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Abstract

This study compared the potential effects of Text-Driven (TD) and Coursebook (CB) materials
on learners' perceptions and interactions in EFL classrooms. It also explored which teaching
materials are more likely to facilitate learners’ communicative competence through theoretical

and empirical evaluations.

82 EFL female students at A2 (CEFR) level were selected in this study from the English
Language Institute (ELI) at the University of Jeddah in KSA and divided into two comparable
intact classes taught by the researcher. The first group was taught the developed Text-Driven
materials, whereas the second group was taught the Coursebook materials. The study adopted
a multiple-method research design. Data were collected through six methods: questionnaires,
individual interviews, classroom interaction analysis, teachers’ observations, virtual forums,

and pre-post communicative tests.

The data revealed that while both TD and CB materials were viewed positively by the
participants, Text-Driven showed a number of advantages over coursebook materials in
developing learners’ engagement and classroom interactions. The findings demonstrated that
the frequencies of learners' turns using L1 or L2 are higher in the TD group than in CB and that
the observed interactional patterns differ considerably among the groups. The TD interactional
patterns involved more open than closed responses, and their interaction was meaningful,
personally engaging, and focused on both content and forms compared to their counterpart.
Similarly, the two ELI instructors who observed the researcher’s TD and CB video-recoded
classes commented that TD materials seemed more effective than the CB in developing
classroom interaction, resulting in meaningful interactional patterns among TD learners. The
pre-post communicative test results supported the previous data and showed that the TD
materials are more likely to accelerate the learners’ overall English “communicative
competence” than the CB materials. The theoretical content analysis of the coursebook unit
provided further evidence that most of the tasks are controlled and aimed at practising language

points and thus may not facilitate L2 communicative competence.

The findings of this study would benefit TESOL/Applied linguistics stakeholders as a flexible
communicative teaching model was proposed. It reflects the findings of language learning
studies that explore how second language competence can be developed. Furthermore, these



results may assist the ELI and other contexts in considering the significance of L2 materials
development and its potential impact on learners’ engagement and communicative

performance. In light of these findings, several recommendations are proposed.
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Chapter One: Introduction

1.1 Introduction

In today’s global development, English language has become a lingua franca and the most
dominant language of international communication. The significance of English learning and
its connection with globalisation and economic growth has been a new trend in Saudi Arabia.
Seeking to improve the educational system and learning outcomes to meet developmental
needs and the labour market (Ministry of KSA education, 2021). This chapter outlines the
motivation and purpose of this research and explains how the contribution made by the research
will benefit English language teaching both in KSA and the wider ELT field.

1.2 Motivation of the research

1.2.1 Personal motivation

The learners in the Saudi context depend solely on textbooks as their learning source, and their
reactions to the materials vary from fractional engagement to entire disengagement. They have
few opportunities to interact or express their opinions as the classes tend to be teacher-centred,
meaning that the teacher acts as the information provider and tends to talk more than to
communicate. Another issue includes teaching English by using memorisation (Alkubaidi,
2014). Learners tend to memorise the text and sometimes do so despite whether they did or did
not understand what is written (ibid). Alrashidi and Phan (2015) summarised the main reasons
for students’ low level of English competence: the reliance on teacher-centred instruction,
teacher’s use of L1 (Arabic) to teach English, using memorisation as a learning strategy,
learners’ lack of motivation from their instructor, and lack of authentic practice (p. 38).
Although the English curriculum at the English Language Institute (ELI) requires critical and
creative thinking skills, the CB unit examined in this study may not support the development

of these skills. The lack of such skills creates disappointment among students and teachers.



Therefore, examining the effects of ELT materials would probably discover whether they help
the learners develop their communicative performance and enhance their motivation and

personal engagement in EFL classrooms or hinder them.

The Saudi 2030 vision follows diversified and innovative approaches that aim for economic
and social growth, resulting in the use of global English. Saudi learners nowadays realise the
importance of learning English for the development of their country and future careers.

1.2.2 National and institutional motivation

1.2.2.1 Saudi Vision 2030

Saudi Arabian vision is an achievable blueprint expressing the kingdom's long-term goals
through three pillars: its position as the heart of Islamic and Arab worlds, its capabilities to
become a global investment powerhouse, and its geographic location as a global hub linking
the three continents; Africa, Asia, and Europ (Saudi vision, 2030). The Kingdom of Saudi
Arabia (KSA) seeks to invest in education by refining the national curriculum and ensuring
that the learning system outcomes comply with the market demands. It aims to support learners
in achieving results above the averages of international indicators in global education by
concentrating on significant values such as social skills, cultural knowledge, leadership, and
self-awareness. Furthermore, it seeks to develop communication channels to facilitate
interactive online engagement between citizens, individual sectors, and government agencies.
The vision emphasises that learners need the necessary social skills and cultural knowledge to
become successful members of Saudi society and contribute to the KSA's continuing

development and global standing.

Additionally, Saudi higher education encourages students to pursue their studies by offering
scholarships in many countries abroad. The country invests profoundly in education for its
residents to continue learning. This reflects the government’s knowledge of the significance of
education in maintaining the country’s economic and cultural development. Thereby, there is
a need to better educate the learners with communication, problem-solving, and negotiation
skills necessary for participation in a global community and job market, which requires using
English as a lingua franca. Development and evaluation of ELT materials was an interesting
area of research to fulfil the requirements of globalisation and Saudi educational and economic
goals. The following section will discuss the ELI context in which this study is conducted.



1.2.2.2 English Language Institute (ELI)

The ELI at the University of Jeddah is gender-segregated, which means that males and females
are taught in separate campuses due to the Kingdom’s Islamic, cultural, and social values. In
spite of this fact, both male and female learners obtain the same educational facilities, teaching
materials, and curriculum objectives with few differences to meet specific gender needs
(Alrashidi & Phan, 2015). All the students at the ELI must study a foundation/ preparatory year
where the English language is a compulsory subject and taught within two terms throughout
the year. Each week consists of three-morning classes and two afternoons or vice versa. The
morning classes last two hours, while the afternoon classes last three hours. These classes are
taught by either one or two teachers with similar or different qualifications. The ELI teachers
are both Saudi and non-Saudi, with various qualifications, training, and teaching experiences
that are entirely different from the teaching environment in schools. For that reason, when
students enter university, they face massive issues that might affect their learning progress and

motivation. These issues were previously discussed in Section 1.2.1.

The students at the ELI are divided into two sections; Humanities and Sciences, depending on
their majors. The same coursebook, “National Geographic Learning series, namely Life”, is
used in both sections but at different levels. That is, Humanities taught levels A2 and B1,
whereas Sciences taught levels B1 and B2 in Terms 1 and 2, respectively. In this study, |
selected the female campus in the Humanities section where | work as a lecturer.

Regarding the ELI curriculum, over the past seven years, the English language curriculum has
been developed by ELI teachers and curriculum developers with support from the University
of California, Berkeley Programme. A course kit has been made for the students instead of
textbooks, and teachers have many more choices regarding materials to deliver their lessons.
The ELI aims to offer an intensive General English Course for foundation year students so they
can achieve 5.5 in IELTS once they complete the course. That was a massive development for
a Saudi University established in 2014. In 2019, the ELI curriculum committee and the
university authorities decided to use “Life” coursebook as the main resource for teaching and
learning. By this decision, teachers were committed to using the student’s textbook, workbook,
and teacher’s textbook. Therefore, they should teach the textbook materials within the allocated
time even if the materials are not engaging or authentic to the learners for the purpose of
examinations. Consequently, implementing new materials may have a negative exam
backwash in the ELI.



Since | have teaching responsibilities at the ELI, promoting the development and adaptation of
communicative materials, innovation, and possibly change in curriculum design is essential to
overcome most of the problems previously discussed. | was introduced to the Text-Driven
framework in the materials development module by Dr Hitomi Masuhara during my MA study.
Although | learned about several theories and approaches, | was interested in Text-Driven
framework as the activities and tasks are designed firstly to engage the learners with the text,
get them to think, and finally get them to produce and communicate. It offers principled,
flexible, and coherent materials (Tomlinson, 2019) suitable for novice and experienced

teachers at the ELI who may not be familiar with new ELT communicative approaches.

The following section will discuss the purpose of this study and the research questions with

their associated data collection methods.

1.3 Purpose of the research and research questions

The main purpose of the present study is to compare the potential effectiveness of “Life,
Student’s Book for Elementry level (National Geographic Learning), 2018 and the developed
Text-Driven materials on learners’ perceptions and interaction in EFL classrooms. Text-Driven
is defined as an approach in which a written/visual/spoken text drives the materials, and these
texts should be meaningful, affectively, and cognitively engaging (Tomlinson & Masuhara,
2018). On the other hand, coursebook materials often use the standard Presentation-Practice-
Production (PPP) model (ibid) (Please see Chapter 2, Sections 2.3.3 and 2.3.4 for more details

on Text-Driven and Coursebook approaches).

This study aims to identify which materials would facilitate learners’ communicative
competence through learners’ engagement and interactions, a comparison of learners’ test
scores before and after the teaching period, and via the content analysis of the TD and CB units.
Furthermore, it will explore desirable, undesirable, and challenging factors that may reinforce
or restrain the development of the target language in EFL classrooms. Finally, it will give an
overview of the typical EFL classrooms where the implementation of communicative
materials, collaborative learning, and interaction in group/pair activities among the EFL
learners take place. In light of these objectives, this study aims to answer the following

questions using six research tools:



’

RQ1: What are the attitudes of EFL learners [ Questionnaires ]
towards Text-Driven (TD) and Coursebook
(CB) materials?

[ Individual interviews ]

-
RQ2: Which materials Text-Driven (TD) or

Cousebook (CB) can facilitate more classroom
interactions?

N
2.1: Is there a difference in the frequency of p
- interactki)onis)etween the Tgxt-Driven (TD) and Classroom interaction
L Coursebook (CB) groups® ) analysis (CIA)
.
- - - - \ (
2.2: What type of interactional patterns arise in Forums ]
— the Text-Driven (TD) and Coursebook (CB) .
groups? p
\. J Teachers’ observations ]
4 N\ )
2.3: What interactional patterns are observed in
Text-Driven (TD) and Coursebook (CB) groups?
. J
N

RQ3: Which materials Text-Driven (TD) or
Coursebook (CB) are likely to facilitate learners’
overall English “communicative competence”? Cambridge A2 Key

modified communicative
practice test (pre and
post)

3.1 Is there any difference between the Text-
Driven (TD) and Coursebook (CB) groups'
communicative test scores?

Figure 1.1: Research questions and tools



1.4 Significance and contribution of the research

There are several reasons that led this research to be conducted. Firstly, none of the previous
Text-Driven studies examined the impact of the materials on learners’ overall English
communicative competence (Al-Busaidi & Tindle, 2010; Alhazmi, 2022; Darici & Tomlinson,
2016; Esalati & Rahmanpana, 2020; Harper, 2019; Loi & Thanh, 2022; Taghipour & Mohseni,
2021; Tomlinson, 2019) (please see Chapter Two, Section 2.4). Secondly, few
methodological comparison studies investigated the effectiveness of communicative versus
traditional materials on lower-level learners’ interaction and communicative competence
(Gilmore, 2011; Li & Seedhouse, 2010). Thirdly, most of these studies are limited to one or
two methods of data collection, which may not provide comprehensive results. This study
differs from the previous studies in three main areas: (1) the focus “comparison of Text-Driven
and Coursebook materials on learners’ perceptions and L2 communicative performance
through theoretical and empirical evaluations”, (2) the use of six methods of data collection
“questionnaires, individual interviews, forums, teachers’ observations, classroom interaction
analysis (CIA), and pre-post communicative test”, (3) the context “this is the first study in KSA
comparing TDA versus Coursebooks on learners’ communicative performance”.
Consequently, this thesis will improve previous research and make an original contribution to

the SLA field and classroom research.

The findings of the current study may benefit the following cateqories:

- EFL/ESL applied linguists and researchers as the study proposes a practical teaching model
that follows Second Language Acquisition (SLA) principles in its design and development.
The model aims to integrate the four basic language skills: reading, writing, speaking, and
listening, to stimulate classroom interaction and develop learners’ communicative abilities
likely to facilitate SLA.

- Curriculum designers, as the developed Text-Driven unit in this research covered the
students’ learning outcomes (SLOs) in “Life textbook, Unit 1”. Thus, it can be useful to
develop coursebook materials using communicative and engaging texts and tasks to suit a

particular context and learners’ needs.



EFL/ESL teachers and students in Saudi Arabia and other contexts since the study provides
flexible and coherent instructional materials designed with local and universal criteria.
Teachers may examine how these new ELT trends marry with their pedagogical experience
in order to create more valuable materials in the future. Although the materials in this study
were developed to engage female students, the findings can also benefit the male
stakeholders in this context as the same coursebook, “Life”, is used for both male and

female learners.

Educational authorities and ELT institutions. Since background research justified the need
for the involvement of teachers in the development and adaptation of SLA learning
materials, it is prudent to obtain enhanced knowledge about the possible impacts of
materials development on students’ second and foreign language learning. Therefore, the
recommendations derived from this study might make the authorities and institutions
consider the significance of teachers’ role in developing the materials and curriculum
objectives to ensure effective communicative learning compatible with learners’ needs and

interests.

Language assessment experts due to the study’s implementation of communicative

language assessment that can be beneficial and valuable.

For the researcher, the study will help in revealing the practicality of these materials in
developing the students’ engagement and L2 communication, thus closing the gap that
other interested researchers did not explore fully and making an original contribution to

materials development research.

1.5 Thesis structure

This thesis is divided into seven chapters. This chapter has explained the motivation and

contextual background of the research, the purpose of the research, and the research questions

with their associated data collection methods. It also justified the significance and contribution

of the study, and finally, the thesis structure with a summary of the chapters’ content is outlined.

Chapter Two is divided into three parts, all of which are relevant to the focus of this research.

Part one will define “communicative competence” (CC) according to previous research to

operationalise the CC used in this study. This part will also review the ELT approaches that
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aim to develop the learners’ communicative competence, such as Communicative Language
Teaching (CLT), Task-Based Language Teaching (TBLT), Text-Driven Approach (TDA), and
Coursebooks with PPP as a typical model. Part two will offer empirical evidence by reviewing
previous Text-Driven and methodological comparison studies. Part three will demonstrate how
the learners’ CC in this study is measured by explaining the rationale behind the six data
collection methods, referring to the literature. Chapter Three will illustrate the methodology
of the study, including the research approach and procedure, study participants and sampling,
the process of developing Text-driven materials, the theoretical analysis of the coursebook unit,
and the methods of data collection and analysis. The process of the pilot study, ethical
considerations, and the study's validity and reliability will also be discussed in Chapter Three.
Chapters Four, Five, and Six will analyse and present the findings of the questionnaires and
interviews (Chapter Four), classroom interaction analysis (CIA) (Chapter Five), forums,
teachers’ observations, and pre-post-test results (Chapter Six). Finally, Chapter Seven will
combine the results from the six methods used in this study by providing a summary and
discussion of the findings to answer each research question. Chapter Seven concludes the thesis
as it will summarise the study, consider its limitations and implications, and make

recommendations for future research.



Chapter Two: Literature Review

2.1 Introduction

This chapter is subdivided into Three Parts. Part 1 discusses previous CC definitions among
ELT researchers from the 1970s to the present in order to define the communicative
competence (CC) used in this study. This part also describes how the ELT approaches have
tried to integrate this concept as their main underpinning principle. The approaches discussed
included Communicative Language Teaching (CLT) as the first approach aimed at developing
learners’ CC in the early 1970s; Task-Based Language Teaching (TBLT) originated in the mid-
1980s; Text-Driven (TD), which is one of the most recent approaches developed in 2003-2013,
and recent Coursebooks (CB) whose language materials are designed with communicative
intent using the standard model Presentation-Practice-Production (PPP). Part 2 provides
empirical evidence from previous studies to demonstrate more insightful evaluations to be
compared with the current thesis findings. Part 3 describes how the learners’ CC is measured
in this study via questionnaires, interviews, classroom interaction analysis, forums,
observations, and A2 Key modified communicative practice test. This part summarises the
rationale for the six research tools, the benefits and drawbacks of their implementation in this
study, and how to avoid such limitations. The procedure of data collection and how the data
are analysed in this study are not included in this part as the emphasis is on theoretical
discussions. For more details regarding the data collection and analysis, please see Chapter
Three: Methodology.

At the end of this chapter, | provided a summary describing what has been discussed, evaluated
and reviewed. The findings of the previous studies and how the current thesis controls most of

their limitations were also summarised.



Part 1: Theoretical Background

2.2 Communicative Competence (CC) definition and principles

There are different theoretical insights into what constitutes communicative competence (CC),
a term coined by Hymes (1972). Hymes’ view relates to the speaker’s language knowledge and
how to use it. In other words, CC can be acquired by both the knowledge and capacity of
language use that enables interpretations of communications and meaning negotiations in a
particular social context. Subsequently, language functions which are related to how language
is used were developed by Wilkins (1976), who emphasised the significance of communicative
or functional meaning of the language, which language learners need to express and
understand. A more pedagogical view of CC in which four dimensions were identified:
grammatical competence, discourse competence, sociolinguistic competence, and strategic
competence was found in Canale and Swain (1980). Grammatical competence is the ability to
use grammatical and lexical knowledge; Discourse competence is the ability to use rules of
coherence and cohesion of a group of utterances (coherence refers to the use of suitable
combined communicative functions, whereas cohesion is “grammatical links”). Sociolinguistic
competence is the ability to understand the social context where the communication occurs,
encompassing the topic, roles of people involved, and the communicative intent of their

interaction; Strategic competence is the ability to cope with “floor-holding” strategies.

Others, such as Larsen-Freeman and Anderson (2011), offered a succinct explanation of
communicative competence: “In short, being able to communicate required more than
linguistic competence... knowing when and how to say what to whom” (p. 115). To achieve
this, learners need to understand the role of meanings, linguistic structures, and functions, from
which they select the utmost pertinent form, roles of interlocutors, and social context, and be
able to negotiate meaning with their interlocutors (ibid). Being acquainted with how the
language is used and how it can be learned and taught was also stressed by McDonough et al.
(2013). In the context of language learning, knowing the functions of language would help the
students to understand that communication could break down if the focus was only on

semantic-grammatical meaning and neglecting the function of the speaker (ibid).
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Richards and Rodgers (2014) carried out seminal work on defining CC. In their definition,
three dimensions of language knowledge made up the construct of communicative competence
(p. 90):

e Knowing how to use variable language in relation to the participants and context (e.g. when
to employ informal or formal speech and when to use appropriate language for spoken or
written interaction)

e Knowing how to comprehend and produce several kinds of texts (e.g. interviews,
narratives, conversations, reports)

e Knowing how to sustain communication despite constraints in an individual’s language

knowledge (e.g. via several types of communicative strategies).

Jones et al. (2018) provided a recent definition based on previous theories of CC according to
linguistic, strategic, discourse, and pragmatic competencies. Linguistic competence = the
effective use of language, including grammar, lexis, phonology, and lexicogrammar. Strategic
competence = the ability to repair communication errors and make appropriate choices that
grease conversational wheels. Discourse competence = the ability to connect and organise
language through extended turns in conversation. Pragmatic competence = the ability to use

appropriate language in sociolinguistic contexts.

Many teachers, curriculum designers, and language examiners aim to develop the learners’ CC.
They often design teaching materials according to a specific scale or descriptors, such as the
ones in CEFR, which could help them decide which type of material suits the learners’ needs,
proficiency level, communicative ability, and social context. Kantarcioglu and Papageorgiou
(2012) stated that the CEFR scales provide learners with objectives they can achieve at
different proficiency levels with positive descriptors to motivate them by pointing out what
they can accomplish. Teachers’ job is to assess, expand, and adapt the appropriateness of the
CEFR descriptors relating to their learners and local context (Leung, 2012). In 2020, the CEFR
proposed the latest construction of communicative competence. According to the Council of
Europe (2020), CC includes linguistic competence, sociolinguistic competence, and pragmatic
competence. Strategic competence is the fourth aspect which is not included in this model as it
is addressed in relation to activities (ibid, p. 129):

e Linguistic competence involves correctly using language resources and systematic

knowledge of the language.
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e Sociolinguistic competence involves the required skills and knowledge to handle the social
aspects of language use.

e Pragmatic competence involves the actual use of language in the “co-construction of text”.
Three competencies are integrated under the pragmatic competence: design, discourse, and
functional:

» Design competence is related to interactional knowledge, which is also connected
with sociolinguistic competence.

> Discourse competence is related to the ability to produce texts including aspects
such as “turn-taking”, “thematic development”, and “coherence and cohesion”.

» Functional competence involves “flexibility” in using one’s repertoire and selecting

sociolinguistically appropriate choices.

It can be seen that the CC has been defined with frequent terms since the 1970s to the present,

indicating similar views among researchers. The four aspects of CC suggest that learners

require knowledge of the language and the ability to use it and that they need to utilise and

connect these competencies to be communicatively competent. In this study, CC

operationalised according to the previous theoretical definitions emerged by the CEFR and

several researchers in the field (Canale & Swain, 1980; Council of Europe, 2020; Hymes, 1972;

Jones et al., 2018; Larsen-Freeman & Anderson, 2011; McDonough et al., 2013; Richards &

Rodgers, 2014; Wilkins, 1976). CC for A2 learners consists of:

e Linguistic competence: the ability to use basic language, including grammar, vocabulary,
and phonology, in spoken/written contexts.

e Pragmatic competence: the ability to use appropriate basic language in spoken/written
contexts.

e Discourse competence: the ability to organise and connect simple spoken/ written texts
using simple connectors.

e Strategic competence: the ability to use written/oral communicative strategies such as
making predictions, taking turns, and maintaining simple conversation despite limited

language knowledge.

The four aspects should be connected and cannot be separated. To clarify this point, learners
need specific linguistic knowledge to produce the language (linguistic competence), their

language should be appropriate for particular contexts (pragmatic competence) and coherent to
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be understood by other speakers (discourse competence), and they need to use strategies to
avoid communication breakdown (strategic competence). These four aspects can be measured
via a communicative test or learners’ engagement and classroom interactions (please see Part

3 for research tools rationale).

Many ELT approaches tried to achieve CC and use this concept as the main principle of their
theoretical and empirical standpoints. The approaches discussed in the following section
included Communicative Language Teaching (CLT), Task-Based Language Teaching (TBLT),

Text-Driven Approach (TDA) and PPP as a model commonly used in coursebooks.

2.3 ELT approaches aim to develop CC

2.3.1 Communicative Language Teaching (CLT)

Communicative Language Teaching as an approach has been widely discussed in the literature.
It is considered one of the most influential and comprehensive approaches to teaching/learning
English as a foreign or second language. McDonough et al. (2013) described the paradigm
shift of CLT goals from mastering linguistic competencies (e.g. grammar, vocabulary,
pronunciation) to the acquisition of Communicative Competence (CC). Language users need
to develop “communicative competence”, a term discussed and defined in the previous section
(2.2).

Several authors have attempted to define Communicative Language Teaching from theoretical

and practical perspectives, but there is still no wholly agreed-upon definition in the

TESOL/Applied linguistic field. For instance, Brown (2007) identified four main

characteristics of CLT:

e Classroom objectives concentrate on all communicative competence features and are not
limited to linguistic or grammatical competence.

e Language techniques are intended to engage the students in the functional, pragmatic, and
authentic use of language for purposeful goals. The organisational forms of language are
not the main focus, but rather the language features that allow the learners to achieve those

goals.
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e Underlying communicative techniques, accuracy and fluency are considered
complementary principles. Sometimes, fluency is more significant than accuracy in
supporting students using the language in meaningful engagement.

e In communicative classrooms, learners eventually have to utilise the language receptively

and productively in unrehearsed situations. (p. 241)

According to Richards and Rodgers (2014), CLT is described as diverse principles reflecting
the communicative perspective of language and language learning, which could support a broad
range of classroom practices (p. 105). These principles involve:

e Learners learn a language through communication.

e The aim of classroom activities should be based on meaningful and authentic
communication,

e Fluency is considered a significant part of communication.
e Integration of different language skills should be involved in communication.

e Creative construction is the process of learning and includes trial and mistake.

Among the many different ways of CLT interpretation, the most recent definition was proposed
by Wong and Waring (2021). They defined CLT as a second/foreign language teaching
approach which emphasises communication as a purpose and means of language learning and
that within this approach, authentic tasks and materials are used, learners frequently work in
groups and pairs, and integration of skills occurs from the beginning (p. 7). Proponents
typically described CLT as an approach rather than a method which aims to make
“communicative competence the goal of language teaching” and improve teaching procedures
of the four language skills that recognise the relationship between language and communication
(Larsen-Freeman & Anderson, 2011; McDonough et al., 2013; Richards & Rodgers, 2014).

The following table (Table 2.1) illustrates the latest framework of Communicative Language

Teaching synthesised from (Larsen-Freeman & Anderson, 2011; McDonough et al., 2013;
Richards & Rodgers, 2014; Wong & Waring, 2021).
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Communicative Language Teaching (CLT) Framework

1. CLT objectives

Developing the learners’ communicative
competence.

Authentic and meaningful communication is
the main focus of language learning.

2. Roles of teachers and students

Teacher’s role is to facilitate and monitor
classroom communication.

Student’s role is to work on cooperative
learning via group/pair tasks. They should
actively engage in meaning negotiation and be
seen as autonomous learners.

3. Communicative activities

Pair/group activities, information gathering,
opinion sharing, role-play, games, and
problem-solving.

4. Authentic materials

Expose the learners to real language in
different situations.

5. Language skills

Reading, listening, speaking, and writing are
all integrated.

Language functions and forms are crucial
aspects of language learning.

6. Role of students’ first language

L1 is permitted but judiciously.

7. Evaluation of performance

Evaluation can be measured formally or
informally.

8. Students’ errors

Learners’ errors are considered a natural
outcome of communication skills development
and can be tolerated in fluency activities.

Table 2.1: CLT Framework

1. CLT objectives

The primary goal of CLT is to enable meaningful communication and interaction (Larsen-
Freeman & Anderson, 2011; Richards & Rodgers, 2014; Wong & Waring, 2021) through
evaluation/feedback from the listener (Larsen-Freeman & Anderson, 2011). For example, if

the speaker does not receive feedback from the listener, the exchange is not communicative.

To accomplish CC, the objectives of the CLT materials may reflect components of

communicative competence under the students’ communicative needs and proficiency levels

(Richards & Rodgers, 2014).
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2. Roles of teachers and students

Teachers should act as an advisor, responding to learners’ questions and observing their
performance, and more frequently establish situations that stimulate communication among the
learners—for example, by asking them to share their ideas and points of view to express their
individuality (Larsen-Freeman & Anderson, 2011). Cooperative interaction with the teacher
would enhance the students’ motivation and security (ibid). Teachers are responsible for
facilitating language learning, being a monitor rather than an example of correct writing and
speech (Richards & Rodgers, 2014).

On the other hand, students should participate in classroom activities that require cooperative
learning, working in pairs/groups rather than being dependent on the teacher as an example,
and they are expected to be autonomous in their learning. They should interact with one another
in different configurations even if their L2 knowledge is insufficient; they should try to make

themselves understood (Larsen-Freeman & Anderson, 2011).

3. Communicative activities

Activities in CLT should be communicative and based on how well they involve the students
in authentic and meaningful use of language. Activities such as games, information gathering,
opinion sharing, role-play, Jig-saw, problem-solving, group/pair work, and others (Larsen-
Freeman & Anderson, 2011; Richards & Rodgers, 2014; Wong & Waring, 2021) are

commonly used in CLT.

Fluency and accuracy activities are both used in communicative teaching. Fluency is defined
as a natural use of language happening when a speaker is involved in meaningful
communication and sustains continuous and comprehensible interaction regardless of his/her
limitations of CC (Richards & Rodgers, 2014). In CLT fluency activities, learners must rectify
miscomprehension and work to prevent communication breakdown. Accuracy practice, on the
contrary, focuses on making correct models of language use. Teachers should balance fluency

and accuracy activities based on the learners’ language performance and special needs.

4. Authentic materials

CLT advocates the use of authentic materials. It is seen as desirable to provide students with
opportunities to develop strategies to understand language use (Larsen-Freeman & Anderson,
2011). Genuine materials are not as important as using them authentically with a
communicative purpose. For example, with lower-level learners, realia that does not involve

much language, a lot of discussions can be produced (ibid). Authenticity should not only be
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derived from authentic resources, but those materials should be authentic to the learners, i.e.
genuinely useful and personally important to them, encountering the second language that

assists them in their contexts of use (McCarthy & McCarten, 2018).

5. Language skills

The four language skills are integrated (Larsen-Freeman & Anderson, 2011; McDonough et
al., 2013; Richards & Rodgers, 2014; Wong & Waring, 2021) as they occur in real life. For
instance, oral interaction requires listening and speaking skills, and written interaction involves
reading and writing skills. In CLT, more emphasis is on functions rather than forms. According
to Richards and Rodgers (2014), structures and grammar are not merely the primary language
units but communicative meaning and function categories, as demonstrated in discourse. This
was also asserted by McDonough et al. (2013), that language functions and forms are
interconnected factors of the network and cannot be isolated; they should all be considered in

materials design.

6. Role of students’ first language

The use of students’ L1 is permitted in CLT but judiciously. The target language should be
used whenever possible, not only while doing communicative activities but also in classroom
management exchanges; Learners need to realise that L2 is a communicative vehicle and not

only a study object (Larsen-Freeman & Anderson, 2011).

7. Evaluation of performance

Evaluation can be measured informally in the teacher’s role as an advisor, whereas formal
evaluation can be examined by using an integrative test with authentic communicative function
(Larsen-Freeman & Anderson, 2011).

8. Students’ errors

Learners’ errors are considered a normal process of language learning. For instance, teachers
may mark the mistakes during fluency-based activity but return to them later during accuracy-
based activity; even with limited linguistic ability, learners can still communicate successfully

(Larsen-Freeman & Anderson, 2011).

From the previously discussed framework, CLT seems to relate not only to language goals but
also to the knowledge of language procedure and its implementation in teaching and learning
to achieve a communicative purpose. Despite its benefits, CLT has raised lots of debate about
its adoption in EFL classrooms. These arguments were summarised by Dos Santos (2020):
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e The CLT stimulate real-life materials, and as the range of these materials varies, teachers
may face challenges and questions even if they prepared the lessons.

e Due to various backgrounds and social and cultural perspectives, many learners tend to
assume that conventional teaching (teacher-centred) is the only method of effective
teaching and learning and that memorising grammar and vocabulary is the way of learning
a language.

e The requirements and compulsion of regular examination instructions might impact the
usage and implementation of the CLT approach. As a result, teachers tend to teach the
students for assessment rather than communicating outside classrooms.

e The size of the classrooms and the number of students enrolled in each classroom

substantially impact the performance and outcomes of the CLT approach.

Richards and Rodgers (2014) stated that CLT promotes fossilisation, a process where the
students make mistakes as a habit, which is difficult to change. The claim that communicative
classroom activities support linguistic and communicative competence may not always occur
(ibid). While there are some issues in implementing CLT approaches in non-Western contexts
such as Saudi Arabia or others, it is questionable whether these issues contradict the significant
benefits of CLT, which are examined in this research. Another common approach advocated
by several researchers and aims to facilitate CC is TBLT, which will be discussed in the

following section.

2.3.2 Task-Based Language Teaching (TBLT)

TBLT has been identified as a language approach in which learners respond to functional tasks
focusing on exchanging meanings and using real-world language without linguistic purpose
(Branden, 2006). In other words, TBLT focuses on using the target language in meaningful
tasks, and learners’ assessment is based on completing the task and outcome rather than the
accuracy of prescribed linguistic forms. Engaging learners to work on tasks contributes to
better language learning opportunities rather than activities focusing on forms (Richards &
Rodgers, 2014). This makes the TBLT prevalent in developing the learners’ self-confidence
and fluency (Nunan, 2004).

The TBLT tasks have various definitions in the literature. For instance, Virginia and Martin
(2008) defined tasks as an activity that involves the use of language to obtain non-linguistic
goals while addressing a linguistic challenge with ultimate objective of promoting language
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learning, whether through the process, product or both (p. 69). Tasks are also defined as any
real-world activities that people consider when conducting, planning or recalling their day, for
example, preparing a breakfast, responding to an email, or taking a child to school (Long, 2015,
p. 6). The most recent definition was found in Ellis et al. (2020); they defined tasks as a “work

plan” that satisfies some of the criteria below:

e Meaning is the primary focus.
e There is an information gap.
e Students rely heavily on their own non-linguistic and linguistic resources.

e The communicative outcome is clearly defined.

To clarify the above criteria, the work plan is designed to ensure that students focus primarily
on producing and comprehending communicative messages (i.e. meaning-making). It
incorporates a gap that requires conveying information, reasoning and expressing opinions.
Students need linguistic resources in L1 and L2 and non-linguistic resources such as facial
expressions for production and comprehension. Therefore, language presentation is not
explicit. Finally, the work plan specifies the task’s communicative outcome, which means that
the accomplishment of the task is assessed by achieving the communicative outcome rather
than the correct use of language. According to Ellis (2003), the reality that a task is achieving
a particular outcome may lead to limited communication options. He suggested that learners
could perform open tasks with different goals, which provide opportunities to plan their
performance, thus helping achieve rich and varied communication with more complex use of

language (ibid).

TBLT principles constitute part of the CLT discussed previously in Table 1, Section 2.3.1. For
example, in TBLT, language is viewed as communication and “doing”, and learning can be
facilitated by engaging the learners in different tasks with apparent outcomes (Larsen-Freeman
& Anderson, 2011). Similar to CLT, using meaningful and authentic materials is supported
(Larsen-Freeman & Anderson, 2011; Richards & Rodgers, 2014). Long (2015) provided three
original methodological principles to TBLT: (1) to use tasks and not texts as the unit of the
analysis, (2) elaborate the input, and (3) focus on form. Long stated that lessons should be
based around tasks as the tasks constitute the syllabus content, whereas Text-based courses
focus on “language as object”, and they are often frozen unrealistic records of task

accomplishments (p. 305). Tomlinson (2018) argued that using tasks as the unit of analysis
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would lead to an obvious but incomplete syllabus, as the use of engaging texts to drive the tasks
and stimulate responses was not the basis of the materials. He also differentiated between Text-
based approaches focusing on the text’s language and Text-Driven approaches based on

engaging texts to generate productive and receptive tasks.

The second principle is elaborating the input to improve reading and spoken texts’
comprehensibility as an alternative approach to modification. That is, simplified texts would
make processing possible for beginner learners but may remove linguistic materials necessary
for language progress. Authentic texts, on the other hand, utilise processable language by native
speakers in real-time with complexity needed for advanced learners but not for learners with
limited knowledge of the target language.

The third principle is to draw the learners’ attention to language form during the lesson’s
sequence, in which the main focus is on meaning or communication. In other words, focus on
form usually occurs in response to receptive or productive communication problems. Long
(2015) also distinguished between focus on form and focus on forms. In the former, the
learners’ attention to linguistic form is directed by the interlocuter in response to what has just
been said or written or cannot appropriately decode during reading or listening. In the latter,
learners are exposed to pre-teaching of grammar or vocabulary points before being encountered

in tasks or texts, typical to PPP lessons.

In teaching materials, task-based lessons comprise three stages, as shown in Figure 2.1

below:

Pre-task

Introduction to topic and task

Task cycle

Task —  Planning —  Report

Language focus

Analysis; Practice

Figure 2.1: Task-based lesson stages, based on (Willis, 1996, p.52) cited in (Ellis et al., 2020, p.15).

20



In the pre-task stage, teachers may help the learners comprehend the task's objectives and point
out some useful phrases or words that they will need to complete the task. Notwithstanding,
teaching large amounts of a new language or one specific grammatical structure is not the
purpose of the pre-task (Willis, 1996). A stronger stance was found in Tomlinson (2015),
opposing the pre-teaching of language, seeing that there is a risk of the task becoming a
language activity. The teacher’s role is to prepare pre-task and follow-up tasks based on the
students’ needs, levels, and abilities (Larsen-Freeman & Anderson, 2011; Richards & Rodgers,
2014).

In the task cycle stage, teachers should allow the learners to complete the task independently,
meaning that the learners should express themselves and attempt to use the L2 where possible
to perform the task successfully. Teachers should resist the temptation to improve the students’
language production or provide language support during task performance. Learners also act
as “monitors”, being mindful of language forms during the activity, and develop skills such as
guessing from contextual or linguistic prompts, consulting with peers, and asking for
clarification (Richards & Rodgers, 2014). They can work on any of the four language skills
depending on the task nature with more emphasis on meaning rather than forms (Ellis, 2003;
Larsen-Freeman & Anderson, 2011). Accuracy typically occurs in the task cycle stage and can

be tackled in the language focus stage (Willis, 1996).

The language focus stage gives opportunities to form focused and traditional activities (Ellis et
al., 2020). Willis and Willis (2007) proposed that teachers are free to separate specific language
forms to be studied and work on them beyond the communicative activity setting. At this stage,
learners can be encouraged to repeat their performance, and hence their learning can be
solidified or reflect on the task and pay attention to linguistic forms, especially challenging
ones (Ellis, 2003). When the task is completed, students can be questioned on how they
performed the task and what they have learned (ibid), which is a “natural conclusion of the task
cycle” (Willis, 1996, p. 58).

Although TBLT emphasises selecting meaningful and communicative tasks, no attention has
been paid to the role of engaging texts in generating receptive and productive tasks. Text-
Driven Approach to TBLT offered an innovative framework which is underpinned by effective

SLA principles, discussed in the following section.

21



2.3.3 Text-Driven Approach (TDA)

The Text-Driven framework has recently emerged as a principled communicative approach for
developing language learning materials (Tomlinson, 2003, 2013, 2023). TDA is based on
principles derived from SLA research and Tomlinson’s experience as a teacher and materials
developer. The main underpinning principle of the Text-Driven approach is to select a genuine
written/visual/spoken text to deliver the unit of the materials rather than a contrived text to
explain particular teaching points (Tomlinson & Masuhara, 2018). This means that an
authentic, meaningful, affectively and cognitively engaging text can be selected rather than a
tailored text used as a stimulus for language use (ibid). Tomlinson (2019, p. 42) summarised

the benefits of Text-Driven materials as follows:

e Offers principled and efficient materials within very little time.

e Increases the possibility of cognitive and affective engagement being accomplished and
lasting longer than driving a unit by using teaching points or topics and then looking for
texts to demonstrate it.

e Increases the coherence in that the activities follow and contribute to each other.

e Helps the learners to attain significance, meaningfulness, salience, noticing, engagement,
recycling, and connections.

e Helps the learners to discover and notice how certain language features are utilised in
communication; therefore, it is more likely to notice these features in other types of input

and ultimately be able to acquire them.

Facilitates pragmatic awareness development of speech in action via observation of
speaker aims and reactions of their interlocutors.

Another benefit of Text-Driven is that it encompasses both agreed local criteria applicable to a
particular learning context and universal principles aimed at any learning context (Tomlinson,
2012).

(Tomlinson, 2010a, 2016) articulated five principles that should be given more focus in ELT

materials development and procedure, discussed in detail below.

1. That the learners are exposed to a rich, recycled, meaningful and comprehensible

input of language in use.

Learners need to experience plenty of language being used in different ways for different

purposes, and this input needs to be comprehensible and meaningful to them to acquire the
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language effectively (Tomlinson, 2010a). Tomlinson (2016, p.7) provided clear explanations

regarding the types of input:

e Rich input means the amount of input, variety of genres, and authenticity of texts to ensure
that the learners are not limited in their access to the target language.

e Recycled input as the text involves repetition, and if the learners are engaged, they return
to it several times.

e Meaningful input as the learners are stimulated to visualise and connect the text to their

personal lives.

e Comprehensible input as the learners can be engaged with the text without complete

comprehension, read it many times, and cooperate about it with their peers or teacher.

Many Applied Linguists and TESOL researchers advocated the use of authentic and
meaningful input (Ellis et al., 2020; Heron, 2016; Larsen-Freeman & Anderson, 2011;
McDonough et al., 2013; Richards & Rodgers, 2014; Rubdy, 2014) among others. According
to VanPatten et al. (2019):

“Acquisition is not a product of learning textbook rules and practicing them. Thus, textbook rules and

lists of verbs and their conjugations are not input for acquisition” (p. 46).

Jones (2022) referred to authentic texts as “a real speaker/writer” using “a real message and
intended receiver” (p. 66) and not mainly aimed at language learning purposes. For Tomlinson
and Masuhara (2018), authentic text means a text that is produced for communication rather
than teaching, and authentic tasks are the ones that involve the students in communication to
accomplish a “context-based outcome” rather than practising a language or develop output (p.
32). To clarify this point, language input should be contextualised in relation to the use of
context; it should contain sufficient information about the addressees, users, interactants’
relationship, intentions, settings, and outcomes that are valuable to the learner (Tomlinson,
2010a). This contextualisation plays a crucial role in language processing and comprehension,
whereas lack of contextualisation might not help the learners acknowledge the actual use of the
target language. Authentic text can also be created by a non-native speaker, it can be tailored
in order to be intelligible for specific learners’ levels, and it could also be a version of the
original text that has been simplified to promote interaction (Tomlinson & Masuhara, 2018).
Apart from providing rich, comprehensible, and meaningful exposure to language in use,

Tomlinson emphasises two significant elements: affective and cognitive engagement.
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2. In order for the learners to maximise their exposure to language in use, they need to

be engaged both affectively and cognitively in the language experience.

The term engagement has been defined by Tomlinson (2013) as “a willing investment of energy
and attention in experiencing the text in such a way as to achieve interaction between the text
and the senses, feelings, views and intuitions of the reader/listener.” (p. 110). Affective
engagement can be stimulated by promoting the learners to laugh, feel excited, angry, sad,
disturbed, or sympathetic, whereas cognitive engagement can be increased by encouraging
them to connect the text to their own lives, comprehend the text thoroughly, solve problems
posed by the text, or assess ideas put forward (Tomlinson, 2018). Since L2 learners’ progress
is under greater scrutiny than ever, they must be engaged and participate in meaningful learning
to succeed (Phil et al., 2021). If the students are not engaged or connected with the text’s
content, they might be bored, and their learning might not be prosperous and vice versa. As
stated by Tomlinson (2010a), if the learners do not feel or think while exposed to the language,
it is unlikely that their experience will benefit them in any way. This is in line with Oga-
Baldwin (2019), who claimed that engagement provides a broad portrait of learners’ actions,
thinking, feelings, and interaction. Cognitively engaging tasks that require high-order, creative
and critical thinking (Tomlinson, 2016) are also important for successful L2 learning,
especially for university-level learners. L2 learners should be encouraged to use more visual
imaging to reach successful recall and comprehension and become proficient language users
(Tomlinson & Avila, 2007). Guerrero (2004) stated that L2 inner voice is a complex cognitive
operation at lower levels of L2 development but can be fostered by building rich connections
of L2 words, and not only words equivalent to L1, sensory and visual pictures, particular
situations and referents. It is vital to consider inner speech activities as effective tools of

thinking that eventually develop learners’ L2.

Durable and robust learning can be achieved while thinking and experiencing the language. It
supports the learners in shifting high-level skills such as interpretation, evaluation, connection,
and prediction to L2 use (Tomlinson, 2007). In other words, affectively and cognitively
engaged learners are more likely to produce L2 and attain communicative competence than

learners who lack these elements.
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3. Language learners who achieve positive affect are much more likely to achieve

communicative competence than those who do not.

Emotions such as happiness, enjoyment, pleasure, empathy, excitement, amusement, and
stimulation are very likely to impact acquisition positively; even negative emotions such as
sadness, anger, opposition, annoyance, and fear are very beneficial rather than nothing to feel
at all (Tomlinson, 20104, p. 89). Students need to achieve positive self-confidence and feel that
they are obtaining something worthy; they need to be optimistic about the language, learning
materials, teachers and classmates, and learning atmosphere (ibid). This indicates that
motivation and affective engagement in EFL classrooms cannot be neglected. As stated by
Ddrnyei (2001), in a large number of cases, students who have adequate motivation “can
achieve a working knowledge of an L2 regardless of their language aptitude or other cognitive
characteristics”, and without adequate motivation “even the brightest learners are unlikely to

persist long enough to attain any really useful language” (p.5).

Phil and Yuan (2021) distinguished between motivation and engagement: engagement focuses
on learners’ performance and observable learning activity, whereas motivation is often
connected with a process or an outcome; for example, learners are motivated to achieve their
goals or objectives. Phil and Yuan (2021) added that even with cognitive and affective
engagement related to students’ internal functioning, learners’ qualitative behavioural practices
are still measurable for such engagement. For cognitive engagement, practices included
meaningful questioning, evaluation of opinions and elaborating and explaining, while affective
engagement can be evaluated by back channelling, positive body language, openness to
interaction, and active listening (ibid). If these practices are observed in a classroom setting,
communicative comptence would be faciliaited. Another factor that may benefit L2 learners to

accomplish L2 competence is the notice and discovery of input salient features.

4. Language learners can benefit from noticing salient features of the input and from

discovering how they are used.

Ellis et al. (2020) defined noticing as “focal attention and conscious awareness of specific
linguistic forms” (p. 30-31), which is a prerequisite for the acquisition to occur. Learners are
more likely to improve their awareness of language and readiness for acquisition if they
discover how a specific language feature is used (Tomlinson, 2010a). Such noticing is most
prominent when the students first engage cognitively and affectively in a text and then return

to the text to notice the use of the language. In this way, students can comprehend the text
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before making any language exploration, and being a language explorer would help them to

remember what they have learned better than being merely told (ibid).

Tasks that involve noticing may provide not only explicit knowledge and awareness of the
language but also may offer communication and meaning negotiating among learners. For
instance, consciousness-raising (CR) tasks could develop the learners’ explicit knowledge of
the language, which can help them overcome particular and consistent learning problems
(Ellis, 2019). As Ellis (2010) claimed, CR tasks require the learners to interact meaningfully
using their linguistic knowledge, which means that communication becomes centred on
grammar. Thus, in such tasks, the focus is not only on linguistic points but rather on the talk
where the learners need to engage to accomplish the task outcomes (ibid) and be able to interact
in the L2 effectively and sensibly but with controlled accuracy (Ellis et al., 2020). In other
words, TDA provides the learners with opportunities for L2 use not only in noticing language

points but also effective L2 communication.

5. Learners need opportunities to use language to try to achieve communicative

purposes.

Language and communication are interconnected; language used must serve the reason of
communicating the speaker’s goals (Richards & Rodgers, 2014). When the students are
involved in the interaction, they are forced to explain, amplify, and produce comprehensible
and meaningful input from the speakers (Tomlinson, 2010a). They need to find solutions to
different tasks that they encounter properly and efficiently (Ellis, 2003). According to Long
(2015), interaction is the dynamic force of language acquisition. In essence, it stimulates the
mental system involved in input and output processing, resulting in acquisition (Ellis et al.,
2020). For instance, during communicative interaction, students have opportunities for input
and output by acting as information providers and receivers. It can also help the students to pay
attention to new vocabulary items, grammar structure, and discourse markers, thus encouraging
L2 development. McCarthy and McCarten (2018) illustrated this point clearly in that
interaction is not only learners’ interaction during activities but also interaction with the text
by noticing linguistic features in conversation. Learners should be able to use the language in
comprehension and production in order to promote their L2 acquisition. This occurs when
learners participate in meaningful conversational interaction with other students or native
speakers (Garcia Mayo & Alcon Soler, 2013).
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VanPatten et al. (2019) distinguished between output as a practice and communicative output.
Output as a practice is when the learners produce language to produce the language or learn
something explicitly, such as practising grammar or vocabulary structure. Communicative
output is when the learners produce language to express and interpret meaning in a particular
context with a particular communicative reason (ibid). Communicative output can be
accomplished by opinion/information gap activities, creative speaking and writing tasks, post-
reading and listening activities, which involve the use of the text information to achieve
communicative intents (Tomlinson, 2011), or through meaning negotiation that involves
confirmation checks, clarification requests, and comprehension checks. By negotiation,
learners can produce unique, tailored input suitable for their specific communicative needs,
strengths, and weaknesses, which aligns with their development levels (Gass & Mackey, 2015).
Meaning negotiation improves content comprehension and causes specific language features
to be more salient; therefore, acquiring these features becomes more available (Goo, 2019). Al-

Mahroogi and Tuzlukova (2011) discussed many benefits of meaning negotiation;

e It can develop strategic competence by adopting strategies that help the students correct
misunderstandings and prevent breakdowns in communication.

e It can develop sociolinguistic competence when the learners try to find a place in the
conversation to express their opinions according to the roles played in the group.

e It provides a positive learning atmosphere and reduces learners’ anxiety.

e It teaches the students to cooperate in order to achieve mutual understanding.

When the students work together on a task, their confidence and comfort levels might be
developed, positively affecting their spoken/written language production, as found in the
current study. Ur (2012) summarised the benefits of working in groups/pairs; it promotes
learners’ autonomy and motivation, offers opportunities to talk in English, and is suitable for
most students’ learning styles. However, working in groups might not be enjoyable for some
students, i.e. they might prefer teacher-led classroom or individual work or simply not familiar
with it due to their learning culture. They may believe that working in groups is not serious
learning and that they should learn from their own teacher (ibid). Ur (2012) added that learners
might overuse their L1 when working together, but in most cases, L1 supports the students’
performance during the task more effectively. Tognini and Oliver (2012) found that L1 helps
the students scaffold and support mutual L2 use and promotes L2 grammar comprehension.
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Finally, communicative output can also be developed by the teacher’s use of different types of
questions. Questions are divided into display “closed” and referential “open” questions. Open
questions are used to develop authentic interaction, and learners often have opportunities to
provide more than one correct answer, whereas closed questions are used to demonstrate the
learners’ knowledge, practice something, write or speak to develop fluency; thus, the teacher
invites learners to respond with one correct answer (Ur, 2012). Al-Zahrani and Al-Bargi (2017)
argued that referential questions are less likely to be answered by students with low proficiency
levels because they require more engagement from learners, such as sharing their experiences
and expressing their opinions. Although there is a correlation between learners’ level and the
type of language produced, lower-level learners should have the chance to express their
opinions, and teachers should foster their language production by balancing the use of such

questions.

To summarise, although the previous five principles are valuable for materials development
stakeholders, applying them is challenging in classroom settings where coursebooks are
mandatory for teaching. Consequently, teachers can adapt potentially engaging coursebook
texts to design cognitive and affective engaging tasks. For example, the family topic in the
coursebook used for this study is engaging to most EFL learners, and thus engaging tasks can
be developed. The following section will explain the TDA procedure for developing affectively

and cognitively engaging activities.

2.3.3.1 Text-Driven Approach: The Practice

According to Newton and Nation (2020), language courses should be balanced between four
equivalent strands: “meaning-focused input, meaning-focused output, language-focused
learning, and fluency development”, which are all included in developing Text-Driven
materials. Figure 2.2 below summarises the stages of developing TD materials according to
Tomlinson (2013).
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Figure 2.2: TDA stages adapted from Tomlinson (2013, p. 110)

1- Readiness activities

The design of this type of activity aims to prepare the learners for the reading/listening
experience by visualisation, drawing, making predictions, relating incidents from their lives,
articulating their opinions, sharing their knowledge, and using inner speech. Anything that can
help them to activate their minds and think of connections when they start experiencing the
reading/listening text. More importantly, this activity focuses on getting the learners to open
their minds and not answer questions correctly (Tomlinson, 2013). In other words, prepare the
learners to be mentally ready rather than to practice the language.
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2- Experiential activities

Experiential activities are designed to make the learners experience the text in their minds while
they read or listen to it in multidimensional ways, which promotes personal engagement
(Tomlinson, 2013). When learners experience the text, they may develop personalisation
through authentic self-expression, authentic views/ideas, and relevant experiences, thus
increasing motivation and generating rich and valuable content for later discussion. According
to McCarthy and McCarten (2018), successful materials are the ones that provide learners with

open opportunities to personalize the language.

3- Intake response activities

These activities are made to help the students justify their responses to the text they had already
read or listened to and share it with others. In contrast with traditional comprehension
questions, intake response activities do not examine the students’ comprehension of the text
but ask the students about their individual representation of the text and not the text itself
(Tomlinson, 2013). Therefore, they can not be wrong when they share their answers. Examples
of these activities include drawing or miming what the students can remember from the texts,
summarizing the text, asking clarification questions, and saying what they liked or disliked
about it. Teachers should help the students strengthen their answers by questioning them and
directing them to think of specific parts to raise different opinions and discussions (ibid).

4- Development activity 1

Development activities are designed to help the learners base their meaningful language
production on the text they have already taken or in connection with their personal experience.
The point of these activities is that students gain opportunities to learn a new language and
enhance their abilities, mainly if they are engaged affectively in an attainable challenge; they
will learn much from their teacher and peers (Tomlinson, 2013). These activities stimulate the
learners’ affective and cognitive engagement as well as meaningful and purposeful L2

communication.

5- Input response activity

Input response activities are these activities that make the learners go back to the text and make
discoveries about particular language used. For instance, using awareness tasks to teach texts’
types and language points (grammar, vocabulary, and pronunciation). Teachers should
encourage the students to notice and discover the language by themselves and act as a monitor

to help them if they face any difficulties. Willis and Willis (2007) stated that language activities
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located at the end of the sequence will improve the learners’ motivation and make students
notice linguistic forms. Furthermore, they support critical and creative thinking skills
(Tomlinson, 2013). Such tasks are likely to encourage communication with a focus on noticing

linguistic features necessary for language acquisition.

6- Development activity 2

These activities are designed to make the students return to their original production in
development activity one and modify it after understanding the language points they learned in
the input activities. Practising the language repeatedly (recycling) would result in automatic
fluent production (Gass & Mackey, 2015, p.185).

These stages, however, are flexible and do not need to be in the same order. Teachers should

organise these activities according to their context and students’ needs, levels, and abilities.

From the above-discussed stages, Text-Driven would offer engaging, authentic, rich,
meaningful, and communicative materials grounded in practical SLA principles to facilitate
the learners’ CC. On the other hand, coursebook approaches and their role in promoting SLA
are still under debate in the literature. The following section will discuss the coursebook PPP

model from theoretical and empirical perspectives.

2.3.4 Coursebook approaches with PPP as a standard model

Since the late 1970s, global coursebooks have been one of the most important evolutions in
ELT. The value of global coursebooks raised a well-rehearsed debate in the literature, discussed
in the following paragraphs.

Benefits of coursebooks

One of the coursebooks’ benefits is that they offer direction, goals, order, security,
transparency, beginning and end, and saving time (Jordan & Gray, 2019). In this respect,
learners, whether conscious or not, feel that what will happen in the classroom materials is
expected, which provokes a sense of security and better reaction, thus generating positive
attitudes towards their language learning potential (Criado, 2013). Teachers who encourage
new teaching procedures might cause the learners to be confused, afraid, and lost of the

unexpected (ibid). Buchanan and Norton (2022) supported the previous arguments that
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coursebooks benefit inexperienced teachers in developing an awareness of what a lesson
constitutes, understanding how much and what language should be covered in a lesson, and
what a certain level means (what B1 learner knows and needs to know). Furthermore, they
provide a record of what has been taught in previous lessons, offering continuous and consistent
practice and approach (ibid). This could be beneficial for learners who wish to prepare for the
lessons in advance, revise what has been taught previously, and study from a reliable resource
for the purpose of examinations. Such approach could be useful for controlling learners’
expectations and workload for both students and teachers. For instance, Hughes (2019) stated
that the absence of a coursebook may contribute to teacher burnout. She also added that many
recently published coursebooks provide rich input, encourage collaborative learning, have an

inductive “noticing” approach to language, and include elements of meaning-focused tasks.

The previous benefits of coursebooks were also found in a study by Tomlinson (2010b). He
found that teachers held positive perceptions of the coursebooks because they are designed by
native speakers, varied, reliable, authentic, achieve structure, and ease the burden of teaching.
Other researchers, however, oppose the coursebooks’ content and approach for many reasons

discussed below.

Drawbacks of coursebooks

Jordan and Gray (2019, p. 445) provided strong arguments against coursebooks:
o fail to respect the development of learners’ interlanguage.
o fail to offer what learners need in terms of rich input.
e fail to engage learners in decisions that affect what and how they learn.
o fail to provide learners with sufficient opportunities to be involved in meaningful

communication.

They also added that convenience, time-saving, and an orderly method are pointless if learners
are expected to learn English in a way that does not lead to CC (ibid). The previous arguments
were also found in Tomlinson and Masuhara (2013)’s evaluation of six adult EFL course books.
They found that coursebooks partially provide exposure to English in use, are unlikely to
stimulate learners’ affective and cognitive engagement, have limited achievable challenges and
opportunities to use L2 for communication, and do not cater for all the learners’ needs.

Moreover, coursebooks were found too Western, boring, hinder creativity, involve too much
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focus on language (Tomlinson, 2010b), and lack local relevance because they are not written

for users’ real needs but for an idealised audience (Tomlinson & Masuhara, 2018).

Coursebooks have also been discussed concerning their role in SLA development. Tomlinson
(2016) questiones the match between SLA and materials development and believes that
coursebooks are not typically successful in developing second language acquisition. Others
commented that coursebooks commonly declare a communicative teaching approach but
include more conventional materials (Ellis et al., 2020), which may not support the learners’
communicative competence. This view was evident in a recent comprehensive study by
Nguyen and Le (2020), who analysed English textbooks and found that textbook tasks and
activities failed to support the students to use real language for communication outside their
classrooms, lacked variety and focused mostly on forms; thus, they do not support the
development of students’ CC. Although there is empirical evidence that coursebooks can
facilitate learners’ language learning according to the post-test results (Hadley, 2014), this
evidence does not prove that coursebooks facilitate durable language acquisition (Tomlinson,
2016). To add to Tomlinson’s view, it was unclear whether the improvement is a cause of the
teachers’ different teaching styles and methods? learners’ motivational levels and use of
external materials? or classroom management? These causes reflected what was found in
Hadley (2014) post-test results; some learners scored higher, others lower, and most of them
improved slightly.

Many coursebooks, however, have been and still utilise the Presentation, Practice, Production
(PPP) model (Tomlinson & Masuhara, 2018, p.35). The starting point of PPP is explicit
knowledge of linguistic features presumably acquired through explicit instructions. The
following section clearly defines the PPP model and discusses its advantages and disadvantages

in language teaching and learning.

2.3.4.1 PPP as a model commonly used in coursebooks

The Presentation, Practice, Production (PPP) model was defined widely in the literature, but
the most recent definitions were found in Criado (2013); Richards and Rodgers (2014); and
Tomlinson (2011). In Tomlinson (2011), PPP originated as an approach to language teaching
items involving a sequence of presentation, practice, and production (p. xv). Criado (2013, p.
99) and Richards and Rodgers (2014, p. 54) characterized the PPP with the following stages:
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Presentation phase: a visual, audio or text used by the instructor to present the grammar points

in controlled conditions. The materials in this stage include all the target language forms and
structures. This phase can take deductive or inductive methods. In the deductive method, the
instructor/the materials model the target form or vocabulary items and provide the clarifications
after constructing the lexical items meaning or structure. In the inductive method or “discovery
learning”, the instructor/materials offer learners examples of forms and lexical words
contextualised in written/aural texts. Learners need to discover the underlying rules or

meaning.

Practice phase: learners follow a controlled practice in which they say the correct structures

presented in the first phase using activities such as gap-fills, drills, and multiple-choice
questions. These activities focus on the accuracy of forms so fluency can be achieved later in

the next stage.

Production phase: the students in this phase transfer the structure to uncontrolled

communication via dialogues, debates, role-play, discussion, problem-solving, opinion and
information gaps activities in which several answers are correct. This phase aims to increase

language use fluency via more creativity and autonomy (Criado, 2013).

The PPP model raised considerable arguments among ELT researchers regarding its

advantages and disadvantages. These arguments are discussed below.

Advantages:

PPP involves both deductive and inductive instructions. According to Ellis (2015), a language
curriculum involving both kinds of instruction will most likely ensure effective language
pedagogy and balanced L2 development. The second advantage of PPP is that the sequence of
its stages does not need to be strictly followed, depending on the learners’ levels, needs, and
the materials used. Tomlinson (2011) suggested that PPP can be modified so that the production
stage can be viewed as feedback and consolidation or delayed until further practice and more
exposure have been provided. The third benefit of PPP is that it allows learners to notice
specific language features in the presentation stage (Criado, 2013), enhancing accuracy in
controlled language use and free production. The values of noticing in second language
learning are also discussed previously in Section 2.3.3. The final advantage of PPP is related
to the students’ feeling of security when a predictable organisation of the materials is presented
(Criado, 2013). This view was also supported by Tomlinson and Masuhara (2018) that PPP
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creates an illusion of success, systematicity, and coverage, making it popular among learners

and teachers.

Disadvantages:

One of the main disadvantages is that PPP restricts the students to instant production of specific
forms of grammar (Mishan, 2005). Richards and Rodgers (2001) also argued that the PPP
production stage requires grammar tasks, namely those that elicit the feature of the lesson
targets (ibid). Further arguments were found in Criado (2013) in that the linear nature of PPP
ignores two important second language learning principles: (1) “readiness to learn (Pienemann,
1985)” and “silent period (Krashen, 1985)”. Readiness to learn has a noticeable effect on the
activities’ order and language content, and the silent period in which the learners need to
acquire receptive knowledge in order to produce language is not practised (ibid). According to
Criado (2013), using PPP at the start of the teaching process is considered ineffective for
beginners. Moreover, PPP has a prescriptive trait: its sequence limits the teacher’s control, its
implementation to real-world communication is deficient, and students’ views of the
production stage may not match the instructor’s views or the assumptions of the materials
(ibid). Despite these arguments, PPP still has a valuable interpretation, and its implementation

in teaching should not be neglected entirely.

To summarise, the theoretical arguments reviewed in this part show no clear empirical evidence
of the L2 materials' effectiveness. The following part discusses empirical previous studies

relevant to the focus of this research.
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Part 2: Empirical Perspectives

2.4 Text-Driven empirical studies

Several recent studies attempted to determine the effectiveness of TDA on L2 learning (please
see Table 2.2 below).

TDA Studies Research focus Participants Context Methods
Alhazmi (2022) TDA on Ss’ cultural 25 EFL female Ss at | High school in Pre-post-tests &
Awareness. A2 level. KSA. questionnaires.
Loi and Thanh TDA vs. CB on Ss’ 62 EFL Ss at Al English Pre-post-tests &
(2022) reading performance. level. language centre | interviews.
in Vietnam.
Taghipour and TDA vs CB on Ss’ 60 pre-service flight | An aviation Pre-post-tests &
Mohseni (2021) language proficiency in attendants at school in Iran. teachers’
English for occupied intermediate level & interviews.
purposes (EOP) and Ts’ 20 English Ts.
evaluations.
Esalati and TDA vs. CB on Ss’ 40 EFL Ss. Iran. Pre-post-tests &
Rahmanpana intercultural competence questionnaires.
(2020) and speaking
skills.
Harper (2019) TDA vs TBLT on Ss’ EFL Ss at advanced Shantou Observations.
intercultural English level. University in
communicative China.
competence (ICC).
Tomlinson (2019) | TDA on Ts’ perceptions. | 11 Ts from different Universities (9), | Questionnaires.
countries. High school (1),
and College (1).
(Darici & TDA on Ss’ perceptions. | 44 EFL male Ss at A2 | Turkish high Questionnaires.
Tomlinson, 2016) level. school.
Al-Busaidi and TDA on Ts’ and Ss’ 57 EFL Ss at lower University in Questionnaires
Tindle (2010) perceptions of writing levels and 24 Ts. Oman. & writing
skills development. scripts.

Table 2.2: Summary of TDA recent empirical studies

Most of the above studies reported a positive impact of TDA on teachers’ and learners’
perceptions, learners’ cultural awareness, English for specific purposes, intercultural
competence, speaking skills, and reading performance. However, no studies have been
conducted to date examining the role of TDA on learners’ interaction and communicative
competence. This thesis examined this phenomenon using six data collection methods to
provide valid and reliable data, thus closing the gap which other researchers did not explore
fully.

The TDA studies reviewed and evaluated in this thesis included the ones most relevant to RQ1

(Learners’ perceptions) and RQ2 (Teachers’ observations) (Highlighted in Table 2.2). For
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instance, Darici and Tomlinson (2016) investigated the effect of one unit Text-Driven materials
on high school Turkish learners. The participants were 44 boys aged 14, and their level was A2
in CEFR. The study presented the process of developing the materials and the purpose of
selecting a story as a core text. It also described how the learners responded during and after
the lesson through a questionnaire. The questionnaire aimed to gain the students’ feedback on
the text and tasks, whether they found the class enjoyable and useful, and which part they liked
most or least. The findings showed that most of the students responded positively; 28/28
enjoyed the texts, 22/28 enjoyed the tasks, 27/28 found the lesson useful, and 25/28 found the
lesson interesting. The case study concluded that this approach could stimulate the students’
engagement, self-confidence, motivation, and linguistic awareness, thus may facilitate second

language acquisition.

The previous study was supported by another research undertaken in the Arab Omani context.
Al-Busaidi and Tindle (2010) developed and evaluated an in-house writing course at Sultan
Qaboos University, Oman. Twenty-four teachers and fifty-seven low-level students completed
the surveys to evaluate the writing materials. Also, writing scripts of the student's final exams
were examined to investigate the impact of the materials on learners’ performance. The course
lasted for three 8-week blocks. In this course, the learners go through several stages in their
writing procedure: experience the text — respond to the text — write the first draft — make
language discoveries from the main text through a series of guided activities — revise and
modify the first draft — write the second draft and submit it to the teacher — write the third
draft incorporating teacher’s feedback. The findings show that 70% of the students and all the
teachers found the materials engaging. 90% of the teachers and more than 80% of the students
felt the course developed writing skills. 65% of the students and 88% of the teachers felt the
discovery approach to language use improved grammatical accuracy in writing. Al-Busaidi and
Tindle (2010) believe that the writing texts produced by the learners are categorised as average
or high levels, indicating the development of language resources to write coherently and
communicate meaningfully. However, some negative attitudes were also reported. For
instance, 18% of the students were neutral about their engagement, and 55% were either neutral
or disagreed with the discovery approach; they felt that the materials lacked practice in
grammar activities. According to Al-Busaidi and Tindle (2010), they might think that the
learning process would be more efficient and faster if grammar is taught deductively. This
study revealed that Arab learners are used to conventional learning methods, and therefore,

teachers must balance inductive and deductive teaching approaches and consider the learners’
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previous education and various needs. In this way, successful learning experiences and positive

outcomes can be achieved.

A recent study by Tomlinson (2019) also found positive perceptions of TD materials.
Tomlinson used open-ended questionnaires to gain the teachers' perceptions of TD materials
that aim to develop learners’ spoken language awareness. 11 teachers from different countries,
China, Japan, Ireland, Vietnam, Scotland, and England, were given three units to look at and
evaluate. The findings show that the approach generally held positive attitudes by the teachers.

Teachers believe that Text-Driven materials:

e Provide learners with opportunities for meaningful production, share their opinions and
understanding, experience the text, and connect with their real lives.

e Provide purposeful communication through personal experience and engagement.

e Provide familiar topics to increase the students’ motivation.

e Engaging and involves a variety of activities and interactional forms.

e Involves continuation of activities in which the learners develop creativity.

e Involves discovery activities that focus on salient language features in the text.

e Involves logical and reasonable arrangement of the activities.

Most of the teachers’ responses in Tomlinson’s study reflect the Text-Driven principles
discussed in Section 2.3.3, in which learners have opportunities for rich and meaningful input
and output, personal engagement and motivation, and benefit from language discoveries.
Although the teachers did not use Tomlinson’s materials in their classrooms, their responses

are valuable and relevant to the current research.

Overall, the studies reviewed in this section remain narrow in using one or two methods of data
collection and focus on perceptions of the materials regarding engagement and development of
writing skills. This research used multiple data collection methods (questionnaires, interviews,
and teachers’ observations) to examine the learners’ and teachers’ attitudes toward the
materials in terms of engagement and improvement of classroom interaction. Moreover, the
current study investigated the learners’ perceptions of the four language skills (reading,
listening, speaking, and writing) contributing to CC development. Additionally, comparing TD
versus CB materials is a vital area of investigation and would further identify which teaching
approach is the most suitable, applicable, and promotes successful learning?. Since this thesis
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follows a comparison group design, the following section reviews comparative studies directly

relevant to the three research questions of this study.

2.5 Comparative studies relevant to the three research questions of this
study

This section reviewed the impact of communicative versus non-communicative materials on
learners’ perceptions (RQ1), interaction (RQ2), and communicative competence (RQ3), which
were not the focus of previous TDA comparative studies (Esalati & Rahmanpana, 2020; Loi &
Thanh, 2022; Taghipour & Mohseni, 2021) (please see Table 2.2 for a summary of TDA

studies).

RQ1: Learners’ perceptions

Alghonaim (2014) compared communicative and non-communicative tasks in EFL classrooms
at a university in KSA. Fifty two Saudi students aged 18-22 years who majored in English
language participated. The researcher used questionnaires and interviews to collect the data.
The questionnaire asked the students about their preferences and anxiety towards
communicative and non-communicative activities using two Likert scales, “agree and
disagree”, and two responses, “anxious and not anxious”. The semi-structured interviews were
administered to 10 voluntary students and focused on the in-class activities and the issues that
the students face when CLT is implemented. The findings demonstrated that the students
preferred both communicative and non-communicative activities and that oral activities with
the whole class increased the possibility of learners’ anxiety, while group work was found to
be less anxiety-provoking to learners. This study also found that 86.5% liked to read authentic
materials, and 84.6% liked to watch authentic videos or films. According to Alghonaim (2014),
students can not avoid the conventional method of learning used in their previous educational

process (p. 99).

Alghonaim’s study did not involve the students in the actual use of the classroom activities. In
other words, the questionnaire and interview questions were developed according to the
literature on the CLT approach and the practice at the institution where the study was
conducted. This thesis involved learners’ reflections on their real experiences of the TD and
CB materials; hence, reliable comparisons can be made. Nevertheless, Alghonaim’s study

provided evidence that no single teaching method fits all students’ learning styles and

39



confirmed the arguments made by (Dos Santos, 2020) regarding CLT implementation in

various contexts (please see Section 2.3.1).

RQ2: Learners’ interaction

Li and Seedhouse (2010) investigated the effects of story-based compared with the standard
lessons on learners’ interaction. Two teachers and approximately 30-35 Vietnamese students
aged ten at primary schools in Taiwan participated in the study. Data were collected using
classroom observations and interviews with the teachers. The story-based programme lasted
for two months, and 26 lessons were recorded. Four lessons were transcribed, i.e. two standard
lessons using the textbooks and two story-based lessons. Each teacher taught both standard and
story-based lessons. The findings show that the story-based lessons generated more
interactional patterns, overlapping, and more opportunities for various lexis and unplanned
discourse than the standard lessons. According to Li and Seedhouse (2010), the main
interaction pattern in standard lessons is “teacher-controlled exchange”, in which the teacher
prompts and then the learners respond with optional feedback or follow-up action. The teacher
asked display questions more often with different techniques to elicit target linguistic features

and initiated turns by confirmation checks or responding to learners’ requests for information.

On the other hand, the teacher in story-based lessons also controls the interaction, but various
interactional patterns exist. For example, she had no clue what, how, and when the student
would initiate, and this variation in turn-taking occurred at any stage of the lesson when the
learners were motivated to talk and express their opinions. Furthermore, Li and Seedhouse
(2010) noticed that learners in story-based lessons could learn new vocabulary from their peers’

initiated talk, their own initiations, or by asking for clarifications and confirmations.

The findings also indicated that the story-based approach promoted high engagement and
intrinsic motivation due to a large number of students’ initiation and overlapping.
Notwithstanding, due to the learners' lack of L2 competence, their initiating was mainly in L1
(Chinese) to express their meanings. Li and Seedhouse (2010) claimed that L1 use is considered
valid in this case, particularly in a monolingual context. Even high-level students produced
output to express meanings with their limited L2 knowledge (ibid). The main limitation of their
study is that they did not explain the frequency of turns or the patterns that emerged. Even if
the data are qualitative, assumptions of “more or less initiation” should be quantitatively
measured to compare the groups reasonably and make reliable conclusions. Another concern

is that the recorded interaction was mainly between the teacher and the students. Their findings
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might have been more persuasive if learners’ interaction in group and pair works were

recorded. Most of the previous issues were controlled in the current research.

RQO3: Learners’ Communicative Competence (CC)

Gilmore (2011) compared the effects of textbooks versus authentic materials to develop EFL
learners’ communicative competence at a Japanese University. Sixty-two students aged 19-22
at the intermediate level from four intact classes were assigned to experimental groups
(authentic materials) or control groups (textbook material) and taught for three hours a week
over ten months. The lessons lasted for 90 minutes and were all taught by one teacher (author).
Eight pre and post-tests were given to the students to examine different components of
communicative competence. The tests consisted of listening, vocabulary, grammar,
pronunciation, and oral interviews. The post-test results show that the experimental group’s
scores outperformed the control group and that these differences were significant on most test
components, including listening, oral interview, vocabulary, and pronunciation. These
findings, as suggested by Gilmore (2011), indicate that the authentic materials with their
associated tasks provided richer input, allowing the learners to notice and acquire more
language features, which helped them develop various communicative competencies.
Gilmore’s study would be more valuable if qualitative data is measured, such as teachers’
observations and analysis of classroom interactions, to evaluate the students’ gradual

development at the beginning of the course and at the end.

After reviewing empirical studies relevant to the research focus, discussing how
communicative competence is measured in this study and why specific research tools are used
would be necessary. The following part reviews the literature on the six research tools:
questionnaires, interviews, classroom interaction analysis, forums, observations, and pre-post-

test used to provide empirical evaluation of the learners’ CC in this research.
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Part 3: Literature on Methodology

2.6 Questionnaires & individual interviews (RQ1)

Questionnaires and individual interviews were used to answer the first research question:

RQ1: What are the attitudes of EFL learners towards Text-Driven (TD) and Coursebook (CB)
materials?

Questionnaires:

The questionnaire aims to gain the learners’ perceptions towards the lessons in general, reading
and spoken texts, the activities, and whether these materials help them to develop their

language skills (reading, writing, listening, and speaking) and L2 interaction.

The main benefit of conducting questionnaires is their efficiency in terms of construction,
versatility, and unique ability to gather large amounts of information in a format that can be
quickly processed (Dornyei & Dewaele, 2022). For example, if the construction of the
questionnaires is good, the data processing might also be quick and direct, mainly when using
computer software programs. Another benefit is that they can help uncover the participants’
attitudes that they might not be aware of and reduce the bias from the interviewer's effects

(Bryman, 2008). Therefore, increasing the results’ consistency and reliability.

Despite the benefits discussed above, some potential disadvantages of questionnaires were
identified by Doérnyei and Taguchi (2010). These disadvantages include respondent literacy
problems, especially if the questionnaires were administered in another language the
participants are learning, which can be an intimidating task for them. The questionnaires of this
study were translated into Arabic as the learners’ proficiency level in English is low, and they
might face difficulties understanding some questions or expressing their opinions clearly.
Another disadvantage is the minimal opportunity to correct the participants’ mistakes and
check their validity (Dornyei & Taguchi, 2010). A typical situation is when the participants do
not have sufficient knowledge to answer a question, so they answer it without contacting the
informant or the researcher. Although this is a limitation according to Dérnyei & Taguchi, it is
irrelevant to the present study as the questionnaires’ items are based on the materials, S0 the

students are familiar with the content of the questions. Besides, the questionnaire was piloted
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before the main study took place to ensure that the questions are straightforward and the format
is user-friendly (Please see Chapter Three: Section 3.7). Additionally, the researcher provided
clear instructions to the students before answering the questionnaire, and they had the
opportunity to discuss any problems appeared in understanding such items during answering
the questionnaire. By doing this, it can be assured that the majority of the students answer the

questionnaires without difficulties.

Although the questionnaires involved closed questions (quantitative data) and open questions
(qualitative data), using questionnaires only might not be sufficient to arrive at conclusions.
Consequently, adding another qualitative method, such as individual interviews, may
supplement and enrich the data collected from the questionnaires and provide valuable and
interesting findings. What follows is a brief overview of the purpose of individual interviews

and the advantages and disadvantages of their implementation.
Individual interviews:

In this study, semi-structured interviews were chosen as they are beneficial for revealing the
participants’ thoughts, responses or beliefs in a specific situation or matter, particularly one in
which they are involved (Bechhofer & Paterson, 2000). For instance, the interviews will enrich
the quantitative and qualitative data collected from the questionnaire, particularly to gain an
in-depth analysis and understanding of the students’ responses to each part of the questionnaire.

Moreover, it will help me to identify some critical issues about the educational system in KSA.

Being an insider interviewer is an advantage for conducting a study. Justine (2007) points out
that the interviewee's insight might fail if they have been interviewed by an outsider who is
detached rather than by a person who is confidently familiar with such educational systems and
the environment of the organizations. Thus, their views can be entangled through this powerful
connection. In this study, I conducted the interviews as an insider interviewer, as | know the
research context and the participant’s backgrounds, experiences, and qualifications. Also, the
students are familiar with the researcher (teacher) before conducting the interviews. These
reasons allow the participants to be comfortable, revealing honest and reliable responses to

their teacher.

Though the interviews possess strengths that permit comprehensive and flexible information
and feedback from the interviewees, they also have weaknesses. For instance, conducting and
setting up interviews are time-consuming, and good communication skills are required on the

interviewer's part (Dornyei, 2007). To clarify this point, the interviewee's personality can affect
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the production of data, i.e., if he/she is too shy, may not generate sufficient responses. On the
other hand, some interviewees may produce a lot of less-than-valuable responses if he/she is
too verbose. Both cases, however, require practical communication skills from the interviewer.
For these reasons, the interviews were piloted before the main study started to practice the
flexibility and clarity of the questions and when to use prompts to clarify the interviewees’

responses.

Having discussed the methods of data collection used to answer the first research question, the
following section will discuss three data collection methods used to answer the second research

question.

2.7 Classroom interaction analysis (CIA), virtual forums, and teachers’
observations (RQ2)
To answer the second research question, the following methods were used:

RQ2: Which materials Text- driven (TD) or Coursebook (CB) can facilitate more classroom
interactions?

2.1 Is there a difference in the

frequency of interaction between the

’ CIA & forums
Text-Driven (TD) and Coursebook

(CB) groups?

2.2 What type of interactional

patterns arise in the Text-Driven (TD) CIA

and Coursebook (CB) groups?

2.3 What interactional patterns are
observed in Text-Driven (TD) and
Coursebook (CB) groups?

| 1]

Teachers’ observations
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Classroom interaction analysis (CIA):

One of the most well-known tools for assessing classroom interaction in SLA studies is
Conversational analysis (CA). I intended to use CA to measure the differences in learners’
interaction and identify common features that arise within one classroom and between two
different classrooms. CA can broadly be defined as a type of analysis that adopts conversation
as a method to describe how the interactional patterns, such as adjacency pairs and turn-taking,
are connected to the changes in the participants' knowledge (Gass & Mackey, 2013, p. 591).
This approach helps to identify how teachers and learners control the interaction process in an
organised style while negotiating the social relationships and their reality that aid language
development (Schwieter & Benati, 2019).

Since this approach analysed verbal and non-verbal interactions, addressing questions
concerning language teaching and learning is essential. As an example, what should be taught,
how teaching is implemented, and how learning is accomplished (Waring, 2017). Thereby,
conversational analysis has pedagogical usefulness and a significant role in SLA, which was
found in CA findings. These findings provided a rich and nuanced representation of what
entails language teaching (ibid). More significantly, the findings of CA in this study would
identify whether the materials used can improve the learners’ CC in the long term according to

their interactional patterns and frequency, and engagement.

Wong and Waring (2021) introduced three main CA principles: data collection, transcription,
and analysis. In the data collection phase, recording of data is required. There are many reasons
why data must be video or audio recorded (Pomerantz & Fehr, 1997) cited in (Wong & Waring,
2021). Firstly, certain features cannot be recovered by any other means. Secondly, playing and
replaying can facilitate the transcription process and the development of analysis. Thirdly, by
recording, it is possible to verify a specific analysis with the materials used. Finally, recordings

allow revisiting the interaction with a new analytical perspective.

In the data transcription phase, the CA transcription convention must be used to transcribe the
recorded data. Many non-verbal behaviours are represented in transcription conventions such
as overlapping, prosody, pausing, and voice pitch, which are all crucial to meaning-making in
talk (Miller, 2018). Since no favourable conventions were discussed in the literature, | used
Seedhouse (2004) conventions as they fit the classroom discourse of this study when they were
tested during the transcription process.
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In the data analysis phase, CA researchers approach the data via an emic perspective. Emic
perspective does not decrease interaction by pre-determined categories or analysing single
utterances but with talk sequences in a data-driven process (Balaman & Dagkin, 2019). By
analysing the data line by line without previous focus, the analysts remain open to the
interaction brought by the participants, thus generating a confidential report that emphasizes
participants' experiences and orientations to interaction, unlike the analysis that involves

interpretive perspective driven by particular empirical or theoretical stances (Waring, 2017).

Conversational analysis was used to measure the learners’ interactional patterns and the
frequency of their turns using L1, L2, or both, whereas the forums were used to measure the
frequency and length of the learners’ turn-taking to validate CA findings. The section below

reviews the purpose of virtual forums and their benefits and drawbacks.

Virtual forums (group interviews):

The main purpose of the forums is to examine the learners’ interaction (turn-taking length and
frequency) via authentic and meaningful semi-structured conversations. These conversations
discuss learners’ perceptions towards the lessons via individual forums (TD group separated
from CB group) and joint forums (joining both TD and CB groups). For more details about the

data collection and procedure, see Chapter Three, Section 3.6.4.

Through forum interaction, learners may articulate/modify/ defend their opinions, discuss a
particular issue, respond to the views of others, and expand a view out of the group interaction.
This is in line with Barbour (2018), who claimed that focus groups could generate rich data
and vital discussions since participants’ views can be reformulated, they can be engaged in
debate, explore and articulate communal cultural understanding (p. 102). Bryman (2016)

summarised significant uses of focus groups:

o It allows the researcher to understand the reasons for people’s feelings.
o It allows the participants to argue and challenge others’ points of view.
e |t offers the researcher the chance to study how individuals cooperatively cohere a

particular phenomenon and formulate meaning about it (p. 502).

The benefit of individual forums is that some students are shy to express their ideas and talk
confidently if they are interviewed in groups of different members, so discussing ideas with
their classmates might help them to be more relaxed and self-assured. In support of individual

forums, Barbour (2018) stated that holding focus groups with known members may facilitate
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more logical responses as these members have the required knowledge and opportunity to
challenge others’ judgement and ask them to judge their comments. Integrating the TD and CB
groups in the joint forums is also beneficial in eliciting different stances and developing
criticality among the participants. Doing this would also identify which issues the EFL learners
encounter and how these issues are solved or impede them from efficient and successful
learning. Additionally, this involvement could help develop more interesting and fruitful
interaction among the groups as their views and experiences regarding the teaching materials
and whether these materials help them develop their English skills and communications will

all be discussed. Therefore, valuable, authentic, and real-life interaction will be addressed.

Forum discussions can also have disadvantages, such as some participants may be voluble and
dominate the conversation, thus not allowing others a chance to speak. Others, on the other
hand, might be reluctant to talk and share their ideas because of their confidence in speaking
the L2 language or fear of making mistakes in front of their peers. To avoid such issues, the
researcher (interviewer) clearly explained that all the members’ views are required by asking
questions such as “any different thoughts?”, “how about you...?”, “do you agree/disagree

with...?”.

Another weakness is the time-consuming transcribing data compared to individual interviews
since different voices and pitches occur and the need to know who says what (Bryman, 2016).
To prevent this, | asked the participants not to speak simultaneously, and | used Zoom and
Microsoft Teams for recording, which offer high-quality audio recordings. I also provided clear
instructions and ensured that all the participants could articulate their opinions freely, being
polite and respectful to all the members. The students learned how to work in groups and
communicate with each other through the teaching lessons, so some intrinsic strategies for

handling such issues will probably be utilised.

It would be valuable to look at the same concept from different angles. For instance, adopting
teachers’ observations may offer further evidence of what the researcher found in forums and
CIA. In the following section, I will discuss the aim of teachers’ observation in this study, its

limitations, and possible solutions.
Teachers’ observations:

Observational data is one of the most commonly used in SLA research; observations are
considered an efficient method for collecting comprehensive data about phenomena that

occurred in EFL/ESL classrooms, such as language types, interactions, activities, and
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instructions (Mackey & Gass, 2016). The reason for using the observation in this study is to
gain insights from the ELI instructors towards the type of interactional patterns that occurred
between Teacher-Students (T-Ss) and Students-Teacher (Ss-T) in Text-Driven and Coursebook
lessons. Furthermore, to examine their perceptions towards the materials used, i.e. whether the
text is engaging for the learners in this particular context and whether the activities used are
communicative. Also, whether the learners are engaged and communicate during the lessons,
and which materials developed more classroom interaction. Teachers’ classroom observations
and attitudes would validate what was found in classroom interaction analysis, forums,
questionnaires, and individual interviews.Therefore, increasing the research validity and

credibility and building greater confidence in the study findings.

The principal limitation of classroom observation is that the observer can be obtrusive, which
might cause research problems. For instance, the presence of an obtrusive observer may affect
the classroom's typical behaviour in that the observed events may not represent the class, and
the observational data collected may lack research validity (Mackey & Gass, 2016). This
limitation was reduced as the teachers were asked to observe the recorded lessons at their
convenient time. Doing this would allow the students to participate without feeling

uncomfortable being observed and thus concentrate more on the class than the observer.

So far, this section has focused on the methods of data collection to answer the second research
question. The section below will discuss the data collection used to answer the third research

question.

2.8 A2 Key Cambridge “modified communicative practice test” (RQ3)

A2 Key practice test was used to answer the third research question:

RQ3: Which materials Text-Driven (TD) or Coursebook (CB) are likely to facilitate learners’
overall English “communicative competence”?

3.1 Is there any difference between the Text-Driven (TD) and Coursebook (CB) groups'
communicative test scores?

The significant role of communicative approaches in language testing is rarely discussed in the
literature. Questions such as how to measure the learners’ communicative competence, what

should be included in communicative tests, how learners perform such tests, and how these
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tests should be administered were not fully addressed in SLA studies. For example, Larsen-
Freeman and Anderson (2011) proposed how communicative competence can be measured
formally through integrative communicative testing or informally by the teacher acting as an
advisor. As an example, while working on communicative activities, teachers can observe how
the students use and produce the language? Do they use L1, L2 or both? The communicative
test, on the other hand, should examine what the students know about the language, how to use
it, and to what extent the students can show this understanding in a meaningful communicative
condition (ibid). In this study, communicative competence will be measured formally via a
modified A2 Key practice test taken from (Cambridge, 2019, pp. 18-19, 42-45, 71),
(Cambridge Assessment English, 2019a, pp. 40-41), (Cambridge, 2020, p.7), and informally

through learners’ engagement and interactions, and teacher’s observations.

It could be argued that the measurement of CC needs a longitudinal study and that the duration
of the treatment in this study is short, which may not provide clear evidence of CC
improvement. In spite of this limitation, the findings of this research may provide a useful
comparison of learners’ scores, more necessarily, how the learners performed in such a
communicative test. These findings and the brief theoretical test analysis could be extremely

valuable to future researchers interested in testing learners’ CC at the A2 level.

The purpose of the A2 Key Cambridge Test is to measure the learners’ ability to “use the
English language to communicate in simple situations” (Cambridge Assessment English,
2019a). The test is based on real-life situations that help develop the necessary communication
skills ("Cambridge English Qualifications ", 2022). Since the Cambridge Assessment English
team designed and developed the test, its reliability, validity, and overall quality are examined
(Cambridge Assessment English, 2019b). However, some parts of the test (vocabulary,
grammar, and writing) were modified to ensure that they measure the learners’ learning
objectives of this study, thus increasing their validity and reliability. These parts were examined

and piloted before the test administration (see Chapter Three, Section 3.7).

The test comprises six elements: listening, reading, vocabulary, grammar, writing, and
speaking. These elements contribute to the learners’ overall communicative language
competence at the A2 level based on CEFR can-do statements in conjunction with the
Association of Language Testers In Europe (ALTE) (Cambridge Assessment English, 2019a).

The test shows that the learners can:

e understand and utilize simple expressions and phrases
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e understand basic written English
e answer simple questions about themselves

e communicate at a basic level with English speakers (ibid).

The following table (Table 2.3) shows the communicative competence measurements in the A2

Key test of this study:

Communicative Measures
Competencies (CC)
Linguistic competence e (Grammar & vocabulary tests

e  Writing test (language criteria)

Speaking test (grammar & vocabulary, pronunciation

criteria)

Listening test (lexical knowledge)

Reading test (lexical and grammatical knowledge)

Writing test (content and organisation criteria)

Grammar test (ability to link ideas using correct grammar)

Speaking test (interactive communication criteria; ability to

link ideas into a coherent spoken language)

Pragmatic competence e Speaking & writing tests (language criteria; appropriate use
of vocabulary)

e Vocabulary test (appropriate use of words within context)

Strategic competence e Speaking test (interactive communication criteria)

e Reading & listening tests (ability to identify specific and

main information)
Table 2.3: Summary of CC measures in A2 Key Test

Discourse competence

A2 Key Cambridge test involves direct integrative testing and matches the students’ current
study level, which may provide succinct and reliable findings of learners’ achievement.
Integrative testing involves measuring a combination of language elements when completing a
task, while direct testing requires a precise performance of the candidate’s skill that we wish to
measure (Hughes, 2003). Secondly, it includes authentic texts and tasks, which are essential
elements of communicative tests. As Hughes and Hughes (2020) claimed, using texts and tasks
in direct testing should be authentic. Authenticity was also discussed by Fulcher (2000),
suggesting that authenticity, real-life tasks, performance, and face validity are all standard

features in early communicative testing.

The concepts of validity and reliability were considered one of the main issues in
communicative testing. Validity involves making the test more representative of real-life
activities, and the only way to increase reliability is to use objective items such as multiple

choice, which do not resemble real-world tasks. Consequently, the higher the validity of the
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test, the lower its reliability. Having said that, Fulcher (2000) argued that the nature of language
tests does not mirror real life; instead, tools created based on the theory of language nature and
use, as well as language learning. Put differently, what makes a task communicative is the
relationship between the learner and the task, how the learner deals with it, and what could be
learned about the learner when he/she is doing the task (ibid). Most modern language testing,
however, is communicative in the way that it is constructed on the existing communicative
language theories, adopts real-world tasks, pays attention to authenticity, and includes frequent
elements of interactive performance (Harding, 2014). The test content and the modified parts

with the rationale are all discussed in Chapter Three: Section 3.6.6.

2.9 Summary

This section has attempted to briefly summarise the literature relating to the research theoretical
background (Part 1), empirical perspectives (Part 2), and research methodology (Part 3). Part
1 discussed the historical and recent definitions of Communicative Competence (CC) taken
from (Canale & Swain, 1980; Council of Europe, 2020; Hymes, 1972; Jones et al., 2018;
Larsen-Freeman & Anderson, 2011; McDonough et al., 2013; Richards & Rodgers, 2014,
Wilkins, 1976), and based on these theoretical definitions, CC of this thesis was
operationalized. This part also reviewed the ELT communicative approaches that aim to
develop CC, such as CLT, TBLT, TDA, and Coursebooks.

Part 2 reviewed the previous empirical studies relevant to Text-Driven materials, as well as
methodological comparison studies related to the current research questions: perceptions
(RQ1), interaction (RQ2), and development of CC (RQ3). The following table (Table 2.4)

summarises the reviewed studies with their findings.
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List of the

reviewed studies

Focus

Findings summary

1 | Al-Busaidi | TDA on Ts’ and e 70% of Ss and all Ts found TD engaging.
& Tindle Ss’ perceptions of | ¢  80% of Ss and 90% of Ts felt that TD developed
(2010) writing skills writing skills.
development. e 65% of Ss and 88% of Ts felt that language
discoveries improved writing accuracy.
e 55% of Ss were neutral or disagreed with the
discovery approach.
2 | Darici & TDA on Ss’ 28/28 enjoyed the texts.
Tomlinson perceptions. 22/28 enjoyed the tasks.
(2016) 27/28 found the lesson useful.

25/28 found the lesson interesting.
TD suggested to encourage engagement, motivation,
self-confidence, and linguistic awareness.

3 | Tomlinson

Ts’ attitudes

TD generally held positive attitudes from the

learners’ CC.

(2019) towards TDA. teachers.

e TD provides meaningful production, purposeful
communication, opinion sharing, engagement,
language discoveries, familiar topics, personal
experiences, and creativity.

4 | Alghonaim | Communicative vs. | ¢ Both activities were preferable.

(2014) non-communicative | ¢  86.5% liked to read authentic materials.
tasks on Ss’ e 84.6% liked to watch authentic videos or films.
perceptions.

5 |Li& Story-based vs. CB | ¢  More variations of interactional patterns and learners'
Seedhouse on Ss’ interaction. initiation in story-based lessons. Learners' initiation
(2010) was mainly in L1 Chinese.

e Learners in story-based were more actively involved
in meaning negotiation.

e The story-based method is suggested to stimulate
intrinsic motivation and engagement.

e In standard lessons, teachers often use display
questions.

6 | Gilmore Authentic materials | ¢  The experimental group who taught authentic
(2011) vs. textbooks on materials scored higher in the post-test than the

control group on all the test measures.

Table 2.4: Summary of the reviewed studies’ findings

TD = Text-Driven materials CB = Coursebooks Ss = Students Ts = Teachers CC = Communicative Competence

From the above studies' findings, there is still no clear evidence that communicative materials

are more valuable than non-communicative. These studies included many limitations discussed

below:

e Observing one TD classroom (Darici & Tomlinson, 2016).

e Examining teachers’ perceptions towards TD materials without empirical experiences
(Tomlinson, 2019).
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e Studying learners’ perceptions towards communicative vs. non-communicative activities
without observing the actual performance in these activities (Alghonaim, 2014)

e Measuring interactional turns and patterns qualitatively without quantitative analysis of
turns’ frequency (Li & Seedhouse, 2010).

e Including only quantitative data (Darici & Tomlinson, 2016; Gilmore, 2011; Tomlinson,
2019).

e Using only one or two methods of data collection to investigate the materials’ effectiveness
(Al-Busaidi & Tindle, 2010; Alghonaim, 2014; Darici & Tomlinson, 2016; Gilmore, 2011;
Li & Seedhouse, 2010; Tomlinson, 2019)

Moreover, none of the previously reviewed TDA studies (summarised in Table 2.2, Section
2.4) examined the impact of the materials on learners’ communicative performance. The
findings of this research will then serve as a basis for future studies and will make a significant
and original contribution to the current SLA literature by remedying the shortcomings of

previous research.

In Part 3 of this chapter, | described how the learners’ CC is measured in this study using six
research tools. The tools’ rationale, the benefits and drawbacks of their usage in this study, and
how to avoid possible limitations were all explained. The discussion of this part is divided into
three sections according to the tools used to answer the three research questions. For example,
questionnaires and individual interviews (RQ1) are discussed in Section 2.6, classroom
interaction analysis, forums, and teachers’ observations (RQ2) are explained in Section 2.7,

and A2 Key communicative practice test (RQ3) is addressed in Section 2.8.
Chapter Three below will present the research methodology, including the research design and

procedure, research participants, the development of the teaching materials, and data collection

methods.
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Chapter Three: Methodology

3.1 Introduction

This chapter explains the research methodology and the teaching materials used in this study.
Firstly, I will justify the research design, approach, procedure, and research participants. Then,
the development of the Text-Driven unit and theoretical content analysis of the coursebook unit
will be discussed. This part also explains how the learning objectives are associated with the
communicative competence identified in this study and how the PPP stages underlie the CB
unit. After that, the design of the data collection methods and their procedure will be presented.
Finally, I will address the process of the pilot study, the validity and reliability of the research,
and the research ethics.

The following figure (Figure 3.1) provides an overview of the research questions, data
collection methods, and analysis type.
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RQ1: What are the attitudes of EFL

learners towards Text-Driven (TD) and
Coursebook (CB) materials?
\.

Ve

RQ2: Which materials Text-Driven

(TD) or Cousebook (CB) can facilitate

more classroom interactions?

2.1: Is there a difference in the
frequency of interaction between
the Text-Driven (TD) and

% Coursebook (CB) groups?

( 2.2: What type of interactional
patterns arise in the Text-Driven
(TD) and Coursebook (CB)
groups?

2.3: What interactional patterns
are observed in Text-Driven (TD)
and Coursebook (CB) groups?

.

RQ3: Which materials Text-Driven
(TD) or Coursebook (CB) are likely
to facilitate learners’ overall English
“communicative competence”?

Questionnaires

Individual
interviews
\
CIA
Forums
Teachers’
observations
J
\
J
)
Cambridge A2 Key

3.1 Is there any difference
between the Text-Driven (TD)
and Coursebook (CB) groups'
communicative test scores?

modified practice
Test (Pre and Post)

Numeric data
Text data (questionnaire open
responses, interview, forums,
classroom interaction, and
observations transcripts)
Visual examples of multiple analysis
Codes and themes

\_
("

—

Quantitative and \
qualitative data
analysis:

1-Descriptive
statistics,
frequencies using
SPSS and Excel.

2-Coding thematic
analysis using
Nvivo

VAN

Quantitative and
qualitative data
analysis:

1-Descriptive
statistics,
frequencies using
Excel.

2-Coding thematic
analysis using
Nvivo

—

\§ J
f Quantitative data \

analysis:

1-Descriptive
statistics using
SPSS and Excel.

2- Assessment
criteria for
speaking and

K writing scores. )

Figure 3.1: Model version of research questions, tools, and type of data analysis
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3.2 Research design and approach

The selection of a research design and approach is a fundamental proposal of any study and
should be determined by the aim and purpose of the research. Since | work as a lecturer at the
English Language Institute (ELI), University of Jeddah (KSA), in which this study is
conducted, and | have experience in teaching elementary-level learners (A2 in CEFR), | found
that making a comparison of two classes using different materials is the suitable option.
Therefore, a comparison group design using intact classes was implemented in this study.
Given the fact that this research aims to compare two instructional materials, existing
classrooms might be ecologically sound settings for the study. As stated by Loewen and
Plonsky (2016), intact classrooms have high ecological validity since research is carried out in
real-life classrooms (p. 87). Therefore, the study may provide valuable and useful insights into
how L2 is used in real classrooms and could generate theory or yield findings that can be

generalised.

Comparison group design is not as robust as true experimental design because randomisation
is lacking, but it is stronger than other types of designs (Nunan & Bailey, 2009). For example,
the pre-test data can allow the researcher to determine whether or not the groups selected were
similar, and the groups’ post-test scores can be compared (ibid). This type of research design
can also help ELT stakeholders evaluate and compare the impact of different methods,

materials, and syllabi that have competing claims among SLA practitioners.

With regard to the research approach, it is worthwhile to follow an eclectic approach and
incorporate different means of data collection and analysis procedures that are appropriate for
justifying the research questions in this study. Quantitative data can provide the analyst with a
large number of databases, whereas qualitative data offer wealthier and more salient
contextualized data for full comprehension (Mackey & Gass, 2021). There are many reasons

for using multiple (mixed) methods in this thesis (Bryman, 2006, pp. 105-107):

(1) increase validity and credibility through similar findings of multiple approaches.
(2) build on strengths and minimize weaknesses.

(3) complete the picture of the phenomenon via different methods.

(4) provide unexpected findings.

(5) confirm and discover findings via generating the hypothesis (learners’ perceptions from the
questionnaires and interviews) and testing this hypothesis (learners’ actual performance in
forums, classroom interaction, and pre-post tests).
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(6) provide context (qualitative data offers context to interpret quantitative data, and
quantitative data offers generalizability).

(7) diversity of views (researcher’s and participants’ views)

Combining multiple methods of data collection may provide a significant conclusion from the
data through multiple perspectives, consequently enhancing the credibility of the research
outcomes and making a substantial contribution to the SLA field. Having discussed the reasons
for implementing comparison group design using multiple methods, it is now necessary to

explain how this research was carried out in the following section (3.3).

3.3 Research procedure

The following figure (Figure 3.2) demonstrates the research procedure starting from the first
week of September 2020 to the second week of October 2020.

Students’ Treatment (4 days) = (4 Post-test Teachers’
research lessons) (Cambridge A2 research
information Key modified information
sheet and practice test) sheet and
consent forms G r oup & Group JL consent forms

Cambridge N /7~ N\ Online JL
placement test Unit 1: Unit 1: Individual Teacher’s
People People Interviews observations
Developed National
Text- Geographic
Pre-test ; i i
. Driven
(Cambridge A2 Series (Life

)~ materials Elementary
Key modified Virtual
: A2 Level
practice test) ) < v AN | forums
Y

~

[ 2 Questionnaires

Test feedback

questionnaire distributed after each lesson
J J/

Figure 3.2: Visual image of the research procedure
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- In the first week of September 2020, all the students were introduced to the purpose of the
research and the methods of data collection and procedure and their consent was received
(please see Section 3.9 for more details). Then, Cambridge online placement test was
administered to measure the TD and CB learners’ CEFR level equivalence, and the results
showed that the majority of the students were at the A2 level. After that, the pre-test was
conducted online to examine the learners’ overall English communicative competence before
the treatment. The students were also asked to complete a feedback questionnaire about the test
components to increase the test validity and reliability (their responses are discussed in Section
3.6.6).

- In the second week, the students were divided into two groups; the TD group was taught the
developed Text-Driven materials, whereas the CB group was taught the Coursebook materials.
The teaching was conducted online using the Blackboard system and lasted four days (four
lessons). Both groups had two morning and afternoon classes using opposite schedules, i.e.
when the TD group took morning classes, the CB group took afternoon classes and vice versa.
This was the only feasible option to meet the purpose of the study using a comparison group
design. Morning classes start at 8:00 to 10:30 a.m., including a 30-minute break. Afternoon
classes begin at 11:00 to 3:30 p.m., including a one-hour prayer break from 12:00 to 1:00 p.m.
and a 30-minute lesson break that usually occurs at the end of the lesson from 3:00 to 3:30 p.m.
Both TD and CB groups were exposed to 10 hours of treatment (4 hours in morning and 6

hours in afternoon classes).

After each lesson, the students were asked to complete an online questionnaire to gain their
feedback on the lessons. The same teacher (researcher) taught both groups to avoid
confounding variables such as the use of different teaching methods, lesson planning, external
resources and supplementary materials, which could be all out of control and need time to
consider, especially in this context where the teachers need training sessions of how to use
communicative approaches. Even voluntary teachers may not teach two classrooms due to their

time constrained by full teaching loads and administrative responsibilities.

Following the teaching treatment, the post-test, individual interviews, and forums were all
carried out online at the end of week 2 and continued in week 3. The post-test was conducted
immediately after the teaching to measure the learners’ improvement and examine any

differences between the groups’ post-test scores. After that, the learners were asked to
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volunteer in individual interviews to gain their perceptions of the materials, and finally, forum

discussions were performed to explore turn-taking frequency.

- In weeks 4-6, | contacted the teachers who volunteered to participate in the study, and | sent
them the research information sheet and consent form via email. After receiving their approval,
they were asked to observe two video-recorded TD and CB lessons and provide feedback on
the learners’ interaction and engagement. The section below presents the research participants,

including their gender, nationality, language proficiency, qualifications, and experiences.

3.4 Research participants

82 Saudi female learners from the English Language Institute (ELI) at the University of Jeddah
in KSA were selected for this study, but 79 participated (TD = 38, CB = 41). The students were
in the foundation year from the Humanities Section, A2 level in CEFR, and aged between 18
and 22. Even though they studied English as a second language for nine years in
government/private schools, their level is still considered low for several reasons discussed in
Chapter One, Section 1.2.1.

The ELI classes consist of 40-42 students per classroom and are often taught by one or two
teachers. The ELI students are taught three main levels of the National Geographic Life series;
Elementary (A2), Pre-Intermediate (B1), and Intermediate (B1+). The series is used for the
foundation year female and male students who majored in Humanities or Science at the
University. The course is intensive as the students are required to complete 18 hours per week
of English apart from other required subjects. However, the students can be exempted from
taking the English language course if they have proved that they scored 5 in IELTS for the
Humanities and 5.5 for the Sciences or 45 in TOFEL.

Regarding the ELI teachers, both Saudi and non-Saudi teachers are employed at the ELI and
their qualifications are varied; Graduate Teaching Assistants (GTASs), MA, and Ph.D. holders.
In this study, two female lecturers participated. Both MA holders have experience teaching
Saudi learners English as a foreign language in the foundation year. However, one of the
teachers is currently a PhD student at a University in Australia. The following section describes

the teaching materials used in this study in detail.
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3.5 Teaching materials

3.5.1 Text-Driven and Coursebook learning objectives

As a teacher at the ELI, the pacing guide and the coursebook should be used when delivering

the lessons. Therefore, the use of external materials is limited due to the ELI regulations as

well as students’ examinations and regular assessments. Because of these reasons, the Text-

Driven unit was designed following learning objectives similar to the coursebook used at the

ELI (Life for elementary level) to develop the learners’ communicative competence.

The following table (Table 3.1) provides the main objectives of Unit 1 People modified from

(ELI 100 instructor’s Pacing Guide — Week 1) with the associated communicative

competencies (CCs) developed by the researcher. As explained in Chapter Two, Part 1,

learners need the four CCs; therefore, language learning materials should reflect these

competencies.

Competencies

Main objectives of Unit 1 (People):

By the end of the Unit, students should be able to

Linguistic competence

Grammar e identify verb to be (am/is/are) in meaningful oral
and written contexts.
e identify possessive (‘s) and possessive adjectives in
meaningful oral and written contexts.
Vocabulary e identify word focus (in), word roots, personal

information, family, and everyday verbs in
meaningful oral and written contexts.

Pronunciation

recognize contracted forms and different sounds.
recognize numbers and percentages.

Strategic competence | Listening e take notes to identify and analyze key information.

Reading e make predictions using supporting visual cues.

e skim and scan to find key information.

Speaking e make predictions using supporting visual cues.
Pragmatic competence | Speaking & | e ask and answer simple questions appropriately.

real-life e know how to introduce themselves and another

(functions) . -

person when meeting people for the first time.

Discourse competence | Writing & | e differentiate the use of and & but to write simple,

critical coherent and organised text.

thinking

analyze and categorize the different types of text.

Table 3.1: Learning objectives of TD and CB Units with the associated CCs
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3.5.2 Procedure of Text-Driven materials development (Unit 1: People)

The TD lessons of this study were developed and designed on the basis of Text-Driven
theoretical principles and developmental stages (Tomlinson, 2013), as discussed in Chapter
Two, Section 2.3.3 (Please see Appendix 3 as an example). A detailed description of each stage

is discussed below.

Stage 1: Text collection

In this stage, | searched for written and spoken texts with the perspective of engagement.
Engaging texts can aid the listener/reader to attain intimate multidimensional representation by
which sensory images, inner speech, and emotive input unite to form meaningful text
(Tomlinson, 2013), promoting second language acquisition. I searched for engaging texts that
suit the learners’ age, gender, and interest based on my previous teaching experience. Then, |
derived the language features and learning objectives from these texts. Searching for engaging
texts following the ELI pacing guide and predetermined learning objectives was not easy and

quick to find, as Tomlinson claimed.
Stage 2: Text selection

The selection of the texts in this stage follows Tomlinson’s criterion (2013) (please see
Appendix 1) with two further criteria added by the researcher relevant to the learners’ needs

in this context:

e The text should be culturally appropriate

e The text covers the learning objectives that should be taught in the lesson

Two spoken texts were selected from YouTube: https://youtu.be/Yno5PdJZ71c,

https://www.youtube.com/watch?v=58s7yEkvrzo, and two reading texts were chosen from

Disney storybook “Cinderella” (Text 1), news and blog (Text 2) (please see Appendix 2). The
TD texts were equivalent to the CB texts in terms of theme (People) and learning objectives
but semi-equivalent in relation to the topics, length, number, and type of texts. The differences

and similarities between the TD and CB spoken and reading texts are analysed below:
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https://youtu.be/Yno5PdJZ71c

I Similarities [ Differences
Spoken Text 1 Variables
Topic Number of texts Length Type of text
TD Making 1 3 minutes Visual
assumptions YouTube
video
(interview)
CB Explorers 2 Track 1 =1:04 min Audio
Track 2 =53 sec listening text
Total = 1 min 57 sec (interviews)
Spoken Text 2 Variables
Topic Number of texts Length Type of text
TD Meeting new 1 2mins 53 | Visual YouTube
people sec video (conversation)
(Introduce
yourself)
CB Introduce 1 Track 13 = | Audio listening text
yourself 2 mins 59 (conversation)
sec

In Spoken Text 1, although the length of the TD text was longer than the CB, i.e. one minute
difference, the teacher (researcher) paused the video two times according to the designed
activities and replayed the parts when the students were struggling to understand. However,
the researcher modified the TD video to be shorter and gender relevant, as the original video
included two men and lasted for 5 min and 55 sec. The second difference was the topic; TD’s
topic was about an interview between two single-parent women sitting opposite each other,
asking and answering questions about their personal life and making assumptions about their
age, height, appearance, and ethnicity. At the end of the interview, both women turned around
and confronted their predictions. In CB, on the contrary, the first audio was an interview with
a photographer, and the second was an interview with Beverley Joubert. Both interviews
mainly asked and answered questions about personal information such as names, jobs, and
marital status. | have selected Making assumptions YouTube video because the idea of the
video could enhance the learners’ affective and cognitive engagement and represent real-life
situations in which making right or wrong assumptions of people is practised rather than asking

and answering questions in an artificial and inauthentic manner.

The third difference was the number of texts. Two audio texts were used in CB compared to
one text in TD. The purpose of making more than one text in the CB unit was to teach particular

language features (ask and answer questions and use personal information words), while in TD,

62



selecting one genuine and engaging text is the underlying principle of the Text-Driven
framework. Choosing more than one text to deliver the lesson might cause issues related to the
lesson’s coherence, focus, flexibility, and engagement unless this text is relevant in some ways

to the original one.

The fourth difference was the type of text. The texts were audio in the CB, while YouTube
videos were used in TD. The use of pictures and Youtube videos in L2 classrooms have
significant value regarding the connection between auditory information and visuals which
may enhance L2 learning. In accordance with this view, (Kabooha & Elyas, 2018; Yawiloeng,
2020) examined the effects of videos on EFL students’ vocabulary learning and found
improvement in L2 vocabulary and that using Youtube videos in learning and teaching can be

effective for lexis comprehension, recognition, and retention (Kabooha & Elyas, 2018).

In spoken Text 2, the length, topics, and number of texts were similar in both TD and CB. The
type of text was the only difference among the groups; this variance was discussed in the
previous paragraph. Regarding the topics, TD text talked about a group of staff agents meeting
and introducing themselves to a famous singer in a sense of humour, which may increase
affective engagement for 18-22 year old learners. On the other hand, CB text was about a
conversation between a person who works at the University and two new students. Both TD
and CB texts aim to teach expressions for meeting new people. In the TD text, however, the
students can see how people meet each other in real-life communication, while in the CB text,
the students can only hear the expressions in the audio without facial or gesture interaction.
Visuals, especially for lower-level learners, may increase their engagement, motivation, and

communicative interaction.
The reading texts also shared similarities and differences discussed below:

I Similarities | Differences

Reading Text 1 Variables
Topic Number of texts Length Type of text
TD Cinderella 1 599 words Narrative
story
CB A family in 1 88 words Descriptive
Kenya
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Reading Text 2 Variables
Topic Number of texts Length Type of text
TD Snow White facts | 1 266 words Text with facts
(blog and news)
CB The face of seven | 1 195 words Text with facts
billion people

In Reading Text 1, Cinderella story is narrative, whereas A family in Kenya is descriptive. A
family in Kenya was mainly about the Leaky family and their jobs, which aimed at teaching
family words, employment, and specific grammar points, while Cinderella story was about
Cinderella’s gloomy life with her family and the happiness she deserves at the end. Both texts,
nevertheless, have a semi-equivalent topic which is about family. In terms of length, Cinderella
story was modified to be shorter than the original story, and most of the text was read aloud to
the learners. The actual reading average was 346 words which were simplified into sentences
in two different types of activities. The first was reading the story's sequence and checking your
predictions, and the second was making the story pictures by matching the sentences with the

relevant images.

In Reading Text 2, the researcher created Snow White facts from two authentic resources: a
blog and news. It describes interesting information about the story of Snow White, such as
what did the characters do to manipulate their voices? what did Walt Disney do to ensure that
all of Snow White’s animal friends were captured just right? how many songs and sketches
were completed and written? and what was the challenge Walt Disney faced in financing Snow
White’s film production?. On the other hand, the face of seven billion people reports facts about
people worldwide, including their age, population, language, religion, jobs, number of people
living in the city/countryside, and number of people using the internet and mobile phones.

Hence, both texts provided facts with a similar theme (People) but different topics.

Regarding the length, Snow White facts was modified to be shorter than the original resources.
Most authentic spoken or reading texts are longer than tailored texts in coursebooks. Although
the difference between the two texts was at the lowest i.e. 71 words, it might affect the reading
process for lower-level learners. To ease this process, as previously described, the teacher read
aloud the text to the learners and then asked them to answer the questions by reading the text

in pairs, so the actual reading average was minimal.

At last, I found that the selected reading and spoken texts might sustain the learners’ interest

and engagement, especially for their age, gender, and level of English proficiency. Also,
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including stories is the best way to accomplish affective engagement, according to Tomlinson
(2013), as they can encourage the reader to react in multidimensional and personal ways.
Moreover, stories, specifically for lower levels, are emotionally and cognitively complex but
linguistically simple (ibid). More importantly, these texts are meaningful and authentic to the
learners, and the authenticity of the materials was advocated by many researchers in the ELT

field, discussed in Chapter Two, Part 1.
Stage 3: Text experience

In this stage, | read and listened to the selected texts again for re-engagement and reflection on
my experience of what | was thinking during the reading or listening process. This stage helped

me to design activities that can make the students reach engagement similarly.
Stage 4: Readiness activities

Readiness activities aim to prepare the learners for the reading/listening experience and get the
learners to open their minds and not answer questions correctly (Tomlinson, 2013). Examples

of readiness activities in the four lessons are provided below:

Lessons Examples of readiness activities
1 a) Look at the picture of Sharon and Sydney (a photo is shown)
- Choose who you want to be, the young lady (Sydney) or the old lady (Sharon)

2 a) Look at the picture (a photo is shown):
- What do you think this story is about?
3 a) Look at the picture (a photo is shown):

- Can you guess the name of the story?

- Who do you think brought up the story of Snow White?

4 a) Look at these pictures (photos are shown):

- Work in groups and predict what is happening in these pictures.

Stage 5: Experiential activities

Experiential activities are designed to make the learners experience the text in their minds while
they read or listen to it in multidimensional ways, which promotes personal engagement
(Tomlinson, 2013). For example, in Lesson 1, after the learners chose which lady they wanted
to be and asked each other questions, they were asked to watch the first part of the video and
try to imagine themselves in the place of the person they chose, Sharon or Sydney, how would
they feel if they have been sitting on that chair, and how would they react to such questions!.
In Lesson 2, the teacher (researcher) involved the students in the creation of the text; for
instance, the teacher read aloud the story and paused at some parts to ask the learners to predict
what would happen next and reflect on their personal opinions of such acts.
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In Lesson 3, the learners are asked to listen to facts about the Story of Snow White using their
inner speech to respond to interesting facts in the text. In Lesson 4, after the students predicted
what was happening in the pictures and discussed questions about how they would feel if they
met their favourite celebrity, they asked to watch the video of the pictures and imagine that
they had the same situation as the staff agent using their inner speech and reflect upon their
previous emotive responses. It can be argued that L2 inner speech for beginners might be
minimal due to their limited L2 knowledge. According to De Guerrero (2004), such inner
speech activities are requisite for eventual L2 development as a thinking tool. They found that
beginner learners used their L2 inner speech for four main reasons; (1) concurrent processing
of spoken and written language, (2) recall of previously heard, read, or used language, (3)
planning before speaking or writing, (4) verbalization of thoughts in silence for personal

reasons (p. 90).
Stage 6: Intake response activities

These activities are made to help the students justify their personal responses and opinion
expressions from the text they had read or listened to and share it with others. Therefore,
developing their self-confidence and L2 communication. Examples of these activities are

presented below:

Lessons Examples of intake response activities
1 a) Have you ever made wrong assumptions about people?
2 a) Did you like the story? Which part is the most interesting one?
3 a) Discuss the following questions in groups:

- Do you think 15 years old nowadays can write a story? Why/Why not?
- Do you agree that the story is very scary for children? Why/Why not?
4 a) Work in groups and discuss these questions:
- Would you meet new people the same way you meet

a famous person? Why?
- Did you like the video? Why /why not?
- What was the most interesting part?

Stage 7: Development activity 1

Development activities are designed to help the learners base their meaningful language
production on the text they have already taken or in connection with their own personal
experience. Most of these activities require imagination (Lessons 1, 2, and 4), and even if they
are not real activities, by imagination, the students will produce real language if they are

engaged and find a purpose for their L2 use. In Lesson 3, the students are asked to search for
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facts about one of the topics provided. This task is challenging for lower-level learners as they
need to explore and read several resources to gather facts about the topic they are interested in.
Learners at different levels should have the opportunity to experience cognitively challenging
tasks to support their L2 development. These tasks have a communicative purpose which
requires the students to think about what they should write/say and how to organise their
writing/speaking and be creative. Such developmental tasks represent authentic real-life
communication that involves the learners using their linguistic competence (correct grammar,
vocabulary, and pronunciation), pragmatic competence (appropriate questions and answers),
discourse competence (organisation of their spoken and written production), and strategic
competence (making predictions, searching for specific information, and turn-taking in

conversation when working in groups/pairs). Examples of these tasks are provided below:

Lessons Examples of Development activity 1
1 We will play Sharon and Sydney's guessing game;

a) Work in pairs and act out:
- Make assumptions about your partner.
- Ask questions you want to know about your partner.
2 Cinderella wanted to invite you and your family for dinner.
-Work in a group and write a letter to Cinderella.
a) In your letter:
- Thanks Cinderella for the invitation.
- Decide which members of your family to attend.

- Introduce the family members who will attend the invited dinner.
3 a) Work in a group and search for interesting facts about one of the following topics:
- Your favourite Disney story
- Your city
- Afamous place
- A country you wish to visit
4 a) You and your classmates are going to meet your favourite celebrity:
- Work in group of 3.
- Prepare a speech to your favourite celebrity.

Stage 8: Input response activities

Input response activities are these activities that make the learners go back to the text and make
discoveries about particular language used. For instance, | asked the students to take notes of
Sharon’s and Sydney’s questions in Lesson 1 to develop listening for specific information
(strategic competence) and then write examples of appropriate and inappropriate questions
aiming to develop linguistic and pragmatic competencies. In Lesson 2, | provided the students
with Cinderella’s family tree and asked them to find the relationship between Cinderella and

the other family members to develop linguistic outcomes, pragmatic awareness, and
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independence in searching for the meaning of words. This task was followed by drawing their
own family tree to consolidate the previous goals using personalisation. In Lessons 3 and 4,
most of the input activities included awareness (noticing) tasks to teach language points. The
importance of noticing in L2 development and its benefits for L2 learners is discussed in
Chapter Two, Section 2.3.3. However, some activities were supplemented by language
definitions as they might support the learners’ understanding and satisfy their needs in this
context. These minor additions may not affect the TD design or main principles as suggested
by Tomlinson; teachers should design the materials according to their specific context.

Examples of input activities are provided below:

Lessons Examples of input response activities
1 a) Look at your notes (Sydney’s and Sharon’s questions):
- Work in groups and answer the following:
- Share your answers to Sydney’s and Sharon’s questions.
- What type of questions you Could ask when you meet new people?
- What type of questions you Should Not ask when you meet new people?
2 a) Look at this figure (a figure is shown):
- Work in a group:
- What is the relationship between Cinderella and the other family members?
- Who’s Reine?
- Who’re Drizella and Anastasia?
3 a) Look at the bold word in the following sentences (sentences are shown):
- Do you know what this word is?
- lIsitanoun, adverb, preposition, or verb?
- Look at the words/ sentences after the in, what is the function of in?
4 a) Look at the following extracts from the video (extracts are shown):
- What did you notice about the words in Bold?
- Are there any differences?

Stage 9: Development activity 2

These activities are designed to make the students return to their original productions in
Development activity 1 and modify them after they understand the language points they learned
in the input activities. These activities support the development of fluency and accuracy

through recycling and reproduction.

The following section will discuss the coursebook unit used in this study and the PPP stages

that are commonly utilised in coursebook materials.

3.5.3 Coursebook materials (Unit 1: People)

The coursebook used in this study is “Life: Student’s Book | Elementry, written by John

Hughes, Helen Stephenson, and Paul Dummett, second edition (National Geographic
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Learning), 2018” (please see Appendix 4 as an example). The first Unit: People, was selected
for the current study since the theme is engaging and the TD materials can be developed and
compared efficiently. The syllabus of Unit 1 at the beginning of the course involved nine
components: Grammar, VVocabulary, Real-life (functions), Pronunciation, Listening, Reading,
Critical thinking, Speaking, and Writing. This variance indicates that the coursebook follows
the communicative approach, and communicative competence can be facilitated, as discussed
in Section 3.5.1. However, the brief analysis in this section examined the underlying standard
model: Presentation, Practice, Production (PPP) used in this unit, providing whether the CB

materials can support learners’ CC or hinder them.
Presentation stage:

The purpose of this stage in the four lessons is to prepare the learners for the practice stage by
presenting photos, audio, and reading texts. The opportunity to use free language and express
opinions is limited. For instance, the students were mainly asked to describe the picture (Lesson
1), talk about their family (Lesson 2), practice pronunciation (Lesson 3), listen/read the text
and then answer listening/reading comprehension questions which occurred in the four lessons.
In all these cases, learners are examined on their understanding of the texts and required to
answer closed questions such as matching, choosing the correct answers, and filling in the gaps.
These activities focus on linguistic and strategic competencies. Examples of the presentation

stage activities are summarised below:

Lessons Examples of activities
1 a) Look at the photo and the caption. Where is Dinah? What’s her job?
b) Listen to an interview with the photographer. Match the answer with the
questions.
2 a) Is your family big or small? Where are all the people in your family?
b) Read about the Leakey family. Answer the questions.
3 a) Listen and repeat these numbers and percentages.
b) Read the text about the people in the world and match the numbers in
exercise 1 with the information (1-8).
4 a) Listen to two conversations with Rita, Matt, and Valerie.
b) Listen again. Choose the correct option to complete the sentences.

Practice stage:

The practice stage also involves presentation of grammar and vocabulary. This means that the
PPP stages may not follow the same order—for example, practice stage and then presentation
of grammar/vocabulary followed by another practice. In Lesson 1, asking and answering

questions focused on developing the learners’ L2 speaking, particularly linguistic accuracy. In
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Lesson 2, the grammar and vocabulary were presented deductively within context, and some
activities include noticing, which are beneficial for L2 learning, as discussed in Chapter Two,
Section 2.3.3. According to Ellis (2015), several studies have measured that explicit instruction
of the target feature is more effective than instructions merely including practising. The
approach followed in this unit included explicit instructions and practising activities that could
be useful for beginner learners if they were meaningful and engaging. Remarkably, only one
question throughout the lessons asked the students to express their opinions on the text and
identify the text type (Lesson 3). Still, a greater number of practice tasks focused on accuracy
and control the students’ use of L2 (Lessons 1-4). They are not meaningful and do not support
the use of real language in outside classroom communication. Basically, they are designed to
practice grammar, vocabulary, and the four language skills. Even if the students believe topics
such as families are enjoyable, the tasks are not engaging and communicative. The brief
analysis of the CB unit in this study supported previous findings by (Nguyen & Le, 2020;

Tomlinson & Masuhara, 2013). The following activities are examples of the practice stage:

Lessons Examples of activities
1 a) Work in pairs. Ask and answer these questions.
b) Work with another pair. Ask and answer these questions.
2 a) Look at these family words. Which are men? Which are women? Which are
both?

b) Look at the grammar box. Then find five examples of the possessive ‘s and three
possessive adjectives in the article.

3 a) Read the text again. What type of text is it?

b) Which information in the text is new or surprising for you?

4 a) Work in groups of three. Practice the conversation. Then change roles and repeat
the conversation two more times.

b) Listen and repeat the letters of the alphabet.

Production stage:

This stage involved both controlled and uncontrolled activities, as seen in the examples below.
It aims to improve the learners’ L2 accuracy via controlled production, such as the activities in
Lessons 1 and 3, and fluency via free production activities, as in Lessons 2 and 4. Criado (2013)
states that learners can increase fluency in this stage through autonomy and creativity. It is
evident that creativity may not be cultivated in this stage as the free production activities
required the grammar and vocabulary taught, namely the lessons’ targets. Consequently,
learners are restricted in producing language that elicits specific features. Creativity can be
increased in ways such as involving the students in free enjoyable writing activities, promoting

their imagination and providing opportunities for reflection and critical thinking. It was also
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found that working individually and in pairs dominates most of the PPP stages in this unit
(lessons 1-4). However, in this study, | divided the students into groups to manage the
classroom, which positively impacted the students’ perceptions, as found in the questionnaires

and interviews. The following activities are examples of the production stage:

Lessons Examples of activities
1 a) Write questions with these words.
b) Work in pairs. Ask and answer your questions from exercise 9.
2 a) Write five names of friends or people in your family. Introduce them to your
partner.
3 a) Work in pairs. Read the information in your table and prepare questions to find out

the missing information.

b) Work in pairs. How many people are in your:

country? family? town or city? English class? family? school/place of work?
4 a) Write a personal decription for you. Use the table in excerise 1 to help you. Use
and and but.

b) Work in pairs. Exchange your descriptions. Use these questions to check your
partner’s description.

Based on the analysis of the Coursebook and Text-Driven unit in this section as well as the
theoretical principles of communicative approaches discussed in Chapter Two, Part 1. The
following table (Table 3.2) summarizes the differences between these materials in terms of
several principles. These principles included the texts, activities, learners’ interaction and
engagement, teachers’ and students’ roles, and integration of the four language skills. Finally,
an assumption of which materials would facilitate the development of learners’ communicative

competence will be explained.
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since the texts and tasks are designed
with the potential of engagement and
communicative interaction.

Features Text-Driven Coursebook
Texts -Authentic and meaningful texts -Contrived texts focus on
focus on learners’ engagement. developing target features.
Activities -Replicate real-life skills in controlled | -Conventional tasks are divided
and uncontrolled tasks to accomplish | into controlled and
non-linguistics and linguistics uncontrolled practices to
outcomes. achieve linguistic outcomes.
-Students’ minds are activated in -Students are restricted in
multidimensional ways via closed practice questions such
Imagination, prediction, drawing, as filling in the blanks,
and sharing opinions. matching, and MCQs.
-Help the students justify their -Students are required to
responses to the text and negotiate answer comprehension
meaning with others; no wrong or questions based on their
correct answers are required. understanding of the text.
-Make the students discover and -Students are taught grammar
notice the language features from the | rules and then use these rules in
text they read or listened to. other exercises.
-Make the students produce -Students produce the language
meaningful language using their by applying the language
knowledge and personal experience structure they have learned in
via communicative tasks. the lesson via controlled and
uncontrolled communicative
activities.
Learners’ -Learners interact in different forms: | -Learners usually work
interaction and | individually, in pairs, and in groups. | individually or in pairs.
engagement -Generate positive language learning | -Generate positive language

learning as the organisation of
the classroom materials is
expected and offers the
students a sense of security and
better reaction.

Teachers’ and
students’ roles

-The teacher acts as a monitor and
facilitator to facilitate classroom
communication.

-The teacher’s role is
conventional. She/he is the
centre and authoritative of the
classroom.

-Students work on cooperative
learning, negotiate meaning with
peers, and develop autonomous
learning.

-Students do what they are
asked to do by their teacher.

Integration of
language skills

-The four language skills are
integrated as they happen in real life.

-Grammar and vocabulary are
given more focus than other
skills.

Communicative
competence
development

Based on the above principles, it is assumed that TD would facilitate the
development of learners’ communicative competence more than the CB

materials.

Table 3.2: Theoretical comparison of TD and CB materials
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3.6 Methods of data collection and procedure

3.6.1 Questionnaires

3.6.1.1 Procedure and sampling

All the TD and CB participants (TD = 38, CB = 41) were asked to answer an online
questionnaire after each lesson to gain their feedback. This would allow immediate and
accurate perceptions of each lesson, and thereby, the analysis may provide valuable and
trustworthy  results. The questionnaire was administered anonymously using

https://www.smartsurvey.co.uk/ in L2 (English) with L1 (Arabic) translation to aid students’

understanding. | intended to distribute the questionnaire anonymously to give the students a
sense of security and make them comfortable and honest in expressing their attitudes. They
were asked to answer the questionnaire once to avoid replications and reliability issues. The
questionnaire was analysed quantitatively and qualitatively using SPSS, Excel, and Nvivo

software.

3.6.1.2 Questionnaire design

The questionnaire was designed in eight versions based on the eight lessons (TD = 4, CB = 4).
The question types and content are similar in all versions but differ in Q2 (feedback on
activities) and Q4 (feedback on reading/spoken texts), as the activities and texts vary depending

on each lesson (Appendix 5 provides samples of TD and CB questionnaires).

The questionnaire was divided into four sections, and three different kinds of questions were
used: likert agreement scale, numerical rating scale, and short answer items. The items were
organized as follows; general = specific - general. Sequencing the items in this order is very
important as the question's context could impact its analysis and the answers given to it
(Dornyei & Taguchi, 2010). Six main themes emerged from these questions, as seen in Table
3.3 below:
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Sections Main Themes Questions Type of Number of items
questions
Attitudes towards:
1 1-The lessons in general (enjoyment Q1 Likert Scale 2
and usefulness).
2 2-The activities (enjoyment, Q2 Numerical | Varied based on
usefulness, and future learning). rating scale | the lesson
(approximately 7-
9).
3 3- Development of the four language Q3 Likert Scale 4
skills.
4- Encouragement of L2 interaction. 2
4 5- The reading/spoken texts Q4 Short 1
(enjoyment). answer
6- The lessons in general (things they Qsb, 6, 3
liked/disliked, recommendations) and 7

Table 3.3: Questionnaire main themes and type of questions

Themes 1 and 6 were included to provide general opinions of the lessons in closed and open
responses that may enrich the findings. Themes 2 and 5 are based on Text-Driven principles
(texts and activities) and adopted from (Darici & Tomlinson, 2016). Themes 3 and 4 represent
RQ3 (overall English improvement) and RQ2 (interaction).

In the first and third sections, a 5-point Likert scale was utilised to evaluate the materials’
enjoyment and usefulness in general and in relation to language improvement and L2
interaction. The questions asked the participants to rate how strongly they agreed with each
statement using five response options: strongly disagree, disagree, neutral, agree, and strongly
agree. Adding more options may not allow the learners to distinguish between the
agreement/disagreement levels, and a middle category (neutral) was added to avoid a black-
and-white evaluation (Dornyei & Taguchi, 2010). Additionally, positively and negatively

worded items were included to ensure that learners did not rate the statements randomly.

In the second section, I used a numerical rating scale to allow the learners to evaluate the type
of activities in terms of usefulness, enjoyment, and future learning. Selecting scaling techniques
in the questionnaire design is popular in evaluating the students’ behaviour and can be easily
coded on the computer, making the method reliable, versatile, and uncomplicated (Dérnyei &
Taguchi, 2010).
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The short-answer questions were added in the final section to gain the students’ perceptions of
the reading and spoken texts and their general attitudes toward the lessons using open
responses. They were asked questions such as what they liked/disliked and if there were any
recommendations. Adding short answer items would allow the participants to voice their
feelings and emotions as well as provide productive data that might be significant in the
analysis and interpretation stage (Newby, 2014). These questions were included by the end of
the questionnaires instead of the beginning as they may prevent the participants from answering
the rest of the questions (Dornyei & Taguchi, 2010, p.37). Ultimately, varying the question

types would help avoid boredom and provide a range of valuable responses.

3.6.2 Individual interviews

3.6.2.1 Recording and transcription

All the individual interviews were manually transcribed and audio recorded using Zoom and
Microsoft Teams software. Recording the interviews would allow me to return at any time and
check the interviewees’ responses, thus increasing the reliability of data coding and decreasing
the efforts to memorise what the participants have said and who said it. Furthermore, taking
notes during the interview might cause distraction and ineffective communication between me

and the participants. NVivo software was used for coding analysis.

3.6.2.2 Procedure and sampling

The individual interviews were conducted using L1 (Arabic) at the end of the teaching period
after the post-test. Forty-two students were selected to take part in the individual interviews,
but 32 participated (TD =18, CB = 14), representing a reasonable sample of the population.
The students were selected using both random and volunteer sampling. Firstly, | divided the
students’ list into three parts; first, middle, and last, and seven students were selected randomly
from each part. After randomisation, some students did not wish to take part in the interviews,

so volunteer participants replaced these students.

3.6.2.3 Interview questions design

The interview questions were designed and categorized into seven main themes, as seen in
Table 3.4 below:
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Number Main Themes Number of
Attitudes towards: guestions
1 The Unit 1
2 The activities 1
3 The reading and spoken texts 4
4 Method of teaching 1
5 Development of the four language skills 1
6 Encouragement of L2 interaction 1
7 Recommendations/comments/ problems 2

Table 3.4: Individual interview main themes

Eleven questions emerged from the above themes (please see Appendix 6). Theme 3 included
four questions based on the four lessons. Theme 7 was assigned two general questions; Q10,
“Would you recommend the lessons to your friends?” and Q11 “Do you have anything else
you would like to say regarding the lessons we had in the previous week?”. The order of the
interview questions was the same as the questionnaires, i.e. general — specific — general, and
similar themes were used to compare and complement the quantitative results with qualitative

ones; hence, accurate and reliable results can be obtained.

3.6.3 Classroom interaction analysis (CIA)

3.6.3.1 Procedure and sampling

Before the teaching started, | introduced the Blackboard system to the learners and showed
them how to use it effectively. For example, how to share their screens, use the whiteboard,
chatting box, and interact in breakout rooms. They were informed that most of the activities
are either in pairs or in groups, and each group would consist of 5, 6, or 7 members and that
their interaction would be recorded in the main room and breakout rooms when they work in

pairs/groups.

Eight lessons were video recorded without using the camera in the Blackboard system (TD =
4, CB =4). Random sampling was used when recording the students’ interaction in group and
pair activities. The students were randomly assigned to the breakout rooms to capture their
interaction with different members at different times. Sometimes, however, the students freeze
and do not talk when | join the room, being too shy to speak in L2. To solve this problem, I

encouraged them to talk even if they made mistakes or used L1 (Arabic).
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All eight lessons were manually transcribed using Seedhouse (2004) interaction conventions
with a few symbols added by the researcher (please see Appendix 7). Seedhouse conventions
include various aspects of oral data in written form, such as overlapping, emphasis, intonation,
and other prosodic features that represent most of the talk produced by the speakers in this
study. According to Mackey and Gass (2021), studies of second languages do not generally
adhere to a set of standard conventions; researchers may consider certain features that are quite

common in their studies (p.151). Nvivo and Excel were used to analyse the eight lessons.

3.6.4 Virtual forums (group interviews)

3.6.4.1 Recording and transcription

The forums were conducted online and video recorded without using the camera in Microsoft
Teams software. They were all manually transcribed and analysed using Word and Excel
software to count the number of English and Arabic words and turns. | transcribed the recorded
videos using Seedhouse (2004) transcription conventions, as previously discussed in Section
3.6.3.1.

3.6.4.2 Procedure and sampling

Forums took place in the first week after the teaching period using L2 English. The students
were allowed to use Arabic if they could not express their ideas in L2. In this way, the students
were happy to participate, felt more confident to talk, and could use English or Arabic to
express their opinions. The forum itself was an interesting and new experience for them,

especially in an online atmosphere.

Eight forums were conducted using a multistage sampling procedure. The first type of sampling
was to select three individual forums from the TD and CB groups, and each forum consisted
of 4 participants, bringing the total number to 24 participants. This forum lasted for
approximately 30 minutes for each group. The second sampling was to combine the
participants from both TD and CB groups into two joint forums, and each forum consisted of
8 participants (TD = 4, CB = 4), for a total of 16. Those participants did not take part in the
previous sampling. Hence, 40 students participated in the individual and joint forums. The

joint forums lasted for approximately 40-50 minutes.
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The selection of numbers 4 and 8 is reasonable and can apprehend a diversity of perspectives.
It is also suggested that the size of the group for most purposes should be a maximum of eight
(Barbour, 2018) and a minimum of three or four participants (R. Barbour & Kitzinger, 1999)
as cited in (Barbour, 2018). | selected these two sampling procedures because some students
do not wish to participate with students from the other class, while others want to join new
members. Also, two different sampling methods will provide additional insights and cover

shortcomings.

The students were selected purposely based on their speaking post-test results and voluntarily
to replace those who could not attend. I marked the students’ results out of 5 according to
Cambridge speaking criteria (please see Appendix 10) and divided them into five levels; A, B,
C, D, and E as the following:

A= those who received a mark between 4.5 and 5
B=4and 3.5
C=3and 25
D=2and 15
E= below 1.5

Each forum consisted of learners at A-B (high), C-D (medium), and E (low). I used this type
of sampling to have equal judgment among the TD and CB groups regarding their L2
interaction. However, voluntary sampling caused more higher or lower levels among the TD

and CB groups. A comparison can still be made since all the levels are included in both groups.

3.6.4.3 Forum questions design

The forums were mainly extracted from the individual interview themes as they are based on
the research questions of this study and provide the students with authentic and meaningful
discussions, i.e. expressing their opinions towards the materials (please see Appendix 8). Since
the main reason for the forums is to test the students’ L2 interaction, discussing questions that

the students are familiar with can increase the content and face validity of the findings.
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3.6.5 Teachers’ observations

3.6.5.1 Procedure and sampling

The final stage of the study comprised teachers’ observations. Two volunteer teachers were

asked to observe two video-recorded lessons taught by the researcher, as shown below:

Teachers | TD CB Total
T1 60 min 60 min 120 min
T2 60 min 60 min 120 min

The first teacher asked to observe Lesson 2 (TD: The Story of a Poor Girl..., CB: A Family in
Kenya), and the second teacher asked to observe Lesson 4 (TD: Introduce yourself/ Meeting
new people, and CB: Introduce yourself). | selected these lessons as lesson 2 includes reading
texts, whereas lesson 4 includes spoken texts, so observing different texts would enhance the

validity of the findings.

Due to teachers’ commitments, they observed 20 minutes from the lesson's beginning, middle,
and end, bringing the total to 60 minutes. Doing this would capture the Teacher-Students (T-
Ss) and Students-Teacher (Ss-T) interaction on different occasions. Teachers observed these
lessons in three stages, which are discussed in detail in the following section. Observations

were analysed using Excel and Nvivo.

3.6.5.2 Observation sheet design

The observation sheet is divided into three stages; during the observation, post-observation 1,
and post-observation 2 (please see Appendix 9). This design would help the observer focus on

each observation stage by responding to quantitative or qualitative questions.
-Stage one (During the observation):

The teacher must observe the interactional features of the lesson between Teacher-Students (T-
Ss) and Students-Teacher (Ss-T). These interactional features are adapted from the Classroom
observation tally sheet (Nunan, 1989) as cited in (Mackey & Gass, 2016, p. 245), with an
additional item (making comments) added by the researcher. This item was added as sometimes

interaction does not only require asking or answering questions but also commenting on the
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topic, the activities, the ideas and opinions of other learners, or anything that occurs during
their learning. A further column was added for the observer to note any teacher’s or students’

behaviour that may clarify the interactional patterns observed.
-Stage two (Post-observationl):

The students’ interaction and engagement and whether the text and activities are
communicative and engaging were all assessed. The observer is asked to evaluate the
statements by circling one of the different degrees ranging from strongly disagree to strongly

agree. The themes that emerged from this question are summarised in Table 3.5 below:

Themes Questions Items
Students’ engagement Likert scale 2
Students’ interaction Likert scale 2
Materials used (activities and texts) Likert scale 2

Table 3.5: Observation sheet main themes

-Stage three (Post-observation 2):

After their observations, they are required to answer two open-ended questions. The purpose
of these questions is to compare which materials would facilitate the development of classroom
interaction and which is more desirable in teaching EFL students in this context from the

observer’s point of view.

3.6.6 Pre-post tests

3.6.6.1 Recording of speaking tests

The pre and post-speaking tests were all video recorded without using the camera by Zoom and
Microsoft Teams software. Transcriptions in this stage may not be useful as the recording
would allow the assessor (researcher) to listen to the participant’s performance many times and

pause when necessary to make any significant changes to the marking.

3.6.6.2 Procedure and sampling

The test was administered to all the participants (79). The pre-test was administered from 3"

to 61 Sep 2020 before the teaching, and the post-test was conducted immediately after teaching
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from 10" to 12™ Sep 2020. It was not feasible to administer these tests within one day since the
number of students was high, requiring continuous monitoring and administration. All the test

components except the speaking were conducted using https://www.classmarker.com/ website

since face-to-face testing was not applicable in 2020. The listening, reading, vocabulary,
grammar, and writing tests took one hour to complete. The speaking test was administered with
three students in each exam as the test requires interaction between two or three candidates and
took 10 minutes to complete. Finding a second assessor was not feasible, so | examined all the
participants myself.

There are many reasons for selecting the above online platforms. Firstly, Zoom and Microsoft
Teams are GDPR compliant and have good quality for recording the participants’ oral
performance. Secondly, the ClassMarker website is secure and offers several features suitable
for the communicative test in this study. For instance, pictures, audio files, texts, and many
question types can be used, and candidates must finish in one setting; they can not save their
answers and finish later or complete the test without attempting to answer all the questions.
Moreover, each candidate must have a unique code to register and start the test, which should
only be used once for security reasons. The flexibility of using this system was also tested with
my supervisor and family members before the actual test took place. The only disadvantage of
ClassMarker was the unlimited time to listen to the audio files in the listening section. This
issue was minimized by preventing the participants from returning to previous pages and
changing their answers once recorded. Also, | reminded the students that listening to the audio

more than once may affect their scores and the time they have to complete the test.

During the data collection, | asked the students to complete a feedback questionnaire after the
pre-test to gain their views on their enjoyment while taking the test, the difficulty of each test
component, the allocated time to complete the test, any problems they faced, and any
suggestions to improve the test. The majority of the students found the test enjoyable (47/51),
and they finished it on time (48/51). In terms of difficulty, the overall components of the test
were “normal” according to the median and mode results in Table 3.6 below. This indicates

that the test is suitable and reliable for most of the learners in this study.
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Test components Level of difficulty
Very | Difficult | Normal | Easy | Very Total Median | Mode
difficult 2 3 (@) easy | responses
1) (%)

Listening 0 2 16 10 18 46 4 5
Reading 1 6 17 15 9 48 3.50 3
Vocabulary 3 9 22 11 6 51 3 3
Grammar 5 11 25 7 0 48 3 3
Writing 5 5 15 17 5 47 3 4
Speaking 4 9 22 4 10 49 3 3
Overall 3 3
Fart)icipants TD=34 CB=17 Total=51

n=

Table 3.6: Results of A2 Test Feedback

A few students complained about their low English level, which caused difficulty in making
appropriate sentences and expressing their opinions in English. These responses were also
reported in the questionnaire and interviews. However, | asked the students to evaluate the test
to ensure that it is communicative and its components are suitable for their level, reliable, and
valid for the current study. The students’ responses reflected my perspective, summarised

below:

New experience; include unusual topics, group discussions, and various questions.
Simple, short, and useful.

Speaking test encourages talking.

Discover weaknesses.

Challenging.

Suitable for the language level.

3.6.6.3 Test design

A2 Key Cambridge Modified Communicative Practice Test was used to measure the learners’
overall English skills (CC) and examine potential differences between the Text-Driven and
coursebook groups (please see Appendix 13). Conducting a delayed post-test was not possible
in this study as the students had to return to their regular teaching classes with their teacher;
thus, further input and different teaching methods may impact their results. Pre and post-test
design was the only solution in this case. The same test was used for pre and post-evaluations

with reverse items in the post-test phase. Using a different version of the test (same item
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questions in a different order) may avoid the test practice effect (Loewen & Plonsky, 2016);
thus, learners’ improvement would be likely due to the treatment. The test is divided into six
components: Listening, Reading, Grammar, Vocabulary, Writing, and Speaking. Each
component defines the learner’s ability at the A2 level in CEFR, as described by the Cambridge
Assessment English (2019a). The validity and reliability of this test were ensured via
Cambridge Assessment English (2019b). However, the grammar, vocabulary, and writing
components were modified to match the learning objectives of this study, thus increasing the
validity and reliability of the test findings. Also, the other components (listening, reading,
speaking) were modified to minimize the test duration. The original test timing was one hour
and 40 minutes and was modified to be undertaken within one hour and 10 minutes by
excluding some parts of each component. It was essential to modify the test to suit the current
study objectives and enhance the test flexibility in administration. The following sections

describe each test component in terms of question types and learners’ communicative abilities.

Listening test:

The learners were required to answer two parts taken from (Cambridge, 2019). The first part
comprises five short audio recordings, each accompanied by a question and three images. After
listening to the text, candidates are supposed to select the visual image that best depicts the
context of the question. The second part required the candidates to listen to a more extended
conversation between two people familiar with one another and match two lists of items based
on simple information from the conversation. The audios centred on familiar topics such as
travelling, eating in a restaurant, staying in a hotel, going to a party/concert, and a friend’s
birthday, representing the Unit theme “people”. The listening test measures the learners’ ability
to understand simple questions and listen for specific and detailed information in a text. These
parts included multiple choice questions (MCQs) and matching items. One considerable
advantage of using MCQ is the reliability of scoring and its feature for testing receptive skills
without producing spoken or written language (Hughes & Hughes, 2020). While MCQs are
considered a common testing technique, they are limited in terms of a high chance of guessing
and cheating (ibid). However, there is no chance of knowing which part of the candidate’s

score was chosen by guessing.

Reading test:

Two reading parts were taken from Cambridge (2019) to measure the learners’ understanding

of specific and detailed information as well as main ideas. In the first part, the learners were
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required to read three short passages on the same topic “free time activities by three women”,
and answer seven MCQs with three options. They must read the relevant text that best matches
the question and choose the correct option. The second part is composed of a longer text about
“Pop singer Charlotte Bond talks about living in London”, and candidates should answer five
MCQs with three options. These topics were selected to represent the Unit theme “People”, as

previously discussed.

Vocabulary, grammar, and writing tests (modified by the researcher):

The vocabulary test was modified to test the learners’ ability to understand family words within
context, thus increasing content and face validity. Learners were required to read a short text
titled “my friend” with six spaces and then choose one correct response of the three words
provided to fill each space. The grammar test was also adapted to examine the learners’
understanding of simple grammatical forms, such as possessive adjectives and verb to be within
context. The grammar test required the learners to fill six gaps with one single word in a short
simple email, and the spelling should be correct. The texts used in grammar and vocabulary
tests were measured in terms of readability using the Flesch Reading Ease, and both were easy
to read (vocabulary = 72.1, and grammar = 87.6), demonstrating the level’s suitability for A2

learners.

For the writing test, the learners were asked to write a short email of 35 words or more to their
online classmates, introducing themselves and asking simple questions. It examines the
learners’ ability to write short communicative text linked with simple connectors (and & but),
and their answers were assessed based on the Cambridge three criteria: content, organisation,
and language (please see Appendix 10). The writing test was modified since the topics of the
A2 Practice tests were not relevant and engaging to the learners in this context, which may
affect their writing performance. Since the teaching was conducted in 2020, in which online
teaching was dominant, and students could not use the camera to see each other for cultural

reasons, it was authentic and engaging to ask them to write an email to their online classmates.

The above tests were designed following Cambridge testing method to increase the test
criterion-related validity, i.e. grammar and vocabulary in context with similar text length, and
to write an email with 35 words or more with similar context instructions. The reliability of

these tests was measured during the pilot study (please see Section 3.7).
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Speaking test:

The speaking test included two parts taken from (Cambridge, 2020; Cambridge Assessment
English, 2019a). The first part included a topic-based interview about shopping and friends.
Each candidate was asked two short answer questions relevant to the previous topics followed
by a longer question, “tell me something about one of your friends/ presents you buy for your
friends”. The second part asked the learners to talk together without the interlocutor
(researcher) about five pictures representing “different places to eat”. They are required to
discuss the different places within 1-2 minutes. Then, each learner was asked questions relevant
to the topic. Finally, a short answer question such as “which of these places to eat do you like
best?” was asked to each learner to end the conversation. The speaking test measures the
learners’ ability to ask and answer simple questions, express likes/dislikes, and use appropriate,
social, and interactional language. Their talk was assessed based on grammar and vocabulary,
pronunciation, and interactive communication, three criteria developed by Cambridge (please

see Appendix 10). The following table (Table 3.7) summarises the test components and

measurements:

Test Parts Qs | Items Questions’ type Measurements (ability

components = = to...)

Listening Part 1: Listeningto 5 | 1 5 MCQ (3 options) | understand simple questions
short recordings. and specific information.
Part 2: Listening to | 1 8 Matching understand detailed
one conversation. information.

Reading Part 1: Read three | 1 7 MCQ (3 options) | understand  specific and
short passages. detailed information.
Part 2: Read one |1 5 MCQ (3 options) | understand main ideas and
longer text. some details.

Vocabulary Read a short text and | 1 6 MCQ (3 options) | understand words within
choose the correct context.
word to fill in the
gaps.

Grammar Read a short email | 1 6 Fill in the gaps understand grammar within
and fill in the gaps context.
with the correct word.

Writing Write an email. 1 Communicative write a short text with a

communicative purpose.

Speaking Part 1: Topic-based | 3 Short and long answer simple Qs, and
interview about answer Qs express likes/dislikes using
shopping and friends. social and interactional
Part 2: Discuss five 2 Short answer Qs language.
pictures representing with optional
“different places to prompts
eat” in a group of
three.

Table 3.7: Summary of the A2 test components
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3.7 The pilot study

The pilot study was carried out to test, modify, and finalize the developed teaching materials
and the data collection methods used in this study. The main benefit of the pilot study is to
assess the usefulness and feasibility of the data collection methods and make any important
modifications before they are utilised with the research participants (Mackey & Gass, 2021,
p.132).

The pilot study took place online from 19" July to 25" August 2020. Firstly, an advertisement
for research participation was sent to all the ELI instructors and students at the University of
Jeddah, female campus, KSA. Six students aged between 18 and 22 participated in the pilot
study. Cambridge online placement test was used to measure their English level, and they were
all at A2 in CEFR. The pilot study followed the same research procedure as the main study,
with a few changes described in Table 3.8 below:

Date: August 2020 Procedure
26" July to 8" August | Pre-test conducted.

16 to 19 August The four TD lessons were taught and questionniare feedback was
administered after the lessons.

20 to 23 August Post-test and individual interviews were administered.

25 August Forum discussion was conducted to gain the students’ perceptions

towards the materials.

Table 3.8: Pilot study procedure

Although one week may not be sufficient to make major changes, the modifications made were

significant and improved the implementation of the main study.

Pre and post-tests:

One of the important factors in piloting the test was the timing. It was found that the students
managed to finish the test within the allocated time, and this was also confirmed in the main
study in Section 3.6.6. The second factor was ensuring that the test's modified parts (grammar,
writing, and vocabulary) are reliable. A reliability test was conducted via SPSS for both pre

and post-tests, and Cronbach’s Alpha was 0.87, indicating that the tests are reliable.

Other factors were also observed during the piloting stage. For example, the tests were

administered  using  https://www.testinvite.com/, but it was changed to

https://www.classmarker.com/ in the main study. Testinvite was not flexible and complicated

regarding administration, analysis and marking of the scores. Moreover, the writing task was
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modified from “introduce yourself using four sentences” to * introduce yourself, talk about
your age, your hobbies, your family members” to give the students more specific context and
generate sentences relevant to the learning outcomes of this study. Writing four sentences may
lead to focusing on the language criteria rather than content and organisation, and this is not

the aim of communicative writing.

Finally, the test instructions were given at the beginning and at each section during the test,
requiring the students to read the instructions and answer the test questions simultaneously.
This could be demanding and cause anxiety among the learners; hence the instructions were
modified to be introduced before the students take the test. Another observation was the
prompts | used during the speaking tests and the repetition of questions for some learners
without others. This made me more focused on asking each candidate moderately during the
main study. However, this issue could also be related to online testing as it was difficult to
decide whether the student did not understand the question or had a problem with the internet

connection.

Questionnaire:

The questionnaire was first designed to gain the students’ feedback on the unit at the end of the
teaching period. This was modified in the main study to be administered after each lesson as
the students may forget the type of activities and texts, and their perception may not be accurate
and reflect their real experiences if the questionnaire is completed at the end. As a result, some

questions were modified as below:

Q2: Feedback on the activities of each lesson and the evaluation statement ““ I learned a lot
from it” changed to “I wish to learn English from this type of activities in the future” since the

former measure usefulness whereas the latter measure future learning.

Q3: Feedback on the reading and spoken texts (changed from numerical rating scale to open-

ended questions).

Another significant modification was to include both English and Arabic translation in the same
version to provide opportunities for using L1 or L2 depending on the learners’ language

proficiency.

Individual interviews and forums:

No significant changes were made to the individual interviews and forum questions. For

example, asking one feedback question on two texts was confusing for the learners, so in the
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main study, | decided to ask one question at a time for each reading or spoken text to gain in-
depth attitudes. Also, using English only in the individual interviews made some students feel
nervous, and some requested to speak in L1. Therefore, L1 was used in the main study to make
the students feel comfortable and generate valuable data.

Regarding the forum questions, | asked the students to talk about the reading and spoken texts
as well as the activities, but some of them did not remember the lessons. This problem made
me modify the main study forums by adding pictures of the reading and spoken texts and

presenting most of the activities in a list.
TD materials:

| taught the students the four TD lessons to evaluate the use of the materials and the impact
they may have on the learners’ L2 learning. It was found that all four lessons had positive
effects on the learners’ L2 performance, which was indicated by their L2 interaction through

making predictions, asking and answering questions, and expressing opinions.

-During the evaluation (pilot study), some points were observed in lessons two and four. In
lesson two, the instructions for the writing and vocabulary tasks were not clearly presented.
Learners were confused and argued about what they should write at the beginning of the letter
and what information should be provided regarding their families. Regarding the vocabulary
task, they misunderstood the task and provided the relationship among the family members
rather than their relationship with Cinderella. Furthermore, they felt shy to present their
families, and the teacher (researcher) kept encouraging them to participate. In lesson four, the
picture used at the beginning may not represent the topic or the video of the lesson. However,
the learners communicated effectively, and their answers were still relevant to the questions

provided.

-After the evaluation (main study), the writing and vocabulary tasks were modified with
specific instructions and details, and an example of my family tree was shown to the learners
to increase their engagement and participation. Additionally, pictures of the same YouTube
video were used in lesson four. | asked the students to predict what was happening in these
pictures, followed by open questions used in the pilot study as a readiness experiential activity.
Finally, the time allocated to tasks and group/pair work was more effectively managed in the

main study.
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3.8 Research validity and reliability

Researchers often take many stages to ensure that their investigation outcomes are worthwhile
and they can control the quality of their research. Validity and reliability are two important
domains in this endeavour. Reliability is a concept that deals with consistency (Nunan &
Bailey, 2009, p.62). In language classroom research, it is necessary to ensure that the results
are consistent when recording and analysing the data. For example, if two teachers evaluate
students’ performance and one is being rigorous in her marking while the other is flexible, the
learners may receive unequal scores. In this case, the results are lacking inter-rater reliability.
Inter-rater reliability refers to the measurement of whether or not the raters are judging the
same data set in the same way (Mackey & Gass, 2016, p.181). In order to ensure that inter-
rater reliability is applied in this study, sample results of speaking and writing tests were
checked by a second teacher who participated in this research. Also, the codes emerged during
the analysis of individual interviews, and the translations from Arabic to English were checked
by an expert translator and PhD students in the English field. Furthermore, clear operational
definitions of the students’ turns and interactional patterns were provided to avoid coding

differently, which could lead to unreliable results.

A parallel issue that might occur is intra-rater reliability, which is about the consistency of one
rater’s results over time. The intra-rater reliability was developed in this study by rereading the
transcripts of the classroom interaction, semi-structured interviews, forums, and observations
and calculating the results twice to ensure that the same findings were congruent with the initial
analysis at different times.

Another type of reliability is instrument reliability (test-retest method). This means the same
test is administered to the same participants at two points in time (Mackey & Gass, 2021). For
example, the pre and post-tests conducted in the pilot study may determine the test reliability

before the main study took place.

Validity is the second significant concept for the research to be considered viable. Internal
validity means to what extent the study results are related to the factors intended by the
researcher (Mackey & Gass, 2021). To ensure the study's internal validity, some variables were
controlled, such as the learners’ gender, level, age, as well as the teacher’s input and style.
Other factors that may raise arguments are the student’s motivation or aptitude level among the

groups and the different schedule timings discussed earlier in this chapter. The former is
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controlled by selecting intact classes from a list of already-made groups. Therefore, it can be
argued that any observed differences in the findings are due to the treatments given since
possible confounding variables that might have an effect are presumably distributed in the
Text-Driven and Coursebook groups. The latter was controlled by exposing both groups to the

two periods, i.e. morning and afternoon classes.

Regarding external validity, generalizability is considered a main factor to be identified in any
research. To generalise the study means whether the study results can be extrapolated from the
current sample to different populations and learning environments it represents. The number
of participants in the present study is fairly enough to claim that the sample and the study's
findings are representative of the target population. Furthermore, the study findings can also
be generalised in terms of the students’ age (EFL adult learners), proficiency level (A2 in
CEFR), and the general English course they have been taught. However, the study lacks
external validity regarding gender since it focused on females only. Strengthening the internal
validity might weaken the external validity (Nunan & Bailey, 2009). In other words, in the
internal validity, all the variables that might influence the study outcomes are carefully
controlled. But, if there’s much more control over variables, this may create laboratory-like

situations which may not allow for study duplication and may not resemble real-life classrooms
(p. 66).

Content and face validity are other types of research validity. Content validity refers to the
representativeness of research tools regarding the aspects of the investigation, while face
validity refers to the familiarity and simplicity of the research instruments to the participants
(Mackey & Gass, 2021). For example, questionnaires and individual interviews were used to
investigate the learners’ perceptions, forums and CIA were performed to analyse the learners’
interaction, and pre and post-tests were used to measure any potential improvements. The
rationale for the use of these instruments is discussed in Chapter Two, Part 3. Moreover,
although the students may not be familiar with the online mode of these tools, the pilot and

main studies showed positive views on these instruments.
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3.9 Research ethics

Ethical consideration is an important area of any piece of research. Prior to commencing the
study, ethical clearance was sought from the University of Liverpool, UK, and the University
of Jeddah, KSA, where this study is conducted.

Firstly, it was essential to complete the data collection approval form to gain the research
ethical approval from the Head of the ELI at the University of Jeddah. This form included all
the necessary information about the research aims, methods of data collection, procedure, and
participants. The approval letter was received from the ELI in March 2020.

Secondly, I applied for ethical clearance at the University of Liverpool, and the approval was
received in July 2020. The main and pilot studies were included in this approval since similar
research procedures, methods of data collection, and participants’ samples were used. The
ethical application involved details about the project, for example, research aims and
procedure, research context, data collection methods, participants, and data management.
Furthermore, it was required to prepare all the necessary documents, such as the approval letter
from the University of Jeddah, samples of the data collection measurements, participants'
information sheet and consent forms, and advertisement letters. Participants should be
informed of the research purpose and procedure, how their data will be used and stored, if there
are any risks or benefits, and that their participation is voluntary and confidentiality is assured.
These details were included in the research information sheet for both teachers and students.

Thirdly, after receiving ethical approval, the participants were informed about the research
before the data collection started. In the first introductory session, the students were told that
their participation in the online questionnaires, individual interviews, forum discussions, and
proficiency tests is voluntary and that their data will be anonymised and used for research
purposes only. Additionally, they were notified that classroom interaction, individual
interviews, forums, and speaking tests will be audio and video recorded without using the
camera for cultural reasons and that two ELI instructors will observe some lessons to examine
their interaction. The research information sheet and consent forms were presented to the
students and shared via email in their L1 so they can read the information in their own time.
They were asked to return the consent forms via email and should feel free to ask any questions
if they did not understand the information given. The majority of the students were happy to

volunteer and signed the consent form (please see Appendix 11).
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Finally, the teachers who participated in this research were also informed of the research
purpose and procedure, that their participation is voluntary, and their observational notes will
be anonymised and used for research purposes. The teachers were my colleagues at the ELI,
and they were contacted informally to gain their approval. The research information sheet,
consent form, and clear instructions on observing the lessons were all emailed to the

participating teachers (please see Appendix 12).

3.10 Summary

This chapter has described the research methodology, including the research design, procedure,
participants, teaching materials, and data collection methods. Firstly, I discussed the rationale
for performing comparison group design using intact classes and the use of multiple (mixed)
methods to justify the current research questions. Secondly, an overview of the research
procedure and the sampling of participants were explained. Thirdly, the learning objectives of
the TD and CB teaching materials, the development of Text-Driven materials in this study, and
the theoretical analysis of PPP stages used in the coursebook unit were described in detail.
Then, I illustrated the procedure, sampling, and design of the six research tools used in this
study: questionnaires, individual interviews, classroom interaction analysis (CIA), forums,
teachers’ observations, and pre-post tests. The process of recording and transcription was also
included in this section. Chapters Four, Five, and Six explain the analysis stages (qualitative
thematic analysis and quantitative descriptive analysis).

This chapter also described the procedure of the pilot study along with the modifications made
to the research tools and the teaching materials. The validity and reliability of the research and
its tools, as well as the ethical clearance and its process, were finally demonstrated. The
following chapters will analyse and present the findings of the data collection methods

described in this chapter.

92



Chapter Four: Findings of Questionnaires and Individual
Interviews (RQ1)

4.1 Introduction

Questionnaires and individual interviews were used to answer the first research question in this

study:

RQ1: What are the attitudes of EFL learners towards Text-Driven (TD) and Coursebook (CB)

materials?

This chapter is divided into two parts. The first part explains the analysis procedure of the
questionnaires, followed by the TD and CB questionnaire findings. The second part
demonstrates the interview analysis procedure and provides the findings of the TD and CB
interviews. A summary of the results is provided at the end of each part.

4.2 Questionnaire results

The questionnaires were distributed online to all the participants after each lesson. The
following table (Table 4.1) illustrates the TD and CB number of participants, absentees, and

average response after the exclusion of partial answers:

Groups | N=participants N= Responses N=absence
L1 | L2 L3 | L4 | Average response %
TD 38 30 | 33 27 | 20 27.5 2% 0
CB 41 30 | 27 26 | 18 25.25 62% linlL2
TD&CB 79 60 | 60 53 | 38 52.75 67% | 1in L2 (CB)

Table 4.1: Number of participants and average response (questionnaires)

L1=Lesson1, L2=Lesson2, L3=Lesson3, L4=Lesson4

Table 4.1 shows that the response rate is 67% throughout the teaching period, indicating a very
good return rate in light of the recent meta-analysis investigation of 1071 online survey
response rates in education-related research (Wu et al., 2022). It seems reasonable to assume
that the questionnaire data reliably represents the learners' attitudes. Lack of responses could

be relevant to several factors, such as internet issues during the Covid-19 pandemic in 2020,
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the lack of electronic devices, the students’ examinations and assignments for other subjects,

and their heavy schedules in the foundation year programme.

The process of analysis involved quantitative and qualitative measurements. For example, Qs
1-3 (rating scales) were analysed using descriptive statistics via SPSS and Excel with a reverse
of the negatively worded items. For instance, Strongly agree = 5 was reversed to Strongly agree
= 1. Qs 4-7 (short responses) were analysed quantitatively and qualitatively using thematic

coding analysis in Excel and Nvivo software to extract categories and number of references.

Since the questionnaires were distributed in English and Arabic, the English answers were
immediately analyzed, while the Arabic answers were first translated into English by the
researcher to be ready for the analysis; the researcher is a native Arabic speaker and English
teacher. Twenty samples with the most extended responses were selected for back-translation
to Arabic. The back-translation procedure was conducted to compare the accuracy and
equivalence of the two versions. The back-translated version in Arabic corresponded with the
original language in Arabic, which indicates the accuracy of the translation. The response rate
for using English only was 22.2%, Arabic only 66.3%, and using both languages 11.3%. These
results indicate that the students’ English level is low and preferred L1 (Arabic) to answer the

questionnaires.

The following sections present the TD and CB responses to the seven questions used in the

questionnaires.

Q1: General feedback on the lessons

In the first question, the students were asked to evaluate two statements regarding the
enjoyment and usefulness of the lessons using 5 Likert scale agreement options ( 5= Strongly
agree, 4= Agree, 3=Neutral, 2= Disagree, 1= Strongly disagree). The following sections will

present the results of each statement from positive to negative cline.
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Q1.1: I enjoyed the lesson

Text-Driven (TD)

L4
13

[2 I
L1

0% 20% 40% 60% 80% 100%

L1 L2 L3 L4

- th::grilz 0% | 12% 0% 5%
M Disagree 0% 12% 11% 0%
Nuetral 33% 24% 7% 25%
Agree 30% 36% 59% 55%

B Strongly agree . 37% 15% 22% 15%

B Strongly disagree M Disagree
Nuetral Agree

M Strongly agree

Figure 4.1: TD and CB feedback on the lessons'

W Strongly
disagree

M Disagree

Nuetral

Agree

L1=Lesson1, L2=Lesson2, L3=Lesson3, L4=Lesson4

Coursebook (CB)

4 = |
L3 . |
2 m I
L1 ]

0% 20% 40% 60% 80% 100%

L1 L2

10% 7%

L3 L4

8% | 5.60%

0% 0% 11% 0%
3% 11% 4% 5.60%
43% 41% 31% 72.00%
B Strongly agree | 43% 41% 46% 17.00%

B Strongly disagree W Disagree
Nuetral Agree

M Strongly agree

enjoyment (Questionnaire responses)

TD (n=38) Overall CB (n=41) Overall
L1 | L2 | L3 | L4 L1 L2 | L3 | L4
Median 4 4 4 4 4 4 4 4 4 4
Mean 403330392375 | 375 410 | 407 396|394 | 411
Valid 30 | 33 | 27 | 20 30 27 | 26 18
Weighted Percentage 75% 82%
General Attitude Positive Positive

Weighted Percentage= mean score divided by five (5 Likert scale)

The results show that 75% of the TD and 82% of the CB participants held positive perceptions

and found the lessons enjoyable.

In Lesson 1, although the CB agreement percentage was higher compared to the TD (CB =

86%, TD = 67%), the “strongly disagree” option was only selected by the CB group (10%).

This indicates that the TD result was affected by “neutral” responses more than the CB (TD=

33%, CB = 3%). Since the materials were new for the learners in this context, providing neutral

responses for their first-time experience was expected.
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In Lesson 2, half of the TD students enjoyed it (51%), while the others were either neutral
(24%) or did not enjoy (24%). On the other hand, higher agreement responses were found in

the CB group: 82% enjoyed the class, 11% were neutral, and only 7 % did not enjoy it.

In Lesson 3, the majority of the TD and CB students found it enjoyable (TD=81%, CB=77%).
Besides TD's higher percentage of “agreement” options, the “disagreement” percentage shows

that the TD group enjoyed this lesson more than the CB (TD= 11%, CB= 19%).

In Lesson 4, 70% of TD and 89% of CB participants enjoyed this lesson, and an equivalent
disagreement percentage was found in both groups (5%). Like Lesson 1, the TD result was
more influenced by “neutral” responses than the CB (TD = 25%, CB = 5%)).

Q1.2: The lesson was not useful (reversed from negative to positive)

Text-Driven (TD) Coursebook (CB)
L4 . | L4 e |
L3 [ || L3 . ]
L2 . | L2 . ]
L1 [ | L1 . |
0% 20% 40% 60% 80% 100% 0% 20% 40% 60% 80% 100%
L1 L2 L3 L4 L1 L2 L3 L4
] | B St |
strongly 3% 6% 0% 10% roney 0% 7% 8% 6%
disagree disagree
M Disagree 17% 9% 22%  10% B Disagree 6.70% 11% 11.50% 6%
Nuetral 17% | 27% @ 11% 10% Nuetral 0% 15% 11.50% 11%
Agree 33%  30% @ 52% @ 45% Agree 43.30% 30% 31% 50%
B Strongly agree 30% 27.30% 15% 25% M Strongly agree  50% 37% 38.50% 28%
B Strongly disagree W Disagree B Strongly disagree M Disagree
Nuetral Agree Nuetral Agree
M Strongly agree W Strongly agree

Figure 4.2: TD and CB feedback on the lessons' usefulness (Questionnaire responses)

L1=Lesson1, L2=Lesson2, L3=Lesson3, L4=Lesson4

TD (n=38) Overall CB (n=41) Overall
L1 | L2 | L3 | L4 L1 | L2 | L3 | L4
Median 4 4 4 4 4 4.50 4 4 4 4
Mean 3.70 | 3.63 | 3.59 | 3.65 3.59 436 | 3.77 | 3.80 | 3.8 4.00
Valid 30 33 27 20 30 27 26 18
Weighted Percentage 72% 80%
General Attitude Positive Positive
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The findings show that both TD and CB groups held positive attitudes and found the lessons
useful (TD = 72%, CB = 80%).

Lesson 1 results indicate that the CB group found this lesson more useful than the TD (CB=
93%, TD= 63%). The TD disagreement responses may be relevant to the unfamiliarity with
the materials’ content and teaching method, particularly in the first lesson. These reasons were

also discussed by the participants in Q6, “things they disliked about the lessons”.

In Lesson 2, over half of the TD and CB students found this lesson useful (TD = 57%, CB=
67%), while others were either neutral (TD= 27%, CB= 15%) or did not find the lesson useful
(TD= 15%, CB= 18%).

Similar to Lesson 2, over half of the TD and CB students found Lesson 3 useful (TD = 67%,
CB =69%). Neutral responses were also similar among the groups (11%). The difference is in
the disagreement percentages. Although 22% TD compared to 11% CB participants
“disagreed” that the lesson was useful, the “strongly disagree” option was only selected by the
CB group (8%).

Lesson 4 results show that most TD and CB participants found this lesson useful (TD= 70%,
CB= 78%). Neutral responses were almost similar among the groups (TD = 10%, CB = 11%),
but the disagreement ones were higher in the TD than the CB (TD = 20%, CB = 12%),

indicating that this lesson was more useful for the CB group.

To summarise, the results of this question show that the four lessons were enjoyable and useful
for both TD and CB groups. The reasons behind their perceptions are discussed in the findings
of Qs 5 and 6.

Q2: Enjoyment, usefulness, and future learning of the activities

The second question asks the students to evaluate the activities in terms of three factors:
enjoyment, usefulness, and future learning, using five Numerical rating scales (5= very much,
4= quite a lot, 3= s0 so, 2= not really, 1= not at all). The following sections present the TD and

CB responses concerning the previous three factors for each activity used in every lesson.
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Q2.1: 1 enjoyed it (TD Group)

List of Activities L Level of enjoyment N | Median | Mean % Attitude
1,2 |34 |5
1 | Working in pairs to exchange L1 | 5 |/5|8|6 | 6|30 3.00 3.10 | 62% Neutral
ideas L2 16| 4| 4 | 4 | 5[33| 200 2.33 | 47% | Negative
L3 |3, 5|8 |5 ]| 6|27 3.00 3.22 | 64% Neutral
L4 | 21,64 ]7]20 4.00 3.65 | 73% Positive
2 | Working in groups to exchange LLr |2 5,7 |7 1]9 130 4.00 3.53 71% Positive
ideas L2 (12| 2 10| 3 | 6 | 33 3.00 2.67 | 53% Neutral
L3 | 3,4 |6 |7 |7]|27 4.00 341 | 68% Positive
L4 |02 8|3 |7]20 3.50 375 | 75% Positive
3 | Making predictions L1 | 0| 1|5 /|15 9 |30 4.00 407 | 81% Positive
L2 | 1,2 |8 ]9 |13]33 4.00 3.94 | 79% Positive
L3 |0 |79 |7 4]27 3.00 3.30 | 66% Neutral
L4 10, 0|3 |8]9] 2 4.00 430 | 86% Positive
4 | Discover the grammar points L1 | 4 4|8 |6 | 8|30 3.00 333 | 67% Neutral
L2 19,3 |95 ]|7]33 3.00 2.94 | 59% Neutral
L3 | 2 |4 (12| 5| 4|27 3.00 3.19 | 64% Neutral
L4 | 2,33 |6 |6 /|20 4.00 355 | 71% Positive
5 | Express your opinions L1 |2 3|7 |5 ]13]30 4.00 3.80 | 76% Positive
L2 | 3,3 |10| 9| 833 4.00 3.48 | 70% Positive
L3 | 1,510 3| 8|27 3.00 3.44 69% Neutral
L4 1 2 3 7 7 |20 4.00 3.85 7% Positive
6 | Play the guessing game L1 | 3 |/3 |8 |5 11|30 4.00 3.60 | 72% Positive
7 | Sharing your classmate's L1 |13 5|7 ]14]30 4.00 4.00 | 80% Positive
assumptions
8 | Writing a letter to Cinderella L2 | 0| 5|5 |12|11] 33 4.00 3.88 | 78% Positive
9 | Discover the vocabulary points L2 | 2 |4 10 4 |13 |33 4.00 3.67 73% Positive
10 | Draw your family tree L2 | 2 | 4|3 |10 14 33 4.00 391 | 78% Positive
11 | Listening to the text before L2 | 1,596 |12]33 4.00 3.70 | 74% Positive
reading L3 | 0|0|6 129 27 400 411 | 82% | Positive
12 | Searching and writing about L3 | 0| 2|6 11| 8 |27 4.00 3.93 | 79% Positive
facts
13 | Revise your own writing L3 |16 |10 5| 5|27 3.00 3.26 | 65% Neutral
14 | Write a letter to your favourite L4 | 3,04 |3 10|20 4.50 385 | 7% Positive
celebrity
15 | Actout your letter to the class L4 | 1,33 |5 81|20 4.00 3.80 | 76% Positive
Overall enjoyment 4.00 358 | 72% Positive

Table 4.2: Feedback on activities' enjoyment (TD)

L =Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall

Table 4.2 shows that 72% of the TD participants had positive attitudes and found most of the
activities “quite a lot” enjoyable (Mean= 3.58, Median = 4.00).

While most of the activities were rated as “quite a lot enjoyable”, some were rated as “neutral”.

For example, 62% and 64% were “neutral” about working in pairs in lessons 1 and 3 (Mean =
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3.10, 3.22), 67%, 59%, and 64% were “neutral” about discover the grammar points in lessons
1, 2, and 3 (Mean = 3.33, 2.94, and 3.19, respectively), and 65% were “neutral” about revise
your own writing in lesson 3 (Mean = 3.26). Working in pairs was the only activity that 47%
of the participants “did not really enjoy” in lesson 2 (Mean = 2.33). However, these activities
were also rated as “quite a lot enjoyable” in the fourth lesson (73% enjoyed working in pairs
and 71% enjoyed discover the grammar points). Additionally, using the discovery approach in
vocabulary learning had positive attitudes by 73% of the learners, as seen in the mean score of
"Discover the vocabulary points” activity (Mean = 3.67). This finding shows that the TD

students enjoyed the discovery approach in vocabulary more than in grammar.

Other activities were also rated as “neutral”. For instance, 53% of the students were “neutral”
about working in groups in lesson 2 ( Mean = 2.67), 66% were “neutral” about making
pedictions in lesson 3 (Mean = 3.30), and 69% rated express your opinions as “neutral” in
lesson 3 (Mean = 3.44). These activities were also rated as “quite a lot enjoyable” in most of

the lessons.

The variety of responses in the above activities may attribute to several factors. Firstly, working
in groups/pairs had different views from the participants due to the lack of cooperation among
the members to achieve the task’s goals, as reported in the findings of Qs 5 and 6. Secondly,
these activities are new communicative activities for the learners in this context. They are
accustomed to traditional practices, explicit teaching of grammar, and direct corrective
feedback on their written productions. They may not expect the teacher to ask them about their

opinions, make predictions, or be independent in correcting their own writing.

The participants were also asked to evaluate the same activities in terms of usefulness to

measure the effectiveness of the materials from more than one aspect.
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Q2.2: Useful activity (TD Group)

List of Activities L Level of usefulness N = | Median | Mean % Attitude
112 ]3]4]5
1 | Working in pairs to L1 |0 |5 11,9 |5 3 3.00 347 | 69% Neutral
exchange ideas L2 |9 3[13/3|5] 33 3.00 2.76 | 55% | Neutral
L3 | 2488|527 3.00 3.37 | 67% Neutral
L4 1,3 |7 3|62 3.00 3.50 | 70% Neutral
2 | Working in groups to L1 |2 | 5|6 |6 |11 30 4.00 363 | 73% Positive
exchange ideas L2 |5 |5[13] 4|6 33 3.00 3.03 | 61% | Neutral
L3 |16 |7 7|6 27 3.00 341 | 68% Neutral
L4 |0, 1,838 20 4.00 3.90 78% Positive
3 | Making predictions L1 |0 |0} 4 |15|11] 30 4.00 423 | 85% Positive
L2 |03, 8|9 |13 33 4.00 3.97 79% Positive
L3 |2 |5 13|43 27 3.00 3.04 61% Neutral
L4 10, 1|5 4/|10| 20 4.50 415 | 83% Positive
4 | Discover thegrammarpoints | L1 | 2 | 5| 7 | 7 | 9 | 30 4.00 353 | 71% Positive
L2 |82 |6 |7 |10| 33 4.00 3.27 | 65% Positive
L3 |26 105 | 4| 27 3.00 3.11 62% Neutral
L4 |2 2|4 |48 20 4.00 3.70 74% Positive
5 | Express your opinions L1 |1 3|5 |9 ]|12] 30 4.00 393 | 79% Positive
L2 | 2 |3 |11 11| 6 | 33 4.00 3.48 | 70% Positive
L3 | 0|3 |12 5 | 7| 27 3.00 359 | 2% Neutral
L4 /1,053 [11] 20 5.00 415 | 83% Positive
6 | Play the guessing game L1 | 1,199 10| 30 4.00 387 | TT% Positive
7 | Sharing your classmate's L1 |2 3,6 |6 |13] 30 4.00 383 | TT% Positive
assumptions
8 | Writing a letter to L2 |1 3|10 8 |11 | 33 4.00 3.76 | 75% Positive
Cinderella
9 | Discover the vocabulary L2 |2 4 7|9 |11 33 4.00 3.70 | 74% Positive
oints
10 FI)Draw your family tree L2 |2 2|7 11|11 33 4.00 3.82 | 76% Positive
11 | Listening to the text before L2 |17  11|6 | 8 | 33 3.00 3.39 | 68% Neutral
reading L3 | 1/1]97]9] 27 4.00 3.81 | 76% | Positive
12 | Searching and writing about L3 |02 6|8 1| 27 4.00 404 | 81% Positive
facts
13 | Revise your own writing L3 | 1,4 7|5 |10 27 4.00 3.70 | 74% Positive
14 | Write a letter to your L4 | 1,2 5|48 2 4.00 3.80 | 76% Positive
favourite celebrity
15 | Actout your letter to the L4 | 2245|7120 4.00 3.65 | 73% Positive
class
Overall usefulness 4.00 3.64 | 73% Positive

Table 4.3: Feedback on activities' usefulness(TD)

L = Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall
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Table 4.3 demonstrates that 73% of the TD participants had positive attitudes and found most
of the activities “quite a lot” useful (Mean= 3.64, Median = 4.00).

Similar to the enjoyment factor, some activities received different opinions from the
participants in the four lessons. For example, 61% and 68% were “neutral” about working in
groups in lessons 2 and 3 (Mean = 3.03 and 3.41), 68% were “neutral” about listening to the
text before reading in lesson 2 (Mean = 3.39), and over half of the participants rated working
in pairs as “neutral” in all the lessons (69%, 55%, 67%, and 70%, with mean scores of 3.47,
2.76, 3.37, and 3.50, respectively).

Likewise, over half of the participants rated making predictions, discover the grammar points,
and express your opinions as “neutral” in lesson 3 (61%, 62%, and 72%, with mean scores of
3.04, 3.11, and 3.59, respectively).

Notwithstanding, all of the above activities except working in pairs were also rated as “quite a
lot” or “very much” useful in most of the lessons. Remarkably, over half of the participants
found discover the grammar points “quite a lot useful” in lessons 1, 2 and 4 (71%, 65%, and
74%, with mean scores of 3.53, 3.27, and 3.70, respectively), although it was rated as “neutral”

in terms of enjoyment, as found previously.

Notably, no negative perceptions were identified, showing that the TD learners found all the
activities useful for L2 learning and that neutral responses echoed their previous experience

with coursebook exercises, as previously discussed.

These activities were also evaluated regarding future learning to examine whether the learners

are willing to learn from the TD activities in future ELI classes.
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Q2.3: 1 wish to learn English from this type of activity in the future (TD Group)

List of Activities L Level of future N = | Median | Mean % Attitude
learning
112|345
1 | Working in pairs to L1 | 3|5 10| 4|8 | 3 3.00 3.30 | 66% Neutral
exchange ideas L2 (13| 2] 6|8 4] 33 3.00 2.64 | 53% | Neutral
L3 | 3|4 |10 4 6 | 27 3.00 3.22 | 64% Neutral
L4 |14 |5 |3 |7/ 20 3.50 355 | 71% Positive
2 | Working in groups to L1 |6 | 3|7 |4 |10 30 3.00 3.30 | 66% Neutral
exchange ideas L2 (12| 210/ 5| 4| 33 3.00 261 | 52% Neutral
L3 | 2,49 |7 5| 27 3.00 333 | 67% Neutral
L4 |1 /5|6 |3 |5 ]| 20 3.00 3.30 | 66% Neutral
3 | Making predictions L1 |0 |58 |6 |11] 30 4.00 3.77 | 75% Positive
L2 | 4 3|9 |3 14| 33 4.00 361 | 2% Positive
L3 | 3|7 9|4 | 4| 27 3.00 296 | 59% Neutral
L4 | 0|2 6|2 ]10| 20 4,50 4.00 | 80% Positive
4 | Discover the grammarpoints | L1 | 2 | 6 | 8 | 9 | 5 | 30 3.00 3.30 | 66% Neutral
L2 (10, 2 7 | 7 | 7 | 33 3.00 297 | 59% Neutral
L3 (4|3 11|16 | 3 27 3.00 3.04 61% Neutral
L4 | 2153|920 4.00 380 | 76% Positive
5 | Express your opinions L1 |5 5|5 |8]| 7] 30 3.50 3.23 | 65% Positive
L2 | 4 |3 13| 3 |10 33 3.00 336 | 67% Neutral
L3 |34 8|6 |6 | 27 3.00 3.30 | 66% Neutral
L4 | 21,4 /|6|7]20 4.00 3.75 | 5% Positive
6 | Play the guessing game LL |4 2 7 |7 10| 30 4.00 357 | 71% Positive
7 | Sharing your classmate's L1 |4 |4 4|7 |11] 30 4.00 357 | 71% Positive
assumptions
8 | Writing a letter to L2 | 2|4 13| 6 | 8| 33 3.00 342 | 68% Neutral
Cinderella
9 Discover the vocabulary L2 |4 6|9 |59 33 3.00 3.27 65% Neutral
oints
10 FI)Draw your family tree L2 | 33 (11| 8 | 8 33 3.00 3.45 69% Neutral
11 | Listening to the text before L2 |55 10| 2 |11 33 3.00 3.27 | 65% Neutral
reading 1323810 4] 27 4.00 341 | 68% | Positive
12 | Searching and writingabout | L3 | O | 5 | 9 | 4 | 9 | 27 3.00 3.63 | 73% Neutral
facts
13 | Revise your own writing L3 339 |6 |6 27 3.00 3.33 67% Neutral
14 | Write a letter to your L4 2,14 41|92 4.00 385 | 77% Positive
favourite celebrity
15 | Actout your letter to the L4 | 3|16 |2]|8]| 2 3.50 355 | 71% Positive
class
Overall future learning 3.00 3.37 | 67% Neutral

Table 4.4: Feedback on activities' future learning (TD)

L = Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall
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As seen in Table 4.4, 67% of the participants were “neutral” about the future learning of the

TD activities (Mean = 3.37, Median = 3.00).

Besides the neutral responses, over half of the participants were also “quite a lot” or “very

much” happy to learn from the following activities:

e Working in pairs (71%, Mean = 3.55)

e Making predictions (75%, 72%, and 80%, Mean = 3.77, 3.61, and 4.00, respectively)
e Discover the grammar points (76%, Mean = 3.80)

e Express your opinions (65% and 75%, Mean = 3.23 and 3.75)

e Play the guessing game (71%, Mean = 3.57)

e Sharing your classmate's assumptions (71%, Mean = 3.57)

e Listening to the text before reading (68%, Mean = 3.41)

e Write a letter to your favourite celebrity (77%, Mean = 3.85)

e Act out your letter to the class (71%, Mean = 3.55)

Most of the above activities were also enjoyable and useful in the previous factors.
Furthermore, the short answer responses show that these activities were the most that the

students’ liked (please see Qs5 and 6).

Since no negative responses were identified, the findings show that the learners are willing to

learn from the TD activities in future classes, even if their perceptions varied in the four lessons.

The following section will present the CB attitudes toward the activities regarding the three

factors.
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Q2.1: 1 enjoyed it (CB Group)

List of Activities L Level of enjoyment N= | Median | Mean | % Attitude
1123|465
1 | Working in pairs to L | 1,7 5|6 11| 30 4.00 3.63 | 73% Positive
exchange ideas L2 | 5|59 |3 |5] 27 3.00 2.93 | 59% | Neutral
L3 |9 4|33 /|7]| 26 2.50 2.81 | 56% Neutral
L4 | 4,523 | 4] 18 2.50 2.89 | 58% Neutral
2 | Working in groups to L1 |1 1|4 |8|16| 30 5.00 423 | 85% Positive
exchange ideas L2 |2 |1]2]8]|14] 27 5.00 415 | 83% | Positive
L3 |0 4|3 |6 13| 26 4.50 4.08 | 82% Positive
L4 | 12|46 |5 18 4.00 3.67 73% Positive
3 | Using pictures to predictthe | L1 | 0 | O | 2 |12 | 6 | 30 5.00 447 | 89% Positive
lesson's topic
4 | Match the answers with the L1 |0 |15 |8]|16| 30 5.00 430 | 86% Positive
questions L3 | 0| 3|5 |8 |10]| 26 4.00 3.96 | 79% Positive
5 | Choose the correct option L1 | 0|2 3|4 ]21] 30 5.00 447 | 89% Positive
L2 |0 0|6 |8 |13]| 27 4.00 426 | 85% Positive
L4 | 1,14 8| 4] 18 4.00 3.72 | 74% Positive
6 | Complete the missing L1 |0 | 2|49 |15] 30 4.50 423 | 85% Positive
information L2 | 4129 11| 27 4.00 3.81 | 76% | Positive
L3 |2 |3 4|7 10| 26 4.00 3.77 75% Positive
7 | Listen and repeat the L1 |12 |5 |8 /|14 30 4.00 4.07 | 81% Positive
sentences
8 | Introduce your classmate to L1 |2 4|3 |6 |15] 30 4.50 393 | 79% Positive
the class
9 Listening to and reading "A L2 |1 ,2|9 /|6 9] 27 4.00 3.74 | 75% Positive
Family in Kenya" texT
10 | Answer reading L2 | 1,4 5|7 10| 27 4.00 3.78 | 76% Positive
comprehension questions 13 3|1/5|8|9] 26 4.00 3.73 | 75% | Positive
11 | Rewrite the sentences L2 | 2,186 10| 27 4.00 3.78 | 76% Positive
L4 | 1,2 |64 /|5] 18 3.50 356 | 71% Positive
12 | Introduce your family L2 |2 2|5 |6 |12| 27 4.00 3.89 | 78% Positive
members or friends to your
classmate
13 | Fill in the gaps activity L3 |11 6|7 11| 26 4.00 4.00 | 80% Positive
14 | Express your opinions L3 |14 5|6 |10 26 4.00 3.77 | 5% Positive
15 | Role playing L4 | 3,4 |55 |1] 18 3.00 2.83 | 57% Neutral
16 | Listen and repeat the letters L4 | 23,3 |46 18 4.00 350 | 70% Positive
17 | Write a personal description L4 |1, 2|2 /|4 9] 18 4.50 4.00 | 80% Positive
for you
Overall enjoyment 4.00 384 | 77% Positive
Table 4.5: Feedback on activities' enjoyment (CB)
L = Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall
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Table 4.5 shows that 77% of the CB participants “quite a lot” enjoyed the activities (Mean =
3.84, Median = 4.00).

While most of the activities were enjoyable to the learners, two of them rated as “neutral”. For
example, over half of the participants were “neutral” about working in pairs in most lessons
(59%, 56%, and 58% with mean scores of 2.93, 2.81, and 2.89, respectively). Similarly, 57%
rated role-playing as “neutral”. These responses are connected as role-playing involves
working in pairs. Working in pairs may impact the students’ enjoyment if effective and
meaningful interaction is lacking. This was also found in Q6 when the students found working

in pairs unenjoyable.

On the other hand, working in groups was “very much” and “quite a lot” enjoyable for the
majority of the learners throughout the lessons (85%, 83%, 82%, and 73%, with mean scores
of 4.23, 4.15, 4.08, and 3.67, respectively). This was also found in Q5, when most instances
reported enjoyment regarding group work. Working in groups was a new activity for the
learners (as found in the interviews) and positively impacted their perceptions of the CB

materials.

The same activities were also evaluated in terms of usefulness, aiming to assess their efficacy

from another prospect.
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Q2.2: Useful activity (CB Group)

List of Activities L Level of usefulness N = | Median | Mean % Attitude
1]2]3]4]5

1 | Working in pairs to L | 1,37 /|8 |11] 30 4.00 383 | TT% Positive

exchange ideas L2 5/3[9|5]|5] 27 3.00 3.07 | 61% Neutral

L3 5 514 |3 9 26 3.00 3.23 65% Neutral

L4 3 3 7 2 3 18 3.00 2.94 59% Neutral

2 | Working in groups to L1 |10 3|7 /|19]| 30 5.00 443 | 89% Positive

exchange ideas L2 |2 1|5|5|14] 27 5.00 404 | 81% | Positive

L3 1 1 6 | 8 |10 | 26 4.00 3.96 79% Positive

L4 1 4 3 4 6 18 4.00 3.56 71% Positive

3 | Using pictures to predictthe | L1 | 0 | O | 2 |11 |17 | 30 5.00 450 | 90% Positive

lesson's topic

4 | Match the answers with the L1 |10 3|7 ]|19] 30 5.00 443 | 89% Positive
questions L3 142109 26 4.00 3.85 | 77% | Positive
5 | Choose the correct option LL |02 0|9 19| 30 5.00 450 | 90% Positive
L2 | 1,0 |4 |7 |15| 27 5.00 430 | 86% Positive
L4 o149 4] 18 4.00 3.89 | 78% Positive
6 | Complete the missing L |0 1,3 |9 17| 30 5.00 440 | 88% Positive
information L2 |3/ 0|6 |8 |10/ 27 4.00 3.81 | 76% | Positive
L3 |1 |1|6 |8 |10 26 4.00 3.96 | 79% Positive
7 | Listen and repeat the L1 1,12 11|15] 30 4.50 4.27 | 85% Positive
sentences
8 | Introduce your classmate to L1 | 3,2 |4 11|10| 30 4.00 3.77 | 5% Positive
the class
9 Listening to and reading "A L2 | 1,0 |6 10|10 27 4.00 4.04 | 81% Positive
Family in Kenya" texT
10 | Answer reading L2 | 1,1 8|6 |11 27 4.00 393 | 7% Positive
comprehension questions L3 | 22|77 8] 26 4.00 3.65 | 73% | Positive
11 | Rewrite the sentences L2 | 2,0 /| 5|8 12| 27 4.00 4.04 | 81% Positive
L4 10|36 |54 18 3.50 356 | 71% Positive
12 | Introduce your family L2 |2 1|86 |10]| 27 4.00 3.78 | 76% Positive
members or friends to your
classmate
13 | Fill in the gaps activity L3 |21 3 |11]9 | 26 4.00 3.92 | 78% Positive
14 | Express your opinions L3 |1 /2|6 |6 11| 26 4.00 3.92 | 78% Positive
15 | Role playing L4 | 3,3 |7 4| 1] 18 3.00 2.83 | 57% Neutral
16 | Listen and repeat the letters L4 | 23,3 |46 18 4.00 350 | 70% Positive
17 | Write a personal description L4 |1 ,1}2 |3 11| 18 5.00 422 | 84% Positive
for you
Overall usefulness 4.00 391 | 78% Positive

Table 4.6: Feedback on activities' usefulness (CB)

L = Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall
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Table 4.6 illustrates that 78% of the participants found the activities “quite a lot” useful (Mean
= 3.91, Median = 4.00).

Similar to the enjoyment factor, working in pairs was rated as “neutral” by over half of the
participants in most lessons (61%, 65%, and 59%, with mean scores of 3.07, 3.23, and 2.94,
respectively). Likewise, 57% of the students rated role-playing as “neutral”, with a mean score
of 2.83. In role-playing, learners practice the language by asking and answering textbook
questions. They do not have the opportunity to communicate freely and use their own
questions. Consequently, practising the language in non-communicative tasks may/may not be

useful even for their future learning, as shown in the future learning factor below.
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Q2.3: 1 wish to learn English from this type of activity in the future (CB Group)

List of Activities L Level of future N = | Median | Mean % Attitude
learning
1 12 |3 (4 |5
1 | Working in pairs to L1 |19 |5 |4 |11] 30 3.50 350 | 70% Positive
exchange ideas L2 |6 |3|6|4]8] 27 3.00 3.19 | 64% Neutral
L3 |6 |7 5|4 | 4| 26 2.50 2.73 | 55% Neutral
L4 |1 ,4 |6 |2 5] 18 3.00 333 | 67% Neutral
2 | Working in groups to L | 1,07 |6 16| 30 5.00 420 | 84% Positive
exchange ideas L2 |2 1]3]|6/|15] 27 5.00 415 | 83% | Positive
L3 |2 | 3|5 |4 12| 26 4.00 381 | 76% Positive
L4 | 1,3 5|3 |6 | 18 3.50 356 | 71% Positive
3 | Using pictures to predict the L1 |0 |1 4|4 21| 30 5.00 450 | 90% Positive
lesson's topic
4 | Match the answers with the L1 | 1,07 |7 ]15] 30 4,50 4,17 83% Positive
questions L3 |32 4|9 |8 26 4.00 3.65 | 73% Positive
5 | Choose the correct option LL |00 2|7 21| 30 5.00 463 | 93% Positive
L2 | 2,0 6|5 |14 27 5.00 407 | 81% Positive
L4 1 1 7 5 4 18 3.50 3.56 71% Positive
6 | Complete the missing L1 | 0| 2|3 10|15 30 4.50 4.27 | 85% Positive
information L2 5/0|5|8|9] 27 4.00 359 | 72% | Positive
L3 |21 5|99 26 4.00 385 | T7% Positive
7 | Listen and repeat the L1 | 1,14 |12]12| 30 4.00 410 | 82% Positive
sentences
8 | Introduce your classmate to L1 |4 2|5 |3 /|16 30 5.00 383 | T7T% Positive
the class
9 Listening to and reading "A L2 | 3,0 |6 |5 13| 27 4.00 393 | 79% Positive
Family in Kenya" texT
10 | Answer reading L2 |23 8|86 | 27 4.00 348 | 70% Positive
comprehension questions 133|168 8] 26 4.00 365 | 73% | Positive
11 | Rewrite the sentences L2 |22 6|6 |11 27 4.00 3.81 76% Positive
L4 | 2,2 5|5 1|4 18 3.50 3.39 | 68% Positive
12 | Introduce your family L2 |4 1,7 |5 |10 27 4.00 359 | 72% Positive
members or friends to your
classmate
13 | Fill in the gaps activity L3 |22 4 (117 | 26 4.00 3.73 | 5% Positive
14 | Express your opinions L3 |2 3|6 |78 26 4.00 3.62 72% Positive
15 | Role playing L4 | 3,3, 7|3 ]2 18 3.00 2.89 | 58% Neutral
16 | Listen and repeat the letters L4 |32 |5 |44 18 3.00 3.22 64% Neutral
17 | Write a personal description L4 | 2,214,918 4.50 389 | 78% Positive
for you
Overall future learning 4.00 3.76 | 75% Positive

Table 4.7: Feedback on activities' future learning (CB)

L = Lessons N = Total number of responses 5=very much 4=quitealot 3=soso 2=notreally 1=notatall
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Table 4.7 demonstrates that 75% of the participants are “quite a lot “ happy to learn from the

coursebook activities in future classes.

Similar to the previous factors, working in pairs was rated as “neutral” by over half of the
participants (64%, 55%, and 67%, with mean scores of 3.19, 2.73, and 3.33, respectively), as
well as role-playing (58% with a mean score of 2.89). Moreover, 64% of the learners were
“neutral” about listen and repeat the letters, with a mean score of 3.22.

Nevertheless, the findings of this question show that the CB learners held positive perceptions
toward most of the activities regarding the three factors; enjoyment, usefulness, and future
learning. The reasons behind their responses are discussed in Qs 5 and 6. The individual
interview results will also provide valuable data regarding the CB and TD perceptions of the

activities.
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Q3: Language skills and interaction development

The students in this question were asked to evaluate six statements regarding their perceptions
of language skills and interaction development using 5-Likert scale agreement options. The
following Tables (4.8 and 4.9) present the findings of TD and CB responses.

TD Group
Statements L Level of agreement N | Median | Mean % Attitude
1 (2|3 |4]|5]|F*=
This lesson helped me to L1 (1|1 |11|15| 2 |30 4.00 353 | 71% Positive
develop reading L2 | 3|1 |10|16| 3 |33 4.00 3.45 69%
comprehension skills L3 (1|2 |8 |12]| 4 |27 4.00 359 | 72%
L4 |1 2312|220 4.00 360 | 72%
This lesson helped me to L1 | 1|4 |2 16| 7 |30 4.00 3.80 76%
develop listening skills L2 (2|57 (12| 7 |33 4.00 352 | 70%
L3 |0 | 2|8 13| 4]27 4.00 3.70 | 74%
L4 | 2|0 |3 [13]|]2]20 4.00 3.65 | 73%
This lesson helped me to L1 {0 |5 |7 10| 8 |30 4.00 3.70 74%
develop speaking skills L2 | 3| 4|8 (12| 6 |33 4.00 342 | 68%
L3 | 0|3 |3 |14] 7|27 4.00 393 | 7%
L4 0| 2|5|8|5]20 4.00 3.80 | 76%
This lesson did not help L1 | 0| 5|10(10| 5 |30 3.50 3.50 | 70%
me to develop writing L2 | 1|3 |9 11| 9 |33 4.00 3.73 75%
skills (Reversed) L3 | 1|5 |6 12| 3 |27 4.00 3.41 68%
L4 |1 7241|6120 3.50 335 | 67%
Overall language skills development 4.00 3.60 | 72% Positive
This lesson encouragedme | L1 | O | 2 | 8 | 10| 10 | 30 4.00 393 | 79% Positive
to interact betterinEnglish | L2 | 2 | 4 |10| 8 | 9 | 33 4.00 355 | 71%
L3 | 0|2 |3 |17]| 5 |27 4.00 393 | 7%
L4 |1 1312|3120 4.00 3.75 | 75%
This lesson did not L1 (1 |5|6|8]10]30 4.00 3.70 74%
encourage me to L2 | 3| 4|8 10| 8 |33 4.00 3.48 70%
communicate effectively L3 (1|48 (12| 2 |27 4.00 337 | 67%
(Reversed) L4 | 323 |7 [5]20]| 400 3.45 | 69%
Overall interaction development 4.00 3.64 | 73% Positive

Table 4.8: TD Feedback on language skills and interaction development (Questionnaire responses)

L = Lessons N = Total number of responses 5= Strongly agree 4= Agree 3=Neutral 2= Disagree 1= Strongly disagree
As seen in Table 4.8, more than half of the TD participants believe that their language skills
and interaction improved (language skills = 72%, interaction = 73%), with mean scores of 3.60
and 3.64, respectively. These results reflect the findings of the CIA and pre-post test scores;
TD learners interacted more effectively, and there was a difference between the mean scores

of pre-post tests compared to the CB group.
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CB Group
Statements L Level of agreement N | Median | Mean % Attitude
1 (2 |3 (4 |5 =
This lesson helped me to L1 (2| 2|5 (14| 7 |30 4.00 3.73 75% Positive
develop the reading L2 1|25 [|13|6 27| 400 3.78 | 76%
comprehension skills L3 | 1]6]|2]|10]7 26| 400 | 362 | 72%
L4 1102 |9 6|18 4.00 4.06 81%
This lesson helped me to L1 (2 |1]1 16|10 30 4.00 4.03 81%
develop the listening skill | 12 [ o | 2 [ 5 [16| 4 [27]| 4.00 381 | 76%
L3 2 3|1 11| 9 |26 4.00 3.85 7%
L4 | O 112 (11| 4 |18 4.00 4.00 80%
This lesson helped me to L1 (2| 1|7 (10|10 |30 4.00 3.83 T71%
develop the speaking skill - = 510 [ 7 13 6 | 27| 400 | 385 | 77%
L3 1152 |10| 8 |26 4.00 3.73 5%
L4 | 0 1129|618 4.00 411 82%
This lesson did not help L1 |3 |6 |7 |8] 6130 3.00 3.27 65% Neutral
me to develop thewriting | 12 [ 2 [ 3 [ 9 [ 8 |5 [27] 300 341 | 68%
skill (Reversed) L3 |0|9|3]|9]|5)]|26| 400 | 338 | 68% | Positve
L4 0| 2|1 |10 5 |18 4.00 4.00 80%
Overall language skills development 4 3.77 76% Positive
This lesson encouragedme | L1 | 3 | 0 | 4 | 10| 13| 30 4.00 4.00 80% Positive
to interact betterinEnglish | 12 [ o | 2|6 [ 12] 7 | 27 4.00 3.89 78%
L3 1 12|58 |10]|26 4.00 3.92 78%
L4 | 0 1138|618 4.00 4.06 81%
This lesson did not L1 (3|31 |11|12|30 4.00 3.87 7%
encourage me to L2 2 | 3|4 112 6 |27 4.00 3.63 73%
communicate effectively 3T [ 3 [14 | 6 | 26 | 400 | 381 | 76%
(Reversed) L4 [0 23|85 |18 400 | 389 | 78%
Overall interaction development 4 3.88 78% Positive

Table 4.9: CB Feedback on language skills and interaction development (Questionnaire responses)

L = Lessons N = Total number of responses 5= Strongly agree 4= Agree 3=Neutral 2= Disagree 1= Strongly disagree
Table 4.9 demonstrates that the majority of the CB participants believe that their language skills
and interaction improved (language skills = 76%, interaction = 78%), with mean scores of 3.77
and 3.88, respectively. While similar opinions were found in reading, listening, speaking, and
interaction with mean scores over 3.60 and percentages ranging from 70-80%, a slight
difference in opinions was found regarding their writing skills improvement with mean scores
of 3.27, 3.41, 3.38, 4.00 in Lessons 1, 2, 3, and 4, respectively. This finding indicates that the
CB learners were unsure about the materials' impact on their writing skills development. Even
if the CB participants believe that the materials positively impacted their language skills, their
test results showed no difference between the pre-post mean scores in all the test components.
Their positive perceptions could be influenced by working in group activities, as found in the

interviews.
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Notwithstanding, the overall results of this question show that both Text-Driven and
Coursebook materials positively impacted learners’ perceptions of language skills and

classroom interaction development.

Q4: Enjoyment of reading and spoken texts

Question 4 requires the students to answer an open question concerning their enjoyment of the
reading and spoken texts. Their answers were analysed quantitatively according to the three
categories that emerged: Yes, No, and So So, as well as qualitatively to summarise the reasons
discussed by the participants. Figure 4.3 below compares the TD and CB responses to the

reading and spoken texts.

Text-Driven (TD) Coursebook (CB)
Reading Text 2 I Reading Text 2 NN
Reading Text 1 I Reading Text 1 I S
Spoken Text 2 I Spoken Text 2 I
Spoken Text 1 I Spoken Text 1 I
0% 20% 40% 60% 80% 100% 0% 20% 40% 60% 80% 100%
Spoken | Spoken = Reading | Reading Spoken = Spoken ' Reading Reading
Text1 Text 2 Text 1 Text 2 Text1 Text 2 Text1 Text 2
HYes 23 20 30 25 HYes 28 17 23 12
H No 5 0 1 0 H No 0 0 4 12
So so 1 0 2 0 So so 0 0 0 2
HMYes WNo mSoso HYes MNo HSoso

Figure 4.3: TD and CB feedback on the reading and spoken texts (Questionnaire responses)

TD CB
Spoken Texts | Reading Texts | Spoken Texts | Reading Texts

Lessons L1 L4 L2 L3 L1 L4 L2 L3
Valid 29 20 33 25 28 17 27 26

Figure 4.3 demonstrates that most TD students enjoyed reading and spoken texts, whereas the

CB group enjoyed the spoken texts more than the reading texts.
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In Lesson 1, 28/28 CB students enjoyed the spoken texts compared to 23/29 TD students. 5/29
TD participants were less likely to enjoy the spoken text due to the accent (1), clarity of the
video (4), and fast speaking (1). One possible explanation could be the first-time experience of
online learning and teaching, especially in the first lesson. Even though the teacher (researcher)
paused the video twice or more to help the students comprehend the interview, the internet

issues in 2020 impacted the presentation of the materials and classroom management.

In Lesson 2, 30/33 TD students enjoyed the reading text compared to 23/27 CB students. Two
TD students said they liked the reading text but not too much, categorised as “So so”, and only
1/33 did not like it. In contrast, four CB students did not like the reading text because it was
boring.

In Lesson 3, 25/25 TD students enjoyed the reading text compared to 12/26 CB students. The
reasons reported by the CB learners included boredom (4) and not engaging because of the
information given, the writing style, and the loss of excitement (1). In Lesson 4, all the TD and
CB participants enjoyed the spoken texts (TD = 20/20, CB = 17/17).

Both groups provided several positive reasons for their enjoyment. Table 4.10 below

summarises the students’ responses to the four lessons:

Reasons for enjoyment n = number of references
TD CB
Unconventional 9 2
Engaging 21 2
Simple 5 6
Useful 2 7
Support language skills development 5 13
Encourage interaction 2 -
Support exchanging ideas 1 -
Provide quick learning 1 -
Better understanding of the lesson 1 -
Clear - 1
From the book - 1

Table 4.10: Reasons for texts' enjoyment (Questionnaires responses)
It can be inferred from Table 4.10 that both groups shared similar positive reasons in that the
texts are simple, useful and helped them develop language skills such as writing (TD & CB =
1), listening (TD = 2, CB = 3), learning new vocabulary (TD = 2, CB =5), pronunciation (CB
= 2), and speaking skills (CB = 2). Other reasons such as engaging and unconventional were
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reported differently by the two groups. For example, the CB texts were engaging for the
learners because the topic was family related (1) and included new information (1). In contrast,
the TD participants were engaged because the texts were funny (2), familiar to them (1),
reminded them of childhood memories (2), helped them to discover new things and facts (4),
included stories (2), exciting topic (1), enjoyable activities (5), and Disney films (4). Regarding
the unconventional category, the CB group stated that the texts were “different”, whereas the
TD noted that the texts and the teaching method were new for language learning. The CB
explanation of “different” was found in the interview responses; group work was new to the

learners in this context.

Moreover, the CB participants enjoyed the texts because they were clear and from the book,
indicating that familiarity with the materials’ order and presentation positively impacts L2
learning. On the other hand, the TD responses reflected their cognitive engagement in that the
texts supported exchanging ideas, better and quicker comprehension, and encouraged

interaction.

However, some learners reported problems that affected their enjoyment, such as lack of
understanding the lessons and the teacher’s use of L2 only (CB), and difficulty creating
sentences and knowing the meaning of the words (TD). Although the students’ level is low,
they can build simple short sentences at this level. According to the Council of Europe (2020),
students at the A2 level “can produce a series of simple phrases and sentences linked with
simple connectors like “and”, “but” and “because” (p. 66). Therefore, learners at lower levels

should be encouraged to produce L2 language, despite their limited knowledge.

To summarise, the TD responses to this question reflected their affective and cognitive
engagement with the TD materials, whereas the CB answers were more relevant to language
use (simple, useful, and clear). These findings were further evaluated in the individual

interviews.

Qs 5 & 6: Things the students liked/disliked

Questions 5 and 6 require the students to answer an open general question about what they
liked/disliked about each lesson. A summary of the four lessons' responses is presented in Table
4.11 below:
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Things they liked n = number of references
TD CB
Everything 12 26
The texts 43 6
The activities 35 34
The interaction 6 9
Method of teaching 3 9
The topic 4 2
Simplicity 1 1
Variation 2 -
The sequence of the events and ideas 1 -
The pictures - 1
Nothing - 1
Not going off-topic - 1
Excitement - 1

Table 4.11: Things the students liked about the lessons (Questionnaire responses)

Table 4.11 shows that both groups liked everything about the lessons, including the texts,
activities, method of teaching, topics, lessons’ simplicity, and classroom interaction. The TD
group also liked the lessons’ variation and sequence of events and ideas, reflecting the
coherence and flexibility of the Text-Driven framework. What stands out in Table 4.11 is that
the number of references reported in the “texts” category was significantly higher in the TD

group than the CB, representing the TD learners' engagement with the texts.

Regarding the activities, the TD group reported several tasks that reflect their affective and

cognitive engagement, summarised below:

e group work (7)

e searching for facts (5)

e making predictions (4)

e drawing a family tree (6)

e role-playing (1)

e writing a letter to Cinderella (6)

e preparing a speech to a celebrity (3)
e actout the letter (1)

e expressing opinions (1)

On the contrary, the CB group reported group works (16), introducing themselves (4), writing
personal descriptions (3), and talking about family/friends (3). These findings indicate that the
CB students enjoyed writing and speaking about personal experiences and communication in

groups. In fact, the coursebook unit used in this study does not involve working in groups, but
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due to the high number of students in the class, it was more practical and efficient to manage
the classroom by dividing them into groups and satisfying the students’ various needs. Dividing
the CB students into groups significantly affected their attitudes toward the materials, as seen
in the questionnaire and interview responses. Furthermore, even if these activities were
enjoyable for the students, they were controlled by using specific statements/questions,

practising the language rather than using it in actual communication.

The following table (Table 4.12) presents the things that the students did not like about the four

lessons.
Things they did not like n = number of references
TD CB
Nothing 55 56
Group work 25 5
Pair work 3 10
The activities 6 2
Teaching from outside the book 2 -
Randomisation 1 -
Way of teaching grammar 1 -
The texts - 4
Using L2 only - 2
Little interaction - 2
Explanation - 2
Boredom - 2
The topic - 1

Table 4.12: Things the students did not like about the lessons (Questionnaire responses)

As seen in Table 4.12, working in groups/pairs were discussed by both groups. The TD group
reported that the students were not cooperative (3), some of them felt extremely shy to interact
(1), the group members varied each time (1), and the lessons involved many group works (2).
The students in this context are used to working individually, and thus they may encounter

issues when they work in groups.

The activities category was also reported as things the TD and CB students did not like. For
example, the TD commented that the lessons included many activities (3), the questions were
not clear and strange (2), and the guessing game was not enjoyable (1). Communicative
questions such as opinion expressions and making predictions might be considered “strange”
for some learners as they are familiar with coursebook questions such as filling in the gaps,

matching, choose the correct option, among others. Regarding the questions’ quantity and
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clarity, all the activities were evaluated before the main study took place, and they were suitable
for the lessons’ duration and learners’ level. The students’ responses to this question provided

clear evidence of their neutral opinions of some activities in Q2.

Other reasons reported by the TD group included teaching from outside the book,
randomisation, and the way of teaching grammar. The students are used to the order of the
coursebook activities and explicit instructions of grammar points, so they might feel that using

external materials and discovery approach is random or not what they expected.

In contrast, the CB group felt bored and did not like the texts, topic, using L2 only, the limited
interaction and the explanations. These responses represent the PPP used in the coursebook
unit in which the learners have limited opportunities to talk and engage with the lessons and
confirmed their answers in Q4 when some learners liked the spoken texts more than the reading

texts.

Q7: Students’ recommendations

The last question asked the students about their recommendations, and a summary of their

responses is provided in Table 4.13 below:

Recommendations n = number of references
TD CB
81

7

2

3
3

No recommendations

Working in groups
Using L1 (Arabic)
Teaching from the book

Using simple words

Teaching grammar explicitly

Minimizing the activities

Starting the lessons with a topic discussion

— = = NN N | W oo
1

Providing efficient learning methods

More repetition

More reading

Speaking by the end of the class

Providing summary -

Including whole class activities -

1
[ RN NI U RN )

Learning new vocabulary -

Table 4.13: TD and CB recommendations of the lessons (Questionnaire responses)

117



Table 4.13 demonstrates similar categories discussed by the TD group in the previous questions
(Qs 5 & 6), such as teaching from the book, explicit grammar teaching, and minimising the
activities. Using L1 and working in groups were recommended by both TD and CB learners.
For instance, the TD students suggested minimising group works (3) and varying the group
members (1), and only one student did not prefer group work. Other TD suggestions involved
topic discussions and using effective learning methods, indicating the learners’ motivation and
willingness to learn English via unconventional communicative learning materials. On the
other hand, the CB students recommended recycling and reading, speaking, learning new
vocabulary, summarising, and doing whole-class activities. These responses demonstrate that

the TD approach would suit Saudi learners due to its flexibility, recycling, and variation traits.

4.3 Summary of results

The findings of the questionnaires show that both TD and CB groups held positive perceptions
toward the materials. The following tables (Tables 4.14 and 4.15) summarise and compare the

TD and CB responses to the questions discussed previously in this chapter.

Quantitative data Sub-questions TD group CB group
(Qs 1-3)

Q1: Lessons in general 1.1: Enjoyed the lessons 75% agreed 82% agreed

1.2: Found the lessons useful 72% agreed 80% agreed

Q2: Activities

2.1: Enjoyed the activities

72% quite a lot

77% quite a lot

2.2: Found the activities useful

73% quite a lot

78% quite a lot

2.3: Happy to learn from these

activities in the future

67% neutral

75% quite a lot

Q3: Language skills and

interaction development

3.1: The lessons support 72% agreed 76% agreed
language skills improvement
3.2: The lessons encourage 73% agreed 78% agreed

classroom interaction

Table 4.14: Summary of questionnaire responses (Quantitative data)

As seen in Table 4.14, most TD and CB participants had positive perceptions of the lessons
and found them enjoyable and useful. The TD results were more affected by the neutral
responses than the disagreement ones in most lessons in terms of enjoyment and usefulness
factors, respectively (L1 =33%, 17% , L2 =24%, 27%, L3 =7%, 11%, L4 = 25%, 10%). The
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CB group, on the other hand, was less neutral than the TD regarding these factors (L1 = 3%,
0%, L2=11%, 15%, L3 =4%, 11%, L4 =5%, 11%).

Similarly, the activities were enjoyable and useful for the majority of the TD and CB learners,
but a high percentage of the TD learners were neutral about the future learning of these
activities compared to their counterparts. A neutral response was expected in this group due to
their first-time experience of TD materials. They might believe that providing a clear response
would influence their future learning and coursebook usage, the main resource for teaching and
learning in this context. Likewise, over half of the TD and CB participants believe their
language skills and interaction improved. These views were further evaluated in the CIA, pre
and post-tests, and interview findings.

Regarding their perceptions of the reading and spoken texts, the TD group enjoyed both reading
and spoken texts, whereas the CB group was more likely to enjoy the spoken texts than the
reading ones. Table 4.15 below summarises the reasons behind the learners’ enjoyment or lack

of enjoyment as well as the things they liked and disliked about the lessons.

Qualitative data (Qs 4-7) TD CB

Q4: Reading and spoken texts 23/29 enjoyed spoken Text 1.
20/20 enjoyed spoken Text 2.
30/33 enjoyed reading Text 1.

25/25 enjoyed reading Text 2.

28/28 enjoyed spoken Text 1.
17/17 enjoyed spoken Text 2.
23/27 enjoyed reading Text 1.
12/26 enjoyed reading Text 2

Q4: Reasons for texts’ enjoyment Support language skills development.
Unconventional and engaging.

Simple and useful.

Encourage interaction and e  Clear from the book.
exchange of ideas.

o Facilitate better understanding
and support efficient learning.

Q4: Reasons for lack of enjoyment | e  Accent, clarity of the video, e The information and writing
and fast speaking. style were not engaging.
o Difficulty in creating sentences | e  Loss of excitement.
and knowing the meaning of e Lack of understanding the
the words. lessons.

Q5: Things the students liked Texts, topics, and activities, including group works.
Classroom interaction and method of teaching.

Lessons’ simplicity.

Q6: Things the students did not like Group and pair works.

Using external materials and
implicit grammar teaching.

The texts and topics.
Limited interaction.
Many explanations.
Using L2 only.
Boredom.

Q7: Students’ recommendations | e  See Table 4.13 for the summary.

Table 4.15: Summary of questionnaire responses (Qualitative data)
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The following part will present the findings of individual interviews and the analysis procedure
with examples of the coding process. Summary of the interview findings will be provided at

the end of this chapter.

4.4 Individual interview results

The individual interviews were conducted with both TD and CB groups at the end of the
teaching period. 18 TD students and 14 CB students participated in the interviews. Although
18 students agreed to take part in both groups, some CB students could not attend the interviews
due to Wi-Fi issues in their area and the availability of the devices, as some students were

sharing their laptops/computers/iPads with other family members.

The analysis of the interviews involves several phases, explained in Figure 4.4 below:

Transcription process

|

Translation from Arabic to
English

|

Checking the accuracy of
transaltions

|

Importing the transcriptions in NVivo
software for thematic and coding analysis

]

Checking the coding analysis to increase the coding
reliability

Figure 4.4: Analysis procedure (individual interviews)
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1-Transcription process:

First, all the interviews were fully transcribed, and then all the transcriptions were checked for

any possible errors by listening twice to the interviews.

2-Translation from Arabic to English:

All the interviews were translated from Arabic to English by the researcher.
3- Checking the accuracy of translations:

The process of checking the translation to reach equivalence and naturalness was suggested by
Dornyei and Taguchi (2010). It is crucial to check both the direct and pragmatic meaning of
the translation before the analysis starts to avoid any meaning loss and improve the quality of

the research findings.

First, five samples were checked by two PhD colleagues who majored in English language and
had academic and work experience in translations. Then, all the interviews were reviewed by
an experienced PhD holder who majored in English translation and graduated from Exeter
University, UK. She had work experience in oral and written translations as well as experience
in teaching English to speakers of other languages. After checking the translations, a few
grammar and spelling modifications were made, which did not influence the meaning of the

students’ responses.

4- Importing the transcriptions in NVivo software for thematic and coding analysis:
The interviews were analysed based on themes (interview questions) discussed in Chapter
Three, Section 3.6.2 . Table 4.16 below describes how the questions and codes were analysed

with examples:
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lost, I’11 feel bored” (S7,
CB).

Questions Categories | Examples Nodes Sub-nodes
1: General enjoyable “T enjoyed them because | engaging topics they
they were talking about materials love
what we love and prefer.”
(S4, TD).
2: Activities enjoyable “they gave me more | develop self-
confidence to express my | confidence
opinion freely.” (S7, TD).
4&5: Reading enjoyable “Because there  were | learn new vocab | support
texts words 1 don’t know, this autonomous
helped me to look them up learning
by myself and practice
these words, so | learned
new vocabulary from
this.” (S34, TD).
3&6: Spoken texts | not “I wasn’t excited to finish | not exciting
enjoyable listening to them (listening
audios) and know what
they are really about.”
(S12, CB).
7: Teaching Enjoyable | “Because it is new and | unconventional
method different for me. This is
my first time to experience
teaching by this way.”
(S20, TD).
8: Language skills | Yes “The writing was the skill | writing skill personal
development that improved the most description
because | had to write task
about myself.” (S12, CB).
9: Classroom Yes “When you used group | involve group comfortable
interaction work, we talked more, felt | works and
development more comfortable with encourage
each other, and we were more talking
excited.” (20, CB).
10: Yes “They are very very nice, | enjoyable
Recommendations they will not feel bored at | lessons
all unlike the lessons from
the coursebook.” (S5,
TD).
11: Suggestions/ Suggestion | “Explain first the Explicit
comments/ grammar rules and then grammar
problems we can go to the teaching
activities.” (S25, TD).
Comments | “Ididn’t like working in | Working in
pairs, they didn’t have pairs was not
interaction” (S29, CB). enjoyable
Problem “if it is all in English, I Teaching using
won’t understand, I’ll be | English only

Table 4.16: Examples of the interviews coding process

S = Student
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5- Checking the coding analysis to increase the coding reliability:

The same PhD colleague who checked the translation samples also checked the coding
analysis. We arranged a meeting via Microsoft Teams and discussed the nodes of the first
question. The first question is general and included several nodes that are relevant to other
themes as well. After our discussion, we agreed that some nodes should include sub-nodes and
two adjective nodes should be avoided to improve the coding accuracy. For example, “exciting
and not serious” was coded as one node because one student said it. On the other hand, “various
and new” was coded as two separate nodes as the word “new” was said by multiple students.
Samples of coding analysis were also discussed with my supervisor and similar comments were
suggested. The following sections present the findings for each group according to the

interview themes and questions.
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4.4.1 Text-Driven (TD) group

Q1: General feedback on the lessons

& Enjoyable =18/18

|
| | I I I | |

Useful (2) Not similar to New Invalve Engaging Unconventional Love English
the course information group materials (6) learning (1)
| book (16) (1) work (2) (6)
expressing
opinions (1) | not like the
better encourage appealing regular
| understanding (1) | discussion pictures (1) learning (3)
enjoyable (1)
and[ti;eful encourage L exciting_and expr:::nce
communication (1) not feeling not serious
shy (1) (1) )
encourage )
'l predictions (1) fun stories learning
- and videos from
L different
| | more useful (1) (1)
resources
topics they (1)
| more enjoyable love (2)
(3)
new way of | verious(t)
learning grammar creative, not
and vocabulary (1) | boring (1)
engaging materials different topics
N (8) ] (2)

familiar stories

(4)

the idea is fun (1)

Figure 4.5: General feedback on the lessons (TD interview responses)
This question shows that all the TD interviewees (18/18) enjoyed the lessons and provided
many positive reasons, as seen in Figure 4.5. Most of the students compared the Text-Driven

materials with the coursebook from different perspectives, as explained below:

1- TD lessons helped the students to understand better:
Student 1:

“I feel that they are nicer than the ones in the coursebook, it was a big difference, I could understand
from them more than from the coursebook™.

NS (e 28U Al e ST e Cragh iny IS (38 S (he ad Ll Gualt
2- Encouraged communication and predictions:
Student 20:

“Because we were able to communicate with each other more than we do in a lesson taken from the
coursebook™.
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Student 17:
“The story that we had to predict, it was not written and we had to answer the questions? No! we were
predicting the events of the story to complete it”.

il 4y sl o5 paeld ) L) 1Y S e Cogla s A S e s iy il |5 5 LS I L) gl
n SE'

3- More enjoyable and useful than the coursebook:
Student 20 said that she tried something new and more enjoyable away from the coursebook
rules:

“I tried something new, I tried to learn from lessons outside the textbook or the book rules, so I didn’t
find it as a lesson!, I found it as a normal thing, more enjoyable”.

Fiaa sale (o5 ) S | ey A3 bl L iy QUSI () 8 ol LS (Gl HLA (s 00 030 Capsa daa S Gy
‘u)ssi
Student 3 found these lessons more useful than reading and answering questions from the

coursebook:
“They benefited me a lot more than reading and answering the questions in the course book. If I keep

depending on the coursebook, I won’t learn like what I learned with you. So, it made a huge difference
for me”.

5l law e (a5 ) ing, sl s a8 als 81 Gy S o 81400 o ST ing 5 50 5l
NS o pedglae 8 B8, () (Slae Gy gula
4- Unconventional in terms of grammar and vocabulary learning:

Student 11:

“We learned the grammar and the vocabulary in a new way, we did not follow what is exactly written
like in the coursebook™.

MU Sl (o) pailly indiale Jixy Banaa A8 jlay (5 LS il 5 e dll aaliBaclE ™
5- Engaging in terms of :
e Being creative and not boring:
Student 14:

“They were really nice and not boring, creative, not as the usual lessons from the coursebook”.

M Gl iSI G oS5 A g Laly (5 505 S Alas ge B sl 2aia!
e Include different topics that are new for the students and enable them to share their ideas:
Student 36:

“the topic is not from the coursebook, so everyone provides an idea about it... you brought up different
topics that we haven’t discussed before in English”.
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e Include familiar stories:
Student 13:

“The majority of the coursebook stories are historical or very fictional. But we know the stories you
used, we have seen them as films in our childhood, so they are wonderful”.

Al ) Y 5 Aay J ()55 el ) S Gl Laliad LIS Walidic LIS ey 038 | o3 (5 se i mund 43Y Canidin"
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Student 11:

“something we already knew, so it was really enjoyable when we had the stories of Cinderella and Snow
White”.
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e The idea of the lessons; fun and comfortable, unlike the coursebook content:

Student 3:

“The idea is very nice and fun, not like the ones in the coursebook that have lots of details and
information. I felt very comfortable. It was nice I liked it”.
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Other interviewees said that the lessons were unconventional and provided different reasons.
For instance, Student 6 said she had an opportunity to learn from different resources, which
was a new experience for her. Others noted that the method was unconventional and new for
English learning (Students 33, 34, 5). One participant expressed concerns about teachers’ use

of new techniques in English classes:

Student 33;

“It was different, we did not learn something like this in high school. The teachers never thought for
once to teach us the lessons by this method”.
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Students in this context used to learn by memorization, as discussed in Chapter One, Section

1.2.1, which may not motivate the students to learn, as explained by Student 34 below:

“They were different from the regular learning routine which is memorisation. The information was
delivered smoothly to me and this motivated me to continue in the class”.
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G

The participants also commented that group work facilitated their understanding and
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encouraged them to cooperate (Student 36). Student 33 added that the students participated and
did not feel shy when working in groups. Commenting on usefulness, Student 14 stated that
the lessons were useful and enjoyable at the same time, and Student 6 found the lessons useful
because they helped her express her opinions. Moreover, the students learned new information
they did not know about before (Student 7).

With regards to engagement, some students compared their engagement of the TD materials
with the coursebook, as previously discussed, while others did not make comparisons. Those
who engaged with the lessons reported that the lessons were various (Student 25), included
attractive pictures and topics that they love (Students 7, 25, 4), and included stories and videos
to have fun and learn at the same time (Student 35). Furthermore, although the lessons’ hours
were long, they were exciting and not serious (Student 14). Finally, Student 3 provided a
noteworthy response in terms of English learning, she said that she loved the English language

and what she learned from these lessons:

“I felt that I spent the best week in my life in terms of English learning. This is my first time to love this
subject and the thing that I learned from it”.
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Q2: Activities

Enjoyable =18/18
[
I I I |
Develop self- Involve group work Unconventional Engaging (8)
confidance (8) (4)
(1)
encourage not similar to the topics (1)
interaction (1) regular learning
1
(1) tasks (7) encourage
ful imagination
useful (3) different (2) 8
(2)
N creative (1)
facilitate
understanding
(1)
support
autonomous
learning (1)
new activity
(2)

Figure 4.6: Feedback on the activities (TD interview responses)

Figure 4.6 shows that all the participants enjoyed the activities (18/18). For instance, Student
7 said that the activities developed her self-confidence to express her opinions freely and

encouraged her to speak more in English:

“I felt that they made me more confident to express my opinion freely. They made me speak in English
for the first time as [ wasn’t speaking English before at all. My English improved. I used to speak in
Arabic instead of English in the classes”.
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Other students said that the activities were unconventional (Student 1), creative (Student 14),
and different (Students 13 and 34). Student 13 further explained that the traditional activities
are limited even in group work; they usually include questions to answer and do not provide a

chance to interact:

“we used to have limited activities that even if we worked in groups, only one student would answer
while the others are just writing down the answers. But this time, we were all participating”.
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Regarding group work, the students found them useful for opinion expression (Student 14),
encouraging interaction (Student 33), facilitating their understanding (Student 36), and
supporting autonomous learning by collecting and searching for information (Student 20).
Surprisingly, some students found group work new and unconventional activity (Students 25,
36).

With regard to engagement, some learners explained that they were engaged with the topic or
the task. For example, the activities encouraged their imagination (Students 35, 4), and the
topics were enjoyable and simple (Student 3). Student 34 provided a notable response and said
that she enjoyed writing Cinderella’s letter and learned how to write not only in an enjoyable
way but also more straightforwardly and quickly:

“even when I was answering (the questions), I enjoyed the idea that I was writing to Cinderella... this

time | learned how to write it in a simple quicker way, and it taught me to write it in a nice enjoyable
way too”.
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Qs3 & 6: Spoken texts

] Clear (4)
enjoyable (1)
— Connected with real-life (2)
funny (&)
“ Engaging materials (19)
E“i°’fab|9= | love the topic (1)

15’18 — Encourage imagination (3)

the idea of making assumptions (8)

—  Encourage predictions (2)

the idea of meeting a famous person (3)

L Facilitate understanding (2)

Did not _
. Not colourful and lively (1)
enjoy one of

the texts =
2/18

Not Boring (1)
enjoyable =
1]'13 Initial unfamiliarity to the

teaching method (1)

Lack of understanding (1)

Figure 4.7: Feedback on the spoken texts (TD interview responses)
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15/18 TD interviewees enjoyed both spoken texts, two students enjoyed either Spoken Text 1
or 2, and only one student did not enjoy both texts. For example, student 10 did not enjoy both
texts because she was not used to the teaching method in the first lesson when Spoken Text 1
was used, and Spoken Text 2 was boring for her, although she believed the other students
enjoyed it. Other students enjoyed Spoken Text 2 only because the video in Spoken Text 1 was
not colourful like Cinderella and Snow White (Student 11), and they did not understand it
(Student 6).

Most of the interviewees (14/18), however, found the spoken texts “engaging” for several

reasons:

1- The idea of making assumptions (Spoken Text 1) was enjoyable and new:
Student 13:

“T liked it because they started asking each other questions to be able to imagine each other. It was nice
and unusual... they were laughing, having fun, and not taking things seriously”.

LS U Y R A A T R PN R CIE ESg N NPE e

It seems that student 13 not only enjoyed the video but also how the topic “being a single mum”

was discussed in fun and not serious way.

2- The idea of meeting a famous person (Spoken Text 2) was enjoyable and new:
Student 36:
“The idea itself that [ meet a famous person. This is something rare...It didn’t happen to me before
that I meet a famous person, so I liked the idea”.
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3- The texts were funny and made them laugh (6/18), discussed topics they love (Student 25),
and engaging (Student 34).

Other students found the texts enjoyable because they were clear in terms of the conversation
(Student 9), accent (Student 7), and details (Student 1). Also, the texts connected with real-life
as stated by Student 11:

“Because | felt as if we are not in a class, it was something from the curriculum but related to our real
life. I did not expect that | might talk with my teacher and tell her about my favourite singer or who |
wish to meet?”.

Siia M\@gs:i a4l Cnd gila Ll (g ol s grgial) G nggﬁoﬁtﬁw,‘wmuﬂu\m" «s‘\z"'
DI sk e ol Jamtall ikl Gl Ll g8

130



Student 11 felt that she was not in a real classroom because she had a chance to talk about her

favourite celebrity with her teacher (researcher), and she did not expect that.

Additionally, the spoken texts encouraged imagination (Students 3, 33, 7), L2 predictions
(Students 14, 36), and facilitated understanding (Students 1, 7). The following quotes explain

each reason:

e Encouraged imagination:
Student 33:

“You gave us a chance to think, to imagine and make it possible, because it may happen one day that
we meet our celebrity”.
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e Encouraged predictions and speaking in English:
Student 36:

“Because it gave me a chance to speak, predict the look (appearance)... I improve my speaking in
English”.
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e Facilitated understanding:
Student 7:

“l suddenly felt that | was able to understand most of the video. There were words | am not familiar
with, but I understood them”.
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Qs4 & 5: Reading texts

Enjoyable =18/18

|
| I | I I |
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memoaries (2) | ing (1)
earning

|| experiential (1)

H] familiar (3)

love Cinderella's
story (9)

love Disney films

(3)

learning

|| interesting facts
(12)

Figure 4.8: Feedback on the reading texts (TD interview responses)

All the participants (18/18) enjoyed the reading texts. Engaging materials was a common view

amongst interviewees (17/18), and they provided several reasons discussed below:

1- Reminded them of memories from childhood:
Student 7:
“Because it is related to my childhood, it reminded me of the old days. It was very very wonderful”.
M8 e b sl o e ey sl (583 ey A gilall 5a A3 LY
2- They had a chance to experience the story:
Student 25:

“I liked it because it felt like we are living the story in real life”. ‘
Ml Led Ldie a8y S

3- The story was familiar to them; enjoyable and not serious:
Student 14:

“because we already know the story...I didn’t feel like I was in a serious class, it was nice”.

Mola OIS g OISy ol Ciale | Lgd 2 (e
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4- They love Cinderella’s story and Disney films:

Student 11:

“because who doesn’t love Cinderella’s film? | felt strange that | am taught something about
Cinderella... I did not expect that this was the lesson!”.
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Student 33:
“because I'm a fan of Disney films”.
M ol ola e Ul Y
Student 11 was surprised that she was taught Cinderella story in a real English lesson!. Others

enjoyed Cinderella’s story because it was taught in English (Students 36, 5).
5- They learned interesting facts:

Most of the students found the facts new and interesting (12/18). For example, Student 25
enjoyed the fact of the studio and real-life animals:

“I liked the idea of the studio that they bring animals to draw them, so they can appear as real in the
film and make the picture clear”.
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Another student enjoyed the fact that the man used a box frame to change his voice:
Student 4:
“it was actually fun when we knew that there is a man who changed his voice”.
Misa gt Ja) 4 W e Ll i S ) gl Aad yea”
It was remarkable that the students still remember the facts and the details they learned although

the interviews were conducted after the lessons and the tests.

The reading texts were also enjoyable because they encouraged the students to predict the story
events (Student 9) interact with each other (Students 13, 3), simple in terms of vocabulary and
grammar (Students 20, 34), and help them to be autonomous learners in learning new
vocabulary (Student 34). Finally, the story was unconventional and connected with real life, as
stated by Student 1:

“because it was something we do not normally take, I felt it was something we could relate to and not

something outside our daily life”.
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Q7: Teaching method

Many activities (1)

Involve group work (1)
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Quick delivery of the
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Exciting (3)

creative (1)

Unconventional (11)

Not serious (2)

Useful (2)

Figure 4.9: Feedback on the teaching method (TD interview responses)

All the interviewees enjoyed the method of teaching. Firstly, the students found the TD method
unconventional (10/18). For example, Student 13 enjoyed the lessons and compared them with

her previous learning:

“Because we have been taught English in the same way all over the past years...So, this change in the

way of teaching is nice. We felt happy in these classes not like the usual classes”.
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Another student compared the TD method with the traditional way in terms of language

development, particularly in English-speaking:

Student 10:

“it was new, not the same way of teaching that we see every day and every year, so then what’s the
result (of this usual way of teaching)? there is no improvement, nothing, because we are not talking!”.
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She also added:
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“In the elementary and high schools, the teacher says one sentence, and the whole class says it after
her without changing a word in the sentence.”
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Secondly, the method facilitated the students’ understanding (4/18). According to Student 9,
the materials supported better comprehension and interaction, unlike reading and answering
questions from the coursebook:

“It makes me understand, and know how to participate. It’s not like before when I had to read and
look for a particular thing to be able to participate, no!”.
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Another interviewee said she understood better because the teaching was only in English
(Student 4). This observation indicates that teachers’ L1 use may not be helpful for L2 teaching,
although it might be preferable for some lower-level learners, as found in the questionnaire

responses (Q6).

Thirdly, the TD method was exciting (Students 3, 5, 17), not serious (Students 6, 7), encouraged
them to interact (4/18), and helped them develop self-confidence (Students 3, 9). For instance,
Student 33 said she interacted a lot because she felt comfortable. Student 3 reported increased
confidence, excitement, and motivation to initiate the discussions. Student 13 compared the
TD lessons with traditional learning in that the TD helped her to communicate and understand
even if she could not speak the English language properly:

“I haven’t seen myself communicating as much as this time. Even if I didn’t talk, I was able to

understand, | felt happy that | was understanding everything. Not like the old days when we did not
really understand anything.”
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At last, the TD method was beneficial (Students 3, 14), included group work which helped
them to understand and ask each other questions (Student 36), had various and lots of activities
(Students 25, 35), and the information could be effectively acquired (Students 3, 4, 34). For

example, Student 3 made a remarkable response and explained that engaging and familiar

topics would lead to better acquisition:

“I think if teachers start to teach like this, the delivery of the information will be quicker, easier, and we
get it very well because we are familiar with the topics”.
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Q8: Language skills development
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L | workingroups (1)

Figure 4.10: Feedback on language skills development (TD interview responses)

Figure 4.10 above shows that 18/18 students believe their language skills developed during TD

lessons.

Speaking and listening

Almost half of the participants think they developed in speaking (9/18) and listening skills
(8/18). For instance, speaking was improved by answering the activities’ questions (Students
7, 14), talking with the group members (Student 20), expressing opinions (Student 6), and
feeling independent in preparing the ELI task presentation (Student 33). Student 7 further
explained that she could order the sentence in her mind and say it in L2 even if she used little
Arabic. Student 13 provided a notable response regarding her speaking development:

“when we were learning English at school, we did not talk. Only the very good student would be able

to speak English back then. But now, all of us became able to speak, so | really liked it, it improved lots
of things really”.
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Student 14 also explained that listening to the group members improved her listening skills,
and Student 9 noted that listening to the videos facilitated her comprehension, unlike previous
traditional classes when she needed to see signs and gestures to understand. She also added that
she could depend on herself after the TD lessons by watching videos to develop her English.

Reading, vocabulary, and writing

In reading and vocabulary, Student 6 said:

“I improved because you were presenting the questions and we were reading them correctly. There
were things | did not understand but | tried to translate them.”
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Student 6 felt that she developed not only in reading but also in pronunciation, comprehension,
and vocabulary. Additionally, she developed autonomous learning by searching for the
meaning of some words/sentences. Other TD interviewees also believed they improved in
vocabulary (Students 25, 10,14).

7/18 students felt they developed in writing skills. For example, it was the first time for Student
7 to write a letter as she used to copy the teacher’s writing:
“It was my first time to write a letter. In high school, the teacher writes the letter and we just had to
copy it”.
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This response shows that previous school education does not support autonomous learning and

may not prepare the students for the required university skills.

All the skills
5/18 students felt they developed all the skills. For instance, Student 35 said:

“Yes, because every lesson has these four skills”.
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Student 1 further explained:

“I didn’t feel that there’s a skill that improved more than the other, I felt that all of them
improved”.
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These responses indicated that the lessons were integrative, one of the SLA principles in

communicative approaches.
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Although all the students felt improvement, some commented that four lessons would not be
sufficient to improve the language (Students 10, 11), suggesting the need for longitudinal

studies to examine the long-term effects of L2 materials.

Q9: Classroom interaction development

= Include many speaking and writing (1)

—| The method is communicative (1)

— Free opinion expressions (1)

- Connected with real life (1)

Yes = 18/18 - Engaging topics (1)

— Exciting activities (2)

— Feeling confident (2)

— Feeling comfortable (1)

encourage interaction (5)

— Involve group work (6)
support opinion expressions (1)

Figure 4.11: Feedback on classroom interaction development (TD interview responses)

As shown in Figure 4.11, all the participants were encouraged to interact in the classes and

provided several reasons:

1- The materials related to the learners’ real life and did not follow a specific curriculum, as
stated by Student 11:

“because it was something from our real life, we did not follow a particular curriculum”.
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2- Encouraged more communication than the coursebook method (Student 20).

3- Included lots of L2 speaking and writing (Student 5).

4- Helped the students to express their opinions freely (Student 25), made them feel
comfortable (Student 33), and confident to speak (Student 7).

5- Included engaging topics and activities which made the students excited to interact. For

instance, Student 3 said:
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“because the topics are about stories we love...So, we were motivated to participate...to express our
opinion”. ) )
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6- Included group work activities (6/18) that encouraged the students to communicate and
share their opinions. Unexpectedly, group works were not familiar to the students in this

context, and they used to work as a whole class as stated by Student 17:

“because when we learn as a whole class, there is no cooperation between us in the same way as when
we learn in groups...so I liked this method”.
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This was also found in the CB group in that working in groups was a new activity.

Q10: Lessons’ recommendations

1 Increase motivation (1)

— Facilitate understanding (1)

Yes = 18/18 —— Suitable materials (1)

— different learning experience (2)

- Unconventional (3) =

— simple (1)

- Enjoyable (3)

- Useful (2)

Figure 4.12: Lessons' recommendations (TD interview responses)

As shown in Figure 4.12, all the TD participants recommended the lessons and provided

similar reasons to the previous questions:

1- Enjoyable and not boring (Student 5).
2- Unconventional; different learning experience (Students 5, 33) and simple (Student 1).
3- Useful and facilitated the students’ understanding; even if they could not understand at

the beginning, they will with time, as noted by Student 9:
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“it will make them understand better. Even if the students can’t understand anything at all now, they
will understand with time”.
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4- Suitable materials; the pictures were suitable and not formal (Student 7).

5- Increased the students’ motivation to learn English, as reported by Student 3:

“Because it changed a lot in my personality. It made me motivated to participate most of the time and
express my opinion. It made me motivated to learn, I started to love learning, so it was very nice”.
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Q11: Suggestions/comments/problems
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Low level in English (1)
Problems =
3/18

Lessons’ duration (2)

Figure 4.13: Suggestions/comments/problems (TD interview responses)

Suggestions:

The TD students made three suggestions for future teaching and learning. Firstly, to be taught
using the Text-Driven method in all the ELI classes. Secondly, to use explicit teaching of
grammar rather than the discovery approach. As stated by Student 25, it was difficult to
discover the grammar from the story, particularly for beginner learners. The final suggestion
was to use external resources not related to the coursebook materials along with the

coursebook, as the coursebook is the main resource for the students’ examinations (Student 6).
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Comments:

One of the students commented that the method included lots of activities and no explanations
(Student 14). As found in the previous questions, using communicative activities and implicit
grammar teaching is new for the learners in this context. Another comment was related to
working in groups; for example, Student 11 complained about the limited cooperation among
the group members, which may impact her marking. The students often think about
examinations, assignments, and participation marks and have limited opportunities to enjoy
learning the language. Despite this comment, group work was enjoyable and valuable for their

language and interaction development, as seen in previous questions.
Problems:

One of the problems was the low level of English. For example, Student 36 said the lessons
were not very useful because of her low English level, but she enjoyed them. The lessons’
timing was another problem that impacted the students’ concentration (Students 11, 10). This
issue should be considered to suggest a change in the ELI learning system. However, some

students enjoyed the TD classes even with extended hours (Student 14).

The following section will present the CB interview responses, and a summary of the results

will be provided at the end of this chapter.
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4.4.2 Coursebook (CB) group

Q1: General feedback on the lessons

. Useful (1)
Enjoyable = Clear (1)
10/14
— Improvement in language (2) |— grammar (1)
1 new (1)
- Involve group work (2) .
— exciting (1)
Boring (1)
Not (
enjoyable = Repetitive questions (1)
3/14 L
Traditional (1)
Normal = — Traditional (1)
1/14

Figure 4.14: General feedback on the lessons (CB interview responses)

As seen in Figure 4.14, over half of the respondents agreed that the lessons were enjoyable,
and few were either neutral because the classes were traditional (Student 12) or did not enjoy
them for reasons such as boredom (Student 38), traditional (Student 23), and included repetitive

questions from the same page (Student 39).

Those who enjoyed the classes said that the coursebook helped them to improve in language
and grammar (Students 29 and 11), provided clear order of content to revise the lessons at any
time (Student 7), included group work which was a new and exciting activity (Students 11, 21),
and useful in terms of learning the basics, as stated by Student 40:

“very useful because my language is not quite good, so they helped mostly with the basics”.
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Group work, however, was not included in the coursebook unit, but due to the high number of
students in the classes, | divided them into groups which impacted their perceptions of the

materials, as found in Q2 below.
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Q2: Activities

— Encourage sharing ideas (1)

— Facilitate initial understanding (1)

Enjoyable= | — suitable and not difficult (1)
11/14
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— new (1)
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L useful (1)

Not all = 3/14 — Only group works (2) | encourage interaction (2)

Figure 4.15: Feedback on the activities (CB interview responses)

Figure 4.15 shows that the CB activities were enjoyable for most of the participants (11/14),
and only 3/14 did not enjoy all the activities; they enjoyed group work which encouraged them
to communicate (Students 12, 39). In fact, working in groups was an enjoyable activity for
almost half of the students. For example, Student 12 explained that working in groups
motivated her to communicate and she compared it with traditional teaching and working

individually without communication:
Student 12:

“I enjoyed the group work...This helped me to interact more, and not feel bored by only doing nothing
but listening throughout the whole lecture. The activities were enjoyable with the group, but when | do
the activities alone it’s like I am studying something (alone at home)”.
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Student 21 emphasized that most of the classes focus on the teacher and that the students do

not have an opportunity to communicate:

“Most of the classes are led by the teacher, and she does not give us a chance”.
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Student 7 supported the previous opinions and said that group work helped in better
understanding instead of listening to the teacher. Also, group work was a new activity (Student
23), useful (Student 20), and not boring (Student 24). For instance, Student 23 stated that this

was her first time experiencing group work:

“It was the first time to try working in groups together, and it was something new and nice”.
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Other activities were also enjoyable for some learners because they encouraged them to think
and share their ideas (Student 38), helped in initial understanding (Student 27), and suitable
not above their language level (Student 40). Moreover, they were useful (Student 29) and

helped them answer and create sentences independently (Student 4).

These responses indicate that group work affected the students’ opinions toward the activities.
As discussed in Q1, the CB unit did not include group work and was used to manage the

classroom during online teaching in 2020.

Qs3 & 4: Reading texts

Clear (2) |

Family related topic (4)

Enjoyable =
7/14

Learn new facts (2)

Not boring (1)

Learn new vocabulary (1) |
Simple (2) |

Boring (2} |

Did not enjoy

Difficult to find answers (1) |
one of the

texts = 5/14 Lack of understanding (1) |
Lots of information (2) |
Lots of information (1) |
Not
enjovable = Lack of understanding (1) |
2/14

T TT1 Tt

Long texts (1) |

Figure 4.16: Feedback on the reading texts (CB interview responses)
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Figure 4.16 shows that almost half of the interviewees enjoyed both reading texts while the
others either enjoyed one of the texts (5/14) or did not enjoy at all (2/14). These responses echo

what was found in the questionnaires (Q4).

The students who enjoyed “The face of seven billion people” said that the text was simple
(Student 40), clear (Students 11, 21), and they learned new facts (Students 4, 29). Student 11,
for instance, explained that the text was clear because it was separated with headings, allowing
her to find the answers quickly. Nevertheless, a few interviewees did not enjoy the text because
it was long (Student 39), had lots of information (Student 23), and they did not understand it
(Students 7, 35). It was remarkable that lack of understanding was discussed by the students
who enjoyed the text (Student 27) and those who did not enjoy it (Student 35).

With regards to “Family in Kenya” text, the students enjoyed it because it talked about family
(4/14), not boring (Student 24), simple (Student 27), and they learned new vocabulary that can
be used in their daily life (Student 23). However, some reasons affected the students’
enjoyment such as boredom (Student 11, 38), the difficulty in finding the answers from the text
(Student 21), and the text involved lots of information (Students 11, 39). As an example,

Student 39 explained:

“No, I didn’t like it. Because it had so many things, so many information, and names, and I didn’t like
that.”
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Students in this context used to listen to their teacher most of the class time and answer
comprehension questions rather than expressing their opinions about the text. This could be

why the students felt confused and did not enjoy reading the text.
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Qs5 & 6: Spoken texts

— Clear (2)
T Simple (3)
Enjoyable =
11/14 Short (1)

- Reading is not required (1)

L—{ Learn correct pronunciation (1)

Did not enjoy
one of the — Include details (1)
texts = 2/14

Not
enjoyable= — Not exciting (1)
1/14

Figure 4.17: Feedback on the spoken texts (CB interview responses)

As shown in Figure 4.17 above, 11/14 students enjoyed all the spoken texts, 2/14 enjoyed one
text only, and 1/14 did not find the spoken texts enjoyable.

Those who enjoyed the spoken texts said that the texts were short (Student 23), did not require
reading, concentration, or searching for information (Student 11), and supported learning
pronunciation (Student 39). Furthermore, the texts included simple vocabulary suitable for
their understanding (Students 4 and 40), and the comprehension questions were simple and
clear (Student 7). Other interviewees stated that the texts were difficult and did not understand,
although they were enjoyable (Students 27 and 29). This contradiction reflects the learners’

low English level.

However, a few students did not enjoy Spoken text 1 (Student 38) and Spoken text 2 because
it included details (Student 23), and only one student did not like any of the spoken texts, she

said:

Student 12:
“Honestly, not really. I wasn’t excited to finish listening to them and know what they are really about”.
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The CB responses to this question indicate a lack of engagement with the texts as the most
reported reasons were relevant to the language used (simple, clear, and support learning

pronunciation).

Q7: Teaching method

Encourage interaction (2)

— Not boring (1)

—  Support concentration (1)

Enjoyable =

- Simple (2)
14/14

— Traditional (1)

— Involve group work (3)

—t More enjoyable and useful than the materials (1)

Figure 4.18: Feedback on the teaching method (CB interview responses)

As shown in Figure 4.18, all the CB participants enjoyed the teaching method for many reasons,
as discussed below.

Firstly, the method involved group work, a new activity for the students (Student 11), and
helped them cooperate (Student 39). Student 11 further clarified that they used to work
individually, which was boring:

“It is not the same as the classes everyday...We do not work in groups (in everyday classes), so they
are a little bit boring and you even feel that they are very long, but your method was not like this”.
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Secondly, it was simple (Students 21, 23), traditional (Student 12), decreased the students’
boredom with the coursebook (Student 24), and supported concentration (Student 35).
Moreover, the teaching method was more useful and enjoyable for English learning than the
coursebook materials (Student 38) and promoted the learners’ interaction (Students 21, 29).
For example, Student 29 said that she had a chance to talk and interact, which was a new

experience for her:
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“We can interact with you, you give us this chance, so I liked it a lot. The method of teaching was also
nice I didn’t experience it with another teacher before”.
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From the above responses, working in groups and whole class activities positively impacted
the learners’ perceptions of the coursebook materials. This view was also supported by Student

38 when she said that she enjoyed the method more than the materials.

Q8: Language skills development

— All the skills (1)

— Grammar (1)

— Learn new vocabulary (3)

Yes = 10/14 Reading skills (3)

Listening skills (4)

Writing skills (2) —— personal description task (1)

in presentation (1)
— Speaking skills (7) {

classroom participation (4)

Not really =
4/14 — Short time (2)

Figure 4.19: Feedback on language skills development (CB interview responses)

Figure 4.19 shows that 10/14 interviewees felt improvement in their language skills and

explained the reasons behind their beliefs below.

Listening and speaking

Listening and speaking were the most reported categories by the participants compared to other
skills (Speaking 6/10, Listening 4/10). For example, Student 21 said she developed in listening
because the unit involved many listening audios. Other interviewees stated that the teaching

method made them talk and participate even if they made mistakes (Students 7 and 11),
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strengthening their self-confidence to speak more in English (Student 7). Student 7 further

added that other teachers would not allow them to turn on the mic and speak:
Student 7:

“you encouraged us to turn on the mic, the other teachers would never allow us to turn on the mic and
speak”.
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Another student supported this view in that participation with the whole class was something
new and helped develop speaking skills (Student 23). Furthermore, one interviewee reported
improvement during her presentation task at the ELI (Student 21).

The above comments represent the method of teaching in this context in which the learners are
acting as recipients of the information and do not have the chance to communicate. Therefore,
speaking with the whole class and in groups helped them to talk and interact even if the tasks

focused on language practice.

Reading and vocabulary

Some learners felt improvement in reading and vocabulary skills (3/10). For instance, Student
4 commented that she learned new and useful vocabulary that can be used outside the
classroom. Student 29 said she could read and understand better, although she was not

interested in listening or reading before taking these classes.

Grammar, writing, and all the skills

These skills were reported by a few learners (1 or 2/10). Student 12, for example, felt
improvement in writing because she was writing about herself, and Student 39 felt that she
developed all the skills because they were not taught separately. This comment was also found
in Q8 (TD interview responses), reflecting the integrative approach used in these materials.

Although the majority of the participants felt improvement, some stated that the classes did not
support their language a lot (Students 20, 35), and two commented that the time was short; one

week was insufficient for language improvement (Students 12 and 27).
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Q9: Classroom interaction development

1 different (1)
— develop self-confidence (1)
Yes = 13/14 — Involve group work (9) |—— feeling comfortable (1)
— exciting (1)
— encourage talking (2)
| use of different members (1)
Not reaIIy y E If the lessons enjoyable (1)
1/14

Figure 4.20: Feedback on classroom interaction development (CB interview responses)

As seen in Figure 4.20, 13/14 interviewees reported group work as the main reason that

encouraged them to interact. Their responses are clarified below:

e It was different (Student 23) and made the students excited, as stated by Student 12:

“I didn’t feel bored. I didn’t listen to half of the conversation and skip the rest. I was excited to answer,
and go to the next question and so on”.
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e Made them comfortable (Student 20) and developed their self-confidence in L2 speaking
(Student 24).
e Encouraged them to talk (Student 20) and discuss any difficulties (Student 7).

e Group members were changing every time, and this helped them to communicate (Student
39).

However, only one student said that she was not encouraged to interact unless the lesson was
enjoyable (Student 38). This reflected her answer to the first question when she did not enjoy

the lessons because they were boring.
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Q10: Lessons’ recommendations

Unconventional and not boring (1)
Yes=11/14 {

Useful (1)

No =2/14

May be =1/14

Figure 4.21: Lessons' recommendations (CB interview responses)

Figure 4.21 shows that 11/14 CB interviewees were happy to recommend the lesson to their
friends, 2/14 would not recommend them, and only one student was neutral. For example, the
classes were beneficial (Student 7), unconventional and not boring, as noted by Student 11

below:

“it was not boring at all...I don’t like answering the questions individually all the time. When I work
alone, | feel scared a little bit, I feel that it might be wrong or something. But in groups, each one helps
the other... This class was not as the normal routine, it was a little bit different”.
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From the above comment, it seems that group work activities offered the students sense of

security and a supportive learning atmosphere.

Q11: Suggestions/comments/problems

Suggestions = ]
— Implement the same teaching method (1)
1/14
Comments = —— Working in pairs was not enjoyable (2)
2/14
Problems = — Teaching using English only (1)
1/14

Figure 4.22: Suggestions/comments/problems (CB interview responses)

151



As shown in Figure 4.22, one interviewee suggested using the same teaching method (Student
23), i.e. using group work activities. Others commented that working in pairs was not enjoyable
(Students 27, 29) and did not stimulate interaction (Student 29). Student 7 made a remarkable
response and said using English only in EFL classes would not support her understanding at

this level and might decrease her motivation to learn:
Student 7:

“if it is all in English, I won’t understand, I’ll be lost, I’ll feel bored. Actually, when I hear a word in
Avrabic, | feel excited to know it in English. This is what I prefer in the method of teaching”.
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4.5 Summary of results

The findings show that the majority of the TD and CB interviewees enjoyed the materials and
that the materials encouraged them to interact and supported their language skills to improve.

The results are summarised and compared in Table 4.17 below:

Learners’ feedback on the materials’ enjoyment TD CB
and development of interaction and language
skills
Enjoyed the four lessons 18/18 10/14
Enjoyed the activities 18/18 11/14
Enjoyed the reading texts 18/18 7/14
Enjoyed the spoken texts 15/18 11/14
Encouraged to interact 18/18 13/14
Felt improvement in language skills 18/18 10/14

Table 4.17: Summary of TD and CB interview responses (quantitative data)

Several reasons were reported by the TD and CB interviewees, reflecting their positive
perceptions of the materials. The most frequent responses were summarised in Table 4.18

below:
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Positive reasons reported

TD

CB

1- Engaging materials

-funny, exciting, and not
serious.

-promote prediction and
imagination.

-include familiar stories,
engaging topics and tasks.
-various and creative.
-learning interesting facts.
-experiential and bring back
childhood memories.
-connected with real life.

-include family-related
topic.
-learning new facts.

2- Simple, clear, and suitable

-clear conversations,
accents, and details.
-simple vocabulary and
grammar.

-suitable pictures.

-clear and simple
comprehension questions.
-simple vocabulary.

-clear order of text’s
content.

-suitable activities for their
language level.

3- Facilitate understanding

-TD method supported
better comprehension than
the coursebook because the
texts were connected with
engaging topics.

-the CB activities facilitated
initial understanding.

4- Involve working in groups

-new, useful, and enjoyable.

-encouraged cooperation and facilitated comprehension.
-developed self-confidence and made the students

comfortable talking.

-support opinion expressions and autonomous learning

(TD).

5- Beneficial

-support opinion
expressions.

-support learning the basics.

6- Unconventional

-new grammar and
vocabulary learning.

-new experience in learning
from different resources.
-different and creative
activities.

-involve group work.

7- Support autonomous
learning

-searching for the meaning
of vocabulary.

-watching videos after the
TD lessons.

-preparing for the ELI task
presentations.

-answering the activities
individually.

Table 4.18: Summary of TD and CB interview responses (qualitative data)
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Despite the positive reasons discussed above, a few learners reported negative ones that
affected their engagement with the materials. For the TD group, the spoken text used in lesson
1 was not colourful, they did not understand it, and the teaching method was unfamiliar. On
the other hand, the CB group commented that the texts included details, they did not understand
them, and they felt bored. The students’ responses in the interviews suggest that the TD group
was affectively and cognitively engaged with the materials, whereas the CB group was engaged

because working in groups was a new and enjoyable activity for the learners in this context.

The following chapter will present and compare the findings of TD and CB classroom
interaction analysis (CIA) to examine turns frequency and interactional patterns that emerged
between Teacher to Students (T->Ss), Students to Teacher (Ss—T), and Students to Students

(Ss—>Ss) on different occasions.
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Chapter Five: Findings of Classroom Interaction Analysis
(CIA) (RQ2)

5.1 Introduction

This chapter presents the findings of the classroom interaction analysis to answer the second

research question of this study, specifically, sub-questions 2.1 and 2.2:

RQ2: Which materials Text-Driven (TD) or Cousebook (CB) can facilitate more classroom
interactions?

2.1: Is there a difference in the frequency of interaction between the Text-Driven (TD) and
Coursebook (CB) groups?

2.2: What type of interactional patterns arise in the Text-Driven (TD) and Coursebook (CB)
groups?

Several stages were followed during the classroom interaction analysis, explained in detail

below:

1- Transcription process:
All the recorded classrooms were analysed and transcribed using Seedhouse (2004) interaction
conventions as discussed in Chapter 3, section 3.6.3.1. Some parts of the recorded videos were
not transcribed because of the internet and system issues. Transcribing these parts is considered
irrelevant as the primary focus of this analysis is on students' interaction in whole class and

group/pair work activities.

During transcription, | translated L1 utterances in all the transcripts to simplify the coding
process and selection of extracts. The translators validated the translation process as accurate

during the interview analysis.

2- Selection of the action sequence/s:
It is important to categorise the actions and stages of the lessons. For example, highlighting the
parts when the students respond to readiness, experiential, intake, input, and development
activities. Doing this would help me to categorise the interactional patterns and discuss extracts

from various stages, thus increasing the reliability of the findings.
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3- Analysis of turn-taking patterns using Nvivo:
Thematic coding analysis was used. | analysed each turn by the teacher and the student/s and
assigned patterns such as asking closed/open Qs, giving feedback, and making comments. Each
pattern was defined with examples in Appendix 15.

4- Frequency analysis of Arabic and English turns:

The last step was a calculation of turns in L1 (Arabic) or L2 (English) in whole-class and
group/pair work activities. The turn units can be “sentences, clauses, or words” (Seedhouse,
2004, p. 28). Since the students had low proficiency level, this study defines the turn as letters,
numbers, words, sentences, phrases, and clauses produced by the learner/s or the teacher.

Examples of turns are explained below:

Turn units Examples References
Letters C? (L9, CB L3)
Numbers 23% (L2, CB L3)
Words have (L24,CB L3)
Sentences 55% of the Chinese use the internet. (L11,CBL3)
Clauses my best part when she become princess? it was beautiful. | (L2, TD L2)
Phrases lucky girl. (L2, TD L2)

The following sections will analyse the teacher's and students' turn frequency, and the
interactional patterns that emerged between Teacher to Students (T->Ss), Students to Teacher
(Ss=>T), and Students to Students (Ss—>Ss) in both TD and CB groups. Summary of findings
will be provided at the end of this chapter.
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5.2 Turns frequency: Text-Driven (TD) and Coursebook (CB) groups

Teacher's and Students' Turns Teacher's and Students' Turns
(TD Group) (CB Group)
11.23%
3.84%
7.07% l /
0% 20% 40% 60% 80% 100% 0% 20% 40% 60% 80% 100%
m Teacher's turns m Teacher's turns
= Students' turns in English = Students' turns in English
= Students' turns in Arabic = Students' turns in Arabic
Students' turns in both Students' turns in both

Figure 5.1: Comparing Teachers’ and Students' Turns in TD and CB Groups

As seen in Figure 5.1, the frequency of the TD students' turns is higher than the teacher’s,
whereas the turns produced by the CB learners were almost equal to their teacher’s. This seems
to reflect the learner-centred approach used in these lessons. It was remarkable that the CB
group English turns were slightly higher than the TD group, whereas Arabic and both (L1 and
L2) turns were higher in the TD group. The TD learners were asked to predict and share their
opinions which require adequate L2 knowledge to produce open responses, unlike the CB
learners who mostly answer closed and short responses. Additionally, the TD turns were
personally meaningful and relevant to the tasks and topics, albeit they used both their L1
(Arabic) and L2 (English), while the CB turns were mainly relevant to language points (i.e.

grammar and vocabulary). The patterns of these turns are explained in Section 5.3.

Overall, the TD students' turns were higher at 62% compared to the CB at 52%. These findings
were further compared in figures 5.2 and 5.3 below concerning whole class and group/pair

work activities.
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Ss' Turns Frequency

Total | —
Pairwork |l
Group work  —
Whole coss -

0 200 400 600 800 1000 1200 1400
Whole class Group work Pair work Total
mCB 609 192 75 876
ETD 730 490 74 1294
mCB mTD

Figure 5.2: Comparing TD and CB Students' turns

English Turns Arabic Turns English and Arabic Turns
Total Total | —— Total | —
Pw | Pw Pw
6w | O | — Gw | —
we - We
0 500 1000 0 200 400 600 0 100 200

Wc Gw | Pw Total Wc | Gw = Pw Total Wc Gw Pw Total
BCB 563 44 14 621 mCB 39 103 48 190 mCB 7 45 13 | 65
BTD 593 81 17 691 BTD 97 331 27 455 BTD 40 78 30 148

mCB mTD mCB mTD mCB mTD

Figure 5.3: Comparing TD and CB Students' Turns in English, Arabic, and Both (English & Arabic)
We= Whole class  Gw= Group work ~ Pw= Pair work
Figures 5.2 and 5.3 show that the TD students' interaction including whole class, group work,
and pair work using L1, L2, and both L1&L2 were higher than the CB group. Although the
frequency of pair work turns was almost similar between the two groups (TD =74, CB = 75),
the TD students produced more turns in English and both languages than in Arabic compared
to the CB group (please see Figure 5.3). It was also found that both groups produced more turns
in whole-class and group work activities than pair work (please see Figure 5.2). As found in
the questionnaire and interview responses, working in groups was an enjoyable activity for
both TD and CB learners which therefore resulted in the development of their interaction.
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5.3 Interactional patterns: Text-Driven (TD) and Coursebook (CB) groups

Table 5.1 below summarises the overall patterns that emerged from Teacher to Students
(T—Ss), Students to Teacher (Ss—T), and Students to Students (Ss—Ss). Since the students’
language proficiency is low, the interactional patterns that emerged included both English and

Arabic turns.

Types of interaction Patterns Turns=N
TD CB

T—>Ss&Ss—T Ask/answer Closed Qs 308 645
Ask/answer Open Qs 397 63
Ask/answer Managerial Qs 167 143
Feedback 201 260
Meaning negotiation 134 52
Comments 87 8
Giving instructions 77 97
Role-playing 57 25
Sharing writing 27 20
Encouraging 14 17
Participation request 17 28
Presenting family/friends 5 11
Explaining 4 24
Repair 2 4
T reading aloud the text or reading the 26 0
students' answers
T writing students' answers 0 25
Translation 4 0
Off-topic 0 1
Total 1527 1423

Ss — Ss Meaning negotiation 88 36
Comments 76 0
Explaining 51 35
Managerial Q 32 32
Giving information 114 101
Information request 140 34
Off-topic 11 4
Opinion Q 13 0
Repair 13 4
Role-playing 19 7
Technical issues 7 4
Reading the questions 0 10
Total 564 267

Table 5.1: TD and CB interactional patterns.

T: Teacher Ss: Students

159



In sections 5.3.1 and 5.3.2, | will discuss and explain the relevant and most frequent patterns
with examples from the lessons’ transcripts. Since the interactional patterns were varied and

not all included in one lesson, the extracts were selected according to three criteria;

e Clear representation of the patterns via extended turns.
e From different stages of the lessons as explained in the analysis procedure.

e Allow comparison between TD and CB groups.

531 T — SsandSs — T interactional patterns

In this section, | compared the most frequent and relevant patterns to the focus of this research.
For instance, asking/answering closed and open questions, giving feedback, meaning
negotiation, explaining, role-playing, making comments, and sharing writing. Meaning
negotiation included clarification requests, confirmation checks, and comprehension checks

(please see Appendix 15 for patterns’ definitions).

T - Ss and Ss = T interactional patterns

Sharing writing [

Role-playing |
Comments

Explaining

]

Meaning negotiation

Feedback

Ask/answer open Qs

|

Ask/answer closed Qs

0 100 200 300 400 500 600 700
Ask/answer Ask/answer Feedback Mea'nlr?g Explaining  Comments Rolg— Sha'\r'mg
closed Qs = open Qs negotiation playing writing
mCB 645 63 260 52 24 8 25 20
ETD 308 397 201 134 4 87 57 27
mCB mTD

Figure 5.4: T — Ss and Ss —T interactional patterns.
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Open questions and feedback:

Group TD

Lesson 2

Appendix 16

Type of action Introduce the lesson's topic (Readiness activity).

T: the lesson today is about <story of a poor girl> ok? so, we gonna read a story today (.) it could be
one of your favourite children's story (.) can you guess the name of the story?

10
11
12
13
14

15

L1: ammm Cinderella?

T: P wow that's a really good guessing!

T: yes ??? it's Cinderella, this one. ((T shows Cinderella's picture))

L2: </ ((wa:w)).

T: ok, so what do you think this story is about?

L2: lucky girl.

L1: [about a poor girl]

L3: [a beautiful girl], princess.

T: yes, it's about a princess.

T: ok, so now look at this picture, can you see the picture?
LL: yes.

T: great.

T: so where is Cinderella?

In this example, T started the lesson with an open prediction question to stimulate the students'
interaction. In line 3, L1 initiated the first turn and received positive feedback from T “wow,
that's a really good guessing”, to appraise her correct prediction. Once T showed Cinderella’s
picture to the learners, L2 initiated a positive comment in line 6 “ 4} ((wa:w))”, expressing her
excitement. After that, T continued to ask open questions to encourage the students’ predictions
(lines 7, 12, and 15). This example shows that the students are engaged with the readiness
activity and motivated to communicate, as seen from their overlapping responses (lines 9 and
10), and T acted as a facilitator to support their interaction. This kind of interaction resembles
the roles of teachers and students in communicative approaches, discussed in Chapter Two,
Section 2.3.
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10
11
12
13

14
15

Group CB

Lesson 2

Appendix 17

Type of action Introduce the lesson's topic (Warm-up activity).

T: okay, our listen today is about M a family in Kenya, <before we start>, I'm gonna talk about my
family?, 1l have two brothers, two sisters, five nephews, five nieces, and (.) two daughters, OK, so,
how about you guys? is your family big or small? (1.0) a::nd can you tell me about your family?
before we start? just turn on the mic and speak (32.0)

T: I need one of you to talk about (.) family?

T: | told you about my family =

L1: = teacher?

T: yes ???

L1: mmm my family is (.) so small, | have one sister and | have one brother, | am the big sister.
T: you are the big sister?

L1: yes.

T: lucky you ??? (:

L1: you're welcome (:

T: ok, how about the others? do you have a big or small family? (1.0) so, no one have nieces?
nephews? (2.0)

In this extract, T began the lesson by introducing her family to engage the students and make
them comfortable talking about their families. The students, however, were not motivated to
respond, as indicated by the silent pause (32 sec). The teacher then repeated the question and
tried to clarify it in lines 5 and 6. After that, L1 initiated a response and talked about her family
(line 9). To develop further interaction, T asked a confirmation check in line 10 and then
appraised L1 that she is lucky to be the big sister in line 12. T continued to ask open questions
to give other students chances to interact. Although L1's response in line 13 was incorrect in
meaning, T did not attempt to correct it for many reasons. Firstly, L1 might hear "lucky you"
as "thank you", so she replied, "you’re welcome”. Secondly, even if she heard it correctly, her
reply did not impede communication since she was already finishing her turn. Thirdly,
correcting minor responses in front of the whole class may not motivate the students for later
interaction. Although the interview responses indicate that the topic “family” was engaging,

this example shows a lack of engagement and motivation among the CB participants.
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10
11

Closed questions and feedback:

Group D

Lesson 2

Appendix 16

Type of action | Introduce Cinderella’s family tree (Input activity).

T: ok, let’s start with Reine, who is Reine?
L: the mother-in law?=

L7: =Cinderella’s mother? =

L: = mother-in law? =

T: = Cinderella’s mother?

L:NO =

L7: = Cinderella’s mother.

L: mother in-law?

T: yes, Reine is Cinderella’s [mother-in-law]
L: [mother-in-law]

T: yes.

T started the input activity by asking a closed question to elicit the students’ predictions of the
correct vocabulary word. After receiving the students’ responses, T did not provide immediate
feedback; instead, she asked a confirmation check in line 5 to check if L and L7 agree with the
answer and if other students wish to join their interaction. As seen in lines 6, 7, and 8, L and
L7 believe that their predictions are correct, which therefore received positive feedback from
T. Then, T continued asking closed questions to elicit the other family words. Although this
example focuses on language points, vocabulary words and grammar were not taught to the
learners. Instead, they had to predict and search for the correct word meaning from Cinderella’s
family tree and form sentences. In this way, the students might use the correct grammar as L7
in line 7 or use their own sentences, thus supporting the students to be autonomous learners.
To clarify this point, when T asked “who is Reine?”, various answers could be developed, such
as “Cinderella’s mother-in-law, Jame’s mother, Tristan’s wife”. Moreover, the task was
engaging to the learners as their turns were continuous without gaps and prepared them to draw

and present their own family tree for the following task.
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Group CB

Lesson 2

Appendix 17

Type of action | Introduce Leakey’s family tree (Practice activity).

T: so, who gonna answer number 17?
T: ok, ??? go ahead.
L25: ah Mary?

T: yes, Mary, thank you ??? could you please ??? write it down in the PDF file? so everyone can see
it?

L14: mary (chatting)
T: ok, num_ber 2?
L2: 2 colin (chatting)
L10: colin (chatting)
T: yes, it’s Colin.

T: and number 3?
LL: Richard.

T: yes, it’s Richard.

This activity asked the students to read a short passage about the Leakey family and fill in the
family names. The type of interaction that emerged in this example represents typical
traditional classrooms in which the teacher asks closed questions (lines 1, 7, and 11) and then
learners respond to these questions correctly, which therefore receive positive feedback from
the teacher (lines 4, 10, and 13). It was useful that the vocabulary words were taught within
context, but it would be more effective if the learners discovered the word’s meaning by
themselves, as found in the previous TD task. By discovering the language, learners would
improve meaning negotiation with their peers and autonomous learning. For example, asking
the students to identify the relationship between the family members rather than asking about

their names.
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Meaning negotiation:

Group TD

Lesson 4

Appendix 16

Type of action | Talk about meeting a celebrity (Intake responses).

T: ok? thank you ??? for sharing (:, how about the others? (5.0) so (1.0) <does anyone (.)> meet a
famous person before?

L7: yes, | think | met a famous person, | think the last year? err Ahmad AlBargi if you know him?
T: Ahmad AlBayed?

L7: no? AlBargi?

T: well? no | don’t know him? how did you feel that time?

L7: mm, | can’t remember but err ¢ lgids L;Jj—'-“’_)-(vb/lﬂw-)g\—‘-’ 050 g0 dil>=yd digd S ($)uko ((I don’t know
| was a little bit happy but | don’t remember my feelings at that time?))

T: ok (: thank you ??? for sharing.

L5: I meet err fourth four person (: in the same time? but | was young so::[l was so excited (:]
(laughter)

T: [really? (: waw that’s great (]
L5: | was so excited and:: [a little bit nervous?]

T: [so who are those four persons?]

L5: (Fares) Bogna, Adel Sabwan, mmm Ibrahim (.) Saleh | think? and errr Moayed Althagafi.

T: all at the same time?

L5: yeah (: (1.0) they have a show in the MBC so they was in err a Red Sea Mall? in the err event?
there’s event in Red Sea Mall? for them? so er when we was in the Red Sea | saw them? so that’s
why?

T: so, you were so lucky then ??7? (:

L5: yeah (:

In this task, T asked the students to share their feelings if there was a chance to meet their
favourite celebrity. L7 initiated a response and asked T if she knows the person that she will
talk about, showing her willingness to communicate. In line 6, T confirmed that she does not
know “Ahmad AlBargi” and asked L7 to express her feelings to keep the conversation going.
Then, L7 responded using L1 (Arabic) though she used English in her previous turns. This
conveys her engagement with the topic, and that using L1 may explicitly clarify her opinion.

After that, T ended her turn with L7 and continued listening to other students’ thoughts. During
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their conversation, T did not attempt to correct the students’ language mistakes, but rather she
asked them to clarify their responses (lines 14, 16) or make comments to show her engagement
with their talk (lines 12, 20). In this example, the focus was on content, and the students had
the choice to use L1 or L2 as using L1 for lower-level learners would increase their motivation,
participation, security and comfort levels. If L1 was prohibited entirely, they might be reluctant
to speak in L2, feel shy, and lose engagement. It was unexpected that the students would
communicate and use their linguistic repertoire at level A2. This demonstrates that engaging
topics and tasks would boost EFL learners’ motivation and sustain more productive

communication.

Group CB

Lesson 2

Appendix 17

Type of action Fill in the gaps (Practice activity).

L: mmm number 4, step-brother?
T: yes, a brother but from one different parent is step-brother.

T: well? (2.0), >l don’t think it’s step-brother number 4 girls?<Myes, it’s half-brother_ come from
one different parent? ok so what's the difference (.) between half-brother (.) and step-brother (.)?

T: does anyone know?

L: step-brother is err your husband brother, right? | think?

T: mmm not really? (1.0) ok, let me explain =

L11: = your step-brother have (.) a different parent.

T: what do you mean ???

L11:mmm

T: can you give me an example?

L11: mmm err S fo¥ oS liilo ?L:a}é/‘yg'»y ((not her brother? they don’t share the family?))
T:ok 990 i/ s ((which means?))???

L11: oY zaj(-) Wa(.) e ((means (.) the son (.) of the mother’s husband)).
T: uhmm, yes??? § 52/ s/((or the opposite?))

L11: 19l ((yes)).

T: so, for example, Nif your father (.) married another woman (.) and this woman already have a son
(.) or a daughter (.) from her husband, then this son or daughter (.) will be your step-brother (.) or
your step-sister, ok? is it clear?
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L11: so miss is it like ah if your (.) mother married (.) another man, if he had a son, he will be a [step-
brother] right?

T: Pyes exactly, step-brother or step-sister.

In the above example, T asked the students to fill in the gaps with the correct word meaning.
For instance, after receiving L’s response, she asked the students if they know the difference
between “half-brother” and “step-brother” in lines 3-5, as these words may confuse the
learners. In line 6, L explained the meaning of “step-brother” and asked T a comprehension
check to examine her understanding of the word. In line 7, T provided negative feedback,
leading L11 to interrupt and explain the correct meaning (line 8). After that, T asked L11
clarification requests in lines 9, 11, 13, and 15 to ensure that L11, L, and other learners
understood the meaning of “step-brother”. She also provided a real-life example in lines 17-19
to emphasize L11's explanation. Then, L11 confirmed her understanding by replying to T with
a similar example (lines 20-21). Finally, T provided positive feedback and ended her turn. T
acted as a facilitator by negotiating with L11 and as an information provider by giving real-life
examples. This type of negotiation focuses on language forms rather than content.

Explaining:
Group TD
Lesson 2
Appendix 16
Type of action Introduce Cinderella’s family tree (Input activity).

T: and who is Angeline?

LL: daughter?

L: Cinderella daughter.

T: yes, Cinderella’s (.) [daughter]

L: [daughter-in-law?]

T: well, daughter-in-law is something else, ok? daughter-in-law is like son-in-law, so if Cinderella has
a son and he:: gets married to a girl, >this girl will be daughter-in-law to Cinderella, ok?<

L: ok.
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In this activity, T asked the students about the relationship between Cinderella and other family
members to elicit vocabulary words and grammar. For example, after receiving the learners’
responses in lines 2-3, T repeated “Cinderella’s daughter” to emphasise the vocabulary and
possessive ‘s. In line 5, L questioned T if “daughter-in-law” is the correct word which made T
explain the difference between “daughter-in-law” and “daughter” by giving an example from
the same context. This type of explanation occurred during the activity to respond to the
learner’s comprehension question. The TD input activities included noticing questions rather

than explicitly explaining language points.

Group CB

Lesson 2

Appendix 17

Type of action Presentation of grammar.

T: ok, <possessive ‘s and possessive adjectives>, possessive ‘s, for example, Mike’ s wife is a teacher
(.) Mike and Sally's home is in Canada.

T:so now, ‘s (.) is also the contracted form of is, >and then you have< the possessive adjectives (.)
from I (.) my, you (.) your, he (.) his, she (.) her, it (.) it's, and then we have we (.) our, you (.) your,
then, they (.) their, J.I'm gonna explain now more (.) in my slide?

T: ok, so the first question says, M underline possessive ‘s, so can somebody underline possessive ‘s
for me? here (.) in number one and number 2? ((T points at the sentences))

T: yes exactly, so we have TMike’s wife, and Sally’s home. ((a student underlined the sentences))

The above example represents the presentation stage of PPP used in traditional classrooms. T
explained the grammar explicitly to the learners and then asked them to practice what they
learned. After that, she provided positive feedback on the correct responses. Unlike the TD

explanation pattern, this action took place with the purpose of grammar explanation.

168



10

11

12

13

14

15

16

Role-playing and comments:

Group TD

Lesson 1

Appendix 16

Type of action Make assumptions (Development activity).

T: 18? ok, | want you now all (.) to talk about ??? and then we will ask ??? whether it’s right or
wrong? ok? so go ahead.

L3: mmm short hair?

L2: she’s tall?

L7: yes (:

L: long legs?

L7: no.

L3: are you skinny (.) so much?
L7: mmm no (:

L3:you’re 18 or 19?

L7: yes yes.

L: do you have brother or sister?
L7: yes (:

L: I think you look (children) (laughter)
L7: again? oh my god (: no no.

L: (laughter) (3.0)

This role-playing asked the students to predict their classmates’ appearance. As shown in this
example, the students were excited to guess; their interaction was continuous without long
pauses and involved many nonverbal actions, such as laughter and smiley sounds. It can be
seen that the students developed effective turn-taking management without any teacher
support. This role-playing task was authentic and meaningful to the learners as they could not

turn on the camera to see each other during online learning in 2020.
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Group CB

Lesson 4

Appendix 17

Type of action Introduce yourself and another person (Practice activity).

L7: miss? miss? cislain L5 lellus U/ s sdis £°F U/ ((me and ??? will participate, | will ask her, and she
will answer))

T: ok.

L7:f5 jals £5F &4/ ((ok 2?7 are you ready?))
L39: 4L 4L ((yes yes))

L7: what your first name?

L39: my name is err ??7?.

L7: ok, what your surname?

L39: ???.

L7: ok, what your job?

L39: err I'm student, University errr Jeddah.
L7: nice? er you're from?

L39: Saudi Arabia, I’'m [live] Jeddah.

L7: ok, see you [later].

L39: Bye.

T: thank you so much ??? and ???

L: you’re welcome.

The above extract shows how the students practice the language by asking each other questions
driven from the coursebook. The students repeated the questions in the exercise without
developing external questions. This kind of role-playing is artificial, limited to language, and
not meaningful and authentic to the learners. However, their turn-taking management was

successful, though their level of English was low.
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Sharing writing:

Group TD

Lesson 2

Appendix 16

Type of action Write a letter to Cinderella (Development activity).
Chatting:

L4 (G6): Hi cinderella!! Thank you so much for ur invitation for me and my sisters sarah and mona!
It’s such an honor to attend to ur dinner. My sister sarah is 20 years old and my other sister is 22.
They both like to cook for us as a hobbie. They are both students as well. And last but not least thank
you again so much for the invitation.

In this example, T asked the students to write a letter to Cinderella in groups. She clarified the
context by asking the students to thank Cinderella for her invitation, decide which family
members would attend the invited dinner, and introduce their family to Cinderella. Although
they were not taught the structure of writing an email/message and did not see an example,
their writing was coherent, organised, and used simple and appropriate language. The learners
fulfilled the task with a good attempt and the overall message was comprehensible. This
development activity was a challenge for lower-level learners and helped them to be creative

and autonomous.

Group CB

Lesson 4

Appendix 17

Type of action Write personal descriptions (Production activity).

L25: hi, my name is Atheer Baabdullah and | am 20 years old. I'm student but I'm work too. | have 2
sisters and I'm the middle one. | speak Arabic and English. (chatting)

L30: hi, I'm Aseel Alharthi, and | am from Jeddabh, it's a wonderful city in the:: red sea, | am student at
er Jeddah university, | speak Arabic but | don’t speak English normally, | am single, and | have three
brother and two sister, just?

In this example, T asked the students to write a personal description. They should write about
their first name, surname, occupation, home country, language, and family. The learners
fulfilled the task successfully, but their writing seemed to be a practice of answering short

questions rather than production of communicative and creative writing.
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5.3.2 Ss — Ss interactional patterns

This part compared the TD and CB interactional patterns in group and pair work activities (Ss
— Ss). The following parts will explain the most frequent patterns relevant to the research

focus: meaning negotiation, giving and requesting information, comments, and role-playing.

Ss-> Ss interactional patterns

Role-playing -_

Information requests | ———
Comments e —————————

Meaning negotiation h

0 20 40 60 80 100 120 140 160
Meaning Giving Information .
negotiation Comments information requests Role-playing
mCB 36 0 101 34 7
BTD 88 76 114 140 19
ECB HTD
Figure 5.5: Ss —Ss interactional patterns.
Meaning negotiation:
Group TD
Lesson 2
Appendix 16
Type of action Prediction of the story events (Experiential activity).

La: Sz (.) ddicl, )15 gumig (.) cdads sacm </ ((they bring pumpkin (.) and a mouse, | think (.) right?))=
L1: & s/=((yes right)).

L4: § mso st (3o O ()l Gnss , iy (Sl () o) ool il a9 (. Jie cpbadid) o plas o (UL
they made a carriage from the pumpkin (.) and horsemen from the mice (.) it means driver, and then
the dress (.) from what was it made?))

L1: feub sinlil b [((we should speak in English ok?))]
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L(1): bk Sgc0 déllas Laghacly [((and they gave her a new invitation card))]

L4: akenxally el Ido S )lolas 12 deld] 461 > Lud] lgigd 1! ((yes the witch reminded her that at
12 exactly (.) all this magic will disappear)) =

L(1):¢ &= =(( return back?)).

L1: 5L Lk ((no it’'s wrong))

L4: ooy, Joil _ LS g5 ((yes, they disappear before_))

L(1): € rae 48 azid LS W) < F3)b 2,5 ((she should return before her auntie’s return?))
L4: § o [golo (5 xamp o y>=uJ] 1Y ((nO: this magic should return as it was right?))=

LL: Lk Y= ((noit’s wrong))

L1: ye:s,on 12 p.m | guess.

L4: (10.0) Sbe 4/ (.) oot 29 (( then (.) what happened? (10.0)))

L1: S owde ((then?))

L4: §_ged o cuad) ((dance with the prince?))

L1: uhmm (yes)

This task asked the students to work in groups and predict the story events. L4 started the
conversation by making predictions and asking for a comprehension check to engage with the
group members and check if her predictions are correct. When L4 received a positive reply
from L1 in line 2, she continued to predict the other events and requested information about
Cinderella’s dress (lines 3-5). L1 did not notice L4’s request and suggested speaking in English
(line 6). After that, the three students engaged in the conversation by giving information (lines
7-9), negotiating meaning via comprehension check questions (lines 10-16), and requesting
information (lines 17-20). This activity increased the learners’ engagement, as seen from their
continuous and overlapping turns. Although they spoke in L1 (Arabic), their interaction was

meaningful and relevant to the task and topic.
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Group CB

Lesson 4

Appendix 17

Type of action Rewrite the sentences using “and, but” (Practice activity).

L(1): cpdand, sansd 4hai o ylin slea cpilan 4ilS 3/ L) ((if the two sentences are connected, you add)) and
whai délise 13/, ((and if they differ, you add)) but.

L(2): €26 /&/ ((yes three)) | am British, but Hindi is my first language, €26 4, ((number 3)) but.
L(1): $aS 24, ((which number?))

L(2): 426 ((three)) (7.0)

L(2): 4=/ ((number 4)) he’s from Germany, (1.0) but he works at Russia, L s ((Russia)). (5.0)
L(2): ¢sids ((did you answer?))

L(1): s o, Lo/ ((yes))

L(2): 4wes ((five)) er my friend [is 13], and he’s single, and.

L(1): [but]

L(1): but.

L(2): 4wes ((five)) and.

L(1): s« ((not)) but?

L(2): no (2.0), &5 (( I think)) and. (4.0)

L(1): exn/, 502 (( 1 don’t know, | think)) but.

L(2): lebsosi oIS | Lin¥) (5 usi Lids ((let us answer the questions, we will)) skip it. (1.0)

L(2): 4w ((six)) I live in Spain, and | work, but | work in France, 4 ((six)) but. (5.0)

L(1): $ 4= <k ((0k and seven?)) (2.0)

L(2): 4= ((seven)) she’s a student, (2.0) >Oxford University<, and. =

L(1): mm and.

The students in this task were asked to work in groups and rewrite the sentences using “and”
or “but”. L(1) initiated her turn by explaining the task to the group members. Then, L(2)
answered the third and fourth questions in lines 3 and 6, ensuring that her partners are writing
the answers in line 7. In lines 9-16, L(1) and L(2) negotiated around the correct answer, “and”
or “but”, and they did not reach an agreement. In the end, L(2) suggested skipping question

five and continuing to answer the other questions (line 16). As shown in this example, the
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students’ negotiation was mainly focused on forms and the conversation was controlled by two

students who provided the correct answers to the group members.

Giving and requesting information:

Group TD

Lesson 4

Appendix 16

Type of action Opinion questions (Intake responses).

L2: what is the most interesting part? =

L7: Js8/ U/ U/=(( 1, | will say)) ok?

L2:1) 158 15 L/ ((what is it? say it?(: )

L7: err when the girl meets_famous person and she’s surprised?
L2: oh my god (L imitates the character)

LL: (laughter)

L2: what is the most? interesting part? (8.0)

L2: (singing)

L(1): ¢ w2l aSac lis((girls did you like the video?)) (2.0)

L2: ¥((no))

L(1): (S ((wizzizhy?):))

12: el locls plic <l 520l((1 told you_ because of this | didn’t like it ))
L(1): adéall (e is sill saL((the point of the video)) its_

L2: W Lo si, unle OIS 4 25l (gl Uf Cosi s ) pall | sies s0le ((it’s normal, to be honest? | forgot
the video but | think | liked it, sort of))

L(1): $ebiae & i/ i/ b (( and what is the most thing that you liked?)) =
L2: Liriain/ , Lieiaiuh ((we enjoyed, we enjoyed)) 2= <liss ((your voice is so far a away))
L(1): $aSae/ LV Ll il ((which part did you like?))

L2: £ iae/ I <Ll 3 ((which part did | like?)) (2.0) AHS sl <lids 1 J) <l caidl Lel((when the
girl saw the errr that man like this)) 1*.hh when she was surprised?

L(1): (laughter) ¢ iz lg-inldi 520 6 42f b ((0k why you’re copying her?))

175



10
11
12
13
14
15
16

In this extract, the students shared their opinions about the video and discussed the most
exciting part and whether they liked it. For example, L2 initiated her turn by requesting
information to encourage her partners to talk. Then, L7 expressed her opinion in line 4 and
received a humorous expression from L2 in line 5 (imitating the character’s voice). In line 7,
L2 asked her group members to share their opinions and waited eight seconds without a
response, leading her to sing to attract the group members in line 8. In line 9, L(1) asked the
same question, expecting a response from L2 to continue the interaction. After that, L2 and
L(1) continued to develop further interaction by requesting and giving information (lines 10-
20). Finally, L(1) ended the interaction with a humorous comment in line 21. The students in
this example used both Arabic and English, and their interaction was meaningful and engaging,

as seen from their laughter, comments, and effective turn-taking.

Group CB

Lesson 3

Appendix 17

Type of action Reading comprehension (Practice activity)

L(3): <& ((ok)) the number of spe 4 ((what)) speaker of English (1.0) =
L(1):as =

L(2): = as second language.

L(3): ! /38 ((this is er)) one billion.

L(4): one billion = ((right))

L(2): copde s duial op pude 5 46 /98 Al 4=y )/ 28, ((number four is 23 28)) 28 =
L(3): Scpde 5 Luiai= ((28?))

L(2): Lealls fop pde 5 Luiad Luwill /o8 I/ ((the percentage 28? %))

L(2): pl,Y) sl siiul | 3a 4uas a8, ((number 5 for err wait let me see the numbers)) =
L(5): fiwilads duuss = ((897))

L(2): cpi>ls Luiad(( 38))

L: xSl 4uiad s ¥((no it’s not 38))

L(2): Y/((it is)).

L: cpi2l 5 Luiai((38))

L(2): L_we L )/ iLe | /(( yes there are no other numbers))

L: «=b((ok)).

176



10

11

12

13

14

15

16

The students in the above example were asked to answer the reading comprehension questions.
The first three lines are an example of self-initiated other repair. L(3) initiated the repair in line
1 and continued to answer the question in line 4 without commenting on her partners’ repair.
After that, (L4) in line 5 confirmed to L(3) that her answer is correct. Then, the students
continued their interaction by trying to give the correct answers, as seen in lines 6-11 or
negotiate the correct answers, as in lines 12-16. This example focuses primarily on answering
the comprehension questions using correct numbers and thus may not develop meaningful

communication.

Role-playing and comments:

Group TD

Lesson 1

Appendix 16

Type of action Make assumptions (Development activity).

L23: Are you 197

L3:78

L15: 23U </ ((Arabic is forever))

L3: il 4 js a8 ((what is his weight))
L19:80 < £33 Ll((1 guess in 80s))

L23: You like to eat pizza

L19:

L15: <&S((how))

L3: ¢ pedsii o8 4 sb ((can you guess his height?))
L19: <& Y ((I wish 170))

L19:

L26: are you tall

L3: @) i/ sk ~S((what is your height))
L15: 445 4//((the job))

L23: No

L15: «Lble ((unemployed))
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L15: uiwif-/u.M--"f((unfortunately I’'m short))

L15: _pad 5= ((my hair is short))

In this example, the students were asked to make assumptions about their online classmates.
They made predictions of age (line 1), favourite meal (line 6), height (lines 12, 13, and 17), job
(lines 14-16), and appearance (line 18). Interestingly, some learners developed the topic by
guessing their future partners (L3, L19). However, L15 in line 3 commented about using Arabic
as she could not express her ideas in English. The interaction in this example was meaningful,

engaging, and authentic to the learners, as seen from their emojis and continuous turns.

Group CB

Lesson 4

Appendix 17

Type of action Ask and answer questions (Practice activity).

L6: fhy cue alei((0k who will start?)) (3.0)

122: U/ ll/((ask me))

L6: can you spell er spell your name?

L22: ???. ((L22 spelt her name))

L6: »L7((ok)) can you repeat that? (3.0)

L22: weisas 5 A ((let somebody repeat))

L6: flaw/ cpani /e A ((repeating your name?)) (10.0)

L22: fla ) 4dd) | Ciagilo 535 5 Al ((the second one | didn’t understand it, what is it?))

L6: Bell Jull 158 AU ((it is this question)) can you, can you repeat that?J/ sxe /58 A ((which is
repeating the )) spelling 42 22a (1, <o/ (4a ((of your name, repeat it again))

L22: ???. ((L22 spelt her name))

L6: e/ 43 La (( now ask me)) questions.

122: 48/ | sl i sl lidie (w4440 ((one minute to see the question, write it)) (19.0)
L22: can you spelling errr your first name?

L6: it's ??7?, ???. (L6 spelt her name))
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The students in this extract were practising how to use the questions and pronounce/spell the
words correctly, as written in the coursebook. In line 7, L6 translated the question to L22 to
keep the conversation going, but L22 still did not understand the question, leading L6 to explain
and translate it again in lines 9 and 10. This shows that L.22’s level of English is low, which is
an obstacle to further interaction. After that, L6 asked L22 to ask the same questions to her, i.e.
to spell her name and repeat it (lines 12-15). Compared with the TD previous task, this role-
playing may not support the development of learners’ fluency and creativity. The lack of
comments, laughter, or overlapping may also indicate a lack of engagement.

5.4 Summary of results

The findings show that the frequency of the overall turns, including whole class, group and
pair work activities using L1 (Arabic), L2 (English), and both L1&L2, were significantly
higher in the TD group than in the CB (TD = 1294, CB = 876).

The interactional patterns that emerged in both groups are summarised in Table 5.2 below:

Interactional patterns TD CB
Asking/answering open Qs 397 63
Asking/answering closed Qs 308 645
Giving Feedback 201 260
Explaining 4 24
Meaning negotiation 222 88
Role-playing 76 32
Comments 163 8

Sharing writing 27 20
Giving/requesting information 254 135

Table 5.2: Summary of the TD and CB interactional patterns.

Asking/answering open Qs, giving feedback, and meaning negotiation:

The frequency of asking/answering open questions and meaning negotiation patterns was
significantly higher in the TD group than in the CB group. While the TD group had the chance
to answer open questions at various stages during the lessons, the CB was limited to warm-up

activities. This led the TD students to negotiate content (i.e. predictions of story events and
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talking about their favourite celebrity) and initiate more turns than their counterparts. By
contrast, the CB group negotiated forms (i.e. grammar and vocabulary), and their interaction
was controlled by the type of CB activities. Feedback was given to the TD and CB learners
through meaning negotiation and making comments, and the teacher acted as a facilitator to

promote the learners’ interaction and engagement.
Asking/answering closed Qs, giving feedback, and explanation:

The CB group was more likely to answer closed questions and receive explicit explanations of
grammar points than the TD group. Conversely, less closed questions were found in the TD
group and language forms were emphasised by asking closed noticing questions. In other
words, most of the input was made through language discovery. The feedback given to the CB
and TD learners represents typical classroom interaction in which the students respond to the
questions, and the teacher provides positive feedback or negotiates meaning, as occurred in the
TD group. The findings of the open and closed questions indicate that most CB activities focus

on language learning rather than authentic L2 communication.
Role-playing and comments:

The TD group produced more turns than the CB in these patterns. TD role-playing task was
authentic and engaging to the learners, resulting in excitement, making predictions with smiley
sounds, and laughter. Unlike the TD group, the CB role-playing task was artificial and limited
to language, and their interaction did not include positive affective responses. Additionally,
most of the comments in the CB group were made by the teacher, while in the TD group, the
comments were made by both teacher and students. TD learners’ comments were humourous
and related to the texts or tasks, indicating high engagement with the materials. Nevertheless,
despite their low English level, both groups developed effective turn-taking management

without teacher support.
Sharing writing and giving/requesting information:

The TD group produced coherent, organised, and comprehensible texts using simple and
appropriate language despite not being given examples of how to write a letter. This task helped
the learners to demonstrate their creativity and independence. On the other hand, the texts
produced by the CB group were more like short answers to questions than communicative and

creative output.
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In giving/requesting information patterns, TD turns were various in story predictions, searching
facts about different topics, making assumptions about their classmates, talking about their
favourite celebrities, and input/intake responses. Through their interaction, the TD students
made humourous comments and shared their opinions effectively, demonstrating meaningful
and engaging interaction. On the contrary, the CB students gave/requested information in
grammar input and reading comprehension questions. Their interaction centred on correct

answers to questions, resulting in shorter turns and absence of communicative intent.

The following chapter will present the findings of forums and observations to answer the sub-

questions of RQ2 and the results of pre-post tests to answer RQ3.
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Chapter Six: Findings of Forums and Observations (RQ2),
Pre & Post Tests (RQ3)

6.1 Introduction

This chapter of the thesis is divided into three parts. The first part presents the results of the
forums to answer the second sub-research question 1 (RQ2.1). The second part provides the
observational data collected from the teachers to answer the second sub-research question 3
(RQ2.3). The third part demonstrates the pre-and post-test results to answer the third research
question (RQ3). The analysis procedure was also discussed for each research tool, and a

summary of the results is provided under each part.

6.2 Findings of forums (group interviews)

Online forums were used to answer the following research question:

RQ2.1: Is there a difference in the frequency of interaction between the Text-Driven (TD) and

Coursebook (CB) groups?

The forums were conducted after the teaching period with 16 TD and 16 CB interviewees.
They were selected purposely and divided into three levels based on their speaking post-test
results, as explained in Chapter Three, Section 3.6.4. However, those who could not attend
were replaced by voluntary participants. Table 6.1 below presents the forums’ type with the
number of participants and their levels.

Forums’ type D CB
Levels Levels
High | Medium Low High | Medium Low

Individual forum 1 2 1 1 1 1 2
Individual forum 2 2 2 (1 voluntary) 1 3
Individual forum 3 1 2 1 1 3

Joint forum 2 1 1 1 1 2 (1 voluntary)
Number of participants 7 4 5 4 2 10
Total participants 16 16

Table 6.1: Forums' participants
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Although the levels were not assigned equally among the groups, both groups involved high
and low-level learners. Also, this sampling shows that the TD participants’ level was improving
compared to the CB, as only four CB students were assigned to high levels and the majority

were at low levels.
The analysis of forums follows two stages:

1- Transcriptions:
Seven forums, six individual forums and one joint forum were transcribed. The second joint
forum was excluded from the analysis due to the absence of some CB participants. As all the
participants shared the same L1, | listened to the videos twice to distinguish their voices and
verify their turns. Some parts of the videos were not transcribed and analysed because of
internet issues, for example, repetition of answers or questions pertaining to the management
of the PPT slides.

2- Use of analysis tools:
First, | used the Sketch Engine tool to count the Arabic and English words and compare
frequencies, but this tool was unreliable for measuring Arabic words. Therefore, | used Excel
sheet and Word count to measure the number of turns, including English and Arabic words. It
is important to consider that Arabic articles are attached to the words "< whereas English
articles are separated "the words". The former is counted as one word, while the latter is
counted as two words. Analysis of word type is beyond the focus of the forum analysis in this

research.

The following parts summarised the findings of the student's interaction in the individual and

joint forums.
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6.2.1 Findings of individual forums

Comparing TD & CB turns in individual forums

No. Turns e
Engllsh words ]
AT W O 1S ———

ot W O s

0 500 1000 1500 2000 2500 3000 3500
Total words Arabic words English words No. Turns
CB 1379 413 966 160
ETD 3289 2777 512 341
CB mTD

Figure 6.1: Comparing TD & CB turns in individual forums

As seen in Figure 6.1 above, the total number of words is significantly different between the
groups. The TD group initiated more words using L1 and L2, resulting in higher and longer
turns than the CB group. It was remarkable that the CB group produced more English words
and fewer Arabic words than the TD. This finding seems to provide evidence that engagement
with the topic (perceptions of the materials) would encourage lower-level learners to
communicate using L1 or L2, depending on their language capabilities. For instance, TD.
Student 5 and CB Student 22 used one phrase in English and continued their talk in Arabic:

TD Student 5: saeldlf ells_uii Mo (pad 5 o s (AL 5 50 () AST lgnagsiin 300l 4 pnin iy Speus] lgunllai
$lgule a5 g o pladll Sls 5 cpaes (1) | disagree with you."

CB Student 22: “number 1 (4.0) [_s> ;a/s] (4.0) /3y saall e (557 Lo A"

Student 5 expressed her positive opinion about grammar teaching in TD lessons and disagreed
with her classmate that teaching grammar rules and answering exercises are better than
discovering the grammar from the text. She said the TD method would facilitate better
understanding and increase explicit knowledge of grammar than traditional methods. Student
22, on the other hand, expressed her enjoyment of activity number 1 "using pictures to predict
the topic of the lesson” and said it was clear and nice. Although both learners used Arabic,

Student 5 provided a more extended response to explain her views than Student 22.
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This study also analysed the learners' interaction in a joint discussion to offer comprehensive

results for further comparisons.

6.2.2 Findings of the joint forum

Comparing TD & CB turns in the joint forum

No. Turns -
English words |
Arabic words F
Total wordss |

0 50 100 150 200 250 300 350
Total words Arabic words English words No. Turns
mCB 295 186 109 47
ETD 301 65 236 45
ECB mTD

Figure 6.2: Comparing TD & CB joint forum

Figure 6.2 above shows that both groups produced almost similar results in the total number of
words and turns (TD = 301 words and 45 turns, CB = 295 words and 47 turns). Unlike the
individual forums, the TD interviewees produced more English words than Arabic whereas the
CB initiated more Arabic words than English. This result is also found in classroom interaction
when the TD students generated more English turns than the CB. Several reasons are related
to using L1 and L2 in the joint forum. For example, the CB interviewees might feel nervous
about making mistakes in front of the other group members, leading to frequent use of L1. On
the other hand, the TD interviewees were confident to speak in L2 and share their new learning

experiences with the CB group, as indicated by one TD student response:

Student 6: "mm the advantages is err new experience? and er it's made me er confident of my yourself?

or myself? (1.0) and er (3.0) it's fun? (3.0) mm (4.0)"

Despite their limited language, hesitation, and use of L1, the findings of the joint forum show
that the TD participants tried to speak in L2 more frequently than the CB and that both groups

developed effective communication using L1 and L2.
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6.3 Summary of results

The individual and joint forums findings show that the TD interviewees initiated more turns
than the CB, and the total number of words using both L1 and L2 was also higher in the TD
group. Notably, the CB group produced a greater number of English words, while a higher
count of Arabic words was found in the TD group. These findings can be attributed to learners'
engagement with the topic, confidence to speak and communicate, different language levels
among participants, and teacher prompts during the discussions. This study demonstrated that
TD and CB interviewees developed effective communication and turn-taking management

during forum performance.

The following table (Table 6.2) summarises the TD and CB forums' findings, including the
number of turns and the number of words using L1 (Arabic) and L2 (English):

Forums Groups Total words Arabic words English words N =turns
Individual TD 3289 2777 512 341

CB 1379 413 966 160
Joint TD 301 65 236 45

CB 295 186 109 47
Overall TD 3590 2842 748 386

CB 1674 599 1075 207

Table 6.2: Summary of forums findings

186



6.4 Findings of teachers' observations

Classroom observations were conducted with two ELI instructors to answer the second

research question, sub-question 3:

RQ2.3: What interactional patterns are observed in Text-Driven (TD) and Coursebook (CB)

groups?

Each teacher observed one TD and one CB video-recorded lesson to make a comparison using
an observation sheet. The observation lasted 60 minutes per lesson, followed by evaluation
questionnaires to gain their perceptions of the materials and learners' engagement and
communication. More details of the observations' questions, data collection and procedure are
found in Chapter Three, Section 3.6.5.

The observations occurred in three stages with different types of analysis:

1. During the observations: Quantitative analysis to count the tallies in which the teachers
observed specific interactional patterns between T->Ss and Ss—>T.

2. Post-observation 1: Quantitative analysis to measure the responses for each Likert
statement and the overall average response.

3. Post-observation 2: Qualitative thematic coding analysis to interpret the open responses
and summarise the results.

In the following sections, I will present the findings of each stage in detail.

6.4.1 During the observations (frequency of interactional patterns)

Types of Patterns TD Total CB Total
interaction

T— Ss T1 | T2 T1 T2
Asking closed Qs 20 20 40 18 10 28
Asking open Qs 20 8 28 15 4 19

Ss > T Asking Qs 3 7 10 0 2 2
Answering Qs 40 20 60 31 14 45
Making comments 8 3 11 0 1 1

Table 6.3: Teachers' observations of TD and CB Lessons

T1: Teacher 1  T2: Teacher 2

As shown in Table 6.3, asking closed and open questions was higher in the TD lessons (40, 28)

than in the CB (28, 19), resulting in increased interaction by the TD learners. For example, the
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number of incidents in answering/asking questions and making comments between Ss—>T is
greater in the TD group than in the CB group (TD = 10, 60, 11, CB = 2, 45, 1). These results
indicate that TD materials involve closed questions to increase the learners' awareness of the
language points and open questions to allow free communicative learning. Although these
questions were also observed in the CB lessons, they generated less interaction and engagement
among the CB learners. As commented by the teachers, TD classes included higher-order
thinking questions and imagination questions (T1), more cooperation between the students and
the teacher (T2), and the students were more excited to participate than the CB learners (T2).
On the other hand, CB classes were more formal and the learners were not free to answer the
questions, although the teacher tried to encourage the students to participate (T2). The section
below further investigated the teachers' perceptions toward the materials and learners'

engagement and communication.

6.4.2 Post-observation 1 (Teachers’ attitudes)

Statements TD CB
T1|T2|T1| T2
Learners are actively engaged 5 (5 |4 4
Students seem highly motivated. 5 (5 |4 3
Learners communicate meaningfully with frequent use of L2. 5 |5 |4 4
Students are encouraged to talk to attain communicative purpose. |5 |5 |5 5
The activities used are communicative. 5 |5 |5 3
The text used is engaging. 5 |5 |5 3
Overall mean score 5 |5 |45 |36

Table 6.4: Teachers' attitudes toward TD and CB Lessons

1=Strongly disagree ~ 2=Disagree  3=Nuetral =~ 4=Agree 5= Strongly agree T1 =Teacher1l T2 =Teacher 2

Table 6.4 shows that both teachers had positive attitudes and strongly agreed that the Text-
Driven materials engaged the learners and encouraged meaningful communication (T1 =5, T2
= 5). In contrast, their responses to the coursebook materials and learners' engagement and
communication differed (T1 = 4.5, T2 = 3.6). The neutral and agreement responses by the
teachers regarding the coursebook lessons echoed their answers in post-observation 2 when T1

recommended using both TD and CB materials while T2 suggested using TD materials only.
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The qualitative data in the next observational stage enrich the findings and provide a complete

picture of the teachers' perceptions.

6.4.3 Post-observation 2 (Teachers' attitudes)

1- Which method (1 or 2) do you think was effective in developing more classroom
interaction? Why?

1= Coursebook 2= Text-Driven

Reasons 2 = Text-Driven
T1 T2

Familiarity with Cinderella story.

Encourage asking and answering more questions.

Stimulate learners' experiences and development of new ideas.

Support free opinion expressions.

< L] L L)<
|

Engaging materials.

Suitable materials. -

Relevant to the learners' lifestyles. -

< L] L ] <

Learners are comfortable communicating. -

Table 6.5: Factors that encouraged classroom interaction in TD lessons (Teachers' attitudes)

Table 6.5 demonstrates that T1 and T2 found the Text-Driven method more effective in
developing classroom interaction than the coursebook and provided several reasons. Firstly,
the learners' familiarity with Cinderella story and background knowledge promoted their
interaction. Secondly, the learners were encouraged to respond to more questions, articulate
their opinions, share their experiences, and cultivate new ideas. Thirdly, the materials were
engaging and suitable in terms of content and language level, which made the students feel
more comfortable, as stated by T2 below:

"Students felt more comfortable...it was more relevant to their lifestyle and what they like. I believe

that the teacher is more prominent in choosing the content that is more applicable to the students and
their level than what the textbook offers."

Both T1 and T2 commented that the TD learners were more engaged and motivated to

communicate than the CB learners:

189



T1: "They seemed more interested to share what they already know about the event...I have heard more
voices of participants in second method class than in method 1".

T2: "I have seen students being more cooperative and they were freely indulged in solving the exercises
in the external material. They had the ability to express themselves more vividly and freely without
being restricted by the textbook content."

These results were also reported in the classroom interaction analysis; the TD learners initiated
more turns in open responses and meaning negotiation than their counterparts. The following
section examines which materials the teachers would recommend implementing at the ELI,

aiming to provide insightful future suggestions.

2- Which method (1 or 2) would you recommend for teaching ELI students? Why?

Teacher | Method recommended | Reasons

T1 Both (TD & CB) CB represents the teaching method and supports
knowledge of language culture.

TD includes authentic materials.

T2 TD Involves group work activities.

Includes authentic and flexible materials.

Table 6.6: Teachers' recommendations

T1 recommended both methods as she believes that the coursebook materials represent the
teacher's teaching method and are designed to support learners' experience and knowledge of
the target language culture. She added that Text-Driven should be used as supplementary
materials to "enrich the textbook with real-life situation, and they must be organised for effective use".
On the other hand, T2 recommended using the Text-Driven as it involves group work and offers
authentic and flexible materials, which is "vital for students to be more responsive and interested to
participate effectively with each other.”. These results reveal that the ELI teachers are willing to
use Text-Driven materials and that the coursebook is still the primary source of language
teaching and learning in this context.
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6.5 Summary of results

Findings of teachers' observations demonstrate that the TD interactional patterns involved a
higher usage of open and closed questions than the CB, and as a result, the TD learners tended
to ask more questions and generate more answers and comments than the CB learners. Teachers
commented that TD lessons cultivated higher-order thinking and imagination questions, and
learners’ were more cooperative and excited than the CB learners, who were controlled and
formal in their interaction. Teachers' evaluation also suggested that the TD method was more
effective in developing classroom interaction than the CB for several reasons. For example,
the materials were engaging, familiar to the learners, suitable for their language level, and
stimulate personal experiences, free opinion expressions, and development of new ideas. These
findings supported the previous CIA that Text-Driven lessons developed more classroom
interaction and the learners were more engaged and motivated to interact than in coursebook

lessons.

Regarding their recommendations, T1 recommended using both TD and CB materials at the
ELI classes, while T2 suggested using TD materials only. According to the teachers, Text-
Driven involves group work and offers authentic and flexible materials that are significant for
classroom interaction and effective engagement. Conversely, the coursebook supports learners'
knowledge of the target language culture and represents the teaching method. As a result, both
TD and CB materials had significant aspects for EFL teaching and learning and held positive
attitudes by the teachers in this context. Justification of these findings concerning the SLA

theories and previous studies will be explained in Chapter Seven.
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6.6 Pre and post-test results

A2 Key modified practice test was used to answer the third research question of this study:

RQ3: Which materials Text-Driven (TD) or Coursebook (CB) are likely to facilitate learners'
overall English “communicative competence”?

RQ3.1: Is there any difference between the Text-Driven (TD) and Coursebook (CB) groups'
communicative test scores?

The test incorporated six components: listening, reading, vocabulary, grammar, writing, and
speaking and was administered to all the participants in this research (79) (For more details of
the test questions, data collection and procedure, see Chapter Three, Section 3.6.6). 53
students who completed all the pre and post-test components were included in the analysis (TD
= 32, CB = 21). Other participants were excluded to avoid finding bias and provide reliable
comparisons between and within the groups.

The analysis of the tests took several stages, as explained below:

1- Mark the speaking and writing tests following A2 Key Test Cambridge Criteria
(Please see Appendix 10).

2- Measure the inter-rater reliability of the speaking and writing tests with one of the ELI
instructors who participated in this study. The teacher was given six writing samples
and asked to observe two speaking videos; each involved three participants. These
samples included different marking scores (range from 0-5) to provide reliable
agreement level from lower to higher rating scores. The agreement percentage of the
writing and speaking samples was 50%, and we reached 83% agreement level after the
negotiation. Marking writing and speaking tests is subjective and different views may
affect the results, but 80-90% level of agreement is desirable (Loewen & Plonsky,
2016, p. 93).

3- Insert all the scores in an Excel sheet to prepare for the SPSS analysis.

4- Test the condition of using a t-test (paired samples):

a- Test the normality of the difference between the paired values (pre and post-tests)
in the overall test components for TD and CB groups.

b- According to Kolmogorov-Smirnov test results, the data was normally distributed
in both groups (TD =0.061, CB = 0.200, which is more than 0.05).
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c- Paired t-test was used to measure the mean difference between the pre and post-test
scores for the TD and CB groups.

5- Test the condition of using a t-test (independent sample):

a- Test the normality of the TD and CB pre-test scores in the overall test components.

b- According to Kolmogorov-Smirnov test results, the data was normally distributed
in both groups (TD = 0.200, CB = 0.146, which is more than 0.05).

c- Test the homogeneity (comparability) of the two study groups using Levene's test.

d- The results show that the groups were similar and comparable in both pre and post-
test phases, respectively (Sig = 0.902, 0.584, more than 0.05).

e- An independent sample t-test was used to measure whether there is any difference
between the TD and CB groups' post-test mean scores.

6- As a further safe guide, non-parametric statistical analysis for TD and CB paired
samples was used (Wilcoxon Matched-pairs-Signed Ranks), and similar findings were
obtained.

The following parts will present the results of the test scores using paired t-test and independent

t-test analysis.

6.6.1 Result of paired samples T-test

Results of the Overall English "Communicative Competence':

Overall English n | Testtype | Mean Std. Mean T-value Sig.
"Communicative (M) Deviation | Difference (P-value)
Competence"
TD Group 32 Pre 2441 9.653 2.95 -2.943 0.006
Post 27.36 10.194
CB Group 21 Pre 23.95 10.182 -0.03 0.028 0.978
Post 23.92 9.268
Note: Mean Difference (MD) = Mean score of the post-test — Mean score of pre-test

Table 6.7: Paired T-test Results (TD & CB Overall English "Communicative Competence")

193




28.0 27.36
27.0

26.0

25.0 24.41

24.0

23.0
22.0
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Table 6.7 demonstrates that the TD group obtained higher mean scores (M = 27.36) in the
overall communicative post-test components compared to those of the pre-test (M = 24.41),
with a mean difference (MD = 2.95). Furthermore, there was a slight increase in the students'
performance levels among each other in the post-test phase, which was estimated at a standard
deviation (SD) of 10.194 compared to the pre-test (SD = 9.653). This is confirmed by the results
of the T-test (t = - 2.943, and p-value = 0.006, which is less than 0.05), indicating a statistically
significant difference in the mean scores between the TD pre-and post-test in favour of the

post-test.

On the other hand, the mean scores of the CB group pre-and post-test were similar (Pre M =
23.95, Post M = 23.92). Additionally, the standard deviation value in the post-test (SD = 9.268)
slightly decreased compared to the pre-test (SD = 10.182). This is confirmed by the results of
the T-test (t = 0.028, and P-value = 0.978 > 0.05), indicating no statistically significant
difference between the CB pre-and post-test mean scores.
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Results of individual test components:

TD Group
Test components Test type Mean Std. Mean T-value Sig.
(n=32) | Deviation | difference (P-value)

Listening Pre 6.00 2.724 0.47 - 1.694 0.100
Post 6.47 2.817

Reading Pre 6.00 3.005 0.28 -0.635 0.530
Post 6.28 2.750

Vocabulary Pre 4.31 1.615 0.16 -0.776 0.444
Post 4.47 1.414

Grammar Pre 3.28 1.988 0.75 1.955 0.060
Post 4.03 2.250

Writing Pre 2.48 1.4281 0.70 2.939 0.006
Post 3.18 1.4061

Speaking Pre 2.32 1.4308 0.62 - 3.695 0.001
Post 2.94 1.7658

Table 6.8: TD Group Paired T-test Results (English sub-skills)

As shown in Table 6.8, the results of the paired sample T-test showed no statistically significant
difference in the mean scores between the pre and post-test regarding listening, reading,
vocabulary, and grammar components (P-value = 0.100, 0.530, 0.444, and 0.060 < 0.05,
respectively). In addition, there was a slight increase in the standard deviation values regarding
listening and grammar (SD = 2.817 and 2.250) in the post-test compared to the pre-test (SD =
2.724 and 1.988). Conversely, a slight decrease in the standard deviation was observed
regarding reading and vocabulary in the post-test (SD = 2.750 and 1.414) compared to those in
the pre-test (SD = 3.005 and 1.615). Although the TD group obtained higher average scores
for these four components in the post-test than in the pre-test, with a mean difference (MD =
0.47,0.28, 0.16, and 0.7, respectively), this difference is insignificant.

On the other hand, the mean score of the writing and speaking skills increased in the post-
test (M = 3.18 and 2.94) compared to those in the pre-test (M = 2.48 and 2.32), with a mean
difference (MD =0.70 and 0.62). Moreover, the standard deviation value in the speaking post-
test slightly increased compared to the pre-test, from 1.4308 to 1.7658. Meanwhile, the
standard deviation of the writing skill was approximately similar (SD = 1.4281 for the pre-test,
and SD = 1.4061 for the post-test). This result is confirmed by the results of the T-test (t =
2.939 and - 3.695, with p-value = 0.006 and 0.001 < 0.05, respectively), indicating a
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statistically significant difference in the mean scores between the TD pre and post-test

regarding the productive skills in favour of the post-test.

CB Group
Test components Test type Mean Std. Mean T-value Sig.
(n=21) | Deviation | difference (P-value)

Listening Pre 5.43 2.993 0.14 - 0.364 0.719
Post 5.57 2.749

Reading Pre 6.33 3.440 -0.76 1.083 0.292
Post 5.57 3.487

Vocabulary Pre 4.10 1.640 -0.24 0.737 0.470
Post 3.86 1.352

Grammar Pre 4.10 1.651 0.76 -2.090 0.050
Post 4.86 1.572

Writing Pre 244 1.613 0.06 -0.364 0.720
Post 2.50 1.535

Speaking Pre 1.56 1.743 0.01 0.080 0.937
Post 157 1.754

Table 6.9: CB Group Paired T-test Results (English sub-skills)

As shown in Table 6.9, the results of the paired samples T-test of all the test components:
listening, reading, vocabulary, grammar, writing, and speaking showed no statistically
significant difference in the CB mean scores between pre-and post-tests, where the p-values of
T-tests were greater than or equal 0.05 (p-value = 0.71, 0.29, 0.47, 0.05, 0.72, and 0.93,
respectively). Furthermore, the standard deviation values were either similar for the pre and
post-tests such as in reading and speaking or decreased in the post-test phase, as in listening,
vocabulary, grammar, and writing. Although there was a slight increase in the post-test mean
scores of listening and grammar (M = 5.57 and 4.86) compared to the pre-test (M = 5.43 and
4.10), this difference was insignificant.

6.6.2 Results of independent samples T-test

Testing the comparability of the two study groups (TD & CB pre-test mean scores):

The comparability of the two study groups: TD and CB, was first measured by the sampling
procedure and Cambridge placement test conducted before the treatment, as explained in
Chapter Three, Section 3.3. Secondly, it was ascertained by the students’ overall
communicative pre-test mean scores, as shown in Table 6.10 below. The result of the T-test
was: t = 0.168, with p-value = 0.867 > 0.05, indicating no significant difference between the
two groups and that the two study groups were similar and comparable.
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Overall English N Mean Std. Mean T-value Sig.
""Communicative Deviation | Difference (P-value)
Competence™
TD Group 32 24.412 9.6529 -0.46 0.168 0.867
CB Group 21 23.948 10.182

Table 6.10: Independent T-test Results (Difference between the mean scores of TD & CB in the Pre-test for the Overall
English "Communicative Competence"")

Comparison between the TD & CB groups in terms of overall English "Communicative

Competence" post-test mean scores:

Overall English N Mean Std. Mean T-value Sig.
""Communicative Deviation | Difference (P-value)
Competence™
TD Group 32 27.36 10.194 3.44 1.246 0.218
CB Group 21 23.92 9.268

Table 6.11: Independent T-test Results (Difference between the mean scores of TD & CB in the Post-test for the Overall
English "Communicative Competence"™)

28 27.36
27
26
25
24
23
22
21
20

23.92

Mean Scores

TD Group CB Group

As shown in Table 6.11 above, the results of the T-test (t = 1.246, with p-value = 0.218 > 0.05)
indicated no significant difference between the mean scores of the TD and CB groups in the
post-test for the overall English communicative competence. This result was expected due to
the short treatment period; therefore, longitudinal comparative studies are suggested to
examine the long-term effects of Text-Driven and coursebook materials on learners' L2
development.
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Comparison between the TD & CB qgroups' post-test mean scores for individual test

components:

Test components Group N Mean Std. Mean T-value Sig.
Deviation | Difference (2-tailed)

Listening TDGroup | 32 | 6.47 2.817 0.90 1.145 0.258
CB Group | 21 5.57 2.749

Reading TD Group | 32 6.28 2.750 0.71 0.826 0.413
CBGroup | 21 5.57 3.487

Vocabulary TD Group | 32 4.47 1.414 0.61 1.567 0.123
CBGroup | 21 3.86 1.342

Grammar TD Group | 32 4.03 2.250 -0.56 -1.465 0.149
CB Group | 21 4.59 1.558

Writing TD Group | 32 3.18 1.406 0.69 1.679 0.099
CB Group | 21 2.49 1.535

Speaking TD Group | 32 2.94 1.766 1.37 2.769 0.008
CB Group 21 1.57 1.754

Table 6.12: Independent T-test Results (Difference between the mean scores of TD & CB in the Post-test for the English sub-
skills)

Table 6.12 shows that the results of the independent samples T-test indicated no significant
difference between the mean scores of the TD and CB groups in the post-test for the five test
components (listening, reading, vocabulary, grammar, and writing), where the p-values of T-
tests were greater than 0.05 (p-value =0.258, 0.413, 0.123, 0.149, and 0.099, respectively).

In contrast, the results of the T-test obtained regarding the speaking component (t = 2.769,
with p-value = 0.008, which is less than 0.05) indicate a statistically significant difference in
the mean scores between the TD and CB groups in favour of the TD group. Moreover, there
was a notable improvement in the TD speaking average scores (M = 2.94) compared with the
CB mean scores (M = 1.57), with a mean difference of 1.37. Nevertheless, the standard

deviation in both groups were approximately similar (TD SD = 1.766, CB SD = 1.754).
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6.7 Summary of results

Based on the paired and independent t-test mean scores, the following were concluded:

-There was a statistically significant difference in the mean scores between the pre and post-

test for the TD group in the overall communicative competence (p-value = 0.006 < 0.05).

-There was no statistically significant difference in the mean scores between the pre and post-

test for the CB group in the overall communicative competence (p-value = 0.978 > 0.05).

-There was a statistically significant difference in the mean scores between the pre and post-
test for the TD group in the productive skills components (Writing p-value = 0.006, Speaking
p-vaule =0.001 < 0.05).

- There was no statistically significant difference between the pre-test mean scores of the TD

and CB groups in overall communicative competence (p-value = 0.867 > 0.05), indicating that

both groups were similar and comparable.

- There was no statistically significant difference between the post-test mean scores of the TD

and CB groups in overall communicative competence (p-value = 0.218 > 0.05).

-There was a statistically significant difference between the post-test mean scores of the TD

and CB groups in the speaking skill component (p-value = 0.008 < 0.05) in favour of the TD
group.

The findings of the tests suggest the potential effectiveness of Text-Driven materials over
coursebooks in improving the learners' communicative competence, particularly L2 productive
performance. This was clearly shown in the difference in the mean scores between the TD pre
and post-tests (communicative and productive test components) and in the difference between
the groups' speaking post-test mean scores. Although these results might be affected by the
short treatment period, they are considered valuable for future longitudinal comparative

studies.

Chapter Seven below will summarise and discuss the findings of the previous chapters in
relation to literature and prior empirical studies to answer the three research questions of this
study. Chapter Seven also considered the conclusion chapter of this thesis, which includes

limitations of the research, suggestions for future work and possible implications.
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Chapter Seven: Summary of Findings, Discussions, and
Conclusion

7.1 Introduction

This chapter tries to answer the research questions of this study and discusses the findings in
relation to the literature on Text-Driven materials, coursebook materials, communicative
approaches, and previous empirical studies. The discussion is divided into three sections based
on the three research questions of this study. The first section (7.2) answers how the learners
responded to the Text-Driven and coursebook materials by comparing their perceptions from
the questionnaire and interview data. The second section (7.3) addresses the impact of the
materials on learners' interaction, specifically, which materials TD or CB increased learners'
interaction and what type of interactional patterns were discovered. How the teachers observed
these patterns and what were their attitudes are also discussed in this section. The third section
(7.4) examines the effect of the materials on learners' communicative test scores and determines
which materials TD or CB are likely to facilitate L2 communicative competence. Finally, the
implications of the research, its limitations, and suggestions for future research will be

presented.

7.2 RQ1: What are the attitudes of EFL learners towards Text-Driven (TD)
and Coursebook (CB) materials?

The findings show that the majority of the learners in TD and CB groups had positive attitudes
towards the materials, consistent with previous studies discussed in Chapter Two, Sections
2.4 and 2.5 (Al-Busaidi & Tindle, 2010; Alghonaim, 2014; Darici & Tomlinson, 2016). The
TD and CB questionnaire responses indicate that the lessons were enjoyable (TD = 75%, CB
= 82%) and useful (TD = 72%, CB = 80%). Likewise, most interviewees enjoyed the lessons
(TD = 18/18, CB = 10/14). Remarkably, neutral responses were rated more by the TD
participants throughout the four lessons than the CB in both enjoyment and usefulness factors,
respectively (TD Lesson 1 = Enjoyment 33%, Usefulness 17%; L2 = E24%, U27%; L3 =
E7%, U11%; L4 = E25%, U10%), (CB Lesson 1 = E3%, U0%; L2 = E11%, U15%; L3 =
E4%, Ul11%; L4 = E5%, U11%). These results show that the TD perceptions were more
affected by neutral responses than disagreement ones. Neutral responses are expected in the
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TD group as the learners in this context are accustomed to traditional methods (memorisation)
and may need time to consider new learning experiences. They may not enjoy or find the
materials valuable if they do not meet their expectations.This is likely to be the negative
backwash of the testing culture in the ELI. This correlation is in line with Dos Santos (2020),
if the learners believe that memorising grammar and vocabulary is the best way to language

learning, they may not accept new learning methods.

The questionnaires and interview data revealed insightful comparisons of the TD and CB

learners’ perceptions. The following parts discuss these data according to three main themes:

e Engagement with texts and activities
e Development of classroom interaction

e Improvement of language skills.

Engagement with texts and activities:

The use of engaging, authentic, and meaningful materials was advocated by many ELT
researchers (Heron, 2016; Larsen-Freeman & Anderson, 2011; McDonough et al., 2013;
Richards & Rodgers, 2014; Tomlinson, 2010a; Tomlinson & Masuhara, 2018) among others.
One of the aims of this study was to examine whether the materials (texts and activities) support
or hinder the learners’ engagement in EFL classrooms. The questionnaires’ findings show that
the majority of the TD learners enjoyed the reading and spoken texts (30/33 and 25/25 enjoyed
reading Texts 1 and 2) and (23/29 and 20/20 enjoyed spoken Texts 1 and 2). Similarly, most
of them found the activities enjoyable (72%) and useful (73%), but 67% were neutral about
learning from these activities in the future. As discussed previously, neutral responses are
associated with the new learning experience of TD materials in this context. Regarding the
interview responses, similar results were found: 18/18 TD interviewees enjoyed the activities,
18/18 enjoyed the reading texts, and 15/18 enjoyed the spoken texts. These findings are
consistent with previous TD studies (Al-Busaidi & Tindle, 2010; Darici & Tomlinson, 2016)
that the TD materials were enjoyable and useful for the majority of learners. Similar findings
were also observed by those of Alghonaim (2014), in which most Saudi students exhibited a
preference for authentic reading and spoken texts. These results further underscore the
association between high levels of engagement and the utilisation of authentic texts and

activities.

201



The CB group, on the other hand, enjoyed the spoken texts more than the reading texts (28/28
and 17/17 enjoyed spoken Texts 1 and 2) and (23/27 and 12/26 enjoyed reading Texts 1 and
2). Also, most of the students enjoyed the activities (77%), found them useful (78%), and were
happy to learn from the same activities in their future learning (75%).The findings from the
interviews echoed the previous questionnaire responses. For instance, 11/14 interviewees
enjoyed the activities, 7/14 enjoyed the reading texts, and 11/14 enjoyed the spoken texts. The
positive perceptions of CB activities noted in this study corroborate the earlier findings
(Alghonaim, 2014), suggesting that learners’ reliance on prior learning experiences can not be
disregarded. In some instances, their positive perceptions can be attributed to their sense of
security when the expected classroom materials are used (Criado, 2013). In this respect, this
study shed light on the underlying reasons for the learners’ enjoyment of the materials, thus

providing valuable insights into the factors that contributed to their positive attitudes.

What factors make the materials enjoyable?

The key strength of this study is that the responses reported by the TD learners were not
explicitly reported in previous studies (Al-Busaidi & Tindle, 2010; Alghonaim, 2014; Darici
& Tomlinson, 2016) and reflect their affective and cognitive engagement with the materials:

e Engaging topics and ideas.

e Familiar stories and interesting facts.
e Connected with real-life.

e Bring back childhood memories.

e Beneficial, simple, clear, and suitable.
e Funny, exciting, and include attractive pictures.
e Support imagination and predictions.
e Various, creative, and experiential.

e Involve working in groups.

e Facilitate better understanding.

e Unconventional.

These findings link to the TD theoretical principles discussed in Chapter Two, Section 2.3.3
that learners who are engaged cognitively and affectively are more likely to develop their
communicative competence, maximise their exposure to language in use, and enhance their
learning process, thus promoting their L2 acquisition (Tomlinson, 2010a). Engagement offers
a comprehensive picture of students' actions and interactions (Oga-Baldwin, 2019) and

supports shifting high-level skills such as predictions and connections to L2 use (Tomlinson,
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2007). This was evident in RQ2 findings in which TD learners tried to communicate by making
predictions using L2 despite their lower English level. Making predictions and connecting the
information to engaging topics can increase not only the learners’ L2 production but also their
comprehension of the texts. This view was observed during the interviews when the students
recalled the reading text facts they had taught. As stated by Tomlinson cited in (Tomlinson &
Avila, 2007), learners who reach effective visual imaging can also achieve adequate

comprehension and recall.

Using authentic materials can also facilitate the learners’ understanding, providing them
opportunities to develop strategies for understanding language use (Larsen-Freeman &
Anderson, 2011). Being familiar with how the real language is utilised would assist them in
handling several communication challenges they might face in real life. Since the participants’
level in this study was low, | used pictures and videos to stimulate classroom interactions. As
Larsen-Freeman and Anderson (2011) suggested, realia that does not involve much language
would generate lots of classroom discussions for lower-level learners. Additionally, L1
knowledge and familiarity with the texts positively influenced the learners’ L2 engagement, as
noted by one TD learner (S11), “something we already knew, so it was really enjoyable when we
had the stories of Cinderella and Snow White”. Several TD interviewees were engaged with the

materials (texts and activities) (please see Chapter Four, Section 4.4.1).

Another significant result is that they found the TD materials unconventional and compared
them with the coursebook in relation to (1) the way of learning grammar and vocabulary, (2)
learning from different resources, and (3) a new learning experience. As one TD student (S10)
noted, “it was new, not the same way of teaching that we see every day and every year, so then what’s
the result (of this usual way of teaching)? There is no improvement, nothing, because we are not
talking!”. A high number of TD interviewees made a similar point (please see Chapter Four,
Section 4.4.1). The TD responses echo their previous educational learning and traditional
grammar teaching, and their answers are in accord with those of (Jordan & Gray, 2019; Nguyen
& Le, 2020); who claim that coursebooks lack variety, creativity, and fail to provide learners
with rich input. Therefore, may not support the learners’ use of authentic communicative

language.

Similar reasons were also found in the CB group, such as simple, clear, useful, and suitable
materials, and that working in groups was unconventional and enjoyable activity that promoted

their interaction. As an example, a CB learner (S23) stated, “It was the first time to try working in
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groups together, and it was something new and nice”. This observation reflects the lack of
communication between students to students and that the teacher-centred approach might still
be dominant in this context. Although a few CB learners found the topic engaging (4/14) and
learned new facts (2/14), their classroom interaction did not show their engagement with the
topic or the tasks, unlike the TD group (please see RQ2 findings). The CB responses here were
primarily relevant to the language use of the materials and their motivation to work in groups
rather than their engagement with the materials (texts and activities). Two interesting research
areas emerged from these findings. Firstly, to gain a better understanding of motivation and
engagement phenomenon and their influence on second language learning. Secondly, to
confirm and validate the impact of group work on learners’ engagement and communication in

online versus face-to-face communicative and non-communicative materials.

What factors make the materials less enjoyable?

While a small percentage of the TD and CB participants were less likely to engage with the
materials, it is essential to consider the causes for their lack of engagement. For example, the
accent used in the video, fast-paced speaking, feelings of boredom, lack of visual appeal (not
colourful video), and difficulties in comprehension were barriers to the TD learners’
engagement. These responses are likely related to the initial unfamiliarity with the teaching
method, as most of them reported in Lesson 1. Another possible explanation could be the
authenticity of the texts, as they might cause more complexities for A2 learners than texts
designed for particular levels. The primary and pilot studies in this research did not yield
extensive discussions on the difficulties faced by participants concerning the use of authentic
materials. Consequently, these findings highlight two significant aspects that future researchers
could explore: what type of difficulties do learners at different proficiency levels encounter
when authentic materials are used? and which strategies they employ to tackle such
challenges?. Understanding these aspects can assist teachers in effectively incorporating these
strategies into their classrooms and selecting appropriate and suitable materials that align with

their students' needs and specific contexts.

On the other hand, the CB group commented that the reading and spoken texts were boring,
not exciting, had lots of information, and did not understand them. These reasons indicate that
the lack of engagement would result in a lack of understanding, loss of motivation to learn, and

boredom. Conversely, a higher level of engagement would result in increased motivation and
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comprehension, thus may enhance classroom interaction and fostering positive learning

outcomes.

In addition to exploring the reasons behind learners' engagement or disengagement, this study
aimed to gain insights into the impact of engagement with the materials on the overall

interactive dynamics within the classroom.

Development of classroom interaction:

The significance of interaction in language learning and its role in second language acquisition
is widely discussed in the literature (Ellis, 2015; Krashen, 1985; Long, 1996; Mackey, 2020;
Tomlinson & Masuhara, 2021). According to the findings of the questionnaires, over half of
the TD and CB participants agreed that the materials encouraged them to communicate (TD =
73%, CB = 78%). Similarly, 18/18 TD and 13/14 CB interviewees believe the TD and CB
materials supported classroom interaction. These perceptions were further investigated under
RQ2 findings in this study.

The TD group unanimously expressed that the materials effectively promoted classroom
interaction and attributed this positive outcome to several factors. For example, the materials'
connection to real-life situations, communicative nature, group work, rich input, and engaging
topics and activities. Additionally, the TD materials positively impacted the participants'
comfort and confidence levels, enabling them to speak up and express their opinions; as noted
by one TD learner (S7), “I felt that they gave me more confidence to express my opinion freely. They
made me speak in English when I couldn’t for all these years.” These results differ considerably
from those of Alghonaim (2014), who found communicative activities increased learners’
anxiety more than non-communicative ones. This study revealed that the TD materials notably
increased the learners' comfort and confidence levels and created a supportive environment that
encouraged learners to engage in discussions and share their thoughts without hesitation. This
outcome aligns with previous researchers who have also emphasized the significance of
learners' confidence in facilitating second language acquisition (Darici & Tomlinson, 2016;
Mackey et al., 2013).

Compared to the TD responses, the CB group said that coursebook materials encouraged them
to engage in communication primarily through group work. This aspect emerged as the
predominant reason reported by the participants. The interviewees expressed excitement about

working in groups which was a new activity, highlighting its positive impact on their self-
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confidence, comfort levels, and understanding of the content. For example, one CB learner
(S20) commented, “When you used group work, we talked more, felt more comfortable with each
other, and we were excited.” Working in groups positively influenced the CB learners’ enjoyment
and interaction, and their responses match those summarised by (Ur, 2012); group work
encourages learners' motivation, autonomy, provides opportunities to talk in English, and
appropriate for many learning styles. These findings reinforce the notion that group work can
catalyse more engaging and interactive learning experiences within the classroom context.
Despite the CB perceptions that working in groups supports their communication, these
interactions primarily revolve around answering language exercises and comprehension
questions, as indicated in the findings of RQ2. According to Nguyen and Le (2020),
coursebook materials are designed for practising the four language skills and may not prepare
the learners for real communication outside classrooms. This study further investigated this
perspective by exploring the learners’ attitudes toward the potential improvement of their

language skills and the reasons behind their beliefs in the following section.

Improvement of language skills:

The integration of the four language skills (reading, writing, listening, and speaking) is one of
the communicative approaches principles discussed in the literature (Brown, 2007; Larsen-
Freeman & Anderson, 2011; McDonough et al., 2013; Richards & Rodgers, 2014; Wong &
Waring, 2021). This study examined whether the materials are integrative and support learners'
communicative competence by providing opportunities for both receptive and productive
language use in meaningful contexts. The findings of the questionnaires show that most TD
and CB participants agreed that the materials promoted the development of language skills (TD
=72%, CB =76%). Likewise, 18/18 TD and 10/14 CB interviewees believe that the materials
supported language skills improvement. Such perceptions are further evaluated under RQ3 in

this study.

The TD participants stated that the materials improved their language skills through listening
to the videos, reading and responding to the activity questions, listening and talking with their
classmates in group work, expressing their opinions, and writing emails. For instance, one TD
learner (S7) noted, “It was my first time to write a letter. In high school, the teacher writes the letter,
and we just had to copy it”. This result was also reported by Al-Busaidi and Tindle (2010), who
found that TD learners felt development in their writing skills. Another TD learner (S13),
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provided a remarkable response and explained how the materials encouraged her to speak in
L2 although her English level is low, “Even when we were learning English at school, we did not
talk. Only the excellent student would be able to speak English back then. But now, all of us became
able to speak”. The TD materials also encouraged them to search the meaning of specific words
and continue watching videos after the TD lessons. As one TD learner (S9) stated, “I was
thinking of how to improve myself, but I didn’t know from where to start, but now I know that I should

listen and watch some videos, not like before.”.

There are several positive and valuable aspects derived from the above findings. Firstly, TD
materials increased learners’ motivation and fostered L2 production despite their limited
language repertoire (RQ2 and RQ3 results supported this observation). Secondly, TD activities
such as writing emails and expressing opinions allowed the learners to personalise the language
and use authentic ideas. The ability to personalize the language is considered a hallmark of
successful materials, as emphasized by (McCarthy & McCarten, 2018). This personalisation
aspect positively influenced the TD perceptions of L2 use and promoted a more meaningful
and authentic learning experience. Thirdly, TD materials supported autonomous learning
during the lessons (searching for vocabulary meaning and responding to the activity questions)
and after the lessons (continuing watching videos). Autonomous learning has the potential to
enhance various essential skills for university learners, including self-confidence, self-
motivation, self-evaluation, critical thinking, and problem-solving. By becoming more self-
reliant of their own learning process, they developed self-confidance and a sense of
empowerment. Self-motivation occurs when the learners actively engage with the materials
and achieve their own goals, as noted by one TD learner (S3), “it changed a lot in my
personality...It made me motivated to learn, I started to love learning”. Moreover, self-evaluations
are aquired by assessing their weaknesses and strengths throughout the learning process, and
finally, through learning to navigate challenges and find innovative solutions independently,

they would develop critical thinking and problem-solving skills.

These observations align with the roles of students and teachers in CLT approaches in which
the students are encouraged to actively communicate by working autonomously in pair and
group activities, whereas teachers play a significant role as facilitators and monitors (Larsen-
Freeman & Anderson, 2011; Richards & Rodgers, 2014).

On the other hand, the CB group believe their language skills improved through listening to
several audios, writing personal descriptions, and participating with the whole class.

Furthermore, they said the vocabulary was new and useful, and the teaching method
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encouraged them to speak, read, and understand better. The teaching method identified here is
related to group work, which was an unconventional activity, as previously found. For example,
one CB learner (S7) said, “you encouraged us to turn on the mic, the other teachers would never allow
us to turn on the mic and speak”. This response clearly indicates the use of the traditional approach
(PPP) in this context in which the teacher acts as the information provider while the learners
act as recipients of the information. According to Criado (2013), PPP ignores “readiness to
learn (Pienemann, 1985)” and “silent period (Krashen, 1985)” principles, which are significant
for second language learning. The former is noticeable in the activities’ order and language
content, while the latter is in the lack of providing the learners with the receptive knowledge

they need to be confident and produce the language, particularly for lower-level learners (ibid).

Remarkably, a few TD and CB interviewees (TD= 5/18 and CB =1/14) believe that their
language skills all improved together. One TD learner (S1) responded, “I didn’t feel that there’s
a skill that improved more than the other, I felt that all of them improved”. This aspect and the
previously discussed reasons show that the TD unit was integrative and may facilitate CC as
the learners used both receptive and productive language skills in authentic and meaningful
activities. In contrast, the CB unit was integrative to practice vocabulary, writing, reading, and
speaking skills through traditional exercises, focusing on linguistics competence rather than

extending the learners’ CC to prepare them for real-life situations.

However, a few participants commented that four classes would not indicate language
improvement (TD= 2/18, CB =4/14). Despite this limitation, the findings of this research may
help others design longitudinal studies and compare the long-term versus short-term effects on

learners’ L2 development.

7.2.1 RQI1summary

The findings showed that both TD and CB participants held positive attitudes and found the
materials enjoyable and beneficial from different perspectives. For the TD group, the materials
were unconventional, affectively and cognitively engaging in texts, activities, and topics,
resulting in positive perceptions of improving their communication and language skills. On the
other hand, the CB group responses were mainly relevant to the linguistic aspect of the
materials (clear, simple, and suitable language) and that working in groups was enjoyable and
new activity promoted their classroom interaction. They also believe that the coursebook
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supported their language skills to improve through traditional practices. This study reinforced
existing research and established a new dimension for further investigations, highlighting how
working in groups can positively affect the learners’ enjoyment of the L2 materials, motivation
to learn, and communication in EFL classrooms. Additionally, the research findings indicate
that the positive perceptions by the CB learners could be related to their accustomed
experiences with traditional teaching methods (PPP) and teacher-centred approaches. A further
study focusing on the impact of group work in communicative versus non-communicative
activities on students’ L2 learning would provide valuable comparisons and therefore is

suggested.

7.3 RQ2: Which materials Text- Driven (TD) or Coursebook (CB) would
facilitate more classroom interactions?

The findings show that Text-Driven materials facilitated more classroom interaction between
teacher and students (T = Ss) and students to students (Ss = Ss) than coursebook materials,
resulting in meaningful and authentic interaction using L1 and L2 among the TD learners. In
reviewing the literature, no published studies were found comparing Text-Driven and
coursebook materials and examining their effects on learners’ communication, contributing to
the design of the second research question in this study. Text-Driven materials in this study are
designed to nurture the learners’ communicative competence, which is the underpinning
principle of the CLT approaches, advocated by several ELT researchers since the 1970s,
discussed in Chapter Two, Section 2.2. On the other hand, whether coursebook materials
implement CLT principles and facilitate the learners’ CC is still controversial (please see
Chapter Two, Section 2.3.4). This research examined this phenomenon by analysing and
comparing the learners’ actual performance when experiencing TD versus CB materials. The
following sub-questions investigate learners’ turn frequency and interactional patterns with
reference to the findings of CIA and virtual forums. This research also analysed the students’

interaction from different insights through teachers’ observations and perceptions.
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7.3.1 RQ2.1 Is there a difference in the frequency of interaction between the Text-Driven
(TD) and Coursebook (CB) groups?

The findings of the classroom interactions show that the learners' turn frequency of L2
(English), L1 (Arabic), and both L1& L2 in the TD group is greater than in the CB group (TD
=1294, CB =876). Virtual forums provided further evidence and found that the TD turns using
L1&L2 increased significantly compared to their counterparts (TD = 386 turns and 3590
words), (CB = 207 turns and 1674 words).

Regarding the frequency of “English words” and “English turns”, the findings were slightly
different. For example, the CIA revealed that TD produced more English turns than the CB
(TD =691, CB = 621), while the forums illustrated that the CB produced more English words
than the TD (TD = 748, CB = 1075 ). These results included the joint and individual forums,
which had different results in terms of using L1 and L2 words. For instance, the TD

interviewees used more English words than the CB in the joint forums (TD = 236, CB = 109).

In contrast, the CB interviewees used a high number of English words in the individual forums
than the TD (TD =512, CB = 966). These findings confirmed that when lower-level learners
are engaged with real-life forum topics (i.e. perceptions of the materials), their interaction

increases using L1 or L2 according to their language abilities.

The increased initation of turns in the TD group corroborates the earlier findings of Li and
Seedhouse (2010); story-based lessons are found to increase learners’ initiation more than
traditional lessons. Regarding the use of L1, the current research differed from what was found
in Li and Seedhouse (2010). For example, the TD group in this study initiated L1 and L2
(Arabic and English) turns, whereas learners’ initiation in Li and Seedhouse’s study was mainly
in L1 (Chinese). This could be related to several factors; learners’ age, lower proficiency levels,
engagment with the materials, and the impact of monolingual contexts. It is important to note
that using L1 is not entirely prohibited in communicative approaches and has benefits for L2
language learning. For instance, it might be overused when the students work together, but in
most situations, it supports effective task performance (Ur, 2012), mutual use of L2, and L2
grammar comprehension (Tognini & Oliver, 2012). Ellis et al. (2020) reported that learners
need both L1 and L2 linguistic resources for production and comprehension. Additionally,
affective engagement could be measured by openness to communication and active listening
(Phil & Yuan, 2021), and lower-level learners may use L1 to keep flowing due to their limited

language knowledge. In other words, higher engagement may lead to more production and
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interaction, whether in L1 or L2 and vice versa. Minor use of L1 in beginner classes may
promote learners' interaction, engagement, and self-confidence to express their opinions
without facing language difficulties, thus building an excellent rapport between the students
and their teacher. The findings of the CIA and forums in this question indicate that the TD turn-
taking frequnecy was higher than the CB, suggesting a positive impact of the TD materials on
leraners’ interaction using both L1 and L2. Whether the learners’ interaction is authentic and
meaningful, findings of RQ2.2 would provide a full picture of learners’ interactional patterns,

providing valuable comparisons.

7.3.2 RQ2.2 What interactional patterns arise in the Text-Driven (TD) and Coursebook
(CB) groups?

The CIA data shows that the patterns of T->Ss, Ss—>T, and Ss-Ss interactions differ in the TD
and CB lessons. The TD interactional patterns involved (1) more open than closed responses,
(2) meaningful negotiations, (3) making comments, (4) role-playing with a focus on content,
and (5) giving/requesting information focused on both content and forms. In contrast, the CB
patterns included (1) greater closed than open responses, (2) negotiation of forms rather than
meaning, (3) role-playing with a focus on forms, and (4) giving/requesting information focused

on forms only.
The discussion of the above findings is divided into the following:

e Asking/answering open Qs
e Asking/answering closed Qs
e Meaning negotiation

e Role-playing and comments

e Giving/requesting information

Asking/answering open questions:

Asking and responding to open questions was significantly different between the TD and CB
groups (TD = 397, CB = 63), resulting in more open and meaningful responses by the TD
learners. These results contradict the argument made by Al-Zahrani and Al-Bargi (2017), who
said that lower-level learners are less likely to answer open (referential) questions as these

questions require more engagement, such as expressing their opinions and sharing their
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experiences. Al-Zahrani and Al-Bargi (2017) ignored “learners’ engagement”, an essential
principle of SLA that has been advocated by many researchers (Ellis et al., 2020; Heron, 2016;
Phil & Yuan, 2021; Tomlinson, 2007, 2010a, 2013). The increased open responses by the TD
learners indicated their high motivation and engagement with the texts and activities, as found
in RQ1, and confirmed TD principle 2: In order for the learners to maximise their exposure to
language in use, they need to be engaged both affectively and cognitively in the language

experience.

The second remarkable observation is that the TD learners responded to open questions in most
TD stages, whereas the CB open responses occurred mainly in warm-up activities. The TD
learners were given opportunities for authentic, meaningful, and engaging input, which led to
uncontrolled and meaningful output. As stated in TD principles 1 and 3, learners exposed to
meaningful input and positive affects are more likely to achieve communicative competence
and facilitate their second language acquisition. Since this study confirmed that lower-level
learners can communicate and respond to open questions (TD materials) using both L1 and L2,
higher levels would be successful in L2 communication and engagement when TD materials
are utilised. This research suggests that learners at all proficiency levels should be given the
opportunities to engage in classroom discussion, express their opinions, and use authentic and
meaningful language through the teacher’s use of open questions. At the same time, closed

questions are beneficial in determining learners’ comprehension of specific points.

Asking/answering closed Qs:

The difference between the TD and CB groups in asking/answering closed questions was
highly significant (TD = 308, CB = 645). This finding was expected and echoed the two stages
of PPP: Practice and Production, in which the learners answer language excerises, do not have
the chance to answer external questions, and their productions are limited and aim at specific
learning outcomes related to the lessons' language focus. The CB learners initiated closed
responses in most stages of the lessons to practice the language, consistent with the previous
study by (Li & Seedhouse, 2010), who found that closed questions are often used in traditional
than story-based lessons. Conversely, TD learners answered closed noticing questions (i.e.
language discoveries) mainly in the input stage to raise the learners’ awareness of how language
is used within context. These questions also included meaning negotiation of forms and opinion

expressions. For instance, in lesson 1, after listening to the video and taking notes of the
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questions, the students were asked to share their opinions of these questions and generate
appropriate/inappropriate questions that aimed to increase pragmatic awareness. Such tasks
focus on both linguistic accuracy and meaningful interaction to accomplish the tasks (Ellis,
2010) and support learners' explicit knowledge of language to overcome consistent learning
problems (Ellis, 2019). In other words, closed noticing questions may help the learners to

negotiate meaning and forms more effectively and create valuable interaction.

Meaning negotiation:

The findings show that the TD engaged in continuous, authentic, and meaningful negotiation
focusing on content and forms, whereas the CB negotiation focused on forms by answering
grammar and vocabulary exercises (TD =222, CB = 88). These findings match those observed
by Li and Seedhouse (2010), that story-based lessons involved more meaning negotiation than
standard lessons. Negotiaition of meaning and forms are both important and beneficial for
language learning. For example, “negotiation of forms” might benefit the learners in this
context and enhance their self-confidence and cooperation to achieve better understanding, as
reported in RQ1. This view was also supported by Mackey et al. (2013), who found that
traditional activities with their role of memorisation might benefit some learners and decrease
their anxiety. Conversely, “negotiation of meaning” has more advantages reported by several
researchers. For instance, it can support the learners' production of unique and tailored input
associated with their development levels and communicative needs (Gass & Mackey, 2015).
Secondly, it improves the learners' strategic competence by using strategies to correct
miscomprehension and communication breakdown, and sociolinguistic competence by finding
a place in the conversation to express their opinions (Al-Mahroogi & Tuzlukova, 2011).
Thirdly, it improves content comprehension, and specific language points can be more salient,
making their acquisition more available (Goo, 2019). The findings in this study show that
coursebook materials focused on one aspect, i.e. forms and ignored meaning which is essential
in developing the learners’ communicative competencies. An implication of this is to involve
meaning and form-focused activities equally and provide the learners with both opportunities
for successful L2 learning. This study also revealed that CB role-playing activities were not
communicative and engaging, aimed at language practice, and similar to other traditional

exercises.
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Role-playing and comments:

The number of turns in role-playing and comments was more frequent in the TD group than in
the CB (TD = 76, 163, CB = 32, 8), respectively. TD learners were involved in role-playing
by discussing a meaningful and engaging topic (making assumptions about their online
classmates). As a result, they generated positive affective responses such as excitement, smiley
sounds, and laughter, and most of their comments were humourous and relevant to the texts or
tasks. By contrast, the CB role-playing was a language practice and most comments made by
the teacher as a compliment. The results demonstrated that the TD interaction confirmed their
positive attitudinal responses and engagement in RQ1, whereas the CB interaction was not
engaging and this was evident in their lack of comments and positive affective reactions during
their actual task performance. Even if they believe these activities are useful (as reported in
RQ1), they may not support their oral interactional proficiency outside classrooms. The role-
playing in the CB unit impeded creativity and was limited to language. The students repeated
the questions in a robotic learning atmosphere, which is not the goal of communicative role-
playing activities. Since the learners in this context rely on the coursebooks, it could be
suggested to design a Text-Driven coursebook and integrate form-focused practices in the input
stage to meet their expectations and gain a positive learning experience, as shown in the results
of this research. As part of this study, | also identified major and valuable patterns involving
the frequency and type of information the students give or request while performing the tasks.

Giving and requesting information:

The results show that the TD produced more turns in these patterns than the CB group (TD =
254, CB = 135). The TD giving and requesting information patterns involved predictions of
the story/pictures, making assumptions about their online classmates, talking about their
favourite celebrities, searching facts about different topics, and intake or input responses. In
comparison, the CB group provided or requested information for grammar and vocabulary
excerises or listening and reading comprehension questions. These patterns (output) were
divided into output as a practice and communicative output (VanPatten et al., 2019). The TD
group demonstrated communicative output as they produced language to interpret meaning
with communicative reason, whereas CB output was a practice of grammar and vocabulary
points. Consequently, more meaningful and engaging interaction has emerged in the TD group
than in the CB group. Most of the interactional patterns observed in this study confirmed that

the CB unit is limited, involved too much practice of language, lacked affective and cognitive
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engagment, lacked meaningful communication, and did not meet the students’ needs in this
context, similar to what was found in Tomlinson and Masuhara (2013)’s evaluation of six

adults coursebooks.

To validate the previous findings of RQ2.1 and RQ2.2, teachers' observations and perceptions

were examined in RQ2.3, and several aspects were identified.

7.3.3 RQ2.3 What interactional patterns are observed in Text- Driven (TD) and
Coursebook (CB) groups?

Teachers' observations supported previous findings and showed that the TD lessons generated
more open questions than the CB lessons (TD = 28, CB = 19), resulting in more answers,
questions, and comments by the TD learners (TD = 81, CB = 48). According to the teachers,
TD lessons involved higher-order thinking and imagination questions and the learners were
more cooperative and excited, whereas the CB lessons were formal and the students’
interaction was limited. These results mirror previous studies (Allen, 2015; Nguyen & Le,
2020; Tomlinson, 2010b) that coursebook materials are controlling, restricted, and lack
creativity, which could affect the lessons' flexibility and enjoyment. The teachers also believe
that the TD approach was more effective in developing classroom interaction than the CB

materials and provided several reasons:

e Include familiar topic.

e Encourage asking and answering questions (interaction).

e Stimulate learners' engagement, personal experiences, and free opinion expressions.
e Support developing new ideas (creativity)

e Suitable materials for their language level.

e Engaging materials in terms of content.

e Made the students feel comfortable.

The above responses align with those of (Tomlinson, 2019) and added further evidence that
learners' perceptions, engagement, and interaction would be positively affected by Text-Driven
materials, as shown in RQ1 and previous RQ2 findings.
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This study also analysed the teachers’ perceptions of the learners’ engagement and
communication, and their recommendations on whether TD or CB should be used at the ELI.
The results show that both teachers (T1 and T2) agreed that the TD materials were engaging
and communicative, and learners were engaged, motivated, and communicated effectively
using their L2. Regarding the CB materials, T1 agreed that the materials positively affected the
learners' engagement and communication, but T2 was neutral. T1 and T2 responses echoed
their recommendations of using these materials at the ELI. For instance, T2 recommended
using TD materials instead of the coursebooks as the TD included group works and flexible
authentic materials essential for learners' effective engagement and interaction. On the other
hand, T1 held positive attitudes towards both TD and CB materials as she believes that CB
materials represent the teaching method used at the ELI and support the student's knowledge
and experience of the target culture. She added that TD should be used as supplementary
materials to provide authentic situations and should be effectively organised. These findings
added further evidance to what was found in Tomlinson (2010b) that coursebooks offer ready-
made structured materials and make teaching easier. T1 positive perceptions could also be
related to the need for coursebooks as a source for examination, teaching and learning. Also,
the design of communicative and engaging materials may take time, effort, and evaluations
before its use. As stated by Dos Santos (2020), the compulsion of regular assessments and

examinations may affect the implementation of the CLT approach.

Positive perceptions of both TD and CB materials were expected as teachers in this context
rely heavily on coursebooks, as they offer what language should be covered with a consistent
approach (Buchanan & Norton, 2022), reliable, designed by English native speakers, and offer
ready-made materials suitable for the learners' level, as reported in Tomlinson (2010b). This
view, however, may prevent teachers from being critical, creative, and professional, restricting
their essential role in learning and teaching. Despite the positive perceptions of the CB
materials in this study, Text-Driven has a positive effect not only on learners’ engagement and
interactions but also on ELI teachers’ views. Therefore, the findings of this research suggest

that Text-Driven materials can be positively and successfully implemented in Saudi context.
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7.3.4 RQ2 summary

The findings indicate that Text-Driven materials would facilitate more classroom interaction
between Teacher-> Students and Students-> Students than coursebook materials. It was found
that TD learners initiated more turns using L1, L2 or both, resulting in more interactional
patterns than their counterparts. Furthermore, TD interaction was meaningful, engaging, and
focused on both content and forms throughout the TD stages. The CB interaction, on the other
hand, mainly focused on language forms by responding to traditional grammar and vocabulary
exercises or reading and listening comprehension questions. Teachers’ observations and
perceptions supported the previous findings and stated that Text-Driven lessons were engaging
and encouraged more effective communication among the learners, suggesting positive
implementation of TD approach in ELI classrooms. This study established how Text-Driven
encouraged lower-proficiency level learners to speak, interact, and engage in meaningful
authentic discussions, consolidating previous literature and suggesting that TD materials may
facililate the learners’ communicative competence more than coursebooks. Therefore, further
work is required to provide greater insight into the long-term effects of Text-Driven versus

coursebook materials in different contexts.

7.4 RQ3: Which materials Text-Driven (TD) or Coursebook (CB) are
likely to facilitate learners’ overall English “communicative competence”?

The findings indicate that Text-Driven is more likely to facilitate the learners’ CC more than
the coursebook materials. This result is consistent with that of Gilmore (2011), who found that
authentic materials could potentially develop the learners’ CC more than textbooks.
Communicative competence (CC) in this study was measured based on several types of
evaluations: pre and post-tests, learners” engagement and interactions, teachers’ observations,
and via TD and CB materials’ analysis. In this discussion, I will mainly refer to the pre-post

test results with support from previous findings in this study.
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7.4.1 RQa3.1Isthere any difference between the Text-Driven (TD) and Coursebook (CB)
groups' communicative test scores?

The results indicate a statistically significant difference in the communicative mean scores
between the TD pre-and post-test in favour of the post-test (p-value = 0.006 < 0.05), whereas
no statistically significant difference was found between the CB pre- and post-tests (p-value =
0.978 > 0.05). In terms of comparison between the TD and CB post-test mean scores, the
findings show no significant difference (p-value = 0.218 > 0.05), although the TD mean scores
were higher than the CB (TD = 27.36, CB = 23.92). The significant improvement of the TD
group post-test mean scores was somewhat surprising when the treatment consisted of only
four lessons. As discussed in Chapter Three, Section 3.6.6 and Chapter Six, Section 6.6, the
practice test effect was controlled by reversing the order of the post-test questions and data was
carefully examined prior to applying the statistical procedures. For example, the participants
who did not complete both pre and post-phases were excluded from the analysis, the productive
tests (speaking and writing) were double-marked independently by another ELI instructor,
comparability measurements were conducted for TD and CB groups in pre and post test phases,
and an additional non-parametric test confirmed the results. Therefore, it seems that the TD

learners’ improvement would be likely due to the treatment.

The CB test results in this study contradict those reported by Hadley (2014), who found CB
materials improved the learners' language skills. Hadley followed PPP and might use
traditional testing to measure the learners’ improvement. Therefore, his findings could be
supported by arguing that coursebook materials may develop language skills more than
communicative competence (Nguyen & Le, 2020).

This study also analysed the learners’ mean scores difference in each test component: listening,
reading, speaking, writing, grammar, and vocabulary. The results show a statistically
significant difference in the mean scores between the TD pre-and post-test in favour of the
post-test writing and speaking components (Writing p-value = 0.006, Speaking p-value = 0.001
< 0.05), whereas no statistically significant difference was observed between the CB pre and
post-test productive components. Moreover, the post-test mean scores regarding the speaking
component indicate a statistically significant difference between the groups in favour of the
TD group (p-value = 0.008 < 0.05).

218



The test results are consistent with those of Al-Busaidi and Tindle (2010), who found Text-
Driven materials improved the learners' writing skills. These results also confirmed the
previous findings in RQ1 and RQ2 that TD materials supported the learners' productive skills
and communication improvement. For example, the findings of the CIA demonstrated that the
TD writing sample was coherent and organised, while CB writing was a practice of answering
questions rather than production of communicative and creative writing. Additionally, the TD
initiated higher and longer turns, making their interaction meaningful and authentic compared
to the CB group.

With regards to grammar, vocabulary, and receptive components, the findings show no
significant difference between the TD and CB groups. Linguistic competence is a part of the
CC principles and not the primary goal of communicative approaches (Ellis et al., 2020;
Larsen-Freeman & Anderson, 2011; McDonough et al., 2013; Richards & Rodgers, 2014;
Tomlinson, 2013; Wong & Waring, 2021). Therefore, learners' improvement of linguistic
competence is measured via the six test components, as explained in Chapter Two, Section
2.8. Furthermore, subjective measurement (grammar and vocabulary criteria in writing and
speaking test components) would probably provide a succinct indication of performance

development than using MCQs or filling in the blanks.

Notwithstanding, the overall test results suggest that TD learners are more likely to develop
their communicative competence than their counterparts.  Previous findings of the
questionnaires, interviews, classroom interaction, forums, and teachers’ observations also
support the test results. To clarify, the TD learners engaged affectively and cognitively with
the materials and developed meaningful and authentic communication, reflecting TD principle
3: Language learners who achieve positive affect are much more likely to achieve
communicative competence than those who do not. On the other hand, CB learners were less
likely to engage with the materials, and their interaction was primarily on language forms that
may not support CC development.

From a theoretical perspective, the design of the TD materials in this research aimed to develop
the learners’ linguistic, strategic, pragmatic, and discourse competencies through the use of
engaging reading and spoken texts and communicative activities. Conversely, the CB materials
were not personally engaging according to the data; most of the activities focused on language
practice (i.e. grammar, vocabulary, reading, writing, listening, and speaking), and little focus
was given to language functions (please see Chapter Three, Section 3.5.3 for more details).
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Both empirical and theoretical evaluations indicate that Text-Driven materials represent the
CC components, meet the learners’ needs and levels, and therefore are more likely to develop
communicative competence than the coursebook materials. As discussed by Richards and
Rodgers (2014), CLT materials objectives should reflect the communicative competence

components according to the learners’ needs and proficiency levels.

7.4.2 RQ3summary

Whilst the impact of communicative and non-communicative materials has not been
thoroughly examined in relation to communicative competencies (Gilmore, 2011), the
empirical and theoretical evaluations in this study found that Text-Driven materials seem to
facilitate the learners’ overall English communicative competence more than the coursebook
materials. The post-test results demonstrated that the TD group’s mean scores increased in
overall test measurements compared to the CB group and that these differences are significant
in productive skills components. Learners’ affective and cognitive engagement and willingness
to communicate during task performance added evidence to highlight how the Text-Driven
materials would support the learners’ CC compared to the coursebooks. Further comparative
studies should be undertaken to investigate the long-term effects of these materials on learners’
L2 communicative competence. The following sections will discuss the research implications,

the study limitations and how they were controlled, and suggestions for future work.

7.5 Implications of the research

The impact of Text-Driven materials lies in the learners' affective and cognitive engagement,
high motivation, improvement of classroom interaction, and increase in communicative test
mean scores. The learners' responses to the texts and tasks were mostly positive, reporting that
the materials encouraged them to communicate and improve their language skills. Although
the students' English level was low, they tried to communicate in English and use L1 as a
strategy when communication breakdown or when they lack linguistic knowledge to express
their opinions. Other ELI teachers who participated in this study reported similar observations
that the TD learners were engaged, communicated effectively, and the materials supported

personal experiences, engagement, and creativity. Despite the length of the teaching period (i.e.
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four days), the Text-Driven materials in this study provided diverse and rich communicative

activities.

CLT opponents may argue that lower-level learners might not participate in communicative
activities due to their limited language, low self-esteem and fear of making mistakes. Such
claims are not supported by the results of this study. Learners at this particular level could be
more motivated to develop their L2 language when the topics and tasks are engaging and
interesting. Consequently, they feel more comfortable and self-confident talking in English, as
stated by the participants in this study. Even if the interactional level using L2 is affected by
the learners’ proficiency level, as long as their interaction is relevant and meaningful, L1 could
be monitored and controlled by the teacher. Therefore, this study obtained comprehensive
results proving that the TD materials had influenced the learners’ engagement (RQ1),
interaction development (RQ2), and communicative test scores (RQ3), seeming to nurture the

learners’ communicative competence in the long term.

On the other hand, the CB learners were not fully engaged, and their interaction was limited to
grammar, vocabulary, and comprehension exercises, which perceived as useful but not
engaging and meaningful. Although they held positive attitudes and stated that they enjoyed
the classes, their enjoyment was primarily due to the language used (clear, simple, and useful)
and working in groups, a new activity that encouraged them to participate. Moreover, their
positive attitude that the coursebook materials supported their language skills improvement
was not clearly shown in the post-test results. There was no significant difference between the
pre and post-test scores in all the test components, unlike the TD group. These observations
suggest that the CB materials are unlikely to engage the learners (RQ1), develop meaningful
interaction (RQ2), and improve the learner’s communicative test scores (RQ3), and therefore

may not support their L2 communicative competencies.

The above observations highlighted several implications for the ELI educational system.
Firstly, the data obtained in this research indicate that Text-Driven materials can be
successfully implemented in this context. An implication of this includes developing and
adapting the current ELI curriculum objectives following Text-Driven framework to ensure
effective communicative learning compatible with learners’ needs and interests. However, the
implementation of the Text-Driven approach might not be feasible in the ELI and other EFL
contexts due to factors such as students’ examinations and assessments, the time and efforts

required for the materials development and evaluation process, and the reliance on the
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coursebook as the main source of teaching and learning. Furthermore, the suitability of the
materials in terms of gender, age, cultural sensitivity, language proficiency, authenticity, and
diversity of learning styles should all be considered. The findings of this study inform the
teachers that any reading/spoken texts from the coursebook that have potentially engaging
topics (as found in Unit 1 of this study) can be adapted by developing relevant and engaging
tasks. This implementation would increase the learners’ engagement and love for English
learning, as stated by one TD interviewee (S3) “This is my first time to love this subject and
the thing that | learned from it and decrease any learning issues, as discussed in Chapter One,
Section 1.2.1. Communicative approaches would also support policymakers in considering
innovations and better English education to contribute to the KSA’s 2030 vision and help EFL
learners succeed in the global community and job market.

Secondly, since traditional approaches are still used in the Saudi context, it would be essential
to incorporate continuous training regarding the importance of communicative materials and
their impact on second language development. The following training courses could be
introduced in the ELI and other contexts:

e How to enhance meaningful and authentic L2 communication in EFL classrooms?
e How to evaluate and assess L2 learners' communicative competence?
e How to increase EFL learners’ affective and cognitive engagement?

e How to use discovery approaches to increase learners’ awareness of language use?

Peer observations, self-evaluation, and micro-teaching should also be considered primary parts
of the teachers’ training courses since they would help them reflect on their current practice

and enhance their knowledge, expertise, and professional development.

Thirdly, it would be crucial to minimise any possible issues that may impact the
implementation of the CLT approaches in the ELI and other contexts. For example, the high
number of students in the ELI classes (40-42), the limited time for the teacher to discuss
learners' needs, and the length of the English lessons. These issues can significantly affect the
teaching and learning process, learners' engagement and communication, and teachers'
creativity and willingness to cultivate new and efficient methodologies. Therefore, reflecting
on some suggestions that may be viewed as starting points for future changes in the ELI could
be beneficial. Changes include reducing the number of students to 25-30 to monitor the

learners' communication and learning progress successfully, decreasing the teachers’ teaching
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load through cooperative teaching, and minimising the length of the lessons from 150 to 90

minutes.

Finally, the examination and assessment at the ELI should involve more productive skills and
communication rather than focusing solely on one skill. For instance, measuring
communicative competence (CC) via communicative assessment tasks, such as writing
emails/text messages, role-playing, topic discussions, and giving feedback on
newspapers/journals/videos. These assessments would also help the learners reflect on their
learning progress and examine any weaknesses, thus developing their autonomy for language

learning.

7.6 Limitations of the study

A number of limitations need to be noted regarding the present study. Firstly, it was not possible
to conduct a longitudinal study to examine the long-term effects of the materials. Despite this
limitation, this study ensured high external validity due to their resemblance to regular
classroom sessions, and the findings are still beneficial to the ELT stakeholders and materials
developers. Conducting a delayed-post test was also not feasible in this research because the
students should return to their regular classes after the treatment, and therefore teachers’ input

may affect the students’ responses and the research validity and reliability.

Secondly, the impact of Covid 19 on online teaching, learning, and assessment was another
limitation. For instance, some students did not complete the entire components of the pre and
post-tests. The lack of responses could be related to the extensive foundation year programme
requiring the participants to attend other subjects and complete extra work. Another reason is
the lack of devices; some learners share their devices with other family members. However, to
increase the reliability of the findings, the participants who did not complete both pre and post-

tests were excluded from the test analysis.

Other limitations included anonymous questionnaire responses and the number of teachers who
participated in this study. The questionnaires were distributed anonymously to give the students
a sense of security and collect reliable attitudinal data, but some issues emerged. For example,
the qualitative data was analysed based on the number of references rather than participants,

and some students responded twice to the questionnaires. To solve this problem and avoid
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finding bias, the participants’ second responses were excluded from the analysis and the

qualitative data was supported by the interview responses.

In classroom observations, selecting more than two teachers was not feasible due to the
teachers’ commitments at the ELI and the need to adjust to online teaching and assessment in
2020. Despite the effect of online teaching, the current study offers valuable insight into
learners' engagement and interaction during Text-Driven lessons, which could be usefully

compared with future face-to-face research.

7.7 Suggestions for future research

This research used multiple data collection and analysis methods to compare the potential
effects of Text-Driven versus coursebook materials on learners’ engagement and L2
development. The key strengths of this study included (1) the development of engaging
materials with a focus on facilitating learners' communicative competence, (2) theoretical and
empirical evaluations of the materials (3) the use of multiple methods to generate insightful
results, (4) the use of comparison group design to provide a reliable evaluation of the

coursebook versus Text-Driven materials.

Based on the findings of this research, the following implications are suggested for future

research:
Researchers:

e Examine the long-term empirical effectiveness of TD versus CB materials on learners’
communicative competence through empirical and theoretical evaluations.

e Examine the learners’ affective and cognitive engagement using TD materials at higher
proficiency levels in different contexts.

e Compare the impact of online versus face-to-face TD and CB materials in classroom-based
research.

e Use L1 as a method of data collection to be compared with L2 usage as applied in this
study.

e Analyse learners’ interaction using the same methods in this study; forums and CIA, and
supplement the results with discourse analysis to examine specific discourse aspects such

as type and CEFR level of the words.

224



e Design a communicative test to examine the learners' CC at different levels following the

latest CC principles.

Materials developers:

e Develop a bank of engaging spoken and written texts suitable and accessible to be used by
EFL teachers in different learning contexts.

e Develop a bank of engaging activities on several topics to develop the learners'
communicative competence.

e The above suggestions could be implemented by:
a- dividing the texts according to learners' gender, proficiency level, needs and interests.
b- involving both teachers and learners from different backgrounds in materials collection

and development.

c- using universal questionnaires and interviews to determine learners' and teachers'
perceptions and specific needs.

e Introduce a general English communicative course following a Text-Driven framework to
improve learners' interaction and productive skills, providing them with global and local

job market opportunities.

The suggestions provided in this thesis would be fruitful to the TESOL/Applied linguistics
stakeholders and may open the door to future materials development and evaluation research.
The findings of this thesis were published at the British Association for Applied Linguistics
(BAAL) international conference in Belfast, UK, in 2022 and at the International Association

of Teachers of English as a Foreign Language (IATEFL) conference in Harrogate, UK, in 2023.
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Appendix 1: Evaluation criterion of the reading and spoken texts

Cited from Tomlinson (2013):

The text should be authentic to the target learners.

The text should be meaningful to the target learners.

The text should promote cognitive engagement.

The text should promote affective engagement.

The target learners are likely to be able to connect the text to their lives.

o a0~ w b E

The target learners are likely to be able to connect the text to their knowledge of the

world.

7. The text is likely to stimulate divergent personal responses from the target learners.

8. The linguistic level of the text is likely to present an achievable challenge to the target
learners.

9. The cognitive level of the text is likely to present an achievable challenge to the target
learners.

10. The emotional level of the text is suitable for the age and maturity of the target learners.

11. The text contributes to the ultimate exposure of the learners to a range of genres (e.g.
short stories, poems, novels, songs, newspaper articles, brochures, advertisements, etc.)

12. The text contributes to the ultimate exposure of the learners to a range of text types (e.g.

narrative, description, persuasion, information, justification, etc.)
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Appendix 2: Reading texts (modified)

Cited from: Disney Princess Cinderella Magical Story with Lenticular. (2015). Parragon Book
Service Ltd.

Cinderella story:

Once upon a time, in a faraway land, there lived a rich, widowed gentleman and his beautiful daughter,
Cinderella. Cinderella’s father was kind and loving. He married for a second time so that his daughter
had a mother to care for her. Cinderella’s stepmother had two mean and ugly daughters called Anastasia
and Drizella.

When Cinderella’s father died, her stepmother stopped pretending to like her, so she forced her to
become a servant in her own home. She was jealous of Cinderella’s charm and beauty.

Not far away, in the Royal palace, the King and the Grand Duke were talking about the prince.

“It’s time he married” grumbled the king. Suddenly, he had an idea “we’ll have a ball — tonight” he
cried. “And invite every young maiden in the kingdom. The prince will surely fall in love with one of
them”. So, invitations were sent out that very day.

Cinderella took out one of her mother’s old gowns. “It’s a little old- fashioned, but I’ll fix that” she
said. The mice knew that poor Cinderella would never have time to finish the dress, so they decided to
work on it themselves. It was trimmed with an old sash and beads which Anastasia and Drizella had
thrown away. But when Anastasia and Drizella saw their stepsister looking so beautiful, they were filled
with jealousy. “Why — you little thief!”” Drizella screamed, spotting her old beads around Cinderella’s
neck. Then, Anastasia looked at the sash. “That’s mine!” she cried, grabbing the sash, and ripping

Cinderella’s dress.

Making predictions of events:

o The fairy waved her magic wand over the pumpkin and Cinderella’s horse. The pumpkin changed
into a sparkling carriage and Cinderella’s horse was changed into a coachman.

e Then, with the final wave of the wand, Cinderella was dressed in a magnificent ball gown and
delicate glass slippers.

e At the palace, the prince saw Cinderella and thought she was the most beautiful girl he had ever
seen. He took her hand and led her to the dance floor.

e Suddenly, she heard a clock chime, “I must go”, Cinderella gasped. “Wait, you can’t go now” cried
the prince. But Cinderella did not stop, even when she lost one of her glass slippers on the steps.

e Meanwhile, Cinderella’s stepmother noticed that stepdaughter was humming the music from the
ball. When Cinderella went up to her room, she followed her and lock the door.

e At last, the Grand Duke arrived. Anastasi and Drizella were very excited. Taking their turn, they
tried to s-g-u-e-e-z-e their feet into the tiny glass slipper. But their feet were much too big.
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Snow White Facts:
Cited from the following blog and news:

https://www.eonline.com/news/901665/20-fun-facts-about-snow-white-and-the-seven-dwarfs-on-its-
80th-anniversary

https://mickeyblog.com/2018/01/23/fun-facts-snow-white-seven-dwarfs/

https://www.birminghammail.co.uk/whats-on/film-news/disneys-most-successful-movie-time-
16967502

1.Walt Disney came up with the idea bring Snow White and the Seven Dwarfs to the big screen when
he was 15 years old, after seeing a silent film version of the classic fairy tale in Kansas City.

2. Snow White and the Seven Dwarfs is the first feature-length animated film in U.S. history.
3. Deemed too scary for children in England, people under 16 had to be accompanied by a parent.

4. The movie was initially budgeted at $250,000, but due to various delays, it ballooned to $1.5
million—a big amount at the time. Disney later mortgaged his home to finance the production.

5. Over 750 artists completed more than 2 million sketches. The film included 250,000 drawings.
6. Twenty-five songs were written for the movie—but only eight were used.

7. In order to ensure that all of Snow White’s animal friends were captured just right, Disney kept a
variety of live animals at the studio for the animators to reference. Must have be fun to have adorable
woodland creatures at work.

8. Actors had to do some strange things to manipulate their voices for some of the characters. Lucille
La Verne provided the voice of both the queen and the witch in the film. She achieved the witch’s
rough sound by removing her false teeth. Moroni Olsen, the voice of the Magic Mirror, had to speak
the lines while wearing a box frame covered with old drum heads over his head.

9. Snow White and The Seven Dwarfs is the most successful film to date, it has a score of 97.78
percent.
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Appendix 3: Developed Text-Driven materials (Unit 1: Lesson 2)

The Story of a Poor
Girl...

1-Today we’re going to read a
story.

-It could be one of your favorites
children’s story.

-Can you guess the name of the
story?

2-Look at the picture,

-What do you think this story is
about?

3- Now, look at this picture

=% . Where is Cinderella?

e Is she happy?

e Do you notice something?
= Who are these people?

e Who is this man?

e Is this Cinderella’s mother?

4- You are going to listen to the first part of the story:
Cinderella.
-As you listen try to visualise the events of the story.
Saabe - /. TEE
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5- What do you think is going to happen next?
-Work in a group and agree on the sequence of the story.

N.B: Please save your work to share it later.

6- Read the sequence of the story and check your prediction:

1. The fairy waved her magic wand over the pumpkin and Cinderlla’s horse. The pumpkin
changed into a sparkling carriage, and Cinderella’s horse was changed into a coachman.

2. Then, with the final wave of the wand, Cinderella was dressed in a magnificent ball
gown and delicate glass slippers.

3. At the palace, the prince saw Cinderella and thought she was the most beautiful girl he
had ever seen. He took her hand and led her to the dance floor.

4. Suddenly, she heard a clock chime, “ I must go”, Cinderella gasped. “Wait, you can’t
go now”, cried the prince. But Cinderella didn’t stop, even when she lost one of her
glass slippers on the steps.

5. Meanwhile, Cinderella’s stepmother noticed that her stepdaughter was humming the
music from the ball. When Cinderella went up to her room, she followed her and locked
the door.

6. At last, the Grand Duke arrived. Anastasi and Drizella were very excited. Taking their
turn, they tried to s-g-u-e-e-z-e their feet into the tiny glass slipper. But their feet were
much too big.
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7- Ok, now you’re going to make the story in pictures.
- Work in group and match the events with the following
pictures:

I The fairy waved her magic wand over
the pumpkin and Cinderlla’s horse. The
pumpkin changed into a sparkling
carriage and Cinderella’s horse was
changed into a coachman.

2. Then, with the fmal wave of the wand,

Cinderlla was dressed in a magnificent
ball gown and delicate glass slippers.

3. Atthe palace, the prince saw Cinderella
and thought she was the most beautiful
girl he had ever seen. He took her hand
and led her to the dance floor.

y

|- Suddenly, she heard a clock chime, ** I
must go"”, Cinderella gasped. “Wait, you
can’t go now" cried the prince. But
Cinderella didn’t stop, even when she lost
one of her glass slippers on the steps.

5. Meanwhile, Cinderella’s stepmother
noticed that stepdaughter was humming the
music from the ball. When Cinderella went
up to her room, she followed her and lock
the door.

At last, the Grand Duke arrived.
Anastasi and Drizella were very
excited. Taking their turn, they tried to
$-q-u-c¢-c-z-¢ their feet into the tiny
glass slipper. But their feet were much

too big.
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8- What do you think is going to happen next?
9- Watch the last part and check your prediction.

https://www.youtube.com/watch?v=Unx5x-XT3jw

10- Did you like the story? Which part is the most interesting one?

11- Cinderella wanted to invite you and your family for a dinner.
-Work in group and write a letter to Cinderella.

-In your letter:
1- Thanks Cinderella for the nvitation.
a)  decide which members of your family to attend.

2- Introduce the family members who will attend the invited dinner . Talk about :
a)  their ages
b) their hobbies

¢)  their occupations

N.B: Please save your work to share it later.

12- What do you think the type of genre is the text?
13- Look at this figure ,

Work in group:

- What is the relationship between Cinderella and
the other family members.

Example:
Who's Tristan? Tristan is Cinderella’s father in law

2)  Who's Reine? Who’s Florence?
by Who're Drizella and Anastasia? Who’s Raoul?
c) Who's Baxter? Who's James?

d) Who're Mireille and Ivon? Who’s Angeline?

- What's the relationship between Anastasia/Drizella ; i

and Angeline? \
: - . \ Ad

N.B: Please save your work to share it later. \ \ /
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14- Work in the same group and underline the possessive ‘s* in task 13.

* A possessive
word shows who

or what something

belongs to.

15- Take a look at these sentences taken from the story:

*Once upon a time, in a faraway land, there lived a rich, widowed gentleman and his beautiful
daughter, Cinderella.

*He took her hand and led her to the dance floor.
*But their feet were much too big.
Work in pairs and answer the following:
a) What did you notice about these sentences? (look at the words in bold)
b) What type of words are these?
c) Possessive adjectives*, are they singular or plural?
d) Can you guess other possessive adjectives?
16- Look at the following words:
a) They’re/ their
b) He’s/ his
c) it’s/its
d) Are/ our
e) You’re/ your
-Work in pairs; try to pronounce them.
- Do they have any differences in pronunciation?
- Do they have any differences in meaning and form?
17- Look at the word root below:
Mother — stepmother— mother in law — grandmother
-Work in groups, can you find the root* of the following:
Brother —
Sister —

Father —

239



N.B: Please save your work to share it later.

* The root of the word
sitting is sit. The root
of aword is its most

basic form, to which
other parts, such as
affixes, can be added.

18- Draw your family tree, including their names,

-You can use the words in the box below to help you organise your tree (don’t worry if you don’t
have all of the family words!!(-:):

father | mother | sister brother | niece nephew | aunt | cousin | grandpare
Half- | Mother- | stepbrother | wife | husband | parent | Son | daughter | Step-
brother | in law mother

N.B: Please save your work to share it later.

-Present your family tree to the class.

19- Go to task 11 and revise your writing by
using possessive’sand possessive
adjectives.

N.B: Please save your work to share it later.

20- Act out your letter to the class.
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Appendix 4: Life Course Book for Elementary level (Unit 1: Lesson 2)

reading a family of explorers ¢ vocabulary family ¢ wordbuilding word roots ¢ grammar possessives ¢
pronunciation the same or different sounds ¢ speaking friends and family

1b A family in Kenya

Reading

1 Is your family big or small? Where
are all the people in your family?

A family in

, > 6
2 Read about the Leakey family.
Answer the questions. The Leakey family lives in Kenya. Louise Leakey is an explorer,

but for her family that’s normal! Louise’s mother is Meave and

; Xlrl;eizsir;t:i c{d i/?:;\}/,efig;g:ers? she’s an explorer. Louise’s father is Richard Leakey. Richard is
3 What is Richard’s job? also in Kenya and he’s a conservationist. Richard’s half-brother
4 Whatis Colin’s job? is Colin Leakey. Colin isn't in Africa. He’s retired and he lives
5 Is Philip married? in England. Louise’s grandparents (Louis and Mary) are dead,
6 Is Katy an explorer? but they were also famous explorers. Louise’s sister is Samira.

Their uncle and aunt are Phillip Leakey and his wife Katy. They

3 Read the article again and complete have an international company.

the family tree.
half-brother (n) /,ha:f 'brads(r)/ brother
with one different parent
Louis Leakey 1 Leakey conservationist (n) /,konsa(r)'veif(s)nist/
(1903-1972) (1913-1996) someone who looks after nature
retired (adj) /ri'tara(r)d/ no longer working

20 leakey 2 Leakey 4 Leakey Phillip Leakey 2 Leakey
(1944) (1942)
Louise Leakey & Leakey
(1972) (1974)
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Unit 1 People

Vocabu |ary fam||y 8 Choose the correct word to complete the sentences.
4 Look at these family words. Which are men (M)? ; %%y ps:ethnts a;;e S'E ani.shr.n Bl
Which are women (W)? Which are both (B)? y,a SOILY DOy I I ey
3  What's you / your name?
aunt cousin father grandparent 4 Where are you / your from?
half-brother ~mother mother-in-law 5 She/Her is a photographer.
nephew niece parent stepbrother uncle 6 He/His uncle is in the USA.
7 We/Our family is from Asia.
5 Write the correct words from Exercise 4. 8 They.! Tty consins;aeboth gids,
1 your father’s brother and sister: — 9 Pronunciation the same or different sounds
2 your brother’s daughter and son: , Listen to these pairs of words. Is the

- pronunciation the same (v) or different (X)?
3 your uncle and aunt’s son or daughter:

1 they're / their
[ 2 he’s / his
4 abrother, but from one different parent: 3 its /it's
4 are/ our
B

5 your husband’s or wife’s mother:

6 your motheror father: ... ...

7 your parent’s mother or father: , 10 IEI Rewrite these sentences. Use the words in
brackets. Then listen and check.

you're / your

P> WORDBUILDING word roots

You can make more words from a root word.
For example: mother = grandmother = stepmother = 2
mother-in-law

1 I’'m Fabien. (my name)

My name’s Fabien.

Annie’s sister is Claire. (her)

3 Francis and Antony’s cousins are Juliet and
For further practice, see Workbook page 11. Jane. (their)

4 Fritz’s grandparents are dead. (his)

5 Are you Sylvain? (your name)

6 We have a niece. Her name is Helen. (our)

6 Look at the wordbuilding box and the words in
Exercise 5. Make six more words with the root

words sister and father. 11 33BN Complete the description of a person’s
family and friends with these words. Then listen
Grammar possessive ‘s and RIEHECE
possessive adjectives her her his my their

P> POSSESSIVE ‘S AND POSSESSIVE ADJECTIVES

S My family lives in Australia. '
Possessive s

. 2 B
Mike’s wife is a teacher. Mike and Sally’s home is in n.10ther is from Ire!and and®o o, e three
Canada. sisters (my aunts) live there. My father is from
Note: ‘s is also the contracted form of is. Australia and he’s a businessman. My sister’s

Possessive adjectives name is Orla and she’s a teacher. She’s married

and3 .. husband is Tim. He’s also a
subject possessive | subject possessive teacher. . children are Rory and
pronoun | adjective |pronoun | adjective Jack. My best friend is Peter.
| my we our father and my father have a company together.
you your you your
he his "
she her they their Speaklng my life
s its 12 Write five names of friends or people in your

She’s my sister. What'’s your name? His name is Charlie. family. Introduce them to your partner.
For further information and practice, see page 158. Karina is my best friend. She’s from Argentina.

Stefan and Illona are my two cousins in Germany.
They’re my mother’s nephew and niece.
7 Look at the grammar box. Then find five examples
of the possessive ‘s and three possessive adjectives
in the article on page 12.

PERSONAL INFORMATION > Ji{Is\IDER N Io RN T8 FACTS ABOUT COUNTRIES INTRODUCE YOURSELF 13

my life A PERSONAL DESCRIPTION
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Appendix 5: Questionnaire (TD & CB Lesson 2)

1. Please rate your experience about our lesson today. .a 5l aual) Jsa iy a3 anli o *

Strongly Agree
2%y (38 9

Stro.?f}iyﬁ;is e\lggree Disagree G5 ¥ Neutral ylas Agree 34 s
I enjoyed the lesson Cusiciv

ool

The lesson was not useful

2. In our lesson today, we did many activities. Please evaluate the following activities by simply giving marks from (1-
5): (1- S)L}Amhd\gj‘ 9&9‘@)’:&UU\M\J\NM&A i) S A jlaay Liad “a‘gﬂll.\uuéu&

1 =not at all 1

2 = not really L

3=5050 L

4 = quite a lot 1S

5 = very much 3%

TD Group
I wish to learn English from
I enjoyed it <l Canicind Useful e futtﬂ;: szj‘afj‘vgi ‘;tﬁji
Siiaall b ALY e g sl 138
Listening to Cinderella's Story
before reading it ! gLy
Ll 8 By

Using pictures to predict the
story events @@ sl ) gall aladivl
Huaill Eilaa]

Working in groups to
exchange ideas e sana ga Jaal)
sy Jala

Working in pairs to exchange
ideas JS8Y) Jalail ja) 258 aa Jaal)

Discover the grammar points
from the text 4l ac | & el
o=l ge

Writing a letter to Cinderella
i G AL A

Discover the vocabulary points
from Cinderella's family tree
Alile 3 i (e paill Cila jie el
S i

Draw your family tree a=_
Ailile 3 P

Express your opinion
questions ¢!l e i) Al
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CB Group
I wish to learn English from
this type of activity in the
future & sy 4all a3 8 e
Jiiaal) 32l e g sl 138 (g

I enjoyed it <l Cuaiainl Useful e

Listening to and reading "A
Family in Kenya" text
simultaneously s¢_8; & laiuY)
) padi A LS b Al "Aaad

Working in groups to
exchange ideas ic sase go Jazll
)1533!\ dJL\:\S

Working in pairs to exchange
ideas _WS8Y) Jalall Ja) 3 8 ae Jaall

Choose the correct word to
complete the sentences _kis!
Jaall JLSY dauaall 441

Answering the reading text
questions =i il e Y
3¢\)§S\

Complete the family tree of
the Leakey Family 3_ a3 Jls!
AJILeakey

Rewrite the sentences by using
the words in brackets 4 salel
UGN NN EEA O S g PEN
RPN

Introduce your family
members or friends to your
classmate —aall & il ) oy yas
ilra o lilile ol il e

3. In this question, we will move on to look at whether your English skills and interaction had developed. Please rate
the following statements.: </ ko) oo dliad (a ) ghat a8 Mo lES g 4y julaiy) A3l B o) jlga ilS 1)) La 3 B3 ) Jiiii | J)gud) D30 2
agu

Strongly disagree
By (38 0 &

. . . . Strongly agree
Disagree 38 ¢ Neutral 2ls Agree Gl s N j B;\i
This lesson helped me to

develop reading

comprehension skills 13

S len skl (B (Faela el

3e) il

This lesson encouraged me
to interact better in English
O Jelall e nad Gl 138
A ey Al Juadl

This lesson helped me to

develop listening skills 13
B lee skl (A el (sl
&lainy)

This lesson did not

encourage me to — — — - -
communicate effectively 13
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Strongly disagree .. . . .
S3k 38 ge 2 Disagree 385« »¢  Neutral aae Agree i s«

Strongly agree
sl (38 sa

J‘a\‘,ﬂ\ ‘sk; ‘5.1:.;&3 (J ua_).\”

Jlad ISy

This lesson helped me to

develop speaking skills 13»

Bolga pshl e (Jaela (el

Giaail)

This lesson did not help me

to develop writing skills 13a

Bl sk e Faelog ol (s )l

4

4. Did you like the story of Cinderella? Why/why not? €¥ 13l \lilal 34 i 4uad dias) Ja * (TD Group)

4. Did you like the reading text ** A Family in Kenya''? Why/why not? ¥ 1ia \lid 1 L b dlile " 3¢ ) dakb e Ja
(CB Group)

5. What did you like most about the lesson? S 8 dasi ¢ & Jisi L *

6. What are the things that you did not like about the lesson? Soua) 3 dlaat al Al pLEY) & L *

7. Would you recommend any changes to improve the lesson? Soasall s shail &l i sb Guaaali Ja *
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Appendix 6: Individual interviews (English and Arabic versions)

(English version)

1- How did you find our previous classes in general? did you enjoy them? why/why not?

2- What do you think about the activities we used in our previous lessons? are they enjoyable?
why/why not?

3- TD Group:
¢ Did you like the spoken text “Sharon and Sydney”? why/why not?
e Did you like “Cinderella story”? why/why not?
e Did you like the text “Interesting facts about Snow White”? why/why not?
e Did you like the spoken text “Meeting a famous person”? why/why not?

4- CB Group:
e Did you like the reading text “ A family in Kenya”? why/why not?
e Did you like the reading text “The face of seven billion people”? why/why not?

% ¢

¢ Did you like the spoken texts “a photographer talking about a diver”, “interview with an
explorer”? why/why not?
¢ Did you like the spoken text “people starting university”’? why/ why not?
5- Did you like the teacher's method of teaching? why/ why not?
6- Do you think the teaching method helped you develop your English skills? explain how?

7- Do you think the teaching method encouraged you to interact better in the classroom? explain
how?

8- Would you recommend the lessons to your friends?

9- Do you have anything else you would like to say regarding the lessons we had in the previous
week?

Prompts if required:

e Can you explain that a bit more?
e What do you mean about..?
e Can you give me examples?
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(Arabic version)

TD Group:

1.

2. 913l Phaian S Ja FARLL Ui g )y 8 Ll jle ) ddai¥) 8l ) sale

3. g Lainy) ahaia chiaci Ja “Sharon and Sydney” 913l

4, iel Ja “Cinderella story” ¢13kal

5. o= élacl Ja “Interesting facts about Snow White” ¢13lal

6. g Lainy) ahaia chiac Ja “Meeting a famous person” 13l

7. 13 § il A Lalrall 43y )k clizae | Ja

8. ¢ ol S T ) Gl il g skt 8 eline Ly paill A3y la of (paiied Ja

9. €l (aS Shadll b Juadl 43 Hhay Jeliill e elinad (yu aill 45y yha ) cpaiag Ja

10, SA8 )kl ity g )3y S ) 43) G i liBle 31 AL G 5yl auali da

11, Sealall g sl 8 lali o ) s pal) (a seady oS3 (a5 Al e o8 ol clial o

CB Group:

1. Y 13lal 5 13U Sl atiaial Ja Sale S5 AGLAN (e oAl Jaa g as

2. 913l Phaian S Ja SRR Lin g pa 8 Ll jle ) 3daia¥) 8 el ) sale

3. 3¢l il dakad cliae| Ja “A family in Kenya” 13!

4, 3¢) jill dakad climae| Ja “The face of seven billion people” ¢13lal

5. gLy adad limel Ja “a photographer talking about a diver”, “interview with an explorer”
BRI

6. g laiu¥) dakad clief Ja “people starting university” $13lal

7. 13 § il A Lalrall 43k clipae | Ja

8. ¢ ol S T W) Gl il g skt 8 eline Ly il A3 jla o (paiad Ja

9. 9ol S Shadll 8 bl 48y yhay Jeliil) o alinad (u yail) 48 yk o cpaiiag Ja

10, SA k) ity g )3y Bl ) 45) G i Bl 1AL syl auali da

11, Seoaladl g sl 3 Wl o i) Qg pall (o sad o S5 i AT e 8 gl el Ja

ol sall Saclena Jaa

¢ T llh 55 eliay o

.. (a1

$alial slac ) GliCay Ja
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Appendix 7: Transcriptions’ Conventions

Cited from: Seedhouse, P. (2004). The interactional architecture of the language classroom: A
conversation analysis perspective. Malden, MA; Oxford: Blackwell Pub.
T teacher.

L unidentified learner.

L(1) unidentified learners with numbers.

L1 identified learner.

LL several or all learners simultaneously.

??? when the teacher says the student's name, it is used for anonymisation.

(: smiley sound.

): unhappy sound.

[ point of overlap onset.

] point of overlap termination.

= (a) turn continues below, at the next identical symbol.

(b) if inserted at the end of one speaker’s turn and at the beginning of the next speaker’s adjacent turn, indicates that there is no gap at all
between the two turns.

(c) indicates that there is no interval between adjacent utterances.
(3.2) interval between utterances (in seconds).
() very short untimed pause.
word speaker emphasis.
e:r the::: lengthening of the preceding sound.
— abrupt cutoff.
? rising intonation, not necessarily a question.
! animated or emphatic tone.
, low-rising intonation, suggesting continuation.
. falling (final) intonation.
CAPITALS especially loud sounds relative to surrounding talk.
° ° utternaces between degree signs are noticeably quieter than surrounding talk.
1 | marked shifts into higher or lower pitch in the utterance following the arrow.
< > talk surrounded by angle brackets is produced slowly and deliberately (typical of teachers modeling forms).
> < talk surrounded by reversed angle brackets is produced more quickly than neighboring talk.
() astretch of unclear or unintelligible speech.
(guess) indicates the transcriber’s doubt about a word.
.hh speaker in-breath.
hh speaker out-breath.
((T shows picture)) nonverbal actions or editor’s comments.
ja ((tr.: yes)) non-English words are italicised and are followed by an English translation in double parentheses.

[gibee] in the case of inaccurate pronunciation of an English word, an approximation of the sound is given in square brackets.
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Appendix 8: Forum questions

Introduction: T introduces the purpose of the forums and what the students need to do.

1- Please share your opinions about the lessons we had together from the book/ outside the book?
2- Discuss the activities you remember were useful and interesting.

-Look at the activities we have done together: “the researcher showed the relevant activities to

each group and asked them to specify the ones that they liked best”.

3- In our reading, listening, and speaking lessons, we had many texts to learn from; look at them below:

“the researcher showed pictures of the reading and spoken texts”.
-Discuss whether you liked them or not?
4- Please discuss the advantages and disadvantages of the method of teaching.
5- Do you think the teaching method encouraged you to interact better in the classroom? explain how?
6- Do you think the teaching method helped you develop your English skills? explain how?
7- Would you recommend the lessons to your friends?

8- Do you have anything else you would like to say regarding the lessons we had together?
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Appendix 9: Observation sheet

Group:
Lesson:

Observer:

Date:

(Section One): During observation

Over a period of 60 minutes, mark the frequency of the following interactional features using a tally (\)

mark:

Statements Tallies/ Total Notes

Teacher — Students

Asking display questions

Asking referential questions

Students —Teacher

Asking questions

Answering questions

Making comments

(Section Two): Post- Observation 1
To what extent do you agree/ disagree with the following statements:

Statements
3 oS
§ § © @ <
2 =) = L >
° 3 > 2 =)
z (8 |2 5
s 73
b7

1. Learners are actively engaged. o o o o o

2. Students seem highly motivated. o o o o o

3. Learners communicate meaningfully with frequent use of L2. o o o o o

4. Students are encouraged to talk to attain communicative purpose. o o o o o

5. The activities used are communicative. o o o o o

6. The text used is engaging. o o o o o
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(Section Three): Post- Observation 2

According to your observations of Method 1 (from Life coursebook) and Method 2 (from external
materials):

1- Which method ( 1 or 2) do you think was effective in developing more classroom interaction? Why?

2-Which method (1 or 2 ) would you recommend for teaching ELI students? Why?

251



Appendix 10: Writing and Speaking Marking Criteria

Writing Criteria

Cited from: Cambridge Assessment English (2019a)
A2 Key Handbook for teachers for exams from 2020. Retrieved from
https://www.cambridgeenglish.org/images/504505-a2-key-handbook-2020.pdf

Band | Content Organisation Language

5 All contentis relevant to | Text is connected and -Uses everyday vocabulary
the task. coherent, using basic linking generally appropriately, while
Target reader is fully words and a limited number of | occasionally overusing certain
informed. cohesive devices. lexis.

-Uses simple grammatical
forms with a good degree of
control.

-While errors are noticeable,
meaning can still be
determined.

4 Performance shares features of Bands 3 and 5.

3 Minor irrelevances Text is connected using basic, Uses basic vocabulary
and/or omissions may be | high-frequency linking words. reasonably appropriately.
present. Uses simple grammatical forms
Target reader is on the with some degree of control.
whole informed. Errors may impede meaning at

times.

2 Performance shares features of Bands 1 and 3.

1 Irrelevances and Production unlikely to be Produces basic vocabulary of
misinterpretation of task | connected, though isolated words and phrases.
may be present. punctuation and simple Produces few simple
Target reader is connectors (i.e. 'and') may on | grammatical forms with only
minimally informed. occasion be used. limited control.

0 Content is totally Performance below Band 1.

irrelevant. Target reader
is not informed.
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Speaking Criteria

Cited from: Cambridge Assessment English (2019a)
A2 Key Handbook for teachers for exams from 2020. Retrieved from
https://www.cambridgeenglish.org/images/504505-a2-key-handbook-2020.pdf

A2 | Grammar and vocabulary Pronunciation Interactive
communication

5 Shows a good degree of control of | Is mostly intelligible, and | Maintains simple
simple grammatical forms. Uses a has some control of exchanges. Requires very
range of appropriate vocabulary phonological features at | little prompting and
when talking about everyday both utterance and word | support.
situations. levels.

4 Performance shares features of Bands 3 and 5.

3 Shows sufficient control of simple Is mostly intelligible, Maintains simple
grammatical forms. Uses despite limited control of | exchanges, despite some
appropriate vocabulary to talk phonological features. difficulty. Requires
about everyday situations. prompting and support.

2 Performance shares features of Bands 1 and 3.

1 Shows only limited control of a few | Has very limited control | Has considerable
grammatical forms. Uses a of phonological features | difficulty maintaining
vocabulary of isolated words and and is often simple exchanges.
phrases. unintelligible. Requires additional

prompting and support.

0 Performance below Band 1
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Appendix 11: Students’ consent form
(English version)

Researcher: Eman Aldhahri

Please tick initial box

1. | confirm that | have read and have understood the information sheet dated June 2020

for the above study. | have had the opportunity to consider the information, ask

guestions and have had these answered satisfactorily

2. | understand that my participation in the online questionnaire is voluntary and that |

am free to withdraw at any time without giving any reason, without my rights being

affected. In addition, should I not wish to answer any particular question or

questions, | am free to decline.

3. lunderstand that my participation in the individual interview is voluntary and that |

am free to withdraw at any time without giving any reason, without my rights being

affected. In addition, should I not wish to answer any particular question or

questions, | am free to decline.

4. | understand that my participation in the focus group interview is voluntary and that |

am free to withdraw at any time without giving any reason, without my rights being

affected. In addition, should I not wish to answer any particular question or

questions, I am free to decline.

5. lunderstand that my participation in the English tests is voluntary and that | am free

to withdraw at any time without giving any reason, without my rights being affected.

In addition, should I not wish to answer any particular question or questions, | am

free to decline.

6. | understand that the English proficiency test which | will take during this study and

the scores will not form part of the official assessment and will be used for the

research purpose only. | also understand that these scores are not relevant to the ELI

assessments and will not affect my English performance in the English course.

7. lunderstand that | can ask for access to the information | provide and I can request

the destruction of that information if | wish at any time prior to anonymization. |

understand that following anonymization, | will no longer be able to request access

to or withdrawal of the information | provide.
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8.

10.

11.

12.

13.

I understand and agree that my participation in the individual and focus group
interviews via Zoom, online classroom verbal and written interaction, and speaking
test will be audio recorded and | am aware of and consent to your use of these
recordings for the research purposes only.

I understand that the audio recordings of my interviews, online verbal and written
interaction, as well as speaking test will be transcribed and that, after data is being
anonymised, these recording transcriptions may be used for anonymised quotes for

the purpose of this study only.

I understand that some lessons will be observed by an English teacher and | am

happy for my verbal and written interaction to be observed.

I understand that the information | provide will be held securely and in line with data
protection requirements at the University of Liverpool until it is fully anonymised
and then deposited in the archive for sharing and use by other authorised researchers
to support other research in the future.

I understand that signed consent forms, original audio and chatting recordings,
guestionnaires, and test scores will be stored on a secure file server, at the University
of Liverpool and can only be accessed by the researcher and her supervisor

at the University of Liverpool until the date of thesis submission.

| agree to take part in the above study.

Participant Name Date Signature

Name of person taking consent Date Signature

Researcher Date Signature
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(Arabic version)

(CillUa ) cls jLial) 488) ga g3 gai
Lﬁ)ﬁu‘ Olad ;3\3;1.33\

Ll 5ol G eads 2020 05 gl e slaall 48 )5 83 ) sla Cangh g il 3 08 il 31 -]
LLAY\MJS]}‘M\é\cﬁjﬁhw\gﬁﬂhﬂ\gﬁaﬁ\ﬁﬂbcb)&:\'&‘)‘;s&d\

On GVl A3 el ool ol o sk JSa ()5S (¥ G5 ALY 2 S Jlia o) pdl 2
AlaYls e dgia o b Jin o gsas dlld Ga gy gl el G50 g (gl G2 Al )
pie Ay ) el 8 ¢ Agma dlind 5 Jlse ol e DlaY) 8 e ) ae Ja el )
e Ay

Ga i) 84 all gl s e shai JS (¢ 5K da jdl) SR i SIS jLia of agdl -3
ALYl o Agia o dld Jin o say edlld ageads cun gl sl (50 iy (g1 A Al
ax i pall ol b ¢ Risma il 5l Ol sl o Y] 8 Lie e s b ey
lele sy

Oa iVl B4 all gl ol e s JSs (¢ 5Sin Lo Leall UG & S L o) agdl -4
ALYl o Agia o dld g o 3y edlld ey cun gl el (50 iy (g1 Al
ax i sall sl b ¢ Risma il 5l Ol sl o A 8 i e s b ey
e sy

Ga AVl B4y ) gl Gy e s JSGs 0 5S4 laiW) Al il JLa) A S L o agdl -5
ALYl o Asia e b Jig o 2y edlld agaits o gl sl (50 iy (61 Al
pie Ay ) el 8 ¢ Ama dlind o Jlse ol e DlaY) 8 e ) are Jia el )
Lele Ay

Aadi o e HLERY) Cila 3 s Al jall o 8 4) auzaale ) 4 3l ) ARl Ll () agdl -6
Ae Ll ud cilajall 038 () agdl LeS T Canll iy padiioio sl 5 dpan il <l LAY
A ko) Al sale 8 4 salasy) AR 8 ol e i ol ELL J) gy

e sheall el (Bl bl Sy 5 Lgadl 1 il sleal) e J sandl calls S0y 40l agdl -7
Jsmanll alla 3iSapY 4 56l lia) amy 3l agdl 4 sel) olis) J i 5 of delld b ey
Aadiall e slaall (g sl

Gk e Aaelead) LA 5 450 8l LA 8 S jLie Of agdl -8
OY O3 sl ol il o) i) 3y 5k e Jeliill g a ) gali y aladial
Laldl sl e @il gl el ale e il g ¢ sa Jams Lebiand 2l coaadll Ll i g
dadd J) Al s3a (ia jal A4 geal) sl s3]

atans Caaaill sl 5 LS 5 Ligaa 0¥ O ) el oL Jelail) 5 codlliall cdlbas of agdl -9
U ggane CLullS axaiind o Saal) (e 43 suiall COLail) Gl (i) (e LY ey i
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jasﬂ fm\)ﬂ\ 0l ua)aj ).\.;AA]\

ool Lo Dy Bagmas Ul 3y 3l Al Adlas U (0 Lgitan Do o (05,01 imns ¢ gl 10
i e
LS

Il dadla & clilul) dlas (o 59181 188 5 Ly s L 35 2y o s gadiln ) il slaall (f gl =11
O (e Lgalaiinn 5 LS L (m jal Cindi Y A Ll o o5 (a5 WIS A gemna (9585 0
) A Gl aeal (paaina Gfialy

Cla o s ecliliny) ¢ Al clislaall 54 guall S adll A8 gall ) ) =3 501 () agdl =12
Al Al ) b 2y ) () J s i) dmals (B g8 pilie g Al U8

ookl Lal) Ll Al pall 8 S jlie e 3850213

a5l gkl L s

8 i) FaBil A3 ) 320 2B 3 jadil) )

sl gl Zal
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Appendix 12: Teachers’ consent form

Researcher: Eman Aldhahri

Please tick initial box

1. | confirm that | have read and have understood the information sheet dated June

2020 for the above study. | have had the opportunity to consider the information,

ask questions and have had these answered satisfactorily.

2. Tunderstand that my participation in observing the researcher’s lessons is

voluntary and that | am free to withdraw at any time without giving any reason,
without my rights being affected. In addition, should | not wish to answer any

particular question or questions, I am free to decline.

3. lunderstand that | can ask for access to the information | provide and I can

request the destruction of that information if | wish at any time prior to

anonymization. I understand that following anonymization, | will no longer be

able to request access to or withdrawal of the information | provide.

4. | understand that the information I provide will be held securely and in line with

data protection requirements at the University of Liverpool until it is fully

anonymised and then deposited in the archive for sharing and use by other

authorised researchers to support other research in the future.

5. lunderstand that signed consent forms, observation sheets, and the recorded

lesson will be stored on a secure file server, at the University of Liverpool and
can only be accessed by the researcher and her supervisor at the University of

Liverpool until the date of thesis submission.

6. | agree to take part in the above study.

Participant Name Date Signature
Name of person taking consent Date Signature
Researcher Date Signature
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Appendix 13: A2 Key Modified Communicative Practice Test

Listening:
Part 1

For each question, choose the correct answer.

1 How did the woman travel to work this morning?
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Part 2

For each question, choose the correct answer.

You will hear Larry talking to Cara about a friend's birthday.

What present will each person give?

Example:

0 Cara A

People Presents

1 Anthea A art equipment
B bag

2 Larry C book
D chocolate

3 Kerry E concert ticket
F jewellery

4 Tony G perfume
H picture

5 Hannah
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Reading
Part 1

For each question, choose the correct answer.

Paula Sally Kim

1 Who does her hoppy with people in her A B C
family?

2 Who started classes after getting some A B C
good advice?

3 Who began her hoppy after feeling unhappy A B C
at work?

4 Who did her hoppy for a long time before A B C
starting classes?

5 Who has made new friends at her classes? A B C

6  Who felt worried before starting her classes? A B C

7  Who first had classes in her hoppy as a child? A B C

Learning for fun
Meet three women who enjoy taking classes in their free time.
| work full-time as a nurse, and don't have much time for hobbies, but I've been interested in
photography since | was a child. On my last holiday to India, | took lots of pictures, and
everyone | showed them to said they were great. So | decided to do a course. At first, | was
afraid | might not be good enough. After all, it was my first time as a student for ten years! But

| loved it from the very first lesson.

When | was still at school, | started learning the violin. It was fun and | was quite good at it,
but | didn't do it for long because | had so many other hobbies. Then last year, | was having
a hard time in my job, and my husband bought me a violent as a present. | started learning
with a teacher again. All three of my children are learning to play instruments too, so now

we can practise with each other!

Last year | moved to a new city because of my job. | didn't have anything to do in the
evenings, so one of my colleagues said | should try a class at the local College. | immediately
thought of cooking. My mum was a fantastic cook, and when | was a child | loved watching
her in the kitchen, but | never learned how to cook myself. The other students on the course

are around my age, and sometimes we go to restaurants together, or even the cinema.
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Part 2

For each question, choose the correct answer.

My city
Pop singer Charlotte Bond talks about living in London.

I live in the centre of London. | love it because there's always something happening and there are
people around whatever time it is. Famous people like it too- they often come here for the restaurants
and shops.

I've lived here all my life. When | was little, | had singing lessons at a place near where | live now. | was
afraid of the teacher at first, and some of the songs we did together were quite hard to learn. But she
was good at what she did and | learned a lot of things that have helped me in my career.

When friends visit me now, | enjoy taking them sightseeing. You can get a bus around the city, but we
prefer to walk. I've got a little car and | love driving, but there's so much traffic here, and it's hard to find
parking spaces.

One building | love is the National History Museum. They sometimes hold parties there, and last
December my band and | played at one. I'll never forget it. When | go to exhibitions at the museum with
my friends, | tell them all about that night and how amazing it was.

Soon I'll be leaving London to go on tour with my band. We're playing in lots of new cities and | can't
wait to explore them. We've sold lots of tickets, which is great. I'll be away from my family for six months,
but they're coming to see me sing, so it's fine.

1 What does Charlotte love about the centre of London?

A It is always busy.
B Famous people often visit.
C The shops are very good.

2 How does Charlotte feel about the singing lessons she had?
A She's surprised she can remember them.
B She's sorry she didn't try harder.

C She's glad she did them.

3 What does Charlotte think is the best way to see the city?

A by car
B on foot
C by bus
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4  Why does Charlotte love the National History Museum?
A She had a special experience there.
B She thinks the building is beautiful.

C She enjoys visiting the exhibitions.

5 What does Charlotte say about going on tour with her band?
A She hopes lots of people will buy tickets for her shows.
B She feels excited about seeing new places.

C She's worried she'll miss her family.

Vocabulary

For each question, choose the correct answer.
My Friend

My friend Chris travels a lot for work, but she (1)............... in New Jersey. She graduated from one of
the public Universities in the US and currently employed at Mayo Clinic. When she got married to her
(2)eeeeeiiiinnn. , they travelled to several countries for their honeymoon such as Rome, France, and Spain.
I remember when she bought me a present, it was the best | have ever received. Chris has two children,
a3 and a son, aged 7 and 10, who always act as a grown-up. Her daughter's (4)...............
is the same as her mother "Sarah", as she loved her mother so much. She has a great family, her
(5) FPTPR is a writer and his books are very popular and her sister is a (6)............... and her pictures
are very pretty.

A) stepbrother
B) brother in law

C) husband
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C)

cousin
daughter

nephew

first name
surname

middle name

niece
grandparent

father in law

dentist
journalist

photographer
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Grammar

Sarah is writing an email to her friend Norah.

Complete the email below by writing ONE word for each gap in the box.

From: Sarahll@gmail.com

To: Norah23@hotmail.com

Hi Norah, How (0) ...... are......... you? Do you have any plans this Friday? Are (1) ............... free to
go to the cinema with me and Rahaf? we (2) ............... so excited to watch Code 8 as everyone talks
about it. Rahaf will bring (3) ............... sisters and | will invite (4) ............... cousins, it would be much
funifyouand (5) ............... sister can join too. We will buy a group ticket online because it (6) .............

much cheaper than a single ticket. Please let me know if you want to come.
Best,
Sarah

Answer example: (0) are
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Writing

Write an email to your classmate in the Online English course:

In your email:

-Introduce yourself, talk about:
e your age.
e your hobbies.

e your family members.

-Ask two simple questions you want to know about your classmate.
Write 35 words or more.

Speaking Test:

Part 1 (3-4 minutes)

Phase 1
Now, let’s talk about friends.

Back-up prompts

A, how often do you see your friends? Do you see your friends every day?
What do you like doing with your friends? Do you like going to the cinema?

B, where do your friends live? Do your friends live near you?

When do you see your friends? Do you see your friends at weekends?
Extended Response Back-up questions

Now A, please tell me something about one of Do you like your friend?

your friends. Where did you meet your friend?

Did you see your friends last weekend?
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Phase 2

Interlocutor

Now, let's talk about shopping.

B, where do you like to go shopping?
What do you like to buy with your money?
A, who do you like to go shopping with?
What can you buy near your house?
Extended Response

Now, B, please tell me something about presents
you buy for your friends.

Back-up prompts
Do you like to go to shopping centres?

Do you like to buy clothes with your money?
Do you like to go shopping with your friends?
Can you buy food near your house?
Back-up questions

Where do you buy presents?

Do you like giving presents?
Have you bought a present recently?

Part 2 (5-6 minutes)

Interlocutor
& 3-4 minutes

Now, in this part of the test you are going to talk together.

Here are some pictures that show different places to eat.
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Do you like these different places to eat? Say why or why not. I'll say that again.
Do you like these different places to eat? Say why or why not.

All right? Now, talk together.

CRINNE e T

® Allow a minimum of 1 minute (maximum of 2 minutes) before moving on to the

following questions.
Interlocutor /
Candidates Do you think... Optional prompt
Use as appropriate.  ....eating on the beach is fun? Why?/Why not?
Ask each candidate ... eating in restaurants is expensive?
at least one ....eating at home is boring? What do you think?
question. ... eating at college/work is cheap?

.. eating in the park is nice?

Interlocutor So, A, which of these places to eat do you like best?

And you, B, which of these places do you like best?

Thank you. That is the end of the test.
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Appendix 14: Interview Transcriptions (Samples)

TD Group
(Student 3)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

I really liked them because the idea is not boring, so I can learn and have fun. They also had

film and a story, so they were very very nice, cute. The idea is very nice and fun, not as the

ones in the coursebook that have lots of details and information, I felt very comfortable. It was

nice, I liked it.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

They are nice but I did not understand some of them, so I had a problem with this. However,

in general, they were nice because they mostly depend on the lesson’s topic, and the lessons’

topics were really nice. Because of that, we saw them nice and easy for us. I did not face lots

of problems.

3. Did you like the listening text "*Sharon and Sydney'? Why?

Yes, it was very nice, actually all of them were really nice. Why it was very nice for you?
Because their idea that they did not see each other and try to guess and try to know how each
one’s look was a new and nice thing. Then, when they saw each other, they were shocked about
their thinking and how they look in that not the same thinking or the same description that they
thought of. It was very nice, even their reaction was nice.

4. Did you like Cinderella story? Why?
I'love it since I was young. It came in a lesson and that was very wonderful. I liked it.

5. Did you like the text "Interesting facts about Snow White"? Why?

Yes, nice very nice. | felt that | spent the best week in my life in terms of English learning. This
is my first time to love this subject and the thing that I learned from it. I felt that | was able to
understand and even participated. | turned on the mic and answered. There are things that made
me stronger than before, | became more confident. They benefited me a lot more than reading
and answering the questions in the coursebook. If I keep depending on the coursebook, I won’t
learned like what I did with you. So, it made a huge difference for me. That’s why I’m telling
you that it was very nice, | liked the activities a lot.

6. Did you like the listening text ""Meeting a famous person*'? Why?

Yes, very nice. Because we talked about the people we want to meet and imagined that we will
meet them. Then, what will happen if we met them? and we made a speech about it, so it was
really a nice topic, I liked it.

7. Did you like the teacher's method of teaching? why/ why not?

Sure sure, the method is really nice because it made a difference and benefited me. The
conventional ways of teaching like the ones that depend on the coursebook and such could
work but not like your method. Because your method made me more confident and motivated
me to answer, participate, and initiate (discussions). So, the method is really nice and benefited
me a lot.
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8. Do you think the teaching method helped you develop your English skills ? explain
how?

Yes, it made a difference, I wanted to write passages, I wanted to participate. I became

motivated because the method was right, it suits me.

9. Do you think the teaching method encouraged you to interact better in the
classroom? explain how?

Yes, very much. The method was not boring, it was exciting, so I was encouraged to participate

and to answer because the topics are about stories we love, things that we love. So, we were

motivated to participate, motivated to express our opinion about the subject that you were

talking about.

10. Would you recommend the lessons to your friends?

Yes yes, very much. Because it changed a lot in my personality. It made me motivated to
participate most of the time and express my opinion. It made me motivated to learn, I started
to love learning, so it was very nice.

11. Would you like to say anything regarding the lessons we had in the previous week?
If one of the girls asked me about my opinion or recommendation, I would strongly recommend
it. Because it benefited me a lot and I believe it is a good method. I wish that the way of teaching
becomes like this, instead of focusing only on grammar and similar things. I think if teachers
start to teach like this, the delivery of the information will be quicker, easier, and we get it very
well because we are familiar with the topics. We are familiar with Cinderella, with an interview
(with a celebrity), and things will be easier because of that. I’'m like this even when I am
studying by myself, I must connect the information with something I am familiar with. So, this
teaching method was just as I prefer, so it was really nice for me.

Student (11)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

They were very enjoyable. Why they were very enjoyable? It was something new, that we

are not used to. Also, we learned the grammar and the vocabulary in a new way, we did not

follow what is exactly written like in the coursebook. And, something we already knew, so it

was really enjoyable when we had the stories of Cinderella and Snow white.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

Yes, they were enjoyable, but one disadvantage was working in groups. I don’t like working in

groups at all. I feel that when we were working in a group of 4 or 5, only 2 were working. So

it is not fair for all the group members to take the full mark when in fact only 2 were working.

I totally disagree with group works.

3. Did you like the listening text **Sharon and Sydney"'? Why?

Honestly, it was ok, it was useful but was not enjoyable for me like Cinderella and Snow white.
Why was not it enjoyable? Because it was a little bit serious, it was dark and not colourful, it
was not lively. Do you mean the filming? Yes, these things are important to see in the videos
because they bring the attention. But the video was not black and white? But it was not lively
and colourful like Cinderella.

4. Did you like Cinderella story? Why?
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Of course I liked it, I mean who doesn’t love Cinderella’s film?. I felt strange that I am taught
something about Cinderella, it was not expected at all, I thought that you will let us watch the
film and ignore the class. I did not expect that this was the lesson!

5. Did you like the text "Interesting facts about Snow White™? Why?

Yes, actually I told my whole family about it. I found it strange, I did not know that the animals
are real and the person who created the story is 15 years old. It was very wonderful, I actually
liked it more than Cinderella.

6. Did you like the listening text "*"Meeting a famous person*'? Why?

Yes, it was very nice. Because I felt as if we are not in a class, it was something from the
curriculum but related to our real life. I did not expect that I might talk with my teacher and
tell her about my favourite singer or who I wish to meet?

7. Did you like the teacher's method of teaching? why/ why not?

Yes of course, but I have one issue which was the time. Sometimes I wish to shut down the
laptop but I couldn’t, because I know I would regret it. So you liked the method but you did
not like the length of the class? Yes, the time was the major problem, but everything else was
actually perfect.

8. Do you think the teaching method helped you develop your English skills ? explain
how?

I think only the listening skill improved because we listened to many audios, but nobody would

improve his language within one week or 4 lessons.

9. Do you think the teaching method encouraged you to interact better in the
classroom? explain how?

Yes, because it was something from our real life, we did not follow a particular curriculum.

Even if1 could not say something in English, it was fine to say it in Arabic as the most important

thing is that I understand the information.

10. Would you recommend the lessons to your friends?
Yes, I was taking pictures when we had Snow white and Cinderella’s lessons.

11. Would you like to say anything regarding the lessons we had in the previous week?

There’s nothing to say about the lessons but there’s something I want to say about you...

Student (13)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

I enjoyed them because the coursebook stories are not similar to these ones. We are all familiar

with these stories and have seen them. The majority of the coursebook stories are historical or

very fictional. But we know the stories you used, we have seen them as films in our childhood,

so they are wonderful.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

Yes, I swear they are nice. Why are they nice? Because they are different, we usually don’t

have such activities. I mean, we used to have limited activities that even if we worked in groups,

only one student would answers while the others are just writing down the answers. But we

were all participating this time, so we were all happy and had fun.
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3. Did you like the listening text **Sharon and Sydney'? Why?

Yes, I liked it because they started asking each other questions to be able to imagine each other.
It was nice and unusual. Also, it was nice that they were laughing because she said she is “a
single mum” although it is not something nice. But, they were laughing, having fun, and not
taking things seriously, so it was nice.

4. Did you like Cinderella story? Why?
Yes. Because it is nice that we all participated and we all had similar ideas, so it was nice.
5. Did you like the text "Interesting facts about Snow White'"? Why?

It was nice but I did not watch Snow White, so I did not know anything about Snow White but
the girls told me. But it is nice. It is nice that we learned things we did not know before, I mean
I did not know Snow White but I liked it.

6. Did you like the listening text '"Meeting a famous person'? Why?
Yes, it was funny.
7. Did you like the teacher's method of teaching? why/ why not?

I personally liked it. It is nice because it was all easy. You made things easier for us instead of
making them difficult. You always tried to help us to understand better, I mean, you were
supporting us. I swear, it was really nice, I really liked it and thank you.

8. Do you think the teaching method helped you develop your English skills ? explain
how?

Yes, it helped me. Before, I did not want to learn English but then with this method I felt it
could be easy to learn English. So, I was wondering why they are making it seem so difficult.
Even when we were learning English at school, we did not talk. Only the very good student
would be able to speak English back then. But now, all of us became able to speak, so I really
liked it, it improved lots of things really. All the skills improved.

9. Do you think the teaching method encouraged you to interact better in the classroom?
explain how?

Yes, it definitely encouraged me because changing is nice. Because we have been taught
English in the same way all over the past years, all the English teachers were teaching in the
same way. So, this change in the way of teaching is nice. We felt happy in these classes not like
the usual classes. I mean these classes are enjoyable.

10. Would you recommend the lessons to your friends?
Yes, definitely.

11. Would you like to say anything regarding the lessons we had in the previous week?

I swear all of them are enjoyable, so I wish that all the teachers would do the same thing because
it is extremely wonderful. Because I haven’t seen myself communicating as much as this time.
Even if [ didn’t talk, [ was able to understand, I felt happy that I was understanding everything.
Not like the old days when we did not really understand anything.
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CB Group

Student (7)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

Yes, because everything was clear in front of me, and even if I faced something in the class, I

can get back to it, check it, and understand it. I also can see it from the coursebook.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

Yes. To improve myself and be able to understand better, without being very serious. What do

you mean without being very serious? It means changing the atmosphere. For example, when

you tell us to answer, we sit in groups and answer together. Instead of listening a lot, we now

practice more. For me, I don’t like listening a lot, I love to practice and answer.

3. Did you like the reading text “ A family in Kenya”? Why?
No. I don’t like reading and listening a lot. Although the text was short and I learned new
vocabulary, but I don’t like reading and listening a lot.

4. Did you like the reading text “The face of seven billion people”? Why?
No, because I didn’t understand it.

5. Did you like the listening texts? Why?
It was nice because it was simple, and everything was clear. Even the questions were in the
coursebook, it is clear what they ask us to do and what to answer, it was simple.

6. Did you like the teacher's method of teaching? why/ why not?

Nice. Miss.... teaches with a little bit of Arabic and English, so those who don’t know English
very well like me, she teaches us firstly in Arabic and then in English. This is nice, but if it is
all in English, I won’t understand, I’1l be lost, I’1l feel bored. Actually, when I hear a word in
Arabic, I feel excited to know it in English. This is what I prefer in the method of teaching. So,
you had a problem in the language when teaching? The method of teaching is nice and I
understand through it but we were answering all the questions, some questions we didn’t need
to answer them, and this was not nice.

7. Do you think the teaching method helped you develop your English skills ? explain
how?

When I compare myself now with the previous year, I wasn’t enjoy participating at all, [ wasn’t
enjoy reading. The nice thing is that you let us feel ok to make mistakes, just participate. I also
liked that in each class, you emphasized the importance of introducing ourselves. You let us
talk a lot, and this strengthen our self-confidence and make us speak a lot in English. I want
you to tell me about each skill, did you notice any improvement or not? The reading, no,
because we didn’t read a lot, you didn’t let us read anything from the coursebook and maybe
because no one asked to read. The writing, yes, we were writing, and I was focusing on that.
The listening, I don’t think so. The speaking was the best thing because you made us speak a
lot, and introduce ourselves. Also, you encouraged us to turn on the mic, the other teachers
would never allow us to turn on the mic and speak.

8. Do you think the teaching method encouraged you to interact better in the classroom?
explain how?
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Yes, you asked us to answer, so we turned on the mic and we talked. It is something nice that
makes us feel like answering and interacting. So, you let us all interact, especially, when you
let us work in groups and not in pairs. Like me and another 3 girls , talking and discussing the
lesson and anything difficult for us, so we were talking.

9. Would you recommend the lessons to your friends?
Yes, especially, the first lessons. They will be very useful for their daily life.

10. Would you like to say anything regarding the lessons we had in the previous week?
No.

Student (11)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

Yes, I enjoyed it a lot because it was not as the usual classes. The class was new, and we did a

lot of things which we didn’t do before such as the group work. It was very nice, I enjoyed it

and the girls enjoyed too.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

Yes. Some of them were not nice, were not enjoyable. The rest were very nice. I did not feel

bored, I did not want to leave.

3. Did you like the reading text “ A family in Kenya”? Why?

No, I did not like it a lot. Why you did not like it? It was a little bit boring and the family had
lots of members, also there were some dates, I think they were birthdates of each one, it was a
lot.

4. Did you like the reading text “The face of seven billion people”? Why?#

Yes, it was different. It is was the first time we had a passage like this. For example, the age,
then the language, so they were not all in one paragraph. The passage was separated (into
sections), and was enjoyable, I was able to find the answers I wanted very quickly. I meant,
anything I wanted to look for was clear not like the previous passage.

5. Did you like the listening texts? Why?

All of them were enjoyable not like the reading texts. The listening is nice, I liked it because
I’m not the one who reads, focuses, and searches (for the information). There was somebody
reading and I was listening, this by itself was waw.

6. Did you like the teacher's method of teaching? why/ why not?

Yes, I liked it very very much. We were taking everything one by one, then we worked in
groups, answered the questions together, then we returned to the main group, so we were
switching. It is not the same as the classes everyday, where we have to do the activities, and
answer the questions individually. We do not work in groups (in everyday classes), so they are
a little bit boring and you even feel that they are very long, but your method was not like this.

7. Do you think the teaching method helped you develop your English skills ? explain
how?

Yes, very much when we were taught using your method. I was participating and talking a lot.

Although there were some mistakes, I was ok with participating though I did not use to

participate before. Today I didn’t feel like participating because the class was confusing, and
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everything was presented altogether. I feel that today’s class did not help me to improve myself,
it did not help me at all.

8. Do you think the teaching method encouraged you to interact better in the classroom?
explain how?

Yes, I’'m the kind of person who does not participate in the classes at all, although I love the

English course very much. But, by this method of teaching, I was always ready to participate

and I did not hesitate to turn on the mic and answer.

9. Would you recommend the lessons to your friends?

Yes, it was not boring at all, I enjoyed participating and listening, instead of practicing all the
skills together. I don’t like answering the questions individually all the time. When I work
alone, I feel scared a little bit, I feel that it might be wrong or something. But in groups, each
one helps the other, i.e. when I have a mistake, one of the girls would correct it, and when one
of the girls have a mistake, I would correct it for her. This class was not as the normal routine,
it was a little bit different.

10. Would you like to say anything regarding the lessons we had in the previous week?

I really liked it. It helped me, every day I feel that something has changed, something has
improved. Even when I made a mistake, I used to keep correcting it for some days. I feel that
I’ve improved a little bit in grammar.

Student (12)

1. How did you find our previous classes in general? Did you enjoy them? why/why
not?

Like what we used to take in the old days, I did not enjoy them, and they were not boring either.

They were just Ok.

2. What do you think about the activities we used in our previous lessons? Are they
enjoyable? Why/why not?

They were ok and useful. I enjoyed the group work, 1.e. being able to have a discussion with

another girl.This helped me to interact more, and not feel bored by only doing nothing but

listening throughout the whole lecture. The activities were enjoyable with the group, but when

I do the activities a lone, it’s like I am studying something (alone at home).

3. Did you like the reading text “ A family in Kenya”? Why?
Yes, I liked it. Because it is taken from real life such as the names of the uncles.

4. Did you like the reading text “The face of seven billion people”? Why?
It was enjoyable. I love reading passages more than learning grammar and vocabulary.

5. Did you like the listening texts? Why?
Honestly, not really. I wasn’t excited to finish listening to them and know what they are really
about.

6. Did you like the teacher's method of teaching? why/ why not?
Honestly, I liked it. Because it is a method we are used to before. It’s not new to us or a method
we aren’t familiar with, and it was enjoyable.

7. Do you think the teaching method helped you develop your English skills ? explain
how?
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Not that much improvement, the difference is a little, it was only a week. My reading is better
than before. The listening is good. The grammar is not really. The vocabulary is good. The
writing was the skill that improved the most because I had to write about myself, like express
myself. Back in school, they were not concentrate on writing, they were concentrating more on
the other skills. My speaking is Ok.

8. Do you think the teaching method encouraged you to interact better in the classroom?
explain how?

Yes, very much. Like when we worked in a group, I didn’t feel bored. I didn’t listen to half of

the conversation and skip the rest. I was excited to answer and go to the next question and so

on.

9. Would you recommend the lessons to your friends?
Yes.

10. Would you like to say anything regarding the lessons we had in the previous week?

Nothing.
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Appendix 15: Interactional Patterns (Definitions)

Type of patterns

Definitions

Examples

Closed question

Any question to “check the retention of
previously learned information, to focus
thinking on a particular point or
commonly-held set of ideas.” (Blosser,
2000, p.3)

T: ok, so what’s the difference (.)
between half-brother (.) and step-
brother (.)?

Open question

Any question to “ promote discussion or
student interaction; to stimulate student
thinking; to allow freedom to
hypothesise, speculate, share ideas about
possible activities, etc.” (Blosser, 2000,

p.3)

T: so, tnow you are the nasty
step-sisters, what you gonna do?
(3.0)

Managerial Q

Any question “to keep the classroom
operation moving.” (Blosser, 2000, p.3)

T: can you see my screen now?

Meaning negotiation

Confirmation check:

“expressions that are designed to elicit

confirmation that an utterance has been
correctly heard or understood” (Gass &
Mackey, 2015, p.186)

L6: er my grandfather is Wafa?
T: your grandfather is Wafa?

Clarification request:

“expression designed to elicit
clarification of the interlocutor’s
preceding utterances” (Gass & Mackey,
2015, p.186)

L3: err yes because they have a
wide [imagination]
T: yes, you mean nowadays ???

Comprehension check:
“expressions that are used to verify that

L1 s <o oa W odail 5 ((and
Angeline is Cinderella’s

opinion without any conscious effort. It
also includes nonverbal actions such as
laughter and emoyjis.

an interlocutor has understood” (Gass & | daughter)).
Mackey, 2015, p.186) L1: OK?
L(1): '+ ((ves))
Comments A spontaneous utterance/s expressesan | 1L5: @ @ © ©

L5: its so funn hhhhhhhhh

L18: @

L7: L 222 (( liked it222))
L1: ((laughter))

Reading the text/ students’ answers

Group of utterances in which the teacher
reads aloud the text or students’
responses.

T: OK, I'll start to read now,
1>sister, we have step-sister, we
have half- sister<,a::nd we have(.),
ok we ne:ed another word There.

Writing students’ answers

Group of utterances in which the teacher
writes the learners’ responses.

T: | have two brothers and one
sister? (T writes the student’s
sentence).

Feedback

Utterance/s made in response to a
previous utterance/s by a speaker/s. It
could also be an evaluation of the
students’ performance.

T: ok, so what do you think this
story is about?

L2: lucky girl.

L1: [about a poor girl]

L3: [a beautiful girl], princess.
T: yes, it’s about a princess.

Giving instructions

An explanation of how to perform the
activity or the sequence of the learning
process.

T: so, | want you to do the same
() with these three words, in
groups.

Explaining

T: An utterance or series of utterances
describe the meaning of language points.

Ss: An utterance or series of utterances
describe the given task.

T: so, your brother’s daughter (.)
is your niece, and your brother’s
son (.) is your nephew.

L1: ‘

Lless ¥ 5 ¥ ) 5 291, iy
Al I J) #Lki ((girls, the brother
and the:::: sister and the father, she
wants us to find the errr root)).

Giving information

Providing grammar/ vocabulary answers
or making predictions of events with
partner/s.

L(1):1B
L(2): cs8a 1 147/ ((yes 1 will be))
B.
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(providing language answers)
L10: sualull aia ((the witch will
come))

L8: A

L10: pske Lpbaatis 5 ((and she’ll
give her clothes))

(making predictions)

Requesting information

Eliciting predictions or language points
from partner/s.

L4: (10.0) £ola i1 () comer pw5))
then (.) what happened?))

L1: fower ((then?))

L4: £ el ae cuad, ((dance with
the prince?))

L1: uhmm (yes)

(eliciting predictions)

L(1): who’s James?
L(2): husband of Cinderella?
(eliciting language points)

interactive language use” (Seedhouse,
2004, p.34), usually in pair utterances.

Off-topic Any utterance/s not relevant to the topic | L9: ¢@ @ @ @ 5 o ((Who is
of discussion. singing?))
Opinion Q An utterance produced to gain feedback | Hi Cinderella, thank you for
from partner/s. inviting me and my family, I will
come... inviting me and my
family to the dinner, I will come
with my older sister Sarah, she is
22 years old and she is in her
finally year at university, and she
loved drawing very much, €aSi)
((what do you think?))
Repair “the treatment of trouble occurring in L(2): Jséi = ((sO we say)) the

witch cc come ¥((no))? come?
L(1): came (.) Hw cuali g Cila 4/
(( means she came and finished)).

Presenting family/friends

Series of utterances produced by the
learner to introduce their family or
friends.

L: Ahlam is my mother, and (.)
Faisal is (.) my father, Shahad is
my sister and Hala (.), my brother
err Fahad and Assaf and Mulham.

Sharing writing

A sentence or group of sentences
produced by the learner/s in response to
their writing tasks.

L5 (G2): hi Cinderella i'm majd
thank you for inviting me and my
father i'm so exaitd to attend my
lettle sister her name is taleen
she's 11 years old she love taking
photo and draw

Translation

Translation of a single or group of
utterances from English to Arabic to
explain the meaning.

L7: 1 can’t understand!

T oielSl il lgakil ((say it, say
the two words)).

L7: ah ok. he is his.

Encouraging

A single or group of utterances produced
by the teacher to promote learners’
participation.

T: T: >girls it’s ok if you want to
speak in Arabic,< but please try to
speak in English? ok? try? even if
it’s few words, it’s fine.

Role-playing

An activity that requires two or more
participants e.g T—Ss or Ss—Ss to be
involved in a conversation on a
particular topic.

L7: talk about me girls, come on?
T: yeah exactly, what do you think
about ??? (;, how old is she? how
does she look like?

L3: | think she has a short hair?
and she:: short?

Technical issues

Any utterance/s expressing a technical
issue.

L5: 4 dlSie (sie Ll ((1 have a
problem with the mic))

Appendix 16: Classroom Interaction Transcriptions (TD Group)
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O

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

TD Lesson 1

T: Pso I’'m gonna now break out the groups, and there will be, let’s say 4 in each group, and you'll
play Sharon and Sydney guessing game, Ok? So | want you to make assumptions about your partner,
how does she look like? What’s her age? And is she married/single? Does she have a job? Ok? and
<ask questions you want to know about her?> you can use your own questions? >the ones that you
created before, about the age, about the job, | know that you may have other questions< please
girls, too personal questions should not be asked? Ok? > you can ask any question you want< but
<not too personal> ok? So, as | told you before if you want to speak in Arabic? You can, but try as
much as you can to speak in English, and your friend might help you.

Making assumptions (development activity)

L26: aw e Ll i ((we make predictions about each other))

13: @ @

L19: © eliba <l s ey i e IS5 (( talk about yourself and your partner))
L27: L& i/ La iegd ((do you understand what does she want))

L19: Seliba & pd JEG ciS iad ((guess how does your partner look like?))

L19: </ / &/ ((yes | can hear you))

L8: @) ole lesegd/ ((try to understand it))

L26: 4LiwY/ s j iz /&) ((yes like questions))

L19: (wsieas ¢ JSS((everyone makes predictions))

119: @ ©

L15: Liwdi/ v d i Lini 4.5 4/ ((ok she wants us to introduce ourselves))

18: @) e i sdi swall £857/ ((I think the miss can watch us right))

L15: 19

L28: s ((I don’t know))

L26: Az 1S5 pandly il auY/ izs ((so the name and surname and the age and like that))
L29: ¢ /xi((shall we start?))

L19: § <liba &b s js 2S5 ((what is your partner’s weight?))

L23: Are you short

L5: 156

L15: </s< ((hobbies))

L3: Cxd sl ((predict?))
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32

33
34

35

36

37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

L19: s/ ((yes))

127: 4lic) 463l Jowi oan 5 S 4il singd ) ((What | understood is that each one asks the other one
guestions))

L8: Lunlly iliif 4 i) L ((why there’s English in the world))
L19: <z ((it’s funny))

L23: Are you 19?

L3:78

L15: 22U 40 420/ ((Arabic is forever))

L3: @) &/ 4iis a5 ((what is his weight))

L19: 80 < 2459/ U/ ((1 guess in 80s))

L23: You like to eat pizza

119: @ @

L15: <& ((how))

L3: $ pedsii aS /5L ((can you guess his height?))
L19: < LY ((I wish 170))

119: @ @

L26: are you tall

L3: @) &/ <llsh oS ((what is your height))

L15: 445 4/ ((the job))

L23: No

L15: bl ((unemployed))

L15: <2l s pai ((unfortunately I’'m short))
L15: _pad s 2 ((my hair is short))

T: Girls please guess your partner's age, hobbies, and how does she look like?
L15: o siwe ke ((let’s keep it as a secret))

L26: do you have job

L15: 1oF ((153))

T: how about others? Does anyone want to share? Their assumptions?

280



10

11

12

13

14
15

16
17
18
19

20

21
22

23

24

25

26

27

28

29

30

31

32

33

34

L16: errr her name is Sura (:, ummm err she had err a short hair? | asked her about err [hobbies] she
had no (:

T:it's ok (:
L16: umm that’s it, yes.

T: ok, anybody else? You want to share your assumptions? (6.0) Come on, the last one? The last two
students, can you share your assumptions? (3.0) It's ok girls even if you made mistakes, it’s alright?
(6.0) no?

L7: talk about me, girls, come on?

T: yeah, exactly, what do you think about ??? (:, how old is she? how does she look like?
L3: I think she has a short hair? and she:: short?

T: ok?

L3: and she is (tall as me)

T: and what else? (:

L: | guess she had err she have err a long legs? because she know how to lay in bath (I guess she
know) as she had long legs, and err (4.0)

T: well, that’s great? so you're all talking about ??? now, J! il SleSa (aS §99 e (S5las il J909 b
((come on show me what your assumptions about ??? how does she look like? What are her))
hobbies? $lgige (10 gadS (10 yos aglaal S Tdyec S ((how old is she? how old is she from her talking,
her voice?))

L: _she is 18 (laughter)

T: 18? ok, | want you now all (.) to talk about ??? and then we will ask ??? whether it’s right or
wrong? ok? so go ahead.

L3 : mmm short hair?

L2: she’s tall?

L7: yes (:

L: long legs?

L7: no.

L3: are you skinny (.) so much?
L7: mmm no (:

L3:you're 18 or 19?

L7: yes yes.

L: do you have brother or sister?
L7: yes (:

L: | think you look (children) (laughter)
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35

36

37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

52

53

54

55

56

57

L7: again? oh my god (: no no.

L: (laughter) (3.0)

T: and that’s it? (3.0) That’s it? or you need to say anything else about her?

L7: Miss Eman what about you?

T: what about me (: ok guess? You can guess ??? you can start? You're the first one (:

L7: no talking about me?

T: ok? about you? ??? | think, from your voice, | think you’re 16 years old not 18 actually?

L7: oh my god (laughter)

T: and yes as the others, | thought your hair is short, and you are not very tall? may be 1577

L7: YES.

T: are you (.) thin?

L7: what?

L7: nope yes? yes yes.

L2: miss can | guess you?

T: ??? yes you can guess? give me guesses (:
L2: do you have a short hair?

L: your age is 257 267

T: you're close!

T: 0k??? what did you say? my hair is curly?
L2: short? is it short?

T: ok?

L: you have a white skin? =

L16: = ye::s that’s a right guess (laughter), yeah (: short hair and white skin (:

TD Lesson 2

T: the lesson today is about <story of a poor girl> ok? so, we gonna read a story today (.) it could be
one of your favourite children’s story (.) can you guess the name of the story?

L1: ammm Cinderella?

T: P wow that's a really good guessing!

T: yes ??? it’s Cinderella, this one. ((T shows Cinderella’ picture))



10

11

12

13

14

15

16
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27

28

29

30

31

32

33

34

35

36

L2: «¥/((wa:w)).

T: ok, so what do you think this story is about?

L2: lucky girl.

L1: [about a poor girl]

L3: [a beautiful girl], princess.

T: yes, it’s about a princess.

T: ok, so now look at this picture, can you see the picture?
LL: yes.

T: great.

T: so where is Cinderella?

L1:in the garden =

T: =yes in the garden.

L1: or with the horses?

T:Myes that’s Cinderella with the horse (.) is she happy?
LL: [yeah]

L4: [no]

L1: yeah, she looks happy.

T: yeah, she looks happy (.) and, do you notice something?
L1: is that her stepmother? or whatever in the (.) window?
T: well? a kind of, yes.

T: so what else? the mother, the step-mother?

L1: is that her father with her?

T: well? yes | think so.

T: ok, so who are these people on the top of the picture?
L5: her sisters?

L1: her mother and her step-sisters?

T: well? yes.

T: who's this man? in the picture?

LL: father, her daddy, daddy

T: yes, yeah, this is Cinderella’s father, you’re right (.) and, is this Cinderella’s mother?

LL: no, step-mother.
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38
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65

66

67
68
69
70
71

T: actually yeah!

T: ok, so you're going to listen to the first part of the story (.) Cinderella (.) so as you listen (.) TMtry
to visualize the events of the_story, ok? relax_and enjoy listening!

T: once upon a time, in a faraway land, there lived a rich widowed gentleman, and his beautiful
daughter Cinderella, so, Twhere do you think | is Cinderella’s mother?

L1: ah, did she pass away?
T: yes (2.0), she died.

T: so, Cinderella’s father was kind and J/loving (.) He married for a second time, so his daughter had
a mother to care for her, so, where’s his second wife? (1.0) can you see her in the picture?

L6: she behind the window?

L1: yes.

T: and who are those two little girls?, in the picture.
L1: her daughter?

T: yes, exactly.

T: so, Cinderella’s step-mother had two mean and ugly daughters called Anastasia and Drizzella (.)
so, when Cinderella’s father died (.) Tnow you’re Cinderella, what’s going to happen to you? (4.0)
will your step-mother be kind to you?

L1: NO.

T: ok lets continue, her stepmother stopped pretending to like her, so she forced her to become a
servant in her own home (1.0) Cinderella? why do you think she treats you badly? why she is mean
to you?

L1: because she’s_much more beautiful than her daughter?
T: well, yes, she was jealous of Cinderella’s charm and beauty.
T: ok, can you see this slide now?

LL: YES.

T: what is happening? [what is in this letter?]

L7: [she (grow)] more]

L1: that her father passed away.

T: ok, so listen now and see what’s going to happen, ok?

LL: ok.

T: so, not faraway, in the royal palace, the king and the grand Duke were talking about the prince, so
“it’s time he married” grumbled the kingJ , NSuddenly, he had an idea “we’ll have a ball tonight” he
cried, “and invite every young maiden in the kingdom, the prince will surely fall in love with one of
them”, so invitations were sent out that very day (.) so this letter invites every girl in the kingdom, so
do you want to go?
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72

73

74

75

76

77

78

79

80

81

82

83
84

85

86
87
88
89
90

91

92

93

94
95

96

97

98

99

100

101
102
103
104

105

L1: yes.

L7: kb ((of course))

T: ok.

T: can you see now the next slide?

L6: yes.

T: what’s she doing? [What is Cinderella doing?]
L5: [she’s (preparing) _her_]
T: whose this dress?

LL: her mother.

T:is it hers?

LL: her mother.

T: so, Cinderella M took out one of her mother’s old gowns, | “it’s a little old fashioned but Il fix
that” she said (1.0) so look at this picture, do you know what happened to this dress?

L5: oY) 4 ((the mother tore it)).

T: ok, | want you to listen now, so lets continue, the mice knew that |, poor Cinderella would never
have time to finish the dress, so M they decided to work on _it themselves, it was trimmed with an
old sash and beads which Anastasia and Drizzella had thrown away, | But, when Anastasia and
Drizzella saw their step-sister looking so: beautiful, they were filled with jealousy, so, *now you are
the nasty step-sisters, what you gonna do? (3.0)

L1: [nothing]
L7: [mmm]
T: _ what will you do with the dress? (3.0)

T: you are not Cinderella now, now you are the nasty step-sisters, you’'re Drizzella and Anastasia, are
you gonna do anything with the dress or you gonna just leave her?

L1: I'm gonna ruin the dress!

T: alright, lets move on and see what will happen, can you see the picture now?
LL: yes.

T: so all of you can see the picture?

LL: yes.

T: ok, so lets continue to see whether your predictions right or wrong? M “why you little thief”
Drizzella screamed, spotting her a:ll beads around Cinderella’s neck (.) then, Anastasia looked at the
sash P “that’s mine” { she cried, rapping the sash and ripping Cinderella’s dress (.)d poor Cinderella,
what you gonna do? there’s no dress and there’s a ball tonight (.) so what you gonna do?

L1: Pcry
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106  T:alright, so what do you think is going to happen next? | want you now to work in group and agree
107  onthe sequence of the story (.) please | want you (.) to save your work if you write it down (.) but for
108 the moment, | want you just speak what is going to happen next? ok?

109

110  Group work activity 5: 5 min

111  Group 1: Chatting

112 L8: S Y/ s=dsi 2 lis(( girls com on predict the events?))

113 L15: «¥/ g U/{((I'm working on my laptop))

114 L9: s[5 ((are you talking?))

115 L5: (i s2<wi((do you hear me))

116 L8: o (agd Ul (S 4Wle L (( | hope that my understanding is right))

117 L9: ¢+ x5 ((I can’t hear a thing))

118  L13: «dllud/ Li/((what is it about))

119 L10: &l ais((the witch will come))

120 8&:A

121 L10: (wle leiheia 5((and she’ll give her clothes))

122 L8: Sy ey s (i A8 ((she said guess what will happen next?))

123 L8: &ds((predict))

124 L10: /&/((yes))

125 L8: dliiVl g sl ot 58 iS5/ $@) ((yes how to say the witch will come in English?))
126  L5:ithink the witch is come out

127  L5: 4 4l gaie <L) ((1 have a problem with the mic))

128  L5: <Ll 4 a8 Ci((so we'll speak in the chat))

129 L5: <l 855 s Y cpme i Jids ((and before a specific time she should be at home))
130 L9: ?@@@@g—ww((who is singing?))

131 L5: SV 5 12 JLd((before 12 midnight))

132 L16: i (3l Ll((it’s cutting off))

133 L12: the witch?

134 L5: o/((yes))

135  L9: pew/ 57 4l g 4aill | s1c ((repeat the story, I've just heard you))

136 L5: laad oy cunSl (po agdS 4l il iy ((and he saw all the girls in the village to see which girl’s foot

137  can fit the shoe))
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138

139

140

141

142

143

144

145

146

147
148
149

150

151

152
153

154

155

156

157

158

159

160

161

162

163

164

165
166

167

168

169

L4: 4adll 4o AN ¢ sl e ((about the second part of the story))

L11: A</ 4ls U/((I’m here to ask))

Group 2: (16.0)

L(1): the witch came and (give) her a dress.

L(2): Jséi iz ((so we say)) the witch cc come ¥ ((no))? come?

L(1): came (.) Hr <uals g Sls 4/ (( means she came and finished)).

Group 3: (2:52)

L4: fa () dic) | Ui suays () Cnbads s 4/ (( they bring pumpkin (.) and a mouse, | think (.) right?))=
L1: = s/=((yes right)).

L4: Srminan b/ (o OIS ( JOlisdl] e s | ing () s () sl claaal )il a5 () se (pbadsl] (1o slae (i
((but they made a carriage from the pumpkin (.) and horsemen from the mice (.) it means driver, and
then the dress (.) from what was it made?

L1: Sewb s s/ A5 [((we should speak in English ok?))]
L(1): dama 3500 48LLy L shac/; [((and they gave her a new invitation card))]

L4: ian andly claladl s JS () )Lolai 12 de bl 4 5 jalid] ledesi 14/ ((yes the witch reminded her that at
12 exactly (.) all this magic will disappear)) =

L(1):x2_4¢ =(( return back?)).

L1: 3 LLE ((noit’'s wrong))

L4: sxa p, /&) S 4éis ((yes, they disappear before_))

L(1): fleias 4 xa i S M 2ol xa i ((she should return before her auntie’s return?))
L4: Sreo [salo (5 aa 138 _aid/ /1Y ((no: this magic should return as it was right?))=
LL: L& ¥=((no it’s wrong))

L1: ye:s,on 12 p.m | guess

L4: (10.0) b= 4/ (.) cp2x e 5)) then () what happened?))

L1: Sope ((then?))

L4: € ¥/ 2o cuai ) ((dance with the prince?))

L1: uhmm (yes)

L4: el lpio 7Ll g <y pa Lty 12 delid] Cin (e (s () G (50205 (i 4] [glld 4S5 lgn 55 ((and he liked
her and may be he told her to stay and so on (.) and then at 12 she ran and left her shoe))

L1: OK?
L(1): == <205 ((and she was late right?))

L1: uhmm (yes)
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170
171

172

173
174

175

176

177
178
179

180

181
182
183

184

185

186

187

188

189

190

191

192

L(1): 4ili o re ~Lidall Lalhe/ aa 5 () &5l () 7lide lgis ~Lh s ((and she dropped the key (.)I think (.)and
he gave her the key again))

L:4: ¢ lehis/ Jualitl 23 (Do | need to save these details?))=

L(1): s/ Lo silile of s lelodl Lo 5 JS e Lillud 3u8) =((sure she will ask us about everything she’ll say it
even if you didn’t))

L4: aha.((yes)).
L(1): ledsi/ i sza (5 57 _san 47 agall (( the point is you translate because | don’t know how to say it)) (7.0)

L4: o s i () (rind pllia o 4 L il S e g )5 o gals Lo jadl 03] Lo ams Gpaes ()]s o) (1) Cpie
Lo_jndl (ulia Ao lgulia ((then (.) ah yes (.) then after they took this shoe, he was searching all the
village to fit (.) | mean a girl that her size fits the shoe size))

L1:4/ ((yes))

L4: ol Cpers Lo gd sidile lide D tive (35 5 ¥ &l g aglay (Ao ale suld el 4 dll cilis S ((all the village
girls mmm tired the shoe but it didn’t fit their foot and the mother was hiding Cinderella so they
can’t see her and then _ she came out)).

L1:id5 ilS cpaes s [((then she was singing))]=

L4: (558 k) =[(( by the way))] (1.0)

L1: sa/) Cpaes 4asles aSihe/ [((do you want me to give you information, then they went_))]=
L4:  (4iwld) 5 3/ ee= [((then the last thing she tried it))]

L1: uhmm (yes) (3.0)

L1: 4sinf Cuall 4747 454 ((the story [is finished))]=

L(2): Uil cunlile L = ((the party is not finished yet))

L4: Liak /&/((yes we finished)).

L1: ok (=2 ((finished))

Sharing writing: development activity
T: welcome back?

L(1): waw

L(2): welcome miss

T: OK, can you Mshare your writing please (1.0) please from each group, | want only one to share the
writing, ok ??? go ahead.

Chatting:
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L6 (G 5): Hi cinderella im anmar thank you for inviting me and my family to the dinner i will come
with my older sister sara she is 22 years old and she is in her final year at university and she loves
cooking very much. we are so excited

L5 (G2): hi cinderella i'm majd thank you for inviting me and my father i'm so exaitd to attend my
lettle sister her name is taleen she's 11 years old she love taking photo and draw

hi cinderella i'm majd thank you for inviting me and my lettle sester i'm so exaitd to attend my lettle
sister her name is taleen she's 11 years old she love taking photo and draw

L2 (G4): Hi Cinderella, thank you for for inviting us me and my sis maria , she has 22 years old, She
love when We sit together and Sing together or dancing, she is dazzling with the handwork

L4 (G6): Hi cinderella!! Thank you so much for ur invitation for me and my sisters sarah and monal!
It’s such an honor to attend to ur dinner. My sister sarah is 20 years old and my other sister is 22.
They both like to cook for us as a hobbie. They are both students as well. And last but not least thank
you again so much for the invitation.

L11 (G3): hi Cinderella, thank you for inviting us to your dinner, i invited my sister Amad she's a
nurse and she's 29 years old , her favorite hobby is baking a cake

L (G1): Thank you, Cinderella, for inviting me and my niece, Fatima! | am very happy to attend. His
niece, Fatima, is 17 years old. She loves to draw and swim.

Cinderella’s family tree: input activity

T: ok, so now look at this figure, the charming family, you will work in groups, and you have to
answer what is the relationship between Cinderella and the other family members, so, for example,
who’s Tristan? Tristan here ((T points at the picture)), so, who’s Tristan? Tristan is Cinderella’s father
in law, ok? can you do A, B, C, and D? with those here ((T points at the activity)), who’s Reine? who’s
Florence? who’s Raoul? James? Angeline? Mireille and lvon? Baxter? Drizella and Anastasia? and
then what'’s the relationship between Anastasia and Drizella, here and the little girl Angeline? ((T
points at the picture)), so, what’s the relationship between them? ok, I’'m gonna divide you now into
groups again, please write your answers because you gonna go back to your answers, ok?

Group work activity 13: 5-7 min

Group 1: (3:01)

L7: Cinderella’s sister from the step-mother.

L(1): Y 30 Y ((no it means from the father)) <step-father?>, >step-mother?< ¢z ((right?))
L7: STEP-MOTHER.

L7: A28/ cllids o0/ ((yes | told you | mean)) Cinderella’s sister from the step-mother.

L(1): ¢ cpe ((and then?))

L7: who’s Baxter?

L(1): sister?
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L(1): M_;."'/‘/.i@ ((this is their brother)) brother ,cub}:’-f((their brother)).
L(2): § 4992/ 000 Jo/ ((this is my first time to see him?))

LL: ((laughter)).

L7: Cinderella’s brother from the step-mother.

L(1): who's James?

L(2): husband of Cinderella?

L7: he_ her: husband.

L(1): ¢ cwte b [((0k then?))]

L7: [Cinderella’s husband]

L(2): wl ((girls)) her? Y((no?)), she? wlo b lg=4) s ((it means her husband)).
L7: Ll /e ((yes we said)) her husband.

L7: who're Mireille and lvon?

L(1): mother of... mother and father... go/ 5 L34/, 3ticw oo/ ((Cinderella’s father, her father and
mother)) .

L(2): parents?

L(7): [/ ((yes)).

L7: Cinderella’s [parent].

L(2): yeah, Cinderella’s parent?

LL: who’s Reine?

L(1): Reine Angeline [daughter], Y((no)) Cinderella [daughter], [daughter].
L7: daughter? daughter? (.), daughter.

L(1): [dor...]

L7: [Cinderella’s daughter]

LL: ((laughter)) dese ((it’s difficult)).

L(2): daughter, daughter, dau:ghter.

L(1): (what is the relation between_)

L7: <k ((ok)) (who's Florence?)

L(2): Cinderella daughter James and ...Cinderella=
L(1): lets /io=((this is her son))

L(2): Y ((no:) Anglina.

L(2): c=i Jlo ((go down)) Roaul il L/l i ((this boy)).
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L7: ah, /o) Io!((yes yes))

L(1): Scnal 957150 ((whose brother he is?))

L(2): doytiw L9 ((Cinderella’s son)).

L(1): what is the relationship between Anastasia and Drizella, and Angeline?
L(1): f,ng.b'-/‘uig,g.,af_w SY/((she’s their niece? Who is from_))

L (2): $s0 Lo cno ((who s she?))

L(1): o Ljleoli/ oo Sl Soytive s ((Cinderella’s daughter, what’s wrong with you?, between
Anastasia and_)).

Group 2: (4:22)

L1: who's Reine?

L1: Reine J/» /((she is the )) mother-in -low <4é>{(to)) James.
L1: ,o/‘ M _mai ((she is the::: mother)) J((to)) James.

L(1): €492/ iz o8 o ((from where did you get the photo?))
L1: <94/ o ((from the group)).

L(1): aah (ok)

L1: owe ((then)) who is Florence? o/ 32 U/(( he is err )) ,oi’/gf» Y/ ((the mother)) step-mother, s
((and)) Drizella and Anastasia her step-sisters (4.0).

L1: Roul Myetiw o/d/ul/jéﬁ}if/}ég(//((l think he is the son of err [Cinderella))]

L(1): fze cbole _ ol 3l ($)do, Ly (. )0lgJI Wg ((the son of this (.) Reena, | don’t know the name_that
one right?))

L1: oo Mo ((Whose son is he?))

L(1): 2o g0 e Sassl 3/, 1o W9 S (( the son of this, what is his name? the name is not clear?))
L1: s éﬁ}if;\/((no | think the son of)) Cinderella and James.

L(1): € /a2 cro ((Who is he?))

L1: Roul 4ewd (s 24 ((I don’t know how to pronounce it)).

L(1): == L&/ L&/ s/ ((aha yes yes that’s right)).

L1: who's Baxter? s¢ L/((he is)).

L1: o/ &ds57 158 U1 ((I think he’s mm))=

L(1): $ose Lliulil 58 7 5 j= ((may be Anastasia’s husband?))

L1: Sgem, L jlinlil # 5 28557 | 29/ ((yes | think he is Anastasia’s husband, right?))
L(1): =0 L&/((yes her husband)).

L1: 40 cpe cpes s/ ((yes, and then who is left?)).
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L1: who's James? s L/((he is)) the prince.

L1: Mireille and Ivon, bie // ifs o/ | lled LI 4153 sgani((those, a:::re the mother and father err of
Cinderella)).

L(1): Le/ 2L aiu((yes, Cinderella)).

L1: D ies <iv 4 A culsil 5((and Angeline is Cinderella’s daughter)).
L1: OK?

L(1): Ls/((yes))

L1: (w2 ((then)) what the relationship between Anastasia and Drizella and Angeline? (.)_susai 4 L/
i i _puai lail((she is (.) Angeline is Cinderella’s daughter))

L(1): [s/(.) i s/ cuis((Cinderella’s niece (.) yes)).
LL: _w=i((she is)) auntie

L(1): &27((1 think)).

L1: step-aunt &5/ ((I guess)).

L(1): L/((yes)).

L(1):§ c=L ((finished?))

L1: hmm (yes).

T:0k, lets start with Reine, who is Reine?

L: the mother-in law?=

L7: =Cinderella’s mother? =

L: = mother-in law? =

T: = Cinderella’s mother?

L:NO =

L7: = Cinderella’s mother.

L: mother in-law?

T: yes, Reine is Cinderella’s [mother-in-law]
L: [mother-in-law]
T: yes.

T: a:nd who are Drizella and Anastasia?

L1: Cinderella’s stepsisters?

L3: daughter of stepmother?

L: daughter and errr Cinderella’s step err stepdaughter?, step-sister?
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114  T: step-sisters yes, Cinderella’s step-sisters.
115  T:and who is Baxter?

116 L: step-brother?

117  L: husband?

118  T:yes but what is the relation between Cinderella and Baxter? Baxter_is Cinderella’s? what do you
119  think?

120  L:friend?

121 L1: brother in law?

122 T: YES, brother in law, yes.

123 T: ok, do you have brother in law? girls? in your family?

124 LL: no:

125  T: ok, let’s continue then, who are Mireille and Ivon? here ((T points at the picture)).
126 L: parents of (Cinderella) =

127 L1: =Cinderella’s _and mother?

128  L: mother and father?

129 T: ok, mother and father, what do we call mother and father?

130 LL: parents.

131  T:yes, parents, so Cinderella’s parents.

132  T:and who is Florence? here ((T points at the picture)).

133 L(1): mother in law?=

134  L(2): = step-mother?=

135 L(3): = mother? (.) [step-mother]

136  T:VYES, or [step-mother]

137 T: so:, Florenec is Cinderella’s step-mother.

138  T:and where is the mother-in law? where is Cinderella’s mother in law? What’s her name?
139 LL: Reine?

140 T: yes, Reine.

141  T: ok, and who is Raoul? where is Raoul? Here ((T points at the picture)).
142 L1:Cinderella’s and James ...

143 L:son of Cinderella?=

144 L: = brother?
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145 T: Cinderella’s son?
146 L: Cinderella’s brother?

147  T:yes(.) son? you need something else with son? because it's not mm a real son, so [he’s] Angeline’s
148 Husband.

149 L: [ law?]
150 T: yes, it’s son in law, exactly.

151  T:and whois James?

152 L1: a prince?

153  LL: her husband?

154  L:Cinderella’s_

155 T: so, how can we say it?

156 T: yes, Cinderella’s husband.

157  T:and who is Angeline?

158 LL: daughter?

159 L: Cinderella daughter.

160  T:yes, Cinderella’s (.) [daughter]

161 L: [daughter-in-law?]

162 T: well, daughter-in-law is something else, ok? daughter-in-law is like son-in-law, so if Cinderella has
163  ason and he:: gets married to a girl, >this girl will be daughter-in-law to Cinderella, ok?<

164 L: ok.
165  T: ok, so what is the relationship between Anastasia and Drizella a::nd Angeline?
166 L: mmm step-aunt?

167  T:yes, Anastasia and Drizella are Angeline’s aunt, or maybe, we could say (Angelin) is Anastasia and
168 Drizellas’ (.) what?

169 L: mmm [aunt-in-law?]

170 L:err aunt?

171 L: nephew?=

172  T:=lknow it’s a bit difficult but_

173 L: niece?

174 L: nephew? or niece?

175 T: YES, you’re so close, is it nephew or niece?

176 L: niece?
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T: yes, niece for the girls, and nephew for the boys, ok?

L: yes.

T: so, does everyone now know the meaning of these words? or you want explanation?
L: no.

T: is everything ok?

L: YES.

T: can we move on?

TD Lesson 4

T: great? so today’s lesson is about introducing yourself, ok? *so | want you to look at these
pictures, (5.0) ((T shows the pictures)) can you see the pictures in the slide?

LL: yes (chatting)

T: ok great? so, you will work in groups, and | want you to predict, what is happening? in these
pictures? so just predict, what can you see in these pictures in groups, so you will have 3 minutes.

Group work activity 1:

L(1): _ i sew il <ub((so what do they call it_)) (unclear speech)
L(2): errr (thinking) (3.0)

L(1): interv_(6.0)

L(3): 4/ adie/((I guess it is)) interview?

L(4): .oaer (Ao saluy soliy sLliil agil (s (sans 58 p2y aglS i sans Ao 58 jais (pac i aglSd po Sl ((girls? they
[don’t seem that] they are introducing each other? they seem that they know each other but they’ve
just met and say hi.))

L(5): ¥ ¥[((no no))]

L(1): fdee 1) uan] (1.0) SISl 454 ((look at the place (1.0) | think it’s a working place?))
L(2): ) ﬂ&uﬁe&-’& Y ((no as if they’re in a library (:))

L(4): /3S 5 4S pd s oS (1) ¥ ¥Y((no no (.) may be a company or something similar.))
L(2): ¢/ ((yes yes))

L(3): J «iSi <k ((so should we write the)) interview € /Y ¥s((or not? what?))

L(1): /¥((no::))
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T: ok, can somebody tell me what’s happening in this picture, this one ((T points at the picture)),

what’s happening here?

L16: umm number 1?

T: yes, here (( T points at the picture)) what’s happening?

L16: umm (laughter) ¢ dé,2/lc 5 ((they’re entering the room?))
T: yes? and can somebody tell me what’s happening in this picture? ((T points at the picture))
L7: she was [surprised] to see err them?

T: to see them? =

L5: = she saw a new person? (1.0) she doesn’t know?

T: yes?

L5: and then she introduced introduced herself.

T: OK? and how about this picture? ((T points at the picture)) (2.0)
T: so, for this one? is she surprised?

LL: yeah.

T: do you think she’s surprised?

L7: yes, she know them.

T: why do you think she’s surprised?

L: may be because err she know them?

T: may be?

T: how about here? do you notice anything here in this picture? ((T points at the picture))
L5: come a new person?

T: yeah? this one ((T points at the picture)), this girl right?

L5: yeah.

T: can you see this girl? ((T points at the picture))

L5: she also surprised and then, she introduced introduced herself.
T: yes? and here, she introduced herself?

T: how about here? In the last picture? (5.0)

T: what do you think is happening?

L6: er shake hands?

T: yes, they shaked hands? and what else? what do you notice about the men? (1.0) this man, the

last one? ((T points at the picture))

L7: err they get to know each other?
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T: yes? is she happy? are they happy?

L7: yes.

T: do you think they are happy or excited?
L7: I think happy?

T: ok thank you ??? for sharing.

T: ok, " so now | want you:: (1.0) to discuss these questions (.), again in groups, ok? so the first

guestion have you ever met a famous person? (.) will you be happy, excited, or nervous if you meet
a famous person? and why? (.) what would you do if you meet your fa::vourite celebrity? T so now
work in groups and discuss these questions together, you have fi::ve minutes to discuss it together?

T: so, are you ready?
LL: yes, we are ready.

T: ok.

Group work activity 2:

Group 1:

L7: illi o &) g2 il 43/ ((it means what is your feeling if you mee::::t)) =
L3: = (famous person) or_

L5: $ubld pe cuk culis il ((ok girls who met a famous person?))

L7: 4/ ((what?))

L(1): 00 diss b <LLE(( | met Toyor aljana_ they are not)) famous?

L3: il _dy duanio  38a Slal((honestly, | will be excited and happy?))

L7: yeah?

L7: 95 sedall clivasd LG o ) sedd ) sSn (3 Gper S g s/ $lew ALY ((the questions are simple? and
then the last question >what is your feeling if you met your favourite celebrity<?)) mmm I'm gonna
be (.) happy?

L3: excited?

L7: umm, yes.

L1: happy? excited? dying out of happiness? (4.0)
L7: mm what else? we’re done? | think.

L(1): =& Lals ((we finished)).

T: _have you ever met a famous person?
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L16: mm yes, err about Team? | meet a Ball Team but err | didn’t care err | (1.0) don’t like a
[photograph?] so err | was not excited? that time!

T: ok? thank you ??? for sharing (:, how about the others? (5.0)

L7: yes, | think | met a famous person, | think the last year? err Ahmad AlBargi if you know him?
T: Ahmad AlBayed?

L7: no? AlBargi?

T: well? no | don’t know him? how did you feel that time?

L7: mm, | can’t remember but err € (s 5 b 1S3/ Lo (s (ins 3 s s dils s 4158 iS5 20 ((I don’t know
| was a little bit happy but | don’t remember my feelings at that time?))

T: ok (: thank you ??? for sharing.

L5: I meet err fourth four person (: in the same time? but | was young so::[l was so excited (:]
(laughter)

T: [really? (: waw that’s great (:]
L5: | was so excited and:: [a little bit nervous?]

T: [so who are those four persons?]

L5: (Fares) Bogna, Adel Sabwan, mmm Ibrahim (.) Saleh | think? and errr Moayed Althagafi.

T: all at the same time?

L5: yeah (: (1.0) they have a show in the MBC so they was in err a Red Sea Mall? In the err event?
there’s event in Red Sea Mall? for them? so er when we was in the Red Sea | saw them? so that’s
why?

T: so, you were so lucky then ??7? (:
L5: yeah (:

T: ok, how about others? have you ever met a famous person? and will you be happy, excited or
nervous? If you meet the famous person? (5.0)

T: so, for those who didn’t meet a famous person? will you be happy? excited? or nervous? (.) if you
meet a famous person? (9.0)

L7: err | will be happy because <l saw someone known?> may be mm S4als i (( do you
understand?))

T: no? can you repeat that again please???

L7: yes? | will be happy because <l saw someone known?>

T: ok (: thank you ??? why you’ll be happy? (1.0) you will be very happy? why?
L7: because | saw, | saw someone known?

T: ok? how about others? | want you to hear other voices? | have a very long list (:, do you want me
to choose the names? (3.0) or you participate by your own?
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L3: err miss | will be happy? err when | meet er famous person? | know? because | saw someone |
know but err may be err (uilics Lot pa Lasby g0 §iny (5Sw (po paasidl] crwn o $4580 i/ wasi 5 p0 _po r
$Y o s Ul coun (e 8 gudiall 134 i 15 = 440 4/ ((1 mean | will not be very excited that | saw him? it
depends on who the person is? | will not be always | will not be always happy if | saw a famous
person? it depends if | like him or not?))

T: «b((ok)) ??? <what would you do (.) if you met (.) your favourite celebrity?>
L3:ohmygod (: =
T: =you said it depends on the person? so you met your favourite celebrity?

L3: err mmm | will be happy very happy because errr | saw someone err /38 _ sgdiall 5 j0 can/ iny
Awilivia g ila 48 0 pa (535 16 fun) 0 10 138 JI/((1 mean | love this famous person very much or the_ | love
him very much? so | would be very happy.))

T: Pok ??? you haven’t met? a famous person before?

L3: no.

T: no? (: and | wish that in the future for you??? I’'m so excited to see your face? (laughter)
L3: I wish too (: (laughter)

T: thank you ??? for sharing that (:

L33: miss | didn’t err meet er any [famous] person, but if I? meet a famous person, | will be happy
and excited, and little nervous, little (: (laughter)

T: a little bit nervous? why a little bit nervous? (: (laughter)
L33: (laughter), I:: will take a picture with them?_

T: yes?

T: ok, thank you ??? for sharing.

L1: yes | would be so::_happy and nervous at the same time? | mean | would die out of happiness? |
don’t know what | would do if | see them?

T: and who's your favourite celebrity? ??? the one that you would die for? (:
L1: laughter, I'm a great a fan of BTS?

T: alright? | see? (:

L1: yes? | do (:

T: so, you'll of course be a little bit nervous? (: (laughter)

L1: (no matter) | would be pressed out of nervous (:

T: (laughter), ok | wish that to happen in the future for you ???

T: yes ??? thank you ?7??

L16: umm err if | met another [celebrity] err | err | will be excited an::d if a girl? | will take a picture
with her (:
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T: alright? that’s great ??? and who’s your favourite celebrity? ???

L16: M juw Jeeicwo [90 (( it’s impossible but errr)) my favourite is err Roz? Model Roz?

T: alright? it might happen? who knows? (.) [so], | wish that you meet her in the future?
L: [yeah] (:

T: yes ??? go ahead, thank you ??? for sharing?

L2:if | met my err celebrity {,umm | would be happy and | would be too much excited to meet him?
errr and | will take photo? that’s it?

T: ok, thank you ??? for sharing, who’s your favourite celebrity ??7?
L2: 1 don’t have celebrity?

T: you don’t have a celebrity?

L2: no.

T: ok, thank you ??? and how about you ??? you raised your hand?

L6: ummm | have not see any celebrity? err but when | see my favourite celebrity | was (.) | will be so
happy and excited.

T: ok? and who's your favourite celebrity? ???

L6: b dlac lg>! dlie_AiST o 990 30 AST Las (: ((they are more than one YouTuber but the most
family I like is Bader group (: )) (laughter)

T: alright? | see? (:, well most of these celebrities, | don’t know them to be honest? (: and | wish that
you meet at least one of them in the future??? and thank you for sharing.

L6: you're welcome (:

T: ok, most of you said? { you will take a picture with them, why you want to take picture with
them? (2.0) what’s the purpose of this picture? (2.0) is it for you to keep it? well? let me hear your
voices?

L16: err because | want remember err the day when | meet him?
T: alright? ok, | see? thank you ???

T: and anybody else want to share? £YYs juy9gsdco ol Sl d>/ 48 g s lis <UL ((come on girls | want
to see if somebody met famous people or not?)) go ahead? Just speak? it’s ok? <this class will be
open conversation (1.0) so some of you feel shy? so do you want me to say the names? and you can
speak? (2.0) if yes? please say yes? if you don’t prefer? It's fine we can move on.>

T: YES, ok go ahead ???

L31: my favourite celebrity is taylor swift (chatting)

T: yes ??? you raised your hand?

L7: did you know that | have a celebrity in my family? err

T: Pin your family? (:
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L7: YES.
T: ok, can you tell me? I’'m so excited to hear it?

L7: 1 don’t know if you know them, but their names is (F&dd/ o> e 9 (Fdd] S ((Talal alshaiki
and Abdulrahman alshaiki)) they are working in err the comedy club? Er | don’t know, you don’t
know him? them? ¢z ((right?))

L7: you can see them in er YouTube.
T: what are their names?
L7: the comedy club (Fdd/ o/ due 9 (Aol b ((Talal alshaiki and Abdulrahman alshaiki)).

T: ok, <l O3, (At jayl e 9 Fdd] SMB((Talal alshaiki and Abdulrahman alshaiki, in sha allah)), |
will: (.) watch them in the YouTube (:

T: ok, so does anyone want to say anything? before we move on to another slide?
T: .hh ??? Pyou’re exactly like me:: (:, you will see it in our lesson today? (: oh_ (6.0) alright ok?
Break time

T: ok, so we stopped in this slide, so " now you ‘re going to watch the video, well? before this task, |
don’t know ??? are you here? | actually watched A/ S)E ((Talal Alshaiki)) he was so:: funny(: (2.0)
_while I'm watching the song Taylor Swift’s song, | watched A/ JMb ((Talal Alshaiki)) as well? so
girls, | really recommend it for you to watch it? You'll have lots of fun (:

L7: oo b Y Y9 9o ((miss are they funny or not?))
T: Pyes (: they’re ??? «0/s(( | swear)) you make me so happy (: hh and thank you (:
L7: welcome!

T: ok, let me just try (.) to share, >0k so to let you watch the YouTubex, | can not hear your voices, so
if you need anything? if you want to say anything? please write it in the chat | can see it? { but | can
not hear you, ok?

Watching the video: 2:53

Chatting: while watching the video

L23: Jikisd Jeckewar (455 it (69900 (( | don’t know why it reminded me of the Friends’ series))
L5: 4¢¢ggde¢44442 7o ((right hhhhhhhhh (laughter) ))

T: can you hear the sound now?

L6: No

L21: no

L32: Y((no))

L5: no

L22: 4gggeo U/ a>((me too hhhhhh (laughter) ))
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L1:ifound it on YouTube

T: no one can here it ?

T: yes it is on YouTube

L13: no sorry

L19: Mlses! ((wor::ks))

L6: i/ ((works))

L5: yes

L21: yees

L22: Yes

L2: zawd [/ ((finally we can hear))

T: great @

L19:

500060

L5: its so funn hhhhhhhhh

L18: @
122: @O

L7: His voice@

2 ((laughter))

T: I'll repeat it for those who couldn't hear it at the beginning.
L6: ¢ 4l ((cut off?))

L19: ¥Y((no))

L9: Y((no))

L3: Y((no))

L19: el=e ((it’s funny))

T: ok? so did all of you watch it? (3.0) yeah? you didn’t have a problem?
L7: NO..

T: ok, great (1.0) so can you see the screen now?

L: yes.

T: ok great? P so you will work in groups now? | want you to discuss these questions, do you think
that the director will act differently (.) if he knows Morrittie? and do you meet a new people the
same way as you meet a famous person? and why? >did you like the video?< why or why not? and
what was the most interesting part? Ok? so work in groups a::nd discuss these questions.
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T: ok, are you ready? (10.0) yes? you took picture of the screen?
LL: yes (chatting)

T: good, off you go then.

Group work activity 4:
Group 1:

L2: cplgud] bt U ol pdds S s [0l gl ((ye:::s, yes it means did you see people_ which are the
two questions)) do you meet a new people the same way // zo aglolei ol (4 LS s ((Which means
did you see people meet with errr)) famous person § Llé daals U/ Yy Sla23((is this what she meant?
or | misunderstood?))

L7: err different when meet them. (3.0)

L7: ;:..bl.c’gaf@w/‘(( I’'m joking may be | misunderstood)).

L2: did you _no | don’t like it.

L7: why?

L2: olie ciblo 53920 §cUsd/ Ul ((1 will tell you why? because the video’s quality did not...)) (laughter)
L2: what is the most interesting part? =

L7: Jgd1 BTG =(( 1, I will say)) ok?

L2: (: S8 Sls» il ((what is it? say it?(:))

L7: err when the girl meets_famous person and she’s surprised?

L2: oh my god (L imitates the character)

LL: (laughter)

L2: what is the most? interesting part? (8.0)

L2: (singing)

L(1): €2l (Suze @l ((girls did you like the video?)) (2.0)

L2: Y ((no))

L(1): € i) ((Wiiithy? ):))

L2: L;uoac\ Lo el Oliae _ clgdl 5ueld ((I told you_ because of this | didn’t like it ))
L(1): pdadall (o cogddl 920 ((the point of the video)) its_

L2: b legs, gurle OF 41 @893l (u g2l BT o $a>15all , in $3Le ((it’s normal, to be honest? | forgot
the video but | think | liked it, sort of))

L(1): ke @»J«Sl o4 b (( and what is the most thing that you liked?)) =

L2: Laieiuel Ll ((we enjoyed, we enjoyed))us cbigo ((your voice is so far a away))
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288
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L(1): ?MT eyl gl ((which part did you like?))

L2: Sad el M eyl il ((which part did | like?)) (2.0) 148 )l S1da 1 JI edlas codl W ((when the
girl saw the errr that man like this)) 1*.hh when she was surprised?

L(1): (laughter) €= lgpulas 84l 4d Cbo((ok why you're copying her?))
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Appendix 17: Classroom Interaction Transcriptions (CB Group)

CB Lesson 2

T: okay, our listen today is about M a family in Kenya, <before we start>, I'm gonna talk about my
family?, 1l have two brothers, two sisters, five nephews, five nieces, and (.) two daughters, OK, so,
how about you guys? is your family big or small? (1.0) a::nd can you tell me about your family?
before we start? just turn on the mic and speak (32.0)

T: I need one of you to talk about (.) family?

T: | told you about my family =

L1: = teacher?

T: yes ???

L1: mmm my family is (.) so small, | have one sister and | have one brother, | am the big sister.
T: you are the big sister?

L1: yes.

T: lucky you ??? (:

L1: you're welcome (:

T: ok, how about the others? do you have a big or small family? (1.0) so, no one have nieces?
nephews? (2.0)

T: so, if your brothers and sisters are married? and they have a kid? If it's a boy, then you have a
nephew, Nif it’s girl, then you have a niece? (2.0)

T: so, can somebody tell me about her family? (3.0)

T: L come on girls, 7?7, 2?7, ?7??, 797,277,777

Ton,rrL, v, ron,rrn,t ot

T: you can tr:y to speak in English? and if you couldn’t, {,you can use Arabic a little bit, it’s fine.
(13.0)

T: ok ???, yes?

L2: | have big family, four sister, four brother.

T: Mashallah (:, ok?

T: are you the fifth sister? (.) { or the little one?

L2: ah little one.

T: that’s really cute? so do you have? | think you have nieces and nephews ??? right? (4.0)
T: so, are any of your sisters married? or (1.0) no? so do they have kids?

L2: three married.
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T: three married? do they have kids?

L: yes.

T: boys or girls?

L2: boy s ((and)) girl.

T: then, you ha:ve nieces and nephews? thank you ??? for sharing.

T: ok, <read about the Leaky family> and then answer the questions (.) so, >you won’t answer the
questions now?< ‘Myou gonna read and listen at the same time to the reading text, okay?

Listening to the audio (1:45)

T: ok, so T now you gonna work in groups, and try to answer from one (.) to six, you will have (.)
three minutes (.) to answer these questions, ok?

Chatting:
L12: 1-mary
L13: piSlo (md Las Js& 3w J/ ((the first question says where do they live?))

L14: 2 J 3« ((question 2)).

T: so, ™M need from each group, <one of you to give me the answer of question 1> .
T: Mwhere are the leakey family?

L1:in [Kenya]?

T: yes, in Kenya.

T: and the second question, are Louise n Meave explorers? yes ???
T: yes.

T: and then what’s Richard’s job?

L4: [retired].

T: mm number 3 ??? what’s Richard’s job?

L5: [retired]?

T: mmm | don’t think so?

L1: he’s conservationist?

T: Pyes, he’s conservationist. thank you ???

T: and (.) number 4, what’s Colin’s job?

L4: he doesn’t work, he is retired.
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T: P yes, he’s retired, thank you ??? let me underline it (2.0) that’s number 4. ((T underlines the
answer in the text))

T: ok (.), is Philip married? yes ???

L6: yes, his wife Katy.

T: yes, and number 6 is (1.0), is Katy an explorer? yes???
L25: err no.

T: ok what's her job? (1.0) does anyone know?

L: she has an international company?

T: yes, she has an international company.

T: ok, so now let’s move on to number 3 (.) read the article again and complete the family tree, so,
I’'m gonna divide you into groups again, I try to fill in this family tree, you have also three minutes.

Chatting:
L4: 3 richard
L7: 5 kate
L4: 5 Katy
L14: mary
L2: 2 colin
L10: colin
L5: meave
L8: katy
L10: katy
L2: katy 5

L10: 6 samira

T: so, who gonna answer number 1?
T: ok, ??? go ahead.
L25: ah Mary?

T: yes, Mary, thank you ??? could you please ??? write it down in the PDF file? so everyone can see
it?

L14: mary (chatting)

T: ok, num_ber 2?
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L2: 2 colin (chatting)

L10: colin (chatting)

T: yes, it’s Colin.

T: and number 3?

LL: Richard.

T: yes, it’s Richard.

T: how about (.) 4?

L: Meave or Meavy? | think?

L5: meave (chatting)

T: ok, give me a second, it seems the screen gone. (2.0)

T: ok? number 4? what is number 4? (11.0) yes girls? come on.
LL: Meave.

T: yes, Meave, Twell done.

T: how about five?

L: kate?

L: Katy?

L8: Katy (chatting)

L10: 5 Katy (chatting)

L2: katy 5 (chatting)

T: Pyes (.) Katy.

T: and number 6?

LL: Samira?

T: yes, it’s Samira. Well done?

L10: 6 samira (chatting)

T: can somebody write >1, 2, 3, and 6?<, so everyone can see it? (44.0)
T: well done? who is writing_the answers here?

T: thank you ???

T: ok, how about number 1? Can you write number 1,50 we can move _to the next activity?
T: thank you so much.

T: and now let’s move on (9.0) to:: page 5, so, in number 4, it says look at these family words, <which
are men? which are women? and which are both? Ok?>, so this time, you gonna work in pairs. (3:17)
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T: please | want from each (.) of the pair work (.) to write only one answer, ok?

T: so | already divided the screen into three? men (.) women (.) and both, so please just write here
((T points at the whiteboard)) what is under men? what is under women? and so on.

T: so of you go, the screen for you guys. (1:53)

T: ok, so let’s start with men?

L4: father.

T: yes father.

T: can somebody tell me (.) what words under men? other than father? (4.0)
L4: uncle?

T: uncle? yes.

T: and what else?

L9: cousin?

T: well::? cousin?

T: L your cousin actually can be a boy or a girl? so? under which one?

L9: both?

T: Pyes, she should be under_because the cousin could be *a man or J,a woman? ok?
T: so what do we have under (.) men? let’s continue men first, and then we gonna go to women.
L1: [parents]? its...both.

T: yes, parents both.

L9: step-father under men?

T: yes, right?

T: and what else do we have for men?

L: nephew?

T: yes, well done nephew.

T: ok great? how about women?

L4: aunt.

T: yes, aunt.

T: and what else?

L(1): um mother?

T: a::nd what else?

L(1): mother in law?

309



155  T:yes motherin law.

156  L(1): Tniece also.

157  T: and niece.

158  T: 1 how about both?

159 L: gra::nd _

160  T:yes(.) parent, cousin, and _parent.

161 T: well, do we have sister? in the question?

162 L: no.

163  T:we don’t? but sister under woman (.) of course? yeah?

164 T: ok, T question number five, write the correct word, from exercise 4, ok? so, you will fill in (.)
165  <from number 1 to 7 from this box> ((T points at the box)), ok? read number 1 and then answer it (.)
166  lets’ answer number 1 together? then you can do the rest in groups?

167 T: so number 1, it says, T <your father’s brother and sister>.
168  T:yes???

169  L9:ancle and auntie?

170  T: Myes, uncle and aunt.

171  T:so ple:ase (.) do the rest (.) the same in groups? Ok? you'll have let’s say (.) 2 minutes to do it
172  together? (4:13)

173 T: ok, number 2, | already answered number one?_
174 L: ah number 2 [nephew] and niece.

175  T:yes, number 2, is it nephew and niece? or niece and nephew? so, <your brother’s daughter? is
176  your niece? or your nephew?> yes??? (7.0)

177  T:so girls, I'm asking you now? is your brother’s daughter (.) your niece? or your nephew?
178 LL: your niece?

179  T:yes(.) niece.

180  T:so, your brother’s daughter (.) is your niece, and your brother’s son (.) is your nephew.
181 T: ok, number 3, who can answer number 3?

182 L9: cousin?

183  T: Myes, 3 cousin (.) your uncle and aunt’s son (.) or daughter.

184  T: how about number 4?

185  T:ok(.) 1 if you want to answer (.) you can speak, it’s fine!

186 L: mmm number 4, step-brother?
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T: yes, a brother but from one different parent is stepbrother.

T: well? (2.0), >l don’t think it’s step-brother number 4 girls?<Myes, it’s half-brother_ come from
one different parent? Ok so what’s the difference (.) between half-brother (.) and stepbrother (.)?

T: does anyone know?

L: stepbrother is err your husband brother, right? | think?

T: mmm not really? (1.0) ok, let me explain =

L11: = your stepbrother have (.) a different parent.

T: what do you mean ???

L11:mmm

T: can you give me an example?

L11: mmm err fo Y/ osS Liile fla 3/ sa izs((not her brother? they don’t share the family?))
T: ok € L U/ = ((Which means?))???

L11: 2 ¥ z45 () 25 () =i ((means (.) the son (.)of the mother’s husband)).
T: uhmm, yes??? $uuS2// /((or the opposite?))

L11: ) ((yes)).

T: so, for example, Nif your father (.) married another woman (.) and this woman already have a son
(.) or a daughter (.) from her husband, then this son or daughter (.) will be your step-brother (.) or
your stepsister, ok? is it clear?

L11: so miss is it like ah if your (.) mother married (.) another man, if he had a son, he will be a [step-
brother right?]

T: Pyes exactly, stepbrother or stepsister.

T: how about half-brother? =

L11: = if they get a son after they married? it’s your half brother, right?
T: yes, exactly.

T: so, for example (.) if your father married two women and at the same time (.) your mother and
this woman have daughters or sons, then (.) they will not be your brother, they will be (.) half-
brothers, so there is blood connection in half brother, but in step-brother, you do not have any
blood (.) connection, ok?

T: L alright, lets move on then, number five, T*your husband’s or wife’s mother? (15.0)
T: ok, yes ???

L26: number 5 mother-in-law?

T: yes, mother-in-law.

L12: 6 Jsw Ja 4ewd(( | want to answer question 6)).
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220 T: ok, your mother or father?

221 L12: [parent]?

222 T:yes, Tparent.

223 L12: parent.

224 T:and number 7? your parent’s mother (.) J or father?
225 L5: step-brother?

226  T:umm not really? we already explained what is the difference between step-brother and half-
227 brother?

228  T:girls? P can somebody please tell me number 7 and then I’'m gonna go back J to revise the
229 difference between half-brother and step-brother.

230 L9: can | answer?
231 T: yes, what's number 7?
232 L9: grandparent.

233 T: yes, gra::nd parent.

234
235  Chatting:

236 L2: 1 uncle

237 L4: 1 uncle, aunt

238 L4: 2 nephew , niece

239 L4: 3 cousin

240 L2: 2 nephew , niece

241 L3: sister

242 L5: 4 half -brother

243 L: 5 mother in law

244  L15: s¥Y / _xise 5(( Smother in law))

245 L10: 3 cousin

246 L5: 7 step brother

247  L15: <uil 4wy ((and six parent))

248  L15: (s iwliiYl S/ isle ((1 don’t want to write in English))
249 L8: 2- nephew - niec

250  L2:1luncle and aunt

251 L10: 3 cousin
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252 L14: cousin

253 L8: 4- half -brother

254 L14: halif- brother

255  L16:x949 s/ =i (( half brother | guess))
256  L16: lidd i=:((means her sister))

257  L6:the same mean

258 L10: 6 parent

259 L5: grand....

260

261  T:ok, T can somebody explain in Arabic to others (.) what’s the difference between > stepbrother
262  and half-brother?< or maybe step-sister and half sister? just to make sure that everyone (.) knows
263  the meaning.

264 L9: in Arabic? Yeah?
265 T: yes, in Arabic.

266 L9: JsS ot () Ay srie SIS 13 G0 s gs i el )] ad (pad ek & ((0k so when errr your
267  mother getting married to another man? If he has a son (.) this will be the )) step-brother 5/ o<]
268 OsSa Ay wla g 5 ea g 5 ((but if they got married and they have a son, he will be)) half-brother.

269  T:okisitclear?Is ??? explanation clear? for everyone? (6.0)

270  T:ok, Dif you still didn’t understand, please raise your hand (.) {it’s fine we can explain again.
271  T:ok, Tso let’s move on word building, word roots (.) can somebody read this box for me? (10.0)
272  T:yes ??? go ahead.

273 L9: you can make more words from a root word, for [example], mother (.) grandmother (.) step
274  mother (.) and mother-in-law.

275 T: well, thank you ?7??

276  T:so </ the root word (.) is (.) mother, that’s the root word, and then you can make (.) more than
277  one word from this word> ((T points at the word)), for example, gra:nd mother (.) stepmother (.) and
278  motherin law (.), ok?

279  T:now, <l want you to work in pairs (.) and try to find (.) six more words (.) from the root words
280 sister (.) and father (.), so you’ll do the same as mother?> ok? *You’ll have two minutes, I’'m gonna
281  divide you now into pairs (.)

282  T: ok, can you tell me what are the words (.) from the root word (.) | father.
283  T:yes???
284  L4: grandfather.

285  T:yes we have gra:::nd father.
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T: and what else?

L: father in law?

T: yes, father (.) in law and the third one?

L: stepfather.

T: yes, step (.) father.

T: ok, how about sister? yes???

L26: sister in law?

T: yes, < sister-in-law>, and what else? yes ???

L11: er step sister?

T: yes? step sister.

T: and third one?

L: half-sister?

T: Pyes, half-sister, { somebody actually write it down, great?
T: so, do you have any questions before we move on? (3.0) do you have any questions girls?

T: so for_ the root word father, and then we created three different words from (.) father, and the
same thing with sister.

T: so, do you know the meanings? of sister in low? | we already explained step-sister and half-
sister, exactly like (.) step-brother and half-brother.

L:canl?

T: yes of course?

Lt Mda g jll &3 51 (1) #5530 <3/((the husband’s sister (.) or the wife’s sister errr)).
T: yes exactly, Tyes, thank you so much.

Break

T: ok, <possessive ‘s and possessive adjectives>, possessive ‘s, for example, Mike’ s wife is a teacher
(.) Mike and Sally's home is in Canada.

T:so now ‘s (.) is also the contracted form of is, >and then you have< the possessive adjectives (.)
from I (.) my, you (.) your, he (.) his, she (.) her, it (.) it's, and then we have we (.) our, you (.) your,
then, they (.) their, J.I'm gonna explain now more (.) in my slide?

T: ok, so the first question says, Munderling possessive ‘s, so can somebody underline possessive ‘s
for me? here (.) in number one and number 2? ((T points at the sentences))

T: yes exactly, so we have *Mike’s wife, and Sally’s home. ((a student underlined the sentences))

T: Pthis ‘s now ((T points at the sentence)) is for both Sally (.) and Mike, and this ‘s ((T points at the
sentence)) is for Mike only, ok? Mike’s wife and here Mike and Sally’s home.
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T: ok, now in number two, what's the difference in these two sentences? Mike’s wife is a teacher
and mike’s a teacher? 1 can somebody turn on the mic and tell me what is the difference? (.)
J between this one and this one? ((T points at the sentences)) (28.0)

T: ok, who can tell me the difference between Mike’s wife is a teacher? and Mike’s a teacher? (3.0)

T: el a5 () ol a8 Do 5 S e () lgule ableLile silina § il albis 1I/((the one who will find the
difference, means that mashallah (.) she is focusing with the lesson today (.) and the lesson
yesterday)).

L1: € pbed sule ((is it fine if you repeat ?))
T: mm repeat what exactly ???, the possessive?

L1: ok, Mike’s (.) wife is (.) a teacher (.)] it’s wife a teacher, that’s Mike, it’s true? (1.0) Mike is a
teacher, | is Mike a teacher?

T: Pyes, it’s right.

T: Mike’s wife is a teacher, his wife, and Mike’s a teacher, he is a teacher?, so the difference is in
here. ((T points at the sentences))

T: This ‘s (.) is possessive, but this one is the shorter form of is (.) the one that we took yesterday,
ok? ((T points at the sentences)), so, this one is actually (.) Mike is (.) a teacher, <but this is the
shorter form of is>, okay?

T: ok, T another question, what's the difference in these two sentences? my sister’s home and my
sisters’ home? can somebody turn on the mic and tell me the difference?

L1: first one is (.) singular, and errr
T: yes, the first one is [singular], and [the second one]
L1: [singular], [two, plural]

T: yes, thank you so much ?7??

CB Lesson 3

T: ok, our lesson today is about <the face of seven billion people>, ok? so, can you tell me what can
you see in this picture? (2.0) what is in this picture? (3.0) >can you tell me what you can see?< this
picture here. (11.0)

L11: a person? (chatting)

L19: 7 billion ppl (chatting)

T: well? yes a person? may be a seven billion people? (1.0) ok. (27.0)

T: ok, T now you will read and listen to the text? ok? you will read and listen at the same time.
L26: it many pices (chatting)

T: yes ??? it has many pictures, you’re right. (9.0)
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T: so, are you ready? to listen and to read the text? (9.0) girls? are you ready?

LL: yes (chatting)

T: alright, ok.

Listening to the audio (2:39)

T: ok, so T now | want you to listen and to repeat these numbers a::nd percentages, ok?
LL: ok (chatting)

Listening to the audio (7.0)

T: ok, can you repeat that for me? can you pronounce it?

L26: one billion?

T: yes, thank you ???, can somebody else pronounce it? (10.0) yes??? (6.0)

T: ok, I’'m gonna open them all, and then you can (.) one of you or two can pronounce (.) the others.
Listening to the audio (26.0)

T: ok, do you want me to repeat it again? (13.0)

LL: no (chatting)

T:ok, can somebody_ raise your hand, so | can see who can repeat these words for me, these
numbers, mmm let me see, ok, yes ??? go ahead.

L9: one billion, one point three billion, three point five billion, five point er point five billion, seven
billion, twenty-three percent, thirty-eight percent, fifty-one percent.

T: thank you so much ???
T.???

L11: er one billion, one point three billion, three point five billion, five point five billion, seven billion,
er twenty-three er per cent, er thirty-eight percent, five er fifty-one percent.

T: yes, thank you ???
T: ??? yes, go ahead.

L26: one billion, one point three billion, three point five billion, five point five billion, seven billion, >
twenty-three percent, thirty-eight percent, five fifty-one percent. <

T: thank you so much ???

T: ok, so T now you’re going to read the text about the people in the world , and * match the
numbers in exercise 1 with the information 1 to 8, ok? so now you will work in groups, | want you to
read the text (.) and then match, for example, let’s do number 1 together and then you do the rest in
groups, ok? so, the number of people in the world, mmmm let me see how, ok, can you see the
number of people in the world? (4.0) it’s here ((T points at the sentence)), | gave you the clue?

L11: er seven billion people.

T: yes, seven billion people, thank you so much ???
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T: ok, then you will write here (14.0) seven billion, ok? ((T writes the answer next to the question)),
so you will do the rest from 2 to 8 in groups, ok? so be ready (45.0)

Group work: activity 2

Group (1):

L(1): 4@/ 4> ((for India)) (1.0) one point three billion. (5.0)

L(1): fls2 4/ ((what is it?))

L(1): kel sl 0luxl, 2 mé) Jlsws (( question number 2, the population, yes | know it))
L(2): ebla) el ((girls the mic)) (10.0)

L(1): 4l cbumial/ ode §U o) JIjew ((question 3? The number of speakers of )) =
L(2): 436 = ((three)) one million?

L(1): /a0 U/ DI @8 o, 3 91 dxlg o] Zlay , AU agid) 4 DjplziY] il galnis S 4l sl ((yes, it means
those who learned English as their second language, it could be 2, one or 3, but number 3 is)) one
billion, 46t/ pgit) Lpdz=i UL dd=ia)/ ((those who speak English as a second language))

L(3): cralecal! dewd dag)f Jlgw ((question 4 the percentage of Muslims))
L(1): guie ad) 2ol ((in the square number 20))

L(2): gleil): ((noise)) ):

L(3): ep (: ((alot)) (:

L(1): curtes D6, 2oll xopall Iso I I (3> S duwas Jljw dall ((question five says for the er which is
the fourth square, 23%)) (15.0)

L(4): $ogid> dasy/ S5 ((did you answer question 4?))
L(1): [/ ((yes)).

L(2): dealb cprices 430 ((23%)) (20.0)

L(3): $duas @d) // (( er number 5)) 38 (1.0) 38%.

L(1): € dewas daew @d) 5L ((we need number 7, 5)) =
L(2): = billion.

L(2): e ((noise))

L: (laughter)

L(1): diw @d) ((number 6)) 51% oe/lé Ugduzs po U/ ((those who live in cities))
L(5): fio/ dwas @d) ((what is number 5?))

L(3):crddly deiad, dewas @d) duall ((number 5, 38%)) (8.0)

L(1): 4z 0§y // (( err number 7)) 3.5 (2.0) // 4eiad o4, (( er and number 8)) 5.5.
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76  Group work (2):

77 L(1): S U <UL ((come on the second question)) the people, population of India one point three
78 billion. (2.0)

79  L(2): S/ Jlsw [((which question?))]
80 L(3): [3]
81  L(1): 450 Jls« (( question 3))
82 L(2): [the number of]
83 L(3): [the number of]
84 L(3): o/ J58 sl ((ok say it)) =
85  L(2): Js¥ /Y= ((noyou say it))
86  L(3): ««b ((0k)) the number of spe ¢ 4/((what)) speaker of English (1.0) =
87 L(1):as=
88 L(2): = as second language.
89  L(3): /L ((this is er)) one billion.
90  L(4): one billion &= ((right))
91 L(2): iy deiad (paiieg D [p0 A 2yl @é) ((number four is 23 28)) 28 =
92 L(3): Srhes duad= ((28?))
93 L(2):Sprkes duiad dewdll g A1 dealls ((the percentage 28? %))
94 L(2): plo)3) Sgtl gl | 5> duwas 0d) ((number 5 for err wait let me see the numbers)) =
95  L(S): furilais dewd = ((897))
96 L(2): el dutad(( 38))
97 L: Y oMy deiad 90 ((No it’s not 38))
98  L(2): Y/((itis)).
99 LDl 4iai((38))
100 L(2): lopne ,olé)féju Ia!(( yes there are no other numbers))
101 L: <k ((0k)).

102 L(2): /) 2851 Y Y Cbrro i) rro diw 1) (5.0) §diw @9y ((number 62 (5.0) number 6 | don’t know (: | don’t
103 know no no | think err))
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CB Lesson 4

T: now? you will work in pairs? <take turns to spell these words, listen and write the words, ok? and
then check your partner’s spelling,> so what you gonna do, I’'m gonna divide you into pairs, and then
you should ask each other questions like <can you spell your first name?> for example ??? and ???
and then ??7? says it’s Farah, F A R A H, ok? and then can you repeat that?, and then she can say,
sure? >it’s F AR A H<, ok? and then the same thing you will do it with other _here, can you spell your
surname? and can you spell your country? can you spell your job? ok? *so you can try this together
in pairs.

Working in pairs: activity 2

L6: §iseansi 5/ ¥y U/ 3| pan e isllad i /o8 AU ((which is at the bottom you ask me about my
name, | start or you start? do you hear me?))

L22: </ /&l ((yes | hear you))

L6: fhy cue alei((0k who will start?)) (3.0)

L122: U/ ill/((ask me))

L6: can you spell er spell your name?

L22: ???. ((L22 spelt her name))

L6: »Li((ok)) can you repeat that? (3.0)

L22: weisas g A3 ((let somebody repeat))

L6: felaw/ (pans /58 A ((repeating your name?)) (10.0)

L22: fla bf 4dd) | Ciaglo 535 5 Al ((the second one | didn’t understand it, what is it?))

L6: el Jadl 158 AU ((it is this question)) can you, can you repeat that?J/ s2e /58 A ((which is
repeating the )) spelling 42:e s (o, o/ 4a ((of your name, repeat it again))

L22: ???. ((L22 spelt her name))

L6: e/ 4L L (( now ask me)) questions.

122: 48/ | J puadl i sl Slidie (o 4240 ((one minute to see the question, write it)) (19.0)
L22: can you spelling errr your first name?

L6: it’'s ??7?, ???. ((L6 spelt her name)

T: ok girls? tell me about your partners? first name? surname? country? or job? | think all of you are
in Saudi Arabia? right? a::nd all of you are students? so can you tell me your partner's first name or
surname? (1.0) your friend? the one that you worked with? (2.0) § laleo iliid/ &b oo Al Slina ((your
friend who you just worked with?)) can you tell me her first name? or surname? is very easy? is very
simple question? (11.0) come on girls? (4.0) yes ??? (3.0)

L22: er first name ???. ((L22 spelt her name))

T: ok, thank you ???
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L22: welcome.

T: and can somebody tell me your partner’s surname? (3.0) yes ??? (6.0)

L7: surname is er ??? ((L7 said her surname))

T: thank you ??? a::nd her first name? (4.0) do you know her first name ??? (5.0) ok, yes ???
L1: her first name is ??? and er surname is ???, ((L1 spelt her partner’s surname))

T: ok, thank you so much ???

T: alright, so let’s move on to 13, so look at the expressions for meeting people for the first time,
then listen again and tick (2.0), only tick the expressions you hear? ok? so please if you hear it, just
tick.

Listening to the audio: (2:51)

T: ok? so now for all of you, could you please tick on the whiteboard what did you hear? ok? tick
only the expressions that you heard. (17.0)

T: yes? hello, (2.0) they said hello. (11.0)

T: ok, can you raise your hand? and tell me what are the phrases? the expressions? so | can (1.0)
circle it? or may be put a line under it? (6.0)

T: ok, can you tell me? (2.0)
T:yes? I'm. (9.0)
T: so? what did you hear girls? which expression did you hear? (5.0) yes??? (35.0)

T: yes? nice to meet you? (2.0) nice to meet you too? (2.0) this is? (2.0) a::nd see ya later? it was nice
meeting you? bye? that’s it? (11.0)

T: ok, they actually said, hi? my name is? (9.0) I'm from? good bye? (3.0) mm and they didn’t say he
is, ok?

T: so, <all the lines in blue and green already said in the listening audio, ok?> >others, like she’s from
, he’s from,< no: they didn’t say it?

T: ok? let’s move on, >so work in groups of three, A, B, and C, practice the conversation_ roles, and
repeat the conversation two more times<, so now you will work in group of three? ok? so, what you
will do, is to introduce yourself, so two of you, for example, let’s say ???, ???, and ??? are together?,
so ??? and ??? will introduce themselves to ???, and then, they will also ask each other questions,
then ??? will ask ??? questions, and then ??? will introduce ??? to ???, a::nd the last thing, you
would say good bye, ok? so you will work in three? introduce yourselves? ask each other questions?
and introduce another person, so practice this, you will have about three minutes to do this in
groups.

L7: miss? miss? cslais L o lellua U/ 2 siia £°F L/ ((me and ??? will participate, | will ask her, and she
will answer))

T: ok.
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L7:f5 5als ££F 4/ ((ok 2?7 are you ready?))
L39: &b 4L ((yes yes))

L7: what your first name?

L39: my name is err ??7?.

L7: ok, what your surname?

L39: ???.

L7: ok, what your job?

L39: err I'm student, University errr Jeddah.
L7: nice? er you're from?

L39: Saudi Arabia, I’'m [live] Jeddah.

L7: ok, see you [later].

L39: Bye.

T: thank you so much ??? and ???

L: you're welcome.

T: ok, now you will work in groups, | want you to rewrite these two sentences as one sentence, use
and or but, for example in number 1, >l live in Spain, I’'m from Argentina<, so the answer is, | live in
Spain, Tbut I’'m from Argentina.

T:in 2, I’'m 21, my sister is 21, so I’'m 21 AND my sister is 21, ok? so the second one, you give extra
information? the first one? you differentiate these sentences? ok? so, you will work in groups to do
the rest? you will have three minutes.

Working in groups:

L(1): crbad, o 4hif o Glic sleo cpilea 4ilS 15/ La/((if the two sentences are known and connected, you
add)) and (whai | 4ilise /5 ((and if they differ, you add)) but.

L(2): €26 /&/((yes in three)) | am British, but Hindi is my first language, 42U 23, ((number 3)) but.
L(1): S 25 ((which number?))

L(2): 426 ((three)) (7.0)

L(2): 4=_/((number 4)) he’s from Germany, (1.0) but he works at Russia, & s_ ((Russia)). (5.0)
L(2): sl ((did you answer?))

L(1): sas ad), Lo/((yes))

L(2): 4ue2 ((five)) er my friend [is 13], and he’s single, and.

L(1): [but]
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L(1): but.

L(2): 4ues ((five)) and.

L(1): _#<((not)) but?

L(2): no (2.0), &+7(( I think)) and. (4.0)

L(1): exa/, 502 (( | don’t know, | think)) but.

L(2): ledrsusi D5 | ALinsY/ (5 puni Lnds ((let us answer the questions, we will)) skip it. (1.0)
L(2): “w((six)) I live in Spain, and | work, but | work in France, 4« ((six)) but. (5.0)
L(1): $4eew b ((0k and seven?)) (2.0)

L(2): 4= ((seven)) she’s a student, (2.0) >Oxford University<, and. =

L(1): mm and.

L(1): err 4uidd((eight)) my framily is in =

L(2): = countryside =

L(1): but =

L(2): = and.

L(2): I'min the city =

L(1): = but. (2.0)

L(2): ok, $z= Lials ((we finished right?))

L(1): L=ls /g =35 5/ ((mm yes we finished.))

T: = 0k, in number 3, <write a personal description for you, and then use the table in exercise one,>
_help you, you can use this table, to write personal mm description about yourself, >you should
write your first name, your surname, job, occupation, home country, language and family,<ok? so
this, you should work individually, so I’'m gonna give you about 5 minutes to write it, and if it’s not
enough, please tell me, ok? (2.0), so please start writing your personal description (#d (e se b il
445 ((ok miss from where should we write it?)) you have to use this table (3.0) this table, ok?

Working individually: 5 minutes
T: ok girls? are you ready?

LL: yes (chatting)

L: yes.

T: ok, ' so now before you start your speech, | want you to work, do you want to work in pairs? or
you want to work in groups? because | want you to exchange your descriptions with other students?
to check whether they include (.) these information? and whether she used and? and but? ok? so do
you want to work in groups or in pairs? (9.0) girls? I’'m asking you? do you want to work in groups?
or in pairs?
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LL: groubs (chatting)
T: groups? ok.
Working in groups:
Group 1:

L35: /) «wuiS U/ 45 ((listen | wrote errr)) hello my name is ???, | err, | am from Jeddah, err mmm
(4.0) 444 ((one minute)) (6.0) (2.0) Ls iy (1.0) g/ i/ | s leS Lo(( | didn’t complete it yet,
wait | will see (1.0) | stopped here. (2.0)

L(1): J' /8 L/ ((what is the)) job? (4.0)
L(2): </ > ((add that you are )) student. (7.0)

L(1): J Lss il ((what is the )) hobby fois La i/ Cuagile Ul fie IS5 CuilS I/ (( she was talking about it? |
didn’t understand it?)) (4.0)

L(3): £ £££ L 18 L ((what is it 227 ?))
L(4): _4ddd Jsaalli 4ic 5al<5/ 1((the one that they talked about in the table, one minute_)) =

L(1): fadld b L o LuiY) 03 ddliss Sitlaw dglin iny 441S 557 5 24/ ((the most important thig is to
write, | mean add your name? add the things there, do you understand?))

L(2): J /a8 JolSI lawd ((your full name in front of the )) surname =

L(1): L&/ JolS) claw/ = ((yes, your full name)) =

L(2): == ¢ = (( I mean ???))

L(3): s/ ££2((??? what?))

L(4): ££9((2?2?)). (2.0)

L(3): dsi/ cees ((then | think))[ job] 4ew/ s (53 1345 ((and this | don’t know what it’s name))

L(2): ~J¥ so((it’s not necessary)) job &b/ s ((write that you’re)) student 32s 4=sls ((at University of
Jeddah))

L(3): L#/((yes)) (6.0)
L(4): <lilile o i/ &85/ 5S(( | think you write your family members)) (10.0)

L(3): il i/ ((wait | will see)) (8.0) // i/ cub((ok, shall | write errr)) about <wisle 22 ((after |
wrote)) from Jeddah? «i/((I write)) (2.0) about (1.0) first Jeddah _/ ((or)) and?

L(1): and? 4442 (2.0) (s (( | don’t know (2.0) one minute)) (48.0)

Group 2:

L(1): laleo 4lantf oda /5, akadall 3a (( this part, | say this sentence with it))

L(2): bebasy (pno  cuhalo U/ 44 le Ul o) 14d (( ye yes | know, | didn’t add it, | will do it now)) =
L(1): <uba U/ = (( 1 did))

L(2): ok.
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171 L(1): g2 oleS adic/(( | think you need to add)) and s ((and)) I am

172 L(2):1am <uba <oy, /o) 44 ((yes there is, | added)) | am <xba 5(( and | added)) and <ubale s ((but
173 | didn’t add)) but.

174  L(1): (Y ) (( me too)) (10.0).

175

176  T:yes???

177 L1: hi, my name is ??? ???, I'm from Jeddah, err it’s a beautiful city, and err I'm student at Jeddah
178 University, and | speak English but my first language is Arabic, and | have a brother and a sister.

179  T:thank you so much ??? can you repeat that slowly? so | can write it down? (2.0)

180
181  T: ok, does anyone want to share? (4.0)
182  L25: $Ls & Li/ sole 543 ((Doctor, can | share here?)) (chatting)

183  T:yes ??? you can, and if anyone wants to share writing? in one room? in a single room? just me_
184 you, it’s fine too, we can do it together, not in this main room? ok?

185 L25: hi, my name is Atheer Baabdullah and | am 20 years old. I'm student but I'm work too. | have 2
186  sisters and I'm the middle one. | speak Arabic and English. (chatting)

187  T:who said first? ??? yes ???

188 L30: hi, I'm Aseel Alharthi, and | am from Jeddah, it's a wonderful city in the:: red sea, | am student
189  at er Jeddah university, | speak Arabic but | don’t speak English normally, | am single, and | have
190  three brother and two sister, just?
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