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Abstract 
This study investigates the factors that affect oral communication in English as Foreign 

Language classrooms at City University in Saudi Arabia. The concept ‘oral 

communication’ in this study refers to the ability of learners to listen effectively and 

speak fluently using the correct use of language structure, that is, syntax, grammar and 

vocabulary, resulting in successful communication. The study investigated the nature of 

and reasons for the oral communication difficulties experienced in English as Foreign 

Language classrooms in the university. These issues were addressed in terms of 

teaching and learning with the aim of improving the learning experiences of students in 

English as Foreign Language courses at the university. 

This is a qualitative study. For data collection, I used a triangulation method. The data 

have been obtained through focus group discussions followed by individual interviews. 

The study included 33 participants: 30 students of English language, and three teachers 

from the department of English language. For my data analysis, I adopted a modified 

grounded theory approach of data analysis.  

The results of the analysis indicate that the factors that affect participants’ willingness 

to communicate are grouped under two main types: external and internal. Internal 

factors relate to the students themselves, i.e. their behaviours and nature, whereas the 

external factors are caused by something outside them. Internal factors include 

language proficiency, motivation, and culture and psychological factors including 

confidence and shyness. The external factors include classroom management (class 

time and students’ number), teacher’s role (opportunity, teaching aids and topic 

relevancy), and teaching methods. It also includes first language use and code-

switching. 

The main purpose of this study is to contribute to our knowledge and understanding of 

the factors that affect oral communication in English as Foreign Language classrooms 

at the university and to contribute to increasing our understanding of students’ reticence 
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to participate orally in English as Foreign Language classrooms. The results of this 

study are intended to help to provide teachers, decision makers and course designers at 

the university with knowledge about teaching oral communication skills in English as 

Foreign Language classrooms. 
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Chapter One: 

Introduction 

 

1.1 Identifying the Problem 

I graduated from Taif Teachers’ College with a Bachelor of Education Degree in 2007. 

I then started to teach English language on undergraduate programmes at City 

University (name changed for ethical reasons) in Saudi Arabia. During that period, I 

used to reflect on the ways that I had been taught English and the role that I used to play 

in the classroom. This was in fact nothing but being a good listener to what the teacher 

said. Oral communication was not paid any attention to during lessons. Although my 

command of English grammar was quite good, I always had a feeling that when it came 

to communication, and more precisely speaking in the foreign language, I might not be 

good at pronunciation and other aspects of communication, a reason that hindered me 

from communicating in the classroom.  

As a teacher of English at the university, I had a similar feeling that I might not be a 

good model for my students who depend on the teacher’s knowledge and skills. In this 

regard I felt frustrated as an English teacher, who had studied English for a number of 

years in school and four more at university. I started to think about the courses I took at 

the university and how many of them were devoted to developing this important skill, 

speaking, and why we, the students, were not motivated enough to communicate. Was it 

our fault, teachers’ fault, or problems with the course? Is it a universal phenomenon in 

foreign language learning or specific to the Saudi context? I started to ask my 

colleagues whether they shared the same opinion about this issue. The common answer 

I received is that they were frustrated because most of the students seemed not to be 

willing to communicate. When I asked some students about the issue, most of them 
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indicated that it is a difficult skill to master, and that keeping silent in the classroom is 

sometimes better. What could, and should, teachers do to facilitate students’ ability and 

willingness to participate orally in English language classrooms? In order to find 

answers to these and similar questions, I decided to take the problem more seriously 

and investigate it in my PhD research study. 

1.2 Research Context 

1.2.1 Introduction  

This section first provides an overview of the study context (1.2.1). It begins (1.2.2) 

with an introduction about the Kingdom of Saudi Arabia (KSA), the country of the 

study, including its location, boundaries, language, etc. This is followed by (1.2.3) a 

short discussion of the Education system in Saudi Arabia that encompasses public and 

private schools and the use of English in these schools. Section 1.2.4 is devoted to 

higher education in Saudi Arabia under which City University, the site of the present 

study, is briefly introduced with a focus on The College of Arts and Humanities and 

special attention is paid to The Department of English Language where the participants 

of this study are enrolled. 

1.2.2 Saudi Arabia 

The Kingdom of Saudi Arabia (KSA) is situated in the Middle East.  It is the largest 

country in the Arabian Peninsula as it extends over about 2,000,000 square kilometers. 

As can be seen in Map 1.1 below, KSA is bordered by the United Arab Emirates 

(UAE), Kuwait, Bahrain, Qatar and, the Persian Gulf, or the Arabian Gulf, to the east, 

and the Red Sea to the west. It borders the entire western region and extends to 

approximately 1,760 kilometers (1,100 miles), Jordan and Iraq are situated to the north 

and it shares borders with Yemen and Oman in the south. 

In KSA, the official language is Arabic which is one of the world’s major languages 

spoken by more than 200 million people (Newham, 2015). It is usually categorised into 
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three main categories: Classical Arabic (CA), Modern Standard Arabic (MSA) and 

Colloquial Arabic. 

Classical Arabic is the language of the Holy Qur’an and the language of the pre- and 

immediate post-Islamic periods. It is the most prestigious form of Arabic. In spite of the 

fact that no one at present speaks CA as his or her first language, it is not considered a 

dead language because it is associated with Islamic issues and has religious importance 

(Al-Saidat & Al-Momani, 2010). MSA, across the Arab World, is the language of 

literature, the media, education, formal speech, etc. In their daily life, Arabic speakers 

usually use Colloquial Arabic. The term ‘Colloquial Arabic’ refers to any of the spoken 

dialects of Arabic used throughout the Arab world; these often differ radically from the 

literary language. These Arabic dialects are similar and generally mutually intelligible. 

However, a few of them differ greatly to the extent that they can be considered mutually 

unintelligible in which a case MSA may be used to resolve such difficulty (Al-Saidat & 

Al-Momani, 2010); for instance, it is difficult for a Saudi Arabic speaker to understand 

a speaker of Tunisian or Algerian Arabic. 

English is used in different areas, amongst others, higher education, business, industry, 

and healthcare. In addition, English is used when communicating with all non-Arabic 

speakers (Habbash, 2011). Consequently, the government as well as the people of KSA 

acknowledge the importance of English as a source of professional growth that plays a 

significant role in international trade since Saudi Arabia is a major oil producing and 

exporting country to many countries worldwide. Accordingly, it has become a necessity 

for linguists to focus their investigation on all aspects of teaching and learning English 

as a foreign language in order to promote the level of fluency.  

Riyadh is the capital city of KSA. It is located in the middle of the country. Makkah and 

Medina are the two holy cities for all Muslims all over the world. The population of the 

Kingdom of Saudi Arabia including foreign nationals is around 31 million (CDS, 2016). 

Saudi citizens constitute about two-thirds of the total population (20 million) whereas 

the other 11 million are foreign workers from other countries.  
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Figure 1.1: Saudi Arabia Map http://geology.com/world/saudi-arabia-satellite-image.shtml (accessed on 15 
Sept. 2017) 

The Kingdom of Saudi Arabia is known as the homeland of Islam; it is sometimes 

referred to as “the Land of the Two Holy Mosques” in reference to Al-Masjid al-Haram 

and Al-Masjid al-Nabawi situated in Makkah and Medina respectively which are the 

two holiest places of Islam. Being a Muslim country, the customs, beliefs and culture of 

people are dominated by Islam (Al-Qudaihi, 2009). Islamic law is extensively 

implemented in the Kingdom and the relationship between people and their religion is 

an inseparable one. For example, all the businesses have to close at prayer times giving 

employees time to perform their prayers. 

The Kingdom is visited by a large number of Muslim tourists each year for pilgrimage 

(the Muslim Hajj) or for visiting the holy cities. These tourists expect communication to 

be in English and Arabic, so learning and teaching English plays an important role in 

dealing with Muslim tourists. As such, it is essential for Saudi citizens to communicate 

with them through an international language such as English (Al-Shammary, 1998). 
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1.2.3 Education in Saudi Arabia 

All citizens are provided with free public education through their K-12 years. K-12 

education is divided into three stages: the elementary school (6 years), the intermediate 

school (3 years) and the secondary school (3 years). After they complete the first year 

of the secondary education, they have to choose for the remaining two years either to be 

in the ‘natural science’ route or in the ‘arts’ route (Alrashidi & Phan, 2005). Their 

choice between the two routes determines the type of college they are admitted to when 

enrolling at university. Teachers in these schools are Saudi nationals; they are appointed 

on the basis of having a bachelor’s degree, as minimum qualification, in the specific 

discipline with no experience required. In these schools, besides Arabic, English is 

taught as a foreign language (the only foreign language) as an obligatory subject. The 

aim of teaching of English in schools, according to Al-Zayid (2012) and Rahman and 

Al-haisoni (2013), is to achieve several objectives including: acquisition of the basic 

language skills; developing important linguistic competence needed in different 

vocations; enhancing students’ knowledge regarding the importance of English as an 

international language; understanding and respecting different cultures and allowing 

students to have a role in transferring scientific and technological advances from other 

countries into KSA. 

According to a number of studies (e.g. Syed, 2003; Al-Sughayer, 2009 and Alsaif, 

2011), the outcomes of students’ level of English are unsatisfactory and they need of 

improvement.  Such a shortcoming in students’ level of proficiency in English language 

could be attributed to the quality of teaching and learning that their teachers received in 

their undergraduate EFL programmes which undertake the responsibility of training and 

preparing prospective EFL teachers to join the public education system. These 

prospective EFL teachers are a product of the same school system and join the EFL 

programme with their language weaknesses, which cause them trouble in their English 

courses. Thus, it looks like a chain: they come from the school with poor level of 

English that results in low quality graduates who go back to teach in schools producing 

low quality students. Disassembling the chain in order to strengthen its rings might be 

one of the solutions for students’ poor English level. This study investigates one of the 
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aspects, oral communication, of the higher education ring in order to find out the factors 

that influence students’ willingness to be engaged in oral communication and to suggest 

some solutions that may improve the outcomes of the public schools and higher 

education as far as English proficiency is concerned.  

In addition to public schools, there is also private education provision in KSA. The 

curriculum of the private schools is similar to that of the public ones. However, they are 

allowed to add extra subjects and activities and to use English as the medium of 

instruction instead of Arabic. They employ qualified teachers from overseas or the best-

qualified Saudi citizens who are thought to offer quality education (Almokhtsar, 2012). 

They are well-trained and evaluated regularly, and their progress is reported to the 

Board of Trustees. Thus they need to work hard and at a high standard to keep their jobs 

secured (Almokhtsar, 2012). 

1.2.4 Higher Education in Saudi Arabia 

The first university, King Saud University, was established in 1957 (Al-Rawaf & 

Simmons, 1992). Since that time the number higher education institutes has increased to 

more than 100 institutions. However, the majority of these institutions were established 

during the past decade; this indicates that there is a massive amount of government 

investment into this sector. These institutions offer degrees to both male and female 

students in various disciplines. In these institutions, there is a strict policy of 

segregation of males and females implemented in their educational facilities, 

administration staff, lecturers and students. However, King Abdullah University for 

Science and Technology (KAUST), established in 2009, is an exception in which 

integration of both male and female students is allowed (Al-saif, 2011). Arabic is the 

official language for higher education institutions. However, many institutions use 

English besides Arabic and there is an increasing number of institutions that altered the 

medium of instruction to English (Al-hawsawi, 2013) in order to provide students with 

up-to-date knowledge in an attempt to improve the quality of the education they provide 

(Al-Hazmi, 2005).  
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As far as English language is concerned, the recent change in the policy of Saudi higher 

education has increased its importance; they now require that English should be taught 

as a compulsory component in all universities’ preparatory programmes (MoHE, 2010). 

The preparatory programmes aim to improve the students’ levels of competence in 

English enabling them to utilize English, besides Arabic, as a tool for obtaining 

knowledge (Alrashidi & Phan, 2005). In most Saudi universities English is the medium 

of instruction in major disciplines in the Colleges of Arts and Education in which they 

provide courses in language education, literature, linguistics and translation. Moreover, 

language centres have been established in colleges of science such as medicine and 

engineering in order to help in the design of their curriculum and course materials (Al-

Hazmi, 2007). 

1.2.4.1 City University 

City University was established in 1967 with a population of 98 students (68 males and 

30 females) in only two colleges: The College of Economics and Management and the 

College of Arts and Human Sciences (CU, 2017). It began as a private university to 

serve the people of the western region of the country, and in 1971 it became a public 

university. It is situated on two main campuses, one for male students and the other for 

female students. Both campuses have the main facilities required for both students as 

well as staff such as educational, sports, libraries and healthcare facilities (Alriyadh, 

2007). Since its establishment, City University has undergone continuous growth and 

development in both quality and quantity that has resulted in making it one of the 

leading universities according to the numbers of students and the number of scientific 

and theoretical fields of study. Moreover, City University offers students the 

opportunity to be enrolled in different colleges where they have to pass the obligatory 

programme of the preparatory year that consists of two semesters for all students before 

entering the main course programme. The aim of this programme is to bridge the gap 

between the graduates of public schools and what is expected of undergraduate level 

students through developing their academic and language skills. 
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The College of Arts and Humanities at City University 

The College of Arts and Humanities was one of the founding colleges with which City 

University began. It consists of a number of departments including Islamic Law and 

Studies, European Languages, History, Social Work, Geography, Arabic Language, 

Psychology and Sociology. It began with only 28 students and reached more than 28900 

students in 2012. 

The Department of English language at City University 

The Department of English Language is a sub-division of the Department of European 

languages. It offers a Bachelor’s degree in English focusing on linguistics and literature. 

After they finish the preparatory programme successfully, students join the department 

for three years (six semesters). According to the website of the department, the main 

objectives of the department include producing graduates proficient in English language 

skills, studying the linguistics theories enabling them to analyse, compare and apply, 

studying the various aspects of Western literature in order to be able to analyse and 

criticise and preparing a graduate able to develop themselves and society with an ability 

to communicate with other cultures (CU, 2011). It has approximately 500 male students 

with 18 lecturers of whom 3 are native speakers of English and 15 Saudi nationals. The 

programme consists of 35 courses distributed over a period of six semesters: six courses 

in each of the first five semesters and five courses in the final one. 

In their first two semesters, the students study courses that focus on language skills and 

some of the college core requirements such as Arabic and Islamic studies. In the third 

semester, they will be introduced to the main branches of their degree level courses 

including linguistics, literature and translation. Thus, they study the courses: 

Introduction to Linguistics, Introduction to Literature and Introduction to Translation. 

Students of this level have been chosen to be the participants of this study as they have 

completed language skills course in their previous semesters and they are expected to 

have a clear picture about the phenomenon of unwillingness to communicate orally 

inside English classrooms. Being introduced to the introductory courses during their 



9 

 

third semester, students study more advanced specialized courses in their last three 

semesters (fourth, fifth and sixth). Moreover, towards the end of the programme, they 

have to complete a practicum course, which gives them an opportunity to practice the 

knowledge they had gained during their course of study. They practice this knowledge 

within a professional setting that offers activities related to their field of specialization 

such as the public school system. They spend their sixth semester as novice teachers at 

intermediate and secondary schools in which they teach one or two EFL courses (four 

to eight classes per week) (Al-Hazmi, 2003).  

1.3 Significance of the Study 

The present study focuses on oral communication in Higher Education because it is the 

most difficult area for Saudi learners of English as they have few opportunities to 

practice the language. Without practice learners remain unable to use the target 

language in practical situations. As far as research in this context is concerned, a few 

research studies were conducted in the Saudi context focusing on students’ 

communication. For instance, Hamouda (2013) conducted a study to investigate the 

causes of the lack of participation in EFL classrooms in Qassim University in Saudi 

Arabia. Collecting data from 159 participants, he concluded that more than two-thirds 

of the participants preferred to keep silent in the classroom. This was attributed to a lack 

of proficiency in the target language, fear of using the foreign language (L2, 

henceforth) in front of other classmates, lack of confidence, and fear of committing 

errors. Moreover, Mahdi (2014) conducted a study to investigate the causes of the 

major difficulties encountered by 105 learners of English in communication at King 

Khalid University in Saudi Arabia. The research focused on four contexts, namely, 

public speaking, meeting, group discussions and interpersonal conversations and three 

types of addressees: strangers, acquaintances and friends. He concluded that the 

participants were more willing to communicate in interpersonal conversation than in 

other contexts, and that they preferred to communicate more with people known to 

them rather than strangers. He also argues that personality and communication are 

interrelated in a way that personality affects the way participants communicate. This 
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effect is clearly seen when they communicate with friends and strangers, and in 

contexts such as, meetings and public speaking.  

In his study on improving students’ oral communication, Aljumah (2011) aimed to find 

out how to enable students of English language to communicate using an approach to 

speaking in which the four skills are integrated. The study was conducted at Qassim 

University, Saudi Arabia in which 500 students and 20 teachers participated. The study 

shows that it is possible to improve students’ speaking skills using the above approach 

emphasizing, among other considerations, the familiarity and the background of the 

topic, the presence of advice and encouragement, and teaming up with friends. 

According to Alsaif (2011), many students graduate with poor English competencies. 

Al-Jarf (2008a) and Rabab’ah (2005) attribute the reason behind such low proficiency 

to the quality of the teachers’ linguistic knowledge, the teaching approaches and the 

time assigned to English language in the curriculum. 

The importance of the present study therefore stems from the fact that it deals with an 

issue that seemingly has been a problematic one for all foreign language learners, in 

general, and English language learners in Saudi Arabia, in particular. In the Kingdom of 

Saudi Arabia (KSA, henceforth) learning and teaching experiences in higher education 

constitute a relatively unexplored field particularly issues related to learning outcomes 

and fluency in communication. Another reason for the study relates to the fact that 

English has become an international language used in business, industry, healthcare, 

and many other fields nationally and globally. In KSA it is also used when 

communicating with non-Arabic speakers (Habbash, 2011). Moreover, technology has 

played a major role in changing the global labour market as well as in creating products 

and commodities that compete within an interactive global economic market. As such, 

it has been argued that we are now living in the age of the knowledge economy, where 

high technological knowledge and skills as well as multilingualism and intercultural 

communication play major roles (Rassool, 2007). English has become the language of 

international business and politics. As a result of globalization, many non-English 

speaking countries are speeding up to develop their educational systems to improve 

students’ English language skills in general and their speaking skills in particular; 
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Middle East countries are no exception. Although KSA is an oil-rich country, it cannot 

indefinitely depend on this; it has to develop its human resource base in order to 

participate effectively in the economic, cultural and political world today. Therefore, I 

believe that this study is significant in terms of its focus on Arabic-speaking students 

located in Saudi Arabia as one of the 22 countries that constitute the Arab world.  

As a result of these global changes, the government as well as the people of KSA 

understand the importance of English and consider it as a source of professional growth 

that plays a significant role in international trade. Therefore, it becomes important for 

specialists in this field to investigate all aspects of teaching and learning English as a 

foreign language in order to fill the gaps and promote the levels of fluency.   

This study hopes to contribute to such issues by examining the factors that affect oral 

communication in EFL classrooms in City University in Kingdom of Saudi Arabia. It is 

hoped to establish the reasons for the oral communication difficulties experienced in 

EFL classrooms in the university and to look for ways to address these issues in terms 

of teaching and learning in order to improve the learning experiences of students on 

EFL courses. It is also hoped that the study becomes valuable for local and regional 

decision makers and course designers and provides teachers with knowledge about 

teaching oral communication skills in EFL classrooms. It may contribute to increasing 

our understanding of the phenomenon of students’ reticence and its relation to academic 

performance from which results might be appropriately translated into educational 

practice. It is also hoped that this study will identify further areas for research that may 

contribute to theories of teaching and learning EFL in higher education. 

1.4 Research Questions and Objectives 

This study aims to investigate the main reasons why students in English as Foreign 

Language (EFL) classrooms in City University in KSA are reluctant to communicate 

orally in lessons. 
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The main research question is:  

How effectively is oral communication taught and learned in EFL classrooms in City 

University in KSA? 

To help answer the main question, a number of sub-questions are posed. They are the 

following: 

1. What are the students’ perceptions of the need to learn English? 

2. What is the nature and extent of the difficulties to communicate that students 

experience in the English classroom? 

3. Which aspects of teaching and learning do students most enjoy and learn from 

in EFL classrooms? 

4. What are the teachers’ perceptions of the levels of oral communication among 

students and teachers in English classrooms? 

5. What are the main teaching challenges and opportunities presented to teachers 

in EFL classrooms? 

Research Objectives 

1. To investigate the ways that English is taught in EFL classrooms. 

2. To examine the factors that facilitate students’ oral communication in English 

classrooms. 

3. To investigate the factors that constrain students’ oral communication in 

English classrooms. 

4. To investigate the ways in which teachers address the oral communication 

difficulties that students encounter in English in EFL classrooms. 
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1.5 Structure of the Thesis 

This thesis consists of eight chapters. The first chapter is an introduction to the thesis 

which provides an overview of the problem being investigated and the context of the 

study in which brief information about the Kingdom of Saudi Arabia are provided in 

addition to the education system in both public schools and higher education. However, 

being the site of the present study, City University is included in this section with some 

information about the department of English in which the participants of the study are 

enrolled. The chapter also discusses the importance and the research questions and 

objectives of the study.  

The second chapter deals with English as a world language in which issues such as 

globalization and colonialism are discussed. Moreover, it deals with the influence of 

technological changes on the present status of English. Other economic and political 

factors and the importance of English in Saudi Arabia are briefly discussed. Chapter 

three is devoted to theories on learning a second and a foreign language. However, it 

begins with a brief discussion of the first language acquisition theories as a starting 

point to a deeper discussion of second language acquisition theories. Second language 

theories include the behaviourist perspective, the innatist perspective, Krashen’s five 

hypotheses, the interactionist perspective and the sociocultural theory. The final section 

of the chapter deals with models of learning a second or a foreign language in which the 

acculturation model and willingness to communicate model are discussed. The fourth 

chapter discusses some classroom issues related to EFL teaching and learning. In 

teaching methodologies, two main models of teaching and learning are discussed: the 

teacher-dominated model and the learner-centered model. It also discusses other issues 

related to teaching and learning EFL such as motivation, culture and self-confidence. 

The chapter ends in a discussion of the oral communication in the classroom in which 

the teacher’s role, code switching to L1, shyness, learners’ language proficiency and the 

role of being exposed to the target language are discussed.  

The methodology of the research is explained in chapter five. It includes the research 

paradigm, the qualitative and quantitative approaches, case study, the sample, the 
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procedures of data collection in which the two tools: focus group discussions and 

individual interviews are defined, the role of the researcher, methods of data analysis, 

ethical considerations and the limitations of the study. 

The data analysis section is divided into two chapters: six and seven according to the 

types of factors that influence students’ willingness to communicate. These factors are 

categorised into two broad categories: internal factors and external factors and are 

discussed separately in chapters six and seven respectively. 

Chapter eight summarises the major findings and conclusion of the study. The findings 

of the study are discussed in light of the five research questions. It also discusses the 

contribution of the study to the field and research. Moreover, it provides some 

recommendations for curriculum policy and practice at the case study university and 

some recommendations for future research.  
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Chapter Two: 

English as a World Language 

 

2.1 Introduction 

This chapter discusses issues related to English as a world language. It focuses on the 

impact that globalization, colonialism, and other political and economic factors have 

had on the current status of English as a preferred world language. This is followed by a 

discussion of the present position occupied by English in the Kingdom of Saudi Arabia, 

the context in which this study is located. 

2.2 English as a World Language 

2.2.1 Globalization and Colonialism 

Globalization is an ongoing process and is sometimes also referred to as westernization, 

internationalism, and Americanization (Al Musa & Smadi, 2013). People from different 

places in the world with different nationalities can meet each other at ease as an 

advantage of globalization; in such a situation, they need to communicate using a 

common language, a lingua franca within particular contexts. At present, English fulfils 

this role (Zughoul, 2003). English language is found in almost every corner of the 

present world spoken as first language, second language and foreign language 

(Abdullah & Chaudhary, 2012). It is spoken as first language in a number of countries 

including Britain, USA, Canada, Ireland, Australia, New Zealand, South Africa and 

most of the Caribbean countries (Graddol, 1997); English is used as a second language 

(ESL, henceforth) in counties such as, India, Nigeria, the Philippines, Pakistan, 

Bangladesh, Malaysia, Tanzania, Kenya, etc. In these countries, it is the language of the 

administration including government, courts, the educational system, and the media. 



16 

 

According to Crystal (1997), the list of countries that use English as a second language 

includes more than seventy countries. In more than 100 countries including China, 

Russia, Germany, Spain, Brazil, and Indonesia (Crystal, 1997), English is used as a 

foreign language (EFL, henceforth) which is taught and learnt for various reasons such 

as, to conduct business and trade, to pursue higher studies, to track technological 

advancement and for political expediency (Abdullah & Chaudhary, 2012). The three 

types of English discussed above are better described by the three concentric circles, 

namely, the inner circle, the outer circle, and the expanding circle which were 

developed by Braj Kachru (1985) as presented in Figure 1.1 below.  

In Kachru’s three-circle model, the inner circle represents the native speakers of 

English (NSE, henceforth): the UK, the USA, Australia, New Zealand, Ireland, Canada, 

and several Caribbean countries. The number of English speakers in this circle is 

estimated to range from 320 million to 380 million according to Crystal (1997). The 

outer circle represents countries where English is used as a second language (ESL). It 

includes India, Pakistan, Nigeria, the Philippines, Bangladesh, Malaysia, Tanzania, 

Kenya, etc. where English is not the native language, but essential for some historical 

reasons. The total number of English speakers in this circle is estimated, as for Crystal 

(1997), to range from 150 million to 300 million. Finally, the expanding circle 

represents English as a foreign language (EFL). This circle includes many of the rest of 

the world’s countries including China, Russia, Japan, most Europe, Korea, Egypt, 

Indonesia, etc. In these countries English is widely used as a foreign language that has 

nothing to do with historical reasons, but employed for specific purposes such as, 

business, education, tourism, etc. Crystal (1997) estimates the total number of English 

users in the expanding circle to range from 100 million to one billion. 
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Figure 2.1:  The Three Circles of English Speakers 

Therefore, English has become the world lingua franca, a language that can be labeled 

as an International Language. 

As it can be inferred from the total number of English speakers of Kachru’s three 

circles, English can be regarded as an international language because of its large 

number of speakers who use it not only as a first language but also as their second or 

foreign language. English is one of the five most widely spoken mother tongues in the 

world of today. In addition, it accomplishes its ‘special role’, in Crystal’s wording 

(1997, p. 2), as an international language mainly in two ways: firstly, Crystal contends 

that a language can be made the official language of a country when it is employed as a 

major medium of communication in all aspects of life; secondly, he believes that a 

language can be made a nation’s first choice as a foreign language without having an 
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official status. He states that nowadays there are over hundred countries in which 

English language is taught as a foreign language (Crystal, 1997, p. 3). Hence the 

question: why is it English not another language that has occupied this position? Thus, 

it is important to investigate the factors that led to such omnipresence of English 

language in order to answer the above question. 

Historically speaking, the spread of English from Britain to other places in the world 

was mostly through colonization (Kachru, 1985) (roughly between 1600 and 1900). 

This resulted in the expansion of the region where English is used and became familiar 

to people in the colonized areas. English language use in administration strengthened 

British rule in those regions (Spichtinger, 2000, pp. 8-10). In this regard Graddol (1997) 

offers an in-depth discussion in relation to the reasons that played an important role in 

the spread of English. Among other reasons he stresses the fact that the prevailing 

historical force was a contributing factor to the spread of English. In other words, he 

pointed out that the colonial expansion of Britain resulted in settlement of English 

speakers in many regions of the world which provided a diasporic base for the language 

which paved the way for the adoption of English to be a world lingua franca (Caine, 

2008). 

2.2.2 Technological Changes 

The role played by technology in the spreading of English language cannot be ignored 

when investigating the reasons why English occupies its current status. (Crystal, 1997, 

p. 10) states that technology in all its forms has a worldwide influence in which the 

progress in these technologies promoted an international research environment that 

presented scholarship and further education a high status. Language lies at the heart of 

education in these areas where English is the most influential one. The new technology 

contributed to making English an international language which is one of the chief 

causes for the early spread of English (McKay, 2002, p. 16). For instance, the first 

computer programmes were written in English-like language, and the Internet, which is 

the best communication tool at least at present, is about 95% in English. This increases 

the status of English in science and technology (Abdullah & Chaudhary, 2012). 
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Abdullah and Chaudhary (2012) provide a number of reasons responsible for the 

current status of English as a lingua franca (language of wider communication), among 

which is the fact that there is a basic requirement of an international language especially 

in business, science and technology among other areas and English is the best choice. 

Another reason they pointed out is that the United States’ economic influence that 

resulted in the spread of English worldwide. A further reason is that the necessity of 

English for any company that is willing to join the international market in which 

English is preferred for services and the produced items. 

In addition, English language is a basic requirement for science and technology 

research in which 85% of the scientific and technological information is written in 

English (Kaplan, 2000). Not only computer invention and the Internet had contributed 

to the globalization of English, but also other technologies related to 

telecommunication, television, communications satellites, electronic fund transfer, and 

the Worldwide Web (WWW) which helped and gave a solid image to English as well 

(Zughoul, 2003). In this line, Hasman (2000) gives the examples of Ford cars and the 

IBM computers during the early 20th Century which led to the enlargement of the 

international marketplace where more than 50% of all imports and exports are carried 

out through business between local companies and their foreign partners in which 

English is the main language. Thus, as seen from the above roles of English, it is 

considered the language of technology and science (Al-Abed Al-Haq& Smadi, 1996; 

Al-Issa, 2002; Zughoul, 2003). 

2.2.3 Economic, Political and Cultural Factors 

All the contributing factors that have led to the spread of English language and shaped 

its current status whether a world language, international language or a lingua franca 

have originated and developed from two main areas, namely, political and economic 

power of the countries whose first language is English, viz., the United Kingdom and 

the United States of America. 
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As could be seen in Section 2.1 above, colonialism was a product of political power. In 

any colonized country the language of the colonizer is used at least as a foreign 

language. In this regard, Qi (2009) argues that the political power of the native speakers 

of English is one of the main reasons for English to turn out to be an international 

language. The political influence of Britain and USA, countries of the inner circle in 

Kachru’s model (see Figure 1.1, above), in less developed countries is evident in both 

government and education (Al-Issa, 2006). This goes in line with Crystal (1997) who 

affirms that the present position of English is a result of the British colonialism and the 

appearance of the US as a strong economic and military power, and he stresses the fact 

that the latter persists to explain the current status of English. According to Phillipson 

(1992), the high status of English in the government and education sectors strengthen 

the dependency of the less developed countries on the powerful countries of the inner 

circle and their interests.  These countries act as the end users of Western expertise, 

methodology or materials, a fact that encourages Western ideologies and contributes to 

its power more ingeniously (Canagarajah, 1999). Phillipson further argues that “ELT 

was seen as a means towards political and economic goals, a means of securing ties of 

all kinds with the Third World Countries’ (Phillipson, 1990, p. 128). From the above 

discussion and Phillipson’s statement, it seems that English language is used as a bridge 

launched by the West to help maintain the necessary connection between the West and 

Third World Countries permitting more dependence of these countries on the West in 

various fields that take up language as a tool to accomplish economic and political 

aims. In addition, language in educational systems is influenced by political concerns; 

factors such as, the party system, nation-building strategies play a role in shaping the 

language policy of the country (Suárez, 2005), and in this case the influence of the 

American and British foreign policy, whose language is English, on many countries’ 

political parties is clear through which they seek promotion of their language, English, 

which is a basic element of their policy (Al-Issa, 2006).   

Political issues and military power may not be enough for the inner circle’s countries to 

expand and maintain their influence. They need economic power as well. Historically, 

Britain became the leading industrial and trading country by the beginning of the 
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nineteenth century (Crystal, 1997, p. 8); at the beginning of the twentieth century the 

United States was the leading economic power whose language is also English. For this 

reason Rakesh Bhatt linked the success of the spread of English to “the economic 

conditions that created the commercial supremacy of the United Kingdom and the 

United States” (Bhatt 2001, p. 533).In addition to the role of the UK and the USA in 

politics, their role in financial assistance related to language planning led to the 

expansion of English worldwide (Dua, 1994). Thus, English language became a 

preferred means of communication worldwide with the power associated with it 

regardless of the type of English used worldwide (Caine, 2008). It has become the 

centre of international communications as Janina Brutt-Griffler puts it “World English, 

rather than a variety, constitutes a sort of centre of gravity around which the 

international varieties revolve” (2002, p. 177).  

Learning another language, in this case, English is associated with certain benefits to be 

taken from being familiar with that language and its usage; economic ones are a case 

(Mufwene, 2002). Small nations having a keen interest in developing their economy use 

every available tool to get an advantage towards countries with large markets. They are 

under pressure to guarantee that the labour force is skilled in English because the 

language of business, science and technology is English. For instance, English speakers 

in Singapore have better job chances and higher payments than non-English speakers, a 

motivation for people in Singapore to be proficient in English (Suárez, 2005). The role 

of language and particularly English in human resource development in the 

contemporary world is discussed in the next section. 

2.3 The Knowledge Economy and Human Resource Development 

Human Resources Development (HRD) is essential in any country where authorities are 

engaged in promoting the quality of the individuals who comprise the workforce of an 

institution, organization or any workplace in general. Language skills have been one of 

the areas that received a lot of attention to the degree that it became one of the decisive 

factors in the promotional processes of employees in many organizations. Therefore, for 

employees, it became an important skill to be acquired in order to keep one’s job and to 
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compete with other employees who are linguistically skilled. Moreover, to work abroad, 

being able to communicate in the language of business and trade, is seen as a pre-

requisite to competition within the global market (Rassool, 2004). Rassool (2004) states 

that in order to be able to compete in the global market, it is necessary for the company 

including its employees to be multilingual including English. At the country level, 

English is also essential. For instance, business leaders invest in countries where 

English is used because that allows their companies to fit into the global marketplace 

(McCormick, 2013). Furthermore, English is necessary for export-driven economies. 

Having good English skills improve innovation, communication with dealers and 

customers, and employing power, all of which help in making a better export 

environment. English also attracts foreign investment. One of the important factors for 

many companies in the U.S.A. and the U.K. is the English proficiency of the local 

population of the country where they want to invest. As a result, many developing 

countries are producing a large number of graduates with a good ability in 

communication in English as a means to increase their export-focused service economy. 

In many cases English is the target language to which authorities are looking to make 

their corporate language in order to compete in the global marketplace. In France, for 

instance, in spite of the fact that English language encounters a strong rejection and is 

officially resisted as a lingua franca, a number of large companies have made it their 

corporate language (Gunnarsson, 2014). A number of multinational companies situated 

in Croatia, Greece, Italy, Serbia, Sweden and the UK were investigated by Angouri & 

Miglbauer (2014) in order to find out the role of language in relation to the demands of 

the global workplace. The results show that the employees take advantage of a range of 

linguistic resources in order to manage interactions in their work environment, and 

English has a dominant position because all workplaces investigated have adopted it as 

their corporate language. In certain workplaces employees are challenged in their 

fluency in English language. A high degree of fluency in English becomes a vital factor 

not only in their work life but also their personal lives. For instance, a group of meat 

processing workers from the Philippines working in Australia have to score 5 or above 

in the International English Language Testing System (IELTS) in order to convert their 
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visas to permanent residency (Piler &Lising, 2014). Thus, proficiency in English 

becomes a tool that employees have to maintain in order to keep their jobs and 

ultimately improve their living.     

2.4 Importance of English in KSA 

As stated earlier, in the Kingdom of Saudi Arabia (KSA), Arabic is the official 

language. However, English language is widely used in business, industry, healthcare, 

and many other fields. Moreover, it is used in communication with all non-Arabic 

speakers (Habbash, 2011). The Saudi government regards English as the medium of 

diplomatic relations, which also facilitates the trading relationships with the United 

States and Britain. Therefore, the idea of learning English is very important among the 

people of Saudi Arabia as it allows them to communicate with other nations. As such, 

learning English has become crucial for all Saudi students especially when it comes to 

pursuing higher studies and for Saudi people in general because it facilitates their 

communication with the large imported workforce brought into the kingdom. 

Furthermore, many employers stipulate certain levels of fluency in English as a 

requirement when seeking job applicants which makes learning English a basic 

necessity for applicants to compete for a good job and later make career progress. 

Another importance of English in KSA stems from the fact that many non-Arabic 

speaking Muslims come to visit the two Holy Mosques in Mecca and Medina from 

different parts of the world and the language of communication in this respect is 

English. (Alfahadi, 2012, pp. 27-29) Therefore, the government as well as people of 

KSA understand the importance of English and consider it as a source of professional 

growth that plays a significant role in international trade as Saudi Arabia is a major oil 

producing and exporting country to many countries worldwide. Large numbers of non-

Saudis come to the country to work and find better job opportunities in the public and 

private sectors including companies, hospitals, schools and universities. Many of them 

do not know Arabic and the only language of communication is English (Mortished, 

2003).  
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Speakers’ fluency in English in this particular context is obtained mainly through 

education thus highlighting the need to look into the status of English in KSA in 

relation to education sector. 

As far as the education sector is concerned, schools in KSA are divided into two 

groups: state schools and private schools. Focusing on the English language status in 

both types of schools, state schools have been criticized for the fact that many students 

graduate with poor English competencies (Alsaif, 2011). Al-Jarf (2008a) and Rabab’ah 

(2005) attribute the reason behind such low proficiency to the quality of the teachers’ 

linguistic knowledge, the teaching approaches and the time assigned to English 

language in the curriculum. In contrast, private schools assign similar time for teaching 

English, but most of them adopt it as the medium of teaching and offering extra 

curricula lessons in English (Alamri, 2008), thus, providing students with better access 

to the language. 

As far as Higher Education is concerned, in KSA there are 25 government universities 

and 51 private universities and colleges (Ministry of Higher Education, 2017). In spite 

of the fact that the total number of institutes is approximately 200, the policy of the 

MoHE towards teaching of English language is constrained by the nation’s wish to 

conserve Arabic language and the pressure of communicating in English as a global 

language (Al-hawsawi, 2013). However, universities in KSA started to introduce 

English as a preparatory course and in some universities as the medium of instruction 

(Syed, 2003; Al-Hazmi, 2003) because there is a growing call for using English in 

universities. Such increasing demand is explained by Al-Hazmi (2005) who states that 

universities are seeking to make available up-to-date knowledge for their graduates to 

improve chances of employment. Moreover, English is important as it is linked to the 

fact that most of the industries that depend on technology, sciences and businesses in 

KSA see English as an important tool to communicate (Al-Jarf, 2008b; Zughoul and 

Hussein, 1985). Thus, Saudi universities are moving towards a greater use of English 

language.  
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In view of the above discussion, Saudis in general acknowledge the importance of 

English language in their lives, both inside the country and outside, and also for the 

future of their children. Thus, it has become a responsibility for educational specialists 

to investigate all aspects of teaching and learning English as a foreign language in order 

to promote the level of fluency amongst Saudi students.   
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Chapter Three: 

Theories on Learning a Second and Foreign Language 

 

3.1 Introduction 

In order to contextualize the study, this chapter is devoted to language learning theories. 

It discusses the major theories related to both first and second language acquisition. It 

consists of four major sections: first section (3.2) discusses the definition of the terms 

‘bilingualism’ and ‘multilingualism’. Second section (3.3) discusses the major theories 

of first language acquisition including behaviourist views, mentalist views, cognitive 

theories, and social interactionist theory. The third section of this chapter (3.4) provides 

an introduction to the major views and thoughts on second language acquisition by 

discussing the major theories in this field including the behaviourist perspective, the 

innatist perspective, Krashen’s five hypotheses, the interactionist perspective and 

sociocultural theory. 

The fourth section (3.5) discusses two models of second language learning, namely, the 

acculturation model of John Schumann and MacIntyre et al.’s willingness to 

communicate model. The chapter ends in a brief conclusion. 

3.2 Bilingualism and Multilingualism 

Generally, bilingualism is the use of two languages. However, there is no universal 

definition of the term bilingualism as it depends on what the researcher wants to 

investigate (Skutnabb-Kangas, 1981, p.  84). Leonard defines bilingualism as “native-

like control of two languages” (Bloomfield, 1933, p. 56), while Mackey (1962, p. 52) 

defines it as “the ability to use more than one language”. Moreover, Haugen (1953, p. 

7) regards it as “the point where a speaker can first produce complete meaningful 
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utterances in the other language”. Macnamara (1967) provided a broad definition of the 

term ‘bilingualism’ in which anybody who possesses minimum proficiency in any of 

the four language skills in a language other than his or her mother tongue can be 

defined bilingual; whereas, Titone (1972) restricted the definition of bilingualism to the 

ability to effectively communicate in more than one language. Similarly, Hornberger 

(1990, p. 213) defined the term ‘bilingual literacy’ as “any and all instances in which 

communication occurs in two (or more) languages in or around writing”. The present 

study focuses specifically on oral communication in the classroom. 

According to the above definitions, the degree of proficiency in the two languages 

seems to range from being able to communicate producing meaningful utterances as 

stipulated by Haugen to the advanced level of proficiency, “native-like”, as proposed by 

Bloomfield (1993). To be bilingual means different things to different people. Based on 

this fact, bilinguals can be broadly grouped into two major groups:  balanced bilinguals, 

those who are fully competent in both languages, and dominant bilinguals, that is, those 

who are fluent in only one of the two languages. A balanced bilingual person is defined 

by Baker (2001, p.9) as someone who is “approximately equally fluent in two 

languages”. As for the use of the two languages of the bilingual, Baker (2001) believes 

that bilinguals’ choice between the two languages depends on the situation including 

the addressee; for instance, a language might be used at the workplace and the other 

might be at home. Many researchers used the term ‘balanced bilingualism’ in the sense 

that bilinguals have an appropriate competence in the two languages in which he or she, 

in a school, for example, understands and does activities in either language. But this is 

not always the case if the literal meaning of the concept is considered, as Baker (2001) 

argued, the term ‘balanced bilingual’ may also include a child who has an equal amount 

of competence in two undeveloped languages, a fact that contradicts Bloomfield’s 

definition: “native-like control of two languages”. 

The term ‘multilingualism’ generally refers to the use of more than two languages 

whether by an individual speaker or by a group of speakers. According to Clyne (2007, 

p. 301), multilingualism may refer to the competence of an individual, “competence in 

more than one language”, or to the whole language situation in an entire society. 
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However, Herdina and Jessner (2002, p. 52) maintain that multilingualism in general 

terms can be defined as the command and/or use of two or more languages by the 

respective speaker. As can be seen from the above definitions, the majority of 

researchers used the term bilingual for users of two languages and multilingual for users 

of three or more languages, but this is not always the case as it is not universal. Some 

definitions make a binary distinction between monolingualism and multilingualism 

rather than using a numeric scale, for example, Saville-Troike (2006). Hornberger 

(2009. p.198) locates multilingualism within the context of multicultural education. She 

argues that: 

Multilingual education is, at its best, (1) multilingual in that it uses and values 
more than one language in teaching and learning, (2) intercultural in that it 
recognizes and values understanding and dialogue across different lived 
experiences and cultural world views, and (3) education that draws out, taking 
as its starting point the knowledge students bring to the classroom and moving 
toward their participation as full and indispensable actors in society –locally, 
nationally, and globally. 

 
Hornberger’s views are pertinent to this study in relation to the fact that the participants 

in this study are bridging cultures, especially language, through their learning to 

become fluent in another language, namely, English. The next section focuses on major 

theories related to first language acquisition. 

3.3 First Language Acquisition Theories 

3.3.1 Behaviourist Theory 

Behaviourist theory of first language is basically a psychological theory which relates to 

first language acquisition that was a dominant school in psychology from the 1920s to 

1960s (Torikul Islam, 2013). The history of behaviourist theory can be traced back to 

J.B. Watson’s (1924) habit formation hypothesis which asserts that a habit is formed by 

the association of a particular response to a particular stimulus and they become 

recurrently linked together. When B.F. Skinner’s (1957) book Verbal Behavior was 

published, behaviourist theory of language acquisition was fully developed and 

propounded as he investigated how these habits were formed. 
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According to behaviourist theory, language learning involves habit formation exactly 

like any other kind of learning. These habits are formed when learners respond to 

stimuli in the environment; as a result, they have their responses reinforced which, in 

turn, result in imitation of the responses. According to Wilga Rivers,  

the behaviorist theory of stimulus-response learning, particularly as developed 
in the operant conditioning model of Skinner, considers all learning to be the 
establishment of habit as a result of reinforcement and reward (1968, p. 73).  

Behaviourists believe that “infants learn oral language from other human role models 

through a process involving imitation, rewards, and practice. Human role models in an 

infant’s environment provide the stimulus and rewards” (Reutzel & Cooter, 2004). In 

this way, when the learner child tries to imitate the sounds or speech patterns around 

him/her, his/her imitation is praised which becomes a reward. 

3.3.2Mentalist Theory  

In his famous article ‘Review of Verbal Behavior’ published in 1959, Noam Chomsky 

criticised Skinner’s theory of language acquisition and the whole approach of 

behaviourism and argued that inferring from animal behaviours cannot show how 

human beings learn language naturally. Instead, Chomsky stressed the role of the child 

in learning his/her first language as an active contributor and played down the role of 

imitation and reinforcement. These views led to an insistence of mentalists’ views of 

first language acquisition in place of the behaviourist approach. His criticism of the 

behaviourist approach was on the grounds of creativity in children’s language as they 

produce utterances that they have never heard before for which he proposed a 

completely different view of language acquisition (Torikul Islam, 2013). Thus, 

Chomsky’s mentalist approach to first language acquisition was a challenge to the 

behaviourist view and this initiated a debate on whether language exists in the mind 

before any linguistic experience, which led to the explanation of a language-learning 

faculty specific to humans. 
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Chomsky’s assertion is that knowledge of first language that children possess is derived 

from a Universal Grammar, which exists as a set of innate linguistic principles that 

includes the beginning state and controls the form that sentences of any language can 

take. As a result, he put forward a universal grammar which is an innate linguistic 

knowledge that contains a set of common principles common to all possible human 

languages and contained in the human’s language acquisition device (LAD) (Lightbown 

& Spada, 2013). This universal grammar allows children to select and construct the 

grammar of their first language through the process of forming hypotheses about the 

grammar of the language and then testing their hypotheses by applying them and, as a 

result, they either accept or reject those hypotheses (Torikul Islam, 2013). Therefore, 

children produce sentences by using rules instead of simply repeating what is said.  

3.3.3Cognitive theory 

The study of language development and education of children made by Piaget (1971) 

has been very important in our present world. Jean Piaget was a Swiss psychologist 

who was well known for his four stages of cognitive development for children in which 

the development of language is included. His theory of intellectual development is 

considered a leading theory on cognitive development (Flavell, 1963). According to this 

theory, children must actively construct their own understanding of the world around 

them through their interaction with the environment; such understanding takes place 

before they begin to develop language. They start to understand concepts before they 

acquire the language in which those concepts are used or expressed. In other words, 

they begin to collect information about a particular object according to the environment 

in which they found themselves, and see that object, then they map the word that 

expresses that object in the language around them. Therefore, it is adaptation and 

assimilation processes. Adaptation is the child’s innate tendency to interact with his or 

her environment; such interaction promotes the development of a complex mental 

organisation.   

Followers of cognitive theory believe that language develops in stages within the 

context of other general cognitive abilities of the child such as attention, memory and 
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problem solving. For instance, Goodluck (1991) states that language usually emerges 

within certain stages in children’s life in which they go in a fixed order which is 

universal for all children. According to Piaget’s cognitive theory, there are certain 

stages in which children develop the way of their logical thinking and reasoning skills 

that are reflected by their language (Hertherington & Park, 1999). Each of these stages 

has its specific name and occurs in a particular age. Moreover, the stages are 

chronological in order and follow a fixed sequence, so it is not possible for a child to 

skip any of the stages or speed up their transition from one stage to another; they must 

pass through each stage in a regular sequence with sufficient time and experience that 

they internalize before heading to the next stage (Simatwa, 2010).  

Below are the four stages as proposed by Piaget in his cognitive development theory; 

each stage involves different features of first language acquisition and provides the 

foundation for the next one: 

1. Sensory-Motor Stage 

This stage begins from birth to the age of two years. During this stage, children’s 

cognitive activity and their ability to understand things around them depends on their 

immediate experience through the senses (Meyer & Dusek, 1979). In other words, their 

senses interact with the environment; they have not developed a language for labeling 

experiences or remembering events and if they make any response, it depends on the 

situation, immediate environment. 

2. Pre-Operational Stage 

It starts from the age of two and continues till the age of seven. Children’s language 

shows fast development as they add new words, expressions and situations. In this 

stage, displacement - a human language characteristic, starts in their language, so they 

start to talk about places and times other than the immediate ones. They can symbolize 

experience mentally which is provided by the development of their language skills 
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(Meyer & Dusek, 1979). At this stage also they learn how to map words and symbols 

onto their objects.  

3. Egocentrism Stage 

This stage involves what is referred to as ‘animism’ in which children consider 

everything around them as being alive including inanimate objects. At this stage, 

language is considered egocentric as children use their own perspective to view objects 

around them. 

4. Operational Stage 

This stage starts from the age of 7 to 11. It is divided by Piaget into two parts according 

to the kind of operations, so there will be concrete operations and formal operations. At 

this stage children’s language indicates a movement of maturity in their thinking, so 

they move from an immature to a mature thinking and from an illogical thinking to a 

logical one. Their egocentric way of dealing with things around them finishes as they 

start to ‘decenter’ or view things from the perspective of others rather than their own 

perspective. Decenteration means that children do not centre their thinking on only one 

aspect of an object or a subject but they centre their thinking on more aspects of the 

same object (Anita, 2004). Socialisation also begins at this stage as their language 

becomes characterized by including things such as questions, answers, commands and 

criticism.  

These theories apply predominantly to first language acquisition and Piaget’s subjects 

of study were children. The next section focuses on social interactionist theory, which 

incorporates language learning as an interactive process of meaning making. This 

theory is significant to this study. 
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3.3.4 Social Interactionist Theory  

Social interactionist theory is a compromise between the behaviourist and mentalist 

views. It is an approach to language acquisition that stresses the environment and the 

context in which children acquire the language and states that the development of 

children’s language comes from the interactions between children and caregivers. The 

focus in this theory is on the pragmatics of the language rather than grammar, which 

comes later (Bruner, 1978). Bruner (1978) argues that in an interaction between a child 

and a caregiver, for example, turn taking is necessary for the child’s language 

development. Similarly, Snow (1976) suggests that the role of adults is crucial in the 

child’s language development, and she stresses the importance of exchanges between 

the caregivers and the child.  

Lev Vygotsky is considered the founder of socio-cultural theory. He believes that 

learners internalized complex ideas (Daniels, 2001), and added that the internalization 

of knowledge could be better achieved through guiding learners by good questions put 

forward by the teacher. Unlike Chomsky and Piaget, Vygotsky’s concern was the ways 

in which a language might influence the way a person thinks. According to his theory, 

the speech structures that a child masters influence his or her way of thinking whereas 

the structure of the language he or she uses has an impact on the way they perceive the 

environment; the child seems to use the language for superficial social interaction at the 

beginning but later it becomes the structure of his thinking. Moreover, language is seen 

as an important factor for the cognitive development, and language and culture play 

crucial roles in the intellectual development of humans and in the way they perceive the 

world. 

One important principle in Vygotsky’s theory is the ‘zone of proximal development’, 

which is the difference between the children’s ability to depend on themselves to 

interpret or solve problems and their capacity to do so with the help of others. The 

concept of zone of proximal development (ZPD), encompasses all the activities that a 

learner can do only with the help of others. Being able to explain the development of 

the human language and the cognitive development, Vygotsky’s social interactionist 
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theory has become a strong basis of modern trends in the field of applied linguistics 

because it gives more support and focus to the more natural communicative approaches. 

For further discussion of Vygotsky’s seminal contribution to sociocultural theories on 

language and learning please see Section 3.4.5. 

To sum up, the behaviourist approach places primary weight on learners’ imitation of 

what they have heard from people around them which has not proven adequate 

explanation of children language development, whereas, the innatist view focuses on 

the children’s innate, biological mechanisms to account for language acquisition. The 

interactionist view acknowledges both previous perspectives but giving more emphasis 

to the social interactions that aim at communication as the essential ingredient in 

language acquisition. In the next few sections the focus will be on second language 

acquisition (SLA) and the learning of English as a Foreign Language (EFL) as these 

theories are significant to this study. 

3.4 Second Language Acquisition: EFL learning Theories 

3.4.1 Behaviourist Perspective in Second Language Acquisition 

Many classrooms of second language have been influenced by the behaviourist views in 

their teaching and learning processes in many ways till our present time. For instance, 

the audiolingual method is a behaviourist language method which was famous in the 

1960s in which material was presented to learners on a tape as dialogues (see Chapter 4, 

section 4.2.1.1 below); they have to memorize them followed by drills in order to 

practice patterns such as verb forms and sentence structures. The distribution of skills is 

based on the natural sequence of the first language acquisition, so students first are 

taught to listen and speak then write and read. Followers of this model believe that 

second language learning processes involve imitation, repetition and reinforcement of 

grammatical patterns. Errors are seen as the negative side of learning, reflecting bad 

teaching style or bad material, so they should be immediately corrected in order not to 

be bad habits that would be difficult to deal with at later stages. 
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3.4.2 Innatist Perspective in Second Language Acquisition 

Mentalists’ views on language teaching and learning have also influenced second 

language acquisition. In their perspective, humans are born with an innate ability that 

enables them to acquire language which is referred to as LAD. For LAD to start its 

function of acquiring the language, the learner has to be exposed to the input (see 

Chapter 4, section 4.6.6 below), so the role of the teacher was played down and more 

emphasis was given to the learner becoming the cornerstone in this process. Errors also 

were regarded as the positive side of learning as they reflect that learning process in 

going on. One theory put forward to account for second language development was the 

creative construction theory (Dulay, Burt, & Krashen, 1982). The Creative Construction 

Hypothesis (CCH) came to existence because of the failure of the Contrastive Analysis 

Hypothesis (CAH) which works on the areas of difficulty in second language 

development through the procedure of comparing the phonological, morphological and 

syntactic aspects of the learner’s mother tongue and those of his or her second 

language. According to CAH, when differences exist in the above language aspects, 

learners face difficulties in learning them. In spite of the fact that these predictions are 

sometimes true, many researchers, Dulay & Burt (1974) for instance, confirm that 

learners of a second language produce errors similar to those errors produced by 

children acquiring that language as their first language; as a result, they concluded that 

second language acquisition is similar to first language acquisition. As such, CCH 

establishes that second language acquisition process is similar to that of children 

developing their first language (Quesada, 1995). All learners acquire the second 

language in the same way regardless of their mother tongue (Dulay, Burt, & Krashen, 

1982). 

3.4.3 Krashen’s Five Hypotheses 

Krashen (1982) capitalizing on the innatist tradition developed five hypotheses about 

second language acquisition: the acquisition-learning hypothesis, the monitor 

hypothesis, the natural order hypothesis, the input hypothesis, and the affective filter 

hypothesis. They are discussed below. 
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3.4.3.1 The Acquisition-Learning Hypothesis 

Krashen’s first hypothesis was that there is a difference between acquiring and learning 

a second language. He argues that acquisition refers to the natural process of language 

development which takes place when the target language is used for communication 

with native speakers in meaningful interactions. In this process, form is not paid any 

particular attention to and the focus is on oral communication skills: listening and 

speaking, so it is similar to first language acquisition. The second element in this 

distinction is learning which refers to formal study of the language forms and functions 

inside the classroom or any language unit. Therefore, it is attained through formal 

education. He claims that learning cannot turn into acquisition and only acquired 

language is available for natural, fluent communication. He has been criticised that it is 

difficult to detect which system whether acquisition or learning is at work in any 

instance of language use (McLaughlin, 1987). 

3.4.3.2 The Monitor Hypothesis 

According to the monitor hypothesis, the formal study of language results in developing 

an internal grammar monitor, which watches the output to make sure that usage is 

correct. In order to use this monitor, the student has to have three elements or 

conditions: sufficient time, focus on grammatical form, and explicit knowledge of the 

rules. Therefore, this monitor is more effective and easier in writing than speaking. 

Krashen continues that knowing the grammatical rules only helps students to control 

their language, whereas what has been acquired constitutes the true base of their 

language knowledge. Based on this assumption, Krashen recommends that when 

teaching a foreign language, the focus should be on communication rather than the 

grammatical rules; this idea puts him in agreement with many second and foreign 

language experts (Celce-Murcia, 1991; Oller, 1993). 
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3.4.3.3 The Natural Order Hypothesis  

In this hypothesis, the main idea is that there is a predictable sequence of acquiring the 

rules of the language which takes place in acquisition rather than learning. In other 

words, certain grammatical features or morphemes are acquired in early stages while 

others are acquired in later stages. So, there is a general existence of a natural order of 

acquisition in which adult non-native speakers and children native speaker follow the 

same order. However, when acquiring a second or foreign language, individual 

differences and the role of the first language exist (Lightbown & Spada, 2013; Pica, 

1994b). 

3.4.3.4 The Input Hypothesis 

The input hypothesis is one of the most important contributions of Krashen to second 

language development. According to this hypothesis, the successful acquisition of the 

second language is a result of students’ understanding of the target language in natural 

uses situations. This hypothesis capitalizes on the fact that the input must not only be 

understandable but comprehensible. Hence the term comprehensible input came into 

existence; it is that input which contains grammatical features that are little higher than 

the student’s linguistic level. Krashen abbreviated this as i + 1, with i standing for input 

and +1 indicating the challenging level which is little higher than the learner’s level of 

proficiency. 

3.4.3.5 The Affective Filter Hypothesis 

The affective filter hypothesis deals with social and emotional factors that influence 

second language acquisition. Based on a number of studies he conducted, Krashen 

concludes that the important affective variables supporting second language acquisition 

include a low-anxiety learning environment, learners’ motivation to learn the language, 

learners’ self-confidence and self-esteem. He summarises the five hypotheses in a 

single claim: “People acquire second languages when they obtain comprehensible input 

and when their affective filters are low enough to allow the input in [to access LAD]” 
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(Krashen, 1981, p. 62). For him, the comprehensible input is the instrumental variable 

in second language acquisition, so he argued that listening to and understanding the 

spoken language is the vital component in second language acquisition. Therefore, 

students should be allowed a silent period during which they can acquire knowledge by 

listening and understanding the input and be prepared for a more productive stage.   

3.4.4 Interactionist Perspective in Second Language Acquisition 

The role of the target language as an input has been widely recognized in the literature 

of second language acquisition (e.g., Ellis, 1990; Gass, 1997). For instance, Stephen 

Krashen in his (1982 and 1985) stresses the importance of the comprehensible input for 

learners to develop their L2 competence (see section 3.4.3, this chapter). Following 

Krashen, Long (1981, 1996) believes that comprehensible input is essential with special 

attention to how verbal interactions make input comprehensible in cases where meaning 

is negotiated. Long’s ideas have been based on Hatch’s (1978a, 1978b) who insisted on 

researchers to investigate how L2 knowledge might evolve out of conversation. Long 

(1981) studies the discourse structure held between native speakers and non-native 

speakers investigating how participants avoid and repair difficulties in their 

conversation through adjustment to linguistic form, conversational structure and 

message contents. He finds that such features are found at the interactional, syntactic, 

lexical and phonological levels and dominant in social discourse of native speakers 

interacting with other native or non-native speakers and between non-native speakers.  

Moreover, Hatch (1981, 1983) distinguished between two different types of 

modification that result from conversational interactions: modified input and modified 

interaction. The former refers to modifications of the linguistic form of the baseline talk 

(i.e. the kind of talk used when a native speaker addresses another native speaker) 

delivered to non-native speakers that can be both, grammatical, or ungrammatical. It is 

grammatical if the modification is achieved without violating the grammatical rules of 

the language; it includes, among other processes, delivering the utterances at a slower 

pace than that of the baseline and simplification of the form by using simple sentences, 

avoiding coding, dependent clauses and other complex structures. The ungrammatical 
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modification is achieved without paying any attention to grammar rather the focus is on 

the meaning; such as omission of articles, copula and regularization. Modified 

interaction refers to the interactional structures of the discourse of a ‘native speaker’ 

addressing a non-native speaker. Such modifications are in the form of clarification, 

requests, repetition or confirmation checks which, according to Long (1983), are more 

important than the modified input as it explains the role of conversation in second 

language acquisition.  

The modified interaction has become known as the negotiation of meaning (Pica, 

1994a, 1994b; Ellis, 1999) which involves explaining the meaning of an utterance or 

making a kind of correction to the non-native speaker leaving behind the topic of 

conversation but focusing on a certain feature that the non-native speaker regards as 

difficult hindering his or her communication. Long (1996) defined negotiation of 

meaning in this way: 

The process in which, in an effort to communicate, learners and competent 
speakers provide and interpret signals of their own and their interlocutor’s 
perceived comprehension, thus provoking adjustments to linguistic form, 
conversational structure, message content, or all three, until an acceptable level 
of understanding is achieved (1996, p. 418).  

He further adds that negotiation of meaning involves:  

denser than usual frequencies of semantically contingent speech of various kinds 
(i.e., utterances by a competent speaker, such as repetition, extensions, 
reformulations, rephrasings, expansions and recasts), which immediately follow 
learner utterances and maintain reference to their meaning (1996, p. 452).  

Interactional theorists are interested in exploring how negotiation of meaning leads to 

language acquisition especially second language. 

The Interactional Hypothesis (IH) was hypothesized by the early work of Long (1981, 

1983) when he explained how grammar evolves from conversation which was 

developed by the work of Krashen (1985) into Input Hypothesis. Long (1981) maintains 

that second language acquisition is made easy by the conversation in that it makes input 
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comprehensible which will promote acquisition. It makes input comprehensible through 

the use of modified input and modified interaction, which are the negotiation of 

meaning. 

Krashen’s Input Hypothesis was criticised for three reasons: first it was claimed that the 

comprehensible input alone is not sufficient for acquisition because it is necessary for 

learners to pay attention to form for some language development as studies such as 

Schmidt (1993) and Swain (1985) have shown that learners who had chances for 

comprehensible input did not master the language completely because they had not 

mastered many aspects of the target language. For this reason, Long (1996) stresses that 

learners should pay attention to both form and meaning.  

The second criticism came from the claim that comprehensible input lacks clarity and 

consistency. For example, White (1989) claims that some structures, such as passive 

voice, are learnt by failing to understand the input because the input is 

incomprehensible. Moreover, Gass (1997) argues that the essential input for learners is 

the comprehended one rather than the comprehensible one because the former refers to 

the hearer whereas the latter refers to the speaker.  

Finally, Input Hypothesis was criticised for the fact that it is not always true that 

comprehension leads to acquisition. The role of comprehension as input, and second 

language acquisition, was questioned by Faerch and Kasper (1986). They suggest that 

learners try to understand the message by attending to the form only if there is a gap in 

the input. Similarly, Sharwood Smith (1986) maintains that the type of input that helps 

learners to understand the meaning of the message may also lead them to attend to the 

form. 
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3.4.4.1 The Updated Interactional Hypothesis 

The above criticisms led researchers to revise the existing second language acquisition 

model within the interactional framework. A close look at negotiation reveals that it 

offers chances for speakers to modify the output and feedback that focus on the form 

(Pica, 1994a, 1994b). Moreover, criticizing the Input Hypothesis, Swain (1985) 

evaluates the achievement of Canadian French immersion students and finds that 

although the comprehensible input was enough, still they committed a number of 

grammatical errors in the areas of verb tenses and the use of prepositions, among other 

errors. Therefore, Swain and Lapkin (1995) suggest that comprehensible output is 

essential in the Output Hypothesis which confirms that it is useful as learners notice a 

gap in their own knowledge while encountering a difficulty in some second language 

aspects. Swain (1995) believes that learners’ modified output may have a number of 

functions, such as leading learners to notice a gap between what they say and what they 

are able to say resulting in recognizing what they do not know, testing their hypothesis 

about the second language rules and finally the metalinguistic function allows them to 

reflect about the second language forms. Supporting Swain’s opinion, Ellis (1999) 

stresses the idea that output offers learners an opportunity to notice specific target 

language features that pose a problem for them. In addition, feedback is based on the 

output which signals incomprehension, thus a “negative input” (Long, 1996, p. 413). 

Negative input helps learners to know the incorrect mappings and discrepancies 

between the input and their output in addition to some second language features that 

they did not notice through the comprehensible input (Long, 1996).  

In a number of papers (Schmidt, 1990, 1993 and Schmidt & Frota, 1986) the 

importance of attention for learning has been highlighted. For example, based on 

Schmidt’s diary study describing his learning of Portuguese during his five-month stay 

in Brazil, Schmidt and Frota (1986)argue that attention is necessary in learning a second 

language, as  Portuguese features of the input that Schmidt noticed during his stay in 

Brazil were useful and facilitated his production of Portuguese. Moreover, Schmidt 

(1993) maintains that awareness that refers to individual experience and usually 

associated with consciousness (Schmidt, 1990) has an essential role at the level of 
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noticing in second language acquisition as it leads to the understanding of the input. 

Therefore, he argues “all learning must be accompanied by awareness” (Schmidt, 1993, 

p. 209). A similar argument was presented by Robinson (1995), who argued that, since 

all learning involves conscious awareness, awareness has a crucial role in learning. The 

factors for the negotiated interaction to contribute to second language acquisition were 

summarized by Long (1996, p. 451-452); he maintains that negotiation of meaning 

facilitates acquisition for the fact that it links input, internal learner capacities, selective 

attention and output in productive ways. 

The role of interaction in second language acquisition attracted the attention of 

researchers, including, for example, Muho and Kurani (2014) who analysed the role of 

interaction in second language acquisition focusing on how to promote it in second 

language classrooms. The participants of the study were 97 students of various levels 

studying at the Faculty of Education in Aleksander Moisu University, Durres, most of 

whom were female students aging 18 to 30. The results of the study showed that there 

are positive effects of negotiation of meaning including, among other things, it helps to 

promote communication, noticing the gap between the input and output, vocabulary 

acquisition, enables them to receive feedback and pushes them to produce more 

comprehensible input. Thus, interaction by the students is considered a key factor in 

second language acquisition. The authors of the study concluded that it is necessary for 

teachers to provide opportunities for oral discussions and encourage their students to 

initiate topics in order to make the class more enjoyable, creative and initiative and as 

for those students who are unwilling to participate, the authors suggested that teachers 

can ask them directly to involve them in the discussion rather than waiting for their 

responses. 

To sum up, the Interaction Hypothesis suggests that interaction facilitates and leads to 

second language acquisition because conversational and linguistic modifications that 

occur in the discourse afford learners the required comprehensible linguistic input. This 

approach is credited to Long (1996), who sought a way to bring together two major 

approaches in second language acquisition, the behaviourist and the mentalist 

approaches. Long maintains that input can be made more comprehensible through the 
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negotiation of meaning and claims that such modified input that learners are exposed to 

and the way in which speakers interact with learners in conversations is a crucial factor 

in the second language acquisition process (Lightbown & Spada, 2013). He also 

believes that when meaning is negotiated, input becomes more comprehensible and as a 

result learners tend to focus on salient linguistic features (Ariza & Hancock, 2003). 

Thus, negotiation of meaning leads learners to find mismatches between the input and 

their output. 

The updated Interactional Hypothesis is different from the previous views of second 

language acquisition, namely, the behaviourist and mentalist views, in that 

interactionists consider the external environment as a source of linguistic input whereas 

acquiring a second language is seen as a process that involves a kind of interaction 

between the external environment and the internal mechanism of the learners. Thus, it is 

a compromise between the behaviourist and the mentalist models of second language 

acquisition; the former believes in the role of the external environment and ignores the 

role of the learner’s internal mechanism while the latter focuses on the internal 

mechanism of the learner i.e. what goes on inside the brain of the learner paying little 

attention to the input, the external environment, as it is used only to trigger the function 

of the device that is responsible for language acquisition (LAD) (Cook, 2001), see 

section 3.4.1-2 for more discussion of these two approaches. 

3.4.5 Sociocultural Theory 

As stated earlier, Lev Vygotsky is considered to be the founder of the sociocultural 

theory. He developed the theory about sociocultural learning in Russia during the 1920s 

and 30s. It was then systematized and applied by his colleagues at the time when Russia 

was a communist regime that comprised the Soviet Union. This theory is based on the 

idea that human activities that take place within a cultural context are mediated by 

social and cultural symbol systems such as language, and that such development can 

best be understood in their historical settings. Vygotsky developed his theory in contrast 

to other psychologists who placed emphasis on human behaviour by focusing on 

subjects such as the psychology of arts, language and thought. Instead, he focused his 
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theory on learning development with an emphasis on the educational development of 

students with special needs. 

Vygotsky died at a young age and so did not fully develop the ideas of his theory. Much 

of his work remains untranslated into English. The work of Vygotsky went 

underground for 20 years but resurfaced in the late 1950s and early 1960s; it first 

appeared in the West during the 1970s. His theories continue to have increasing 

influence among Western scholars on the subject, in particular, academic scholars in the 

United States since a selection of his writings was published in 1978 in Mind in Society. 

His work was seminal in the way that language and learning came to be theorized and 

resulted in significant attention and recognition to be given to the sociocultural 

approach. Moreover, it has resulted in contemporary interpretation and reinterpretation 

of Vygotsky’s original work and also the work of his collaborators, especially that of 

the psychologist Anton Leontiev. This approach has seen significant development by 

scholars in different countries. This, in turn, has led to an expansion of the theory with 

diverse perspectives.  

The applications of Vygotsky’s theory in different cultural contexts have resulted in a 

complex of related heterogeneous proposals (Rogoff, Radziszewska, & Masiello, 1995, 

p. 125). The impact of Vygotsky’s theory is in his explanation of dynamics within the 

interrelationships between social and individual processes. His views were influenced 

by the crisis in psychology as presented by the two predominant schools at the time. 

Both schools of thoughts claim to have an explanatory system which is the basis for 

general psychology (Kozulin, 1999, p. 87). In contrast to these traditional schools of 

thoughts, the mentalist approach which focused on internal or subjective experience and 

behaviourist approach which focused on the external experience, Vygotsky developed 

his concepts of psychology as the transformation of socially shared activities into 

internalized processes. 

In this theory, learning is considered as social in nature in which meaning is achieved 

through the use of language within the social context. Vygotsky’s (1978) theory 

examines the social situation in which actions occur; the fundamental assumption in his 
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theory is that psychological structures are formed as a result of the interaction between 

the individual and the social context, thus abandoning the idea that psychological 

structures exist in the individual’s mind. Therefore, whatever mental functions an 

individual has, they result from social interactions.  

Sociocultural theory (SCT, 1978) entered the field of applied linguistics and second 

language research in the 1980s and became increasingly popular in the mid-1990s 

(Lantolf, 1994; Ohta, 1995; Watson, 1999; Wertsch, 1985, 1991, among others). 

According to this theory, language development is considered as a social process with 

an emphasis on the importance of engaging in social interaction in order to allow 

development. As with other cognitive processes, language development takes place 

when the mediational tools and sign systems (e.g., language) provided by sociocultural 

contexts are adapted in the course of meaningful activity. Then “learners gain control 

over their own mental activity and […] begin to function independently” (Zuengler & 

Miller, 2006, p. 39). 

Sociocultural theory sees learners as active constructs of their own learning atmosphere 

(Mitchell & Myles, 2004). In support of this view, Guoxing (2004) maintains that in the 

learning process, learners are responsible for their own learning environment, which, in 

turn, fosters and supports them whereas the organisation of the teaching environment is 

shouldered by the teachers, who are the active constructors. The fundamental aspects of 

the sociocultural theory are mediation, internalization, imitation, Zone of Proximal 

Development (ZPD) and scaffolding. 

3.4.5.1 Mediation 

According to Vygotsky (1978), humans are capable of using physical tools to make 

their relationship with the outer world by making indirect connections and mediating 

their relationships. Such physical tools used in facilitating and mediating these 

relationships stem from the human culture and transferred to the next generation. In this 

regard Mitchell and Myles (2004, p. 195) stress the idea that mediation is achieved 

through learners’ use and control of their mental tools, whereas Lantolf (2000) 
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distinguished between three types of mediation including mediation by others (e.g., 

teachers in teaching process), mediation by self which is achieved through private 

speech, and mediation by artifacts such as tasks and technology. Similarly, Gao (2010, 

p. 21) differentiated between three types of resources for mediation: learning 

discourses, artifacts and material conditions, and social agents. 

As far as second language acquisition is concerned, researchers have investigated the 

cognitive function of private speech of second language users (e.g., Frawley & Lantolf, 

1985). When people are engaged in a social interaction, they adjust the patterns and 

meanings of their speech and use it deeply to mediate their mental activity; such speech 

is referred to as the private speech. In this way private speech is used to regulate the 

mental functions. Private speech is known for the abbreviation and the meaning it 

communicates, and it does not need to be fully syntactic in form as suggested by 

Vygotsky. In private speech, it is assumed that the speakers have a kind of knowledge 

that is shared by them, so they already know the topic addressed in the speech and try to 

figure out what to do about it. Private speech, as Frawley (1997) argues, helps speakers 

evaluate what has been accomplished through focusing their attention on what, when 

and how something has been accomplished. Frawley (1997) states that, the linguistic 

options that perform such mental activities, depend on the language itself. For example, 

in the private speech of English speakers as an L1, “Oh!”, “OK” and “Let’s see” are 

found to be common which are derived from their use in the social interaction (Frawley, 

1997).  

3.4.5.2 Internalization 

Internalization refers to the process through which artifacts (e.g., language) occupy a 

psychological function (Lantolf & Thorne, 2007, p. 203). In sociocultural theory, 

internalization combined with mediation is one of the central concepts to the theory. 

According to Kozulin (1999, p. 116), “the essential element in the formation of higher 

mental functions is the process of internalization”. Internalization adjusts the 

relationships between people and their social environment (Winegar, 1997) and takes 
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into consideration the organic connection between individuals’ social interactions and 

their mental activities.  

Vygotsky already captured the process of internalization, in his argument that (1978, p. 

57), the process of internalization consists of a number of transformations, for example, 

the interpersonal process which is transformed into an intrapersonal one; every 

psychological function appears twice: first, on the social level, between people, and 

later on the individual level. He referred to the former as “interpsychological” and 

“intrapsychological” to the latter. He further stated that “All the higher functions 

originate as actual relations between human individuals” (Vygotsky, 1978). 

3.4.5.3 Imitation 

Imitation of other humans’ intentional activity has been referred to by Vygotsky 

(1987)as a key to internalization that encompasses a mental activity that may result in 

conversions of the original model. He states that “development based on collaboration 

and imitation is the source of all the specifically human characteristics of consciousness 

that develop in the child” (Vygotsky, 1987, p. 210); furthermore, he argues that 

imitation is “the source of instruction’s influence on development (1987, p. 211). In this 

respect, Lantolf and Yanez (2003) contend that learners seem to have their own plans 

for which language aspects they have to focus on at certain times. This kind of 

information is supportive for language teachers when they want to choose the 

appropriate involvement that promotes the students’ learning to the maximum. 

3.4.5.4 Zone of Proximal Development and Scaffolding  

In order for learners to achieve self-regulation, they need to increase their Zone of 

Proximal Development (ZPD). It is one of Vygotsky’s major contributions to the 

processes of learning and teaching as considers the importance of cultural tools and 

social learning (Smidt, 2009). The most regularly referenced definition of ZPD is that 

proposed by Vygotsky (1978, p.  86) “the distance between the actual developmental 

level as determined by independent problem solving and the level of potential 
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development as determined through problem solving under adult guidance or in 

collaboration with more capable peers”. The difference between the two levels, 

according to Vygotsky, is that the potential level is more an indicator of metal 

development than the actual level. Trying to link Vygotsky’s ZPD to second language 

classroom, Ohta (2001)put forward an updated version of Vygotsky’s definition “For 

the L2 learner, the ZPD is the distance between the actual development level as 

determined by individual linguistic production, and the level of potential development 

as determined through language produced collaboratively with a peer or teacher” (2001, 

p. 9). Furthermore, a model that consists of four-stages was provided by Gallimore and 

Tharp (1990) in order to account for the role of ZPD in the learning and teaching 

context. The features of the stages include: the teacher or any other expert provides 

assistance for the learner through language, the learner achieves the task without 

assistance, the learner’s performance is improved and automatized, and finally 

performance is deautomatized resulting in recursion through ZPD (Sharpe, 2003, p. 29).  

In instructional settings, according to Vygotsky, learning collaboratively with others 

goes before and shapes development. The relationship between learning and 

development is purposely intended learning environments, such as the instructed second 

language settings, can positively result in developmental changes. Therefore, learning is 

mutually created by the participants in an organized dialogue in which one participant, 

the teacher or a more capable peer, helps in the learning of another participant, the less 

able one, by making a scaffold in which the learner gets an opportunity to progress to a 

higher level of ability than his own. Vygotsky himself did not use the term 

‘scaffolding’; it was initiated by Wood, Bruner and Ross (1976) and has been since that 

time applied to the assistance needed in a ZPD. In this regard, Van Lier (1996, p. 

196)has made six principles of scaffolding in relation to language learning including: 

contextual support in which errors are expected and accepted as a learning process, 

continuity which refers to the repetition of occurrences of actions over time, 

intersubjectivity which is the mutual engagement and support, flow referring to the idea 

that communication is not forced but going on in a natural way, contingency meaning 

that scaffolded assistance relies on learners’ relations, and handover which refers to the 
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fact that ZPD stops as learners undertake similar task without any assistance. Therefore, 

ZPD supported by appropriate scaffolding is an instrument that teachers may use to 

understand aspects of students’ developing capacities. According to the Vygotskian 

views of scaffolding, the teacher is the one who can recognize the learners’ ZPD, and as 

a result he or she attempts to encourage their independent learning which, in turn, 

develops their mental process and functions through shared collaboration with the 

teacher. 

3.5 Models of Learning Second or a Foreign Language 

3.5.1 The Acculturation Model 

Many theories attempt to explain the relationship between learners’ second language 

and their social and/or psychological factors that play a role in their second language 

acquisition. Schumann’s (1978) Acculturation Model offers a valued context-based 

theory in relation to second language acquisition. The term ‘acculturation’ is defined by 

Brown (1980, p. 129) as the process of adapting to a new culture; whereas Maxwell 

(2002) refers to acculturation as the process whereby the attitudes and/or behaviours of 

people from one culture are modified as a result of contact with a different culture. In 

the acculturation model of Schumann, two groups of interactors are identified: the 

language learners group and the target language group; the latter refers to the second 

language community. The focus in the acculturation model is on the extent to which the 

learners group adapt the culture of the target language group. Thus, there will exist a 

social distance between the two groups through which, when little, more acquisition 

takes place. Social distance is governed by a number of factors. Schumann argues that 

acculturation is the social and psychological integration of the learner with the target 

language group. Such fact is summarised in his statement “Second language acquisition 

is just one aspect of acculturation and the degree to which a learner acculturates to the 

target-language group will control the degree to which he acquires the second 

language” (Schumann, 1978, p. 34).  
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Schumann (1986): distinguished between two types of variables involved in 

acculturation and thus second language acquisition: the social variables and the 

affective variables. 

3.5.1.1 Social Variables 

Schumann’s model includes eight social variables which can either promote or inhibit 

contact between the second language learners group and the target language group and 

thus affect the extent to which the learners group acculturates, which as a result affect 

the degree to which this group will acquire the target language (simplified from 

Schumann, 1986, pp. 378-382): 

1. Social dominance: if the second language learners group is politically, 

culturally, technically or economically superior to the target language group, 

there will be a social distance and the learners group will tend not to learn the 

target language. Social distance will exist also if the learners group is inferior to 

the target language group and they may resist learning the target language. 

2. Assimilation, preservation and adaptation: when the learners group decides 

to assimilate the target language group, it abandons its own values and adopts 

those values and lifestyle of the target language group. If this does not happen, it 

is preservation, i.e., the learners group rejects the lifestyle and values of the 

target language group and keeps its own. Adaptation is a compromise between 

assimilation and preservation as the learners group adapts to the lifestyle and 

values of the target language group but at the same time keeps its own for 

intragroup relation needs. 

3. Enclosure: it refers to the extent to which the learners group and the target 

language group share social constructs such as schools, clubs, facilities and 

trades. If the two groups share these social constructs, contact between the two 

groups is improved and therefore acquisition is facilitated. 
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4. Cohesiveness: if the learners group is cohesive having tie bonds and strong 

relations, their relationships with target language group will be less and will 

tend to be separate from them. 

5. Size: if the size of the learners group is large, the intragroup relations and 

contact will be more than that with the target language group. 

6. Congruence: if the cultures of the two groups are similar, social distance is 

less and therefore social contact is more which in turn promotes second 

language acquisition. 

7. Attitude: second language acquisition is more facilitated if both groups have 

positive attitudes towards each other. Thus, more acquisition takes place. 

8. Intended length of residence: the length of stay plays an important role in the 

acquisition of the second language. If a member of the learners group plans to 

remain with the target language group for a long time, he or she will feel the 

need to learn their language. 

3.5.1.2 Affective Variables 

The discussion of social variables revolves around language learning in which groups of 

people are central to the discussion. Besides social variables, Schumann (1986) 

included affective variables that have something to do with learning language by 

individuals. In such situations, an individual may learn a language under some 

unfavourable social conditions that hinder second language acquisition. The 

psychological variables that affect acculturation and ultimately second language 

acquisition are affective in nature. He (1986, pp. 382-384) identified four psychological 

variables in his model: language shock, cultural shock, motivation, and ego 

permeability. 
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Language Shock 

When learners try to use a second language, they are often anxious that they will look 

silly, and be criticised and ridiculed; they are often haunted by the feeling that their 

performance will not actually reflect their ideas. 

Cultural Shock 

Culture shock is the anxiety that results from the confusion encountered when a person 

enters a new culture. When moving into a new culture, the learner finds him/herself in a 

dependent state. The strategies of coping and problem-solving that she or he has already 

developed using his/her first language and his own culture often are unsuccessful; as a 

result, what was routine for her/him in her/his own country needs a great deal of energy 

causing her/him stress, anxiety and fear in the new environment, language and culture. 

In this psychological situation the learner is unlikely willing to make the efforts 

necessary to learn the second language. 

Motivation 

There are two types of motivation: instrumental and integrative (Gardner & Lambert, 

1972). Learners’ motivation for learning a second language is instrumental when the 

reason to learn that language is mainly for a practical purpose such as getting promotion 

or getting a better job, whereas the integrative motivation is associated with the fact that 

learners want to learn the language because they want to mix and may be become 

members of the second language community including their values and culture. In 

relation to the present study, if the motivation is instrumental such as the one of the 

Saudi learners of English (Schumann, 1986, p. 383), learners will stop learning the 

second language once their goals of learning that language are satisfied.  
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Ego-Permeability 

The notion of ‘language ego’ was first developed by Guiora (1972). During general ego 

development, children acquire body ego by which they become able to distinguish 

themselves from the objective world around them. Similarly, they acquire the 

boundaries of the sounds, words, syntax and morphology of their language. In the early 

stages, language ego boundaries are permeable but latter they become fixed and rigid. 

Guiora believes that ego-permeability can be made by reducing the learner’s level of 

shyness and embarrassment. Thus, to make second language acquisition more 

successful, the learner’s shyness and embarrassment should be lowered, and thus they 

will be more open to the input of the target language. 

Therefore, the four above psychological factors have an important role in the 

acquisition of a second language. If language shock and cultural shock are not resolved 

and if the learner’s motivation and ego-permeability are insufficient and inappropriate, 

then he or she will not fully acculturate and hence will not acquire the second language 

fully (Schumann, 1986). 

To summarise, the acculturation model of second language acquisition provides a useful 

framework for language acquisition through the acculturation of the language learners 

group to the target language group, keeping the focus on the social distance that might 

exist between the two groups and how to minimize it, by controlling the social and 

effective variables mentioned above. However, as far as this study is concerned, the 

teacher represents the target language group as he is the most fluent speaker of English 

in the classroom context being the model for all students (the learners group) and 

viewed as a native speaker of English. 

3.5.2 Willingness to Communicate in a Second Language 

Willingness to communicate (WTC) in a second language was established from 

communication studies about WTC in first language. It was developed to represent a 

constant tendency of communication behaviours in a given native language across 
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interpersonal communication situations (McCroskey & Richmond, 1990; McCroskey, 

1997). It was theorized as a cognitive process of making a decision to speak and this 

decision is influenced by the personality of the individual (McCroskey & Richmond, 

1990). As for WTC in L1, McCroskey (1997) argues that there are two main 

antecedents on which WTC relies: communication apprehension and self-perceived 

communication competence. The former is seen as “an individual’s level of fear or 

anxiety associated with either real or anticipated communication with another person or 

persons” (McCroskey, 1997, p. 82). Thus, when communication apprehension increases 

in an individual’s psychological feeling, his or her WTC will be less. The latter 

antecedent is viewed as the perception of one’s ability to communicate which is 

considered as a perception higher than the actual competence McCroskey (1997). The 

investigation of WTC in L1 paved the way and is the foundation of the development of 

WTC in the second language which is considered to be more complex than that of the 

L1 (MacIntyre et al., 1998). 

3.5.2.1 MacIntyre’s L2 WTC Model 

The theoretical model of L2 WTC of MacIntyre and associates (1998) is based on the 

L1 WTC model established by McCroskey and Baer (1985, cited in MacIntyre & 

Charos, 1996). The model of MacIntyre et al. (1998) provides an explanation of the 

mental processes helpful in opening communication in a second language. This model 

is presented in a pyramid shape (see Figure 3.1 below). They defined WTC in second 

language as “a readiness to enter into discourse at a particular time with specific person 

or persons using L2” (MacIntyre et al., 1998, p. 547). The model is considered as a 

mental process in which multi-layered variables operate on a continuum and learners 

will try to find the opportunity to be involved in an L2 conversation once they are 

willing to communicate. As can be seen in the pyramid-shape represented in Figure 3.1, 

the model consists of twelve variables organized in six layers. These layers are 

classified into two levels: situational variables and individual influences. The situational 

variables, such as the individual’s desire to speak with a particular person, are 

represented in layers I-III and they are reliant on the context, so they are open to change 

according to the situation. On the other hand, the individual variables, such as 
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intergroup relations and learner personality, are represented in layers IV-VI and 

considered as being stable characteristics of an individual which can be used in any 

situation. 

The arrangement of the situational variables and the individual influences in the 

pyramid shows that the former which are closer to the top are more significant than the 

latter which are situated at the base of the pyramid. 

Layer I is located at the top of the pyramid representing L2 use. Second language use 

here refers to communication activities and also includes other activities including 

reading newspapers and watching TV. 
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Figure 3.1: MacIntyre et al.’s Model of Willingness to Communicate (1998) 

Layer II represents behavioural intention which refers to WTC. Layer III immediately 

influences the WTC through situated antecedents and it involves the desire to 

communicate with a specific person and the state communicative self-confidence. The 

desire to communicate with specific person is determined by two situational causes: 

affiliation and control. Affiliation refers to the fact that learners need to establish 

relationship with other speakers which is initiated from their integrative motivation 

such as being attracted and familiar to speakers or when they attempt to be similar to 
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them. Control, on the other hand, refers to the communicative situation in which the 

learners’ motivation is instrumental initiated by a particular goal such as requiring 

speakers’ assistance, cooperation or services. State communicative self-confidence 

refers to the “overall belief in being able to communicate in L2 in an adaptive and 

efficient manner” (MacIntyre et al., 1998, p. 551). It is a construct that consists of two 

dimensions: state anxiety and state perceived competence (Clement, 1986). The former 

explains the extent to which the learner is worried while engaged in speaking; such a 

state of worry can be caused by a number of factors such as negative past experiences. 

The latter refers to the way a person views his or her capacity to communicate at the 

time of speaking (MacIntyre, 1994; MacIntyre & Charos, 1996). 

Layer IV is located far from the top of the pyramid with motivational propensities that 

are composed of three variables: interpersonal motivation, inter-group motivation, and 

L2 self-confidence. Interpersonal motivation depends on either ‘control’ or ‘affiliation’ 

(as discussed in the previous paragraph), whereas inter-group motivation is influenced 

by a particular group to which a person belongs. The group is affected by the inter-

group climate and attitudes. Like interpersonal motivation, it depends on either 

‘control’ or ‘affiliation’. The third variable in this layer is L2 self-confidence which 

contains two elements: cognitive and affective.  

Layer V is the affective-cognitive context containing three variables: intergroup 

attitudes, social situation, and communicative competence. Layer VI is social and 

individual context. It consists of two factors: intergroup climate and personality. The 

former refers to the characteristics of the bilingual context in which the issues of the 

accessibility of language, the structure of the community and the attitudes towards the 

native speakers’ community are involved. 

In this study, the WTC in English for Saudi EFL learners refers to the willingness to use 

English in various classroom situations can be determined by their responses in the 

focus group discussions and the individual interviews. 
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3.5.2.2 Empirical Research on WTC 

A number of researchers used different tools to explore the WTC construct such as 

questionnaires, interviews, group discussions, class observations etc. They tried to 

understand and find reasons for why some learners are willing to communicate in 

second language while others avoid it. In the literature, a number of factors have been 

found to have influence with direct or indirect one on learners’ willingness to 

communicate; such factors include perceived communication competence, anxiety, 

attitudes and motivation, social support, learner’s personality and the learning context 

(Bukhari et al., 2015). MacIntyre et al.’s (1998) model was tested by a number of 

studies. For example, Kim (2004) examines the extent to which MacIntyre et al.’s 

(1998) model is reliable. The study attempts to explain WTC among Korean students 

and whether it can be applied to the Korean EFL context. The results of the study show 

that participants’ perceived self-confidence has a direct influence on their WTC, which 

was also indirectly affected by motivation through self-confidence. The results also 

show that WTC in second language learning was more probable to be a personality-

based predisposition than situational. The author concludes that the WTC model was 

reliable in the Korean EFL context. Similar results were reported by Cetinkaya (2005). 

In his study on the WTC model in the Turkish context, he investigated the interrelation 

among students’ WTC in L2, motivation, anxiety, perceived communication 

competence, attitudes and personality. The results of the study indicated that 

participants’ willingness to communicate in the second language was directly 

influenced by their perceived self-confidence, whereas it was indirectly affected by 

their motivation through self-confidence. On the other hand, Wen and Clement (2003) 

found that MacIntyre et al.’s (1998) model might not be able to explain the WTC of the 

Chinese EFL learners in their study. They attributed the reason to the fact that the WTC 

model was based on research conducted in a western context which is different from the 

Chinese context. 

Mahmoodi and Moazami (2014) conducted a study to investigate the relationship 

between WTC and foreign language achievement of Arabic students studying at Bu-Ali 

Sina University-Hamedan, Iran. The results of the study show that students who were 
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more willing to communicate in the foreign language were rather high at their L2 

achievement. Therefore, they conclude that there was a significant correlation between 

WTC and Arabic language achievement (Mahmoodi & Moazami, 2014). Investigating 

the use of socio-affective strategies by learners of second language who have 

willingness to communicate, Mehrgan (2013) gave a WTC questionnaire to 20 second 

language learners and selected the highest two according to their scores in the WTC 

questionnaire for interview; they comprised one male and one female student. The aim 

of the interview was to see which socio-affective strategies they used. The results of the 

study indicated that the participants used the following strategies while communicating: 

asking for clarification and correction, cooperating with others such as the more 

proficient users of the language, taking risks wisely, discussing feelings with others and 

becoming aware of their feelings and thoughts, writing a language learning diary, and 

using music. The author concludes that those who have WTC in a second language 

make use of socio-affective strategies that are, according to Mehrgan (2013), of great 

contribution to the development of a second language. In order to examine WTC in 

English among Iranian EFL learners in the classroom context, Khajavy et al. (2016) 

carried out a study on 243 undergraduate EFL students investigating the 

interrelationships among L2 WTC, communication confidence, motivation, attitudes 

and foreign language achievement. The results of the analysis showed that classroom 

environment was the strongest direct predictor of WTC in foreign language; willingness 

to communicate was influenced directly by communication confidence whereas it was 

indirectly affected by motivation. The results also show that participants’ level of 

proficiency indirectly affects their WTC through communication confidence, and the 

classroom environment indirectly affects their attitudes, confidence and motivation.   

3.6 Conclusion 

In this chapter, the major theories of language acquisition have been summarized. 

Theorists place different value on the role of interaction in language acquisition. For 

example, behaviourists focus on imitation whereas mentalists place primary weight on 

learners’ use of their innate biological mechanisms while engaged in learning a 

language. On the other hand, the interactionists agree with the views of both the 
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behaviourists and the mentalists and focus on the social interactions as an important 

component of language acquisition process. Krashen argues that progress in language 

learning is determined by the amount of comprehensible input in which the language 

input is at the level just beyond the current linguistic level of the learners which is 

similar to Vygotsky’s ‘zone of proximal development’. The role of comprehensible 

input was stressed by Long’s model but it can be more comprehensible through the 

negotiation of meaning as it allows learners to make mismatches between the input they 

are exposed to and their actual output which can be attained with the help of the 

teacher. Interaction between participants also plays an essential role in the sociocultural 

theory. Especially in a learning context, the collaboration between the teacher or an 

expert in the language with the learner using an appropriate scaffolding (among other 

instruments) leads to developing the learner’s mental processes and functions. 

Similarly, the relation between participants was emphasised by Schumann’s 

acculturation model, but the focus here is on the social distance necessary to be 

minimized in order to allow for more communication between participants and as a 

result more acquisition will take place. Finally, what influences and plays an important 

role in learners’ willingness to communicate are classified by MacIntyre et al.’s (1998) 

work in a pyramid-shape with different layers and different variables that are once 

taken into consideration while teaching a second language will definitely improve the 

learners’ willingness to communicate in the second language and as a result will 

improve their second language acquisition. 

The main theories that underpin this study draw, first, on sociocultural theory as 

presented in the work of Vygotsky who argued that language learning takes place 

through social interaction and the best way to acquire a new language is through 

language interaction. Interaction between participants plays an essential role in the 

sociocultural theory. Collaboration between the teacher , or an expert in the language 

and the learner especially in the learning context by the use of an appropriate 

scaffolding (along with other instruments) contributes to the development of the 

learner’s mental processes and functions. Second, it also draws on Krashen’s theory that 

progress in learning a language is determined by the amount of comprehensible input in 
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which the language input level is just beyond the current linguistic level of the learner. 

He also indicated that there is a necessity of providing sufficient time for students in 

order to learn and make them able to use and monitor their development during the 

study of a language as he proposed. Krashen concluded that self-confidence and 

learners’ motivation are among of the important affective variables that support second 

language acquisition. Third, the study also draws on Schumann’s (1986) acculturation 

model. In this model, Schumann considered second language acquisition as one aspect 

of acculturation and distinguished between two types of variables involved in 

acculturation and thus second language acquisition: the social variables and the 

affective variables.Moreover, in the psychological variable of this model, he proposed 

an important notion for SLA, namely, ‘language shock’ that refers to anxiety and the 

fearing of being criticized that the learners feel when they try to use a second language. 

Finally, the other model that is taken into consideration in this study is MacIntyre et 

al.’s (1998) model especially the idea of ‘state perceived competence’ which refers to 

the way a person views his or her capacity to communicate at the time of speaking. 
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Chapter Four: 

Classroom Issues in EFL Teaching and Learning  

 

4.1 Introduction 

Learners of second/foreign languages in education programmes are considered 

successful if they can communicate effectively in the target language, and being 

competent in L2 oral communication is the main motivation for most learners of L2 

(Richards & Renandya, 2002).‘Oral communication’ has been defined as "a two-way 

process between speaker and listener, involving the productive skill of speaking and the 

receptive skill of understanding (or listening with understanding)" (Byrne, 1976, p. 

8).In this study, ‘oral communication’ refers to the ability of learners to listen 

effectively and speak fluently including the correct use of the structure of language, that 

is, syntax, grammar, coping with meaning and vocabulary. However, foreign language 

learners, in spite of the fact that they spend years developing their linguistic 

competence, have all probably, to some extent, experienced the frustrating feeling of 

not being able to participate effectively in L2 oral communication (Hedge, 2004). This 

chapter provides a review of the literature related to the factors contributing to L2 

students’ oral communication and therefore their ability and confidence to participate in 

English classroom discussions. 

This chapter is divided into two main sections: the first section deals with factors that 

affect language learning in general including teaching methodology, motivation, and 

culture and confidence. The second section deals with factors that affect oral 

communication in EFL classrooms including classroom management, the role of the 

teacher, code switching, language proficiency, shyness and exposure to target language. 

The chapter ends with a summary of the key issues discussed in the chapter.  
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4.2 Teaching Methodology 

It is helpful and necessary for the teacher to have knowledge of the different models of 

teaching in order to choose the types of curriculum that suit his or her students. Null 

(2011) put forward five curriculum traditions that include: systematic curriculum, 

existentialist curriculum, radical curriculum, pragmatic curriculum and deliberative 

curriculum. To compare and contrast these five traditions, he uses five elements 

comprising the curriculum: teachers, learners, subject matter, context, and curriculum 

making (Null, 2011, p. 27ff). According to Null, focusing on one of these elements 

could lead to using different types of models of teaching, such as teacher-dominated or 

learner-centered. Teacher-dominated models are built on behaviourist or essentialist 

philosophies whereas learner-centered models are based on constructivist or 

developmental curriculum philosophies. Therefore, under the two categories: teacher-

dominated and learner-centered models of teaching, I will discuss in the following sub-

sections the relevant views of teaching for each one.   

4.2.1 Teacher-Dominated Models 

The major views that focus on the teacher role are behaviourist and essentialist views. 

4.2.1.1 Behaviourist Views of Teaching 

According to this view, it is argued that the mind is a blank sheet that must be filled 

with content in the course of teaching (Skinner, 1957). It is based on the idea that all 

human activities are seen as behaviours and their response to the various environmental 

stimuli forms their behaviours, which can be studied without any consideration of the 

internal mental processes. It focuses on the repetition of the selected actions in which 

the positive behaviour is encouraged whereas the negative one is discouraged. The 

teacher is the cornerstone in the learning process as he or she takes control of 

assessment and deciding what is right or wrong. Learners’ role is not paid much 

attention to; learners are just told what to do or not to do. This view includes highly-

organized plans and strategies such as, lectures, demonstrations, and direct instruction 



64 

 

which are intended to help reduce ‘bad’ behaviours by encouraging the ‘good’ ones. 

According to the SLA (Second Language Acquisition) Encyclopedia (Sp 12, 2012), 

there are two major instructional methods used in teaching a foreign or a second 

language in the behaviourism model, namely, the audio-lingual method and the direct 

method. 

The Audio-lingual Method 

It is an oral language-learning model that was based on, and inspired by, insights 

developed by structural linguists, for example, Leonard Bloomfield and behaviourists 

such as B. F. Skinner. It is   used in teaching foreign languages in which the teacher 

repeats the linguistic items in order to form the desired language behaviour whilst the 

learners’ task is restricted to imitation and memorization rather than the acquisition of 

abstract knowledge. It aims at teaching students the target language directly through 

repetitive practices as the teacher presents the correct models of language use and 

students simply need to follow the teacher and memorize what is presented by him or 

her.  

Direct Method  

In this method the foreign language is taught without using any of learners’ L1 as its 

followers do not believe in using translation in teaching a foreign language, but through 

making a direct relation between thought, expression and experience (Purwarno, 2006). 

The direct method is grounded in the fact that learners should learn the foreign language 

the way they learn their L1. Therefore, it is based on a number of views such as, the 

importance of oral training in foreign language learning, the connection between 

experience and expression and teaching sentences patterns before individual words; 

individual words are learnt through material association and use in appropriate context, 

and grammar is not taught directly, but inductively through the exposure to the speech 

and writing materials (Purwarno, 2006). Thus, it is helpful for beginner learners as it 

focuses more on listening and speaking skills than on reading and writing.     
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4.2.1.2 Essentialist Views of Teaching 

In this style of teaching, which is a teacher-centered one, the hard practice of a foreign 

language, among other traditional subjects, is emphasized. In this philosophy the 

teacher is the cornerstone as he or she is the most important person in the process of 

learning and the most knowledgeable one in the classroom; the teacher uses telling, 

describing and analyzing to teach the students (Simon, 2003). Furthermore, s/he 

depends on textbooks as material for teaching using a number of methods for evaluation 

such as, true or false, multiple choice, question and answer, and essay questions. The 

grammar-translation method of teaching a foreign language is mostly based on this 

philosophy of teaching. 

Grammar-translation Method 

The grammar rules are taught to students by translating them from the foreign language 

to the learners’ first language they then are memorized by heart along with lists of 

vocabulary. Such techniques are helpful to develop students’ writing ability and 

sentence formation rather than their speaking or listening skills (Taber, 2008). In this 

way it might not be very interesting or a source of enthusiasm for students as they are 

not encouraged to negotiate learning objectives and needs with their teachers nor are 

they allowed to be emotionally involved in their learning and have their own worldview 

to the learning context (Mok, 2010).  

The teacher-dominated models discussed so far emphasise that learners should imitate 

the taught content as well as the accumulated information. In this model of teaching and 

learning, individuals are supposed to learn behaviours and knowledge in the same way 

as passed on to them by others, so the individual’s subjectivity or need is not paid any 

attention (Schweisfurth, 2013). Teachers are viewed as knowledge transmitters who 

transfer knowledge to students through lectures and habit formation. Errors committed 

by learners, are viewed negatively as they reflect a bad teaching style or inadequate 

material and they should be corrected through repetitive practices. As such, students in 
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all the above foreign language teaching philosophies are required to follow the teacher’s 

style of teaching; they are teacher-dominated.  

In contrast, in modern styles of teaching and learning foreign languages, the learner is 

the cornerstone and the role of the teacher is focused on facilitating and guiding the 

students’ task of learning the language by designing learning activities in order to get 

them involved in the learning process inside and outside the classroom. These 

contemporary teaching and learning models represent the constructivist philosophy of 

teaching.    

4.2.2 Learner-centered Models 

Learner-centered models emphasise that learners should be viewed as active agents and 

not only passive receivers; they construct their reality via actions and being actively 

involved in making knowledge (Sriprakash, 2010). They construct their knowledge and 

understanding in a social context through their experience which is based on the way 

that they view the world (Poerksen, 2004).The following is the major teaching and 

learning model that gives priority to the learners’ role. 

4.2.2.1 Constructivist Views of Teaching 

Unlike teacher-dominated models in which learners passively receive information, in 

constructivist teaching, learners are directly and actively involved in the meaning and 

knowledge construction processes by being motivated learners through their 

involvement in the learning processes. Thus, it is a student-centered model (Gray, 

1997). The teacher’s role is restricted to guiding the learners through providing 

questions and activities in order to discuss and discover new knowledge. It is based on 

the assumption that learning takes place when learners are actively engaged in the 

process of learning in an enjoyable environment as Merriam et al. (2007, p. 291) put it 

“learning is a process of constructing meaning; it is how people make sense of their 

experience”. Since experience is an important variable in this model, adult learners 
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benefit from this model in learning a foreign language as their experience is the point of 

connection.  

Communicative Language Teaching (CLT) 

CLT began as a reaction to the previous approaches that focused on the teachers’ role in 

the teaching and learning processes. Thus, it was a shift of focus from teachers to 

learners: from only learning linguistic patterns and grammatical rules to the 

involvement of students’ needs and their development of communication skills (Butler, 

2011). Littlewood (2007) states that to improve learners’ communication skills, 

sociocultural issues should be taken into account in order to enable students to change 

their linguistic habits and bring the self into the learning context. Teachers have to 

engage students in a number of situations that help them to practice and develop their 

knowledge of linguistic rules, use the language appropriately, and be able to use the 

language in its different forms (Douglas and Frazier, 2001; Savignon and Wang, 2003); 

They are encouraged to speak, ask questions and be engaged in critical thinking and 

discussions. 

Similarly, Johnson (2009), influenced by Vygotsky’s sociocultural theory, indicated 

that, in the process of teaching new psychological tools (true concepts) would develop 

such as opportunities of learning and employing new psychological tools. Moreover, 

engaging in activities that provide direct experience for them will improve their 

cognitive abilities. Engaging in classroom interactions has the possibility of creating 

opportunities for conceptual development especially when learners are engaged in 

specific social activities and what has been accomplished by engaging in such activities. 

In this process, according to Johnson (2009), teachers’ questions play an essential role 

in advancing learners’ development in an L2 as questions are viewed as productive 

tools that encourage learners to participate and increase their comprehension. These 

issues are significant to this study’s focus on the impact of teaching methodologies and 

classroom organization on providing students with opportunities to communicate orally 

with each other and the teacher during lessons. 



68 

 

Various studies have used the CLT model to understand teaching and learning in the 

field of higher education. Ansari (2012) studied the challenges encountered by EFL 

teachers in Saudi Arabian higher education. He found that most of the participants of 

his study struggled to adopt CLT approaches because of cultural reasons and the fact 

that the Saudi traditional educational system does not encourage students to participate; 

they expect the teacher and the textbook to dictate how and what they should learn. 

Therefore, when they joined higher education they found it a struggle to change their 

learning style to the CLT approach that involves them and their views, and increases 

their participation and involvement in their own learning. 

CLT stresses the communicative aspect of language learning as communicative 

competence is the aim of the foreign language teaching. According to Taber (2008), 

CLT emphasizes the fact that the language should be taught rather than being taught 

about. It also stresses the functional uses of language in real-life situations presented by 

the teacher inside the classroom and to be practiced by the students. The teacher 

presents such real-life situations through a number of activities such as, role-play, pair-

work and interviews, and other tasks outside the classroom such as, trips to places 

where the target language is used for communication or conducting an interview with a 

target language speaker. The role that language plays in the process of language 

acquisition for both children and adult learners has been reported and documented as an 

important activity by many researchers (e.g., Lantolf, 2000;SavileTroike, 1988; Cook, 

1997, 2000;Broner&Tarone, 2001, among others). They follow Vygotsky’s 

sociocultural theory that language play is as an essential activity through which learners 

in association with others create a zone of proximal development. In this process, 

learners use and improve their abilities whilst being supported by others (Vygotsky, 

1978, 1997). In addition to this, imitation often is ignored in L1 acquisition; it is argued 

that internalization through imitation involves an active, creative mental process 

(Lantolf& Thorne, 2007; Speidel & Nelson, 1989; Tomasello, 2005). 

To summarise this section, the CLT model is related to Vygotsky’s sociocultural theory 

of language acquisition. Lev Vygotsky believes that learning and development are a 

combined activity in which cognitive development of learners is achieved in the context 
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of socialization and education. For learners to learn, teachers should encourage the use 

of the target language in order for them (the learners) to learn how the target language 

works in reality rather than merely learning the theories of grammar. Thus, learning is 

controlled by the learner, not by the teacher. In this way, the learner first interacts with 

the social environment and then internalizes this experience; such social interaction 

helps learners to understand concepts that they might not be able to know on their own 

(Vygotsky, 1978). Following Vygotsky, Lantolf (2000) stressed the need for learners to 

be engaged in social interaction with others to allow the developing communicative and 

cognitive functions transfer from being ‘interpsychological’ to ‘the intrapsychological 

plane’ (Vygotsky, 1987). In other words, learners will move from the social to the 

personal level. Thus, it is, as is argued by Lantolf (2000), an interaction with the 

environment. 

The focus of Vygotsky’s theory is on learners as their learning is an individualized 

comprehension as they build constructs and internalize the knowledge given rather than 

accepting the information as presented by the instructor. This constructivist approach, 

offers learners an opportunity to gather, analyze, reflect and comment on the 

information provided for them.  

To summarize, it appears to be difficult to choose one way of teaching over another and 

would depend on the students’ level and the teacher’s style of teaching. For example, 

Prosser et al. (1994) have indicated that teaching styles begin from a teacher-centered 

style that simply transmit the curriculum to the learners, then using student-focused 

styles and methods that encourage dialogue between students and themselves. 

Furthermore, Schweisfurth (2013, 2011) suggests that students from a privileged 

background (those who have some experience and fluency in language) benefit the most 

from the student-centered approaches as they are allowed to contribute their 

experiences to learning. At the same time, teacher-centered approaches could be a good 

start for students from an under-privileged background as these styles do not require 

prior knowledge but assume a hierarchical structure of knowledge that all students have 

acquired before moving to the next hierarchy. In this way, unprivileged students can 

catch up with the privileged ones.  
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4.3 Motivation 

Generally, motivation can be defined as the aspect of language learning which drives 

the learners of the target language to learn the language in the first place and either to 

carry on or to stop learning it. Therefore, investigating learners’ motivation may lead to 

an insight into their unwillingness to participate. Gardner (1985), among others, 

maintains that motivation is an important element in predicting success in language 

learning. In order to find out the factors that affect the motivation of foreign language 

learners, Gardner and Lambert (1959) distinguish between two types of motivation, 

namely, instrumental and integrative. The former is the one that learners have when 

their purpose of learning the language is to achieve their practical practices such as 

good grades, getting a job or promotion, whereas the latter type of motivation is 

associated with their desire to identify themselves with the target language speech 

community. Based on such ideas, researchers establish that it is essential for teachers as 

well as researchers to understand why students want to learn the foreign language 

(Crooks and Schmidt, 1991) 

According to Gardner (2007) motivated individuals are directed towards their goals, 

attentive, put in more effort, and show self-confidence. Thus, learners of a foreign 

language who have these elements of motivation will enjoy learning and ultimately they 

will achieve language proficiency. Similarly, Dörnyei (2005) maintains that motivation 

is one of the important individual differences that plays a significant role in language 

learning success as it offers an essential incentive to begin learning and latter to support 

learners to endure the long and difficult learning process. Therefore, if learners do not 

have a sufficient amount of motivation, they might not be able to achieve their long-

term objectives regardless of how good the curriculum and the teaching method are.  

A study on Canadian and American students in a French programme was conducted by 

Gardner et al. (1979) in order to find out the relationship between motivation and 

second language acquisition. The results show that Canadian students with integrative 

motivation were more successful in improving their communication skills than those 

who joined the programme without such motivation. This type of motivation and its 
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role in acquiring a second language has similarities with Schumann’s (1986) 

acculturation theory in which the author establishes that learners’ success in learning L2 

depends on whether they are willing to acculturate to the target language community. 

According to Schumann (1986) when learners are willing to acculturate to the target 

language group, they will have more contact with the members of that group which will 

result in verbal interactions that lead to more successful acquisition of the language. 

Therefore, how far or close the learner is to the target language group in relation to both 

cultures and the geographical location, affects their success in second language 

acquisition, for further information see Chapter 3, Section 3.5.1 above. Based on this 

assumption, Svanes (1987) conducted a study on foreign students learning Norwegian 

in Norway to investigate the relationship cultural differences, motivation and 

acquisition. The results indicate that European and American students achieved the best 

followed by students from Middle East. The author attributes the results to the fact that 

integrative motivation of the European and American students was more than that of the 

other students. 

Integrative motivation is not the decisive factor in foreign language learning in all 

cases; instrumental motivation is also as important as the integrative one. In a study 

conducted by Warden and Lin (2000), the instrumental motivation outweighs the 

integrative one. They investigated the relationship between motivation and social 

contexts for 500 university English language students in Taiwan. The authors concluded 

that instrumental motivation was more important for the participants than the 

integrative one. On the other hand, Oxford and Shearin (1994) reported different 

results. They explored the reason for learning Japanese as a second language by 218 

American high school students. According to the results of the study, many students 

indicated that their motivation was either instrumental or integrative while two-thirds of 

them reported that neither instrumental nor integrative motivation had anything to do 

with the reason why they were learning Japanese. Therefore, the authors concluded that 

motivation is a sophisticated element that cannot be always interpreted as being 

integrative or instrumental.  
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In relation to Arab speakers of English, Alsayed (2003) investigated motivation, among 

other variables, in order to establish its effect on success in learning English as a foreign 

language. He investigated 50 subjects’ IELTS test scores from the British Council 

Records. After relating the participants’ results to a number of variables including 

motivation, the results of the study showed that instrumental motivation had the highest 

correlation with achievement in a foreign language when compared with other variables 

such as, social background and attitude. 

4.4 Culture 

The cultures of the two languages, that is, learners’ L1 culture and the target language 

culture influence the language learning process. Culture is a concept that needs to be 

considered carefully as it means different things to different people. It is sometimes 

viewed as a kind of information signaled by the language not as an aspect of the 

language itself. For example, Kramsch (1998, p. 127) defines culture as “a membership 

in a discourse community that shares a common system of standards for perceiving, 

believing, evaluating, and action”. Kormos and Csizer (2008) suggest that in language 

learning, culture offers a wide and deep context in order for one to determine what is 

valued and why, whereas Coleman (1997) sees cultural awareness as an important 

element in language learning as it enables learners to understand and accept the 

viewpoint of the other and to see their own culture from outside. Therefore, for foreign 

language learners to be successful in communication, it is necessary to know how to use 

language with the appropriate cultural knowledge and social behaviours (Hawkins, 

2004) without which they may commit cultural mistakes in the actual use of the 

language. For Genc and Bada (2005), learning a foreign language without knowledge of 

the native speakers of the target language and their culture seems meaningless for 

learners. Thus, it would appear that to be able to learn a foreign language effectively, 

learners must be familiar with the different cultural aspects of the target language. 

If the culture of the target language is different to that of the learner, learning will be 

affected unless the cultural differences are identified and recognized. So, when cultural 

references that are not in line with learners’ culture are removed from texts, learners 
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may not develop a positive attitude towards the target language group and their culture. 

Samra (2000) examined two textbooks taught to Lebanese learners of English in order 

to look into the differences between the cultures of the learners’ mother tongue, Arabic 

and the culture of the target language, English. He found that the theory is different 

from the application as Arab societies pay great attention to the importance and role of 

culture in the acquisition of a foreign language, but when it comes to application, they 

ignore and criticize the foreign language culture. He attributed the reasons to cultural 

differences as many of the books’ contents were omitted or changed in order to agree 

with the learners’ culture. Commenting on this, he argued that “(i)n the case of second 

language acquisition, taking the good and rejecting the bad does not work” (p. 6). He 

concluded that there is a contradiction in Middle Eastern societies where there is a 

strong political and cultural hostility towards the West and the recognition of the 

importance of English as the language of science and technology. Therefore, according 

to Samra (2000), in these circumstances, it would be difficult for L2 learners to 

comprehend, accept and use English which is the symbol of Western culture. However, 

this is not always the case; Olsson and Larsson (2008) investigated learners’ attitudes 

towards English as a foreign language. The participants indicated that English was 

important for their future plans and there was no conflict when acquiring cultures other 

than one’s culture so learning a new culture does not require one to abandon one’s own 

culture. This would appear to allay the fears in Arab speaking and Islamic countries in 

the Middle East of the threat of sacrificing their culture and religion to the English- 

speaking world. 

4.5 Confidence 

Confidence is a state of mind. It is something that is not learned the way we learn rules; 

rather, it is developed through positive thinking, practice, knowledge and talking to 

other people. It is not a static measure; it can be increased or decreased; that is why 

sometimes we feel more confident than other times. At the level of education, being 

unprepared, lack of knowledge and previous failures are factors that may result in a 

state of low confidence. Such a state plays a role in students’ performance in the 

classroom. In the L2 context, self-confidence has been defined as the general belief 
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about one’s ability to engage in effective L2 communication (MacIntyre et al., 1998) 

thus, it is a mixture of professed competence and a lack of anxiety. 

Peng & Woodrow (2010) conducted an investigation of willingness to communicate 

(WTC) in Chinese classrooms of English as a foreign language (EFL). The participants 

were 330 freshmen and sophomore students from one university majoring in non-

English disciplines. In order to establish the factors influencing students WTC, they put 

forward a model that integrates WTC in English, communication confidence, 

motivation, learner beliefs and classroom environment. The results of the study show 

that participants’ WTC is indirectly motivated through confidence. Moreover, students 

whose competence is high and their communication anxiety is low are more likely to be 

willing to initiate communication. Thus, they establish that confidence seems to be one 

of the most significant predictors of WTC. They also state that cultural beliefs may 

influence students’ WTC through decreasing or increasing their self-confidence. For 

instance, if learners feel that participating repeatedly may be interpreted as ‘showing 

off’ by other learners, they may hesitate to participate and as a result this will reduce 

their self-confidence. Another study conducted by Hamouda (2013) also highlighted 

lack of confidence. He investigated the causes of students’ unwillingness to participate 

in English classes at Qassim University, Saudi Arabia. He found that lack of confidence 

and fear of making mistakes, among other reasons, were the causes of students’ poor 

English proficiency. Fushino (2010) investigated the relationships between a number of 

factors including confidence in learners’ ability to communicate in L2, beliefs about 

group work and WTC. His participants were 592 first-year Japanese university students. 

The results show that learners’ understanding of the importance of the group work has a 

strong influence on their confidence in L2 communication. He concluded that variation 

in learners’ beliefs might cause variation in the way they communicate in L2. Liu and 

Littlewood (1997) argue that more practice in L2 leads to more confidence, and vice 

versa. They state that students’ communication confidence in English and their oral 

communication competence are interrelated in that they are influenced by the 

opportunities students get to speak English. They emphasize the fact that when students 

lack confidence, they avoid speaking English in front of classmates in order not to lose 
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face or be negatively criticized. Thus, lack of confidence results in avoidance of 

participation. Yashima (2002) similarly argued that students’ self-confidence in L2 

communicative competence was essential for their WTC. 

The four factors discussed above (teaching methodology, motivation, culture and 

confidence) not only have a role that affects language learning, their role is vital also in 

oral communication in foreign language classrooms. The following section (4.5) deals 

with additional factors that are considered as determinants regarding their influence on 

oral communication in the EFL classrooms.  

4.6 Oral Communication in the Classroom 

Active classroom participation played an essential role in learners’ success in the target 

language (Tatar, 2005). When learners are more engaged in participation, their speaking 

skills will be improved; moreover, when they produce the language they are learning, 

they are testing their hypotheses about the grammatical rules of the target language 

(Tsui, 1996). Therefore, classroom interactions are the most appreciated experience as 

far as learners are concerned. This section is divided into a number of subsections 

including: classroom management, teacher’s role, code switching, shyness 

encompassing fear of negative evaluation, and exposure to the target language.  

4.6.1 Classroom Management 

There is no doubt that classroom management influences the learning environment; it 

could provide an easy suitable atmosphere or, on the other hand, it might hinder 

students’ willingness to communicate. It is controlled by the teacher who is required to 

think of new methodologies for classroom interaction that focus on techniques which 

will enable the students to enjoy their classes and give them opportunities to 

communicate (Ellis, 2008). In such instances, students will be encouraged to learn and 

develop a kind of self-learning technique. 
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Hamouda (2013) investigated the reasons why students do not participate in EFL 

classrooms at a university in Qassim, KSA. The analysis of the results shows that 

classroom arrangement was one of the most frequent factors that affect students’ 

willingness to participate as 49% of the participants indicate that they feel nervous if 

they sit in front of the class and 67.92% do not like to be engaged in participation in 

large classes. Thus, the size of the class is a factor that contributes to students’ 

willingness to communicate. Hamouda (2013) found that many students relate their 

being reluctant to participate to large class size. Moreover, Dawit and Demis (2015) 

investigate the causes of students’ poor participation in EFL classrooms in Ethiopian 

public universities. They found that many students (56.7%) attribute their unwillingness 

to be engaged in the class discussion to the big size of the class and 55% of the 

participants liked to participate in a small and comfortable class. Similar results were 

reported by Chau (1996) who maintains that a big class size hinders students from 

participation as they view the situation as a threatening one that may reveal their 

weaknesses by making mistakes. Moreover, class time affects students’ willingness to 

communicate; more than 69.81% of Hamouda’s participants indicate that the given time 

for practicing English is problematic as their teachers do not give them enough time to 

respond to their questions; similar findings have been reported by Abu Alyan, (2013). 

Because of their language level, students need more time to think and to construct 

sentences before they speak in the class, therefore, limited class time has a negative 

influence on students’ willingness to communicate. 

Al-Seghayer (2014) investigated the major constraints facing English education in 

Saudi Arabia. He discussed these constraints in a number of areas including: students’ 

beliefs, curriculum and pedagogy. In beliefs constraints, he stated that students do not 

pay considerable attention to learning English as a subject because it is not directly 

relevant to their needs; they dedicate their efforts to achieve the least competency 

required resulting in focusing on memorizing grammatical rules and vocabulary items. 

In relation to curriculum constraints, he finds that English is taught during four 45-

minute periods per week, a time that does not go in line with the English curriculum as 

some of the materials and class activities cannot be completed in a single lesson. 
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Moreover, appropriate teaching resources are not available which results in the fact that 

teachers do not consider the use of teaching aids and depend greatly on textbooks and 

blackboards. The kinds of textbooks used seem to focus on grammar, vocabulary and 

reading passages whereas the focus on communicative situations is little which results 

in the fact that students are incapable to use the language in real situations outside the 

classroom. Thus, the focus in these classrooms is on knowledge transmission rather 

than giving students opportunities to practice and use their own styles in learning. In 

this way, classroom activities and interactions are mainly dominated by the teacher, and 

thus subscribe to a teacher-dominated transmission model (for more details of this 

model, see section: 4.2.1 above). Al-Seghayer (2014) notices that the method most 

employed in teaching English in KSA are centered on the audio-lingual method 

followed by the grammar translation method. Thus, students are instructed to memorize 

vocabulary lists and grammatical rules through repetition and the formulaic use of some 

translated chunks. As a result, students do not pay enough attention to their teachers’ 

teaching of grammar and other aspects. 

The point raised by Al-Seghayer’s (2014) study related to curriculum constraints which 

includes the fact that the time is insufficient to cover the curriculum elements. This 

refers to curriculum overload. Generally, overload is defined as a mismatch between 

capacity and load (NCCA, 2010). Curriculum overload is interpreted as an imbalance 

between teachers’ capacity to activate a curriculum. Curriculum overload has been 

reported in a number of countries such as England, Netherlands, Wales, China, the 

Philippines, Japan, New Zealand and Australia, among others (Majoni, 2017). The main 

cause of the curriculum overload is considered the size of the curriculum which is 

caused by the presence of too many subjects or content and learning materials which are 

considered difficult for learners; time has been considered as inadequate to allow for 

coverage of the targeted content (Pepper, 2008). In this regard, Majoni (2017) 

conducted a study to investigate the overloaded curriculum in ten primary schools in 

Bindura urban, Zimbabwe. The author collected data using interviews with teachers and 

open-ended questionnaires. The results of the study show that the curriculum is broad to 
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the extent that it cannot be fully covered in the allotted time. The study also found out 

that the overloaded curriculum negatively affects the performance of the teachers. 

4.6.2 Teacher’s Role 

The teacher’s role is no doubt essential in the classroom, so how students view him or 

her plays an important role in their desire to communicate. Students may consider it 

improper to challenge their teachers’ views (Aljumah, 2011; Hamouda, 2013); such 

view might hinder their willingness to communicate. On the other hand, the teacher can 

be a source of motivation for the students to be engaged in communication inside the 

classroom especially if she or he encourages them to participate by providing them 

opportunities to use the language in a communicative way in a suitable learning 

environment that may increase their desire to be involved in communication (Aubrey, 

2011). Thus, it is the teacher’s approach that facilitates learning and makes the 

classroom environment friendly (Şenel, 2012; Zare-ee & Shirvanizadeh, 2014). 

In most of the foreign language classrooms the teacher is viewed by students as the 

expert and is expected to transmit knowledge to them. In this way he or she is not to be 

questioned. In addition to this, if the teacher is a ‘native speaker’ of the target language, 

learners will consider their opinion or utterance a correct, authentic form (Donald, 

2010). In this regard learners will feel that their performance in the classroom is 

constantly monitored (Horwitz et al., 1986). Thus, students’ fear of being corrected, 

according to Donald (2010) will have an impact on their willingness to communicate 

inside the classroom. This could make them reluctant to interact with the teacher or 

even to be engaged with other classmates in any kind of academic discussion inside the 

classroom. As a result, such situations may hinder their communication development 

and in turn their academic achievement, and as for the teacher, Johnson (1997) states 

that he or she may form an imprecise view regarding students’ abilities such as that they 

have no capacity for the target language and the desire to learn. The teacher then may 

provide more opportunities and focus on those students who appear to be more active in 

classroom discussions, a fact that may increase students’ unwillingness to communicate 

and reticence will be encouraged as students’ desire to be engaged in communication is 
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not enthused (Lee and Ng, 2009). As such, the teacher’s role would appear to be vital in 

learning as it is clear from the studies of Donald (2010) and Johnson (1997). 

Therefore, students should be given equal opportunities to participate in order to help 

them to overcome difficulties such as their low level language proficiency, shyness, or 

whatever else hinders their willingness to communicate. In this regard, Xie (2011) 

suggests that if learners’ pressure and the monitoring of classroom interactions 

areeliminated, opportunities for learning would increase as they would be more engaged 

in discussion of classroom topics. Thus, students’ involvement in the discussion is 

necessary to cause them communicate and ultimately achieve good outcomes, a fact 

that emphasizes the necessity to focus on learners-centered models especially the CLT 

as discussed above. 

4.6.3 Code Switching 

The history of code switching goes back to the 1950s when Uriel Weinreich (1953, p. 

73)reported in his work on language contact that “The ideal bilingual switches from one 

language to the other according to appropriate changes in the speech situation …, but 

not in an unchanged speech situation, and certainly not within a single sentence.” In this 

definition the switches inside sentences are ignored as Weinreich indicates that “within 

a single sentence”. According to Grosjean (1982, p. 145), code switching is “the 

alternate use of two or more languages in the same utterance or conversation”. 

Similarly, Muysken (2000, p. 1) defines code switching as “the rapid succession of 

several languages in a single speech event”. Although there are differences in defining 

code switching among scholars, Auer and Myers-Scotton propose similar definitions: 

Auer (1984, p. 1) states that it is “the alternating use of more than one language”; 

Myers-Scotton (1993, p. vii) defines it as “the use of two or more languages in the same 

conversation”. Woolard (2004, pp. 73-74) uses the term ‘language varieties’ in her 

definition of the term ‘code switching’ which includes switching between dialects of the 

same language. She states that “Code switching can be defined as an individual’s use of 

two or more language varieties in the same speech event or exchange.” Garnder-

Chloros (2009) maintained that code switching can be defined as the activity of moving 
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back and forth between two languages, registers or dialects of the same language which 

is more prevalent in the oral communication than in the written one. Gumperz (1982, p. 

59) provides a more advanced definition: “Conversational code switching can be 

defined as the juxtaposition within the same speech exchange of passages of speech 

belonging to two different grammatical systems or subsystems”. Gumperz’ definition of 

code switching is used and referred to by many scholars with little modification in the 

use of the term ‘grammatical system’ as they used the term ‘language’. These scholars 

include: Gafaranga (2007), Bailey (2007), JØrgensen and Quist (2007), Holmes and 

Stubbe (2004) and Cantone (2007). 

In the literature there are two types of code switching that are repeatedly recognized: 

situational code switching and metaphorical code switching; such dichotomy was first 

introduced by Blom and Gumperz (1972) which since then has been the point of 

departure for most of the researchers interested in code switching. The first type, 

according to Blom and Gumperz (1972, p. 424) is defined as a practice that has “a 

direct relationship between language and the social situation”; which means that it is 

motivated by the context: the speakers, the place and the topic. The second type, 

metaphorical code switching, is used to invoke a kind of relationship between the 

speakers at a particular point; Blom and Gumperz have established that metaphorical 

code switching “enriches a situation, allowing for allusion to more than one social 

relationship within the situation” (1972, p. 409). Thus, code switching is situational 

when it is used for something that can be seen in the context of the interaction as to 

change the topic of discussion (Weber & Horner, 2012, p. 87), whereas metaphorical 

code switching is used to invoke something not directly mentioned in the interaction 

such as signaling their identity (Weber & Horner, 2012, p. 8).     

In foreign language teaching and learning contexts, teachers often employ alternation 

between learners’ first language and the target language to facilitate the classroom 

instructions. In this regard, Norrish (1997) states that teachers use code switching when 

they find the level of the textbooks’ language is higher than that of the learners, or when 

they find it difficult to adjust their speech to the learners’ level. Thus, code switching 

can be used as a method of teaching in foreign language context (Cook, 1991); code 
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switching can be used both by students and teachers. Teachers use it as an effective tool 

in the different language learning activities and to introduce new concepts or new units, 

thus, it is a teaching strategy; on the other hand, students employ code switching to 

assist them in explaining misunderstandings (Kasperczyk, 2005). 

Focusing on learners’ perceptions of teachers’ code switching and the role of code 

switching in learners’ learning success, Ahmad (2009) investigated 257 low English 

proficient learners in a public university in Malaysia. The results of the study show that 

participants perceived code switching as an effective teaching strategy as it helped them 

to enjoy and understand the teachers’ input. Once the input is comprehensible, learners 

will feel less anxious and then they will be more successful in participating in the 

classroom activities. Supporting this constraint on the use of code switching i.e., to be 

used with beginners or low proficient learners, Modupeola (2013) investigated the 

usefulness of code switching in Nigeria. He concluded that code switching does not 

always act as a harmful element to proficiency in learning a language; it can be viewed 

as an effective tool or strategy in classroom interactions once the instructor aims to 

make the meaning clear. However, he emphasizes that in English language learning, 

employing code switching as a teaching strategy should be marginal to ensure that the 

target language, English, is given the required prominence. 

Low English proficient learners were targeted by Malik (2014) who investigates 200 

students in various colleges of Khushab in Pakistanin order to determine whether code 

switching is a useful teaching strategy for students of intermediate classes. He states 

that code switching is an effective teaching method especially for students of 

intermediate classes. He found that code switching is a strong and successful strategy of 

teaching English to learners with the particular level of his participants.  

Code switching in foreign language teaching and learning has been reported by many 

scholars to be a useful technique in teaching and learning the target language 

(Edmondson, 2004; Unamuno, 2008; Kiranmayi, 2010 & Alenezi, 2010).  Using data 

collected from a foreign language classroom in a secondary school in German, 

Edmondson (2004) investigated code switching between the institution language and 
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the target language that is the medium of instruction. The author found that code 

switching facilitates learning because the foreign language plays a double role in this 

situation as being the medium of teaching and the subject to be taught. He established 

that switching to a common language increases comprehensibility and is an effective 

pedagogic practice without which communicative problems will arise. The benefits of 

code switching as a resource for multilingual students were reported by Unamuno 

(2008). In her study, she investigated the verbal work interactions of students with 

different linguistic backgrounds in a state primary school in Barcelona in which three 

languages were involved, namely, Catalan, the official language of the school; Spanish, 

the language of communication used by students; and English, the target language. She 

observed that students use the linguistic knowledge that they share such switching 

between the three languages in order to perform pair work tasks, thus code switching 

has a facilitative role.  A similar finding is reported by Kiranmayi (2010) who 

investigated the effect of code switching on teaching Arab students on the General 

Foundation Programme. The author states that code switching is an effective tool in 

EFL contexts as many students used it as a shared feature that eases their effort to learn 

English. Moreover, Arab students of the Health Science College in Kuwait strongly 

preferred the use of code switching between Arabic and English in the academic 

context as a medium of instruction which has, according to them, no negative influence 

on L1 or L2 as reported in a study conducted by Alenezi (2010). Negative influence of 

L2 on leaners’ L1 and their culture has been investigated in a number of studies through 

investigating their attitudes towards learning a foreign language. 

For example, Al-Saidat (2009) examined the attitudes of 420 Jordanian university 

students in five Jordanian universities in order to explore their attitudes towards English 

as a foreign language focusing on three issues: students’ attitudes towards learning 

English, students’ attitudes towards English language itself, and the place of English 

language in Jordan. The results of the study indicated that the dominant attitude is 

favourable towards learning English, and English language is viewed as useful, 

enjoyable and important, and that it did not harm the native language of the participants 

nor the Islamic religion. 
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Similar to the population of my study, Alam, Hussain and Khan (1998) carried out a 

research study to explore the attitudes of students, teachers and parents towards English 

in Saudi Arabian but in public schools. The result of the study showed that the 

participants had positive attitudes towards English, and English is seen as an important 

international language that is essential in business, education and communication and 

did not adversely affect the Arabic language or Islamic values.  

As is evident in the above studies (Al-Saidat, 2009; Alam, et al., 1998), learning 

English is seen positive and has nothing to do either with Arabic as the native language 

or Islamic values. Instead, in KSA for instance, English was first introduced in 

education by the Ministries of Education in 1925 (Al-Ahaydib, 1986). According to the 

National Report on Education Development in the Kingdom of Saudi Arabia (2008, p. 

32), the ministry project, in relation to English language teaching, has the following 

objectives: 

1. Emphasis on the applicatory skill aspect in language learning. 

2. Investment interactive activities in designing curriculum in a student focused 

manner. 

3. Provide student self-learning opportunities in terms of continuity of university 

education and mobilize it for the work market in addition to give and take 

communication with other cultures. 

However, regarding teaching English language in universities, as stated earlier the 

Saudi policy is conflicted between the desire to preserve the local language, Arabic, 

and the need of communicating in English as a requisite of globalization. This can 

be discerned in the following statement of Ministry of Higher Education (MoHE) in 

relation to language policy: 

Arabic is the language of instruction in universities. Another language can be 
used if necessary; however, this should be made by a decision from the council 
of the university concerned. (MoHE, 1999, p. 17) 
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However, despite the desire of the MoHE to preserve Arabic language, Saudi 

universities have introduced English either as preparatory course or as a medium of 

instruction. King Fahad Petroleum and Mineral University (KFPMU), for instance, was 

the first to announce the use of English as the medium of instruction in the1970s 

(KFPMU, 2010). 

Al-Nofaie (2010) examined the attitudes of Saudi teachers and students towards using 

Arabic in English classes as a facilitating tool in an intermediate school for females. 

The results of the study showed that the attitudes of students and teachers towards 

employing Arabic when teaching English were positive. She states that in spite of the 

teachers’ awareness of the disadvantages of the excessive use of Arabic, they employ it 

in their classes for the students’ needs especially with beginners and those of low 

proficiency, explaining grammatical terms, introducing new vocabulary items or 

explaining exam instructions.  

4.6.4 Shyness 

As far as foreign language teaching and learning processes are concerned, most of the 

foreign languages are learned in classrooms in which learners’ performance is 

constantly evaluated by teachers as well as other learners. This is a frightening 

atmosphere for shy students because of their desire for approval from others and the 

fear of being negatively evaluated especially in classes of speaking and listening. In this 

regard, Watson and Friend (1969) view the fear of negative evaluation (henceforth 

FNE) as apprehension about others’ evaluation and avoidance of situations in which 

they expect negative evaluation by others. Such a feeling leads them to be afraid of 

committing mistakes in the target language for which they may receive negative 

evaluation, so being monitored and watched by others makes them feel uncomfortable, 

more unconfident and incapable of performing well in the classroom (Price, 1991) and 

as a result, they will be quiet and reticent. Subasi (2010) investigated the role of FNE in 

making students anxious; he investigated the sources of anxiety of 55 first year Turkish 

learners of English in oral communication at Anadolu University. The results of the 

study showed that there is a positive association between participants’ FNE and their 
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anxiety level, so they were afraid of being evaluated negatively by other in the 

classroom and as a result they avoided speaking and preferred to remain silent.  

The rate of feelings of shyness vary from one person to another; learners who are 

extremely shy may fail to take up opportunities to make close relationships with peers 

or meet other similar people; they may also lose the attention of the instructor 

(Friedman, 1980), and their abilities might be underestimated. If these are identified, 

instructors can use special strategies to modify their instruction in order to manage 

these feelings amongst students.   

In most cases shyness is seen as a hindering factor in learners that may affect their 

educational achievement as they are considered as less skilled at expressing themselves 

and therefore left out from the normal practice of education (Alavinia and Salmasi, 

2012). Mohammadian (2013) investigated the effect of shyness on Iranian EFL 

learners’ language represented by 60 students taking English at a private institute. The 

results of the study showed that there was a positive correlation between shyness and 

language learning motivation. Similarly, Chu (2008) investigated the interrelationship 

between shyness, L2 learning strategy use, motivation, anxiety and willingness to 

communicate among 364 students of English in a private university in Taipei. The 

results showed that shyness, foreign language anxiety, and willingness to communicate 

in both Chinese and English were correlated. Students who stated that they are 

experiencing more foreign language anxiety in their English class showed less 

willingness to communicate in both Chinese and English. The results also showed that 

shyness and foreign language anxiety are correlated. Moreover, Dawit and Demis 

(2015) conducted a study to investigate the causes of students’ limited participation in 

EFL classrooms in Ethiopian public universities. They found that more than half of 

students (65.7%) attribute their reluctance to participate in the class discussion to the 

shyness. They believed that their shyness had affected their participation in the 

classroom discussions. 
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4.6.5 Language Proficiency 

The ultimate objective of most second or foreign language learners is to achieve a 

native-like fluency (Al-Saidat, 2010). Low proficiency in English language is one of the 

main reasons for students’ unwillingness to communicate in ESL/EFL classes 

(Hamouda, 2013); about three-fourths of Hamouda’s participants indicated that what 

hinders them from participating in English classrooms is their poor English (see section 

4.5.1 above for more details of Hamouda’s study). Thaher (2005) maintains that 

inadequate fluency in English is a kind of struggle for ESL learners; similarly, Zhou 

(2013) reported that the main hindering factor for students’ participation in oral tasks in 

English classrooms is language proficiency. This low proficiency is tangible in most of 

the aspects of communication including: pronunciation, vocabulary and grammar. 

However, grammar is not paid much attention to by researchers as communication can 

proceed with grammatical errors since meaning is there, whereas the incorrect 

pronunciation or the lack of vocabulary may stand as an obstacle that will hinder oral 

communication as will be seen in the following discussion.    

For EFL learners, pronunciation seems to be a big source from which stress stems 

(Hamouda, 2013). In this connection, Al-Saidat (2010) states that for many second 

language learners pronunciation is the most problematic area, and it is the major source 

of their speaking difficulties. Learners are afraid of being criticized for their 

pronunciation errors (Thaher, 2005). Many of the participants of Hamouda’s study were 

worried about their pronunciation especially when it came to speaking in the classroom. 

71.7% of them indicated their embarrassment when they commit a pronunciation 

mistake and as a result the listener does not understand them; they described it as a 

stressful situation (Hamouda, 2013). Abu Alyan (2013) conducted a study to investigate 

the communication problems of Palestinian students majoring in English. 20 students 

and 6 teachers from a large Palestinian university in Gaza participated in his study. 

Incorrect pronunciation, among other factors, was found to be one of the main oral 

communication problems that students encountered. He concluded that students have 

pronunciation problems in using stress, intonation patterns or in pronouncing some 
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words, which result in keeping silent; they do not want to participate. He adds that 

pronunciation is viewed as an obstacle that can hinder students’ fluency.  

Low proficiency is also caused by the lack of vocabulary. It is believed that a good 

inventory of vocabulary and knowledge will lead to good speaking and comprehension, 

so students with little vocabulary will have difficulty in expressing their ideas and 

feelings in that language. Therefore, lack of vocabulary constitutes a serious problem 

for learners of a foreign language (Abu Alyan, 2013). Hamouda (2013) found that lack 

of vocabulary, among other factors, is responsible for students’ unwillingness to 

communicate. Not having enough vocabulary causes them a lot of trouble as they feel 

nervous when attempting to speak in English. So, they prefer to be silent listeners rather 

than active participants in oral English classrooms. This has been confirmed by 

Rabab’ah (2005) who established that one of the causes of the communicative 

difficulties encountered by Arab learners of English is the fact that they often lack the 

necessary vocabulary when speaking or writing, so they will be unable to express 

themselves freely.  

4.6.6 Exposure to the Target Language 

Humans are born with an innate ability that enables them to acquire the language to 

which they are exposed. In language acquisition field, it is known as language 

acquisition device (LAD) (Chomsky, 1965). In order to begin its function, LAD needs 

input which is obtained from the language the individual is being exposed to. Thus, no 

acquisition takes place without enough exposure to the target language whether first or 

second language. Therefore, the amount of exposure to the input, language, plays an 

important role in learners’ level of fluency. The more language input learners are 

exposed to, the greater will be their proficiency. Research and theory on second 

language acquisition show that learners’ linguistic development is related to the amount 

of exposure to the target language. This is referred to by Krashen (1982) as 

‘comprehensible input’. According to the comprehensible input hypothesis, the best 

type of input is that has i+1 feature, where ‘i’ stands for ‘interlanguage’ and +1 means 

little higher. In other words, the level of input should be little higher than the 
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interlanguage of the learners, neither too big, nor too small (Brands, 2011). In this way 

learning takes place, so teacher should be aware of the correct amount of input to which 

learners are exposed. If not chosen carefully, input may stand as an obstacle that will 

hinder learners’ progress and development. 

According to theories of language learning, such as those of Postovsky (1974), Asher 

(1977) and Krashen (1982), learners must receive large amounts of comprehensible 

input before they begin to use the target language, thus learners’ exposure to the 

language they are learning determines, among other things, their success in the that 

language. In places where the target language is not used for communication outside the 

classroom, teachers shoulder the burden of the comprehensible input, so they have to 

provide students with an appropriate amount of input and maximize their exposure to 

the target language. 

4.7 Conclusion 

In this chapter I have surveyed a selection of literature related to students’ willingness 

to communicate in English as a Foreign Language (EFL) classrooms pointing out the 

factors that influence students’ desire to (or not) have a role in oral communication. 

Such factors include: the classroom environment, teaching methodologies, motivation, 

culture, shyness, etc.  

Teaching methodologies are discussed under two main models: Teacher-dominated 

models and learner-centered models. Teacher-dominated models pay much attention to 

the teacher’s role as being the cornerstone of the whole education process and the 

course material; they test the ability of the teacher and the suitability of the material by 

monitoring the students’ achievements. In other words, they focus on input and output 

ignoring what goes on in between, the learner and the learning process. While the 

teacher is the main actor in the teacher-dominated models, learner-centered models 

acknowledged the teacher’s role but played it down and focus on the learner and 

consider them the cornerstone of the learning process, how input is processed by 

learners and why certain learners are better than others at language learning although 
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they have the same input, thus they focus on the factors that may influence learning 

such as the social factors. Vygotsky believes that learning and development go together 

as the cognitive development of learners is achieved in the context of socialisation and 

education. Therefore, their social interaction is very essential for their learning process. 

Moreover, when students are motivated, they are likely to be more engaged in the 

learning process, so it is essential to for teachers to motivate them in order to improve 

their performance and academic achievements. Culture and confidence also play 

important roles in language learning; some cultural beliefs may hinder learning such as 

the fear of committing errors and the way learners view their teachers and the topics 

being studied and when they lack self-confidence they do not engage or communicate 

with their teachers which, in turn, reduces their communicative abilities and negatively 

affect their achievements.  

Inside the classroom, a number of variables have been discussed in this chapter in 

relation to students’ willingness to communicate. For example, the time allotted to each 

class and the number of students have been seen as important factors that when short 

and high respectively affect the learning process as students will have little 

opportunities to discuss or be engaged in participation. Teacher’s role in selecting or 

ignoring some students for class activities and choosing topics of interest is one of the 

factors that affects students’ willingness to communicate and as a result their academic 

achievements. While factors such as using Arabic besides English (code switching), 

students’ level of proficiency in English and the amount to which students are exposed 

to the target language, when great, improve students’ oral communication, shyness 

plays a negative role which is attributed to a number of factors like psychological states 

of the students, certain cultural beliefs and the huge number of students inside the 

classroom.    
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Chapter Five:  

Methodology 

5.1 Introduction 

This chapter presents the methodological choices of the research. The chapter consists 

of ten major sections, namely, the philosophical underpinnings of the research paradigm 

including the ontological and epistemological considerations. This is followed by a 

discussion of the methodological approaches that include qualitative and quantitative 

methods. Moreover, the case study and the sample of this study are discussed in this 

chapter. The following two sections discuss the data collection instruments and data 

analysis strategies. Finally, the research ethics and limitations are explained before 

concluding the chapter.  

5.2 Research paradigm 

Weaver and Olson (2006, p. 5) define the concept of ‘paradigm’ in research as “the 

patterns of beliefs and practices that regulate inquiry within a discipline by providing 

lenses, frames and processes through which investigation is accomplished”. 

Additionally, Maxwell (2005) states that ‘paradigm’ is a set of very general 

philosophical assumptions about our understanding of the world and about the nature of 

reality. Therefore, choosing a paradigm is essential in research. In this regard, Easterby-

Smith et al. (2008) state that if one falls short in thinking on philosophical issues 

(paradigm) in his/her research, it can seriously affect the value of the research itself. For 

this reason, prior to conducting any research one has to think about the underlying 

philosophy of the research when deciding on the research design. Choosing a research 

paradigm involves deciding about the ontological basis of the study. Ontology deals 

with what is ‘reality’; the nature of ‘being’. This refers to the ways in which reality is 
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constructed which means how things really are and how things really work. It is a 

theory about the nature of social entities (Bryman, 2012). The research paradigm also 

involves thinking about epistemology which is the theory of knowledge, what can be 

known and how it can be known; and the nature of the relationship that exist between 

the researcher and the researched. Thus, it relates to how the researcher views the social 

world and what constitutes knowledge in it. Together these influence the methods of the 

research process. Therefore, it is necessary to understand ontology and epistemology in 

deciding the most suitable paradigm for this research project. These are discussed in 

further detail below. 

5.2.1 Ontology 

An important aspect of research is to understand the nature of the things being 

investigated. The ontological question, therefore, is what the form is and nature of 

reality and then, what is there that can be known about it and how can we know it? 

(Lincoln  & Guba, 1994). In defining ontology, Saunders et al. (2007, p. 108) argue that 

it is a theory concerning the nature of social phenomena as entities. Historically 

ontology has two main strands, namely, objectivism and constructionism.  

Constructionism is subjective; it involves the idea that reality is socially constructed and 

involves human action in relation to the social world. That is to say, people’s social life 

is influenced by their social interactions and beliefs. Saunders et al. (2007, p. 108) 

maintain that subjectivism refers to the idea that social phenomena are shaped from 

perceptions of people’s actions. Constructionist researchers are interested in how people 

think, feel and communicate. In addition, they focus on understanding the different 

constructions and meanings of social phenomena and map them onto people’s 

experience (Bahari, 2010). Therefore, researchers’ views of the phenomenon being 

approached are based on those of the participants; in order to understand and get 

enough details of what participants believe, the researcher in this philosophy has to 

conduct the research in the place where participants live and work (Creswell, 2013). 
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Objectivism, on the other hand, subscribes to the view that social phenomena and their 

meanings have nothing to do with social actors; they exist by themselves and 

independently from people (Bryman, 2012). Objectivists believe that the social world is 

concrete and as real as the natural world.  

This research adopted a constructionist ontology because I was interested in how 

students experience, feel and think about communicative interactions within the English 

language classroom. 

5.2.2 Epistemology 

Epistemology, according to Bryman (2012), is the theory of knowledge and concerns 

what is considered as acceptable knowledge in a certain discipline. In the same way, 

Saunders et al. (2007) believe that it is a branch of philosophy which investigates the 

nature of knowledge and what makes acceptable knowledge in a particular discipline. 

What can be inferred from Bryman’s and Saunders’ statements above is that 

epistemology is concerned with what should be considered as acceptable knowledge in 

a particular field of study. Philosophically, epistemology is divided into two main 

approaches, namely, positivism and interpretivism.  

Interpretivism is based on the principle that knowledge is inter-subjectively made; it is 

therefore aligned with constructionist ontology. This paradigm is grounded in the view 

that people’s actions are meaningful and are to be interpreted within the context of 

social practices. According to Saunders et al. (2007, p. 106) interpretivism is an 

epistemology that is “necessary for the researcher to understand differences between 

humans in our role as social actors”. It regards our world as being constituted in one 

way or another depending on the way we view it. Therefore, research is influenced by 

the researcher’s own perspectives and values, which, in turn, are influenced by the 

social context. The context also plays an essential role in determining the participants’ 

standpoint about reality (Bryman, 2012), thus it can be said that reality is interpreted 

according to the way people make sense of their world. I adopted this philosophical 

epistemological stance, interpretivism, as I was attempting to understand and interpret 
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the communication difficulties experienced by students in EFL classrooms, through the 

participants’ view; the way they see and experience it. 

Unlike interpretivism, positivism assumes that there are social facts existing with an 

objective reality separate from the beliefs of individuals. According to positivists, there 

is a clear-cut relationship between things and events in the outside world and people’s 

knowledge of them (Staiton-Rogers, 2006). Thus, knowledge in this paradigm is 

autonomous and can be discovered and described through the use of the suitable 

methods and techniques by the researcher whose role in this kind of research is as an 

outsider. He or she must be independent using experimental methods to test a theory or 

hypotheses to develop or refine some general rules of nature. This paradigm is 

quantitative in nature as its research methods involve large-scale study using a 

representative sample, formal questionnaires for which statistical analysis is used 

(Bahari, 2010).  

5.3 Methodological Approaches 

In the realm of research, there are two main approaches to collecting and reporting 

information, namely, qualitative and quantitative approaches. The former focuses on 

understanding the phenomenon being studied from a closer perspective whereas the 

latter examines the phenomenon from a large number of people using survey methods. 

In the next section I provide a brief description of each approach highlighting the way 

data are collected in each of them. 

5.3.1 Qualitative Method 

The qualitative approach involves mainly exploratory research. It is used to achieve an 

understanding of reasons underlying phenomena and relies on opinions, perceptions, 

and motivations. It describes the phenomenon in a deep, comprehensive manner 

providing insights into the problem that help to build theories. As such, it is an 

inductive approach (Saunders et al. 2007, p. 17). Bryman (2012) maintains that 

qualitative research normally emphasizes words and meaning rather than quantification 
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in the collection and analysis of data. It uses unstructured or semi-structured techniques 

for data collection including focus groups, individual interviews, and observations. In 

most cases, the sample size is small because carrying out such a research requires many 

resources and much time. The qualitative research approach allows the researcher to 

understand the meanings of the phenomenon being studied within from its natural 

setting through various sources of evidence (Denzin & Lincoln, 2003). The qualitative 

research method is associated with a constructionist ontology and an interpretivist 

epistemology. The small scale and context-specific nature of qualitative studies make it 

harder for the researcher to be able to generalize across larger populations. 

5.3.2 Quantitative Method 

The quantitative approach focuses on describing the phenomenon being studied across a 

larger number of people or situations, and through this, it becomes possible to identify 

characteristics across groups or relationships. The quantitative approach focuses on 

collecting numerical data. When the sample size is large, it becomes possible for the 

researcher to apply statistical techniques in order to recognize overall patterns in the 

relations of processes. The large samples characteristic of this approach enables the 

research to generalize the results over large numbers of the population. In this kind of 

research, strategies of data collection include surveys, experiments and questionnaires 

that produce statistical data. As such, the quantitative method is associated with an 

objective ontology and a positivist epistemology. 

The methodological approach adopted in this research study was qualitative in nature as 

it allowed me to obtain descriptive information on variables not easily accessed through 

quantitative methods. For example, by using semi-structured interviews and focus 

groups I obtained in-depth and descriptive information. The qualitative approach 

provides a way to view the phenomenon from the inside, i.e. from the point of view of 

the participants. Since the focus of the research is on investigating learners’ and 

teachers’ perspectives on the quality and nature of oral communication in lessons, based 

on their personal experiences, the qualitative approach is considered suitable for this 

study. 
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5.4 Case Study 

In spite of the fact that there is no single definition of the term ‘case study’ , case study 

research has long occupied a prominent place in a number of disciplines and 

professions including psychology, anthropology, sociology, political science, education, 

clinical science, social work, and administrative science (Mills et al, 2010). In the social 

sciences, a case study is a research method that entails an in-depth examination of the 

phenomenon of the study (the case), as well as its related contextual circumstances. The 

‘case’ being studied may be an individual, organization, event, or action, existing in a 

specific time and place, a fact that is highlighted by Ragin (2005, p. 2) who points out 

that the least necessity for any research to be a case study is an “analysis of social 

phenomena specific to time and place”.  

According to the literature the definition of the term ‘case study’ has been problematic. 

For instance, John Gerring (2006, p. 17).in this has suggested that the term is “a 

definitional morass… Evidently, researchers have many different things in mind when 

they talk about case study research”. Thus, it is necessary to survey some of the 

generally agreed principles related to the definition of the term ‘case study’. One of the 

most well-known supporters of case study research, Robert Yin, defines it as: 

[A]n empirical enquiry that investigates a contemporary phenomenon in 
depth and within its real life context, especially when the boundaries 
between phenomenon and context are not clearly evident (Yin, 2014, p. 
16). 

According to Yin’s definition, case studies are used to make available a level of detail 

description and understanding of the phenomenon that provides a source for a thorough 

analysis of the sophisticated nature of that phenomenon. Robert Stake, another 

champion in this approach, establishes that the case study “is defined by interest in an 

individual case, not by the methods of inquiry used”; he adds “the object of study is a 

specific, unique, bounded system” (2008, pp. 443, 445). Similarly, Gerring (2004, p. 

342) defines case study as an “in-depth study of a single unit (a relatively bounded 

phenomenon) where the scholar’s aim is to elucidate features of a larger class of similar 
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phenomena”. Furthermore, an explanatory definition is offered by Gary Thomas in 

which he identifies the areas in which case studies are applied and emphasizes the 

holistic nature of the case studies that allow researchers to obtain meaningful 

characteristics of real-life events, so he maintains that  

Case studies are analyses of persons, events, decisions, periods, projects, 
policies, institutions, or other systems that are studied holistically by one 
or more method. The case that is the subject of the inquiry will be an 
instance of a class of phenomena that provides an analytical frame - an 
object - within which the study is conducted and which the case 
illuminates and explicates. (Thomas, 2011, p. 513) 

Therefore, it can be said that the case study is an intensive study of a single constituent 

carried out with an aim to generalize the findings across a larger set of units.  

The aim of the case study approach has been to gain an understanding of a large set of 

units through the analysis of a single similar unit. To attain such an aim, it has sought to 

build upon a theory, to theorize a new one, to defy an existing theory, to explain a 

situation, to offer a foundation in order to apply solutions to situations, to explore, or to 

provide description of an object or phenomenon. Moreover, case studies tend to explain 

existing theories especially in social science where the research is thorough and 

influential one. Gerring (2004, p. 349) reports that case studies “enjoy a natural 

advantage in research of an explanatory nature”. Thus, he argues, case studies are a 

better approach in doing an explanatory research than in a confirmatory research.  

Another advantage of using case studies is when the study reflects on depth of the 

research rather than its width. Gerring (2004, p. 347) states that it is because of their 

narrow width that “case studies often produce inferences with poorly defined 

boundaries”, hence a kind of limitation. At the same time, it provides a depth of 

analysis of the phenomenon which is based, according to Gerring, on the high level of 

“the detail, richness, completeness, wholeness, or degree of variance that is accounted 

for by any explanation” (Gerring, 2004, p. 348).  
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To sum up, case study offers a thorough in-depth contextual analysis of a limited 

number of events and their relationships. It has been in a number of disciplines 

including social science in which it investigates contemporary real-life situations. Thus, 

its focus on real-life, contemporary, human situations and its ease of access are some of 

the major advantages of adopting a case study method. 

Having become aware of the above strengths and advantages of using case studies as a 

research method, I adopted case study as a qualitative approach in my project. It 

allowed me to have an in-depth analysis of how students view their problem of poor 

oral communication in English classrooms, which, in turn, enabled me to establish the 

possible reasons behind this phenomenon. The ‘case’ in this study was the students’ 

oral communication in EFL classrooms. 

5.5 Sample 

This study has aimed to investigate the reasons behind Saudi students’ lack of oral 

participation in English classrooms at City University, KSA. It also aims to explain the 

influence of teaching practices on students’ willingness/unwillingness to participate. 

The sample of the study is a purposive one. 

For the focus groups, the selection of participants is a maximal variation type of 

purposeful sampling Creswell, J. (2008) in which the individuals or cases that are 

sampled by the researcher are selected according to different variables such age or 

gender. However, for the individual interviews, the opportunistic sampling is 

considered which is used after the research has already begun. It is useful in discovering 

new factors that might be helpful in answering the research questions (ibid). 

Participants were selected from three English classes studying English language as a 

major. They were BA students in their third year, third semester. They had been 

selected because of the fact that they, at this stage, would have completed a number of 

different courses from the BA study plan. 
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The total numbers of participants were 33. Thirty students constituted the five focus 

groups: six in each group, whereas, three teachers who have taught those classes had 

been chosen for the individual interviews. In addition, two students from the focus 

groups were considered for individual interviews, see Figure 5.1 below.  

 

 

Figure 5.1: The Sample of the Study 

Focus groups were conducted in Arabic, the mother tongue of all participants, which 

allowed them to speak freely without any unwillingness to participate that might arise 

from using a foreign language. This data was translated into English and verified by a 

fluent bilingual Arabic-English speaker. However, for the interviews of the teachers, 

English was the medium as they are fluent speakers of English. The time given to each 

focus group ranged from 45 to 60 minutes whereas for each interview it was from 20 to 

30 minutes. 
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5.6 Data Collection 

Data collection is not an easy task especially when it comes to choosing the best 

method of collection as O’Leary (2004, p. 150) puts it “Collecting credible data is a 

tough task, and it is worth remembering that one method of data collection is not 

inherently better than another”. Thus, selecting the appropriate data collection method 

depends on the research objectives and advantages of the selected method. This is 

discussed in the next section. 

5.6.1 Data collection methods 

The data collection instruments for this study include focus groups and individual 

interviews. 

5.6.1.1 Focus groups 

Focus groups are small groups discussion conducted by a trained leader, known as 

moderator, to learn more about participants’ opinions on a particular topic. The term 

‘focus groups’ has been defined by Beck et al as “an informal discussion among 

selected individuals about specific topics” (Beck et al. 1986, p. 73) whereas for Powel 

and Single, a focus group is “a group of individuals selected and assembled by the 

researchers to discuss and comment on, from personal experience, the topic that is the 

subject of the research” (Powel & Single, 1996, p. 499). The sessions of the focus group 

should be conducted in a natural setting and be carried out in a relaxed manner. The 

discussion should be tape-recorded. In addition to the participants and researcher, a note 

taker is invited to observe and take notes.   

Focus groups involve two types of interactions: one which is held between the group of 

participants with the researcher, and the interaction of the participants with each other; 

this way of data collection distinguishes the focus group from the one-to-one interview. 

It is also necessary to distinguish focus groups from group interviewing. In the focus 

group interview, the emphasis is on the interaction within the group which is based on 
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topics provided by the researcher whereas in group interviewing the emphasis is on the 

questions and responses between the researcher and participants (Morgan, 1997, p. 12). 

The characteristic of focus groups is the “explicit use of group interaction to produce 

data and insights that would be less accessible without the interaction found in a group” 

(Morgan, 1997, p. 2). 

The number of participants in the focus group varies from six to ten and rarely more 

than twelve (Wilkinson, 1998) with an average of eight. In general, the size of the group 

discussion needs to be “. . . small enough for everyone to have an opportunity to share 

insights and yet large enough to provide diversity of perceptions” (Krueger and Casey 

2000, p. 10). If the number is less than six, it may be difficult to carry on a discussion; 

at the same time, if the number of participants is more than ten, there will be diminished 

opportunity for each participant to participate in the discussion and thus it becomes hard 

for the researcher to manage the discussion. However, the number of participants will 

be dependent on the aim of the research, topic of discussion, type of participants and the 

level of details required (Stewart and Shamdasani, 1990; Morgan, 1997; Bloor et al., 

2001). There has been a trend to use mini-groups with four to six participants. In this 

regard, Fern (1982) notes that the number of ideas produced by a small group did not 

increase as the group size increased. Morgan (1992) views the choice between small 

groups and large groups differently. He connects the choice to the type of the topic 

being at hand; if the topic is an emotional one, a small group choice would be more 

appropriate as it results in higher levels of participant involvement and gives each 

participant more chances to discuss their opinions and experiences.  For a neutral type 

of topic, a large group is more fitting as it produces lower levels of participants’ 

involvement, and as a result in both cases when connecting the choice of the group size 

to the type of the topic, it becomes easier for the researcher to manage the active 

discussion.  

Considering focus groups as a data collection method provides the researcher with 

many of the advantages of qualitative studies. They offer a great amount of deep insight 

into motivation, attitudes, feeling and behaviour that cannot easily be obtained by 

quantitative methods alone. Unlike the experimental settings of quantitative surveys, the 
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focus groups discussions replicate participants’ natural social interaction in which 

participants find the environment of the focus group comfortable and enjoyable. Such 

an informal environment put people at ease to and encourages them to express their 

views freely and frankly. Thus the focus group environment positively influences 

participants’ willing to contribute to the discussion (Hennink, 2007). The time factor is 

an important characteristic of focus groups. The time consumed in a focus group is 

short if compared with the total amount of time used in interviewing each of the 

members individually. As a result, within a short period of time, a large amount of data 

will be generated from participants’ various views, opinions and experiences about the 

topic of discussion. Another strength of focus groups comes from less involvement of 

the researcher in the discussion; therefore, participants will be able to build on the 

responses of other group members, which may trigger a number of new responses and 

insights about the topic at hand. Moreover, they react to the comments made by others 

on their opinions; such a reaction may result in reflection, refinement of justification of 

certain points providing a deeper insight into the topic being discussed (Hennink, 2007). 

As is the case with all research methods, there are also limitations in using focus group 

discussions. For instance, a group setting is not always perfect for encouraging free 

expression. In certain cases, the group may slow down discussion.  In spite of the fact 

that members of the group encourage each other in the focus group discussion, there is a 

risk of the domination of some members over the discussion either due to a hierarchical 

position of that member or strong personalities. This may hinder other members from 

participating or keep them silent listening and showing agreement with the views of the 

dominant person. They may simply agree to each other’s views because of social 

pressure or feeling discomfort in the group and result in little involvement in the 

discussion. Another reason that may inhibit participants’ involvement is the setting of 

the group, which provides limited opportunity for confidentiality. In this regard, David 

and Sutton (2004) suggest that lack of confidentiality may have a negative impact on 

participants’ contributions and as a result, they may hold back certain information 

within the group. Moreover, the group size is relatively small and purposively chosen, a 

fact that makes it not possible to generalize the results to a larger population.  
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Focus groups discussions allowed me to build up an understanding of why participants 

feel the way they do about the students’ oral participation in English classroom. As for 

the participants, such a technique offered them an opportunity to explore each other’s 

reasons for holding a certain view. It helped me to gather a wide range of views in 

relation to the topic as members qualified and modified their views when listening to 

other members’ views, and more importantly, they raised an issue that they were not be 

aware of. Thus they would be able to raise their awareness and engage with the issue 

from their points of view.  Another aspect that was valuable in using this technique for 

my data was that I had realistic accounts of what participants think about the problem 

being investigated because participants argued with each other and challenged each 

other’ views and ultimately each participant  thought about and revised their views. 

Focus Group Sample 

I conducted five focus group discussions in order to have a variety of views and 

experiences in relation to students’ poor oral participation in English classrooms as this 

number is common in most projects (Morgan, 1996).  For each group, I was intending 

to include six students as participants; however, I had invited 8 participants for each 

focus group discussion, so in case of some of them could not attend, I would have no 

difficulty in conducting the session. For each session, I had a trained note taker to 

observe and record any paralinguistic behaviour by participants in case such behaviours 

provide any kind of information that help in the analysis, and he transcribed the whole 

session’s data. Each participant was given a code indicating their number in the group 

and the alphabet code of the group itself. For instance, Focus Group 1 consisted of 

participants 1 to 6, Focus Group 2 consisted of participants 1 to 6 and so on; so, FG1-3 

meant that this participant was number 3 in Focus Group 1, see Figure 5.1 above.  

Choosing focus group discussions as a source of data was very helpful in my study. It 

provided me with new insights, and new factors affecting students’ willingness to 

communicate in English classrooms. Such factors were the basis of a number of 

questions that will be used in the interviews. 
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5.6.1.2 Interviews 

Holliday (2007, p. 6) states that “the realities of the research setting and the people in it 

are mysterious and can only be superficially touched by research”. In qualitative 

research, the interview is an important tool of data collection. Interviews are a 

systematic way of talking and listening to people for certain purposes. According to 

Maxwell (2005, p. 94), interviews provide “a valuable way of gaining a description of 

actions and events – often the only way, for events that took place in the past or ones to 

which you cannot gain observational access”. Thus, an interview explores the views, 

experiences and attitudes of participants in relation to the topic of the research which is 

difficult to gain directly from other methods of data collection. Heller (2008) states that 

interviews are useful in a number of ways, among which, understanding people’s life 

track and social positioning, and they are important sources of accounts that allow quick 

looks into the values and beliefs of people. Furthermore, Kvale (1996, p. 30) describes 

interviews as “descriptions of the lived world of the interviewees with respect to 

interpretations of the meanings of the described phenomena”. Interviews in this 

research will help find declarative data on language use and represent authentic 

communicative situations in which naturally occurring talk takes place. The following 

sub-sections discuss data collection from three types of interviews, including structured 

interviews, semi-structured interviews and unstructured interviews. 

Structured Interviews  

This type of interview is also known as a standardized interview. The aim of this 

technique of data collection is to ensure that each interviewee is presented with exactly 

the same questions in the same order. Corbetta (2003, p. 269) describes this type as 

interviews “… in which all respondents are asked the same questions with the same 

wording and in the same sequence”.  Structured interviews have a tendency to favour 

certain kinds of questions, namely, questions in which interviewees are limited to a set 

of responses predefined by the researcher, otherwise known as closed questions. 

Regardless of the nature of the topic and the place where the interview is conducted, the 

procedure is designed to ask all of the interviewees the same set of questions, each 
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having a limited set of response categories (Fontana & Frey, 2005). Many researchers 

believe that these closed questions result into more accurate data and a more definitive 

analysis (Yin, 2011).  

In structured interviews a detailed interview guide is used which allows the researcher 

to have control over the topics and the format of the interview, and as a result, there is a 

common format that facilitates the tasks of analysis, coding and data comparison. This 

constitutes one of the strengths of the structured interviews. However, structured 

interviews have some weaknesses. For instance, they stick very much to the interview 

guide and that may cause difficulty for the interviewer to probe for relevant 

information, and participants may not understand the question and be unable to answer 

it, or they may not receive sufficient information to provide an answer for certain 

questions. Consequently, participants may interpret the questions in different ways.  

Semi-structured Interviews  

Semi-structured interviews are frequently used in qualitative research. Unlike the 

structured ones they are non-standardized and more flexible. In semi-structured 

interviews the interviewer asks a number of open-ended questions to probe deeply into 

the phenomenon in order to obtain views, opinions, experiences and thoughts about the 

subject (Gall et al, 1996). There also is a possibility for new questions to emerge during 

the interview and the researchers have the chance to explain certain questions that 

might be confusing or ambiguous for the participants (David & Sutton, 2004, p. 87. The 

advantages of using semi-structured interviews are manifested in the fact that the 

interviewer can probe deeper into the topic of the interview; he or she asks more 

detailed questions and not stick to a fixed number of preplanned questions as is the case 

with structured interviews. Moreover, the interviewer has the opportunity to paraphrase 

and explain the questions for the interviewees, if necessary. On the other hand, this role 

of the interviewer may result negatively in the gathered data. This happens if the 

interviewer lacks the required experience to probe deeply into the situation or is 

somehow unable to control the questions of an open-ended nature. 
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The semi-structured type of interview was used in this research because they were 

flexible, i.e. neither fully fixed nor fully free. It allowed me, as the interviewer, to 

modify, restructure, and elaborate on particular questions depending on the direction of 

the interview. Such type of interview begins with some defined questions, but continues 

in a conversation-like style. I carefully designed a set of questions to elicit information 

related to students’ participation in English classrooms. This included asking the 

participants questions about a wide range of issues including classroom organization, 

classroom management, pedagogical approaches (teaching and learning) use of 

materials, attitudes, behaviours as well as socio-cultural factors that facilitate and/or 

prevent effective communication in EFL classrooms. 

Unstructured Interviews  

Unstructured interviews can be defined as a way to understand the complex behaviour 

of people relying on social interaction between the researcher and the participants in 

which neither the question nor the answer are predetermined (Minichiello et al, 1990). 

Although the researchers usually have certain topics in mind that they hope to cover in 

the interview, they come to the interview with no predefined theoretical framework, and 

thus no hypotheses and questions about the topic of the study. Rather, they have 

conversations with participants and produce questions in response to the interviewees’ 

talk. Unstructured interviews proceed in a way similar to that of everyday 

conversations, and tend to be informal and open-ended in which the interviewer’s 

control over the conversation is minimal. However, the interviewer will try to support 

the participants to connect their experiences and views to the topic under investigation 

(Burgess, 1984).  

Unstructured interviews enable the interviewer to focus on the participants’ talk on a 

particular topic of interest, and may offer the interviewers a chance to test out his or her 

preliminary understanding, while still allowing for plenty of opportunity for new ways 

of seeing and understanding to develop. Moreover, unstructured interviews can be 

considered as an important preliminary step towards the development of more 

structured interview guides. However, the interviewer may find it difficult to decide on 
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what to look for in the interview or what direction to take the interview and moreover 

the researcher may not gain data that is relevant to the questions of the study. Another 

disadvantage is that these interviews can be inappropriate for inexperienced 

interviewers who might be biased and ask inappropriate questions. Also, interviewees 

may talk about irrelevant topics, thus creating a problem for the researcher in 

processing the data collected. In spite of the fact that they can generate detailed 

information and provide in-depth understanding of a subject, they are not used much, 

compared to semi-structured ones.  

5.6.2 Quality Data Criteria 

The criteria that should be considered by researchers in conducting qualitative research 

have attracted the attention of many researchers. The most notable work was by Guba 

(1981) who put forward four criteria that should be followed by researchers in quest for 

a trustworthy study, namely: credibility, transferability, dependability and 

confirmability. 

1. Credibility is the internal validity in which researchers try to make sure that their 

study examines what they have planned for. In this regard, Lincoln and Guba (1985) 

argue that it is an essential factor for attaining trustworthiness. To do so, Shenton (2004, 

pp. 64-69) suggests a number of provisions that may be made by researchers in order to 

develop confidence that they are appropriately carrying out their study. Such provisions 

include: the adoption of well-established research methods, the development of an early 

familiarity with the culture of participating organizations, random sampling, 

triangulation, tactics to help ensure honesty in informants, iterative questioning, 

negative case analysis, frequent debriefing sessions, peer scrutiny of the research 

project, the researcher’s “reflective commentary”, background, qualifications and 

experience of the investigator, member checks, thick description of the phenomenon 

under scrutiny, and examination of previous research findings. 

2. Transferability is the second criterion that researchers have to take into account. 

While credibility is an internal validity, transferability is an external one in which 
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researchers seek to ensure that their research findings are applicable to other situations 

(Merriam, 1998). Thus, it is the task of the researcher to provide adequate information 

about the context of the organization being investigated in a way that other researchers 

and readers can make such a transfer (Lincoln &Guba ,1985). 

3. Dependability is the third criterion that researchers should consider when doing a 

qualitative study. They should provide some procedures to show that their findings are 

somehow similar with those of the previous similar work conducted in the same 

context, using the same methods and participants. 

4. Confirmability: researchers here are advised to confirm and make sure that the 

outcomes of their studies are nothing but the results of views and experiences of the 

participants which are clear from any influence made by the researcher. In this 

connection, to lessen the researcher’s bias, triangulation method plays an important role 

as two sources of data are incorporated.  

5.6.2.1 Triangulation   

In this research project, I used a triangulation method of data collection, a procedure 

that involves more than one method for data collection. It is a powerful technique that 

facilitates the validation of data through cross verification from two or more sources 

capturing different dimensions of the same phenomenon (Risjord et al., 2001; Casey & 

Murphy, 2009). More precisely, it refers to the application and combination of several 

research methods in investigating the same phenomenon (Bogdan & Biklen, 2006). A 

single method can never adequately shed light on a phenomenon being investigated; 

instead, using more than one method can help me facilitate deeper understanding of that 

phenomenon.  

There are two types of methodological triangulation known as the ‘across method’ and 

the ‘within method’. Studies that use the across-method combine both quantitative and 

qualitative data collection techniques (Casey & Murphy 2009). Whereas in the within-

method researchers use two or more either quantitative or qualitative data collection 
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procedures. For example, qualitative data may be collected by using participant 

observation and interviews (Thurmond, 2001; Casey & Murphy 2009). As far as this 

research is concerned, the within-method was adopted as I used two qualitative data 

collection procedures: Focus Group Discussions and Individual Interviews. Therefore, 

by combining these two methods, I overcame the gaps that might come from using a 

single method of data collection. 

5.6.3 Researcher’s Role 

Whether interviews or focus groups, the role of the researcher is important. In other 

words, to be an insider or an outsider may have negative consequences. For example, if 

the researcher is an outsider, subjects may behave carefully or artificially especially 

when they know that they are being observed and their speech is recorded or noted 

(Nortier, 2008, p. 44; Lanza, 2008, p. 76). Whereas, in the case of being insider, 

subjects may not be serious enough to answer the researcher’s questions or even 

participate in the discussion held in the focus group sessions. However, in this regard, 

Ulin et al. (2005, p. 72) argue that the researcher has to decide whether to act as an 

insider who looks at events from participants’ perspectives, or an outsider who 

evaluates events from his or her own perspective, or somewhere in between depending 

on the purpose and the nature of the research. In this study, I am first an insider because 

I live in the community of the participants and taught in their institution; I know most of 

them.  A number of advantages of being an insider researcher have been pointed out by 

researchers including speaking the language of the participants and understanding the 

social and cultural values. Moreover, being an insider eases getting permission to 

conduct the research and arranging interviews (Coghlan, 2003 and Herrmann, 1989). 

On the other hand, disadvantages exist. For example, role duality in case of the 

researcher is working in the organization he or she studies; s/he has to play the role of 

the researcher while participants may see him or her, for example, as an instructor only. 

Another disadvantage is that the researcher may know the way participants think 

including their views and opinions on the phenomenon being investigated; participants 

may assume that the researcher already knows what they want to say. In addition, they 
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may not act seriously and consider the situation to be informal (Sikes & Potts, 2008; 

Smyth &Holian, 2008). 

In my research I occupied both the insider and outside position. Although, I was 

familiar with the institution and the staff, I maintained an objective approach to my 

research. 

5.7 Data Analysis 

Grounded theory developed in 1967 by Glaser and Strauss (Lingard et al., 2008) 

focuses on how to generate theories concerning social phenomena; in other words, it is 

designed to build up higher level understanding which is ‘grounded’ in, or resulting 

from, a systematic analysis of data. This theory is applicable when the aim of the study 

is to clarify a process not to test or prove an existing theory. According to Kennedy and 

Lingard (2006), a key feature of the grounded theory is its iterative study design which 

involves a sequence of concurrent data collection and analysis in which analysis leads 

to the next sequence of data collection. In this study, each focus group session led and 

shaped the next session. On the other hand, focus group sessions informed the 

researcher about important areas to focus on in the interviews. After data has been 

collected, text coding, and emerging categories and themes will be identified. In this 

process the quest for theory begins with first line of the first interview that one codes 

taking a small chunk of the text where line-by-line is being coded in order to identify 

concepts and key phrases. Then, another chunk is taken and the process will be repeated 

again and so on. This process is called open coding or initial coding. The next step 

entails more theorizing in which examples of concepts are put together to see how each 

concept can be linked to a larger concept which involves another important principle in 

grounded theory in relation to data analysis is the constant comparison in which certain 

issues in the data being collected are compared with other already existing examples 

(Strauss & Corbin, 1998). In this fashion, emerging theoretical constructs are constantly 

being developed which makes the analysis rich one.  

For my data analysis, I used a modified grounded theory approach of data analysis. That 
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is to say, whilst I did not follow the set sequence of analyzing the data as features in the 

work of Glaser and Strauss (1967); I interpreted the data systematically to identify 

categories that emerged within the data and reinforced this by developing these into 

themes that were based on the research questions and objectives. In doing this, I worked 

iteratively with the data in a way that allowed the meanings to emerge from the data 

without external assumptions. To illustrate this, firstly, I did what is called “Open 

coding”; I read the transcripts and determined different categories the data by circling a 

chunk of text and labelling it with a category name that fitted and then categories were 

put together to see how each category could be linked to each other; how categories are 

related to each other which is known as ‘Axial coding’. This was followed by the 

process of choosing one category to be the core category and relating all other 

categories to that category which is known as ‘Selective coding’. An example is shown 

in Table 5.1. 

 
 

- They (students) do not have enough 
vocabulary items that assist them in 
discussion. This is the major problem they 
have; the linguistic level is low. (Interview 
with TT). 

- Based on my experience, I have a problem 
in my academic level caused by the lack of 
vocabulary….(Interview with S5) 

 
- What hinders oral communication in English 

classrooms is the low academic level 
especially in pronunciation. We are weak in 
pronunciation because teachers do not give 
us opportunities to practice the correct 
pronunciation of words. (Interview with S4). 

- The students’ low academic level especially 
in pronunciation is one of the English oral 
communication obstacles. (FG3-6) 

 

Vocabulary Pronunciation 

But, I think the problem is their ability, their strength in English…their ability to try to express and communicate their ideas. 
(Interview with TA) 

Language Proficiency 

Internal Factors 

Diagram 5.1: Example of Coding 
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Lack of vocabulary 

                                                              Language Proficiency            Internal Factors 

Incorrect pronunciation 

 Figure 5.2: Example of emerged categories 

 
The initial codes that were generated included internal factors that relate to the students 

themselves, i.e. their behaviours and nature, and external factors that are caused by 

something outside them. The major themes that subsequently emerged revolved around 

internal and external factors. Internal factors included language proficiency, 

motivation, and culture and psychological factors. Under psychological factors, 

confidence and shyness were discussed. On the other hand, external factors included 

classroom management (class time and students’ number), teacher’s role (opportunity, 

teaching aids and topic relevancy), and teaching methods. They also included first 

language use and code switching. Organizing the data in this way helped me to keep a 

systematic focus on addressing my research questions.  

5.8 Ethics 

Doing research and writing a good thesis is a challenging process that often creates 

unique situations for the learners, mentors, and educational institution (Harrison 

&Whalley, 2008). Given this demanding effort, and before any research data are 

collected, certain ethical standards must be taken into account. Hammersley and 

Traianou (2012) introduced five ethical principles that should be taken into 

consideration by researcher doing any kind of research including social science research 

where humans are involved. These ethical principles are as follows: 

1. Minimising Harm: the researcher has to think about whether the research 

strategy is going to cause any kind of harm (emotional, physical, financial or 

reputational) to the participants, the organization or even to the researchers 

working in the same area. If the answer is yes, the research strategy should be 
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changed in a way to reduce the harm to the minimum. As far as my research is 

concerned, I do not see any harm in investigating students’ willingness to 

communicate in English classrooms as the findings are not going to have 

anything related to the reputation of either the participants or the organization in 

general. 

2. Respecting Autonomy: people should be free to decide over their wish to 

participate or not without any kind of influence. In other words, they have to 

decide themselves not be directed by their chairman or the organization. For this 

study, I was strictly following this principle. After I obtained approval from the 

authorities to conduct my study, for instance University of Reading Ethics 

Committee (see Appendix IV, page 283), I provided each participant an 

information sheet and asked them to fill in a consent form which indicated the 

participants’ free willingness to participate and their right to withdraw anytime 

they wish without giving any reason even after conducting the discussions or the 

interviews, but before the analysis (see Appendix V, page 291). 

3. Protecting Privacy: most of the research work and their findings are 

made public. Confidentiality here involves participants’ information such as 

their names. This can be dealt with confidentially. I maintained their privacy and 

did not use or publish my informants’ names or that of the institution; rather, I 

anonymized their identities and pseudo names were given to conceal 

participants’ identities. 

4. Offering Reciprocity: to be an informant in a research may involve a lot 

of time including filling out forms, questionnaire or even attending a focus 

group session. Participants may expect something in return. As for my research, 

I checked with the authorities regarding such rewards and they informed me that 

they would manage this aspect. 

5. Treating People Equitably: in research, people should be viewed as 

participants only; all have the same status and degree of respect; however, in my 
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research, participants belong to two broad categories: students and teachers. I 

did not unjustly favour one over the other, but students, not teachers, 

participated in the focus group discussions. Teachers participated in the 

individual interviews with a small number of students were chosen within 

certain parameters related to their performance in the focus group discussions. 

5.9 Limitations 

The majority of the findings in this thesis were based on qualitative data collected in 

one university in Saudi Arabia. Following the qualitative approach in data collection 

was fruitful as it has many strengths, for instance, it provided details information about 

individuals behaviours in their institution and what their willingness to communicate in 

English classrooms was. This was examined through the focus group discussions and 

the in-depth individual interviews. On the other hand, there were some limitations. 

Some of the findings could not be generalized to other universities in Saudi Arabia as 

the sample of this study was a purposive one and its size was relatively small. In other 

words, the sample was not large enough to make conclusions about the phenomenon 

investigated countrywide. Moreover, the sample was restricted to male-participants; no 

female-participants whether teachers or students were included due to Saudi society 

culture and norms. 

5.10 Conclusion 

This chapter discussed the methodological approach I used throughout this study. It 

includes many sections covering the major areas related to the research methodology. It 

begins with the research paradigm in which I discussed the aim of the research and the 

paradigm I adopted which includes the research ontology and epistemology. I then 

discussed the methodological approaches that include the qualitative and the 

quantitative methods and the reason for my choice of the qualitative method for this 

study. Next, I discussed this study as a case study. The next section is the sample where 

I talked about the people who participated in this study showing their distribution by 

using an illustrative diagram, see Figure 5.1 above. In data collection section, I have 
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shown the methods I used in collecting the data for this study. They included focus 

group discussions and individual interviews, thus a triangulation one. How each method 

was utilized was discussed in detail, in addition to what kind of interviews I used. Data 

analysis, ethical considerations and research limitations were addressed in the final 

three sections of this chapter. 

The following two chapters (Chapter 6 and 7) present the analysis and discussion of the 

data gathered from the Focus Group discussions and the individual interviews 

conducted with both teachers and students. The data are presented and discussed under 

themes identified in the data. The themes are grouped under two main sections 

presented in the two chapters: internal factors in Chapter 6 and external factors in 

Chapter 7. Internal factors relate to the students themselves, i.e. their behaviours and 

nature, whereas the external factors are caused by something outside them. Internal 

factors include language proficiency, motivation, and culture and psychological factors; 

under psychological factors, confidence and shyness will be discussed. The external 

factors include classroom management (class time and students’ number), teacher’s role 

(opportunity, teaching aids and topic relevancy), and teaching methods. It also includes 

first language use and code switching. 
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Chapter Six:  

Data Analysis and Discussion: Internal Factors 

 

6.1 Introduction 

This chapter presents the analysis of the data gathered from the Focus Group 

discussions and the individual interviews conducted with both teachers and students. 

Both sets of data are presented and discussed under common themes identified in the 

data. The themes are discussed under one broad theme: internal factors. Internal factors 

relate to the students themselves, i.e. their behaviours and nature. They include 

language proficiency (6.2), motivation (6.3), and culture and psychological factors 

(6.4); under psychological factors, confidence and shyness will be discussed.  

6.2 Language Proficiency 

Successful oral communication is one of the main objectives of second or foreign 

language learners. According to Al-Saidat (2010), the ultimate objective of most second 

or foreign language learners is to achieve a native-like fluency. In the present study, the 

three teacher-participants indicated that the students’ level of oral communication is 

generally low. For instance, TT described the presence of students’ oral participation 

thus: 

ط.ب بالمناقشة في جميع  ها على الطلاب نادرا جدا أن يبادر ال قليلة جدا، مجرد أسئلة بسيطة اطرح
 المواد...  وتواصلهم باللغة الإنجليزية ضعيف جدا.

Very little. Even in other courses it is little also; it is just simple questions I 
asked the students. Very rarely they initiate discussion… and communication in 
English is very low. (Interview with TT) 
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TT added that they rarely initiate any kind of discussion. Another teacher, TS, 

supported TT’s perception of students’ oral communication:  

معدومة نوعاً ما بين الطلاب وبعضهم البعض. وأما بالنسبة للطالب والمعلم فهو موجود إلى حد ما في 
بعض المواد التي تستوجب النقاش وأن كان هناك بعض الأمور التي تعيق ذلك كضعف المستوى لدى 

ل الطالب لمستوى المعلم والعكس صحيح. حسب خبرتي الطالب مقارنة بالمعلم فهي صعبه جدا أن يص
ها ضعيفة جدا إلى حد ما سواء في خبرتي التدريسية أم التعليمية وأنا طالب ومعلم.  أرى أن

It [oral communication] is absent between students. Whereas between the 
teacher and students, there is oral communication to some extent especially on 
courses that require discussions; it is too difficult for the student to reach the 
teacher’s level and vice versa. According to my experience, I find it very low 
whether in my teaching or learning experience, as a student and as a teacher. 
(Interview with TS) 

Similarly, TA stated: 

I think the level is less than high school. Based on what they should know in 
high school, it’s less than high school level. (Interview with TA) 

يعرفوه في المدرسة.  فهو اقل من اعتقد أن المستوى اقل من مستوى المدرسة. بناءاً على ما يجب أن 
 مستوى المدرسة.

Participants of this study, both teachers and students, indicated that low proficiency in 

English language is one of the main reasons for the students’ low level in oral 

communication. For instance, TA stated that: 

But, I think the problem is their ability, their strength in English…their ability to 
try to express and communicate their ideas. (Interview with TA) 

ة هي عدم قدرتهم على التعبير عن آرائهم وأفكارهم باللغة الإنجليزية.   ولكن اعتقد أن المشكل

Similarly, TT supports the idea that low proficiency in English language is one of the 

main reasons that hinder students’ ability to communicate and participate in the 

classroom. He stated that:     

مستوى الطلاب ضعيف لدينا في القسم قليلة مواد الاستماع والتحدث وهذا يسبب عائق للطلاب 
هارات التحدث ولا يتوفر لديهم مفردات  لا تتوفر لديهم الفرصة للمشاركة ولا تنمى لديهم م
هذي أكبر مشكلة لديهم ضعف المستوى اللغوي، نجد الطلاب  ها للسؤال والمناقشة و يحتاجون
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اهم اللغوي، يودون المش اركة والتفاعل لكن تفاعلهم يكون باللغة العربية بسبب ضعف مستو
 والوقت أيضا غير كافي للمناقشة.

Students’ level is low. In our department, speaking and listening courses are few 
which is an obstacle for the students as they do not have enough opportunity to 
participate or to develop their speaking skills. They do not have enough 
vocabulary to assist them in discussion. This is the major problem they have; the 
linguistic level is low. We find them willing to participate and interact but their 
interaction is in Arabic because their English is weak. In addition, the time 
given for such activities is not enough. (Interview with TT) 

More support for the idea that one of the main reasons for the students’ low level in oral 

communication is low proficiency in English language was provided by S5. He said: 

المستوى الأكاديمي يؤثر في التواصل الشفهي لدى الطلاب فإذا كانت اللغة جيدة لدي الطالب تساعد على 
 ذلك، بالنسبة لي بعض الأحيان أتردد في المشاركة والتواصل الشفهي بسبب ضعف مستوى اللغة لدي

Students’ academic level has an effect in their oral communication. If the 
student’s language is good, it will help in that. For me, sometimes I hesitate to 
participate and communicate orally because of the low language level I have. 
(Interview with S5) 

The idea of not having the desire to communicate because of the low proficiency in 

English language has been supported in the literature by a number of studies. For 

example, Hamouda (2013) found that low proficiency in English language is one of the 

main reasons for students’ unwillingness to communicate in ESL/EFL classes. About 

three-fourths of Hamouda’s participants attributed their unwillingness to participate in 

the classroom to their poor in English language (see section 4.6.1 above for more details 

of Hamouda’s study). Similarly, Zhou (2013) reported that the main hindering factor for 

students’ participation in oral tasks in English classrooms is language proficiency. 

6.2.1 Lack of Vocabulary 

Low proficiency is evident in most of the aspects of communication including: 

pronunciation, vocabulary and grammar. However, grammar is not paid much attention 

to by researchers as communication can proceed with grammatical errors since meaning 

is conveyed, whereas the incorrect pronunciation or the lack of vocabulary represents 
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an obstacle that will hinder oral communication. Abu Alyan (2013) argued that a good 

inventory of vocabulary and knowledge would lead to good speaking and 

comprehension; therefore, students with little vocabulary will have difficulty in 

expressing their ideas and feelings in that language. Seemingly, the lack of vocabulary 

constitutes a serious problem for learners of a foreign language. This view emerged in 

the present study where one of the teachers mentioned that some students do not 

participate due to their lack of vocabulary. He argued that lack of essential vocabulary 

hinders students’ willingness to participate and also prevents them from being engaged 

in any discussions in the classroom. TT reported the following: 

 وهذي أكبر مشكلة لديهم ضعف المستوى اللغوي.لا يتوفر لديهم مفردات يحتاجونها للسؤال والمناقشة 

They (students) do not have enough vocabulary items that assist them in 
discussion. This is the major problem they have; the linguistic level is low. 
(Interview with TT) 

In the interview with the students, S5 also stated that lack of vocabulary plays a role in 

having a low academic level that results in reducing the amount of participation: 

من تجربتي أنا لدي عائق بالنسبة لمستواي الأكاديمي وخاصة ضعف المفردات لدي، بالإضافة لعدم 
ا خوفاً من النقد أو من أيضقلل من نسبة المشاركة لدي تعودنا على نطق الكلمات بشكل صحيحه، مما ي

عدم إيصال الفكرة، وذلك يعود إلى أن المعلم لا يستخدم الأسلوب التدريسي المناسب الذي يساعدني على 
 تطوير مستواي.

Based on my experience, I have a problem in my academic level caused by the 
lack of vocabulary. In addition to the fact that we habitually do not pronounce 
words correctly the fear of committing errors lessens my participation. It is 
attributed to the fact that the teacher does not use a suitable teaching style that 
helps in developing my level. (Interview with S5) 

This has been confirmed by Rabab’ah (2005) who established that one of the causes of 

the communicative difficulties encountered by Arab learners of English is the fact that 

they often lack the necessary vocabulary when speaking or writing, so they will be 

unable to express themselves freely. Moreover, Hamouda (2013) found that lack of 

vocabulary, among other factors, is responsible for students’ unwillingness to 

communicate. Not having enough vocabulary causes students a lot of trouble as they 
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feel nervous when attempting to speak in English. So, they prefer to be silent listeners 

rather than active participants in oral English in classrooms. 

Lack of vocabulary remains a reason for many students not wanting to participate orally 

in lessons.  In Focus Group 1, some of participants expressed this opinion. FG1-1 and 

FG1-3 respectively said:  

إن من الأسباب التي تعيق التواصل الشفهي في الفصل الدراسي هو عدم وجود عدد كافي من 
 المصطلحات التي تسهل الحديث مع المعلم.

One of the things that hinders oral communication in the classroom is not 
having enough vocabulary items that may facilitate communication with the 
teacher. (FG1-1) 

 إن من الأسباب التي تعيق التواصل الشفهي في الفصل الدراسي الخوف والخجل قلة المفردات.

The things that hinder oral communication in the classroom are fearfulness, 
shyness and lack of vocabulary. (FG1-3) 

 

Moreover, FG1-2 and FG1-5 agree with FG1-1 on the fact that what hinders oral 

communication in the classroom is the lack of vocabulary that facilitates 

communication with the teacher. In Focus Group 3, one of the participants also 

supported the idea that lack of vocabulary makes students unwilling to be engaged in 

any kind of participation. FG3-2 said: 

ليزية يسهل عملية التواصل الشفهي والمناقشة، اعتقد أن استخدام اللغة العربية داخل فصول اللغة الإنج
مثلا لو كان لدينا مناقشه عن الصيد هل توافق أو تخالف؟ أتوقع أن النقاش راح يكون فعال لو أستخدم 
اللغة العربية كوسيلة لتسهيل التواصل الشفهي باللغة الإنجليزية، لأنه قد يكون لدي أسباب كثيره ولكن لا 

ها ب ها، وضعف المستوى في اللغة.أستطيع التعبير عن  اللغة الإنجليزية لضعف الكلمات التي أملك

I think using Arabic inside English classrooms facilitates the process of oral 
communication and discussion; for example, if we have a discussion about 
‘hunting: do you agree or disagree?’ I think the discussion will be effective as 
Arabic is used to ease English oral communication because I may have a 
number of ideas that I cannot express in English due to lack of vocabulary and 
my low linguistic level. (FG3-2)  
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In the above excerpt from Focus Group discussion 3, the participants talked mainly 

about the use of Arabic inside English classrooms and its role in communication, a 

topic that will be considered later in Section: 7.5 below. 

6.2.2 Incorrect Pronunciation 

Incorrect pronunciation seems to be another contributory factor. One of the participants 

mentioned in the interview that fear of making errors in pronunciation when speaking in 

front of other students makes him unwilling to participate in any discussion. He is 

afraid of being criticized for his pronunciation errors. S4 in the interview said: 

الذي يعيق التواصل الشفهي في الفصول الدراسية في اللغة الإنجليزية هنا ضعف المستوى الأكاديمي 
وخاصة في النطق، لدينا ضعف في جانب النطق لان المعلمون لم يتيحوا لنا المجال لكي نتعود على 

، فكثير من الأحيان أنا أتجنب المشاركة والدخول في نقاش خوفاً من النقد النطق الصحيح للكلمات
 وسخرية الطلاب أو من عدم إيصال المعنى المقصود عند نطق الكلمة بطريقة غير صحيحة.

What hinders oral communication in English classrooms is the low academic 
level especially in pronunciation. We are weak in pronunciation because 
teachers do not give us opportunities to practice the correct pronunciation of 
words. Many times, I avoid participation and discussion fearing criticism and 
students’ irony or from miscommunication caused by the incorrect 
pronunciation of a certain word. (Interview with S4) 

Similarly, S5 supports the idea that fear of committing errors in pronunciation when 

speaking in front of other students makes students unwilling to participate in any 

discussion. He stated that: 

جربتي أنا لدى عائق بالنسبة لمستواي الأكاديمي وخاصة ضعف المفردات لدي، بالإضافة لعدم من ت
 تعودنا على نطق الكلمات بشكل صحيح... مما يقلل من نسبة المشاركة لدي. 

Based on my experience, I have a problem in my academic level caused by the 
lack of vocabulary. This is in addition to the fact that we are in the habit of not 
pronouncing words correctly … which lessen my participation. (Interview with 
S5) 

Pronunciation therefore appears to be a major factor in these students not feeling 

confident enough to participate. The idea of not having the desire to communicate 

because of the criticism that might be made by other students in the classroom for their 
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pronunciation errors has been supported in the literature by a number of studies. Abu 

Alyan (2013) conducted a study to investigate the communication problems of 

Palestinian students majoring in English. 20 students and 6 teachers from a large 

Palestinian university in Gaza participated in his study. One of the major oral 

communication problems they encountered was their incorrect pronunciation. Abu 

Alyan concluded that students have pronunciation problems in using stress, intonation 

patterns or in pronouncing some words, which result in them keeping silent; they do not 

want to participate. As such, the above views expressed by the participants of this study 

are in line with the conclusions made by Abu Alyan (2013). Many of the participants in 

Hamouda’s (2013) study were concerned about their pronunciation especially when it 

came to speaking in the classroom. 71.7% of them indicated their embarrassment when 

they committed a pronunciation mistake and, as a result, the listener did not understand 

them; they described it as a stressful situation (Hamouda, 2013). Al-Saidat (2010) states 

that for many second language learners, pronunciation is the most problematic area and 

it is the major source of the problems they encounter in speaking English.  

Similar views were expressed in the Focus Group discussions by some of the 

participants. In Focus Group 3, one of the participants indicated that: 

ضعف المستوى الأكاديمي للطلاب وخاصة في نطق الكلمات عائق من عوائق المناقشات والتواصل 
 الشفهي باللغة الإنجليزية.

The students’ low academic level especially in pronunciation is one of the 
English oral communication obstacles. (FG3-6) 

In Focus Group 2, one of the participants confirmed that fear of being criticized for his 

pronunciation errors represents an obstacle for students’ participation, FG2-4 said:  

إن من الأسباب التي تعيق التواصل الشفهي في الفصل الدراسي هو ضعف المستوى الأكاديمي لدينا في 
هارة التحدث بشكل خاص، وذلك بسبب الخوف من الخطأ في نطق بعض الكلمات  اللغة بشكل عام وم

 الذي يؤدي إلى سخرية من قبل بعض الطلاب.

Some of the things that hinder our oral communication in the classroom include 
our low academic level in language in general and in speaking skill in 
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particular. That is also, the fear of committing errors in the pronunciation of 
some words which lead to being made fun of by some students. (FG2-4) 

To sum up, pronunciation errors seem to be a major factor in the lack of oral 

communication in class as they are afraid of criticism in front of other students when 

committing an error in pronunciation whether by the teacher or other students. 

Therefore, their academic level and fear of committing such errors might hinder their 

oral communication development and as a result their achievement. However, as is 

discussed below, students can overcome pronunciation errors in various ways among 

which is the exposure to the target language.  

6.2.3 Exposure to the Target Language  

Based on theories of language learning, such as those of Postovsky (1974), Asher 

(1977) and Krashen (1982), learners must receive large amounts of comprehensible 

input before they begin to use the target language, thus learners’ exposure to the 

language they are learning determines, among other things, their success in that 

language. In places where the target language is not used for communication outside the 

classroom, teachers shoulder the burden of the comprehensible input, thus they have to 

provide students with an appropriate amount of input and maximize their exposure to 

the target language. A similar situation emerged within the context of this study as 

student-participants of this study indicated that low proficiency in English language that 

they are suffering from is caused by their lack of exposure to the target language and 

they demand to be offered good opportunities to practice speaking the language during 

the period they spend in the university. The participants suggested that they would like 

the department to introduce, for example, an English club and other English language 

oriented extra-curricular activities. S1 spoke about the role of being exposed to the 

target language in improving one’s academic level and put emphasis on the importance 

of the extra-curricular activities; he said:   

هي اللغة  المكان الوحيد الذي أستطيع التحدث فيه باللغة الإنجليزية هو الجامعة، بحكم أن لغة المجتمع 
مستمر وقدر كافئ هو سبب ضعف المستوى الأكاديمي لدينا، العربية،فعدم تعرضنا للغة الإنجليزية بشكل 
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فأتمنى أن تكون هناك أنشطة لا صفية تساعدنا في ممارسة اللغة الإنجليزية وتطويرها لان داخل الفصل 
 ليس هناك مجال التواصل الشفهي.

The only place where I can speak English is the university because the language 
of the community is Arabic. So, not being enough exposed to English is the 
reason of our low level of achievement in English. I hope that there will be 
extra-curricular activities that help us to practice and develop our English 
because oral communication opportunities inside the classrooms are not 
enough. (Interview with S1)  

Similarly, S8 indicated that the lack of exposure to the Target Language is one of the 

main reasons that contribute to their low proficiency in English language. S8said: 

نفتقد الممارسة والتعرض للغة بشكل مستمر مما يسبب ضعف الجانب الأكاديمي لدينا، وكذلك أيضاً تفعيل 
نادي اللغة الإنجليزية، نادي اللغة الإنجليزية غير مفعل في البرنامج، هذا الشي لو يفعل يساعد على 

حسين المستوى الأكاديمي لدي الطلاب، وكذلك يساعد على كسر الحاجز بينهم، عندما يمارس الطالب ت
ها مع المعلم.  اللغة مع صديقة أفضل من أن يمارس

We are missing practice and exposure to the [English] language which makes 
our academic level low. Also, activating the English language club in the 
programme which, if activated, helps in improving students’ academic level and 
breaking the foreign language barriers especially when it is practiced with 
one’s friends instead of the teacher. (Interview with S8) 

S5 also agrees with S1 on the necessity of extra-curricular engagement in English; he 

supports the idea that exposure to English language through extra-curricular activities 

could enhance their academic level in English language. S5 said: 

تعرضنا للغة وتحسين المستوى الأكاديمي لدينا  إضافة الأنشطة اللاصفية سوف تزيد من
 وخاصة جانب المحادثة والتواصل الشفهي لدينا.

Adding extra-curricular activities will increase our exposure to the language 
and improve our academic level especially our oral communication. (Interview 
with S5) 

In Focus Group 4, one of the participants commented on this idea and confirmed that 

exposure to English language through extra-curricular activities would improve their 

academic level in English language, FG4-6 said: 
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ت التي تساعد على التواصل سواء داخل الفصل أو لابد أن يكون هناك دور للقسم في فرض النشاطا
خارجه مثل النادي الطلابي، لان ذلك سيزيد من تعرضنا للغة وسوف يؤدي لتحسين المستوى الأكاديمي 

 لدينا.

There should be a role for the department in introducing certain activities that 
help in communication whether inside or outside the classroom such as the 
students’ club because that will increase our exposure to the language and 
improve our academic level. (FG4-6) 

Based on the views presented by the participants and as far as language proficiency is 

concerned, it could be argued that what plays a role in the lack of participation of the 

students are the following reasons: 

- Students do not have the desire to communicate because of their low proficiency in 

English language. 

- Students do not have a good inventory of vocabulary and knowledge. 

- Students’ fear of making errors in pronunciation because of other students’ possible 

reaction. 

- Students’ fear of being misunderstood because of making errors in pronunciation. 

- Students do not gain enough language experience input during the course of their 

study.  

To a great extent, students’ performance reflects his or her competence about the 

performed activity. In language learning, speaking and writing reflect the knowledge 

learners have, hence the role of language proficiency in oral communication. Therefore, 

can we say that students with high academic level will always be engaged in 

communication? The answer is: NOT NECESSARILY because there are other factors 

that influence the learning process and oral communication in particular, such as 

motivation. 
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6.3 Motivation  

Gardner (1985), among others, maintains that motivation is an important indicator of 

success in language learning. In order to find out the factors that affect the motivation 

of foreign language learners, Gardner and Lambert (1959) distinguish between two 

types of motivation, namely, instrumental and integrative. The former is the one that 

learners have when their purpose for learning the language is to achieve their practical 

purposes such as good grades, getting a job or promotion, whereas the latter type of 

motivation is associated with their desire to identify themselves with the target language 

speech community. Based on such ideas, researchers argue that it is essential for 

teachers as well as researchers to understand why students want to learn the foreign 

language (Crooks and Schmidt, 1991). 

All student-participants of this study asserted their awareness about the role played by 

the English language in today’s world. The majority of them described English as the 

most important language in our modern world and the lingua franca that connects 

people coming from different backgrounds and ethnicities. In Focus Group 1, one of 

participants expressed this view: 

همة لتسهيل التواصل بين البشر في البلدان المختلفة. ها م  أهمية تعلم اللغة الإنجليزية في أن

The importance of learning English language is the role it plays in facilitating 
communication between people in different countries. (FG1-1)  

In Focus Group 5, some of the participants also supported the idea that English 

language facilitates the necessary connection between people around the world.  FG5-4 

and FG5-6 respectively said: 

غتك يعتبر مسهل للتواصل مع جميع الدول فاللغة الإنجليزية إضافة لغة ثانية وخاصة اللغة الإنجليزية لل
 تعتبر لغة الأولى في العالم وكذلك لغة الصناعة.

Adding a second language, especially English, to your own language is 
considered a facilitator for communication with all countries. English language 
is considered world language number one as well as the language of industry. 
(FG5-4) 
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ه    مة كلغة عالمية، فهي اليوم اللغة التي تربط العالم ببعضه.اللغة الإنجليزية م

As a global language, English language is very important. Today, it makes 
connections between the different regions of the world. (FG5-6) 

The above idea that English language is the most important language of the modern 

world as well as the lingua franca that connects people coming from different 

backgrounds and ethnicities has been supported in the literature (see Chapter 2, section: 

2.2.1). Zughoul (2003) states that the language of the globalization process is English 

without any kind of opposition by other languages at present. English language is found 

in every corner of the present world, spoken as either first language, second language 

and foreign language (Abdullah & Chaudhary, 2012). English has become the centre of 

the international communications as Brutt-Griffler (2002:177) puts it “World English, 

rather than a variety, constitutes a sort of centre of gravity around which the 

international varieties revolve”.  

In the present study, the reason for learning English language was also linked to the 

idea that English is the language of science and technology. In Focus Group 2 and 5, 

FG2-2 and FG5-1 stated this clearly, they respectively said: 

ة لأنه معظم المواد العلمية تعتمد على اللغة الإنجلي هم زية وطريقة التواصل مع المعلمين الذين لغتهم هي م
 الأم الإنجليزية حيث تسهل التعامل داخل الحرم الجامعي.

It is important because most of the science courses depend on English and it is 
the means of communication with teachers whose mother tongue is English. It 
facilitates communication inside the university campus. (FG2-2) 

ها لغة التقنية ولغة العالم. وكذلك اللغة الإنجليزية هي اللغة السائدة  همة لكون دراسة اللغة الإنجليزية جدا م
 الآن في الوظائف الخاصة.

Studying English language is very important as it is the language of the world 
and technology. In addition, it is required for certain jobs. (FG5-1) 

The view that English is the language of science and technology has been discussed in 

the literature review earlier in this study. Moreover, Kaplan (2000) stated that English 

language is a basic requirement for science and technology research; most of the 
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scientific and technological information (85%) is written in English. For instance, the 

first computer programmes were written in English-like language, and the gigantic 

supply of information, the Internet, which is the best communication tool at least at 

present, is about 95% in English. This increases the status of English in science and 

technology (Abdullah & Chaudhary, 2012). In the present study the majority of the 

participants viewed learning English as a path to a future career, they seem to be 

learning English as a means of getting a good job and as a skill that will enable them to 

compete with other employees in the future.  This view has been supported in the 

literature; for instance, McCormick (2013) argued that it has been globally reported by 

employers and Human Resources’ people, that job applicants who have a good 

command over English, have additional benefits such as a higher salary than those who 

know little or no English. The allowance ranges from 30% to 50% which, as a result, 

improves their standards of living. Suarez (2005) argues about job chances in Singapore 

where English speakers have better chances and higher salaries than those who do not 

speak English (for more details, see Chapter 2, section: 2.2.3). In Focus Group 3, two of 

the participants commented on this idea and confirmed that English language is one of 

the demands in the labour market and it is a means of securing a good job. FG3-2 and 

FG3-3 respectively said: 

ة نظري دراسة اللغة الإنجليزية في  أهمية اللغة الإنجليزية تختلف من شخص لآخر لكن من وجه أعتقد أن 
ة من جميع النواحي أما في الجوانب الحياتية أو الوظيفية، خاصه أن الجوانب الوظيفية  هم هذا الوقت م

ها التدريس.الآن تتطلب أن يكون لديك شهادة ولو متوسطة في اللغة الإنج  ليزية في شتى الوظائف ومن

I think that the importance of English differs from one person to another, but 
from my point of view, studying English at our present time is important from all 
aspects. To be recruited in most jobs including teaching, you need to have a 
certificate in English. (FG3-2) 

هذه اللغة  أوافق باعتبار أن اللغة الإنجليزية صارت تعتبر اللغة الأولى في العالم وأصبحنا مجبرين على 
ها بشكل أفضل.  كمتطلب لسوق العمل، فالواجب أن ندرس

I agree with the fact that English has become a world language and we are to study this 
language as a requisite for getting a job. So, we should study it in a better way. (FG3-3) 
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Similar ideas were presented in Focus Group 1. One of the participants indicated that 

English language is one of the requirements in the labor market today and all other 

participants in the group agreed with his opinion; FG1-2 said: 

ها من متطلبات العصر، فهي أساسية في مجال التوظيف الحكومي. أهمية تعلم اللغة الإنجليزية كون  إن 

The importance of English language is that it is one of requisites of 
contemporary age. It is essential in the government recruitment. (FG1-2) 

According to the literature, language skills have been one of the areas that received a lot 

of attention to the degree that it became one of the decisive factors in the promotional 

processes of employees in many organizations. English language is a factor. Angouri & 

Miglbauer (2014) investigated a number of companies in different regions (Croatia, 

Greece, Italy, Serbia, Sweden and the UK) focusing on the role of language in 

connection to the requirements of the global workplace. Among their findings is that 

employees are challenged in their fluency in English language as the corporate language 

of the selected companies; thus, being a fluent speaker of English is an advantage for 

those employees. Therefore, for employees, it has become an important skill to be 

acquired in order to keep one’s job and to compete with other employees who are 

linguistically skilled. Moreover, being able to communicate in the language of business 

and trade is seen as a pre-requisite within the global labour market (Rassool, 2004). In 

regard to this Rassool (2004) states that in order to be able to compete in the global 

market, it is necessary for the company including its employees to be multilingual in the 

language of business. 

From the above discussion of why students want to learn English language, it seems 

that student-participants of this study have an instrumental motivation as most of them 

are learning English language as a path to a future career. They seem to be learning 

English as a means of getting a good job and a skill that will assist them to compete 

with other employees in the future. With such motivation, their academic outcomes 

might be improved as was found by Gardner et al. (1979) in their study on Canadian 

and American students in a French programme in order to find out the relationship 

between motivation and second language acquisition. The results showed that Canadian 
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students with integrative motivation were more successful in improving their 

communication skills than those who joined the programme without such motivation. 

Integrative motivation is not the decisive factor in foreign language learning in all 

cases; instrumental motivation is also as important as the integrative one. In a study 

conducted by Warden and Lin (2000), the instrumental motivation outweighs the 

integrative one. They investigated the relationship between motivation and social 

contexts of 500 university English language students in Taiwan. The authors concluded 

that instrumental motivation was more important for the participants than the 

integrative one. On the other hand, Oxford and Shearin (1994) reported different 

results. They explored the reason for learning Japanese as a second language by 218 

American high school students. According to the results of the study, some students 

indicated that their motivation was either instrumental or integrative while two-thirds of 

them reported that neither instrumental nor integrative motivation had anything to do 

with the reason why they were learning Japanese. Therefore, the authors concluded that 

motivation is a sophisticated element that cannot be always interpreted as being 

integrative or instrumental.  

According to Gardner (2007) motivated individuals are directed towards their goals, 

attentive, put in more effort, and show self-confidence. Thus, learners of a foreign 

language who have these elements of motivation will enjoy learning and ultimately, 

they will achieve language proficiency. Similarly, Dörnyei (2005) maintains that 

motivation is one of the important individual differences that plays a significant role in 

language learning success as it offers an essential incentive to begin learning and later 

to support learners to endure the long and difficult learning process. If learners do not 

have a sufficient amount of motivation, they might not be able to achieve their long-

term objectives regardless of how good the curriculum and the teaching method are. 

One of the teachers mentioned that motivation plays a significant role in language 

learning success and also maintained that motivation has an important role in 

encouraging students to participate in the classroom. TT in the interview said: 
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أهمية الدافعية  ما الفائدة من وجود الطالب أو حتى المعلم في الفصل بدون دافعية ونشاط نحو التعلم؟ 
بالنسبة للطالب كأهمية الكهرباء بالنسبة للدينامو.. الطالب بدون دافعية في الفصل كالدينامو بدون كهرباء 

هي بالطبع لها أثر في تفاعله في  يكون هنياً ومشاعرياً غائب تماماً. و موجود في الفصل جسدياً ولكن ذ
هم الأكاديمي.  المناقشات الصفية وأيضاً في تحسين مستوا

What is the use of the presence of the student or even the teacher inside the 
classroom without motivation for learning? The importance of motivation 
for the student is like the importance of electrical energy for the dynamo. 
The student without motivation is like the dynamo without electrical energy: 
physically present inside the classroom but is completely mentally absent. It 
affects his being active in the class discussions and in improving his 
academic level. (Interview with TT) 

In Focus Group 5, one of the participants commented on this view and confirmed that 

motivation is one of the important issues that play a significant role in language 

learning success; FG5-2 said: 

أنا أرى أن سبب ضعف المستوى الأكاديمي لدينا هو أن بعض الطلبة ينظم للبرنامج ليس بدافع التعلم بل 
 فقط للحصول على الشهادة مما يجعل التعلم صعب.

I think that the reason of the low academic level is that some students join the 
programme not to learn but to get the certificate which makes learning difficult. 
(FG-5-2) 

Moreover, one of the participants supported the positive role of the motivation to 

enhance their desire to participate and communicate in the classroom: FG4-5 said: 

 . التعزيز والتحفيز للطلاب يسهل عملية التواصل الشفهي والمشاركة داخل الفصل

Reinforcement and motivation of the students ease oral communication and 
participation inside the classroom. (FG4-5)   

The students’ willingness to participate was linked to the role of the teacher in 

motivating students to participate and communicate in the classroom. In Focus Group 5, 

FG5-1 stated: 

 .والتواصل الشفهي والحاصل عكس ذلكدور المعلم أساسي في تعزيز الطالب وتحفيزه على المشاركة 
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The role of the teacher is essential in motivating students and encouraging them 
in participation and oral communication, but the fact is that this does not 
happen. (FG5-1) 

More attribution of the important role of the teacher in motivating students to 

participate and communicate in the classroom comes from the Focus Group 2; some of 

the participants supported that idea. For example, FG2-4 and FG2-6 respectively said: 

مهم في تشجيع وتحفيز الطلاب على المشاركة في الت حدث والتواصل الشفهي باللغة الإنجليزية دور المعلم 
 داخل الفصل.

The teacher’s role is important in motivating and encouraging the students to 
participate in speaking and English oral communication inside the classroom. 
(FG2-4) 

 الطلاب حتى خارج المحاضرة. ( حيث المعلم يجب أن يحفز4أوافق الطالب رقم )

I agree with FG2-4. The teacher should motivate and encourage students even 
outside the lecture. (FG2-6) 

Similar ideas were presented in Focus Group 3 by one of the participants. FG3-2 said: 

لا من البعد عن التواصل مع الطلبة وعدم مراعاة مستوياتهم المعلم حقيقة هو المحفز الأول برأيي، بد
زهم.  الأكاديمية في اللغة يجب علية تحفي

In fact, the teacher is, in my opinion, the first motivator. Instead of keeping a 
distance from the students, he should encourage them. (FG3-2) 

Participants, both teachers and students, indicated that the main hindering factor for 

students’ participation in oral tasks in English classrooms is not having a sufficient 

amount of motivation from the teachers. In this regard, Taber (2008) emphasised the 

role of the teacher in the process of learning a foreign language. The teacher has to 

present real-life situations not only inside the classroom but also outside it such as 

making visits to places in which language is used for communication or conducting an 

interview with a target language speaker which, in turn, improve their ability to 

communicate (see Chapter 4, section: 4.2.2.1). As for the participants of this study, TA 

stated that: 
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In my experience, what prevents students from participating orally in lessons is 
that we don’t ask our students to really do anything. We don’t push our students 
to achieve anything. (Interview with TA) 

لا نطلب من الطلبة أن يعملوا أي  فعليامن خبرتي، الذي يمنع الطلبة من المشاركة الشفهية في الدروس هو أننا
 شيء. لا ندفعهم لإنجاز أي شيء.

In Focus Group 3, one of the participants also supported the idea that not having a 

sufficient amount of motivation from the teachers makes students unwilling to be 

engaged in any kind of participation. FG3-1 said: 

لدينا مما يؤدي إلى عدم رغبتنا في المشاركة  بشكل عام المعلم غير محفز وغير مهتم بزيادة الدافعية
ن هم عكس ذلك.   والتواصل الشفهي داخل الفصل وقلة م

In general, the teacher is non-motivator and does not care about increasing our 
motivation which results in our unwillingness to participate and communicate 
orally inside the classroom. Few are not like that. (FG3-1) 

The above idea of not having a sufficient amount of motivation from the teachers in the 

classroom could be related to the teaching methods that teachers used in the class. Such 

an idea supports the Vygotskian views of scaffolding in which he emphasised the role 

of the teacher as he or she is the one who can recognize the learners’ ZPD and, as a 

result, the teacher attempts to encourage students’ independent learning. Such support 

will result positively in developing their mental process and functions through shared 

collaboration with the teacher; for more discussions of ZPD and Vygotskian views, see 

Chapter 3, Section 3.4.5.4 above.  

As far the views of the participants of this study are concerned, one of the participants 

in Focus Group 3 commented on the role of the teacher and confirmed that using one 

method of teaching all the time by teachers makes them demotivated and unwilling to 

be engaged in any kind of participation; FG3-2 said:  

الطريقة الروتينية وهي الإلقاء الأفضل يكون هناك تنوع ليزيد من تحفيز الطلاب على  المعلم يستخدم
 المشاركة والتواصل الشفهي بدلا عن الإلقاء. أفضل طريقة السؤال والنقاش في التعليم عوضا عن ذلك.



133 

 

The teacher uses a routine method which is diction. Better to have a variety of 
ways in order to increase students’ motivation to participate and oral 
communicate. I prefer the question-discussion method. (FG3-2) 

In Focus Group 4, one of the participants commented on this idea and confirmed that 

using different methods by teachers will enhance the students’ motivation and their 

desire to participate and communicate orally in the classroom: FG4-5 said:  

ة من قبل  مهم جدا في تحفيز العملية التعليمية وأرى أن هناك فرق في الأساليب المستخدم للمعلم دور 
الدافعية للتعلم ومن المشاركة والتواصل الشفهي المعلم الأجنبي حيث يستخدم أساليب متنوعة تزيد من 

 داخل الفصل بعكس المعلم العربي.

The teacher has an important role in encouraging the learning process. I find a 
difference between the methods used by the foreign teacher, who uses various 
methods that increase the learning motivation and oral communication inside 
the classroom, and the Arab one who does not. (FG4-5) 

Thus, as is indicated in the above excerpt from Focus Group 4, using various methods 

by the teacher rather than only one method would bring more positive results of the 

whole process of learning. This is similar to the investigation carried out by Null (2011, 

p. 27ff) who put forward five curriculum traditions (systematic curriculum, 

existentialist curriculum, radical curriculum, pragmatic curriculum and deliberative 

curriculum) and made a comparison between them using five elements (teachers, 

learners, subject matter, context, and curriculum making). He concludes that focusing 

on only one of these elements could lead to using different types of models of teaching, 

such as teacher-dominated or learner-centered models, for more discussion of these 

models see Chapter 4, Section: 4.2 above. 

Based on the above views presented by the participants and as far as motivation is 

concerned, it can be said that what plays a role in the lack of participation of the 

students are the following reasons: 

- Students do not have a sufficient amount of motivation which is considered as a main 

hindering factor for their participation and communication in English classrooms. 
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- Teachers do not vary their methods of teaching; being able to differentiate for 

student’s varying learning style by adopting a variety of teaching methods would 

enhance the students’ motivation to learn and their desire to participate and 

communicate orally in the classroom. 

- Teachers do not play any role in motivating students to participate and communicate 

in the classroom. 

 

6.4 Culture and Psychological Factors  

6.4.1 Culture 

Culture is an important factor that has to be taken into consideration when investigating 

any topic related to second language acquisition. Kormos and Csizer (2008) maintain 

that in language learning, culture offers a wide context that helps in determining what is 

valued and why it is valued. Participants of this study, both teachers, and students, 

highlighted the role of culture in learning English as a second language. For instance, 

one of the respondents, TS, stated that cultural beliefs have a negative influence on 

students’ performance. In the interview when answering a question about the role of 

culture in learning, he expressed the view that: 

ها تؤثر على الطلاب إلى حد كبير والثقافة أيضا لا تعني الأدب والاحترام بل أيضا كون الطلاب  أعتقد أن
ورق الذكور لا يحبون الظهور بمظهر المجتهد دائما في نظر زملائه فالبعض منهم مستواه جيد جدا على ال

 ولكن لا يحبويفضل عدم التواصل داخل الفصل. 

I think it has an effect on students to a great extent. Culture does not mean 
politeness and respect but also since students are males they do not like to be 
seen as hard working students by their classmates; some of them their levels are 
very good on sheets of papers but they do not prefer participation inside the 
classroom. (Interview with TS) 

According to the above extract from TS’s interview, some of the students, in spite of 

the fact that their level in English language is very good, are not willing to participate 
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because they believe that it is not good to be seen as hard working by their peers inside 

the classroom; instead of speaking up, they prefer keeping silent. In addition, peer-

group pressure seems to be an important factor that hinders students’ desire to 

participate; the way they view each other in the classroom seems to be somehow 

sensitive as many of them have emphasised this point and considered it as an obstacle 

that impedes their participation. More connection of unwillingness to participation to 

the peer-group pressure comes from the interview with S8 who also related such 

behaviour to shyness and considered it as a failure: 

خاصة إذا كان مثلي في الخجل موجود بشكل كبير بين الطلاب لان الطالب يخاف من الخطأ أمام زملائه 
 المستوى الثالث فأنا أخاف من الخطأ لأنه يعتبر شيء معيب فأفضل عدم المشاركة والتواصل الشفهي.

Shyness is there among many students because they fear committing errors in 
front other students especially if he is like me in the third level; I fear 
committing errors because it is considered defective, so I prefer not to 
participate or communicate orally. (Interview with S8) 

S8 indicated his fear of making errors when speaking in front of other students because 

as there might be derogatory comments from his peers.  

Taking into consideration the way other students view the one who participates, has 

been one of the findings of a study conducted by Peng & Woodrow (2010) who argue 

that such cultural beliefs may influence students’ desire to participate especially if 

learners feel that participating frequently may be interpreted as ‘showing off’ by other 

learners, they may hesitate to participate (see Chapter 4, Section 4.5 for more details). 

Evidence of this in the study comes from the interview with S8, who stated that: 

بعض الطلاب لا يرغب بالمشاركة والتواصل الشفهي حتى لا يكون طالب متميز ويتعرضون لسخرية من 
 قبل زملائهم الأخرين. 

Some of the students do not like to participate in order not to be a distinguished 
student and be made fun of by their classmates. (Interview with S8)    

Similarly, S1 supports the idea that other students’ views of those who commit errors is 

negative and that they may make fun of them which makes them not want to speak up 

in class:  
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اخل الفصول الدراسية هو الخجل، ثم يأتي بعد ذلك السبب الرئيسي الذي يعيقني من التواصل الشفهي د
الخوف من ردة فعل الدكتور عند الخطأ أو الطلاب الموجودين في الفصل من ضحك واستهزائهم على 
مستوى اللغة، وأيضا الثقة بالنفس قد تهتز لكون اللغة جديدة علي ولم أصل للمستوى الأكاديمي الكافي 

 للتواصل الشفهي بأريحيه.

The main reason that hinders me from participation inside the classroom is 
shyness then comes fear of the teacher’s reaction when committing an error or 
students’ laughing and the fun they make at the level of language. Also, my self-
confidence might be shaken as it is a new language and I have not reached the 
sufficient academic level for easy oral communication. (Interview with S1) 

The above ideas of not having the desire to communicate can be attributed, according to 

the views of the participants, to two main factors: fear of the possible response by the 

teacher and fear of being ridiculed by peer-group. As for the former, I will return to the 

issue of the role of the teacher in students’ willingness to participate in Section 7.3 in 

the next chapter. Peer-group pressure has been supported in the literature by a number 

of studies, for example, Hamouda (2013) found that fear of making mistakes is one of 

the causes of students’ poor English proficiency, and Liu & Littlewood (1997) find that 

their participants avoid speaking English in front of classmates in order not to be 

criticized.  For more details of these studies see Chapter 4, section 4.5. Based on the 

findings of their study, Liu and Littlewood (1997) argue that when students lack 

confidence, they avoid speaking English in front of classmates in order not to lose face. 

A similar situation emerged within the context of this study as one of the teachers 

mentioned that some students do not participate in order to save face. He argued that 

fear of committing errors hinders students’ willingness to participate and also confirms 

that making an error puts the student in an embarrassing situation as other students 

would make fun of him. TT in the interview said: 

فية، فأغلب الطلاب يتجنبون المشاركة الخوف من الوقوع في الخطأ يعيق التعلم ويعيق المناقشات الص
ه إذا أخطاء أمام زملائه ويسخروا منهم...  لخوفهم من التقييم من قبل المعلم وكذلك لكيلا يفقدون ماء وجه
إن ثقافة الطالب وخجله من الأسباب التي تمنعه من المناقشة فهناك فروق فردية بين الطلاب وبعضهم 

 نجليزية أو العربية، أو تقديم عروض تقديمية.يخجل من المشاركة سواء باللغة الإ

Fear of committing errors hinders learning and classroom discussions. Most of 
the students avoid participation because they fear the assessment of the teacher 
also in order not lose face in front of other students who will make fun of them… 
Student’s culture and his shyness are among the reasons that prevent him from 
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taking part in discussion; there are individual differences between the students 
and some of them feel shy to participate whether in English or Arabic or to 
make a presentation. (Interview with TT) 

The above quotation from TT’s interview shows that students’ unwillingness to 

participate has nothing to do with the language being taught itself whether English or 

Arabic. It is attributed to psychological reasons within the student himself. TS 

maintains that the lack of participation is caused by the social distance that exists 

between the student and the teacher: 

 هناك بعد بين الطالب والمعلم حيث لا تكون لديه الجرأة لتحدث مع المعلم خوفا من العواقب أو الخطأ.

There is a distance between the student and the teacher in that the student does 
not have the courage to speak to the teacher fearing consequences and errors. 
(Interview with TS)  

Fear of committing errors seems to be related to what students have in their social and 

cultural backgrounds as one of the participants has mentioned clearly in the interview 

with him that committing errors is rejected according to the social norms, he said: 

عودنا على أن الخطأ الخوف من ارتكاب الأخطاء، الخجل من الخطأ أمام الأستاذ والطلاب في مجتمعنا ت
ض، هذه هي الأسباب التي تعيقني من التواصل داخل الفصل.  مرفو

The factors that hinder me from participating inside the classroom are shyness 
and fear of committing errors in front of the teacher and students as we have 
learnt, in our society, that errors are rejected. (Interview with S6)   

More attribution of the fear of committing errors to the society to which the students 

belong and the social norms they follow comes from the interview with S9: 

احترام الكبير وعدم قدرة الطالب على التحدث  ثقافة المجتمع من خلال بعض المبادئ في الطالب من
بوجوده، جعلت هناك بعد بيننا وبين المعلم وعدم وجود تواصل الشفهي معه في الفصول الدراسية باللغة 

 الإنجليزية.

The society’s culture has implanted some principles in the student such as 
paying respect to the elder and inability of the student to talk in his or her 
presence made a distance between us and the teacher and unwillingness to 
communicate orally with him in the English classrooms. (Interview with S9)   
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In addition to his support of the idea that fear of committing errors is linked to some 

cultural and social beliefs, S9 also agrees with TS on the existence of the social distance 

between the students and the teachers which in turn made them (the students) not 

having the desire to communicate (see Section: 7.3 below for further discussion of the 

role of teacher). Furthermore, a number of participants have indicated that students do 

not have the idea that errors are possible; they are unaware of the fact that committing 

errors is accepted in learning. For example, S5 said:   

 الخجل والخوف من الخطأ وعدم تقبل الطلاب لذلك وعدم إتاحة المجال أيضا تعيق التواصل الشفهي لدينا. 

Shyness, fearcommitting of errors, students’ not accepting them, and not giving 
opportunities also hinder oral communication for us. (Interview with S5)    

Students’ fear of committing errors makes them unwilling to be engaged in any kind of 

participation. In Focus Group 2, two participants expressed this opinion. FG2-2 and 

FG2-5 respectively said:  

همة في تحفيز الطالب وزيادة  رغبتهم في التواصل الشفهي والمشاركة المستوى والكفاءة لدى الطالب م
 داخل الفصل بالإضافة إلى جانب التحفيز وعدم الرهبة والعكس صحيح.

The level of proficiency is important in motivating the student and increasing 
their desire in oral communication and participation inside the classroom in 
addition to not to being afraid and vice versa. (FG2-2) 

الخوف من الخطأ والخجل يعيقنا من التواصل الشفهي باللغة الإنجليزية في الفصول الدراسية وكذلك عدد 
 الطلاب لابد أن يكون أقل داخل الفصل.

Fear of committing errors and shyness hinder us from oral communication in 
English inside classroom in addition to the number of students; it should be less 
inside the classroom. (FG2-5) 

In Focus Group 3, some of the participants also supported the idea that students have 

fear of committing errors. For instance, FG3-1 and FG3-3 respectively said: 

قد يكون الطالب ذو مستوى متوسط في الكفاءة ولكن الخجل والخوف يعيقان تواصله وكذلك عدم إتاحة 
 الفرصة.
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The student might at a moderate level in proficiency but shyness and fearness 
hinder his communication in addition to not being given an opportunity. (FG3-
1) 

 هو خجل الطلاب من الخطأ وعدم إعطاء الطلاب فرصة من قبل المعلم.

It is the students’ shyness of committing errors and not being given an 
opportunity by the teacher. (FG3-3) 

In Focus Group 5, one of the participants commented on this idea and confirmed that it 

is an obstacle for students’ participation, FG5-3 said: 

الخوف والتردد من الخطأ في الإجابة من الأمور التي تعيق التواصل الشفهي داخل الفصل اللغة 
 الإنجليزية.

Fearfulness and hesitation of making errors in the answer is one of the things 
that hinder oral communication inside English classrooms. (FG5-3) 

The reason for feeling shy of committing errors was linked to the person the speaker 

was speaking to. In Focus Group 4, FG4-4 states this clearly, he said: 

ها مع شخص أعرفه فالخطأ أمامه مخجل.ممارسة اللغة مع الأجانب أسهل بكثير من  ممارست  

Practicing the language with foreigners is much easier than doing that with a 
person that you know; committing errors in front of him is shameful. (FG4-4) 

As is evident from the above extract from Focus Group 4, who speaks to whom has a 

role to play in whether willing to be engaged in discussion or not which confirms that 

such behaviour of unwillingness to participate is connected to students’ cultural 

background.  

More support for the idea that students are unaware of the fact that committing errors is 

possible was provided by S8 who indicated this in the interview, he said: 

الطلاب في قسم اللغة الإنجليزية يوجد لديهم الخوف من ارتكاب الأخطاء لان هناك عدم وعي الطلاب 
 بأنه هناك مجال للخطأ.
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Students in the department of English have a fear of committing errors because 
they are not aware of the fact that errors are possible. (Interview with S8)    

Similar ideas were presented in the Focus Group discussions by some of the 

participants. For example, in Focus Group 3, two participants indicated this. FG3-2 and 

FG3-3 respectively said: 

من الأمور التي تساعد على التواصل الشفهي داخل الفصول اللغة الإنجليزية المعلم إذا كان صاحب قدرة 
على تحمل الخطأ وتقبله للخطأ المتكررة، بالإضافة لوعي الطلاب ومعرفتهم أن الخطأ وارد وليس أمر 

 مخجل.

What helps in oral communication inside the English classrooms is the teacher, 
especially if he is able to tolerate errors and accepts repetition of errors. In 
addition to that, is the students’ awareness of the fact that errors are 
indispensable and it is not shameful. (FG3-2) 

 

 من الأمور التي تعيق التواصل الشفهي في نظري عدم وعي الطلاب بأن هناك مجال للخطأ.

What hinders oral communication in my opinion is students’ unawareness of the 
fact that errors are possible. (FG3-3) 

In the first excerpt, FG3-2 focused on the role of the teacher inside the classroom and 

how he/she should handle students’ errors, a topic that will be discussed in section: 7.3 

below. In the interview with S7, he confirms that there is no awareness of the 

possibility of committing errors among students and suggests a solution for this 

problem, he said: 

طبيعة الموضوع قيد المناقشة تساعد على المناقشة والتواصل الشفهي، أنا من خلال تجربتي أرى أنه لابد 
أن يكون هناك وعي لدى الطلاب على المشاركة دون خوف، نحن نعاني من هذه المشكلة لو كان هناك 

يتحسن مستوى الطلاب... يجب توعية الطلاب أن هناك مجال للخطأوالمعلمين أيضا، تفهم وتغاضي س
 أرى لو أن القسم نفسه يقوم بتوعيتهم على هذه النقطة ومتابعتهم أفضل.

The nature of the topic under discussion helps discussion and oral 
communication. In my experience, I see that the student should be aware that he 
has to participate without any fearfulness. We are suffering from this problem; 
if there is understanding and tolerance, the students’ level will be improved… 
Students and teachers should be made aware that errors are possible. I think it 
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would be better if the department makes this point clear to them. (Interview with 
S7) 

 It is not only the students who do not accept committing errors, but such cultural 

beliefs seem to be implanted in the teacher also as he has a negative view about 

committing errors. One of the participants states that some teachers do not accept 

committing errors. In the interview with S10, he said: 

الخجل والخوف من الخطأ أمام الطلاب والمعلم وعدم تقبل المعلم لأخطاء الطالب، وعدم إتاحة الفرص 
ل هذه الأ  سباب تعيقنا من التواصل الشفهي في الفصول الدراسية باللغة الإنجليزية.للتواصل. ك

Shyness and fear of committing errors in front of the students and the teacher, 
the teacher’s not accepting errors and not giving student the opportunity to 
communicate all these reasons hinder us from oral communication inside the 
English classrooms. (Interview with S10)    

Similar ideas were presented by S4 in the interview, he said: 

الخوف من الوقوع في الخطأ بالإضافة إلى مدى تقبل المعلم للخطأ والتعزيز والسلبي هذه هي الأمور التي 
 التواصل الشفهي في الفصول الدراسية باللغة الإنجليزية.تعيقني من 

Fear of committing errors and the extent to which the teacher accepts the errors 
and the negative support are the reasons that hinder me from engaging in oral 
communication in the English classrooms. (Interview with S4) 

Another participant discussed the negative role of the teacher in being an obstacle for 

the improvement of the students’ oral communication and describes it as ‘frustrating’, 

(for more discussion of the role of the teacher, see section: 7.3 below). In the interview 

S9 said: 

الإحباط من المعلم للطالب والخجل وعدم تقبل الإجابة الخاطئة وعدم إتاحة الفرص للمشاركة، وتدني الثقة 
ل هذه الأسباب تعيقني من التواصل الشفهي في الفصول الدراسية باللغة الإنجليزية.  لدي ك

The frustration that is caused by the teacher for the student, shyness, not 
accepting erroneous answers, not providing an opportunity for participation 
and the little self-confidence I have are the reasons that hinder me from oral 
communication inside the English classrooms. (Interview with S9) 
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Based on the above views presented by the participants and as far as cultural beliefs are 

concerned, it can be said that what plays a role in the lack of participation of the student 

are the following reasons: 

- Students do not accept committing errors. 

- Teachers do not accept errors committed by students. 

- Students fear committing errors because of the teacher’s reaction. 

- Students fear committing errors because of other students’ reaction. 

- Students unawareness of the possibility of the presence of errors in learning. 

- Teachers unawareness of the possibility of the presence of errors in learning 

 

6.4.2 Psychological Factors 

This section deals with the psychological factors, namely, confidence and shyness and 

their roles in students’ desire for oral communicate inside English classrooms. 

6.4.2.1 Confidence  

Generally, confidence in doing something comes as a result of having positive thinking, 

practice, background and knowledge about that something. So, it can be increased or 

decreased according to the status of the above variables. In education, the amount of 

preparation, knowledge and examinations results are the factors that may play a role in 

having low or high confidence states. As for second language learning, MacIntyre et al. 

(1998) believe that self-confidence is the general belief that one holds about his or her 

ability to be engaged in effective communication. 
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Practice and group work have been identified as an important factor that may help in 

increasing students’ self-confidence in using second language. For instance, Fushino 

(2010) conducted a research on Japanese students in order to find out the relationships 

between a number of factors including confidence in their ability to communicate in L2, 

their beliefs about group work and their willingness to communicate. The results show 

that students’ confidence in L2 communication is influenced by their understanding of 

the importance of practice and group work, and such understanding may vary from one 

student to another which may also result in variation in their communication in L2. 

Similar ideas were expressed by the participants of this study. For example, S2 said:  

ما الأمور التي تعيقنا هي ضعف الثقة بالنفس، عدم تعودنا على ممارسة اللغة الإنجليزية وعدم إتاحة  أ
أعاني من مقدرتي على التواصل الشفهي مثل غيري من الطلاب بسبب الفرصة من قبل المعلم ... أنا كنت 

الضعف في الثقة والخوف من الخطأ ولكن ساعدتني الممارسة والظهور في الأنشطة اللاصفية في التغلب 
 على ذلك وهي الآن معدومة تقريبا.

What hinders us from communication is the lack of self-confidence, not being 
accustomed to practice English language and not given an opportunity from the 
teacher… I was suffering from my inability in oral communication like other 
students because of my weak self-confidence and fear of committing errors, but 
practice and engagement in non-class activities helped me in overcoming this 
problem. (Interview with S2) 

In the above excerpt from the interview with S2, he showed clearly the role of practice 

and being engaged in the different activities in developing his self-confidence. This 

goes in line with the findings of Liu and Littlewood (1997) who emphasize the role of 

practice in gaining confidence in using L2 as they argue that more practice in L2 leads 

to more confidence, and vice versa. They maintain that when students lack confidence, 

they avoid speaking in front of other students, and therefore lack of confidence leads to 

avoidance of participation. 

As stated earlier, not only practice but also fear of making errors in front of other 

students reduces students’ self-confidence in having a role in classroom participation. 

Fear of making errors and confidence are somehow interrelated as shown in the 

literature; Hamouda (2013) found that lack of confidence and fear of making mistakes 

were, among other factors, responsible for students’ unwillingness to participate in 
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English classes at Qassim University in Saudi Arabia. Similarly, some of the 

participants of this study have raised this issue and attributed students’ lack of 

confidence to their fear of committing errors. For example, TS said: 

كما أرى أن الطلاب لديهم خوف من الخطأ مما أضعف لديهم الثقة بالنفس فيمتنع عن الكلام حتى لا 
يخطئ... أيضاً الثقة في النفس تمثل حاجز لدى الطلاب في الرغبة على التواصل شفهيا في الفصول 

 الدراسية حتى ذوي المستويات الجيدة تقل لديهم مسألة الثقة بالنفس.

I find that students’ fear of committing errors weakened their self-confidence so 
they do not speak in order not to commit errors… Moreover, self-confidence 
represents a barrier for students’ desire in oral communication inside the 
classrooms even those who are at good levels have little self-confidence. 
(Interview with TS) 

Association of confidence and fear of making errors has also been mentioned by FG5-3 

who believes that if confidence is there accompanied with no fear of making error, it 

will help students in their oral communication inside the classroom. He stated:  

الثقة وعدم الخوف تسهل التواصل الشفوي داخل الفصل والمعلم هنا لا يساعد على ذلك بالإضافة لبقية 
 الطلاب.

Confidence and having no fear of making errors facilitate oral communication 
inside the classroom. The teacher and the rest of the students do not help in this 
regard. (FG5-3) 

One of the participants, S9, mentioned more than one factor that play a role in students’ 

desire for oral communication inside English classrooms among which are confidence 

and making errors. He said: 

الثقة المتبادلة بين المعلم والطالب، وثقة الطالب بنفسه والمشاركة والتشجيع والتحفيز بالدرجات من قبل 
المعلم ووعي الطلاب بأن الخطأ وارد ولابد منه وتقبل المعلم لذلك، جميع هذه الأسباب تسهل التواصل 

 زية.الشفهي في الفصول الدراسية باللغة الإنجلي

Mutual confidence between the teacher and the student, student’s self-
confidence, encouragement, extra marks’ incentives by the teacher, student’s 
awareness of the fact that errors are possible and teacher’s tolerance for that 
are the reasons that facilitate oral communication inside English classrooms. 
(Interview with S9) 
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Starting with confidence shows that it is one of the most important factors in relation to 

communication and is always present in students’ minds. S9 mentioned two types of 

confidence: mutual confidence between the teacher and the student and student’s self-

confidence both of which help students to be engaged in oral communication. 

Confidence can be attained through developing one’s competence in a particular area. 

So, when students have high competence or high academic level, their confidence is 

supposed to be high and then there will be no barriers for their oral communication. 

This view has been supported in the literature; for example, in a study conducted by 

Peng & Woodrow (2010), 330 EFL Chinese students majoring in non-English 

disciplines were selected as participants. The study aimed at finding out the factors that 

influence students’ WTC. The results showed that students whose competence is high 

had high confidence and therefore were more likely to be willing to engage themselves 

in communication. As far as the participants of this study are concerned, the situation is 

somehow different as some of the participants mentioned that even those students with 

high competence or academic level lack confidence. S8 and FG2-1 have respectively 

said: 

الثقة موجودة لكن فقط في شريحة معينه من الطلاب ذوي المستوى الأكاديمي المرتفع لكن الغالبية لا 
يملكون الثقة حتى عندما يطلب الدكتور عرض تقديمي ترى أن أكثر الطلاب يفضلون الاختبار على 

 مي بعيدا عن الإحراج.العرض التقدي

Confidence is there but only among particular group of students who are at high 
academic level, whereas the majority do not have confidence even when the 
teacher asks for a presentation, we find that most of the students prefer the 
written exam to presentation in order to avoid embarrassment. (Interview with 
S8)  

المسألة نسبيه حسب الطالب قد يكون مستوى الطالب جيد ولكن ليس لديه الثقة الكافية لتواصل الشفهي أو المشاركة 
 داخل الفصل.

It depends on the student, he might be a good one but does not have enough confidence 
to communicate orally inside the classroom. (FG2-1) 

However, some of the participants emphasized the role of the student’s academic level 

in building confidence. In Focus Group 2, FG2-5 stated: 
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همة في ت حفيز الطالب وزيادة رغبتهم في التواصل الشفهي والمشاركة ليس فقط مستوى كفاءة الطلاب م
 داخل الفصل بل أيضا يحتاج الطالب إلى الثقة والمعلم له دور في تعزيز هذه الثقة.

It’s not only the academic level that is important in encouraging and increasing 
students’ desire to communicate orally inside the classroom but also, confidence 
in the teacher who has a role in strengthening this confidence. (FG2-5) 

Here FG2-5 indicated the role of one’s academic level in developing his confidence 

describing it as important, adding that it can be supported by the teacher (see section: 

7.3 below for more about the role of the teacher).  

Being both psychological factors, lack of self-confidence may correlate with shyness. 

Shyness may reduce one’s self-confidence or vice-versa. 

6.4.2.2 Shyness  

In spite of extensive research about shyness, it appears to be perceived differently by 

researchers; some believe that it is a kind of social anxiety (Buss, 1980) whereas others 

see it as behaviour of avoidance (Phillips, 1980). In classrooms, learners’ academic 

activities are evaluated by both teachers and other learners; a fact that makes the 

atmosphere frightening especially for shy students because of their fear of being 

negatively evaluated. This is more tangible in listening and speaking classes in which 

shy students lose the opportunity to participate and to be looked at by the teacher or 

even to make close relationships with other students (Friedman, 1980). Therefore, 

shyness seems to be an obstacle that hinders many learners from being involved in any 

activity inside the classroom including oral communication. A number of participants in 

this study have indicated this fact whether in the individual interviews or in the Focus 

Group discussions. However, they associated such feeling with different factors, such as 

the student’s academic level. For instance, FG5-2 and FG3-1 stated that if students’ 

academic level is high, there would be no shyness. They respectively said: 

كلما كان مستوى الطالب الأكاديمي عالي كلما كان قادر على كسر حاجز الخوف والخجل والخوف من 
 ي تزيد رغبته في التواصل الشفهي داخل الفصل الخطأ فبتال
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The higher the academic level of the student, the easier for him to break the 
fearness and shyness barriers and as a result his desire in oral communication 
inside the classroom increases. (FG5-2) 

و مستوى متوسط في الكفاءة ولكن الخجل والخوف يعيقان تواصله وكذلك قد يكون الطالب ذ
 عدم إتاحة الفرصة.

The student might at a moderate level in proficiency but shyness and fearness 
hinder his communication in addition to not being given an opportunity. (FG3-
1)  

Another participant associated shyness with the fear of committing errors and the huge 

number of students in the classroom. FG2-5 stated that: 

الخوف من الخطأ والخجل يعقينا من التواصل الشفهي باللغة الإنجليزية في الفصول الدراسية وكذلك عدد 
 ل الفصل.الطلاب لابد أن يكون أقل داخ

Fear of committing errors and shyness hinder us from oral communication in 
English classrooms in addition to the number of students; it should be less 
inside the classroom. (FG2-5) 

A teacher-participant viewed the situation differently. He rejected the existence of 

shyness inside the classroom and criticised students for not doing what they are asked to 

do. Based on his experience with the sample of the study, he said: 

The only reason that they’re shy is because they don’t want to embarrass 
themselves and admit to the teacher that they don’t know, and/or they didn’t 
study. So, I don’t think it is shyness. I think it is embarrassment that they feel 
because they just don’t do the work. (Interview with TA) 

السبب الوحيد انهم خجولين هو انهم لا يريدون أن يحرجوا أنفسهم ويعترفوا للمدرس بأنهم لا يعرفون أو 
انهم لم يدرسوا. لهذا لا اعتقد انه الخجل. اعتقد انه الإحراج الذي يشعرون به بسبب انهم لم يقوموا بالعمل 

 المطلوب. 

The relation between shyness and students’ performance and achievement has been 

discussed in the literature. Mohammadian (2013) investigated the effect of shyness on 

Iranian EFL learners’ language represented by 60 students taking English at a private 

institute. The results of the study showed that there was a positive correlation between 

shyness and language learning motivation. Similarly, Chu (2008) investigated the 
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interrelationship between shyness, L2 learning strategy use, motivation, anxiety and 

willingness to communicate among 364 students of English in a private university in 

Taipei. The results showed that there is a high correlation between shyness, foreign 

language anxiety, and willingness to communicate in both Chinese and English. For 

instance, students who stated that they experience either a kind of anxiety or shyness in 

their English classes showed less willingness to communicate in both Chinese and 

English. Moreover, Dawit and Demis (2015) conducted a study to investigate the causes 

of students’ limited participation in EFL classrooms in Ethiopian public universities. 

They found that more than half of the students (65.7%) attribute their reluctance to 

participate in the class discussion to the shyness.  

One of the participants associated shyness with the fear of negative evaluation. They are 

afraid of being evaluated negatively by others in the classroom whether by their teacher 

or peers and as a result they feel shy and avoided speaking and preferred to remain 

silent. For instance, S5 in the interview said: 

خل الفصل بسبب خوفي من التقييم السلبي سواء من المعلم أو أشعر بالخجل من المشاركة والتفاعل دا
 الزملاء، لذلك أفضل أن ألتزم الصمت. 

During the class, I feel shy to participate or be engaged in discussion because I 
am afraid of being negatively evaluated whether by the teacher or peers, so I 
preferred to remain silent. (Interview with S5) 

 

Similar ideas were presented in the focus group discussions by some of the participants. 

For example, in Focus Group 5, two of them have indicated this. FG5-2 and FG5-5 

respectively said: 

 يشعرني بالخجل والتردد من طرح الأسئلة والمناقشة مع المعلم خلال الدرس.الخوف من التقييم السلبي 

Fear of negative evaluation makes me shy and hesitates to ask questions and 
engage in discussion with the teacher during the class. (FG5-2) 

 داخل الفصل ويشعرني بالخجل الخوف من التقييم السلبي يعيق التواصل الشفهي لدي
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Fear of negative evaluation is a reason that hinders me from oral 
communicating in the classroom and makes me feel shy. (FG5-5) 

The above idea of not having the desire to communicate because of the fear of negative 

evaluation that might be made by the teacher and other students in the classroom has 

been supported in the literature; for example, Watson and Friend (1969) view the fear 

of negative evaluation as apprehension about others’ evaluation and avoidance of 

situations in which they expect negative evaluation by others. Such a feeling leads them 

to be afraid of committing mistakes in the target language for which they may receive 

negative evaluation, so being monitored and watched by others makes them feel 

uncomfortable, more unconfident and incapable of performing well in the classroom 

(Price, 1991) and as a result, they will be quiet and reticent. Moreover, Subasi (2010) 

investigated the role of FNE in making students anxious, he investigated the sources of 

anxiety of 55 first year Turkish learners of English in oral communication at Anadolu 

University. The results of the study showed that there is a positive association between 

participants’ FNE and their anxiety level, so they were afraid of being evaluated 

negatively by other in the classroom and as a result they avoided speaking and preferred 

to remain silent. 

To sum up, based on the views presented by the participants and as far as confidence 

and shyness as psychological factors are concerned, it could be argued that these two 

factors play an important role in students’ willingness to communicate in the context of 

the study. The participants of the study emphasised the importance of group work and 

practice to improve their confidence in communication and they attributed the status of 

their confidence to their academic level. Moreover, shyness is found to be an 

influencing psychological state the students suffer from. According to their views, it 

hinders them from being involved actively in communication inside the classroom and 

associated it also with their academic level, fear of committing errors and fearing of 

negative evaluation. 
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6.5 Conclusion 

This chapter has been devoted to the analysis of some oral communication issues in 

English classrooms in an attempt to identify them and discuss them from the 

perspectives of both teachers and students. The factors have been classified under one 

broad group: internal factors including language proficiency, motivation, and culture 

and psychological factors. The participants have made it clear that these factors are 

important in that they may have either positive or negative impact on their willingness 

to communicate. Thus, being good at the target language (knowledge of pronunciation 

and vocabulary) and being motivated by the teacher would assist the student and 

encourage him/her to be active inside the classroom, whereas the lack of such 

knowledge and motivation will reduce and hinder their willingness to communicate. 

Moreover, not having negative beliefs that committing errors is bad and embarrassing 

would enhance oral communication. Thus they would be able to abandon feelings of 

shyness and fear of other people’s reactions to their utterances. 

However, as mentioned earlier, not only internal factors are involved in students’ 

unwillingness to communicate, external factors also play a role. The role of the external 

factors and the common themes classified under such factors will be discussed in the 

next chapter. 
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Chapter Seven: 

Data Analysis and Discussion: External Factors  

 

7.1 Introduction 

This chapter continues the analysis and discussion of the same sources of data, namely 

Focus Group discussions and individual interviews. Here the themes are classified 

under external factors. While internal factors relate to the students themselves, the 

external factors are caused by something outside them. These include classroom 

management (7.2) (class time and students’ number), teacher’s role (7.3) (opportunity, 

teaching aids and topic relevancy), and teaching methods (7.4). It also includes first 

language use and code switching (7.5). 

7.2 Classroom Management 

There is no doubt that classroom management influences the learning environment; it 

could provide a comfortable atmosphere or, on the other hand, it might hinder students’ 

willingness to communicate. According to Hamouda (2013) who investigated the 

reasons why students do not participate in EFL classrooms at a university in Qassim, 

KSA, classroom arrangement is one of the most frequent factors that affect students’ 

willingness to participate. According to the data of this study, classroom management is 

related to class time and students’ numbers. 

7.2.1 Class Time 

Since English is a foreign language in Saudi Arabia, most students, especially English 

language students, use English more frequently inside the classroom and less frequently 
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outside the classroom. However, they have limited time to do so inside the classroom 

on the one hand, and their teachers also do not give them a good opportunity to do that 

on the other hand. This case highlights a problem that makes English language students 

have difficulties to communicate in English. Participants of this study, both teachers 

and students, have indicated that the limited class-time of English language is one of the 

main reasons responsible for the students’ low level of oral communication. For 

instance, one of the teachers mentioned that oral communication during the class is time 

consuming. Consequently, due to the limited time of English language class, he does 

not prefer to activate any kinds of discussion during the class. TS in the interview said: 

دقيقة بالتالي لا  50ي ما يقارب لأن المشاركات الصفية تأخذ الكثير من الوقت بالتالي فهي تحدث بقلة، فه
يمكن تفعيل المشاركة بالشكل المطلوب وتعبير الطالب عن أفكاره الذي سيستغرق وقتا مما يصعب تطبيق 

 ذلك.

Because classroom discussion takes a lot of time, it rarely happens. The lecture 
is about 50 minutes, so it is not possible to employ participation in the way it 
should be allowing students to express their ideas which takes a lot of time. It is 
difficult to do that. (Interview with TS) 

Similarly, TA supported the idea that the time allotted to English language classes is 

limited and also added that the big number of students in the class prevents the teachers 

from using oral communication or allowing students to be engaged in any discussions 

during the class time. He indicated that the time and the number of the students force 

the teachers to use the traditional style which is lecturing.  TA said:  

You can't have a conversation with 30 students in 50 minutes. So, the only thing 
you can do is lecture. I think that oral communication classes should not be more 
than ten to fifteen students. Sometimes there could be 30 students, which is 
ridiculous. (Interview with TA) 

دقيقة.لهذا الشيء الوحيدالذي يمكنك عمله هو المحاضرة.  50طالب خلال  30لا يمكنك إجراء محادثة مع 
رة طالب. في بعض الأحيان اعتقد أن فصول المحادثة يحب ألا تحتوي على أكثر من عشرة إلى خمسة عش

 وهذا سخيف. 30يكون العدد 

According to the above extract from TA’s interview, the limited time of class and the 

big class size (students’ number) impede the oral communication during the class and 

also push the teachers to use the traditional teaching method (lecturing) which is 
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considered as a teacher-dominated model that usually does not allow students to take 

part in learning process. Using this kind of method contributes in students’ 

unwillingness to participate during the class. I will return to the issue of the role of 

teaching methods in students’ willingness to participate in Section: 7.4 in this chapter. 

Another views demonstrating of reluctance to allow time for discussion due to limited 

time the class can be seen in an interview with one of the students; S8 said: 

في البرنامج حاليا لا يوجد نقاش بين الطلاب بل هو غير مسموح النقاش والتواصل الشفهي داخل 
دقيقة لا تتيح  50المحاضرة، والمسؤول عن ذلك بالدرجة الأولى المعلم وكذلك الوقت غير كافي أيضا 

 الشرح والنقاش في نفس الوقت.

In the present programme, there is no discussion between the students even it is 
not allowed during the lecture; the teacher is responsible for that. In addition, 
time is not sufficient; 50-minute time in not enough for presenting the topic and 
discussion at the same time. (Interview with S8) 

Another participant also supports the same idea that the limited time of the English 

language class is an obstacle for the students’ oral communication during the class.  In 

Focus Group 4, FG4-4 said: 

الفرصة للمشاركة. فهو يعتبر من العوائق التي تواجه المعلمين في العملية الوقت غير كافي في إتاحة 
 التدريسية.

Time is not enough for giving participation opportunities. It is considered one of 
the obstacles that teachers encounter in the teaching process. (FG4-4) 

The above idea of not having enough time to participate in the classroom has been 

supported in the literature. For example, Hamouda (2013) finds that class time affects 

students’ willingness to communicate; more than 69.81% of Hamouda’s participants 

indicated that the given time for practicing English is problematic as their teachers do 

not give them enough time to respond to their questions; similar findings have been 

reported by Abu Alyan, (2013). Because of their language level, students need more 

time to think and to construct sentences before they speak in the class, limited class 

time has a negative influence on students’ willingness to communicate. This view 

emerged in this study where some participates mentioned that they need more time to 

think in how to respond and how to construct sentences before they speak in the class. 
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They argued that the given time for practice inside English classrooms hinders their 

willingness to participate and prevents them from being engaged in any discussions in 

the classroom. For example, in Focus Group 1, two of them have indicated this. FG1-2 

and FG1-6 respectively said: 

دور المعلم في تحفيز الطلاب على المشاركة في التحدث باللغة الإنجليزية داخل الفصل من خلال إتاحة 
 المجال والوقت للإجابة،فنحن بحاجة لوقت للتفكير في تركيب الجملة قبل المشاركة.

The teacher’s role in encouraging the students to participate inside the 
classroom is by giving opportunities and time for them to answer. We need more 
time to think and to prepare the sentence before we participate. (FG1-2) 

اضرات اللغة الإنجليزية لابد من تزويد وقت المحاضرة. واتفق الوقت غير كافي لتواصل الشفهي في مح
الوقت المعطى لنا للمشاركة غير كافي لترتيب الأفكار والجمل وهذا ما يمنعنا من  2مع الطالب رقم 

 المشاركة داخل الفصل. 

Time is not sufficient for oral participation in English language lectures. It is 
necessary to increase the duration of the lecture. I agree with FG1-2 in that the 
time is not enough to prepare ideas and sentences which prevent us from 
participation inside the classroom. (FG1-6) 

The reason for the students’ low level of oral communication during the English class 

was linked to the time of the English class, as it is not in line with the requirements of 

the English curriculum. In Focus Group 3, FG3-3 stated this clearly, he said: 

 راسي وضيق وقت المحاضرة.من الأمور التي تعيق التواصل الشفهي داخل الفصل هو طول المنهج الد

One of the things that hinder oral communication inside the classroom is the 
length of the course compared to the lecture duration. (FG3-3) 

Taking into consideration that the time of the class does match the English curriculum 

length has been one of the findings of a study conducted by Al-Seghayer (2014) who 

investigated the major constraints facing English education in Saudi Arabia. He 

discussed these constraints in a number of areas including: students’ beliefs, along with 

curriculum and pedagogy. In relation to curriculum constraints, he finds that English is 

taught during four 45-minute periods per week, a time that does not meet the 

requirements of the English curriculum as some of the materials and class activities 
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cannot be completed in a single lesson. The problem lies with not only the English 

curriculum requirements but also the number of the students in the English classes. One 

of the participants indicated that the large number of the students in the English class 

does not fit with the actual time of the class. Thus, this does not allow students to be 

engaged in any discussions during the class time. S10in the interview said: 

تعارض العدد مع الوقت المتوفر وعدم تناسبه حيث يكون عدد الطلاب أكبر من الوقت المتاح فلذلك لا يتم 
 ح للمشاركة من قبل الطلاب داخل الفصول الدراسية باللغة الإنجليزيةالسما

There is a conflict between the number of students and the given time of the 
lecture; the number of students is huge compared to the allowed time. So, 
students’ participation is almost not allowed inside the English classrooms. 
(Interview with S10) 

The next section discusses the impact of class size on students’ willingness or 

unwillingness to communicate inside the classroom.  

 7.2.2 Student Numbers 

The size of the class is another reason that contributes to student unwillingness to 

communicate. It particularly is a feature of the teacher-dominated models where the 

teacher is the transmitter of knowledge and the number of the listeners (students) does 

not matter. This undermines student’s active participation in expressing their views. In 

the teacher-dominated approach, the teacher is the cornerstone as he or she is the most 

important person in the process of learning and the most knowledgeable one in the 

classroom; the teacher uses telling, describing and analyzing to teach the students 

(Simon, 2003). In this study, a similar idea was presented by TA in the interview, he 

said that due to the big size of class, the only methods he can use is the lecture method 

which is a teacher-dominated approach. Moreover, he indicated that there is no way to 

activate oral communication during the class with a large number of students in it. He 

said: 

You can't have a conversation with 30 students in 50 minutes. So, the only thing 
you can do is lecture. I think that oral communication classes should not be more 
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than ten to fifteen students. Sometimes there could be 30 students, which is 
ridiculous. (Interview with TA) 

دقيقة.لهذا الشيء الوحيدالذي يمكنك عمله هو المحاضرة.  50طالب خلال  30لا يمكنك إجراء محادثة مع 
اعتقد أن فصول المحادثة يحب ألا تحتوي على أكثر من عشرة إلى خمسة عشرة طالب. في بعض الأحيان 

 وهذا سخيف. 30يكون العدد 

Participants of this study, both teachers, and students, highlighted the role of the big 

class size in enhancing the students’ reticence during the English language class. For 

instance, one of the respondents, TS, stated that there is no chance to activate any kind 

of oral communication activates or any discussion during the class due to the big size of 

the English class. In the interview when answering a question about the class size, he 

expressed the view that: 

داخل كل شعبة عدد الطلاب كثير لا يسمح بتفعيل المناقشات الصفية. يجب أن يكون عدد الطلاب قليل 
هذا الأمر بتفعيل المناقشات الصفية كثيرا بالإضافة لتفعيل النشاطات اللاصفية ونوادي اللغة.   بحيث يسهل 

The huge number of students does not allow classroom participation. The 
number of students in each section should be little in a way to ease classroom 
participation in addition to putting in action some extra-curricular activities 
and language clubs. (Interview with TS) 

More confirmation of the same idea that the big size of the English class stands as an 

obstacle for the teachers to activate the students’ participation or any kinds of oral 

communication activities during the class comes from the interview with TT, he said: 

عدد الطلاب يعتبر عائق في تفعيل المناقشات وأن زيادة عدد الطلاب في الفصل تعني إلغاء المشاركة 
ها.  والأنشطة المفروض القيام ب

Students’ number is considered an obstacle in activating discussions, and that 
extra number of students in the classroom means the cancellation of 
participation and other activities we supposed to do. (Interview with TT) 

More support of the idea that one of the main reasons for the students’ low level in oral 

communication is the big size of the English class was also provided by some of the 

students. For example, S8 said:  
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ها يصل إلى  ها راح  40العدد جدا ضخم في بعض الشعب يكون في طالب النقاش والتواصل الشفهي في
صعب السيطرة علية من قبل المعلم وفي نفس الوقت المعلم ملتزم بمنهج معين وليس لديه وقت يكون 

 كافي للتواصل والنقاش.

The number is very huge. In some sections, it reaches 40 students in which 
discussion and oral communication will be difficult to be controlled by the 
teacher. At the same time, the teacher has a syllabus that he has to cover, so 
there will be no enough time for communication and discussion. (Interview with 
S8) 

Similarly, S7 stated:   

كبير ولا يتيح لنا  بعض المعلمين يعززون تعزيز إيجابي للطالب، ولكن عدد الطلاب في الفصل يكون
 الفرصة للسؤال والمشاركة.

Teachers provide students with positive reinforcement, but the students’ number 
in the classroom is huge that it does not allow us opportunities to ask questions 
or participate. (Interview with S7) 

Further support for the idea that the large size of the class hinders students from 

participation or being engaged in any discussion during the class is the argument that 

they feel shy and view the situation as a threatening one that may reveal their 

weaknesses if committing mistakes in front of the so many students. They also 

indicated that smaller sized classes would help them pass these kinds of obstacles and 

make them feel more comfortable when they participate. For instance, in Focus Group 

4, FG4-6 said: 

نفسه والظروف المحيطة به كالعدد الكبير من الطلاب يصُعب علينا التواصل الشفهي  طبيعة الفصل
 والمشاركة بعكس العدد القليل الذي يساعدنا على كسر حاجز الخجل والخوف من الخطأ.

The nature of the classroom itself and its surrounding conditions, such as the 
huge number of students make it difficult for use to oral communicate and 
participate. On contrast, the small number helps us in breaking barriers of 
shyness a fear of making errors. (FG4-6) 

In Focus Group 2, one of the participants commented on this idea and confirmed that 

the big class size hinders students from participation or being engaged in any discussion 

during the class as it is considered a threatening situation for them. He indicated that the 



158 

 

class size should be small to reduce students’ fear of committing errors and to feel more 

comfortable during participation.  FG2-5 said: 

الخوف من الخطأ والخجل يعقينا من التواصل الشفهي باللغة الإنجليزية في الفصول الدراسية بسبب عدد 
الطلاب الكبير الموجود في الفصل لابد أن يكون أقل لكي يخف الخوف من الوقوع في الخطأ ويقل الخجل 

 أكثر عند المشاركة.ونشعر براحة 

Fear of committing errors and shyness hinder us from oral communication in 
English classrooms which are attributed to the large number of students inside 
the classroom. The number should be less in order to reduce shyness and fear of 
committing errors, and as a result we will feel more comfortable when 
participating. (FG2-5)  

The above idea of not having the desire to communicate and participate because of the 

big size of the class has been supported in the literature by a number of studies. For 

example, Hamouda (2013) investigated the reasons why students do not participate in 

EFL classrooms at a university in Qassim, KSA. The analysis of the results shows that 

67.92% do not like to be engaged in participation in large classes. Thus, the size of the 

class is a factor that contributes to students’ willingness to communicate. Hamouda 

(2013) found that many students relate their being reluctant to participate to the big 

class size. Moreover, Dawit and Demis (2015) conducted a study to investigate the 

causes of students’ limited participation in EFL classrooms in Ethiopian public 

universities. They found that many students (56.7%) attribute their reluctance to 

participate in the class discussion to the big class size and 55% of the participants liked 

to participate in a small and comfortable class. Similar results were reported by Chau 

(1996) who argues that a big class size hinders students from participation as they view 

the situation a threatening one that may reveal their weaknesses if mistakes are 

committed. 

Based on the views presented by the participants and as far as classroom management is 

concerned, it could be argued that what plays a role in the lack of participation of the 

students are the following factors: 

- The limited time of the class and the big class size (students’ number) impede oral 

communication during the class and also push the teachers to use the traditional 
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teaching method (lecturing) which is considered as a teacher-dominated model that 

usually contributes in students’ unwillingness to participate during the class. 

- Students do not have the desire to communicate as their teachers do not give them 

sufficient time to respond to their questions; students need more time to think and to 

construct sentences before they speak in the class, so limited class time has a negative 

influence on students’ willingness to communicate. 

- The large class size hinders students from participation or being engaged in any 

discussion during the class as they feel shy and view the situation a threatening one that 

may reveal their weaknesses when they commit mistakes. 

- The large size of the English class stands as an obstacle for teachers to activate the 

students’ participation or any kinds of oral communication activities.  

- The time of the English class does not go in line with the various requirements of the 

English curriculum. Therefore, there is no enough time for oral communication. 

- The large number of the students in the English class does not fit with the actual time 

of the class, so there is no way to activate oral communication during the class. 

 

7.3 Teacher’s Role 

The teacher’s role inside the classroom cannot be neglected when discussing any topic 

related to teaching or learning because it is he or she who controls and leads the 

learning process inside the classroom. So, how students view them plays an important 

role in their desire to communicate. Students may consider it improper to challenge 

their teachers’ views (Aljumah, 2011; Hamouda, 2013). Such a kind of consideration, in 

turn, may reduce their willingness to communicate. Participants of this study, however, 

indicated similar views, such as the existence of some barriers between the teacher and 
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the students that results in their reluctance and hesitation when attempting to 

participate. S8 made this clear in the interview; he said: 

واجز بينهم وبين الطلاب، لكن عندما يتواصل ويتناقش الطالب مع في معلمين كثير يجعلون هناك ح
 صديقه تكون المناقشة أسهل بدون خوف.

Many teachers make barriers between them and the students, but when the 

student communicates and discusses something with his peer, it will be easier, 

without any fear. (Interview with S8) 

He added: 

في البرنامج الموجود في الجامعة هناك دكاترة نموذج في التعامل وأصبحوا الطلاب يرون انه لا يوجد 
 حواجز وبعض الدكاترة العكس تماما، ولكن للأسف الغالبية يوجد بينهم وبين الطلاب حواجز.

In the current programme there are some teachers who are models in dealing 
with students. Students started to find no barriers between them and those 
teachers, whereas others are completely the opposite. Unfortunately, the 
majority of teachers have such barriers. (Interview with S8) 

According to their views, students do not communicate with their teachers at ease. This 

is caused by the fact that they are afraid of the teacher’s reaction when errors are made 

because they do not accept them. Many of the participants argued that that their 

teachers do not excuse students for errors, which make them reluctant to participate. 

FG5-5 stated that: 

ها عائق في التواصل الشفهي إذا كان المعلم يتقبل  المستوى الأكاديمي حتى وان كان ضعيف لا أرى أن
 الأخطاء ويعذر الطلاب.

Even if the academic level is low. I do not see it as an obstacle for oral 
communication especially if the teacher accepts errors and excuses the students. 
(FG5-5) 

Another participant, FG3-2 confirmed this view and added that students also should be 

aware of the fact that they do not need to be anxious about making errors:  
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من الأمور التي تساعد على التواصل الشفهي داخل الفصول اللغة الإنجليزية المعلم إذا كان صاحب قدرة 
على تحمل الخطأ وتقبله للخطأ المتكررة، بالإضافة لوعي الطلاب ومعرفتهم أن الخطأ وارد وليس أمر 

 مخجل.

What helps in oral communication inside the English classrooms is the teacher, 
especially if he is able to tolerate errors and accepts errors’ repetitions. In 
addition to that, is the students’ awareness of the fact that errors are 
indispensable and it is not shameful. (FG3-2) 

Some participants confirmed that their teachers do not accept errors and made some 

suggestions to improve their oral communication inside the classrooms. In the interview 

with him, S1 expressed the following suggestion: 

سهل، نحتاج إلى أمرين أولا أن لكي يصبح التواصل بين المعلم والطالب أوبين الطلاب داخل الفصل 
يكون فيه أريحية وتقبل بين الطلاب جميعا ويكون هدفهم من التواصل التعلم وهذا الأمر الأول، والأمر 

 الثاني المعلم نفسه أن يكون متفهم مع الطلاب ويتقبل أخطائهم وبذلك يسهل عملية التواصل الشفهي.

In order to make communication easy between the teacher and the student or 
between the students themselves inside the classroom, we need two things: first 
there should be comfort between all students and the goal of their 
communication is for learning; second thing is the teacher himself; he should 
understand the students and tolerate their errors. This will facilitate the process 
of oral communication. (Interview with S1) 

A similar suggestion was put forward by FG1-4 who said: 

 أسلوب المعلم في تقبل الخطأ يساعد بشكل كبير في تحفيز الطلاب على التحدث  

The teacher’s style of tolerating errors will largely help in motivating students 
to speak. (FG1-4) 

The above views show that students argue for teachers needing to tolerate their 

mistakes which, they claim, put them at ease inside the classroom. However, other 

demands were also highlighted by the participants that are essential and important for 

promoting their academic levels by having a role inside the classroom through 

participation and oral communication. One of these demands is having an opportunity 

to participate, which should be equal for all the class members. 
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7.3.1 Opportunities to Communicate Orally in the Classroom 

The role of the teacher becomes more vital when he or she is seen as a source of 

motivation for the students to be more active and engaged in communication inside the 

classroom. This can be magnified when he or she provides opportunities for them to use 

the language in a suitable learning environment increasing their desire to communicate 

(Aubrey, 2011). Moreover, teachers may encourage students to participate and increase 

their comprehension of the taught matter, according to Johnson (2009), who also states 

that teachers’ questions play an essential role in advancing learners’ development in an 

L2 teaching and learning situation as questions are viewed as productive tools that lead 

to fruitful results in participation and comprehension. Therefore, the approach of the 

teacher is what facilitates learning and turns the rigid classroom environment to a 

friendly one (Şenel, 2012; Zare-ee & Shirvanizadeh, 2014). The participants of this 

study have stressed the importance of having opportunities provided by the teacher in 

order to develop their linguistic abilities in general and their oral communication in 

particular. For instance, TT, a teacher-participant, commented on the role of the teacher 

and expressed his opinion about the teacher and what should a teacher do; he said: 

 بعض الدكاترة أيضا لا يتيحون الفرصة للنقاش والحوار.

Some teachers do not allow any opportunity for discussion. (Interview with 
TT) 

He added: 

اهم في اللغة لكننا نحاول تشجيعهم  يجب على المعلممحاولة تحفيز وتشجيع الطلاب رغم ضعف مستو
اهم  وان يعملوا بشكل جماعي والبحث عن المعلومات في الإنترنت، لكن لا يوجد اختلاف في مستو

ها الطلاب مثل العروض التقديمية  .لان الوقت غير كافي للتجهيز وتقديم فقرات معينة يحضرون

The teacher should try to encourage the students in spite of their low linguistic 
level. We try to encourage them to work in groups, browse the Internet for 
information, but there is no difference in their levels because time is not 
sufficient for us to prepare and present some sections such as a presentation. 
(ibid) 



163 

 

S2 emphasized the importance of the role of the teacher in encouraging the students and 

providing them opportunities. Moreover, he added a criticism of the Saudi teachers:  

للمعلم دور كبير بالفعل في تحفيز الطلاب على المشاركة الشفهية في الفصول الدراسية من خلال إدارته 
الطلاب فرصه وتشجيعهم على المشاركة فهو مساعد ومشجع ليس فقط في للحصه أو المحاضرة وإعطاء 

موضوع المادة بل أيضا في اللغة بشكل عام. بشكل عام هنا هذا الأمر نادر للأسف وخاصة من المعلمون 
 السعوديين مقارنة بما يقومون به المعلمين الأجانب فهم أفضل في ذلك.

The teacher has an important role in motivating students for oral participation 
inside the classrooms through the management of the lecture, providing 
opportunities and encouraging them to participate. He is assistant and 
encouraging not only in his lecture, but also in language in general. Generally 
speaking, this is, unfortunately, rare especially with the Saudi teachers 
compared with what is done by the non-Saudi ones; they are much better in this 
regard. (Interview with S2) 

In Focus Group sessions, the issue of the availability of opportunities was raised where 

many of the participants expressed their views and opinions. Among these, FG1-6, 

FG1-1, FG3-2 and FG4-2 respectively said:  

مهم في تحفيز الطلاب على ا  لمشاركة والتحدث باللغة الإنجليزية.إعطاء فرصة للتحدث 

Giving an opportunity to speak is important in encouraging the students to 
participate and to speak English language. (FG1-6) 

 إتاحة المناقشة بعد كل محاضره من قبل المعلم تسهل عملية التواصل الشفهي في داخل الفصل.

Allowing discussion after each lecture by the teacher eases the process of oral 
communication inside the classroom. (FG1-1) 

ها التغذية  ة نظري لأن في أهم من الالتزام بالمنهج من وجه إتاحة التواصل الشفهي والمناقشة من قبل المعلم 
 الراجعة كبيرة.

Allowing oral communication and discussion by the teacher is more important than 
being committed to the curriculum from my point of view because it has a lot of 
feedback. (FG3-2) 

 المعلم أحيانا يكون عائق للتواصل الشفهي في عدم مشاركته للطلاب وعدم إتاحة الفرص لذلك.

Sometimes, the teacher is an obstacle for oral communication when he does not 
involve the students and provides no opportunity for that. (FG4-2) 
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Similarly, S7 stated that the teacher should provide an opportunity for the students to 

participate and also laid some blame and responsibility on the students themselves:   

المعلم له دور أساسي في تحفيز الطلاب للمشاركة والتواصل الشفهي من خلال إتاحة الفرصة لهم، والوقت 
الكافي، والطلاب أيضا إذا كانوا متفاعلين في المحاضرة، لأن بعض الطلاب لا يوجد لديهم الوعي الكافي بأن 

 جب أن تمارس.الخطأ وارد وأن اللغة ي

The teacher has a fundamental role in motivating students to participate and 
communicate orally by giving them opportunities and sufficient time; also, the 
students when they are active in the lecture because some of them do not have the 
awareness that errors are possible and that language should be practiced. 
(Interview with S7) 

Teachers providing opportunities for the students to participate and improve their 

communication skills especially the oral ones have been emphasized by the participants 

of this study as discussed above. Another issue related to opportunities stems from the 

views and opinions of the participants, namely, whether these opportunities, when 

available, are for all the students or only for a certain group of them. In other words, 

whether there are equal opportunities or not. In this regard, Johnson (1997) states that 

the teacher may establish an inaccurate view regarding students’ abilities such as that 

they have no capacity for the target language and the desire to learn. The teacher then 

may provide more opportunities and focus on those students who appear to be more 

active in classroom discussions, a fact that may increase students’ unwillingness to 

communicate and reticence will be encouraged as students’ desire to be engaged in 

communication is not enthused (Lee and Ng, 2009). As such, the teacher’s role would 

appear to be vital in learning as it is clear from the studies of Donald (2010) and 

Johnson (1997) which discussed in Chapter 4, Section: 4.6.2 above.  

The role of the teacher inside the classroom in improving students’ performance was 

indicated by S3 who argued that students, especially the ones whose academic level is 

relatively low suffer when opportunities are not provided equally. He said: 

تحفيز الطالب على التحدث والتواصل الشفهي فهو قادر على أن يصنع منه شيء  المعلم يلعب دور كبير في
ه للطالب وإحباطه المستمر وهو قادر على تعزيز الطلاب  عظيم وقد يصنع منه العكس، من خلال عدم انتباه
اهتمامه للطلاب المتميزين فقط بغرض  وحثهم على المشاركة، ولكن الحاصل هنا أن بعض المعلمين يولي 
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وفير الوقت فهم دائما يجيبون ويشاركون بشكل صحيح عكس ضعيفي المستوى. المعلمين هنا ليسوا عادلين ت
زهم على المتميزين فقط.  في التعامل مع الطلبة تركي

The teacher plays an important role in encouraging students to speak and in oral 
communication. He is able to make the student someone great by supporting and 
encouraging them to participate, but it can be the opposite by not paying them any 
attention and frustrating them. What is happening here is that some teachers care 
about and pay attention to the good and distinguished students in order to save time 
because they always answer and participate, unlike the weak ones. Teachers, in this 
regard, are unfair in dealing with students as they focus only on the good ones. 
(Interview with S3)  

The idea that teachers select a certain group in order to ease the process of the lecture 

was also indicated by S5 who described it as an obstacle for oral communication. He 

stated that: 

الخجل والخوف من الخطأ وعدم تقبل الطلاب لذلك وعدم إتاحة المجال أيضا تعيق التواصل الشفهي لدينا 
 كيز المعلمين على الفئة المتميزة في النقاش والمشاركة لتسهيل سير المحاضرة.وكذلك تر

Shyness, fear of committing errors and not being given an opportunity hinder 
oral communication in addition to the focus of teachers on the distinguished 
group in discussion and participation in order to smooth the lecture.(Interview 
with S5) 

Paying most of the attention to a certain group of students and neglecting the rest was 

confirmed by one participant in Focus Group 2, FG2-3, who expressed his opinion in 

this way: 

لاب المتميزين دائما يقلل من تحفيز باقي الطلبة في التواصل الشفهي داخل الفصل. إن التركيز على الط
هو تحديد عدد من الطلاب وعادةً ما يكونون  من الأسباب التي تعيق التواصل الشفهي في الفصل الدراسي 

 هم المتميزين دون إعطاء فرصة للباقين ضعيفين المستوى.

Focusing on the good students always reduces other students’ encouragement to 
communicate orally inside the classroom. One of the factors that hinder oral 
communication inside the classroom is to specify a number of students, usually 
the distinguished ones, without giving the rest, the weak ones, any opportunity. 
(FG2-3) 

The argument is that students should be given equal opportunities to participate in order 

to help them overcome difficulties such as their low level language proficiency, 
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shyness, or whatever else hinders their willingness to communicate. In this regard, Xie 

(2011) suggests that if learners’ pressure and the monitoring of classroom interactions 

are eliminated, opportunities for learning will increase as they will be more engaged in 

discussion of classroom topics. Thus, students’ involvement in the discussion is 

necessary to cause them communicate and ultimately achieve good outcomes, a fact 

that emphasizes the necessity to focus on learners-centered models especially the CLT 

as discussed in Chapter 4, Section: 4.2.2.1 above. 

In the process of learning a foreign language the teacher is one of the important sources 

of learning for the students as he or she is the expert and knowledgeable person in the 

classroom. Thus, representing the best model for them, he or she is not to be 

questioned, so learners will consider teacher’s opinion and utterances a correct, 

authentic one. This becomes more applicable if the teacher is a native speaker of the 

target language (Donald, 2010). The participants of this study have raised the issue of 

the kind of teacher they prefer, as far as learning a foreign language is concerned; they 

made short comparisons between the Saudi teacher (or sometimes referred to as ‘Arab 

teacher’) and the ‘native-speaker’ teacher (referred to as ‘foreign teacher’) pinpointing 

the advantages and disadvantages of both. S3 appreciated the style of the foreign 

teacher and criticised that of the Arab one. He said:  

المعلم الأجنبي يتيح الفرص أكثر والتحدث معه مفيد ويصحح لديك الكثير من الأخطاء في اللغة الإنجليزية، 
لمعلمين كانوا يقيمون أنشطة داخل الفصل بشكل ممتع على العكس من ذلك المعلم العربي الذي يفتقد بعض ا

 شغف التعليم.

The foreign teacher allows more opportunities and speaking to him is useful as 
he corrects a lot of your English language errors. Some of them used to make 
enjoyable activities inside the classroom. On the contrary, the Arab teacher 
lacks the passion for education. (Interview with S3) 

Another support for foreign teachers comes from the statement of FG4-3 who said: 

ما الأجنبي هدفه يعلمك هناك فرق بين المعلم السعودي والأجنبي، فالس عودي يشرح فقط من أجل الاختبار فقط أ
 اللغة لا يفكر في الدرجات والاختبار.
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There is a difference between the Saudi teacher and the foreign one. The Saudi 
teacher explains only for the examination whereas the foreign teacher’s goal is to 
teach you language, he does not think in grades and examinations. (FG4-3)  

As far as the linguistic ability of the teacher is concerned, some participants indicated 

their preference through their views and opinions. Commenting on FG4-3 above idea, 

FG-4-6 said: 

همته الأولى أن يجتاز الطالب المرحلة وقد يكون بالفعل يفتقد أساليب جديدة ويحتاج  المعلم السعودي فعلا م
 للتطوير أما الأجنبي فمن الطبيعي كونه متمكن من اللغة لكونها لغته ويحاول إيصالها بالشكل المطلوب.

The goal of the Saudi teacher is really that the student has to pass the exam; he 
might lack the new methods and needs some improvement, whereas the foreign 
teacher has a command or the language as it is his language; he tries to deliver 
it in the right way. (FG4-6) 

There is no doubt that the pronunciation of the ‘native speaker’ is not challenged and is 

preferred when compared to non-native speakers. FG2-1 stated this: 

لهجة المعلمين الأجانب أفضل من العرب، وهم كذلك أفضل في طرق التدريس والتفاعل مع الطالب داخل 
 الفصل. 

Foreign teachers’ accents are better than Arab teachers; they also have better 
teaching styles and interaction with students. (FG2-1) 

When foreign teachers do not speak the native language of the learners, learners will be 

forced to speak the target language as it is the only means of communication available 

in this situation. S4 and FG2-6 have made this clear; respectively they said: 

برأيي المعلم الأجنبي أفضل لعدم قدرته على التحدث معك باللغة العربية بل ستجبر على التحدث باللغة 
 الإنجليزية فقط.

In my opinion, the foreign teacher is better as he cannot speak Arabic to you; in 
such a case, you will be forced to speak English only. (Interview with S4) 

لو يكون جميع المعلمين أجانب سوف يكون أفضل لأنه يبعد عنا الخجل وسيكون هناك إجبار لتحدث 
 ليزية.والتواصل الشفهي باللغة الإنج
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If all teachers are foreigners, it will be better because this keeps shyness away 
and there is an obligatory use of English for speaking and oral communication. 
(FG-2-6) 

The above ideas represent the opinions and views of some of the participants. However, 

other participants have different views: 

لا يوجد فرق كبير بين المعلم الأجنبي والمعلم العربي في تحفيز الطلاب على المناقشة، قد يكون المعلم 
العربي أكثر أريحية يستطيع أن يخرج عن المنهج ويتحدث مع الطلاب ويناقشهم أفضل من الأجنبي، لان 

 طبيعة الطلاب وأن لغتهم الإنجليزية ضعيفة وتحتاج إلى تطوير.المعلم العربي يعرف 

There is no big difference between the foreign teacher and the Arab one in 
encouraging students in discussion. The Arab teacher might be of more comfort 
because he can talk and discuss something out of the curriculum with the 
students better than the foreign teacher. He knows the students’ nature and that 
their English is weak and needs to be developed. (Interview with S1)  

A similar view was expressed by S10: 

شكل عام ولكن من ناحية التحبيط وعدم التعزيز فقد يكون لا أرى أن هناك فرق بين العربي والأجنبي ب
 الأجانب أفضل في ذلك من العرب الذين قد يمارسون بعض أساليب التحبيط للطلاب داخل الفصل.

In general, I do not see any difference between Arab teachers and foreign ones, 
but when it comes to frustration and lack of support, foreigners might be better 
than Arabs who might practice some of the frustrating styles for the students 
inside the classroom. (Interview with S10)  

S10’s appears to be more realistic in that it is the style of the teacher that determines the 

way students look at their teachers; once they received support from the teacher, 

learning will be improved. This was confirmed by FG1-1 who disagreed with FG1-6’s 

opinion about the non-Arab teachers as it can be seen from the following turns from 

Focus Group 1 discussion:  

ة.    المعلمين الأجانب أفضل من العرب والسعوديين في إيصال المعلوم

Foreign teachers are better than Arab and Saudi teachers in delivering 
information. (FG1-6) 
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ة، المعلم 6لا أؤيد رقم ) ( بان المعلمين الأجانب أفضل من العرب والسعوديين في إيصال المعلوم
هارات التي لابد أن يطورها في أساليب  السعودي قادر على إيصال المعلومة ولكن يحتاج لبعض الم

 التدريس.

I do not agree with FG1-6 that foreign teachers are better than Arabs and 
Saudis in delivering information. The Saudi teacher is able to deliver 
information, but he needs some skills that must be developed in teaching styles. 
(FG1-1) 

Clearly, there is a difference of opinion amongst the participants regarding having a 

‘native-speaker’ or an Arab bilingual speaker as a teacher. 

 

7.3.2 Teaching Aids 

Teaching aids assist both teachers and students in the processes of teaching and 

learning. For teachers, teaching aids help in presenting some material in a different way 

from the usual lecture, which may attract the audience and increase their concentration 

and students may be encouraged to be involved in the lesson when such aids are 

available. This view was expressed by the student-participants of this study. The 

majority of them expressed the view that using teaching aids by the teachers during the 

class would enhance their desire to be involved in communication and to participate in 

the English language class. S8 in the interview said: 

استخدام الوسائل التعليمية الحديثة مثل البروجكتر في التعليم تسهل التواصل الشفهي وتزيد من رغبة 
الطلاب على المشاركة في الفصول الدراسية في اللغة الإنجليزية لأنها تخلق جوا تفاعلي أثناء شرح 

 الدرس.

The use of modern teaching aids such as data projector in teaching facilitates 
oral communication and increases the students’ desire to participate inside the 
English classroom because it creates an interactive atmosphere during the 
lesson. (Interview with S8) 

In Focus Group 4, two of the participants commented on this idea and confirmed that 

using teaching aids by the teachers will facilitate oral communication and participation 

during the English lessons. FG4-5 and FG4-2 respectively said: 
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ية مثل العروض التقديمة تزيد من رغبتنا في المشاركة وتسهل التواصل شفهيا في الفصول الوسائل التعليم
 الدراسية باللغة الإنجليزية.

Teaching aids such as presentations increases our desire to communicate and 
eases oral communication inside the English classrooms. (FG4-5) 

ستخدام الوسائل التعليمية والتقنيات الحديثة يسهل التواصل الشفهي داخل الفصل لأن استخدام أرى أن ا
دها بشكل ممل ولكن الوسائل  الكتاب فقط لا يكفي لا نه عباره عن عدد كبير من المعلومات ويتم سر

ها تخلق جوا تفاعلي داخل الفصل وكذلك ت سهل التركيز التعليمة تكون جاذبه لنا ودافعة للمشاركة لا ن
 والفهم.

I find that the use of teaching aids and modern technologies eases oral 
communication inside the classroom because the use of books only is not 
enough. The book comprises a lot of information narrated in a boring way, 
whereas teaching aids are attractive and motivators because they create an 
interactive atmosphere inside the classroom and eases focus and understanding. 
(FG4-2) 

More attribution of the important role of using teaching aids to motivating students to 

participate and communicate in the classroom comes from Focus Groups 3and 2. FG3-3 

and FG2-2 respectively said: 

ة جداً في تسهيل التواصل الشفهي بين الطالب والمعلم والطلاب مع بعضهم وكذلك  هم الوسائل التعليمية م
 تزيد من رغبتنا في المشاركة داخل الفصول الدراسية باللغة الإنجليزية.

Teaching aids are very important in facilitating oral communication between 
the student and the teacher and between the students themselves. They also 
increase our desire in participation inside the English classrooms. (FG3-3) 

ها من قبل المعلمين يكون دافع لنا الوسائل التعليمة تساعد في الت واصل الشفهي داخل الفصلواستخدام
 للمشاركة أثناء المحاضرة.

The use of teaching aids by the teachers inside the classroom helps in oral 
communication and is a motivation for us to participate during the lecture. 
(FG2-2) 

Student-participants of this study indicated that there is a lack of using teaching aids 

during the classroom which might be a reason that makes them have no desire to 

participate and communicate in English classrooms. For instance, S9stated that: 
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ها المعلمين داخل الفصول الدراسية تزيد من رغبتنا في المشاركة  لا يوجد أي وسائل تعليمية يستخدم
 والتواصل الشفهي، فلذلك نفضل عدم المشاركة والتزام الصمت أثناء المحاضرة.

There isn’t any teaching aid used by the teachers inside the classrooms that 
increases our desire in participation and oral communication that is why we 
prefer not to participate and keep silent in the lecture. (S9) 

Similar ideas were presented in Focus Group discussions by some of the participants. 

For example, in Focus Group 5 and 2, two of the participants have indicated this. FG5-2 

and FG2-2 respectively said: 

كلما زاد النقاش والتواصل الشفهي سنتطور أكثر في اللغة، أرى أننا بحاجة لوسائل تعليمية تسهل عملية 
ة هنا غير كافيه، فقط معتمدين  التواصل الشفهي وتزيد من رغبتنا في المشاركة لان الوسائل المستخدم

 يخلق جو تفاعلي داخل الفصل بل هو مجرد وسليه لنقل المعلومة سواء مفردات أو على الكتاب الذي لا
 قواعد.  

As discussion and oral communication increase, we will develop more in 
language. I find that we need teaching aids that facilitate oral communication 
and increase our desire in participation because they are not enough here. We 
depend only on the book which does not make any interactive atmosphere inside 
the classroom; instead, it is only a means to transfer information whether 
vocabulary or grammar. (FG5-2) 

ة داخل الفصول الإنجليزية تقتصر على كتب وملخصات وهي ليست مناسبة  الوسائل التعليمية المستخدم
 اعلي داخل الفصل مما تؤدي إلى عدم رغبتنا في المشاركة والتواصل الشفهي لخلق جوا تف

The teaching aids used inside the English classrooms are limited to books and 
handouts which are not suitable to create an interactive atmosphere inside the 
classroom which leads to our lack of desire in participation and oral 
communication. (FG2-2) 

The above idea of not having the desire to communicate because appropriate teaching 

resources are not available has been supported in the literature. Al-Seghayer (2014) 

investigated the major constraints facing English education in Saudi Arabia. He finds 

that, among other things, appropriate teaching resources are not available which results 

in the fact that teachers do not consider the use of teaching aids and rely heavily on the 

use of textbooks and blackboards. The kinds of textbooks used seem to focus on 

grammar, vocabulary and reading passages whereas the focus on communicative 

situations is little which results in the fact that students are incapable to use the 
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language in real situations outside the classroom. Thus, the focus in these classrooms is 

on knowledge transmission rather than giving students opportunities to practice and use 

their own styles in learning. In this way, classroom activities and interactions are 

mainly dominated by the teacher, and thus subscribe to a teacher-dominated 

transmission model (for more details of this model, see section: 4.2.1 above). 

As far as the use of teaching aids is concerned, the teacher-participants of this study 

have admitted that they do not use teaching aids in their classes. They argued that they 

did not have enough time to activate and use teaching aids in the classroom. TT in the 

interview said: 

إننا نحتاج تفعيل الوسائل والأجهزة الموجودة في المعامل مثل السبورة الذكية والبروجكتر ولكن لا 
 لك لأن الوقت غير كافي.نستطيع ذ

We need to activate aids and the devices we have in the labs such as smart 
boards and data projectors, but we cannot do that because time is not sufficient. 
(Interview with TT) 

Similar idea was presented by TS in the interview, he said: 

هاء المنهج ولا يمكن الاستفادة من الوسائل الموجودة في الكلية لضيق الوقت.  كما تعلم أننا مطالبون بإن

As you know, we are required to complete the course and it is not possible to 
make use of the teaching aids available in the college because of time constraint. 
(Interview with TS)  

However, one of the teachers mentioned another reason for not using teaching aids in 

the classroom: 

There are no student services here anywhere in Saudi Arabia. It’s just, kind of, 
an illusion. Student services and student support, and students’ ability services, 
all three of those departments working together, they should have, especially a 
school this size, there could be 30 to 50 students that are strong in certain areas 
that can go to an English lab and help students when they come in, and have 
practice and exercises.(Interview with TA) 

لا يوجد أي خدمات طلابية هنا في أي مكان في السعودية. هي فقط نوع من الوهم. خدمات الطلبة ودعم 
الطلبة وخدمات إمكانيات الطلبة، كل هذه الأقسام الثلاثة تعمل سويا، يجب أن يكون هناك، في مؤسسة 
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ذهبون إلى معامل اللغة الإنجليزية ويساعدون  40إلى  30الحجم، بهذا  طالب جيدون في جوانب معينة ي
 الطلبة عندما يأتون إلى المعمل للممارسة والتمرين.

He added: 

Now, the reason I don’t think that will work here is because everything is set up 
like the white boards. I mean the SMART Boards, and all the e-Board 
technology. Nobody is using it, but it makes higher administration happy 
because they think, if we have it, that’s enough.(Interview with TA) 

ها ستكون فعالة لان كل شيء أصبح جاهزا مثلا ال سبورة البيضاء، اقصد الآن، السبب في انني لا اعتقد أن
ها تجعل الإدارة سعيدة لأنهم  ها ولكن السبورة الذكية وتكنولوجيا السبورة الإلكترونية. لا أحد يستخدم

 يعتقدون إذا كنا نملكها فهذا يكفي.

As clear from the individual interviews with the three teacher-participants of this study, 

that teachers are handicapped as they cannot extend the allotted time for each lecture 

which is fixed by the programme. Nevertheless, they can attract the interests of the 

students and encourage them to discuss and express their ideas about what being 

discussed by choosing particular discussion topics and by organizing them into group 

learning situations.  

7.3.3 Topic Relevancy 

Aubrey (2011) looks at the problem of students’ unwillingness to communicate from a 

different perspective; he emphasizes the role of the teacher in encouraging students to 

participate. He believes that it is the task of the teachers to provide students with 

opportunities to use the language in a communicative way in an attempt to increase 

their WTC. He emphasizes ‘topic relevancy’ by making the topic of discussion 

interesting and relevant to students, which, in turn, improves their willingness to 

communicate (WTC). Students’ communication problems attract the attention of Şenel 

(2012) who conducted a study at the English Language Teaching Department in 

Samsun 19 Mayis University, Turkey. Using questionnaires and interviews, the study 

focused on oral communication problems. The results of the study show that the reasons 

of the students’ communication anxiety are attributed to a number of reasons which 

include the nature of the contents of the course.  Thus, as is evident from Aubrey (2011) 
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and Şenel (2012) studies, the topic of the lesson in the classroom is an important factor 

that influences students’ WTC whether positively or negatively.  

The topic being selected for discussion inside the classroom may have a negative role in 

developing students’ linguistic abilities including their communication skills. As far as 

the participants of this study are concerned, many of them have signaled that they are 

not interested in the topics presented by their teachers; they do not attract their interest. 

They described them as uninteresting and boring. S6 expressed this view: 

ها إتا حة الذي يسهل التواصل الشفهي في الفصول الدراسية في اللغة الإنجليزية مجموعة أسباب من ضمن
همة بالنسبة لطلبه، بعض المواضيع التي تطرح لاتهم الطلبة وبالتالي لا  الفرصة وطرق المواضيع الم
مهم أن يكون الموضوع يجذب الطلاب للحوار والمناقشة،  تكون لديهم الدافعية للمشاركة والمناقشة. من ال

ها ولكن  اغلب المواضيع تكون مملة ولكن الحاصل هنا أن بعض المواضيع الموجودة في المنهج لا بأس ب
 ولابد من تغيرها.

What facilitates oral communication in the English classrooms is a number of 
reasons including providing an opportunity and discussing important topics for 
the students. Some of the topics being discussed are not important for the 
students and as a result, they will have the motivation to participate and discuss. 
It is important that the topic attracts the students to participate and be involved 
in discussions; what is happening here is that some of the topics are not bad, but 
most of them are boring; they should be changed. (Interview with S6) 

 FG3-3 similarly argued that: 

رها من  اهتمامات الطالب الفعلية مقارنة بغي المواضيع المتواجدة في المقرر الدراسي لا تصب في 
همة للطلاب كالرياضة وغيرها.  الموضوعات الم

The topics presented in the curriculum do not attract the real interests of the 
students when compared with the important topics for the students such as 
sports. (FG3-3) 

FG4-6 explained the relation between the topic of discussion and willingness to 

participate and described the topics being brought up as boring. He said: 

ة بين رغبة الطالب في التواصل وطبيعة الموضوع قيد المناقشة، فإذا شعر الطالب أن  بالتأكيد هناك علاق
و الموضوع لديه خلفية عنه سيحفزه للتحدث على السبيل المثال: لو كان الحديث الذي يدور عن اللاعبين أ

الرياضة سيتفاعل أكثر لأنه لديه خلفية عنهم بشكل أكبر، فقد يشد محتوى المواد الموجودة في المقررات 
هتمام. ها ولكن بالنسبة إلى لا أرى ذلك فهي مملة وغير مثيرة للا  انتباه بعض الطلبة بموضوعات
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For sure, there is a relation between the student’s desire in communication and 
the nature of the topic being discussed. If the student feels that he has a 
background about the topic, it will encourage him to speak; for example, if it 
was about sports and players, he will be more active because he has a 
background about it. The content of the topics in the courses might attract the 
attention of some students, but for me I do not see that. Topics are boring and 
not interesting. (FG4-6) 

Some participants believe that the interest in topics comes from the idea, whether they 

are in line with one’s culture or not. S5, S9 and FG4-3 have indicated the role of culture 

in deciding whether a topic of discussion is interesting or not. They respectively said: 

ة كبيره ة بين الموضوع قيد المناقشة وزيادة فرصة التواصل الشفهي لدى الطلاب علاق فالطلاب  العلاق
مهم كالرياضة والثقافة السعودية والحاصل الآن في فصل طرح  يفضلون بعض الموضوعات التي ته

اهتمامات للطلاب.  مواضيع غير مثيرة وليست من 

The relation between the topic being discussed and the increase of the oral 
communication opportunity for the student is a big one. Students prefer some 
topics that interest them such as sports and Saudi culture. What is happening 
now inside the classroom is that some topics are discussed which are not 
interesting and do not attract the attention of the students. (S5) 

ة بالطبع بين الموضوع قيد المناقشة ورغبة الطالب في التواصل الشفهي حيث الموضوع الذي هناك ع لاق
يكون مثير بالنسبة إلي يشجعني على التواصل والمشاركة أكثر. ولكن الموضوعات هنا لا تتوافق مع 

 اهتمامات الطلاب فهي عن الثقافات الأخرى.

Of course, there is a relation between the topic being discussed and the 
student’s desire in oral communication where the topic that interests me 
encourages me to communicate and to participate more. But topics here do not 
go in line with students’ attention. They are about other cultures. (Interview 
with S9) 

هم   ها مثيرة وهي كذلك غير مناسبه لمجتمعنا مثلا: دراستنا عن شكسبير ليس م أؤيد الزملاء لا أرى أن
 لدينا كمجتمع.

I support my peers. I do not find the topics interesting and they are not suitable 
for our society. For example, our study about Shakespeare is not important for 
us as a society. (FG4-3) 

Most of the participants criticised the topics being discussed inside the classroom for 

not being suitable either from their social and cultural background or from their 

personal points of view as not being interesting and do not attract their attention. 
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However, they also put forward some suggestions in an attempt to improve the lecture 

environment through selecting some topics that may attract the attention of the students 

and ultimately improve or encourage them to participate inside the English classrooms. 

For instance, S9 believes that the topics related to the Saudi or Arab culture will be of 

great value:  

أعتقد أن كانت المواضيع المطروحة عن الثقافة السعودية أو العربية ستدفعنا للمشاركة ليس فقط عن 
 ة بل أيضا لو كانت الموضوعات التي نحبها كالرياضة والقصص الخيالية أو المرعبة.الثقاف

I think if the topics being discussed are about the Saudi or Arab culture, they 
will push us forward to participate… not only about culture but also if they are 
the ones we like such as sports and fictional stories. (Interview with S9) 

More evidence for the preference of sports topics comes from the statements of S8 and 

S7 who respectively said: 

اهتمامنا كشباب وتحفزنا على المشاركة والتواصل الشفهي داخل الفصل.  المواضيع الرياضية تثير 

Sports topics attract our attention, as youth, and encourage us to participate 
and oral communicate inside the classroom. (Interview with S8) 

اهتمام الطلاب كالرياضة والسيارات وغيرها بالتالي الطالب يتشجع للنقاش  اهتمامي و المواضيع التي تثير 
 لأنه يحب هذا النوع من المواضيع.

The topics that interest me and other students are sports, cars and other topics; 
as a result, the student will be encouraged because he likes such topics. 
(Interview with S7) 

While the above participants suggested mainly sports topics, FG2-4 suggested 

something different. He said: 

ضيع التقنية والتكنولوجيا باللغة الإنجليزية ستزداد رغبتنا في لو تتم مناقشة المواضيع السياسية وموا
 المناقشة أكثر من بعض الموضوعات.

If there will be discussion of political topics and technology topics in English, 
our desire in discussion will be more than in other topics. (FG2-4) 
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More support of topics related to technology was given by S10 and FG3-3 as they 

respectively said: 

من الموضوعات التي تثيرنا وتزيد رغبتنا في التواصل الشفهي هي الموضوعات الحديثة من تقنية 
 ورياضة والدراما الحديثة.

The topics that attract our attention and increase our desire in oral 
communication are the modern ones whether technology, sports or modern 
drama. (Interview with S10) 

المواضيع التي تحفز على المناقشة المواضيع التي تهم الشباب في ها السن أو تهم المجتمع مثلا: 
 التقنية وغيرها الكثير.-الرياضة

The topics that encourage discussion are the ones that attract the attention of 
youth or society such as sports, technology and many others. (FG3-3) 

FG3-2 expressed the need for topics that are related and used in real life. He expressed 

the following idea: 

 واقعية وأكثر استخداما في الحياة الواقعية. نحتاج الدروس أن تصبح أكثر

We need lessons that are more realistic and widely used in real life. (FG3-2) 

Based on the above views of the participants, the teacher’s role seems to be important in 

developing their abilities to communicate inside the classroom. They showed that they 

do not communicate with teachers at ease due to some psychological factors such as the 

way they view the teacher and the fear of committing errors as they are not tolerated by 

teachers. Moreover, many students have indicated that they are not given equal chances 

to participate attributing such a fact to the emphasis of the teacher on those whose 

academic level is higher than others and ignoring students with low academic level. 

Students also criticised teachers for not using much teaching aids inside the classroom, 

a fact acknowledged by the teachers themselves, but the latter attributed it to the time of 

the lecture which is according to them not enough. Furthermore, students indicated their 

preference for the foreign teacher rather than the Arab one as the former uses English 

only in his teaching which forces the students to use English and as a result improve 

their ability to communicate. Finally, students criticise the topics being selected by the 
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teacher or as a nature of the course as they do not attract their attention since they do 

not relate to their culture. 

Accordingly, it is the teachers’ responsibility to control the topic choice in accordance 

with the general preference of their students. Moreover, their adoption of a style or a 

method of teaching may affect the classroom environment positively or negatively, a 

subject matter of the following section. 

7.4 Teaching Methods 

As discussed above in Chapter Four, Section: 4.2, there are two major types of teaching 

models: teacher-dominated model and learner-centered model. This section investigates 

the current model used by teachers and whether students prefer it or prefer the other 

model. Moreover, it summarizes the participants’ opinions and views about teaching 

methodologies that may facilitate or impede their oral communication inside the 

English classrooms. As far as the teaching methods are involved, the participants of this 

study made some remarks that are discussed below under sub-headings. 

7.4.1 Diction as a Teaching Style 

Most of the participants of this study indicated that the teaching style of the teachers is 

diction, which is a traditional style that does not involve the students. In this method, 

the teacher is the main source of learning, and participation and group work are mostly 

neglected. Thus, it is a teacher-dominated model in which students are expected to learn 

knowledge and behaviours in the same way as passed on to them by teachers without 

taking into consideration any of the individual’s subjectivity or needs (Schweisfurth, 

2013); for more discussion of the teacher-dominated models, see Chapter 4, Section: 

4.2.1. 

The use of diction as a style was indicated by a number of participants. For example, S9 

stated this clearly in the interview and criticised other styles too, if used, as being of no 

use. He said: 
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المناهج وطريقة التدريس تحتاج لتحسين لتساعدنا على التواصل الشفهي في الفصول الدراسية لأنه لا 
ه أو تقييم لما تم دراسته. علماً بأن الطريقة التدريسية السائدة هي الإلقاء  يوجد أنشطة أو تطبيق لما تم تعلم

ها ولا أرى أنها فعاله.  دون المشاركة وان وجد أسلوب مختلف فهو طريقة الملخصات وكتابت

Curricula and teaching methods need to be improved in order to help us in oral 
communication inside the classrooms because there are no activities, practising 
what has been learnt or evaluation of what has been studied. The dominant 
method is diction without participation and if there is another style, it will be 
making summaries and writing them on the board; I do not see this style 
effective. (Interview with S9) 

FG2-1 generalized teaching style of teachers: 

 جميع المعلمين يعتمدون على أسلوب اللقاء في المحاضرات الدراسية. المعلم يلقي فقط.

All teachers depend on the diction style in their lectures. Only the teacher 
speaks. (FG2-1) 

The diction style has also been criticised for not being useful for the students. For 

instance, S6 said that: 

الأساليب التدريسية المستخدمة تحتاج إلى تطوير، فالأسلوب المستخدم الوحيد في التدريس هو الإلقاء فقط 
وهذه الطريقة لا تساعد على أن يكون هناك تواصل في الفصول الدراسية والأفضل أن يكون هناك 

همة تتيح المناقشة لجميع الطلاب وكافة المستوياتمو  .اضيع م

The teaching methods adopted by teachers need to be developed. The only 
method which is used in diction only. This method does not help in having 
communication inside the classrooms; better is to have important topics that 
allow discussion by all students with all academic levels. (Interview with S6) 

However, one participant, FG3-3, stated that diction could be a useful style but not in 

all subjects, so it depends on the course itself; he said: 

يستخدم أسلوب الإلقاء، وقد تكون فعالة في بعض المواد ولكن غير فعالة في غالب المواد وخاصة المعلم 
 في تدريس التواصل الشفهي.

The teacher uses the diction style which might be useful in some courses but it is 
of no use in most of the subjects especially in teaching oral communication. 
(FG3-3) 
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Another, FG1-2, described diction as the worst method as it involves only one 

participant, the teacher; he said: 

وب هو الإلقاء من طرف واحد من المعلم فقط.  إن أسوأ أسل

The worst style is the diction style because it involves only one side which is the 
teacher. (FG1-2) 

In the individual interview with him, S1 criticised the diction method as it suits only the 

students whose academic level is high. He said:  

ة هي طريقة الإلقاء وهي طريقة غير مفيدة بشكل كبير إلا للطلاب الذين يمتلكون مستوى الطريقة السائد
 عالي وهم قليلون جدا.

The dominant method is diction which is largely not useful except for students 
whose academic level is high. They are very few. (Interview with S1) 

According to some participants, the use of diction style seems not to be the teacher’s 

choice rather it is something that they cannot avoid because of the nature of the 

curriculum. S7 stated that: 

تمد على الإلقاء والاختبارات الطرق التدريس المستخدمة تعتمد على الإلقاء فقط، لان طبيعة المنهج تع
 الفصلية.

The adopted teaching methods depend only on diction because of the nature of 
the curriculum and the sessional tests. (Interview with S7) 

 7.4.2Discussions and Group Work 

Discussions and working in groups seem to be preferred by the students because, as 

they indicated in the individual interviews and Focus Group discussions, such activities 

help them overcome many of the problems they encounter which, in turn, improve their 

oral communication skills. As for the teacher-participants, one of them admitted the 

usefulness of discussions inside the classroom, but stated that he is not using it because 

of the nature of the course. TS, describing the best teaching method, stated that: 
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ها دون التأ ثير والتعارض مع المنهج أن كان ملزما بمنهج معين.  ففي المناقشات أن استطاع المعلم استخدام
الغالب المنهج لا يتيح العمل الجماعي إلى حد كبير في بعض المواد عكس المواد الأخرى كالاستماع والتحدث. 

 ولكن الحاصل الآن لا يوجد إمكانية لتكوين مجموعات بل اعتمد الإلقاء أكثر.

It is discussions, if the teacher could use them without affecting the curriculum to 
which he might be committed. In most cases, the curriculum does not allow group-
work to a large extent in some courses unlike other courses such as listening and 
speaking. But what is happening now is that there is no possibility to make groups 
rather I depend more on diction. (Interview with TS) 

Active classroom participation played an essential role in learners’ success in the target 

language (Tatar, 2005). When learners are more engaged in participation, their speaking 

skills would be improved. Moreover, when they produce the language they are learning, 

they are testing their hypotheses about the grammatical rules of the target language 

(Tsui, 1996). Supporting the role of the classroom interactions, Johnson (2009) states 

that engaging in classroom interactions has the possibility of creating opportunities for 

conceptual development especially when learners are engaged in specific social 

activities and what has been accomplished by engaging in such activities. Therefore, 

classroom interactions are the most appreciated experience as far as learners are 

concerned. In this regard, S2 emphasized the importance of participation and class 

activities because they help students in developing their oral communication abilities; 

he stated that:  

مهارتين ليس في المادة بعينها  نحتاج للزيادة من الأنشطة في الاستماع والتحدث والتوسع في تطوير هذه ال
أنما في باقي المواد الدراسية مما يساعدنا على تطوير التواصل الشفهي بشكل أكبر. لأننا نعاني من نقص 

ء وهي طريقة التدريس السائدة الآن.المشاركة بسبب استخدام المعلم لأس  لوب الإلقا

We need more of activities in listening and speaking in order to develop these 
two skills not only in this course but in other courses which will help us in 
developing our oral communication skill. We are suffering from the lack of 
participation because of the use of the diction style by the teacher which is the 
dominant one now. (Interview with S2) 

According to participants’ views, discussions and class activities seem to be few or not 

there at all. They frequently indicated their wish and demand to have more discussions 

in order to improve their linguistic abilities, as clear from the above excerpt from S2’s 
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interview. The lack of activities and discussions inside the classroom was stated by a 

number of participants. For instance, S10 and FG2-2 respectively stated that:    

 المعلمين لا يستخدمون الأنشطة والعمل الجماعي داخل الفصول الدراسية.

Teachers do not use activities and work groups inside the classrooms. 
(Interview with S10) 

 غير كافية. المناقشات داخل فصول اللغة الإنجليزية 

Discussions inside the English classrooms are insufficient. (FG2-2) 

More criticism of the teaching style used by the teachers was indicated by FG5-3 and 

FG5-2. They respectively said:  

ة هو التلقين ولا يوجد  مناقشات. الوضع القائم داخل فصول اللغة الإنجليزي

The present situation inside the English classrooms is that it is diction and there 
are no discussions. (FG5-3) 

هناك إشراك لنا كما يندر وجد المناقشات  الاعتماد الأكبر في الدرس يكون على المعلم يلقي فقط ولا يكون 
 أو العمل في مجموعات. 

The major part of the lesson depends on the teacher’s diction and we are not 
involved in any participation. Discussions or working in groups are rare. (FG5-
2) 

A number of participants in this study indicated their desire to have discussions inside 

the classroom which seem to be of great benefit for them. In Focus Group 1, one 

participant said: 

إن من الأمور التي تساعد على التواصل الشفوي داخل الفصل أن يتخذ المعلم أسلوب المناقشة بحيث 
 يستطيع الطلاب مناقشة المعلم.

What helps us in oral communication inside the classroom is that the teacher 
should consider the discussion method in which students will be able to discuss 
something with the teacher. (FG1-3) 

More importance of discussions was stressed by FG3-3 who stated that: 
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ه جداً لا نها تزيد من الدافعية لدينا للمشاركة والتواصل  هم المناقشات داخل فصول اللغة الإنجليزية م
 الشفهي باللغة الإنجليزية والتعلم من المحاولة والخطأ.

Discussions inside the English classrooms is very important because it increases 
our motivation to participate, oral communicate in English and to learn from 
our mistakes. (FG3-3) 

Emphasizing participation and having opportunities for that, FG1-6 and FG2-6 

expressed their views respectively: 

المجال للمشاركة والسؤال من قبل إن من الأمور التي تساعد على التواصل الشفوي داخل الفصل إعطاء 
 المعلم.

What helps us in oral communication inside the classroom is providing 
opportunities for participation and questions by the teacher. (FG1-6) 

اك إشراك من الأمور التي تساعد على التواصل الشفوي داخل الفصل أسلوب التدريس بحيث يكون هن
 لطالب في العملية التعليمة وإتاحة الفرصة له للمشاركة من قبل المعلم. 

What helps in oral communication inside the classroom is the teaching style in 
which there is an involvement of the student in the learning process and giving 
him the opportunity to participate. (FG2-6) 

More importance of classroom discussions is provided by FG5-2 who mentioned how 

discussions contribute in oral communication; he said: 

مهم في تطوير التواصل الشفوي فهي تساعد على تقليل نسبة التردد لدى الطالب وتولد  استخدام النقاشات 
 عاون بين الطلاب وتحسين اللغة من ناحية التحدث أيضا.الت

Using discussions is important in improving oral communication. Discussions 
help in reducing students’ hesitation, generate and promote cooperation 
between students and improve their speaking skills. (FG5-2) 

Not only discussions but also group work seems to be essential for students’ willingness 

to participate. This supports Vygotsky’s (1978) sociocultural theory in which learning is 

viewed as mutually created by the participants in an organized dialogue in which one 

participant, a more capable one, helps in the learning of another participant, the less 

able one. Such assistance involves scaffolding in which the less-able learner gets a 

chance to progress to a higher level of ability than his or her own. Vygotsky’s idea has 
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been supported by Lantolf (2000) who stressed the need for learners to be engaged in 

social interaction with others to allow the developing communicative and cognitive 

functions transfer from being ‘interpsychological’ to ‘the intrapsychological plane’ 

(Vygotsky, 1987). In other words, learners will move from the social to the personal 

level. Thus, it is, as argued by Lantolf (2000), an interaction with the environment. 

 In addition, the views of the participants of this study on group work are also in line 

with the findings of Fushino (2010) who investigated the relationships between 

students’ beliefs about group work and WTC. The results showed that understanding 

the importance of the group work has positively influences learners’ confidence in L2 

which, in turn, leads to more oral communication in the target language. This finding 

has been shown by a number of the participants of this study who indicated their desire 

to have such an activity performed by their teachers. For instance, FG1-6, FG2-4 and 

FG2-2 indicated the importance of the group work inside the classroom and described it 

as effective and preferred by the students. They respectively said: 

إن من الأمور التي تساعد على التواصل الشفوي داخل الفصل على المعلم أن يقوم بعمل مجموعات 
 قاش والإجابات الجماعية.للن

What helps in oral communication inside the classroom is that the teacher 
makes groups for discussions and answers. (FG1-6) 

اهم في التواصل الشفهي باللغة الإنجليزية داخل الفصل.  العمل داخل مجموعات يعتبر طريقه فعالة تس

Working in groups is considered an effective method in oral communication in 
English inside the classroom. (FG2-4) 

هناك تعاون وهي تعتبر من الطرق المحببة  ة بين الطلاب ويصبح  تقسيم الفصل للمجموعات سيقرب العلاق
 لطلاب 

Dividing the class into groups will improve the relationships between students 
and there will cooperation. It is considered one of the preferred methods for the 
students. (FG2-2) 

Moreover, working side by side with other students may be of a kind of benefit as far as 

students’ linguistic abilities are concerned as FG4-6 said: 
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من خلال تجربتي في حل بعض التمارين عن طريق المناقشات والتواصل الشفهي والمشاركة مع زميلي 
ها طريقة مفيدة جدا وتضيف لي ولزميلي الكثير وتزيد من لغتي.  الذي بجانبي رأيت أن

Based on my experience in doing some exercises through discussions, oral 
communication and participation with my nearby classmate, I found it a very 
useful method as it adds to both of us some kind of knowledge and develops my 
language. (FG4-6) 

What can be inferred from the above discussion is that teachers use styles and teaching 

methods that are dominated by the teacher. In other words, their styles go in line with 

the teacher-dominated models of teaching L2 in which students are mostly not involved 

in the process. They simply attend, listen and do whatever they are asked to do by their 

teachers. On the other hand, students do not prefer such styles as they frequently 

criticised them and demanded a change or at least including some activities such as 

discussions, group work and involvement of technology. Thus, their focus goes in line 

with the learner-centered models of teaching L2. They wanted to be involved in the 

teaching-learning process. However, the involvement and use of technology inside the 

classroom may help students be active and makes the atmosphere more interactive. 

7.4.3 Involvement of Technology  

Classroom management is controlled by the teacher who is required to think of new 

methodologies for classroom interaction that focus on techniques which will enable 

students to enjoy their classes and give them opportunities to communicate (Ellis, 

2008). Thus, students’ views, as represented by the participants of this study, should be 

taken into consideration in order to select the suitable and preferable teaching style for 

them in an attempt to improve their academic performance. A number of them indicated 

their wish to have technology involved in the teaching style for its essential role in 

promoting their academic level and engagement in participation and oral 

communication in particular. S5 criticised the present teaching methods describing 

them as boring, repetitive and traditional. He suggested using various methods that will 

improve communication abilities of the students. He said: 
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ءوهي طريقة لا تساعد على التواصل الشفهي داخل الطريقة التدريسية المستخدمةمن  قبل المعلمالإلقا
الفصل وهي مملة ومكررة وتقليده.تنويع أساليب التدريس وتضمين التقنية سوف تحسين من المحادثة 

 والتواصل الشفهي لدينا.

The current teaching method is diction which does not help in oral 
communication inside the classroom. It is boring, repetitive and traditional. 
Using various teaching styles and involving technology will improve speaking 
and oral communication for us. (Interview with S5) 

Another similar view was presented by S10 who stated that: 

هي الإلقاء دون مشاركة أو نقاش ولا يوجد أي استخدام للوسائل التعليمية. المعلم يس تخدم طريقة واحده و
 طريقة التدريس تحتاج للتنويع أكثر واستخدام التقنية.

The teacher uses one style which is diction without any kind of participation or 
discussion where there is no use of any teaching aids. Teaching methods need to 
be more various using technology. (Interview with S10) 

However, some participants have acknowledged the use of some aspects of technology 

inside the classroom but also criticised its scarcity.  For instance, FG4-5 said:  

 يقوم المعلم أحياناً بعرض ما يشرحه فقط على البروجكتر دون حدوث أي نقاشات فقط يعتمد على الإلقاء.

Sometimes the teacher presents the topic using data projector, but without any 
discussions. He depends only on diction. (FG4-5) 

On the other hand, two participants, namely, FG5-5 and FG5-2 provided positive 

evidence for the use of technology inside the classroom which is based on their 

experience. They respectively said:  

عرض الأسلوب المستخدم هو الإلقاء فقط منذ زمن. وقد لاحظت الفرق عند استخدام أي أسلوب آخر مثل 
 الشرائح وإتاحة التواصل الشفهي.

The style which has been used for a long time is diction only. I have noticed the 
difference when other styles are used such as using power pointed material and 
providing opportunities for oral communication. (FG5-5) 

هي العرض التقديمي فقد ساعدني على كسر حاجز الخوف والخجل وجعلتني أبادر  أفضل طريقة 
هنا. ها   بالمشاركة والتواصل الشفهي ولكن للأسف قليل جداً من يستخدم
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The best method is using Data Show. It helped me break the fear and shyness 
barriers and it made me initiate participation and oral communication, but 
unfortunately, few are using it here. (FG5-2)  

Based on the views of the participants expressed above, it would appear that the use of 

a suitable model of teaching that involves some technological aspects would encourage 

them to participate and improve their academic level. At the same time, however, 

sometimes the learner knowledge of the target language, their competence, might 

hinder them not only from participation but also from comprehension. Thus, the use of 

an easier, familiar means of communication might help in overcoming such difficulty. 

To sum up, participants’ views and opinions indicate that the usual teaching style is 

diction which involves only the teacher. They described it as the worst method; it suits 

only students whose academic level is high. However, some of them excused teachers 

for using the diction style because it is not their own selection rather it is based on the 

nature of the curriculum. Moreover, students as well as teachers emphasised the 

usefulness of using discussions and group work as it helps them improve their oral 

communication skills and overcome many of the problems they encounter. They also 

emphasised the need for involving some aspects of technology in the teaching method 

which is, according to them, scanty inside the English classrooms.  

7.5 First Language Use and Code Switching 

In foreign language teaching and learning contexts, teachers and learners often employ 

alternation between learners’ first language and the target language to facilitate the 

classroom instructions, a fact that makes education a multilingual process. In this 

regard, Hornberger (2009, p.198) states that multilingual education is the use of “more 

than one language in teaching and learning”, a process that gives values to those two or 

more languages. In this study, learners’ attempts to use their L1 in English classrooms 

are evident in the views expressed by some of the teacher-participants in the interview. 

TT made their use of Arabic in English classrooms clear in the interview: 
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حتى في مادة التحدث مثلا اطلب منهم في بعض الأمثلة العمل بشكل جماعي لكن المناقشة بينهم تكون 
اهم الأسباب في  باللغة العربية، مما يجبرني في المرة القادمة على عدم السماح لهم بالنقاش وهذا أحد 

 نقص مستوى المشاركة والمناقشة داخل الفصل.

 Even in the speaking course, I ask them during some examples to work in 
groups, but their discussion will be in Arabic which forces me in the next time 
not to allow them to discuss. This is one of the reasons of lack of participation 
and discussion inside the classroom. (Interview with TT) 

A similar view was presented by TS regarding the use of Arabic in English classrooms. 

In addition, Arabic influence is seen even in situations that require English rather than 

Arabic, we find that Arabic is used. Therefore, the focus in the classrooms is on 

knowledge transmission rather than giving students opportunities to practice and use 

their own styles in learning which will be one of the reasons for the students’ low level 

of oral communication. In the interview, TS said: 

الأنشطة التي قد تتم والتي من المفترض أن تتم باللغة الإنجليزية تجد أن النقاش تحول باللغة حتى في 
العربية ويصبح النقاش الأساسي إلى نقاشات جانبية، مما يجعلنا دائماَ نركز على إيصال المعلومة بدلا من 

هذا قد يكون أحد أسباب نقص التواصل ال  شفهي داخل المحاضرة. إتاحة المجال لهم للنقاش والتعلم، و

Even in the activities that supposed to be in English, we find that the discussion 
is made in Arabic and the main topic of discussion become a side one which 
makes us always focus on delivering information instead of providing discussion 
and learning opportunities. This might be one of the reason of the shortage of 
oral communication inside the lecture.(Interview with TS) 

Thus, as is indicated in the above excerpt from the teachers’ interviews, using first 

language (Arabic) by the students during the activities makes all classroom activities 

and interactions mainly dominated by the teacher, and thus subscribes to a teacher-

dominated transmission model (for more details of this model, see section: 4.2.1 above) 

which has a negative influence on the level of oral communication during the class. 

Moreover, it impedes the teacher’s role as a source of motivation for the students to be 

engaged in communication inside the classroom by providing them opportunities to use 

the language in a communicative way in class that may increase their desire to be 

involved in communication (Aubrey, 2011). 
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According to the teacher-participants’ views of this study, using first language or code 

switching by the students during the English class could be of influence on the level of 

oral communication during the English class, but teachers use it as an effective tool to 

introduce new concepts or new units. Thus it is a teaching strategy. TS in the interview 

said: 

ها المعلم نفسه كوسيلة تعليمية، حيث  استخدام اللغة العربية ليس دائماَ منحصر على الطلاب بل قد يستخدم
أنها تحدث معي دائماً الجأ للغة العربية لتوضيح بعض معاني الكلمات وبعض الأفكار بسبب ضعف 

 المستوى الأكاديمي للطلاب. 

The use of Arabic language is not always limited to students. The teacher may 
use it himself as a teaching aid. It happens with me; always I resort to Arabic to 
make the meaning of some words and thoughts clear because of the weak 
academic level of the students. (Interview with TS) 

Similar ideas were presented by TT in the interview, he said: 

أعتقد أنه من الصعب جعل اللغة العربية وسيلة التواصل في الفصول الدراسية للغة الإنجليزية كما أنني  
ها دائما في نقل بعض  لم أجرب أن أعتمد على اللغة العربية بشكل كامل داخل الفصل، نعم قد أحتاج

ه ها للطلاب وشرح بعض الكلمات، وكذلك المعلومات الم مة مثل مواعيد الأفكار التي أريد توصيل
الاختبارات لكن بشكل قليل .... لكن لاحظته في التواصل بين الطلاب بعضهم البعض تسهل اللغة العربية 
هم في اللغة الإنجليزية ضعيف، ولاحظت أيضاً أن بعض الزملاء الأجانب أصبحوا  النقاش لان مستوا

 عف مستوى الطلاب. يستخدمون اللغة العربية في النقاشات الجانبية مع الطلاب بسبب ض

I think it is difficult to make Arabic the language of communication inside the 
English classrooms although I didn’t try to rely completely on Arabic inside the 
classroom. Yes, I may need it to express some thoughts to the students, explain 
some terms and in giving some important information such as the exams’ dates, 
but this is rare. But I noticed that in communication between the students, 
Arabic eases the discussion because the English language level is low; I also 
noticed that some foreign colleagues started to use Arabic in side discussions 
with the students because of the students’ low level. (Interview with TT) 

Not only the teachers-participants of this study indicate that they use the first language 

as an effective strategy during the English class, but also student-participants. They use 

code switching to assist them in explaining misunderstandings and to express what they 

wanted to say in English properly. In the interview with him, S7 stated that sometime, 

due to the low language level he has, he uses Arabic language as a supportive tool to 

explain what he was trying to say in English to avoid being misunderstood by others 
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during the class. Also, sometimes he uses code switching because of his lack of English 

vocabulary. S7 said: 

ستخدم اللغة العربية بشكل كبير في الفصول الدراسية من قبل الطلاب والمعلمين أيضا، فعلى سبيل ت
المثال بعض الأحيان أستخدم اللغة العربية لتوضيح ما أردت قوله باللغة الإنجليزية لكي أتجنب سوء الفهم 

 لعربي. من الأخرين وبعض الأحيان لعدم معرفة الكلمة بالإنجليزي، فأضطر لقولها با

Arabic language is largely used inside the classrooms by students and teachers. 
For example, sometimes I use Arabic to make clear what I said in English in 
order to avoid being misunderstood by others or when the word is unknown, so I 
say it in Arabic. (Interview with S7) 

Similarly, S8 stated: 

لا تخلو الفصول الدراسية من استخدام اللغة العربية حتى بعض المعلمين الأجانب يستخدمون مفردات 
مهم لان هناك شريحة من الطلبة يعتمدون على اللغة العربية بشكل كبير في فهم اللغة  ها  عربية، واستخدام

اهم الأكاديمي. الإنجليزية وكذلك في توض  يح ما يقصدون بسبب ضعف مستو

Classrooms are not Arabic-free even some foreign teachers use Arabic terms. 
The use of Arabic is important because there are those who largely depend on 
Arabic in order to understand English and make what they mean clear because 
of their low academic level. (Interview with S8)  

Similar ideas were presented in the Focus Group discussions by some of the 

participants. For example, in Focus Group 5, two of them have indicated this. FG5-2 

and FG5-1 respectively said: 

خدام اللغة العربية داخل فصول اللغة الإنجليزية تسهل الفهم والاستيعاب لدينا لأنه هناك الكثير من است
أهمية استخدام اللغة  الكلمات الإنجليزية والأفكار التي يصعب تفسيرها باللغة الإنجليزية فهنا تتضح 

 العربية كوسيلة لإيصال المعلومة في دروس اللغة الإنجليزية.

Using Arabic inside English classrooms facilitates learning, understanding and 
comprehension for us because there are some English words and thoughts that 
we cannot interpret in English. So, the importance of using Arabic as a means to 
deliver information in English lessons becomes clear. (FG5-2) 

ة، وأيضاَ  هم استخدام اللغة العربية في دروس اللغة الإنجليزية يساعد المعلم في توضح المعلومات الم
ها وخاصة  في المستويات الأولى من تساعد في تسهيل استيعاب الطلاب للمادة الإنجليزية ومصطلحات

 .البرنامج
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Using Arabic in English lessons helps the teacher in making important issues 
clear. Also, it helps in making comprehension of the English courses and 
vocabulary easy for the students especially at the basic levels of the programme. 
(FG5-1) 

In this regard, Norrish (1997) states that teachers use code switching when they find the 

level of the textbooks’ language higher than that of the learners, or when they find it 

difficult to adjust their speech to the learners’ level. Thus, code switching can be used 

as a method of teaching in foreign language context (Cook, 1991); code switching can 

be used by both students and teachers. Teachers use it as an effective tool in the 

different language learning activities and to introduce new concepts or new units, thus, 

it is a teaching strategy; on the other hand, students employ code switching to assist 

them in explaining misunderstandings (Kasperczyk, 2005). 

In this study, one of the teachers mentioned that using first language (Arabic) might 

have a significant role to facilitate communication and participation among students 

during the EFL classroom. TS’s idea agrees with findings of Al-Nofaie (2010) who 

examined the attitudes of Saudi teachers and students towards the use of Arabic in 

English classes as a facilitating tool in an intermediate school for females. The results 

of the study showed that the attitudes of students and teachers towards employing 

Arabic when teaching English were positive. She states that in spite of the teachers’ 

awareness of the disadvantages of the excessive use of Arabic, they employ it in their 

classes for the students’ needs especially with beginners and those of low proficiency, 

explaining grammatical terms, introducing new vocabulary items or explaining exam 

instructions. Thus, the process in which code switching is allowed seems, to some 

extent, educational in the sense that it allows more participation to take place not only at 

the classroom level but also at the national and global levels (Hornberger, 2009). 

Similarly, TS in the interview said: 

اعتقد أن الطلاب سيتواصلون بشكل أكبر بين بعهم البعض ومع المعلم إذا استخدمت اللغة العربية كوسيلة 
مساعدة لتسهيل التواصل في الفصول الدراسية باللغة الإنجليزية بسبب ضعف اللغة الإنجليزية لدى 

 الطلاب.
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I think that students will communicate more with each other and with the 
teacher if Arabic is used as an assisting means to facilitate communication 
inside English classrooms because of the students’ low level in English. 
(Interview with TS) 

Moreover, one of the participants supports the positive role of using first language to 

enhance their participation and communication in the EFL classroom. S5 in the 

interview said: 

إن استخدام اللغة العربية في تدريس اللغة الإنجليزية أمر مفيد في تسهيل استيعاب محتوى المحاضرة 
 التواصل الشفهي أثناء المحاضرة.ويزيد من عملية 

The use of Arabic in teaching English is a useful thing in facilitating the 
comprehension of the contents of the lecture, and it increases oral 
communication process during the lecture. (Interview with S5) 

More attribution of the important role of the using first language to enhance students’ 

participation and communication in the EFL classroom comes from Focus Groups 3 and 

5; some of the participants supported that idea. For example, FG3-2 and FG5-3 

respectively said: 

ن استخدام اللغة العربية داخل فصول اللغة الإنجليزية يسهل عملية التواصل الشفهي والمناقشة، اعتقد أ
مثلا لو كان لدينا مناقشه عن الصيد هل توافق أو تخالف؟ أتوقع أن النقاش راح يكون فعال لو أستخدم 

لدي أسباب كثيره ولكن لا اللغة العربية كوسيلة لتسهيل التواصل الشفهي باللغة الإنجليزية، لأنه قد يكون 
ها، وضعف المستوى في اللغة ها باللغة الإنجليزية لضعف الكلمات التي أملك  .أستطيع التعبير عن

I think using Arabic inside English classrooms facilitates the process of oral 
communication and discussion; for example, if we have a discussion about 
‘hunting: do you agree or disagree?’, I think the discussion will be effective as 
Arabic is used to ease English oral communication because I may have a 
number of ideas that I cannot express in English due to lack of vocabulary and 
my low linguistic level. (FG3-2) 

ها تسهل النقاش  مهم لأن أرى أن إدخال اللغة العربية في دروس اللغة الإنجليزية ولو بشكل بسيط امر 
 والتواصل وتزيد من إدراكنا للمحتوى.

I see that inserting Arabic in English lessons, even a little, is important because 
it facilitates discussion and communication, and it increases our comprehension 
of the content. (FG5-3) 
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According to Hornberger (2009. p.198) locates that multilingual education has a good 

advantage of using and valuing more than one language in teaching and learning. 

Similar to her view, the participants in this study have the desire to use their first 

language through their learning to become fluent in another language, namely, English. 

The idea of using code switching and the its role in enhancing and facilitating students’ 

participation and communication in the EFL classroom has been supported in the 

literature. For example, Ahmad (2009) investigated 257 low English proficient learners 

in a public university in Malaysia. The results of the study show that participants 

perceived code switching as an effective teaching strategy as it helped them to enjoy 

and understand the teachers’ input. Once the input is comprehensible, learners will feel 

less anxious and then they will be more successful in participating in the classroom 

activities.  

Based on the views presented by the participants and as far as L1 is concerned, it could 

be argued that what plays a role in the participation of the students are: 

- Teachers do not accept using L1 by students which makes all classroom activities and 

interactions mainly dominated by the teacher, and thus subscribes to a teacher-

dominated transmission model which has a negative influence on the level of oral 

communication during the class. 

- Teachers do not accept the use of L1 by students, which impedes the teacher’s role as 

a source of motivation for the students to be engaged in communication inside the 

classroom by providing them opportunities to use the language in a communicative way 

in class that may increase their desire to be involved in communication. 

- Code switching between the target language and learners’ first language can be 

viewed as an effective tool or strategy in classroom interactions to enhance students’ 

participation and communication in the EFL classroom. 
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7.6 Conclusion 

This chapter presented the analysis of some oral communication issues in English 

classrooms in an attempt to identify and discuss them from the perspectives of both 

teachers and students. The factors were grouped under external factors. 

These external factors included classroom management, teacher’s role, teaching 

methods and code switching. The results of the analysis have indicated that the use of 

these factors appropriately taking into consideration the views of the students and their 

general preferences will have a positive role in promoting their willingness to 

communicate which ultimately leads to more successful academic achievements. So, 

the time allotted for each class is short when compared with the length of the 

curriculum. Moreover, the large number of students inside the single classroom 

prevents the teacher from having an opportunity to involve them in an activity. The 

teacher’s role is important in encouraging students to participate by providing 

opportunities, selecting the suitable teaching method and topic. The participants 

criticised teachers in general for the lack of these things. However, the teacher-

participants have fought back and attributed the lack of the use of teaching aids, not 

providing opportunities, students numbers and the choice of a particular teaching 

method are out of the teacher’s control; they are imposed on them by the allotted time 

for the lecture and the huge number of students registered in the single course. 

Otherwise, they expressed their wish to give opportunities for the students to 

participate, to use teaching aids and technology inside the classroom and to have a more 

interactive classroom environment. As far as the use of L1 was concerned, most of the 

student-participants appreciated the use of code switching inside the classroom in which 

Arabic is used beside English. They claimed that such a strategy helps them in 

understanding new items and resolving ambiguities. On the other hand, teacher-

participants have restricted the use of code switching to certain situations, for example, 

when learners cannot understand something in English either because of the new 

concepts or because of their low academic level. 
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However, the data showed that all parties (teachers, students, department, programme 

organizers, material designers, etc.) are involved in students’ willingness or 

unwillingness to communicate. Each party contributes to some extent regardless of 

whether their contribution is positive or negative.  
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Chapter Eight:  

Findings and Conclusion 

 

8.1 Introduction  

In this thesis, I have examined the factors that affect oral communication in EFL 

classrooms at City University in Kingdom of Saudi Arabia. The study investigated the 

nature of, and reasons for, the oral communication difficulties experienced in EFL 

classrooms in the university. These issues were addressed in terms of teaching and 

learning with the aim of improving the learning experiences of students on EFL courses 

at the university. 

For data collection, I used a triangulation method, a powerful technique that involves 

the application and combination of several research methods in investigating the same 

phenomenon. Moreover, it facilitates the validation of data through cross verification 

from two or more sources, capturing different dimensions of the same phenomenon. 

The data have been obtained through focus group discussions followed by individual 

interviews. The study included 33 participants, of which, 30 were students of English 

language, and three teachers from the department of English language. Focus groups 

and students' interviews were conducted in Arabic, the mother tongue of all 

participants, to allow them to speak freely without any difficulty that might arise from 

using a foreign language. For the interviews of the teachers, English was the medium as 

they are fluent speakers of English. For my data analysis, I adopted a modified 

grounded theory approach of data analysis. In doing this I worked iteratively with the 

data, which allowed the meanings to emerge from the data without external 

assumptions. 
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The main purpose of this study is to contribute to our knowledge and understanding of 

the factors that affect oral communication in EFL classrooms at the university and to 

contribute to increasing our understanding of students’ reticence to participate orally in 

EFL classrooms. The results of this study are intended to help to provide teachers, 

decision makers and course designers at the university with knowledge about teaching 

oral communication skills in EFL classrooms. 

The rest of this chapter presents the findings of the data presented in Chapters 6 and 7, 

based on the Focus group and Interviews. The findings are presented in relation to the 

research questions guiding the study (see Chapter 1 and below). This discussion is 

followed by an evaluation of the limitations of the study, the contribution of the study 

to knowledge in the field as well as to research. It also provides a discussion on what I 

have learned during the process of the research study. The chapter concludes with 

recommendations for curriculum policy and practice at the case study university and for 

future research in the field.  

8.2 Findings of the Study 

The main research question guiding this study is:  

How effectively is oral communication taught and learned in EFL classrooms at 

City University in KSA?  

This question is divided into the following sub-questions: 

- What are the students’ perceptions of the need to learn English? 

- What is the nature and extent of the difficulties to communicate that students 

experience in the English classroom? 

- Which aspects of teaching and learning do students most enjoy and learn from 

in EFL classrooms? 
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- What are the teachers’ perceptions of the levels of oral communication among 

students and teachers in English classrooms? 

- What are the main teaching challenges and opportunities presented to 

teachers in EFL classrooms? 

The next section summarizes the findings of this study in order to answer the above five 

questions. 

Research Question 1: What are the students’ perceptions of the need to learn English? 

This question was examined through Focus group and students’ interviews. The data 

revealed that there is a need to learn English for a number of reasons.  

First, it is the most important language in the modern world that connects people 

coming from different backgrounds and ethnicities. This view has been supported in the 

literature by a number of researchers such as Zughoul (2003) who describes English as 

the language of globalization, and Brutt-Griffler (2002) who describes it as the centre of 

international communications (see Chapter 2, Section: 2.2.3). 

Second, English is the language of contemporary science and technology; Kaplan 

(2000) argues that English is a basic requirement for research in science and technology 

as most of the scientific and technological information (85%) is written in English.  

Finally, English is an essential tool that supports people in general and participants in 

particular to secure a good job, which means that it facilitates their future career. 

Moreover, when they are employed, the participants stated that English is the skill that 

enables them to compete with other employees. These views are supported in the 

literature discussed earlier in this study. For instance, it has been stated by Suarez 

(2005) and McCormick (2013) that those who have a good command of English have 

better job chances and higher salaries than those who know little or no English (for 

more details, see Chapter 2, Section: 2.3.3). 
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Research Question 2: What is the nature and extent of the difficulties to communicate 

that students experience in the English classroom? 

The difficulties that students experience inside the English classrooms that hinder their 

willingness to communicate are attributed to a number of factors. Some of these factors 

are internal ones related to the students themselves, i.e., their behaviours and nature 

while other factors are external ones such as classroom management, teacher’s role and 

teaching methods. 

The internal factors that play a role in students’ willingness to communicate include: 

(1) language proficiency: they stated that their level of proficiency is low; they do not 

have a good inventory of vocabulary and knowledge and also have pronunciation 

problems. This perspective in line with the views of MacIntyre (1994) and MacIntyre 

and Charos (1996) on WTC in their argument that communicative self-confidence is a 

construct that consists of two dimensions: state anxiety and state perceived competence. 

State anxiety refers to the extent to which the learner is worried while engaged in 

speaking; such a state of worry can be caused by a number of factors such as negative 

past experiences; whereas state perceived competence refers to the way a person views 

his or her capacity to communicate at the time of speaking. This capacity may include 

having a sufficient amount of vocabulary, pronunciation fluency and knowledge which 

seems to be little in the participants’ linguistic repertoires, (see Chapter 3, Section: 

3.5.2.1 for more details). 

(2) motivation: they do not have a sufficient amount of motivation to learn or 

communicate; that teachers do not motivate them to communicate orally as they do not 

vary their styles and methods of teaching.  

The above idea of not having a sufficient amount of motivation from the teachers in the 

classroom could be related to the teacher dominated teaching methods that teachers 

used in the class. A more group-oriented approach with the teacher as an active 

facilitator would allow students to express themselves freely through social interaction. 
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This approach emphasizing the supporting role of the teacher in the learning process 

supports the Vygotskian concept of scaffolding and the ability to recognize the learners’ 

Zone of Proximal Development (ZPD). Such support will result positively in 

developing their mental processes and functions through shared collaboration with the 

teacher (for more discussions of ZPD and Vygotskian views, see Chapter 3, Section 

3.4.5.4 above).  

(3) culture: students fear committing errors because of the teacher and other students’ 

reaction which is in most cases, as they indicated, is negative.  

 Peer-group pressure has been supported in the literature by a number of studies, for 

example, Hamouda (2013) found that fear of making mistakes is one of the causes of 

students’ poor English proficiency, and Liu& Littlewood (1997) found that their 

participants avoided speaking English in front of classmates in order not to be 

criticized.  For more details of these studies see Chapter 4, Section 4.5. Based on the 

findings of their study, Liu and Littlewood (1997) argue that when students lack 

confidence, they avoid speaking English in front of classmates in order not to lose face. 

These findings concur with those of the present study. 

(4) confidence: a number of students indicated that their low self-confidence in 

communicating orally in English was due to the lack of practice and their fear of 

committing errors. The perception that lack of confidence leads to avoidance of 

participation was also emphasized by Liu and Littlewood (1997), and Hamouda (2013).  

(5) shyness: since academic activities are evaluated by teachers and other students, shy 

students, in particular, fear being negatively evaluated. As a result they do not have the 

desire to communicate especially in speaking classes, so the opportunity to participate 

or even to be looked at by the teacher is almost lost. Some of the participants linked 

their shyness to their academic low level, the large number of students in the classroom 

and their fear of negative evaluation.  
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External factors have also contributed negatively to students’ willingness to 

communicate. These include: 

 (1) classroom management: the class time and class size are the two factors that were 

emphasized by most of the participants. Both teachers and students have attributed 

students’ lack of participation to the limited time of the lecture with the large number of 

students in the classroom, and many things to be taught in a relatively short time to a 

large number of students. In such a situation, teachers do not have time to initiate oral 

communication; at the same time, students do not get the required time to think about 

some answers and even if this does happen, not all of them will get this opportunity.  

(2) teacher’s role: students have indicated that they do not have the desire to 

communicate because they are afraid of the teacher’s reaction if errors are committed. 

Teachers do not excuse students for errors which inhibit them from attempting to speak 

up in class.  

(3) teaching aids: students and teachers indicated that there is a lack of teaching aids 

being used inside the classroom. Students argue that such aids might encourage them to 

be engaged in oral communication; teachers attributed the lack of using teaching aids to 

the fact that they do not have enough time as they have a lot of things to be delivered to 

the students within the limited time of the lecture. This again refers to issues related to 

time available and the nature of the curriculum. 

(4) topic of discussion: most of the participants indicated their dissatisfaction with the 

topics being discussed by their teachers. They described them as uninteresting or boring 

either from their social and cultural background or from their personal points of view. 

Because of this, they have little motivation to be engaged in any form of 

communication.  

(5) teaching methods: teachers use the traditional diction style of teaching in which the 

teacher is the main source of learning and participation, and group work is mostly not 

paid any attention, a situation that contributes to students’ lack of gaining experience 
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and confidence in oral communication and their unwillingness to communicate. They 

frequently expressed their wish to have more discussions in order to improve their 

linguistic abilities (see also Motivation discussed above).  

(6) first language use and code switching: teacher-participants do not accept using L1 

(Arabic) by the students. In the literature, researchers are divided into two groups 

according to their findings about using code switching in teaching. First group views 

code switching as an essential tool that increases comprehensibility and without it 

communicative problems will arise (Edmondson, 2004; Kiranmayi, 2010). The second 

group recognises the usefulness of code switching, but put some restrictions on its use 

such as keeping it marginal not to affect the prominence of the target language 

(Modupeola, 2013) or to be restricted to particular students, those with low proficiency 

level (Malik, 2014). 

On the contrary to teachers’ views on the use of code switching, student-participants 

wish to use their L1 and to switch between English and Arabic because they believe 

that such a way of communication provides them an opportunity to be engaged in 

conversation. This idea agrees with the findings of a number of the previous studies 

such as Kasperczyk (2005), Ahmad (2009), Al-Nofaie (2010) and Alenezi (2010). For 

more details of these studies and other ones related to the use of code switching, see 

Chapter 4, Section, 4.6.3 above. 

Research Question 3: Which aspects of teaching and learning do students most enjoy 

and learn from in EFL classrooms? 

Attracting students’ interests and making them enjoy learning is an essential factor in 

the teaching process. Regarding the aspects of teaching that are enjoyable to students, 

the data of this study have indicated that teaching aids are helpful and enjoyable 

especially the involvement of technology in the teaching style of the teacher. Choice of 

topics for discussion is also an important element. They emphasized their wish for 

topics that attract their interest such as those related to real life or to Saudi culture. 

Moreover, discussion and working in groups seem to be preferred by the students 
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because, as the data revealed, it helps them overcome many of the problems they face 

and as a result their communication skills would be improved. In this case, it is the 

learner-centered models of teaching L2 that students prefer rather than those dominated 

by the teacher. Participants expressed their wish to be engaged in extra-curricular 

activities that offer them a good exposure to the target language. Finally, they 

emphasized the role of the teacher in motivating them to be engaged in communication, 

accepting their mistakes and providing them equal opportunities to communicate 

instead of focusing on a selected group whose academic level is relatively good.  

Research Question 4: What are the teachers’ perceptions of the levels of oral 

communication among students and teachers in English classrooms? 

Based on the individual interviews with the teacher-participants, the data revealed that 

the students’ level of oral communication in English classroom is generally low. They 

attributed such weakness to a number of internal and external factors including 

students’ social and cultural backgrounds that cause them to feel shy, or fear of being 

negatively evaluated or committing errors in front of other students. Teachers linked 

students’ low level to the limited time of the lecture and huge number of students in the 

classroom. 

Research Question 5: What are the main teaching challenges and opportunities 

presented to teachers in EFL classrooms? 

Looking at the challenges and opportunities presented to teachers in EFL classrooms, 

the data revealed that the biggest challenge is the proficiency level of the students. The 

three teacher-participants indicated that the students’ level is generally low; this was 

evident from their linguistic background and their lack of vocabulary, a reason that 

hinders their willingness to participate and also prevents them from being engaged in 

any discussions in the classroom. Another challenge encountered by the teachers is the 

students’ beliefs that are rooted in their culture. For instance, they believe that it is not 

good to be seen as hard working by their peers inside the classroom; the social distance 

that exists between the student and the teacher; students’ fear of committing errors and 
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lack of confidence. All these contribute negatively to students’ willingness to 

communicate and therefore pose a challenge to teachers in EFL classrooms. The roles 

of language proficiency and lack of confidence in students’ WTC have been discussed 

in a number of studies, for instance, Zhou (2013), Hamouda (2013), Abu Alyan (2013) 

and Liu and Littlewood (1997), (see Chapter 4, Sections 4.5-5). Moreover, social 

distance that exists between the teacher and the students can be connected to 

Schumann’s (1986) views on the role of social distance in learners’ group which results 

in learners’ unwillingness to learn the target language, see Chapter 3, Section 3.5.1.  

Another challenge comes from the limited time allotted to each class, the large number 

of students registered in each section and the nature of the course that requires a lot of 

things to be done in a relatively short time. Teachers argue that these challenges make it 

difficult for them, if impossible, to employ class activities and group discussions which, 

in turn, affect students’ willingness to communicate negatively. It seems that the 

curriculum is overloaded for which the allotted time for each lecture is not enough for 

the teacher to get all the students involved in classroom discussions and other activities. 

Both teachers and students have nothing to do with this. It is the concerned department 

that has to think about ways of overcoming such a difficulty that negatively affects the 

performance of the teachers as well as the academic achievements of the students. 

Being dominated by an overloaded curriculum, the main concern and focus of the 

teacher will be on completing the curriculum in the specified time without failure which 

results in downplaying the students’ inclusion in the various class activities. On the 

other hand, students will be the first to suffer from the overloaded curriculum as they 

will not be given enough time to play a role in class activities or even have a time to be 

listened to by the teacher. In this way, their communicative abilities and chances to 

practice the target language will be minimized. Missing such opportunities would result 

in low academic achievements and no language fluency especially the communicative 

one. Similar to this finding is reported by Majoni (2017), see Chapter 4, Section, 4.6.1 

for more discussion of the overloaded curriculum.     
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8.3 Contribution of the Study 

8.3.1 Contribution to Knowledge in the Field 

The present study confirms the views of Vygotsky (1978) in his sociocultural theory on 

learning. According to Vygotsky, learning collaboratively with others shapes 

development and is mutually created by the participants in an organized dialogue in 

which one participant, the teacher or a more capable peer, helps in the learning of 

another participant, the less able one, by making a scaffold in which the learner gets an 

opportunity to progress to a higher level of ability than his/her own. 

Whether a second language or a foreign language, the goal is to facilitate 

communication and understanding between people whose cultural and linguistic 

backgrounds are different. The EFL context is no exception in the sense that the main 

aim of the students is to achieve academic goals for which communication is a decisive 

factor. Therefore, improving communication skills is very important for all EFL 

students as it provides them with fluency and ultimately success in their academic life. 

Thus, this study’s research into what makes students (un)willing to communicate 

contributes to the broad field of second language acquisition. Once what hinders or 

facilitates communication is pointed out, dealing with them would be easy and 

controllable to some extent. The focus of the study on in-class oral communication 

among Higher Education students in a university in Saudi Arabia is a unique 

contribution. To my knowledge there has not been any study conducted in this 

particular area especially one that takes account of Vygotsky’s social interactionist 

theory.  

The present study focuses on what plays a role in students’ un/willingness to 

communicate inside the English classroom. The findings of this study obtained using 

qualitative methods stressed the importance of cultural value as a prominent aspect that 

inspires Saudi EFL students’ WTC in English classrooms. Based on the analysis of the 

data obtained from Focus Groups and individual interviews, it highlights the fact that 

that cultural beliefs influence the decision the students make to speak inside the 
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classroom. In this respect, Peng & Woodrow (2010) state that cultural beliefs may 

influence students’ WTC through decreasing or increasing their self-confidence. 

Moreover, Hamouda (2013) found that fear of making mistakes, among other reasons, 

was the cause of students’ poor English proficiency, (see Chapter 4, Section 4.4).  

Krashen (1982) in his ‘affective filter hypothesis’ concludes that the important affective 

variables supporting second language acquisition include a low-anxiety learning 

environment, learners’ motivation to learn the language, learners’ self-confidence and 

self-esteem, see Chapter 3, Section 3.4.3.5. Low-anxiety is also implied in Schumann’s 

(1986) notion of Cohesiveness which states that if the learners group is cohesive having 

tie bonds and strong relations, their relationships with target language group will be less 

and will tend to be separate from them (see Chapter 3, Section 3.5.1).  Krashen’s and 

Schumann’s ideas are confirmed by the results of this study as it has been found that 

students’ desire to communicate depends, in many instances, on the characteristics of 

the person who wants to speak and with whom he/she is going to speak, whether a 

teacher or a peer. Unlike when communicating with the teacher, when a student 

communicates with his/her peer the fear of committing errors and shyness would be less 

and they would be more confident speaking than when speaking to their teachers. Even 

speaking to a foreign teacher is easier for the students than speaking to an Arab teacher 

(see Chapter 6, Section 6.1-3). 

In addition, the study shows that the teaching practices, the nature of the course, the 

class size, the students’ number and the classroom management, in general, have an 

impact on students’ desire to communicate. To my knowledge these issues have not yet 

received full attention by scholars focusing on teaching and learning in EFL classrooms 

in HE in Saudi Arabia. These issues are discussed further in the following section. 

8.3.2 Contribution to Research 

The present study investigates oral communication aspects between Saudi EFL students 

and their teachers in English classrooms because oral communication is the most 

difficult area for Saudi learners of English as they have fewer opportunities to practice 
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the language. It is a skill that requires practice without which learners remain unable to 

use the target language in real situations. However, the focus of the study has been on 

the variables that impact students’ desire to be engaged in communication inside the 

classroom, so it aimed at finding out what encourages them to communicate and what 

hinders them from doing so. Thus, oral communication is an issue that always has been 

a problematic one for all foreign language learners in general, and English language 

learners in Saudi Arabia in particular. More specifically, this study is an attempt to 

investigate and establish relationships between variables elicited from the data and 

Saudi students’ willingness to communicate in English classrooms at university level.  

This study confirms other studies in a number of its findings. For instance, in 

participants’ views on the importance of learning English language as a requirement in 

modern world, it agrees with the findings of Zughoul (2003) and Brutt-Griffler (2002). 

In viewing English as the language of today’s science and technology, the study agrees 

with Kaplan’s (2000) study but opposes the findings of Samra (2000) who concluded 

that there is a contradiction in Middle Eastern societies where there is a strong political 

and cultural hostility towards the West and the recognition of the importance of English 

as the language of science and technology (see Chapter 4, Section 4 above). 

Participants’ views on English as a tool to secure a good job was confirmed by the 

study of Suarez (2005). As for language proficiency, this study confirms the views of 

MacIntyre (1994) and MacIntyre and Charos (1996) that learners have to have a 

sufficient amount of vocabulary, pronunciation fluency and knowledge in order to 

proceed in developing their competence in the target language; in addition to this, it 

confirms the results of many previous studies (such as, Rabab’ah, 2005; Thaher, 2005; 

Al-Saidat, 2010; Abu Alyan, 2013; Hamouda, 2013 and Zhou, 2013). 

Moreover, being not motivated by their teachers supports the Vygotskian views of 

scaffolding in which he emphasized the role of the teacher as he or she is the one who 

can recognize the learners’ ZPD and, as a result, the teacher attempts to encourage 

students’ independent learning (see Chapter 3, Section 3.4.6), and similarly confirms 

the findings of Gardner et al’s. (1979) study. Furthermore, it confirms the studies of 

Hamouda (2013) and Liu& Littlewood (1997) in the idea of fear of making mistakes in 
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front of classmates in order not to be criticized and their low self-confidence. As a 

result, they avoid speaking English in front of classmates in order not to lose face. 

Regarding self-confidence, it also agrees with the findings of the studies of Hamouda 

(2013) and Dawit and Demis (2015). The participants of this study indicated their fear 

of being negatively evaluated which causes them shyness; such a feeling was somehow 

implied in Krashen’s (1982) ‘affective filter hypothesis’ and the psychological variable 

‘language shock’ of Schumann (1986). Moreover, in this respect, it confirms the 

findings of the following studies discussed in Chapter 4, Section 4.6.4: Chu (2008); 

Subasi (2010) and Mohammadian (2013).  

The findings of the study related to the external factors discussed above also confirmed 

the previous studies in a number of aspects. For instance, in the classroom management 

including the time and the number of students in each classroom was implied in 

Krashen’s (1982) ‘the monitor hypothesis’ as he included the necessity of providing 

sufficient time for students in order to learn. As far as time and size are concerned, the 

study agrees with the results of the studies of Hamouda (2013), Chau (1996), Abu 

Alyan (2013) and Al-Seghayer (2014), see Chapter 4, Section 4.6.1. Inside the 

classroom, there is a lack of using teaching aids, a fact emphasised by the participants 

of this study, which is similar to the findings of Al-Seghayer’s (2014) who states that 

such aids are not considered by teachers. Furthermore, what is taught, and, how it is 

taught, inside English classrooms was indicated by the participants of this study. This 

refers to the topic of discussion and the teaching method. As for the topic of discussion, 

the findings of this study support Schumann’s (1986) notion of ‘preservation’ in which 

he emphasised that the learner group may reject the lifestyle and values of the target 

language group. The results of this study show that certain topics discussed by the 

teacher are not welcomed by the students and they prefer certain topics that relate to 

their style and cultural values, for more discussion of Schumann’s (1986) model see 

Chapter 3, Section 3.5.1. The teaching style of most teachers is found to be the 

traditional diction style in which the teacher is the main source of learning and 

participation, and group work is mostly not paid any attention which confirms Al-

Seghayer’s (2014) study who noticed that the methods most employed in teaching 



209 

 

English in KSA are centered on the audio-lingual method followed by the grammar 

translation method (see Chapter 4, Section 4.6.1).Such a teaching style was rejected by 

the majority of the participants of this study. This finding contradicts the essentialist 

views of teaching in which the teacher is the cornerstone and the most important person 

in the process of learning and the most knowledgeable one in the classroom (Simon, 

2003), see Chapter 4, Section 4.2.1.2 for more details. Instead, the views of the 

participants favoured the Constructivist approach based on Vygotsky’s constructivist 

theory of language acquisition in which learners’ involvement in the processes of 

teaching and learning is emphasized. Finally, the participants’ views on code switching 

to their L1 as a useful teaching technique, discussed in Chapter 4, Section 4.6.3, 

confirms the findings of a number of studies including Edmondson (2004); Unamuno 

(2008); Ahmad (2009); Al-Nofaie (2010); Kiranmayi (2010); Alenezi (2010); 

Modupeola (2013) and Malik (2014). 

The concept of willingness to communicate refers to the tendency of an individual to 

initiate communication when free to do so (McCroskey and Richmond, 1987, 1990). 

The concept could include communication in written forms, but this study focused on 

face-to-face communication or, more specifically, oral communication in EFL 

classrooms. The results of this study provide further evidence to confirm that WTC is a 

useful construct for accounting for EFL students’ oral communication. They also 

demonstrate that motivational as well as other variables relate to the WTC and the 

linguistic behaviour of Saudi EFL students. As for participants’ views on motivation as 

an effective possession for learning a second language, it goes in line with Krashen’s 

(1982) ‘affective filter hypothesis’ which implied learners’ motivation is an important 

affective variable supporting second language acquisition. Similarly, it supports the 

Vygotskian views of scaffolding in which he emphasised the role of the teacher as he or 

she is the one who can recognize the learners’ ZPD and, as a result, the teacher attempts 

to encourage students’ independent learning, see Chapter 3, Section 3.4.5.4. 

Furthermore, it confirms the results of the study of Gardner et al. (1979) whose results 

show that Canadian students with integrative motivation were more successful in 
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improving their communication skills than those who joined the programme without 

such motivation.  

Furthermore, it could be argued that in the Saudi context of research speaking is not 

paid enough attention, if not completely neglected at both school and university levels. 

This study is an attempt to bridge this gap. In addition, it forms the basis for and 

suggests new avenues for further research that may contribute to theories of EFL 

learning in higher education.  This will be discuss further later in Section 8.8. 

8.4 Limitations of the Study 

Adopting the qualitative approach in data collection is fruitful as it has many strengths 

but there are also some limitations. For example, the findings may not be generalized to 

other universities in Saudi Arabia as the sample of this study is a purposive one and its 

size is relatively small. In other words, the sample is not large enough to make 

conclusions about the phenomenon being investigated countrywide. Moreover, the 

sample is restricted to male-participants; no female-participants, teachers, or students, 

were included due to Saudi society culture and norms of gender segregation. It may be 

that hearing the voices of female students and teachers could have provided a different 

set of insights into oral communication in the EFL classroom. 

8.5 What have I learned in the process of doing the research? 

Doing research is not an easy undertaking as it would appear at first. It involves a 

dedication that requires time and effort. A PhD project requires more time than any 

other research required for other university degrees. It has its joys and happiness, on the 

one hand, and stress and frustration on the other. I was encouraged when I felt that I had 

achieved something in any stage of the study. At the same time, repeated difficulties in 

the collection or analysis of the data or writing up the thesis caused me frustration. For 

example, during data collection, the Focus Group members were supposed to be eight 

in each group, but I was forced to reduce it to six because of the participants’ other 

engagements in addition to the excuses I received from some teachers and the head of 
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the department. Moreover, data were collected in Arabic and translated into English, a 

fact that cost me a lot of time and effort. Another difficulty was in the analysis of the 

data especially in eliciting the common themes from the data, but my supervisor helped 

me a lot in this regard and helped me realize that the process is multi-levelled; this 

encouraged me to revise the data more than one time. Not being a native speaker of 

English made my writing task difficult. My supervisor played an essential role in 

developing and improving my research and writing style. After each meeting with her, I 

learned something. At the very beginning I felt that it was very difficult or even not 

possible for me to undertake such a big academic task, but with her guidance and help, 

day-by-day it became possible.  

Another side of my research that I cannot neglect when talking about stress and 

frustration is the collection of data. I spent a lot of time organizing the Focus Group 

sessions and the subsequent individual interviews. More than once we postponed the 

time of the sessions or change the date of an interview. However, after discussion with 

a number of my friends who did similar data collection, I found that my experience was 

in many ways similar to theirs. Now I have gained that experience and learned how to 

deal with different types of participants. It will help me in the future in conducting 

similar studies. Moreover, having completed this research work, I have gained a 

considerable amount of knowledge in how the research process works including 

choosing the appropriate data collection method and how to elicit common themes from 

the data. I have learned that reading about theories and reviewing literature enriches my 

academic repertoire and showed me where I am in this field, i.e. what I know and what 

I do not. However, based on the experience I gained, I may also use the quantitative 

method of data collection in order to compare the method of working with statistical 

information and figures with the qualitative one.  

8.6 Recommendations for Curriculum Policy and Practice at the Case Study 

University 

These recommendations are based on the findings of the data analysed in chapters six 

and seven above. The role of the EFL teacher is vital in helping students develop and 
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improve their linguistic competence and attain successful achievement in their courses. 

This could be enhanced by taking into consideration students’ academic needs and 

paying attention to all types of students inside the classroom regardless of their 

academic levels instead of focusing on a particular group, usually those with a good 

academic level. Teachers need to provide advice and learning experiences that 

contribute in making them independent learners. In addition, teachers are recommended 

to choose a more critical approach that suits all students in which new ways of learning 

are gradually introduced such as group work, relevant topic, switching to learners’ L1 

when necessary, taking into consideration students’ level of proficiency in which low-

level ones are encouraged to participate and are motivated, using teaching aids and 

involving technology in various forms in their classes making the learning atmosphere 

more interactive. Teachers are supposed to have the above features, qualities and 

techniques in order to make their task effective inside the classrooms. This 

recommendation supports the roles of the teacher listed by Spratt, Pulverness and 

Williams (2005, p. 145) who listed eight different roles to be played by the teacher 

inside the classroom including: planner, informer, manager, monitor, involver, 

parent/friend, diagnostician and resource. More to the point, Kumaravadivelu (2003, pp. 

5-17; 2008) expanded the roles of the teacher to include inside and outside the 

classroom environment. It is essential that teachers should have perfect teaching 

performance in order to be qualified. In order to be so, the institution they work for 

should provide training and educational programmes that are essential for effective 

teaching practice.  

As for the department and curriculum, authorities need to revise the length of the 

curriculum in relation to the teaching time available, and the number of lectures as well 

as choosing discussion topics that are in line with students’ interests and culture. 

Furthermore, the number of students in each classroom need to be looked at in 

collaboration with the registration deanship in order to reduce the number of students to 

registered in each group or class in order to provide students with the possibility to have 

an interactive learning environment in which each student would have the chance to 

interact orally with the teacher and students. In addition to this, extra-curricular 
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activities should not be neglected as they provide more exposure to the target language 

in a friendly atmosphere. The department needs to provide regular in-service training 

sessions and courses for the teachers in which suitable teaching approaches are 

introduced. These courses would improve teachers’ teaching confidence and increase 

positive attitudes towards teaching and learning. In this regard, Murdoch (1994) 

proposed that teacher-training programmes should focus on those activities that advance 

the trainees’ pedagogical skills and their language competencies. As for the curriculum, 

he suggested that it is necessary to increase the study hours of language courses in the 

curriculum by cutting off the study hours of other subjects such as Educational 

Psychology and Principles of Education. 

In addition to conducting in-service training sessions, the department is recommended 

to supervise and monitor the in-service language teachers whether native or non-native 

speakers of the language they teach. The importance of supervising both native and 

non-native speaking in-service language teachers has also been emphasised in the 

literature by Baily (2006, p. 267-313). 

8.7 Recommendations for Further Research 

While this study has provided evidence to answer the specific questions it set out to 

investigate, a number of related areas worth investigation could be researched further.  

First, in order to generalize the results, it is important to investigate other similar 

institutions, so that the results can be compared to the findings of this study. In this 

regard, the research in this area will be enriched by having a large scale view of the 

nature of the WTC phenomenon. As such, more research is required in similar 

institutions. 

Second, this study has focused on oral communication. Written communication aspects 

in which students are (un)willing to communicate in English also need to be 

investigated in Higher education in KSA to enable a comparison to be made between 
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the variables that play a role in oral communication and those in written 

communication. 

Third, this study has dealt with participants of the same kind, as far as gender is 

concerned, female-participants’ views and opinions are important to be investigated. 

Different views and variables might emerge in these studies to those of the male-

participants. Together, the similarities and differences amongst the two gender groups 

could help to inform course and curriculum designers. 

Finally, a similar study could be conducted on the same participants outside the 

classroom. Such a study could provide findings and variables that have nothing to do 

with the academic atmosphere in general and the classroom in particular, and may raise 

different issues. 

8.8 Conclusion 

This study is an attempt to examine systematically the factors that affect oral 

communication in English as Foreign Language classrooms at City University in the 

Kingdom of Saudi Arabia. The focus of the study was on the oral communication 

difficulties in EFL classrooms and the reasons behind them in an attempt to address 

them in terms of teaching and learning in order to improve the experiences of students 

in learning EFL courses at the university.  

The analysis of the data has shown the participants’ views on learning and teaching 

English as a foreign language at university level in Saudi Arabia. They have indicated 

positive views about the importance of English language in their life in which it 

increases the opportunity to get a job and the way it connects people across the world; 

such a finding supports the argument that English is a global language that serves as a 

world lingua franca. The factors that affect participants’ WTC were of two types: 

external and internal. However, the results of the study show that students’ 

unwillingness to communicate originated from their cultural beliefs including fear of 

making mistakes especially in front of other students, their low proficiency level, not 
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being sufficiently motivated, the classroom environment in which allotted time and the 

huge number of students in each class were criticised by the students as well as the 

teachers. The participants were also critical of the teaching styles of most of the 

teachers and described their styles as traditional, boring and not contributing to 

developing their fluency or WTC. They criticised the teacher-dominated approaches 

and indicated their preference for the adoption of learner-centered teaching approaches. 

In addition, they emphasized the importance of using their L1 along with English 

through code switching in certain situations.  

Furthermore, the results of the study support the major theories in the field such as the 

views of MacIntyre (1994) and MacIntyre and Charos (1996) on WTC. Moreover, the 

results confirm the views of Vygotsky (1978) in his sociocultural theory on learning, 

Shumann’s (1986) model of acculturation especially ‘social distance’ and ‘preservation’ 

and Krashen’s (1982) ‘affective filter hypothesis’ and ‘the monitor hypothesis’. 

The results of the study also show that the above variables are predictors of students’ 

WTC in Saudi Arabia as represented by the study participants. Thus, controlling these 

variables will improve students’ desire to be engaged in oral communication and as a 

result their academic achievements. In addition, the results, it is hoped, would help to 

provide teachers, decision makers and course designers with knowledge about teaching 

oral communication skills in EFL classrooms which will, in turn, contribute to 

improving the whole English language teaching approach across the country. With 

whom to start or whose responsibility is this? Whilst all parties (teachers, students, 

department, programme organizers, material designers, etc.) are involved in students’ 

willingness or unwillingness to communicate, it is the responsibility of the institution 

and teachers to initiate change towards a more social interactionist approach to the 

teaching of English as a Foreign Language. This would entail decreasing class sizes, 

reforming the curriculum and making suitable teaching materials available. The key to 

initiate change amongst teachers would be a systematically organized continuous 

professional development programme suited to the needs of teachers and students. 
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Appendices: 

Appendix I: Focus Group Sample: Focus Group 3 

 

 المجموعة الثالثة للفوكس قروب

 

 

اهي  همة؟ ولماذا؟م ل هي م ؟ ه ة نظرك  R: أهمية دراسة اللغة الإنجليزية من وجه

ة نظري دراسة اللغة  أهمية اللغة الإنجليزية تختلف من شخص لآخر لكن من وجه أعتقد أن 
ة من جميع النواحي أما في الجوانب الحياتية أو الوظيفية،  هم الإنجليزية في هذا الوقت م

الآن تتطلب أن يكون لديك شهادة ولو متوسطة في اللغة خاصه أن الجوانب الوظيفية 
ها التدريس.  الإنجليزية في شتى الوظائف ومن

:FG3-2 

 R: هل هناك أسباب أخرى؟

أوافق باعتبار أن اللغة الإنجليزية صارت تعتبر اللغة الأولى في العالم وأصبحنا مجبرين 
ها  بشكل أفضل. على هذه اللغة كمتطلب لسوق العمل، فالواجب أن ندرس

:FG3-3  

ها  ها حتى لو لم تكن متطلب في الوظيفة قد يستخدم بعض الطلاب لديه ميول للغة فيدرس
 لأغراض سياحية )السفر(.

:FG3-4  

  FG3-3: اللغة تعتبر لغة العلم.

هل تعتقدون أنه لو كان التواصل داخل الفصول باللغة العربية سيكن أسهل لو كان بين 
ل هو أكثر فعالية؟الطلاب في تعليم  ؟ ه  اللغة الإنجليزية

:R 

اعتقد أن استخدام اللغة العربية داخل فصول اللغة الإنجليزية يسهل عملية التواصل الشفهي 
والمناقشة، مثلا لو كان لدينا مناقشه عن الصيد هل توافق أو تخالف؟ أتوقع أن النقاش راح 

التواصل الشفهي باللغة الإنجليزية، لأنه  يكون فعال لو أستخدم اللغة العربية كوسيلة لتسهيل
ها باللغة الإنجليزية لضعف الكلمات  قد يكون لدي أسباب كثيره ولكن لا أستطيع التعبير عن

ها، وضعف المستوى في اللغة.  التي أملك

:FG3-2  

ها طريقة جيده؟  R: هل ترى أن

على اللغة الإنجليزية وراح لتطوير اللغة الإنجليزية أبدا خطأ لان اللغة العربية راح تؤثر 
تقلل من حصيلة الكلمات الإنجليزية لدي، وأيضا طريقة تركيب الجمل والكلمات في اللغة 

 العربية يختلف عن اللغة الإنجليزية.

:FG3-2  

من رأيي في عملية زيادة الفاعلية أرى أنه جيد استخدام اللغة العربية ولكن في مجال تطوير 
 صلح.اللغة الإنجليزية لا ت

:FG3-1  
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كيف يتم تنظم الدروس؟ هل العمل يتم داخل المجموعات؟ أم هل الاعتماد الأكبر يكون على 
؟ هل الإجابات بشكل فردي أم جماعي داخل الفصل؟  المعلم يلقي فقط

:R 

تختلف من معلم لآخر البعض يستخدم أسلوب المجموعات والبعض الآخر يستخدم الأسلوب 
للمعلمين العرب فهم يستخدمون فقط أسلوب الإلقاء عكس الأجانب فهم الفردي، بالنسبة 

 منوعين في الطرق.

:FG3-4  

 R: هل تتم المناقشات داخل فصول اللغة الإنجليزية بشكل كبير؟

  FG3-3: لا تتم بشكل مرضي أبدا إن وجدت فهي نادرة لضيق الوقت.

  FG3-2: الالتزام بالمنهج يعتبر عائق لوجود المناقشات.

همة ومفيدة؟  R: هل ترون أن المناقشات الصفية م

ه جداً لا نها تزيد من الدافعية لدينا للمشاركة  هم المناقشات داخل فصول اللغة الإنجليزية م
 والتواصل الشفهي باللغة الإنجليزية والتعلم من المحاولة والخطأ.

:FG3-3  

أهم ة نظري  إتاحة التواصل الشفهي والمناقشة من قبل المعلم  من الالتزام بالمنهج من وجه
ها التغذية الراجعة كبيرة.  لأن في

:FG3-2  

ة هل تستخدم اللغتين العربية والانجليزية أم لغة واحده؟  R: داخل فصول اللغة الإنجليزي

  FG3-1: قليل غالب الأمر التحدث يكون باللغة الإنجليزية.

 R: العربية؟هل ترى أنه جيد أنه لا يستخدم اللغة 

  FG3-1: نعم جيد للطلاب في تطوير اللغة الإنجليزية.

ضعف المستوى الأكاديمي للطلاب وخاصة في نطق الكلمات عائق من عوائق المناقشات 
 والتواصل الشفهي باللغة الإنجليزية.

:FG3-6  

ة داخل الفصول الإنجليزية؟  R: ماهي أنواع الوسائل التعليمية المستخدم

الكتب المقررة أيضا أحيانا تستخدم السبورة والقليل جدا ما يستخدم الكمبيوتر أو عادة 
 البروجكتر.

:FG3-3  

م هذه الوسائل في النقاشات؟  R: هل تستخد

في الشرح فقط يتم استخدام البروجكتر وهي نادرة جدا أما النقاشات فهي تتم بشكل عادي 
 وتقليدي جدا.

:FG3-3  

الوسائل التعليمية تساعد في تسهيل التواصل بين الطالب والمعلم إلى أي مدى ترون أن 
 والطلاب مع بعضهم؟

:R 

ة، لأن بعض المعلمين يرى بأنه المقرر الدراسي غير كافي لتطوير عقل الطالب في  هم نعم م
 هذا المجال فيقرر كتاب خارجي ويأمرك بالقراءة ويتم المناقشة عنه.

:FG3-4  

هم ة جداً في تسهيل التواصل الشفهي بين الطالب والمعلم والطلاب مع الوسائل التعليمية م :FG3-3  
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 بعضهم وكذلك تزيد من رغبتنا في المشاركة داخل الفصول الدراسية باللغة الإنجليزية.

 R: ما لأمور التي تساعد على التواصل الشفوي داخل الفصل؟

اللغة الإنجليزية المعلم إذا كان من الأمور التي تساعد على التواصل الشفهي داخل الفصول 
صاحب قدرة على تحمل الخطأ وتقبله للخطأ المتكررة، بالإضافة لوعي الطلاب ومعرفتهم 

 أن الخطأ وارد وليس أمر مخجل.

:FG3-2  

بالإضافة إلى أن المعلم لابد أن -إذا كن كافي-الوقت له دور أيضا بالإضافة للسابق ذكره 
مهم مهم لدينا كون تواصلك الشفهي  يوضح للطلاب أنه ليس ال ا هو  هذا المنهج الطويل بقدر م

 صحيح وتواصلك الكتابي أيضا يكون صحيح.

:FG3-3  

  FG3-1: لابد إتاحة الفرصة للجميع في التحدث.

 FG3-2: من الممكن لو وجد برامج لاصفيه مثلا: أندية تساعد في تطوير تواصلي.

 R: الدراسي؟ماهي قيود التواصل الشفهي في الفصل 

  FG3-1: المنهج الضخم.

 FG3-2: عدد الطلاب داخل الفصل. 

من الأمور التي تعيق التواصل الشفهي في نظري عدم وعي الطلاب بأن هناك مجال للخطأ. 
 هو خجل الطلاب من الخطأ وعدم إعطاء الطلاب فرصة من قبل المعلم.

:FG3-3  

  FG3-5: الطلاب(.العدد لا يعتبر عائق بل مقبول )عدد 

من الأمور التي تعيق التواصل الشفهي داخل الفصل هو طول المنهج الدراسي وضيق وقت 
 المحاضرة.

:FG3-3  

هل يختلف المتحدث لوكان عربي أم أجنبي صديقك أم غريب في تسهيل التواصل الشفهي 
 باللغة الإنجليزية؟

:R 

مع العربي لغته الثانية هنا يصعب  التواصل مع صاحب اللغة الأصلي يختلف عن التحدث
 التحدث مع العربي ويصبح هناك تكلف في اختيار المصطلحات معه.

:FG3-3  

ة نظرك  اهي وجه ها المعلم في معظم دروسه وم اهي أنواع أساليب التدريس التي يستخدم م
 حول أساليب التدريس المستخدمة حاليا؟

:R 

10. 
تكون فعالة في بعض المواد ولكن غير فعالة في غالب المعلم يستخدم أسلوب الإلقاء، وقد 

 المواد وخاصة في تدريس التواصل الشفهي.
:FG3-3  

هارات التحدث برأيك؟ اهي الطريقة المناسبة لتنمية م  R: م

  FG3-3: الطريقة التفاعلية القائمة على الأنشطة مما يزيد دافع الطالب للتفاعل والتحدث.

الروتينية وهي الإلقاء الأفضل يكون هناك تنوع ليزيد من تحفيز المعلم يستخدم الطريقة 
الطلاب على المشاركة والتواصل الشفهي بدلا عن الإلقاء. أفضل طريقة السؤال والنقاش في 

:FG3-2  
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 التعليم عوضا عن ذلك.

ة نظرك ما هو الدور الذي يقوم به المعلم في تحفيز الطلاب على المشاركة في  من وجه
ما مدىذلك في تجربتك؟تحدث الل  غة الإنجليزية داخل الفصل؟ و

:R 

المعلم حقيقة هو المحفز الأول برأيي، بدلا من البعد عن التواصل مع الطلبة وعدم مراعاة 
زهم.  مستوياتهم الأكاديمية في اللغة يجب علية تحفي

:FG3-2  

أهمية إتاحة الفرص بالتساوي بين الطلبة   .الجميع اتفق على 

رأيكم بما هو حاصل الآن من دور للمعلم هل هو محفز وقادر على زيادة الدافعية وتتيح ما 
 الفرص أم لا؟

:R 

بشكل عام المعلم غير محفز وغير مهتم بزيادة الدافعية لدينا مما يؤدي إلى عدم رغبتنا في 
ن هم عكس ذلك.   المشاركة والتواصل الشفهي داخل الفصل وقلة م

:FG3-1  

مستوى كفاءة الطلاب في اللغة الإنجليزية قادر على تحفيز قدرتهم ورغبتهم في  إلى أي مدى
 التواصل الشفهي؟

:R 

مستوى الطلاب في اللغة الإنجليزية يعتبر أحيانا حافز للتواصل مع الجميع ولكن هنا 
 المستوى العالي من الكفاءة يحتاج إلى كفاءه عالية من المعلمين فهناك ضعف في الأسلوب.

:FG3-3  

ة  ليس كل معلم صاحب مستوى عالي في اللغة قادره على التواصل الجيد أو إيصال المعلوم
 بالشكل الصحيح.

:FG3-2  

قد يكون الطالب ذو مستوى متوسط في الكفاءة ولكن الخجل والخوف يعيقان تواصله وكذلك 
 عدم إتاحة الفرصة.

:FG3-1  

ة بين رغبة الطالب في   R: التواصل وطبيعة الموضوع قيد المناقشة؟  ما رأيك في العلاق

اهتمامات الطالب الفعلية مقارنة  المواضيع المتواجدة في المقرر الدراسي لا تصب في 
همة للطلاب كالرياضة وغيرها.  بغيرها من الموضوعات الم

:FG3-3  

  FG3-2: نحتاج الدروس أن تصبح أكثر واقعية وأكثر استخداما في الحياة الواقعية.

اهي المواضيع الأخرى التي تحفز المناقشة؟  R: م

المواضيع التي تحفز على المناقشة المواضيع التي تهم الشباب في ها السن أو تهم المجتمع 
 التقنية وغيرها الكثير.-مثلا الرياضة

:FG3-3  

حيث أن الهدف من المواضيع محط الدراسة هو التطوير للكلمات وليس  FG3-2 لا أوافق
ها  المساعدة على المناقشة في المستقبل. هدف

:FG3-6  

ل هل هي مفيدة له مستقبلا أم لا؟  أهمية المواضيع للطالب في المستقب أنا اقصد من حديثي هو 
س هو في التقليل من شأن المواضيع الحالية أو القول إنها غير مفيدة.  ولي

:FG3-2  

ا يساعدك في تحسين المحادثة ما الذي يعجبك في البرنامج الدراسي؟  فيما يتعلق بم
 والاستماع في اللغة الإنجليزية؟

:R 
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  FG3-1: المنهج ككل ليس مفيد باستثناء المواضيع التي قد تعجب بعض الطلاب.

بأن المنهج غير ملائم بل أجد انني استفدت منه الكثير في المناقشة  FG3-1 اختلف مع
 والحديث مع الناس.

:FG3-4  

 R: البرنامج؟ ما المقترح لتطوير

  FG3-2: ورش عمل.

مهم تطوير المعلمين في جانب التواصل وأساليب التدريس عن طريق مثلا دورات لتعديل 
 الأساليب بالإضافة إلى إضافة مادة تساعد على النقاش بحريه وحوار

:FG3-3  

ه التلميذ على أرض الواقع من خلال الاحتكاك  محاولة استخدام أسلوب تطبيق ما تعلم
 المباشر في المواقف الحياتية.

:FG3-1  

أي الطرق أدت إلى تحسين قدرتك على التواصل شفهيا في الفصول الدراسية باللغة 
 الإنجليزية؟

:R 

  FG3-3: لا يوجد. لا زملاء ولا معلم يعطي الفرصة

  والجميع يوافق.

 R: هل تجد أن البرنامج فكريا محفز؟

  FG3-1: وعدم تنوعلا يوجد تحفيز بل هناك روتين 

  FG3-2: أحيانا يوجد تحفيز وأحيانا كثيره لا يوجد ذلك.

ل هناك شيء تودون إضافته؟  R: ه

  FG3-3: لا
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The Third Focus Group: 

 

R: What is the importance of studying English from your point of view? Is it 
important? Why? 

FG3-2: I think that the importance of English differs from one person to another, but 
from my point of view, studying English at our present time is important from 
all aspects. To be recruited in most jobs including teaching, you need to have a 
certificate in English.  

R: Are there any other reasons? 

FG3-3: I agree with the fact that English has become a world language and we are to 
study this language as a requisite for getting a job. So, we should study it in a 
better way.  

FG3-4: Some students have preference to study the language, so they study it even if it 
is not a job requirement. They may use it for other purposes such as, tourism 
or travelling. 

FG3-3: English is considered the language of science. 

R: Do you think that if the communication inside the classrooms is in Arabic, 
learning English would be easier? Is it more effective? 

FG3-2: I think using Arabic inside English classrooms facilitates the process of oral 
communication and discussion; for example, if we have a discussion about 
‘hunting: do you agree or disagree?’ I think the discussion will be effective as 
Arabic is used to ease English oral communication because I may have a 
number of ideas that I cannot express in English due to lack of vocabulary and 
my low linguistic level.  

R: Do you think it a good way? 

FG3-2: To improve one’s English, it is a wrong way to use Arabic in classrooms 
because Arabic will influence English and the vocabulary inventory I have will 
be also less. Moreover, Arabic word order is different from that of English. 
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FG3-1: In my opinion, I think using Arabic to more interactive discussion is good but 
not in improving students’ level of proficiency. 

R: 

 

How are lessons organized? Do you work in groups or you depend heavily on 
the teacher? Is the participation inside the classroom individual or in group? 

FG3-4: It differs from one teacher to another. Some use group discussions while others 
use individual ones. As for Arab teachers, they use the diction method whereas 
foreign teachers use various methods. 

R: Are the discussions inside the classroom achieved largely? 

FG3-3: They are not satisfactory at all. If they are there, they are rare due to the 
shortage of time. 

FG3-2: Commitment to the syllabus is an obstacle for discussions.  

R: Do you think that classroom discussions are important and useful? 

FG3-3: Discussions inside the English classrooms is very important because it 
increases our motivation to participate, oral communicate in English and to 
learn from our mistakes.  

FG3-2: Allowing oral communication and discussion by the teacher is more important 
than being committed to the curriculum from my point of view because it has a 
lot of feedback.  

R: Are both English and Arabic used inside the classroom or only one language? 

FG3-1: Rarely. Mostly English is used. 

R: Do you think that it is good not to use Arabic? 

FG3-1: Yes. It good to improve students’ English. 

FG3-6: The students’ low academic level especially in pronunciation is one of the 
English oral communication obstacles.  

R: What kinds of teaching aids are used inside English classrooms? 

FG3-3: Usually textbooks, sometimes the board and rarely a computer or a projector. 
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R: Are these means used in discussions? 

FG3-3: While explaining something, the projector is rarely used but discussions go in 
a traditional way. 

R: To what extent do you think that learning aids help in facilitating 
communication between the student and the teacher and among the students 
themselves? 

FG3-4: Yes. It is important because some teachers believe that the curriculum is not 
enough to develop the student’s level in a particular field, so they add extra 
material to be read by the students and discuss it with them later. 

FG3-3: Teaching aids are very important in facilitating oral communication between 
the student and the teacher and between the students themselves. They also 
increase our desire in participation inside the English classrooms.  

R: What are the things that help in oral communication inside the classroom? 

FG3-2: What helps in oral communication inside the English classrooms is the teacher, 
especially if he is able to tolerate errors and accepts errors’ repetitions. In 
addition to that, is the students’ awareness of the fact that errors are 
indispensable and it is not shameful. 

FG3-3: Time has a role in this in addition to what has been mentioned earlier; if time 
is enough and the teacher should make it clear for the students that the most 
important thing is oral and written communication rather than the long 
curriculum. 

FG3-1: It is obligatory to provide opportunity to speak for all. 

FG3-2 If some extracurricular programmes are there such as clubs, they would help in 
developing communication.  

R: What makes oral communication in the classroom difficult? 

FG3-1: The huge curriculum. 

FG3-2: The number of students inside the classroom. 

FG3-3: What hinders oral communication in my opinion is students’ unawareness of 
the fact that errors are possible. It is the students’ shyness of committing errors 
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and not being given an opportunity by the teacher.  

FG3-5: Number of students is not an obstacle. It is accepted. 

FG3-3: One of the things that hinder oral communication inside the classroom is the 
length of the course compared to the lecture duration. (FG3-3) 

R: Is it different in English oral communication if the speaker is an Arab, a native 
speaker, a friend or a stranger? 

FG3-3: Communication with a native speaker of English is different from that with an 
Arab whose second language is English. Here it is difficult to speak with an 
Arab because the choice of words will be somehow artificial. 

R: What are the methods of teaching that the teacher uses in most of his lessons, 
and what is your opinion about the currently used teaching methods? 

FG3-3: The teacher uses the diction style which might be useful in some courses but it 
is of no use in most of the subjects especially in teaching oral communication.  

R: What is the suitable method to develop speaking skill in your opinion? 

FG3-3: The interactive one which is based on activities that increase the students’ 
motivation to interact and speak. 

FG3-2: The teacher uses a routine method which is diction. Better to have a variety of 
ways in order to increase students’ motivation to participate and oral 
communicate. I prefer the question-discussion method.  

R: In your opinion, what is the role that the teacher plays in motivating students 
to participate in speaking in English inside the classroom? To what extent is 
that effective in your experience? 

FG3-2: In fact, the teacher is, in my opinion, the first motivator. Instead of keeping a 
distance from the students, he should encourage them.  

 All agree on the importance of providing equal opportunities to all students. 

R: What is your opinion about what role of the teacher now? Is he a motivator 
and capable of increasing motivation and opportunities or not? 

FG3-1: In general, the teacher is non-motivator and does not care about increasing our 
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motivation which results in our unwillingness to participate and communicate 
orally inside the classroom. Few are not like that.  

R: To what extent does the students’ level of proficiency in English motivate 
them to communicate orally? 

FG3-3: Sometimes students’ level of proficiency is considered a motivation to 
communicate but such a high level requires high-level teachers, so there is 
weakness in the style. 

FG3-2: Not every teacher with a high level is capable of good communication or 
providing information properly.  

FG3-1: The student might at a moderate level in proficiency but shyness and fearness 
hinder his communication in addition to not being given an opportunity.  

R: What do you think about the relation between of the student’s willingness to 
communicate and the nature of the topic of discussion? 

FG3-3: The topics presented in the curriculum do not attract the real interests of the 
students when compared with the important topics for the students such as 
sports.  

FG3-2: We need lessons that are more realistic and widely used in real life. 

R: What are other areas that motivate on discussion? 

FG3-3: The topics that encourage on discussion are the ones that attract the attention 
of the youth or the society such as sports, technology and many others.  

FG3-6: I do not agree with FG3-2 because the aim of the course topics is to develop 
vocabulary and not to help in discussion. 

FG3-2: By my statement, I meant that the importance of topics for students in the 
future: Are they useful or not? It is not to underestimate the current topics or 
saying that they are useless. 

R: What do you like in the programme in relation to what helps you in improving 
speaking and listening in English language? 

FG3-1: The curriculum as a whole is not useful except those courses that may attract 
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the interests of some students. 

FG3-4: I do not agree with FG3-1 in that the curriculum is unsuitable instead I find 
that I have been benefited from it a lot in discussions and speaking to people.  

R: What do you suggest for the development of the programme? 

FG3-2: Workshops. 

FG3-3: It is important to develop the teachers’ abilities in communication and teaching 
methods for example by making courses to modify the used methods in 
addition to adding a course to the study plan that helps on free discussions and 
dialogue. 

FG3-1: Using the method of applying what the student has already learnt to real life 
situations. 

R: Which methods have contributed in improving your oral communication in 
English classroom? 

FG3-3: There is no. Neither friends nor teachers give an opportunity. 

 All agree on this. 

R: Do you find the programme intellectually motivating? 

FG3-1: There is no motivation instead there is routine and lack of diversity. 

FG3-2: Sometimes there is motivation but often there is no. 

R: Is there anything you would like to add? 

FG3-3: No. 
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Appendix II: Students’ Interview Sample: S8 

 

(8الطالب رقم )  

 R: ما الذي يسهل التواصل الشفهي في الفصول الدراسية في اللغة الإنجليزية؟ 

قابلية المعلم للتواصل مع الطلاب وإتاحة المجال تسهل التواصل الشفهي في الفصول  •
 الدراسية في اللغة الإنجليزية.

:S8 

استخدام الوسائل التعليمية الحديثة مثل البروجكتر في التعليم تسهل التواصل الشفهي وتزيد  •
ها تخلق جوا تفاعلي  من رغبة الطلاب على المشاركة في الفصول الدراسية في اللغة الإنجليزية لأن

 أثناء شرح الدرس.

 

هذا الشي الجو العام داخل الفصل إذا كان عدد الطلاب قليل نوعا ما وكلهم يعر • فون بعض 
 يكسر الحواجز بينهم ويكون التواصل أفضل في الفصول الدراسية في اللغة الإنجليزية.

 

 R: ما الذي يعيق التواصل الشفهي في داخل الفصول؟

ها راح يكون  40العدد جدا ضخم في بعض الشعب يصل إلى  طالب النقاش والتواصل الشفهي في
وفي نفس الوقت المعلم ملتزم بمنهج معين وليس لديه وقت صعب السيطرة علية من قبل المعلم 

 كافي للتواصل والنقاش.

:S8 

 R: المنهج يساعد على التواصل؟ أنهل ترى 

 S8: المنهج لا يساعد على التواصل الشفهي، المنهج في النظام الجامعي عباره عن تلقي فقط.

 R: هل الخجل وعدد الطلاب الكبير يعيق التواصل؟

مام زملائه خاصة إذا كان  الخجل موجود بشكل كبير بين الطلاب لان الطالب يخاف من الخطأ أ
فأنا أخاف من الخطأ لأنه يعتبر شيء معيب فأفضل عدم المشاركة  الثالثمثلي في المستوى 
 والتواصل الشفهي.

:S8 

 R: هل ترى أن الثقة تنقص الطلاب؟

ن الطلاب ذوي المستوى الأكاديمي المرتفع لكن الغالبية الثقة موجودة لكن فقط في شريحة معينه م
لا يملكون الثقة حتى عندما يطلب الدكتور عرض تقديمي ترى أن أكثر الطلاب يفضلون الاختبار 

 على العرض التقديمي بعيدا عن الإحراج.

:S8 
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هو الدور الذي يلعبه المعلم في تحفيز الطلاب على المشاركة الشفه ما  ة نظرك  ية في من وجه
 الفصول الدراسية؟

:R 

هناك نوع من  الشفهي يكونإذا المعلم وضع مجموعه من الدرجات على النقاش والتواصل  •
 .التعزيز الإيجابي

:S8 

أسبوعين محاضرة من  أوالمعلم وقت معين مثلا يخصص كل أسبوع  أعطىإذا  •
 .الشفهي المشاركة والتواصلالمحاضرات خاصة بالنقاش فهذا يحفزنا على 

 

في تحفيز الطلاب على المشاركة الشفهية في الفصول  أيضا يساعدأسلوب المعلم  •
هم أسهل. الدراسية  .إذا كان أسلوبه ممتاز الطلاب تلقائيا يكون النقاش والتواصل الشفهي عند

 

هو دوره في التجربة الموجودة  ما   R: ؟الآنإذا 

هناك دكاترة نموذج  في التعامل وأصبحوا الطلاب يرون انه لا في البرنامج الموجود في الجامعة 
ما، ولكن للأسف الغالبية يوجد بينهم وبين الطلاب حواجز.  يوجد حواجز وبعض الدكاترة العكس تما

:S8 

هي طريقة التدريس المستخدمة؟  R: ما

ة   S8: .فقط لا يتيحون المجال للنقاش الإلقاءطريقة التدريس المستخدم

 R: الأخطاء سبب وعائق للتواصل الشفهي داخل الفصل؟ هل ترى أن الخوف من ارتكاب

هناك عدم وعي  الطلاب في قسم اللغة الإنجليزية يوجد لديهم الخوف من ارتكاب الأخطاء لان 

هناك مجال للخطأ.  الطلاب بأنه 
:S8 

هل لو  ة بينهم؟  هل ترى أنه يوجد علاق ة بين الموضوع قيد النقاش والمشاركة؟  ما رأيك في العلاق
هتمامك يدفعك للمشاركة؟  كان الموضوع يثير ا

:R 

ها بعض الأفكار الموجودة عند الطالب مسبقا ستدفعه  هناك محاضرة يتخلل طبعا، عندما يكون 
للمشاركة، لكن عندما يكون الموضوع مثلا عن قاعدة معينه في اللغة الإنجليزية والطلاب لا يوجد 

 .لديهم فكرة عنها لا يشاركون خوفا من الخطأ

:S8 

هتمام الشباب بشكل عام؟ هي المواضيع التي تثير ا  R: ما

هتمامنا كشباب وتحفزنا على المشاركة والتواصل الشفهي داخل الفصل.  S8: المواضيع الرياضية تثير ا

هاما لأمور المقترحة   R: للبرنامج لتحسين المحادثة لديك؟ إضافت
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لدينا، وكذلك أيضاً  الأكاديميبشكل مستمر مما يسبب ضعف الجانب  للغةنفتقد الممارسة والتعرض 
هذا الشي لو يفعل  تفعيل نادي اللغة الإنجليزية، نادي اللغة الإنجليزية غير مفعل في البرنامج، 

كسر الحاجز بينهم، عندما  ىيساعد علوكذلك  الطلاب،يساعد على تحسين المستوى الأكاديمي لدي 
ها مع المعلم  .يمارس الطالب اللغة مع صديقة أفضل من أن يمارس

:S8 

 R: هل المعلم يصنع حاجز بينك وبينه؟

في معلمين كثير يجعلون هناك حواجز بينهم وبين الطلاب، لكن عندما يتواصل ويتناقش الطالب مع 
 صديقه تكون المناقشة أسهل بدون خوف.

:S8 

ها المعلم في تجربتك  لا تساعد على النقاش في فصول اللغة  الآنهل ترى أن الطرق التي يستخدم
 الإنجليزية؟

:R 

ة  هي الطريقة المستخدم هذه الطريقة تعيق )الإلقاءبشكل عام في البرنامج الطريقة التقليدية  (، و
 سؤالين لكن كنقاش عام لا. أوالتواصل الشفهي لان الطالب يسمع المعلم ممكن يطرح سؤال 

:S8 

 R: .هل تؤيد استخدام اللغة العربية في الفصول الدراسية

لا تخلو الفصول الدراسية من استخدام اللغة العربية حتى بعض المعلمين الأجانب يستخدمون 

هناك شريحة من الطلبة يعتمدون على اللغة العربية بشكل  هم لان  ها م مفردات عربية، واستخدام
هم الأكاديمي.كبي  ر في فهم اللغة الإنجليزية وكذلك في توضيح ما يقصدون بسبب ضعف مستوا

:S8 

 R: هل ترى أن المعلم يتيح المجال للمناقشة مع الطلاب؟

هو غير مسموح النقاش والتواصل الشفهي داخل    في البرنامج حاليا لا يوجد نقاش بين الطلاب بل 
دقيقة لا  50جة الأولى المعلم وكذلك الوقت غير كافي أيضا المحاضرة، والمسؤول عن ذلك بالدر
 تتيح الشرح والنقاش في نفس الوقت.

:S8 

ما الذي يحسن التواصل الشفهي  R: ؟والنقاش داخل الفصل من خلال تجربتك 

أسلوب المعلم، التواضع مع الطلاب يتيح المجال للنقاش والتواصل الشفهي ويجعل المعلم قريب جدا 
 الطلبة، وبعض المعلمين يصنع فروقات وحواجز بينه وبين الطلابمن 

:S8 

هذا صحيح؟ هل   R: نسمع أن بعض الطلاب لا يرغب بالمشاركة حتى لا يكون طالب متميز 

بعض الطلاب لا يرغب بالمشاركة والتواصل الشفهي حتى لا يكون طالب متميز ويتعرضون 
 لسخرية من قبل زملائهم الأخرين.

:S8 

هالديك أي إضافة تود هل   R: للموضوع؟ إضافت
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 S8: .لا

 

The Student (8) 

 

R: What facilitates oral communication in English language classrooms? 

S8: The teacher’s desire to communicate with the students and giving 
opportunities will facilitate oral communicationin English classroom.  

 The use of modern teaching aids such as data projector in teaching 
facilitates oral communication and increases the students’ desire to 
participate inside the English classrooms because it creates an 
interactive atmosphere during the lesson.  

 The general atmosphere of the classroom. If the number of the students 
is somehow small and they know one another, it will help in breaking 
barriers between them and communication will be better inside the 
English classrooms.  

R: What prevents students from participating orally inside the 
classrooms?  

S8: The number is very huge. In some sections, it reaches 40 students in 
which discussion and oral communication will be difficult to be 
controlled by the teacher. At the same time, the teacher has a syllabus 
that he has to cover, so there will be no enough time for 
communication and discussion.  

R: Do you think that the curriculum helps in oral communication inside 
the classroom? 

S8: The curriculum does not help in oral communication inside the 
classroom. The university system depends on diction style. 



259 

 

R: Do shyness and students’ huge number represent barriers to 
willingness to communicate?   

S8: Shyness is there among many students because they fear committing 
errors in front other students especially if he is like me in the third 
level; I fear committing errors because it is considered defective, so I 
prefer not to participate or communicate orally. 

R: Do you think that students’ confidence decreases? 

S8: Confidence is there but only among particular group of students who 
are at high academic level, whereas the majority do not have 
confidence even when the teacher asks for a presentation, we find that 
most of the students prefer the written exam to presentation in order to 
avoid embarrassment. 

R: In your opinion, what is the teacher’s role in motivating students to 
participate orally in the classrooms?    

S8: If the teacher puts grades on discussion and oral communication, there 
will be a kind of positive reinforcement.    

 If the teacher specifies one lecture or two in a week for oral 
communication and discussion, this will motivate us to participate and 
to be engaged in oral communication. 

 The teacher’s style of teaching will help in motivating students to 
participate orally in the classrooms. If his style is good, the oral 
communication and discussion is going to be easy for students.   

R: Then, what is his role in the current situation? 

S8: In the current university programme, there are some teachers who are 
models in dealing with students. Students started to find no barriers 
between them and those teachers, whereas others are completely the 
opposite. Unfortunately, the majority of teachers have such barriers. 

R: What is the method of teaching that is used? 

S8: The method of teaching used is only diction. They do not give 
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opportunities for discussion.   

R: Do you think that fear of committing errors represents a barrier to oral 
communication inside the classrooms?  

S8: Students in the department of English have a fear of committing errors 
because there is unawareness of the fact that errors are possible. 

R: What is your opinion about the relationship between the topic of 
discussion and participation? Do you see that there is a relation? Is it 
that if the topic is interested, it will push you forward to participate?  

S8: Of course, if there is a lecture in which the student has some 
background, it will push him forward to participate, but if the topic is 
about an English grammatical rule that students have not familiar with, 
they will not participate fearing committing errors. 

R: What are the topics that attract the attention of the youth in general? 

S8: Sports topics attract our attention, as youth, and encourage us to 
participate and oral communicate inside the classroom. 

R: What are the suggested topics for the improvement of the programme 
in order to improve your speaking ability? 

S8: We are missing practice and exposure to the [English] language which 
makes our academic level low. Also, activating the English language 
club in the programme which, if activated, will help in improving 
students’ academic level and breaking the barriers between them, 
especially when it is practiced with one’s friends instead of the teacher. 

R: Does the teacher make a barrier between you and him? 

S8: Many teachers make barriers between them and the students, but when 
the student communicates and discusses something with his peer, 
discussion will be easier, without any fear. 

R: In your experience, do you think that the methods used by the teacher 
impede the discussion inside the English classrooms? 
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S8: In general, the teacher uses a routine method which is diction. This 
method impedes the oral communication; the teacher may a question or 
two but not a general discussion.  

R: Do you support the idea of using Arabic inside the classrooms? 

S8: Classrooms are not Arabic-free even some foreign teachers use Arabic 
terms. The use of Arabic is important because there are those who 
largely depend on Arabic in order to understand English and to make 
clear what they mean because of their low academic level. 

R: Do you think that the teacher provides an opportunity for discussions?   

S8: In the present programme, there is no discussion between the students 
even it is not allowed during the lecture; the teacher is responsible for 
that. In addition, time is not sufficient; 50 minutes are not enough for 
presenting the topic and discussion at the same time. 

R: In your experience, what does improve oral communication and 
discussion inside the classroom? 

S8: The teacher’s style. Being humble and open with the students 
facilitates the process of oral communicationand discussion and makes 
the teacher close to them, but some teachers put some barriers between 
the students and him.  

R: We heard that some of the students do not like to participate in order 
not to be a distinguished student? Is that true?  

S8: Some of the students do not like to participate or communicate orally 
in order not to be a distinguished student and be made fun of by their 
classmates.    

R: Is there anything you would like to add to this subject? 

S8: No  
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Appendix III: Teachers’ Interview Sample: TA 

 

TA: Are we all ready? 

R: Yes, let’s start. The first question, ‘What, in your view, is the importance 
of students learning the English language at university level?’ 

TA: Well, if you’re asking me generally what is the importance of student learning, 
I’m afraid that question is a little general. 

TA: Of course, I place a very high level of importance on student learning, so I’m 
not sure specifically what you’re asking. 

R: Well, why does a student have to study English in the university level? 
Because, as you know, it is the language of science, and it is a language – 

TA: Exportation, finance, medical… 

R: Yes. 

TA: An international language, sure. Okay. 

R: So, these reasons, I’m looking for these reasons. That’s all. 

TA: Yes, yes 

R: The second question: What are your views on the levels of oral 
communication amongst students in the English language classroom? To 
what extent do they engage orally in lessons? 

TA: Well, I think the quantity, the number of oral communication based 
courses, is not the problem. I think two classes that we teach… I think that 
amount is fine, having two classes for oral communication. But, I think the 
problem is their ability, their strength in English. 

R: Mm. 
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TA: Their ability to try to express and communicate their ideas. And, through 
the learning activities that are in the book, it’s supposed to facilitate and 
generate responses, because obviously this is a communicative approach, 
not an analytical. Analytical would be like a maths class. 

R: Mm. 

TA: One plus one is two, two plus two is four, and that’s all your care about. 
In the communicative process, you learn by doing all the four or five basic 
levels, which is listening, speaking, reading, writing, possibly grammar, 
and social English. If you use all six of those, incorporated into a 
communicative environment where students are learning by doing… 

R: Mm-hmm. 

TA: In other words, I think if I could sum it up in one sentence I would change 
both listening and speaking courses in a way that they become a listening 
and speaking workshop. 

R: Mm-hmm. 

TA: Similar to in America, for students that are having problems in their 
English courses, we have English labs. 

R: Mm-hmm. 

TA: But, it’s not the kind of labs you’re thinking of, where there are computers 
and there is nothing going on. They’ll have interns, work study students, 
who get paid by the university, for financial aid, to work in student 
services. 

R: Uh-huh. 

TA: There are no student services here anywhere in Saudi Arabia. It’s just, 
kind of, an illusion. Student services and student support, and students’ 
ability services, all three of those departments working together, they 
should have, especially a school this size, there could be 30 to 50 students 
that are strong in certain areas that can go to an English lab and help 
students when they come in, and have practice and exercises. 

Now, the reason I don’t think that will work here is because everything is 
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set up like the white boards. I mean the SMART Boards, and all the e-
Board technology. Nobody is using it, but it makes higher administration 
happy because they think, if we have it, that’s enough. 

R: Uh-huh. 

TA: So, if the president of the university has a report that every college has 
SMART Board technology, and each department has at least one learning 
laboratory, he is okay with that. And, it’s not a criticism on anybody, 
especially the president, but it doesn’t work at the ground level because 
we don’t have people to staff the lab. 

R: Mm-hmm. 

TA: And, the students won’t come. So, the whole educational culture has to 
change. Well, you and I can’t do that. It’s going to take twenty years. 

R: Uh-huh. 

TA: But, what I would do is I would… it goes back to the teacher. The teacher 
has the textbook, has the course specifications, knows the learning 
outcomes, and the learning goals and objectives of each of those two 
listening and speaking classes, but they just don’t do it. 

R: Mm-hmm. 

TA: I don’t know why. I don’t want to criticise my colleagues, – 

R: [Laughter] uh-huh. 

TA: – but you can understand what I’m referring to. 

R: Mm-hmm. 

TA: It’s leadership by example, and if a teacher wants to teach, the teacher has 
to lead their class. Explain to the class what’s important, what’s not 
important, understand the students strengths and weaknesses, and shape 
their unique class to the unique make-up of the individual student and the 
class as a whole. Well, again, that’s very general, that sounds really good, 
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but it’s so hard to do. 

R: To do. 

TA: And, I think what we have here – and what you may discover when you’re 
finished with this – is that there are very easy explanations as to why it’s 
not working. Part of it has to do with just good, old-fashioned laziness. 

R: Uh-huh. 

TA: I tell my students, “When you’re my age, and you have a son your age, 
then you’re going to understand the value of education.” 

R: Uh-huh. 

TA: And, they’re going to say, “Where are your books?” They don’t get it 
now. And, the best way to help these students is to have strong, hard-
working, passionate instructors. But, when you have a system where 
nobody can get fired if they’re Saudi, you know… 

R: Mm-hmm. 

TA: It’s so easy to get rid of the foreign teachers because they’re the only ones 
that can be fired. 

R: Uh-huh. 

TA: There are a lot of things that have to change before anything specifically 
is going to work. I promise I won’t talk so long on each question. But, 
‘What are your views on the levels of oral communication?’ 

R: Is there communication during the class, or just the teacher explains the 
listening? 

TA: Well, I have taught both classes a few times, and I asked my boss… I said, 
“I never want to teach listening and speaking again.” 

R: Mm-hmm. 
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TA: And, he said, “Why?” And, I said, “It’s a waste of my talent. And, I don’t 
mean that like I’m the best teacher in the world. It really is a waste of my 
talent, and I’d rather help students learn how to write.” I’ve changed the 
writing curriculum, last year, to where everything is more like a writing 
workshop. 

R: Mm-hmm. 

TA: And, I wrote the new course specifications for the second writing class. 

R: Uh-huh. 

TA: And, I gave everything for the teacher: learning outcomes, a sample 
syllabus for their first day of class, everything the teacher needs, a lesson 
plan for the first hour, everything a student needs, an outline of their 
review material, all the pages in a textbook. I worked really hard on this. I 
broke down each unit of the textbook, what they should and what they 
should not spend too much time on. 

R: Uh-huh. 

 TA: So, everything has been figured out for the teacher and the student, and if 
the teachers would just embrace this, all they’ve got to do is follow a map: 
where do you go first, where do you go next, what do you do next week? 
And, you know, outline for students, preparation on each exam. 

R: Mm-hmm. 

 TA: These different exercises in the book will achieve that goal of how I 
wanted to present the class, assessment recommendations. 

 R: Uh-huh. 

TA: So, I’ve got all this, and no-one cares. 

R: [Laughter]. 

TA: I think that the level of oral communication among the students… in a 
classroom of ten students, two students are going to be able to do the 
work, and they’re going to be sitting in the front, and they’re going to be 
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like this. 

R: Uh-huh 

TA: And, the other students are going to be in the back like this. In my 
experience, what prevents students from participating orally in lessons is 
that we don’t ask our students to really do anything. We don’t push our 
students to achieve anything.  I think, because of that, and because it starts 
from the high school level of English instruction that they don’t do and 
they don’t care about, they expect to learn it when they come here. And, I 
told my students, “My job is not to teach you English. My job is to teach 
you how to use the English that you should already know before you start 
at KAU.” 

R: Mm-hmm. 

TA: I knew what kind of students they were after high school, I know what 
kind of instruction they don’t teach at the ELI, so by the time they come to 
me it’s an advantage because I know what their weaknesses are going to 
be. 

R: Uh-huh. 

TA: But, if you add that with good, old-fashioned laziness, it’s impossible. 

R: Uh-huh. 

TA: So, what I do is the best I can, and if I could teach them one thing a day 
I’ll be happy. But, they don’t review, and they forget. 

I think their level of oral communication among the students in the first 
two levels of the listening and speaking is slightly better than the level 
they have already. 

R: Mm-hmm. 

TA: In other words, if you never really thought of English as a hobby… like in 
high school, if you were in the English club that means you’re interested 
in English. 
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R: Mm-hmm. 

TA: But, all those students that never really cared about English, they think 
because they can order at McDonald’s in English that they should be an 
English major. Then they think, if they just come here, they’re going to 
learn everything, and you can’t do that. I can’t teach them, “Hello, my 
name is Larry. Where is the pronoun?” Do you know what I mean? “Is it a 
personal pronoun?” 

R: Uh-huh. 

TA: So, I have found that, the lowest level of all the students in the English 
department, the lowest achievers are always those students that are in the 
listening and speaking classes because they all think it’s an easy A.  

R: [Laughter]. 

TA: When a teacher goes into that environment, knowing all of this, what can 
you do? You just try to focus on those two students that are in the front 
because, from my experience, the first class they take is going to be one of 
the listening and speaking classes. 

R: Mm-hmm. 

TA: That’s going to be the very first class they take, because it’s the easiest. 
So, I know that if there are twenty students in Listening and Speaking I, 
there are probably only going to be two or three of those students that are 
actually going to graduate. Or, if they do graduate, they’re going to know 
how to do their job when they get hired at Aramco.  

R: Uh-huh. 

TA: But, seventeen of those students will either quit, switch majors… do you 
know what I mean? 

R: Mm-hmm. 

TA: Those classes, if anything, they’re a good indicator of how many students 
are not going to make it. Maybe two students out of each class, I’ll see in 
my literature courses two years from now. 
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R: Uh-huh. 

TA: So, I think the level is less than high school. Based on what they should 
know in high school, it’s less than high school level. 

R: What’s the factor that facilitates oral communication in an English 
classroom? 

TA: Doing it. 

R: Mm-hmm. 

TA: Doing the work, participating in class. 

R: Mm-hmm. 

TA: In other words, like I said before, to approach the class from the teacher’s 
perspective, and to learn from the student’s perspective, it must be more 
of an oral communication workshop, not a lecture. This is not syntax or 
morphology, this is a real… it’s almost like a living, breathing workshop. 
The teacher goes in and says, “How do you take notes?” 

“Huh? I don’t take notes.” 

“Okay, okay. What if you were taking notes, what would you do?” 

So, you know, being able to listen for key words. Like if the teacher says, 
“Open your book to page… open page 72,” how to scan for key words. 
They don’t understand the basics of even doing that. 

If anything can come from this conversation, I would say that oral 
communication should not be taught as a lecture based course, where 
there are theories and… no. It should be a workshop, like a lab, where the 
students are doing. And, I do not mean student to student group and peer 
activity. I still mean teacher to student. 

But, what I do is, I say, “Ahmed.” I’ll check for understanding and I’ll 
say, “What do you think about this?” And, I’ll get his opinion. And, 
“What do you think about what he said?” It doesn’t matter what you’re 
talking about. You could be talking about snow, or anything, McDonald’s, 
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anything. But, to get the students to have a two-way exchange, – 

R: Mm-hmm. 

TA: – because it starts from there. 

Then, after that, you can teach supporting your opinion. But, first you’ve 
got the students to give you their opinion about multiple topics. And, 
they’re all in the book, but the teachers don’t use the textbook the way 
they should. 

R: Uh-huh. 

TA: And, again, it all rests with the teachers, from kindergarten to university. 

‘What facilitates oral communication in your classroom?’ It’s got to be 
led by the teacher, and it’s asking open-ended questions, not yes and no 
questions. “Ahmed, what do you think about what Muhammad just said? 
Do you agree or do you not agree, and why?” Again, very simple, but it’s 
hard to get them to do it. Critical thinking skills are not taught at any level 
in Saudi Arabia. 

R: Uh-huh. 

TA: It’s very similar to the Asian style because, you know, you are part of 
Asia. For example, in Japan, the reason they have high test scores is 
because – and I taught there for three years – the teacher would give the 
students all the answers to the test in the order, the same order. And, all 
the students have to do is go… you know, multiple choice, they go, “A, B, 
B, A, C, A, D, A, E, A, A, E, C.” That’s it. They don’t understand why, 
they just understand what. 

And, in other schools, like in Great Britain, America, Germany, France, – 

R: Mm-hmm. 

TA: – we teach our students to ask, “Why? Why is this important? Why is the 
teacher saying this? Why is the teacher repeating themselves? Why is the 
teacher writing this on the board?” They just don’t understand, you know. 
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R: Mm-hmm. 

TA: So, critical thinking skills tailored for a listening and speaking class, 
which means that the teacher tries to teach students to answer, and 
respond to, and listen to things that will initiate a two-way process of 
learning. The teacher cannot simply just talk to the students, because the 
students are just going to… 

R: Uh-huh. 

TA: Especially in Listening and Speaking I, where there could be 30 students 
in a class and, again, only two of them will make it. The rest are going to 
say, “I don’t understand anything,” and they’re just going to drop. Or, 
they do this with the teacher, you know. 

R: Uh-huh. 

TA: And, then they get a C. 

“Oh, help me teacher. I’m sorry, my father is sick.” 

R: Okay. 

What are your preferred methods of teaching oral communication in the 
classroom? 

TA: Well, I think I explained it to you. Basically, it’s that the teacher has to 
lead by the example, ask open-ended questions, solicit students’ opinions, 
and try to also teach critical thinking skills with basic study strategies: 
how to take notes, how to be a more successful student in a classroom 

R: Uh-huh. 

TA: That’s my preferred method, of trying to do all of those at the same time. 

R: Okay. 

In your experience, what prevents students from participating orally in 
lessons?  
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TA: They don’t try, they don’t care, they don’t study, and no teacher cares, or 
tries, or helps. That’s easy. 

R: To what extent do shyness and culture represent barriers to student’s 
willingness to communicate orally in classrooms? 

TA: Yes, I can read English; I’m just trying to figure out your sentences. ‘To 
what extent does shyness and culture represent barriers between language 
and…?’ Okay, okay. 

In my class, less than 5% shyness and culture… one reason… it was 10% 
when I first got here, which means that, as I get more experience with the 
culture, I become a better teacher. Now, shyness, I just talked to a student 
today about this. 

R: Uh-huh. 

TA: The only reason that they’re shy is because they don’t want to embarrass 
themselves and admit to the teacher that they don’t know, and/or they 
didn’t study. So, I don’t think it is shyness. I think it is embarrassment that 
they feel because they just don’t do the work. 

R: Uh-huh. 

TA: Maybe they don’t know how to do the work, but I’ll figure that out in 
about two weeks, if they care or they don’t care. So, I don’t think it is 
shyness. I think it could be they just don’t know how to do it. But, I don’t 
know. 

R: Okay. 

Do you think that students will communicate more willingly and 
effectively amongst one another and with the teacher if the language of 
discussion is Arabic rather than English in classrooms? 

TA:  Well, I do not want my students to speak Arabic – 

R: Uh-huh. 
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TA: – in any class. If they ask a question, or they ask me, or they translate a 
word into Arabic… so I don’t think that speaking Arabic, for any reason, 
is going to be helpful. 

R: Uh-huh. 

TA: I would discourage students from using their first language in any and all 
situations. They have to fight through it. And, it may take them longer, but 
each time they do it, it takes less time. You just have to practice.  

R: Number ten, because eight and nine are for the Arabic English teachers. 
What kinds of classroom organization do you use in your lessons? 

TA: Well, I have a general plan about what I need to cover for that day. It’s a 
loose organisation. I spend ten minutes before class every morning, and I 
look at what the lesson was the day before, and I look at what I want to 
add to that lesson for the class today. But, I don’t really have a very high 
organisation. I would prefer to react to the students’ needs, you know, – 

R: Uh-huh. 

TA: – and try to figure out what I can do to make their understanding better. I 
organise that in… it’s, kind of, CELTA based. Do you know CELTA? 

R: No. 

TA: What about TEFL? I mean TESL, TESL? The TESL certification? 
Teaching English as a Second Language? 

 R: Yes. 

TA: Well, both TESL and CELTA teach teachers to learn by doing, to learn by 
practicing, and… oh, classroom organisation. 

R: Mm-hmm. 

TA: So, they organise their classrooms to have more student to student 
learning. Like, “Okay, everybody split up into your partners, and ask each 
other the questions on page eleven.” 
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R: So, you let them work together?  

TA: I really don’t do a lot of that. 

R: Uh-huh. 

TA: To me, that’s more student to student, S2S learning, which is just peer 
learning. I don’t really do that a lot in my classes because, well, it takes a 
long time to set up, and it’s not very effective, based on our students’ 
strengths and weaknesses. 

R: Uh-huh. 

TA: Because, then me, as a teacher, would have to walk around, overhear 
twenty seconds of something, you know… and it’s just too thin. It’s not 
effective. What I would rather do is open up the book and say to myself, 
“Okay, this is what I need to teach in order for them to understand how to 
speak, how to listen, how to take notes.” And, I will have more structure 
and organisation in that. 

R: Mm-hmm. 

TA: On your first day of class, I open the book and I say, “Okay, what’s the 
learning goal of this unit?” I take it one step at a time. 

R: Do you give them the opportunity to talk? 

TA: Yes, I’m always checking with the students. It’s like a bat. 

R: Oh, yes. 

TA: They have sonar in their heads, and they use a signal, and they bounce it. 
So, a bat that is flying in the air cannot hit this. Give me the question 
again. 

R: Do you give them an opportunity or time to speak , to participate? 

TA: Oh, yes, yes. Well, to speak together, no. But, to participate with the 
learning, – 
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R: Ah, okay. 

TA: – so, the teacher is at the centre, not at the front. Figuratively, the teacher 
is at the centre of the learning. 

R: Mm-hmm. 

TA: And, I will talk up and down the little hallway by the computers and I will 
say… what would be a good example? I always get my students to deliver 
an oral presentation, which is about five minutes. I’ll say, “Give me three 
ideas that you want to talk about. Give it to me for the next class.” And 
then, for each student, “Write down three ideas that you want to speak 
about.” And, then I’ll pick, for each student, one of the three. 

R: Uh-huh. 

TA: I’ll say, “This is too easy,” or, “This is too hard,” based on the student’s 
individual weaknesses and strengths, I’ll go up to that student and I’ll say, 
“What three ideas do you have?” And, he circles one, and I go, “Okay, I 
like that,” so I’ll assign it. Then, that student goes back and starts to create 
an outline. 

R: Mm-hmm. 

TA: And, then they have to turn the outline in to me, and then I approve it. 
And, then I’ll say, “Okay, start writing your speech.” Basically, every 100 
words are about three minutes or so. So, if they write, like, a 200/250-
word speech/presentation, and then they give it to me, and then I look at 
it, “Does it match the outline? Does it match one of the three ideas you 
gave me?” This will help students participate in the learning. 

What I will also do is I will do, like, a five-minute warm-up. That’s, kind 
of, CELTA/TESL based. You do a five-minute warm-up. You do 
predicting skills, “What is this chapter about? What’s the important 
information?” I would constantly walk around and I’ll say to all the 
students in my listening and speaking class… I’ll ask them questions 
about the parts in the book that they should know. 

R: Mm-hmm. 
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TA: I don’t really do a lot of peer work. I don’t do a lot of student to student 
work, but what I do is like a hybrid. I will lead the class and I will say, 
“Spend three minutes and give me two ideas on what you want to do after 
university. What kind of job would you like after university?” 

The students might write down two answers, and I’ll say, “Okay, this is 
too general. What is it about this job that you want? What is good about 
this job?” 

And, then I’ll say, “Okay, you’ve got five minutes. Give me two ideas, 
two reasons.” And, I will assign a time limit, “You’ve got five minutes.” 
And, after five minutes, I say, “Okay, Ahmed, read one of your two 
ideas.” And, through his answer, I will know many things. I will know his 
level, I will know his level of understanding, – 

R: Mm-hmm. 

TA: – I’ll try to understand his shyness. 

R: What about their confidence! 

TA: The confidence, everything, just from that one five-minute exercise, and 
I’ll probably do that at the beginning of class. That question will be based 
on what I want to teach them for that hour. 

R: Uh-huh. 

TA: If the goal of unit 2 is how to take notes, then I might say, as a warm-up 
activity, “I want you to write down two ideas, (unclear 00:33:37), that’s 
about the chapter.” That’s how I introduce the learning objectives in the 
chapter, but I do it in a more informal, workshop kind of way. 

R: Mm-hmm. 

TA: I don’t just stand up there for twenty minutes and say, “Here are five ways 
to take better notes. Number one…” They’re just going to… they’re not 
going to listen. It takes longer to get through the most important 
information. 

R: Uh-huh. 
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TA: Again, it goes back to the teacher. The teacher has to give a you-know-
what, and care. 

R: Okay. 

TA: That answers a lot of the other questions. Like ‘How do you facilitate oral 
communication?’ Number nine, number three and number four, number 
five, all of these have to do with really changing… the teacher has to 
change their approach. They really have to understand the difference 
between teaching in oral communications and teaching introduction to 
literature, knowing that the students are going to be the weakest in an oral 
communication class. By the time they get to intro to literature, maybe 
they’re better, or they just got passed because the teacher didn’t care. 

And, they don’t want the hassle and the stress of teachers begging them, 
so it’s easier just to give everyone a C. To me, that’s stealing money from 
your job, but anyway. 

R:    Uh-huh. 

TA: You can't have a conversation with 30 students in 50 minutes. So, the only 
thing you can do is lecture. I think that oral communication classes should 
not be more than ten to fifteen students. Sometimes there could be 30 
students, which is ridiculous. 

– student understanding in an oral communication format, when it 
requires each student to listen and respond? I’ll never get done. 

One solid recommendation that you could suggest is that, when you 
compare oral communication with any other basic course which has 
writing and reading, there should be half the students. 

R: Mm-hmm. 

TA: So, there should be twice as many courses open at a registration. If there is 
going to be two reading courses, there should be four oral classes. And, 
they should not allow more than fifteen students. But, again, because 
we’re lazy, a student can go downstairs and go, “Please, I need this class, 
please. I don’t have a class at 9 o’ clock, and at 10 o’ clock I have to help 
my father.” And, then they’ll open the class, and then I end up with 37 
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students. 

R: Ah. 

TA: We have to be disciplined and close out the class at fifteen, for example. 
You know, because it is a workshop. 

R: Yes. 

Mm-hmm. 

TA: – which defeats the purpose of the class. Do you know what I mean? 

It’s a catch-22 that’s easy to solve, but nobody wants to do it because it 
requires work from the first floor and the fifth floor – staff and the big 
bosses. 

R:   Have you received training in teaching English as a Foreign Language? 

TA:   yes, a lot of training. TESL and CELTA, and I spent three months in 
Thailand, and I’ve been teaching English as a Second Language for about 
thirteen years. 

Eight different countries. 

R: Oh. 

TA: Japan, South Korea, Taiwan, Thailand, of course America, but that’s 
English as a Foreign Language – EFL. 

R: Uh-huh. 

TA: If it’s an L1 country, – 

R: Uh-huh. 

TA: – then it’s EFL. If it’s an L2 country, then it’s ESL. So, there are different 
ways that you approach the class. For example, there is more social 
English in EFL.  
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But anyway, Kuwait, Abu Dhabi, Oman, Dubai… Kuwait, the Emirates, 
Saudi Arabia, Japan, South Korea, Taiwan, Thailand… I’m probably 
forgetting something, but anyway… 

R: Oh, I see. Do you attend in-service professional development courses 
focused on teaching oral communication in English language classrooms? 
How often and who are normally the course providers? 

TA: No. 

R: Do we have some? 

TA: No. It would never work here, please. 

R: Oh. 

TA: They don’t do any training here. And, if they did, it would be a waste of 
time. 

R: [Laughter] why? Why do you think it’s not helpful? 

TA: Well, they tried to do this at the ELI. And, again, I was there for about 
three and a half years actually, and the ELI will always come up with 
something called ‘busy work’. If you’re not teaching classes, and let’s say 
that all the teachers are off from teacher because of whatever reason, Hajj 
or Eid or… they’re in between quarters, because at the ELI they have four 
quarters, not two semesters. 

R: Mm-hmm. 

TA: So, they switch four times a year, the classes. There is always going to be 
a week between classes that the teachers don’t teach. And then, at the end 
of every year in June, there is about three weeks that the classes finish but 
the teachers can’t go home for a vacation yet. During this time, all the 
bosses think, “Hey, let’s get the teachers to do something.” So, they 
always try to give them projects. And, every year they do the same 
projects, with the same recommendations, and nothing ever changes. It’s 
just, “Let’s pretend that we’re doing something so that the main big boss,” 
like the dean of the ELI, who is a friend of mine, he goes, “Are all the 
teachers doing their extra committee work?” 
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“Yes, yes, yes,” but nothing ever happens. That’s one reason. And, two, 
by the time you get to a department at a college, you’re teaching twelve 
hours a week, – 

R: Mm-hmm. 

TA: – and you’re in more control of your class than any other situation, when 
you’re a professor. And, because of that, teachers have an inflated ego. 

R: Mm. 

TA: “I’m a professor, I don’t have to do this,” or, “I have a PhD, I don’t have 
to do this.” So, there are a lot of reasons why inter-department training 
will never work here. 

R: [Laughter] okay. 

TA: ‘How often do you normally’… wait a minute. ‘How often, and who are 
normally the course providers?’ 

Now, the only possible exception to this is what we’re doing this year, 
which is to try to have more consistency among all the basic courses, 
including oral communications. So, all the 200 level courses at the lady’s 
campus and here at the men’s campus… the reason is that, if there are 
three teachers teaching Oral Communication I, they’re all going to teach it 
differently. They’re all going to think that this is important, or this is not 
important. 

R: Mm-hmm. 

TA: Sometimes I’ll see teachers going to their class in this lab; they don’t even 
bring their book. They will sometimes not even go to class, and they 
won’t even tell the students. So, the students, the good ones, the few that 
want to learn, they’ll sit there for fifteen minutes – 

R: And then go. 

TA: – and then go home, because the teacher didn’t care enough to tell the 
students, “No class.” A lot of times, they’ll not have class for two weeks. 
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R: Mm-hmm. 

TA: Because of this, there are lots of reasons why I don’t respect our oral 
communication course program. 

R: Mm-hmm. 

TA: And, again, it goes back to the teachers. You’ve got to care, and lead the 
students through the journey. And, give them the tools they need, if the 
tools are not given. I try, but I’m just one person. 

R: Okay. Number fourteen. What could the Department of English Language 
do to help alleviate these obstacles and make you feel comfortable in 
classrooms to communicate?  

TA: Fourteen, ‘What could the department of English do to help alleviate these 
obstacles and make you feel’… make me feel more comfortable? 

You might think I’m making a joke, but I’m not making a joke. Let me 
explain it to you this way. If I was in charge, – 

R: Mm-hmm. 

TA: – and I don’t mean (unclear 00:47:00) or even the dean. Let’s say if I was 
the president of the university, and I had the real power to do something 
[clicks fingers] immediately, right? I would fire half the teachers in the 
English department. And then, the other half, I would say, “You’re next, if 
you don’t do your job.” 

R: [Laughter]. 

TA: There is no other way I can say it. I would probably fire half the teachers. 
And, I’m sorry to say this, 95% are Saudi PhD instructors. They don’t see 
the value. They see a different value than I do, how about that? I’m trying 
to be fair. Maybe they see a different value. I don’t see how, but, you 
know, they just… they’re lazy and they don’t care. I’m talking half. The 
other half is the ones that I get along with, naturally, because they’re a 
different kind of person. 

R: Mm-hmm. 
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TA: I can always tell if a Saudi professor has spent any time in England, 
Scotland, Canada, America, you know. Usually, those professors, I will 
say, “Hey,” … we’ll have a conversation and then they’ll say, “Oh, yes, I 
did my master’s degree in England.” Or, “I lived in America for five years 
because my father had a job there when I was a young man,” you know, 
and he went to high school in America, for example. Those are the 
teachers that better understand the enormous problems we have here with 
education. 

R: Mm-hmm. 

TA: And then, the other professors that have never left Saudi Arabia, I can 
always tell. And, I’m not being derogatory. You know, culture and… I’m 
not. 

R: Uh-huh. 

TA: What I mean by that, I’m not making stereotypes. I’m not trying to do 
that. But, I’ve been here at City University for almost seven years, here at 
this university, and I think I have an opinion that’s probably true. 

R: Okay. 

Is there anything else we haven’t discussed yet that you think is important 
for improving oral communication in English classrooms? 

TA: No, no, unless you have any additional questions? 

R: [Laughter] no. 

TA: And, I’m in no hurry, take your time. 

R: No, that’s fine. Thank you very much. 

TA: But, I’d hate for you to think that I have a bad attitude. 

R: [Laughter……End of Recording] 
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Appendix IV: Ethical Approval: University of Reading 

 

 

University of Reading 

Institute of Education 

Ethical Approval Form A (version May 2015) 

 

 Tick one: 

  Staff project: _____     PhD√    EdD ____ 

 

Name of applicant (s): Hassan Saleem Alqurashi 

Title of project:  Investigating Oral Communication in EFL Classrooms: A Case-Study of a 

Higher Education Institution in the Kingdom of Saudi Arabia. 

Name of supervisor (for student projects): Professor Naz Rassool 

Please complete the form below including relevant sections overleaf. 

 YES NO 

Have you prepared an Information Sheet for participants and/or 
their parents/carers that: 

  

a)  explains the purpose(s) of the project √  

b) explains how they have been selected as potential participants √  

c)  gives a full, fair and clear account of what will be asked of them and 
how the information that they provide will be used 

√  

d) makes clear that participation in the project is voluntary √  

e) explains the arrangements to allow participants to withdraw at any 
stage if they wish 

√  

f) explains the arrangements to ensure the confidentiality of any material 
collected during the project, including secure arrangements for its storage, 
retention and disposal 

√  

g) explains the arrangements for publishing the research results and, if 
confidentiality might be affected, for obtaining written consent for this 

√  
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h) explains the arrangements for providing participants with the research 
results if they wish to have them 

√  

i) gives the name and designation of the member of staff with 
responsibility for the project together with contact details, including 
email. If any of the project investigators are students at the IoE, then this 
information must be included and their name provided 

√  

k) explains, where applicable, the arrangements for expenses and other 
payments to be made to the participants 

 √ 

j) includes a standard statement indicating the process of ethical review at 
the University undergone by the project, as follows: 

‘This project has been reviewed following the procedures of the 
University Research Ethics Committee and has been given a favourable 
ethical opinion for conduct’. 

√  

k)includes a standard statement regarding insurance: 
“The University has the appropriate insurances in place. Full details are 
available on request".  

√  

Please answer the following questions √  

1) Will you provide participants involved in your research with all the 
information necessary to ensure that they are fully informed and not in 
any way deceived or misled as to the purpose(s) and nature of the 
research? (Please use the subheadings used in the example information 
sheets on blackboard to ensure this). 

√  

2)  Will you seek written or other formal consent from all participants, if 
they are able to provide it, in addition to (1)? 

√  

3)  Is there any risk that participants may experience physical or 
psychological distress in taking part in your research? 

 √ 

4) Have you taken the online training modules in data protection and 
information security (which can be found here: 
http://www.reading.ac.uk/internal/imps/Staffpages/imps-training.aspx)? 

√  

5) Have you read the Health and Safety booklet (available on Blackboard) 
and completed a Risk Assessment Form to be included with this ethics 
application? 

√  

6) Does your research comply with the University’s Code of Good 
Practice in Research? 

√  

 YES NO N.A. 

7) If your research is taking place in a school, have you prepared 
an information sheet and consent form to gain the permission in 
writing of the head teacher or other relevant supervisory 
professional? 

√   

http://www.reading.ac.uk/internal/imps/Staffpages/imps-training.aspx
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8) Has the data collector obtained satisfactory DBS clearance? √   

9) If your research involves working with children under the age 
of 16 (or those whose special educational needs mean they are 
unable to give informed consent), have you prepared an 
information sheet and consent form for parents/carers to seek 
permission in writing, or to give parents/carers the opportunity to 
decline consent? 

 √  

10) If your research involves processing sensitive personal 
data1,or if it involves audio/video recordings, have you obtained 
the explicit consent of participants/parents? 

 √  

11) If you are using a data processor to subcontract any part of 
your research, have you got a written contract with that 
contractor which (a) specifies that the contractor is required to 
act only on your instructions, and (b) provides for appropriate 
technical and organisational security measures to protect the 
data? 

 √  

12a) Does your research involve data collection outside the UK? √   

12b) If the answer to question 12a is “yes”, does your research 
comply with the legal and ethical requirements for doing 
research in that country? 

√   

13a) Does your research involve collecting data in a language 
other than English? 

√   

13b) If the answer to question 13a is “yes”, please confirm that 
information sheets, consent forms, and research instruments, 
where appropriate, have been directly translated from the English 
versions submitted with this application. 

√   

14a. Does the proposed research involve children under the age 
of 5? 

 √  

14b. If the answer to question 14a is “yes”:  

My Head of School (or authorised Head of Department) has given 
details of the proposed research to the University’s insurance officer, 
and the research will not proceed until I have confirmation that 
insurance cover is in place.  

   

If you have answered YES to Question 3, please complete 
Section B below 

   

                                                 

1 Sensitive personal data consists of information relating to the racial or ethnic origin of a data 

subject, their political opinions, religious beliefs, trade union membership, sexual life, physical or mental 

health or condition, or criminal offences or record. 
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Please complete either Section A or Section Band provide the details required in 

support of your application. Sign the form (Section C) then submit it with all relevant 

attachments (e.g. information sheets, consent forms, tests, questionnaires, interview 

schedules) to the Institute’s Ethics Committee for consideration.  Any missing 

information will result in the form being returned to you. 

A: My research goes beyond the ‘accepted custom and practice of teaching’ 
but I consider that this project has no significant ethical implications. (Please 
tick the box.) 

√ 

Please state the total number of participants that will be involved in the project and 
give a breakdown of how many there are in each category e.g. teachers, parents, pupils 
etc. 

Thirty-three participants: 
Thirty students 
Three teachers 

Give a brief description of the aims and the methods (participants, instruments and 
procedures) of the project in up to 200 words noting: 

1. title of project 

2. purpose of project and its academic rationale 

3. brief description of methods and measurements 

4. participants: recruitment methods, number, age, gender, exclusion/inclusion 
criteria 

5. consent and participant information arrangements, debriefing (attach forms 
where necessary) 

6. a clear and concise statement of the ethical considerations raised by the project 
and how you intend to deal with them. 

7. estimated start date and duration of project 
This research is a part of the PhD requirements at the Institute of Education, University of 
Reading in the UK. Its aim is to investigate the factors that affect oral communication in EFL 
classrooms in City University in KSA. The purpose of this research is to establish the reasons 
for the oral communication difficulties experienced in EFL classrooms in the university and to 
look for ways to address these issues in terms of teaching and learning in order to improve the 
students’ learning experiences in EFL courses. It is hoped that the study becomes valuable for 
local and regional decision makers and course designers and provides teachers with knowledge 
about teaching oral communication skills in EFL classrooms. It is also hoped that this study 
will identify further areas for research that may contribute to theories of teaching and learning 
EFL in higher education. The study includes 33 participants of which are 30 students of 
English language and three teachers from the department of English language.   
Tow qualitative methods will be used to collect the research data: focus group discussions, and 
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individual interviews. 
Focus group 
I intend to conduct five focus group discussions in order to have a variety of views and 
experiences in relation to students’ oral participation in English classrooms. Each group will 
comprise six students as participants. For each session, I shall have a trained note taker to 
observe and record any paralinguistic behaviour made by the participants which may in the 
analysis, and he will transcribe the whole session’s data. Each participant will be given a code 
indicating their number in the group and the alphabet code of the group itself. For instance, 
focus group 1 consists of participants 1 to 6, focus group 2 consists of participants 1 to 6 and 
so on; so, FG1-3 means this participant is number 3 in focus group 1.  
Individual interviews 
The semi-structured type of interview will be used in this research because they are flexible, 
i.e. neither fully fixed nor fully free. It would allow me, as the interviewer, to modify, 
restructure, and elaborate on particular questions depending on the direction of the interview. 
A set of questions will be devised to elicit information related to students’ participation in 
English classrooms. This includes asking the participants questions about a wide range of 
issues including classroom organization, classroom management, pedagogical approaches 
(teaching and learning) use of materials, attitudes, behaviours as well as socio-cultural factors 
that facilitate and/or prevent effective communication in EFL classrooms.  
Participants will have the right to withdraw from the study at any time even after the data have 
been collected with no consequences. This will be clearly mentioned in the Information 
Sheets. Anonymity of the participants and assurance that their details are non-attributable will 
be guaranteed and no identifying details will be presented in any published material. 
In this research project, I intend to use a data triangulation approach, a procedure that involves 
more than one method for data collection. In qualitative studies it represents a powerful 
technique that enables validation of data through cross verification from two or more sources 
capturing different dimensions of the same phenomenon (Bogdan & Biklen, 2006). A single 
method can never adequately shed light on a phenomenon being investigated; instead, using 
multiple data collection methods can help facilitate deeper understanding that phenomenon.  

B: I consider that this project may have ethical implications that should be 
brought before the Institute’s Ethics Committee. 

 

Please state the total number of participants that will be involved in the project and 
give a breakdown of how many there are in each category e.g. teachers, parents, pupils 
etc. 

Give a brief description of the aims and the methods (participants, instruments and 
procedures) of the project in up to 200 words.   

1. title of project 

2. purpose of project and its academic rationale 

3. brief description of methods and measurements 

4. participants: recruitment methods, number, age, gender, exclusion/inclusion 
criteria 

5. consent and participant information arrangements, debriefing (attach forms 
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where necessary) 

6. a clear and concise statement of the ethical considerations raised by the project 
and how you intend to deal with then. 

7. estimated start date and duration of project 

 

C: SIGNATURE OF APPLICANT: 

 

Note: a signature is required. Typed names are not acceptable. 

I have declared all relevant information regarding my proposed project and confirm that 

ethical good practice will be followed within the project. 

 

 

Signed: ………………………Print Name: Hassan Alqurashi             Date: 06-10-2015. 

 

STATEMENT OF ETHICAL APPROVAL FOR PROPOSALS SUBMITTED TO 

THE INSTITUTE ETHICS COMMITTEE 

 

This project has been considered using agreed Institute procedures and is now 

approved. 

Signed:    Print Name  Andy Kempe              Date 16.10.15 

 (IoE Research Ethics Committee representative)*  
* A decision to allow a project to proceed is not an expert assessment of its content or of the possible risks 

involved in the investigation, nor does it detract in any way from the ultimate responsibility which 

students/investigators must themselves have for these matters. Approval is granted on the basis of the 

information declared by the applicant. 
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IoE Ethics Committee:  

Applicant:   Hassan Saleem Alqurashi  Tutor / Mentor:  Naz Rassool 

Pertaining to: (please delete as appropriate)            PhD 

Title of study:  Investigating Oral Communication in EFL Classrooms: A Case-Study of 

a Higher Education Institution in the Kingdom of Saudi Arabia. 

Date of submission: 14.8.15   Date of response: 22.9.15 

Document Submitted: 
Y/N/n.a 

Approved: 
Y/N 

Reason for rejection 

Ethics form 
(please check box 
in Section A is 
ticked if 
appropriate) 

Y N 
Y 

More assiduous proofreading is 
required.   
A few noticeable errors: 
• Document analysis and documentary 

analysis are two different things – 
please change your phrase. 

• ‘I am going to conduct…’  : The 
language is informal. It should be: 
‘The focus group interview involves 
….’ 

• See attached comments 

Number of 
participants stated 

Y Y  

Info/Consent for 
participant 

Y N 
Y 

The name of the supervisor should be 
at the top of the information sheet. 
Font should be changed from blue to 
black. The format of the letter needs 
attention and further proof reading to 
ensure accurate use of standard 
written English. 

Info/Consent for 
parent/carer 

n/a   

Info/Consent for 
headteacher 

Y N 
Y 

Here again, there are an unacceptable 
number of typos. and grammatical 
errors that must be corrected before 
this can be issued. 
It is not clear what the difference 
between HOD and the Dean in this 
context. 

Info/Consent for n/a   
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teacher 
Risk assessment 
form 

Y N 
Y 

Please check the following regarding 
punctuation and grammar. 

Questionnaire(s) n/a   
Interview / focus 
group schedule 

Y N 
Y 

See comments on attached, annotated 
document. 

Data protection 
certificate 

Y Y  

Other comments to be considered before re-
submission (to be shared with applicant at 
tutor’s discretion): 

 

Date of re-submission:    13.10.15 Date of approval:   16.10.15 
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Appendix IV: Information Sheet and Consent Form 

 

 

Supervisors: Professor Naz Rassool 

E-mail: n.rassool@reading.ac.uk 

Researcher: Hassan Saleem Alqurashi 

E-mail: cj821411@pgr.reading.ac.uk 

 

Information Sheet 

Project: “Investigating Oral Communication in EFL Classrooms: A Case-

Study of a Higher Education Institution in the Kingdom of Saudi Arabia”. 

The Study 

This research is a part of the PhD requirements at the Institute of Education, University 

of Reading in the UK. Its aim is to investigate the factors that affect oral 

communication in EFL classrooms in City University in KSA. It also aims to 

investigate the main reasons why students in English as Foreign Language (EFL) 

classrooms in City University in KSA are reluctant to communicate orally during 

lessons. The purpose of this research is to establish the reasons for the oral 

communication difficulties experienced in EFL classrooms in the university and to look 

for ways to address these issues in terms of teaching and learning in order to improve 

the students’ learning experiences in EFL courses. It is hoped that the study becomes 

valuable for local and regional decision makers and course designers and provides 

teachers with knowledge about teaching oral communication skills in EFL classrooms. 

mailto:cj821411@pgr.reading.ac.uk
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It may contribute to increasing our understanding of the phenomenon of students’ 

reticence in EFL classrooms. It is also hoped that this study will identify further areas 

for research that may contribute to theories of teaching and learning EFL in higher 

education.   

Aims of the study 

5. To investigate the ways that English is taught in English classrooms. 

6. To examine the factors that facilitate students’ oral communication in English 

classrooms. 

7. To investigate the factors that constrain students’ oral communication in English 

classrooms. 

8. To examine the ways in which students manage and try to overcome their 

communication difficulties in EFL classrooms. 

9. To investigate the ways in which teachers address the oral communication 

difficulties that students encounter in English in EFL classrooms. 

Who are the participants? 

The total number of participants will be 33. They are distributed as follows: 

1. The head of the department of English language will considered for the 

individual interview. 

2. Two teachers from the department of English language will be chosen for the 

individual interviews. 

3. Thirty students will be selected for the four focus groups: eight in each group. 

These participants will be chosen due to the contribution they can provide in 

helping to answer the research questions and due to their role as providers or receivers 

of professional learning.  
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What will happen if I take part? 

If you agree to take part, you will be kindly asked to participate in the focus 

group discussions. You may be interviewed for about forty minutes to clarify some in-

depth issues and elicit some examples. This will only happen if you give your consent, 

in advance. 

Is my participation obligatory? 

No, it is not. Your participation in the study is totally voluntary and the 

participants have the right to withdraw at any time during the study without any 

repercussions by contacting the researcher. If you change your mind after data 

collection has been finished, the researcher will discard your data.   

What are the risks and benefits of taking part? 

All the information about the participants that are collected during the research 

will be kept strictly confidential. All interview recordings will be destroyed at the end 

of the research. Participants’ names or any contact details will not be recorded on the 

interviews’ transcripts. My academic supervisors will have access to the transcripts (and 

the recordings for reliability purposes), but I will be the only person to have access to 

the original recordings. All identifying details will be changed in any publications 

resulting from this research including the thesis and any published articles. 

I know how busy you are, but I highly value the information that you can 

provide regarding the topic of the present project, and I hope that you will be able and 

willing to contribute to this research project by giving your consent. If you do so, 

please complete the attached consent form. A summary of the results can be sent to 

you upon your request by sending an email to the address above. 
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‘This project has been reviewed following the procedures of the University 

Research Ethics Committee and has been given a favourable ethical opinion for 

conduct’ 

“The University has the appropriate insurances in place. Full details are 

available on request". 
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Supervisors: Professor Naz Rassool 

E-mail: n.rassool@reading.ac.uk 

Researcher: Hassan Saleem Alqurashi 

E-mail: cj821411@pgr.reading.ac.uk 

Participant’s Consent Form 

Project title:  “Investigating Oral Communication in EFL Classrooms: A Case-

Study of a Higher Education Institution in the Kingdom of Saudi Arabia”. 

I have read the information sheet and it was explained to me by the researcher. The 

purpose of the project and what will be required of me have been explained to me, and 

any questions have been answered to my satisfaction. I agree to the arrangements 

described in the information Sheet. I understand that I will be interviewed and that the 

interview will be recorded and transcribed. I understand that my participation is entirely 

voluntary and that I have the right to withdraw from the project any time, without 

giving a reason and without repercussions by sending an email to the addresses above. I 

have received a copy of this Consent Form and of the accompanying Information Sheet. 

Please tick as appropriate: 

I consent to take part in the focus group discussions:  --------------    

I consent to being interviewed:  --------------        

I consent the interview will be recorded and transcribed:    ---------- 

Name: 

Signed:                                                                                  Date: 

mailto:cj821411@pgr.reading.ac.uk
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 ورقةالمعلومات 

دراسة  عنوان المشروع: "دراسة التواصل الشفهي في الفصول الدراسية للغة الانجليزية كلغة أجنبية:

 حالة لمؤسسة التعليم العالي في المملكة العربية السعودية".

 الدراسة

هذا البحث هو جزء من متطلبات درجة الدكتوراه في كلية التربية، جامعة ريدينغ في المملكة المتحدة. 

ليزية كلغة يهدف هذا البحث الى دراسة العوامل التي تؤثر على الاتصال الشفهي في الفصول الدراسية للغة الانج

في المملكة العربية السعودية. ستحاول هذه الدراسة تحديد الأسباب التي تؤدي إلى دينة أجنبية في جامعة الم

صعوبات في الاتصالات الشفهية في الفصول الدراسية للغة الانجليزية كلغة أجنبية في الجامعة والبحث عن سبل 

دراسة وتعلم مواد اللغة  فيأجل تحسين قدرات الطلاب  لمعالجة هذه القضايا من حيث التدريس والتعلم من

هذه الدراسة مفيدة لصانعي القرار على المستوى المحلي والإقليمي  الانجليزية كلغة أجنبية. ومن المأمول أن تكون 

هارات الاتصال الشف فيما يخصومصممي المواد التدريسية وتزويد المعلمين بانواع المعرفة  ي في هتدريس م

ظاهرة التكتم عند  الفصول الدراسية للغة الانجليزية كلغة أجنبية. وتأمل الدراسة أيضا أن تسهم في زيادة فهمنا ل

ها  على النحو المناسب في الممارسة التربوية.  ها بالأداء الأكاديمي والتي ممكن ان تترجم نتائج ومن الطلاب وعلاقت

والتي قد تسهم في نظريات تعليم وتعلم اللغة الإنجليزية  المأمول أيضا أن تحدد هذه الدراسة مجالات أخرى للبحث

 كلغة أجنبية على مستوى التعليم الجامعي.

 

 

 الدكتورة ناز رسول: ة المشرف
n.rassool@reading.ac.uk 

: حسن سليم القرشي الباحث  

cj821411@pgr.reading.ac.uk 

mailto:n.rassool@reading.ac.uk
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 أهداف الدراسة

 

 دراسة الطرق التي يتم بها تدريس اللغة الإنجليزية  في الصفوف ا.نجليزية. .1

 الإنجليزية.دراسة العوامل التي تسهل التواصل الشفوي لدى الطلاب في الفصول الدراسية  .2

 دراسة العوامل التي تعيق التواصل التواصل الشفوي لدى الطلاب في الفصول الدراسية الإنجليزية. .3

ها الطلاب للتغلب على صعوبات الاتصال في الفصول الدراسية  .4 للغة دراسة الطرق التي يستخدم

 .الإنجليزية كلغة أجنبية

ها المعلمين لمعالجة صعوبا .5 ها الطلاب دراسة الطرق التي يستخدم ت الاتصالات الشفهية التي يواجه

 .للغة الإنجليزية كلغة أجنبيةفي اللغة الإنجليزية في الصفوف الدراسية 

هم المشاركون؟  من 

 على النحو التالي: ون. وهم موزعمشاركا 33سيكون العدد الكلي للمشاركين

 سيتم اختيار رئيس قسم اللغة الإنجليزية للمقابلة الفردية. .1

 اختيار اثنين من المدرسين من قسم اللغة الإنجليزية للمقابلات الفردية.وسيتم  .2

 في كل مجموعة. طلاب للمشاركة في المجموعات الأربعة: ثمانية طالبان ووسيتم اختيار ثلاث .3

موها للمساعدة في الإجابة على أسئلة البحث،  ة التي يمكن أن يقد هؤلاء المشاركين للمساهم وسيتم اختيار 

 رهم كمقدمين أو مستقبلين للتعليم.ونظرا لدو

 شاركت؟ اذا ماذا سيحدث

إذا وافقت على المشاركة، سوف يطلب منك أن تتكرم بالمشاركة في مناقشات جماعية. قد يتم مقابلتك  

ة. هذا لن يحدث إلا إذا أعطيت موافقتك مقدما.  لمدة أربعين دقيقة لمناقشة بعض القضايا واستنباط بعض الأمثل
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 مشاركتي اجبارية؟هل 

لا، مشاركتك في الدراسة طوعية تماما ولديك الحق في الانسحاب في أي وقت خلال فترة الدراسة دون 

أي تداعيات عن طريق الاتصال بالباحث. إذا قمت بتغيير رأيك بعد الانتهاء من جمع البيانات، فإن الباحث 

 سيتجاهل البيانات الخاصة بك.

 ركة؟ما هي مخاطر وفوائد المشا

ة. وسيتم الغاء كل  ها خلال البحث عن المشاركين بسرية تام ستعامل جميع المعلومات التي تم جمع

تسجيلات المقابلات بعد الانتهاء من البحث ولن يتم تسجيل أسماء أو أية تفاصيل خاصة بالمشاركين. سيمكن 

قية(، ولكنني سأكون الشخص المشرفين الأكاديميين من الوصول إلى النصوص والتسجيلات )لأغراض الموثو

الوحيد الذي لديه حق الوصول إلى التسجيلات الأصلية. سيتم تغيير كل التفاصيل في أي منشورات ناتجة عن هذا 

 البحث بما فيها رسالة الدكتوراة وأي مقالات منشورة.

يتعلق أنا أعرف كم أنت مشغولا، ولكن أقدر بشكل كبيرالمعلومات التي يمكن أن توفرها لي فيما 

بموضوع المشروع الحالي، وآمل أن تكونوا قادرين وعلى استعداد للمساهمة في هذا المشروع البحثي عن طريق 

ملخص النتائج يمكن أن يرسل لك بناء على ، يرجى ملء استمارة الموافقة المرفقة. إعطاء موافقتك. اذا كان ذلك

 .طلبك عن طريق إرسال بريد إلكتروني إلى العنوان أعلاه

وقد استعرضت هذا المشروع في أعقاب إجراءات لجنة أخلاقيات البحوث في الجامعة وتم إعطائي 

 الموافقة لاجراءه"

 "لدى الجامعة التأمينات المناسبة في المكان والتفاصيل الكاملة متوفرة عند الطلب ".
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 نموذج موافقة المشاركين

 

عنوان المشروع: "دراسة التواصل الشفهي في الفصول الدراسية للغة الانجليزية كلغة أجنبية: دراسة 

 م العالي في المملكة العربية السعودية".حالة لمؤسسة التعلي

ها لي من قبل الباحث. ما سيكون لي و الغرض من المشروع شرح تم وقدلقد قرأت ورقة المعلومات وتم ايضاخ

ما .المعلومات ورقة الموضحة في الترتيبات الرد على كل استفساراتي.أنا أوافق على تم لقدو،مني مطلوبا أتفهم تما

ها و سيتم أن المقابلةو سيتم مقابلتي هأن ها تسجيل ما طوعية مشاركتي وأنا أفهم أيضا أننسخ  الحق في لدي وأنه تما

 بريد إلكتروني إلى العن طريق إرس تداعيات وذلك ودون إبداء أسباب دون،وقت أي الانسحاب من المشروع

 .وأخرى من ورقة المعلومات نموذج الموافقة لقداستلمت نسخة من .أعلاه عناوينال

ة   :حسب الاقتضاء√يرجى وضع علام

 : .................حلقات النقاش المشاركة في أوافق على

 : ...................المقابلة أوافق على

هاالمقابلة و تسجيل أوافق على  : ....................نسخ

 :سمالا

 :تاريخال                                                         :توقيعال
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