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The Effect of the Communicative Approach on the Listening
and Speaking Skills of Saudi Secondary School Students: An
Experimental Study

Abstract
This thesis attempts to measure the effect of the implementation of
the communicative approach (CA) on the listening and speaking skills of
Saudi third year secondary students. In order to address this issue, a
quantitative study was conducted on two randomly selected intact classes
at Dammam Tenth Secondary School. These two classes were assigned
as experimental group (37 students) and control group (41 students). It
was particularly hypothesized that the students taught according to the
CA would score higher in the post-test than in the pre-test and that there
would be statistically significant differences at the level of .05 between
the post-test mean scores of the experimental group and the control
group. Various communicative activities were used with the experimental
group while the control group was exposed to traditional, noncommunicative, instruction using structurally based methods, such as the
audio-lingual method. A pre-test was administered to both groups at the
beginning of the experiment to ensure that they had the same language
background. At the end of the experiment, a post-test was assigned to
both groups to determine whether the CA had positively affected the
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students' listening and speaking abilities.

The experiment lasted

approximately seven weeks of the first semester of 1428 (2007).
The study has revealed that: (1) the CA had a positive effect on the
students' listening and speaking skills; (2) the experimental group
obtained somewhat higher scores in the post-test than in the pre-test,
making the difference between the pre-test and post-test scores
statistically significant; (3) the difference between the pre-test and the
post-test for the control group was not statistically significant; and (4) the
experimental students were more differentiated than the control students,
as shown by a statistically significant difference between the mean scores
of both groups in the post-test in favor of the experimental students.
In light of these results, the following recommendations were made:
(1) that a shift should be made from non-communicative to
communicative ELT; (2) that educational policy-makers should consider
the applicability of the CA in the Saudi context; (3) that EFL teachers
should receive in-service training in applying CA principles; (4) that
students should be encouraged to speak the target language with their
colleagues; and (5) that local ELT textbook writers should work along
communicative lines.
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ﺗﺄﺛﯿﺮ ﻣﺬھﺐ ﺗﺪرﯾﺲ اﻟﻠﻐﺔ اﻻﺗﺼﺎﻟﻲ ﻋﻠﻰ ﻣﮭﺎرﺗﻲ اﻻﺳﺘﻤﺎع واﻟﺘﺤﺪث ﻟﺪى ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﻃﺎﻟﺒﺎت
اﻟﺼﻒ اﻟﺜﺎﻟﺚ اﻟﺜﺎﻧﻮي ﺑﺎﻟﺪﻣﺎم ﻓﻲ اﻟﻤﻤﻠﻜﺔ اﻟﻌﺮﺑﯿﺔ اﻟﺴﻌﻮدﯾﺔ :دراﺳﺔ ﺗﺠﺮﯾﺒﯿﺔ
ﻣﻠﺨﺺ اﻟﺪراﺳﺔ
ﺗﮭ ﺪف اﻟﺪراﺳ ﺔ إﻟ ﻰ ﻣﻌﺮﻓ ﺔ إﻣﻜﺎﻧﯿ ﺔ ﺗﻄﺒﯿ ﻖ ﻣ ﺬھﺐ ﺗ ﺪرﯾﺲ اﻟﻠﻐ ﺔ اﻻﺗ ﺼﺎﻟﻲ ﻓ ﻲ ﻓ ﺼﻮل اﻟﻠﻐ ﺔ
اﻹﻧﺠﻠﯿﺰﯾﺔ ﻓﻲ اﻟﻤﻤﻠﻜﺔ اﻟﻌﺮﺑﯿﺔ اﻟﺴﻌﻮدﯾﺔ وﻗﯿ ﺎس ﻗﺪرﺗ ﮫ ﻋﻠ ﻰ ﺗﺤ ﺴﯿﻦ ﻣﮭ ﺎرﺗﻲ اﻻﺳ ﺘﻤﺎع واﻟﺘﺤ ﺪث
ﻟ ﺪى ﻃﺎﻟﺒ ﺎت اﻟ ﺼﻒ اﻟﺜﺎﻟ ﺚ اﻟﺜ ﺎﻧﻮي .وﻟﻠﺘﺤﻘ ﻖ ﻣ ﻦ ذﻟ ﻚ ﺷُ ﻜﻠﺖ ﻣﺠﻤﻮﻋ ﺔ ﺗﺠﺮﯾﺒﯿ ﺔ ) 37ﻃﺎﻟﺒ ﺔ(
وﻣﺠﻤﻮﻋ ﺔ ﺿ ﺎﺑﻄﺔ ) 41ﻃﺎﻟﺒ ﺔ( واﺧﺘﯿ ﺮت اﻟﻤﺠﻤﻮﻋﺘ ﺎن ﺑﻄﺮﯾﻘ ﺔ ﻋ ﺸﻮاﺋﯿﺔ ﻣ ﻦ اﻟﻤﺪرﺳ ﺔ اﻟﺜﺎﻧﻮﯾ ﺔ
اﻟﻌﺎﺷﺮة ﺑﻤﺪﯾﻨﺔ اﻟﺪﻣﺎم.
ﻗﺎﻣﺖ اﻟﺪراﺳﺔ ﻋﻠﻰ اﻓﺘﺮاض أن اﻟﻄﺎﻟﺒﺎت اﻟﻼﺗ ﻲ ﺳﯿﺪرﺳ ﻦ وﻓﻘ ﺎً ﻟﻠﻤ ﺬھﺐ اﻟﺘﻮاﺻ ﻠﻲ ﺳ ﯿﺤﻘﻘﻦ
درﺟﺎت أﻋﻠﻰ ﻓﻲ اﻻﺧﺘﺒﺎر اﻟﺒﻌﺪي ،وأﻧ ﮫ ﺳ ﯿﻜﻮن ھﻨ ﺎك ﻓ ﺮق دال إﺣ ﺼﺎﺋﯿﺎً ﻋﻨ ﺪ ﻣ ﺴﺘﻮى ﺛﻘ ﺔ .05
ﺑﯿﻦ درﺟﺎت ﻃﺎﻟﺒﺎت اﻟﻤﺠﻤﻮﻋﺔ اﻟﺘﺠﺮﯾﺒﯿﺔ ودرﺟﺎت ﻃﺎﻟﺒ ﺎت اﻟﻤﺠﻤﻮﻋ ﺔ اﻟ ﻀﺎﺑﻄﺔ ﻟ ﺼﺎﻟﺢ ﻃﺎﻟﺒ ﺎت
اﻟﻤﺠﻤﻮﻋﺔ اﻟﺘﺠﺮﯾﺒﯿﺔ.
ﻟﺘﻄﺒﯿ ﻖ اﻟﺘﺠﺮﺑ ﺔ درﺳ ﺖ ﻃﺎﻟﺒ ﺎت اﻟﻤﺠﻤﻮﻋ ﺔ اﻟﺘﺠﺮﯾﺒﯿ ﺔ وﻓﻘ ﺎً ﻟﻤﺒ ﺎدئ اﻟﻄﺮﯾﻘ ﺔ اﻟﺘﻮاﺻ ﻠﯿﺔ
وﺑﺎﻟﺘﺤﺪﯾ ﺪ اﺳ ﺘﺨﺪام أﻧ ﺸﻄﺔ ﻟﺘﻌﺰﯾ ﺰ ﻣﮭ ﺎرﺗﻲ اﻻﺳ ﺘﻤﺎع واﻟﺘﺤ ﺪث وذﻟ ﻚ ﻟﻘﯿ ﺎس ﻣ ﺪى ﺗﺤ ﺴﻨﮭﻦ .أﻣ ﺎ
اﻟﻤﺠﻤﻮﻋﺔ اﻟﻀﺎﺑﻄﺔ ﻓﻘﺪ درﺳﺖ وﻓﻘﺎً ﻟﻠﻄﺮق اﻟﺘﻘﻠﯿﺪﯾﺔ ﻓﻲ ﺗﺪرﯾﺲ ﻣﮭﺎرﺗﻲ اﻻﺳﺘﻤﺎع واﻟﺘﺤﺪث .وﺗ ﻢ
إﺟﺮاء اﺧﺘﺒﺎر ﻗﺒﻠﻲ ﻟﻠﺘﺄﻛﺪ أوﻻً ﻣﻦ أن اﻟﺘﺄﺛﯿﺮ اﻹﯾﺠﺎﺑﻲ ﻋﻠﻰ ﻣﮭﺎرﺗﻲ اﻻﺳﺘﻤﺎع واﻟﺘﺤﺪث -إن وﺟ ﺪ-
ﺳ ﺒﺒﮫ ﺗﻄﺒﯿ ﻖ ﻣﺒ ﺎدئ اﻟﻤ ﺬھﺐ اﻻﺗ ﺼﺎﻟﻲ ،وﺛﺎﻧﯿ ﺎً ﻟﻠﺘﺄﻛ ﺪ ﻣ ﻦ أن اﻟﻤﺠﻤ ﻮﻋﺘﯿﻦ ﻟ ﺪﯾﮭﻤﺎ ﻧﻔ ﺲ اﻟﺨﻠﻔﯿ ﺔ
اﻟﻠﻐﻮﯾﺔ ﻓﯿﻤﺎ ﯾﺨﺺ ھﺎﺗﯿﻦ اﻟﻤﮭﺎرﺗﯿﻦ .وﻓ ﻲ ﻧﮭﺎﯾ ﺔ اﻟﺘﺠﺮﺑ ﺔ أُﺟ ﺮي اﺧﺘﺒ ﺎر ﺑﻌ ﺪي ﻟﻠﻤﺠﻤ ﻮﻋﺘﯿﻦ .ھ ﺬا
وﻗﺪ ﻃُﺒﻘﺖ اﻟﺘﺠﺮﺑﺔ ﻓﻲ اﻟﻔﺼﻞ اﻟﺪراﺳﻲ اﻷول ﻣﻦ اﻟﻌﺎم اﻟﮭﺠﺮي  1428ﻟﻤﺪة ﺗﻘﺎرب ﺳﺒﻌﺔ أﺳﺎﺑﯿﻊ.
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وﻗ ﺪ أﻇﮭ ﺮ اﻟﺘﺤﻠﯿ ﻞ اﻹﺣ ﺼﺎﺋﻲ اﻟﻨﺘ ﺎﺋﺞ اﻵﺗﯿ ﺔ (1) :أن ﺗ ﺄﺛﯿﺮ اﻟﻤ ﺬھﺐ اﻻﺗ ﺼﺎﻟﻲ ﻋﻠ ﻰ
ﻣﮭ ﺎرﺗﻲ اﻻﺳ ﺘﻤﺎع واﻟﺘﺤ ﺪث ﻟ ﺪى اﻟﻤﺠﻤﻮﻋ ﺔ اﻟﺘﺠﺮﯾﺒﯿ ﺔ ﻛ ﺎن إﯾﺠﺎﺑﯿ ﺎً؛ )  (2أن ھﻨ ﺎك ﻓﺮﻗ ﺎً داﻻً
إﺣﺼﺎﺋﯿ ﺎً ﺑﯿﻦ اﻻﺧﺘﺒﺎر اﻟﻘﺒﻠﻲ واﻻﺧﺘﺒﺎر اﻟﺒﻌﺪي ﻟﻄﺎﻟﺒﺎت اﻟﻤﺠﻤﻮﻋﺔ اﻟﺘﺠﺮﯾﺒﯿﺔ؛ ) (3أﻧ ﮫ ﻟ ﯿﺲ ھﻨ ﺎك
ﻓﺮق دال إﺣﺼﺎﺋﯿﺎً ﺑﯿﻦ اﻻﺧﺘﺒﺎر اﻟﻘﺒﻠﻲ واﻻﺧﺘﺒﺎر اﻟﺒﻌﺪي ﻟﻠﻤﺠﻤﻮﻋﺔ اﻟﻀﺎﺑﻄﺔ؛ ) (4أن ھﻨ ﺎك ﻓﺮﻗ ﺎً
داﻻً إﺣﺼﺎﺋﯿﺎً ﺑﯿﻦ ﻣﺘﻮﺳﻂ درﺟﺎت اﻟﻤﺠﻤﻮﻋﺔ اﻟﺘﺠﺮﯾﺒﯿﺔ وﻣﺘﻮﺳﻂ درﺟﺎت اﻟﻤﺠﻤﻮﻋﺔ اﻟﻀﺎﺑﻄﺔ ﻓ ﻲ
اﻻﺧﺘﺒﺎر اﻟﺒﻌﺪي ﻟﺼﺎﻟﺢ ﻃﺎﻟﺒﺎت اﻟﻤﺠﻤﻮﻋﺔ اﻟﺘﺠﺮﯾﺒﯿﺔ.
وﻓ ﻲ ﺿ ﻮء ﺗﻠ ﻚ اﻟﻨﺘ ﺎﺋﺞ ﺗ ﻢ اﻗﺘ ﺮاح اﻟﺘﻮﺻ ﯿﺎت اﻵﺗﯿ ﺔ (1) :أن ﺗﺤ ﻞّ اﻟﻄ ﺮق اﻟﺘﻮاﺻ ﻠﯿﺔ ﻣﺤ ﻞ
اﻟﻄﺮق اﻟﺘﻘﻠﯿﺪﯾﺔ ﻓﻲ ﺗﺪرﯾﺲ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾ ﺔ؛ ) (2أن ﯾ ﺪرس واﺿ ﻌﻮ اﻟ ﺴﯿ ﺎﺳﺎت اﻟﺘﻌﻠﯿﻤﯿ ﺔ إﻣﻜﺎﻧﯿ ﺔ
ﺗﻄﺒﯿﻖ اﻟﻤﺬھﺐ اﻻﺗﺼﺎﻟﻲ ﻓﻲ اﻟﺒﯿﺌﺔ اﻟﺴﻌﻮدﯾﺔ؛ ) (3أن ﯾﺘﻠﻘﻰ ﻣﻌﻠﻤﻮ وﻣﻌﻠﻤﺎت اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻛﻠﻐﺔ
أﺟﻨﺒﯿ ﺔ ﺗ ﺪرﯾﺒﺎً أﺛﻨ ﺎء اﻟﺨﺪﻣ ﺔ ﻋﻠ ﻰ اﺳ ﺘﺨﺪام ﻣﺒ ﺎدئ اﻟﻤ ﺬھﺐ اﻻﺗ ﺼﺎﻟﻲ؛ ) (4أن ﯾﻘ ﻮم اﻟﻤﻌﻠﻤ ﻮن
واﻟﻤﻌﻠﻤﺎت ﺑﺘﺸﺠﯿﻊ اﻟﻄﻠﺒﺔ واﻟﻄﺎﻟﺒﺎت ﻋﻠﻰ اﻟﺘﺤ ﺪث ﺑﺎﻹﻧﺠﻠﯿﺰﯾ ﺔ ﻣ ﻊ زﻣﻼﺋﮭ ﻢ وزﻣ ﯿﻼﺗﮭﻦ؛ ) (5أن
ﯾﺮاﻋﻲ ﻣﺆﻟﻔﻮ ﻛُﺘﺐ ﺗﻌﻠﯿﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﻤﺒﺎدئ اﻟﺘﻮاﺻﻠﯿﺔ ﻓﯿﻤﺎ ﯾﺆﻟﻔﻮن.
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Chapter One: Introduction

Different language teaching methods have been introduced in order
to improve the quality of teaching and achieve the desired impact on
students. Some of these methods could not develop the learners' ability to
speak the target language fluently. This has given rise to new methods
designed to overcome the limitations of the previous ones.
One of the most accepted trends in the field of foreign language
teaching (FLT) is the communicative approach (CA), which was
introduced in the 1970s by a group of European Council experts
(Galloway, 1993). The basic principle that underlies the CA, as stated by
Nunan (1988), is that "learners must learn not only to make
grammatically correct, propositional statements about the experiential
world, but must also develop the ability to use language to get things
done" (p. 25). Basically, the CA "emphasizes the fact that the students
and their communicative purposes are at the very core of the teaching
program" (Finocchiaro & Brumfit, 1983, p. 17). Thus, the main aim of
this approach is to enable EFL learners to communicate in the target
language fluently and freely. This particular aim is significant because it
is based on the recognition that "we learn language most effectively by
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using it in realistic situations" (ibid, p. 90). This, it may be argued,
requires more concentration on language use than on language usage.
Due to its noticeable effectiveness, the communicative syllabus has
recently been adopted in Saudi Arabia. This new direction started in
1990 with textbooks written by experts at King Fahd University of
Petroleum and Minerals (KFUPM). Although the books have been in use
for quite a long period of time, it is still hard to recognize a significant
change in the Saudi students' ability to speak English appropriately and
effectively. Abu-Ras (2002), in a study conducted in order to investigate
the applicability of the CA in the Saudi context, argues that "after almost
sixteen years of its application, the communicative ability of the Saudi
students graduating from the secondary schools is still very poor" (p. 17).
The reason, in my opinion, could be attributed to EFL teachers' ignorance
of the main principles of the CA. Bakarman (2004) has found out that
"most [Saudi] EFL female teachers [had] only a shallow knowledge of
the theory and principles of the CA" (p. 6). Consequently, they could not
help students to improve their ability to speak the target language
effectively.
From my experience as a teacher of English and as a supervisor of
educational research, I can say that there is a good deal of evidence to
prove that many Saudi EFL teachers still use traditional approaches to the
teaching of English, such as the grammar translation method and the
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audio-lingual method, which have been described by many practitioners
as untrustworthy guides to classroom instruction (Gage, 1975). This fact
has been addressed by Al-Subahi (1991), who says that
The current English syllabuses … could not modify the
traditional role played by the teacher, neither could it
decrease the [teacher's] domination [of] the English class.
The grammar translation method is still followed by most
English teachers interchangeably with the direct method,
both of which offer little chance for students to participate
and consequently carry the students towards memorization
instead of understanding (p. 37).

What makes the situation even worse is that many teachers have not
had pre- or in-service training in how to manage the classroom
communicatively. Abu-Ras (2002) found 89 % of EFL teachers had not
received enough pre-service training in communicative language
teaching. In addition, Al-Qurashi (1990) and Al-Hajailan (1996) argue
that "EFL teachers in Saudi Arabia are not qualified and trained enough
to teach English using the CA" (cited in Abu-Ras, 2002, p. 15).
Another possible reason for the students' limited ability to speak the
target language fluently could be the textbooks. Their designers claim
that they have been written according to the CA; however, in reality, they
are largely structurally based. Al-Qurashi (1990) and Al-Hajailan (1996)
assert that these books are "organized according to ... communicative
functions and notions even though [they are] graded according to …
grammatical complexity" (cited in Abu-Ras, 2002, p.15). In addition, the
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linguistic content of these books, they add, is of low communicative
value. Furthermore, listening and speaking skills are left out of the final
exams. It is little wonder, then, that the students' ability to communicate
fluently and confidently in English is generally so poor.
A review of the related literature has revealed that most previous
studies involved identifying hindrances to the application of the CA in
different contexts rather than experimentally investigating its effect on
students' ability to produce and to understand communicatively
meaningful messages. Examples include studies by O'Sullivan (2001) in
Namibia, Musthafa (2001) in Indonesia, Yoon (2004) in Korea, Jarvis
and Atsilarat (2004) in Thailand, Menking (2001) in Japan, Zhang (1997)
in China, Gahin and Myhill (2001) in Egypt, Bakarman (2004) and AbuRas (2002) in Saudi Arabia.
Since no previous study has – to the best of my knowledge –
attempted to carry out such an experiment in the Saudi context, the
present investigation seeks to fill an important gap in the literature
regarding measuring the effect of the CA experimentally. In addition, it
is expected that the study would inspire other researchers to conduct
further empirical studies on how to effectively implement the CA in
Saudi schools.
To sum up, a likely candidate for helping foreign language learners
develop their ability to speak the target language fluently is the CA. It
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focuses on language use but at the same time attaches importance to
language knowledge.

Many researchers, such as Nattinger (1984),

maintain that "new methods often go unmeasured and their claims remain
unevaluated" (p. 404).

This experimental study, therefore, aims at

measuring the effect of the CA on the communicative abilities of some
Saudi secondary students. In addition, the findings would guide EFL
teachers in choosing the most effective classroom interactions and would
facilitate the selection of items for the syllabus.

1.1. Statement of the problem
Foreign language teaching in Saudi Arabia seems to have been long
out-dated. Traditional methods continue to be used regardless of the
more recent ones. Altwaijri (1982) insists that
Methods used in teaching English in … Saudi schools failed
to motivate the students and instigate their involvement in
class activities; these methods were, generally, of the
grammar-translation type (p. 143).

Accordingly, textbooks are structurally oriented and often not relevant to
students' needs; too much emphasis is placed on the learning of grammar
and vocabulary. The four macro-skills are taught according to the audiolingual approach, where they are introduced in the following order:
listening, speaking, reading, and writing. Little effort is made to actually
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help students learn to speak English as it is spoken by native speakers. In
addition, the books concentrate on mechanical and formally meaningful
drills, but do not allow for communicative ones.
Moreover, I have found out, from my experience, that teachercentered language instruction is the dominant form of ELT in Saudi
Arabia, where most teachers seem to prefer to focus on teaching grammar
because, apparently, it does not require a high level of English
proficiency on the part of the instructor. This assumption has been
corroborated by Abu-Ras (2002), who found out that the traditional
methods are compatible with the teachers' competence and training. He
also found out that most teachers "do not feel linguistically,
communicatively, and educationally competent" (p. 10). Consequently,
they are likely to feel insecure about their English proficiency and would
not be able to express themselves or to hold a conversation with a native
speaker.
Add to that secondary students' limited ability to speak and
understand English. They are not only unable to speak English fluently,
but also get low marks and experience failure in their structurally based
final exams. According to Mula (1979), "the general English proficiency
and achievement of the majority of Saudi students is completely
unsatisfactory and disproportionately low" (cited in Jan, 1984, p. 4).
Altwaijri (1982) also found out that "Saudi students spend at least ten
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years learning English, … but their English proficiency is generally
unsatisfactory when compared to the amount of time spent in learning it"
(p. 6).
To rectify the current situation, a shift from structural approaches to
the CA is critically needed.

The latter has been accepted by many

practitioners worldwide as a promising method for enhancing students'
ability to communicate successfully in the target language.
In line with the previous discussion, the problem addressed by the
present study will be confined to measuring the effect of the CA
implementation on the listening and speaking skills of some secondary
female students in Dammam, Saudi Arabia.

1.2. Research questions
The Primary purpose of this study is to measure the effect of the
implementation of the CA on the listening and speaking skills of thirdyear secondary female students in Dammam, Saudi Arabia. The results
of the study would determine whether the application of the CA
experimentally in the Saudi context would be successful and promising or
not.
In order to help Saudi students learn English effectively, so that they
can use it for real-life purposes after completion of secondary school, this
study seeks to answer the following question: Will the implementation of
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the CA have a positive effect on the listening and speaking skills of thirdyear secondary students? To answer this overarching question, the
following subordinate questions will also be answered:
1. Will students who are taught according to the CA principles
score higher on the post-test than on the pre-test for the
listening and speaking skills?
2. Will students who are taught according to the traditional
approach score higher on the post-test than on the pre-test
for the listening and speaking skills?
3. Will the means of the experimental group (EG) in the posttest be the same as the means of the control group (CG)?

1.3. Research hypotheses
In order to investigate the problem raised by the study and to answer
the related questions, the following null hypotheses will be tested:
1. The implementation of the CA will have a negative effect on
the listening and speaking skills of third-year secondary
students.
2. Students who are taught according to the CA principles will
score higher on the post-test than on the pre-test for listening
and speaking skills.
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3. Students who are taught according to the traditional
approaches will score higher on the post-test than on the pretest for listening and speaking skills.
4. The means for the experimental group in the post-test will be
the same as the means for the control group.

1.4. Significance of the study
This study is expected to have theoretical and practical importance, as
shown below:
Theoretical importance:
1. It is important to get an insight into the effect of the CA on
students' ability to understand English as used by native
speakers of English.
2. The findings of this study would enrich the ELT literature.
3. The study would make recommendations about improving
ELT methodology in Saudi Arabia.
4. It would attempt to provide Saudi EFL teachers with
knowledge about the principles of the CA.
5. There is a need to keep up with nations where more up-todate TEFL approaches are adopted.
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6. It is useful to appreciate the relation between theory and
practice.
7. It can be said that this study – to the best of my knowledge –
is the first to investigate the effect of the CA experimentally
in Saudi Arabia.
Practical importance:
1. The recommendations of the study would help Saudi
students to overcome or at least reduce the difficulties that
they encounter when trying to communicate using English
inside and outside the classroom.
2. The study would stimulate researchers to apply this approach
to other Saudi students in order to explore its positive and/or
negative effects.
3. The findings of the study would help to influence the
Ministry of Education to take into account the importance of
implementing the CA and to provide teachers with pre- and
in-service training in communicative teaching.

1.5. Research variables
The study consists of two variables: (1) an independent variable,
which is the implementation of the CA; and (2) a dependent variable,
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which is the students' listening and speaking scores. The study will try to
measure the effect of the independent variable on the dependent one by
using a pre-test and a post-test to measure the listening and speaking
scores.

1.6. Definition of terms
The important terms used throughout this study are as follows:

Communicative activity: An activity in which the student uses a second
language to provide or elicit from other students information or opinions
hitherto unknown (Gower, Phillips, & Walters, 1995, p. 209). (see pp.
30–43)

Communicative

approach:

The

communicative

approach

–

or

communicative language teaching (CLT) – is the name which was given
to a set of beliefs which included not only a re-examination of what
aspects of language to teach, but also a shift in emphasis in how to teach
(Harmer, 2003, p. 84). Basically, it aims at developing students'
communicative competence.

It makes use of real-life situations that

necessitate communication (Galloway, 1993, p. 2). (see pp. 23–25)

Deductive teaching: A type of teaching in which "ideas proceed from
generalizations, principles, rules, laws, propositions, or theories to
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specific applications" (Regina, 1991, p. 2). It "involves presenting a
generalization and then seeking or providing examples" (ibid, p. 2).
Therefore, it emphasizes "grammar at the expense of meaning" (Shaffer,
1989, p. 395). In such process, the teacher is the center of the class and is
responsible for all of the presentation and explanation of the new
material.

S/He presents a general concept by first defining it then

providing examples or illustrations that demonstrate the idea. Therefore,
it is more predictable and faster than inductive teaching (Regina, 1991, p.
2 & "Using Varied," 2005, p. 1) and tends to "promote passive rather than
active participation of the students" (Shaffer, 1989, p. 395). (see pp. 64–
66)

Function: Categories of social behavior, e.g. requests, apologies,
complaints, greetings, invitations, etc (Gower et al., 1995, p. 210). For
every function, there are many different ways in which the function could
be expressed; to invite someone we might say: Would you like us to go to
a coffee shop? How about going to a coffee shop?, etc. (see pp. 64–66)

Inductive teaching: A type of teaching which is "based on the claim that
knowledge is built primarily from a learner's experience" "Using Varied,"
2005, pp. 1–2). This means that "learners are not taught grammatical or
other types of rules directly but are left to discover or induce rules from
their experience of using the language" (Gower et al., 1995, p. 211). In
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other words, the "learners' attention is focused on grammatical structure
used in context so that students can consciously perceive the underlying
patterns involved" (Shaffer, 1989, p. 395). Naturally, with this type of
teaching, learners "tend to understand, remember and participate more
actively" (Regina, 1991, p. 2). On the other hand, the "teacher's role is to
create the opportunities and the context in which students can
successfully make the appropriate generalizations, and to guide students
as necessary" ("Using Varied," 2005, p. 1–2). (see pp. 64–66)

Interaction: Two-way communication between language users, where
they are engaged in exchanging information based on their own
knowledge and experience.

Munck and Mayer (2000) describe

interaction as "the process of having a mutual effect, involving transferal
of information with or without an intention behind it" (cited in Moura,
2006, p. 1). (see pp. 30–43)

Jigsaw: A pedagogical techniques helps to create information gaps in the
classroom used primarily in group and has a task-oriented or problemsolving nature (Taylor, 1983). In this kind of activity, each group has one
piece of a puzzle and has to cooperate with the other groups to fit all the
pieces into a whole picture. The puzzle piece could be one photo from a
set that tells a story or one sentence from a written narrative (The
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National Capital Language Resource Center [NCLRC], 2004, p. 2). (see
p. 35)

Listening: An active process requiring the same skills of prediction,
hypothesizing, checking, revising, and generalizing that writing and
reading demand (Ronald & Roskelly, 1985 as cited in Hyslop & Tone,
1988, p. 1). The purpose of listening instruction is to make students
active listeners to the same "inner voice" one hears when writing (ibid,
p. 1). It is a receptive, or passive, skill comprising both a physical process
and an interpretive, analytical process (Gower et al., 1995, p. 212; Mead
& Rubin, 1985, p. 1). (see pp. 30–43)

Monitoring: A teacher's role in which s/he listens to the students and
compares what is being said with what is intended. It is also used to refer
to the teacher's checking that an activity is going according to plan, that
the students are following instructions correctly, etc. (Gower et al., 1995,
p. 211). (see pp. 28–30, 42, & 65)

Notion: One of "certain basic dimensions of thought and meaning", such
as, "time, space, classification, comparison, cause effect, etc" (Matreyek,
1983, p. 8). Thus, "notions are meaning elements which may be
expressed through nouns, pronouns, verbs, prepositions, conjunctions,
adjectives, or adverbs" (Finocchiaro & Brumfit, 1983, p. 14). For a
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particular notion, three factors should be taken into account: the
functions, the elements in the situation and the topic being discussed
(Mora, 2002). The notion of shopping, e.g., requires numerous language
functions, including asking about price or features of a product and
bargaining (ibid, 1983). (see pp. 64–66)

Speaking: An "activity requiring the integration of many subsystems.…
all these factors combine to make speaking a second or foreign language
a formidable task for language learners.… yet for many people, speaking
is seen as the central skill" (Bailey & Savage, 1994, as cited in CeleceMurcia, 2001, p. 103). It is a productive, or active, skill (Gower et al.,
1995, p. 212). Speaking, in the present study, means "using language for
a purpose" (Baker & Westrup, 2003, p. 7). In other words, instead of
asking students to repeat sentences or recite English words, they practice
real communication to talk about their real lives, ideas, etc. (see pp.
30–43)

Task dependency: An activity which requires students to practice a
variety of communicative skills. Similar to jigsaw this kind of activity
requires students to work on groups by taking the responsibility to carry
out the activity using their own way, e.g., when a group of students is
planning to make a trip. In order to choose the best route, they need first
to complete some sub-tasks, such as searching for road maps, weather
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reports, etc. The major task of selecting the best route encourages
students to undertake the sub-tasks where they would engage in
evaluating the obtained information by using the relevant and rejecting
the irrelevant (Taylor, 1983). (see p. 35)

Traditional approach: An approach such as the grammar-translation and
audiolingual method, which "focus[es] on grammatical rules [and]
memorization of vocabulary" (Brown, 2000, p. 97). Basically, it relies on
repetition and drills (Ann, 1993, p. 4). Wilkins (1976) defines it as "one
in which the different parts of the language are taught separately and stepby-step" (cited in Ellis, 1993. p. 99).

As Hill (1974) reminds us,

"everything [is] arranged in a strictly grammatical order, without any
regard for difficulty or ease of learning" (p. 84), where textbooks start
with the regular nouns, then irregular ones, then pronouns, then
adjectives, and so on. After that, they move on to morphology, and then
to syntax, which deals with word-order and the uses of the different parts
of speech. (see pp. 18–22)

1.7. Summary
Having introduced the subject under study, this chapter has stated the
problem addressed, set out the research questions and variables, and
defined the key terms that will recur below. The next step will be to
review the literature related to the CA, which is the subject of Chapter 2.
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The focus will be on the practicality of this conception of ELT inside the
classroom as well as its overall effectiveness.
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Chapter Two: Literature review

The review to be made below is mainly intended to directly link the
CA to particular classroom practices, an issue that has been addressed by
many practitioners. In addition, the state of ELT in the Saudi context, past
and present, will be reviewed.

2.1. Methods of English language teaching prior to the
communicative approach
Methods of English language teaching define language in different
ways. Some of them identify language with grammar and vocabulary.
Others see language as an abstract set of semantic, syntactic, and lexical
features. For some others, language is the ideas, concepts, and norms of
social and linguistic behavior which are manifested in daily life
(Richards, 1984). ELT methods before the emergence of the CA can be
classified, as we shall see below, into traditional and pre-communicative
methods. Each type claims to aim at helping students to communicate in
the target language (Larsen-Freeman, 2004). However, some methods
have succeeded to some extent in producing competent speakers whereas
others have failed to achieve such goal.
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The grammar-translation method, the audio-lingual method, and the
direct method are examples of the traditional methods. The grammartranslation method, as Brown (2000) explains, makes an extensive use of
the mother tongue with little concentration on the target language,
focuses on forms and inflection of words, begins reading of difficult
classical texts earlier, introduces vocabulary in the form of lists of
isolated words, and emphasizes long elaborating explanations of
grammar, with little attention to pronunciation. Richards and Rodgers
(2006) have also described it as unable to help students to speak the target
language fluently, frustrating the students and making few demands on
the teachers. The opposition the grammar-translation method faced in the
mid- and late nineteenth century laid the "foundations for the
development of new ways of teaching languages" (ibid, p. 7) that grew
"out of naturalistic principles of language learning, such as are seen in
first language acquisition" (p. 11). This again led to the emergence of the

‘natural methods’, which resulted in what is known as the direct method.
The new method (the direct method) is described by Richards (1984)
as "a philosophy of instructional procedures rather than a specification for
syllabus design and materials production", since "it could not readily be
translated into textbooks and materials. And this was one reason why it
failed to survive despite the support it received in high places" (p. 15)
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because, specifically, "it overemphasized and distorted the similarities
between naturalistic first language learning and classroom foreign
language learning and failed to consider the practical realities of the
classroom" (pp. 12–13).
Next, the audio-lingual method came forward, to become the most
common and universally used of the traditional approaches. It resulted
from the combination of structural linguistic theory, contrastive analysis,
aural-oral procedures, and behaviorist psychology (Richards & Rodgers,
2006), focusing on the principles of structural linguistics, "whose main
tenets were that language is primarily oral, and that it is a rule-governed
system" (Knight, 2003, p. 149). Therefore, its main concern is teaching
students grammatical sentence patterns.
As Papalia (1976) reminds us, "the product of the techniques in the
audio-lingual classroom is memorization"(p. 59).

Thus, "the most

common kinds of pattern drill for presenting structure are repetition drills,
transformation

drills,

substitution

drills,

and

integration

drills"

(ibid, pp. 58–59). Furthermore, since no emphasis is placed on meaning,
students are made to repeat and say things without making sense of what
is repeated (Larsen-Freeman, 2004). Thus, "the theoretical failure (and
greatest practical problem) of the audio-lingual method was its inability
to show how to move from learned sentences to creativity" (Spolsky,
1989, p. 150).
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Overall, the previous three methods stress the structural aspects of the
target language, requiring accuracy through drills and repetitions. Many
linguists believe that such methods failed to help learners speak the target
language fluently. This led to the emergence of alternative directions for
language teaching and learning.
These alternative, pre-communicative, methods are total physical
response, the silent way, and community language learning. The total
physical response method was introduced by James Asher in the 1960s
"to provide language learning experiences that reduce the stress and
anxiety adults experience in foreign language learning" (Richards, 1984,
p. 11). Basically, this method, which involves a link between physical
activity and learning, is not based on a particular model of language. The
teacher is expected to direct the class whereas the learners are required to
listen and act according to the instructions given by the teacher. Thus,
this method is rarely used beyond beginner level, which could be one
reason for its unpopularity (Knight, 2003).
Another innovative method is the silent way, devised in the 1970s by
Galeb Gattegno, who believed that "to teach means to serve the learning
process rather than to dominate it" (Larsen-Freeman, 2004, p. 54).
Therefore, "the teacher should be silent as much as possible in the
classroom but the learner should be encouraged to produce as much
language as possible" (Richards & Rodgers, 2006, P. 81).
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The community language learning method was the third precommunicative answer to the problem of FL teaching. It was developed
from the counseling-learning approach introduced by Charles Curran in
the 1970s. The main concern of this method is to consider students as
whole persons, with teachers caring for their students' intellect as well as
the relationship among their feelings, physical reactions, instinctive
protective reactions, and desire to learn (Larsen-Freeman, 2004). In this
way, "the teacher acts as the 'counsellor', and the learners as the 'clients'"
(Knight, 2003, p. 153).
Although the pre-communicative methods reviewed above can be said
to be superior to the traditional methods presented earlier, both types of
methods have been found to lack the ability to develop the students'
communicative competence in the target language, particularly beyond
classroom walls. Evidently, a shift to a method where this particular aim
could be achieved is needed.
Against this backdrop of ineffectiveness, the communicative approach
came into existence, to be one of the most successful innovative
approaches in the history of ELT. It focuses on developing students'
communicative competence, as shown in the next section.
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2.2. The communicative approach
Although they were introduced in order to help learners to
communicate effectively using the target language, most of the previous
methods were unable to fulfill this goal. Some educators and linguists
began to feel that students were "at a loss to communicate in the culture
of the language studied" (Galloway, 1993, p. 1) "despite years of
language instruction" (Taylor, 1983, p. 69). Some others, such as
Widdowson (1989), believe that learners need knowledge of the language
as well as the ability to use this knowledge in real-life situations.
Therefore, the communicative approach (CA), which is also known as
the functional-notional approach (Finocchiaro & Brumfit, 1983), and
communicative language teaching (Richards & Rodgers, 2006), has been
designed "to provide learners with opportunities for communicating in the
second language" (Ellis, 1993, p. 91). Thus, "it stresses the development
of the learners' communicative competence and performance" (Pattison,
1989, p. 19).
Hence, the very starting point for the CA as described by D. A.
Wilkins was how, when, and where the learner can express himself; not
"what the student communicates through languages" (Yalden, 1996,
p. 67).

This means that a great deal of emphasis is placed on "the

communicative purpose(s) of a speech act" (Finocchiaro & Brumfit,
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1983, p. 13).

More specifically, the interest shifted from form to

meaning. In addition, the main principles of the education process within
the CA are "the learner's needs, motivation, characteristics, abilities,
limitations, and resources" (Yalden, 1996, p. 69).
As pointed out earlier, the CA, having emerged from a dissatisfaction
with traditional methods, such as the audio-lingual and grammartranslation method, is based on the belief that "the second language
learner must acquire not just control of the basic grammar of the sentence
but all the communicative skills of a native speaker" (Spolsky, 1989,
p. 139). Thus, the CA came to have characteristics that set it apart from
the methods reviewed in section 2.1. These characteristics are outlined
by the International Teacher Training Organization [ITTO] (2001) as
follows:
(1) It is assumed that the goal of language teaching is learner
ability to communicate in the target language, (2) it is assumed
that the content of a language course will include semantic
notions and social functions, not just linguistic structures, (3)
students regularly work in groups or pairs to transfer (and, if
necessary, negotiate) meaning in situations where one person
has information that the other(s) lack, (4) students often engage
in role-play or dramatization to adjust their use of the target
language to different social contexts, (5) classroom materials
and activities are often authentic to reflect real-life situations
and demands, (6) skills are integrated from the beginning; a
given activity might involve reading, speaking, listening, and
perhaps also writing, (7) the teacher's role is primarily to
facilitate communication and only secondarily to correct errors,
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and (8) the teacher should be able to use the target language
fluently and appropriately (para. 1).

However, being concerned with helping learners to communicate
fluently in the foreign language, the CA requires a special classroom,
which is described as learner-centered.

2.2.1. The communicative classroom
The communicative classroom has come to have characteristics that
differentiate it from the non-communicative classroom. Basically, it is an
environment where "features of genuine communication are evident"
(Cullen, 1998, p. 1). Below, we shall look at specific defining properties
of the communicative classroom, purpose of materials, role of students,
and role of teachers.
A communicative classroom, according to Taylor (1983), requires an
atmosphere, which "encourage[s] learners to exercise their own initiative
in communicating" (p. 69) and "in which communication can take place
comfortably" (p. 70).

Therefore, its primary goal is to "enable EFL

learners to communicate in the target language fluently and freely. . . and
to emphasize the communicative use of language in everyday, real world
situations" (Abu-Ghararah, 1998, p. 5).
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1. Materials
There is quite an array of materials designed especially to direct and
support communicative learning. Generally, these materials, which are
"as a way of influencing the quality of classroom interaction and
language use" (Richards & Rodgers, 2006, p. 168), meet the following
requirements:

(1)

facilitating

interpretation,

expression,

and

the

communicative

negotiation;

(2)

abilities

of

focusing

on

understandable and relevant communication rather than on grammatical
form; (3) commanding the learners' interests and involving their
intelligence and creativity; and (4) involving different types of text, and
different media, so that the participants can develop their competence
through various activities and tasks (ibid, p. 162).
In addition, Richards and Rodgers (2006) specify three kinds of CA
materials: (1) text-based materials, which are organized, graded, and
sequenced in communicative items; (2) realia, authentic materials, such
as magazines, newspapers, advertisements, etc.; and (3) task-based
materials, which, as will be shown in section 2.2.2., include various
activities.

2. Students
In

a

communicative

classroom

learners are

provided

with

opportunities to rely on themselves (Woods, 1996) and to acquire the
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target language "by using it rather than … by studying it" (Taylor, 1983,
p. 70). In other words, students will be responsible for the process of
their own learning and will acquire the language when it is presented to
them implicitly rather than explicitly and directly. Therefore, they must
be encouraged to use the target language for problem-solving,
communicative tasks, information exchange, and meaningful interaction
(Richards, 1984, p. 19). More specifically, classroom instruction should
incorporate the following features:
(1) opportunities for students to be exposed to real
communication, (2) opportunities for students to engage in
using real communication, and (3) activities which are
meaningful to students and which will motivate them to become
committed to sustaining that communication to accomplish a
specific goal, such as solving a problem or completing a task
(Taylor,1983, p. 72).

Rodgers (2001) describes the students in a communicative classroom
as negotiators and improvisers.

Knight (2003) echoes this view and

asserts that each learner is expected to be an active participant who
interacts with other learners and asks for information and feedback.
Through group work, according to Gutierrez, (2005), the learners can
assess themselves, modify their oral production, and have much
confidence in speaking.

In addition, the supportive communicative

classroom, which provides a collaborative environment, helps the
students to interact effectively by getting rid of their fear of making
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mistakes (ibid, 2005). Moreover, the learners will be analyzers, guessers,
monitors of their own speech, and individuals who are willing to make
mistakes for the sake of communication with others (Crookall & Oxford,
1990).

3.Teacher
The teacher in a communicative classroom has totally different roles
from her/his counterpart in the traditional classroom, who claims
superiority over her/his students, leaving no chance for them to practice
the target language or to express their attitude regarding their learning
(Hedge, 2003). Communicatively speaking, the teacher interacts "with
students, giving feedback, offering solutions and assign speaking in a
collaborative way" (Gutierrez, 2005, p. 7).

S/He is also a guide, a

planner, an organizer, an inspector, an assessor, a prompter, a resource, a
facilitator of learning, an instructor, a curriculum-developer, a classroom
manager, a consultant, and a monitor (Zuo, Zhilu, & Doris, 2005;
Harmer, 2003; Crookall & Oxford, 1990; Hedge, 2003; Littlewood,
1981). Knight (2003) summarizes the role of the teacher by saying that,
The CLT teacher is often more autonomous than the audiolingual teacher because classroom practices are usually less
predictable, and in his/her role as facilitator of communication
the teacher often interacts with the learners in ways which
mirror interaction outside the classroom, e.g., by asking real
questions about the learner's background, opinions, etc (p. 158).

PDF created with pdfFactory Pro trial version www.pdffactory.com

43

However, the most important thing regarding the teacher's role in a
communicative classroom is providing students with opportunities to talk
and to speak the target language. One way of doing that, as proposed by
Gower et al. (1995), is good control of teacher talking time. Gower et al.
also believe that an EFL teacher needs to know how to balance between
teacher talking time and students talking time. The purpose, according to
Gower et al., is to give the students maximum opportunity to talk, to
listen closely enough to them, and to appreciate their efforts. However,
the teacher, they add, needs to talk more than students when presenting,
clarifying, modeling or revising language, setting up activities, giving
instructions and feedback, providing language input, and establishing
rapport by chatting with students (ibid, p. 33). In order to avoid much
teacher talking time, Gower et al. set out the following steps:
(1) The teacher can choose language the students already
know (usually below their level) to give instructions and
explanation, (2) the teacher should not describe her every
intention, such as Now I am going to check your
comprehension, (3) the teacher can use gestures when
instructing students, such as Repeat (Also miming and
showing pictures or real objects can convey the meaning
unambiguously), (4) the teacher should not repeat herself,
such as asking question twice (Silence and waiting is
necessary because students may need time to process the
question), and (5) the teacher should not repeat what a
student says because this might make the other students not
to pay any effort to understand their friend but they might
wait until the teacher interprets it (p. 34–35).
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Generally speaking, the communicative classroom requires less
teacher-centered instruction. However, this does not mean omitting the
teacher's authority inside the class. The focus, then, should be placed on
providing many opportunities for the students to practice the target
language and on fulfilling the teacher's various roles.

2.2.2. Communicative activities for listening and speaking

Communicative activities have an important role in creating
opportunities for students to use the language for communicative
purposes. Generally, communicative activities are "fluency-based
activities" (Tait, 2001, p. 1), which encourage meaningful and purposeful
interaction between students, where they bridge an information or opinion
gaps, ask for or give real information, find out about the opinions of the
other students, etc. (Gower et al., 1995; & Harmer, 2003). However, for
a successful implementation of communicative activities, the classroom
must be student-centered and the activities must be "interactive,
authentic, purposive, and contextualized" (Richards & Rodgers, 1982, p.
163). Basically, communicative activities are based on the following
characteristics: (1) a desire to communicate, (2) a communicative
purpose, (3) a focus on language content not language forms, (4) a variety
of language used, (5) no teacher intervention, and (6) no control or
simplification of the material (Longman English Language Teaching
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[LELT], 2007, para. 5). For purposes of the present study, this section
will review various communicative activities designed specially to
promote listening and speaking.

1. Listening activities
Different factors should be taken into account when preparing
listening exercises, such as the kind of real-life situations, the specific
difficulties students are likely to encounter, and need practice to
overcome (Ur, 1984). Finocchiaro and Brumfit (1983) describe specific
listening tasks which can be used in a communicative classroom. Some
of these are:

1. Students listen to the teacher when she/he gives instruction,
reads, asks questions, tells stories, describes, etc.
2. Students can listen to other students giving directions, asking
questions, giving summaries, recounting incidents (e.g.,
describing what they saw or what happened on their way to
school).
3. Students can engage in dialogue dramatization and roleplaying of modules.
4. Students listen to the same recordings of language lesson
segments.
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5. Students listen enough to cassette or tape recordings of oral
materials so that they anticipate or supplement what they are
about to hear.
6. Using films that can be watched several times and listening
to selected radio and television programs.
7. Making telephone conversations through simulation in the
class.
8. Interviewing people where possible.
9. Playing language classroom games.
10.Perform problem-solving tasks through working in pairs
and/or groups.
11.Taking part in spontaneous role-playing exercises (pp. 138–
139).
The above specific tasks can be carried out through the four general
activity types presented on pp 34–39.

2. Speaking activities
To develop their speaking skills, students should be encouraged to
work with each other as well as with their teacher. Specific tasks for
doing so are listed below.
1. Responding to directions or questions given by the teacher
or another student.
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2. Giving directions for other students.
3. Preparing

original

sentences

with

communicative

expressions, structures or notions which have been
presented.
4. Answering questions asked by other students about any class
or out-of-class experiences.
5. Asking the teacher or other students questions about reading
or common experience.
6. Describing objects from a picture or a chart.
7. Using their own words to tell or retell a well-known story or
experience.
8. Reporting a prepared topic and be ready to answer questions
on it.
9. Improvising realistic conversations about a class shop, a
library, or other appropriate resources.
10.Taking a role in a communicative language game.
11.Participating in some oral group activities, such as a debate,
a discussion, a forum, based on research, where students are
forced to listen attentively to the previous speaker in order to
agree, disagree, express uncertainty, or add other relevant
information.

PDF created with pdfFactory Pro trial version www.pdffactory.com

48

12.Giving a report in the target language about a newspaper
article written in the native language (Finocchiaro &
Brumfit, 1983, p. 141–142).

The following four activity types underlie the specific listening and
speaking tasks listed above.

Information-gap activity
Information-gap activity is defined as "a situation where information
is known by only one or some of those present.

Students use the

language they have at their command to bridge the information gap – by
asking questions, giving information, etc." (Gower et al., 1995, p. 211).
However, Taylor (1983) warns that
If the speaker and hearer are both in possession of the same
information prior to beginning their communication,
communication cannot, technically, be said to take place.
Therefore, a communicative methodology will need to create
situations in which students share information not previously
known by all participants in the communication (p. 73).

Taylor (1983) explains that "activities which require the bridging of
information gaps provide students with opportunities to learn how to deal
with extended discourse above the sentence level, and to cope with
receiving information which is new and unexpected" (p. 79). Taylor
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further adds that this kind of activity can be established by using jigsaw,
which creates a real need for students to communicate with each other (as
both giver and receiver of information), and task dependency, which
provides opportunities for students to practice a variety of communicative
skills (p. 79–80).

Role-play activity
Role-play is "a classroom activity which gives the student the
opportunity to practice the language, the aspects of role behaviour, and
the actual roles he may need outside the classroom" (Livingstone, 1983,
p. 6). Furthermore, "it is a largely spontaneous dramatic activity usually
performed by a small group of persons whose goal is to explore some
problematic social encounter, an exploration intended to provide both
participants and observers with a learning experience" (Sharan & Sharan,
1976, p. 160). Krish (2001) further clarifies what is meant by a role-play.
He defines it as a "highly flexible learning activity which has a wide
scope for variation and imagination". Back in 1976, Wilkins illustrated
the importance of role-play in the classroom by pointing out that
Role-playing is likely to be a most important technique in teaching
to a notional, and particularly a functional, syllabus. It will ensure
that all utterances are properly contextualized and it will require
the learner to attempt to exhibit the very language behavior that we
have defined as the principal objective of language learning (p. 81).
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Clearly, role-play has many advantages, such as maximizing the
students' activity, increasing the possibility of effective learning and the
motivation to learn, giving the students a chance to use the language by
themselves without the teacher's direct control, allowing the students to
explore feelings and beliefs within a framework that is non-threatening to
themselves or others, improving the students' speaking skills in various
situations, and helping them to interact (Livingstone, 1983; Liao, 2006;
Krish 2001). In particular, role-play is a kind of mask for shy learners, in
which difficulty in conversations can be liberated; furthermore, it is fun
and brings enjoyment, which leads to better learning as agreed by both
learners and teachers (Krish (2001).
However, certain disadvantages are associated with the application of
role-play.

These are related to small-size classes with huge student

numbers, the noise created by role-play groups in a small classroom, and
the long time it requires (Livingstone, 1983).
Conversation activity
Conversation activity stimulates students to speak using the target
language by discussing subjects with their partners (Watcyn-Jones, 2002).
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Basically, it helps students to use "verbal strategies in natural, true-to-life
situations" (Wall, 1987, p. 6).

Recently, there has been a consensus in the literature about the
importance of conversation activity in language teaching. Judy (1981)
addresses this issue by saying that "when acknowledged as important,
conversation will become the foundation for the entire spoken language
program.

Indeed, without students who are secure and competent

conversationalists, other oral language activities will be dull, static, or
ineffectual" (p. 250). Speaking of the centrality of conversation, Wilkins
(1976) asserts that

Dialogues in teaching are far more crucial than is the case in
synthetic approaches, that such dialogues should be based much
more closely on the kinds of linguistic interaction that take place in
real language use and should not be treated simply as ways of
contextualizing particular grammatical structures, and that the
contribution of the learner should be to play those roles in the
dialogues that we can predict he will take subsequently in real acts
of communication (p. 81).

Typically, conversation can be used "when students are practicing
giving opinions and showing agreement or disagreement" (Watcyn-Jones,
2002, p. 9). Generally, conversation helps students to be responsible for
their own learning and to be confident in using the target language
(Galloway, 1993).
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Gaming activity
The best way to reduce the stress inside the classroom, as many
practitioners believe, is through games. A game is "an activity in which
people agree to abide by a set of conditions in order to achieve a desired
state or end" (Shirts, 1972, cited in Sharan & Sharan, 1976, p. 188).
Many writers have highlighted the increasing popularity of gaming in
language learning. Crookall and Oxford (1990), for example, maintain
that "gaming embodies the communicative approach, the goal of which is
to develop communicative competence" (p. 111). It, they add, "provides
active involvement of the whole person (intellectual, physical, social, and
emotional) and uses all four language skills (listening, reading, speaking,
and writing)" (p. 111).
Finocchiaro and Brumfit (1983) insist that games can be used as "an
enjoyable change of pace while reinforcing language" (p. 182). Likewise,
McCallum (1980) argues that

When one considers the importance of communicative
competence in the target language, a major goal of all
language acquisition, and the need for spontaneous and
creative use of that language, one recognizes the significant
role of word games in achieving these objectives. Students,
in the formal atmosphere of game play, are less selfconscious and therefore more apt to experiment and freely
participate in using the foreign language. In addition, games
automatically stimulate student interest; a properly
introduced game can be one of the highest motivating
techniques (p. 4).
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Overall, games are used to learn, in a fun way, specific forms and
vocabulary and to encourage students to interact fluently with each other
when using the target language.

Ice-breakers and scavengers, for

example, are two of the best game playing inside the communicative
classroom. Ice-breakers, one can observe, are used to break the barriers
among students, whereas the scavenger is a kind of game where students
ask each other questions to find out certain information. Both game
types, according to Frank (2001), help the students increase confidence
and cooperate with each other.
The activities and techniques reviewed previously are all fine in
principle, but they cannot be carried out without effective implementation
of pair and small-group work, which aims to "encourage fluent,
uninterrupted communication" (Gower et al., 1995, p. 50).
Generally, working in small groups, as admitted by many
practitioners, such as Jaques (1984), Witteman (1997), Judy (1981),
Gower et al. (1995), and Menking (2001), has various advantages: (1)
small groups encourage a conversational tone that the large class does
not, (2) they provide good opportunities for the students to interact with
one another and help them to become independent of the teacher, (3) they
draw out the quiet students who do not contribute to the whole class, (4)
they provide change in pace and add variety to the lessons, (5) they
encourage rapport between students, and (6) they are considered valuable
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in students' overall education. Moreover, small group work, compared to
dealing with the whole class, saves the teacher's time and they provide the
teacher with opportunities to monitor individual performance.

Ironically, as Sharan & Sharan (1976) observe, "although many
teachers would like to experiment with work in small-group settings, they
are unlikely to do so" (p. 4). Brumfit (1984) substantiates this view,
saying that "in spite of the impressive agreement by theories that group
work is desirable, we should note a recent observation that group work is
rarely used by teachers" (p. 75). The reason, according to Witteman
(1997), is that teachers

hesitate to switch to cooperative and collaborative forms of
learning, because they feel that traditional classroom
instructions allows them to exercise direct control over the
learning process. They argue that both teachers and students
feel more secure, when they operate within the responsibility
of the teacher (p. 25).

Similarly, Menking (2001) found out, in a study he conducted to
investigate pair and small group activities, that the majority of the
participants utilized pair and small group exercises, but their
implementation was not as effective as it should have been. Some of the
hindrances reported (see pp. 53–56) were due to the limited time of the
class period.
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Communicatively speaking, Gower et al. (1995) believe that pair
and group work can be used for most types of lessons. They can be used
when students want to ask about unknown words, compare their answers
to tasks, correct each other's work, practice dialogues, engage in
information gap activities and role-plays, discuss topics and play games,
etc (p. 45).
It is worth pointing out here that the biggest problem that confronts
the teacher is the selection of group members. Crookall and Oxford
(1990)

classify

groups

into

two

types:

homogeneous

versus

heterogeneous groups. In homogeneous groups, all group members can
participate

equally,

without

having

certain

personality

barriers.

Heterogeneous groups, on the other hand, comprise unequal members.
They allow weaker students to acquire the target language via
comprehensible input, that is, from their peers during communicative
interaction.
However, before arranging the groups, the teacher should take into
account the size of the class, the size of the groups, the type of activity,
and the style of the furniture. For activities which require four or five
students per group, such as exercises and projects, the best arrangement is
to have students sit round the desks, which is known as café style as
shown in Figure 1. This modular arrangement is advocated for classes in
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which student-student interaction is most important, where they work
either as pairs or as groups.
In addition, this arrangement maximizes interaction among groups
(McCroskey & McVetta, 1995). The teacher in this kind of arrangement
must move between groups in order to monitor and give feedback (Miller
2000 & Clark, 2001). However, the "dark seats represent the areas where
the most participation should be expected and the white seats represent
the areas where the more apprehensive students will probably choose to
sit" (Miller 2000, p. 98).

Fig. 1 Modular Classroom Arrangement
(Adapted from Miller 2000, p. 98)

Clearly this arrangement does not go with a class of 30 or 40 students.
For such large classes, the best arrangement could be the double
horseshoe arrangement, shown in Figure 2 below.
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Fig. 2 Double Horseshoe Arrangement
(Adapted from Gower et al., 1995, p. 22)

To sum up, an ideal communicative classroom requires a friendly
environment, which "provide[s] rich and meaningful exposure to the
foreign language, and reason and opportunity to use it" (Tongue &
Gibbons, 1982, p. 68). It also allows the students a reasonable degree of
responsibility over their own learning, and enables the teacher to work as
a facilitator of the process of learning through different types of activities
and materials, "which will help the learners to acquire language through
classroom situations" (ibid, p. 68).

2.3. English language teaching in Saudi Arabia
Since the present study is designed to measure the effectiveness of the
CA in the Saudi school system, it may be useful to place the approach in
context, nationally and internationally. Below, we will look at the present
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state of ELT in Saudi Arabia, which combines communicative and noncommunicative elements, as well as the implementation of the CA
internationally. However, the survey is going to be started with the most
basic issues, the early beginnings of ELT in Saudi Arabia.

2.3.1. The early beginnings of ELT in the Saudi context
English language teaching in Saudi Arabia started in 1929 with only
four hours per week. The number kept increasing over the years, so that
the situation now is as follows:

Table 1
Overview of ELT in Saudi Arabia
Year

Stage

Grade

Hours/Wk

1929

Elementary stage

1-4

4

1942

Secondary stage

4, 5 & 6

4

1944

Secondary stage (scholarship school)

1, 2, & 3

12

Secondary stage (scholarship school)

4&5

8

Secondary stage (included six years)

1, 2, & 3

11

4

9

Secondary stage (arts section)

5&6

9

Secondary stage (science section)

5&6

8

1953

Secondary stage
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Year
1958

Stage

Grade

Hours/Wk

1, 2 & 3

6

1

8

Secondary stage (arts sections)

2&3

8

Secondary stage (science section)

2&3

5

Intermediate stage
(In this year, secondary schools divided into
intermediate and secondary)
Secondary stage

1963

Intermediate stage

1, 2 & 3

8

1970

Intermediate stage

1, 2 & 3

6

1974

Secondary stage

1, 2 & 3

6

1979

Intermediate & secondary stages

1, 2 & 3

4

*2002

Elementary stage

6

2

*2007

Elementary stage (introduced

4

2

5

2

experimentally in few schools)
*2008

Elementary stage (introduced
experimentally in few schools)

Adapted from Al-Hajailan, (2003)
*Adapted

Throughout the history of English language teaching in Saudi Arabia,
different teaching methods have been used. In the 40's, as reported by
Al-Hajailan (2003), "the core emphasis of the courses were [sic] to teach
reading, … writing and grammar". In addition, "the prevailing method",
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he adds, "was called Michael West's Method" (p. 13). Moreover, the
textbooks were based on English rather than Saudi culture (ibid, 2003).
In 1958, the aural-oral approach was adopted, which used a lot of
repetition, imitation, and drills. The emphasis was on language rules,
writing different topics, reading short stories and novels, and translating
from and into Arabic and English (ibid, 2003). Accordingly, students
were unable to speak or understand the language. Moreover, their writing
and reading were very weak (Al-Saloum, 1416 & Faraj, n.d., as cited in
Al-Twairish, 2002).
After that, the communicative approach was adopted through new
sets of books published by Macmillan. These books taught all skills
integrated together. Later, due to administrative problems, Macmillan's
books were replaced with a new series known as English for Saudi
Arabia. The new books, which were written by an expert group from
King Fahd University of Petroleum and Minerals (KFUPM), were based
on the communicative approach with topics completely related to the
local Saudi culture (Al-Hajailan, 2003).
However, some shortcomings have been identified in these textbooks.
The clearest is that they are structurally oriented. From my experience as
a teacher of English in the intermediate and secondary stages, I realized
that these textbooks support the traditional methods of teaching. That is
because they do not include many functions and notions. Rather, they
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focus on teaching grammar and vocabulary. In addition, most of the
exercises require mechanical rather than communicative drills.

2.3.2. CA implementation in the Saudi context
Although the communicative approach was adopted in the Saudi
schools, "the philosophy of Saudi Arabian educational system … is
contradictory to the essential nature of the CA" (Abu-Ras, 2002, p. 183).
As a result, EFL teachers still use the traditional approaches in teaching
English to the intermediate and secondary stages. Agreeing with AbuRas, Bakarman (2004) says EFL teachers in Saudi Arabia "have not
completely discarded the traditional methods. Most of [them] spend
much time in drilling without providing opportunities for the students to
communicate in the target language" (p. 143).
A number of factors can be said to account for the failure to make the
expected shift. The most significant one is that "EFL teachers in Saudi
Arabia are not qualified and trained enough to teach English using the
CA" (Al-Qurashi, 1990 & Al-Hojailan, 1996, as cited in Abu-Ras, 2002,
p. 15). Additional factors were reported by Abu-Ras (2002) in a study
designed to investigate the applicability of the CA in the Saudi context.
He conducted his study on 180 EFL teachers in Makkah using a
questionnaire related to the factors that hinder the effective use of the CA.
The results of the study led the author to certain conclusions, such as (1)
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some EFL teachers do not have a clear idea about the CA; (2) the CA
goes against the beliefs of some EFL teachers about EFL learning; and
(3) some EFL teachers are not communicatively competent in English
(Abu-Ras, 2002, p. 152).
In addition to the above, he identified other problems related to Saudi
EFL students (e.g., Communicative activities are boring for the students),
syllabus (e.g., language functions are not stressed in the syllabus), and
setting (e.g., grammar-based evaluation is imposed by the Ministry of
Education) (Abu-Ras, 2002, p. 140).
In order to correlate teachers' theoretical knowledge and their
practice in classroom teaching, a similar study was conducted by
Bakarman (2004).

She investigated the extent to which female EFL

intermediate school teachers were aware of the CA and the extent to
which this impeded the implementation of this approach in teaching
English in the intermediate schools. The most important result she made
was the teachers' unawareness of the theory underlying the CA.
Consequently, they did not apply the principles of the CA in their
teaching. What complicates the situation, according to Bakarman, is that
Saudi EFL teachers cannot distinguish between the principles of different
methods of teaching English, to the extent that they are not following any
particular approach.

In addition, she found out that the number of

students in each class, which exceeded 40, prevented them from
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participating in effective communicative activities, such as group work
and role-play. Furthermore, only four forty-five-minute periods per week
are provided, which does not offer much exposure to the target language
(pp. 142–145).
Bakarman's results agree with Abu-Ras's (2002) results as regards the
EFL syllabus. Both echo the view that textbooks do not focus on notions
and functions of the language and do not include a variety of
communicative activities.

2.4. Research into the CA
It has been admitted by many linguists, researchers and practitioners
that the CA is the dominant view of learning and one of the ideal teaching
approaches over the last few decades (Peter, 1996 & Choi, 1999).
Furthermore, it "has been widely accepted as an effective way of teaching
in ESL/EFL context" (Yoon, 2004, p. 2). Despite certain shortcomings
(see pp. 53-56) identified by such scholars as Widdowson (1989), the
practicality of the CA (as will be shown below) has been proved by many
empirical studies, e.g., Savignon (1972) as cited in Friedenberg &
Bradley (1981), Stepp (1996), Flannigan (1999), Liao (20030, Tuncel
(2006), Adams (2004), Konstantyuk (2003), Su (2002), Gutierrez (2005),
and Chen (2000).
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Cited in Friedenberg and Bradley (1981), Savignon (1972) compared
the communicative competence of three groups of college students
learning French.

Her first group followed a modified audio-lingual

approach and used the language lab once a week. The second group
followed the same traditional approach and engaged in French cultural
activities once a week. The third group also followed the modified audiolingual method, but they engaged in communicative activities with native
speakers once a week. All the three groups were, then, given a traditional
discrete-point exam as well as a test on oral communication. The results
showed no significant differences among the three groups on the
traditional test of linguistic competence; whereas for the test of
communicative competence, the third group performed considerably
better than the first and the second groups (p. 404).
Several studies have shed light upon the effect of the CA in
improving students' oral proficiency, for example, Gutierrez (2005)
observed the teachers' and the students' roles during the development of
oral tasks. He found out that his students attained proficiency in language
use where they could speak fluently through asking and giving
information and through supporting their ideas (ibid, p. 7).
Additionally, some researchers (Adams, 2004; Konstantyuk, 2003;
Chen, 2000) have argued that students' oral proficiency could be
improved when they engage in communicative activities, mainly by
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interacting with each other. Adams (2004), asserts that conversational
interaction can promote second language learning. For her experimental
study, she used a treatment group, which participated in task-based
interactions in dyads and a control group which did not receive
interactional opportunities. The results of the study showed that learnerlearner interactions were more effective in promoting the emergence of
higher-level syntactic forms and the acquisition of morphology.
Similarly, Konstantyuk (2003) supports the view that interactive
techniques, such as drama, poetry, role-plays, dialogues, discussions,
simulations, language games, problem-solving activities are an integral
part of the methodology. This particularly lends empirical support for
communicative teaching methods that advocate interactions between
learners in the classroom. In the same way, Chen (2000) had discovered
a development in the students' communicative styles when he examined
four ESL undergraduate students' experiences with CLT through an
experiment in which he used in-class tasks and after-class newsgroup
discussion.
Stepp (1996) also carried out a study to explore the differences
between teachers who use a communicative approach and those who use
a noncommunicative one.

The study revealed that teachers using a

communicative approach paid more attention to the affective domain,
which refers to how individuals feel emotionally and physically while
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learning.

Another important result indicated that teachers using a

communicative approach employed a wider variety of materials,
activities, and student groupings than teachers using a noncommunicative
approach.
Without the teachers' awareness of the principles of the CA, an
effective implementation of the approach would be impossible. This,
indeed, would indicate a gap between theory and practice.

In this

connection, Yembise (1994) investigated the theoretical and practical
relevance of the communicative approach to Indonesian EFL teachers.
His study was based on the assumption that teachers' understanding of the
theoretical knowledge underlying the approach they adopt will be
reflected in their classroom teaching.

The results indicated that the

teachers' knowledge of the CA was minimal.

The same result was

obtained by Bakarman (2004), who found out that most Saudi EFL
teachers lack awareness of the CA principles. Clearly, this indicates the
inconsistency between theory and practice. Therefore, preparing teachers
before practicing teaching is evidently of great importance.
Another indication of the substantial gap between theory and practice
has been reported by Flannigan (1999), in a study conducted to explore
the development of student teachers' beliefs and perceptions about CLT
in the foreign language classroom. Although their perception of CLT
emphasized inductive teaching practices, deemphasized formal grammar
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instruction and depended on the use of the target language in the
classroom, the participants did not follow their perception during
practice. Due to this repeated result, Flannigan argues that "it is very
difficult for inexperienced pre-service teachers to put into practice
something about which they have a minimal understanding, particularly
when the classroom environment works against the implementation of
communicative language teaching practices" (ibid, p. 3).
Similarly, Liao (2003), for example, used a questionnaire,
observation, and an interview in a study that revealed favorable attitudes
towards CLT by most of the teachers. On the other hand, some teachers
had misconceptions of CLT, such as teachers' dominance on the
classroom. These misconceptions made the teachers unable to overcome
hindrances such as grammar-based textbooks and students' low level of
English. Interestingly, through the process of observation, Liao found
one teacher who had a clear understanding of CLT and was able to
overcome the situational constraints.

Therefore, Liao concluded that

situational constraints can be overcome and CLT cannot be viewed as
impossible.

This leads us to say that in order for EFL teachers to

overcome hindrances to the application of the CA, they must be trained
adequately during pre-service training.
On the other hand, some researchers (e.g., Zhang, 1997; Gahin &
Myhill, 2001; Menking, 2001) have listed a number of hindrances to
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effective CA implementation. Some of the challenges facing teachers in
adopting the CA were the pressure of external examinations, teachers'
feeling of frustration and stress, teachers' distrust of educational
administrators and their ideas, teachers' low levels of English language
proficiency, absence of teaching resources and support materials,
economic factors, and influences of colleagues. At the same time, some
students could not favor CA implementation for several reasons, such as
their reactions and attitudes towards pair and group work (e.g., the
difficulty of interacting verbally), embarrassment to make mistakes,
students' low level, their responsibility, their reluctance to question the
teacher, their learning styles such as shyness, and overwhelming
preference for a deductive teacher-centered learning style.

Other

constrains were related to the educational environment and system, such
as class size, the time period of lessons, the textbook-centered nature of
the uniform curriculum, poor facilities, problems inherent in ethnic
minority education, lack of good, authentic learning materials, and the
absence of visible social uses of the language outside the walls of the
classroom.
Other studies have shown that the Western version of the CA is
inapplicable in certain contexts. That is because it has been designed by
native English speakers for non-native speaking students who study
English in Western countries.

These assumptions were explored by
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O'Sullivan (2001), who found out that the CA was inappropriate to the
Namibian context due to the professional weakness of the teachers. A
similar view was expressed by Jarvis and Atsilarat (2004), who found that
although all teachers claimed to understand and use the approach, they
reported having some problems during implementation.

Musthafa

(2001), holding the same view, argues that "the communicative approach
has failed to help students become any more competent in the use of the
English language for real-life purposes" (p. 1). He believes that CLT
requires special conditions, which is not easy to create in schools. In this
regard,

O'Sullivan

(2001)

asserts that

"Western

communicative

approaches are transferable to developing country contexts … if
simplified and prescribed lesson plans and training is provided" (p. 59).
To promote meaningful language leaning, Musthafa (2001) advices
EFL teachers to inform their students about the objectives of learning.
This is particularly significant because "a language activity is meaningful
when learners see in what they are doing clear and reasonably good
reasons why they do what they do" (ibid, p. 7). Moreover, classroom
activities should have some personal relevance to the students.
Therefore, teachers must base "the learning materials on some things dear
to the learners" (ibid, p. 7). Although Musthafa believes that the CA has
failed in some cases to make the students communicatively competent in
the target language, he recommends following the principles of the CA,
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such as focusing on students' needs and informing them about the
objectives of learning.
The central idea of the foregoing review was the effectiveness of the
CA and its applicability in certain context. The review has provided
evidence regarding the improvement of students' ability to speak the
target language fluently and appropriately when following the CA. On
the other hand, the literature has also shown various hindrances that
might impede effective CA implementation.

2.5. Summary
The previous studies reviewed above are particularly interesting
because they give some indication of the possible effect of the CA on
students' overall performance in English as a second or foreign language.
However, the most obvious conclusion from the foregoing review of
literature is that the implementation of the CA in schools is faced by
myriad of constraints. On the other hand, many empirical studies have
shown

its

effectiveness

in

promoting

students'

communicative

competence. However, in my opinion the most significant hindrance to an
effective implementation is teachers' ignorance of the principles that
underlie the CA. Other constraints are related to the educational system,
local settings, and cultural factors. Accordingly, some researchers, such
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as O'Sullivan (2001), insist on not using the Western version of the CA
before modifying it according to the context in which it is going to be
implemented. This could be done by simplifying it in accordance with
the various contextual constraints involved (p. 59).
As many studies have shown, "teachers' beliefs could filter the way
they perceive their teaching and influence their practice" (Mak, 2004,
p. 1). Thus, if they have a clear understanding of the CA, all the reported
constraints would be overcome even though they are powerful.
Moreover, as Westrup (1992) suggests, teachers need a significant change
in their responsibilities and relationship with learners. In addition, they
need considerable knowledge about communicative and cooperative
strategies. Menking (2001) recommends that instructors persevere for a
period of time – during which their teaching might not be as smooth as
desired – before the students accept the CA (p. 37). Furthermore, Huang
(2005) argues that "although barriers need to be removed, teachers need
to reconceptualize communicative teaching and seemingly negative
factors, such as tests, lack of time, and poor skills of students" (p. 3).
The fact to bear in mind is that successful implementation of the CA
is an area of controversy. However, apparently lost in this debate is
enough empirical evidence of the effectiveness of the CA in certain
context. The related literature revealed only an investigation of teachers'
opinion regarding the implementation. Perhaps with increased efforts in

PDF created with pdfFactory Pro trial version www.pdffactory.com

72

controlling the contextual constraints, the CA will work effectively. If
seen as a complicated effort, the implementation of the CA can be
understood as complex and difficult, but quite not impossible.
Therefore, this study will attempt to implement the CA, taking into
account the need for controlling the reported hindrances. Such control
would focus on time, place, textbooks, and students. To accomplish that, I
believe, simplified, authentic and short activities could be used in
accordance with the twenty-four minute period. Limited place could be
managed by prior instruction given to students for daily smooth
arrangement of groups.
enhance

the

Supplementary materials would be used to

textbooks,

communicative books.

such

as

materials

from

commercial

Students would be familiarized with the CA

principles in order to cope with their modified role in the classroom.
Overall, it should be noted that no empirical evidence has been
provided from the Saudi context indicating whether the implementation
of the CA experimentally would be effective or not.

The related

literature, as far as Saudi Arabia is concerned, only includes
investigations of Saudi teachers' opinions regarding CA implementation.
Therefore, this study will seek to provide such empirical evidence,
particularly as regards the skills of listening and speaking. Additionally,
since many previous studies have reported factors, which might impede
effective implementation of the CA, the results of the study, I hope, will
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inspire the Saudi educational system to facilitate this process for EFL
teachers in the Saudi schools.
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Chapter Three: Methods and procedures

This chapter provides a detailed description of the population under
study, sample selection, the test employed to measure the targeted skills,
the ways of ensuring test validity and reliability, the scoring method, and
finally the type of statistical methods used.

3.1. Research population and sample
The population selected for this experimental study was third year
students at the Tenth Secondary School for Girls in Dammam, Saudi
Arabia.

The school was chosen because it is equipped with many

facilities, such as language labs and spacious classrooms. It was expected
that such facilities would enable the procedures for doing communicative
activities.
In Saudi secondary schools, third year students are divided into two
sections: science and arts. Two of the science classes were selected to be
experimental group and control group. The reason for this choice is that
science students are usually more motivated than arts students. The class
which was chosen to be the experimental group had the smallest number
of students (37).

This way, hindrances to communicative language

teaching resulting from large classes might be avoided.
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Both groups consisted of a total number of 78 students: 37
experimental and 41 control. They were all aged between 17 and 18 as
shown in Table 2 and Figure 3 below.

Table 2
Age distribution of participants
EG
Age

17.00
18.00

CG

25
12

Total

Total

32
9

37

57
21

41

78

Age Distribution of Participants
age

75

age 17.00
age 18.00
Total

Values

50

25

0
group 1.00

group 2.00

Total

group

Fig. 3
Age Distribution of Participants
(Group 1: Experimental Group; Group 2: Control Group)
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Additionally, they all had the same exposure to English through
formal classes in intermediate and secondary school. Similarly, since
they came from the same country, it is reasonable to assume that they
shared a homogeneous EFL background. They also matched each other
in grade (third, or twelfth), major (science), and school (the Tenth
Secondary School for Girls). Moreover, they came mostly from the same
neighborhood and were the same gender and age.
The Experimental group, as shown in Table 3, represents 47.43 % of
the sample of the study; whereas the control group represents 52.56 %.
Hence, the whole sample represents 67.24 % of the population of the
study.

Table 3
Sample distribution

Frequency
Experimental Group
Control Group
Total

37
41
78

Percentage
47.43
52.56
67.24

The experimental and the control group were selected according to
the randomized pretest-posttest experimental/control group design (see
Figure 4).
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Pre-test
Experimental Group O 1

Sample of
research
participants

Treatment
XT

Post-test
O2

Randomly assigned to
Pre-test
Control Group

O1

Treatment
XC

Post-test
O2

Fig. 4 Pretest-Posttest control-group design
(Adapted from Johnson & Christensen, 2004, p. 283)

Where:
O 1 and O2 represent the pre-test and post-test assessment of the dependent
variable.
X T represents the treatment condition.
X C represents the control or standard treatment condition.

As shown above, two groups were used for this study: an
experimental and a control group. Random assignment was used to form
the two groups. A pre-test was administered to both groups at the same
time. The experimental group studied English according to the CA and
the control group studied according to the traditional approach. I taught
listening and speaking to the EG myself whereas the CG was taught by
another teacher. Resources other than the textbook were used in order to
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gather communicative materials. At the end of the experiment, which
lasted seven weeks in the first term of 1428 (2007), a post-test was
administered to both groups. Moreover, of the total sample of the control
group, which reached 41, only 32 completed the pre-test and the post-test.
Comparisons of performance across pre-test and post-test were therefore
restricted to the data of 69 subjects for both experimental and control
group.

3.2. Treatment
The independent variable used in this study consisted of two
conditions: an experimental condition in which the students practiced
listening and speaking skills according to the principles of the CA and a
control condition in which the students practiced listening and speaking
skills according to the traditional methods. Both groups had the same
number of hours of instruction, which was four periods weekly, forty-five
minutes each. The dependent variable was the listening and speaking
skills of both groups.
The experimental group interacted in a learner-centered class. At the
beginning, I explained the aims of the experiment and the principles that
underlie the CA (see Appendix C). I also familiarized the students with a
few communicative language functions, such as greeting, apologizing,
making an excuse, etc. In addition, the students were asked to learn some
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basic expressions necessary for expressing forgiveness, appreciation, joy,
etc. Structure was mostly taught implicitly (inductively) and sometimes
explicitly (deductively) whenever needed because "both usage and use
are essential elements of communicative competence" (Tongue &
Gibbons, 1982, p. 65). This means that students are to acquire language
structures simultaneously while they are engaged in group interactions,
that is, without forcing them to participate and without necessitating
mastery of certain rules. In order to do that, I avoided long presentations.
Furthermore, I focused on the use of dialogues in everyday situations,
using different and various authentic listening materials (see Appendix D
for the instructional resources). In the language lab, the students' seats
were arranged in groups of four or five in order to practice conversation
easily. I introduced and facilitated the communicative activities, and I
acted as an observer and a monitor while the students performed the
tasks. Whenever needed, the teacher should, as Taylor (1983) says, offer
forms, introduce new patterns and notions, explain structures, provide
vocabulary, identify errors, etc.
In addition, lesson plans, using a model known as the Sheltered
Instruction Observation Protocol (SIOP), were used (see Appendix E).
The SIOP model, according to Haynes (2004), "includes teacher
preparation, instructional indicators such as comprehensible input and the
building of background knowledge" as well as "strategies for classroom
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organization and delivery of instruction" (para. 1). Several researchers
have pointed out the effectiveness of SIOP model. Hanson & Filibert
(2006), for example, indicate that "years of research have proven that
students in classrooms implementing the SIOP model understand what is
being taught and have experienced success in learning grade-level content
while developing their ability in English language skills" (para. 1).

3.3. Instrument (test)
3.3.1. Description
The study involved a pre-test and a post-test, which covered the
listening and speaking skill (see Appendixes A & B). I designed the tests
according to: (a) the CA principles; (b) the related literature, particularly
procedures of similar studies; and (c) the textbook series English for
Saudi Arabia, Third Year Secondary, First Term.
The listening test targeted the following sub-skills: (1) understanding
functions: listening for specific information (focusing on meaning rather
than form) through multiple choice items in order to observe the students'
ability to comprehend a short talk; (2) sound discrimination and
recognition of phoneme sequences by asking the students whether the
pronounced words are the same or different and by circling the words
they hear; and (3) guessing meaning from context by listening to short
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conversations and choosing the correct definition of the underlined
words.
The speaking test targeted the following sub-skills: (1) discourse
management: coherence and cohesion devices by reading about a given
situation then choosing the best response orally; (2) making the best
choices for real-life situations by providing contextually appropriate
responses orally after reading four personalized situations which are
described in a few sentences and end with a question; (3) pronouncing
words correctly and with appropriate intonation; and (4) engaging in an
interview with the examiner. Unfortunately, the third and the fourth tasks
were accomplished in the pre-test only and could not be done for the
post-test for administrative reasons; I had been told to stop the
experiment due to the dissatisfaction of some parents with the CA
treatment. Therefore, both tasks were excluded from statistical analysis.

3.3.2. Test validity
A test is valid when "it measures what it is supposed to measure"
(Oller, 1979, p. 70). Therefore, to ensure that the test employed in the
present investigation is valid, I used internal, face, construct, trustees, and
content validity. The test items were evaluated by some experts in the
field (see Acknowledgments) to validate the suitability of the tasks to the
students' abilities, the clarity of the instructions, the feasibility of test
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items, the suitability of the allotted time, and test organization. Necessary
changes to the test items were made based on the feedback from the
experts.

3.3.3. Test reliability
For external reliability, I used the test-retest method, where a pilot
study was conducted on 37 students. The test was piloted to make sure
that the written format and the length of time allowed were appropriate.
The test was administered for approximately 45 minutes.
After an interval of three weeks, the same test was retested on the
same students.

Pearson Product Moment Coefficient was used to

measure the correlation between the test-retest results. The results of the
test showed a high correlation, which reached .881. The consistency of
the correlations between test-retest scores suggested that the listening and
speaking test was correlated and thus had a high reliability.
For further investigation of the test's internal consistency, Cronbach's
Alpha formula was applied to the data from the pilot study mentioned
above. The value of Alpha reached .90, which is considered quite high.
Thus, the test was found statistically reliable.
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3.3.4. Scoring
For the total test performance, scores are tabulated out of 29. For the
listening test, task one is tabulated out of 4, task two out of 7, task three
out of 6, and task four out of 4. One mark is assigned for every correct
answer. On the speaking test, task one is tabulated out of 4, task two out
of 4, task three out of 16, and task four out of 20. As mentioned earlier,
task three and four of the speaking test were excluded from the total test
performance. The listening and speaking test was administered in one
period of approximately 45 minutes.

3.3.5. Statistical methods
In order to analyze the pre-test and post-test, the data was computed
by means of the statistical package SPSS. The kinds of analyses that
were used included Pearson Product Moment Coefficient, which indicates
the degree of relationship between two sets of numbers as well as the
frequencies, percentage and means.

The pair and the independent

sample's t-test was also used to determine whether the difference in
means between the two groups – if it existed – was significant at the .05
level. The above statistical types were additionally used to compare the
following: the pre-test means for both groups, the pre-test and post-test
means for both groups, and the post-test means for both groups.
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In order to control the influence of the pre-test on the post-test, an
analysis of covariance (ANCOVA), which is a "method of statistically
controlling for extraneous variables" (Lauer, 2006), was used. That is to
say, it was employed to adjust "the post-test scores for the influence of
the pre-test so that the adjusted post-test scores are not biased due to the
pre-test" (ibid, p. 58).

3.4. Summary
In this chapter, I presented the population and sample under study, the
design of the experiment, a detailed description of the research tool
(a listening and speaking test), test validity and reliability, ways of
scoring, and statistical methods used. In the next chapter, we will look at
the statistical analyses as well as the findings.
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Chapter Four: Statistical analyses and results

The main aim of this study was to explore whether an experimental
application of the CA could positively affect third-year secondary
students' overall listening and speaking skills.

In this chapter, I will

discuss the research questions and hypotheses related to this problem.
The mean scores of both the experimental and control group will be used
to verify or reject the research hypotheses. In addition, a t-test and a twoway analysis of covariance (ANCOVA) will be applied to see whether
the differences were significant or not. The computer program called
SPSS (Statistical Package for the Social Sciences) will be used since it
has been admitted by many researchers in the field as being the best
program used for the analysis of results.

4.1. Testing the hypotheses and answering the research
questions
In order to measure the effect of the CA on the students' listening and
speaking skills, a number of questions were raised (see pp. 7–8). To
answer these questions, this section will present the results of the
statistical analyses of the experimental and the control group's pre-test
and post-test, as well as the results of ANCOVA.
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4.1.1. Statistical analysis of the EG's pre-post tests

In order to find out an answer to the main research question, which is
"Will the implementation of the CA have a positive effect on the listening
and speaking skills of third year secondary students?" the subordinate
questions will have to be answered first.
The first subordinate question was: "Will students who are taught
according to the CA principles score higher on the post-test than on the
pre-test for the listening and speaking skills?" and the first hypothesis
was: "Students who are taught according to the CA principles will score
higher on the post-test than on the pre-test for listening and speaking
skills." The scores obtained by the students in this group were computed
to compare the pre-test with the post-test.

Next, the scores were

calculated to find the difference between the two mean scores. Table 4
below presents these mean scores along with the standard deviation.

Table 4
Overview of mean scores of the listening and speaking pre-post-tests for
the experimental group

N

Mean

Std. Deviation

Score 1

37

18.2432

6.12103

1.00629

Score 2

37

21.4054

4.36819

.71813
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The previous table shows clearly the fairly big difference between the
experimental group's pre-test mean and post-test mean. More precisely,
the analysis (as illustrated in Figure 5) revealed that the experimental
group achieved a mean score of about 18.2432 in the pre-test; whereas for
the post-test, the mean score increased to 21.4054.

Paire d Samples Statistics

Variable s

Pre-Test
Post-Test

Values

30.00000

20.00000

10.00000

0.00000
Mean

N

Std. Deviation

Std. Err or M ean

Sta tistics

Fig. 5
Pre-Post-Tests Overall Mean Scores for the Experimental Group

To determine whether this difference between the pre-and the posttests is statistically significant, a t-test was applied as shown in Table 5
below.
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Table 5
Overview of t-test value of the listening and speaking pre-post-tests for
the experimental group
df

Mean

36

-3.16216

Std.
Std. Error
Deviation
Mean

3.36249

T. Test Value

.55279

-5.720

Sig. (2-tailed)

.000

Significant at the level of p< .05

From the above table, which shows the t-test value of the pre-posttests of the experimental group, we can see that the t-test value was
-5.720, which is greater than the tabulated t-test value. The correlation
between the pre- and the post-tests was significant (r = -3.16216, p < .05).
This means that there was a statistically significant difference between
the experimental group's pre- and post-tests. Hence, the null hypothesis,
which stated that "Students who are taught according to the CA principles
will score higher on the post-test than on the pre-test for listening and
speaking skills" was retained. Such result indicated that the listening and
the speaking skills of this group improved since the application of the
experiment. One can conclude, then, that the CA positively affected the
students in the measured skills.
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4.1.2. Statistical analysis of the CG's pre-post tests
The second question was: "Will students who are taught according to
the traditional approach score higher on the post-test than on the pre-test
for the listening and speaking skills?", and the second hypothesis was:
"Students who are taught according to the traditional approaches will
score higher on the post-test than on the pre-test for listening and
speaking skills." The scores obtained by this group were computed to
make a comparison between the pre-test and the post-test scores. The
scores were, then, calculated to ascertain the difference between the two
mean scores. The results are shown in Table 6 below.

Table 6
Overview of mean scores of the listening and speaking pre-post-tests for
the control group

N

Mean

Std. Deviation

Score 1

32

17.4688

4.98374

Score 2

32

18.2500

5.62827

Std. Error Mean
.88101
.99495

As the above table indicates, the mean score of the control group's
pre-test was 17.4688 and the mean score for the post-test was 18.2500.
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Clearly, the difference between both tests was, as illustrated in Figure 6,
not large enough.

Paire d Samples Statistics

Variable s

Pre-Test
Post-Test

Values

30.00000

20.00000

10.00000

0.00000
Mean

N

Std. Deviation

Std. Err or M ean

Sta tistics

Fig. 6
Pre-Post-Test Overall Mean Scores for the Control Group

Much evidence can be illustrated through the following table, which
shows the t-test value and whether it is statistically significant or not.

Table 7
Overview of t-test value of the listening and speaking pre-post-tests for
the control group

df

Mean

Std.
Deviation

Std. Error
Mean

31

-.78125

2.63640

.46605

T. Test Value
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As shown in Table 7, the t-test value was -1.676 and the significance
was .104. The correlation between the pre- and the post-test was not
significant (r = -.78125, p > .05). Since -1.676 was less than the t-test
tabulated value, no statistically significant difference was shown. Hence,
the hypothesis which assumed higher scoring in the post-test than in the
pre-test for the control group was totally rejected.

4.1.3. Statistical analysis of the EG's and CG's post-tests
The third question, the most important issue in the study, was stated
as follows: "Will the means of the EG in the post-test be the same as the
means of the CG?" The hypothesis related to this question was: "The
means for the EG in the post-test will be the same as the means for the
CG." The scores obtained by both groups were computed to verify
whether the score means of both groups were the same or different. The
data for question three is presented in Table 8 below.

Table 8
Overview of mean scores of the listening and speaking post-tests for
experimental and control groups
Groups

N

Mean

Std. Deviation

Exp.

37

21.4054

4.36819

.71813

Con.

32

18.2500

5.62827

.99495
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The above table shows the mean score for the experimental group to
be 21.4054 and that for the control group to be only 18.2500. This is
illustrated in Figure 7 below.

Group Statistics
Dependent variables : score

group
1
2

Values

30.00000

20.00000

10.00000

0.00000
N

Mean

Std. Deviation

Std. Err or M ean

Sta tistics

Fig. 7

Post-Test Overall Mean Scores for the Experimental Group and Control
Group
(Group 1

: Experimental Group; Group 2

: Control Group)

Although the difference between the mean scores for the experimental
group and the control group was fairly large, a t-test was applied in order
to ensure that this large difference was statistically significant. Table 9
shows this clearly.
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Table 9
Overview of t-test value of the listening and speaking post-tests for the
experimental and control group
N
67

Mean
Difference
3.15541

Std. Error
Difference
1.22704

T. Test Value
2.572

Sig. (2-tailed)
.013

The t-test value in the above table reached 2.572. Since it is larger
than the tabulated t-test value, it can be concluded that the t-test value
was significant at the level of .05 (r = 3.15541, p < .05), a result that was
in favor of the experimental group. This is proof that the experimental
group outdid the control group with a statistically significant difference.
Hence, it can be said that the CA had a strong positive effect on the
students' listening and speaking skills. Thus, the null hypothesis, which
stated that: "The means for the EG in the post-test will be the same as the
means for the CG", was not supported because results showed a
significant difference between the experimental group and the control
one. The following chart illustrates the difference between the
experimental and the control group as far as the post-test is concerned.
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group

5

1
2

4

Count

3

2

1

0
8.00 10.00 12.00 14.00 16.00 18.00 20.00 22.00 24.00 26.00
9.00 11.00 13.00 15.00 17.00 19.00 21.00 23.00 25.00 28.00

score

Fig. 8
The Difference Between the Experimental and the Control Groups' PostTest Scores
(Group 1

: Experimental Group; Group 2

: Control Group)

4.1.4. Statistical analysis of the EG's and CG's pre-tests
To ensure that the experimental and the control group have the same
level of language proficiency and that the superiority of the experimental
group was not due to different language backgrounds, an analysis of the
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experimental and the control group's pre-tests was made. The outcome of
the results is presented in Table 10.

Table 10
Overview of mean scores of the listening and speaking pre-tests for the
experimental and control group

Groups

N

Mean

Std. Deviation

Std Error Mean

Exp.

37

18.2432

6.12103

1.00629

Con.

32

17.4688

4.98374

.88101

The above table makes it clear that the mean score of the
experimental group reached 18.2432 whereas the mean score for the
control group was 17.4688. The graph in Figure 9 below shows that.
However, to see whether this slight difference between the
experimental group and the control group was statistically significant or
not, a t-test was used (see Table 11 below).

Table 11
Overview of t-test value of the listening and speaking pre-tests for the
experimental and control group

N
67

Mean
Difference
.77449

Std. Error
Difference
1.35754

T. Test Value
.571
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Group Statistics
Dependent variables : Score

Group
1
2

Values

30.00000

20.00000

10.00000

0.00000
N

Mean

Std. Deviation

Std. Err or M ean

Sta tistics

Fig. 9
Pre-Test Overall Mean Scores of the Experimental Group and Control
Group
(Group 1

: Experimental Group; Group 2

: Control Group)

The t-test value, as table 11 shows, was .571, larger than the tabulated
value. The significance of the t-test value was .570 (r = .77449, p > .05),
which was not statistically significant. Hence, it can be concluded that
there was not a large difference between the experimental and the control
group in terms of their English language level. This is so because they
both had the same language background, which is further evidence that
the improvement of the listening and speaking skills of the experimental
group can be attributed to the application of the CA. Figure 10 offers a
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graphic representation of the pre-test difference between the experimental
and the control group.

Group

5

1
2

4

Count

3

2

1

0
5.00 9.00 11.00 13.00 15.00 17.00 19.00 21.00 23.00 25.00 28.00
8.00 10.00 12.00 14.00 16.00 18.00 20.00 22.00 24.00 26.00

Score

Fig. 10
The Difference Between the Experimental and the Control Groups' PreTest Scores
(Group 1

: Experimental Group; Group 2

: Control Group)

The final step now is to examine the major research question set for
the present study, which was: "Will the implementation of the CA have a
positive effect on the listening and speaking skills of third-year secondary
students?" The substantial difference between the pre-test and the posttest scores for the experimental group permits me to confirm that the CA
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did have a strong positive effect on the students' listening and speaking
skills. Hence, the null hypothesis "The implementation of the CA will
have a negative effect on the listening and speaking skills of third-year
secondary students." is completely rejected because results showed that
the CA had a strong positive effect on the listening and speaking skills of
the experimental group. However, some researchers assumed that the
superiority of the experimental group could be attributed to external
factors other than the treatment, such as the effect of the pre-test on the
post-test.

Therefore, in order to adjust the post-test scores for the

influence of the pre-test, an analysis of covariance (ANCOVA) was used.
The results are reported in the following section.

4.1.5. ANCOVA results for both groups
The previous results showed a significant difference between the preand post-test in favor of the post-test for the EG and no significant
difference between the pre- and post-test for the CG. However, to ensure
that the external validity of the adopted tool was not affected by an
interaction of the pre-test with the experimental treatment, a two-way
analysis of covariance (ANCOVA) was used.

In other words, the

purpose was to make sure that the extraneous variables were effectively
controlled. Such analysis was used because "ANCOVA adjusts the posttest scores for differences between the experimental and control group on
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the corresponding pre-test" (Borg & Gall, 1989, p. 677). The ANCOVA
is shown in Table 12.

Table 12
Summary of two-way analysis of covariance (ANCOVA)
Dependent Variable: score

Source

Sums of
Squares

df

Mean
Square
676.479
255.222
1182.108
7.376

Corrected Model
Intercept
Pre-test
Error

1352.958
255.222
1182.108
486.811

2
1
1
66

Total

29280.000

69

F

91.715
34.602
160.266

Sig.

.000
.000
.000

a. Computed using alpha= .05
b. R Squared= .735 (Adjusted R Squared= .727)

Using the level of significance .05, I found that F= 91.715 exceeds
3.07, the value of F for 2 and 66 degrees of freedom, and that F= 160.266
exceeds 3.92, the value of F for 1 and 66 degrees of freedom. This
indicates that the main effect of ANCOVA was not significant.
Therefore, it would seem reasonable to conclude that the pre-test had no
influence on the mean score of the EG's post-test and that the difference
between the score means for the post-tests of both groups were
significant. This proves that the superiority of the EG was not due to the
effect of the pre-test on the post-test.

PDF created with pdfFactory Pro trial version www.pdffactory.com

100

As a final comment on the contents of Table 12, it would seem
perfectly natural to be fairly confident that the high EG's listening and
speaking scores were due to the effect of the CA. A thorough discussion
of the study findings will be presented in the following chapter.

4.2. Summary
This chapter has presented the statistical analyses along with the
results. It has also examined the research hypotheses and answered the
research questions. Next, in Chapter Five, a discussion of results along
with the pedagogical implications, recommendations and suggestions for
further research that follows from those insights.
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Chapter Five: Discussion, implications, and
recommendations

5.1. Discussion of results
The main finding of the analysis shown in Tables 1-12 indicated a
positive answer to the major question of the study. It was found that the
CA had a positive effect on the students' listening and speaking skills.
This was proved through the higher mean scores that the experimental
group obtained in the post-test. Specifically, the experimental group's
performance was more differentiated than that of the control group in the
post-test. Furthermore, the pre-test results for both groups did not reveal
any statistically significant difference between the two groups.

This

means that before the application of the experiment they both had nearly
similar listening and speaking levels. That is to say, they had the same
language background.
In addition, an analysis of covariance (ANCOVA), which "provides
us with an elegant means of reducing systematic bias, as well as withingroups error, in the analysis" (Coakes & Steed, 2001, p. 135), was used
"to determine whether the independent variable is indeed having an
effect" (ibid, p. 135). Based on the results, the main effect of ANCOVA
was not significant and thus the pre-test was statistically controlled.
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The findings of the present study, as mentioned elsewhere, showed
that the experimental group had higher gain scores on the post-test than
the students in the control group did. Thus, there was a statistically
significant difference between the experimental group and the control
group.
The big difference between the experimental group and the control
group could be attributed to many reasons. Firstly, during the seven
weeks of the experiment, the experimental group used to listen daily to
native speakers through tapes in the language lab. On the other hand, the
control group did not have that opportunity. Such listening materials can
be said to have enhanced the experimental group's listening abilities in an
effective way. Secondly, the daily pair and group work used for the
experimental group provided the students with opportunities to speak
most of the duration of the English period. As a result, they became more
confident and more willing to speak the target language. Fortunately, the
experimental students – as shown through a survey of their attitudes
regarding studying in a communicative classroom (see Appendix F & G)
– had preference for the communicative atmosphere that made that
possible. Seventy-one percent of the students favored studying in pairs
and groups whereas only 48 % preferred the traditional classroom.
Latragna (1997) indicated similar findings, where he found that the
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students in his study had more preference for a nontraditional learning
style, cooperative learning, and student-centered instruction.
It is undeniable that the superiority of the EG could be attributed also
to communicative activities, which resemble real life, promote speaking,
and improve listening comprehension. The fact to bear in mind is that
communicative activities such as games (e.g., ice-breakers and
scavengers), conversation practice, role-playing, information-gap, etc.
generally require students to work in pairs or groups. However, the
activities that were most interesting to participants in the present study
were game playing activities, such as ice-breakers and scavengers. The
secret behind their interest could be the unconventionality of these
communicative activities as compared to traditional activities, such as
pattern practice. Such finding confirms the findings of Su (1990), where
a review of research and literature led him to conclude that "role-play
might be a valuable and valid means for helping students gain
communicative competence in the classroom because it provides EFL
learners with a close-to-real-life speaking situation conducive to the
development of oral communicative skills" (p. 1).

In addition, the

findings of his study showed significant improvement in his subjects'
communicative competence, especially their oral language skills. This
also agrees with the findings of Green (1993), where he found that the
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communicative activities rated as more enjoyable than the noncommunicative ones.
Similarly, Tuncel (2006), who used supplementary communicative
and authentic materials with his subjects, suggested, "The addition of a
communicative element leads to higher student achievement in measuring
their test scores, and later in their specialist studies" (p. 2). Moreover,
Konstantyuk (2003) found out that the inclusion of communicative
language teaching, through drama, role-play, games, poetry, dialogues,
discussions, simulations, language games, and problem solving, was an
important factor in making learning effective and enjoyable.
However, though the experimental group involved in the present
investigation appeared at first to be willing to participate in the
experiment, they showed some unwillingness during the mid-term exams.
Because of examination stress, most of them came to care more about
their grades. After seeing that they had done fairly well on the tests, they
became more relaxed and enthusiastic about the experiment. In spite of
the tests and the extra effort the experimental group had to make, their
listening and speaking skills showed improvement that was recognized by
the English supervisor, who was astonished to see the degree of fluency
that the experimental group had attained, as against the control group.
This was in part due to the conversational interaction the students
engaged in with each other and with their teacher, which matches the
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findings of Adams (2004), whose study lends empirical support to
communicative teaching methods which advocate interactions between
learners in the classroom.
Based on the results of the present study, there was no statistically
significant difference between the control group's pre-test and post-test.
One can argue that this was expected, since the control group most
probably had no opportunities to do communicative activities.
Practitioners (e.g. Gage, 1975; Peter, 1996; Berns, 1985) argue that
traditional methods are untrustworthy and inadequate because they do not
help students to use the target language as it is used in real-life situations,
where they need to communicate effectively with others. In other words,
traditional methods fail to take into account the students' oral proficiency.
Learner-centered strategies, therefore, can be used to enhance language
and communicative skills acquisition and to gain more positive attitudes
towards language learning (Tamburo (1986).
Unlike 'communicative students', students who study in a traditional
classroom do not also have the opportunity to be responsible for their
own learning. They only do what they are told to do by their teacher. In
addition, the traditional arrangement of the classroom, which is probably
in rows, does not allow the students to engage in meaningful
conversations, role-plays, problem-solving, etc. Add to that the
dependency on their almost traditional textbook, where much emphasis is
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laid on grammatical rules along with mechanical drills. Since studying
according to the traditional methods did not help them to cope with the
target language in what Widdowson (1983) would describe as its normal
communicative use, the control group could not improve their listening
and speaking skills. In the traditional classroom, much of the students'
time is devoted to learning and memorizing language forms. However,
knowing grammatical rules would not build the learners' ability to speak
the target language automatically. A similar conclusion had been made
by Bialystok (1982), who argued that "knowing a form does not ensure
that the form will or can be used in appropriate situations when the
circumstances change"(p. 205).
What makes the situation more complicated is the fact that the
listening and speaking skills are left out of the final exams in Sauid
schools. Students and even teachers in the traditional classroom cannot
be expected to care for skills that are not tested. This evidently explains
the small difference between the control group's pre-test and post-test.
In conclusion, although the application of the experiment was faced
with myriads of difficulties caused by the students themselves, the
textbooks, and the school administration, it appeared clear that the
listening and the speaking skills of the experimental group improved in
nearly the desirable way. This, it may be argued, would not have been
attained without the application of the CA.
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5.2. Implications and recommendations
Several pedagogical implications emerged from the results of the
present study. To begin with, the study could be an attempt to contribute
to the Saudi educational reform process, encouraging an effective
implementation of the CA in Saudi schools. This, of course, implies
good control of the difficulties and challenges that might impede the
implementation. Such control would encourage Saudi EFL teachers to
adopt the CA in teaching English. The present study suggests a number
of other procedures before the implementation, such as promoting
students' oral communication through listening to English native speakers
on tape, at least, concentrating on pair and group work, reducing the
number of students in each class to at a maximum of twenty-five
students, etc. However, the reduction of students' number would not be
possible without increasing the number of classes per school.
An idea that is central to this issue is that the contribution of this
study to educational theory lies in its attempt to link the CA to classroom
practices. For much pedagogical practice, this will need a modification in
teachers' role in the classroom in order to allow some opportunities for
learners to rely on themselves. However, the dominance of teachers'
traditional role could be reduced through pre-service and in-service
training on the principles of the CA.
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This study also

indicated

that textbooks which are more

communicative could enhance students' communicative competence.
With the absence of such textbooks, the present study suggests looking
for supplementary materials in order to bridge the gap that can be found
in the traditional textbooks.
Overall, the study results indicated that the communicative approach
is as applicable to the Saudi context as it is to other contexts. Thus, its
adoption in Saudi schools may be extremely necessary.
The recommendations that can be drawn from the foregoing
conclusions and implications are:
1. Educational policy-makers should consider the applicability of the CA
in the Saudi context.
2. A shift should be made from non-communicative to communicative
ELT. The same suggestion was expressed by Al-Subahi (1988), who, on
the basis of an analysis of the English program in Saudi intermediate
schools, raised a serious demand for a new syllabus which should be
based on the communicative-functional approach.
3.

Recent

methodological

developments

should

be

taken

into

consideration by EFL teachers.
4. EFL teachers should receive in-service training in applying CA
principles.
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5. English language teaching supervisors should facilitate the process of
the CA implementation.
6. Each school should be equipped with a language lab in order to
provide learners with opportunities to be exposed to the target language
as used by native speakers.
7. Students should work in pairs and groups to promote their speaking
skills.
9. Students should be encouraged to speak the target language with their
classmates.
10. Local ELT textbook writers should work along communicative lines.

5.3. Suggestions for further research
In order to complement the findings of the present study, some further
research can be suggested:
1. Much empirical research is needed world-wide to further our
understanding of the positive effects of the CA on both receptive and
productive skills.
2. Further investigation is needed to find ways to facilitate the adaptation
of the CA to the Saudi EFL classroom and thereby enhance students'
opportunities to speak English fluently and accurately.
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3. Similar studies are critically needed in other parts of the Kingdom of
Saudi Arabia in order to see whether the results will be the same as or
different from the results of the present study.

5.4. Final thoughts
The present study tried to measure the effect of the CA on the
listening and speaking skills of some secondary students. As discussed in
detail in Chapter One, different factors have made Saudi students unable
to speak English fluently and appropriately. Among these factors is the
dominance of traditional methods. A possible answer to this problem
would be implementation of the CA. After the CA implementation in the
present study, the experimental group outperformed the control group
with a statistically significant difference. Overall, such result yielded an
evidence of the positive effect of the CA on students' ability to
understand and speak the target language effectively.

Therefore, the

present study recommends effective implementation of the CA with
careful control of any constraints.
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Appendix A
Pre-test and post-test
students' version

Name: __________________________
Class: Third Year, Section (
)
Total time: 45 minutes
-----------------------------------------------------------------------------------------

Listening Test
(1) Look at the picture and read the four questions below. (You have 2
minutes to do this.) Then listen to the talk and try to answer the
questions. (You have 7 minutes to do this.): (Total: 9 minutes)

Adapted from Gill & Hartmann, (2005)

1. The speaker gives suggestions about …………………..
(a) studying English inside the classroom
(b) how to learn English very fast
(c) coming to class everyday
(d) how to be a teacher of English
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2. According to the speaker, students can learn more English …………
(a) by taking some magical English pill
(b) outside the classroom
(c) when everything is explained to them
(d) by attending class every day

3. In order to be a good English learner, a student must …………..
(a) control his own language learning
(b) depend on the teacher
(c) stop attending classes
(d) come to class every day

4. Who is the best teacher, according to the speaker?
(a) a strict teacher who gives a lot of homework
(b) a friendly teacher who lets the students talk a lot
(c) you, the learner
(d) a teacher who does all of the talking

(2) (A) Listen to the following words. Are the words said the same or
different? Write ( S ) for 'same' and ( D ) for 'different'.
(Total: 5 minutes)
1. (

)

2. (

)

3. (

)

4. (

)

5. (

)

6. (

)

7. (

)
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(B) Listen to the word pairs. Circle the word you hear.
(Total: 5 minutes)
1. thigh

sigh

2. thin

sin

3. throat

tote

4. three

tree

5. tenth

tense

6. mouth

mouse

(3) Listen to the following short conversations. Then guess the
correct definition of the underlined words. (Total: 10 minutes)

(1)

Jack:
Nancy:

Nancy, I heard you were late for class this morning.
I overslept and missed the bus.
(a) didn't sleep enough
(b) slept too late
(c) heard the bell
(d) got up early

(2)

Sally:
Mona:

Where did Joe and Nancy go for their honeymoon?
They were going to go to Puerto Rico, but they couldn't
afford it, so they went to St. Augustine instead for one
week.
(a) a holiday for a religious celebration
(b) a holiday for a married couple
(c) a holiday after school
(d) a holiday to celebrate mother's day
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(3)

George: Did James return the books to the library?
Secretary: No, he had them renewed.
(a) photocopied the books
(b) borrowed some more books
(c) extended the borrowing
(d) read all of the books

(4)

James:
Martha:

How long are you going to be away?
I'm planning on spending the weekend at the beach as
long as the weather stays nice.
(a) a place in the desert
(b) a place beside the sea
(c) a place inside a garden
(d) a place on the mountains

Speaking Test
(1) Select the best of the choices offered for each situation. (Total: 8
minutes)

1. Someone calls and asks for your mother. She has gone out. You say:
a. I'm sorry. She isn't at home.
b. You can't speak to her, please.
c. Sorry. She's a day off.
d. You can't call back later.

2. A stranger stops you in the street and says, "Excuse me. Could you tell
me the way to the police station, please?" You can't help him, so you
say:
a. Excuse me. I don't know it.
b. Please. Don't know.
c. I'm afraid I don't know where it is.
d. Thank you. I can't help.
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3. You have been very busy preparing for a special examination for
several weeks. A friend meets you by accident and says, "Hello! I
haven't seen you for weeks." You reply:
a. I'm passing an exam.
b. I have been studying for an exam.
c. I work very hard for an exam.
d. I shall take an exam.

4. The bus on which you were going to school stopped and the driver
could not start it again. All the students had to get off and walk some
distance to the next bus stop. As a result, you were late for school.
When the headmistress asks you why you were late, you reply:
I'm sorry, ……………
a. we broke up
b. we had an accident
c. the bus broke down
d. we stopped

(2) What will you say in the following situations? (Total: 8 minutes)

1. A friend of yours has forgotten where she has put her glasses. She
cannot see too well without them.

2. Someone you've just met is talking about an English exam that she has
to take tomorrow. She says, "I'm certain I'm going to fail it".

3. You are buying a T-shirt in a shop. You want to see if it fits you before
you buy it.

4. Your friend has just returned from a holiday abroad. What will you
say to her?
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(3) Read the following passage silently (5 minutes). Then read it
aloud clearly (5 minutes). After that answer the questions orally.
The most important product in Saudi Arabia is what is called "Black
Gold," lying beneath the desert sands of the Eastern Province. It is
estimated that Saudi Arabia possesses about one quarter of the proven oil
reserves in the world.
By 1945, there was an oil industry of international importance in
Saudi Arabia. The original American company involved in the drilling
and exploration, known as the Arabian American Oil Company (Aramco)
has been renamed "Saudi Aramco." The discovery of the oil has led to
many changes. Aramco built roads, houses, work camps, airfields and
industrial complexes.
Saudi Arabia is the world's largest exporter of oil. Tankers ship most
of it to Europe, America, and Japan to be refined. Some of it is also
refined in Saudi Arabia, in refineries at Ras Tanurah on the Gulf and
Jeddah on the Red Sea.

(4) Interview with the instructor.

Thank You

Badriah Al-Twairish
Educational Research Supervisor &
M.A. Candidate, Applied Linguistics
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Appendix B
Pre-test and post-test
Teacher's version with answers
Name: __________________________
Class: Third Year Section (
)
Total time: 45 minutes
-----------------------------------------------------------------------------------------

Listening Test
(1) Look at the picture and read the four questions below. (You have 2
minutes to do this.) Then listen to the talk and try to answer the
questions. (You have 7 minutes to do this.): (Total: 9 minutes)

Adapted from Gill & Hartmann, (2005)
Listen to the following lecture
Uh, because it's the beginning of the trimester, I'd like to give you some suggestions as to
how you can learn English really fast. And most of my suggestions have nothing to do with
this classroom. A lot of you told me that you think the most important thing is to come to
class every day. I'm very happy that you're going to come to class every day, umm. But I
think you can probably learn more English outside the classroom than inside. I think you
can make the whole world into your classroom. You can make every person around you into
a teacher. But, in my mind, the best teacher in the world is yourself because each person
learns differently, and you know how you learn best. I think you can be a really good
teacher to yourself. You can use me, you can use your other teachers, as helpers, but I can't
give you some magical English pill. You can't come to class and open your mouth and –
ping!– put in the pill and – ah! You – learn English. That doesn't work. But I can help you.
I can answer your questions, and I can guide you a little bit, but basically I want you to be
in control of your own language learning career here at this school.
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1. The speaker gives suggestions about …………………..

b

(a) studying English inside the classroom
(b) how to learn English very fast
(c) coming to class everyday
(d) how to be a teacher of English

2. According to the speaker, students can learn more English …………

b

(a) by taking some magical English pill
(b) outside the classroom
(c) when everything is explained to them
(d) by attending class every day

3. In order to be a good English learner, a student must …………..

a

(a) control his own language learning
(b) depend on the teacher
(c) stop attending classes
(d) come to class every day

4. Who is the best teacher, according to the speaker?

c

(a) a strict teacher who gives a lot of homework
(b) a friendly teacher who lets the students talk a lot
(c) you, the learner
(d) a teacher who does all of the talking

(2) (A) Listen to the following words. Are the words said the same or
different? Write ( S ) for 'same' and ( D ) for 'different'. (Total: 5
minutes)
1. ( D

)

2. ( D

)

3. ( D

)
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4. ( D

)

5. ( D

)

6. (

D )

7. (

D )

(B) Listen to the word pairs. Circle the word you hear. (Total: 5
minutes)
1. thigh

sigh

2. thin

sin

3. throat

tote

4. three

tree

5. tenth

tense

6. mouth

mouse

(3) Listen to the following short conversations. Then guess the
correct definition of the underlined words. (Total: 10 minutes)

(1)

Jack:
Nancy:

b

(2)

Sally:
Mona:

Nancy, I heard you were late for class this morning.
I overslept and missed the bus.
(a) didn't sleep enough
(b) slept too late
(c) heard the bell
(d) got up early
Where did Joe and Nancy go for their honeymoon?
They were going to go to Puerto Rico, but they couldn't
afford it, so they went to St. Augustine instead for one
week.
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b

(3)

George: Did James return the books to the library?
Secretary: No, he had them renewed.

c

(4)

(a) a holiday for a religious celebration
(b) a holiday for a married couple
(c) a holiday after school
(d) a holiday to celebrate mother's day

(a) photocopied the books
(b) borrowed some more books
(c) extended the borrowing
(d) read all of the books

James:
How long are you going to be away?
Martha: I'm planning on spending the weekend at the beach as
long as the weather stays nice.

b

(a) a place in the desert
(b) a place beside the sea
(e) a place inside a garden
(f) a place on the mountains

Speaking Test
(1) Select the best of the choices offered for each situation. (Total: 8
minutes)

1. Someone calls and asks for your mother. She has gone out. You say:

a

a. I'm sorry. She isn't at home.
b. You can't speak to her, please.
c. Sorry. She's a day off.
d. You can't call back later.

2. A stranger stops you in the street and says, "Excuse me. Could you tell
me the way to the police station, please?" You can't help him, so you
say:
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c

a. Excuse me. I don't know it.
b. Please. Don't know.
c. I'm afraid I don't know where it is.
d. Thank you. I can't help.

3. You have been very busy preparing for a special examination for
several weeks. A friend meets you by accident and says, "Hello! I
haven't seen you for weeks." You reply:

b

a. I'm passing an exam.
b. I have been studying for an exam.
c. I work very hard for an exam.
d. I shall take an exam.

4. The bus on which you were going to school stopped and the driver
could not start it again. All the students had to get off and walk some
distance to the next bus stop. As a result, you were late for school.
When the headmistress asks you why you were late, you reply:
I'm sorry, ……………

c

a. we broke up
b. we had an accident
c. the bus broke down
d. we stopped

(2) What will you say in the following situations? (Total: 8 minutes)

1. A friend of yours has forgotten where she has put her glasses. She
cannot see too well without them.

2. Someone you've just met is talking about an English exam that she has
to take tomorrow. She says, "I'm certain I'm going to fail it".

3. You are buying a T-shirt in a shop. You want to see if it fits you before
you buy it.
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4. Your friend has just returned from a holiday abroad. What will you
say to her?

(3) Read the following passage silently (5 minutes). Then read it aloud
clearly (5 minutes). After that answer the questions orally.

The most important product in Saudi Arabia is what is called "Black
Gold," lying beneath the desert sands of the Eastern Province. It is
estimated that Saudi Arabia possesses about one quarter of the proven oil
reserves in the world.
By 1945, there was an oil industry of international importance in
Saudi Arabia. The original American company involved in the drilling
and exploration, known as the Arabian American Oil Company (Aramco)
has been renamed "Saudi Aramco." The discovery of the oil has led to
many changes. Aramco built roads, houses, work camps, airfields and
industrial complexes.
Saudi Arabia is the world's largest exporter of oil. Tankers ship most
of it to Europe, America, and Japan to be refined. Some of it is also
refined in Saudi Arabia, in refineries at Ras Tanurah on the Gulf and
Jeddah on the Red Sea.
Answer the following questions orally.
1. What is the most important product in Saudi Arabia?
2. What does "Black Gold" mean?
3. What was "Saudi Aramco" called before?

(4) Each student will have an interview with the instructor (5 minutes)
related to:
1. Personal information
2. Different topics (the weather, school, home town or village,
hobbies, etc).

PDF created with pdfFactory Pro trial version www.pdffactory.com

134

Examples of interview questions:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

What is your name?
Where do you live?
Describe your city/town/village.
What is your father's name?
Tell me about your family members.
What do you study at school?
What do you dislike most about your studies?
What is the weather like in your city?
What kind of weather do you prefer?
Talk about your hobbies?
When do you practice your hobbies?
Do you like cooking? Why?
Do you like eating in restaurants? Why?
How do you come to school everyday?
What do you do during holidays?
Do you travel outside your country?
Who would you like to go on vacation with?

Thank You

Badriah Al-Twairish
Educational Research Supervisor &
M.A. Candidate, Applied Linguistics
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Appendix C
?What is the communicative approach
ﻣﺎ ھﻮ اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ؟

ﻋﺰﯾﺰﺗﻲ اﻟﻄﺎﻟﺒﺔ
اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ ھﻮ ﻃﺮﯾﻘﺔ ﺣﺪﯾﺜﺔ ﻟﺘ ﺪرﯾﺲ اﻟﻠﻐ ﺔ اﻹﻧﺠﻠﯿﺰﯾ ﺔ ﺗﮭ ﺪف إﻟ ﻰ ﺗﻤﻜ ﯿﻦ اﻟﻄ ﻼب ﻣ ﻦ اﺳ ﺘﺨﺪام اﻟﻠﻐ ﺔ
اﻹﻧﺠﻠﯿﺰﯾﺔ واﻟﺘﺨﺎﻃﺐ ﺑﮭﺎ ﺑﻄﻼﻗﺔ  .و ﯾﻌﺪ اﻟﻤ ﻨﮭﺞ اﻻﺗ ﺼﺎﻟﻲ ﺑ ﺪﯾﻼ ﻋ ﻦ اﻟﻄ ﺮق اﻟﺘﻘﻠﯿﺪﯾ ﺔ اﻟﺘ ﻲ ﺗﻌﺘﻤ ﺪ ﻋﻠ ﻰ ﺗ ﺪرﯾﺲ
اﻷﻧﻤﺎط اﻟﻨﺤﻮﯾﺔ وﺗﮭﻤﻞ ﻣﮭﺎرﺗﻲ اﻟﺘﺤﺪث واﻻﺳﺘﻤﺎع .ﻧﺘﯿﺠﺔ ﻟﻼﻋﺘﻤﺎد ﻋﻠﻰ ھﺬه اﻟﻄﺮق اﻟﻘﺪﯾﻤﺔ ،ﯾﺘﺨﺮجُ اﻟﻄﺎﻟﺐ ﻣﻦ
اﻟﺜﺎﻧﻮﯾﺔ وھﻮ ﻏﯿﺮ ﻗﺎدر ﻋﻠﻰ اﻟﺘﺤﺪث ﺑﻄﻼﻗﺔ ،ﺑﻞ ﻏﯿﺮ ﻗﺎدر ﻋﻠﻰ ﺗﻜﻮﯾﻦ ﺟﻤﻞ ﺻﺤﯿﺤﺔ ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.ﻛﻤﺎ وﯾﻌﺘﻤﺪ
اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ ﻋﻠﻰ ﺗﻨﻤﯿﺔ اﻟﻤﮭﺎرات اﻟﻠﻐﻮﯾﺔ اﻷرﺑﻌﺔ ﺑﺎﻟﺘﺴﺎوي ،وھﻲ اﻟﺘﺤﺪث واﻻﺳﺘﻤﺎع واﻟﻘﺮاءة واﻟﻜﺘﺎﺑﺔ.
ﻣﻦ أﺟﻞ ﺗﯿﺴﯿﺮ اﻟﺘﻮاﺻﻞ أو اﻟﺘﺨﺎﻃﺐ داﺧﻞ اﻟﺼﻒ اﻟﺪراﺳﻲ ﯾُﻨﻈﻢ اﻟﺼﻒ ﻋﻠﻰ ﺷﻜﻞ ﻣﺠﻤﻮﻋﺎت ﺗﺘﻜﻮن ﻛ ﻞ
ﻣﻨﮭﺎ ﻣﻦ أرﺑﻊ ﻃﺎﻟﺒﺎت .ﺳﺘﺴﺘﻤﻊ اﻟﻄﺎﻟﺒﺎت إﻟﻰ ﺣﺪﯾﺚ اﻟﻨﺎﻃﻘﯿﻦ ﺑﺎﻹﻧﺠﻠﯿﺰﯾﺔ ﻣﻦ اﻷﺷﺮﻃﺔ اﻟﻤﺴﺠﻠﺔ ،وﺳﯿﻌﻄﯿﻦ ﻓﺮﺻﺔ
ﻟﻠﺘﻌﺒﯿﺮ ﻋﻦ آراﺋﮭﻦ ﻓﻲ اﻟﻤﻮاﺿﯿﻊ اﻟﺘﻲ ﯾﺪرﺳﻨﮭﺎ وذﻟﻚ ﺑﺘﻜﻮﯾﻦ ﻣﺤﺎدﺛﺎت ﺣﺮة .وﺳ ﯿﻜﻮن اﻟﺘﺮﻛﯿ ﺰ ﻓ ﻲ اﻟ ﺼﻒ ﻋﻠ ﻰ
اﻟﻄﺎﻟﺒﺎت ﻷﻧﮭﻦ ﺳﯿﺘﺤﺪﺛﻦ ﻣﺎ ﯾﻘﺎرب ﺛﻼﺛﺔ أرﺑﺎع اﻟﻮﻗﺖ.
ﻓﻲ اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ ﯾﺨﺘﻠﻒ دور اﻟﻤﻌﻠﻤﺔ ﻋﻦ دورھﺎ ﻓﻲ اﻟﻄﺮق اﻟﺘﻘﻠﯿﺪﯾ ﺔ .ﻓﻔ ﻲ ھ ﺬا اﻟﻤ ﻨﮭﺞ ،ﯾﻘﺘ ﺼﺮ دورھ ﺎ
ﻋﻠﻰ ﻛﻮﻧﮭﺎ ﻣﺸﺮﻓﺔ وﻣﻮﺟﮭﮫ ﻟﻌﻤﻞ اﻟﻄﺎﻟﺒﺎت أﻛﺜﺮ ﻣﻨﮭ ﺎ ﻣﺘﺤﺪﺛ ﺔ و ﻣ ﺼﺤﺤﺔ .ﻣﻌﻨ ﻰ ھ ﺬا أﻧﮭ ﺎ ﺗﺘﺤ ﺪث ﻗﻠ ﯿﻼً ﻟﺘﻌﻄ ﻲ
اﻟﻔﺮﺻﺔ ﻟﻠﻄﺎﻟﺒﺎت .وﺗﺴﺘﻌﯿﻦ اﻟﻤﻌﻠﻤﺔ ﺑﻤﻮاد ﺗﻌﻠﯿﻤﯿﺔ ﻣﺴﺘﻤﺪة ﻣﻦ أﺣﺎدﯾﺚ اﻟﻨﺎﻃﻘﯿﻦ اﻷﺻ ﻠﯿﯿﻦ ﺑﺎﻟﻠﻐ ﺔ اﻹﻧﺠﻠﯿﺰﯾ ﺔ .أي
أﻧﮭﺎ ﻟﻦ ﺗﻜﻮن ﻣﻮاد ﻣﺒﺴﻄﺔ ﻣﻌﺪة أﺻ ﻼً ﻟﺘﻌﻠ ﯿﻢ اﻟﻠﻐ ﺔ اﻹﻧﺠﻠﯿﺰﯾ ﺔ ،وذﻟ ﻚ ﻷن اﻟﻄﺎﻟﺒ ﺔ ﻋﻨ ﺪﻣﺎ ﺗﺘﺨ ﺮج ﺗﻮاﺟ ﮫ ﻣﻮاﻗ ﻒ
اﺟﺘﻤﺎﻋﯿﺔ ﺗﺘﻄﻠﺐ ﻣﻨﮭﺎ اﻟﻔﮭﻢ اﻟﺠﯿﺪ ﻟﻠﻐﺔ ﻛﻤﺎ ﺗﺴﺘﻌﻤﻞ ﻓﻲ ﺧﺎرج اﻟﺼﻒ اﻟﺪراﺳﻲ.
إن اﻟﮭﺪف ﻣﻦ اﺳﺘﺨﺪام اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ ﻓﻲ ھﺬه اﻟﺪراﺳﺔ ھﻮ ﻣ ﺴﺎﻋﺪﺗﻚ ﻋﻠ ﻰ ﺗﻄ ﻮﯾﺮ ﻣﮭﺎراﺗ ﻚ اﻟﻠﻐﻮﯾ ﺔ ﻓ ﻲ
ﻣﺠﺎل اﻻﺳﺘﻤﺎع واﻟﺘﺤﺪث .وﻣﺴﺎﻋﺪﺗﻚ أﯾﻀﺎ ﻋﻠﻰ ﺗﻄﻮﯾﺮ ﻣﮭﺎرة اﻟﻜﺘﺎﺑﺔ واﻟﻘ ﺮاءة .ﯾﻌ ﺪ ھ ﺬا أﻣ ﺮاً ﻣﮭﻤ ﺎ ﺑﺎﻟﻨ ﺴﺒﺔ ﻟ ﻚِ
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ﻷﻧﻚ ﻗﺪ ﺗﻌﺠﺰﯾﻦ ﻋﻦ اﺳﺘﺨﺪام اﻟﻤﻔﺮدات واﻟﻘﻮاﻋﺪ اﻟﻠﻐﻮﯾﺔ اﻟﺘﻲ ﺗﻌﺮﻓﯿﻨﮭﺎ ﻓﻲ اﻟﺘﺤﺪث أو ﻓﻲ ﻓﮭﻢ ﻣﺎ ﺗﺴﻤﻌﯿﻨﮫ ،وذﻟﻚ
ﻷن ﺗﻌﻠﻢ ﻟﻐﺔ ﻣﺎ ﻻ ﯾﻌﻨﻲ ﻓﻘﻂ دراﺳﺔ ﻗﻮاﻋﺪھﺎ اﻟﻠﻐﻮﯾﺔ ،ﺑﻞ ﯾﺴﺘﻠﺰم ﻣﻌﺮﻓﺔ ﻛﯿﻔﯿﺔ اﺳﺘﺨﺪام ﺗﻠﻚ اﻟﻘﻮاﻋﺪ أﺛﻨﺎء اﻟﻤﺤﺎدﺛﺎت
ﻓﻲ ﻣﺨﺘﻠﻒ اﻟﻤﻮاﻗﻒ ﻓﻲ اﻟﺤﯿﺎة اﻻﺟﺘﻤﺎﻋﯿﺔ ﻓﻲ ﺧﺎرج اﻟﺼﻒ اﻟﺪراﺳﻲ.
ﻻﺑﺪ أﻧﻚِ ﺳﺄﻟﺖِ ﻧﻔﺴﻚِ ﯾﻮﻣﺎً ﻋﻦ ﺳﺒﺐ ﻋ ﺪم ﻗ ﺪرﺗﻚ ﻋﻠ ﻰ اﻟﺘﺤ ﺪث ﺑﻄﻼﻗ ﺔ أو ﻣﺘﺎﺑﻌ ﺔ ﻓ ﯿﻠﻢ أو ﺑﺮﻧ ﺎﻣﺞ ﺗﻠﻔﺰﯾ ﻮﻧﻲ
ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﻟﺮﻏﻢ ﻣﻦ اﻟﺴﻨﻮات اﻟﻌﺪﯾﺪة اﻟﺘﻲ ﻗﻀﯿﺘﯿﮭﺎ ﻓﻲ دراﺳﺔ ﺗﻠﻚ اﻟﻠﻐﺔ .ﻻﺷﻚ أن ذاك ﻟﯿﺲ ﺧﻄﺄك ،ﻓﮭﻮ
ﻧﺘﯿﺠﺔ ﻟﻠﻄﺮﯾﻘﺔ اﻟﺘﻘﻠﯿﺪﯾﺔ اﻟﺘﻲ ﺗﺪرﺳﯿﻦ ﺑﮭﺎ ھﺬه اﻟﻠﻐﺔ ،واﻟﺘ ﻲ ﺗﺮﻛ ﺰ ﻋﻠ ﻰ ﺗﻨﻤﯿ ﺔ ﻣﺤﻔﻮﻇﺎﺗ ﻚ ﻣ ﻦ اﻟﻤﻔ ﺮدات واﻟﻘﻮاﻋ ﺪ
ﻓﻘﻂ.
إذاً ﻋﻼج ﺗﻠﻚ اﻟﻤﺸﻜﻠﺔ ﯾﻜﻤﻦ ﻓﻲ اﻟﺪراﺳﺔ ﺑﻮاﺳﻄﺔ اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ ،واﻟﺬي ﺳﯿﺴﺎﻋﺪك ﻋﻠﻰ اﻛﺘﺴﺎب ﻣﮭﺎرات
ﺗﻮاﺻﻠﯿﺔ ﻣﺘﻌﺪدة وﻋﻠﻰ اﻟﺘﻌﺒﯿﺮ ﻋﻦ رأﯾﻚ )ﻣﺎ ﺗﺤﺒﯿﻦ وﻣﺎ ﻻ ﺗﺤﺒﯿﻦ( ﺑﻜﻔ ﺎءة .وﻋﻠﯿ ﮫ ﺳ ﺘﻜﻮن ھﻨ ﺎك أﻧ ﺸﻄﺔ ﺗﻮاﺻ ﻠﯿﺔ
ﻣﺘﻌﺪدة ﺳﺘﺘﻄﻠﺐ اﻟﻌﻤﻞ ﻋﻠﻰ ﺷ ﻜﻞ ﻣﺠﻤﻮﻋ ﺎت وﺛﻨﺎﺋﯿ ﺎت .ﻣﺜ ﺎل ذﻟ ﻚ اﻷﻟﻌ ﺎب اﻟﻠﻐﻮﯾ ﺔ وﺗﻤﺜﯿ ﻞ اﻷدوار واﻟﻤﻨﺎﻗ ﺸﺎت
واﻟﻤﻨﺎﻇﺮات واﻟﻤﺤﺎدﺛﺎت اﻟﻘﺼﯿﺮة واﻟﻄﻮﯾﻠ ﺔ وﺗﺒ ﺎدل اﻟﻤﻌﻠﻮﻣ ﺎت .وﺳﺘ ﺴﺘﻤﻌﯿﻦ أﯾ ﻀﺎ ﻟﻤﺘﺤ ﺪﺛﯿﻦ أﺻ ﻠﯿﯿﻦ ﻟﻠﻐ ﺔ ﻋ ﻦ
ﻃﺮﯾﻖ اﻷﺷﺮﻃﺔ .ﺳﯿﺘﻄﻠﺐ ذﻟﻚ ﻣﻨﻚِ اﻟﺠﺮأة ﻓﻲ اﻟﺘﺤﺪث وﻋﺪم اﻻﻛﺘﺮاث ﺑﺎﻷﺧﻄﺎء اﻟﻠﻐﻮﯾﺔ اﻟﺘﻲ ﻗﺪ ﺗﻌﺘﺮﺿ ﻚ .وأﻧ ﺎ
ﻟﻦ أوﻗﻔﻚ ﻛﻲ أﺻﺤﺢ ﺧﻄ ﺄك ،ﺑ ﻞ ﺳ ﺘﺘﻌﻠﻤﯿﻦ اﻟﺘﻌﺒﯿ ﺮ اﻟ ﺼﺤﯿﺢ ﻣ ﻦ ﺧ ﻼل اﻟﻤﻤﺎرﺳ ﺔ .ﻟ ﺬﻟﻚ ﯾﺮﺟ ﻰ ﻋ ﺪم اﻟﺘ ﺮدد أو
اﻟﺨﻮف ﻣﻦ اﻟﺘﺤﺪث أﻣﺎم زﻣﯿﻼﺗﻚ وﺳﺘﺮﯾﻦ ﺑﻌﺪ ﻣﺪة ﻗﺼﯿﺮة أن ﻗﺪرﺗﻚ ﻋﻠﻰ اﻟﺘﺤﺪث واﻻﺳﺘﻤﺎع ﻗﺪ ﺗﺤﺴﻨﺖ ﻋﻦ ذي
ﻗﺒﻞ.
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Appendix D
Instructional materials

Al-Twairish, B. N. (2002). Improve your English. Saudi Arabia, Riyadh:
Al-Mutanabi Bookshop.
Azar, S., & Hagen, S. A. (2005). Basic English grammar. US: Longman
Pearson.
Benz, Ch., & Dworak, K. (2005). Tapestry: Listening and speaking.
Italy: Thomson Heinle.
Blundell, J., Higgens, J., & Middlemiss, N. (1982). Function in English.
Oxford: Oxford University Press.
Communication Talking Words. (n.d.). Communicative function
examples. Retrieved November 19, 2007, from
http://www.talkingwords.com
Costa, D., Chuah-Lok, H., & Azmar, A. (2007). Longman secondary
world of English: Form 3. Malaysia: Pearson Malaysia Sdn. Bhd.
Cunningham, S., & Moor, P. (2005). Cutting edge. England: Pearson
Education Limited.
Dorry, G. N. (1966). Games for second language learning. New York:
McGraw-Hill, Inc.
Hancock, M. (2003). English pronunciation in use: Self-study and
classroom use. Cambridge: Cambridge University Press.
Howe, D. H., & Kirkpatrick, D. L. (2000). Advance with English.
Oxford: Oxford University Press.
Kirn, E., & Jack, D. (1996). A communicative grammar. New York: The
McGraw Companies, Inc.
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McCallum, G. P. (1980). 101 word games: For students of English as a
second or foreign language. Oxford: Oxford University Press.
Molinsky, S. J., & Bliss, B. (1989). Side by side. New Jersey: Prentice
Hall Regents.
Pyle, M. A., & Page, M. E. (1995). TOEFL: Preparation guide.
Nebraska: Michael A. Pyle and Mary Ellen Munoz Page.
Soars, L. J. (2007). New headway: Advanced student's book. Oxford:
Oxford University Press.
Tanka, J., & Most, P. (1997). A listening speaking skills book. New
York: The McGraw Companies, Inc.
Watcyn-Jones, P. (2002). Pair work 1 & 2. England: Penguin Books.
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Appendix E

Lesson plan outline with guidelines as devised by Sheltered
Instruction Observation Protocol (SIOP)
STANDARDS: Select standards from your standards and benchmarks document.
THEME: Think of the broad understanding that the lesson includes, such as
cooperation, courage, environment, justice, perseverance, or diversity.
LESSON TOPIC: What is the lesson about? For example, protecting coral reefs.
CONTENT OBJECTIVES: What will the students know and be able to do as a
result of this lesson? For Example, students will:
• Understand the fragility of coral reefs.
• Form an opinion as how to protect the reefs.
LANGUAGE OBJECTIVES: How will listening, speaking, reading, and writing be
included in the lesson? For example, students will:
• Read information about the coral reefs.
• Orally state one or more ways coral reefs can be preserved.
• Summarize their opinion in writing.
LEARNING STRATEGIES: Select a strategy or strategies that will assist and
support student understanding. For example, teach the students to use the “gist”
method, which assists students in summarizing.
Steps for this strategy include the following:
• The teacher and students read a section of the text together.
• Together, they select 10 or more words that are most important to understanding the
text.
• Together, they use as many of the 10 words as possible to write a summary sentence.
• The process is repeated with the remainder of the text.
• At the conclusion, a main idea or topic sentence is added to the beginning of the
summary sentences.
• The students now have a summary paragraph.
KEY VOCABULARY: Select a few vocabulary words that are essential to the
understanding of the material to be taught as well as the academic words needed to
process the concepts, such as the word summarize. Provide user-friendly definitions,
examples of the words from different contexts, multiple exposures, and active
involvement with the words.
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MATERIALS: List what you will need in order to teach the lesson. For example,
paper, pencil, chart paper, pictures.

LESSON SEQUENCE:
MOTIVATION (Building background; links to background and to past learning)
• What activities, pictures, experience, and vocabulary development do you need to
provide the students to build the background needed?
• How can you link the new material to something the students are familiar with?
• What have you taught them in the past that will help them learn the new material?
Connect past learning with the new learning by referring to a chart, a book, or
a lesson that the students have done previously.
• How can you get them excited about the new learning?
PRESENTATION (Content and language objectives, comprehensible input,
strategies, interaction, feedback; modeling)
• Place the content and language objectives on the board for the students to see as well
as state them orally or have them read aloud.
• Comprehensible input:
• Use speech appropriate to the language level of the students.
• Enunciate clearly and speak slowly.
• Avoid jargon, such as, “It’s like the pot calling the kettle black.”
• Provide hands-on experiences.
• Teach vocabulary so they can learn and retain the words.
• Use gestures, body language, pictures, and real objects when possible.
• Model what you want them to do.
• Provide step-by-step directions both orally and in writing.
Strategies: Model the strategies you want the students to use.
Interaction: Provide a variety of grouping patterns where students have an
opportunity to talk with each other and learn from each other. For example, small
groups, pairs, individuals.
PRACTICE/APPLICATION (Meaningful activities, interaction,
strategies, practice/application [guided and independent practice], feedback)
• Provide guided practice where the teacher helps lead the students before they are
expected to independently apply the new learning.
• Some examples of meaningful activities are:
• Writing in a journal.
• Participating in discussion circles.
• Partner sharing using new vocabulary.
• Solving problems in cooperative groups.
• Using graphic organizers to scaffold learning.
• Conducting science experiments.
REVIEW/ASSESSMENT (Review objectives and vocabulary, assess learning
[individual, group, written, oral])
• Review the objectives on the board and ask the class if they were met.
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• Use Outcome Sentences (complete orally or in journal writing).
• I wonder . . .
• I discovered . . .
• I still want to know . . .
• I learned . . .
• I still don’t understand . . .
EXTENSION (this part of the lesson is optional)
• Assign “big idea” questions that relate to the topic for homework, such as, “Why do
you think . . ?”
(Adapted from Echevarria, Vogt, and Short, Making Content Comprehensible for
English Learners, 2004, Pearson, cited in Hanson & Filibert, 2006, p.15).
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Appendix F
Attitude questionnaire about learning English through the
Communicative Approach
(English version)
Name: (Optional) ___________________
Class: ____________________________
Date: _____________________________

Directions:
Put a (√) under the number that corresponds to your degree of agreement with the
statements listed on the left of the schedule below.
5 = Strongly Agree
4 = Agree
3 = Don't know
2 = Disagree
1 = Strongly Disagree

Example:

Items
Learning English helps me to read English books.

No.

Items

5

4

3

4

3

2

1

√

5

2

1

General Attitudes Towards Learning English
1.
2.
3.
4.

I think learning English is very important in my
94.3 5.7
life.
I want to use English to contact foreign speakers.
82.9 11.4 5.7
Four periods a week is enough to learn English.
25.7 25.7 31.4 11.4
Forty-five minutes in four days a week is a
14.3 31.4 28.6 17.1
sufficient time to learn English.
Attitudes Towards Traditional English Teaching Methods

5.
6.

I like studying in a traditional classroom.
The English textbooks I use now are boring.
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37.1 20.0 17.1 17.1

5.7
8.6

5.7
8.6
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No.
7.
8.
9.
10.
11.

12.
13.
14.
15.

16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.

Items

5

4

The English textbooks I use now have much
14.3
concentration on how to speak English fluently.
The English textbooks I use now offer me much
14.3 25.7
help in listening to native speakers.
Structure is the focus of the English textbooks I use 37.1 25.7
now.
The English textbooks I use now provide me with
8.6 8.6
many opportunities to express myself.
I prefer following the English textbooks I use now 17.1 5.7
to learning through struggling to communicate by
myself.
Listening to recordings is seldom used in
34.3 22.9
traditional classroom.
I prefer repetition after the teacher when learning
22.9 45.7
English.
I prefer reading aloud.
28.6 40.0
I prefer accurate to fluent English.
20.0 17.1
Attitudes Towards Communicative Teaching
I prefer learning English through groups and pairs.
Working in pairs and small groups helps to
improve my skills.
Working in pairs and small groups increases my
self-confidence.
It is more important for me to be able to speak
English than to write it.
I prefer speaking English during small group work.
I like speaking English in front of the class.
I prefer listening to educational cassettes in English
classes.
I prefer studying English classes in the language
lab.
I prefer studying English in the classroom.
I like the way I learn English now.
My linguistic skills can be enhanced when I depend
on myself.
I always feel embarrassed when I try to speak
English in front of the class.
I always feel afraid of making mistakes in front of
the class.
I always feel hesitant to ask questions in front of
the class.
I prefer listening to native speakers.
I like activities that allow free expressions.
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3

2

1

17.1 34.3 34.3
20.0 28.6 11.4
20.0 17.1
20.0 28.6 34.3
11.4 31.4 34.3

8.9

25.7

8.6

14.3

8.6

8.6

8.6 17.1 5.7
28.6 20.0 14.3

45.7 25.7 5.7 11.4 11.4
31.4 28.6 14.3 20.0 5.7
31.4 28.6 14.3 17.1 2.9
80.0 5.7

8.6

5.7

31.4 37.1 17.1 11.4 2.9
14.3 28.6 22.9 17.1 17.1
25.7 34.3 17.1 17.1 5.7
37.1 22.9 22.9

5.7

11.4

14.3 11.4 28.6 22.9 22.9
34.3 34.3 11.4 20.0
42.9 22.9 11.4 17.1 5.7
31.4 25.7 8.6

11.4 22.9

34.3 22.9 5.7

17.1 20.0

34.3 22.9 2.9

25.7 14.3

62.9 17.1 17.1
48.6 37.1 8.6 2.9

2.9
2.9
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Appendix G
Attitude questionnaire about learning English through the
Communicative Approach
)(Arabic version

اﺳﺘﺒﯿﺎن ﻋﻦ دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﺳﺘﺨﺪام اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ

ﻋﺰﯾﺰﺗﻲ اﻟﻄﺎﻟﺒﺔ
أﻧﺖ ﻣﺪﻋﻮة ﻟﻠﻤﺸﺎرﻛﺔ ﺑﺎﻹدﻻء ﺑﻮﺟﮭﺔ ﻧﻈﺮك ﺑﺨﺼﻮص ﻃﺮﯾﻘﺘﻚ اﻟﻤﻔﻀﻠﺔ ﻓﻲ دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ .ﻟﺬا ﻓﺈن
اﻻﺳﺘﺒﯿﺎن اﻟﻤﺮﻓﻖ ﯾﮭ ﺪف إﻟ ﻰ اﻟﺘﻌ ﺮف ﻋﻠ ﻰ رأﯾ ﻚ ووﺟﮭ ﺔ ﻧﻈ ﺮك ﻓﯿﻤ ﺎ ﯾﺨ ﺺ دراﺳ ﺔ اﻟﻠﻐ ﺔ اﻹﻧﺠﻠﯿﺰﯾ ﺔ ﺑﺎﺳ ﺘﺨﺪام
اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ.
آﻣﻞ أن ﻻ ﺗﻌﺘﺒﺮﯾﮫ اﻣﺘﺤﺎﻧﺎً ﻷﻧﮫ ﻟﯿﺲ ﻛﺬﻟﻚ ،وأﯾﻀﺎ ﻟﯿﺴﺖ ھﻨﺎك إﺟﺎﺑﺔ ﺧﺎﻃﺌﺔ أو ﺻﺤﯿﺤﺔ .ﺑﻞ ﻣﺠﺮد ﻋﺒﺎرات،
واﻟﻤﻄﻠﻮب ﻣﻌﺮﻓﺔ رأﯾﻚ ﺑﮭﺎ .وﻋﻠﯿﮫ ﻓﺈﻧﻲ أﺗﻤﻨﻰ ﻣﻨﻚ اﻹﺷ ﺎرة إﻟ ﻰ اﻟﻌﺒ ﺎرة اﻟﺘ ﻲ ﺗﻤﺜ ﻞ رأﯾ ﻚ ﺑﺤ ﺴﺐ اﻟﺪرﺟ ﺔ اﻟﺘ ﻲ
ﺗﺆﯾﺪﯾﻨﮭﺎ ﺑﻜﻞ ﺻﺪق وأﻣﺎﻧﺔ .ﺷﺎﻛﺮة ﻟﻚ ﺣﺴﻦ ﺗﻌﺎوﻧﻚ اﻟﺪاﺋﻢ ،وأﻓﯿ ﺪك ﺑ ﺄن ھ ﺬا اﻻﺳ ﺘﺒﯿﺎن ﻟ ﻦ ﯾ ﺴﺘﺨﺪم إﻻ ﻷﻏ ﺮاض
ﻋﻠﻤﯿﺔ ﺑﺤﺘﺔ.
اﻻﺳﻢ) :اﺧﺘﯿﺎري( __________________
اﻟﻔﺼﻞ________________________ :
اﻟﺘﺎرﯾﺦ________________________ :
ﺗﻌﻠﯿﻤﺎت:
ﺿﻌﻲ إﺷﺎرة )√( ﺗﺤﺖ اﻟﺮﻗﻢ اﻟﺬي ﯾﻤﺜﻞ درﺟﺔ ﻣﻮاﻓﻘﺘﻚ ﻋﻠﻰ اﻟﻌﺒﺎرة اﻟﻤﻮﺟﻮدة ﻓﻲ ﯾﺴﺎر اﻟﺠﺪول اﻟﺘﺎﻟﻲ.
) =(5أواﻓﻖ ﺑﺸﺪة؛

) =(4أواﻓﻖ؛

) =(3ﻻ أدري؛

ﻣﺜﺎل:
اﻟﻌﺒﺎرة
ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﯾﺴﺎﻋﺪﻧﻲ ﻋﻠﻰ ﻗﺮاءة اﻟﻜﺘﺐ اﻹﻧﺠﻠﯿﺰﯾﺔ.

م

.1
.2

) =(2ﻻ أواﻓﻖ؛

5
√

4

4
5
اﻟﻌﺒﺎرة
وﺟﮭﺔ ﻧﻈﺮك ﻓﻲ ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺼﻔﺔ ﻋﺎﻣﺔ
أﻋﺘﻘﺪ أن ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻣﮭﻢ ﻓﻲ ﺣﯿﺎﺗﻲ.
أرﯾﺪ أن أﺳﺘﺨﺪم اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻟﻠﺘﻮاﺻﻞ ﻣﻊ اﻟﻤﺘﺤﺪﺛﯿﻦ
اﻷﺟﺎﻧﺐ.

) =(1ﻻ أواﻓﻖ ﺑﺸﺪة

3

3

2

1

2

1

5.7 94.3
5.7 11.4 82.9
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م
.3
.4

اﻟﻌﺒﺎرة
أرﺑﻊ ﺣﺼﺺ ﻓﻲ اﻷﺳﺒﻮع ﻛﺎﻓﯿﺔ ﻟﺘﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
ﺧﻤﺲ و أرﺑﻌﻮن دﻗﯿﻘﺔ ﻟﻤﺪة أرﺑﻊ أﯾﺎم أﺳﺒﻮﻋﯿﺎً ﻛﺎﻓﯿﺔ ﺗﻤﺎﻣﺎً
ﻟﺪراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
وﺟﮭﺔ ﻧﻈﺮك ﺣﻮل ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﻟﻄﺮق اﻟﺘﻘﻠﯿﺪﯾﺔ

.5
.6
.7

5.7 5.7 40.0 28.6 20.0
8.6 17.1 17.1 20.0 37.1
34.3 34.3 17.1 14.3

.8

أﺣﺐ ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﺳﺘﺨﺪام اﻟﻄُﺮق اﻟﺘﻘﻠﯿﺪﯾﺔً.
ﻛُﺘﺐ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن ﻣﻤﻠﺔ.
ﺗُﺮﻛﺰ ﻛُﺘﺐ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن ﻋﻠﻰ ﻛﯿﻔﯿﺔ
اﻟﺘﺤﺪث ﺑﻄﻼﻗﺔ ﺑﺎﺳﺘﺨﺪام اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
ﺗﻮﻓﺮ ﻛُﺘﺐ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن ﻣﻮاد ﺗﺴﺎﻋﺪﻧﻲ 20.0 25.7 14.3
ﻋﻠﻰ اﻻﺳﺘﻤﺎع ﻟﻠﻤﺘﺤﺪﺛﯿﻦ اﻷﺻﻠﯿﯿﻦ ﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
20.0 25.7 37.1
دراﺳﺔ اﻟﻘﻮاﻋﺪ اﻟﻠﻐﻮﯾﺔ ھﻮ اﻟﺘﺮﻛﯿﺰ اﻷﺳﺎﺳﻲ ﻟﻜُﺘﺐ اﻟﻠﻐﺔ
اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن.
20.0 8.6 8.6
ﺗﻮﻓﺮ ﻟﻲ ﻛُﺘﺐ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن ﻓُﺮص
ﻋﺪﯾﺪة ﻟﻠﺘﻌﺒﯿﺮ ﻋﻦ ﻧﻔﺴﻲ.
أﻓﻀﻞ ﻣﺘﺎﺑﻌﺔ ﻛُﺘﺐ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ أﺳﺘﺨﺪﻣﮭﺎ اﻵن ﺑﺪل ﻣﻦ 11.4 5.7 17.1
اﻟﺘﻌﻠﻢ ﺧﻼل ﻣﺤﺎوﻟﺔ اﻟﺘﻮاﺻﻞ ﻣﻊ اﻵﺧﺮﯾﻦ.
ﻧﺎدر ﻣﺎ ﺗﺴﺘﺨﺪم أﺷﺮﻃﺔ اﻟﺘﺴﺠﯿﻞ ﻓﻲ ﺣﺼﺺ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ 8.9 22.9 34.3
اﻟﺘﻘﻠﯿﺪﯾﺔ.
14.3 45.7 22.9
أﻓﻀﻞ اﻟﺘﺮدﯾﺪ ﺑﻌﺪ اﻟﻤﻌﻠﻤﺔ أﺛﻨﺎء دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
8.6 40.0 28.6
أﻓﻀﻞ اﻟﻘﺮاءة ﺑﺼﻮت ﻋﺎلً.
أﻓﻀﻞ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺼﺤﯿﺤﺔ ﻋﻠﻰ اﻟﻄﻠﯿﻘﺔ ﻏﯿﺮ اﻟﺼﺤﯿﺤﺔ28.6 17.1 20.0 .
وﺟﮭﺔ ﻧﻈﺮك ﺣﻮل ﺗﻌﻠﻢ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﻄﺮﯾﻘﺔ اﻟﻤﻨﮭﺞ اﻻﺗﺼﺎﻟﻲ

11.4 28.6

.9
.10
.11
.12
.13
.14
.15

.16
.17
.18
.19
.20
.21
.22
.23
.24
.25
.26
.27
.28
.29
.30
.31

1
2
3
4
5
5.7 11.4 31.4 25.7 25.7
8.6 17.1 28.6 31.4 14.3

أﻓﻀﻞ دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﺳﺘﺨﺪام اﻟﻤﺠﻤﻮﻋﺎت
واﻟﺜﻨﺎﺋﯿﺎت.
اﻟﻌﻤﻞ ﻣﻦ ﺧﻼل اﻟﻤﺠﻤﻮﻋﺎت واﻟﺜﻨﺎﺋﯿﺎت ﯾﺴﺎﻋﺪ ﻋﻠﻰ ﺗﺤﺴﯿﻦ
ﻣﮭﺎراﺗﻲ.
اﻟﻌﻤﻞ ﻣﻦ ﺧﻼل اﻟﻤﺠﻤﻮﻋﺎت واﻟﺜﻨﺎﺋﯿﺎت ﯾﺰﯾﺪ ﻣﻦ ﺛﻘﺘﻲ ﺑﻨﻔﺴﻲ.
ﻣﻦ اﻟﻤﮭﻢ ﺟﺪاً ﺑﺎﻟﻨﺴﺒﺔ ﻟﻲ اﻟﺘﺤﺪث ﺑﺎﺳﺘﺨﺪام اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
أﻛﺜﺮ ﻣﻦ ﻛﺘﺎﺑﺘﮭﺎ.
أﻓﻀﻞ اﻟﺘﺤﺪث ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ أﺛﻨﺎء ﻋﻤﻞ اﻟﻤﺠﻤﻮﻋﺎت.
أﺣﺐ اﻟﺘﺤﺪث ﺑﺎﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ أﻣﺎم اﻟﻔﺼﻞ.
أﻓﻀﻞ اﺳﺘﺨﺪام أﺷﺮﻃﺔ اﻟﺘﺴﺠﯿﻞ ﻓﻲ ﺣﺼﺺ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
أﻓﻀﻞ أن ﺗﻜﻮن ﺣﺼﺺ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻓﻲ ﻣﻌﻤﻞ اﻟﻠﻐﺔ.
أﻓﻀﻞ أن ﺗﻜﻮن ﺣﺼﺺ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻓﻲ اﻟﻔﺼﻞ.
أﺣﺐ دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﺑﺎﺳﺘﺨﺪام ﻃﺮﯾﻘﺔ اﻟﻤﻨﮭﺞ
اﻻﺗﺼﺎﻟﻲ.
اﻻﻋﺘﻤﺎد ﻋﻠﻰ ﻧﻔﺴﻲ ﻓﻲ دراﺳﺔ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﯾﺴﺎﻋﺪﻧﻲ ﻋﻠﻰ
ﺗﻘﻮﯾﺔ ﻣﮭﺎراﺗﻲ اﻟﻠﻐﻮﯾﺔ.
أﺷﻌﺮ ﺑﺎﻻرﺗﺒﺎك داﺋﻤﺎ ﻋﻨﺪ ﻣﺤﺎوﻟﺔ اﻟﺘﺤﺪث ﺑﺎﺳﺘﺨﺪام اﻟﻠﻐﺔ
اﻹﻧﺠﻠﯿﺰﯾﺔ أﻣﺎم اﻟﻔﺼﻞ.
أﺧﺸﻰ داﺋﻤﺎ ارﺗﻜﺎب اﻷﺧﻄﺎء اﻟﻠﻐﻮﯾﺔ أﻣﺎم اﻟﻔﺼﻞ.
ﯾﻨﺘﺎﺑﻨﻲ اﻟﺘﺮدد داﺋﻤﺎً ﻋﻨﺪﻣﺎ أﺳﺄل ﺳﺆال أﻣﺎم اﻟﻔﺼﻞ.
أﻓﻀﻞ اﻻﺳﺘﻤﺎع ﻟﻠﻤﺘﺤﺪﺛﯿﻦ اﻷﺻﻠﯿﯿﻦ ﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ.
أﺣﺐ اﻷﻧﺸﻄﺔ اﻟﺘﻲ ﺗﺴﻤﺢ ﻟﻲ ﺑﺎﻟﺘﻌﺒﯿﺮ ﻋﻦ رأﯾﻲ ﺑﺤﺮﯾﺔ.

5.7 25.7 45.7

17.1
34.3 28.6
34.3 31.4
8.6 25.7
8.6 8.6
5.7 17.1
14.3 20.0

11.4 11.4

5.7 20.0 14.3 28.6 31.4
2.9 17.1 14.3 28.6 31.4
5.7 8.6 5.7 80.0
31.4
14.3
25.7
37.1
14.3

37.1
28.6
34.3
22.9
11.4
34.3

17.1
22.9
17.1
22.9
28.6
34.3

11.4
17.1
17.1
5.7
22.9
11.4

2.9
17.1
5.7
11.4
22.9
20.0

5.7 17.1 11.4 22.9 42.9
8.6 25.7 31.4
34.3
34.3
62.9
48.6

22.9 11.4

20.0 17.1 5.7 22.9
14.3 25.7 2.9 22.9
2.9
17.1 17.1
2.9 2.9 8.6 37.1
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