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~ABSTRACT ( a.

As the teaching of English in the Algerian School System is undergoing some
noticeable changes, it is essentially important to observe the teacher and learners'

behaviours within a classroom.

The purpose of this research is to analyse FL classroom dlscourse in some schools in
Sidi-Bel-Abbes wherein four transcripts representmg a “sampling from four different -
observed lessons were analysed s0 as to ascertain effects of the methodology used in class

on the learners' performance.

By adopting a systematic observation, i. e. the observation is based on a system of
fixed observation grid, results indicated that the kind of work done in class does not fit the
implementation of programmes. Broadly speaking, we have assigned four parts to the

whole project.

We start with a discussion of different types of data ( i. e., classroom observation, a
questionnaire, and an open interview ) which have been used to analyse FL classroom
discourse. Chapter two offers a review of both classroom management and classroom
interaction systems. Different approaches to classroom interaction research are examined
as well as a brief account on discourse analysis. Nekt, we comment the data using a
macro-analysis of the used pedagogicall activities, then examine through a rhicro-analy‘sis
the pedagogical discourse to see if there is a relation between the used activities and the
participants' behaviours. The last chapter looks at a number of suggestlons as well as
“recommendations and range of possibilities for teac_hmg strategies, in-service training and

chiefly learner training.

In conclusion, this study points to the urgent need to adopt a learning-centred
approach not only to improve the learners' linguistic level, but also to allow beginning

teachers to gain more from the teaching task.
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COM: Communicative Activities
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GENERAL INTRODUCTION

Since the 1960's, there has been an important shift in the relationships between
teacher and learners within classroom. The rules regulating these two categories are
‘always put into question. For many years the discussions of the'methodology of
teaching was the central point in the field since learning Was seen to be exclusively

related to it. It so happens that what goes on in classrooms between teachers and

- students is not an easy negotiation and that the practice of everyday seldom meets the

principles of the pedagogy settled by ministerial circulars. That is why researchers ask

many questions about a system and a theory that the majority of people share neither

the principles nor the methods.

With the development of new techniques, the pedagogy of language teaching has

- given more freedom of speech to learners: adoption of the pedagogic game, role-play,

group work and learners' awareness when sharing the management of activities, 1.¢.

their leaniing has greatly modified the structure of a course .

Now, we find ourselves in a period of changes, and, in class, the situation is not
very clear yet. Indeed, even if theoretically, pedagogy has undergone a big revolution,
the every day practice meets many difﬁcultieé to be adapted to the new formulae.
Hence, when dealing with a learning situation whose public is made of real beginners

either the teacher or the learners have well defined roles ..

In this way, the teacher imposes all the decisions of learning for the learners

through his authoritarian behaviour. Consequently, he will have too much work and

many responsibilities with regard to both his teaching and his learners' learning. On the

other hand, the learner automatically accepts all the teacher' s decisions. This is further
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evidence that the learner who has less work and responsabilities is not well involved in

his learning process .

It is necessary, however, té define first what a learning situation is, what factors
take place when distinguishing a given pedagogic situation from another. It should also
be noted that necessary activities to the managenient of a learning situation are taken
into account so as to seek the possible division of responsabilities. Briefly, a learning
situation could be defined as a state wherein 6ne (or many) individual searches
knowledge from a source (i.c., the teacher or a textbook , etc.). These latter detain

knowledge the learner can access to .

Within learner training,a learner is provided ‘With WHAT, WHY, WHEN, and
WHERE he learns, i.e. the learner chooses his tinie-table his pace of learning and the

activities to be done on the g,rounds that 1eam1ng, 1s an individual process wherein

'each learner adds the new knowledge - due to contmual exposure - to already existing

one . In doing so, he will have the ability to evaluate his own learning by using
dictionaries, grammar, and vocabulary guides and human resources, i.e. teachers or

leaders in order to best gain insight into his objectives .

Nevertheless, researchers are aware that the role of the teacher is still of
paramount importance with regard to the learning process even if new means of

learning are easily at hand nowadays .

The most current learning situation is a process where the teacher and learners'
collaboration are both included. According to /\llfwlr‘ight (1978) the learner who takes

up responsibilities towards his learning represents an important contribution (© his

proper experience. Furthermore the learner feels the hecessity to be guided, helped in

the choice of activities .

It follows then that the teacher is the main 'agent' of the learning situations

wherein he is either autonomous or authorltanan In the former, the teacher shares both

AN S —r .
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the responsabilities and the decisions concerning the clqss and the learners. In the
latter, we are facing a teacher who controls, commands, and organizes everything.

Finally, these two approaches represent the difference between learning -centred on

~ the learner and learning-centred on the teacher .

If we really wish to enrich learning and teaching within a class, develop a

methodology centred on the division of management of activities between teacher and

" learners, the first thing to do is to try to understand what goes on within a classroom.

To this end, interactional analysis can help us in this research .

Within a foreign language class, the situation is somehow special because, in this
case, the language of communication represents, at the same time, both the content of
the course and also the objective of learning to be l'eéic;hed. Although language 1s
traditionally seen as a code with its syntatic (i.e., sentence structure), phonological

(i.e., speech sounds and their patterns), and lexical components, negotiation of

meaning depends on certain strategies: grammatical, discursive, and interpretative

which interlocuters use. Indeed, as‘any community, the class also has its own internal

laws governed by conventions which are maintained by all the participants'

cooperation.

It is worth noting that a foreign language class represents a community whose
laws and values are quite similar to those of a given society. In addition, to be fully
accepted by the other members of the group, it is necessary for a learner to share the
internal laws whose conventions are regulated by tacit rules seldom clearly expressed,
but the immediate question that springs to mind is ho\w does a learner behave to
maintain this tacit organization? It is perfectly possible fér a learner to be admitted
within a culture of a foreign language class unless its norms and conventions are

known. Indeed, the learner as a member must cooperate so as to be accepted by the

other members.
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From the moment that lan‘guage plays a very important role, it would seem too

reasonable to focus our study on language used in class. Therefore, the objectives of

this project is to attempt to see how the division of work between teacher and learners
is realized, who does what, when, how and for how long. For this reason, we wish to
locate the signs which reflect the behaviours and define the relations between teacher
and learners so as to be able to consider a better division of work and responsibilities

in a language-teaching setting. -

With these points in mind, the present research was undertaken to observe and
analyse four different lessons ‘whose pedagogicall approaches centred on the learner
usually adopt a. directive methodology We thought it preferable to limit our
investigation to those lessons w1th1n four dlffelent 1nst1tut10ns i.e. a primary school,

two middle schools, and a secondary school m order to gain more insights into

‘interactional analysis on the whole and to speclﬁcally examine the extent to which

pedagogical discourse affeots the 1mplementatlon of programmes.

Finally, analysing foreign language classroom discourse in Sidi-Bel-Abbes would

help us to put forward the following hypotheses:

(1) what goes on in classrooms goes counter to ministerial texts,

(2) there is a suddem shift from a st17uctura1 approach (i.e., 4 thF.S, 8 th
F.S, and9thFS)toafunctional one (i.e., 1 AS),

(3) the failure of puplls relies heav11y on the oral skill as opposed to the
written one and evidence showed thd,t the implementation of 'mechanical

strategies such as repeating and answermg resulted in poor performance.

In conclusion, this study points to the urgent need to consider the variables such

as teaching strategies, in service training,and learner strategies to'ensure that both

teachers and learners realize their potential.
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CHAPTER ONE

| {
|

| The-Educational ‘\Setting

1.1 Introduction

The purpose of this chapter is to discuss the different types of data that were
gathered to analyse foreign language classroom disCourse in some Algerian schools in
the area of Sidi-Bel-Abbes. The main bulk of the data for this study comes from
videoed and audio-recorded classes. These will ‘provide a basis for us to explore
classroom management and teacher—student 1nteract10n wherein teacher talk represents

the most important source of comprehen51ble 1anguag,e input a learner is likely to

receive.

In the first part of the chaﬁter, we look at the present Algerian learning context,
the video and audio-recordings‘ and the transcripts used in the present study. In the
subsequent sections, we provide an overall view of the four lessons in order to be
informed about classroom ‘practices. However, as there is undoubtedly value in
supplementing performance data with the teachefs' insights as well as intuitions, the
audio and video-data were supplemented by ethnographic questionnaires, a teacher's

diary and a grid of observation .

| ! [l
|

1.2 General Desériptibn of Learning Context

Not very long ago the teaching of foreign languages aimed at transmitting

"educational" and "cultural" values for getting 1.2 learners to know civilizations of




“others. Everybody took for granted that those civilizations can provide a useful vehicle

for learners to make explicit their own views on language learning. Approaches
designed to promote L2 acquisition were regarded negatively as they focused on usage
(i.e., grammar description and syntax ) wherein frequent use of the learner's mother
tongue in the process of learning aimed to provide a truly human ( i.e., both verbal and

non-verbal ) education through linguistic and literary studies.

When most Algerian pupils arrive at school, they ""already possess the spoken
Arabic whose linguistic laws ( i.e., grammar, lexis and accent ) help learners to

understand each other. There are other mother tongues limited to specific geographical

' areas like Berber, Targui and Shawi; but the spoken Arabic remains the main vehicle

of communication. In addition to these mother tongues, other languages, i.e. classical
Arabic and French introduced in primary school are added to the Algerian linguistic
context. Because they are also written, both languages' are used in educational and
economic institutions: however, classical Arabic has become the major channel of
instruction throughout the country. This does not mean that French is completly
rejected; nor does it mean thorough success of Arabization. It means that the social use
(i.e., radio, TV, newspapers and a multi-channel TV recently) of French is still

important in Algeria.

However, with the changes that have already come about in the organization of
education, the importance of L2 teaching is given priority to train "locutors” in order to
be able to handle language tlansactlons or to survive. lmg,ulstlcally within a fmelg,n
discourse community. Therefore, using L2 as a "tool" became old-fashioned and L2 as
an "instrument" has become the new motto in the field of foreign language learning

models .

It is worth noting that the linguistic aspect has always been dominated by the
political context, either during the days of colonization or after independence. What is
mostly stricking today is that the pedagogical aspect of foreign languages is almost

forgotten when political decisions are taken. Of course, it can be argued that the latter
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can be viewed as innovations to implement a change in language/learning; but it is
difficult to see any real benefit when teachers ‘who know better the field are

"discarded".

It is possible to have a general viewpoint about the decline of French teaching in

Algeria yet the National Charter ( 1975: 66 ) states that foreign languages are

means to facilitate a constant communication with the
world, to have access to modern sciences, modern
technologies and to encourage creativity in its universal.

dimensions.

It is also difficult to deny the growing importance of English as a universal
‘language . During the last two decades its universality has embraced education,
industry, trade, computer sciences, etc. Because of its growing importance, English 1s,

therefore part of any curriculum in all Algerian scheol cycles.

At the same time, it is important to say that the medium of foreign language
instruction in all primary school in Algeria 1s French %. This policy has assigned five
hours a week in primary schools for the teaching of French, but the promoters of this
change knew the consequences: a radical implementation of classical Arabic and a
gradual implementation of English as an effective medium of foreign instruction. This
has created a ma;ol problem, for althoug,h Alg,erlan students are called upon to follow
their lectures (1. e, mamly sc1ent1ﬁe ones) in French at university level, a lot of them

do not have the 1equ1red proficiency in the lan5uag,e

Last but not least 18 the 1ecent mtroductlon of English as an experience first in the
fourth year of the foundatlon school Within this flamewmk the gradual introduction

of English as a first. foreign language, i.c. at the same level of French took place




effectively at the beginning of the academic year 1993 - 94 throughout some Algerian
primary schools (see appendix 12 on page 147).

In sum, the general and intermediate objectives of English teaching consist of two
main goals . There is a primary focus on the acquisition of both linguistic competences
and practical knowledge so as to provide learners with the tool of information and

communication on the one hand, and the training and transformation of intellectual

~ attitudes which will allow learners to know foreign cultures on the other. Thus,

students who have completed both a course of basic school and secondary. school
successfully will possess a valuable linguistic knowledge once they reach university
level. In terms of learning, students who know the language will not use the latter

appropriately according to communication goals.

1.3 The Video and Audio-Recording Data

Since 1985, the researcher has been working as a trainer in the English section of
the I.T.E of Sidi-Bel-Abbes. In the second semester of the academic year 1992/93

(Febr{lgr:y-June), he managed to record the lesson "Consolidate 2" during the second

~blocked teaching practice. Prior to this, he made attempts to record steps of lessons

which are always of informative and organizational nature. The teacher was a trainee
who had already taken part in the first blocked teaching practice of the same academic
year as pre-service training. Six groups of trainees transferred to six different middle
schools where under the supervision of three trainers. Each Wednesday morning every
trainer joined a group in order to observe lessons given by trainees which were

followed by debates related to teaching.

The following academic year 1993/94, the researcher was in charge of three
groups of trainees in Ibn Zaidoun Middle School. We met once a week for three hours:
two hours to attend sessions with two trainees from each group giving lessons and one

hour devoted to a debate. However, thanks to the help of two cheerful assistants, we
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were able to make a ﬁlm of the lesson " Read/Uﬁd‘*er‘stand " during the second blocked

‘teaching practice.

Throughout the second sémester (February-Jime 1994), the researcher took three
other groups of trainees without altering his initial time-table. However, thanks to the
heip of a helpful traineé and active pupils we managed to film the interaction which
took place during the lesson under study in our research. The researcher made it very
clear to the teacher and the pupils that the recording of the class was for his personal
use and had nothing to do with their teaching. All the pupils were very cooperative; no
one objected to the recording; and after the first féw minutes nobody seemed to pay
attention to the camera operator We placed the camera on the mid-left side of the
room (see diagram 1.1 on page 11) so as to have a mce view of the entire room. Above

all, the researcher wanted the puplls to feel at ease in the classroom and not to be

intimidated by the camera.

The results of the présen‘t‘res‘earch are also based on the study of interactional
behaviours of 4 th year and 1 A.S audio recorded in April 24 th, 1994 and December,
1994 in Mohamed Abdou primary school and Inal Sid Ahmed secondary school
respectively. To facilitate our work, we planned our observation sessions according to
the training timetable which Was established by the L.T.E. In fact, before the end of
each academic year schools of application are provided with the group number, the

weekly training hours, and the six-monthly blocked;f feaching practice.

‘,‘

In general, the slogan " intruders disturb learners " frequently used by teachers

does not deserve such importance in order to refuse observers in classroom setting. If

observation is considered as a tool which enables beginning and practising teachers
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and trainers to observe in the language leamiﬁg classroom and to learn from the

observation of classroom processes, it is, therefore, advisable to mention that
observing classroom events has become ' a skill that can be learned and can improve
with practice ' (Waj‘nryb 1992; 1). Rather than rejecting at once any attempt for
analysis related to their lessons which they think may destroy their pedagogy, teachers
must understand that the skill of observing can h‘e‘l‘p‘ them improve a great number of

teaching / learning wherein the ability to refine observation, analysis, and

interpretation are constantly involved.

Very often being an observer in the classroom, rather than the teacher, affords me
the opportunity to state that both the video and addib recordings of the classes did not

interfere with the leainérs" normal development. Of course, both 4th / 9th-year pupils

“and 1AS students ignored that the lessons were recéfded.

After two or three sessions we placed the tape recorded, which had an in-built
microphone, on the last table at the back of the classroom. However, as I noticed that
this action made the pupils / students sitting in that specific area not at ease, |
discontinued this practice by putting a big schoolbég before the tape recorder in order
to hide it. In doing so, I not only managed to record lessons but focused more on field
notes. Again, | wanted learners to feel comfortable, to behave normally, and not to fear
the tape recorder. ‘

Although strange clem’ents (i.e., a camera or a‘lv"‘tape recorder) were present in the

classroom, they did not seem to disturb the ‘natur:al' classroom setting. The researcher

can state this after having attended similar classeé, at various school cycles for the past

eight years.

Once the tapes were ready, transcripts of the most important steps of the lessons

were made. As it can be imagined, recording and mainly transcribing class discourse

was time-consuming.



1.4 The Transcripts

The transcriptions were made in order to reproduce as accurately as possible all
the linguistic contributions of each individual during the observed lesson. However,
this sometimes became impossible as many productions overlap, or were said at a very

low voice, or were neither directed towards the teacher nor to another learner.

We have, indeed, selected, because of the length of the present study, the most
interesting parts from the interactional point of view with regard to our analysis. Thus,
the transcripts reproduced in the data appendlx are 1nteéral reproductlon of the

observed lessons ( 1.e., transcript one, two, three, and four on pages 132-40).

It should be noted, however, that we have dro‘pped‘ on purpose interaction
between learner and learner because the core of our research is related to interaction
between teacher and learners. Indeed, Sinclair and Coulthard's system is neither
designed to handle pupil / pupil nor discussion group in project work (Allwright
- 1989:160). In addition, to avoid a field which goes beyond our ambitions, such as the
phonetic distortions made by the learners, we have decided to transcribe the words

according to their equivalents in the target language.

To facilitate the analysis of the discourse used in the classroom, we thought it

better to adopt a simple presentation of thé transcription under the initial ABAB. This
s due mainly to the fact that we are not concerned by the sole analysis of discourse
structure within the classroom, but we are concerned with languége use among teacher

and learners.

Most of the time, it was impossible to identify utterances because of the noise of
the background and the distortions produced by persons speaking at the same time. In

this case, we have used the code " confusion ".
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1.5 The School Cycles

The main characteristic of both children and adolescent audiences consist of the
nature of their linguistic needs, their degree of motivation®, availability and the
learning conditions. Their needs corrrespond to the learning objective which
determines the content‘of tedching. Nevertheless, motivation-the reason to be of
learning-varies from one learner to another. Henoe, there are two types of
availability:the material ‘and“ intellectual a\}a‘ilabili‘ty‘“ The former is partly linked with

the experiences of the academlc background wnth leg,ald to an intellectual practice of

the present (interested subJect intellectually stlmulated or not). The latter concerns the

time which the individual devotes to this leamm,g, (at the beginning, at the end of the

day, or at night) and the available money to buy the pedagogical material.

Pupils in goveMent Foundation School in, Sidi-Bel-Abbes are children (9-10
years old) in primary schools adolescents (11 15 ‘years old) in middle schools and
pupils (15-17 years old) in first year secondary school are teenagers of the same town
(see diagramme 1. 2 on page 16). All of them are affective beings with specific
problems, interests, and needs. ‘The former ‘(i.e.,“'children and adolescents) are true
beginners in E.F.LL while the latter“‘(i e., former adoleseents) have studied English for
two years during which they acquned an 1mponant stock of linguistic items enabling
them to further the learmng of Engllsh in the secondaly school. In addition, both

chlldlen/adolescents and students ava11ab111ty 1s somehow partly linked to experiences

of their academic background and also includes faetms like fatigue, stress, frustration,

demotivation, and anxieties.

Finally, it is worth noting that the three kinds of learners neither share the content
nor the objectives of teaching. Paramount importance is given to the teacher who

solely follows the process of training as stated by the syllabus.
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1.6 The Lessons

The criterion for the choice of the four observed “lessons (see table 1. 1 on page
17) is the following: the researchers wanted to see if the methodology used in the
classroom fits the aims of the programmes. For example, the aim of Guidelines (1988-

89: 17- a methodology guide for the F oundation School teacher 8/9 AF ) are stated as

~ follows

The general aim of this course ( i.e, Spring 1 and 2 ) is to
equip the learners with the minimum i‘a\nguage and the
basic skills necessary to communicate effectively in

simple social and working situation.

Then, we looked exclusively for lessons of both children and adolescent
audiences since our interest aims at pedagogical situations wherein learners have prior

educational backgrounds.

In Algeria, English as foreign language is gaining more and more importance.
Taught mainly in middle and secondary schools, it has affirmed its presence Arecéntly in
primary school to compete with Freﬁch the sole foreign language availaible to Algerian
pupils. We observed the lessons within four state schoolsf*uAHTC in Mohamed Abdou
Primary School, RU in Ibn Zaidoun Middle School, COS in Sakia E] Hamra Middle
School, and COM in Inal Sid Ahmed Secondary School.

All the teachers willingly accepted to cooperate with us during both the. audio and
video recordings. Moreover, they affirmed that they behave as usual in their teaching
procedures throughout our observations because no prior speciﬁc ‘preparation . was
done. All in all, the four teachers clearly defined their way of teaching thanks to the

materials and techniques they used.
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Audio « ann has three cats » 14 | 4thyrF.S | 1h45 12
Video « Read » 14 | 8thyrF.S*| 1h 33
Audio « Consolidate » 14 8th yr F.S lh 35
Audio « Communicative Activities 4 Istyr S.S | 1h 18

Table 1 1: The lessons used in the present study .

1.6.1 Lesson : AHTC - Unit 14 - 4th vear F.S

This lesson was recorded in a primary school where English is taught as a first

foreign language. The pedagogical approach aims at ' enabling pupils to learn through

doing ' (Teacher's Guide 1993: 1) by integrating the four skills.

The main objective of this school is to promote the teachihg of English through a

“modal similar to that used in the l‘e‘ssons‘ of French (i.e., the global method 4 ). One

should add that teachers underwent both a two-year training devoted to the teaching of

the 8th and 9th year of the middle school and a weak-time training as in-service

~ training meant for the teaching of English in the fourth year of the Foundation School.

The observation of the lesson took place at 3. 30 p.m and lasted till 5. 25 p.m.
The twelve pupils surprised us because of their strong will and intelligence during the
process of teaching. In spite of fact that the teacher never taught English before, the
general atmosphere showed the presence of faith, c‘o‘operation, knowledge, and
wisdom. In addition, the teacher is very involved in the"‘handling‘of both the new
programmes (i.e., he also taught English with the (5 th year in 1994-95) and the new

pedagogical activities.
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1.6.2 Lesson : RU - Unit 14 - 8th year F.S
We observed this lesson vin a Middle Schoo‘l“‘in Sidi Bel-Abbes where the so-
called communicative approach to the teachmg of Eng,hsh 1s used. The lesson lasted

one hour, from 3 p. m to 4 p.m. The thlrty thlee puplls (22 girls and 11 boys) are

adolescents (11 - 15 years old) and most of’ them ‘l_lye‘ in a very poor area of the town.

The teacher who is a trainee lacks a lot of eXpeifience and shows a great desire to
do her job correctly. The main- objective of book 1, ie. Spring 1 is to allow pupils to
use the English language in order to exptess facts and emotions about themselves and

their environment (Spi’ing 1: 20).

1.6.3. Lesson : COS - Unit 14 - 9th vear F.S

The Middle School within Wthh we observed thls lesson 1s newly built, but most
of the teachers are experlenced practltloners The teacher a young novice teacher,

whose 'know-how" is limited to pre- service trammz, adopts verbal practice as the pivot

of her teaching approach. Indeed though she was not shmt of 1deas on what the lesson

itself would consist of she over- focused the drtllmg phase as if it were a 'good'
interactive activity. It is in the present lesson, howeve1 that the finding of other

materials proved problematic for the teacher.

The teacher is also convinced that the structural approach is the 'sole' appropriate
method meant for the 9 th-year pupils wherem the latter are urged to develop their own
learning through mechanical repetitions. This ‘revealed that some pupils were not
interested at all in the le‘sson‘asthey chatted with their ftiehds or remained surprisingly

silent.
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Finally, we can say that the teacher is still faced with the difficultly of

formulating pedagogical objectives since the written phase was too short and quickly

done.

1.6.4 Lesson : COM - Unit 4 - 1A.S

This lesson was filmed in a secondary school wher‘e English is taught as a second
foreign language (after Flench) The pedagogy used with this literary class is the
communicative approach, an approach introduced in the 80's throug,hout Algeria.
Teachers try to do their best to use this method within the processs of teaching. Once a
month teachers meet in order to coordinate their efforts with regard to either evaluating

the learners' work or preparing didactic units together.

About 75% of the students are weak and come from both very poor areas of the
town and from neighbouring villages. The teacher of this class is very dynamic and has
an experience of twenty two years in teaching - ten years as a Middle-School teacher,
four years as a trainee, and eight years as a qualified Secondary School teacher. He
affirms that the communicative approach is relevant as learners can be given the
adequate communication tools to convey messages properly. On the other hand, he
states that knowledge of language (i.e., lexis and ¢ grammar)-is difficult to be grasped by

learners because the latter mamly lack exposure once outside the school.

In addition, he is absolutely, convinced that an amount of five hours of English a
week is far from catering for the learners' linguistic needs. In sum, the communicative

approach alone will not improve the learning of English in this area.
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1.7 Teacher's Diary and Grid of Observation

Diaries have also been used in ethnographic studies in order to provide a source
of insights into classroom analysis. Indeed. a diary was kept during both academic
years 1992-93 and 1993-94. At the beginning, the diary was quite instructured I wrote
down my feelings and observations about the class. After a while, I tried to centre it on

the area | was interested in: discourse analysis.

Whenever during a class, I noticed that the class was experiencing a problem
putting a message across. | made a conscious effort to remember all these elements
which. as a result of their nature would not be evident to either the videotaped or

audiotaped material (body movement. facial expression, eye contact, etc.).

Thanks to my regular weekly attendances. | managed to construct a grid of
observation. After many trials, the initial three columm grid, i.e. time. steps of the
lesson, and observations respectively gave birth to a four-columm gnd, 1.e. time,
spoken discourse, written discourse (use of the blackboard), and observations (see
appendix 6 on page 141). The purpose of it was to know the trainees’ process of
teaching. We found this new way of evaluating teaching performances suitable as it

not only helped us to save time, but also to focus on a particular step of a given lesson.

1.8 The OugStionnaire and the Interview

Ethnographic observations have been used in recent years in order to substitute
other types of data. In the present study two data collection methods to gather
information were used. We de\'ised' a questionnaire'in order to analyse what teachers
think of the four types of activity (i.e. CA. GA. PA, and IA) and to idenufy the
approach ‘(es)/method (s) they use in their teaching and those (hc.y ignore.
Questionnaires are a type of leamner report data which sometimes shows the teachers’
beliefs and concepts rather than their observation of a specific event. The questionnaire
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was designed to be filled out in approximately ten minutes. It is written in English and
it stresses the fact that it is anonymous. It contains three questions: two of multiple
choice kind and one open-ended question. The purpose of question A is to determine if
teachers are aware of the type of teaching activity (1.e., CA, GA, PA. or IA) they use
when giving lessons. It has three possible answers which are meant to characterize
whether the choice was programméd beforehand or randomly done. Question B is
designed 1n order to find out the teachers’ opinion about the apprdach(es)/method(s)
they favoui and to state the reason of their choice(s). Question C is meant to find out
the approach(es) method(s) teachers use in the teaching process and those ti](.‘)’ ignore
(appendix 7 on page 142).

The second data collection illstmlncn} was a _teacher interview guide. which
contained ‘questions concerning the implementation of a change within educational
institutions in order to improve both the trainees’ lcaching experience and the leamers'
level. Headmasters - three at secondary school and three at middle school level - three
deputy heads, and five teachers - three secondary-school teachers and two middle-
school teachers were asked to give their 'opinion about the introduction of a group of
two or three strainees within the teachers' fimetable so as to share the process of
teaching separately. The interview also focused or"n specific questions such as those
related to the number of pupils students available within each group. the place and
time offered by educaticnal institutions, and the possible results of such experience in

the future.

We used these two kinds of instruments in our research despite the lack of former
investigators' experiences and sometimer the lack of pedagogical cooperation among
teachers. In' doing so, we thought that having collected such information might help in

the realization of the present research.

- In relation to distribution, the questionnaire was distributed to forty six teachers.

Out of this number only thirty five copies were processed:
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5 from primary school,
« -20 from middle school. and

10 from secondary school.
It is worth noting that this number of copies represents an interesting sampling

for our research. Needless to mention the very small number of teachers who really do

not see the reason for answering a questionnaire. -

1.9 Conclusion

The researcher sometimes found his dual role, as a trainer and as a researcher a
bit difficult since his attention had to be divided into two, without neglecting any of
the two aspects. In this chapter the researcher has focused in particular on the
video/audio-recording data and the transcnpts. suggesting that ‘this is central to the
analysis of EFL classroom discourse. In the body of the chapter, an overall view of the
four lessons was given. Observations from the teacher's diary as well as the grid of
observation and the questionnaire supplemented and enriched the analysis of

discourse, which will be discussed in chapter three.

In the next chapter the researcher shall define management and review the extent

to which some interactional systems will enable him to undertake the present study.

]
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NOTES

1 Henuh i1s no longer the major lam.ua&_c used in administrations. It is, indeed,
replaced by classical Arabic.

’

2. English was ofticially introduced in pnmarny school in 1993.

3. According to Skehan ( 1989 ) there are four sources of motivation. The 'Intrinsic
Hypothesis' refers to the inherent interest of the learming activity itself. Another source
called the 'Resultative Hypothesis' deals with either success or failure experienced by
learners in which motivation is the consequence of success. The ‘Internal Cause
Hypothesis' concerns the degree of motivation an individual has attained. Finally, the
'Carrot and‘ Stick Hypothesis' either rewards or sanctions a learner's performance

through both internal influences and incentives.

4. An oral learning method of a foreign language coined by both I'Ecole Normale
Suﬁerieure de Saint Cloud ( Pirenc. P. ) and the Phonetic Institute of Zagreb (Caberina,
P.). It stems from structures of spoken language and creates dialogue situations for
learners. It is global in the sense that sighiﬁ{:alion. intonation, and articulation are
closely related within a whole according to the following principles: a recoder
announces a sentence while the interlocutors’ situation is projected on the screen. Then

the pupil not only repeats the sentence but can also control the correction several times

thanks to a recorder.
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CHAPTER TWO

Management and Interaction Systems

2.1 Introduction

)

In order to have a clear idea of class management and classroom interactional
system, it is necessary to know something about their historical origins. this will be dealt
with in the first part of this chapter. First. aspects of class management and the
management of activities énd acts will be considered, then, both a short historical
background and a brief description of some existing interactional analysis systems will be
described. Given that class management and classroom interactional systems are
intimately related, it is possible o view the pro;:e‘ss of language teaching which takes
place within a classroom between teacher and leamners. Finally, the researcher will end up
by considering classroom interaction in the wider context of foreign languagc class

discourse.

2.2. Classroom Management

Generally speaking classroom management refers directly to the teacher's domain.
Indeed, the latter has always been considered the organizer, the mediator, the judge, and
the sole person designed to perform all these tasks in a classroom. To emphasize the

abeve statement, Richards ( 1990 : 38 ) says
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Classroom management refers to the ways in which
student behaviour, movement, and interaction during a
lesson are organized and controlled by the teacher to

enable teaching to take place most effectively.

~ Our main interest is to adopt a class strategy which will reach both maximum
learning and least possible amount of interference on the part of thyg the teacher. To put it
another way, less intervention from the teacher and much learners' independence are
needed. The writer has noticed that leaming centred on the teacher hampers the pupils'
experience in their contribution to learning. This will. therefore, lead to demotivation and

frustration ( Allwright 1978 ).

As the teacher cannot be in charge of all the lesson management responsibilities. it is
of paramount importance that all the participants will share the learning situation
management. Therefore. learners will be able to gain from their own learning strategies
according to théir own speed at some stage dunng the class to reach their objectives. On
the other hand, the teacher's task will be devoted not only to organization. but to
communication as well. since his collaboration is necessary to facilitate the learning

process.

It should be noted. however. that although there is an agreement on the theoretical |

notion of sharing the responsibilities and determining whether there is either an implicite

or explicite division of management activities in a course, needs to be considered |
I '

objectively. That is why the researcher has attempted to answer the first cumbersome

question which is: what kind of activities are necessary to a course management?

“In view of what has been said above. it would seem helpful to say that “management

activities" means taking all the choices to be selected and decisions to be made into
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condideration so as to organize a course to reach learning. Both choices and decisions aim
at the content of the target language without losing sight of the teacher' s supervision in a

classroom .

2.2.1 Management Activities of a Learning Situation

Researchers have grouped all the management activities of a language-lesson within
five categones: the institution. the general management, the sampling of the target

language (or the content management). the pedagogic activities, and the pedagogic acts

(refer to diagram 2.1 on page 28).

Prior to the teacher's methodology. there are certain major factors related to the
institution to be taken into consideration : the place where learning occurs. the class with
all its characteristics (furniture. noise. etc.). iming. the resources of the institution. and
the learners' motivation. Special attention wiil be given first to hierarchical persons who
organize lessons according to the available means. then. to the teacher who finds out what

teaching method (s) to use. what learning tasks and activities to makes use of. and how to

use them.

It is very. imponant to distinguish between the activities of general management and
the other activities of management because the former characterize the lessons throughout
the programme. The general management. then. means the setting of short or long-term
objectives to be reached in learning. Therefore the general management includes the
teaching techniques to be used. the ‘method. the system of correction, evaluation and
control; the determination of the learning strateyies to be developed by' the learner and the
determinati. 1 of attitudes and general behaviours to be adopted in a classroom such as

cooperation, lack of compettion. being punctual. participation. etc.
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Diagram 2. 1 : Management activities of a learning situation

( Ministary of National Education 1988-89 )-
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[t so happens that when researchers deal with the content of the target language (i.e.
content management). they tend to restrict it either to the teﬂacher or to the content of the
method. Indeed, the latter is "forseeable” as it can be planned and'organizcd by the
participants through the course of pedagogic activities. '
But this content makes up only a part of the global content of the target language
vehicled in the classroom. That is why. we wish to mean by the concept of "content”
anything produced in the target language \u.ilhin the classroom by any participant, at any

time, and within’any given situation.

Most teachers agree that learners are exposed to any linguistic productions within a
classroom. For example. when dealing with a wntten text, no one can exactly foresee the
elements of the metalinguistic discourse or the real discourse which the learners will
encounter while working on the text. Therefore. it i1s impossible to plan all the questions
the learners may ask. Below is a list of the choices related to the management of the

lesson content (refer to diagram 2.3 on page 31).

When dealing with the management of pedagogic activities, here again. we are still
confronted with the word " activity “. We need to know that pedagogic activity refers to
both the learner's and teacher's activity resulting from the practice of the elements of the

target language.

The management of pedagogic activities “is very important within a classroom
because it includes the appropriate kinds of tasks to learners, Richards (1990) defines
tasks, or activity structures as activities that assign to attain particular learning objectives.
Hence , v-e can distinguish four ditferent aspects in a task ( refer to diagram 2.2 on page
30) the 'subject activity', ie. the leammer's activity, the linguistic or non-linguistic -
'contribution’ refers to the material used in an activity (photos, recordings. exercises, etc.),

the ' instruction ' is related to the necessany directions for the fulfillment of the conditions
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of development of the activity (oral or written), the time limit, and the interaction

generated by the activity (collective, group. pair. or individual activity, etc )

Teachers have to make decisions not only about appropriate kinds of tasks to assign
to learners, but also about the learners’ level. their psychological conditions, the suitable
moment to introduce them, the pacing, i.e. amount of time learners should spend on tasks.
the learning strategies recommended for particular tasks, and the matenals to be used in

completing a task ( Tikunoff 1985: 5940 ).

SUBJECT CONTRIBUTION

-ACTIVITY

' \
PROCEDURE )

Diagrzim 2.2 : Four different aspects in a task ( Richards 1990 ).
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It 1s important to state, however, that within the management of pedagogical acts
there are many functions of language in the classroom: language can organize and
structure the tasks; it can present and explain the function'ing of the target language: 1t can
prompt ans‘ers, evaluate. summarize, and simplify. In classroom settings, language may
primarily do the work of focusing back on language itself. i.e. language uses language. <

All these pedagogic acts aim at ‘the organization and the fulfillment of
learning;therefore, they are included in the management of a learning situation. We do not
propose to make a detailed analysis of the activities oi‘ management, we shall rather be

centring our analy$is on the pedagogic activities and acts (refer to diagram 2.4 on page 32).

’ | LINGUISTIC CONTENT
c | 7 LGULTURAL CONTENT
g V-
MA&A&,}:,MEI\T Hi_ - | DISEURHAVE CONTENT _
OF THE LESSON| —— ? ' sihebih
ON N .
TENT = - FUNngQNAI:kCONTENT
‘35 DETERMINATION OF
PROGRESSION
‘ DETERMINATION OF
éowo - JIME , o

T

Diagram 2.3 : Choices related to the management of the

lesson contents.
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s | EVALUATING
LRI CONTROLLING THE

COMPREHENSION
3 - SUMMARIZIN/SIMPLIFYING
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Diagram 2. 4 : Grid of Pedagogic Acts .( Adapted

from Sinclair & Coulthard, 1975 ).
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2.2.2 Grid of Activities ~

The grid of analysis sclected aims at monitoring interaction between teacher and

learners, taking into consideration the roles and functions which contribute to the good

work of a given class. Indeed. this grid is conceived so as to give practical aims wherein
the profile of an interactional situation is obtained As minimum technical equipment and
time investment are needed. any teacher can have the opportunity to use it alone in his

classroom

The basis of this grid is taken from S C's acts of classes. We have noticed that the
system of 21 acts is neither adequate to a forcign language situation nor to the type of
analysis we are handling. Consequently. certain acts were dropped and others added so as
to suit our analysis. Thus. we have elaborated a ¢ynd qf’.’O categories of pedagogic acts.

We are aware of the consequences that this categdrization represents. i.e. too much
generalizing within_the analysis. However. because language is too difficult to be put in
"boxes" established in advance. many authors have solved this problem by adding to their

grid a category called " unclassifiable " for the difficult utteances (S,(; " Aside " and

Flanders " confusion and silence ". etc.). By the same token. we were lucky to classify

casily the utterances with the help of specific fieldnotes made during the observation of

the lessorc«.

At the beginning. the questions were put within the same category of our gnd. but
once we staried the analysis, we noticed that the questions were not of the same nature.
Indeed, Sinclair and Coulthard's system which aims mainly at the analysis within a real
communication situation. also describes one category for the interrogative utterances -
"elicitation”" where all the utterances needing a linguistic answer are classified. A list of

acts with examples taken from the transcripts of the four lessons is provided in appendix 1

on pages 130-131.
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2.3 Survery of Classroom Interaction Svstems

In this section. the researcher proposes to observe both the teacher's and learner's
behaviours within a classroom. To reach this aim. first an interaction analysis will be
made and 'interaction’ will be defined and then. existing interactional systems of analysis

will be reviewed . |

By interaction ( Holec et al. 1977: 2 ) it is meant ' the set of actions and reactions
realized by the turn-takings which constitude the communicative exchange = The term
interaction 1s quite recent because it was not found in dictionaries before 1976. However,

if the word 1s new. the concept 1s not. Decoo ( 1980: 2 ') quotes the following

The problem of interaction defined as a relationship
between teacher and learners in the oldest pedagogical

documents from Plato to Rousseau.

Today, interactional analysis. conceived as '(hc-study of events taking place within
classroom settings between teacher and learners, is becoming more and more important as
it not only gives a feedbad\ to the teacher about his teaching, but also serves as a tool of
reflexion in both tramm«' lessons and in-service training for future teachers. Such attitude

1s well stated by Flanders ( 1989- 37 ) with regard to new teachers when he affirms that

(....), one of the aims of interaction analysis is to discern
'what are the fewest concept and understandings that a

person needs in his beginning year (of teaching) that
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would normally take two or three of experience to find

out '

’

Yet these last few years. there has been a great interest around the pedagogical
aspect of :if’»rcign languages. It 1s worth noting that Moskowitz (1971) was the first who
elaborated the most complete interactional -s_\ stem of analysis. This new system, called
FLINT (Foreign’ Language Interaction). is e¢ssentially- based on Flanders' method of

analysis.

2.3.1 Approaches to Classroom Research -

Today, there are more than two hundred systems of analysis available whose aim 1s
to observe and analyse the teaching act. Around the 50's. Bales ( 1951 ) was among the
first to study iﬁtéraction systematically within a group of learners. From that ime onward.
the study of both the teacher's and the student's behaviours have gained a lot of interest,
and several systems of analysis have been claborated by researchers and pedagogues

mainly‘ini' ihe USA and England.

Another interactional analysis system is that 'de\'eloped by Flanders in the USA
around 1960. His main interest was the focus on the directivity in teaching and the
influence of: the teacher on the class as a group This system relies on the use of ten
interactional categories: seven for the teacher. two for the learner, and one devoted to
"silence and confusion”. While collecting data. the observer classifies every three seconds
the linguistic production corresponding to a behaviour within one of the ten categories.
Finally, he will transcribe them on a matrix of interpretation. However, as Bailey (1990:

19) points out: this system has limited utility because it is teacher centred.
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In the early 1970's, Moskowitz ( 1971 ) adapted Flander's sign system and coined the
acronym FLINT,which stands for foreign language interaction. She, also. added twelve
new categ sies to the ten already existing ones. In the use of this new system. Moskowitz
devoted one category for the non-verbal behaviours and another for the use of the mother
tongue in classroom setting. Thus, obseners must master twenty two categories of
behaviours. However, as Bailey ( Ibid ) points out. this system is purely descriptive In
terms of behaviours in a classroom in that too much importance is given to the teacher's

role with regard to a learner's.

Another instrument, which is less cumbersome. is Fanselow's FOCUS' ( Foci on
Communication Used in Settings ) wherein the observer can identify classroom events
according to lists of behavioural categories ( Richards and Nunan 1990 ). FOCUS major
categories are illustrated in diagram 2 5 below ( refer to page 37 ). According to
Fanselow there are five characteristics of communication: the source and target of
communication in which the teacher communicates. with the learner(s). The purpose of
communizcation is to solicit. respond. and react. The linguistic. non-linguistic. part-
linguistic media, and silence are included in the means which are used to communicate the
content. To know the manner in which the media are used to communicate content,
Fanselow used the following items: attend. i e. by listening; characterise. i.e. by labelling
parts of speech: present. i.e. by reading aloud: relate. i.e. by making generahisations, etc.
Finally, the area of content that is communicated concerns; for example. life. i.c.things

related to life such as greeting people ( Wallace 1991 ).

However, this system of observation is distracting for some as it needs special
training before use. All in all. one can state that any observation system offers a means
through which student-teachers and teachers can use metalanguage. in their discussion

when observing their own and others’ lessons.

Reseachers think that these fixed obsen ation systems do not take into consideration
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temporal and spatial content wherein the physical setting is completely ignored. At times
it is also d:ficult to define the boundaries between the categories and other times these
systemg(because special training is required beforeﬁand) are time-consuming and therefore
hamper novice teachers. Finally. it 1s advisable to give observers the obponunity to divise
their own observation systems in order to sharpen théir' own approach. It would be
therefore easier to focus on specific areas while a lesson is in progress (ie. a ad-hoc

approach to classroom observation). as almost no training is needed.

In sum, it is worth noting that using a system-based approach is not enough to
observe classroom events. It 1s advisable to adopt a flexible and eclectic system in which
trial and error will provide an important basis for reflection related to a particular area of

conccern.

THE SOURCE AND TARGET OF
COMMUNICATION

THE PURPOSE OF
COMMUNICATION

THE MEDIA USED TO
COMMUNICATE THE CONTENT

?mTOO™

THE MANNER IN WHICH THE
MEDIA ARE USED TO
COMMUNICATE THE CONTENT

THE AREA OF CONTENT THAT
ARECOMMUNICATED

Diagram 2.5 : Five Characteristics of communications

used in FOCUS ( Fanselow 1977, l987 ).

2
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2.3.2 Systems of Analysis Used

[y
.

Around 1975, Sinclair and Coulthard developed their systems of analysis on the
communicative notion of language within a cla'ssroom ( Sinclair and Coulthard 1975 ).
Since then, their h)’i)olhesis based on three traditional and main forms of an utterance:
declarative, imperative. and interrogative. has also been used for a bigger unit of language.
Thus, understanding both the language work and its function became easy. Indeed. their
system 1s centred on three major points: the function of utterances within the structure of
discourse, the control of discourse from one interlocutor to another. and the introduction

and conclusion of various topics within the discourse.

According to Sinclair and Coulthard the language used in a given classroom devotes
special attention wherein the type of interaction follows formal rules imposed by the
learner while talking. However. the same type of utterance may be used for
different.communicative goals . For example. a declarative utterance may transmit an

order as in (/.
T :'Number eight is a lion. good... .
PP: Number eight is a lion ...
T : Repeat Sarah....

PP: Number one 1s a camel ...

The lessons are on the whole. well-structured but Sinclair and Coulthard wanted to
determine from this structuring the part devoted to linguistics on the one hand. and to

pedagogy on the other.

Sinclair and Coulthard distinguish four main ugits within the internal structure of a
classroon: discourse. They used a rank scale (lesson=>transaction=>exchange=>move=>act) for

their descriptive model. The lesson is seen as a set of activities: "frontier” exchanges and

-
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"teach.ing" ¢xchanges. Then. the exchanges split within "move". The frontier exchanges
are made of two moves: the centring and the adjusting in which; for example. " | am going
to start by asking you a few very easy questiohs. ™ constitute the preliminary part for the
organisation and contextualisation of a given teaching ( Wallace, 1991 ). Next, the
teaching exchange includes three moves: the opening. the answer, and the renewal. For
example, an ' eliciting exchange ' input could be the following (_Ibid: 76 ). refer to table
below. Finally, the moves split within ' acts * which constitute the smallest units of

analysis ( refer to diagram 2.6 on page 41 ).

ELICITING EXCHANGE

MOVE SPOKEN DISCOURSE ACT
Initiating T. Can anyone have a shot. a guess at Ehcit
that one ? - ‘
Responding PP. Cleopatra. Reply
f"ollow-&p : T. Cleopatra. Accept
Good girl Evaluation
She was the most famous queen. . Comment
wasn't she ?

Table 2. 1: An eliciting exchange ( Wallace 1990 ).
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The acts may include an utterance ( a word. a sentence ). The system defines 21 act

classes whose function is simply to show the different changes within discourse. A typical
exchange includes the teacher's initiation. followed by the learner's answer. Therefore. the
structure of this type of discourse is ' request-reaction ' (Bellack, 1966), i.e. the initiation-
the answer, and the feedback. For this reason. the teacher has the absolute control of the
content, oi'cr the one who speaks. when. for how long. and of the evaluation of the

contributions. -

All in all, Sinclair and Coulthard believe that their system can be used to analyse
nearly all types of interaction between teacher and learners. but it is not possible to
analyse with this system the interaction between learner and learners. On the whole. this
system is too mechanical and rigid. Even if the classroom environment is too formal. it is
recommended to adopt a system where all the -data are strictly categorised because

language, thanks to its various manifestations. needs a tlexible system.

Although Sinclair and Coulthard have claimed that their system can be used in
teaching applications wherein observation categories are classifed hierarchically, it is to
be noticed that their system is rather linguistic { i.e.. sentence=>clauses=>phrases=>words=>
morphemes ) than pedagogic. On the other hand. analysing the discourse of English used as
a foreign language. differs radically from English used as the mother tongue (Hullen and

Lorsher, 1989).

Allwright suggests a new system of interactional ahaiysis of the learning situation
centred on the problem of the division of responsabilities between teacher and leamners.
He advocates that a teacher can neither fulfill all the responsibilities of learning nor be
entirely and correctly engaged in all the activities of management required by learning
situation (Allwright 1978, 1975). The system elaborated by Allwright in 1975 (A.llwrighl
1976) lies on'a macro-analysis of the teaching-leamning situation. In this analysis. he

suggests to examine the three basic elements of a ” teaching-learning " situation



rCmMmLOX

TRANSACTION.)-

" TEACHING )

. EXCHANGES - ~TEACHING ;.
ST L EXCHANGES

o7 = -

Diagrain 2.6 : Internal structure of a classroom discourse

(Sinclair & Coulthard 1975).
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1- the sampling of the target language
3- the activities of management :

In 1978, Allwr.ight submitted a macro-analy sis of the aétivitics of management made
of a list of 12 activities necessary to the management of a teaching-learning situation.
Then, he r-ide the connection between the twelve activities of management and the six
major risks of learners which are: frustiétion. confusion. loss of time. confidence,

dependence, and spoon-feeding.

Allwright's work focuses on the leamming management within a teaching situation
framework with the minimum of risks. This analysis served as the basis of our reflexion
during the elaboration of the five categones ( refer to-diagram 2.1 on page 28 ) of the

management activities of a given learning situation.

<

2.4 Discourse Analysis

As i1 was stated previously, the purpose of this study is to analyse the use of verbal
interactional behaviours of four English lessons. Even though the yesearchcr 1s going to
follow the psycholinguistic approach to verbal interactional behaviours, the latter will not
be examined in isolation. but in the context and.situation in which they occured in the
classroom. That 1s to say focus will be on the foreign-language class discourse.

Consequently, a few words about discourse analy sis are in order.

For a long time the sentence represented the. last linguistic level that could be
described. What happened beyond the sentence was considered as unexplorable and

unstructured territory. But slowly linguists started to realize that language was indeed
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org,amzed above the sentence level and that is how Discourse Analysis came Into

existence. Rou;,hl) speaking then. Corder ( 1980 - 89 )>a\s that

I think it is true to say that, in general, language
teachers have paid little attention to_the way sentences
are used in combination to form stretches of connected

discourse.

Such a view of Discourse Analysis was differently expressed by Hatch (1992) when
she states that it ' is the study of the language of communication-spoken or w ritten’. Others
claim that it is also concerned with the study of the organisation of language beyond the
sentence and the social circumstances in which language is used. Yule (1991: 104 )

affirms that Discourse Analysis is to

(... ) ask how it is that we, as. Iaﬁguage users, make sense
of what we read in texts, understand what speakers
mean despite what they say, recognize connected as
opposed to jumbled or incoherent discourse, and
successfully take part in that cor'nplex activity called

conversation ( ... ).

Nowaddays. Discourse Analysis® has an -extremely impoﬁant role within the
study of language . and research in this area has not only become very popular but
has also encompassed different types of discourse . among them classroom
discourse . Sinclair and Coulthard ( 1975 ) studied the English used by teachers and
pupils in an attempt.to examine the fonction of utterances and the structure of discourse.

They used arank scale’ ( lesson => transaction => exchange => move => act ) for the

.
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descriptive model (refer to diagram 2.6 in page 41). Sinclair and Brazil (1982) examined a
particular aspect of classroom discourse: teacher talk wherein teachers constantly either
attract or show learners' attention to the on-going speech in the classroom. control
lc‘amcrs'spccch either by allowing them to speak or not, ¢hécluconﬁrm whether they have
understood their learners or not, summarize a given point (either read or said) in teaching,
clarify difficult vocabulary expression, correct learners’ verbal or written discourse and
specify the topic to be dealt with. An interesting aspect of their work is the role of
intonation in discourse analysis. |

x

The foreign-language class discourse has also become an important arca of rescarch.
Cicurel (1985) studied the way in which communication takes place in the foreign
language class focussing mainly on the metalinguistic procedures used by teachers and
student‘s.. Kramsh (1983) also studied several aspects of the foreign-language class
discourse proposing finally a typology of pedagogical activities for the learnming of

interactive discourse.

Rescarchers think that in discourse analysis participants have to infer meaning from
the surface content of the discourse which is not always an easy task. Indeed. to make a
clear distinctiun between a proposition (i.¢., a statement about something or other) and an
illocutionary act (i.c.. refusing, insisting, requestng, and so on), participants have to know
both how to negotiate meaning wherein all aspects of the utterances are interpreted, and
how to provide their own contributions with regard to 'the kind of communicative goal, In
other words, the process of negotiating meaning petween-language users must include the
knowledge of the language system. In addiuon. participants ‘have to anticipate the
development of dis.'c:)urse, hence the interest in language use rather than language usage.

Finally, let us state stubb's (1984: 1) definition of the term ' discourse analysis'
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Roughly speaking, it refers to attempts to, study the
organization of language above the sentence or above the
clause, and therefore to study larger linguistic units,

such as conversational exchanges or written texts.

2.5 Conclusion

Since the mid-seventies there have been many studies in the field of foreign
language teaching and classroom practice. This chapter has focused on the overall view of
management and interaction. To this end, we have suggested that it is useful to analyse the
great number of language functions within the classroom. Language helps to organize and
structure the task, to introduce the target language and to explain its functioning, to
request answers and evaluate. to summarize and simplify. In addition, language helps to
"practise” the. language classroom settings. It is worth noting that these " pedagogic acts
aim at the learning fulfillment and organisation; therefore, they share the necessary
activities for the management of a leaming situation. Finally, we have underlined the
tremendous importance of taking discourse nto consideration in the teaching of foreign
languages if student-teachers and teachers wish 1o gain more insights about classroom

events so as to become more creative and aware of methods and techniques of language

teaching.
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1. With the help of FOCUS it is possible to idennify either the persons or the material, the
kind of pedagogical act, the media through which content is communicated. the manner a
content is communicated for example,” relate * can be done by making generalisations.

and the field of content to be communicated.

2. Crystal gives a very good definition on the nature of discourse analysis .

3. According to Sinclair and Coulthard ( 1975 ) classroom ixl;cractions are based on this
rigid pattern regardless of the learners’ age and the subjcé}ﬁéing taught. They called the
three-part .ructure an exchange which was made up of three moves \co.rrcsponding to
speech acts. Sinclair and Coulthard stated that each lesson is made up of a set exchanges
called transactions which are explicitly signalled by phrases such as " OK ". " nght ", " then’,

'now', referred to as framing moves.
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CHAPTER THREE | .

’

ANALYSIS OF ACTIVITIES

3.1 Introducfion

In the present chapter we intend to concentrate on the macro and micro analysis
of activities and will be looking at the ways in which the pedagogical activities and the

pedagogic discourse are used .

In order to give a global image of the pedagogical activities used in the lesson
AHTC, a macro analysis 1s applied. It is hoped that a close attention given to the type
of interact’n used in class will help to define whether the work is done individually or
collectively. Thus the calculation of the time distribution will give us the opportunity
to ask a set of questions either on the positive or negative implications concerning

work done in a language class.

The next point that must be examined is the micro analysis in which the
pedagogical discourse can be analysed with the help of a grid of pedagogical acts. By
the same token, it will be possible to know the type of pedagogical acts which belong
to both the teacher's and learner’s discourse and their proportions. In this regard. the
obtained results will constitute the basis for discussion about the teaching and learning
technique used by the participants during the lesson. In sum. its implications and the
possible risks, i.e. success or failure will provide us with another perspective with

which foreign language teaching < learning can be viewed.

Finally I devised a questionnaire to see what teachers think of the four types of

activities. i.c. collective activity ( CA ). group activity ¢ G:X ). pair activity ( PA ). and
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individual activity ( 1A ) and to mention approachts)  method(s) they use in their

teaching and those they ignore. -

We will turn to the macro analysis of * ann has three cats " ( AHTC ) in the next

section.

3.2. Macro an_alvsis of the lessons

The concern of this sub-section is to focus our attention on the pedagogical
activities used in the four lessons we obsenved so as to-bé able to define the type of

activity us. d by teachers.

3.2.1. " ann has three cats "

The concern of table 3.1 on page S1 1s to examine thoroughly the activities used
in the lesson AHTC in order to shed some light on the major work done in class. We
shall be.looking at ways in which the teacher conducted his teaching, what activities he

made use of, and how he used them.

It is interesting to remark that the collective activity is by far the most used one.
and that only 25, 60° o. 1.e. PA cqual:. 16.50% and IA equals 9%. is left to pair and
individua! activities. It is important to say that group a‘.tml\ is totally absent. The first
comment 10 )makc concerns the underlying claim which states that if we require
learners to repeat correctly the model through dnlls or questions-and answers.
language will be learnt thanks to the acquisition of automation. Littlewood (1988: 164)

asserts that
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this productive activity will lead the learners to
internalize the system underlying the language, to the
point where the system operates without conscious

» reflection.

In view of what has been said. it would seem helptul to affirm that the objective
of this lesson is to focus on the practice of certain « habits » and repetition. Such
attitude iéﬁ'quite reflected throughout the activities used in AHTC. First of all. there 1s
the preseriation phz'ise where the teacher 1s engaged in orgﬁinizihg classroom activity.

Secondly, there is the practice part in which the learmers repeat the teacher’s models.

~ask, and answer ‘questions creating at the same time opportunities for discourse

maintenance. And thirdly. there 1s the production phase which is meant to synthesize

the two steps abave.

Whatever doubts we might have about the educational value of this type of
teaching, we believe. however, that by adepting an authoritarian teaching style ( refer
to pie-chart 3.1 on page §2 ) the teacher gives less opportunity to the learners to
explore their learning expenences. In addiuon. the mere act of reducing the pupils'

activity often deprives them from triggering off objective reflections:

Despite the fact that the number of pupils is limited. i.e. twelve pupils in the
classroom . the teacher did not know how to exploit this opportunity to be highly
imaginati;e and motivating. Beginning learners can appreciate the reinforcement of
learning thropgh the imegration of tasks to make language teaching more
communicative as these tasks provide a purpose for a classroom activity which goes
beyond the practice of language for its own sake ( Richards et al 1985 ). That is why
most of the classroom time is spent on repeating and practising correct language forms

rather than decoding and analysing messayes



Steps |  Activitics used Obscrvations CA | GA | PW | IA | Apprx.
o tune
L Introduction Review of how to expressadate | X 2 mns
2 Guessing game . | Review of vesno qgs X 3 mns
T . pins photos of |pps repeat after the T, good
3 animals on bb pps’ pronunciation ' X 6 mns

pps ask cach other to pracuse
4 Dinlling phase | the interrogatn e form X 3 mns
{ oh

L

g3 83

T hides the photos | *T should have used a code to
& cleans the cnable pps to guess the hidden |,

> el

5 numbers photos X I8 mns
*Too manyv  repeunons ™ and
boring
*To pracuse places  where
Question and animals Ine using vesno ggs -
answer vork wh qgs
6 "Aff form *T_ introduces the spoken form| X 13 mns
Int form first with the help ofph:lur;s
*Too many repetiions
7 Pair work : tasks | *Pair work 1s carned on . X 14 mns
app free practice | *Self correction
8 Wnitten work - | Matchung pairs : X | 4mns
act 14.2 p 100 | *Most of the pps worked well ‘
9 Correction X 6 mns
ppsdoact 143 |*Venn quick  correcuon bee
10 p 101 act 144 {ven casy ) X X | 4mns
p 101 :
pps do act 145 | *Some pps did not know how to :
11 p 101 brcak up the words of the| X X I mn

sentence (ssee)

an .

12 |pps J‘rcad loudly the | Good pps™ pronunciation X ' X | 3mns
ssce from bb

Song | : Thumbkin | No hink with the lesson . but pps |

== BN & =3 §=3 E3

13 Song 2 - himmy | appreciated the songs X ¥ mns
; : Total %3 mns
Percentage 77.1 100 16.419.56 100

TABLE 3.1 : Character'istics of " ann has three cats " (AHTC(C).



This assumption 1s not totally valid. and step 7
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ol table 3.1 on page 51 leaves

doubt upon the lcarners” active participation. Indeed. after the teacher 's initiation, pair

work is carricd out as naturally as possible. Pairs were noticed to perform rather

meaningful tasks m that pupils not only provided suitable examples but also corrected

their friends'.

LESSON

« ann has three cats »

NUMBER OF LRS

AMOUNT OF
TIME IN

LESSON

€A

FESSESE——

SRS s

e o

l’)

-

~ 1h 25 mny

' , 1h 30 mns

_ 14.00 mns

) 07.30 mns

TABLE 3.2 : Division of time in « ann has three cats »

PIE-CHART 3.1 : Amount of time for the tvpe of activity. (AHTC).

0 pair activity
" L g
< |0 collective activity

)
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3.2.2. Read / Understand / Unit 14 Spring 1

A quick look at table 3. 3 on page 55 will show us that two main activities. used
in the course Read/Understand { RU ). dominate the global amount of time-63 % for
collective a‘ctivity and 33 % for the individual actuivity. The class functions during 49
minutes as a sole group with the teacher. Thus. it is important to notice the total
absence 0‘3;"_:;roup activity. This means. however. that the learner is always involved in

a collective work either with the teacher and other leamers or alone.

Itis worth noting that the pupil has never the possibility to share his expenences
with the others as he does in group activity. As a result. the individual activity is the
only moment in the course where the learner is able to make a synthesis of knowledge
(refer to table 3.4 & pie-chart 3.2 on page 36) This insufficiency of group activity
shows clearly, the inappropriate tendencies of pedagogy today which favour mainly
collective work and at lesser degree. individual work. In order to improve the learner’s

ability to read efficiently. it is advisable for teachers to include group activities in their

teaching. Christine Nuttall (1982: 162) said in this respect

by dividing the class into group you make it possible for
~ students to help one another, and in successful groups
the interaction that take places achieves for more than

the individuals can work on their own. ’

Interaction within a small group is not always casy. In order to have a productive
group, teachers should not only prepare their leamers to this type of work. but also
know the profile, i.e. sex. age. social background. of a given group and how it works.
Thus, concentrating efforts to structure the group and redistributing rcsgonsibilitics

between learners and teacher is a must to improve learners’” independence in learming.
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One important remark which may have contributed to the pupils’ learning
development is the relatively short amount of time (i.e.._lfmns) devoted to activity
one and two. On these two written tasks. the lcamersj did not have to exhibit their
knowledge. It seems plausi'ble to conclude. then. that more freedom with the pupils’
contributzons would enhance their language proficiency.

Very often the teacher is a " possesser " of knowledge. She dominates the lesson
from the beginning till the end wherein her exl}austi\enéss and nervousness become
apparent and her learners’ demotivation and boredom more tangible. In addition, the
teacher nejther encourages nor helps slow learners ( mainly those sitting at the back of

the classroom ) reach the objectives set before hand.

The lesson is also characterized by the bad presentation adopted during the
teaching process. The ordering of the language contents within steps as provided by
the teacher is not organized in logical sequences. lnstqad of developing reading skills.
i.e. learners’ reading so as to decode and comprehend a written code, the teacher spent
her ume asking 'questions and the pupils repeating mechanically language forms (refer

to steps 2, 3, 4, and 6 of table 3.3 on page 55). :
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Steps Actiyities used Observations C.A{ G.A | LA Approx
time
K T.draws a plan on bb
1 Re (sion and warning up. |because she forgot the hey off X Smns
’ her cupboard.
2 | Introduction of key-words | Too many repetitions +too | X 8 mns
+ question and answer work much notse.
3 Question and answer to | T.writes a summary onbb | X S mns
summarize the passage with the pps’ help
4 Revision . T.forgot to introduce X 3 mns’
Mr. Wilson in step 2
5 T.reads the text aloud : 1st reading : normal pace |° X 4 mns
1st and 2nd reading 2nd reading : quick pace
6 | Question and answer work | Comprehension questions : | X 2 mns
done orally to save time
pps read silently the whole Some pps have not
7 dialogue. understood the T's X | 9mns
Activity 1 : true/false instructions.
8 *Correction Done on the bb by the pps | X 2 mns
) Some pps have not
9 |pps read silently : Activity 2 understood the T's X | 7mns
p. 116. instructions .’
Quick correction because
10 Correction time is over ( Bell-ring for X 2 mns
break-time )
Total 47mns
Noise / confusion 2 mns
Gl Total 4Ymns
Percen(a‘ge 63% 0% 33% | 100%

: TABLE 3.3: Characieristics of read/understand-Spring 1.

53
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. LESSON

« R(.‘ad/'unders‘and"» SRR

NUMBER OF LRS

AMOUNT OF

TIME IN

LESSON

1A

Others

B 49 mny

S omns

16 mns

2 mns

s

TABLE 3.4: Division of time in « Read / Understand ».

PIE-CHART 3.2:

’Dm:ws‘
i
8 anan Gy |

O Coflecive atnyfot4

Amount of time for the type of activity.

3.2.3. Consolidate / Unit 4 - Spring 2'

In the lcsson £'0S. however. the collective activity (82%), dominates almost the

’

total amount of th lesson time. No doubt that this high percentage 1s a snbmﬁcam sign

of a mimic-memorize and pattern practice view of teaching. By giving the pupils a
clear model of the new languagc. the teacher shows how the latter is formed. At first,

the teacher draws the learners” attention by making sure that they all hear and see the

¥
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form of grammatical clements. Then. she goes on to repetition dnill wherein according
to Grant (1992: 35)

the pupils practise the sounds or grammar of the
language, without having to think much, until (in theory)

the language becomes automatic.

In this way, they cannot only familiarize themselves with the repetition drill. but also

focus on accuracy.

[t 1s worth noting that the same procedure.is carried out till the writing step. i.c.
nearly 2/3 of the le‘.sson time. where the teacher writes a couple of sentences on the
board whichshe had devised beforehand for this purpose. The reason for this is that. as
demonstrated in the repetition drill. we suppose that the learners have acquired the
basic structures through repetition. and therefore are ready to éope with the new
material at will. Through an examination of leamers’ mist‘akes with regard to my field
notes, we can, héwever. atfirm. that the high pe;cemage'ofthe collective activity is of
doubtful value. A second ditticulty sprnngs tfrom the teacher’'s very nature of
manageriai activitics which hamper the leamers™ improvement. This means that pupils
must be given oppoituitities to share the teaching activity so that they feel confident
and willin? to use their skill and judgement. Harmer ( 1983: 90 ) is even more explicit

when he states that drill work

<

. if used sparingly and for short periods of time, can be

very effective in the language classroom.
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Indeed, learners will gain both competence and confidence when expressing their

needs and interests.

It 1s apparent from the foregoing that the teacher stresses language study rather
than language use. By emphasizing the dnill of the lesson too much-sticking ngidly to a
pattern such as the conditional type 1-the teacher neglects the final phasc (refer to step
7 and 8 in table 3.5 on page 60 ) in which the pupils use the language to wrte. It must
be added. however. that an increased attention must be given to the language that has
been drilled so as to permit an adequate transfer to take place. ‘Furthermore. it 1s
necessary to teach the learners the connections between language and its use in given

situations. since the former are new to the world

The teachers” contribution with regard to the pupils” writing time is already
stated in table 3.5 on page 60. Here again we must add that the pressure of the teaching
rhythm does not lead them to use thar L2 linguistic resources for evaluating the
content of the written activity. At this stage. indeed. the leamers are obhged to
complete the missing parts of the sentences in a real short time. Therefore. this goes

counter to Widdowon's (1984: 61) accurate observation

the interaction not only facilitates the conveyance of

information but also generates the thinking process.

In this respect the overall lesson as conducted by the teacher neither enjolys nor
challenges the pupils. This form of language teaching is. however. similar to RU in
that both teachers overuse the lockstep teaching style through the drill work by
controlling the content. stages and pace of the lesson Very often the"consolidate step”
takes more than one session because teachers want to deal with all the language

exponents existing in the unit.
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Effective classroom management is the kev to classroom success. In all the
activities ( refer to table 3. 6 on page 61 ). two main features dominate the lesson: the
collective activity ( 82% ) and the individual activity ( 18% ). In this form of teaching
where the rationale of classroom practice attords the extremes. i.e. CA and IA. the
teacher is viewed as an authority figure in that he not only initiates and controls
practice but also -never gives opportunitics to learmers to express themselves
independently of him. In this respect Nolasco and Arthur (1993 41) assert that

]
while pair and group work tan be used for tightly
controlled practice, its great advantage is that it gives an

opportunity for ' free ' activities in which students can
- determine what they want to say independently of the

teacher.

By working-a lot on accuracy activities also called the practice stage of the
lesson, the teacher’s purpose 1s mainly to push the pupils to get something nght. In

doing so, he “vill be obliged to work with the whole class.

On “he other hand. we can notice that less opportunities are offered to the
learners to put into practice the language thay have l.camcd‘ That 1s why the
‘production ' stage of the lesson is slapdash work Indeed. how can pupﬂs work freely
within a very short amount of time? How can the teacher know whether the core of the
lesson has been gragpcd or not? To be able to evaluate the leamners’ understanding. we
must allow them to use the language within groups or pairs. even if they make
mistakes. This is what Byre (1992 7) calls “fluency " activities when dealing with the
production step of a given lesson. h

r
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Steps Activities used Observations CA|GA|PA} IA [Apprx
L time
I [Lead-in stage T invites a pp to write the dateon| X I mn
: bb
T writes an ex. with "if’
2 resentation
ubstitution drill Mixture between the patterns SV(] X 6 mns
AfT. conditional &SVO
type 1 :

3 |Presentation

Substitution drill pps repeat the examples '
Interrogative form Too long examples X 4 mns
Negative form
4 |Prasentation
ubgstitution drill Useless bec it is a ‘rare’ negation | X 14 mns
Double-negative form * (1re. shan't) '

5 |Presentation’ ! ,
Semi-guided practice | X | 7 mns
Free practice | !

6 [Written activity I writes act. on bb i

The interrogative form is not X | S mns
included
T explains then sets pps to worh

7 pps do activity T walks around. chechs. and X |8 mns

explains ’

&  Correction on bb Some pps correct on bb X 4 mns

v T corrects mistahes from bb
9 |Corrcction in copybook Quick correction in pps’ X | Imn
copybooks )
Bell-ring

TOTAL ' 50 mns
Noise / confusion 3 mns
Gl TOTAL ’ 53 mns
‘ Percentage FZ"/A:DO“/uPO"/uIS'/u 100%

TABLE 3.5 : Characteristics of consolidate 2 (COS ).



LESSON . | « Consolidate »
NUMBER OF LRS 36
- LESSON ' 53 mns
CA 41 nn,\s B
AMOUNT 6F GA 00 mn

TIME IN | _ |
PA 00 mn |
’ 1A | .' | 9 mns ;
Others 3 mns - _:

TABLE 3.6 : Division of time in « Consolidate 2 ».

G Cihersi 5,669 i
B inchacal a5
0 Cobective acrutyf &y

0

PIE-CHART 3.3 : Amount of time for the type of activity.

3.2.4 _ommunicate / Unit 4 - New lines

The first comment to make in lesson « communicative activities » concerns the
methology used by the teacher. The overuse of GA (79.25%) and CA (20.75%) shows
clearly the type of pedagogical activity adopted throughout the process of teaching (see

table 3.7 on page 64). It so happens that the tendencies of the present language
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pedagogy tend to favour verbal communicative exchange and request a group

interaction in class.

In this way. the teacher not only selects the materials. but also shares the activity
where he avoids being a simple spectator. In addition. the teacher behaves as a member
of the group who either gives his opinion. or invites the other members of the group to
comment, or helps and affords opportunity for judgement. In doing so. leamers have
the opportunity to express themselve freely and focus on usage because the teacher
does not correct his students during such activines. Such an approach underhes the

role ofg;fohp activity ( Nolasco and Arthur. 1993 41 ) in what follows

learner development refers to the process by which we
introduce students to the ' how " and " why " behind
our methodology so that they are able to make full use of

the opportunities for learning

In using this teaching procedure. where the leamer controls his leamning. it 1s
interesting to notice that both individual and pair work are inexistant (see table 3.8 and
pie-chart 3.4 in page 65). The students are thus. engaged in a real communicative
exchange during 42 minutes where the degree of informality reflects the amount of
difficulty of a given task. Indeed. it is important to notice that most of the student use

. _
the mother tongue a lot to communicate between themselves. Therefore. the teacher’s
hypothesis based on the choice of the communicative activities (1.c.. messenger
dictation' . information gap . and picture pallery) 1s quite interesting as it motivates
both the students™ linguistic productions and the students” communicative exchanges.
It is hoped that the use of the mother tongue will serve to lessen the leamer’s
frustration with regard to the target language It 1s somehow a difficult task to involve
students using English in a rather artiticial situation among themselves. In this respedt.

the sole available and required natural means 150 undoubtedly . the mother tonguce.
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In-all these charactenstics. 1t s the teacher who always chooses the topic
advance, sclects the appropriate class management. conducts the discussion. and
reorganises the ideas. Whatever doubts. we might have about this type of teaching. the
learners have been found etficient during the activities used in class. In addition. we
noticed that V\)'hel.I the student 1s autonomous and aware of his responsabilities like in
these Kinds of «communicative activities». he is inclined to choose the suitable
moment to intervene in the discussion. As a consequence. discourse flows and varies
throughout the group discussion.

COM is also characterized by a ;:'ood distribution of teaching tasks (sce table 3.7
on page 64). By ipcluding a variety of techniques such: as messenger dictation,
information gap. and picture gallery. the teacher was able to convey his message in an
adequate way thanks to the suitable gradation adopted n the lesson. Indeed. the way
he moved from one step to another shows clearly his will and wit to be as faithful as
possible both to the learmners™ level and needs

'

The overall atmosphere prevailing in this lesson differs a lot from the ones of
AHTC or RU and COS in that the leamers™ noisy interaction and the teacher's
avoidance of overt error correction within groups creates “"hfe” conditions where
thoughts are expressed and ideas exchanged in a fn'cndl'; \'\a)x In doing so. a realistic
environment is established wherein communicative and interactive skills are

greedy” communication underlies emulation among students

fe

developed The flow of a "
and self-rehance. The most important advantage of this procedure helps learning to
take place most effectively because the learners can more or less comprehend their
communicative and linguistic needs. Given this view. the consequences of the teaching
behaviours which teaching styles have on students cannot only be better understood.

but also involve learners to focus on meaning rather than form.



STEPS ACTIVITIES OBSERVATIONS CA | GA|{PW | IA APPRX.
~_USED TIME
1 Introduction cooperative atmosphere on the X 4'mns
Elcitation phasc mhole

Sts aircady know the' techmigue .
noisy atmosphere .
Messenger dictation ghe target lge is used - fon AN ¢ 14 mns
Information grap mords expressions citheryin French
or Arabic MT within the groups

9

Good transition made by the

tcacher

Pira wnting T walks around. checks -helps X | 16 mns
sts use the MT and a biw of the TL

(95

Sts-correct thair friends mustakhes
‘ Margins are necessan in order 1o ,
4 Picture gallcn help the sts duning the correcung” - X 12 mns
phasc '
T walks around & helps

aras arc read at the front by
5 Production on bb .~ kndividuals X 7 mns
collective correction |A para is chosen then wnitien on bb
T & sts correct together the
mistakes

1 1mnH2 Omn|Omn| 33 mns

TOTAL

¢ PERCENTAGE F(,'.757t)_25 00%6]00° 1 TO0Y,

' o 0 {
0 0 l
|

TABLE 3.7: Characteristics of communicative activities
' New/lines-Unit 3.
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+ LESSON «Communicative At ».
NUMBER OF STS - M~ - 18
LESSON N TR R e )
5_\ . | l | mns
AMOLNT OF GA | o
TIME IN i .
‘ - PA | 00w -
|
- A ! B ~ 00 mns

TABLE 3.8: Division of time in « Communicative activities ».

'aamm,(m@,;
M |

PIlE-CHART 3.4: Amount of time for the type of acﬁvity.

3.3 Micro analysis of the lessons

The concern of this sub-section is to examine theé type of pedagogical discourse

used in classroom scttings in order to know the proportion of pedagogic acts which
belong to bouwn the teacher and the leamers respectivily. Therefore, it will be possible

to recognize kmems the teaching and learmimyg technique used in every classroom lesson.

e
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3.3.1. « ahn has three cats »

The main aspect of this analysed transcript is the great proportion of the learners’
contribution in relation to the teacher's. This is an evidence that the lesson reflects the
method used, 1.e. «model-repetiton-reinforcement Indeed. the lesson gives priority
to histening and speaking (aural-oral) so that the learners listen to a stimulus and repeat
itaccordi 2 to the teacher’s regular pointing outs

Clearly, this view is expressed through the pupils™ contributions which are
limited to the teacher’s mtenventions Notice that. despite the small number of learers.
the teacher points out. acknowledges. evaluates. repeats. and requests. In the present
situation, we have a typical example of a teacher who does his job-as properly as
possible, who uses clear instructions so as to transmit the message adequately and thus.

who 1s self-organized.

The results of table 3.9 on page 67 show us a class where the difference between
the teacher and the learners™ tums. is ten. that 15. a shight domination of the pupils.
Such a difference is quite observable in table 3 10 on page 67 and bar-graph 3.1 on
page 68 where the number of words 1s veny important' 217 against 105. This group of
lcarners += not only the smallest but also the most active one among the others. The
reason for this is that. as explained above. the leamers™ roles are reduced mainly to

repetitions of the teacher’s model

[t is worth noting that during the collective activity which represents 74.11% of
the lesson time, the class functions as a single group with the teacher. As expected the
learner keeps the role of someone who answers and repeats and the teacher. the
possessor of " knowledge . is confined to initiating and pointing out. In doing so. the
teacher is always in charge of the passage from one activity to another. He not only
chooses the kind of activity. but also determines the way it must be undertaken. This
proccdure of;eaching does not leave enough room for the pupils’ personal ininatives:

that 1s why they follow almost « blindly »the teacher’s instructions.



N. OF
IRNS & % R
T & LRS N OF TURNS PERCENTAGE
TEACHER g2 44,69
LEARNERS 5 5531
O teacher(44,69%)
O leamers(55,31%)

TABLE 3.9: Number of turn-takings in 94Icues.

N.OF
& % . . :
T & LRS N OF WORDS PERCENTAGE
TEACHER 103 32, 31
LEARNERS 217 67. 40
Olearners(67,4%)
Oteacher(32,60%)

Table 3.10: Numbers of words in 94 cues.

The most interesung thing to notice also 1s. certainly the good pupils’

pr()nunciation.Thromighoul the lesson. the teacher allows time for pronunciation
practice of new words and sentences introdused in the activities. Categony 13 of table
3.11 on page 69 shows us clearly that the teacher intervenes seven times throughout
the transcript to show what the new vocabulan sounds like. The pupils must

understand what they are doing at all times: that 1s why they took a pleasure to repeat

the new expressions from a wide vanety of examples

Ancther remark 1s about the slight importance the teacher gives to the pupils’
cognitive and physical state. It appears that the rhythm imposed by the teacher

throughout the non-stop 85 minutes aims at spoon-feeding the learners rather than



' 68

throughout the non-stop 85 minutes aims at spoon-feeding the learners rather than
helping them to Iearn how to rely on thiemselves This kind of teaching procedure
prevents the pupils from using better ke strategies and wanting «greater responsibility

for thewr own learning » (Rebecca 19900 10

Teacher

BAR GRAPH 3.1: Number of words in 94 cues.

Finally, it1s clear that pupils are not only sensitinve (o and affected by the need to
keep cven with the teacher’s initiatives. but that - interaction patterns within the
classroom change with the trequent and great amount of teacher input. In general, the
teacher - atrols the content. steps and pace of the lesson. Nolasco and Arthur (1993:

39) assert that

( . ) in this form of language teaching the teacher
typically takes up a position in front of the class and is

responsible for controlling who should speak and when.
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 ACTS N.OF CUES = 94
T LRS
1| Providing info / explanation - i
2| Asking for info / explanation — -
3 | Requesting 4 e
4 | Pointing out 24 ——-
5 | Providing directive l -
6 | Providing indication 1 =
7| Correcting 2 ]
8 | Eval: ating 9 -
9| Controlling the comprehension — —
10| Summarizing / simplifying = reformulating — ----
|1 | Answering linguistically ---- 16
12| Answering non-linguistically o -
I3 | Repeating 7 19
14 | Bidding ---- 13
15 | Acknowledging 13 -
16| Checking 3 it
17| Accepting — 2
18 | Marker | —
19| Loop | ===

TABLE 3.11: Analvsis of pedagogic acts in "ann has three cats"
(Adapted from Sinclair and Coulthard’s system, 1975)

In aoing so. ‘the teacher 15 in a position to decide when to introduce a model.

when to _indge a student’s reply. and when to provide teedback.

3.3.2 Read / Understand / Unit 14 & Consolidate / Unit 4

When looking at table 3. 12 on page 71 we first of all notice that this lesson is
dominated by the type of repetitive drill exercises ( i ¢ . repetition of sentence ). Since
the drill is on an individual teacher - pupil basis. categones 3. 4. 13. and 15 are .mostl_\'
used. The fbllmxing example shows how we have classified what happens in the

classroom. The teacher starts .

T: i leatalotot sweets. I will get tat — _vou ( T points out )



3

F3 3

A_,a
[

|

3

2= ]

g |

[ S

E=m §F 3

|

-

PI:If I eat ... _.euh. euh . alotof sweets. | will get ... ( PP repeats )
T: Yes ... ( T acknowledges - interrogates with the hand )
P2 1f I cat lot of sweets. | will get fat (PP repeats ). etc.

[t is particularly interesting to refer to the amount of percentage. which the
categories mentioned above state. to have a vlobal view of the kind of method the
teacher v vd in the lesson. Indeed. 1t we calculate the total percentage. we will get
52.27% of the total number of acts (i.e. . 132 acts) This holds specially An‘uc that the
teacher sbcnl half of the available ume dnlling structures in the lesson COS or
conducnting feedbéck by getting pupils to ask and answer the questions in the lesson

RU. This implies. according to Hubbard ct al (1991 187):

a’stage at which learners are given intensive practice in
‘the new structure, but their production of the language
is very carefully guided and controlled by the teacher, so
that correct form and meaning are consolidated, and the
possibility of error is reduced to a minimum.

.
’

In using this traditional class pattern in the classroom. pupils are not allowed any
L] ¥ .
freedom of choice because the teacher controls every classroom interaction. The

diagram below (refer to page 72) illustrates this classroom situation.

Most crucially. however. is the noisy atmosphere taj\'ing plape during the lesson.
By bidding almost before. during. and atter each teacher’s initiation, pupils create such
a disturbing environment that we can hardly specify whether learning 1s successful or
not. We have the feeling that the leamers™ tashs 1s to participate « for the sake of
participation » throughout the process of teaching Whatever doubts we might entertain
about the educational value of this procedure. both teachers find it effective in that it

provides haguistic needs to their pupils.
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correcting, or evaluating (refer to categonies 6. 7. and 8 in table 3. 12 below) so as to

suit the role of a dnll sergeant. That i1s why they not only control the leamers’

In doing so. the teachers are involved in a process of either providing indication,

performances , but check whether they have got'the nght answer as well .

-ACTS

RU

COS

52 CU

ES

53 CUES

T {LRS

LRS

Providing info / explanation

Asking for info / explanation

Requesting

Pointing out

Providing directive

Providing indication

-

Correcting

Evaluating

(| e

Controlling the comprehension

Summarizing / simplifying / reformulating

Answering linguistically

Answering non-linguistically

-

Repeating

15

()

14

Bidc ag

Acknowledging

Checking

Accepting

Marker

Loop

TABLE 3.12: Analysis of pedagogic acts in RU & COS

(Adapted from Sinclair & Coulthard’s system, 1975).
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DIAGRAM 3. 1: The traditional class management pattern
called "lockstep" (Hubbard et al. 1991: 192).

Comparing other features of table 3. 12 on page 71. we find that RU and COS
typically operate out of both teachers” manners in handling the two lessons. Although
the latter “re different. one is about teaching a new structure. the -other 1s about the
comprehension of a text. they do not difter in the approach in that the teachers’ roles
are those of drill masters. controllers of the direction and pace of léaming_ monttors

and «greedy» correctors of leamers™ performances

In order to reduce the amount of mistakes to its extreme. the teachers do not
encourage their pupils to mitiate interaction That 1s why listening to the teacher and
imitating him accurately lead the leamers to acquire a n&x form of verbal behaviour
much of which does not have equivalents in the learmers” native language It 1s also
important to remark that by providing. indication. correcting. and evaluating (refer to

table 3. 12 in page 71) both teachers persist in forming new language habits which are

maintained through continuous and frequent repetitions

As stated above. grammatical competence alone. 1.e. knowledge of structure and
lexis, cainnot provide the learners with the suitable tools to communicate eftectively.

Therefore, manipulating languages items in a vacuum must be dropped and replaced by
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the pupils’ ability to recognize the importance of the language they leam (Hubbard et

al. 1991: 247).

RU and COS have got. according to table 5 135 and bar-graph 3. 2 below,
similarities concerning the percentage of either turn-takings or words, 55.76%., 51%
and 57.47%. 60,57%0 respectively. It is quite observable that learners in both lessons
usc more turn-takings and words than their teachers This procedure resembles the type
of teachim 2 process used o AHTC wherein pupils™ roles are mostly reduced to

repeating cither linguistic forms or lexis newly introduced

\ESSONS & RU o CoS
CUES | |

N. OF . 52 CUES 53 CUES
TURNS & %
T . LRS T LRS
NB OF TURNS 23 29 27 26
PERCENTAGE 1423% | 5576% | 50.94% | 49.05%
1
NB OF WORDS 74 160 §2 126
PERCENTAGE 12520 | sTate. | 3942% | 60.57%

;_‘,»\Bl,ii 3.13: Number of turn-takings in RU & COS.

140 / ,_‘...'A,‘." g ’ - 605?
120 i

100

80 7 7 ! |
o e P cos
40
20 b2,52 RU
0 i
Teacher Learners T %L

BAR-GRAPH 3.2: Number of wurqs in RU & COS.



3.3.3. Communicative a_ctivities / Unit 4 - New I.ines

The main aspect of this analysed abstract is the great number of acts found in the
teacher’s cat gory number 3 and the leamers™ category number 11. It 15 therefore
necessary :fo state that this sign shows the complete reliance of the question-answer
lechnique;f{‘)n the other hand. we can also notice that the students™ contributions. 22
times as slz;lcd in table 3. 14an page 76 are m‘aml_\ Jimited to the teacher’s requests. 18
umes. In addition, 1t 1s the teacher who points out. proy ides directives. and repeats. We
are dealing with a teacher who possesses an o cr't ability to conduct much of classwork
through a genuine khow-how mixed with a touch of sympathy and good humour vis-a-

vis the learners. .

The selected passage of this lesson is a'step where the teacher conducts question
and answer work,in order to pave the way for the” messenger dictation " techmque. In
doing so, he uses less turns than his students. 16.38% vs 53.62%. but is found to
consume nearly the same amount of words. 50.68% and 49.32% respectively (refer to
tables 3.15 & 3.16 in page 77). This means according to Richards (1990: 149) that the
teacher’s main goal is to urge learners to go on

i

calling up prior knowledge and using it both to predict
< the new content of a lesson and to "connect'' that content

" to more familiar information.

Another aspect to notice is that the students use only four categories (categories
11, 14, 15, and 17) while the teacher is present in twelve categones as stated in table 3.
14 on page 75. Comprehending such difterence involves the study of the teaching acts
as well as the learners’ cducatidnal level This suggests that the nature of COM is. no

doubt, the lesson which implements real communication .

.
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N. OF CUES
ACTS T LRS

Providing info / explanation L on -

Asking for info / explanation — .

Requesting 18 ——-

Pointing out 6 -

Providing directive 5 ----

Providing indication I —

Correcting o -

Evaluating — -

Controlling the comprehension - —

S| IA|ON[ || —

Summarizing / simphtying . reformulating —--- ----

[—
—

Answering linguistically — 22

o

Answering non-linguistically ---- ----

|95}

Repetung 7 : _—
Bidding ‘

'
'
'
'
oL

b
1J

Acknowledging

Checking

Accepting

Marker

VIR [(IJ[SN s

Loop

o
(=
P19 [ )| = | e

Starter

)

t

Prompt

TABLE 3.14: Analysis of pedagogic acts in COM
(Adapted from Sinclair & Coulthard’s system, 1975).

By creating the need within students to express themselves through requesting.
pointing out, and providing directives (table 3 14 above). students express themselves
better. T%,«: is why learners can give shape to messages easily when opportunities are
offered to them. To put it ditferently. by designing communicative tasks beforehand.

the teacher’s priorities were as Nunan states (1989 10) to -

involve learners in comprehending, manipulating, or
interacting in the target language while their attention is

principally focused on meaning rather than form.
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acknowledge or‘accept each other 4 vs 2 and I vs 3 Tespectively (table 3.14 on page

75). This tendency not only gives the leamers opportunities to generate knowledge
rather than remain passive consumers of 1t. but also sharpens their desire to be more
autonomous. Stmilarly. tlic teacher adopts an approach of a real classroom conductor
in that he checks his students™ answers once. marks his turn-takings in order to show
the movement from a sub-step to another. starts to initiate either a request or the
beginning of a task. in the end. he uses loops (two tumes) when he doubts about the
students™ answers and prompts to signal the beginning of the "messenger dictation”
task. As a result, both the teacher and the learners set a suitable pace which suits the
prevailing class environment. The teacher's main concern is to provide an adequate
knowledge for his students within the alloted time’

As can be scen from the above. the overall objective of this step 1s. thus. meant to
elicit as much information as possible from students. The teacher uses specific
questions in order to arouse interest and panblci;')anon on the part of the learners. In
addition, alloting enough time helps the latter digest the materials introduced wherein
they take an active role in class so as 'to make contributions from their own knowledge'

(Nolasco and Arthur 1993: 67).

In © un, the teaching process in step one of the lesson reveals the choice of an
approach which cultivates the teacher’s wit to handle communication as naturally as
possible, and the learners” interference to display “the ability to assume responsibility

for one’s own affaires” (Legutke and Thomas 1991: 270).

Finally, it is quite probable that the teacher moves from one activity to another
during the moments of confusion. Indeed. when the order was given to students to split
into groups for the "messenger dictation” technique. too much noise was heard. This
teaching strategy is used quite often. so that leamers’ attention is attracted and focused
toward the given task. In doing so. the teacher claps his hands and prompts the

}

students to start quickly.



T Fust group ( T uses his hand )

ST: Yes . ..

' @ Second group ( T uses his hand claps ) ...

...okay ? ( T claps his hands ) quickly

third group

tourth group

N.OF ,
DS &% v y : v
AT N. OF WORDS | PERCENTAGE
TEACHER - 32 46,38 ,
j —
. LEARNERS 37 53.02 ;

TABLE 3.15: Number of turn-takings in 69 cues.

(OF ‘

S & % 1 r v
s 2. N. OF WORDS | PERCENTAGE !
‘]
TEACHER 111 50,68 |
LEARNERS. 168 4932 :

TABLE 3. 16: Number of words in 69 cues.

T

E ‘r\fi‘
A R4
C iIN:F
H Eil

3 - R

R 8T

N of Words

Percentlage

BAR GRAPH 3. 3: Number of words in 69 cues.
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3.4. Commehtary of the results

This study shows that both the macro and micro analyses can vield interesting
results when commenting the four EF L transcripts of classroom interaction. Bar-
graph 3.4 on page 79 indicates the four kinds of activity. e’ CA. GA. PA. and A used

within the four lessons and summanizes the main findings of the investigation

.
’

As expected “the collective écnm_\ used in AHTC. RU. and COS shows a
thorough domination of this type of classroom management. Within these three lessons
where the audio-lingual approach is used. the teachers control the pedagogic matenal.
the progression. and the structures. In doing so. they stand as "lighthouses” at the front
of the classrooxp-. everything begins and converges towards them. This 1s pertectly
noticeable during the teaching process wherein the three teachers behave in a very
authontarian way: they control all and eventhing and dominate the lesson from
beginning to end. Such attitude increases a lot the teachers’ interference in regard to
the learners’ independence whose ratio 1s lessened too much - respectively 16.47% for
PA and 9,50% for 1A in AHTC. 18% for 1A and 82% for CA in COS and 32.65% for
A in RU.

In view of what has been said above. it would be advisable to suggest that the
learner’s anbnom; 1s @ must to be senously taken into consideration in the process of
teaching / learning so that the students™ etficiency will be improved. If individuals
were me o informed about language and language learning, they would certainly avoid
being passive skill-receivers. but rather become active skill-users. so that they will be
more able to manage their own learning. Within this frame\\ork.' Stern (1984: 400)

states that
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BAR-GRAPIH 3.4: Percentage of CA. GA. PA, IA, in the four lessons.
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The criticisms  of students (...) could be mofe
constructively used if students were induced to reflect
about their learning situation so as to identify reasons
for their negative or positive reactions towards specific

learning tasks and activities.

To cemonstrate the preeminence of group activity in the lesson COM. let us
relate sonnél[ning we have seen in the class we obsened. It is. indeed. the onlk' lesson
where the ieacher 1s less directive. the interactional constraints. are not too rigid. and
the rules of discourse are more flexible in that the exchange structure is not selected
beforehand. there 1s an equilibnum between  both the teacher’s and pupils’
interventions. The reason tor this is that the leamers contribute more to the classroom
discourse as they use strategies similar to those of natives. For example. the frequency
of turn-takings is neither static nor predictable because learners can choose the
moment to intervene in the discourse when dealing either with a group or a collective
activity. In addition. as mentioned in line graph 3.2 on page 81. it is perfectly possible
for the students-to speak freely without paying attention to the length of their
contributions. Indeed. the highest peak refers to the amount of the learners’ linguistic

answers recorded in the sample of COM.

The fact that ihe teacher 1s. both to a certain extent. the "organizer” and a
member of the groups (see diagram 32 on page 82) neither reduces his nght nor
lessens his role. By sharing the activity. for example. during the "messenger dictation”
technique, the teacher can help the students in their learning process. This 1s further
evidence that in this case. the activity is ‘negonatable’ and less 'foreseeable’ in that any
plan of the lesson will be useless. In this w av. the teacher not only becomes free in
regard to his obsessive obligations to ‘teaching’ continuously during the lesson time.
but also helps the learner to acquire knowledge freely at his own pace. This 1s quite
noticeable in line graph 3.2 on page 81 wherein the curves show the learners™ highest

incidences in the following speech acts: answenng hinguistically and bidding.
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LINE GRAPH 3.1: Teachers' pedagogic acts in the four lessons.

B AHTC
oRU

BCOM
gcod

LINE GRAPH 3.2: Learners’ pedagogic acts in the four lessons.
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Another noticcable trait of teaching 1s that tcachers in AHTC. COS. and RU are
oo directuive and the mteractional situation 1~ veny contiolled. Consequently, the
discursive constraints. 1.¢ those related ta discourse type in relation to a pedagogical

situation, 2re 100 strong and classroom discourseis veny limited. We have already seen

that the dmm-nulmg exchange is related to the classical «question-answer» exchange.
The teacher is always under the limelight of the teaching Iearming process i that he
mainly repeats and pomts out. corrects and provides indication, cvaluates and
ucknm\lulécs. and marks (reter to hine graph 5 1 on page 81) Thus. the learners” role
is reduced 1o hstenig to and responding to stimuli Most of the classroom time is
devoted 1o repeating and practising conect language torms rather than decoding and

analysing messages

T's Desk

DIAGRAM 3.2 : Teacher's movement during the lesson COM.

The two ;u.)pzu'cnl methods used i teaghing are: on the one hand, mimic-

) :
memorize and pattern practice based on 'static’ tasks (i ¢. exercises), such as stimulus-
response, memorization. mechanical variations of patterns and rote learning; and on
the other, the communicative approach based on the main functions/uses of the English

language such as communicative games and role-play activities.

The procedure of teaching discussed above urges us to say that the observed

tecachers 1 lessons AHTC. RU. and COS adopt the principles of the «audio-lingual»
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approach. Althou'gh a high numbcr of the latter claim that they use other ap.proachcs n
their teaching, a deep study of the questionnaire (in appendix 7: 142) goes counter to
what they say. In fact. they cling to the audio-hngual approach. This is in contrast to
COM where the teacher is mostly "addicted” to the communicative functional
approach in which he deals with the function as the main goal in order to determine the
teaching aims/objectives. Hence. in the lessons AHTC. RU. and COS. leamers are not
encourage to initiate interaction because this will lead to mistakes. whereas in the
lesson COM, they are given confidence to use their innaté and creative abilities so as

to improve their learning.

in this respect Krashen (1983 : 6) indicates that

(.....) language learners find it easier if it is practised in
pricisely these uncontrolled situations, where the learner
is more concerned with achieving something through

language than with getting the answer right.

Even if the interaction 1s ditferent. the way management activities are shared
between teachers and leamners 1s similar in the four analysed lessons. Indeed. the
teacher controls both the most important part of management and the whole
organisation of pedagogic activities. This tendency does not leave room for the leamer
to share the organisation of pedagogic activities That i1s why leamners not only
naturally consider the teacher as the discourse and class group «leader». but also seck
continuously his approval. This shows the dcpcn.dcm state that the learner suffers from
in all the pedagogic situations. Generally. the learmers™ dependence is related to the
teacher’s directivity. Thus. as soon as the teacher’s interference is lessened. the
learner’s independence or interdependence with the group is improved. In this way. the
teacher’s domination prevents the leamer trom bis nght and his obligation to share the

management activitics. 1.¢. the management of his own learning. On the basis of the
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collected data, we suggest that teachers interfere less in classes. so that leamers will

view them differently with regard to the known preconceived role.

3.5. Questionnaire :

As 1t was stated in 1.8, we constructed a questionnaire to be used during our
visits in schools. The purpose of it was to get to know the teachers” beliefs about their
use of the four types of activity and the approach(es) implemented in their lessons. It
was impossible to give the questionnaire to all the teachers of the area due to reasons

beyond our control: therefore. we will discuss the results of the questionnaires in the

light of the ones we managed to collect. s

In primary school level. five teachers™ filled out the qucstionnairc.:;\ll of them
appeared very willing to cooperate -in the research In question A. in which teachers
had the pussibilil}." of selecting one. two. three or tour different choices. Table 3.17 on
page 85 illustrates the relationship between the number of teachers in pnimary schools

and the total number of choices selected by them

The teachers not only had the pbssibilit} of selecting more than one choice. but
also of specifying the reason of their choices 1if they thought it appropnate (refer to
question B f questionnaire in appendix 7-'142) As it can be seen in table 3.17 on
page 85, choices 'a’ and '¢' were the most selected ones. Consequently. in the l;*achcrs'
opinions, when dealing with a teaching task. they either regularly use the CA or never
use the GA. Choice '¢’. which points to use of.C . was the most selected as: only
choice and first choice. The choice the teachers selected the least was ‘@’ So in their

opinion they do not practically use GA in their teaching process.
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Primary School | Type of Activity Total Number of Choices Selected
, a) Never b) Sometimes | c) regularly
e CA —_— e 5
Number of GA 5 - ———-
Teachers 'Using' PA — 3
1A -— 3 2

TABLE 3.17: The total number of choices selected by teachers in primary school.

Three out of the five teachers that selected b 1.e. sometimes use PA as one of
their options added the following: when we minimize our role in conducting the
activities, a noisy atmosphere prevails in the classroom. Therefore. we mainly use PA
in oral activities to make pupils repeat questions and answers. However. it 1s
interesting to point out that three teachers justified their choices. They claimed that [A
is necessary as it helps the pupils to master comprehension and writing better.

Only two teachers selected ‘¢’ One wrote something completely irrelevant,
i.e."she cannot see the use of such table in her teaching ", so her answer was not taken
into consideration. The other teacher wrote that. when faced with the wnting skill.
pupils must work alone in order to focus on the mnemonics of the target language. for
example, every number 1s represented by a rhyming word that has an image attached to
it 50 as to develop the memory. This indicates that the teacher in question. and in our
personal opinion many others. rely heavily on the written form of the language.

v g

Question C (refer to table 3.18 in page 86) asks swdemes (0 Gich the
approach(es)/method(s) they use 1in ';hcir teaching and to put a cross before the
approach(es)/method(s) they ignore. All the teachers éa) that they use both the
structural and communicative approach in their teaching. This is from our data and
observation, partly true because all the lessons we observed follow the concepts of the
structural approach. On the other hand. the five teachers stated that they ignored the
grammar-translation method . the audio-lihgual ‘app‘machl“. the direct method’. the

silent way", and suggestopedia . This shows the teachers™ poor educational background
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resulting from the lack of pertinent professional articles and books. and mainly pre-

service traiing.

APPROACH / METHOD lise Don’t know
1 Grammar-translation X
' 2 Audio-lingual ’ X
3 Structural X ’
4 Direct ~
5 Netional-functional ' x
6 Communicative X
7 Silent way X
8 Suggestopedia ‘ ' X |

T:\BLE 3.18: .Apgroachjes)/method]sw[ used in

teaching in the primary school.

In Middle School level. the questionnaire was gi\'en in April 1995 twenty
teachers filled it’out. In question A. the majon’t{ of the teachers sélectcd either one or
two choices (refer to table 3.19 below). The choices most selected were ‘a" and 'c’. hike
in primary school. Item ‘a' and 'c’ were the most sclected; therefore, the teachers in
these schools believe that they never use GA. but regularly use CA in their classes.
About half of them selected choices 'b' . i.e. 11 teachers use PA, and ¢, 1e. 10

teachers use 1A. Some of them selected either selected item ‘¢’ (i.e.. use of PA) or item

'b' (1.e., use of 1A).

Middle Schovi | Type of Activity Total Number of Choices Seiected
a) Never b) Sometimes | c) regularly
CA ---- - 20
Number of GA 20 —— -
Teachers ‘Using’ PA ---- 11 5
) 1A - 6 10

TABLE 3.19: Relationship between the number of teachers in middle school

and the number of choices selected by them.
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In relation to question B. all the teachers think they use CA to transmit the
message corrc_‘ui}y. to check pupils’ comprehension. or to conduct question-answer
work. Accordihg to the teachers™ answers. one can see that GA is not suitable for the
teaching task, since all of them claim that the noise made by the pupils will disturb

both the classroom setting and classes around

In addition, it is stated in table 3.19 on page 86 that 11 teachers sometimes use
PA for dialogue repetitions or when they want to ensure comprehension on the part of
the learners. ‘Half of them regularly use 1A so that learmers will grasp the written code

of the target language, and teachers will rest for a while.

Five teachers claim that they use PA because ihcy feel obliged to include 1t in
their teaching process. It would be extremely enlightening to know when and why they
feel that leigation. and whether 1t is imposed upon them by themselves. the teaching
situation, the _inspéctor or by a combination of them But as always the anonymity of
the questionnaire makes this impossible. Last but not least is that some teachers (6)
believe that they sometimes use 1A whenever time is available. This indicaies that [A 1s
mostly set as a homework which will be corrected during the CA of the following

lesson.

Twenty teachers answered that they used the structural approach when dealing
with question C in which they were asked to give the'ir opinion about either the
teacher’s using approach(es) ' method(s) in the classroom or the teacher’s being
familiar with them (refer to table 3.20 in page 88) Seven teachers think that they use
the communicative approach while three others have chosen the notional-functional
approach. These are erroncous answers because according to both the commentary of
the resulis stated in 3. 4. and my being familiar with the field. the majority of the
teachers in the Middle School cling to the audio-lingual approach without being aware

of 1t.
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There was, as it happens frequently in this tvpe of question, a strange answer: a
teacher ticked the grammar translation method as if translating sentences (or word-to-
word trans!ations) from the target language to the mother tongue is nowaday's officially

used in Algeria. Within this context Nolasco and Arthur (1993: 30) state that

the use of the mother tongue to check understanding and
provide explanations can be very productive and many
students would be very frustrated if they were told not

to.

[t is important not to deprive learners from a natural means of communication at hand.

mainly with beginners. -

APPROACH / METHOD lise Don’t know
1 Grammar-translation ! 19
2 Audio-lingual o 20
3 Structural 20 ----
4 Direct —_— 20
5 Notional-functional 1 3 : 17
6 Communicative 7 13
7 Silent way L 20
8 Suggestopedia -—-- 20

TABLE 3.20: Approach(es)/method(s) used in
teaching in the Middle-School.

In secondary school level. ten teachers answered the questionnaire. As in the
primary and middle schools, most of the teachers were very cooperative. Indeed, in
question A, a great number of teachers selected either two or three choices. This shows

ﬂ‘-\r\

a difference with the other teachers of primany and middle schools. in which most of

them selected one or two items. Table 3 21 on page 89 shows a detailed analysis of
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the relationship between the number of teachers in secondary school and the total

number of choices selected by them .

Secondary School | Type of Activity Total Number of Choices Selected

a) Never | b) Sometimes | c) regularly
CA - ‘ 6 - 4
Number of GA | 2 7
Teachers 'Using' PA & 4 3
: 1A e 4 6

TABLE 3 21: The total number of choices selected by teachers in Secondary

School.

The most selected items in this level were b and ¢’ (;efer to table 3.21 above).
The differences are too important apart from GA w here seven teachers use regularly
this kind of activity in their teaching, and two of them use it sometimes. It is important
to mention that GA 'is selected only at the secondary school level’ One teacher selected
item 'a' because he claims that the rooms are not fit for such kind of activity. Four
teachers reeularly adopt CA in their teaching while six others sometimes deal with it.
Out of ten teachers who selected items 'a’. b and '¢’, three said that they sometimes
use PA mainly in "communicative activities” and in "wniting" in regard to question B:
four said that they sometimes use PA in order to impré\e learners” abilities to express
their throughts, and the last three reject totally PA as it disturbs and wastes time

particularly with present day students.

In this school level also. six teachers give reasons why the teacher regularly uses
IA (“that forces students to comprehend and write alone”. "if the students read write
English all the time alone, they will master the language”. "it’s better to lcarn alone")

and four said they use it according to the required task.

In answer to question C. most teachers said that they use both the communicative
and structural ,approach in the teaching. The last approach was introduced besause of

the néw ministerial recommendations which dropped the gap filling scction and
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replaced it by the by the syntax section. Eight teachers claim that they ignore the
"Direct Methed", thc "Silent Say”, and "Suggestopedia” (refer to table 3.22 below). In

the end, two used the "Audio-Lingual approach” in their classrooms.

APPROACH / METHOD Use Don’t know
1 Grammar-translation — .

2 Audio-lingual 2 B

3 Structural 10 -
4 Direct ———- 8
5 Notional-functional -— -——--
6 Communicative 10 s
7 Silent way — 8
8 Suggestopedia — 18

TABLE 3.22: Approach(es)method(s) used in
teaching in the Secondary School.

3.6. Conclusion

With this study we have analysed four foreign language lessons to see how the
division of managemcm activities is organised in a more or less directive methodology.
Conscious of the very limited sampling we have observed, it would have been too
prententious to affirm that we have reached definitive conclusions. That 1s why. we

can only expose certain aspects of interaction taken from the analysis.

On the whole, we have noticed that there are two kinds of constraints within a
class setting: discursive constraints related to the discourse proper of a pedagogic
situation, and interactional constraints related to the participants’ behaviours. In a
course where the interactional situation is too nigid. the discourse itself is very limited.
The most important vanable, indeed. is the degree of control the teacher has on the
class. This fact is not necessanly in relation with the’t)'pe of method used. We notice.

for example, that the lessons AHTC. RU. and COS are more directive as the teacher
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spends most of his time asking and making pupils repeat utterances. Hence. less
pupils’ contributions lead to the absence of strategy uses.

In this way, the dominating exchange is synonymous with the classical exchange
"question-answer". The teacher exerts his power by continually asking the pupils and
controlling their answers. Being in a position where he always questions. learners can
only wait for their turn to give answers. To put it another way. there is a natural
tendency from the pupils not only to consider the teacher as the "leader” of the
discourse and the class group. but to look for his continual approbation as well. This
obviously shows the dependence state that the leamers suffer from in any pedagogic
situation. Such attitude will certainly deprive the learners from their right and

obligation to share the management of the activities and their proper learming.

In lesson COM where the teacher is less. directive, the interactional constraints
are not toe rigid and the discourse rules are more flexible. In this \;'a)'. learners will
both contribute more to the discourse of the classroom ax)d' can use their own strategies
to converse in the target language. For example. the turn-taking/giving” is neither fixed
nor seheduled, learners can freely choose the moment to intervene within the

classroom discourse. : .

In lessons AHTC., RU, and COS were the teachers are very directive, the
interactional situation is highly controlled As a result, the discursive constraints are
very strong and the classroom discourse is very  limited. The teachers regularly
question the pupils in order to give them the same amount of turn-taking wherein each

learner can foresee his tumn.

In relation to the ethnographic questionnaire. the results are similar in both the
primary and Middle School, but quite different in the Secondary School. In the former
most teachers think that CA and IA suit best teaching English at these school cycles

and the proportion of those who use the audio-lingual approach is high. In the latter the

2



majority of the teachers think that GA and CA are mostly relevant as long as learners

benefit from this kind of teaching management.

Virwally very little attention has been paid to what happens in the classroom.
However, the data gathered from the questionnaire constitutes very strong evidence

that an important number of teachers sull use method(s) approach(es) in the classroom

which go counter to the official syllabus.
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NOTES | .

1. To make group-work activities a smooth and effective way to learn. it 1s to be
thought that. "f)iessenger Dictation” technique can turn many borng teaching
procedures into interesting material wherein information is recycled. Indeed. after the
learners have learned a particular point in grammar or vocabulary, the teacher can have
them make their own sentences. In this activity. the teacher nominates from a group of
learners a student to work as a messenger. and another student to be a writer. After
completing their paragraphs. the teacher pins the latter 0;1 the walls of the classroom.
Then, the .mcsscngcr stands up and goes to other paragraphs in order to sce and
memorize the sentences the other groups have written. As this activity 1s limited within

time, the messenger has to go back quickly to the writer and dictate the sentences.

2. As the teaching of English in primary school is at its embryonic stage it was
impossible to get in touch with a great number of teachers in the area the investigation

was made.

3. A method of foreign or second language teaching which makes use of translation
and graramar stud) as the main teaching and leamning activities. This method was first
used in order to teach classical language like Latin and Greek then, it was used to help
students rzad and appreciate foreign language literature. Finally. promoters of this
method thought that with the help of foreign language learning students will improve
their intellectual background wherein the mental activity provides success in speaking

and writing the native language.
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4. A-LM (Audio-Lingual Method) is a language tcaching approach (either foreign or
second language) based on both structural linguistic theory and behaviourism wherein
paramount importance is given to the teaching of the four skills, i.e. speaking.
listening, reading, and writing. This method relies on the use of dialogues and drills
but the use of the mother is not allowed. We believe-however, that a major argument
can be put forward against A-LM because we depend entirely on our creative
construction process rather than imitation once we produce sentences we have never

heard before.

5. This method of foreign or second language teaching came as a reaction against the

grammar translation method. Its proponents claim that the target language is the sole

vehicle of language teaching wherein meanings are related to situations. paralinguistic

features, and objects. In addition. grammar rules are not taught deductively so as to
allow learners to grasp better. Finally. the spgaking skill is given primary importance
with regard to both reading and wrnting in that the latter are always taught once the

former has been introduced.

6. To imprové the learners verbal participaton in classroom settings. Gattegno
developed a method of foreign language teaching whose components rely on
paralinguistic features (i.c.. gesture and mime). wall charts, visual aids. and mainly
Cuisiniere rods. The latter are made of wooden sticks of various sizes and colours
which can enhance the learners' visualization of concepts and ideas so that they will be
able to share orally the process of teaching. (Futher reading consult Gattegno 1976 and

Richards znd Rogers 1986).

7. According}o Geogi Lazanov., Suggestopédia is a technique that not only, helps
learners to relax mentally but maximizes language learming as well in that they get nd
of psychological barriers to learning. Broadly: speaking. the teacher is asked to create a
classroom environment which differs from normal ‘‘lassroom settings wherein students

are seated in comfortable chairs arranged in a U-shape pldn facing the blackboard so as
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to listen to classical music (or soft music) and "contemplate” posters hung on the walls

during the teacher's quiet interventions.

8 A conversational exchange consists of a series of exchanges between speakers
wherein partners take turns in speaking and listeming. Indeed. to be verbally competent
means that people know when a speaker has finished so that another speaker can
intervene. In addition. simultancous talk (i e overlap) is of parambunt importance in
classroom settings as it sometimes shows the ‘degree of awareness. and competition

among learners themselves.
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CHAPTER 4

SUGGESTIONS AND RECOMMENDATIONS

4.1 Introduction

The ¢ is,a general agreement today that a language is best acquired by using it to
do things wherein learning involves a direct meaningful exposure through a variety of
communicative activities such as role play. games and problem solving activities.
Indeed, the best way to ensure that leamners are using a language 1s through situations
which make them want to use the language or through a challenge in which they feel

motivated to communicate their interest.

In this chapter the researcher shall consider first the kinds of strategies teachers
can use in their on-going professional career. and the way in-service training can
promote teacher development. We shall then turn to an account of learner strategtes.
and suggest a possible implementation of leaner training in our institutions via a survey
undcrtakcn‘ in the area of Sidi-Bel-Abbes. The latter (i.e.. leamer traimming) could
provide future avenues for research as it has been noticed that sclf—lcaming ensures

better re::its with regard to use.

4.2 Teaching strategies .

b . .
In order to know what kind of strategies teachers can use in their on-going
professional career. let us examine the teacher's strategies in which self-monitoring 1s

seen as one of the best tools for teachers' professional improvement: the use of diaries
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in which insights about the teaching task are collected: and dnill reduction to avoid

boredom and demotivation on the part of the learmer

4.2.1 Teacher's strategies

Self-monitoring 1s the kind of systematic approach used by teachers to observe
their teaching in which they will both understand and control better their own

behaviour. In this respect. Richards (1990:118) aftirms that

In language teaching, self-monitoring refers to the
teacher making a record of a lesson, either in the form of
a written account or and audio or \"-ideo recording of a
lesson, and using the information obtained as a source of

feedback on his or her teaching.

Thus, it is advisable to include self-monitoring (or self-observation) in teaching

because it aims at improving the teacher's professional side.

y

Rc;carchcrs may wonder about the relative growing importance of self-
monitori< ; In teac}}cr's development career today - Indeed, a great number of teachers
spend a short time in training; as a result. self-observation is needed to improve
performance in the long run. B'y doing so. teachers will be able to determine the nature
of feedback which will help them to inquire about their teaching task. In addition,
teachers will not only rely on routine and intuition. but also on critical thinking.
Hence, they can’view their own teaching and decide what works and what does not in

their pedagogical development.
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To have an 1dea of how self-monitonng is carried out, three approaches have
been put forward nowadays: personal retlection. self-reporting. and audio or video
recordings of a lesson. The first is used to report openly what happened in a lesson.To
put 1t another way. the teacher's reations and classroom events that took place in 3
classroom are interpreted in order to be analysed later. A professional grbmh progress
will then be felt thanks to regular cnitical retlections. '

‘

Self-monitoring is designed to provide teachers with a regular assessment of what
they are doing in the classroom. In this way. they become more aware of the specified
time peric»d and more selt-cntical about the teaching pracli;:e.

) .

The last approach is the recording of lessons which is the most recommended
way in self-monitoring. To demonstrate the preeminence of audio or video recordings
let us state that classroom events - either all that 1s said dunng the lesson or just a set
of behaviours - are captured during the process of teaching, 1.e’ the moment-to-
moment processes of teaching (Richards 1990: 124). It could be argued.than that video
recordings are more intrusive than audio-recordings: however, to avoid this drawback.

it is advisable to familiarize the students with the equipment before the lesson starts.

P

4.2.2 Diary studies
Oné of the most informative means to equip beginning teachers and teacher
educators for the learning course content is the use of diary studies. Bailey (1990:215)

defines a diary study as a

first-person account of a language learning or teaching
experience, documented through regular, candid entries
in a personal journal and then analysed for reccuring

patterns or salient events.



100

There are, indeed. according to Richards and Nunan (1990: 218) two phases of

conducting a diary study: )

(1) making the daily diary and

(2) analysing the raw qualitative data provided by these entries.

Considered as potential tools for teacher preparation. these first-person accounts
of language learning can either be sumply hept or analysed in order to give teachers (or
teachers-in-preparation) outside teedback related to on-going teaching development. It
should be noted, how ever. that diaries focus on issues related to lesson planning. time
managemsnt, classroom control group work. and teacher-student interactions as a
whole. Thus.’teachcrs will not only be able to generate behavioural changes but will

develop self-confidence as well. .

As teacher-preparation tool we suggest the flow. Lhart below (refer to page 101 )
in order to mention the steps involved in doing a dian study. '

.
’



1 Language learning or
( teaching ) Hﬁoxy

i

v

2 Second language ( teaching or
learning ) expenence

!

3 Confidential and candid diary

—

4 Sifting the data for trends
- and guestions

I

v

5 Diary study
- Language learning history
-lr erpretive analysis.

1 The dianst provides an
account of personal language
lcaming or teaching history

2 & 3 The teacher systematically
records events, details, and
feelings about the current

language experience in the diary.

4 The diarist studies the journal

- entries looking for patterns and

. significant events.

S The factors identified as being

important to the language
lcarnning or teaching expenence
are interpreted and discussed in
the final diary study. Ideas from
the pedagogy literature may be
added at this stage.
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Flow chart 4.1 Conducting a language learning or teaching diary

(adapted from Bailey and Oschsner 1983: 90 readapted in

Richards and Nunan 1990:219).

At present, the writing of a diany study invohves the suggestions underneath

(Richards and Nunan1990: 220)
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(1) It is essential for a diarist to devote regular time
after class to write in the diary,
(2) the time spent on writing should at least equal the

one of class time, and

.
2

(3) while collecting data, worries about grammar,
organisation and style must be dropped in order to have

.fresh recollections.

It so happens that recording evenything’ that happens in a day might prove
difficult; therefore, it is advisable to focus the diany entries on aspects of interest.
Thus, keeping writing diary entries alone 1s not enough with regard to classroom
events. In fact. to really leamn from the data collected. diarists should review the diary

entries in order to gain more insights about their teaching task.

4.2.3 Drill reduction

To axoid tedious foreign-language teaching learning, the teacher must explain the
rationale of the method through which the leamers are being taught. Such explanations
delay possiblé boredom and fatigue. This present situation may arouse inhibition and
distatefulness to the point where the leamner sceks for a way to escape cither by
"playing truant” or by being mentally absent when he repeats mechanically. but with
his thoughts far away trom the work in hand ("ohscqucml_\'. motivation will be fading

and interest will be vanishing slowly.

Reduction in the amount of drill will reduce the amount of fatigue which learners
may feel because of the over-long repetition of the same type of activity. The teacher
must be aware of this important emotional defect by providing vanety n the

classroom. Rivers (1993: 232) asserts that
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(...) the teacher must be sensitive to class reaction and
prepared to change the type of activity at the first signs

of fatigue.

Clearly to do this adequately. the change ne;d; to be expressed through the type
of learning, 1.e. from active drill to practice n aural ;ompuhgn:lon or to a question-
answer structure related to another type. More mature teachers with clear motivation
seek rather to provide change once wnting their lessons. Now. the greatest error
teachers make in classroom interations may- be the assum;ition that through
memorization, Tote learming. and mampulauns. structures automatically leads to

learning on the part of the student.

Teachers must stop dbappomtms. and discouraging their learners study of the
language. One recommendation the researcher can make 1s that teachers must make
the pupils become more aw aré of what the latter are doing. Another 1s that the dnll
must be related to their own interests. It must be added. however. that a touch of
humour, a usually essential component of drill session, must be included so as to
provide a relaxed atmosphere within classroom settings. [t so happens that 1t 1s the
structure drill that constitutes the brunt of attacks on the grounds that pupils are
demotivated and arc less able to benefit from this ©ype of work. There arc many
modifications to be made: but we cannot arrest the forces at work. nor can we turn the

clock back. A new pattern of language teaching must take place in our institutions.

In order to increase the effectiveness of the dnll., many suitable contexts must be
selected to introduce the structure whose contexts must bc selected to introduce the
structure whose meaning- either structural. lexical. social or cultural - 15 inductiy ely
absorbed, i.e. from its use in such situations The nextstep the learner will describe 15
the relallonshlp between the function of the structure within various situations: if
required, (he teacher will be able to explain anoth;r time. From this analogy the lnmcr

will be able to grasp the new clement in the new pattern. As a result. faugue duc to

’
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repetitions will be dropped and the reproduction of the new structure within various

situations will be guaramccd (Rivers 1993 233)

4.3 In-service training
)

To promote innovation in classrooms the scope of trammb as well as trainer input
style must be seriously taken into consideration in our country. Although the question
of foreign language instruction is barely beginning.  the cautian for furthér
improvement in L2 teaching 1s related 10 rescarch about the possible aids that learners

can gain from trainijng instructional programmes

4.3.1 Training
The first and most common criticism 1s that training 1s badly neglected. Our main
purpose 15 10 incorporate a set of procedures into in-service programmes in order to
promote innovation in the classroom. Secondly. less time must be provided t© the input
within the lesson(s) so as 10 give opportunities 10 tgaghers to use the new trends n
language teaching. Teachers also need information about the implications related to
their teachm;, and about the adaptation of these new ideas which occur in both their
personal teaching environments and their teaching styles.
In the case of facilitating the ow nership of ideas. as W ell as promoting innovation
in the classroom generated either by the ‘trainer-dnyven approach’. palmer (1993: 170)
suggest a model which can be summarized as follows: |
- Selection ( for example. choose an activity from those that have been
presented which you hke to try )
_Placement ( for example. find a place in your textbook where this activity

might be appropriate )
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- Adaptation ( tor example. rewnte the activity to suit your syllabus. course-
book. student's interest and context. and teaching sty le )
- Kon. ( for example. decide whether the activity would supplement or

rcplace something already n the book )

In addition to the set of procedures mentioned above Palmer (Ibid.) puts forward
scheduling post-course meetings t0 examine the effects of innovation. For example.
teachers will be willing to make an account about the effect of innovation within their

respective classes.

4.3.2 Trainer input style

The next point to be examined is the defimuion of the input style w hich will serve
to lessen a little the tennmologgal confusion in the language- -teaching field. Indeed.
objectives define the suitable approach to be used by teachers within their lessons.
According to Palmer (Ibid.). there exist three major input styles located on opposite
sides of a continuum: transmision. pmb\cm-wl\ing. and exploratory. The following

diagram illutrates Palmer's view.

<  LOW INVESTMENT PROBLEM EXPLORATORY )
. TRANSMISSION SOl.\'l\'C HIGH INVESTMENT

Igble 4.1 Teacher investment continuum.(Palmer 1993).

When teachers embrace the first sort of input style. they will provide the input
which can either be accepted or dropped by participants. In addmon the teachers are
the sole source of mtonnalmn who seek rather pass on information through a one-way

model. 1.e. the uamu _as-learner approach
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With this second type of siyle. it 1s perfectly possible to make both the
participants and trainers’ ends meet. The former b\ »ontroming their personal teaching
styles with their teachers’. and the latter by sharing their exprecience and hnowledge s

as to find solutions to specific problems.

With the third sort of input. the trainer acts as a tutor whose major task is to
facilitate the teacher’s main p«.daz.m.ual difficulties. Such atmudc will not only
IMprove cooperation among lga;hus themselves and their trainers. but also promote

teacher development.

In- QC'V)LL ‘training must not be regarded as an end in itself. An eclectic adaptation
within lessons of the three approaches mentioned above will enable supenvisors.
trainers, « ad teachers to enhance language teaching We suggest. at this level. the need
for follow-up meetings in order to evaluate the controntan@n of what was done 1n in-

service programmes W ith the results obtained in classrooms.

.
’

4.4 Learner strategies

To analyse strategies of second’ language learning and strategies  of
communication | thorous.hl\' is a bit cumbersome because the distinction between onc
class of strategy and another is trequently not clear-cut and also because some of them
have not been uscd 10 describe the same phenomenon. However. we will keep our
discussicn very short since a deep and lenghthy analysis of this problem goes beyond

the scope of this work.



3

-3

-

107

¥

4.4.1 Strategic competence

[t now becomes clear that the pedagogical implications of studying learning
strategies are €normous. If in accordance with the latest trends. we believe that the

main objective of foreign language teaching 1s 10 give our learners all the necessary

tools to communicate effectively in the target language. that is to say that forcign-

language teaching is not merely teaching about the language or '’ passing on new

.

information ' {Farch and Kasper. 1980 55). then strategic competence-i hich consists
of verbal and non-verbal communication strategics that may compensate W hen there 18
a proble;h in one of the other two competences. i ¢. grammatical and sociolinguistic
ones-mus® be included 1nto foreign language objectives as an essential part of
communication competence.

Teachers must make their students aw are of the strategies of communication that
they and their classmates usc: we agree with Farch and Kasper (Ibid: 35) when they

say

There could be considerable gains in teaching learners
how to compensate for insufficient linguistic resources
by using the totality of their communicative resources

creatively and appropriately.

Fo; many ycars -pefhaps one should say centuries- the emphasis on foreign
language teaching was on how to develop and improve the learner's linguistic
competence wherein the latter has the ability 10 -reate.and understand sentences as
well as to distinguish between sentences and non-sentences of a given language. It 1s

|
high time an effort were made to integrate the development of strategic competence n

the foreign language class.



‘-__’——

e e

F3 | 3

| B |

108

Simulation acivities can create good opportunities  for production of spoken
language in a classroom. Jones (1982: 5) states that simulations represent *reality of
function in a simulated and structured environment To be effective both the physical
circumstances, behaviour. and the published material are required. In addition.
simulations proved to be useful as they not only make gifted learners work together
with less gifted ones but also hélp those whose experience 1s on the way of recycling,
Simple examples should help to illustrate this point: pairs of pupils/students have to
pretend that a robbery took place in a bank and one of the learners will ask questions

related to what the thief looks like. how he was dressed. etc.

PP 1 ( Policeman ). Good morning

PP 2: Good morning.

PP1: Can | help you?

PP2: Yes. | saw the thiet near the bank

PP1: Can you describe him ?

PP2: He is a tall man with black curly hair and ‘a dark complexion.
PP1: Thank you. sir.

PP2: Not at all. Good bye :

Another activity. in which boredom can be flroppcd. i the re-telling stories. For
example, if a class of 1AS students has been dealing w i’lh describing past events f1.e.
grammimar function focus). the learners can be'neﬁt from re-tetling a story accurately
through 2 ‘entive listening. The teachér will first split the ‘class within small groups.
and then Studem_ | tells student 2 part of story W hich he prepared in advance. Student 2

sends the message 1o student 3. etc. The same procedure 1s carried on until the last

student who will then repeat the whole stony’

(
There are many activitites that pupils can perform with learning vocabulary. It s
important, nevertheless. to include learning words within games (pairs or groups) so as

to be manipulated by pupils either in primary or middle schools. W ordscarches are
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easy to do because words intersect. either two words that have the same letter or two

words that have the same first letter. For example.

: A W
I T Y H
S H 0] M E
C U R
A R E
| A T

The above table can be filled up with the help of the following sentences wherein

identical letiers are given. For example.

A last actiﬁﬁ- called " Where is it 2" could be done with the fourth vear of the
Foundation School. This oral guessing game lielps pupils in formulating questions of
their own. A pupil is asked to leave the classroom after he had seen the object selected
by his classmates. Before he retumns. the rest of the class decides on the place where

the object must be .hidden. When the pupil is inside the room. he tries to find out its
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location by asking yes/no questions followed by prepositions of space such as on. near.
behind, under,between. in front of. etc. In this way. the pupil can discover the hidden

object by using the process of elimination.

4.4.2 Ciassroom behaviours

With the help of diaries. selt-reports. or recordings of lessons. many classroom
behaviours can be examined. These dimensions of teaching relate to classroom
management, teacher-student interaction. structunng. grouping. and task design and

implementation.

In a \;«ell-managed class. expectations tor success and motivation are high
because opportunity is provided for learners to share the learning tasks and activities.
Teachers have to make decisions not only about the amount of occuring teacher-to-
student communication in a lesson: but also about the amount of student-to-teacher

vaged in the lesson: and the nature

-

interaction; the extent to which the leamers are ¢en

of turn-taking patterns observed within a classroom (Richards 1990).

Structuring relates to the teacher's directions which learners can perceive. For any
given activity, a teacher uses clear instructions to help'students understand the goals of
activities, the relationship between activities throughout the lesson. and how a teacher

starts or ena» a lesson.

The concept of grouping is central to effective teaching. Also. to speak of this
dimension presupposes according to Richards (1990 40) that y

.
.

an effective teacher understands how different Kinds of
grouping (such as seat work, pair work, discussion,
‘reading circle, or lecture) can impede and promote

learning.



The last dimension of teaching is tashs. or activity structures. which refer to
activities that teachers assign to attain particular learning objectives (Ibid). Here. the

teacher uses a certain number of tasks relevant to his methodology.

4.5 Leaiier-centred approach
B
In order to improve our learners’ General English level, great emphasis must be
put on a learner-centred approach with awareness of the learner as an individual. focus
on both learner autonomy and leaders’ preparation

’

4.5.1 Learner training

Recent development in language teaching have put forward the notion of learner

training. In fact, Ellis and Sinclair (1989: 16) assert that

Learner training aims to help learners consider the
factors which may affect their learning and discover the
strategies which suit them best so that they may become
' more effective learners and take on more responsibilities

for their own learning.

Given that learner training aims at providing leamners. with WHAT. WHY.
WHEN, and WHERE they learn. we felt that integrating fourth-year licence students
as leaders would enable learners to see language leaming as an active experience
involving the use of learner diaries. The researcher .suggcsts for this purpose to sphit

classes i7.t0 small groups (6 to 8 students) by nominating a leader at the head of each
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on the grounds that more advanced leamers are. by definition. already successful
learners and therefore in less need of ‘training’ than others. At other times. the teacher
of application together with the teacher trainee will set out the aims and objectives of
learner tratning. '
b

Towards a definition of learner training procedures. we may begin by a meeting
wherein learners will be given ' What sort of language leamner are you? ‘questionnaire
to be filled in the classroom with the leader's help The second step 1s to have students
complete individual needs analysis. in which leaders help leamers to idennty and
describe their needs in language learning. using a model based on the local
environment, described by Ellis and Sinclair. Ta define class aims and objectives. a
classroom U-shape discussion can follow so that the formulation of aim obtained

through negotiation with their peers will be valuable

As a final step. diaries will be introduced via the leamer-diary handout (refer to
appendices 9 & 10 on pages 144-145). Learners will be asked to wnite their dianies
when the lesson ends and to hand them in at the beginning of the following meeting to
the teachei or leader. Through an examination of lcamcrs" perceptions with thewr own,
i.e.. did learners focus on the objectives of my teaching ? The teacher leader will be
able to tackle some of the problems met by them. Whenever divergences emerge.
teacher/leader will be willing to discuss them with their leamers. Within the same

framework, Elljs and Sinclair (1989 10) assert that

The learner is regarded as an individual whose opinions
and beliefs about learning are respected. He or she is
encouraged to experiment and to choose and is provided
with the necessary tools with which to do this. Learner
. and teacher are partners in learning; the teacher is the
language learning 'expert’ and the learner the ‘expert’

on him or herself.



In the long run. leamers will be perceptive in linking the classroom activitites to
the learner training. Within this ‘internal’ negotiated svllabus. 1.e. that claborated by
taccher/leader and the school learners. the latter can not only measure thewr own
progress, but also take the initiative in choosing the appropriate tools which best suit
their learning needs. Such procedure can encourage school leamers to monitor their

own learning,

4.5.2 Teacher trainees' preparation

.
»

As university tgagh;r trainees are new to self-instruction, we suggest 10 organize
a progamme of \xorkshop which will enable them to be famlhar with the concept of
self-instruction. . That is why léaders have to be aware of the necessary changes and
task required of the teacher who is helping leamers working in a self-instructional
mode (Di-Ninson 1987). h

'

Seen from this perspective. self-instructional learning needs individuals who are
willing to guide the school learner to become responsable for his own learning. To put
it another way. we need to define what the teacher working in this mood (Dickinson

1987: 122)1s

The ideal helper is warm and loving. He accepts and
_“ cares about the learner and about his problems, and
" takes them seriously. He is willing to spend time helping.

He is approving, supportive, encouraging and friendly;
. and he regards the learner as an equal. As a result of

these characteristics, the learner feels free to approach

him and can talk freely and easily with him in a warm

and relaxed atmosphere.
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In order to provide teachers leaders with the possible types of preparation. there
must be a mirtual understanding between the helper and the school lcarmer. New
frontiers have to be established so as to allow a sincere dialogue based on priorities.
The helper will focus his attention on the school leamer's needs. requests. and goals.
Such priorities will assure the leammers what they are doing rather than feel being
treated as objects. Taking the learners into such confidence is likely to improve the

efficiency of learning.

4.5.3 Interview

The purpose of this section is to obtain as much information from headmasters.
deputy he=dmasters. and teachers. The researcher not only lacked relevant questions to

be asked but ignored how to proceed dunng the interview as well.

To have an overall insight about the possible implementation of learner training.
in which students are prepared 'to get the best out of autonomous learning” (Dickinson
1988: 45), in our institutions we undertook a series of recorded face-to-face interviews
s0 as to provoke inhibition the more so. Drawing formal conclusions through direct
contacts is tiresome and time consuming. so we resorted to make appointments with
two headmasters. three deput}v headmasters. and three teachers to collect as much
exchange of viewpoints as possible. But we soon realized how difficult it was*to use
this kind of instrument. Therefore. piloting the, open interview first with a deputy
headmaster and a teacher was of paramount importance in order to assess its quality.
All the same our intention was to undertake a rcliablc‘analysis of data cellection before
any improvements’ were made. In order to allow interviewees to express themselves
verbally, we used this kind of instrument in which a short preparatory meeting with
each interviewee was held to explain the topic In addition. to avoid long pauses.

interviewer's probes were used so as to facilitate communication.
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Our question was: what do you think ot inlcgrating fourth-year students within
the teacher's (| ¢.. teacher of application) timetable to promote learner traiming? This
open question was followed by probes such as 15 it feasible? 1s it possible to have a
specific room for c¢ach teacher of English 2 when is it possible to implement learner
training? does the learners' number hamper leamer training? how long will learner

training last”

The answers were more or less similar in that opinions tend to share either
teaching conditions or pedagogical concerns In relation to the former. in which
headmasters and deputy headmasters had to express their opinions. the implementation
of learner training not only aroused interest buat also proved to be feasible,in our
institutions. Indeed. instruction aimed to heighten the learner's awareness of foreign
language can be casily included n the first-y -c_arl secondan  school teacher's
timetable. By doing so. the weekly one-hour 1D can take place in rooms in morning$
(from 11 am to 12 p.m) or afternoons (from 4 pm 16 5 p.m) or even in the local
library according lo-opcninu hours. Unfortunately having specific rooms for teachers
of English made us give up thls idea because the number of divisions (i.e.. classes) was
superior to the one of rooms in each institution In relation to the laugr in which
teachers had to express their opinions. all of them welcomed the learner training

concept by showing an overt eagemess 1o know more about ways of improving the

r»
English language in our institutions.

Indecd, the weekly one-hour TD can offer teachers and trainees alike a good
opportunity to cater for their students' ‘learning tocus’. skill learning. communication
practice and real use or ‘planning level (approa;h to learning). learning plans.

techniques of learning " (Dickinson 1988: 50-32)

Teachers affirmed that this particular type of work. if officially nserted in the

teacher's timetable. offers learners the possibility to tackle the aspects of language they
want to learn. In doing so. students will have the opportunity to w ork at their own pace

far from the pressure of classroom settings Consequently. the present language

Il
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situation, 1n which the teacher leader creates an appropriate teaching learning
environment, will prevent embarassment and encourage the student's active
participation in the learning process. Seen from this perspective it will be easier for
foreign language learners to develop new habits than to rectify bad ones. Nunan (1991

52) notes that

Learners opinions should be taken into consideration,
because only a learner can judge a task from a learner's
. point of view. Therefore, not only learners should learn;

they must also learn "how to learn’.

One recommendation we make is that the leamer’s passive behaviour is no longer

valuable because the learner needs self organisation so as to evaluate his learning task.

4.6 Conclusion

In this final chapter. the ‘rcscarcher has looked at some of the kinds of strategies
that teachicrs can use in a teaching programme  Determining in-service traning is made
complex. not only by the range of factors imolved. bdt also by the choice of the
suitable trainer input style to adopt In additon. from the large body of existing
literature related to learning theories. we have focused on leamner strategies which have
attracted a great deal of interest in recent years We have also touched on the question
of learner training by choosing the appropnate tools which best suit the lcarners’
needs. Finall'y the researcher has tried to introduce the notion of leader in the la'nguagc

classroom so as to suggest possible way s of redefining learner and teacher roles.
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1. Learning strategies are specitied actions taken by the learner to make lcarning easier
.

faster, more enjoyable. more self-directed. more affective. and more transferrable to

new situations. In other words. learning strateyies are tools used by learners to sohve a

problem, "o fulfill a task. to meet an objective. or to attain a goal. (Fora detailed

discussion of learming strategies see O" Malley ctal 1990 14-54).

2. Social strategies provide increased interaction and more empathetic understanding.
two qualities necessary to reach communicative competence. Refer to features of

language learning-strategies below

I Contribute to the main goal. communicative competence
2 Allow leamers to become more self-directed. .
3. Expand the role of teachers

4. Are problem oriented.
U 5. Are specific actions lake_n by the leamner. N
OF 6. Involve many aspects of the learner. not just the cognmitive. '
LANGUAGL 7. Support learning both directly and indirectly.
LEARNING / 8 Are not always obsenable
STRATEGIES | 9. Are often conscious.
/ \ {0. Can be taught.

11. Are flexible.
12. Are influenced by a vanety of factors.

Language learning strategies.

Source: Rebecca L.; 1990; Language lgarning strategies.

3 Tarone (1981: 65) points out that ” the term communication strategies relates to a
mutual attempt of two interlocutors to agree on 4 meaning in situations where requisite
meaning structures do not seem to be shared (Meaning structures here include both

linguistic and sociolinguistic rule structures) * This implies that the problem and the
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attempt to solve. it will be observable in performance data thus making the researcher’s

task of identification of communication strategics quite easy.

4. Sociolinguistit competence refers to the nowledge of sociocultural rules of use and

rules of discourse.
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GENERAL CONCLUSION

The ‘~ork herein was undertaken to obtain sy stematic feedback from teachers and
learners' verbal interaction. In all four instructional contexts. i ¢ AHTC. RU. COS.
and COM. observation has been used for process-oriented research goals. That is. we
have analysed four foreign language lessons to provide information about what
actually goes on between teachers and leamners in both pedagogical and Inguistic
interactional terms. In addion. we wanted 1o sce how the division of management

« e . . o . . i
activities is organised in a more or less directive methodology .

Conscious of the very limited sampling we have observed. it would have been too
pretentious to affirm that we have reached detinitive conclusions. That 1s why. we can

only expose certain aspects of interaction from the analysis.

First. we discussed the different types of data that \\cre'gathcrcd to analyse
foreign 'snguage classroom discourse wherein audio and video recordings
supplemented by‘ an ethnographic questionnaire. a teacher's diary..and a gnid of
observation represented the main bulk of the data for the present study.

:

We ihen reviewed the literature through a bnef sunvey of some approaches to
classroom interaction research. Indeed. 1t 13 hngh' time researchers took mto
consideration the new trends in the field ot second language discourse to develop a
valuable approach to management in the language teaching field,

K
This is what we have endeavoured to elucidate through the macro and micro

analysis of activities used in the pedagogic discourse wherein the way class interaction

was done would help us to detine the type (i e . collectine individual) of work done n

class settings.
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On the whole. we have noticed that there are two kinds of constraints within class
settings: discursive constraints related to discourse proper to a pedagogic situation. and
interactional constraints related to the participants behaviours. Thus. in a course
wherein the interactional study is too ngid. the discourse itself is very limited. In
addition. the most-iﬁ}ponam vanable is. indeed. the degree of control the teacher has
over the class. This fact is not necessanily in relation with the type of methods used.
That is why. we notice. for example. that the lessons AHTC. RU. and COS are more
directive as the teachers spend most of their time asking and making pupils repeat
utterances. Hence less pupils' contribution lead to the absence of strategy uscs.

[n this way. the salient exchange 1s.in this case. the classical exchange ‘question-
answer'. The teacher exerts his power by continually asking the pupils and controlling
their answers. Being in a position where he always asks questions, learners can only
wait for their turn to give answers. To put it another way. there is a mutual tendency
from the pupils not only to consider the teacher as the ‘leader’ of the discourse. but to
look for his continual approbation as well. This obviously shows the dependence state
that the lt:!zi.i‘nc"l?ssut‘fcr from in any pedagogic situation. Such attitude will certainly
deprive the learners from their right and obligation to share ihe management of the
activities and their proper learning

A reasonable general conclusion about the lesson COM s that the lack of
interactional constraints not only reduces the amount of rigidity. but made the verbal
discourse more flexible. Within this context. the method used by the teacher has

proved to be significant as learners contributed a lot to classroom discourse.

Even if interaction is different. the way the activities of management are shared
between teacher and learners are similar. We have. thus. proved that teachers not only
control the major part of management but are also in charge of the pedagogical
activities planning. Drawing on this last observation. one can hypothesize that the
learner never shares the decisions related to learning that is the management of his own

lcarning.
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The last part is concerned with the possible implementation of learner training in
our institutions in order to provide teachers and leamers alike with new tools to
improve tﬁe‘teaching learning task In addition. some teaching strategies and in-service
training ,v.fe‘.*e put forward so as to be progressively introduced in the overall repertoire

of teachers and learners.

[f any conclusion is to be drawn from the present study. it 15 that the current
situation of the class must change in order to avoid the management of a given lesson
being felt -by the teacher as a hard tash imposed as a matter of fact (1. ¢.
automatically), but as a pedagogic activity etficiently performed. The teacher must
abandon his authoritarian role and his "determination to do everything in class™
Indeed, the goodwill of ‘controlling” becomes the cause of the teacher's irritability due
to the great amount of work he has to do both in class and at home. Morcover. this
situation generates boredom and many restrictions for the learner.

'l‘her:efdre. we think. on the contrany. that the management of a course must be a
natural condition of the process of learning. To reach a learning situation where all the
activitics of management are adequately distnibuted among the panicipanl;. the notion
of the teacher has to be reconsidered. To put it another way. we need to drop the 1dca

of a teacher who 'gives’ and a learner who alway s ‘tahes’. specially with real beginners.

Our experience shows that whatever the methodology used in a class. it 1s usually
not what the teacher has proposed to do that takes place. Hence. the lessons rarely
happen as the teacher has scheduled. As the teacher cannot plan the nature of the
learners' contribution in a class. they can oblige the teacher to change Both the content

and the strat.’2y In some Circumstances.

[t i< within this framework that our rescarch could progress. One

recommendation we make is that it is ven nieresting to develop this notion of

management and to analyse how learners can modity, the course of a lesson and

negotiate the content with the teacher In this way. teachers become more aware of



T

their pedagogy and more selt critical Traincer;. teachers and learners can not only
understand better mtuauuon in a classroom and be ready to wlu problems related to
the organisation 01 courses but also plan an adequate dmslon of activities of

management and responsibilities among participants

In sum. we hope that all those who are directly concerned with the teaching of
foreign langubagds as investigators. teachers. and course designers will takle the
question of interaction in classrooms by explonng the relationship between learners’
strategies 'n the classroom and learming outcomes Given this caution for further
research of foreion language instruction in  classrooms. real promise for the

development of L2 in our country will be ensured
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 APPENDICES

Appendix 1: Pedagogic Activites

D

. Giving information explanation

I': Ali_is.. from Sidi-Bel Abbes. oo he is a journahst Al is a journalist Yes. .

2. Asking for information explanation
T : Yes. “ou have timshed 7.
1 : You have understood 7.
PP: Page? page? page?...
3
3. Requesting
- Where does he go?... :
I':...where do you live? where do you Iine?

3 3y
—

4. Pointing out

T: ...and you?...

T: Yes, you...

T: ... the others...

5. Providing directives

T: Yes, Farida.. stand up...

T: You split ...( + ) ..anto ( =) ...groups of four

6.Providing indication
T: Very...('an intruder gets into the classroom )
T: If I eat  lot of sweets...1 will get fat. .

T: .1eal . ( the other pupils try to help their fniend ).

7. Correctitig, *

PPS: ...to the hotel...miss. miss. miss...
T : The receptionist. ..

T :1llness...

NB : This category helps us to define who corrects directly the errors taking nto

account their frequency.

8. Evaluating

This category includes all the ‘yes'. 'no’. well.
evaluating an answer or behaviour,

9. Controlling the comprehension

T Al as?
PPS - Journalist. ..
T - Heis? .. from? .

PPS 3 SIJ‘ BL’]'.\hl‘k_’h

ves very good'. 'OK. ete.which aim at
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10.Summariziing simplifying reformulating
T - And.. he..he meets.. (T shows picture) . the  receptionist...the recepuionist..yes. .

11.Answering linguistically

This class of acts includes all the answers given after a request such as ' question-
answer ' fouand in any interactional analysis methods. The function of these answers 1s
to prove 10 the teacher that the learner is able both to use a certain structure and to
show that he has understood a lesson ‘

12. Answering non-linguistically
This happens when the learner stands up and wnites a w ord sentence on the board.

13.Repeating

We have classified. here. all the utterances repeated by the learners after the teacher's
model and correction.

T : He goes...

P : He goes to the hotel .

T :To the hotel ...

P To the hotel ..

T =l +).Ye8. 5o _ ,

P2 - If I cat a lot of cakes. I will get fat

15. Acknowledging
This happens when a pupil answers. after raising his hand and being acknowledged by
the teacher. :

T Yeo. (with the hand interrogates a boy )
T - Algeria..right (interrogates a student by using his hand) ..
14 Biddi.

This category includes the utterances like "Sir . Miss '

16.Checking :
T - Good ... Are you ready” .. :

T : What's the matter? Repeat ... you ..

T :lsitcorrect? ...

17.Accepting

T :lsitcorrect™

PPS : No...

T - Sunny all the year? . ( with a gesture )

STS : No ...No ...
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Appendix 2: Transcript of fesson AHTC

T :( Te cher pins photographs on the bb ) Number five . yes .. then teacher
interrogates a pp with the hand )
PP : Number five is an elephant

T :Very good ...( T interrogates mth the hand simultancously )
PP : Number ﬁ\L is an ele .. an elephan ..

T : Repeat once more ( T interrogates with the hand ) ... repeat once once  more .
number five is an elephant ... :
PP : An..an (P prolongs the sound 'n" ) _elephant

PPS : ¢lephant. ..

T : Repeat once more ... number five ( T shows number fl\c on bb ) 1S an
elephant ...

PP : Number five 1s an elephant .

T : Very good ... (T interrogates slmultancoml\ another P sitting at the front nght)

PP : Number five i1s an elephant

T Yes .. (T interrogates another P sitting at the front middle)

PP \umbu five is an clephant .

T :OKay .. (+)numberthree (T points at pumu number three)

PPS : Sir, siv.sir, sirsir. .

T Yes '

PPS : Sir, ~r, sir, sir. :

T+ ( Ré.es his hand to 1ook for a P to be interrogated (- )

PPS - Sir, sir. sir, Sir. ...

T : Hak¢m .. number three

PP - Numberthreeisa. (- )

PP : (Another P stands up) Sir .. ( - )

T : What's the matter ? Repeat ... you ..

PP Number three is a ..1s a snake ( mispronunced snake ).
PPS : Snake ? ( PPScorrect their friend ).

E3

i

T lsitcorrect 7.

PPS : No'! :

T+ ( Uses his hand to interrogate another P )

PP Number fiye 1s a snake. ..

T - Is a snake (stresses on snake) . (Then. 1 interrogates another P using his hand)

PP - Number three is a snake.. .

T Yes... (interrogates zith the hand )

PP Number three is a snake

T o ( Inwirogates a P with the hand )

PP : Nuraber three is a snake

T lsasnake..good. now. (T points by kno. l\mu on number one ) ves.
(i »rogates with the hand ) ‘ g

PP Numberoncis (- ).atuger

T clsitcorrect?..¢

PP :Ne!. .

T  :Yes.. .

PP - Camel  number one
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PPS : Sir, sir, sir...

T :Inilrrogates a P by using his hand ).

PP : Number one is a camel. ..

T : (Interrogates the P who failed to give a correct answer ) yes. Soufi. .

PP : Number one 1s a camel. ..

T : Repeat Sarah. .

PP : Number on ¢ 1s camel . :

T - ( After having introduced pictures with their respective nouns through
repetition. T checks what he has already introduced T interrogates by
using his hand )... ‘

PP : Number eight is a hon... '

T : Number eight is a lion . good: -

PP : Number eight is a lion...

T : Number nine...number nine.. Hakem

PPS : ' Sir, sir. sir. .

PP - Number nin¢isa( - - ) ( inaudible )

PPS : Sir. sir. sir. sir

T - Hein ! ( T interrogates with the hand ) ves

PPS : Sir, sir; sig...

PP : Number nine 1s a cow. .

T Nuwnbernineisacow..

Number five ? Number five ?..yes. .

BPS ; Sir. sir. sir sir...

PP - Number five is an..cle..an elephant.. clephant  an elephant...

T : Very good...( interrogates with his hand ).

PP : Number five is an elephant...

T :( Inierrogates with his hand )...

PP : Number five is an elephant. ..

T : (Interrogates with his hand ). ..

PP - Number five is an ele...an elephant .

T - Number four.. .number four. .

PPS : Sir. sir. sir. sir...

T : Yes, Farida...stand up. please ..

PP - Number four. number four. fourisa ( -) er_ er.horse..

PPS. ! Sir. sir. sir. sir....

T :lsahorse..repeat. .

PPS - Sir. SiI, Sir. SiT...

PP : Number four is horse. ..

T  :Yes..

PP : Number four is a horse .

T (Iizrrogates with the hand ).

PP : Number four 1s a horse .

T :lsahorse..

PP - Number seven ? ( A P P wants to answer )

PPS : Sir, sir, sir, SiT...

T = Yes..

PP - Number seven s a tiger..



cIsa..ti.ger..yes..

- Number seven 1s a tiger...

* Yes. . (interrogates a pupil with the hand )
- Boumalek... ( inaudible ). ..

- Number seven...

- Number seven...is a tiger...

s a ti..ger.. |
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APPENDIX 3 : Transcript of RU

T “(+ )...s0.. listen...the con...the confercncé{s finished...and.. .you're. ..

( g,estures 0 explain to sleep )...
PPS : To sleep...

T : Where does he go ?...

PPS : Miss, miss, miss. nu>s ~hotel .
T : Where does he go ?

PPS : Miss. miss. hotel. miss. miss. ( too much noise ) ata hotd

T :Yes.

PP : He gona hotel..

T : Hegocs...

P1 : He goes to tite hotel...
T : To the hotel...

P2 : To the hotel...

T : Yes...very good...

P3 : He goes...to0...to the hotel .
PPS : Miss, miss, miss. miss. ..
T :To the hotel.. yes...

PPS : Miss. mlss mMiss. Miss..
P : He goes to the hotel ..

T :To the hotel ...yes...

PP : Hec has... ( Inaudible )...

T : He goes... :
PPS : To the hotel...miss. miss, miss...
T : He goes...

P1 :He goes...euh...

PPS : To the hotel. ..

P1 : To the hotel...

T  :Tothehotel..yes... ( +)...
PPS : Miss, miss. miss, miss...

T :He goes...

PPS : To the hotel...

T - And..he..he meets..( T shows a picture ) ..

receptionist...yes...
PP : Receptionist...

T :He meets...the receptionist...
PP : He meets the receptionist...
T = :Yes..

PP  (irzudible )...the receptionist...
T : The receptionist..

PP : Thereceptionist...

T : The receptionist...

PP : The receptionist...

PPS : Miss. miss. miss...

T - Without miss...yes.stand up..

the ..

the receptionist..

the



PP : The receptionist...
T : Receptionist...

PP : Receptionist...

T :Yes..

PPS : The receptionist... -

PP : Receptionist...

T ( Interrogates af with the hand )...
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APPENDIX 4 + Transcript of COS

T
PPS :
T
PP
T
PP
T
PP

T PP:

“ Yes. .repeat. ..

Mi¢:, miss, miss...
If I eat a lot of sweets...Iwill get fat _.yes you
S If ! cat..euh euh...a lot of sweets..1 will get...

Yes...

- If I cat a fot of sweets..T will get fat..

“Yes...

- If I...eat a lot sweets, I will get fat..
Yés...

“If I eat a lot of sweets ] will get fat...

T
PPS -
T -
P1
T
P2
T
P3
T
P4
T
P5
T

PPS :
T
P6
T
P7
T
P8
T
P9
T
P10
T
Pll
T

PPS :
.1 illness...
PPS :
© . The others...If  eat a lot sweets. . (T uses gestures. i¢. hand. mouth. and lips)...
PPS: ..
1wl get..

T

4+
i
- Yes, very good...now...cakes. .

Miss, miss, miss, mMiss...

- Yes... (‘uses her hand o interrogate a PP ).
- If I eat a lot of cakes, I will get fat..
- ( Uses her hand to interrogate another P ) yes. you...
~1f I eat a lot of cakes. I will get fat.. '
- Yes... (uses her to interrogate ) you. . ( someone knocks at the door )...

room...he he asks the teacher for the brush and goes out )...

- Interrogates a PP at the back...
- 1f I eat a lot of sweets, 1 will.._get. fat. .
-1 will .. get fat...yes... (‘uses her to interrogate a PP ) yes...
- If | eat a lot of cakes, I will get fat... _
- Now ( T writes the word ' chocolates on the BB ) chocolate... : If I eatalot of

cal 5,1 will get fat._. ( PPS start to laugh as a PP gets inside the room)
Yes, yes, miss, yes, miss... '

- Yes...( she interrogates a PP ).
- If | eat a lot of chocolate. 1 will get fat. .
- Yes, yes...good... ( interrogates another PP ) yes...
- 1f 1 cat a lot of chocolate, I will get fat...
- Yes. . (uses her hand to interrogate another PP )...
- If I eat a lot of chocolate... ( cough )...1 will get fat...
- Yes... ( interrogates another PP )...
“If I... (cough )..If L. ( cough )...cat a lot of chocolate.l...will...get fat..
- ( interrogates another PP with the hand ) you..yes... ( inaudible )...
- If [ eat... ( PP unable to finish )...
- | eat... (a PP tries to help him )...
- _.alot of chocolate, T will get fat... :
- fat..yes..now... ( T writes on the BB "an illness ' )...an ilness...yes...1 will be

il
Miss, miss...

Miss. miss...

] asll...



PPS : An illness...miss, miss. miss...

T
PP
i
PP
T
PP
]
PP
T

- (interrogates a PP with the hand ). yes .

“1f 1 ..eat a ...lot of chocolate...I will._get...

- .1 will... ( T writes on the BB "have ") have .

-1 will have an illness...

: Yes... (interrogates another PP ). .
- 1f 1 eat a lot of cakes, L... ( cough in the raom ) ~Iwill get ...an illness. ..
- Illness...yes...the others... ( interrogates a PP )...

- If i eat a lot of cakes ( noise in the room ) [ will have an illness. ..

- An illness. yes...

e
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APPENDIX 5 : Transcript of COM

T :Okay...euh... (+)..where doyou live 7 where do you live 2.

ST :TIlive..

T Yes...(interrogates by using his hand ).

ST - Sidi-Bel- Abbes...and you...( interrogates a ST by using his hand )...
ST : (inaudible )... : .

T :In?..
ST :(inaudible)...
T  :Where?..

ST : Sidi-Bel-Abbes...
T :Sidi-Bel-Abbes...and you ?...
ST :In Tessala...

I' :Hein!
ST : Tessala...
T : Tessala...and you 7...

ST :Sidi-Bel-Abbes... : _ .

T Where exactly ?... ( interrogates with the hand ) .where exactly ?

ST : Sidi-Bel-Abbes. .. ‘

T :Where?...

ST :In Sidi-Bel-Abbes... o

STS : Bel-Abbes.. Bel-Abbes...

T : Bel-Abbes, Bel-Abbes. Bel-Abbes. .

ST : (Inaudible)... '

T :(inaudible )...and you ?...

ST : Bel-Abbes... ' Yy

T - Bel-Abbes...s0...( = )...whereis... (~ )...Sidi-Bel-Abbes...( +)..situated ? (T
interrogates a ST by using his hand ). '

ST : Sir...( noise of chairs )... ‘

ST - Bel-Abbes is situated in the north west of Algena. .of Algena...

T : Algeria..right...( interrogates a ST by using his hand )...yes...

ST : Bel Abbes is in the north west of Algena. .

T : North west of Algena .

ST : Sir. o

T :( Imerrogates the same ST by using his hand )... '

ST : Bel-Abbes euh...is in the north west in_of Algena...

T - What about Tessala ? ( interrogates a ST from Tessala )...

ST - Tessala is a...in...the north west of er . Sidi-Bel-Abbes. .. Sidi-Bel-Abbes...

T - And in Sidi-Bel-Abbes...what is the wheather like ...

ST : Sunny..sunny, Sir. Sir, sir...

T : What's'the weather like ? ( - ) in Sidi-Bel-Abbes ( - )...

STS: ' Sir, sir. sir...

ST : Sunny...

STS : Sunny...Sir. Sir. SIr. SIT....

T It'ssunny? ..

ST :-Yes...



STS :
: Sunny...all the year ? (uses a gestures )...
STS:

ST
ST

ST
STS

140

Sir, sir, sir, SIr...

No...no...

: Yesterday...spring. ..
. Spring,spring...
STS :
- When™... ;

- Yeorerday...sunny...

- Sir, sir, SIr, SIT...

: When ?...

Sir ..

" Yes... .

-1t is sometimes...cuh...very cold.and sometimes...er ...sometimes very hot...

- Very...( an intruder gets into the classroom )...

: Hot...

- (+)...right...okay...( == )...( T looks for pins and slips of paper )..( Harhira...be

Siy, sir, Sir, SIir....

quick, please...the intruder is looking for a book )...do you remember ? ( T pins
slips of paper on the walls of the room ). .( ==)...yes...

- ( Inaudible )...( noise of chairs around ) ..
- You split._.( + )...into...( = )...groups of four .

" Yes...

: First ¢oup...( T uses his hand ).

s Yes... ' )
- Second group...( T uses a gesture )...

- Second...

- Thurd group...( T uses a gesture ). fourth group- ( T uSes a gesture ). .okay 7.

( T claps his hand )...quickly . .( too much noise- movements of chairsand
stients'talk )...good...are you ready 7

’

i { - .
- One .two...three...( T initiate the message dictation technique and creates sort of

competition ...
...(use of the mother tongue )...

- Shut...okay...( =) ...one at a time...
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API’E.I*». )IX 7: Quesuonnatre

A - Which of the activities below do you use iy our teaching ?

FREQUENCY
~ Never Sometimes Regularly
TYPE OF ACTIVITY : ’ o
eollecnvenivity —
= - 4
= = i |
= = ! |
= = | |
= - —
==L '3}1 E&i (G iat = == _;—*Z . 'i ‘l‘
— —— N s T B

B - Which one ( s ) do you tavour 7 Why ”

C - Tick the approach ( es ) method (s ) you usein your teaching.
Put a cxo0s ( = ) before the approach ( es ) method ( s ) you don't know.

l 7 5 T )

" USE  |DON'T KNOW

1. Grammar-Translation R , o
2.Audio-Lingual 5 |
3.Structural Approach § |
4. Direct Method f . |
5 Notional / Funtional ;

6. Communicative Approach | ,

7. Silent Way SN : o
8. Suggcsiopedia I e

APPE" DIX 8: Class/group aims

An exampiz of a set of class group aims drawn up by a class of 1AS school learners
Our aims: example
To understand Enghish gramma

To be able to write in English

To be able to read newspapers. books. and magazines
To be able to speak English correctly. ete

¥



APPEN MIX 8: Class/group aims

An example of a set of class/group aims drawn up by a class of 1AS school learners.
Our aims: example ’ *

To understand English grammar

To be able to write in English

To be able o read newspapers. books. and magazines

To be able to speak English correctly. ete.
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APPENDIX 9: 1earner Diary: Talking about Daily Work

1. What did you do in class today "List the activities.

2. What did each activity help you 10 improve ?

S- Speaking
R- Reading
G- Grammar
V- Vocabulary
L- ustem%
W-Writing

3. Mentioii the way you learn English
For example, describing a place : S'W

4. Did you reach your goal ( s ) in this course ? Which one (s ) ?

5. List what you have done ' alone ' outside the school this week.
For example, reading English books. etc.

Speaking English

Listening to l:.llbu:h songs/radio
Writing letter( s )

Using the library

Working with a friend father. etc.



APPENDIX 10: Learner Diary :

1. Activities:
.1 Tutor + school leaners’ discussion
2 Roleplay *
3 Discussion-general knowledge
2. Helped to improve
.1 Speaking and vacabulary
2 Speaking. confidence in using the language
.3 Vocabulary. speaking
3. Helped to achieve aims, i.e. in appendices 5. 0
4.Learning activities outside class :
What do you do in order to improve your language ( check "ves'or'no’)
4.1 Watching English T.V programmes (yes . no )
4.7 Reading newspapers ( yes ' no )
4.3 Listening iv English T\ programme ( yes  no )
4.4 Discussing with friends ( yes /' no ) oo
4.5 Writing a letter( s ) (yes 1o )
4.6 Reading books in the language ( yes no)

143
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APPENDIX 11: Leamner -assessment

’

NEME: .. . sssss isosines s R o i s e DYBRE:.... .o iiors i g ssr i
How did I do in clgss today ? '

. GOOD O f lmusr'mv

SPEAKING

LISTENING

GRAMMAR

\OC dl; LARY

Vocabulaiy: Ileamt................ new words in Enghsh today.

...................................................................................................................

Give yourself a score out of 10

10 = highest

00 = lowest
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APPENDIX 1'2: Circular Number 022,122/

To introduce progressively (starting from the academic year 1993-94) the English
language as the first foreign language (i.e.. at the level of French) within some
Algerian primary schools. it had been decided what follows:

1- Programme: a teaching programme was designed for the fourth year of the
Foundati: 1 School (i.e.. syllabus. pupil's book. exercise copybook).

2- Time: the amount of teaching hours 1s 6 (i.c.. 5 hours devoted to teaching plus 1
hour of remedial work.

3- Teachers. middle school teachers will be in charge of teaching English in the fourth
year of the Foundation School. ’

4- Teachers' timetable: a teacher must be in charge of 2 or 3 forms either in one. two.
or even three primary schools located in the same area” In all. a teacher must not only
have an amount of 6 teaching hours but also attend 3 hours in the nearest ITE as part
of pre-service training. 5t '



