire items agree di sagree 
I The goals of activities are 2 " - -J 

expl icit 
2 The goals are relevant to the - , 4 1 

communicative needs of the -

students 

The target respondents for the given items above a re only teachers becau se the 

concepts in relation to 'goal' might not be well in terpre ted by the students. 

In item 1, the teachers were asked to reveal their perceptions on whether or not 

'the goals of oral communica tive activities are explicit.' As a reaction to the 

s tatement, out of 5 responden ts, 2 strongly agreed and 3 agreed. When the 

results of strongly agree a nd agree a re lumped together, all of them assured 

that the goals of activities are explicit. In relation to this, Brindly (1984) as 

cited in Nunan (1 989) states that without clea rly a r ticulated sets of goal 
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statements, there is a risk th at task- based la nguage teaching programs will 

lack coherence. Therefore, it seems that the goals of the oral communicative 

activities in the course book are expressed by observable results which can be 

attained by interaction between participants. 

In response to whether 'the goals are relevant to the communicative needs of 

the students' in item 2, out of 5 respondents, 4 agreed and 1 disagreed. The 

majority of respondents (4 out of 5) answered that the goals of the activities are 

relevant to the communicative needs of the students. Brindley (1984) as cited 

in Nunan (1989) explains that the goals which reflect the communicative needs 

of learners have greater face validity than those in which the goals are either 

unstated, inexplicit, or which do not re flect learners' goals. Therefore, it would 

be possible to say that the goals of the oral communicative activities of the 

course meet the communicative needs of the students. 

4.1.2. Aspects in Relation to Co'ntents as input 

One of the questions teachers were asked in the questionnaire was to identify if 

the contents as input of the activities adequately realize oral interaction in the 

classroom. The information obtained is indicated in the table below. 

Table 2: Teachers' responses on the contents as input of oral interactional 

activities 

Number of Responses 
Strongly Agree Undecided disagree Strongly 

No Questionnaire items agree disagree 
1 Students are familiar to the 1 4 - -

contents as input of 
activities ., 

2 the contents as input have 1 3 
sufficient information 

In item 1, Table 2 above, the teachers were asked whether or not 'the students 

are familiar to the contents as input of the activities.' Thus, 4 agreed and 1 

strongly agreed on this item. When the results of agree and strongly agree a re 

lumped together, all respondents said that students are familiar to the 
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No 

I 
I 

12 

" ., 

4 

5 

6 

conten ts of oral communicative activities. Therefore , it would be poss ible to say 

that th e contents of a ctivit ies as inputs are selected on the basis tha L they a re 

closer Lo the s tude n ts' experiences a nd exposures . S tud ents a lso give s imilar 

respon ses to this item (Look a t Ta ble 10: item 1). 

In item 2 , the teachers were as ked whether or no t 'the contents as input give 

sufficie n t informaLion Lo th e sLude nts .' In th is regard , one of them agreed, 3 

disagreed a nd 1 s tron gly d isagreed. By lumping di sagree a nd s trongly disagree 

together, i t can be indicated that the contents a s inputs in the activities don't 

give sufficient information. From this, it is possible to infer that contents a s 

input in the activities don't adequately prepa re learners for coping with the oral 

interaction in the cla ssroom. A s imilar response is given by students (Look at 

Table 10: item2) 

4.1.3. Conditions in Relation to Activities 

In this section , a n attem pt. wa s m ade to exa mine the poten tials of oral 

communicative activities in fac ilitatin g ora l interac tion in va riou s aspects as 

indica ted in the table below. 

Table 3: Teach ers' responses on the activities of oral interaction 

Number of Rcs lonses 

Qucstionnaire items "0 

" " b :'? 2 
>0 :; 

cO 
" u e ll O'n ~ , 

2 " ~ " ~ c[: 
U '0 '" o co 
ttl Cll ~ .;:; . ~ .-

'" " < => CO v: 'V 
--

The acti vities moti vate the slUdents to speak I 4 · . 

The activities are comll1u n ic~t i\' e (intcracti\'~) 
-. --

. 4 · I . 

The difficulty level of the aCii I'ities is 
--

I I appropriate to the studcnts . I · 
0 
J 

1 The activities in onc I\'a)' or another re late \I 'it h 
.1 the real world condi tions 2 0 · J ._--

~-=l The acti vities invoil'e ne.\ibilit)' in I 4 -
.Qresent3tions 
The activities arc designed in order to achie\'e a t~ particular goal. 0 2 ., · 

-

I 
J 



In item 1, Table 3 abO\'c, the tcachers \\'CIT asked whether or not 'th e activities 

motivate. the students to spcak.' Out of 5 responde nts, 1 s howed strong 

agreement a nd 4 sho\\"cd agreements. Whpl th e results of s trongly agree a nd 

agree are lumped together, 5 respondents said that the activities motivate the 

students to s peak. Therefore, th is suggests that the ac tivit ies selected 111 the 

course book potentia lly' arouse more in te res t , motiva tion and enjoyment. 

In item 2 , the teachers were asked to reveal their perceptions on whether or not 

'the activities are communicative (interactive ). ' All the teachers who took part 

in the study responded as foll o\\'s: 4 agreed and 1 disagreed. Therefore, the 

majority of respondents (4 out of 5) justified that the oral activities are 

communicative. One can infer from this data that the oral communicative 

activities have potentials in arousing more talk and participation. 

In statement 3, the teachers were asked whether or n ot 'the difficul ty level of 

the activities is appropria te to the students.' As a reac tion to the statement, out 

of 5 respondents, 1 s h owed his or her agreement, 3 s h owed their disagreement 

and 1 showed his or he r s trong disagreement. When the results of disagree and 

strongly disagree are lumped lOgether, 4 respondents asserted that the 

difficulty level of the activitics is not appropri ate lo the students. Th is data 

indicates that the oral commun icative activ ities in the course book are pitched 

at the wrong level. For th is reason, tasks must be designed in such away that 

students can solve th .. em . . A similar response is given by students (See Table 

11: item 3). Therefore, the difficullv level of the oral communicative activities 

did not have potential in facilitati ng oral interaction. 

In item 4, the subjects were asked whether or not 'thc oral commun icative 

activities in one way or another relate with the real \\'orld life. ' Th u s, 2 strongly 

agreed and 3 agreed. By lum ping s t ronglv agree and agree together. all 

respondents a nswercd that the 01'<.11 communicative act ivitics in th e course 

book in one way or a n other relate with thc real worlel life. It is worth noting 

here that aspects of a Ulhcnticitv are cons idered as a potential factor affecting 

interaction (Nunan, 1989). Nunan further discuscs that if a given activit,· IS 
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related in one way or another to the real life of the students, it provokes their 
interest so that interaction would be active and warm. 

In item 5, the teachers were asked whether or not 'the activities have flexible 
presentation.' Responding to this item, all subjects agreed that the oral 
communicative activities have flexible presentation styles, i.e., the lessons are 
presented through motion pictures with a variety of alternatives. In addition, 
according to the interview result (Appendix C 1 and C2) indicates, models are 
shown to the students on the way how to involve in pair work and group work 
activities through the plasma television s'creen. In connection to this idea, 
literature in the area tells us that the more the presentation of activities is 
flexible, the better it' 'grabs the students' attention and consequently paves the 
way for lively interaction (Harmer, 1991). 

In item 6, the teachers were asked whether or not 'the activities are designed in .. 
order to achieve a particular goal.' As a reaction to this statement, out of 5 
respondents, 2 strongly agreed and 3 agreed. When strongly agree and agree 
are lumped together, all the respondents asserted that the oral activities are 
designed in order to achieve a particular ·goal. A similar response is given by 
students (See Table 11). In relation to this, Jean and Hahn (2006) state that in 
real life, we always have a reason for speaking and so our speaking activities 
should aim to reflect this wherever possible . 

4.1.4. Aspects in Relation to Roles 

Learners and teachers a re expected to play a role in carrying out learning tasks 
in the classroom. Therefore, in this section, an attempt was made to examine 
teachers' Iilttitude towards the roles that learners and teachers are required to 
adopt in order to facilitate oral interaction . The information obtained IS 

indicated in the tables below. 
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Table 4: Teachers' responses on their roles during oral interaction lesson 

NU lllucr of Res JOuses 

No Questionnaire item "0 

" " » C2 >, Q) 

I 

2 

3 

4 

5 

6 

7 

~ tD " U ~~ g " " " CIl CIl 

" " '" 0 '" .::: ~ eD w 
~ w 

CIl « ::J a U5:.o Vl OJ 

Yo u introd uce the topic before the tel ev ision lesson to help 
learners 10 p repare for the task 

, 
2 - -J 

You clarify the learning objective of the oral act ivities to 
make them pu rpose ful 2 3 - -
You act according to the instruction given by the telev ision 
teache r to fac ilitate o ral interaction 3 I - I 
You group students with mixed abil ities to faci litate oral 
interaction - , - - J 

You encourage s tude nts to interact freel y by mov ing 
between the desks 2 

, - -J 

You provide a rich envi ronment that contain s co ll abo~·alive 

work - - I 4 

You let stude nts to work o n difficu lt areas at t he e nd of the 
te lev is ion lesson to help them to overcome the ir oral 
cOlllmunicat ive problems 

, 
I I -J 

In item 1, Table 4, the teacher s were asked whether or not 'they introduce the 

topic b efore the television lesson .' In this regard, out of the 5 respondents, 3 

strongly agreed a nd 2 agreed. By lumping together stron gly agree and agree, it 

can be observed that all respondents said that teachers introduced the topic 

before the television lesson to help learners to prepare for the task. This 

contradicts with the students' response (See Table 12: item 1). As the 

observation result (Appendix 0) and st'.ldents' response indicate, teachers 
, 

didn 't introduce the topic before the television lesson is started. In the open 

ended questions, students explained that teachers usually appeared in th e 

middle of the lesson in the classroom . From this data, it would be possible to 

say that learners failed to take part in a preliminary activity that introduces the 

topic and the situation (Ri chard s and Rod ge rs , 200 1) . 

In statemen t 2, the teachers were asked whether or not 'they clarify the 

learning objective of t.he activities to make them purposeful. ' Thus , 2 strongly 

agreed and 3 agreed on this item. When the results of strongly agree and agree 

are lumped together, all respondents (5) assured that teachers clarified the 
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Table 9: Teachers' responses on the conditions of classroom set up during 

oral interaction 

Number of responses 
No Questionnaire items Yes No Undecided 

1 Is it possible to organize the class for 
pair and group activities? - 5 -

2 Are there enough seating spaces for I 4 -
interaction? 

3 Are the desks and tables easily 
movable to make groups? - 5 -

In item 1, Table 9, the teachers were asked if 'it is possible to organize the class 

for pair and group activities .' In responding to this item, all teachers (5) cla\med 

that it is impossible to organize the class for pa ir work and group work. A~ the 

observation result (Appendix D) indicates, most students sat in groups of three 

through out the whole period although the television teacher ordered the 

students to perform the ac tivities with a partner. In the interview (Appendix C 1 

and C2) teachers also explained that it is impossible to organize the students in 

pairs because of the unwillingness of students to move on to other seats. 

However, during group work and pair work, students can face and talk directly 

to one another, so it is much closer to the way we use language outside the 

classroom (Byrene, 1987). 

In item 2, the teachers were asked whether or not 'there a re enough seating 

spaces for interaction in the classroom.' [n this regard, the majority of 

respondents (four ou t of five) confirmed that there are no en ough seating 

spaces for inte raction . From th is da ta, it is possible to infer that the classroom 

is filled with ta bl es, chairs and la rge number of students. 

In item 3, the teachers were asked if 'the desks and table s are easi ly movable to 

make groups.' As a reaction, all of the respondents answered that the desks 

a nd tables are not easily m ova ble to make groups . As th e interview result 

(Appendix C 1 and C2) indicates, chairs and tables are combined and one 

combined desk may weigh up to 30k.g. However, Moss (2 003) explains that 

51 



.' 

round tables, desks arrangcd in small groups, or even a seml- circle of desks 

help make in teractive task easier. 

As it can be seen from the above table, the classroom set up did not have 

potentials in facilitating ora l interaction. 

4.2. Data Analysis and Discussion Based on the Students' 

Responses to the Questionnaire 

This part of the students ' responses to the questionnaire IS intended to 

examIne: 

• whether the contents as input and activities 111 tasks adequately realize 

oral interaction 

• the roles of classroom teachers in facilitating oral interaction 

• the roles of the television teacher (in a classroom setting) in facilitating 

oral intera c tion 

4.2.1. Aspects in Relation to Contents as input 

This section investigated the perception of student s have regarding to the 

nature of contents as input of activities in facilitating oral interaction . To attain 

this specific obj ective, the subjects were required to respond 3 statements as 

indicated in th e following table. 
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Table 10: Students' responses regarding to the contents as input of the 

activities of oral interaction 

Number and Percentage of Responses 
Strongly Agree Undecided Disagree Strongly 
agree disagree 

No % No % No % No % No % 
Qucstionnai.·c items 

A contcnts as input 
You are familiar to the 46 28.8 60 37.8 23 14.5 17 10.7 13 8.2 
contents of activities 
You get sufficient information 
from the contents of the 15 9.4 20 12.6 12 7.5 68 42.8 44 27 .7 
activities 
You are interested with the 63 39.6 37 23 .3 20 12.6 16 10 23 14.3 
contents of the activities 

With respect to famili arity of contents, the data in item 1 above shows that 

66.6% of the respon de n ts agreed on the fact that students are fami liar with th e 

contents of activities. The information from the above table indicates that the 

majority of the stu dents at least agreed that there is no problem of familiarity 

with the contents of the activities. In the literature section of this paper, it has 

been pointed out tha t th e extent of content familia rity of a given activity has 

something to do with promotion of interaction . In addition, subject m atter with 

which the L2 learning is familiar is easier to handle than topics which are 

entirely novel (Stern ,)992) . 

With respect to gellin g s ufficient information from contents as input in 

response to item 2, the majority of respondents (70.5%) said that students did 

not ge t sufficient information from the contents of the activity as the input. A 

similar response is given by teachers Crable 2). However, in order to interact 

with each other effectively, studenLs should get suffi cient information from the 

content of the activit),. 

[n response to whether or not 'the co nten ts of the activities are the s tudents' 

interest ' in item 3 , the majority of res pondems (62.9%) agreed that s tudents 

are interested with the contents of the act ivities . In the literature section of this 
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paper, it has been stated that the input data, which task participants are 

supposed to comprehend and manipulate in the communicative process should 

reflect the learners' needs and interes ts, thereby possibly encouraging the use 

of the target la n guage. Therefore, it seems th at s ince the contents of activities 

are selected on th e basis of lea rners' interests, they can promote oral 

interaction in the classroom 

4.2.2. Conditions in Relation to Activities 

In this section, a n attempt was made to exam m e wh ether th e . oral 

communicative activities adequately reali:,;:e oral interac tion or not. To attain 

this specific objective , the subjects (students) were required to respond to six 

statements in the following table. 

Table 11: Students' response on the activities of oral interaction 

Number and Percentage of Responses 
Strongly Agree Undecided Disagree Strongly 

Questionnaire items agree disagree 
No % No % No % No % No % 

A Activities 
The activ iti es engage you to 
communicate ( interact) with each other 43 27. 1 67 42.1 8 5 21 13.2 20 12.6 
The act ivities moti vate you to speak 52 32.7 46 28.9 21 13.2 24 15 .1 16 10.1 
The difficulty level of th e activities is 18 11.3 23 14.5 27 17 52 32.7 39 24.5 
appropriate for you 
The activities in one way or another 52 32.7 67 42.2 14 8.8 19 11.9 7 4.4 
relates with your real li fe cond it ions 
The activit ies are prov ided in a fl,exible 59 37 .1 66 4 1.5 17 10.7 I I 6.9 6 3.8 
manner 
The act iviti es are des igned to achieve a 72 45.2 61 38.4 6 3.8 II 6.9 9 5.7 
particu lar goa l 

In response to wheth er or not 'th e activities engage the students to interact 

with each oLher' in iLem 1, Table 11 , 27 .1 % strongly agreed and 42 .1% agreed, 

5% rated undec ided , 13 .2% d isagreed a nd12. 6% strongly disagreed. When 

strongly agree and agree a re lumped together, 69 .2% of respondents agreed 

that the activities in the course book en gaged the sLudents to communicate 

(interact) with each oth er. Therefore, one can in fer from this data that the oral 
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communicative ac tivities have potentials In facilita ting free communication 111 

their very nature. 

In item 2, the students \\'ere asked whether or not 'the activities motivate the 

students to speak.' All the students who took part in the study responded a s 

follows : 32 .7% showed the ir s trong agreement, 28.9% s howed agreement, 

13.2% ra ted undecided , 15 .1 % di sagreed a nd 10.1% strongly disagreed. When 

the results of strongly agree a nd agree are lumped togeth er, the majority of 

responden ts (61.6%) asst'r ted that the oral communicative activities motivate 

the students to interact with each other. In relation to this, Howarth (2006) 

states tha t motivation is a fund a m ental aspect of successful learning. 

Therefore, interactional ac tivities should lead learners to increase their level of 

motivation when they participate in communication. 

In response to whether or not 'the difficulty level of the activ ities is a ppropriate' 

in item 3, 11.3% stron glv agreed, 14. 5% agreed, 17% rated undecided , 32.7% 

d isagreed and 24.5% stro ngly disagreed. Wh en the results of disagree and 

s trongly disagree are lumped together , the majority of respondents (67. 2%) 

claimed th at the difficulty level of the ac tivitie s is not appropria te for the 

students . In relation to th is id ea, Akba rnclaj (n.d.) states that the activi ties 

should not be vcry difficult becau se dilTicull activities require swift a nd high 

level of mental processing to communicate meani n g. 

, 
In item 4, thc s ludents were asked whether or not 'th e oral communicative 

activities in one way or a noth er rel ate with t he real life of students conditions.' 

In this regard, 32.7% stro ngly agreed , 42.2'1'0 agreed, 8.8% raled undecided, 

1l.9% di sagreed and 4.4% strongly di sagrecd. When th e results of strongly 

agree and agree a re lumped together. the majority of respondents (74 .9%) 

agreed thal th e oral commun ica ti ve a ctivitic s relate with the rea l world life . In 

re lation to this , Slern (1992) points out t!Jat task oriented activities s hould 

focus on involving learners in 'authentic' and 'real' co mmunication. In ad dition , 

the most motivating language Lo learn enables us to talk in a realistic 

cond ition. 
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In item 5, the s tuden ts \\-e re asked wheth er or not 'the ac tivities a l'e p rovided in 

a f1exible manner.' In thi s regard, 37 .1% showedtheir strong agreement, 4l.5% 

showed th eir agreement, 10.7% rated undecided, 6 .9% s howed their 

disagreement and 3.8% showed their strong disagreement. When the results of 

strongly agree and agree a re lumped together, the majority of respondents 

(78.6%) responded that the activities a re provided in a f1 exible m a nner. To this 

end, Harmer (1991) states that by prese nting students with a variety of 

activities, we can ensure their continuing interest and involvement in an oral 

interaction. However, classes which continuou s ly h ave the same activities are 

not likely to sustain interest. 

In item 6, the students were asked whether or not 'the ac tivities are designed to 

achieve a pa rticular goal. ' As a reac tion to this statement, 45.2% strongly 

agreed , 38.4% agreed , 3 .8% rated undecided, 6 .9% disagreed and 5 .7% 

strongly disagreed. When strongly agree a nd agree a re lumped together, the 

majority of responden ts (83.6%) responded tha t the oral communicative 

activities a re designed to achieve a particular goal. Good task-essen tially goal­

oriented, requires group or pair to achieve an objective th at is u sually 

expressed by an observable result, which is atta inable only by interaction 

between p articipates (McDonou gh and Shaw, 1993). 

4.2.3 . Aspects in Relation to Roles 

This section investiga ied the perception that s tudents have regarding the ro les 

played by their En glish teachers a nd tel evision teacher (in classroom setting) in 

facili tating oral interacti on . To attain this objective, the su bjec ts were required 

to respond to nine items in Ta ble 12 and 3 items in Ta bJc 13 respectively. 
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Table 12: Students' responses regarding to the roles of classroom teachers 

during oral interaction 

Number of reSllonses 
Yes No Undec ided 

No Questionnaire ite ms No % No % No % 

Does the class room teacher: 35 22 [ [2 70.4 [2 7.6 
I introduce the ora l activ it ies before th e telev is ion 

lesso n is stated? 
2 clarify the learn ing object ive of the ora l 40 ~5.2 108 67.9 II 6.9 

activiti es? 
3 act according to the instructi on given by the 37 0' , _-'.J 103 64.8 19 11.9 

telev is ion teachers? 
4 group student s by mi xing weak and c lever 8 5 147 92 .5 4 2.5 

students? 

5 encourage students to interact by moving 55 34 .6 89 56 15 9.4 
between desks? 

6 Provide a rich e nvi ronment that contains 23 14.5 [09 68 .5 27 . 17 

co lla bo rati ve work 
7 diagnose problems faced by students who have 

difficultv in exo ress ina themse lves? 8 5 126 79.3 25 15.7 
8 enco urage students to s it in pairs or groups for 45 28.3 109 68.6 5 3.1 

oral interaction? 
9 let students to wo rk on difficult areas at the end 3 1 19.5 116 73 12 7.5 

of the lesson? I 

I 

In item 1, Table 12, the students were asked whether or not 'their English 

teacher introduces the oral communicative activities .' As a reaction to th is 

statement, out of 159 respondents, 70.4% of them said that classroom English 

teachers did not introduce the oral activities before the televis ion lesson is 

started. In relation to this, (Willis ,1996 in Klapper, 2003) states that in : the 

'pre-task phase' the teacher should explore th e topic with the class and 

highl ight useful words a n d phrases and help learners prepare for the task. 

In item 2 , thc sample students were a sked whether or not 'their classroom 

teacher clari fi es the learning objective of the oral activities.' In th is regard, out 

of 159 respondents, 67 .9% of them answered that teach ers did n ot clarify the 

learning objective of the oral activities. F\-om thi s data , it is possible to infer 

that teachers failed to provide the learners with a reason to speak. Therefore, it 
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seems that teachers didn 't prese n t wh at will be expected of the s tudent in the 

oral activity during introduction. However , a n increase in student interaction 

can be promoted by providing a reason to interact (Howarth, 2006). 

In item 3, the students were asked whe thel" or not 'their classroom teacher acts 

according to the instruction given by th e television teacher.' In responding to 

this item, out of 159 respondents, 64 .8% of them replied that teachers did not 

act according to the instruction give n by the television teacher. Although it 

contradicts with the teachers ' respon se, a s imila r result is observed in the 

observation checklist (Appendix 0). From thi s data we can infer that teachers 

failed to supervise the activities when they were told to do so. 

In item 4, the students were intended to uncover their perception of their 

classroom teacher's role 'in groupll1 g th em by mixing weak and clever 

students.' As a rea c tion to the s ta tem ent, the majority of respondents (92.5%) 

confirmed that teachers didn't group students by mixing weak and clever 

students during ora l interaction. In rela tion to this, Byrne (1987) states that 

mixed ability groups with fast and s low s tudents together do help one another, 

because the kind of work they have to do involve coope ra tion and collaboration 

in oral interaction . 

In item 5 , the students were asked whe thcr or n ot 'the ir teacher encourages 

them to interac t with each other by movi ng betwee n th e desks.' In this regard, 

56% of responden ts expla ined that teachers did n 't e ncourage students to 

interact free ly by moving between desks . In the open ended questionnaire 

(Appendix E), students s tated that teacher.s became a ngry a nd im pa tient when 

they were asked for help during ora l interaction. From this , it is possible to 

infer that students did not voice their own opin ion free ly . Co ncerning this idea, 

(Kayi, n.d.) jus tifies that teachers s h ould circulate a round the classroom to 

ensure that s tuden ts are on the righ t track and see whether they need the 

teachers ' he lp while they work in grou ps or pa irs . 

In item 6, the students were askcd to revca l their perceptions on whether or 

not 'their classroom teac her provides a rich environment that conta ins 
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collaborative work.' In this regard, the majority of respondents (68 .5%) 

answered that teachers didn't provide a rich environment that contains 

collaborative work. Moss (2003) explains that teachers should create positive 

relationships by encouraging learners to voice their ideas and feelings. 

Therefore, teachers should reduce classroom anxiety created by new and 

unfamiliar situations faced by students during oral interaction. Oral 

communicative activities are likely to be more difficult to engage in for a second 

language learner under conditions of stress, discomfort, fatigue , physical 

danger and emotional distress (Stern, 1992). 

In item 7, the students were asked whether or not 'th eir classroom teacher 

diagnoses problems faced by students who have difficulty in expre1;ising 

themselves . ' Responding to this item, 79.3% of respondents assured that 

teachers failed to diagnose problems faced by students who have difficulty in 

expressing themselves. In relation to this idea, Moss (2003) states that to make 

interaction meaningful and effective, teachers need to know their students well. 

They should know which students work well and which don't . From this data, 

we can infer that teachers failed to give advice, assistance and support for 

those who have a problem in oral interaction. However, facilitating learner-to­

learner interaction by providing assistance when students request it or when 

students are unable to repair communication breakdowns on their own would 

be important. 

In item 8, the students were asked whether or not 'their classroom teacher 

encourages the students to sit in. pairs and groups for oral interaction.' As a 

reaction to this item, the majority of respondents (68.6%) said that teachers 

didn't encourage students to sit in pairs or groups for oral interaction. This 

data revealed that teachers neglected group work and pair work which increase 

the amount of students talking time. They didn 't also give emphasis on the 

opportunities they gave students really to, u se language to communicate each 

other (Harmer, 1991). This data shows that since there is no collaborative work 

among students, teachers failed to develop a higher degree of accomplishment 

in oral interaction by a ll participants, Students cannot help with each other 
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and in doing so cannot build a supportive communit~· which raIses the 

performance level of each student in an oral interaction. 

In item 9, the students were in tended to uncover their perceptions on their 

classroom teacher's role in 'letting them to work on difficult areas at the end of 

the lesson.' In thi s regard, 73% of the respondents ans\yered that teachers 

didn't let students to work on difficult a reas at th e end of the lesson. The open 

ended questionnaire resul t (Appendix E) ind icates that teachers went out of the 

classroom as soon as the television lesson is completed rather than ask 

students whether or not they h ave problems. Therefore, it seems that teachers 

did not clear the doubts of students a nd clarified points which are difficult to 

understand. 

Table 13: Students' responses on the roles of television teacher during 

oral interaction 

Number of ,"esponses 
No Questionnaire items Yes No Undecide 

d 
No % No % No % 

Does the tclevision teachcr: 
I give you enough til11e to interact with 10 6.3 143 89.9 6 3.8 

each other? 
2 use appropriate speed in speak ing? 17 107 136 85.5 6 3.8 
, 

speak clearly to you 95 59.7 56 35.2 8 5.1 .) 

Total 122 76.7 0", 210.6 20 12.7 .J..'U 

In item 1, Table 13, the students were asked whether or not 'the ir television 

teacher gives them enou gh time to interact with each other' As regards this, 

the majority of respondents (89.9%) answered th aL the televis ion teacher didn't 

give enough time to the students to interact with each other. As it was observed 

in the classroom, students were forced to stop their discussion and dialogue 

reading before they completed (Appendix D). Howa rth (2006) explains that the 

reasons for interaction breaks down is that because of the learners haven 't had 

time to think a boUl what Lhey want to say and how to say it. Therefore, the 
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time gIven for students to interact with each other is not enough. A similar 

response is given in the teachers' response (Appendix C 1 and C2) 

In item 2, the students were asked whether or not 'their te levision teacher uses 

appropriate speed in speaking. ' As a reaction to thi s item, the m aj ority of 

respondents (85. 5%) said that the television teacher didn't use appropriate 

speed in speaking. A similar result is seen in the observation checklist 

(Appendix D). From this data it is possible to infer that the television teacher 

speaks fast therefore the lesson s may run fast without appropriate pause and 

this may create difficulty for students to follow a ppropriately . 

In item 3, the students were asked whether or not 'their television teacher 

speaks clearly.' In this regard 76.7% of respondents assured that the television 

teacher speaks clearly to the students. A similar response is given by teachers 

(Table 7). To this end, Stern (1992) states that if voices are clear they are 

manageable for the L2 learners. However, clarity of voice is not guarantee for 

managing the television teacher's speech because students were expecting 

teachers to explain every th ing during oral ,interaction lesson (Appendix-C2). 

4.3. Data Analysis and Discussion Based on the Results of 

Classroom Observation Checklist. 

This part of the researcher's and co-observer's results of the observation 

checklist (Appendix D) is intended to examine whether : 

• Th e activities in the tasks facilitate oral interaction 

J. The roles of classroom teachers in facilitating oral interaction 

• The television teacher 's roles in a classroom setting in facilitating oral 

in teraction 

J . 
/ . 

The students' roles during oral interaction 

The cond itions of classroom set up in facilitating oral interaction. 
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4 .3.5. Aspects in Relation to the Conditions of the Classroom 

Set up 

Since there was n o enough seating space for inte rac tion and the desks and 

tables were not eas ily moveable, the classroom layout couldn't be arra nged in a 

different way to facilitate ora l interac tio n (Append ix 0: items 5.1, 5 .2 a nd 5 .3 

respectively). As it was a lready sta ted , ta bles in lh e classroom were combined, 

heavy and immovable , because of this reason, the s tudents were silting in nea t 

rows with every one fac ing the c ha lkboard. Therefore, this made learner-to­

learner intera ctions m ore difficu lt. 



CHAPTER V 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1. Summary 

This study has exam in ed thc classroom iIllcractional implication in teaching 

speaking through the use of tasks. In recent year s, the focus on language 

teaching has placed a grea t emphasis on ch anging thc classroom practice from 

the tradition al passive form to more comn:un icative and student-oriented form 

of learning through the u se of tasks so that learners can be more easily 

exposed to the targe t language . In order to implement these communicative 

and student-oriented forms of learning in teachin g oral in te raction (speaking), 

various aspects a re taken in to con sideration. Therefore, this research paper 

analyzed those aspects related to components of communicative tasks (goals, 

contents as inpu t, activi ties, roles (roles of teachers and learners) and setting. 

As the overall findings of this study revealed, classroom in teraction in teaching 

speaking through the u se of tasks in the targe t grade level and school is not 

successfullv implemented . There art" 8 number of reasons for this. These 

include: 

• insufficient information provision of contents as the input data. 

• inappropriate difficulty level of activi ti es to the students. 

• ineffective teaC(hers in introducing the topic, clarifying the learning 

objective, aCling according to the inslruction gIven by the television 

leachcrs, grouping studenls with mixed abilities, providing a rich 

environment, leLling siudents to work on difficult areas and grouping 

studcnls in pairs or gl oups to facililatc oral inleracliuns. 

• heavy and combined desks found in neal rO\\'s \"ith everyone facing to 

the chalkboard . 

• the speed of the telc"ision teacher and insufficient Limc a llotmcnt for 

interaction. 
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• lack of learners' initiative and willingness to interact with each other in 

groups a nd pa irs. 

However, the explicitness of goals th e familia ri ty of contents to the students; 

the potential of goals and in put( contents) in reflecting the learner s' n eed s and 

interests; the authenticity, flexibility, purposefu l and communicative 

(interactive) very nature of the activities fac ilitate oral interaction. 

5.2. Conclusions 

From the a bove findin gs, the following conclusions a re drawn: 

1. The goals of the oral communicative ac tivities in the course book meet 

the n eeds and interests of learners . In addition, they are a lso explicitly 

stated . 

2. The contents as input are familia r to the students. They a lso meet the 

needs and interests of students. However, th ey do n ot give sufficient 

informa tion to the students during oral interaction lesson. 

3. The activities meet the criteria of flexibility, authenticity, purposefulness 

a n d communicative (interactive) power. However, thtty are d ifficult when 

they are compared to the students' level. 

4. Most classroom teachers fail to acknowledge the principles of 

communicative language teaching III general and the task-based 

language teaching in particular. They do not act as facilitators, cata lysts, 
, 

consultants, etc. 

5. The implementation of satelli te television led instruction is not conducive 

for teaching oral interaction. Th e television teacher doesn't give enough 

t ime for the students to interacl with each other. In addition, the speed is 

too fast. This in turn discourages the students from attendin g the lesson 

properly a nd accompli sh ing the ora l ta sks appropriately. 

6. The combined desks that are found in neat rows with everyone facing the 

chalkboard makes learner-lo-learner oral interactions more difficult. 
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• It is advantageous to organize students into pa irs a nd groups in order to 

give them a better opportunity to participate in oral interactions. 

• The regional bureaus, administrators of schools and the community 

should do something to solve the problem of the classroom set up using 

different techniques like, raising awareness of the community about the 

problems a nd making linkage with government and non- government 

donors. 

: 
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Appendix-A 

Addis Ababa University 

Institute of Language Studies 

Department of Foreign Languages and Literature . 

Teachers' Questionnaire 

Dear Teacher, 

This questionnaire is des igned for research purpose. It has no relation with any 

kind of evaluation at al l. The study is a imed at investigating the classroom 

practices in relation to the effectiveness of goals, contents as input, activities, 

classroom teachers' and satellite television teacher's roles, classroom set up, 

students' roles and mode of classroom interaction 111 facilitating oral 

communicative interaction. Responses glven sincerely and objectively 

contribute a lot for the success of the study. 

Thank you in advance! 

The respondent's background information 

Sex: 

Qualification: 

Male 

Dip10ma 

Female 

First Degree 

Master's Degree a nd above ~ 

Experience as English leacher (in years) _____ _ 
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1 
2 

3 

4 

5 
6 
7 

8 

9 
10 

Part One 

Questions Related to goals, contents as input and activities in 

facilitating oral communicative interaction 

Instruction: for each of the following statements, please d ecide whether you 

Strongly agree, Agree, Undecided, disagree or Strongly disagree. Indicate 

your a nswe r by putting " ,j" m ark under the appropriate column in the righ t 

side. 

Responses 
Strongly Agree Unde Disagree 

agree cided 

A. Goals 
The goals of the activities are explicit 

The goals are relevant to the conullWlicative needs 'of 

the students 
B. Contents as input 
Students are familiar to the contents of the activities 

The contents as input have sufficient information 

C. Activities 
The activities motivate the students to speak 

The activities are communicati ve (interactive) 

The difficulty level of the acti vities is appropriate to 

the students 
The activities in one way or another relate with the 

real world conditions 

The activities involve flexibility in presentation 

The activities are designed III order to ach ieve a 

particular goal , 

11. If you have o ther reasons about the oral communicative tasks , write 

th em down 
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Part Two 

Questions Related to Classroom teachers' and Satellite 

Television Teacher's Roles 

Instn.Lction: for each of the followin g statements, please decide whether you 

Strongly agree, Agree, Undecided, disagree or Strongly disagree. Indicate 

your answer by putting "--1" mark under the appropriate column in the righ t 

side . 

Responses 

No Items Strollg / Agree uncertain Disagree StrOllgfl' 

v agree disagree 

A. Roles of Classroom Teacher 

I You introduce the top ic of before the 

television lesson to help learners to prepare 

for the tasks 

2 You clarit'y th e lea rning objecr ive of the 

oral activities to make them purposeful 

3 You act accord ing to the instructi on given 

by the te lev ision reacher to faci litate oral 

interact ion 

4 You group students with mixed abilitics 

to oether to fac ilitate oral interaction 

5 You encourage students to interact freely 

by movinG between desks 

6 You provide a rich envi ronment that 

contain s collaborative work 

7 You let students to wo rk on diffi cu lt areas 

at the end of the te lev ision lesson to help 

them to overcome the ir ora l comt11 l111i c<lli,-e I , 

problems 
, --.J 

B. Ro les of the Teleyision TcachCl" ill a 

classroom setting 

8 Helshe gives you enough ti me to perfnrm I 

your duty elTectivelv 
I 

9 Helshe has appropriate speed ofspeak i n~ -] 
10 Helshe has clear vo ice \\ hich (;'m he 

managed by students eas ily 

II He/she g ives enough time for stu de nts 10 I 

interact with each other orally j 

12 . lf you have additional ideas on your roles and the roles of televis ion 

teacher, p lease speci fy __ _ 
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Part Three 

Questions Related to the Conditions of Classroom Set up 

Instruction: Please, mark a tick (~) in the column provided in the category of 

'Yes', 'No' or 'Undecided' that corresponds the statement. 

Responses 

No hell/s Yes No Undecided 
I Is it possible to organize the class few pai r and 

oroup act ivit ies? 

2 Are there enough seating spaces for interaction 
in groups? ., 

3 Are the desks and tables easi ly movable to 
make groups? 

4. If you have additiona l idea on the condition s of classroom setup, please 
speci~ ____________________________________________ __ 

Part Four 

Questions Relate d to Students' Roles and Mode of Interaction 

Instruction: Read the following statements and answer by putting a tick (~) 

mark in the box that satisfies your ch oice . , 

A. Students' Ro les , 

1. What behaviors do students usually show when they engage in oral 

communicative interaction? 

• They all sho\\' interest to the ac tivity and interact willingly D 
• 0111) few or some members in a group or pair devote more 

while others are passive D 
• Almost all members engage themselves in other activities rather 

• 

than work with the target activity.D 

Please specify if you have any other idea ____________ ~ 



,. 

2. Wh at feature(s) of learners' roles is/are usually exhibited while-th e 

stu dents accomplish a given oral communicative activity? 

• They take the ini tiat ive to engage in the activity D 
• They expect much from th e teacher D 

They a re easily d iscouraged by the problems they faceD 

If you have any other idea, please write them own 

• 
• 

B. Questions Related to Classroom Mode of Interaction 

3 . Which mode of interaction is m ore effective in prom oting s tudents' ora l 

proficiency in your opinion ? 

• pair work D 

• group work D 

• whole class based workD 

• individual workO 

• If yuu have a ny other idcas, please specify _______ _ 
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8. How do you evaluate you role in companson to the television teachers' 

role during oral interaction lesson? Since I don't have much opportunity ­

to help students during the ora l interaction, I en courage the students to 

speak in En glish by creating different situations . [ give various activities 

to the s tudents in order to h elp them to interact with each other a fter the 

television lesson. 
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c. authenticity? Are the oral ac tivities relatcd to thc real conditions of 

studenls? Although they don 't use Engl ish outside the classroom, 

activities are in one way or another related with th eir real life 

conditions. They are taken fro m wh at students do in their LJ. 

d . time allotment to complete the task. Is the tim e enough? It is very 

short. Afte r the students start learning through the plasma 

television, students don't work anyth ing. Not only the students but 

also teachers don' t do any activity . 

4. How do you evaluate the students 'ro le du ring oral interaction. They are 

passive. 95% of th em are passive . Su rpris ingly, wh en the s peaking lesson 

is p resented , they h ate it. Their faces a re n ot bright. Therefore, they are 

n ot willing to commu n icate . They hate the lesson because they a re afraid 

to speak and they don' t know the advantage of speaking in Englis h . ~: 
. .~ 

5 . How do you organize pairs and groups? For example, during practicing 

and completing d ia logue in expressing certainty and uncertain ty, it.was 

ob served that when two students interacted with each others, the th ird 
, . 

student couldn't get any opportunity to communicate with other 

students in the class. What was the difficulty to organize the students 

accordingly? First, they don 't have time. Secondly, th ey are not intere~ted 

with the lesson . Therefore, they are not willing to go quickly and make 

grou p s and pairs . 

6. What do you sa,' about the nature of classroom set up in facilitating . oral 

interac tion? Here , the classroom is not suitable. One combined desk 

weight at least 30 kg. To carry and circulate this kind of desk in the 

classroom is difficult. Therefore, tables and chairs arc not. su itable to 

arrange them for pair work and groups work. 

7. Whal does television led instruction contribute for ora l interaction 

lesson? It is used to teach how to pronounce words corrcctly . It is used 

as a model. In addition, the television teachers show models to the 

students the way how to perform that type of lesson. However , the model 

that is shoWJl in the plasma screen and th e studen ts ' situation in the 

classroom a re different. What is produced in the plasma screen cannot 
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Part One 

Questions Related to goals, contents as input and activities in 

facilitating oral communicative interaction 

Instruction: for each of the following statements, please decide whether you 

Strongly agree, Agree, Undecided, disagree or Strongly disagree. Indicate 

your answer by putting ".y" mark under the appropriate column in the right 

side. 

Responses 
Strongly Agree Unde Disagree 
agree cided 

A. Goals 
The goals of the activities are explicit 
The goals are relevant to the conu11lmicative needs 'of 
the students 
B. Contents as input 
Students are familiar to the contents of the activities 

The contents as input have sufficient information 

C. Activities 
The activities motivate the students to speak 

The activities are communicative (interactive) 

The difficulty level of the activities is appropriate to 
the students 
The activities in one way or another relate with the 
real world conditions 
The activities involve flexibility in presentation 
The acti vi ties are designed 111 order to achieve a 
particular goal , 

11. If you have other reasons about the oral communicative tasks, write 

them down 
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Part Two 

Questions Related to Classroom teachers' and Satellite 

Television Teacher's Roles 

Instruction: for each of the following s tatements, please decide whether you 

Strongly agree, Agree, Undecided, disagree or Strongly disagree. Indicate 

your answer by putting """,, ma rk under the appropriate column in the right 

s ide. 

Resllonses 
No Itellls Strollg! Agree uncertain Disagree Strollg!v 

v G}<ree disG}<ree 
A. Roles of Class roo m Teacher 

I You introduce the topic of before the 
telev ision lesson (0 help learners to prepare 
for the ta sks 

2 You clari fY the learning objecti ve of the 
oral acti viti es to make them purposeful 

3 You act according to the instructi on given 
by the television teacher to facilitate oral 
interaction 

4 You group studems with mixed abiliti es 
together to fa ci li tate oral interacti on 

5 YOLI encourage students to interact frec:ly 
by moving between desks 

6 You provide a rich environment that 
conta ins col laborative work 

7 You let students to wo rk on difficult areas 
at the end of the telev ision lesson to help 
th em to overco me the ir oral cOlll111unicat i\e , 
problems 

, 

1 B. Roles of the Television Teacher in a 
classroom setting 

8 He/she gives yo u enough lime to perform 
your duty elTectivelv 

9 He/she has appropriate speecl of speaking 
10 He/she has clear vO ice which Crill he 

manaoecl by slUcient s eas ily 
II He/she gives enough lime for studc nls to 

interact with each othcr orall y 

12. If you have a ddition a l ideas on your roles and the roles of television 

teacher, please specify __ ~ 
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Part Three 

Questions Related to the Conditions of Classroom Set up 

Instruction: Please , mark a t ick (") in the column provided in the category of 

'Yes', 'No' or 'Undecided' that corresponds the statement. 

Res ponses 

No itellls Yes No Undecided 

I Is it poss ible to organize the class for pair and 
group activit ies? 

2 Are there enough seating spaces for interacti on 
in groups? 0' 

3 Are the desks and tables easily movable to 
make groups? 

4. If you have addition a l idea on the conditions of classroom setup, please 
speci~ ____________________________________________ __ 

Part Four 

Questions Related to Students' Roles and Mode of Interaction 

Instruction : Read the following statements and answer by putting a tick (") 

mark in the box that satisfies your ch oice . . 

A. Students' Ro les , 

l. What behaviors do students usually s how wh en they engage 111 oral 

communicative interaction? 

• They all s ho\l' interest to the activ ity and interact willingly D 
• Onl) few or some mem bers in a group or pair devote more 

while others a re passive D 

• Almost all members engage themselves in other activities rather 

than work with the target activity.D 

• Please specify if you have any othe r idea ____ _ 
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2. What feature(s) ot learners' roles is/ a re u s ually exhibited while' the 

students accomplish a given oral communicative activity? 

• They take the initiative to engage in the activity D 

• They expect much from the teacherD 

They a re easily d iscouraged by th e problems they faceD 

If you have any other idea, please write them own 

• 

• 

B. Questions Related to Classroom Mode of Interaction 

3. Which mode of interaction is more effective in promoting students' ora l 

proficiency in your opinion? 

• pair work 0 

• group work 0 

• whole class based workD 

• individual workO 

• If you have any other ideas, please specify _______ _ 
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Appendix-B 

Addis Ababa University 

Institute of Language Studies 

Department of Foreign Languages and Literature 

Students' Questionnaire 

Dear Student, 

This study is aimed at investiga ting the classroom practices in relation to the 

effectiven ess of conten ts as input, ac tivities, classroom teachers' and televis ion 

teacher's roles in faci li tating ora l interaction. Responses given objectively a nd 

sincerely contribute a lot for the success of the study. 

Thank you in advance! 

The respondent's background information 

Sex: Male Female 

Age : ______________________ __ 
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Part One 

Questions related contents as input and activities 

Instruction: for each of the following statements, please decide whether you 

Strongly agree, Agree, Undecided, disagree or Strongly disagree. Indicate 

your answer by putting "",, mark under the appropriate column in the right 

side. 

Responses 
Strongly Agree Ulldeci Disagree Strongly 
aRree ded disaRree 

A. Contents a s input 
., 

You are fami liar to the contents of 
the activities . 

You get suftIcient information from 
the contents of the activities 

You are in terested with the contents 
of the activiti es 
B. Activities 
The activity engages you to 
communicate (interact) with each 
other 
The activities motivate you to speak 

The difficult y level of the activities 
is appropriate for you 
The activities in one \\'ay or another 
relates with your real life conditions 
The activities are provided 111 a 
flexibl e manner for you , 

The actlvllJes are designed to 
achieve a particular goal . 

10. If you have other reasons, please write them down 
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Appendix- C 1 

Teachers A's Interview Responses 

First of a ll I would like to thank you for your cooperation for this interview. 

1. To start our interview, the first question is , in the past decades we taught 

our students in the s tructural method . However, currently we are 

applying task based langu age teaching method which is supposed to be 

scientific in order to achieve the principles of communicative language 

teaching. Which do you appreciate? Well, I appreciate the method that 

we use to teach English at present? Do you mean lask based language 

teaching method? Yes, because this · gives an opportunity for students to 

interact with each other. Task-based language teaching m ethodology in 

an interactive classroom context consists of three broad phases. These 

are: pre-task, task cycle and the language focus phases. Have you taken 

any training/work shop on how to implement these phases in the 

classroom? No , I haven' t taken any training, workshop or course on how 

to apply them before. 

2. How do you evaluate th e contents of the speaking lesson in terms of their 

clarity and potential in ref1ec ting learners' needs and interests? Of 

course, the contents are clear in the textbook. However, since students 

don't have background and habit. o[ speaking, they don't participate in 

the oral interaction. 

3 . What do you say about the nature of speaking lessons 111 the satellite 

televis ion led instructi on in terms of: 

a. flexibilit), of presentation? In general, it is provided in a good way. 

It is presented in a di agram form, dialoguc form and the like. It is 

provided in CI way 111 \\'h ich students can participate in a ll. oral 

II1teraCLIon. Although th e studclllS don't have background and 

habit in speaking English, the speaking lessons are presented in 

vanous way. 

b . difficulty lever> What about their a ppropriateness of d ifficulty level 

to the students? Th e difficulty level of the oral activities in the 
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course book is medium. They are not too difficult and Lhey are not 

too easy. Therefore, students try their best to manipulate them 

c. authenticity? Are the activ ities related to the real life conditions of 

students? Yes, the activities in the course book are directly related 

with their real life conditions. Although students don't have the 

habit of speaking English, they do it in their LI when they 

communicate with people. 

d. time allotment to complete the oral communicative activities. ? Is 

the t ime enough? It is not enough. There is shortage of time to 

complete th e tasks. The time is completed when the students are 

ready to discuss in pairs or groups. 

4. How do you evaluate the students' role during oral interaction? Are they 

active? No, they are not active. They don't actively participate. They need 

much explanation from the teacher. They can't understand the 

information given to them very quickly. 

5. How do you organize pairs and groups? For example, during practicing 

and completing dialogue in expressing certainty and uncertainty, it was 

observed that when two students interacted with each other the third 

student couldn't get any opportunity to communicate with other Sl udent 

l!1 the class. What was the difficulty to organize the students 

accordingly? First of all there is no enough time to do that. Secondly, 

students may nOL be volunLeer to move to another seat. 

6. What do you say about the nature of classroom set up in facilitating oral 

interaction? The classroom is not suitable to organ ize students in Pairs 

and groups. Tables and chairs are noL movable. They are also combined. 

They are a lso hcavy to move form place to place. 

7. What does television led insLruction contribute for oral interacLion 

lesson? I think it is good because it shows samples (models) to the 

students in th e form of diagram, picture, and dialogue. Therefore, it 

encourages students to parLicipaLe In an oral interaction by looking al 

those models in the tclc\·ision screen. 
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8. How do you evaluate you role in comparison to the television teachers' 

role during oral interaction lesson? Since I don't h ave much opportunity ­

to help s tudents during the oral interaction, I en courage the students to 

speak in English by creating different situations . [ give various activities 

to the students in order to help them to interact with each other after the 

television lesson. 
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Appendix-C2 

Teacher B's Interview Responses 

First of all I would like to thank you for your cooperation for this interview. 

1. To start our interview, in the past decades we taught our students in the 

structural method. However, currently we are applying task based 

language teaching method which is supposed to be scientific in order to 

achieve the principles of communicative language teaching. Which do 

you appreciate? I appreciate the task-based langu age teaching method . I 

believe that it brings a change in teaching learning process. It can a lso be 

used to put the principles of communicative language teaching in to 

practice. Task-based language teaching methodology in an interactive 

classroom context consists of three broad phases. These are: pre-task, 

task-cycle and the language focused phases. Have you taken any 

training/workshop/ on how to implement these phases 111 the 

classroom? Yes, I have taken. I learnt them in my diploma course by 

dividing them into phases. 

2. How do you evaluate the contents of the speaking lesson in terms of their 

clarity and potemials in reflecting learners' needs a nd in terests? The 

contents of the lesson don 't reflect the needs and interests of learners. 

Students would like to talk about HI V / AIDS and thin gs that are relevant 

to their age . Ho\yever, the contents don't reflect this. 

3. What do you say about the nature of speaking lessons 111 the satellite 

televi sion led interact.ion in terms of: ' 

a. fl exibility of presentation? Although it doesn't have face-to-face 

con tact with the students, it tries to provide activities in a variety 

of ways; using pictures, d ialogue and th e like. 

b. cJifficulty leveP What about appropriateness of difficulty level to the 

s tudents? The activities are difficult for the students becau se they 

don 't easi ly understand them and re spond quickly. Therefore, the 

difficu lty level of the acti\'ities is not appropriate to the students. It 

is beyond their capacity . 
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c. authenticity? Are the oral activities relatcd to the real conditions of 

students? Although they don't use English outside the classroom, 

activities are in one way or another related with their real life 

conditions. They are taken from wh at students do in their Lt. 

d. time allotment to complete the task. Is the time enough? It is very 

short. After the students start learning through the plasma 

television, students don't work anythin g. Not only the students but 

a lso teachers don 't do any activity. 

4. How do you evaluate the students 'role during oral interaction . They are 

passive. 95% of them are passive. Surprisingly, when the speaking lesson 

is presented, they hate it. Their faces a re not bright. Therefore, they are 

not willing to communicate. They hate the lesson because they are afraid 

to speak and they don't know the advantage of speaking in English. ::: 
. L 

5. How do you organize pairs and groups? For example, during practicing 

and completing dialogue in expressing certainty and uncertainty, it,was 

observed thal when two students interacted with each others, the th ird 

student couldn't get any opportunity to communicate with other 

students in the class. What was the difficulty to organize the students 

accordingly? First, they don't have time . Secondly, they are not interested 

with the lesson. Therefore, they are not willing to go quickly and make 

groups and pairs. 

6. What do you saj' about the nature of classroom set up in facilitating. oral 

interaction? Here, the classroom is not su itable. Onc combined desk 

weight at least 30 kg. To carry an d circulate this kind of desk in the 

classroom is difficul t. Thcrei"orc , tables and chairs arc nol suitable to 

arrange them for pair work and groups work. 

7. What does television led instruction contribute for oral interaction 

lesson? It is used to teach how to pronounce words correctly . It is used 

as a model. In addition, the television teachers show models to the 

students the way how to perform that type of lesson. However, the model 

that is shown in the plasma screen and the students' situation in the 

classroom are different. What. is produced in the piasmlJ s creen cannot 
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