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ABSTRACT

In the light of fastdeveloping technology which is encouraging spontaneous global
communication, conversational skills have become an inestimable asset. McCarthy and
Carter (1995, @02) argue that natural conversation calls for the use of certain interactive,
interpersonal aspects which only spoken grammar (the grammar of conversation) can offer.
However, they point out, almoatl accounts of English grammar have been based on the
written standard version of the langua@le present research sets out to get insight into
the place of spoken grammar in the teaching and learning of speaking at the Department of
Letters and English, University of Constantine 1. More precisely, consideration is given to
the issue of whether arid what extent spoken grammar is used by the students as well as
the issue of the usefulness of teaching a selected range of spoken grammar aspects in order
to make the studentsd conversational Engl i
aspect ofhis study is to check whether spoken grammar is taught, the way it is presented
and the teachersodo views about OtalhEspressiorabi | it
syllabus.We hypothesise that the studentsinder studyreceive instruction of a selted
range of spoken grammar aspects, their conversational English is likely to be more natural.

We also hypothesise that th@ral Expressionteachers who are convinced of the
importance of teaching the intrinsic aspects of spoken grammar would refetoless
standard grammar in the teaching of conversatidre first hypothesis is checked by

means of a prgest postest Control Experimental group design, whereas the second
hypothesis is tested t hiThedmdings abtaified alowoe r s 6 C
validate the first hypothesis and partly confirm the second one. The majority of the
students have been found unaware of most of the aspects of spoken grammar, and the
treatment provided (instruction of a selected range of spoken grammar aspecteyéds pr

to have a positive i1 mpact on the student so
that more than half the teachers do not teach the most salient aspects of spoken grammar,
but tend to refer mainly to the aspects of standard grammar in tihéntgat conversation,
notwithstanding their awareness of the usefulness of integrating aspects of spoken
grammar into the syllabus. On the basis of these findings, recommendations are suggested

to Oral Expression syllabus designers and teachers in ordesign adequate importance

to the teaching of spoken grammar.
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1. Statement of the Problem

McCarthy and Carter (1995, 2002) point out that the history of the description of
the English grammar propertibas been largely a history of the description of grammar as
it has occurred invritten standard language. This situation, they explain, is a result of the
popular misconception thapoken language has a corrosive influence on grammatical
norms. Crystal (2003) notes that spoken grammar (the grammar of conversation) is
comonly thought offiiad efiiimcd@r nteoctsdt aammdcar d gr
not Aconf or mwriten stanbdaethnguage.dHewevem recent interest in spoken
grammar has shf t ed gr ammariansd®é and discourse an
interpersonaland interactive meanings conveyed by the aspects of spoken grammar in

conversational settings.

From our experience as a teacher of Oral Expression at the Departnhertieos
and English, University of Constantine tve have observed that in the teaching of
speaking, the grammar presented to the students has been based, to a high extent, on
samples fronwritten standardanguage. The students seem to have the asdestendard
grammar as the only choice for interaction in all kinds of spoken contexts: the formal,
semif or mal and i nfor mal ones. Thi s situatic
conversational output. In other words, the learners who are exposedytstantiard
grammar are more likely to develop conversational English which is rather bookish. It is
pedagogically wundesirable to produce stude
book, o0 i.e. students whose spogsvelynwritteng !l i sh i
formal (standard) version of the language. The present situation has led us to wonder
whether spoken grammar is adequately taken account of in the teaching and learning of
speaking at the Department bétters and English, University ofd@stantine 1 This

guestioning entails reference to various relevant concerns:



i How much of spoken grammar is, and should be, introduced in the Oral Expression

class?

i Is standard grammar the only point of reference in the teaching of speaking?

i Are the structures described in standard grammar the only structures that the students
should be expected to produce when they speak English? In other words, should the
aspects of standard grammar be the only

dispos#?

I Which type of grammar, spoken or standard, do the students under study employ in

conversations?

I Wouldthet eachi ng of spoken grammar be viabl e

English more natural?

I Should the Oral Expression teachers preflemtaspects of spoken grammar alongside

the aspects of standard grammar or without reference to them?

I Should the teachers be selective in terms of the aspects of spoken grammar that are to be
presented to the studedtdsn other words,are all the aspestof spoken grammar

potentiallyteachable?

i What views do the teachers under investigation hold about the integration of spoken

grammar into the Oral Expression syllabus?

2. Aims of the Study

This study aims at investigating the place of spoken granmmidwe teaching and
learning of speaking at tH@epartment of_etters and English, University of Constantine 1.
We ai m, in particular, at examining the st

impact of teaching a selected range of spoken grammap @act s on t he I



conversational output. This work also intends to gain insight into whether spoken grammar
i's taught, the way it is presented (the m

usefulness of integrating aspects of spoken gramnmathetteaching of speaking.

3. Hypotheses

In the light of the present research concerns, two hypotheses have been elaborated:
the first one pertains to the students, while the second one to the tedé¢hdrgoothesise
thatif the studentainder stug receive instruction of a selected range of spoken grammar
aspects, their conversational English is likely to be more naWeaklso hypothesise that
the Oral Expressioieachers who are convinced of the importance of teaching the intrinsic
aspects of poken grammar would refer less to standard grammar in the teaching of

conversation.

4. Means of Research and Procedure

In order to check the first hypothesise have opted for aexperimental design,
more specifically, a preest postest Control Experimental group design. Two different
groups of students receive different learning opportunities, so that their oral performances
can be comparedThe Control Group is taught conveisa in the usual way, with
reference to standard grammar. The Experimental Group is provided with instruction of a
selected range of spoken grammar aspéddte instructional period is meant to raise the
awareness of the Experimental Group of the varielesments of spoken grammar, to
sensitise the students to the distinctive properties of spoken grammar and the differences
between it and standard grammd@he pretest is administered to find out whether the
students are aware of spoken grammar or refenlyndo standard grammar in their
conversations. The pes#st intends to check the effectiveness of the manipulated
independent variable (instruction dhe s p o k e n grammar aspects)

conversational output.



To test the second hypothesis a Teacher sdéd Questi Ornai r e
Expression teachers. It servesdeit information about whether these teachers present
spoken grammar and how they teach it (the methods and techniques followed in their
instruction). This questionai re al so attempts to elicit
viability of incorporating a selected set of spoken grammar aspects into the Oral

Expression syllabus.

5. Structure of the Thesis

The present thesis is made up of six chapters: the first three chapters comprise the
|l iterature survey, and the |l ast three ones
Skill, o deals with the various el gpeg€ints of
transactional and interactional. Besides, it gives some account of how to teach this skill. It
shows how to build learrer6 awar eness o0dénd grqvidea kirangg ofgenr e
speaking activities that teachers could implement in the classroontdén tar pomote
student s 6 oln additiom thie chaptet higllights few approaches as well as

criteria of assessing the speaking skill.

Chapter Two, ACorrelation between Stand:
divided into two main sections. The first one presents various definitions of standard
grammar and draws a distinction between its three major types: prescriptive, descriptive
and pdagogic. It also gives an account of the branches of standard grammar: morphology
and syntax, and a thremensional framework: form, meaning and use. The second
section provides a definition of spoken grammar and a description of its most prominent
aspets. More specifically, it throws light on the nature of spoken grammar, as opposed to
the nature of standard grammar, with a special focus on the interpersonal and interactive

aspects of spoken grammar.



Chapter Three, ATeachiibeg a w @ppwachesisr a mma |
teachingspoken grammar and puts forward some principles for the selection of materials
used for presenting this Kkind of grammar .
Carterbd6s (2002) pedagogi cmaten cstgria koeimegrgtinga mma r

spoken grammar teaching into speaking skill curricula.

ChapterSthidwem,t s Use of t he is8Sevaddérthe Gr a mm
experimental desig The latter intends to measure the impact of teaching the spoken
granmar aspects on the studentsd sampleytestsati o
and instruction is provided. Moreavethe analysis and interpretation of the results

obtained from the experiment under the-fg&t and postest conditions are presented.

Chapt erTeRicwes,r s® Met hodol thegSpokennGdamnvar e w s
Aspetctcssconcer ned wi tiomnaitehight iSTcash an wleether &nd Ipw e s
the Oral Expression teachers presém spoken grammar aspects, as well as their views
about the usefulness of integrating such aspects intdOthé Expression syllabudt
provides information about the sampléescribes the questionnaireerhsupplies an

analysis and interpretation of the questionngaeslback

The finaPedbohgopgiecal Al mpl i cat ibasedonthed Rec
outcomes of the previous chapters, outlines the implicationseopitesent research and
offers recommendations for Oral Expression syllabus designers and teachers. It provides
insights into the importance of teaching spoken grammar and sheds light on some basic
principles of pedagogical spoken grammar. It also putsda some recommendations
about the | evel at which the studentsd att

supplies a few insights that may pave the way for further research.
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Introduction

Speaking is a means through which much language could be learned. It is
conducive for learning the other skills (listening, reading and writing) and language
components (vocabulary, grammar and phonology). Therefore, it deserves to be adequately
paid close attention and assigned sufficient weight in the second languaged$t)esgn

language (FL) curriculum.

1.1Characteristics of Speaking

Speaking is an interactive process of constructing meaning that involves various
elements. Its types and meaning are determined by the context in which it occurs, including

purpose(sjor speaking (Burns and Joyce, 1997).

1.1.1 Elements of Speaking

Language researchers acknowledge the lack of definitive decision about what oral
proficiency encompasses. However, acquisition of vocabulary, grammar and pronunciation

alone does not ensufaer learners the ability to speak efficiently. According to Valdés and

Figueroa (1994: 34) , or al proficiency i g
pronunciati on, 6correcté6é grammar, and even
(2005: iv) argues thafit her e i s a | ot more to speaki
grammatically correct sentences and then tc

of grammar. He lists various kinds of knowledge, or skills, that proficient speakers draw on
when speaking:the linguistic competence, the sodioguistic aspects and mental

processing.

1.1.1.1 Linguistic Competence

If SL/FL students aim at achieving a proficient level in speaking, they will need

primarily to have good command of the basic language components: vocabulary, grammar



and phonology. In terms of vocabulangtive speakers employ over 2.500 words to cover
95% of their needsThornbury, 200k SL and FL learners can get by on much fewer,
especially for the purposes of casual conversation. For more specialised purposes, such as
business negotiations or academic speaking, students will need more vocabiddrgrdt

to know exactly which words learners will need, but the most useful criterion for selection

is frequency. According tdhornbury (2005 a working knowledge of the 1.500 most
frequent words in English would most probably serve the learner to eXpisgeer most

basic needs. He argues that even the top 200 most common words will be helpful to the
student since they include all the modal auxiliary verbs, pronouns, common prepositions,
the full range of spoken discourse markers, common sequencindinkimy words,
common ways of hedgi ng, and so forth. Mo

frequency words and indicate their relative frequency in speech and writing.

Grammar knowledge for speaking purposes consists largely of grammar systems
that favour rapid, reatime speech production. Since spontaneous speech is produced in
clauselength units, rather than senterdeagth units, a sentence grammar will be of
limited usefulness for speaking. However, in the teaching of speaking to FL ledheers,
main focus has always been sentence grammar. Learners are taught to manipulate
relatively lengthy and complex constructions that are more typical of written than spoken
language. For example, Thornbury (2P@%plainst h e ¢ o nwbuldi o sianally @& d i t
first taught as an element of the second and third conditional constructions, which consist
of anif-clause and avouldc | a u s e If I((haddime, Inwould study harder ahtd R o d
had time, | would have studied hardey , rather than beiwough t augh
cl auses on tlwoldmeveoeathorfeam@at ain dwédul dndt have c
what you did ) . But , he argues, anal yseswalt cor po
clauses occur four times me often without an associatdgticlause than with one.

Likewise, FL learners are usually taught grammar aspects without a clear distinction being



made between spoken and written grammar. There is a great deal of overlap between the
two, but there are ceatin structures that are much less frequent in speech than writing such

as reported speech and subordinate clauses. On the other hand, some aspects of spoken
syntax, such as heads, tails and ellipsis (see Chapter TweseSudn 2.2.2 Aspects of
Spoken Grenmar, p.71), get little or no attention in many English language teaching (ELT)
courses. The grammar of writing and formal speech (standard grammar) and the grammar

of conversation (spoken grammar) will be tackled in detail in the two subsequent chapters.

With respect to phonology, accurate pronunciation is essential for FL learners
because it affects the intelligibility of what is said. In the past, instruction of pronunciation
usually focused on the articulation of consonants ameelsy however, in recent years, the
focus has shifted to include a broader emphasis on suprasegmental features such as stress
and intonation (Goodwin, 2001). Efficient speakers of English tend to change the pitch and
stress of particular parts of utterasand vary volume and speed, especially in-face
face interaction. The use of such expressive devices contributes to the ability to convey
meanings. They allow the extra expression of emotions and intensity. Learners should be
able to deploy at least senof such devices if they are to be effective communicators
(Harmer, 2001). Thornbury (2005) points out that most adult learners are affected, to
varying degrees, by the influence of their first language (L1) pronunciation when speaking
a SL/FL, and thisg not a problem so long as intelligibility is not threatened. However,
what might be intelligible to one listener is not necessarily intelligible to another. Native
speakers, for example, frequently identify the -mativelike use of stress, rhythm and
intonation as being a greater impediment to intelligibility and a stronger marker of accent
than the way individual vowel and consonant sounds are pronounced. This is particularly
acute when lack of fluency divides speech into very short turns, as in tbeing
example (Thornbury, 2005: 37), where a Japanese speaker is discussing her plan to show

pictures of modern Japan to US school children:



6 not onlX% WORDSX (4) | cAOHESREONS) (4) the
studentgo un- HELP(5) sudents (2) UNDERSTAND the (4)
Japanese CULTURBP

Note: Stressed words are printed in capital letters, and pause lengths are shown in brackets

(in seconds).

By speaking in such short bursts, with each word given almost equal emphasis, the main
point of the discourse is obscured because every word seems to be singled out as worthy of
attention. The main cause of communication breakdown whemaidre speakersre

talking to each other seems to be mispronunciation. The areas of pronunciation which are
highly crucial for intelligibility, he high
contrast between long and short vowels (aseatandhit), consomant clusters occurring at

the beginning pof pradoct athdssensence $tresa, spdtially contrastive

stress (as Iin ASheds my COUSI N, not my si st
1.1.1.2 Socidinguistic Aspects

Thornbury (2005) reports that fluent and accurate spé&ieglish is not simply a
function of a wideranging knowledge of grammar, an extensive vocabulary and native
like pronunciation. It also involves so€limguistic aspects, the most prominent ones being
sociccultural knowledge, genre knowledge, speech ,acegister knowledge and

conversational strategies.

The value of teaching socmultural knowledge, i.e. the culturally embedded rules
of social behaviour, is debatable. Many of these rules are based on flimsy, oftsayhear
evidence and may reinforce stereotypes. For exanmplanbury (2005: 31) explasnthe
notion that all the British talk mainly about the weather andseagy a | | the ti me

wellf ounded as the i1 dea that they also wear



Moreover, for many | earners, nincevthey wify =, s uc
learning English as an International Language, rather than the English used in, for instance,
Birmingham or Baltimore. What is more important than learning local sndtaral

customs might be to develop intercultural competence. Ther liatfers to the ability to

manage crossultural encounters irrespective of the culture of the language being used and

to take into account that difference and ambiguity are inherent in communication. For
exampl e, k n o wiHow glo ybuodw thatédwe (irattse Koreign country where the

FL learneris0 may be more useful than a |ist of i

Genre knowledge includes Aknowing how d
(Thornbury, 2005: 32)This is particularly relevant to learners waapecific purposes for
learning English include mastering spoken genres of a more formal type, such as giving
business presentations or academic lectures. For motte-day communication, such as
casual conversation, the genres are likelytobeeithere |l v transferabl e f
L1, or very easily defined that they tend to be difficult to teach in a formal manner. He
points out that this does not mean that genres should be ignored or that features of
language should be introduced out of thganeric context. On the contrary, because
genres are recognisable across cultures, they serve as a useful way of providing learners
with new | anguage i n a Afythingelsedarf offr @amaea.mpTlee
make more sense when it is embedded ishopping dialogue than if it is presented in
isolation. What students probably do not need, though, is to be taught the generic structure
itself. Teaching a learner that s/he should greet shopkeepers when entering a store, then
wait to be asked what & wants may be pointless. Similarly, teaching students that
speakers take turns in conversation is like teaching SL/FL readers that books have pages.
For mor e i nf @remadsgeaaily hawbto tedch it see Ssdrction 1.2.1

Speaking Genres, f8.



What learners need, more than the generic structure of the interaction, are specific
ways of realising particular interactional moves, i.e. spe@ethknowledge.Thornbury
(2005) reports thgtist as learners need to know how specific discourse srareerealised,
they also need to know the ways specific speech acts (also ftailldtbng are typically
encoded. For example, the following ways of offering advice or suggestions are common:
I 6d . .. (Ydudd whHeyetwynbnuadvice, you .,.Youought to ... Why
donot @rothe other hahd, the ways stated below are less common in informal
spoken Englishl advise you to ..My advice to you would be,.What | suggest is ,.l
have a suggestion ,..while the followng ways, though perfectly possible from a
grammatical point of view, rarely occwWhy do you not ..,7 have some advice., My
suggestion to you would be, If. you want my suggestipn. . This suggests that learners
cannot necessarily guess the wvilagt speech acts are customarily realised or the way that
they are realised in spoken, as opposed to written, English. There is a good case, therefore,
for explicit teaching of these forms. They are typically realised in short, memorable
formulas, and threfore can be learned and stored as extended lexical items.

It is also important that learners know how to adapt the spasicformulas for
different situations (registers), according to such context variables as the status of the
person they are talkinto. Exposing learners to different registers of speech and directing
their attention to the ways spoken language is made more or less formal is very significant.
Thornbury (2005) recommends thrate plays(see 1.2.2.46imulations and Role Plays, p.

37) may be one of the best ways of practising different sets of register variables, such as

the differences that social status makes.

Harmer (2007) discusses the role of conversational strategies by stating that it is
essential that students could use rep@ategies when listening in interactive situations. In
other words, for conversation to be successful, learners néedaiole topfor exampleask

for repetition using formulaic expressions. Other repair strategies include the ability to



paraphrasel(¢ 6a ki nd of é, Wh a)ttouse amaparposeiperasétp Tha't
get round the problem of not knowing a woMiq¢ u  k n o w, -daybu@al-it?pandv h a t

the ability to appeal for helpAhat 6 s t he word for something
Dormnyei and Thurrell (1994; cited in Harmer, 2007) highlight the viability of other types of
strategies such as conversational openilgg wér e you? Thatds a ni ce
sunshine), interrupting Sor ry t o i n)tteprc shiftp@h, by theway, that

remi nd¥yandmobosingsli(t 6s been nice talking to you
you from your work ¢é, WeThambuwsyt (20@bkexplainsotltpe t h e r
since speaking involves interaction with one or more participantsgitines successful
execution of turrtaking. Learners need to develop an understanding of how speaking turns

are managed, i.e. it is vital for them to realise that talk is collaboratively constructed
through the taking and yielding of turns. Stivers et(2009) shed light on the fact that

there are many universal tendencies in-taking. For example, many languages have a
similar distribution of questioto-answer pause times, and in many languages, if the
questioner is looking at the other interlocutaiting for the answer, the pause time of the

other interlocutor tends to be shorter. Such universal patterns need not be taught.
Thornbury (2005) suggests that it is-of gr
management moves are realised ie tBL/FL through primarily the use of spoken
discourse markergsee Chapter Two, Stdection 2.2.2.6 Conversational / Spoken
Discourse Markers, p. 90). Fernandez and Cairns {20b€ that in the course of
speaking, learners can be regarded as successfuhgnicators if they are alert to the

devices or signs that signal when a participant has come to the end of a conversational turn.
There may be a fall in pitch or a drop in loudness. Hand gestures could also signal yielding

of oneds t ur nns udoally entt with nthe rc@npletianuof a grammatical

constituent: a phrase, clause or sentence.



1.1.1.3 Mental Processing

Successful oral production is also dependent upon the-papogssing skills that
speaking necessitates. It is significant tlearners develop the ability to process instantly
both the language they are expected to produce on the spot and the information they have
just been toldEffective speakers are expected to process language in their own heads and
put it into coherent ordeso that it comes out in forms that, not only are comprehensible,
but also convey the meanings that are intended. Language processing involves the retrieval
of words and phrases from memory and their assembly into linguistically and socio
linguistically appropriate sequences. One of the main reasons for including speaking
activities in language lessons is to help students develop habits of rapid language
processing in English. Learners are also expected to process the information they are told
the moment tay get it. The longer it takes them to process the information, the less

successful they are viewed as instant communicators (Thornbury, 2005).

1.1.2 Types of Speaking

Types of speaking are primarily determined by purpose(s) of speaking. McCarthy
(1991) has identifiedtwo major types of speaking into which any piece of speech falls:

transactional and interactional.

1.1.2.1 Transactional Speaking

Transactional speaking ai ms at Agetti ng
producing some changeintheuset i on t hat pertainso (McCart |
this category are telling someone something they need to know, affecting the purchase of
something, getting somebodydo something and other worlthanging aspects. This can

be illustrated by theollowing examples.



Example 1:Fi nal i sing someoned6s dress arrangement

[Speaker A comes in holding his jacket.]

B That | ooks very nice. Put it on and | et ds
Al donodot | ike the two buttons, Il didndét Kknq
CWell, ités the style of the coat, Ken.

BNi ckds has only got two buttons.

Cltos a | ow cut.
A: All right?
B:Yeah, it goes very weadolouwin thehjackehtmaspeks upr o u s e

the colour in the trousers.

C: The others he wears are striped, but they clashed, too much alike.
A:Two different stripesé

C: But not matching each other if you understand what | mean.

B:-Yeah, yeah ¢é yeah.

Alt 6s al l right then, eh?

B:ltds very nice, dad, it | ooks very, very
Al donodot | ike the, I li ke three buttons, Yy
C:Ken, ités the style of the coat!

(McCarthy, 1989; cited in McCarthy, 1991: 132)

Example 2: Making confirmation with a rail enquiries clerk over the phone
A: Good afternoon. Enquiries.

B: Hel | o, | 6m making a journey from Ealing
morning and | donot have the new timetabl e

7.25 from EalingBroadway and an Intercity from Reading at 8.46?

A:Just a minut e, pl ease. € Yes, that 6s ri ¢

Reading 8.10. Then departing Reading 8.46, arriving Leamington 9.59.

B: Thanks very much.



(Hedge, 2000: 264)

1.1.2.2 Interactional Speaking

The main function of interactional speaking (also knowmsgspersonal i s 0t he
lubrication of the social wheels, establishing roles and relationships with another person
prior to transactional talk, confirming and cohdating relationships, expressing
solidarity, [and the Iike]odo (McCarthy, 19
i nteractional speaking from transactional
speaking] involves establishing and maintainsagial relations, [whereas transactional
speaki ng] i nvol ves exchanging information

extracts are examples of interactional speaking.

Example 1: Chatting about someoneds holiday

A: Do you do a lot of skiing then?

B: 1 go each year, yes €é itbés my only chance
i sndot the exercise that does i1it, itodés the f
A: (laughs)

C: Yeah?

B:Yes, |l 6m not joking é i f wheoneeexdningsmeal six, r i g h
perhaps a snack after that then youbre eat.
AA:Youbd never get no skiing in, would you?

B:Well, in these places, you breakfast at ei

(McCarthy, 1989; cited in McCaryh1991: 1334)

Example 2: Chatting about Christmas in the village where the speakers live

B-No é it was generally very quiet and the \
guite sunny actually.

D: It was quite sunny a couple of the days.



B: Christmas Day was quite sunny we went for a walk, had a splendid walk.

D: In the morning, it rained in the afternoon.

A:British Christmases rarely change, 1ito
B:Yeah, thatodos rigyhwshaw. and you never get
C: Yes, it was very sunny Christmas Day.

B: Mm.

(McCarthy, 1989; cited in McCarthy, 1991: 1834

It is worth mentioning that speaking is rarely all transactional or interactional.

McCarthy (1991) argues that even in settings where speakisgidly transactional,

people often engage in interactional talk. They have been observed to simply exchange

chat about the weather and many unpredictable matters, as in the following examples.

Example 1:At a British chemistoés shop

Customer Can you giveme a strong painkiller for an abscess, or else a suicide note?

Assistant( | aughi ng) Oh dear !(Mc@athyl 1991wi87) ve go't

Example 2: A university porter registering some newly arrived students at their

campusaccommodation

Porter. S o , Foti € and Spampinato €& (writes
Italian Art, only part time, of course, | love it, | love Italian Art.

Student (looking bewildered) Excuse méWcCarthy, 1991: 137)

1.2 Teaching /Assessing Speaking

t

The importance and primacy of speech as a mode of communication would suggest

that the teaching of speaking has to be a central force in language learning. It is of high

significance that the teacher carefully plans ahead what to present his/herdewith in

h e



the classroom and how to do so byilding their awareness of speaking genres and

developing a variety of speaking activities.

1.2.1 Speaking Genres

For the teaching of speaking to be successful, it is essential that teachers develop in
learrers the skill of determining the specific kind of speaking they are expected to do in a
certain speaking situation (Scrivener, 2005). In this respect, differetkirsdd of speaking

could be distinguished by applying the concepjenire.

1.2.1.1 Characteistics of Genre

Scrivener (2005: 163) defines genre as
would expect to find in a particular place, with particular people, in a particular context, to
achieve a particular result, using a particular chaffioelexample, face to face [or] by
phone). 06 Hedge (2000: 265) points out that
spoken discourse to its overal!/l structure.
depending on who they are speaking where they are and the nature of the entire
situation. For instance, giving a lecture in school is a completely different kind of speaking
from enquiring about car insurance over the phone. Such two examples present two

different genres.

Decisions abaugenre mainly determine the choice of grammar, words, how much
one talks, how polite they are, how much they speak and how much they listen. Scrivener
(2005) lists the specific choices that a genre is often characterised by as follows: style,
tone, qualiy, manner, directness, formality, type of content and choice of words. There are
generally specific recognisable rules for each genre that the speaker needs to attend to, so
that his/her speaking sounds decent and appropriate. As it is the case in tretomofie,

SL and FL learners cannot knowingly choose to ignore the genre or substitute one for



another; for instance, someone would sound very clumsy if s/he gives a lecture in the style
of a comedy sketch! Similarly, a FL learner who is, for exampleg@ep to be telling an
anecdote or a scary story might be regarde

manner that sounds like delivering a news report!

It is possible to identify a predictable shape to some genres, such as narrative
analysis.McCarthy (1991) explains a spart structure of an oral narrative of personal

experience: abstract, orientation, complication, evaluation, result and coda.

Abstract gives a short statement of what the story is going to be about (optional element).
Example: Al must tell you about an embarr
Orientation sets out the time, place and characters for the listener.
Example: AYou know that secretary in our

Complication refers to the mairvents that make the story happen.

Example: fAThe Xerox machine caught firel
Evaluatonr eveal s the story tellerds attitude by
Example: Awhich amazed me reall y! o

Resultshows how the events sort themselves out.
Exampleiand she got A 2.000 compensation. o

Coda provides a bridge between the story world and the moment of telling (optional
element).

Exampleeiand ever since, |l 6ve never been abl

sick. o

He notes that the above slement framework can be useful in designing stelyng
activities for learnes. Anecdotes and accounts of personal experience are valuable as an
initial way of getting students to speak at greater length, develop and structure their speech

and practise linking the various parts.

Another example of genres which have a discernililaps is giving street

directions, a common activity in the | angu



house or where to locate something on a map are often the basis of inforgagtion
exercises; the latter could be of high value in generating tatkhBs and Kozloff (1976;
cited in McCarthy, 1991) specify three elements or phases that are commonly observed in

the setting of direction givingsituation, information and instruction, and an ending phase.

Situation phase:establishing the starting point, the goal and the means of transportation
for theperson directed.

Example: AOkay, so youodre at the Mark
Information and instruction phase: giving the man route directions.
Example: AWell...if you can see the ¢

Ending phase:confirming that the route directions have been understood and closing the
interaction.

Example: fAand there you are, got that

Other examples of speaking given by McCarthy (1991) genres include:
i Making a phone enquiry
i Explaining medical problems to a doctor
I Greeting a passing colleague
I Telling a joke tdriends in a café
i Making a job interview
i Chatting with a friend
i Giving military orders
i Negotiating a sale
i Making a business presentation
iCommunicating fAlivedo during an I nternet ga

i Explaining a grammatical point to a class



I Meeting peopletaan informal party

i Making a public speech.

It 1is of significance to direct studentso
further analysis. The last genre, making a public speech, for example, could refer to a wide
variety of different kinls of task, from thanking some colleagues for a birthday present to
presenting a onbour talk at a conference of 3.000 people. Such types of speaking could
be specified more precisely than by simply naming a genre if learners add information
about why spaking is being done, where it is being done and who is listening or

interacting with the speaker.

1.2.1.2 Building Awareness oSpeakingGenres

In order tobuild awareness o$peakinggenres,Scrivener (2005) suggests that
teachers work on speech acts, such as the ones in Table 1, using games and practice

activities.

PRONUNCIATION

Speaking clearly, with comprehensible sounds

Using fluent, connected speech with appropriate viiokdng

Using stress and intonation to emphasise, draw attention to things, express emo

attitudes, etc.

Using an appropriate pace

CONTEXT

Choosing and maintaining a suitable level of formality / informality

CHOOSING AND MAINTAINING A SUITABLE LEVEL OF POLITENESS

Being aware of appropriate topics and style for the context (e.g. a business meet
social chitchat)

Coping with a stressful speaking context (e.g. other people waiting, limited time to sj




Speaking spontaneously with limited / peparation time before speaking

Coping with uncertainty about the language level of other people

ORGANISING INFORMATION

Structuring speech as you talk

Giving neither too much, nor too little information

Not offering irrelevant information

Conveyingclear, accurate information

Clearly signposting to your listener(s) the structure and stages of what you say

INTERACTION

Establishing a relationship before and during communication

Coping with unpredictable responses

Turntaking

LISTENING

Listening and responding appropriately in line with the progress of a conversation

Showing interest in the person speaking

Reaching a negotiated / compromise conclusion

Coping with a variety of content (facts, opinions, arguments, anecdotes,

simulkaneously

SPEAKING STRATEGIES

Holding the floor when you wish to continue speaking

Interrupting politely

Starting new topics or changing topics

LANGUAGE ITEMS

Fluently forming accurate structures to express required meaning

Knowing fixed phraseased in specific situations

Creating effective questions




Having sufficient lexical resources to express meanings

Table 1: Grid for Assessing Speech Acts
(Scrivener, 2005: 167)

For example, to build awareness of interrupting politely, the following two sample
activities could be used. In the first activity, the learners work in small groups; each
student takes a card with a topic wird on
each group, starts speaking on their given topic, while the other learners attempt to
interrupt and change the topic politely to their topic. This group work has to maintain a
balanced conversation. Alternatively, the teacher hands out a list ofsexme for
interrupting politely (for exampl e, Aby th
some unlikely or incorrect expressions (fo
The learners select the correct items from the list, then have arsatiee using them. In

the second gerdigased activity, suggested by Scrivener (2005), the learners are asked to

choose a few instances of genres from a list they (or the teacher) have already made:

I Giving an academic lecture

I Having a standip conversation at a formal party

i Discussing new sales at a business meeting

i Leaving an answgphone message

I Buying a train ticket at the station

iMaking a dentistdés appointment over the ph

i Checking in at the airport



The teacher, then, asks thedents to analyse the genres they have selected using a grid

such as the following one in Table 2. One or two examples may be given to the learners to

help them understand how to proceed in the analysis of genres.

Genre Purpose Setting Audience Response
Does the speaker ge
What general | Why is this | Where is it Who is a spoken response
kind of speaking done? listening? from the listener(s)?
L T oneway (n
speaking ist? | done? oneway (no
response)?
1 two-way (reciprocal
communication)?
T multi-way (more
than two
communicate)?
1. An to inform lecture theatre | group of mainly oneway:
academic people of at Budapest | students response only in
lecture facts about | University listening, note | terms of posture,
17" - century taking, etc. expression and
British possibly a question g
history comment
2. A standup | making living room of | one or more multi-way: a varying
conversation | contacts; a private housg other number of people
at a formal finding new | in Nairobi professional speak
party clients people of
similar social
status

Table 2: GenreAnalysis Grid

(Scrivener, 2005: 165)

Scrivener (2005) points out that once the teacher has explained a specific speaking
task; for instance, making a business appointment over the phone, the learners may need

to:



i plan how they W do the task;

i rehearse parts (or all) of it;

I hear examples of competent speakers doing the same task;

i get input from the teacher on possible structures, phrases, vocabulary, etc;
i reflect on how well they did the task after they finish;

i re-planor revise their original ideas; and

i have a second or third chance, if possible, to do the task.

At various points, the learners may want correction and advice on how to do the task
better. Scrivener (2005) suggests a basic lesson sequence includiadotredisted
el ement s. The stage mar ke danywppirt m the sequence;r c | e 0

depending on what the teacher sees appropriate for the learning/teaching situation.

a. Setting the task: the teacher tells the learners that they haen®e @ business contact

to make an appointment for a meeting to discuss future plans.

b. Planning the speaking: the teacher asks the learners to work in pairs to decide what the
caller will say, and how the receptionist will respond. The learners shotldirite a

whole script, but can make notes of particular phrases.

c. Rehearsing the speaking: the learners practise in pairs. The teacher listens and suggests

corrections and improvements.

d. Doing the task: the teacher makes new pairs, and without fuliferssion, the learners

Aphoneo each other and do the task.

e. Feedback / Review: the pairs meet and reflect on whether the task was done well. The

whole class may also discuss the question, and the teacher offers notes. S/he may draw



attention to spedif language items that the learners could use and specific ways of

interacting appropriately to the genre.

3 Exposure to exampl es: the teacher plays
same task and asks the class to take down notes about thagearfese competent

speakers use.

f. Adding / Correcting / Revising: the pairs reflect on how they could improve their task

next time.

g. Redoing the task: the teacher makes new pairs and asks them to do the task again.

1.2.2 Speaking Activities

There ae many types of activities that the teacher can implement to promote the
speaking skill in the English as a second language (ESL) or English as a foreign language
(EFL) classroom. The most outstanding types of such speaking activities are discussions,
presentations, dialogues, simulations and role plays, conversations, interviews and

speaking games.

1.2.2.1 Discussions

Discussions, or debates, are among the most commonly used activities in the oral
skill class. Typically, the students are introducea timpic through a reading or listening
passage or a videotape, and are asked to get into pairs or groups to discuss a related topic
in order to come up with a solution or response (Lazaraton, 2001). This type of activity,
most appropriate for intermediaa@d advanced learners, requires extensive preparation on
the part of the students, calls for interaction in groups and makes use of at least the
following language functions: describing, explaining, giving and asking for information,

persuading, arguinggar eei ng and di sagreeing (O6Mall ey



The main advantages of discussion could be summed up in four points (Derradii,
2005). To start with, the learners can be involved in interpreting utterances and responding
in an appropriate way on ttepot. Secondly, the students initiate their own language and
put it to communicative use without having to repeatrpheearsed stretches. Thirdly, the
learners exchange various opinions and broaden their knowledge in the course of give and
take of inform#éon. A further advantage is that there is a scope for further communicative
use of a debate session as when a group leader is required during -baek@gssion to
recapitulate the main arguments, or when a taped discussion is played back in a differen

class for listening commentary.

Discussion, nonetheless, as Derradji (2005) mentions, has drawbacks. First, some
topics which the learners select may be very technical to the extent that they might make
the teacher feel uncomfortable. To solve this [goh he suggests, the teacher may invite,
if possible, some specialists to the classroom, so that they participate in the discussion and
inform the learners. The second main disadvantage of discussion, he continues to explain,
is that the students may geut of the debate session without having gained new
information. Some teachers may have experienced moments when there was difficulty
avoiding fAyes/nodo or Al dond6t knowoO respon:
To solve this problem, DerradjRQ05) further recommends, it may not be of help to
consider discussion as a time filler; rather, the teacher may plan the session and ask the
learners to prepare themselves beforehand for the discussion. The students may prepare, as
homework, some point®iff and against, so that they do not run out of ideas a few minutes
after the debate session has started. Lazaraton (2001) casts light on the point that the
students will be more involved and motivated to participate in discussions if they are

alowedtoseect discussion topics for themselves

This is in tune with the principle of learners taking responsibility for their own learning.



Various forms of discussion can be implemented in the classroom depending on the
lear ner sd6 needs and preferences. Here are a

disposal (Thornbury, 2005):

i Discussion cards: the teacher prepares in advance sets of cards (one for each subgroup),
on which are written statements relating to agelected topic. In their subgroups, one
student takes the first card, reads it aloud, and the students discuss it for as long as they
need before taking the next card. If a particular statement does not interest these students,
they can move on to the rtegne. The object is not to discuss all the statements; the
teacher should decide at what point to end the activity. The subgroups who have finished
early can prepare a summary of the main points that have come up during the activity.

These summaries cae bised to open up the discussion to the whole class.

I Warm up discussions: when introducing a new topic or preparing the learners to read or
listen to a text, the teacher sets a few questions for pair or group discussion, followed by a
report to the whole class. These discussion questions may target geogriedge about

the topic or some personalised responses to the topic. For example, as -apwarm
discussion activity that introduces a coursebook unit on sport, Thornbury (2005: 103)

suggests the following.



On the ball

My favourite sport is squash. |
loveit becausedi
Afterwards, you feel great!

Speaking

Discuss these questions.

1. Which is your favourite sport? Why
do you like it?

2. Do you play it, watch it or both?

3. What sports do you dislike? Why?

4. Whichsports do you associate more with men or women? Why?

Figure 1: A Warm-up Discussion Activity

(Thornbury, 2005: 103)

i Balloon discussions: this format is based on the idea that-airhballoon with its
passengers is dangerously overloaded, atehat one of the passengers has to be thrown
out. The group members, representing famous people in history, famous living people or
people in different professions, have to say why they should be saved and why someone
else should be sacrificed. This wottksst if the students have had time to prepare what to

say.

I Pyramid (or consensus) discussions: the principle of such a format is that, at first, the
learners work in pairs to achieve consensus (decision) on an issue, then these pairs try to
convince othe pairs before forming subgroups of four, and so on, until the whole class
comes to an agreement. For example, the teacher might provide the class with the activity

of devising S 0ome Acl ass rul eso with regar
discipline, duties and homework. First, the learners draft a list of about eight class rules,
compare these rules in pairs and draft a new list of eight class rules these pairs agree on.

This is believed to involve discussion and negotiation. Once thenfembersubgroup



have their list, they join another pair, and the process begins again. Eventually, the class is

divided into two halves, and the latter come together to agree on the final version.

i Panel discussions: this format is that of a television debatsich people, representing
various shades of opinion on a topic, argue the case under the guidance of a chairperson.
One way of organising this is to let the students first work in pairs to organise their
arguments. Then, one of each pair takes tHagepon the panel, while the others play the
audience who could ask questions once the panellists have stated their point of view. It
would be more helpful if the classroom furniture is organised to represent a real panel
discussion. It also works bettdrthe learners are allowed to choose their point of view
themselves rather than having to voice an opinion they may not support. In large classes,
panel discussions can take place concurrently in subgroups, with the teacher monitoring

them.

Discussions auld work much better if the learners are equipped with a repertoire of
expressions for voicing strong agreements, strong disagreements and all the shades of
opinions in between. These expressions could be available on posters around the classroom
and needo be regularly reviewedl'hornbury (2005: 105) suggedtse following useful

expressions.

Expressing an opinion: Conceding an argument:
ilf you ask ml{iPerhaps, youf{
i(Personal l y, |i Ok youwin.
ilf you want TYoubve convi

Strong agreement: Hedging:
i Absolutely. Tl take your |
il couldndot al|iYes, but &
i | totally agree.




T | agree.

Qualified agreement: Strong disagreement:
iThat 6s partl|il dondt agr et
i On the whole, yes. TOn the contr g

il 6d go al ong]|i ltotallydisagree.

Table 3: Agreement and Disagreement Expressions

(Thornbury, 2005: 105)

1.2.2.2Presentations

Presentations, al so known as fiprepared
prepared and more writidgke than conversational. However, it is more effective if the
students speak from notes rather than a script. Giving them enough time to prepare the
talks helps them benefit more from doing oral presentations. The students may also need a
chance to rehearse their presentations. This could often be done by getting them to present
to each other in pairs or small groups first before they make thesctspe front of the
entire class (Harmer, 2007). Presentations could be designed at all levels of proficiency. If
research is required, presentations may be more appropriate for intermediate and advanced
levels. The learners at beginning levels could maka reports using realia, posters,

displays or other support materiglsO6é Mal | ey and Pierce, 1996) .

Topics for presentations, dszaraton (2001points out, vary depending on the
level of the students and the focus of the class. However, giving the learners some room to
determine the content of their talks is said to be more interesting. In other words, the
teacher could provide the structure fibre presentation, i.ets rhetorical genre (for
example, narration or description) and its time restrictions, while the students select the

content. For example, asking the students to tell about an unforgettable experience they



had allows them to talk almt something that is personally meaningful, while at the same

time, encourages narration and description. Presentations could be, after a while, boring for

the listeners, so it is a good idea to assign them some responsibilities during the
presentation. Aii s may be an excell ent time to req
speech. Generally, one or two students could be assigned beforehand the responsibility of
evaluating a certain speech, using guidelines created by the teacher or the students
themselvesSuch guidelines may include factors about how long to speak, the choice of the

topic and the specific areas of the topic to be tackled.

Lazaraton (2001gxplains thatvideotaping of speeches allows all evaluators (the
speaker, peers and teacher) toadmore indepth critique. The students themselves could
come up with their own evaluation guidelines, use teactagte criteria or a combination
of the two. The students are usually surprised to see how they appear and sound on the tape
and could often comup with their own ideas about how to improve their performances. If
the presentations are audiotaped or videotaped, some language analysis activities could be
used to encourage the learners to become aware of their individual problems with
pronunciationgrammar and fluencyleacher evaluation of speeches could benefit from
the availability of videotapes since they allow for more sustained attention to both the
overall speech and the details of performance thartireal evaluation does. Lazaraton

(2001)suggests some categories of performance that may be considered for evaluation.

i Delivery: Was the volume loud enough? Was the speed appropriate? Did the speaker stay

within the time limits?

i Interaction with the audience: How were the visual aspectheofptesentation: eye

contact, posture, gestures and nervousness?

i Content and organisation: Was it easy to locate and understand the main event or main

point of the talk? Was there an appropriate introduction and conclusion?



i Language skills and compams: Were there any particular problems with fluency,

grammar, vocabulary or pronunciation?

Like discussions, presentations have various formats, among which arastiow
tell, academic presentations and business pirasems (Thornbury, 2005). As for the
showandtell format, which consists of asking the learners to talk and answer questions
about a specific object or image, it works well for all age groups and at all levels, except
the most elementary ones. The skawlt-tell format can be established as a regular feature
of lessons, with the learners taking turns and knowing in advance when their turn is due.
The talk itself should not take more than two or three minutes and should not be scripted,
although the use afotes could be permitted. Extra time is allowed for asking questions.
Topic areas may include sports, holidays, family and work. For the students who are
unfamiliar with this format, it is a good idea if the teacher gives them a model of a show

andtell adivity.

The students who are studying English for academic purposes may need
preparation in order to give academic presentations or present conference papers. Before
practising these skills in class, Thornbury (2005) explains, it may help to discuss the
formal features of such genres and identify specific language exponents associated with
each stage. A checklist of features, along with useful expressions, can be displayed as a
poster in the classroom and modified over time as the students take turnts thmir
presentations and discussing their effectiveness. The same principle of peer presentations
in terms of collaborative analysis and critical feedback works effectively with business
presentations. One way of reducing the pressure of solo perfornsaiocask the learners
to work in pairs on the preparation of the presentation and to take turns in its delivery. It is

vital to allow a gquestiofandanswer session at the end since this is usually the most

chall enging stage ofcea prheosud dt atei ogn .v eThh es ofire



of the presentation to prepare their questions. This, in turn, could be followed by a brief
discussion as to the strengths and weaknesses of the presentation. Thornbury (2005) argues
that the experience of standimp in front of the peers and speaking continuously for a
relatively long time is an excellent preparation of the students fotifiealpeaking; this is

especially the case if the learners also have to respond to questions spontaneously.

1.2.2.3Dialogues

Unlike monologues (such as presentations that are not open at the end to any
qguestions or contribution by the audience), it is of the essence of dialogues that the
participants expect each other to respond. Brown (2001) explains thajudislovolve
two or more speakers and could be subdivided into exchanges that promote social
relationships, interpersonal or interactional, and exchangeshethurpose of conveying
factual information, transactional (see Ssdrtion 1.1.2 Types of Spea§, p. 14). In
interpersonal ortransactional dialogues, participants may have a good deal of shared
knowledge omackground information. Therefore, the familiarity of the interlocutors will
produce dialogues with more assumptions, implications and otfe@mings hidden
between the lines. In dialogues between participants who are unfamiliar with each other,
references and meanings have to be made more explicit to ensure effective comprehension.

When such references are not explicit, misunderstandings asdy eccur



DIALOGUE

Interpersonal Transactional

Unfamiliar Familiar Unfamiliar Familiar

Figure 2: Dialogue Classification

(Nunan, 1991, cited in Brown, 2001: 251)

Thornbury (2005) points out that praatig dialogues has a long history in language
teaching since language is essentially dialogic in its use, and any grammar structure or
lexical area could be worked into a dialogue with some degree of ingenuity. Dialogue
practice also provides a useful changf focus from teachded classroom interaction.

Even in large classes with fixed furniture, setting up pairwork is not a tremendous
management challenge. Dialogues can be performed, as it is often the case, between two or
more students or between thadber and a student. He explains that the dialogue which is
performed by the teacher and a selected student is a useful way of demonstrating to the rest
of the class how subsequent stuegntdent pairwork is to be performed. For example, the
teacher cansk a volunteer student to read aloud one of the roles of a dialogue that appears
in the coursebook, while the teacher takes the other role. The teacher could also set up a
situation (for example, a hotel reception), take one role himself / herself (lopéxahe
receptionist), and, with a volunteer student, improvise a dialogue before the rest of the
class does in pairs. Thornbury (2005) reports that stestedent pairwork can take two
forms: open or close®pen pairwork is when two studengstheradjacent toor opposite

one another, perform a dialogue, while the rest of the class observes. This is a useful



transition phase from the teackstudent stage to the next stage: the closed pair stage
where adjacent students perform a dialogue, whilehallpairs are working at the same

ti me. The teacherdés role at this stage 1is
students are working and offering any guidance or correction where it is appropriate. When
the pairs finish their dialogue, they cam dsked to switch roles and do it again, change key
elements in the dialogue (such as the relationship between the speakers) or attempt to do
the dialogue from memory. The closed pair stage can be followed by a performance stage,
when selected pairs perforthe dialogue which they have been practising in front of the
class. Knowing that this will happen makes them concentrate well during the closed

practice stage and is an incentive to rehearse or even memorise the dialogue.

Practising and performg dialogues is an effective way of providing conditions for
the assimilation of newly encountered language features. A balance needs to be found,
however, between security and challenfeornbury (2005 explains that making the task
very easy, as whendtstudents are given unlimited time to simply read a dialogue aloud, is
unlikely to motivate them to make the adjustments in the current state of their knowledge
that are needed in order to integrate new knowledge. On the other hand, placing much
performarce pressure on the learners very soon may have the effect that they feel frustrated
and avoid riskaking that is necessary for the task to be accomplished. One way to ease
pressure on the learners, he suggests, is to give them sufficient time to réledarse
asking them to perform in front of the class. Another way is not to place much pressure on
their ability to remember the dialogude recommends some ways of easing the memory
demands of dialogue practice, while at the same time, providing hetpfditions for the

incorporation of new language items.

i Items on board: having isolated and drilled, from a taped dialogue, a number of

expressions (for example, such communication strategy formule®wsdo you say...?



Il tds one of tédicg,she tedchHen wnitgssthede lexgressions on the board and
leaves them there as the learners do a speaking activity, such as buying items in a
department store. When the learners incorporate these expressions into their talk, the items

could be rubbedfbthe board.

i Chunks on cards: the learners work in pairs to construct a dialogue, and each has a set of
cards with useful expressions on them, suchyahe wayandspeaking of whichThe idea
is to include these features naturally and as many a#f@osgo the dialogue, adding the

card to a discard pile each time it is used.

I Picture and word cues: ®ase the memorising load, the script of the dialogue can be
represented on the board either in the form of drawings or word cues. The drawirgs do n
need to be very sophisticated; they are simply there as a memory aid. When the learners

memorise parts of the dialogue, the cues can be gradually erased.

I Flow-diagram dialogues: this is similar to the previous idea (picture and word cues), but
involves representing a dialogue in terms of its speech acts (functions). The learners, in
pairs, perform the dialogue by selecting from memory appropriate expressions for the

different speech acts. The following figure is an example of a flow diagram.



A: Greet B.

'

B: Greet A.

v

A: Offer B something.

'

B: Accept. B: Refuse.
A: Offer something else. A: Insist.

/ o\ [\

B: Accept. B: Refuse. B: Accept. B: Refuse.

Figure 3: A Flow Diagram
(Thornbury, 2005: 75)

i Disappearing dialogue: the text of a dialogue is written on the bogrb@cted using

an overhead projector; the learners practise reading it aloud in pairs, then the teacher starts
removing sections of it. Initially, these sections may simply be individual words, but
gradually whole lines can be removed. By the end of thigity, the dialogue is likely to

be memorised by the learners. They can, then, be challenged to perform it from memory.
1.2.2.4 Simulations and Role Plays

Looking for ways of creating more varied forms of interaction in the classroom, FL
teachers havencreasingly turned to the field of simulation and role playing. According to
O6Mall ey and Pierce (1996: 85) , Al s]i mul at
students tend to interact in order to solve a problem or make a decision together, [while]
rolepl ays assign distinct roles to each stude
The rationale behind such dramatic techniques is that the students simulatdifa real

encounter (such as a business meeting, an interview or a conversatigiop) assif they



were doing so in the real world. The learners could act out the simulation as themselves or
take on the role of a completely different character and express thoughts and feelings they

do not necessarily share. When the teacher gives thengtuthese roles, the simulation is
called a role play. AccordiYonglby e -ppoecaivety ea c h e
parent who doesndét accept easilpy Do §dgYoeodt

Sarah, and youdyeutrgomgi no kiomdancto go to

Role playing can take the form of four categories (Mugglestone, 1977: 86):

I Category 1: acting out a role that is already performed in the L1 and needs to be

performed in English; for instance, being agiuor host at a party.

I Category 2: acting out a role that is already performed in the L1, but is unlikely to be

performed in English; for instance, being a husband or a wife.

i Category 3: acting out a role which the learner has not performed in Hi4/Heut may

need to perform in English; for instance, being ajgoatiuate at a British university.

I Category 4: acting out a role that has not been performed in the L1 and is unlikely to be

performed in English; for instance, being a policeman.

Varying roles that the students are expected to perform has proved to yield positive results,
in that it gives the learners an opportunity to practise various language forms, on the one

hand, and inserts a degree of pleasure, on the other.

Thornbury (2005)noe t hat fAdramaodo is the generic t
play and simulation. He also argues that in spite of the fact that these activities have many
aspects in common, a distinction could be
adoption ofanahererson® [ i dent ity or personality]o (p

to be an employer interviewing a job applicant or a celebrity talking to a fan about his/her



pl ans. I nformati on about the | earnemlsd r ol

cards such as the following.

PARENT CHILD

i You strongly believe thatducation is T Youbve foodfuldimeaob and

much more important than makirl | decided to stop going to the university f
money.

some time.
iYoubre trying to
finish his/her study first, then have af | T Youor e goi ngarentthe news
job s/he wants. and discuss your decision.
Role Card 1 Role Card 2
I n a simulation, on the other hand, Astude

(Thornbury, 2005:98). Such situations may include phogia restaurant to make a
reservation or being stuck in a lift. A more elaborate simulation might involve the planning
and presentation of a business plan. Herbert and Sturtridge (1979) mentgimthations

are generally divided into three phases: a stage for giving the participants necessary

information, the problersolving phase and the folleup work.

Thornbury (2005) recommends three drama activity formats which are potentially
highly language productive, can be adapted to different levels of proficiency, allow the
learners to experience autonomy in the speaking skill, require few materials, and hence can
be set up spontaneously and in most teaching contexts. The first drama aotividy, f
namealyi Miaslassic actisity with a game element, in that the participants try to
outwit each other. This activity can be played several times without loss of interest. The
basic format starts with t waomitded a cimey sush bei n
as a robbery in an institution, bet ween 10

an alibi. The latter must account for their actions only during the period in question (any



detail before or after is irrelevant), and it is on@ant to establish that they were together

al | that ti me. Whil e the fAaccusedo contriyv
guestions such a#/hat were you doing ...? What did you do next? Did you meet anyone?
What did you say? How much diccidst?andWho paid?The fAaccusedo are |
a time, and have to answer the questions. It helps to establish the rule that they are not
allowed to claim that they do not remember. Any significant discrepancy in the answers of
the fiaccubsatdotmegnare unquestionably dguil
Ashopping around, 6 pairs of students visit
one they should be regular customers of. The class is divided into two: one half are the
customes and the other half the providers. The customers and providers are further sub
divided into pairs. The situation itself could vary to suit whatever theme is appropriate; for
example, the customers might be parents looking for a particular kind of sohdbéir

special needs child. The providers represent different schools; the parents first decide what
features the school they are looking for should have. Meanwhile, working in gedts,

school representativeevises a policy, with regard to such aspeas discipline, the
curriculum, uniforms and sports. It is important, however, that the school fees are the same

for each school; the mere cost should not be a deciding factor. When everyone is ready,
each set of parents interview one of thhe& h o epgesefbtatives, then move round and
interview the next school representative until all the parent pairs have interviewed all the
school sé representative pairs. The parents
decision as to which school they preferdahe schools representatives could equally

decide which parents they prefer. Each group reports their decision and reasons to the
class. The third recommended activity is @t
evidence and opinions about, fon $t anc e, mi scarriage of ju
complaint. Different interest groups are represented, and they put their case to a team of

independent investigators in an open forum. The situation might be, for example, a badly



governed village. After theituation has been established, the different interest groups
brainstorm their problems, while the responsible persons try to anticipate these problems

and prepare countarguments. The panel of arbitrators, two or three students, prepares
questions to &sthe complainants. Then, each interest group puts the case, and time is
all owed for the groups to counter each ot he

ruling.

Although an inarticulate student who does not play his/her part appedpriaay
destroy the framework of the role play or simulation, such drama techniques enjoy
numerous advantages that make them worth implementing. Forrest (1992; cited in
O6Mall ey and Pierce, 1996) encoplayirggnehe t e ac |
classroom because they are authentic, involving language use in interactive contexts. They
provide a format for using elements of réfB@ conversation such as repetitions,
interruptions, hesitations, distractions, changes of topic, facial expressidngestures.
Harmer (2007) adds that simulations and role plays are fun, and thus motivating. They also
allow hesitant students to be more forthright in their opinions and behaviours, without
having to take responsibility for what they say the way thewlden they are speaking for
themselves. Furthermore, they give the learners a chance to practise a wider range of
registers than are available in the classroom; for example, situations involving interactions
with total str antlyeatemsn o gEegadh i agt AAfaceh as

the quality of food in a restaurant or refusing an invitation to a party.

1.2.2.5 Conversations

Thornbury (2005: 105) defines conversati

talkthatispr i mar i | y iHedaxmgainghatinshe past,livasovarned that:



ther aditi onal O6conversation | e
i's not ready for it (é) . The
patterns in carefully graded aliv oral drills. Only this way will s/he
finally learn to speak. The chat stage of the lessoih,o€curred in
the first place, was simply there & curtain raisérto the main
event the controllel practice of sentence patte(psL05).

Until recently, he reportsone London language school was still emphasising that the

teacher and the student should not chat during the lesson. This school held that they should

y

ask and answer the questions t

nmehe coc

Such a view is not in harmony with the finding that conversation is the most common

function of speaking.

The development of conversational skills in L1 acquisition,;Tasrnbury (2005)

notes,has been found to precede the development of language itself. Language learning

evolves out of learning how to carry on conversations. In other words, conversation in a

SL/FL is not the result of language learning, but an essential means through wimtiglea

occurs Another reason why conversation is valuable lies in the fact that many SL/FL

learners feel that their most urgent need is to develop conversational competence, and they

regularly choose conversation as their principal objective when answeyatty analysis

surveys. For this reason, many language schools, in many parts of the world, offer

conversation classes as a way of complementing traditional grafoouesed classes.

However, such conversational classes offer a challenge to teachersuasel designers

since it is difficult to plan or programme something as inherently unstructured and

spontaneous as casualonver sati on. Thornbury

(2005 :

conversational interactions canrm the outcome of planned lesson agenties;, have to

emergd and s o, by definition, cannot b

e pl anne

such teaching situation, he suggests, is to organise conversation classes around a set of

themes. Ideally, the latter can be negotiated with the leanmexdvance through the use of



questionnaires or consensus (decision) debates. Fredated texts could be used to
trigger conversation, either in the whole class or subgroups. Individual students may take
turns to make a short presentation on thesgected topic which is then followed by an

open discussion. Py@anned lesson content could take the form of teaching useful
conversational formulas and routines, such as how to open and close conversations, how to
interrupt, change the subject and ask dtarification. The focus may also be on the
teaching of communication strategies, such as paraphrasing and the use of hesitation

markers and gestures.

Thornbury (2005) puts forward three activities that can be used to incorporate
conver sasdmsno Ailret o ordinary c¢classwor k: a nf
Atrue |/ false sentences. o0 I n a Atalking ci
place at the beginning of the -#%inute conversational English class, the teacher and
students gather in the Atalking circleodo to
special events or introduce the weekly theme. Although the teacher might open the
di scussion by suggesting a generallkitgopi c,
circledo provides a place and an audience f
them. This implies that the classroom dynamic requires of the learners to be prepared to
share and discuss experiences. In order to create the right cosdlicsuch exchanges, it
is often effective to start with more structured activities which incorporate an element of
personalisation. I n a Asent encpointdistaroroa act i\
piece of paper. The teacher asks the studen t o wr i t e on tdaeont i p of
t he secdkedo moti meg tiHaverodn ptohien tf ofsed to&nd gnahent i
fifth point igoing ta ®hese cues could be varied according to the level of the class and the
syllabus. The larners, individually, write true sentences about themselves using each of

the five words on their star andlcanspedkowi ng

Portuguese) . I n pairs or smal/l groups, thhey tak



others in the group have to ask at least five questions about each of the sénfiences
example Where did you learn Portuguese? How well can you speak it? Can you write it?

In a final operclass stage, the students could report on interesting méteyshave

| earned about their <classmates. Il n a Atrue
five or more sentences to the class; some of the sentences could embed a specific grammar
structure, although this is not necessariie teacher tellshe class that some of the
sentences are true and some are false. The students work in pairs to try and guess which are
which, then report their guesses with reasons. Next, working individually and using the
dictated sentences as a model, they write downestrue and false sentences about
themselves and take turns to guess which sentences are true or false, in pairs or small
groupsThornbury (2005) draws attention to the
fal se sentenceso0 #he tlassvobn icee lsut littleaan notcanvepsatidnr e a k
will be possible in the classroom unless teachers demonstrate their willingness to be
Aconversational partners. o0 This means t ha

traditional pedagogic role in order have a casual conversation with the students.

1.2.2.6 Interviews

According to Klippel (1984), the interview is a form of interaction that is generally
structured so that the interviewees are given a series of questions or situations to which
they have to respond. Before using an interview in the classroosnimiportant that the
students can use the necessary questnmkanswer structures. A few sample sentences on
the board may be a help for the less able students. With advanced learners, language
functions likeinsisting and asking for confirmation (fexamp | Bi¢d youi mean that ...?

Do you really think that ...? Did you say ...? But, you said earlier thathesitating(for
e X a mpWed#, Jlet niie see)cpntradictingand interrupting( f o r I MHeld anrac e , A

minute ..., Can | just butt in her@? , Id ke @ractised during interviews.



In the FL classroom, there are three types of interview: individual, pair and group
(Derradji, 2005). Individual interviews are fatteface spoken interactions between an
expert (the teacher) who conducts thtetimiew and the student. Each student has a chance
to perform individually in the FL; for instance, talking about his/her learning experience.
For an individual interview to be successful, the teacher follows certain guidelines. In the
first place, a usefunterview requires clear determination of the purpose. Once the latter is
determined, the teacher prepares some activities that aim at helping the students
demonstrate their oral proficiency; for example, how to show a way for somebody on a
map. Next, te teacher prepares questions for the interview. Successful interviews are
conducted periodically, so that the teacher
s o, the teachers wildl have a chanceake o adj
remedial sessions, if necessary. Pair interviews involve two students, one as the
interviewer and the other as the interviewee; students may exchange roles. Group
interviews are retrospective, in the sense that the learners are asked about whatllthey wo
do in a given situation; for example, a group of learners may be asked questions such as
How do you remember vocabularghd What advice would you give to a beginning
student on how to learn vocabularg?oup interviews serve to provide a picture ehtts
in a classroom or reveal areas of interest where individual interviews could be used as a
follow up. The information collected through interviews (whether individual, pair or
group) does not refer only t ogvedhaeideatbod ent s &
their preferences, styles, motivation, metacognitive awareness, learning strategies use and

self-efficacy level.

Derradji (2005) suggests some essential issues to be adequately considered by the

interviewer in the course of ddeping interview skKills.



I The framework of the interview should allow the students to talk and help them listen
carefully to what is being said. One way to encourage the interviewee to talk is to ask

openiended questions, such\&hat do you thinkandHow do you know that?

i It is a good idea to start with easy noontroversial questions and give enough time to

the interviewee to think.

i Itis also of significance not to interrupt a good story to ask foriegsrtant details. The

interviewer can dsfollow-up questions afterwards.

I Taking notes is more effective than using only a tape recorder because the latter might

malfunction.

iWatching the intervieweedos body | anguage

discomfort at an early stage.

I It is important to consider whether the questions being asked are very personal or painful

for the interviewee to respond to.

I At times, it is a sound decision to stop for a break or make arrangements to continue
another day if the interviewer noticesththe interviewee is sick or very exhausted to go

on.

1.2.2.7 Speaking Games

There is a variety of speaking games, all of which aim at getting the students to talk.
Three particular categories are worth indicating: informatjiap g a me s, i mdd o c k

games, and television and radio games.

According t o Under hil |l (1987; cited i n
informatongap i s fAan activity where one student

a partner . 0-gaph mayipmidemmerofatie iclearest indicators of the ability of



one learner to give information to another. Bygate (1987) points out that many games
depend on an informatieg a p ; for exampl e, ADescri be ant
describes something to a partheoim der t o solve a puzzle or d
and arrange, 0 where one student describes
objects, and the other student reconstructs it without seeing the original. This could take

the form of a sequena# instructonsLynch (1996) suggests that
experience of interactive negotiation, the teacher could make use of a jigsaw speaking
activity. This is a form of ordering task, based on memory. The teacher selects or
composes a textuts it up into single sentences and gives one to every learner in a group

to memorise. Then, the teacher takes back
out the original order of the text without writing anything down. Once they have done that,

they should dictate their sentences in the right order for everyone in the group to write the
original text.Harmer (2007) recommends another variant of informag@mm games based

on the idea of burying Atime capsulesodo con
Acapsul eso were found a thousand years fro
what life was like today. In this sequence, the students are told that they have a box in the
size of a small suitcase. They have to fill this box with the largest number of things which

best exemplify life today. They do not have to worry about the cost or tafigim object,

but only choose things which, together, fit into the box. The class starts discussing the
kinds of material which exemplify their society. They may talk about their music, books,
plants, architecture, modern inventions, photography, artisfocars, technology, teenage

culture, traditions and norms. Once the students have had the discussion, the teacher breaks
the class into pairs or small groups. In a short time, the learners make a list of everything

t hey woul d | i ke uggestion is cejeated at this stage. Nawgetldegeacher

gets two pairs, or small groups, to work together and share their ideas. The task is to reduce

gradually the number of items on their lists, so that all the items could fit into the box.



While the studets are discussing the issues that this task raises, the teacher goes round the
groups, listening to what is being said and noting any points that may be worth bringing to
the attention of the whole <cl ass. Tdhe tea
students to speak in English and not revert to their own language. When the groups have
made their choices, the entire class listens to the suggestions and comes to a decision about
the class fAtime capsul e. o0 The stioesavbiths/he may
heard while going round the class. It has also to be indicated that, later, the teacher and the

class couldliscuss any language problems that came up during this|denaetivity.

I n a Abl ocTkarnbugyd00§) &xplais, the studentsypically listen to,
read, rehearse, then perform a dialogue (for instance, between two friends ordering a meal
in a restaurant) to the point that they hardly have to listen to what their classmate is saying

anymore. In order to introducen @&lement of unpredictability into such dialogues, one of

the speakers, typically the one providing
oneds expectations. The teacher can demons
role; for examplet he customerd6s role in a shopping s

practised. The teacher takes the role of the shop assistant, and instead of providing the

expected r es poYes,eertdinfy.oNhat size aarypu tak@? anB8wer to the

reques tl 6fd | i ke to bdOy a hpaitre dafth etor sigryesosri m n e
AHave you tried ®arTr8apionretrss ?d eDpoanrdtt meyfibeu? me a n
Afcustomer, 0 then, has to cope withfAishbop un:
assistanto comes up with subsequently. The

exchanging roles and partners from time to time.

Games from radio and television in the UK often provide useful fluency activities, as
the four exanp | e s, given by Har mer (2007) , demons

Mi nute, 06 ACal |l My Bl uffo and AFi shbowl .o |1



of an object and tells a team that the object is either an animal, a vegetable, mineral or a
combh nati on of two or three of them. The te
asking only yes/no questions, suchGen you use it in the kitcher? Is it bigger than a
person?The students get points if they guess the answer in twenty questicaseasr fn

AJust a Mi-ronmibhgeomiedy aontesbom @K radio, each participant is expected

to speak for sixty seconds on a subject s/he is given by the chairperson without hesitation,
repetition or deviation. In the radio show, as in the classrdemation involves language

mi stakes as well as wandering off the topi
such imperfections, s/he interrupts, gets a point and carries on with the subject. The person
who is speaking at the end of sixty secondget s t wo poi nt s. I n ACal
are involved. One team is given a word that the members of the other team are unlikely to
know, finds a correct dictionary definition of the word, makes up two false ones and reads

out the definitions; thether team has to guess the correct definition. In other television
inspired games, different tricks or devices are used to make fluent speaking amusing. In
AFi shbowl , o6 for exampl e, t wo student-s spece
arranged signabne of them reaches into a fishbowl and take out one of the many pieces of
paper on which the students have previously written phrases, questions and sentences. The
two students have to incorporate immediately whatever is on the piece of paper into the

conversation.

1.2.3 Assessing the Speaking Skill

The speaking skill is an important part of the curriculum in SL and FL teaching, and
this makes it a fAsignificant object of ass
avoid confusion and other difficulties encountered while assessing sus&fil,ait is
important that the tester makes appropriate decisions about mainly the suitable approaches

to assessing this skill and the criteria that the assessment is based on.



1.2.3.1 Approaches to Assessing Oral Proficiency

Oller and Damico X991) distinguish three major approaches to assessing oral
proficiency: the discretepoint approach, the integrative approach and the pragmatic
approach. The discretepoint approach is based on the assumption that language
proficiency consists of separaldemponents of phonology, lexicon, syntax, and so forth,
each of which can be further divided into distinct elements, such as phonemes, morphemes,
syllables, phrase structures, words and idioms. Following the digiwtetesting model,
an oral proficieny test typically employs testing formats such as phoneme discrimination
tasks, where the student is supposed to figure out whether two words presented aurally are
the same or different (for instance, /men/ versus (vs.) /hen/). A similar example might be a
test devised to measure vocabulary that requires of the student to select the appropriate
option from a set of fixed choices. Oller and Damico (1991) note that the weaknesses
leading to the failure and rejection of such an approach are based on evigdgnes the
difficulty of limiting oral testing to a single skill (for example, listening) and a single
linguistic element (for instance, vocabulary), and the difficulty of measuring oral
proficiency in the absence of any social context or link to huexaarience. As a method
of linguistic analysis, the discrefmint approach has some validity, but as a practical

method for assessing language abilities, it is cotpriaductive.

The integrative approach to testing speaking, Oller and Damico (1994ain,
requires oral language proficiency to be assessed in a fairly rich context of discourse. This
assumption is based on the belief that oral language processing or use entails the
simultaneous engagement of more than one language component (focansggammar,
vocabulary and gestures) and skill (for example, listening and speaking). Following this
logic, an integrative task might require of the student to listen to a story, thelhiteor

read the story, then summarise it orally.



The pragmatic approach to assessing oral proficiency differs from the integrative
approach in one crucial way: an ostensible effort is made to link the language testing
situation to the studentodés experience. Ol | e
use is connected to people, places, events and relations that implicate the entire continuum
of experience and is always constrained by time or temporal factors. Therefore, pragmatic
or al | anguage tasks-larfedi mtre mndidechTai thighb e aa s |
require of the learnetlo engage in a listening task like an integrative task, but under the
contextual and temporatonditions that generally characterise this activity. From a
pragmatic perspective, FL learners do not generally listen to-sajkal stories; they more
commonly listen to adults or competent readers read stories. In this sense;ratstory
listeningtask which uses a tappeediated story falls short of meetipgagmatic criteria. In
the pragmatic approach to stemstelling, visual input is provided; for instance, the
reader s gestures, t he pr ilinked patorestinitreextp a ge a
Moreover, time is managed differently, in that the learner may have opportunities to ask
guestions, make inferences or react toward the content of the story which forms part of the
|l earnerds experienmeastulf et hjprdidichoy in the ardadh s e n d ¢
of grammar, vocabulary and pronunciation, for example, this may be best achieved through

the pragmatic approach which seems to meet the demaadsaitors.

On the whole, we believe that the pragmatic approach is vecieat for measuring
the studentsdo or al proficiency. lt i'S mor e
experiences than the discrgteint and integrative approaches. This does not imply,
however, that the latter are thoroughly useless; the chbm@articular approach depends

on the teaching situation and objectives which the tester intends to attain.



1.2.3.2 Criteria of Assessing Oral Proficiency

Madsen (1983: 147) writes that A[due to
the testing of speaking is widely regarded as the most challenging of all language tests to
prepare, administer and score. o0 Because of
assess oral proficiency. Madsen (1983) puts forward the followingpfsetiteria of

assessing oral proficiency.

I Assessment of oral communication should view competence in oral proficiency as a
gestalt of several interacting dimensions: at a minimum, all assessments of oral
communication should include an assessment of knowledge (comprehension of the
elements, ruleand dynamics of the communication process as well as awareness of what

is appropriate in a communication situation), an assessment of skills (the possession of a
repertoire of skills and the actual performance of such skills) and an evaluation of the
learre r 6 s attitude towar d communi cati on (for

communication and readiness to communicate).

i The method of assessment should be consistent with the dimension of oral
communication being assessed: while knowledge and attiale be assessed partly
through paper and pencil instruments, the speaking skill must be assessed through actual
performance in appropriate social settings; for example, speaking before an audience,

undergoing an interview and participating in a group disicun.

i Assessment of oral communication should consider competence in more than one
communication setting: a minimum assessment should occur in-t@-omeny setting; for
example, public speaking or a small group discussion, and in -fo@me setting;for

example, an interview or a conversation.



I Assessment instruments should have an acceptable level of validity (the extent to which a
test measures what it is intended to measure), reliability (the extent to which a test
produces consistent results wraministered under similar conditions or/and scored by a

different teacher), and practicality (the extent to which a test is easy to administer and

score).

i Assessment instruments should describe degrees of competence, i.e. descriptions such as
Acompet eor Aincompetento are to be avoided.
diagnose the reasons why the students demonstrate or fail to demonstrate particular degrees

of competence.

I Instruments for assessing oral communication should be suitabieefalevelopmental

level of the learner being assessed.

I The individuals administering assessment procedures should have received adequate

training by oral communication professionals.

i Because oral communication is an interactive and social processs@aent should
consider the judgment of a trained assessor as well as the impressions of other members
involved in the communication act, such as the audience, and may include ttepckilf

of the learner being assessed.

From our point of view, ssessment of oral communication should focus on both
conversational and formal language functions. Authentic assessment of oral proficiency
should take into a careful consideration the ability of the learner to interpret and convey

meaning in interactiveguthentic settings.



Conclusion

Speaking is a very essential skill used for communication. It involves a variety of
different aspects that make it a complex procBssducing successful speakers of English
requires an appropriate understanding of the various characteristics of SL/FL speaking. It
also necessitates reflective development and implementation rahge of speaking

activities as well as approaches to anteda of assessing the speaking skill.
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Introduction

The view that the spoken | anguage has il
the ruleso which are found i n wrEFLIiTheg, of t ¢
are indeed many differences between the two types of communication, speaking and
writing, but these differences do not suggest that the grammar of everyday speech is
incorrect, of little importance or inferior to standard grammar. Rather, diffelnences
suggest that spoken grammar has its own organisation and constructional principles which
suit the nature of the conversational process, and thus distinguish it from standard grammar

that is appropriate for writing and formal speech.

2.1 Standard Grammar

Over centuriesstandard grammadras been assigned various definitions. Linguists
have always sought to arrive at a comprehensive and definitive definitistardard

grammar, including its various types and branches.

2.1.1 Definition of Standard Grammar

Standard grammar is often considered as
terminology which is hard to remember, wi t
(Ri ver s, 196 8: 56) . Fr om nWrabrsd (glr988mar4 )i sp o

language manipulates and combines words (or bits of words) in order to form longer units

of meaning. 0 For instance, i bein tBentlgrt pessdn, t he
could be eithers or are, depending on whether this verb is combined with a singular or

plural subject respectively. Therefore, a sentencelTlike is a books grammatical, while

*This are a books judged as ungrammatical. Ur goes on to explain that units of meaning

which learnes construct are governed by a set of rules, and that learners can never express



themselves well, using acceptable language structures, unless they have good command of

these rules.

Lock (1996: 267) sees standard grammar
Each system contains a set of options from which the speaker [or writer] selects according
to the meaning he ohe sefettiens whicts theespeakeroor writerk e . 0
makes from a number of systems are realised simultaneously by grammatical items
organised into struct ur e sHe distrbuted seed§ ofrthe e x a mj|
miraculous treé h as s e |-partidipant (aceor +t goat) action process from the
trangtivity system, the simple past from the tense system, the declarative from the mood
system and the active from the voice syst&mwtting an adequate understanding of a
language involves division of its interrelated systems in a way that allows to understa
how each system works. In this resp&itystal (1996: 6) considers standard grammar as

Athe business of taking a | anguage to piece

According to Thornbury (1999: 13), stand
for forming sentences, including an account
Apartly the study of what f orms (riptionoftruct |
the rules that govern how a |l anguageb6s sen

tells which sentences are acceptable and which are not. It attempts to explain why the

foll owing sentences fiWe are notreatnoltoma rioc
are possible combinations, whil e @A* Not we
home right nowo are not. It is true that tI|

the same as those of the two last ones; however, the meamnioig e latter changes as
one changes the order of words or inserts one word instead of another into a sentence. In

this sense, Kennedy (2003: 1) reports that



out of sound; cefdogexdmpbenofiTmeanm

t

he

soun

meaning
AThe dog bit the manod, even though
Crystal (2004: 9) refers to standard

He explains that understanding the meaning conveyed by sentencdsvahobing the

gr a

ability to express and respond to this meaning require knowledge about grammar. In other

words, the more one knows about grammar, the better they will be able to understand the

meaning of sentences and respond to it.

Swan (2005: 3) brings to light the fact that most dictionary definitions define

standard

comments,

grammar as fia set of rul

[nJot only is this seriously incomplete as a definitic
(grammar does many other things besides sente
building); it also gives no indication of the function
grammari as i f one defined ¢
constructed on one or t wc
it is used for public transport (p. 3).

€es

f

or

In other words, the function of standard grammar is not merely construction of sentences;

standard grammar is studied and used in order to achieve effective and meaningful

communication.

2.1.2 Types of Standard Grammar

Linguists have drawn a distinctiobetween three major types of grammar:

prescriptive, descriptive anbdagogic.

2.1.2.1 Prescriptive Grammar

Tr adi

i . e.

ought

~

nt

t

h

(0]

ti onal

e view that one variety of

be the norm for the whol

e

a

of

tradition that this grammar represents developed rapidly in tHecgftury and was

grammar reflectprascnripptiowaicd

anguaé

t

he



strongly in evidence even in the 196006s. A
rul eso which state usages considered to be
usages to be avoided, iggr a mmat i c al A Grygstd $2008)rfudtherdnotes dhats . 0
t he AThou Shal't Not o (You Shoul d Not)
recommendations being phrased negatively; for instance, Do not use..., Never place..., x

should not be used in... .

According to Hughes and Trudgill (1987), prescription makes possible the
standardisation of languages, and thus makes communication easier between regions that
speak highly different dialects. Having a target language (TL) codified, even if
imperfectly, smplifies the teaching and learning of a SL/FL. If there were no limits to the
variation permissible, the speech or writing of learners would inevitably diverge much
more from the TL. Constraining the divergence through prescription could help make ways
of speaking or writing intelligible when learners modify their TL toward a single standard
or at least a narrower range of standards (for example, the American and British standards).
In similar manner, Kac (1988) points out that pretending that languadengatoes not
ent ai l prescription wil/l hardly serve | ear
include the development of knowledge about language and skill in using it, and there

seems no way to do justice to these twin aims without prescriptvibm a sort o ( p.

As Crystal (2003) notes, there are basically two typical features of the traditional
era which account for the negative reaction that can arise when someone talks about the
subject of grammain the first place, prescriptive Engh grammar treated its subject in a
way that was highly very difficult to understand, describing grammatical patterns through
the use of an fAanal ytical apparatus. o0 The |
which involved stating the part of egch to which a word belongs and giving certain

details about It Such technique had vario



and nAdi agandptayed ma geryoimportant role in traditional grammar teaching.
Secondly, prescriptive grammar ays focused on written language and on the elimination

of what was considered to be grammati cal e
only certain styles of English were worth studying: the more formal language used by the
best formal speech maks and writers. Textual samples selected for analysis or
commentary were typically very sophisticated, commonly taken from literary, religious or
scholarly sources. Informal styles of speech were ignored or condemned as incorrect. This
meant that the lanmge which most children used and heard around them received no
positive reinforcement in grammar lesso@systal (2003) continues to report that society

tended to burden any individual or schéedver who was unaware of grammatical rules

with a sense of linguistic inferiority. This is the real source of such notions, widely held
among native speakers of Engl i sh, t hat t h
foreigners speak the | anguage fHleindritgofd t har
students did manage to master the intricacies of traditional grammar, and thereby were
perceived to be educated, reinforced greatly these norms and caused to impose them on
anyone over whom this minority of students later found themselvbs to control. For
schoolchildren, secretaries and subordinates of all kinds, the use of split infinitives (such

asto carefully follow or contracted forms (such dso naddd e )t fér xample, was one

of several signs of social linguistic inadequaayd their avoidance a mark sdiperiority.
Prescriptive grammar draws distinctions between standard andtanwtard varieties of

Engl i sh, and often influences | anguage us:¢
grammatical aspects. However, most of therte , deci si ons about what
are essentially arbitrary and do not often reflect any crucial principle of language or

thought.



2.1.2.2 Descriptive Grammar

By the beginning of the J0century, the extreme positions of prescriptivangmar
moderated to some extent. Many prescriptive grammarians began to accept that the
influence of contemporary usage could not be completely ignored and became more
pragmatic in their approach. This was the very early sign of what later came to be known
as defis cr i p Ddsariptieemoromodern, grammar describes the grammatical
constructions thatative speakers of the languadye use, rather than what they should use,
without making any evaluative judgments about the standing of such constructions in

society (Crystal, 2003).

Descriptive grammar provides a much more detailed look at languages than
prescriptive grammar does (OdIlih994). For linguists, descriptive grammar consists of
accounts of, not only syntax and morphology, but also phonology and lexis. Even when
they restrict their descriptions to morphology and syntax, descriptive grammarians
consider many structures, suchaatverbial clauses, that prescriptive grammarians either
have ignored or only briefly discussed. Descriptive grammar sometimes provides a detailed
look at both contemporary usage and earlier patterns in the language. In contrast to
prescriptivists, descripte grammarians often focus on nstandard dialects. Many
patterns of a dialect of Irish English have been examined, including patterns rarely used
elsewhere in the Englistpeaking world; for example, the unusual construction involving
a gerdfouhdi mtiAhorrid sou=r diln ftohuen dd riitn ksi onudr
(1994) emphasises that descriptive grammar does not view colloquial language forms as
inferior and wrong like prescriptive grammar does; rather, it considers them as worth

studying since they exist and are commonly used by speakers.

For SL/FL teachers, the boundary between description and prescription is not

always very straightforward as it often seems for the teachers working with native speakers

ot



of a language. A teacher in angposition class for native speakers of English would not
probably spend much time on adverbial clauses apart from drawing attention to a few
matters such as dangling participles (for instari®ersting at the seams, the sailors
repaired the hu). The reasn for having only a quick glance is that native speakers have

little difficulty using most types of adverbial clauses in English. ESL/EFL teachers, on the
other hand, cannot assume that their students are able to use a wide range of such clauses.
Not surpisingly, textbooks and reference grammars for ESL and EFL students discuss
many types of adverbial clauses, and the examples they provide would often seem self

evident to native speakers. For instance, native speakers have few problems in choosing

theveb tense in an adverbial clause such as i
call . o [ n contrast, ESL and EFL textbook
present , not the future, tense is usged in

i nformation functions as a prescription to

Loui s wil/l finish work, he wil/ give us a ¢

2.1.2.3 Pedagogic Grammar

Thornbury (1999: 12) defines pedagogic

that make sense to the learners, while at the same time, providing them with the means and

confidence to generate | anguage withsa reas:
usually inevitably achieved at the expense
rul e. Teachers wultimately have to care for

grammarian. Thornbury notes that while descriptive grammar rules maypatte
describe everything there is, pedagogic grammar rules are designed specifically to be of
help to SL/FL teachers and students who need, as far as possible, clear and easily

digestible summaries of what is and what is not correct.



Before presentinghe students with the rules, the teacher forms a clear idea about
the |l earnersé proficiency |level, age and n
students the rules that are appropri@féestney, 1994).There are no definitely set
characteristis of a good pedagogic rule; however, Swan (1994; cit@damnbury 1999)
offers a number of criteria which are the outcome of a recent critical overview of how

pedagogic rules should be.

I Truth: a rule should be true, in the sense that it has to resd¢nebteality it is describing.

I Limitation: a rule should show clearly what the limits are on the use of a given form. For
i nstance, if the teacher simply says that
little use to the students sincedlito es not show how dAwill o diffe

/ due to. o

i Clarity: a rule should be clear. The teacher should simplify the terminology or avoid

using it altogether when it is unnecessary.

i Simplicity: a rule should be simple. The teacherusthaot incorporate in a rule many
sub-categories or append to it all the exceptions, if many. S/he should be aware of the fact

t hat there is a certain |imit to the studen

I Familiarity: as the teacher explains a new rule, s/lhe dhemé concepts already familiar
to the learners. The use of new concepts or terminology to explain new rules is pointless

and will be a hindrance instead of help to the students.

i Relevance: a rule should answer only the questions which the learnergonbed

answered.

Pedagogic grammar rules immensely inform language teaching, but if they are
carelessly applied, they can sometimes lead to considerable oversimplification such as the

rul e which says that fAsomeo whetreabefiasgod



guestions and negative statemeiiitss rule helps the students at a beginner level to make
correct sentensomes weeth, as idnyndobnaenyedt ahnadv el Do
haveanypet r ol 270 However, itonhe oah ehsorehy
like somet e a ? 0, Al wangl Wi cneod am dh di bnyr ed psres it i laic

(Harmer, 2001).

2.1.3 Brancheof Standard Grammar

Standardgrammarhas usually meant sentence grammar and has been associated
with a strong pedagogical emphasis on morphology and syntax. However, recent concern
with language in use offers to extend the scope of standard grammar to include semantic
and pragmatic dimensien Grammatical structures do not only have a moymbactic
form; they are also used to express meaning (semantics) in capf@gpriate use

(pragmatics) (Little, 1994).

2.1.3.1Morphology and Syntax

The two basic units of standard grammar, Huddleston (1988) reports, are the word
and the sentence. One subcomponent of grammar, morphology, deals with the form of
words, while the other, syntax, deals with the way words combine to form sentences.
Huddlestm and Pullum (2005: 6) define morphology, from Greskphéi f o r logos +
Aword, o as the system which fAdeals with thi
interested in the study of the structure of words or word formation. Morphology rules
indicate that, for example, the wowhacceptablénas the partsin, acceptand able, and
that these parts cannot be combined in any other order. Crystal (1995) points out that this
system (morphology) exhibits changes in word form; these changes are eysamaalllt
of derivations or inflections. The field of morphology is divided into two domains:
Afderivational 0 ( ornhati b & x d omvaykim Whictemew ifermsodf o g y

vocabul ary can be built up out I08),asiothebi nat i



case ofin-descriable and #fAinfl ectional mor phol ogyo w|
in their form in order to express harsegr ammat

where the ending marks plurality.

The termsyntax Cryst al (1997: 94) defines, Co
word for fAarrangement.o It is Athe way in
of meaning within sentences; o0 for exampl e,
admi ssi bfeunbduta ®dottle unopened of juiceo
focused on sentence structure, for this is where the most important grammatical
relationships are expressethornbury (1999) reports that the ability to recognise and
produce weliformed sentences is crucial in the learning of a SL/FL. However, the
meaning of tfhoee medomi 8 wenlolt thoroughly <cl ea
naturallyoccurring spoken sentences violate the rules of standard graffimsupoint is

tackled in detail irChapter Three, Subection 3.2.2 Model of Spoken Grammar, p. 125).

Thornbury (1999) | abels syntax and mor pt
He considers standard grammar as fAthe stud)
study of he way words are chained together in a particular order (syntax), and what kinds
of words can slot into any one link in the chain (morphology). The relation between these

two kinds of linguistic elements could be shown through the following figure.



1 2 3 4 5
We are not at home
They are t a work
Dad IS in hospital
am in bed

Figure 4: The Relation betweerlinguistic Chains and Slots

(Thornbury, 1999: 2)

It could be noticed, Thornbury (1999) explains, that the order of the elements on the
horizontal axis is fairly fixed. Switching columns 1 and 2 tremendously affects meaning
because it turns the sentenot a question; for examplére we not at home? Is dad in

bed?It is not possible to switch columns 2 and 3, or 4 and 5. The elements in the first
column fill the subject slot, those in the second column the verb slot, and those in the
fourth column argrepositions. It is noteworthy that making chains out offilotg items

is not possible; for instance Wie*aren ot at h o mdweswa solnd édneEdglish

sentence. He notes that the students who are good at standard grammar recognise well how
sertence elements are chained and how sentence slots are filled. The way chains are
ordered and slots are filled differs from one language to another. Many errors made by SL/

FL learners stem from overgeneralising rules from their L1. In the following senteht *

wantthat your agency return methemoney t he | earner Wwagslybol | ow
the wrong kind of c h ai Inhave @tibserr te @escribe Btepheh h e s
Hawking, a notorious scientific of our centurpy t he ¢ hai nbuttle words!| | se

chosen to fil/l certain sl ono®riow eh anso tt hseu i wrac



meani ng i n t hscientfi®is antadjectiveewronghynndertdi into a noun slot.
In brief, unless the students have good command of ratwg as well as syntax rules,
they will not be able to attain the ultimate goal: constructing sophisticated pieces of

discourse.

2.1.3.2 Form, Meaning and Use

CelceMurcia and Larsefrreeman (1999) maintain that grammar constructions
shoul be used accurately, meaningfully and appropriately. They refer to the three
di mensions of grammar as Aform, 06 Ameani ngo
is interested in how a particular standard grammar item is constructed and how it is
sequenceavith other constructions in a sentence or text, i.e. the morphology and syntax of
the item. With certain structures, it is also important to note the phonemic / graphemic
patterns. Research has shown that fooncusi ng
during communicative interactions is much more effective than ignoring the form or
dealing with it in decontextualised grammar lessons. This means that there is an
agreement, among most educators, on the need to teach grammatical form. However, they
advise doing so by focusing on form within a mearbaged or communicative approach
in order to avoid a return to analytic approaches in which decontextualised language forms

were the object of study.

I n deal i ng wi t-Murciaere darsefragman (1996)Ilexplain, one
is interested in what a particular English grammar item means, i.e. what semantic
contribution this item makes whenever it is used. Its essential meaning might be
grammati cal ; for i nst a8hewas walky hama om fsahdoll o wi n
that day when sheranintoafriend t he past progressive sighn:

The meaning of the grammar structure might also be lexical (a dictionary definition); for



exampl e, t he meanirangintooud s eech ei np htrhaissa | e waempl ef

chance. 0

CelceMurcia and Larseifrreeman (1999) put forward that the third dimension of
standard grammar, use, deals with issues concerning the choices that one makes when
using a certain grammar structure in commeation. Working on the use, or pragmatic,
dimension involves knowledge of the point that there are options to be exercised, and that
one has to select from them the one which best suits a given context.-Esrsaran
(2001) reports that it is hard to amiat a definition of pragmatics distinct from semantics.
Levinson (1983; cited in Larsefreeman, 2001) suggests that pragmatics deals with all
aspects of meaning that are not dealt with by semantic theory. Since this definition is very
broad forthecuent pur poses, pragmatics is | imited
between language and context that are grammaticalized, or encoded in the structure of a
| anguageo (Levi ns o-Rreemdn928(d:;252% Lats@&eemanrf200l)ar s e n
explainst hat t bentielrdnd. fi can be social, i.e. a context created by the
interlocutors, their relationship and the entire setting. It can be a linguistic discourse
context, i.e. the language that precedes or follows a particular structure in the discourse or
how a parttular genre or register of discourse affects the use of a structure. Context can
also mean the presuppositions that one has about the context. The influence of pragmatics,

she states, may be determifmdasking two questions:

a. When or why does a speake writer choose a particular grammar construction over
another one that could express the same meaning or accomplish the same purpose? For
instance, what factors in the social context might explain a paradigmatic choice such as
why one chooses a y@® question rather than an imperative to serve as a request for

i nf or mat i on Ddybwhave thetimé®p § Rlease, fiell me the timed ) ?



b. When or why does a speaker or writer vary the form of a particular linguistic structure?
For example, whairguistic discourse factors would result in a syntagmatic choice such as
the indirect object bei ng pllmeggavelHankar e t F

brandnew combv s Jennfi gave a brandew comb to Harie

On the whole, since the ultimateades to achieve a better match between standard
grammar and communication, it is not helpful to think of grammar as a discrete set of
meaningless, decontextualised structures. Nor is it helpful to consider grammar solely as
rules about linguistic form, ekuding the other equally essential two dimensions (meaning
and use). Such three dimensions of grammar are closely interrelated, in the sense that a
change in one dimension will involve a change in another one (L-&re@man, 2001).

The following figure $ a demonstration of the interaction among form, meaning and use.

/  FORM MEANING \
)

/ How is it Wihat does it \'"n
[ formed? mean’ \
{ [Accuracy) (Meaningfulness) ‘

-~ HM
e
|, - T |

P___,.e-'* e |
\ - USE ~ /
L e,
l."::---.- A .\-\.\“.\-\“"'.r"IIII

", Is it used?
. Iy
" {Appropriateness) Py

Figure 5: Three Dimensions of Grammar

(CelceMurcia and Larsen-Freeman, 1999: 04)

LarsenFreeman (2001) also points out that it is often difficult to establish firm boundaries

between form, meaning and use, especially between the last two ones. Nevertheless, these



boundaries have been found very useful in enabling grammarians andsetachave a

conceptual framework for analysing the features of each of the three dimensions.
2.2 Spoken Grammar

McCarthy and Carter (1995) shed light on the point that almost all accounts of
English grammar have been based on the written, formaloverdi the language. The
aspects of standard grammar have always been the central focus; however, equal
consideration has to be given to the aspects of spoken grammar as there are a considerable

number of conversational structures which standard grammaotcaccount for.
2.2.1 Definition of Spoken Grammar

The concept of spoken grammar has been around at least since th89@sd
when the ELTJ (English Language Teaching Journal) publisg8pdken Grammar: What
Is It and How Can We Teach @By McCarthy and Carter (1995). Spoken grammar could
be defined as a set of #Agrammati cal i t ems
English and some types of writing that mi
Although it is claimed that wliespread interest in spoken grammar is recent, the pioneering
work of grammarians such as Palmer and Blandford (1969; cited in McCarthy and Carter,
2002): A Grammar of Spoken Englis{8® edition) should not be dismissed. These
grammarians were ahead okthtime in seeing many of the insights of the grammar of
speech. Early spoken grammars, however, McCarthy and Carter (2002) explain, did not
have the benefits of lareggeale computerised corpora; this is why this area of language is

usually describedd ecent . 0

McCarthy and Carter (1995) point out that the history of the description of the
properties of English grammar has been largely a history of the description of English

grammar as it has occurred in the written standard language. This situatibistogical



parallels in lexicography, as when Johnson (1755; cited in McCarthy and Carter, 1995)
excluded entries from hiBictionary of the English Languagehich were not attested in
written literary sources, on the grounds that they constituted ephlevoggarisms. Such a
view of language explains, to some extent, why at least in L1 education, writing and

reading carry greater prestige than speaking.

Popul ar conceptions of spoken | anguage
influence on grammat i c al norms i s extremely negatiyv
believed to be what is codified in standard grammar of English, yet what is codified in the
|l atter Adoes not teldl the whole story [ abol
Carter,1995: 207). In other words, there are many interpersonal, interactive aspects in the
grammar of everyday speech (see -Sabttion 2.2.2Aspectsof Spoken Grammar, p. 71)
that standard, writtelanguagebased grammar seems not to have addressed. Havimg take
into account the distinct nature of the conversational process and the insufficiency and
inappropriateness of written, forrAanguagebased corp@ in the formulation of rules of
the grammar of conversation, researchers have begun to collect datadien knguage,
suggesting a socially embedded grammar. In the latter, forms are acceptable if they are
communicable, adequate in context and commonly used by their real speakers (we have
purposefully chosen to use dansideratiorss mentiofiede al 0
in Chapter Three, Sukection 3.2.2.10 Native and Nenative Users, p. 152)The
information gained has been processed to develop spoken grammar, designed not to
replace standard grammar, but to address the natoalyring gramratical phenomena
of conversation that standard grammar neglects or considers as ungrammatical. The
purpose behind what has been sdMdCarthy and Carter (1995, 2002) expla not to
criticise the existing grammar of English (standard grammar thatgidarty based on

written-languageb as ed exampl es and a proscriptive aj



shed light on the point that like standard grammar, spoken grammar deserves

grammariansod and corpus. analystsodo attention

It is theoretically possible to have short conversations where each utterance consists

of only a single word or short phrase, as in this example (Thornbury, 2005: 20):

A: Coffee?

B: Thanks.

A: Milk?

B: Please.

A: Sugar?

B: No, thanks.

In this instance, Thornbur{2005) explains, context factors, including lack of formality,
make the use of complex language unnecessary. But, to sustain a conversation like this one
over a variety of topics with a number of speakers would be virtually impossible. The
effectwouldbd i ke fAibaby talk. o I n order to genera
meanings, the resources of grammar need to be considered. This does not mean, however,
that the grammar of speech (spoken grammar) is identical to the grammar of written texts
(stardard grammar). Crystal (2003) states that there are a number of differences between
speech and writing, and some of the most important differences have to do with the notion
of a sentenckPo wes hEe ok tTienansiver is that we gbg thed

kind of sentence organisation found in speech is rather different from the one found in
writing, as the example below shows (Crystal, 2003: 214). As this example is a transcript
of speech, and the aim is to observe its organisation, there eapital letters used. Major

pauses are signiad |aendd bunitthse osfy ntbloylt fim by A

We had our breakfast in the kitchen /and then we sort of did what we liked / and er got
ready to go out / we usually went out quite soon after tha&th the children were always
up / at the crack of dawn / with the farmer and they went into the milking sheds / and



hel ped him feed the pigs / and &aaénterthéeni s [/
we used to go out/ wiewe had super weathiir absolutely super? and so we went to a
beach / wuswually for er but by about four ot
beach /i so wedd generally go for a tea somewhe
know / and t h/emdthe ehddden woald go Btaighk back on to the farm /
and have ponies [/ their own children had pc¢
poni esd bactlsl thée milkingdt wasrmilking time / and really we were

committed to getting badkr milking time /

Crystal (2003) explains that when writing, one usually has time to make notes, plan
ahead, pause, reflect, change his/her mind, start again, revise, proofread and generally
polish the language until s/he has reached a level whicliieatsm/her. The reader sees
only the finished product. But, in everyday conversation, there is no time for all this to
happen. Speakers do not have the opportunity to plan what they want to say, and thus they
have to allow for false starts, interruptiopreecond thoughts, words on the tip of the
tongue, repetitions and a set of other disturbances which take place while the speaker is in
full flow. Thornbury (2005: 20) reptonets t hae
with minimal planning opportities places considerable constraints on the kind of
complexity J[of utterances]| t hat speakers
(between quotation marks), he explains, is much more typical of written language than
spontaneous spoken language. Hadeen spoken, it would have sounded like the
foll owpegki Mg, youdetriemed,oiynogu idoniont rheaavle muc
it tends to be |l ess complex than € or rath

writngd ( Thor nkR0r vy, 2005

Crystal (2003) mentions that extracts of informal spoken conversation look strange,
and sometimes incomprehensible, in print because it is not possible to show all the melody,
stress and tone of voice which made the speaker sound perfectly matoatext, but it

does show how spoken grammar differs from standard (written) grammar. Punctuating the



abovementioned transcript of speech is not easy, as demonstrated by the following second
version of the transcript, where an attempt is made t@wahesitations and false starts

and to identify possible sentences. In the first version of the transcript, the overuse of the
coordinatingndaccoinp upatiioauliar , makes it di
sentence ends and the next one bedihs. seriousness of this problem might clearly be
realised if one tries to note down his/her own impression about where the sentences end,
then compare his/her decisions with the ones shown below. Most probably, there will be

several discrepancies.

i We hal our breakfast in the kitchen, and then we did what we liked, and got ready to go
out.

I We usually went out quite soon after that.

I The children were always up at the crack of dawn with the farmer, and they went into the

milking sheds and helped him dethe pigs.

iWe didndédt see the children.
i And then we used to go out.
i We had super weather, absolutely super.

iFiAnd so we went to a beach, but by about
off the beach.

iSo wedd gener al | ye jugstan chse suppar waselegayes.o me wh e r
TAnd then webdd get back, and the children
have ponies.

iTheir own children had ponies, and theyodd

i And it was milking time, and riba we were committed to getting back for milking time.

Thornbury (2005) reports that the distinct nature of spoken grammar is reflected
through the aspects that native speakers of English use in their everyday speech. Some
aspects of spoken grammar thdistinguish it from standard, writtdanguagebased

grammar exist in the form alles, such as the use of question tags and the -{haigte

f .

f



di vision of wutterances into a fibodyo plus ¢
less rules thartendencies for example, the preference for direct rather than reported
speech, and the inclination to use vague language structures rather than precise ones.
Moreover, a few aspects seem to be neither rules, nor tendencies, but rather mere audible
effects of reattime processing difficulties, namelperformance effects such as

repetitions, hesitations and false starts.

2.2.2 Aspects of Spoken Grammar

Up to now, linguists and discourse analysts have not yet arrivecbatgrehensive
coverage of the aspts of spoken grammar. However, although each of the works that
address the issue of spoken grammar has focused on specific aspects of spoken grammar
and not mentioned others, a common belief unites these works: spoken grammar aspects
have uniquely spediagualities that distinguish them from written (standard) aspects
(McCarthy and Carter, 2002). Native speakers of English, McCarthy and Carter (1995)
bring to light, tend to make grammatical choices between the aspects of standard grammar
and the ones ofpeken grammar according to the context in which language is used:
spoken or written, formal or informal. The choice of the aspects of spoken grammar
reflects the interpersonal, i nteractive na
salient aspects afpoken grammar are conversational ellipsis, heads, tails, question tags,
informal reported speech, conversatidrsgloken discourse markers, vadaeguage, and
other aspects of spoken grammaewr{tractions, responseeply questions, statements as

guestions and vocative yse

2.2.2.1 Conversational Ellipsis

Complete sentences are not always used in speech, especially if the meaning is
already clear; for eApchanteofalif®® & p e dldktlerd wmif g it

any chance of afliin yourca? 0 Thi s process, Carter, Hug



expl ain, ied | k @ scommon @grammatical aspect where words are left out
without destroying the meaning. Ellipsis occurs in writing where it usually functions

textualyt o avoid repetiti on. Wean forahe busiput missedi n t |

it,oi t i S omeoe airs tthhaet sfiubj ect of both ¢l auses
Li kewi se, I Mhe chaiewas lokdn end ¢he takile oo i1t | srytonnec e ¢
repeat twhsebroke®r bl nAi speaki ng, h o weituational, el | i g

affecting people and things in the immediate situation, and frequently involves the
omission of specific words or phrases that would not be left out if they wereviitten,

formal text. It is pervasive in spoken discourse and more frequently used in informal
situations, especially in conversations where the speakers know each other well and in
talks that are relaxed and friendly. Very often, the meaning is clear the context, and
speakers do not need to be very explicit. The following example, from McCarthy and
Carter (1995: 20®), illustrates the genre of languageaction, i.e. language used

interactively while an action or a task is being completed.

[Speakers are preparing for a party.]

A°-Now | think youdd better start the rice.
B-Yeah ¢é what you got there.

[4 seconds]

B: Will it all fit in the one?

A-No youdll have to do two separate ones.
C.Right é what next?

[17 seconds]

C: Foreign body in there?

B:ltdéds the raisins.

c:O0h, is it? Oh, itdéos rice with raisins, is
B_-No, no, no, itds not supposed to be [l augl

C: There must be a raisin for it being in there.



D:D6 you want a biscuit?
CErm é

D: Biscuit?

C: Er, yeah.

[9 seconds]

D: All right.

C: Yeah.

[10 seconds]

D:Didn6t know you wused boiling water.

B: Pardon.

D:Didnét know you used boiling water.
BDondét halvet tiot 6s, erm é they reckon, itds

The most salient spoken grammar feature in this example, McCarthy areat (1895)

expl ain, i sDied Wndwpysuiused bodirgy waten afddn it bdave to
which subjects are ellipted. Ellipsis involving predicates and auxiliaries is also noticed, as

i nBis€uit® a Rodeigmibody in there? | t  w therdfode, wroag to assume that

such ellipted structures are not welll f or me
di dnot know !l @ ond tu sde Bé&ypu wamt abiscuit®d a Is dherdia

foreign body inthere? T h e f ul | mdreoor less comectehannthee tellipted ones;

the full versions are only likely to be used in more formal contexts than informal ones,

such as conversations.

Carter, Hughes and McCarthy (2000) distinguish between two major types of
ellipsis, one that oess at the beginning of the clause and one that occurs later in it. The
first type (that occurs at the beginning of the clause) involves the omission of the subject or
both the subject and verb. McCarthy and Carter (1995) bring to light the point tlttrdtan
grammar does account for subject and verb ellipsis, but describes such phenomenon as

being of minor or secondary importance. It should be mentioned that the conversational



subject el lipsis i nvolnwad kinm ws tiof s differact sers s a
from the textual subject e Udan darscedsd sangwo | v e d
Standard grammar assigns primary importance to textual subject ellipsis where subjects in
co-ordinated clauses, which are already mentioned elsewhere text) are omitted from

structures such as the previous odeaf dance@nd sang. In such a structure, it is taken

for granted thafleanis the subject of both clauses. Quirk, Greenbaum, Leech and Svartvik
(1985) are among the grammarians who descrie riecoverability of entries in

conversational (situational) el lipsis as

ol

spoken data, such type of ellipsis seems to be of major significance, as McCarthy and
Carter (1995) assert. It is also not random, gaed by Nattinger and DeCarrico (1992), in

that it commonly occurs in fixed phrases and lexical formulae and routines such as
fiSounds gogd Alisolutely righd a ®abd jGgbo I n si mi | ar manner ,
Carter (1995) argue that such phenomena areamolom as long as they occur in certain
genres, but not in others such as narratives where ellipsis is not a significant aspect and
sound choice. One reason -infacnt i ¢ md s gemsr et hia
participants in using language to refeattdions in an easy and unproblematic way because
they are happening before their eyes. There is, therefore, no need for elaboration; much
knowledge is shared, and many referents can be mutually taken for granted. In narratives,
on the other hand, the claaters and events adésplacedin time and space, which calls

for more explicit references as the following example shows.

[SpeakerA is telling the others a ghost story about a man who has a premonition of death

on the ship AHoodo. ]

A-You saying about that chap with the newsp.
he escaped death [l aughs] dur i mgod dthosgh!l ong

he was onthéloodbut t hey were | ined up one day for

B: Yeah.



A: wherever they were going and they needed so many men to go on to this particular boat.
C:Mum, what &

A: And they worked their way through the line, they called them out and Dymock was
amongst them.

C: Mum, Mum, can | just say, thishoatsva a real ly good boat to
was one of the best.

A:Oh, vyes, I mean they were all eager to get
B: Yeah.

A: to get on it, they were really looking forward to being the chosen ones and he was one
of the ones who was called up é

B: Yeah.

A: And he was getting ready to go and the Chief Petty Officer came back and said, oh, no,
Itdos a mistake.

C:Webve got one extra.

A: Dy moc k , Dy mock, er youodre not needed and
back, carried on what he was doinglant he boat sailed out and w:

C: By a German ship.

B: Oh, yes.

D: Everyone, everyone died.

C: Anyway, all hands lost but legs savedll] (laugh)]

B:Well, sailors were al ways gAdt(laughflg | egl es s,

A: Finding their sea legs.
B: Yeah.
(McCarthy and Carter, 1995: 2(9D)

It would be unusual, McCarthy and Carter (1995) explain, to find much ellipsis because the
speaker (the narrator) wants the listeners to concentrate on the story. Telling a story usually
involves giving listenersewinformation; therefore, much use ofipélis is likely to hinder

the intelligibility of the story. Carter, Hughes and McCarthy (2000: 163) put forward the



following norms concerning the use of conversational ellipsis that occurs at the beginning

of the clause.

i In informal situations, the spkerc an of t en | eave out the subj
what s/ he says; for exampl e, ADi dnot phone
mental verbs likdhope, think, expect, belieamdguess f or i nst ance, AHop
AThi nk @thaamds tGwess she is il1l.0

I Subjects and auxiliary verbs can also be left out. Sometimes, they are left out together:

fiFine now?0 and AFini shed?0

iSometi mes, t he det er mither (ainsd atrhee) dcuammya | ssi

AAny teanlefes®3arihgt ils there any tea | eft?”:

i Ellipsis also occurs commonly with verbs suctsesandhearin questions and answers.
I n queéldve oih s abdyod can be dropped with the.

|l ately?0 and AHear this noise?o0

i Ellipsis often occurs at the beginning of common evaluative expressions or comments
such as #A(1) Donoét know, o dA(lt) Sounds ni c

~

wedve missed it.o

iln questions that start witbén®dp HfFDao waunod ¢

AWould youo can be dropped: fiSome juice?0 a

i As a conversation develops, ellipsis is more likely to occur. When people know what the
topic is and who is speaking, it is not always necessary to make repetition, ad | | i ke t
place, (itds) very happy there, (1) must se

never seen so many people.o



It should be mentioned that each of the abmemtioned items, articles, determiners,

possessives, auxiliary verbs, pes n a | pronouns a ntkretalieh cahu mmy s
be left out at the beginning of an utterance, oaly be omitted when the item is the
subjectof the sentence, as further illustrated by the following examples taken from Carter,
Hughes and McCarth{2000: 164).
iWindbébs strong, isnodot it?
il canodot tlewiadhd up in
i*I candot stand up in wind!
iPubo6s cl osed.
i Coming tothe pub?
i *Coming to pub?
The second type of ellipsis, which occurs later in the clause, involves the omission
of (a) certain item(s) that come(s) after tleeb. Carter, Hughes and McCarthy (2000:-168
70) suggest the following norms concerning the use of conversational elligsscturs
later in the clause.
iWhen one replies to a question, ALAnhyeu does
swim?B: Yes, | canswim. 0A: Ddes he like fruitB: No, he does ndike-it/frait. 0 | n
such cases, the subject cannot be omifted:Ye s, can. o, A*No, does n
i If modal verbs (such asust, can, wilandmay) ar e used i n thave per f e
or with t theo mahiens evevrebr bis are repeated. One

is that there can be confusion betweenpitesent perfect and future uses of modals:

A: Have you rung Betty?
B: *No, but Julia might. (might phone in the future)

B: No, but Julia mighhave (might have rung her already)



I When using ellipsis with the verlmve hate hope askandwantplus another verb in the
tof or m, t bp&é w®rdommonly repeated in the an:

common expressions Awould |ike too and fAwou

A: Do you want to come with me tonight?
B:Yes,6d |love to
A:Ok avy, I 61 1 pick you up at eight, then.

B: Okay, but only if you reallyvantta Y o u hadedor éould get a taxi.

However, when these verbs and expressions are used in questions, the full form is usually
needed, unless the meaning is obvious or has been established previously in the

conversation; for instance, AWould you 1Iike

I The exchange belowakes place at a pesffice counter between a customer andpbst

office clerk. It is a further illustration of ellipsis which occurs later in the clause.

Customer Can | have a second class stamp, please?

Clerk You can.

Customer Thank you.

Clerk There we are[gives stamp] and one penny. [gives change]

Customer Mm. Last of the big spenders, eh? (It is a jokey idiomatic expression, generally
appliedto someone who is very careful with their money.)

Clerk Thank you.

Customerl bought a new book of ten firstclassshen | was i n town tod:
them athome in my shopping bag.

Clerk Have you?0Oh, dear

(Carter, Hughes and McCarthy, 2000: 170)

In this example, Carter, Hughes and McCarthy (2000) emphasise tgdinecause the

context is weHestablished, the speakers do not have to be fully explicit about everything



they say. For e x amp Here is youhstamp, | b Thére witame® s an ot ¢
very common expression when someone is handing somdthsgmeone else. Equally,

when the customer explains the fact It hat s
bought a book of ten firstclas&s and does not Istampe becaddet bheé

is already assumed knowledge.

2.2.2.2 Heads

Preposing, or fronting, is mainly common in spoken English in the form of pre
posed el ement s, called fAiheads. 0 Heads do n
they are informal forms. They help listeners comprehend better by highlighting key
informationfor them at the beginning of an utterance, as shown in the following examples

from Carter, Hughes and McCarthy (2000: 153

ilondon itdés not very safe at night.

I Thisfriendofours hi s sonds just gone to universit.)
I His cousin in Londorher boyfiend his parents bought him a Mercedes for his birthday.

i Well, that houseif you live in that house you may go nuts.

il didnot tell you, did I ? Tmelwetwerenest on t he

abouttd and in Bahrain when &

TheseexamplesMcCarthy and Carter (2002) explain, shthat the highlighted items can
provide content for the subject (the first example), an attribute of the subject (the second
example), an attribute of the object (the third example), can merely flag ugtignaad

repeat it in the upcoming clause (the fourth example), or can simply provide a broad

topical framework, not necessarily repeated in any subsequent element (the last example).



There are basically two types of heads: typical heads and heads prbictie a
broad topical framework for what comes later in th#erance. Carter, Hughes and

McCarthy (2000: 156) highlight the following norms concerning the use of typical heads.

i Speakers use a wide variety of heads, ranging from a singular praperfooexample,
fJohn heds niceo to an ext dmedrardfrom kckdatvda mee c | a

onholiday hi s sister |lives just around. o

i The head aspect does not have #Thechhpein t he s

Cardiff |1 bought thecar from his brother was saying they

school . 0
iSometi mes, another topic or subja@edfthe s cr e
secretariesatwotk her daughter got married | ast wee

i Most heads refer to subject i n t he f o [THatoteachgrgese®leanss ec:o oii .
However, it is possible for thenrThds®eshoeef er t
with low heelsl really likethemd c omp | ¥VWerystnongs he i ar eodo or r el at

fiwho boughtthecdr dondét know. 0

I Heads are different frowh-constructions because they repeat an element which occurs
in the clause, rather than just moving it to the beginning of the clause within a different

structure:

AThe resulte® are interesting.
fiwWhat 6re &antet é&egwioragse)l t s. 0O (

fiTheresultstheyd r e i nt eresting. o (head)

The following examples takefrom Carter, Hughes and McCarthy (20Q54)

illustrate the second type of heads, whigtovides a broad topical framework, not



necessarily repeated in any subsequent part of the clause, as it is the case with typical
headsThe head element can be a more general class of items or a broader event than the
item it refers to later in the utterance. It can also serve as a franekésr;, sayings and
narratives, highlighting the main characters or setting, or even giving a summary of a key
point. Headswor k | i ke Atitles for chapters to a

orientating the listener.

I [Joan is teaching helaughter, Janice, how to make a cake.]
Joan Okay, one more timeggs, flour, water and sugarbreak the eggs and whip the
mixturet h e n é
Janice Put it in the pan and heat it up.

Joan Gentl e heat, donét forget.

I [Conversation in @hanging room before taking a swim]
Andy: Ancient Chineseproverh i f youdre warm enough when
hotwhenyoudve finished.

Bill : Good one that.

i [Two brothers are talking in a pub with a group of friends.]

Mark: Well, the time | nearly crashedthecar | was driving | ate on
Tom: Youbd forgotten to turn your | ights on
Mark: Yes, and | just didndét see the car 1in

i [Two students, Gary and Jeff, are in a college common room.]
Gary. Right, Englishman, Irishman and a Scotsman t he Engl i s hman, he
Jeff: |l 6ve heard this before.

Gary. Let me finishdé



Carter, Hughes and McCarthy (2000) expldivat each of the four heads, in these

examples, is related, in some way, to the nextgfdhe utterance:

I AEQQs, flour, waterandsugar i nt r oduces all the ingredien

do witheach of them.
i AAncient Chineseprovetb i nt roduces the proverb.
I AiThe time | nearly crashedthe¢ar i nt r o d u c e glestribed. event to be

I AEnglishman, Irishman and a Scotsmani nt r oduces the three cha

will be told.

The amount of information fronted depends on how much the speaker thinks the
listener already knows. The fronting process links newrin&tion to what is already
known; foCaerbhp!| €ri B8nd i n islconking to staylwighrus si st ¢
next week. o0 The speaker and | istener know !
the fact that she has a friend in Tokyo. Althougéfinal element in the sequence (the son)
is the relevant informati dersooheatwitlhle lbe ga mn
the utterance woul d n oThe dorof the siptermfdiiwenchod i c e |
Carol who lives in Tokyd s coming to stay with us nex
grammatically correct, but speakers might find it rather difficult to speak, and listeners to
compr ehend besoausies tvheer ywodrids tfia nstcomingodhis t he
kind of embeddings not preferable in conversation; it is rather typical of written and
formal spoken styles. Heads have been documented in a variety of languages, not only
English, and it is clear that such choices reflect concern on the part of the speaker to bring
the Istener(s) into the appropriate frame for understanding the upcafange (Carter,

Hughes and McCarthy, 2000).



2.2.2.3 Talls

As there iIis a slot at the beginning of
(heads), there is also a slot at the end of clauses for particular grammatical aspects
At ai |l s ;posedoetemepts Jhe latter, Carter, Hughes and McCarthy (2000) report,
enable the speaker to amplify or extend what s/he has just said. Native speakers prefer to
use the tail pattern, rather than the subyecb-object pattern, when thegre having
conversationsBecause tails are informal language formmgeakers tend to avoid using
them in formal contexts such as formal business presentations and interviews. They are
used in informal writing only, such as personal letters, postcardpa@mdar journalism.

They often involve repeating a noun, pronoun or demonstrative from an earlier part of the
clause, as the following examples taken from Carter, Hughes and McCarthy (20®&): 147

show.

i He was very helpfulMax.
i1t 6s vteatrgad mpithcoegh Skipton to the Dales
I It affects a lot of peoplanigraine does
iTA>What 6re you going to have?
B:l candét deci de.
AXl 6m going to have bhamburger with chil i
B:lt6s a s pchitisaaceist y shétejt?

i | 6arit lacking in confidence,am.

Tails usually occur in statements where the speaker is evaluating matters, saying
something positive or negative about someone or something. Therefore, they can be found
in utterances which include words likexciting, very nice, greaandtoo much Tails are
also used in connection with names of people and places and allow the speaker to express

his/her attitude towards them. In other words, they are grammatical choices made by the



speaker to serve the interpersonalure of his/her spoken communication: these elements

all ow the expression of the speakerds affec
the topic. Furthermore, like heads, tails are used in narratives for the sake of emphasis and
highlighting a evaluating key moments in them. However, if such grammatical elements

are used throughout a narrative or every conversational utterance, it would be unusual
because one normally does not stress everything s/he says (Carter, Hughes and McCarthy,

2000).

Cater, Hughes and McCarthy (2000: 149) list a number of norms related to the

position and order of tails in utterances.

iln a tail, the noun can either follow or
helpful, Max wa® or AHe wasvasvMayoy amel pmifSuhle, st i | | h a

Mar i a ohasndtShe stihlalsnldoasoMatr i ai ni shed,

I When a pronoun comes first in a clause and the tail is formed with a noun, the noun

normall y makes t MHHewas &greatdeadeGarsdbiw adn.ger : 0

i Someti mes, the tail i nvol ves a whothee noun
danger Ilwasilt The same sentence can be given a
putting such a tail as the subjectinnawdr t he

occurred to me. 0

“

TThe noun can al so be used as Maxdot anbd @ht ds s

exciting placeHong Kong 0

i When pronouns occur in tails, the word order of the preceding phrase is repeated,
otherwise the sentence miye heard as a questi on. Thus,
stupid,youare a6 ot AYoua@ewgus,t upndl ,fAlt would itake al

wouldd not it woul d wauki€® about hal f an hour,



i When the tail repeats a verb which is not axilery (to beor to have or a modal ¢an,

wil, must et c. )dod tihe wsagdveryivelfdhedoed a n d caimpldire y

all the time,theydo. 6 Speaker s rmeaweryrgood teynis pldyer, Hrakd

doesp @ * T h os eveahwagsbeenamanirgydtheyhavedoneé or dd&mwP@tul make

itthedoesaodt

iTails al ways agree wit h ¢notagopddring shet stihod twh i c
and Hiisheepdss the examyon®dny. 06 Negative adverbs s

Afsad cel yo nor mal |l y ke esqrcedyspeaksghetoievs@ 6t ai | , as

2.2.2.4 Question Tags

The speaker uses question tags to make
or consent. Therefore, they have a primarily interpersonal function. The speaker also uses
question tags to develop a point in exchanges with other people, as in thanfpllow

example (Carter, Hughes and McCarthy, 2000: 151).

[Tony is explaining how all the family became ill with colds. Jimmy is his son, and Jenny

his wife.]

Tonyy, 06 Cos Ji mmyos ias nofHelughBd sy per son,
Jenny [nods]

Tony: Young Jimmy is, mm. But, er, we started getting coldsthénd n 6t we ?

Carter, Hughes and McCarthy (2000) explain thdhis exchange, as Tony is speaking, he

is observing what his wife is doing and using the alternative clause structures to ask and
answer his own u essugportoMcEarthw iartd ICarthri(1995)vhigliligh® s
the fact that question tags constitute an essesd@dct of spoken grammar in use that is

selected by native speakers of English as appropriate to the more intimsetarf



interaction. In such contexts, meanings are not simply stated, but are the subject of

negotiation and ra@egotiation.

Thornbury (2005) indicatethat there is clear evidence concerning the use of
guestion tags across speaking turns, and this evidence does not consistently conform to the
kinds of rules established for their use in standard descriptive grammar of English. Tags
are almost nosxisten in written language, apart from fiction, informal letters and other
types of informal writing, but are extremely common in speech, especially the informal
type, comprising a quarter of all questions. Moreoveayter, Hughes and McCarthy
(2000) note thaih a question tag, the auxiliary verb alwaysnes before the noun, and the
verb is made negative or positive in opposition to the rest of the clause; i nst anc e,

doesdoe@sth e ? 0 aoedd disSHhle@t? O

2.2.2.5 Informal Reported Speech

Carter, Hughes and McCarthy (2000) report that native speakers of English exhibit
a preference for direct speech, a good way of creating a very vivid and dramatic picture of
the events being reported, rather than reported spdécBarthy (1998) explam that
hardly any stretch of conversational data is free of reports of speech. It is hard to conceive
of achieving any intermediate level of competence in a FL without needing to know how
the speakers of that language make speech reports. Language aukgsaigooften the
main source of information about how to report speech. Yet, there is evidence to suggest
that many textbooks give an impoverished and inadequate coverage of what really happens
in everyday speech probably because of an-melence on witten, standardanguage

based data and lack of observation of everyday language.

Indirect speech makes events less dramatic, as illustrated by a comparison between
the last underlined direct reports in the following example and their indirect versions

below.



i Direct speech version

[Mary is talking to her friend Danny about something that happened when she was on

holiday with her friend Dulcié.

Mary: So, webd been wandering round in the n
and had lunch anddaid, AWhat would you | i ke teaddo t hi
A Oh, Mar vy, |l etds go t o bi ngbany Ndljdow seeilgi n g o i
t hat Il was supposed to be with her 16d to
Dulcie, wher e do we go now, t osaidhyi mddau2o weldldorfadtn
we walked along and we saw this hall and sael, Al think thatodos it.
people and kaid, il donodt know Dul ci e, $otsheshidesnot
AWell, go i nsaid,bh e apde yd ,nad sohued what 8s happen
and shesays inALl I right Mary, wi || the bingo be
tabl es . gaid AfiNMe,60r el i n. ©he wrong pl ace

(Carter, Hughes and McCarthy, 2000: 140)

i Indirect speech version

She asked me to go in the queue and find out what was happening. | went back to Dulcie,
and she asked me i f the bingo would be star

chairs and tables. | answered in the negative and told her that we were in the wrong place.

As seen in the preceding example of direct speech, Carter, Hughes and McCarthy (2000)
not e, nati ve speaker sapo fftoern dtie nddguestionseippsoe tti
conversations.askbhaey deenotnusbefiprevious e
iSap i s al so used f oanswet e agplyp8 wweoru;l dt hhea vee rshos
rather formal and writtetike in a spoken informal exchange likke previous direct
speech 8agr sciaonn.beii used at the beginning, I n
speech and can cover most types odxclatmor ect s

ficry,0 utfer (a loud shrielj a shdub i a r e eldene usgd insconversations, but are



much more common in written dialogues, as the following examples (Carter, Hughes and

McCarthy, 2000: 142) demonstrate.

[Two utterances from the classic no&nhoeg by Sir Walter Scott]
i AWho i s criddiRebecean

T A Fr-deBto e uekclailmedvanhoe.

I n addition, speakers seem not to invert t
because this inversion is a common aspect in written texts, as the two examples above
show. Mor eov er , askis hohusually bsed irhdeect\speech, it i frequent

in indirect speech and is wusvually gesed+ wi t'
the to-form of the verb. The following are a few representative instances (Carter, Hughes

and McCarthy, 2000t43).

I [The speaker is talking about a difficult job he has in the health service.]

Iwasaskedtd o t his job and | didndét have any <ch

i [A teacher is talking about teaching.]

Oh, vy o uvekeemasked tdo 8ome GCSE English next te(@CSE stands for
AGen€enmti ficate of Secondar yyedEdadesiothaUKpn, 0 an

I [Someone is talking about a difficult task at work.]

Andlgotaskedtalo it ©6cos they wanted, you know, a

The reporting ver baslko i i s al so frequent i n i N
who/what/when/where/why/howlauses to report questions, as illustrated in the following

examples (Carter, Hughes and McCarthy, 2000: 144).

i | phoned up the hospital amdked whad should address thetter to.

iWell, you donoét askadhirawhhtthe agrangethentsyweras, s o |



i | askedhim howto get there, but it sounds a bit complicated.

In informal narratives, speakers can often switch from the past to the present tense
when reportingspeech directly, as in the following utterances (Carter, Hughes and

McCarthy, 2000: 140).

So shesaid, AWel | |, go isad t ianduéuedooskSelwghat 6s
back to Dulcie and sheays nAl ri ght Mar vy, wmi?l Il tchaen 6 i n

any chair i Nonsdid tl diWMeéds edin the wrong place. (

Carter, Hughes and McCarthy (2000) explain that the present tense, as used in the
underl ined utterances in the previous examj
the past tense. In other words, it is the interpersonal consideration, rather than the pastness

of the event that determines the use of the present tense in this particular context.
Furthermore, McCarthy and Carter (1995) state that when reporting sangones p e e ¢ h
indirectly in conversations, the tense of the verbs that come after the reporting verb does

not have to change. So, speakers tend to say:

I I mean | was saying to Mum earlier théat tactuallythinking é

I Yes, Pauline and Tony were telling me yloave to get a taxi... (McCarthy and Carter,

1995: 211)

rat her t h avasadiuglgthinkingeat alnd A hadljogehat Lt axi, O
conform to the rules of writing and formal speech (the rules oflatdngrammar). It has

also been observed that in informal reported speech, speakers tend to use the past
continuous tense of the reporting verb if they want to concentrate arotibent of the

topic, ratherthan the words. The speakers in the followingwarsational exchanges
(Carter, Hughes and McCarthy, 2000: 141) ardodesing from the actual words uttered

by the original speakers and focusing instead on the content.



i [Tom is telling a piece of news to a neighbour.]

Tom: Brianwas sayinghe vilage hall nearly caught fire last night.

i [Dick has just heard a piece of news from his daughter.]

Dick: Carolinewas sayingthat five mortar bombs have been discovered at Heathrow

Airport.

i [John is commenting on how quickly companies responobt@applications.]

John My son is with the Electricity Board and heas tellingme that they have this sort
ofprocedure as well. They have to reply i

number of days.

McCarthy (1998) draws attention to the fact that linguists and grammarians have
mostly ignored the uncontroversial, very nattgalinding usage of the past continuous
tense of the reporting verb. He also mentions two exceptions to the neglectiog floem
(pastcontinuous) reporting verb. LeecMé¢aning and the English Verld987; cited in
McCarthy, 1998) givesng form examples of indirect reports with the verbad, tell and
say, but di smi sses them as <col | oqgpuogreskive i e x c e
aspect. EastwoodOkford Guide to English Grammafd994; cited in McCarthy, 1998)
mentions examplasgos (oifn tthhee vpearsbts afind pr esent
fwondedb (i n the present continuous tiaros e) i n

reported speech, but does not comment on the tense / aspect choice.

Yule, Mathis and Hopkins (1992) state that standard descriptive grammar, based as
it is on written and other literary sources, does not record the usage of the past continuous
terse of the reporting verb, illustrating such function with almost exclusive reference to a
simple past t samds edolfioofr(na ss usanhtofiaBse i@ nl | age hal
and fAddme t hat they have tMcCashy andQarter (10995 pr oc e

declare that it is difficult to account precisely for this core aspect of reporting verbs in the



continuous form, but its provenance in informal spoken data suggests that it provides
speakers with a grammatical choice which has less to dotarise in the strict sense of

the past, present, and future time frames. This aspect enables speakers to give more
emphasis to the overall content of the message than the authority, certainty or precise
words with which it was uttered. The recurrence wéhsa feature (the past continuous
tense of the reporting verb) in informal talk may also suggest a lack of definiteness which

IS, In turn, a common feature of interpersonal spoken grammar.

McCarthy (1998) points out that the CANCODE corpus confirms threnoon
sense intuition that speech reporting is exceedingly common in everyday language. It also
demonstrates that the ways speakers effect reports are many and varied. These ways
immensely overlap with the ways which fiction writers recreate in their stare
journalists use to report the words of politicians and other newsworthy figures. But, spoken
data also exhibit choices which are rarely, if ever, found in wrtgghreports. What is
most striking is that conversational resources for reportingnaweh richer than is
suggested by standaglammarbased accounts of the structure of direct and indirect

speech.

2.2.2.6 Conversational / Spoken Discourse Markers

Carter, Hughes and McCarthy (2000: 175) define conversational, or spoken,
discourse marker as fAwords or phrases which help [oO
of (é&é) spoken | anguage. 0 They <c¢lassify sucl
focus on the listener, such ysah, mm, | seeyou see, you know| dondt know,
andokay, and markers which focus on the speaker, su¢hresan, | think, so, well, like,

&cos, anyway, stilland basically. The spoken discourse markers which focus on the
listenerhelp to check that the latter follows what is being said and/or make sure that the

speaker does not sound very certain or doghn



and il see0 check that the | istenmsamender s
viewpoint,Si mi | ar | vy, Ayou seeo0 (or simply fAsee?0
that the speaker and | istener share the san
it i's assumed that the speaker pliesthatthknow s
listener does not know something. Themarker dondét Kknowo i s sensit
it is used to make sure that the speaker does not sound very certain or dogmatic. It has
another interactive, interpersonal function: softeningstig,e ak er 6 s opi ni ons.
and Aokayo occur at the beginning of utter
boundary between one part of a conversation or one topic and another. In the following
exchanges, a number of conversational diss® markers which focus on the listener are

highlighted.

I [This conversation was recorded in a post office. Reg is agbist clerk; Jennifer is a
customer. The book they refer to is a book of stamps which can be bought monthly to pay

for a televison licence fee.]

Reg Theyodére doing it, they wused tostaitmg i t i n

again.
Jennifer | see.
Reg So, youyou knowe

Jennifer Sheds probably not goi nRighttwe judhwantiton her

do it for a month at a time, to see how she gaghi e

Reg She can always change the addrgss,see at a post office where she goes to.

Jennifer Yeah.

Reg If she does take a yearly one oudu know.

Jennifer Right, okay, and the other thing I need i1 s th

(Carter, Hughes and McCarthy, 2000: i&)5



I [This conversation involves a group of people discussing their beliefs.]

Helen (é) But, I tds compl i c ayoekhowanhenwaolgd , bec
outwithhose friends and |Just talk to themél

affectedyouknow, by my faith in that senseé

Raj But is that because of your faith, or b
Liam: Mm.

Helen | seeg | d o n 0,tl thikkntaswny faith because it comes from that feeling of

doing wrong.

Moira: |l snét our faith, isndét our conscience

Raj Yeah, but é

Helen No, no, |l 6m not tryinSpeMWetalklo hgeowr ahat

(Carter, Hughes and McCarthy, 2000: 176)

The spoken discourse markers which focus on the spdakeran, | think, so,
well, like, &cos, anyway, stillandbasically, help him/her to structure what s/he is saying.
Carter, Hughes and McCarthy (2000) ndieatt t he mar ker s Al mean,
often indicate that further comments or mo
i ndicate that the speaker has started spe:
signals that the clause whichfolla i s a sugg&E&€eted aerampfer mal
contracted form of fAbecause, 0 is employed t
example, the previously mentioned markdrsnéan, | think, so, well, likand 6 c)care

illustrated.

[A married couple are planning a summer holiday with the help of a friend.]

Jan ( é€) Y dke, if koo gowthe earliest train in the morning and then just got the
lasttrainb ack at night é

Sue The only thing is, when | opened that up at Brugge, first hi ng it sai d in



stayinBr ugigeo o it says, nADOomsdbts sdeaayr .ion Br ugg
Jan Is it?
Dave Yeah.

Sue Yeah, it does say that ¢é

Dave Well, maybe then we could do that, go to the Hook of Holland, go to Amsterdam,

&osDelfti snot far from Amster dam, i's it?

Jan | thought Delft was miles from Amsterdam.
Sue Donét think so.
Dave Well,Imean, it 6s onlyé, il tl Gasn dndbost oan | byi gs npall d c,
Sue [Reading from a guide book] Its museums are named as one attrddhmk..they
holdsomeof t he countryds finest collections o

Dave You see, | 6d never get her into a muse.dL

(Carter, Hugheand McCarthy, 2000: 178)

Mor eover, t he ispartickiaely confimeominy bvirgingthe conversation back

to its main line, after a diversion or an interruption to another topic; for example,

I 6 m n ényway, Whattl was sayimyiwdsyhen | first typed it up it was like
nor mal spacing and nor mal c h gartercHughes asdi z e a

McCarthy, 2000: 232)

This marker also helps the speaker move from one stage to another one in spoken

narratives, as in:

... She wenback to her seat and stood up and sort of started dgamay, when | got off
the bus the teacher came t o Q@ader, dugldes dn@ s ai ¢

McCarthy, 2000: 232).

A further function of @any wdwdacloseshe fopicchi c at i |

whole conversation; for instance,



But, anyway we 6 | | continue this discussion when v

6cos | have CatertHagheshnd McCarthy 2000 232). (

AStill, o0 as a dnawmduhasameanmg dinelar to the mdre formal

mar ker fon the other hando or fineverthel ess

| worked in cinemas, but | was out of work at 51 because the cinemas closetll Buho

i sndét out EéarternwHughés andMdCGay 2000: 232)

fiBasicalyp i s more frequent in spoken than writ:H

of AWhat | am simply saying is...;0 for ins

Basically you get to the top of the stairs and
should beone member of the staff standing there on their own (Carter, Hughes and

McCarthy, 2000: 232).

Carter, Hughes and McCarthy (2000: 179) draw attention to theHattwhole

cl auses such as il was sayingo and sBl was

markers; for example,

i Dad, maybe ... | guess we were wrong] @ras saying we can give her a second chance
and see. What do you think?

ma k

(@}
—t

il donodt t hwastkinkihge wdrmmat. i f he just can

They also mention that spokdiscourse markers can cluster together, as in:
i Yeah,right ... | was thinking, when are you going to start handling reprints?

i Well,  meanin some waysyou know, | think you should make the difference.

Any exchange of spoken language loses its chatty, involving tone if conversational

discourse markers are removed or replaced by more formal markers, suciseguently



moreover on the other handin conclusion alternativelyand t he whyod e phr
appreciate what | am sayinyg. These di scourse markers are
formal written language (such as academic essays that the students are usually required to
produce and formal letters addressed to someone in authority) as well as dpoketh

settings (such as formal speeches, formal business presentations and bradidcast

Carter, Hughes and McCarthy (2000: 180) explain, through the following déesrhpw

booklike and inappropriately formal the way some of the aHmted discours markers
(consequently, moreover, in conclusion, alternatively, and you appreciate what | am

saying)sound in conversational contexts.

I The whole room was in a mess after the p&bnsequentlyl had to clear it up.
The whole room was in a mess aftiee partySa | had to clear it up.

i He fell out of a first floor window, tough he did not hurt hims@lforeover he was
drunk.

He f el out of a first f1l oowhawidorsdemwmas et oug
drunk.

i Inconclusionl am meeting Jack at six o6clock ton
Sol 6m meeting Jack at six o6clock tonight.
i Alternatively, it is important to book early for the New Year celebrations.

But,i t 6s I mportant to book early for the New

T You appreciatevhat | am sayingl, am sure.

You know whatl mean| 6 m sur e.

The formal markers have been replaced with less formal, more conversational ones (the
italicised versions) in order to make the utterances sound more natural and less- writing

like.

Carter, Hughes and McCarthy (2000) habserved that discourse markers which are

onyspoken (not shared by both modes of | ang



and fAmind you, 0 do appear sometimes in wri
more conversational and informal. Such exclusively spoken markers can be found in

personal letters, popular journalism and advertisements, as shown in the examples below.

I [An extract from a letter between two sisters.]
€ | think 1 st itwdnttddetkos tied doawinywayp, u tl 611 |damwrd an
you on Sunday and we can talk some more. | can also hear all your news then too (Carter,

Hughes and McCarthy, 2000: 232).

I [This text (Carter, Hughes and McCarthy, 2000: 1ig@n extract from an advertisement
for Subaru cars. The latter is intended to persuade couples to buy two cars in order to make
sure that neither loses out and that their life together stays HEp@yustys the name of

one of the cars.]

Grippingstuff, Subaru fouswheels drive.
¢tKS $g2NIR YR KAA gAFSQa 7
a half million fourwheel drives to prove it.
Mind you, it only takes two to make a perfect marriage.
¢CKS Wwdzade FT2NI 2ySod ¢KS 62N

A poetic little mover. 3 valves per cylinderspeed box. 3 or 5 doors

Fromonly £6,198 K| 4 Q&4 Y2 NB ®

In the previous example, a casual and more involving tone usually serves the purpose of

the advertiser. The di s c oursgoken larguageecwith & mi n d
slightly different meaning from fAon the ottt
or Awe should not forget thateée, o which are

moreo i s a more appr opthis context (agverdisemeat) than a | C

fimoreovero oOr Aifurther more. o



2.2.2.7 Vague Language

McCarthy (1998) reportthat vague language, also referred to as vagueness elements,
is very extensive in conversations. When one interacts with others, there are times when it
IS necessary to give exact and precise information (for example, departure times for trains),
but thee are occasions where it would not be appropriate to be precise as it may sound
unduly authoritative and assertive. In most informal contexts, most speakers prefer to
convey information which is softened in some way by vague language, although such
vaguens s i s often wrongly <considered by star
thinkingo or dAsloppy expression. o Exampl es
the ones highlighted below (the first two are taken from McCarthy, 1998: 181; the last two

from Paterson, 2011: 1).

i Can you get me a sandwioh something?
I Have they got mineral water anything like that?
i A: More coffee?
B: No, t h aarbikofa stomattivaehe.g ot

iMy Dadossditofgr hgst 6s studi o.

Thornbury (2005)explains that speakedo not use vagueness expressions only to fill

pauses, but also to reduce the assertiveness of statements. This is a way of fulfilling
Gri ceb6s fima x iMake yobir cogtribation andpad is tru@ ( p Itis &sb h .

way of reduthngatédei mMmgaceot ent ibaeli ngf | @8 s a:
Writing, however, typically requires greater precision or may use other means such as
modality, to reduce the assertiveness of statements; for instaiecese of the modal

Amayo in this sentence.

Channell (1994arried out a study of vague language, confirming its widespread

occurrence in speech. The vagueness el emen



recurrent in spoken discourse and can switstfor a wide range of names of objects,

processes, entities and even persons and animals, as in:

I You must be starving, you pothings.

iMy catodés vethipg. i 1 I, poor ol d

The vagueness el ement fAstuff o hass) ,adp paso xiima

following examples©@xford Advanced2010: 1538).

I They sell stationery anstuff like that.

iTWhat 6s al stuffonithee tarpet? i ¢ k y

However, these two vagueness words cannot |

stuff,yout hought | was hethingo)meani ng AYou silly

McCarthy (1998) emphasises that despite their vagueness, the elements of vague
language rarely caugwoblems for listeners and pass unnoticed. They seem to make an
important contribution to the natural,fammal tenor of speech. The listener would be
considered uncooperative and irritating if s/he constantly demanded clarification of

vagueness elements.

2.2.2.8 Other Aspects of Spoken Grammar

The aspects tackled in the above-sebtions are not the only aspects that native
speakers of English tend to use in conversations in order to convey interpersonal,
interactive meanings. There are other choices offered by the grammar of speech, among
which are #Acontractionso, iresponse [/ reply

fifivocative usebo.



9 Contractions

I n spoken Engl i sh, native speakers tend t
Acontracted forms, 0o didchinas, 0l omt befiyohawe:
Ayou haveo &ontactiornd codtribatetd the natural tenor of spekithiphy

(2004: 297) suggests the following list odntractions alongside a few rules about how

these forms are used.

Om = am | 6 m

0s orhas s hed|{shedito

6re = are youobwebr|it hey
6ve = hav|l 6v youobwebvit hey
ol I = wil|ll 6l|hed|shedqd youoldwebl|lt hey
0d = ovbad!| |l 6d/hed|{sheqd youobwedodt hey

I Some of these contracted forms, especidliare used after question words (who, what,

where, when, why) and after fAthat, o fithereo

Whoo that woman over there? (= Who is)
Whao bappened? (= What has)

Do you think theré Ibd many people at the party? (= there will)

T Contractionsare also used after nouns, as in:

Catherine and Jader geing out tonight. (= Catherine and Jane are)

My best frien@d pist got married. (= My best friend $)a

i The contraction m, 06 s, anddaannoibe employéd althe end of an utterance

because the verb is stressed in this position; for instance,

A: Are you tired?

B: Yes, lam. (Noth Ye& m o)



A: We can have a long rest after we find out whersshéNotih wh e 6& h e

i Thenegative contracted formféri s an bei Badie/ & & /.aSbnilarly,

there are two possibleegative contracted forms far a r: e 0fi y 0 u /aw eefnbdht e y

Ayou/ wel/etdneWythat f ol |l ows i s a | iMuphypZ004dnegat i
297).

i snobt donot havenot

arenot doesnot hasnot

wasnot di dnot hadnot

werenott

canot coul dnot mustnot

wonot woul dnot neednot

shanot shoul dnot darenot

1 Response / Reply Questions

They are questions used in response to what someone has said. They do not require
answers, but express emotions or personal attitudes in response to what has been said; for

example (Paterson, 2011: 3):

if] Friends talking about yesterdayo6s inciden
A: | rang the police last night.

B: You did what?

i [A brother and sister talking on the phone]
A: | went to France to see her.
B: You went where?

A: | had to talk to her, | had to.

I [Business partners discussing a ot



A: | talked to them, and they promised to help us.
B: Are you kidding?

A: It was the only way.

1 Statements as Questions

They are statements which sound as questions, but are formed with no inversion of the
subject and verh,e. the order of words in such questions is similar to that in statements.
They convey information in a more satisfactory manner than regular questions do.

Examples of such statements include the following (Paterson, 2011: 1):

I [Students in a residence hall]
A: | 6ve dwoale al l my e

B:So youbre ready to go?

I [Friends talking about an invitation to a party]
A: He didnét invite me, but i1 f he had, I
B: You would have gone?

A: Li sten, | know you dondét get on well,

i [Colleagues working on a project]
A: We need to convince them as a first step.
B: You think you can handle that?

A: Well, itbés worth trying, | guess.

9 Vocative Use

Vocative use, or fvocative forms, 0 indicat e

addressed by the speaker. Such forms involve the listener(s) in the conversational process



through theuse of theirnames adjectives or pronouns that directly address them, as

shown in the following examples (Paterson, 2011: 4).

i [Mike is calling Steve to help him fix the remote control.]

Mike: Steve come and see this!

Steve What is it,Mike ?

i [Parents giving permission to their daughter to go to a party]

Father You can gogdarling, but dondét be | ate.
Daughter OK, Dad.

Mother. Honey, enjoy it and be careful.

i [Classmates talking abotlte unsatisfactory results thfeir school project]

A: If you just had finished that last part ...

B:Hey,you, i tds not my fault! I did my best.
A: |l 6m just saying we could have done bet
Conclusion

So far, it has been argu#éthat there is no type of grammar, standard or spoken, that
is more correct than the other. Each type is an indispensable system that reflects and fosters
the generation and expression of meanings for its particular type of language. Therefore,
the grammaro f conversation, |l i ke standard gramm

corpus analystsé attention and adequate exa
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Introduction

Since the advent of spoken corpora, descriptions of spoken grammar have become
more detailed and comprehensive. These insights, however, have been relatively slow to
filtker through to ELT practice. Although the design and implementation of spoken
grammar ge among the most challenging areas in the practice of language teaching today,

it is possible to implement the model of spoken grammar in the classroom.

3.1 Approaches and Materials of Teaching Spoken Grammar

The question ohow spoken grammar shoulie taught has been subordinated to
the question of whether it should be taught in the first place. Thornbury (1999) points out
that the case against teaching spoken grammar reveals that spoken English, including its
grammar, often exhibits strong regionaind idiomatic aspects that may cause
comprehension problems to especially EFL learners. At the other extreme, there are
linguists and grammarians, such as McCarthy and Carter (1995), who strongly advocate
the teaching of spoken grammar, maintaining thaipaa built on formal written
(standard) language are highly insufficient when formulating general rules about grammar.
Although there seems to have been little progress on the question of how spoken grammar
should be taught, the following are a few applas recommended for implementation in
the classroom: the Nativapeaker Spoken Grammar Approach: Timmis (2005), The
Register Approach: Ruhlemann (2008) and The Three Stage Approach: Paterson (2011).
McCarthydos and Cart erliustraign2n@e@a@ion Industipnm(bla c h, n &
will be discussed later in Stdection 3.2.1 Background of the Model, p. 123. It is assigned
a special focus for its importance to the present study: this approach is used in our
experimental design (see Chapter Fourp-Section 4.2.2 Instruction of the Spoken

Grammar Aspects, p. 160).



3.1.1 The Nativespeaker Spoken Grammar Approach: Timmis (2005)

Timmis (2005) outlines an approach to the teaching of spoken grammar which is
not only pedagogically effective, as haiohs, but also reflects current sotilmguistic
concerns about using natigpeaker models in the classroom. Through this approach, he
argues, It i's both possible and potentiall
speaker spoken grammar (andolsgn language in general), develop their critical
perception of it and stimulate natural spoken output, without resulting in what Modiano
(2001, cited in Timmis, 2005: -AdT)veaspsalkd
Timmis designed a unit afaterials with four basic tasks: global understanding tasks,

noticing tasks, language discussion tasks and cultural access tasks.

Global understanding, or gist listening, tasks have been common practice in the
communicative methodology for many yearsmiis (2005) explains that learners can
gain more from language work on a text if they have already got a general understanding

of it. An example of a global understanding task is the following (p. 120).

Listening to understand
Listen / watch and tickhe things which make Cornwall specia
a. It is geographically isolated.
b. They still speak a different language.
c. They have a strong sense of community.

d. There is a tradition for large families.

The text, he argues, should be, wherewssible, listened to more than once before asking
comprehension questions. There are four reasons why he sees that it is significant for

students to listen to the texts. In the first place, although teachers may not be able to or



have enough time to dedoel the pronunciation and tone aspects of spoken language, at
least such aspects give clues as to the nature of the interaction and the relationship between
the participants. Second, it is questionable whether teachers and linguists should develop
materialswhich focus very exclusively on spoken language and do not make reference to
any aspect of the SL/FL such as its culture. Third, Timmis explains that apart from any
particular aspect that teachers and material designers are focusing on, ultimatelyend mor
importantly, they are fostering the skills and habits of listening and noticing. Last but not
least, global (or gist) listening is one way through which teachers can ensure that texts are

processed for meaning before they are analysed in terms of |&niguiag

Noticing tasks, Timmis (2005) points out, are highly recommended for teaching
spoken grammarNot i ci ng i s fia complex process [ wh
meaning and of form, and it takes time for learners to progress from initial reoagwiti
the point where they can internalise the u
two basic reasons why Timmis (2005) believes that noticing tasks are particularly
appropriate for teaching spoken grammar or spoken language in generalsd€ostd
language acquisition (SLA) and foreign language acquisition (FLA) research has shown
that premature focus on production can be cowmerductive. Second, for many aspects
of spoken language, it is very hard to frame useful and digestible prdugtes. Timmis
draws attention to the two main advantages
taskso: they encourage st udent-speakeroEnglish mpar e
and the reality of nativepeaker English, and to compare Wwiieey would say with what

native speakers would say.

With regard tolanguage discussion tasks, if teachers and language analysts take
into account socHinguistic concerns, they will need tasks which encourage students to

Radopt a crispecctli,veantad ytthe Ipeemrguage featur



2005: 121). These tasks require of learners to reflesttonspeakers use certain forms,

what their effect is, and whether it would be appropriate for students to produce such
forms. One of the basic aims of these tasks would be to ensure that learners do not fall into

the trap of what Seidlhofer (2001; cited inmini s , 2005) has cal l
idi omaticityo: i f students feel that they v
of the occasions when it might impede communication. Therefbmmis (2005)

recommendsjuestions such as the following onestarbe taken into consideration.

i How formal/informal do you think the dialogue is?

i How well do you think the speakers know each other?

i What do you think they would say in a more formal spoken context?

I What do you think they would use in writing?

i What would you say in a similar context in your own language?

i Would you like to use these grammatical structures of spoken language? Why?

Such questions are claimed to have a value beyond raisinglisogicstic issues: they
may promote broader lgnage awareness and produce worthwhile communication in

themselves.

In relation tocultural access tasks, Timmis (2005: 119) points out that:

it would be naive and rather arrogant to assume

learners are automatically willing and able to relate to

nativespeaking context. Equally, it seendd@ me to be
unduly pessimigc to assume that learners are automatic.
unwilling and unable to relate to a context simply becau:
is a nativespeaking context.

Tomlinson (2000; cited in Timmis, 2005) suggests that one way through which some

nativespeaking contexts can be made more accessible to learners is to relate the context to



a similar aspect of their culture. The aim of cultural access tasks, hemis (2005)
states,is to help learners to relate the themes of the text to their own culture, and more
importantly, to universalise the issues of the text, if possible. The following example
illustrates a task which is used in conjunction with a vit#e®; it aims at connecting the
theme of the video (the advantages and disadvantages of living in Cornwall) with more

general issues which are likely to be of interest to the learner (Timmis, 2005: 120).

Take a moment to think about these questions, and teensdi them with a partne
a. What is the difference between quality of life and standard of living?
b. Which is more important to you, quality of life or standard of living?

c. Do you feel proud of the area you come from? What makes it special?

(Traditions? Customs? Skills? Language? Other things?)

The unit of materials with the four basic tasks, devised by Timmis (2005), is based on a
video text from the 1990 BBC Series nPeopl e
because itis very engaging and contains a number of interesting aspects of spoken
language, including spoken grammar aspects such as the ones highlighted in the following

examples (Timmis, 2005: 122).

i Heads: for exampldll my friends down therewe all went taschool together.

i Tails: for example, They demand breakf#isg childrené

i Ellipsis: for exampleBusiness boomings it?

i Flexible word order: for example, This is where you were brought spould think,

was it?

I Vague language: for example,ah 6 s wh e r e andhhatusednoukgeg theeloos



iDi fferent wuses of likdiaghoktéown; just towet tleetiigemp | e , |t

i Agreement by synonyms: forexamphris Lovely day, isnbét it?

Trudy. Smashind

The materials were piloted by six teachers in three different institutions: Leeds
Metropolitan University, Birmingham University and Innsbruck University. Around sixty
learners were involved. Timmis (2005) mentidhat the sampling was opportunistic, in
that the teachers were his colleagues who responded to his requests for volunteer pilots and
were well prepared for the teaching of spoken language. Given thiglirbias in the
sample, he explains that he is myuing to argue, despite the very favourable general
responses to the materials, that the responses can prove the overall viability of-his four
taskbased approach to the teaching of natipeaker spoken grammar. However, he does
think that some of the coments offer very interesting insights for consideration. The
general tenor of the responses from the sixty learners involved in the study was positive.
Timmis (2005: 122) summarises below the results of a questionnaire given to the students,

but given thebias in the sample, he does not attach much importance to these statistics.

T 92% [of the learners] found the language tasks [described above] useful or very useful.
i 80% found the materials interesting.

i 86% agreed that they had learned something useful about spoken English.

He declares that these results are not surprising, given the learning context: the students
were likely to be more willing than the average to learn as their teachers were well
prepaed and enthusiastic about the instruction of spoken grammar aspects and other
spoken language elements. Other teachers and students, in other circumstances, may not
show such readiness and willingness. He further explains that there were, however,

specificcomments which raised interesting issues. Since one of the aims of the materials

was to get insight i nt o -spdakerspokem thegmagesadd tee X p e «



encourage them to compare natspeaker spoken English with theirs, the following

comments made by two learners were interesting to note (Timmis, 2008):122

iAnSpoken English is difficult because you
useful to know the ellipsis and vague | angu
iAl found this task [a noticing task which
and was after surprised by the things | fol

thought there would be a lot of differences in task 2 (translations), bue r e ar e! 0

There was also reference to the relationship between SL/FL and L1 awareness, as one
student wrot e: Al't was interesting to find
could find connection to my mother tongue, which make things (in Eng h ) cl ear
(p.122). Furthermore, a number of students were struck by what they described as the
Aflexibilityo of spoken English and said

communication easier:

inl have realized lodosditnnaesdpobensEnglilsh
(p.123).

iAYou can repeat the subject twice [i.e. u e
cl ear er ®imniisp(20052r@poristhats it 1 s the case with t

the general tenoof the responses from the six teachers under study was positive although

one teacher commented that the learners found the text of limited interest and the tasks
heavy. From the following comment made by a teacher, however, it could be seen that the
aim d providing a culturally accessible text, in this case, was met in the way it was

i ntended t o: Al think the topic of regional

and relevant to international students, as they have parallel situationseim tr countr



(p.123). It could also be seen, he further reports, that the aim of promoting noticing was

met, at least in some cases, as revealed by two teachers:

invery wuseful . Reading about this spoken g
things Comments [ made by the | earners] I|ike 6
[ and] 0ltds wrongbdé were common. Coming fro

knowl edge (in their eyes) of what hesn O6r i gh

(which | donét think they would have accept

iAivVery valuabl e, I t hink, as al most none o
these characteristics of informal spoken English (such as ellipsis), whereass®, ¢hey

encounter this type of | anguage on a daily

Timmis (2005)acknowledges, however, that two teachers questioned the exclusive focus
on noticing. One felt that a handout with the relevant grammar rules waspapf® for
her students in her particular context; another felt that the learners would have been more

motivated if they had been given production tasks.

Timmis (2005) notes that he would not wish to extrapolate very far from his small
sample of fedback data, nor would he wish to argue that his approach to teaching spoken
grammar is necessarily applicable in all learning and teaching contexts. He hopes,
however, that he has shown that this approach is at least potentially viable in some
contexts. he advantage of this approach, he claims, is that it exploits a convenient
harmony between a methodological emphasis on noticing and alisggistic view that
native speakers and their cultures should not be portrayed as models to imitate or aspire to.

In the heated debate about the relative me
models of English (see Stgection 3.2.2.10 Native and Nowtive Users, p. 152), Timmis
(2005) points out that one simple notion has been overlooked: native speakeabitual

users of English for all communicative purposes. This does not mean that they are more



articulate, impressive or persuasive users of English thamaibre speakers, but it does

mean that native speakers are more likely to use English hapitoalcertain purposes

such as telling jokes, telling stories, phatic exchanges and endearments. If learners are
interested in this domain of interpersonal language use, the native speaker will have much

to offer them. Widdowson (1996; cited in Timmis,0%0 124) remarks that an implicit
assumption of linguists and teachers arguing for the use of authentic texts in class is that

| earners have to Arefer to and defer too ¢t
Timmis (2005: 124) is that, at leasi f some purposes, the nat.i

interesting point of referenceithoutb ei ng an obj ect of deference

In developing materials for teaching spoken grammar and spoken language in
general, the first basic question that the teacher asks himselh er s e | f may be:
form should I i ntroduce spoken data into t
given the fact that spoken grammar aspects are crucially disesensgive, it seems
logical that the target spoken language aspects sheudmbedded in a text, rather than
simply a sentence, at least for the initial encounter. If teachers decide to use a spoken text
as a means for teaching spoken grammar, what kind of text should it be? In his point of

view, two overriding criteria should gern the selection of texts:

a. Does the text have the potential to enga

b. Is the text plausible as natural interaction?

He argues that in adopting the criteria of interest and plausibility, he can give room for

both naturallyoccurring and speciallgonstructed texts. As regards the criterion of
interest, he acknowledges that the single, biggest challenge in teaching spoken grammar or
spoken language lies in finding texts which are natural and interesting at the same time. As
Cok (1998: 61) points out, a good deal o f

inarticulate and boring.o Timmis (2005) fu



interesting and plausible as natural interaction, they will also need to make auiteigh

not embedded with many difficult words or obscure cultural references. He remarks that
Aft] hese criteria are quite difficult to m
I nternet, it may be getting hesaoswwn wacking ( p. 11
experience: while preparing some materials for Singapore, he found an interview with a
singer containing a number of interesting aspects of spoken grammar alongside other
aspects of spoken | anguage. Seasijoaln all 2010)
respect s, mo s t notably in arguing for the
motivation without being a hindrance in terms of complexity of vocabulary and content. In

her own words, n(é) L e a r n ens sfdaturamds® arectwa and
main criteria for pedagogically sound materials, while lexis and content should not be too
alien to | earners, and spoken texts should

12).

The use of purely authentic materials the teaching of spoken grammar and
spoken language has resulted in heated debates. Tatsuki (2006: 1) views authenticity as a
Asoci al constructo and interprets it as nAt|
in formal and informal redife contec t s. 06 Based on this defini
order to obtain authentic models for a natural spoken output, it is crucial to analyse, not
only formal standard language, but also different language varieties used in different real
world situations. Sme researchers, such as Brown (2001), exhibit an inclination towards
highly authentic materials, seeing them as effective preparatory means {fderesltural
communication. Other researchers such as Caiteghes and McCarth{d998) and Cook
(1998) telieve that it is not always a wise choice to present the class with purely authentic
materials, although they do not claim that such materials are useless in all learning and

teaching situations. They agree that the solution to the complexity of higtiignsic



spoken | anguage materials |ies 1in the teac

dialogues and language filtering.

3.1.2 The Register Approach: Rihlemann (2008)

Ruhlemann (2008: 673) proposes e gi st er Approach whi ch
fundamental functional diversity of |l anguag
certain situation types and distinguishabl e
huge discrepancy between Standard English, including its gramntrthancorpus
provided evidence for entirely different spoken grammar. He also stresses the need for
reducing the role of Standard Englis¥hich is related to written registers, and introducing
conversational (spoken) grammar for teaching spedoheover,the description of spoken
| anguage characteristics as #Adeviant, 0 man
words / clause elements (see Slotion 3.2.2.4 Position of Clause Elements, p. 139) or
Adysfluencyo (ref er rarte)gevdlues natwallyscarsng spbkenl | er s
aspects that occur very frequently in speech. Thus, Rihlemann (2008) argues, the notion of
Acorrectnesso generated i s inappropriate s
functions in discourse and ingation, benefiting both the speaker and the recipient in
mul tiple wayso (p.682). I n connection witdl
grammar , in particul ar, the notion of Acor

Aappropr i at erndepergding on thh eegistera dnd eontextual conditions of

language use.

As the Register Approach rocks the foundations of conventional beliefs, it takes
into account teachersd attitudes. R¢éhl emant
the deeplyo ot ed noti on of fAcorrectnesso may cau:
grammar and the register approach, the greater problem might be that the notion of

Afappropriatenesso involves variation and a



This necesgates decisiormaking on the part of teachers and requires of them to deal with

a more complicated workload. Howevagiven time and appropriate training, many
teachers are more likely to welcome these opportunities to help students produce more
natural peechShari ng R¢hl emannés (2008) view, Seec
Approach and welcomes atceonsi der ati on of the notion of
Asince the Register Approach is more |ike
reflecing the linguistic richness and functional diversity of real language use, it is an
excellent tool for implementing spoken grammar in the classroom, which would address

|l earnersdé6 frustration at their inamldl ity t
She explains that the register approach, using materials informed by spoken corpora, may
enable students to become conscious of the diversity of interpersonal functions and

contextual meaning in conversation, and thus make informed grammaticaschoic

Despite the large body of evidence from spoken corpora, there are still few
empirical data to support the effectiveness of the Register Approach in helping learners
speak more naturallyR@ihlemann, 2008). However, Seeger (2010) suggests, this can only
be remedied by trial. Any further endeavour to explore the viability of the Register
Approach will be a major contribution to the area of spoken grammar, particularly, and
spoken | anguage, i n general. She afdcdve t hat
alternative has no more merit, in my opinion, than implementing a new theory based on

solid evidence, but needing empirical suppo

3.1.3 The Three Stage Approach: Paterson (2011)

Paterson (2011) puts forward that theseno logical reason why new aspects of
language require new methodologies; spoken grammar needs the kind of attention that
more traditional areas, such as prescriptive standard grammar, have received. He believes

that spoken grammar should better be taugpplicitly and conventionally, and that



traditional exercise types such as transformational and discrimination exercises,
conversations, role plays and simulations may add a measure of security to teaching. This
view is reflected in the traditional exesei types which he proposes and a three stage
approach to teaching spoken grammar which he describes with practical examples of

heads, direct speech, spoken discourse markers and vague language.

STAGE 1: Invented dialogues showing meaning and grammar

Example: Heads

The teacher may begin by asking the students to compare the grammatical structure and

function of a pair of sentences like the following ones:

I This DVD player, is it the cheapest in the shop?

i Is this DVD player the cheapest in the shop?

Thest udents are encouraged to spot the extra

n

the head AThis DVD playero and the wuseful
Afterwards, a written or recorded dialogue such as the following one caretheamsl the
students can be asked to note or underline further examples.
Tom: What a mess! That red bag in the corner, is it yours?
Amy: Oh, no! Someoneb6s |l eft it. The girl wi
her

bag ¢é
Tom:lhopeske di dndét have her keys in it.
Amy: Anyway, wedd better start clearing up.
Tom: Yeah, theyodre finished. |l 611 take them.
Amy: And these cups, could you take them as well?

Let 6 s fywling stuffin that bbxe shall ee?

—
o
3

: B

I might get in the box myself (é&)

t



(Paterson, 2011: 6)

Answers:

1. That red bag in the corneis it yours?

2. The girl with glassesdo you know her name?
3. Those plates on the tablare they finished?

4. And these cupsould you take them as well?

Further work on the grammatical structure of heads can be undertaken by asking the

students to rewrite the answers in more conventional syntax, for example:

That red bag in the corner, is it yours? Is that red bag in the coer yours?

or to fill the gaps in the sentences below with theeferential pronouns: she/them/that/it,

as in the following exercise (Paterson, 2011: 7).

1. The new French restaurant on Park Street

2. My new tfandeésé ¢é& ¢€c2ndanywhere.

3. My mum, ¢é é é& (3) 06s always shouting at

4. The house opposite the cinema, is ¢é ¢é& ¢é

Answers:
1.it

2. them
3. she

4. that

The students are likely to realise that they can separate the subject or object of a sentence

and put it at the front, for instance:



SUBJECTDenise shebds the person you need to spea

OBJECT:Those two old computers Tomés sold them, you know.

Thelearners may also come to realise, at a more advanced level, that sometimes the head

can be a relative clause or a prepositional phrase, as in:

I The people you work with are nic&. The people you work witthey are nice.

i Did the woman in the cornerltgou her name?, The woman in the corngdid she tell

you her name?

Example: Incorporating Direct Speech and Spoken Discourse Markers

The teacher could introduce the students to the dynamic use of conversational discourse
markers and direct speech kskiang them to examine a dialogue like the one below and try

to answer the two questions:

iwhat do you notice about the way Joe and A
I What do you think is the function of the words in bold character?

[Joe and Anne are tahg about things that their friends said to them yesterday.]

Joe Then Steve said, l 6dm from Ameri ca, and
accent. So he saitistenwe dondét all speak | i ke Tom Crui s
Anne That 6s i nt er saltthene gre dixeAmericas exchdhgeksaudents in

our class this year.

Joe You spoke to Mike! | thought you didnét

Anne | know, but he looked ill and | sailegyar e you OK? And he went

really bad clettedgo home them and go toybedu 6 d

Joe Good advice. Anyway, did you manage to speak to Kate about going to the theatre?



Anne Sure. She saidhh | canot C0ome, Iwelh) oaefdrsa i adl.r eSaod yl ¢
tickets. She saidpok | 6 m r e a | timycousiasrare yisitihgu

Joe Donobt worry. We 6 | | find someone el se. WI

(Paterson, 2011: 8)

Answers:
1. Joe and Anne have not changed the words they heard.

2. The words in bold have two functions and may not Haaen used by the original

speakers. First, they can signal that someone is about to use the actual words spoken; thus,
they act like speechmark8g) . Second, they give an i mpres
i n the context o buggedtsithat Sthve avhssgnelow impatientsvhea n 0
he spoke; Aheyo suggests that Anne was sur
that Kate sounded sorry or probably was sul
Anne was critkaeaami glit Kat@ge ditl oohat Kat e wa

about her behaviour.

STAGE 2: Controlled practice for giving students time to manipulate the new

language forms

Example: Heads

One could use a transformational activity like the following one (Pate?€dd.: 9).

1. Il s that blue scarf Peter ds? (it)

A Thatbluescatff i's it peterés?

2. Does the big bookshop on Cambridge Street sell French books? (it)

AThe big ééeéeéeéeeéeecéececéecécececeeéceceécee

3. My little brother is always borrowing my clothes. (he)



/////////////////////////////

AMy |little éééééééééééééééééééééeéeéééécééd

4. | bought these three new shirts for £5 each! (them)

AThese éééeececeééeeceééeececeééeececeeeéeeccece

5. Did the man who rang this morning give you his name? (he)

AThe man éeéeéeéeééeééceééceéceéeeéeeéecée

Answers:

1. Alreadygiven as a demonstration, to make sure the students have grasped what to do

before they start giving the answers.

2. The big bookshop on Cambridge Street, diossll French books?

3. My little brotherheb s al ways borrowing my cl ot hes.

4. These threaew shirts, | boughthem for £5 each!

5. The man who rang this morning, didgive you his name?

Example: Vague Language

I f the teacher decides to teach the vague
everythingodo and #dor s 0 me disbrimmagioncexersigelokethec o u | d

following type(Paterson, 2011: 10)

Mel: Have a seat. Would you like a coffee somethin@ (1) (and everything or

something

JoNo t hanks, |l 6ve just had one. Listen, hav
flat and her job éeéeéé. (2) (and everything

Australia to work as a tour guide!

Mel: Really? What about her fancé andfamil é ¢ éé. (3) ? (or somet hi



Jo: Her fianc®0s not here at the moment. He &
something / and things like that). Maybe he can get a job in Australia too.

Mel:1 suppose so. But -maledhsnuréeé éséh.e (h5a)s n(dotr eavn

or something) yet.

JoHer mum wonoO6t be happy. She plays tennis
eeéeé. (6)! (or something / and everything)
Answers:

1. Already given

2. and everything (preferred)
3. and stuff

4. or something

5. or anything

6. and everything

At this second stage, the dialogue used in Stage 1 can be gapped or jumbledsaad re
The students can also be asked to write dialogues of their own that incorporate certain

spoken grammar aspects.

STAGE 3: Freer practice

In order to check the studentsd natur al us e
up a number of speaking activities such as dialogues. The learners are expected to interact
more freely and employ certain aspects of spokemgyar. The ultimate aim is to

spotlight and correct the inappropriate uses of spoken grammar aspects. Below is the
fifteenpoint list of spoken grammar aspects that Paterson (204)1:has selected from

Longman Grammar of Spoken and Written Englisiz Biber et al. (1999; cited in

Paterson, 2011) and ti@ambridge Grammar of Englisthy Carter and McCarth{2006),

for teaching purposes.



1. Demonstrative Pronoun Use in Spoken English

Example: AThisi s nice, isnoét it?

B:Yes but theydve put thethatabl es t oo cl

2. Discourse Markers Introducing Direct Speech

Example: Then she saidokl 6 m goi ng h OKnare youSakinglatagiai d,

3. Ellipsis
Example 1A: Wantto share a taxi?
B: | 6t | ov e
Example 2A: More tea?

B: No, thanks.

4. Heads
Example: A:The broken cupsdid you throw them away?

B: Sure.

5. Interjections

ExampleeA:Wow, t hat 6s great!

B:Oh,good. I thought youdd Iike it.

6. Linking Adverbials

Example:A: Anyway, | missed the bus.

B: Were you latethen?

7. Past Continuous for Reporting Speech

Example:Megwas sayingghéd s sol d her <car .

8. Response Questions

Example: A: | rang the police last night.

B: You did what?



9. Response Words

Exampl e: A: |l 611 see you at |l unch, then.

B: Fine. / Great

10. Spoken Discourse Markers

Example: A:Right, shall we start?

B: OK.

11.Stance Adverbials

Example: A: Have yoactually got a ticket?

B: Of course

12. Statements as Questions

Exampl e: A: |-thaile done all my e

B:So youorg?ready to

13.Tails
Exampl e: Athisjackesbs cheap,

B: But are you sure ités |l eather?

14.Vaque Language

Example: A: Did you see th#ting on Africa last night?

B: | did.

15.Vocative Use
Example: Mike:Steve come and see this!

Steve: What is itMike?

Paterson (2011) argues that using such three stages in relatively short speaking skill

courses or the speaking components of longer general courses can sensitise the students to



spoken grammar. He stresses that some students are more likely to coniticoeptrate

aspects into their linguistic repertoire.

Patersonods mo d e | IS a refl ec+raatice o f t
Production (PPP) model described by Thornbury (1999). Presentation, reflected in
Patersonds Stage 1,rsareyreseried with the tsrget grammatieal | e a
structure(s) (such as heads) in decontextualised sentences or dialogues. The practice stage,
Patersonds Stage 2, I's aimed at achieving
manipulate the grammaticall e ment (s). The production stag
3, has the ultimate aim of achieving fluency. This stage is complementary to Stage 2 since
accuracy alone is not enough to ensure mastery of a SL/FL. At this stage, students have
more freedomnto practise the grammatical aspects, but this freedom does not suggest that
there i s no restructuring of | earnerso6 pr o
more limited than it is at the first and second stages. This kind of organisation
(Presentatiord, PracticeA Production) is typical of many published ELT courses. It has a
logic that is appealing both to teachers and learners. It also reflects the way that other
skills, such as playing tennis or using a computer, are learned, i.e. knevidedgmes a
skill through successive stages of practice. Moreover, this model allows the teacher to
control the content and pace of the lesson, which, for new teachers in particular, helps them
cope with the unpredictability of classroom atmosphere. itprad e s fia conveni en
onto which any number of |l essons can be m
paradigm, he notes, has been criticised because of some of the assumptions it makes about
language and language teaching. It assumes, for exathptelanguage is best learned
gradually, one point of grammar at a time, and that the teacher, by choosing what point of
grammar to focus on, can influence the process. Research suggests, however, that language
acquisition is more complex, less linear é&sk amenable to teacher intervention. The PPP

model also assumes that accuracy precedes fluency. However, he continues to argue, all



learners go through a long stage of making mistakes; meanwhile, they may be perfectly
capable of conveying their intendatkanings fluently. As in L1 learning, accuracy seems

to be acquired relatively laté: a k i n dunimgfof afsystene which is already-apd

r u n n (Thowoplury, 1999: 129). Delaying communication until accuracy is achieved may
be counteproductive. It seems that it is by means of communication, rather than
preparation for communicati on, t hat the

develops.

3.2 A Pedagogical Spoken Grammar Model: McCarthy and Carter (2002)

Having identified the key dcrepancies between the traditional teaching of spoken
English and the features of their spoken corpus, McCarthy and Carter (2002) have

developed a model of spoken grammar to be integrated into speaking skill curricula.

3.2.1 Background of the Model

McCarthy and Carter (2002) acknowledge the inadequacy of the traditional
standard, writteftanguagebased approach to teachispoken communication and specify
that communicative approaches to the teaching of a SL or a FL have to include aspects of

spoken grammar. In their own words:

Language pedagogy that claims to support the teaching
learning of speaking skills does itself a disservice if it ignc
what [l inguists] know aboi
can be very faint hope for a natural spoken output on the
of language learners if the input is stubbornly rooted
models that owe their origin dnshape to the writter
language (p51).

The model they suggest incorporates instruction of spoken grammar into a curriculum
designd t o develop | earnersdé speaking skil!l

life. They argue that if learners are to operate flexibly and more naturally in a wider variety

of spoken and written contexts, they need to be equipped with more granhciadicas,



i.e. be taught the structures of spoken grammar alongside the structures of written

(standard) grammar. They state that:

[elven much corpubased grammatical insight (for example,

otherwise excellent early products of the UniversityBafmingham
COBUILD corpus project) has been heavily biased toward evic
gleaned from written sources. Therefore, we believe it is time
consider some of the insights a spoken corpus can offer, and to
to relate them more globally to the oakrproblem of designing

pedagogical spoken grammar. We do this in the form of 10 princ
that might inform any spoken grammar project, and which, we feel,
us a distinct purchase on this relatively recent area of pedag
interest(McCarthy anl Carter 2002 51-2).

They explain that the perception of the functions of particular structures, unrestricted by
Standard English rules, enables speakers to make choices between the aspects of standard
grammar and those of spoken gramn&uch perception also influences the relationship
between interlocutors by making it rather formal through the use of standard grammar
aspects, or interpersonal and interactive through the use of spoken grammar aspects. In
other words, the aspects of spokgrammar, they claim, enable a greater degree of
interpersonal and interactive language usess of a language which are in harmony with

the goals of most communicative language teaching (CLT) projci®over, McCarthy

and Carter (2002) note that sucherpersonal meanings that only spoken grammar can
convey are worthwhile and very suited to the nature of the conversational process which is
interactive, most often interpersonal and takes place in real time, with no time for detailed
planning. The corersational process suggests that the grammar of spoken language differs

in many ways from the grammar of written (standard) language. For this reason, they
argue, teaching standard grammar only does not ensure an efficient preparation of learners
for speak n g . Al t hough i n publ i c conception sp
students need to be made aware of the point that what is commonly thought of as

Airregularitieso or fAungr ammaotcurdng stractues pe ct s



which can beused in spoken English, provided that the setting is not formal, such as an

interview with someone in authority, an academic presentation or a formal speech.

McCarthy and Carter (2002) recommend lahl approach to teaching spoken
grammarlllustration refers to examining, wherever possible, real data which is presented
in terms of choices of aspects relative to context and use. inténaction stage, students
are involved in discoursgensitive activities which focus on the interpersonal uses of
langpuage and the negotiation of meani ngs. Su
awareness of these interpersonal, interactive properties through observation and class
discussionlnduction takes the awarenesaising a stage further by encouragiegrhers
to draw conclusions about the interpersonal functions of different grammatical options and
to develop a capacity for noticing such aspects as they move through the different stages of
language learning. McCarthy and Carter (2002) believe thatdactine approach, such as
the k-l approach, is more fruitful than the PPP approach adopted in most traditional
grammar books. Traditional approaches do not aim at raising awareness, and thus need to
be reassessed. They suggest that the PPP approack tedit extended to include
procedures which involve students in higher awareness of the nature of spoken and written
distinctions and a range of grammatical choices across and between these modes. In their
point of view, if the three procedur@Bustration, interaction and induction) are developed
in tandem with a syllabus in which the language presented is not wholly constructed on
sentencéased decontextualised examples, teaching spoken language using-lthe |
approach is likely to result in a mor#fextive acquisition of fluent, accurate and natural
conversational skills. Although McCarthy and Carter propose thatithepproach should

replace the PPP one, they do not claim this to be a final approach.



3.2.2 Model of Spoken Grammar

Based ortheir analysis of a large corpus of spoken data, and in response to the

guestion MAWhat makes the grammar of a | ang
Carter (2002) have put forward a model of
basic usiat, coimpheaity, o Ainterpersonal and

voice, 0 Aposition of clause el ements, o0 ficl a
sequences, 0 fAthe comparative <crit eaatveon, 0 f
u s e Mhs. model integrates spoken grammar teaching into speaking skill syllabi. They
declare that their ten criteria may not be the only possible ones and invite other discourse
analysts and teachers to add their own eleventh or twelfth criterion. Hinkel &osl Fo

(2002) emphasise that the ten criteria developed by McCarthy and Carter represent a
foundation for designing grammar speaking curricula in ESL and EFL alike. Each of the

ten criteria, McCarthy and Carter (2002) note, are exemplified with extracts them
CANCODE spoken corpus. The corpus tape recordings were made in a variety of settings
including private homes, shops, educational institutions (although informal settings),

offices and other public places across the islands of Britain and Ireland.

3.2.21 The Basic Unit

McCarthy and Carter (2002) point out that examination of conversational
transcripts raises the problem of the frequent occurrence of units that do not conform to the
notion ofwelf or med fAsentenceso with fimaind and 0f:¢
turns often consist only of phrases (fragments), incomplete clauses or clauses that look like
subordinate clauses, but which seem not to be attached to any main clause. Hockett (1986;
cited in McCarthy and Carter, 2002: 52) makes the point that while degcanalysts have

l ong i gnored such phenomena, fspeakers and

them very frequently i n t heir speech. Su



communicative |l oad. o6 The f ol | owitsfrgquenttya mp | e
encountered in a spoken corpus. The aspects considered by traditional, proscriptive

grammar (standard grammar) as fprobl emati co

Example (McCarthy and Carter, 2002: )

[Speakers are sitting at tlnner table talking about a car accident that happened to the

father of one of the speakers.]

A

Speakerl | 61 | | u Jakethabok.e t hat of f .
Speaker 2All looks great.

Speaker 3[laughs]

Speaker 2Mm.

Speaker 3Mm.

Speaker 2l think yourdadwasa mazed, wasnodét he at the damag
Speaker 4AMm.

Speaker2 |1t ds not so much the parts. l'tds the
Speaker 40h that. For a car.

Speaker 2Have you got hold of it?

Speaker 1Yeah.

Speaker 2It was a bit ermé

Speaker 1Mm.

Speaker 3Mm.
Speaker 2A bit.

Speaker3 That dés right.

Speaker2 | mean they said theydd have to take
is isstraighteningapaneAnd t hey oo ®hl nke 1 tbds all ne.\

do thisbd.

Speaker 3Any erm problem.

Speaker 2As soon as they hear insurance clain@h, | et 6s get it right
Speaker 3Yeah,yeahAnyt hing to do witht@é

Speakeric Yow.( The sgdonbiondificates interruption by



Speaker 3¢ coach work is eré

Speaker 1c Right.
Speaker3cf at al , i snot it ?

Speaker 1Now.

In this example, McCarthy and Carter (2002) have observed the following phenomena:

il ndeterminate st rTakethatofe sarf | sl tihpdkskcjomaltnfAib

that of6? Is it an imperative? IBAIl looks gread we | | formed? Whdat i s
t heyoor?e) ;I i ke

iPhrasal utterances, c o mmu n Ohctlaato ifioed car. @ o mp | ¢
an @dnyiproblem 6) , but not sentences in the tradi!H
iTAborted or incdmplwatse astbvodcteumes AA bi t .
iAfSubordinated cl auses, not obvi ouAssogn conne

as they hear insurance @a.0 ) ;

il nterrupted structures witAnythhei nogt htea dcp e

coach work iso0ér @nfdatal isndét it?

iWords of wuncl earYow)ammatical <cl ass (A

A more complex question arises with jeprioductiongrammatical unitsi.e. units which
are complete only when a second participant adds his/her contribution, as in the following

example taken from McCarthy and Carter (2002: 54).

[Customer and a waiter in a restaurant]
CustomerYeah.Let 6s just have eré
Waiter: Some rice?

CustomerYeah.



McCarthy and Carter (2002) report that naturalbgurring phenomena such as the
ones listed above raise questions about the nature of basic units and classes in spoken
grammar. The solution, they suggest, seems to be to raise the sthwusvord, phrase and
clause to the status of the independent unit (sentence). There is also a need for recognising
the potential of joinproduction units and downplaying the status of the sentence as the
main target unit for communication. However, tlaet that welformed sentences exist
side by side with a variety of other types of spoken grammar units (such as joint
production units, ellipsis and incomplete structures) raises further questions: what status
does the tradi t-VedOglecn otcilausi@®ubhjasvcet i n En
data? Are the delliptedo @Ay eam problera?s aonfd c ot
fiTakethatoi i n t he f i Senterice& aimp | teh e asnalc dind e x amp
and partial forms of t hfermédsenterices ofgvritterments r , o
elaborated versions of the economical spoken structures? Are they elaborated because they
have less contextual support in wrdi and thus must necessarily increase the amount of
redundancy? McCarthy and Carter (2002) state that there are no simple answers to these
guestions, but oneods stance toward t hem ¢
considered as correct or acceptadnhel adequate in pedagogical grammar. If one accepts
the integrity of such nostandard units in spoken grammar, the latter is likely to
i ncorporate and accept them as fHdadequatel.
phrase fnHnadequatelpl ¢éot mediovel $¢ pPpoeimedo whi c
nativespeaker intuition. When native speakers are asked to judge the grammaticality of
decontextualised structures, they tend to say whether they are grammatical or
ungrammatical according taritten standads, the rules dictated by standard grammar.
Corpus evidence is different from intuitiVve
(internal, in the grammariands or i nfor mar

recorded as used and prefdyatupported by widespread occurrences across a number of



speakers)o (McCarthy and Carter, 2002: 55
grammarians toward a socially embedded kind of grammar (spoken grammar), one with
criteria for acceptability basesh adequate communicability in real contexts and by real

participants. It is evidence that cannot si

3.2.2.2 Phrasal Complexity

Pedagogical grammar generally describes the full structural complexity of any
given unit,but, McCarthy and Carter (2002) argue, significant differences may exist in the
distribution of certain elements in actual discourse. The noun phrase is a good case in
point. Although in English there is considerable potential for accumulating adjeatides
noun modifiers before the head noun, this rarely happens in everyday conversational data.
I f we t a kheo utshémadwoodpasition, for example, we find 1.379 occurrences

of it in a 2.5million-word sample of th€ ANCODE corpus.

Example (McCathy and Carter, 2002: 55)

Speaker 1Y e a h a bigthéusesix bedrooms.

Speaker 2 B lar§eshousglovely, just right.

In this example, where attributive adjectives occur, there is an overwhelming preference
for simple fAdeter moivernrd +confd gadjae ctoinse H h
structure t hathoaadaede@thedufoub emd rt dho mie dFurtherus e . 0
specification of the house is given in pbstad appositional itemsik bedrooms and just

right). In a mixed written corpus sate of the same number of words, it is not difficult to

find more complex adjectival configurations such as the following ones.

i Living in a big, dirty communal house at i ng rTaebGuardiam &ctoler 13,
1991; cited

in McCarthy and Carter, 2002: 55)



I Thecozy lacecurtainedh o u s €hé OlfserverMarch 22, 1992; cited in McCarthy and
Catrter,

2002: 55)

These examples show that a speakeay roreate a structurally complex noun phrase in
ordinary conversation, but s/he would probably sound at best formal and at worst pedantic
and bookish. Therefore, it is highly important to recognise the difference between what
Acan be saidofAii v mr@0EKLLi meldy whaitd. 06 However,
explain, i f ones aliameofits ssati rdy cotthe riskesf/retamsengfi r u n
to old days of behaviourism, describing behaviour rather than the system of language that
users employA partial solution, they suggest, lies in how one defgresnmar A useful

di stinction c oudetkrminigticgma dnena bv mabakisity M&A mmar . 0
Deterministic grammar faddresses structura

56); for example, the pagsense morpheme in English igd, rather than-ing, and the

art ithedl eprfiecedes the noun, rather than follo
hand, Aconsi ders what forms are mosthe | i kel
probabilities may be strong or weako ( McCa
259) sees the basic nature of | anguage as
that. o I tkonen (1980) di stingui sl ateredbet we e
sentenceso and mai nt ai ns t hat probabili st

statements of probability. Probabilistic grammar also needs analytical evaluation to
understand well the forfunction relationships in particular contexts, fravhich usable
probabilistic statements can be constructed. McCarthy and Carter (2002) note that the issue
of phrasal complexity and its different distribution in data is rather subject to the principles

of probabilistic grammar, not deterministic grammar.



3.2.2.3 Interpersonal and Textual Meaning of Tense, Aspect and Voice

Linguists have long recognised the different distributions of tense and aspect forms
in written and spoken data. McCarthy and Carter (2002) explain that the fact that
conversations are fage-face (or at least, in the case of phone conversations, occurring in
real time with a real listener) affects grammatical choices that construct and reflect the
participantsd interpersonal r & dpeakeilistenes hi ps .
relationship is indirectness. Brown and Levinson (1987) consider the latter as a politeness
strategy that minimises Iimposition and #fAthr
that such a strategy (indirectness) often manifestdf its tense and aspect choices that
have traditionally been proscribed in pedagogical grammar, such as the use of the present
progressive form with verbs considered to I
Al i keo and Ahave ottleseverbB maydgndeedsbe rane er-adistemt ms

in written data, but are not rare in spoken data, as illustrated in the following examples

where the speakers seem to be adopting an indirect orassertive stance.

Example 1(McCarthy and Carter, 20038)
[A telephone inquiry to a travel agent]

Customer:Oh, hello, my husband andafe wanting to go to the Hook of Holland next
weekend.

Example 2(McCarthy and Carter, 2002: 58)
[Speakers in a business meeting]

Speaker 1So, all of that. You see, wheou devolve power as they did with the divisional
structures, just all went off and did their own thing. And unfortunatelg wee havi ng t
sort of come back from that and say, well i

to cut our costs.

Speaker 2Yeah.



Another illustrative example of how spoken grammar reflects a range of tense and aspect
choices open to speakers in order to creat e
going to. o0 McCarthy and aCairotnearl (dle9slicbbe prteipoonr
going ta often concentraten the temporal semantics of future actions rooted in the
present fe going top a s migaing 0s$ &1 | t hat car o) , as oppo
detached from the presentvilf, as i n dneddaywilt b eNet he | ast | e
Al ternativel vy, t e x t EnglishkGramras in dJgel1985s citddunr p hy 6 s
McCarthy and Carter, 1995) usually concentrate on speech acts such as expressing

Ai nt ebagoiogntdd & nd A mo me n will).dnf realdspoken slatap howeve(,
McCarthy and Carter (1995) argue, the picture is more complex, and the choice often
seems to rest more on interpersonal stance than any of the considerations mentioned above.
The following examples highlight the difficulty applying the norms of writtelanguage

based (standard) grammar to conversational exchanges.

Example 1(McCarthy and Carter, 1995: 213)
i [The hostess is late in the evening at a party in her house.]

Hostess[Yawns] Oh dear,d m g o havegto go to bed soon.

Example 2(McCarthy and Carter, 1995: 213)
i [Emily and her friend are having lunch in a restaurant.]
Emily: [To her friend] 8 m g o havegthetdeefried mushrooms, you like
mushroonysu? donot
[A couple of minutes later]
Emily: [To the waiter] & Ihdve the deefried mushrooms with, erm, an old time burger,

can | havecheese on it?



McCarthy and Carter (1995) explain that in the first previous example, evokimgtibe
of Aintentionodo would not make much sense, r
i f the speakerwllpt hesheateg¢sshi shi avoddl d have

The f unbetgoimngd oif n At hi s e x a mpirddieegnessoepolitesesst o0 d o

to the speakerds guest s, stressing interpe
the second previous example, the notion of
for thewlls®ei mde iit i s eakerr(Bmilys hae areadytdéfiaitely t h e
deci ded what she iIis going to orderfrieetvhen s

mus hr o @engoingpto ishoul d be regarded as the ver
behalf o f t h ewilles pie s k a r rah angt @atalbheduvérb which is more
suitable when addressing a waiter, for instance, rather than a friend. If the speaker (Emily)
had softened and personalised her speech v
fiwilo woul d have beenlthlnk Wdhlayv eg,0 o&do )c.hoTlci s i n
explains why in the following exampwillé, gi Ve

~

i s used hegongtedad of 0

A:Bef ore you get to Skipton now theybéve mad
B: Oh have they?

A: Youw O nkindw it.

Al t hougdr efinybotu kgnooiw gi ttoo i s possi bl e, it woul
indirect on the part of Speaker A. Instead, the latter communicates very directly and
assertively that Speaker B does not know it and does not need to know it. This
interpersonal explanation, McCaytland Carter (1995) add, also fits well with shifts in

verb choice in informal radio and TV weather forecasts, where forecast tellers may turn
neutral predictions into interpersonal evaluations, as the following examples (McCarthy

and Carter, 1995: 214)ukstrate.



I Temperaturewill be below freezing, anddts g ole itygon thase country roads, so

dotakec ar e i f youdre drivingé

I With the westerly winds, those showarg goingtomar ch east war dsé

The meanings created by tense and aspectehaonay also be textually oriented, as
argued by McCarthy and Carter (2002). Such is often the case in oral narratives, in which
speakers exercise considerable freedom in tense and aspect choice for the dramatisation of
events or their foregrounding and ckgrounding. This does not imply that written
narratives do not exercise freedom with tense and aspect choices, but, once again, the
distribution of such choices is different in the written and spoken modes. In addition, the
variation and rate of changeoin one form to another tends to be more intense in spoken

narratives.

Example (McCarthy and Carter, 2002: 59)

[Speaker 1 is telling a story about how difficult it was to buy his favouriteream,

c al Ma d n idimg small, provincial English town.]

Speaker 1Sowe® r e | m thére amdgwe a n 6 tanyfMagnuims, so wirn round
and he actuallynterrupts hi s phone cal l to say O6You know

wes aiHhv@® you got any Magnums?2d

Speaker 2Mm.

Speaker 1And he sort oshookhi s head in a way as to say
s uch t lhwasagomplede rejection.

Speaker 3Yeah.

Speaker 1And we, we a sort afook a step back from the thing, and therevés labeled

Magnum.

Such variation between tipastsimple and the soalled historic preseng not random, but

coincides with important segments of the narrative, where listeners are taken in and out of



the storyworld in real time, as if they were participating in the drama themselves. Once
again, McCaty and Carter (2002) assert, real S p
attention from considerations of the semantics of time frame and aspect to textual and

interactive interpretations of vefbrm choice.

Like tense and aspect, voice is very sebdnd varied in the grammar of
conversation. According to McCarthy and Carter (2002), in conversations there is a natural
focus on the corbe-passive The work was done wgliin contrast to the active voic¥qu
did the work we)l. However, when lookingt a large amount of conversational data, it can
be noticed that thgetpassive, much more frequent in spoken data than written data, adds
a further layer of choice. McCarthy (1998) indicates that much attention has been devoted
to the typical absence @xplicit human agents igetpassive sentences as well as the
interchangeability ofet andbepassives. Thgetpassive has been observed to coincide
immensely with the absence of an explicit human agent, in that out of the 139 examples
from the CANCODE corpus, 130 have no human agent explicitly stated. The emphasis is
on the person or thing experiencing the proesded in the verb phrase, rather than its
cause or agent. He recommends that this point is highly useful for teaching. Such kind of
points about thgetpassive is different from that of structural prescription; for example,
the passive is formed withd past participle, not the base form of the veklmong the

examples which do have stated agents are the following ones (McCarthy, 1998: 83).

i Most things got written up bsgcribes

i The whole bus got stripped Hiye Italian police.

i He got sued btheowners.

T You get intimidated byhe staffon the labour ward.

iShebs goingthewolfget eaten by



These agents (the italicised words), he explains, are somehow impersonal, in the sense that
they do not refer to a specific person, or, in the casieeofvolf (last example), nenuman.

The other point highlighted by McCarthy (1998) is that the debate about the
interchangeability ofjet and be-passives has directed attention towards the potential of

figed for focusing simultaneously on actions andirttimal results. Other considerations

that have come into play are whetlyatpassives correspond to contexts where usually

bad fortune plays a r blégotkiled taltgbtl@meent He f or
points out thatgetpassives avoid satisfactory description (89 % of occurrences). The
CANCODE corpus, he demonstrates, contains §88passives, from which a very
consi stent pattern emerges: of the 139 exar
a state of affair¢hat is signalled by the conversational participants as undesirable, or at the

very least, problematic). The 124 examples include verb phrases sgohlasked in/out,
didnét get pai d, got kill ed, got i€kedwon,g ab ol
get criticized, get beaten, got lumberaad get intimidated (McCarthy, 1998: 83).
However, he highlights, in a number of the

circumstances that are rioherentlyi adver sati ved or undesirabl e

Example 1 (McCarthy, 1998: 84)

[A customer in a village shop has just realised that the-kEheper has remembered a
nei ghbouroés fish order, but forgotten her

neighbour humorously:]

SpeakerSoyou got rememberedandour cat got forgotten.

Example 2(McCarthy, 1998: 84)

[Students talking about an upcoming hectic social Hiafde]

Speakerll 6ve got invitegdwelt o the school ball

Speaker 2Are you?



Speaker3 Donod6t really fancy it.

McCarthy (1998) explainstha it i s t he speakerds stance toc
as undesirable or problematic, rather than the situation in itself. In the first example, for
instance, although the situation is clearly beneficial for the neighbour whose fish order was

not forgotten, the speaker sees it as pathef ownmisfortune. Similarly, in the second

example, despite the fact that Speaker 1 was invited to the school ball, he considers this
situation as undesirable because his classmate (Speaker 3) was not limwteel.of the

relatively few occasions, as in the following example, where the context is clearly
beneficial rather than Aadver sat gevpassie it C
that the speaker overlays, in this case suggesting a dowrpla¥iselfpraise when

reporting success.

Example (McCarthy, 1998: 85)
[ The speakers are talking about Speaker 206s

Speaker 1And were those like junior matches or tournaments or country matches?

Speaker 2Er, both country and er, well | played country championships and lost in the
finals the first year and drgot picked for the country for that, and then so | played

country matches pretty much the same time.

Speaker 3Right, good.

Sussex (1982) stsses that discourse analysts and linguists have to be careful not to run the

risk of oversimplifying the adversative / beneficial dichotomy discussed above. McCarthy
(1998) suggests that the key to understandingétpassive is to recognise thatéflects

the stance of the speaker, rather than the content of the message. This type of passive is an
out standing case where discarding spoken se

states thatthgetpassi ve fAmi ght i ndebatdis boasiderablylessgui st



complicated] the moment we look upon it as [not a mere content of a message, but as]
something the speaker overlays onto events

(McCarthy, 1998: 85).

McCarthy and Carter (2002pst light on the point thdte- and getpassives form
only two points on a scale of passiveness that involves géteand have constructions

in a variety of configurations of agent and recipient roles.

Examples 1i 5 (McCarthy and Carter, 2002: 60)
1. You see, if ever yoget yourself locked out

2. Riangot his nose pierce@nd it was so gross.
3. The tape seems to haget stucke

4. When the police came, they called a local garagehaddwo recovery vehicles free my

car.

5.0urnextdoorneigb or 6s house was b halkfewmthingndtolen agai n,

They explain that, not only do the previous five examples reflect bad fortune or display
different syntactic patterns (such as reflexive andneflexive objects and the presence or
absec e of itnd dutaisa displag different nuances of representation: Examples 1
and 2 suggest some responsibility on the part of the recipients, Example 3 suggests
indetermination between an event and a state, and Examples 4 and 5 suggeshadliffer
terms of volition. Spoken grammar devotes detailed attention to such complex phenomena

which seem to be downplayed by written (standard) grammar.

The point to be made about spoken grammar in relation to tense, aspect and voice is
that a wide rangef grammatical functions is available to speakers to create and reinforce
relationships and to involve or detach their listeners. The-plerdase morphology (tense,

aspect and voice) plays a key role in signalling these functions; therefore, McCarthy and



Carter (2002) recommend, it would be a disservice to learners if they are restricted by
proscriptive, incomplete rules of tense, aspect and voice which are based only on written

data.

3.2.2.4 Position of Clause Elements

McCarthy and Carter (2002) indicate that pedagogical grammar looks for the most
effective guidelines for the user, and rules about the positions of clause elements are
extremely useful. The positions of adverbials are one such area where recurrentyerrors b
learners are marked and warned against. Although standard grammar stresses the flexibility
of adverbial positioning in the clause, it gives the basic positions as final, initial and medial
(between the subject and verb). Eastwood (1994; cited in McCarttiyCarter, 2002)
warns against incorrect placement of adverbials between the verb and direct object; for
instance She speaksery wellEnglish However, McCarthy and Carter (2002) clarify, in
spoken and certain written registers, most notably journglismt hi s Ar ul eo i s

contradicted.

Example (BBC Radio 4 news, 3.8.98; cited in McCarthy and Carter, 2002: 61)

Mr. [name] said he will fighvigorouslyattempts to extradite him to Britain.

Moreover, McCarthy and Carter (2002) explain thaEnglish conversation, there
is evidence that positioning is even more flexible due to the exigencies dinmreal
synthesising. For instance, adverbs, as in the first and second following examples, and
adverbials which may occur after question tags, akerthird example, are not normally
considered amenable to final placement in written texts, but regularly occur at the end of

the clause in conversations.

Examples 1i 3 (McCarthy and Carter, 2002: 61)

1. I was worried | was going to lose it and | cithost



2. You know which one | meaprobably.

3. Spanish i s moousidewfEi®fey used, i sn

(@}
—
—

Ordering of elements in the clause is also likely to be different in spoken and
written texts because of the rdmhe constraints of unrehearssgoken language and the
need for clear acts of topicalisation to orientate appropriately the listener. It is not
surprising, therefore, to find phenomena such as fronted objects much more frequent in
conversations than written texts, as well as emphdicement of adverbials in first

position (McCarthy and Carter, 2002).

Example 1(McCarthy and Carter, 2002: 61)

Thosepipehe sai d hebds atheotharsiyhddscogoinegtead; di sc

Example 2(McCarthy and Carter, 2002: 61)

Theeighteenthit starts.

Even more notable in spoken data are the occasions when content matter is placed
outsidethe core clausal positions, in the form of what have traditionally been determined
as Ml eafntd-diispghtedd aod -dfiidcafge dd el ement s, (
preferabl yposeerdnte dpriidp e o 9 tt e ms , or fAheadso
and Carter (2002) go on -dtios|l arcqaue dod h a&tl ek n
shown inthe following examples, are most typicallygie noun phrases, they can fulfill a
variety of functions outside the conversational clause structure (see Chapter Two, Sub

section 2.2.2.2 Heads, p. 78).

Examples 1i 5 (McCarthy and Carter, 2002: @P)

l.Pau, i n this job thads hiedtso gtohhe nofwf, i avdh elme b=

w h e r egoihgeodbs sent.



2. A friend of minghis uncle had the taxi firm when we had the wedding.

3. His cousin in Becclesher boyfriend his parents bought him a Ford Escort for his
birthday.

4. 1 mean typicallyan Americanyou shake hands with an American, tell them your name

andi mmedi ately theyol |l start using it.

5. Well, this little story | was going to tell you abouitvas on holiday with an elderly

friend ofmine in ButinsBar ry | sl and, South Wales, as vy

When examining conversational clause elements, a further linguistic aspect, tails,

can be noticed.

Example 1(McCarthy and Carter, 2002: 62)

And h e guge a comicthe fellow you know.

Example 2(McCarthy and Carter, 2002: 62)
[Talking about someone who has just had the disease shingles]

It can leave you feeling very weak, it can, though, apparesttiggles candt it ?

In these examples, noun phrase content is left until thevéng.should this be so? Aijmer

(1989; cited in McCarthy and Carter, 2002) explains that suchpossid elements (tails)

have a strong evaluative function and usually occur in contexts where speakers are
expressing judgments, opinions and stance (see €@hapb, Subsection 2.2.2.3 Tails, p.

82). Therefore, it would be wrong, McCarthy and Carter (2002) argue, to dismiss such
patterns as fAdperformance defectso or ARafte
postposed items if they want to sound moeeswal, or can learn about them to improve
their understanding of natur alo caonndv-efis @Ay h
di sl ocatedo phenomena (heads and tails) i S

elements pass without notice; conversatigraticipants do not consider them wrong or



Afaberrant o although they Ado not correctly
into the conversational bounds of the clause. Hence, the use of terminology such as
Adi sl ocati on, 0 M@OLZ aotd, is un issue do b€ makledelater, (n-Sub

section 3.2.2.9 Metalanguage, p. 150.

The criterion for spoken grammar which McCarthy and Carter (2002) stress at this
point reveals that the aspects whicimdomccur
not correctly fitd into the conversational
norms, should be given proper attention because they play key textual roles in
conversations. They add that the fact that such aspects are not peculiardb &mgjlmay
well be universal should not tempt grammarians and teachers to assume that they can
simply be automatically assimilated by learners. The latter may need to beexmdidily
aware that such patterns are admissible and very natural in a SL Bxfdsure to written
data alone or absence of reference to such aspects in pedagogical grammar can only

reinforce the wrong assumption that these e

3.2.2.5 Clause Complexes

In the discussion of the firstitarion (3.2.2.1 The Basic Unit, p. 126), the problem
of units of description has been raised, and the issue of subordination has been mentioned.
McCarthy and Carter (2002) state that it is often difficult to assign to a clause the label
Asubordisnatse ;partthicul arly so wit h-resirictvd ar e
whichc | auses. 0 I n a study of a corpus of Bri
McCarthy (1998; cited in McCarthy and Carter, 2002) have found that the majority of such
clauseshave an evaluative function (expressing opinions and judgments) and occur after a

pause or feedback from a listener.

Example 1(Tao and McCarthy, 1998; cited in McCarthy and Carter, 2002: 63)

I candét angle it to shibme goomet,thedomasn @&t sh aln



Example 2(Tao and McCarthy, 1998; cited in McCarthy and Carter, 2002: 63)

Speaker 1Well actually one person has applied.

Speaker 2Mm.
Speaker 1Which is great

In both cases, McCarthy and Carter (2002) explainwthieh-clause seems to be like a
second mawhi clhabdebéisandthadi ti mt ddthy clases,
of meaning, to produce fAmai no c | agniseelss) . Nat

fact; thisiswhymails ubor di nate fAblendsd occur .

Example (McCarthy and Carter, 2002: 64)

Speakerl Nearly a hundred quid a week. But t ha

Speaker 2Mm.
SpeakeriWhi ch 1 tdés all relative, | suppose

They cast light on the point that in spoken language, clause complexes ‘assdsgment
i n terms of wh at is to be considered fAmai
Schleppegrell (1992), this principle applies, not onlywibich-clauses, but also mis
notably to cl|l abesas® i(@mBeoeéusiedt hbgydre someh
thinko ) where the same indetermination betw

fisubordi natedo occurs.

McCarthy and Carter (2002) further note that other typedanfse complexes are
rare in everyday conversation, even though they might be evident in written texts. This
applies to several types of combinations of main andfimite subordinate clauses, such

as the ones in the following examples.



Example 1(Cambridge International Corpus; citedvitCarthy and Carter, 2002: 64)

Both airports were clearly identified as to counttyheing explicitly stated that Airport x
lacked both radio and tower.

Example 2(The ObserverNovember, 26, 1992; cited McCarthy and Carter, 2002: 64)

First stagedat the Glasgow Citizens in 1994, adédscribedby Williams as being a
Afcomedy of death, o0 the play sees Everett C

widow Flora Goforth.

These examples show that, onagain, corpus evidence strongly argues for a re
examination of the types of clause complexes found in spoken and written language as well
as the need for reconsidering the frequent

clauses (McCarthy and Carter,(02).

3.2.2.6 Unpleasing Anomalies

AUnpl easing anomalies, 0 McCarthy and Car
in examining everyday spoken data, researchers often encounter aspects that go against
either their own notions of acceptability or gealdieelings among educated users of the
language. Occasionally, irregularities do occur in spoken performance, but there is a
di fference between unsystematic Aoddi ti eso
across a wide range of native speakers ef Th and contexts in a corpus designed to
reflect a broad demographic and social spectrum as the CANCODE corpus is. When such
patterns become very recurrent that they cannot be simply ignored, they have to be
assimilated into the grammar of the languageClirthy and Carter (2002) have already
mentionedwhichclause blends that do not conform to the standard grammar rule -of non
reduplication of the subject, as in the third example seen in the previotsedidn

(Which i1itds al l). Bvenlnmd widespread bre gttergnpes tha contain



double negatives. The latter, usually occurring in clauses that state comments, are very

natural and common in the speech of almost all social and regional groups.

Examples 1(McCarthy and Carter, 2002: 65)

tshoul d f i t nothhatbig, )Jd odithdks it 6 s

Examples 2(McCarthy and Carter, 2002: 65)
SpeakeriWe pr obably wondét see much wildlife.

Speaker 2Not without binoculars, wa&v o n 6 t

McCarthy and Carter (2002) highlight a further kind of anomahasrecurs in the corpus
across a wide range of speakers: conditional clause complexes. These patterns challenge
the standard grammar rul ehavd h & tr o enx a Ihwed ecso ntd

clause.

Example (McCarthy and Carter, 2002: 65)

If 1&d have stopped, probably would have wondered what she was going to say. (instead

o fIf I had stoppect 0 )

I n spoken grammar , anomal i es or AT rrec
grammariands instincts concerni mgheckedlias ect n ¢
to their distribution across speakers and contexts. McCarthy and Carter (2002) argue that
when a sufficient number of examples from different native speakers of the language, in
different contexts, suggest that an aspect is normal and widdsphes aspect should be
incorporated into the grammar, even though it may still be deemed unacceptable in more

formal spoken contexts or writing.



3.2.2.7 Larger Sequences

It is only by observing actual pieces of discourse, both spoken and writteanéa
can properly describe the distribution of grammatical forms in the spoken and written
modes. Distinguishing the key aspects of written and spoken contexts is crucial to the
understanding of their widely different distributions of grammatical paterdsneanings.
It is also crucial to the prioritising of those forms and meanings in teaching (McCarthy and
Carter, 2002). In a recent study, McCarthy (1998; cited in McCarthy and Carter, 2002)
looked at grammatical patterns spanning several sentencdwl@ paragraphs in written
texts and several utterances in spoken texts. Based on earlier research, such as that of
Zydattiss (1986; cited in McCarthy and Carter, 2002) and edlaeia (1991, cited in
McCarthy and Carter, 2 0 0 8w sequevitial(patternsiofyténse wo r |

and aspect varied between spoken and written texts. In some cases, such as the following

example, the patterns wer e f ousedthplusioaldds a me i
sequence, where, in both written and spolkex &t s , initial Aused too
frame for the interpretation of subsequent

Example (McCarthy, 1998; cited in McCarthy and Carter, 2002: 66)

[Speakers 1 and 2 are describing how they took part in a cussomvey that involved a
remote computer automatically ringing their home telephone to collect data in the middle
of the night.]

Speaker 1Theyused tg you know, ring up early hours of the morning, well yeauld,
the phonev o u | dng, éheyd ring thatcomputer.

Speaker 2And theyid read it.
Speaker 3Yeah.

Speaker 2And ita go through the phone.



In some other cases, however, it has been found that certain grammar forms are
commonly and particularly used in one mode, but not in the other. For example, the future
patter n AYoearettobeat theaagport ah eigkthirty) is typical to liteary texts,
as McCarthy (1998) notes, and is, thus, extremely rare in everyday conversation, excluding
formal contexts such as meetings. Many teachers tend to teach sentences such as the above
i talicised o ndenpteswHirenrfact alfiobt éhe ddo ¥et, in reality, this
structure is very rare in everyday spoken language and has no significant place in a
speakingskill grammar course. He reports that in one million words of CANCODE data,
only four examples of f ut wityesmalfi tuterial tgroup o c c u

(Example 1) and three, one of which is repeated, in-femial meetings (Example 2).

Example 1(McCarthy, 1998: 78)
[ A tutor speaking in a university seminar a

€ And thereds al s drstseftence oflPride and Préjuaicefframmuchicts  f
this section has received its name fAlt i s &
i n possession of a good fortune must be in
have ironic qualificabn shown both by the rotundity of the diction and by contrast with

what is said in the following sentence that the contetobe not for the universe but with

the neighbourhood, not with the totality of mankind but with the surrounding families. Em

thabs al | it says about that bit.

Example 2(McCarthy, 1998: 79)
[A semiformal business meeting]

Speaker1 Oh no oh right well no but itds taken

Speaker 2Robis to look at it and Ann Pascde look at it and formal comments be
collatedand sent back to David.

Speaker 3And one month for that.

Speaker 2Yeah.



Speaker3 | think thatodéds safest.

McCarthy (1998) reveals the reason for the rarity of this aspect by regprtit hat fAbe t
its future meaning, is a distancing form suggesting external and impersonal authority that

may appear pompous or fatteeatening in facéo-face speech. In the latter, speakers

usually prefer to real i sex ptrhees ssiaommes nseuacnhi nags
too or figoing to.o It is not surprising, t
meeting and a tutorial where Aauthorityo ar

written contexts, on the other hand, haritative statements may be put forward without
Aiface threat, 0 especially in texts denotin

reporting registers.

Example (Daily Mirror, July 7, 1990; cited in McCarthy and Carter, 2002: 66)
ELECTRICITY CHIEFS TO AXE 5,000

Five thousand jobare to be axed by electricity generating firm National Power, it was
announced yesterday. Smaller power statigitisclose but bosses pledged no compulsory

redundancies over the next five years.

McCarthy (1998) ontinues to explain that the same functional sequence of reference to
determined future Emehtsedmhet wrhdveenad oirtms
i n spoken | angugnoiggetqofiwillée e e q s ® supppbsedntd. s Sic h
sequence are considered by speakers as nAdAsofte
faceto-face as it is the case in the following examialken from McCarthyand Carter

(2002: 67).

[ Speaker 1 IS a health service woerkteds i nf

handbooko that they are producing. ]



Speaker1 |1 6m sort of chairing the working gro
official nameis going toend up being something like Patient Handbook.

Speaker 2Yeah.

Speakerl But at the moment i1it, i1itdos | ovingly Kk

Speaker 2(laughs)

Speaker 1Youd ffidd it on the locker next to the bed or something, yeah.

Observation of larger sequences of language, such as the-sthtac ones,
depends othe willingness of the grammarian to take a discograenmar perspective, i.e.
to look beyond the bounds of the sentence in written texts, and the immediate speaker turn
in spoken texts. The criterion that McCarthy and Carter (2002) assert, at thisgpthat
certain spoken grammar aspects (such as tl
instead of the written form fbemote@denddd s c us s
stretches of text. Therefore, in order to detect such spoken grampeatsagrammarians
and discourse analysts need to take a discoursal perspective that goes beyond the sentence
or immediate utterance to establish the degree of overlap in such aspects, in written and

spoken language.

3.2.2.8 The Comparative Criterion

McCarthy and Carter (2002) mention that this criterion follows directly from the
previous suksection (3.2.2.7 Larger Sequences). So far, in all the previous six sub
sections, it has been argued that spoken grammar is, in many crucial ways, very different
from written (standard) grammar; however, there seems to be many overlaps between the
two types of grammar. Consequently, it would be a disservice to learners to have them
think that huge differences exist in the distributionegéry grammatical item in spoken

grammar and written grammar. What is needed is a thorough examination of a spoken



corpus side by side with a balanced written one in order that relevant differences as well as
similarities can be revealed and incorporated ihtodrammar of the language wherever

necessary. An example of this might be a comparison of conjunctions as they occur in a
spoken corpus and a written one. A pedagogical grammar entry might resemble the

following one (McCarthy and Carter, 2002: 68).

A Some conjunctions are particularly associated with writtespoken registers ar
particular positions in those regis
informal conversation, whereas it is more common in written English and u
occus in front position or, much less frequently, in rpiokition:

He had no private understanding with Mr.Gn the contrary he knew very little of

him.

AROn the oth efrequemtly m daih spokea and written language. But,
concessive adverb Athen again, o alwv
spoken and written language:

I f it had been at the bottom ofldegr c
havebeen built. Buthen again that goes on all the time.

A Other conjunctions that are more common in written than spoken language |
fiamccordingly, 0 Aimoreover, o0 Afurther/|
the event. o

A Other cmjunctions which are encountered more commonly in spoken than w

| anguage include Awhatoés more, 0 fas

The comparative criterion is, thus, a practical one designed to lessen the load and learning

fears for the student confronting spoken grammar for the first time.



A final point needs to be made in relation to written corpora: it is relatively easy to
incorporate newspapers and other journalistic texts into a corpus mainly because of ease of
availability and access on the Internet. However, an efficient written corpus should be as
widely sourced as possible to include the kinds of texts people read asea ohalaily
routine, not just quality newspapers. This would include mass mailings, tabloid news,
magazines, Web pages;nkails, signs, notices and advertisements. Some of these types of
written discourse have evolved or are evolving more toward spoies;sthe traditional
conventions of standard grammar are not highly represented in such text types. Research
with such a balanced corpus might yield a better picture of the scale of usage that exists
between formal, literary and technical texts, at the extreme, and casual conversational

texts, at the other (McCarthy and Carter, 2002).

3.2.2.9 Metalanguage

McCarthyand Carter (2002) acknowledge the inadequacy of the metalanguage used

throughout the discussion of their criteria. In their own words,

(é) [ W e have struggl ed, i

others, with a metalanguage that has not always been up

task of describing #gnphenomena we would wish to embrace

spoken grammar. This has been particularly noticeable ir

discussion on units and on subordinate and main clauses, \

we have often used scare quotes to hide our unease wit

terminology (p. 69).
The prevalence of quotation marks around the unfamiliar terminology, sueft-aght-
dislocated or misplaced, subordinate, main, sentence, and irregul&ities only because
the labels themselves are rarely dealt with by grammarians, but above all, they explain,
because much of the terminology itself is locked in a wrjtsntencéased perspective

on language. A metalanguage inherited from writeerguagebased (standard) grammar

brings with it its own metaphors and assumptions which can often create inconsistencies



when applied to spoken data. This metalanguage leasrbere apparent in the sabction

that disecuaseéediflegegbhtedo el ements (3.2.2.4
p. 139). McCarthy and Carter (2002) express their dissatisfaction with the notion of

Adi sl ocationodo or fnat it supglesss ceighar éhattsontethirg rhasbéen gt
moved, or that it is not in its right place. There is no evidence in real contexts that any
aspect is in an abnormal position, or that real language users have any problems with such
forms when they occur. Merover , they cl a-Dmanhtd-afiatgbegenm
unsatisfactory, arguing that they are pdgeen: other major world writing systems
compose their pages vertically, such as the Chinese writing system, or from right to left,

such as the Aabic writing system. They also argue that such labels are very inappropriate

to spoken | anguage which has no Al efto or ¥
this respect, thepobbhgl é dpresednddynpastid
|l ess misleading. McCarthy and Carter (2002
better t e f/right-d it shlaonc ad& | eedf6t] to describe the p
fheads (topico Ji dailsh M espectively, a sor nme@aphers. appr o
Furthermore, they point out that the problem of classification of certain structures such as

fiAs soon as they hear insurance claim a Asubordinateo cl ause,
to any particular main clause (see Sdgtion 3.2.2.1 The B& Unit, Example on p. 127),

has | ed some Il inguists to propose abandoni
when describing spoken grammar. Miller (1995) casts light on the point that linguists
advocat e s udlsa astaanbré viagle dichurgt fofispoken language than the

fisentence. 0

McCarthy and Carter (2002) see that it is highly significant to evolve a shared
metalanguage among the applied linguistic profession that can adequately give form to

l i ngui st sd undamnwatoh everyday geechn There sheuld dgpa a careful



reflection on the metalanguage to be used and an attempt to devise one that can

communicate the special characteristics of the grammar of speech.

3.2.2.10 Native and Nomative Users

The final criterion relates to the notion of authority in grammatical description.
McCarthy and Carter (2002) shed light on the issue of who is to be the voice of authority
with regard to spoken grammar? They note that the question arises because bavieties
always referred to their most highly literate members (usually great writers) in the quest for
the establishment of standards of correctness in the grammar of writing, whereas no such
obvious authorities exist for the grammar of conversation. Equalhgreas in writing,
language users tend to strive toward standard norms within any linguistic community, in
informal speech variety is common (in the case of Britain, for example, there are northern
and westcountry styles of speaking, along with manyes). Variety in this case also
includes phonological variation, and this can affect grammatical items as much as lexical
ones; for example, the various British pronunciations ofnngativef or m o f /afi | amo
a:nt/, /aelnt/, /aaemnt/. The evidena®f a spoken corpus is as reliable as the design of the
corpus; thus, great care is required in order to ensure that any entry in spoken grammar is

represented in a wide range of speakers of any Hyased linguistic community.

In the case of widely usdanguages such as English, Chinese or Spanish, a further
question is raised by McCarthy and Carter (2002): should the spoken grammar of a
| anguage be that of the speakers ofdayt he or
users? This issue, theypte, is particularly acute in the case of English which has taken
over as a lingua franca in numerous domains across the world. It is no longer controversial
to speculate that native speakers of English form a minority in comparison to the total
number ofdaily users of English. There are extreme and less extreme answers to the

guestion asked. One extreme answer, McCarthy and Carter (2002) suggest, is to say that



one norm is required, and that that norm
commurity. In the case of English, this norm would be the British, American or Australian
variety. This answer appears to be offensive to many highly proficient cnatee users

of English in communities where robust local varieties have evolved; for iestanc
Malaysian English. Another extreme answer, they put forward, is to say that spoken
grammar should be as varied as its users; however, practical and theoretical problems
might emerge. This would require a massive collection of data beyond the resdurces o
most organisations. In addition, it is theoretically very difficult to determine the boundaries
of varieties. It is hard to delimit the boundaries of one variety such as British spoken
English, let alone a wide range of varieties. Compromise solutibey, recommend,
include targeting those nations where a language such as English has official status and is
in daily use. But, such a solution excludes millions of business and professional users of
English who speak English as a lingua franca, for instarateas a language with official
status. The most realistic solution, at least for the present, McCarthy and Carter (2002)
further suggest, seems to be to have a variety of spoken corpora: some-basetty

some more regionally or globally based, sorave-speaker and some nomtive, which

could be crossompared to establish a core set of grammatical aspects in wide

international usage.

S

Shifting the balance away from the natd.i

McCarthy and Carter (2002) exptaihas important implications for the status of the native
speaker. A corpus of nemative speaker speech contains a wide range of speakers of
varying degrees of proficiency, and so does any corpus of rsiseker speech.
Therefore, it becomes moreddful t t o deci de who the most
like English are since many narative users are more proficient communicators than
many native speakers. At this point, McCarthy and Carter (2002) state, the focus is altered

toward the issue of eept users of a language who are viewed as models, regardless of

St



their status as native or nomtive speakers (see 3.1.1 The Natpeaker Spoken
Grammar Approach: Timmis (2005), p. 110, for further information on the point of expert

users).

The tenthcriterion leaves us with more questions than answers, but this does not
make it less important than the other criteria. The point to be made here is that spoken
language raises more questions about the authority of its users than does written language.
Furthermore, since languages have increasingly become international lingua francas, the

guestion of variation seems to be very significant (McCarthy and Carter, 2002).

Conclusion

It is only recently that spoken grammar has been closely studied, and atgume
have been advanced in favour of teaching i
by helping them approximate a natural spoken output. serves to enri ¢
communicative competence by providing them with interpersonal and interactive
grammatical elements that contribute to the natural tenor of spébkehkefore, it is very
crucial to start selecting and teaching aspects of spoken grammar if the aim is to help

students become better communicators, with more natural conversational English
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Introduction

In this part of the study, where the central focus is on the students, we shall
examine the following major questions: are the learners under investigation aware of
spoken grammar? Do they tend to use mainly standard grammar in their informal
speaking? Whaare the aspects of spoken grammar which the students are aware of most
and the aspects they are aware of |l east ?
more natural if they are taught the aspects of spoken granmhha answers to these
questions Wi pave the way for testing our first hypothesis: if the studemider study
receive instruction of a selected range of spoken grammar aspects, their conversational

English is likely to be more natural.

4.1 The Sample

The sample of the present study was derived from a population of 770 s@=ond
LMD (Licence Master Doctoratestudents of English, at the University of Constantine 1,
during the academic year 20112012. LMD is an academic system whisfarted at the
University of Constantine 1 in 20042005. It is organised into three stages of education:
the fiLicencedo stage | asts three years | ead
twooy ear instruction f or tybaetraifidddos ttered fdR@a tecer,
degreeOur sample is a total of 68 students, constituting two groups with an average of 34
students each. One group was randomly enrolled as the Control Group (CG) and one as the
Experimental Group (Exp.G). As it is the case in groueigation in our institution, the
students were randomly assigned to groups by the administration, in a sense that the
student who came first was enrolled first. This procedure serves to prevent
Acontaminationo of r esul tcter,othar than the prevededb i | i t

treatment has brought about the differences in the results.



As regards the level of the students in the sample, we wish we could have gained
insight into the conversational English of more advanced learners, preferably Master
students or thireyear students who are expected, being in their final year, to have learned
how to speak in English or at least achieved better oral proficiency compared to- second
year students. However, we could not do so because we could not choaseltlod the
students in the academic year 2012012, but had to teach the level assigned by the

administration.

4.2 Procedure

The present study consists of three fundamental stages: thesprimstruction and
the posttest. The prdest was administered at the beginninghaf academic year 2011
2012. Instruction directly followed the ptest which was spaced away from phesttest

of four weeks.

4.2.1 Description of the Test

To tap into the students?o awareness o f
instruction, the CG and the Exp.G were subjected to d@egteand a pogest, during
which their oral performancesererecorded by means of a tape recorder (we made sure
not to let the students know that their oral performances were being recorded in order not
to exert pressure on thenThe students were initially divided into pairs in advance. They
were required to pesfm a role play or a simulation; the choice of this particular activity
type is based on the consideration that it involves language use in various interpersonal,
interactive contexts and provides a format for employing aspects difeefduthentic)
conversation. This type of speaking activities is also said to be more interesting and
motivating for especially reticent students, in that it gives them the opportunity to take on
the role of a thoroughly different character and express thoughts and fekéyg$o not

necessarily share (see Chapter One;sadbion 1.2.2.4 Simulations aRtble Plays, p. 40,



for more details about the advantages of this activity)tyfgach pair in the two groups
(the CG and the Exp)Gwas expected to choose a topic fromaiaty of 20 topics,
referring to 03 themes, suggested by the reseatebeher (see Appendix I: Topics of the

Role Plays, p276).

i Theme 1:Family Relationship

1 Topic 1: Child and Parent: Permission to Go to a Birthday Party

1 Topic 2: Child and Parent: Permission to Go on a Trip

1 Topic 3: Child and Parent: Convincing Your Parent about Having a Job

1 Topic 4: Child and Parent: Choosing a University Specialty

{1 Topic 5: Siblings: Blaming Your Sibling for Messing Your Apartment

1 Topic6:Si bl ings: Preparing a Dish [/ Cake wif
1 Topic7:Si bl ings: Remembering Last Summer 0s

1 Topic 8: Cousins: Preparing for a Wedding Party

I Theme 2: University Relationship

1 Topic 9: Students: At the University

1 Topic 10: Students: The University Conditions

1 Topic 11: Classmates: Sharing Memories with a Former Classmate
1 Topic 12: Roommates: Refusing Politely a Roommate

1 Topic 13: Roommates: The New Roommates

i Theme 3: Social Relationship

1 Topic 14: Friends: Complaining alu Being Late
1 Topic 15: Friends: Shopping with a Friend

1 Topic 16: Friends: Refusing an Invitation from a Friend



1 Topic 17: Friends: Discussing TV Programmes with a Friend
1 Topic 18: NeighboursThe New Neighbours
1 Topic 19: NeighboursMissing a Neighbou6 s Par ty

1 Topic 20:NeighboursL oo ki ng after a Neighbour 6s Ap

All the topics of the role plays are languggeductive and involve exclusively
informal situations which perfectly suit the interpersonal, interactive nature of spoken
grammar. In addition, we chose to make use of role cards on the basis of the féds that
technique is timesaving and more appealing for the students. In other words, it would have
taken a great deal of time and been boring if we had dictated each pair their topic or written
it on the board. The role cards displayed a number of promys), so as to help provoke
the studentsd thoughts during the prepara:

performance phas&/hat follows are two modeble cards used in our test.

Topic 2: Child and Parent: Permission to Go on a Trip
Role Card 1: CHILD
iYoudbre going on a trip with frie
i Youdre trying to get your par en
everything wild.l be fine: telling

friends, how | ong ycu@rlecegoiyrog 6tld

Topic 2: Child and Parent: Permission to Go on a Trip
Role Card 2: PARENT
TYouoOr e -patective pagent.

i Your child has asked your permission to go on a trip with friends.
ifYou donoét accept easily until S
pl ace s/ hebdés going to, t he names

the place s/ hedoll be staying in,




To avoid fAcont ami theapossilblitythat ® dertain erxligsicables e s
factor interferes with, and thus brings about the differences imegm@onses), each pair
performed the role play in isolation of the other pairs. It was also important to give each
pair a different topic, or at least a diffeteéapic from the topics of the four (or more) pairs
who performed previously. A further step worth taking was giving each pair their role
cards when they were due to perform, so as not to give them a chance to appeal for the
ot her pai r s 6sweelgipen terAnirutesttchget prepalied and ten minutes to
perform their role plays. In order to make the test less-tiomsuming, we were receiving
in the classroom two pairs at a time, one presenting at the back of the classroom and one

preparing at té front.

The posttest was held four weeks after the pest, directly after the instructional
period. All what had been done in the jpest was replicated in the pestt, except for
one step: in the posest, we asked the two students in each pair to exchegerole
cards, i.e. the student who took Role Card 1 in thetgsewas expected to take his/her
partner 06s Rol etesiCand \dce \&rsd. Havirig lthe twe leasnérs in each pair
exchange their role cards helped in keeping them intereatetydhe task; it would have
sounded boring to ask them to deal with the same topics and act the very same roles they

had actedour weeks ago in the priest.

4.2.2 Instruction of the Spoken Grammar Aspects

The CG and the Exp.G had two Oral ExpresgiOi) sessions of one and a half
hour a week. The CG was taught conversation (informal speaking) in the usual way, with
reference to standard grammar. The Exp.G was provided with instruction of a selected
range of spoken grammar aspects in the scheduled far four weeks The instructional
period was meant to raise the awareness of the Exp.G of the various elements of spoken

grammar, to sensitise the students to the distinctive properties of this kind of grammar and



the differences between it and stamblgrammar. The aspects of spoken grammar that
were selected and taught to the students are the eleven aspects considered by McCarthy
and Carter (1995, 200 arter,Hughes and McCarthy (2000)immis (2005), Carter and
McCarthy (2006) and Paterson (201Rs potentialljteachable and worth being
incorporated into the pedagogical grammar of spoken English (see Chapter Two, Sub
section 2.2.2 Aspects of Spoken Grammar, p. 71. The four aspects listed last in the
following table are presented in 2.2.2.8 Othepédds of Spoken Grammar). The eleven

aspects were taught in seven sessions.

Session Headings
One i Heads
i Tails
Two i ConversationakEllipsis

T Vague Language

Three | T Spoken Discourse Markers

i Informal Reported Speech

Four I Question Tags
i Contractions

T Vocative Use

Five I Statements as Questions

i Response Questions

Six Integration of the Eleven Aspects

Seven | Oral Production (Freer Practice)

Table 4: Sessions Devoted to the Instruction

of the Spoken Grammar Aspects



In terms of the methodology followed in the instruction of the eleven spoken
grammar aspectsan inductive threstagebased approach]llustration-Interaction

Induction recommended by McCarthy and Carter (2002) was put into pFactic

i Theillustration phase refers to presenting and examining the spoken grammar aspects in
reatlife language contexts. In the presentation of each aspect of spoken grammar (heads,
tails, conversationaellipsis, vague language, spoken discourse markers, informal reported
speech, question tagepntractions, vocative usstatements as questions and response
question¥, we initially illustrated the target element in a number of examples (see
Appendix II: Teaching the Spoken Grammar Aspept288 and encouraged the students

to notice, analyse and negotiate the form, meaning and use of the spoken grammar aspect,
in comparison with the standard grammar aspect. In the introduction of some aspects, such
as heads, tails, vague language and some spoken discourse markers, we allowed a
comparison between English and Arabic in terms of such aspects. This is consistent with
the idea that awareness of spoken grammar in the L1 might prove to be a useful point for
increasing awareness of spoken grammar in a FL. It was appealing for the students to
mention a few similarities between English and their mother tongue and find out that the

notion of spoken grammar is not restricted to English.

I In theinteractionphase we supplied the students with an activity for each aspect, the aim

of which wastor ai se t he st ofdhe tatgst Spokenwgrammar aspest and
give them more room for interaction and negotiation of its interpersonal, interactive
implications It is important to mention that in the teaching of four aspects of spoken
grammar, namely contractions, vocative use, statements as questions and response
guestions, we did not use activities like the ones employed in the presentation of the other
sevenelements lfeads, tailsconversationakllipsis, vague language, spoken discourse

markers, informal reported speech and questior).tégs presented these four elements in



examples, negotiated their meaning and asked the students to use them in adecestter

to make sure they grasped them. This was done on the assumption that these four aspects
of spoken grammar are simple and do not require the use of activities for more interaction.
Then, we presented the students with two conversational extracts dadbeith the

eleven taught aspects of spoken grammar in order to help the students see the integration of
the various aspects in conversations. The activities implemented in the interaction phase
are of the traditional type. We see that new aspects ofidgggdo not necessarily require

new methodologies. The activity types are:

1 transformational (the activities used for teaching heads and informal reported
speech);

1 utterance completion (the activities used for teaching tails, question tags and
conversational ellipsis);

1 discrimination (the activity used for teaching vague language); and

71 highlighting (the activity used for teaching spoken discourse markers and the one
used for demonstrating the integration of the eleven spoken grammar aspects in

conversations).

i In theinductionphase, the students were encouraged to come out with conclusions about
the interpersonal, interactive nature of spoken gramthar is distinct from that of
standard grammailhe ultimate aim was to enable the studeatgevelop an ability for
noticing such aspects in other contexts, as they move through the different stages of

language learning.

i Having drawn conclusionshe students chose a topic of their own and performed a role
play or a simulation, using vaus aspects of spoken grammar which they had been
introduced to. Finally, the teacher reformulated, orally or by writing on the board, the

student sdé produced dpanhrgngeaofspoken grammarsaspectsh e el e



Since the spoken grammaspects dealt with in thellustration phase(the
examples)and the interaction phadghe activities)are crucially discourseensitive,it
seems reasonable that they are embedded in authentic exchanges. Each exchange is made
up of at least two utterancpsoduced by two speakers (A and B). The two conversational
exchambges$s di i g Wh e fCbodsing a Desseértdromthe Mend e mbedded
with the eleven spoken grammar aspects, are longer than the exchanges used in the other
activities. The two exchres represent transcripts of two informal conversations from a
home and restaurant settings, respectively. In both exchanges, turns by the same speaker
(for example A) are numbered {AA2, As, etc.) for easy reference. With respect to the
frequencyoftk s poken grammar as peDedidsigWheretbBad t wo
i's embedded wi tChoosh@ a Cessertdront tke, M&raun2d8 .4 The f ol |

table shows the distribution of the spoken grammar aspects in the two conversational

exchanges.
Exchange One: Exchange Two:
Aspects of Spoken Deciding Where to Eat Choosing a Dessert
Grammar from the Menu
01 | Heads 01 02
02 | Tails 02 02
03 | Conversational Ellipsis 04 06
04 | Vague Language 05 02
05 | Spoken Discourse Markers 11 07
06 | Informal Reported Speech 02 /
07 | Question Tags 01 01
08 | Contractions 15 06
09 | Vocative Use 02 01
10 | Statements as Questions 01 01
11 | Response Questions 02 /
Total 46 28

Table 5: Distribution of the Spoken Grammar Aspects in the Two Exchanges



Concerningthe degree of authenticity of the materials employed in the two phases
(illustration and interaction a compromise of naturalyccurring and specialy
constructed exchanges was achieved. In other words, we did not adopt the materials as they
were, but mde some adaptations by simplifying some difficult vocabulary items and
dropping a few complex cultural aspects that we foresaw to be rather confusing for the
students. We believe that purely authentic materials might be a major hindrance, especially

in EFL contexts, in that they create comprehension problems to the students who might
have to struggle with more than the language aspect(s) being learnt. On the other hand,
speciallyconstructed materials which contain no degree of authenticity are useless in
fostering the | earnersé natur al spoken out

interest.

4.3 Analysis and Interpretation of the Results

The recordings of the studentso6é role pla
(see Appendix lll:Transcripts of the Priest Performances. 310 and Appendix IV:
Transcripts of the Posest Performance$.3549.1 n t hese transddoipt s,
stands for 0ad o0s haorlto npgeeus epaufise, and AC O i nt
in the pair The transcriptdiave been analysed in terms of the eleven aspects of spoken
grammar which we taught to the Exp.Beads, tails,conversationalellipsis vague

languagespoken discourse markemformal reported speechuestion tagscontractions

vocdive use statements as questiossdresponse questions.

4.3.1 The Pretest

The central aim of the pttest is to determine whether and to what extent the
students under investigation use the spoken grammar aspects in conversations. The

analysis of the results obtained by the CG and the Exp.G is carried out in terms of the



percenage ofuse of the spoken grammar aspects by the students (17 pairs in each group)

and

t

he frequency

4.3.1.1 The Control Group

Table 6 shows that only a few aspects were used by a considerable part of the students.

of

occurrence

of

Aspects of Spoken N %
Grammar
1. Heads 03 17.65
2. Tails 01 05.88
3. Conversationétllipsis 15 88.23
4. Vague Language 04 23.53
5. Spoken Discourse Markers 14 82.35
6. Informal Reported Speech 01 05.88
7. Question Tags 01 05.88
8. Contractions 16 94.11
9. Vocative Use 12 70.59
10. Statements as Questions 01 05.88
11. Response Questions 01 05.88

Table 6: Use of the SpoketGrammar Aspects by the

Control Group in the Pre-test

t

he

In terms of the percentage of use of the spoken graraspects by the 17 pairs,

spok

Except for four aspects of spoken grammar which were used by most of the pairs

(contractions: 94.11%, conversational ellipsis 88.23%, spoken discourse markers 82.35%

and vocative use 70.59%he otherseven aspects were used in a very limited way. The

very least used aspects were tails, informal reported speech, question tags, statements as

guestions and response questions (05.88%). We can say that most of the aspects of spoken

grammar (tails, informateported speech, question tags, statements as questions, response



questions, heads and vague language) seem to be unfamiliar to the vast majority of the

students.

In terms of the frequency of occurrence of the eleven spoken grammar aspects in

t he CGpays, Talbld 7ereveals that most of the aspects were remarkably infrequent

(tails, informal reported speech, question tagsponse questionstatements as questions

andheads.

Aspects of Spoken Frequency
Grammar
1. Heads 03
2. Tails 01
3. Conversationakllipsis 54
4.Vague Language 09
5. Spoken Discourse Markers 73
6. Informal Reported Speech 01
7. Question Tags 01
8. Contractions 136
9. Vocative Use 24
10. Statements as Questions 02
11.Response Questions 01

Table 7: Frequency of the Spoken Grammar Aspects

n the Control

Gr o u gedts

Rol

e

Pl

ays



T Heads

Pairs Frequency
1 01
2 01
3 01
Total 03

Tabl e 8: Frequency of Heads in the C

Role Plays in the Pretest

Table 8 exhibits that each of the 03 pairs who used the head aspect in their role

plays employed 01 item appropriately.

1. @Bnyfriends t hey wil|l be there. o
2. Al kn Medicibeh aitt, ibsitwi th human being. 0
3 .Rinmfy; thisiskindof T'Vpr ogr ammes f or children, and not
The vast majority of the pairs (14) appear not to be aware of this aspect of spoken grammar
which is commonly chosen by speakers of English to be used in conversations for its
interpersonal, interactive functiohelping listeners comprehend better by highlighting key
information for them at the beginning of an utterance.
I Tails

The only pair who used the tail aspect
can wear a short coat with a skiygu cand A s the tase with heads, almost all the
students are not sensitive to tails and their interpersonal, interactive function: emphasising

opinions or attitudes towards the topic.

i Conversational Ellipsis

Pairs Frequency
1 13
2 08
3 06




4 04
5 03
6 03
7 03
8 03
9 03
10 02
11 02
12 01
13 01
14 01
15 01
Total 54

Table 9: Frequency of Conversational Ellipsis in

the Control Groupo64destRol e Pl ays 1in

Out of the 15 pairs who used conversational ellipsis, the majority (12) employed it
between once and 4 times. These students appear not to have realised that ellipsis is very
pervasive in spoken English, especially in informal settings like the ones itheneae
provided with for role playing. In other words, the students are not alert to the fact that
ellipsis is very frequently used in speaking, where speakers usually tend not to be very
explicit about all what they say since the meaning is clear freninimediate context. As
has been argued in Chapter Two, Sebtion2.2.1 Definition of Spoken Grammagu. 68,
context factors, including the type of discourse (spoken or written) and lack of formality,
make the use of complex language unnecessary. Egangbl the elliptical utterances

produced by the 15 pairs include:

1. AOK, at 8 p. m.o

N
o

Li ke what?0
3. AFine, and you?o

4. ANot very short. o



=]

No probl em. o

AWith her father al so. o

T Vague Language

Pairs Frequency
1 06
2 01
3 01
4 01
Total 09

Table 10:Frequency ofVague Language n t he Contr ol Gr oupé¢

Role Plays in the Pretest

Except for 01 pair who used 06 items of vague language, the other 03 pairs

employed only 01 item. This reveals the very limited use of vague language on the part of

the vast majority of the students. The vague language items embedded by the learners are

Asomet hingod (occurred 06 times), fAthings, 0
1. Al csammethibhga wtemaacti ve. 0

2. ANot e vsemethingwhicmIdryst tdbbbdte aut i f ul . 0O

3. fAThat 6s wdoypethihggwayt exeaelptty onal . 0

4 . i Nowa d somsthingwea dsietel on al and with touch of
5. A Yo usometsntn etwr. Yo

6. AYou canodt stop atsomethivgg ti ene9 and youdl |
7. fitrix to Oe seHrelevant becausthingshere are totally different from the secondary

school . o



[e¢)
=]

What do sogmehow tr lnidm Kk i lonam ? 0

9. NAt | east wlitebtcoul d arrange it

It seems that the majority of the pairs (13) who did not ugeevéanguage are unaware of

the extensive occurrence of this aspect in informal spoken English. As seen in Chapter
Two, Subsection 2.2.2.7 Vague Language, p. 96, when one interacts with others, there are
times when it is necessary to give exact and peeiciormation (for example, departure

times for trains and dead lines), but there are occasions where there is no need for
precision. There are also situations where it would be inappropriate to be precise as it may
sound unduly authoritative and assertiire most informal contexts, like the ones of the
studentsé role plays, mo s t speakers of En

softened, in some way, by the use of vague language.

i Spoken Discourse Markers

Pairs Frequency
1 22
2 08
3 07
4 06
5 06
6 06
7 04
8 03
9 02
10 02
11 02
12 02
13 02
14 01

Total 73

Table 11:Frequency of Spoken Discourse Markers in

the Control GroupoO&osdestRol e Pl ays in



In spite of the fact that 14 pairs used spoken discourse markisirimole plays,
most of these pairs (08) employed between 1 and 4 markers. As it is the case with the
previous aspectshéads, tailsconversational ellipsis and vague langyadke students
most probably did not realise that spoken discourse markengesy prevalent in spoken
discourse. Speakers of English tend to use a wide variety of markers to structure and
monitor what is being said. The spoken discourse markers embedded by the 14 pairs are

Aok, 06 Aoh, 0 fAiyes, 0 fisoo and Awel l 0.

i Informal Reported Speech

The one pair who appears to be aware of
used 01 instance of i nfor mal reported spee:
not here. o I n their reporting of speandch, t
tenses used by the original speaker, i.e. used direct speech, in order to sound more

dramatic.

i Question Tags

As it is the case with tails and informal reported speech, almost all the pairs (16)
did not use question tags, except for 01 pair whed 01 question tag in a wrong way:
AYour sitheesame® @Br@Beaning fAVYeundt)si #& icoOuB@, be
students are not aware of question tags and the importance of the interactive, interpersonal
implications which they convey: makn g a di r ect appeal for t h
consent. Another tentative explanation is that the students might have avoided using
guestion tags due to the difficulty they had with their form. Many learners were observed
to avoid forming regular quesens such asvh-questions, and many of them tended to form
these questions in a wrong way. Question tags do not only require the inversion of the

subject and verb as regular questions do, but also the use of a positive or negative verb in



opposition to tk rest of the clause. The form of question tags might have been confusing

for the students, and thus requires more practice for more accurate and broader use.

T Contractions

Pairs Frequency

1 24

2 21

3 16

4 11

5 09

6 09

7 08

8 07

9 07

10 06

11 06

12 04

13 03

14 03

15 01

16 01
Total 136

Table 12: Frequency of Contractions i

Role Plays in the Pretest

Almost all the pairs (16) are aware of contractions; however, not all of them used
such patterns consistently, excémt 04 pairs (11 24 instances). This limited occurrence
of contractions in the role plays brings to light the fact that these students may know that
contractions are used by speakers of English, but may not realise that contracted forms are

more predonmant in speaking than full forms.

T Vocative Use

Pairs Frequency
1 07
2 03




3 03
4 02
5 02
6 01
7 01
8 01
9 01
10 01
11 01
12 01
Total 24
Table 13:Frequency ofVocative Usei n t he Contr ol Group6:

Role Plays in the Pretest

Most of the pairs (12) appear to be familiar with vocative use although the greater
part of them (07 pairs) used only 01 wvocat
mainly their names or the names of the characters they were playing, in addiibwerto
f or ms I i ke Ahoney, O A mum, O Afdad, o Afather
awareness of this aspect could be traced back to the fact that it is a very common element

in many spoken languages, including Arabic.

i Statements as Questions

Approximately all the students are unaware of statements as questions. The only

pair who made use of them appropriately employed 02 instances.

1. AKenza, you know what | have just r ememb

2. AYou mean when we wer e swrpdpso sgeidr It200 t ake

The learners are most probably more familiar with the standard grammar rule which

indicates that in question formation, the subject and verb must be inverted.



i Response Questions

Last but not least, only 01 response question occurred mold@lays of all the 17
pai Btayinghdme®? (i n response to AFor me, Il want
makeup exam and enjoy staying homeod) . The st
guestions and the viability of their interpersonal, interactive funcémpressing emotions
or persmal attitudes in response to what has been said. This is a further aspect which

reveals the studentsod severe | ack of awar en

4.3.1.2 The Experimental Group

Concerning the percentage of use of the spoken grampeatasy the Exp.G, the

largest part of the pairs did not embed most of the aspects.

Aspects of Spoken N %
Grammar

1. Heads 02 11.76
2. Tails / /
3. Conversationdtllipsis 14 82.35
4.Vague Language 08 47.05
5. Spoken Discourse Markers 16 94.11
6. Informal Reported Speech / /
7. Question Tags / /
8. Contractions 17 100
9. Vocative Use 13 76.47
10. Statements as Questions 07 41.17
11.Response Questions 07 41.17

Table 14: Use of the Spoken Grammar Aspects by the

Experimental Group in the Pre-test



Only four aspects of spoken grammar were used by the majority of thequaitsattions:

100%, spokerdiscourse markers: 94.11%, conversational ellipsis: 82.35% and vocative

use: 76.47%). On the other hand, no pair made use of tails, informal reported speech and
question tags in their role plays. Heads were employed by a very extremely small
proportion of the students (11.76%). Additionally, the percentage of the pairs who
employed statements as questions and response questions does not go beyond 41.17%.
This Iimited use reflects the studentsd | a

elements and thimportance of the interpersonal, interactive meanings which they convey.

As regards the frequency of occurrence of the eleven spoken grammar aspects in
the Exp.Gb6s role plays, Tabl e 15 -existedti cat e s
(heads, tailsinformal reported speech and question Xadgd¢ the other extreme, some
aspects were used rather frequentlgontractions, spoken discourse markers,

conversationagllipsis and vocative uye

Aspects of Spoken Frequency
Grammar
1.Heads 03
2. Tails /
3. Conversationdtllipsis 44
4.Vague Language 11
5. Spoken Discourse Markers 82
6. Informal Reported Speech /
7. Question Tags /
8. Contractions 133
9. Vocative Use 37
10. Statements as Questions 09




11.Response Questions 10

Table 15:Frequency of the Spoken Grammar Aspects in

the Experi ment al Groutpsbs Rol e Pl ays
i Heads
Pairs Frequency
1 02
2 01
Total 03
Table 16:Frequency ofHeadsi n t he Experi ment al Gr ou

Role Plays in the Pretest

According to Table 16, one of the 02 pairs who seem to be aware of heads used 01

instance appropriately, while the other pair 02 instances.

1.Thigiman hedés ol d man, heds my boss, I tds t

that. ..o
2 .Theffirstkingt hey are very gentle and friendly wi
3 . fth® otkder kind of teachers t hey have difficult persona

Almost all the students need to be sensitised to and trained in manipulating this kind of

fronting device (the head aspect).

T Tails

With regard to tails, no instance was spotted in all the role plays. It is vital for the

learners to be supplied with such a grammatical choice (the tail aspect) which can serve the



interpersonal, interactive nature of their spoken communicatida:aigow the expression

of

the speakerso affect, personal attitude

i Conversational Ellipsis

Pairs Frequency
1 11
2 05
3 04
4 03
5 03
6 03
7 03
8 02
9 02
10 02
11 02
12 02
13 01
14 01

Total 44

Table 17:Frequency of Conversational Ellipsis in the

Experi ment al GroupoOgestRol e Pl ays in

The majority of the pairs (11) employed conversational ellipsis between once and 3

Most of these students were more acquainted with the kind gbelli s wher e 0|

atdso and Al d6mo are |l eft out . Il nstances
AJust i n the kitchen. o

nGreat to meet you.o

AOne hundred. o

AGood. o

ASure. o

ASorry. o



7. AFine. 0O

The students also used ellipsisvii-questions, where they appropriately kept only the
guestion words such as fiwhen, 0 Awhere, 0 Aw

question; for example,

8 . ifWhen?o
9 . AfHow?O

10. AWith who?0o0

We could also notice that some of the learners who csedersational ellipsis tended to
follow their elliptical utterances with complete ones although the elliptical utterances were

accurately constructed, and the meaning was clear. Examples of such use include:

1 1 Whafiabout the place®here doyouwanttd o your party?o

12WhytWhy do you feel tired?o0

This phenomenon can be accounted for by the fact that the students might have had doubts
about the appropriacy of using many instances of ellipsis. Such doubts might be due to lack
of reference to spokermrga mma r on the one hand, and the
standard grammar which emphasises the wuse

Object), on the other hand.

T Vague Language

Pairs Frequency
1 03

02

01

01

01

01

01

NO|O A WDN




8 01
Total 11

Table 18:Frequency ofVague Languagen the Experimental

Groupbs Role -R$tays in the Pre

Of the 08 pairs who embedded vague language elements in their role plays, the
majority (06) used only 01 element. The following utterances coritenvagueness

el ements in the studentsd performance.

[ERN
>

AY oallitlsbte s et . 0

2. nNaltletaesr r i fi ed. o

3. i lthiskirdeftho ment . 0

4. fAl think you might be a gr eathingy 0oommat e f
5. AJust tpngeakd ugoyour

6 . Al want to ask you about teacher s, t hei

and everythingbout them 0

The studentsd use of vague | anguage is app

suitably selected for the contartwhich they were employed.

1. AfHe refused to | eor saomething elseve (Miie waphr ap
structure is fAor soo0).
2. AJust phing[kr eufpe ryroiunrg *t o Al uggageo] and go

plural wor & futnlciorughsabdre twword fAstuff o).

3. iCcan you present about your preparatio

*something liketh& 6 ( The right phrase is fAand everyt



4 . Al 6m r eal | gnd spmeathing lke thiso o ¢ Kih® g s is phaabelise Vv a gt

Aand things |ike thato).

These students need to know how to discriminate between the various types of vague
| anguage words and phrases, especially the
l i ke thato vs. At himgd Ms.kefiarhdatt i rigasn dl iekv
thingso vs. fAstuffo. Furthermore, it may be
range of vagueness elements and to draw their attention to the fact that vague language is

very extensive in spokenriguage use, especially the sdormal and informal one.

i Spoken Discourse Markers

Pairs Frequency
1 09
2 09
3 08
4 07
5 07
6 07
7 07
8 05
9 05
10 04
11 03
12 03
13 03
14 02
15 02
16 01

Total 82

Table 19: Frequency of Spoken Discourse Markers in the

Experi ment al GroupobgestRol e Pl ays in

More than half the pairs (09) who used spoken discourse markers inserted between

5and 9 markersThe mar ker s t hat occurred in the ro



and Ayou knowo. The students may be aware
few spoken discourse markers, but also need to be introduced to other markers of both
types: the markers which focus on the speaker, helping him/her structure what s/he is
saying, and the markers which focus on the listener, checking that s/he is following what is
being said and / or making sure that the speaker does not sound very certain atrcdogm

This way, the students can have a wider range of conversational markers that may enable

them to make appropriate choices for their communicative purposes.

i Informal Reported Speech

As it is the case with tailsjo student incorporated informal refeat speech into
his/her role play. Some students reported speech according to the rules of standard
grammar, by making certain changes in the structure of the speech instead of keeping the
original words used by the original speaker(s). Examples of theO&ayairs reported

ot hersdé6 speech ar e:

1. il call ed hi m, [ told him that I had a n

N
=

By this you are telling me that | shoul

It can be said that conversational resources for reporting speech are much richer than is
suggested by standagdlammarbased accounts of the structure of direct and indirect
speech. It is worthwhile for the students to shed light on the fact that imemlfepeech
reporting, speakers of English exhibit a preference for using the original words of the
original speaker, i.e. direct speech. By using the latter, the reporter does not merely say the
information, but also replicates the original conversatioif @swere taking place at the

same moment of speaking.



I Question Tags

Like tails and informal reported speech, question tags wereexistent in all the
role plays. This means that all the students either were ignorant of this spoken grammar
ase ct or avoided wusing it due to the diffi

awareness about how positively question tags contribute to natural conversation needs to

be raised.
i Contractions

Pairs Frequency
1 17
2 14
3 12
4 11
5 10
6 10
7 10
8 08
9 07
10 06
11 06
12 06
13 04
14 04
15 03
16 03
17 02

Total 133

Table 20: Frequency ofContractions in the Experimental

Groupbs Role -R$tays in the Pre

More than half the pairs (09) who inserted contractions in their role pisgd
bet ween 7 and 17 patterns. This use is rath

the prevalent occurrence of such forms in speech.



T Vocative Use

Pairs Frequency
1 07
2 05
3 04
4 04
5 03
6 03
7 02
8 02
9 02
10 02
11 01
12 01
13 01

Total 37

Table 21: Frequency ofVocative Usein the Experimental

Groupbs Role -R$tays in the Pre

Most of the pairs (09) made use of this spoken grammar aspect between once and 3
times. The vocative forms that occurred frequently in the role plays are the names of the
students or the characters they weretpbayirt

~

Ahoney, 0 A(my) dear, 0 Aapple of my eye, 0 fn

i Statements as Questions

Pairs Frequency

1 03

2 01

3 01

4 01

5 01

6 01

7 01
Total 09

Table 22: Frequency of Statements as Questionm the

Experi ment al GroupoOgestRol e Pl ays in



All the pairs who used statements as questions embedded one in their role plays,

except for one pair who used 03.

1. AThatoés all ?o0

2. AYou know that | | ooked forphbliclteehet
3. AYou know why?o

4 ANormally you know it?0

5 AYou should go and sit on the fl oor?0o

6 AYou mean that everything, every modul e
7. AYou mean between choosing English and N
8. fAYout ewvmaadr y nbdanch?9d

9. fAYou accept my choice?0

I Response Questions

Pairs Frequency

1 02

2 02

3 02

4 01

5 01

6 01

7 01
Total 10

Table 23: Frequency ofResponse Questions the Experimental

Groupbs Role -R$tays in the Pre

The 07 pairs who made use of response questions employed this aspect between
once and twice. The response question AReal

06 times. The other 04 response questions produced by the participants are:



1. i Al gneorviiae ? O
movie, but one
2. ATrip?20 (in

t hem. 0)

3. AAre you

fast. I want t o

4 . fYou havenot

(in

n

t

response

he

tw

response

t ake

a

t

my

i me?0

t

o AWel |,

O mont hs. 0)

~

to nMy

friends

breath. 0)

(in

response

4.3.1.3 Comparison of the Results Obtained e Control Group and the

Experimental Group in the Pre-test

t

ar

0]

In what follows, the results obtained by the students in the CG and the Exp.G under

the pretest conditions are compared in terms of the percentage of the students who used

the eleven spoken grammar aspects and the frequemcguwirence of such aspects in the

role plays, as Tables 24 and 25 indicate. The aim is to describe the main differences and/or

similarities in the performance of the students in the two groups. According to Table 24,

the percentage of use of most of tipeleen grammar aspects in the CG and the Exp.G is

approximately the sameénhdads, tailsconversational ellipsis, spoken discourse markers,

informal reported speech, question tags, contractions and vocatjve use

CG Exp.G
Aspects of Spoken

Grammar N % N %
1.Heads 03 17.65 02 11.76
2. Tails 01 05.88 / /
3. Conversationdtllipsis 15 88.23 14 82.35
4.Vague Language 04 23.53 08 47.05
5. Spoken Discourse Markers 14 82.35 16 94.11
6. Informal Reported Speech 01 05.88 / /

e

~

n

kidding?a ¢hancestponsake oa NiGe ¥

S



7. Question Tags 01 05.88 / /
8. Contractions 16 94.11 17 100
9. Vocative Use 12 70.59 13 76.47
10. Statements as Questions 01 05.88 07 41.17
11.Response Questions 01 05.88 07 41.17

Table 24: Use of the Spoken Grammar Aspects by the Control Group

and the Experimental Group in the Pre-test

Therefore, we can say that the two groups femogeneous in terms afwvareness of
spoken grammar . Homogeneity is a significan
of the resultsOnly a few discrepancies aretioed, mainly in the percentage of use of

three aspectsague language (CG: 23.53%, Exp.G: 47.058@tements as questiofeG:

05.88%, Exp.G: 41.17%nd response questiofG: 05.88%, Exp.G: 41.17%).

In terms ofthe frequency of occurrence of the kpo grammar aspects, the
following table shows that most of the aspects are infrequent in the role plays of the CG
and the Exp.G, except for four elementontractions, spoken discourse markers,

conversationatllipsis and vocative use

Aspects of SpokerGrammar CG Exp. G
1.Heads 03 03
2. Tails 01 /

3. Conversationdtllipsis 54 44
4.Vague Language 09 11
5. Spoken Discourse Markers 73 82
6. Informal Reported Speech 01 /
7. Question Tags 01 /




8. Contractions 136 133

9. Vocative Use 24 37
10. Statements as Questions 02 09
11.Response Questions 01 10

Tabl e 25: Frequency of the Spoken Grammar A

Experi ment al GroupobgestRol e Pl ays in

Concerning heads, except for an approximately similavang limited percentage
of the students in the CG and the Exp.G (17.65% and 11.76%, respectively), the
overwhelming majority did not employ them. The head aspect was very infrequent in the
performance of both groups (03 heads in each). This reflectsesactrof awareness of

this aspect on the part of most of the students in the two groups.

Except for 01 pair in the CG, who embedded appropriately 01 tail into their role
play, all the students in the two groups did not make use of the tail constriuttionhe
head aspect, the tail aspect appears to be unfamiliar to almost all the students in the CG and

the Exp.G.

The vast majority of the students in the CG and the Exp.G incorporated
conversational ellipsis into their role plays (88.23% and 82.35%gctgply). This can be
interpreted by the fact that the students in the two groups are aware of this aspect of spoken
grammar. However, ellipsis was more frequently employed in the role plays of the CG than

in the role plays of the Exp.G (54 and 44 insemcespectively).

The percentage of use of vague language by the CG and the Exp.G is 23.53% and
47.05%, respectively. Although the number of the pairs in the Exp.G who took account of

this aspect (08 pairs) is as twice as the number of the pairs in tl{@4ggairs), it cannot



be described as high. This reveals the need of the students to be sensitised to vague

language and supplied with a wider range of its elements.

In the CG and the Exp.G, very high proportions of the learners, with slight
differenes in percentage, did consider the employment of spoken discourse markers
(82.35% and 94.11%, respectively). 73 markers were embedded by the CG, while 82 by
the Exp.G. The participants in the two groups seem not to be ignorant of this aspect, in
spite of he fact that the spoken discourse markers which they used do not constitute a wide

variety (Aok, o0 fAoh, 0 Ayes, 0 Aso, 0 Awell 06 an

Despite the informality of the context of the role plays, only 01 pair in the CG
chose the use of informal repedtspeech (01 instance) over the use of stargtardmar
based reported speech that sounds rather inappropriately formal for such settings. This
shows severe lack of awareness of this aspect on the part of almost all the pairs in the two

groups.

Like tails and informal reported speech, question tags were not used by almost all
the students in both groups. This aspect Cc
spoken grammar and the significance of the interactive, interpersonal implications which it

conveys in informal spoken contexts.

Almost all the 17 pairs in the CG and the Exp.G seem to be sensitive to
contractions. In terms of the frequency of occurrence of this spoken grammar aspect, it is

approximately the same in the CG and the Exp.G (13@88daontractions, respectively).

As it is the case withconversationalellipsis, spoken discourse markers and
contractions, the percentage of the students who embedded vocative forms in their role
plays is considerable and nearly the same in the twggrgl0.59% in the CG and 76.47%

in the Exp.G). However, vocative forms were used more frequently by the Exp.G than the



CG (37 and 24 forms, respectively). With slight differences in the percentage of use and
frequency of occurrence, most of the studentbath groups appear to be alert to this

aspect ospoken grammar.

Regarding statements as questions, the percentage of use differs from one group to
the other: in the CG, only 05.88% made use of 02 statements as questions, while in the
Exp.G, 41.17% use@9 statements as questions. The Exp.G seem to be more acquainted
with this spoken grammar aspect, compared to the CG. It should be mentioned, however,
that over half the pairs (10) in the Exp.G did not use statements as questions. This reflects

their lackof awareness of such patterns.

As it is the case witlstatements as questions, the discrepancy between the CG and
the Exp.G in the percentage of use of response questions is rather appreciable, in that
41.17% (Exp.G) is a high percentage in comparison ®6tB8% (CG). The 07 pairs in the
Exp.G appropriately employed 10 response questions, whereas the one pair in the CG used

only O1.

4.3.2 The Postest

The posttestintends tocheck whether the teaching a selected set of spoken
grammar aspects has been effective in sensitising the students in the Exp.Gpiokdre
grammar aspects and their interpersonal, interactive meanings. In other words, the ultimate
aim is to test the impact of the providedingt c t i on o nconvératiosatoutpue nt s 0
The results obtained by the CG and the Exp.G have been analysed in terms of the
percentage ofise of the spoken grammar aspects by the 17 pairs and the frequency of the

spoken grammar asrgeplayss in the studentsd



4.3.2.1 The Control Group

The percentage of use of most of the spoken grammar aspects by the CG is very low.

Aspects of Spoken N %
Grammar

1. Heads 02 11.76
2. Talls / /
3. ConversationalEllipsis 14 82.35
4.Vague Language 03 17.65
5. Spoken Discourse Markers 17 100
6. Informal Reported Speech 01 05.88
7. Question Tags / /
8. Contractions 17 100
9. Vocative Use 14 82.35
10. Statements as Questions 04 23.53
11.Response Questions / /

Table 26: Use of theéSpoken Grammar Aspects by the

Control Group in the Post-test

The least used aspects wéméormal reported speech (05.88%gads (11.76%)ague
languaggq17.65%) andstatements as questions (23.53%). More noteworthy is the fact that

no tails, questionags or response questions were spotted in any of the role plays. Most of
the students made reference to the standard, rather than spoken, grammar aspects, except
for four spoken grammar aspects which were employed by the vast majority of the students
(spolen discourse markers: 100%, contractions: 100%, conversational eBp35%and

vocative use: 82.35%)t can be deduced that most of the students are not as acquainted
with spoken grammar as they are with standard grammar. They seem to have tiseohspect
standard grammar as the only choices for interaction in all kinds of spoken contexts: the

formal, semiformal and informal ones.



With respect to the frequency of occurrencahaf spoken grammar aspects in the

CGoO s

r ol

e pl ays, eexrarelyioffequent)as shavenpnelabte 27. The r

very leastfrequent aspects wetails, question tagsesponse questiongiformal reported

speech, heads asthtements as questions

I Heads

Aspects of Spoken Frequency
Grammar
1. Heads 02
2. Tails /
3. ConversationaEllipsis 50
4.Vague Language 07
5. Spoken Discourse Markers 69
6. Informal Reported Speech 01
7. Question Tags /
8. Contractions 97
9. Vocative Use 28
10. Statements as Questions 04
11.Response Questions /

Table 27:Frequency of the Spoken Grammar Aspects

Tabl e 28:

n the Control

Gr o u ptéss

Pairs Frequency
1 01
2 01
Total 02

Frequency of

Role Plays in the Postest

Rol e

Heads

Pl ay s

n

t

he



Each of the 02 pairs who ushdads inserted 01 instance appropriately:

1. AYou are hel ping mstylesof wearihgit somehawmea | k n
relationship with your personality. o
2 .Teathers some are serious while others not ce

This aspect is almost naxistentint he st udent sd output.

T Tails

In all the role plays, no tail construction has been spotted. One pair inappropriately

used the spoken discourse marker fiyeso inst

1. AYou are helping me eafwearing, itbsentelow has a | k n

relationship with your personalityes 0

2. AYou can wear sometyles @g which go with vyo

The tithdd sa ydd cam , respectivel vy, woul d have be
nonexistence of the tail aspectime r ol e pl ays bears witness t

this grammatical pattern.

i Conversational Ellipsis

Pairs Frequency
07
07
07
05
05
04
04
02
02
02
02

[N

O o NOOY U~ WDN

[EY
o

H
[ —




12 01
13 01
14 01
Total 50

Table 29: Frequency of Conversational Ellipsis in the

Control Groupos

R-m®dt e

Pl ays

n the

Most of the pairs (09) used conversational ellipsis infrequently (between once and 4

times). Their role plays are mostly made up of complete utterances (Subyenb+

Object / Complement). A few examples of the elliptical utterances produced by some

students include:

1. AJust our cl assmates.

2. ASo traditional ?0

3. AAny addition, please?0
4. AAttractive somehow. 0
5. ANo problem. o

6. fAAbout what ?0

It appearghat the learners do not realise the worthwhile natural contribution of such an

aspect to conversation.

T Vague Language

Pairs Frequency
1 05
2 01
3 01
Total 07

Table 30: Frequency ofVague Language n

Role Plays in the Postest

t

he

Control

Gr oup¢



Of the 03 pairs who integrated vague language into their oral performance, 02 pairs

used only 01 element. The vagueness elements were embedded in the following utterances.

1. ABesides, I  havaebitme svseyr yt dbca.do | uck and 1| 6én

2. Al 6 m rweekandsilittlegbit. ion a

3. fAYou samethingwlreiach go with your age. 0

4. fhnkWdaefadvice you can give me to help me to

5. fi At domehawtdi v e

6. sémetiohas a relationship with your personal

7. NAWesomehows bei ct because we are wearing a VvV
Li ke heads and tail s, vague | anguage is Vv
which reflects the | earnersdéd severe | ack of

i Spoken DiscourseMarkers

Pairs Frequency
1 14
2 07
3 06
4 06
5 06
6 05
7 05
8 04
9 04
10 02
11 02
12 02
13 02
14 01
15 01
16 01
17 01




Total 69

Table 31:Frequency of Spoken Discourse Markers in the

Control Groupbs Rtedte Pl ays in the

Almost half the pairs (08) made use of only 01 or 02 spoken discourse markers. So,
we can say that all the 17 pairs used such markers, but not all of them used these markers
frequentl y. The markers that occurined, o n t

~

Aohd and fAyou knowo.

i Informal Reported Speech

The only pair who chose to report other s
grammar used 01 instance of infor mal report
where ar e yo ae with seads and tails, this lspwken grammar aspect is

almostnore xi stent in the studentsd output.

i Question Tags

Like tails, no question tag occurred in any of the role plays. It is worth noting that
one of the pairs produced the following uttenc A You dondét, oyou ha
whatd® Thi s pair seems to heawheatdysed anaritega soi
function of a question tag. The | atter woul

have a mobiled on 6t0 )y ou ?

T Contractions

Pairs Frequency
1 14
2 11
3 10
4 10
5 09




6 07
7 07
8 06
9 04
10 04
11 03
12 03
13 03
14 02
15 02
16 01
17 01
Total 97

Table 32: Frequency ofContractionsi n

Role Plays in the Postest

t

he

Control

Group6:

Over half the pairs (09) employed contractions between once and 4 times. The

infrequent use of such patterns can be traced back to the fact that the students are more

accustomed to the use of full forms.

I Vocative Use

Pairs Frequency
1 05
2 04
3 03
4 02
5 02
6 02
7 02
8 02
9 01
10 01
11 01
12 01
13 01
14 01

Total 28

Table 33: Frequency ofVocative Use n

Role Plays in the Postest

t

h e

Control

Group6:



The majority of the pairs (11) who embedded vocative forms in their role plays
usedbetween 01 and 02 forms. In spite of the fact that 06 pairs used only 01 form, we can
say that the majority of the students are aware of this spoken grammar aspect. The
studentsdé vocative use includes prithadi by t

~

Amum, 0o A(dear) father, o0 Ason, 06 Amy daughter

I Statements as Questions

Pairs Frequency
1 01
2 01
3 01
4 01
Total 04

Table 34:Frequency of Statements as Questionm the
Control GroupbsPoRtedte Pl ays in the

Only 01 statement as question occurred in the role plays of each of the 04 pairs.

1. AYour party is just with women?o

2. Al understand that you stop your studies
3. fiYou mean the incident of | ast summer ?0
4. AYou remember dthosmolgirrogu pi mft he ycsl ashsr oo

It is questionable that the 02 pairs who produced the first and second statements as
guestions are aware of such kind of statements and their interpersonal, interactive function.
Due to a problem these painad with the inversion of the subject and verb, they might
have accidently formed the 02 statements as questions when they were trying to form
regular questions. Having examined the regular questions produced by these pairs, we have

noticed the existencef a few ill-formed questions that have the form of statemérits



exampl e, A * Wh a you damgivel meatd hela ches to beeexceptional in the

party?o

i Response Questions

Like tails and question tagsp instance of response questions was found in all the
role plays. Response questions constitute a further aspect of spoken grammar which
unveils the very infrequent use of spoken grammar on the part of the vast majority of the

students.

4.3.2.2 The Expeimental Group

Overall, most of the aspects of spoken grammar were used by a large percentage of

the pairs.
Aspects of Spoken N %
Grammar

1.Heads 09 52.94
2. Tails 01 05.88
3. Conversationdtllipsis 17 100
4.Vague Language 11 64.71
5. SpokenDiscourse Markers 17 100
6. Informal Reported Speech 02 11.76
7. Question Tags 07 41.17
8. Contractions 17 100
9. Vocative Use 15 88.23
10. Statements as Questions 05 29.41
11.Response Questions 10 58.82

Table 35: Use of the SpokeGrammar Aspects by the

Experimental Group in the Posttest



All the 17 pairs usedonversational ellipsis, spoken discourse markers and contractions.
Most of the pairs embedded vocative forms and vague language elements in their role
plays (88.23% and 64.71%, respectivelyjoreover, slightlymore than half the pairs
considered the usef response questions and heads (58.82% and 52.94%, respectively).
Such results lend a strong support for the viability of the provided treatment (instruction of
the eleven spoken grammar aspedtigving been made aware of the various aspects of
spoken gammar and their interpersonal, interactive functions, the students chose to make
reference to most of the aspects of spoken grammar, rather than the aspects of standard

grammar, in their role plays.

Table 36 exhibits that most of the spoken grammarcéspeere frequent in the role
plays of the Exp.G. The aspects that were used most frequentpraractions, spoken

discourse markerspnversational ellipsisjocative usendresponse questions.

Aspects of Spoken Frequency
Grammar
1. Heads 13
2. Tails 01
3. Conversationédtllipsis 75
4. Vague Language 18
5. Spoken Discourse Markers 131
6. Informal Reported Speech 02
7. Question Tags 10
8. Contractions 171
9. Vocative Use 50
10. Statements as Questions 05




11. Response Questions 21

Table 36: Frequency of the Spoken Grammar Aspects in

the Experimental Gr oup6s Rol e Rdstays in the Po
i Heads
Pairs Frequency
1 03
2 03
3 01
4 01
5 01
6 01
7 01
8 01
9 01
Total 13

Table 37:Frequency of Heads in theExperimental Gr o u p 6 s

Role Plays in the Posttest

Out of the 09 pairs who employed the head aspect, 07 used 01 item. The heads
produced by the students can be categori sed
or an object placed at the beginning of the clause and repedtexiform of a pronoun in

the subsequent part of the same clause):

1. fthe adininistration t hey dondét t el |l you what you s
2 .MrsiiSmith I hate her when she screams. 0

3 .Lotsiofthem t hey havendét beautiful voice. o

4 . fihk otderkind t hey6re very severe and speciall

5. NATheachers arleey even dondét know what theyor



6. 0 Butsowyeteachérs nnd mean, theyo6re excellent. o

and fAheads which provide a broad tmapi cal f

subsequent part of the clause:

7 .1 hafve very important news to tell you abhout ( € ) | decide to | eave

job. o

8 .| wadint to tell you just something you have to keep it in your ,ntivad Medicine is a

good branch for youéo

9. Thimat 6s when | | ear.nedé)somer di nget mpout ame!

10Thayodére a fewoiungmuedi enretedd a cup and half

11. A INvarmh to tell you something b u't promise me to be ag

friends are organise a tripnd they asked me to go with thém.

12Thatdéds funny because | | ust (rée)mel mbreermetnhbee

you were in your room chattingéo

1 3 | reniember there is a big show todd&yan you come with me? We wilhpy our

ti me. O

This frequent use of heads owes its occurrence to the instruction supplied for the Exp.G.

T Tails

Only 01 pai-r used 01 tail i -leveledhthei r r ol
transport 0 02 pairs inapprogrsadbelyei maekéeerdiya

of their utterances in order to emphasise their opinions:

1. ANo, no,yesida 6s very easy,



2. AYou ogesn®d®t study,

I nstead of the marker Ayes, 0 the pairs <cou
that would lave fitted in this particular part of the utterance and achieved the intended

purpose (emphasising opinions):

1. ANo, no,itisibés very easy,

N
o

You oaomudtcantbudy,

Although many students stated opinions and incorporated narratives eirtodlle plays,

almost no one embedded any tails to emphasise their opinions or highlight and evaluate
key moments in their narratives. Even after instruction, the students followed the Subject
Verb-Object pattern, rather than the tail pattern. It is comnmolanguage teaching and
learning that the students may not use immediately the language aspects they have newly

learnt.

i Conversational Ellipsis

Pairs Frequency
1 12
2 11
3 09
4 06
5 06
6 06
7 05
8 04
9 03
10 02
11 02
12 02
13 02
14 02
15 01
16 01
17 01




Total 75

Table 38: Frequency of Conversational Ellipsis in the

ExperimentalGr oup6s Rol e Rdstays in the Pos

We notice that 07 pairs used this spoken grammar aspect between 5 and 12 times.

What follows are some instancesofth¢ udent so6 el | i pti cal utter a
1. AAs you | ike. o

2. AAnd funny at the same time, remember ?0
3. AGlad to meet you.oO

4. AMaybe in the future.o

5. AHow about chocolate cup cakes?o0

6. fAAl ways the same story. o

7. ANot now, after finishing our works. o

8. foweel,c any time. 0

9. ASorry, something to drink?2o

10. fAnd some cakes as well . 0

It appears that after the instructional period, the students came to realise that ellipsis is a

very prevalent feature of spoken English.

T Vague Language

Pairs Frequency
1 04
2 03
3 02
4 02




5 01
6 01
7 01
8 01
9 01
10 01
11 01
Total 18

Table 39: Frequency ofVague Languagen the Experimental

Groupbs Role Rdstays in the Post

Most of the pairs (07) who considered the use of vague language embedded 01 item
into their role plays. The following utterances include the 18 elements of vague language

used by the 11 pairs.

1. AYour ahtgkeomee ms

2. Al just hadmagbepwaentyy aonfd ny ifnrviienedds é 0

3. Al wesontef uro. dhave

4 .1 fia | foyetd nybotu have, erm, you have el even mo

5. AFor get aadegenythinggohe party

6 . A No, | j uandeveryththgd t he house

7. Al think that a teacher whobds teaching

teaching and aha dealing with students, giving marks and feedkawik all things 0

8. NAltbdés bettiegsando goo coku tu.pdo your

9. NAWe havtengalns @€ omanmoy . 0

10. AWe can dhngsre@ really good



11. A Ytoingssfpiencd al here. 0o

12. ATherteingsthad Icatn dfe counted as minus. 0

13. ATher ¢hingsbemel @t bad

14. Al will be good instwfboking and hel ping
15. Al canotorasythinggy sWe di ci ne

16. AWait, Saoradmethimgt vaet dne tao pemi te the ingr
17. nOmlgmetsimgro ydr i nk?0

18. ACoul d spmething ugureoosée you for a whil e?

During instruction, the students were sensitised to the interactive, interpersonal implication
conveyed by vagudanguage: softening the message being transmitted, especially in

contexts where precision might sound unduly authoritative and assertive.

i Spoken Discourse Markers

Pairs Frequency
1 16
2 12
3 11
4 11
5 11
6 10
7 08
8 07
9 07
10 07
11 06
12 06
13 05
14 05
15 04
16 03
17 02




Total 131

Table 40: Frequency of Spoken Discourse Markers in the

ExperimentalGr oup6s Rol e Rdstays in the Pos

Most of the pairs (14) embedded their role plays with a variety of spoken discourse

markers, ranging between 5 and 16 markers in each. The range of the markers inserted

i ncludes Mok, yes, right, s o, I know, wel |
dondédt know, anyway, the hesitation marker e
WO WO . Having been made alert to the prepon

the students came to use them more frequently.

i Informal Reported Speech

Pairs Frequency
1 01
2 01
Total 02

Table 41: Frequency of Informal Reported Speech in the

ExperimentalGr oup6s Rol e Rdstays in the Pos

Each of the 02 pairs who chose to report speech informally, by keeping the original

words used by theriginal speakers, employed 01 instance of informal reported speech.

=
>

AMy sister said |  wildl be happy i f | mak

2. AnSarah said I 6m waiting for you.o

Although the students were sensitised, during instruction, to this aspect and astivee
interpersonal function, the majority did not make use of it. We could note that some of

them did not report speech in the first place, while others chose to report speech according



to the norms of standard grammar, rather than the norms of spak@mar which would

have been more appropriate for the informal context of the role plays.

i Question Tags

Pairs Frequency

1 02

2 02

3 02

4 01

5 01

6 01

7 01
Total 10

Table 42: Frequency of Question Tagsin the Experimental

Gr oup 6s RmothedPosRdstay s

The 07 pairs who made use of question tags used them between once and twice.

The accurately formed question tags are the following ones:

1. AYou -yearsudemta f e N8t you?

2. Al thinksintdods id ?gar bage,

w
-}

i Y oastorieheady aven®t you?

4. AYou wil! put mewiliyounetthbarrassing situat.

5. AYou hadenbttbeyoe®i pe,

When teaching spoken grammar, light was cast on the point that question tags constitute an
essential aspect of spoken grammat thaelected by speakers of English to be frequently
used in less formal spoken contexts of interaction. In the latter, messages are not simply
stated, but are the subject of negotiation andegotiation.We could also notice that 04

pairs had difficuly forming such questions; hence, the wrong use of 05 question tags:



1. A*You should be happy beaawrxnsddy yOauv’eeghbd

form: Ashouldnét you?0)

2. A*You donddohatwe yadadp ryeowi?pme,

3. fA*lt mustsittbe( gbbdsthiggepd thing, 1isnbt i

4. A*You remember dbadtt myofbl aot B eiednobnedst Byto@uk?,0

5. A*Ar e aroan A&th l(ydohcu 6r e Ahl em, arendt you?:«

These students may need more practice and focus on the form of this kind of questions, so

as to ensure more accurate use.

i Contractions
Pairs Frequency
1 20
2 19
3 18
4 16
5 16
6 12
7 10
8 09
9 09
10 09
11 08
12 07
13 07
14 04
15 03
16 02
17 02
Total 171

Table 43: Frequency ofContractions in the Experimental

Groupbs Role Rdstays in the Post



The majority of the pairs (13) used contractions between 7 and 20 times. These
students employed such patterns appropriately and consistently throughout their role plays.
Instruction has helpedti r ect the studentsdé atstrevetyi on t

preponderant in speech and make a vital contribution to its natural tenor.

T Vocative Use

Pairs Frequency
1 08
2 07
3 06
4 05
5 04
6 03
7 03
8 03
9 02
10 02
11 02
12 02
13 01
14 01
15 01

Total 50

Table 44:Frequency ofVocative Usein the Experimental

Groupbs Role Rdstays in the Post

Of the 15 pairs who considered the use of vocative forms, the majority (12)
employed more than 01 form. A number of the vocative items embedded by the students
include the names of the latter or the characters they were playing, in addition to other
formsl i ke @A mum, ( my) daughter, sister, brot hi

e y e &g improvement confirms again the fruitfulness of the provided treatment.



I Statements as Questions

Pairs Frequency
1 01
2 01
3 01
4 01
5 01
Total 05

Table 45: Frequency of Statements as Questionm the

ExperimentalGr oup6s Rol e Rdstays in the Pos

Each of the 05 pairs who used statements as questions produced one appropriately.

1. AThis is how you answer back my favour ?0
2. fASo, youbwamtd?too st udy

3. AWhen we | ost the gir/l |l ittl e Kathy?o

4. fANo, you know that your exams begin next
5. ASo, | will choose it now?bo

Although the use of these statements as questions is appropriate, we cannot claim to have

recorded progress in the use o€ls an aspect of spoken grammar.

i Response Questions

Pairs

Frequency

03

03

03

03

02

02

NoO|o A WN

02




8 01
9 01
10 01
Total 21

Table 46: Frequency ofResponse Questions the Experimental

Groupbs Role Rdstays in the Post

Most of the pairs (07) who took into consideration the use of this spoken grammar
aspect employed appropriately more than 01 response question. In a few role plays, more

than 01 response question were embedded consecutively (the last four utterances).

l1L.AReal |l y?o005{meg cumr @acksponse to various utte
go. 0)
2. AHow can | ftwiceeget n it @e®spqrseutro ed Do you

~

and play?0 and @ADo you remember ouatic days

sessioné?0)

3. AChocolate cup cakes?0 (in response to
4. ATurkish movies?0 (in response to AWell,
5. AToday?0 (in response to AWe will enjoy

6 . AHow coulg Wobiowget ®shéfdming?0 (in res

my father was sick, donét you remember ?20)
7. ADo you really?0 (in response to AYou kn
8. ANot hing?06 (in response to fiNothing, for

9. ATrip? Are yeoupoknded itng My of r(iienxnds ar e

asked me to go with them. 0)



10. ADi sgusting?

Are you

11. AThe kitchen?

di shes and <c¢cl ean

12. AWhat ? Next

t

Wh at

he

mont h?0

have

floor

K i

and

ng seriousl y?

you | eft?d (ir

to remove th

response to fAMy

This frequent use ofesponse questions can be traced back to the teaching of spoken

granma r which has

served

rai se t he | earn

express emotions and personal attitudes in response to what has been said.

4.3.2.3 Comparison of the Results Obtained e Control Group and the

Experimental Group in the Posttest

The percentage of the students who used the eleven spoken grammar aspects and

the frequency of occurrence of these aspects in the role plays are compared in the CG and

the Exp.G, as displayed in Tables 47 and 48. On the whalge 47 suggests thdie

percentage of use of some spoken grammar aspects (beadsysational ellipsis, vague

language, question tags arebponse questiopsonsiderably differs one group from the

other. The higher percentages of use of these spece recorded in the Exp.G.

CG Exp.G
Aspects of Spoken

Grammar N % N %
1.Heads 02 11.76 09 52.94
2. Tails / / 01 05.88
3. Conversationdtllipsis 14 82.35 17 100
4.Vague Language 03 17.65 11 64.71
5. Spoken Discourse Markers 17 100 17 100
6. Informal Reported Speech 01 05.88 02 11.76
7. Question Tags / / 07 41.17
8. Contractions 17 100 17 100




9. Vocative Use 14 82.35 15 88.23
10. Statements as Questions 04 23.53 05 29.41
11.Response Questions / / 10 58.82

Table 47: Use of the Spoken Grammar Aspects by the Control Group

and the Experimental Group in the Posttest

This major difference in the results obtained by the two groups owes its occurrence to the

treatment (the teaching of the eleven spoken grammar aspects) provided for the Exp.G.

t

remar kably

he

frequency of

hi gher

occurrence

t han

of mo st

t heaxs,conveesationakllipsid) e

Table 48 indicates thalike the percentage of use of the spoken grammar aspects,

of

S

CGo

vague language, spoken discourse markers, question tags, contractions, vocative use and

response questionsAfter the instructional period, the students came to realise the

prevalence ofhe spoken grammar aspeittonversational settings.

Aspects of Spoken Grammar CG Exp. G
1. Heads 02 13
2. Tails / 01
3. Conversationétllipsis 50 75
4.Vague Language 07 18
5. Spoken Discourse Markers 69 131
6. Informal Reported Speech 01 02
7. Question Tags / 10
8. Contractions 97 171
9. Vocative Use 28 50




10. Statements as Questions 04 05

11.Response Questions / 21
Tabl e 48: Frequency of the Spoken Grammar
Experi mental GroupostestRol e Pl ays i

The percentage of use of heads remarkably differs one group from the other, in that
more than half the students (52.94%) in the Exp.G employed such elements, while only
11.76% in the CG took them into accoui. terms of thefrequency of occurrence
whereas only 02 heads occurred in all the role plays of the CG, a varietylw#ad® was

embedded in the Exp. Gb6s role plays.

Nearly all the pairs in the two groups did not consider the use of the tail pattern.

The latter is thoroughly infrequent in the penfiances of both groups.

In the CG, the majority of the pairs (82.35%) incorporated conversational ellipsis
into their role plays, while in the Exp.G, all the pairs took this aspect into consideration.
The use of conversational ellipsis by the Exp.G is nii@guent than the one by the CG

(75 and 50 instances, respectively).

The percentage of use of vague language by the Exp.G (64.71%) is noticeably
higher than the one by the CG (only 17.65%). This aspect of spoken grammar was used by

the Exp.G in a more fopient way (18 elements) than it was by the CG (07 elements).

Spoken discourse markers were embedded by all the 17 pairs in the two groups.
However, these patterns were employed much more frequently and appropriately by the

Exp.G than the CG (131 and 69 markers, respectively).

The percentage of the students who uséarmal reported speech is very low and

approximately the same in the CG and the Exp.G (05.88% and 11.76%, respectively).

n

/



Regarding the frequency of occurrence of this aspect, the one pair in the CG and each of

the 02 pairs in the Exp.G appropriately édoyed 01 instance of informal reported speech.

While no student in the CG made use of question tags, 41.17% of the learners in the
Exp.G embedded 10 into their role plays. Therefore, the difference in the percentage of use
and the frequency of occurrencé question tags in the role plays of the two groups is

appreciable.

As it is the case with spoken discourse markers, contractions were employed by all
the students in both groups. However, in the Exp.G, these items were used remarkably

more frequently thathey were in the CG (171 and 97 contractions, respectively).

Vocative use was taken account of by considerable and almost similar proportions
of the students in the two groups (82.35% in the CG and 88.23% in the Exp.G). However,
in the CG, vocative form@ere used very noticeably less frequently than they were in the

Exp.G (28 and 50 forms, respectively).

The percentage of use of statements as questions is rather low and nearly the same
in the CG and the Exp.G (23.53% and 29.41%, respectively). Eatle @4 pairs in the

CG and 05 pairs in the Exp.G appropriately used 01 statement as question.

Last but not least, while no pair in the CG used response questions, more than half
the students in the Exp.G (58.82%) employed 21. Such spoken grammar strwetiges

integrated into the role plays in an appropriate way.

4.3.3 Overall Analysis of the Results

What emerges from the analysis of the results obtaingdeb@€ G and the Exp.G in
the pretest and the podestsuggestshat,as was expected, tiséudents in both groups did
not display noticeable results in the fest. In contrast, the students in the Exp.G achieved

a major improvement in the petsst.



4.3.3.1The Control Group

The analysis ofthe results displayed in Table 49 suggests that there is no
remarkable difference between the-pest and the podest performances of the CG in

terms of the percentage of use of the spoken grammar aspects.

Pre-test Posttest
Aspects of Spoken

Grammar N % N %
1. Heads 03 17.65 02 11.76
2. Taills 01 05.88 / /
3. Conversationétllipsis 15 88.23 14 82.35
4. Vague Language 04 23.53 03 17.65
5. Spoken Discourse Markers 14 82.35 17 100
6. Informal Reported Speech 01 05.88 01 05.88
7. Question Tags 01 05.88 / /
8. Contractions 16 94.11 17 100
9. Vocative Use 12 70.59 14 82.35
10. Statements as Questions 01 05.88 04 23.53
11. Response Questions 01 05.88 / /

Table 49: Use of the Spoken Grammar Aspects by the

Control Group in the Pre-test and Posttest

Apart from four aspects of spoken grammar, namely conversational ellipsis, spoken
discourse markers, contractions and vocative use, which were employed by most of the
pairs in the prgest and the pogest, the other seven aspefteads, tails, vague lgnage,
informal reported speech, question tagfgatements as questions and response guestions)
were used by a very extremely limited percentage of the pairs. More importantly, the
percentage of use of many aspebtgpped in the podest (heads: fromh7.65%in the pre

test t011.76% in the postest, tails: from05.88% to 00%conversational ellipsis: from



88.230 t0 82.3%%0, vague languagdrom 23.53% to 17.6%%, question tagsrom 05.88%6
to 00%, and response questions: from8&% to 00%). The studentsn the CG have not

achieved progress because they did not receive instruction of the spoken grammar aspects.

Concerning the frequency of occurrencée di e s poken gr ammar asp.
role plays, the following table indicates that no significant difference between titvespre

and the postest performances was recorded.

Aspects of Spoken Grammar Pre-test Posttest
1. Heads 03 02
2. Tails 01 /
3. Conversationdtllipsis 54 50
4.Vague Language 09 07
5. Spoken Discourse Markers 73 69
6. Informal Reported Speech 01 01
7. Question Tags 01 /
8. Contractions 136 97
9. Vocative Use 24 28
10. Statements as Questions 02 04
11.Respons&uestions 01 /

Table 50: Frequency of the Spoken Grammar Aspects in the

Control Groupobs RestaedPBsttemsty s i n t he Pr

Such results bear witness to the fact that the CG was not made aware of the preponderance

of thespoken grammar aspectscdonversations.



4.3.3.2 The Experimental Group

On the basis of the results obtained by the Exp.G, it can be deduced that there is a
significant difference between the gest and the podest performances in terms of the

percentage of use of the spoken grammar aspects.

Pre-test Posttest
Aspects of Spoken

Grammar N % N %
1.Heads 02 11.76 09 52.94
2. Taills / / 01 05.88
3. Conversationétllipsis 14 82.35 17 100
4.Vague Language 08 47.05 11 64.71
5. Spoken Discourse Markers 16 94.11 17 100
6. Informal Reported Speech / / 02 11.76
7. Question Tags / / 07 41.17
8. Contractions 17 100 17 100
9. Vocative Use 13 76.47 15 88.23
10. Statements as Questions 07 41.17 05 29.41
11.Response Questions 07 41.17 10 58.82

Table 51: Use of the Spoken Grammar Aspects by the

Experimental Group in the Pre-test and Posttest

In the posttest, progress has been recorded in the percentage of use of most of the spoken
grammar aspects: heads: frdh.76% in the pretest t052.94% in the postest, question

tags: from 00% t@1.1®%, conversational ellipsisrom 82.3%% to 100% vagie language:

from 47.09% to 64.72%6, response questionfom 41.17%6 to 58.82%, vocative usefrom

76.4®% t0 88.230, andspoken discourse markefsom 94.10% to 100% This significant
improvement could be traced back to the treatment (instruction of the eleven spoken

grammar aspects) which has proved to be worthwhile in sensitising the students to the



various aspects of spoken grammar as well as the importance ohtdractive,
interpersonal implications which these aspects convey infegmal and informal spoken

settings. I n ot her

wor ds, raising the stude
helped to equip them with more grammatical choices betweeragpects of spoken
grammar and the aspects of standard grammar which the students are already more familiar

with, as evidenced by the ptest results.

With regard to the frequency of occurrence of the spoken grammar aspects in the
Exp. GO0s r oftllewing thbdesisows thaththeere is a major differebeéween the

pretest and the pogest performances

Aspects of Spoken Grammar Pre-test Posttest
1.Heads 03 13
2. Tails / 01
3. Conversationdtllipsis 44 75
4.Vague Language 11 18
5. Spoken Discourse Markers 82 131
6. Informal Reported Speech / 02
7. Question Tags / 10
8. Contractions 133 171
9. Vocative Use 37 50
10. Statements as Questions 09 05
11.Response Questions 10 21

Table 52: Frequency of the Spoken Grammar Aspects in the

Experimental Gr oupOgestBw Postted®| ays i n t he

Most of the aspects were used noticeably more frequently under theegtosbnditions:
spoken discourse markers: from 82 instances in théeptdo 131 instances in the post

test, contractions: from 133 to 171 instancesnversationalellipsis: from 4 to 75



instances, vocative use: from 37 to 50 instancesponse questiongrom 10 to 21
instancesheads: fronD3to 13 instancegjuestion tags: from 00 0 instances, and vague
language: from 11 to 18 instances. In relation to the underused three aspectstaitanely
informal reported speech asthtements as questions, it should be brought to light the fact
that it is common in the SLA / FLA field that aggition of language aspects may not be
necessarily immediate. The students may need more time and exposure to such three
aspects in order to come to perceive how they positively contribute to natural English

conversation.

Conclusion

This chapter has perted on an experiment which was conducted to test our first
hypothesis. The results obtained validate this hypothesis. On the basis of -tket pre
results, the majority of the students were found unaware of most of the aspects of spoken
grammar. Thislak of awareness was reflected throuc
the aspects of standard grammar in their oral performance. Theepbsesults have
shown the positive effect o f spoken gr ammz:
English. Povision of this treatment has resulted in significant progress: most of the
students in the Exp.G have grown alert to the various aspects of spoken grammar and the
interactive, interpersonal meanings which these aspects transmit in conversational
contexts.The instruction supplied has helped the largest proportion of the students to make
use of various aspects of spoken grammar which they did not employ in ttestre
performance. It has also served to reinforce in the students the aspects which they were
already aware of, before the provision of instruction, enabling them to use such aspects

more frequently, especially the ones which are very pervasive in spoken English.
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Introduction

The studentsd | ack of awareness of the
pretest findings, raises questions about whether the OE teachers Repaeiment of
Letters and English, University of Constantine 1, assign adequate attention to thegteachin
of spoken grammal hr ough the Teachersd Questionnair
and to what extent the teachers of OE present spoken grammar, the methodology they
adopt in teaching it, as well as their views about incorporating seven spoken grammar
aspects into the OE syllabuseads, tailsconversational ellipsis, vague language, spoken
discourse markers, informal reported speech and question\Wagsave listed in the
guestionnaire only seven aspects of spoken grammar instead of all the slgsets,aas
highlighted in the previous chapter, because it would have beerctinseming for the
teachers to respond to questions about all the eleven aspects. Our choice of these seven
aspects, in particular, is based on the fact that they are theypigst aspects of spoken
grammar recurring in various workbic Car t hy6s and CaQaretreorso s(,1
Hughesd and McTiammhy®s(ZQ20OD)0 ) a redplorRtiantoér s on o
the abovementioned issues serves to test the second hypotliekis present researdie
OE teachers who are convinced of the importance of teaching the intrinsic aspects of
spoken grammar would refer less to standard grammar in the teaching of conversation. The
total number of our sample is 41 teachers of OlBaitepartment of Letters and English,

University of Constantine 1.

5.1 Description of the Questionnaire

I n t he i ntroducti on of t he Teacher so Qu
Questionnaire, p402), we explain to the informants the aims of our study and request
them to tick the appropriate box (or boxes) and make full statments whenever necessary.

The questionnaire consists of ten questions presented in four se@mrion One,



General Information (Question (Q) Ib Q3), intends to obtain general information about

the respondents, namely their degree (Q1), experience in teaching OE (Q2) and teaching
levels (Q3). InSection Two, Teaching Spoken GrammalkQ4 b Q6), the teachers are

asked if they havéaught the main seven aspects of spoken grammar, illustrated with an
example, that characterise informal spoken Englisads tails, conversationakllipsis

vague languagespokendiscourse markersnformal reported speeclhnd question tags

(Q4). Then, they are required to mention the method(s) implemented in the presentation of
each of the listed seven aspects of spoken grammar (Q5). This section also inquires into the
activities employed in the instruction of each of the seven spoken graitems (Q6).

Section Three, Views about Spoken GrammalfQ7 b Q9 ) , deal s with th
views about whether one should refer to spoken grammar, rather than standard grammar, in
the teaching of conversation (Q7T).f t he &w®wed i igéthefaspects ofa st o]
spoken grammar that the teachers think shooltbe taught(Q8) as well as the reasons

why they think these aspects should not be taught (Q9). The final se&btictipn Four:

Further Suggestions is an opportunity for the teachers to aduy asuggestions or

comments (Q10).

5.2 Analysis and Discussion of the Results

Section One: General Information
Q1. What is your degree?

a. Licence

b. Master

c. Magister

d. Doctorat



Degree N %

Licence 01 02.44

Master 22 53.66

Magister 09 21.95

Doctorat 09 21.95

Total 41 100

Table 53: Teachersod Degrees
Note:AMagi stero is the postgraduate degree i
mor e) and i s preceded by four years of ir
foll owed by five years (or more) of trainin

Table 53indicates that slightly over half the teachers (53.66%) have a Master
degree. The proportion of the teachers who
ADoctorato degree is the same (21.95%). Onl

implies thatmost of the teachers are qualified to teach OE.

Q2. How long have you been teaching Oral Expression?

eeéee year s.
Years N %
115 27 65.85
61 10 06 14.63
117 15 03 07.32
167 20 03 07.32
2171 25 02 04.88
Total 41 100

Table 54: Teaching Experience



According to Table 54, the mode class ig [%] with an absolute frequency of 27.
This means that more than half the teachers (65.85%) have a teaching experience which
ranges between 1 and 5 years. The rest have an experience which ranges between 6 and 25

years. This entails that the teacherso6é cont

Q3. Which year(s)?

a. First
b. Second
c. Third
d. Master
Level N %
a 08 19.51
b 07 17.07
C 03 07.32
d 03 07.32
ab 06 14.62
ac 04 09.76
bc 03 07.32
cd 01 02.44
abc 04 09.76
abd 01 02.44
abcd 01 02.44
Total 41 100

Table 55: Teaching Levels

Out of 41 teachers, the greatest part forming 24 teachers (08 have taught only First
year, 06 both First and Second years, 04 First and Third years, 04 First, Second and Third
years, 01 First, Second and Master years, and 01 First, Second, Third andyeaser
have taught First year. Slightly over half the teachers (22) have taught Second year, 16

teachers Third year, and 06 teachers Master. It could be said that the greatest part of the



teachers have taught First and Second years; this gives them dh lsaekground for

teaching the foundations of OE.

Section Two: Teaching Spoken Grammar

Informal spoken English is mainly characterised by the use of Heads, Tails,
Conversational ellipsis, Vague language, Spoken discourse markers, Informal

reported speechand Question tags.

Q4. Have you taught these aspects?

Aspects Examples Yes | No
a. Heads A friend of mine, his unclebought a Ford Escort.
b. Tails |l t 6s r dahisldresg ni c e,
c. Conversational Seems nicel like the placeyery exciting there, and
Ellipsis

honestlynever seen so many peogle

Speaker AAre you upsebr something?
d. Vague Language |SpeakerB | 0 m ad hit afia dtomach ache.
guess | Oarsorgobthrawgp.t o

Speaker AWell, | mean in some ways, you shoul
e. Spoken make the difference buyou know, it 6s (¢

Discourse Markers | as well.
Speaker BYeah, | see.

Mary. € So she sai d, 6 We |
f. Informal Mary, 06 she saiwhat @and g
Reported Speech So | we nt back to Dul ¢
Mary, wi || the bingo b
any chairs and tabl es.

the wrong place! o

Ji mmy©d a Vi ernyd He nbeeedays o
0

s
g. Question Tags 6 t o someonedoasthe? ne

on

(@)




a.Heads

Options N %
Yes 09 21.95
No 23 56.10
No Answer 09 21.95
Total 41 100

Table 56: TeachingHeads

More than half the teacher56.10% said they did not teach heads. This would
imply that they referred to the standard grammar aspect, SiugeeiObject, in the
teaching of informal speaking, most probably because they are more familiar with the
standard grammar aspect than the spokamgrar one. It has also been observed that the
percentage of the respondents who did not provide an answer (21.95%) is the same as the

one of those who said they taught this spoken grammar aspect.

b. Tails
Options N %
Yes 11 26.83
No 22 53.66
No Answer 08 19.51
Total 41 100

Table 57: Teaching Tails

Although the tail aspect is more appropriate in conversational contexts, over half
the teachers (53.66%) said they did not teach it. Consequently, they made reference to the
standard grammar Subje¢erb-Object pattern in their instruction of conversatidimis

could be due to the fact that this standard grammar aspect is more common to the teachers

than the tail aspect.




c. Conversational Ellipsis

Options N %
Yes 15 36.59
No 22 53.66
No Answer 04 09.75
Total 41 100

Table 58: TeachingConversational Ellipsis

More than half the teachers (53.66%) who did not present this aspect appear to have
adopted, in their teaching of conversation,
Acompl eted structure consisting ofmost Subj
probably considered Acompleted sentences a
sentences. In addition, we note that the percentage of the informants who said they taught

conversational ellipsis (36.59%) is slightly higher than that of head95%) and that of

tails (26.83%).

d. Vague Language

Options N %
Yes 13 31.71
No 21 51.22
No Answer 07 17.07
Total 41 100

Table 59: Teaching Vague Language

Over half the teachers who said they did not introduce vague language (51.22%)
mo st probably regarded it as a fAnegativeo

words, they might have considered the el em



that ae not worth teaching. We notice that a slighter percentage of the teachers (31.71%)

than that of those who said they taught conversational ellipsis (36.59%) indicated that they

taught vague language.

e.Spoken Discourse Markers

Options N %
Yes 23 56.09
No 13 31.71
No Answer 05 12.20
Total 41 100

Table 60: Teaching Spoken Discourse Markers

Unlike heads, tails, conversational ellipsis and vague language, spoken discourse
markers were presented by over half the teachers (56.09%). Thisbeodlge to the fact

that such markers are a common terminology, and that they are often referred to in the OE

class.

f. Informal Reported Speech

Options N %
Yes 09 21.95
No 24 58.54
No Answer 08 19.51
Total 41 100

Table 61: Teaching Informal Reported Speech

The greatest part of the teachers (58.54%) said they did not teach informal reported

speech. They may have thought that this aspect does not conform to the rules of standard



grammar which call for certain changes in the structure of the reported speech. It appears
that the same limited percentage of the teachers as the one of those who said they taught

heads (21.95%) indicated that they took into account the teachimjoofal reported

speech

g. Question Tags

Options N %
Yes 26 63.41
No 10 24.39
No Answer 05 12.20
Total 41 100

Table 62: Teaching Question Tags

Unlike the previously mentioned five aspects (heads, tails, conversational ellipsis,
vague language anohformal reported speechjhe largest proportion of the teachers
(63.41%) said they tauglguestion tagsAs it is the case with spoken discourse markers,
this is most probably related to the fact thagestion tags are a common terminology, and

that they are usually referred to in the teaching of speaking.
Q5. I f AYesd, which teaching method(s) have
a. Implicit / Inductive

b. Explicit / Deductive

c.Both

Aspects Teaching Method

a. Heads

b. Tails

c. Conversational Ellipsis




d. Vague Language

e. Spoken Discourse Markers

f. Informal Reported Speech

g. Question Tags

a.Heads

Out of the 09 teachers who said they taught heads and provided an answer, the vast
majority, forming 07 teachers, said they used the implicit method in their instruction.
These teachers may have thought that it might not be appealing for the studeartshe st
presentation of this spoken grammar aspect with a number of grammatical rules (the

explicit method).

b. Tails
Teaching Method N %
Implicit / Inductive 05 45.45
Explicit / Deductive 01 09.10
Both / /
No Answer 05 45.45
Total 11 100

Table 63: Method(s) Used for Teaching Tails

Out of the 11 teachers who said they taught this aspect, 05 said they adopted the
implicit method, while 01 teacher said s/he used the explicit method. In addition, it is
striking that nearly half the teachdf3b) who said they taught this aspect did not mention

their teaching method(s).



c. Conversational Ellipsis

Teaching Method N %
Implicit / Inductive 06 40
Explicit / Deductive 01 06.67
Both 01 06.67
No Answer 07 46.66
Total 15 100

Table 64: Method(s) Used for Teaching Conversational Ellipsis

Of the 15 teachers who said they taught this aspect, 06 said they employed the

implicit method. We can also notice that, unexpectedly, more than half the teachers (07)

did not indicate the tehing method(s).

d. Vague Language

Teaching Method N %
Implicit / Inductive 05 38.46
Explicit / Deductive 01 07.69
Both 01 07.69
No Answer 06 46.16
Total 13 100

Table 65: Method(s) Used for Teachinyague Language

Out of the 13 teachers who said they introduced vague language, 05 said they
taught it implicitly, whereas only 01 teacher indicated that s/he presented it explicitly. This
is a further aspect which proves again that most of the teachers prefer the mgtinod,
rather than the explicit one in the introduction of spoken grammar. As it is the case with
the previous aspect (conversational ellipsis), the largest number of the informants (06) did

not supply an answer about the method(s) they used in thengad vague language.



e.Spoken Discourse Markers

Teaching Method N %
Implicit / Inductive 07 30.43
Explicit / Deductive 01 04.35
Both 02 08.70
No Answer 13 56.52
Total 23 100

Table 66: Method(s) Used for Teaching Spoken Discourse Markers

Very strikingly, out of the 23 teachers who said they taught spoken discourse
markers, more than the half (13) did not state the teaching method. It is also worth noting

the fact that 07 teachers said they made use of the implicit method in the tedchinh o

markers.

f. Informal Reported Speech

Teaching Method N %
Implicit / Inductive 03 33.33
Explicit / Deductive / /
Both 02 22.22
No Answer 04 44 .45
Total 09 100

Table 67: Method(s) Used for Teaching Informal Reported Speech

Out of the09 teachers who said they taught informal reported speech, 03 said they
put into practice the implicit method, whereas 02 teachers said they employed both

methods. The 02 teachers may have seen that it was more effective to vary the method

according to théeaching situation.



g. Question Tags

Teaching Method N %
Implicit / Inductive 09 34.62
Explicit / Deductive 02 07.69

Both 04 15.38
No Answer 11 42.31
Total 26 100

Table 68: Method(s) Used for Teaching Question Tags

Out of the 26 teachers who said they taught question tags, 09 indicated that they
implemented the implicit method. Like the previously mentioned six aspects (heads, tails,
conversational ellipsis, vague languagpoken discourse markers and informal regubr
speech it seems that the largest proportion of the teachers who stated the teaching
method(s) said they used the implicit method in the presentation of question tags. Once
again, the teachers most probably see that this method is more effectivbetleplicit
method for the teaching of this spoken grammar aspect. Furthermore, as it is the case with
most of the aspects mentioned previously (tails, conversational ellipsis, vague language,
spoken discourse markers and informal reported speeearlyhalf the teachers who said
they presented question tags (11 teachers) did not provide any answer about the teaching

method.



Q6. |

f AYeso, pl ease,

st

some activities

Aspects

Types

a. Listeningbased Activities

b. Speakingbased Activities| c. Writing-based Activitieg

a. Heads

b. Tails

c. Conversational
Ellipsis

d. Vague Languag;

e. Spoken
Discourse Markers

f. Informal
Reported Speeci

g. Question Tags

a.Heads

Activity Types N %
a / /

02 22.22
c / /

ab 04 44.44

abc 01 11.12

No Answer 02 22.22
Total 09 100

Table 69: Activity Types Used in the Teaching of Heads



Of the 09teachers who said they taught heads, 04 said they used a combination of
listening and speakinlgased activities, while 02 teachers said they put into practice only
speakingbased activities. It is important that the teachers vary the types of activdies th
use in the teaching of the spoken grammar structures. This is more likely to result in better
teaching and learning. It is also worth noting that 04 teachers, out of the 07 ones who
indicated the types of activities they used, did not list any ac8yitieey only ticked the
types (listening, speaking and/or writing). The other 03 teachers listed the following

activities.

1 Listeningbased activities:

Recordings of native speakers (listed once)

1 Speakingbased activities:
i Role plays (2)

i Repetitions (1)

i Discussions (1)

i Games (1)

i Dialogues (1)

Some of the listed activities such as role plays, recordings of native speakers and
dialogues, are more suitable for teaching the aspects of spoken grammar: these activity
types involve interaain between the students, and thus trigger the interpersonal and

interactive uses of the spoken grammar aspects.

b. Tails
Activity Types N %
a 01 09.09
b 01 09.09
C / /
ab 03 27.28




ac 01 09.09

abc 01 09.09

No Answer 04 36.36
Total 11 100

Table 70: Activity Types Used in the Teaching of Tails

Out of the 11 teachers who said they taught this aspect, 03 said they employed
listening and speakingased activities. As it is the case with heads, the teachers
implemented a blend of activity types because they most probably believe that this is more
fruitful than the use of one type. It has also been noticed that only 02 &amchieof the

07 ones who mentioned the types of activities they used, outlined a number of activities.

1 Listeningbased activities:
Recordings of conversations (2)
1 Speakingbased activities:

i Discussions (1)

i Games (1)

i Role plays (1)

1 Writing-basedactivities:

Writing dialogues for role playing (1)

c. Conversational Ellipsis

Activity Types N %
a 02 13.33

03 20

c / /
ab 05 33.33




abc 01 06.67
No Answer 04 26.67
Total 15 100

Table 71: Activity Types Used in the Teaching of

Conversational Ellipsis

Like heads and tails, a combinationlistening and speakinigased activities were
implemented in the teaching obnversational ellipsiby the largest part of the teachers
(05 out of the 15 who said they taught it). 03 teachers said they used only syesededg
activities. They may have seen it sufficient for the students to learn this aspect through

such an activity type. The teacherdlimed the following activities.

1 Listeningbased activities:

I Tapes (authentic materials) (2)

I Videos (2)

iRecordings of native speakersd conversatio
1 Speakingbased activities:

i Discussions (4)

i Role plays (2)

i Dialogues (2)

i Games (2)

d. Vague Language

Activity Types N %

a 01 07.69
03 23.08




c / /

ab 05 38.46

No Answer 04 30.77
Total 13 100

Table 72: Activity Types Used in the Teaching of

Vague Language

Of the 13 teachers who said they presented this element, 05 indicated that they used
a variety oflistening and speakingased activities. It is striking the fact that only 02
teachers listed a few activities; the rest (07 teachers) only ticked the Tymeactivities

which the teachers said they used in the instruction of this aspect are the following ones.

1 Listeningbased activities:

i Listening and comparing the TL with the FL in terms of vague language (1)
i Recordings of native speakers (1)

1 Speakingbased activities:

i Games (1)

I Discussions (1)

i Role plays (1)

e.Spoken Discourse Markers

Activity Types N %
a 01 04.35
08 34.78
c / /
ab 09 39.13
abc 01 04.35




No Answer

04

17.39

Total

23

100

Table 73: Activity Types Used in the Teaching of

Spoken Discourse Markers

As it is the case with the previous four aspebtaflstails, conversational ellipsis
and vague language), the largest proportion of the teachers (09 out of the 23 who said they
taught spoken discourse markers) said they made use of a blkstdrohg and speaking
based activities. This implies again thag teachers most probably prefer to vary the types
of activities in order to achieve more effective instruction of spoken grammar. An
approximately similar number of the teachers (08) to that who said they used a

combination of listening and speakibgsedactivities indicated that they employed only

speakingbased activities.

1 Listeningbased activities:

I Listening to conversations (1)

i Videos (1)

i Recordings of native speakers (1)
i Listening to authentic materials (1)

I Listening to speeches (1)

1 Spealng-based activities:
i Conversations (1)

i Role plays (4)

i Dialogues (3)

i Discussions (6)

i Games (1)




f. Informal Reported Speech

Activity Types N %
a / /

02 22.22
c / /

ab 03 33.33

bc 01 11.12

No Answer 03 33.33
Total 09 100

Table 74: Activity Types Used in the Teaching of

Informal Reported Speech

Out of the 09 teachers who said they presented this element, the greatest part (03
teachers) indicated that they used a blentisténing and speakinlgased activities. We
should also pot out that only 03 teachers, out of the 06 ones who mentioned the activity

types, listed the activities they used.

1 Listeningbased activities:
Listening to native speakers (1)
1 Speakingbased activities:

i Group discussion (1)

i Oral sentences (1)

1 Writing-based activities:

Writing isolated sentences (1)



g. Question Tags

Activity Types N %

a 01 03.85

06 23.07

c 01 03.85

ab 08 30.77

ac 02 07.69

bc 03 11.54

abc 03 11.54

No Answer 02 07.69
Total 26 100

Table 75: Activity Types Used in the Teaching of

Question Tags

As it is the case with the six previous aspects, the largest number of the teachers (08
out of the 26 who said they took into account question tags in their teaching) indicated that
they use a combination olistening and speakinigased activities. As has been explained
earlier when dealing with the previous aspects, this is most probably related to the fact that
most of the teachers who stated the activities believe in the fruitfulnesanongy the
activity types in order to achieve better internalisation of the spoken grammar structures. A
slighter proportion of the teachers than that who used a variety of listening and speaking
based activities (06 teachers) said they put into practibe speakingbased activities.
Again, it could be that they thought it was sufficient for the students to practise this spoken
grammar aspect through the use of one activity type (speaking). The listed activities are the

following.



1 Listeningbasedactivities:

i Recordings of conversations (1)
i Native speaker dialogues (2)

i Tapes (authentic materials) (2)
i Videos (1)

1 Speakingbased activities:

i Dialogues (5)

i Discussions (4)

i Drills (1)

i Role plays (5)

i Conversations (2)

i Oral sentences (1)

I Presentations (1)

i Games (1)

1 Writing-based activities:

i Filling in gaps using IPA (International Phonetic Alphabet) (1)
I Writing dialogues (1)

i Writing isolated sentences (1)

i Filling in transcripts (1)

Section Three: Views about Spoken Grammar
Q7. When teaching conversation, one should not refer to standard grammar, but
rather to spoken grammar as characterised by the seven aspects covered in Q4, Q5
and Q6.

T Yes

T No



Options N %
Yes 22 53.66
No 17 41.46
No answer 02 04.88
Total 41 100

Table 76: Views about Incorporating Spoken Grammar

into the Teaching of Conversation

According to the results displayed in Table 76, slightly over half the teachers
(53.66%) see that the type of grammar that should be referred to in the teaching of
conversation is spoken, rather than standard, grammar. As seen earlier in Chapter Two,
Subsection 2.2.1 Definition of Spoken Grammap, 67, McCarthy and Carter (1995)
remar k that popular conceptions of spoken |
its influence on grammati éi&lornecms Esgkksh
is believed to be what is codified in standard gramran evidence (53.66% of the
teachers who are for the integration of spoken grammar, rather than standard grammar, into
the teaching of conversation) suggests that these popular conceptions areynot ver
widespread among the teachers we surveyed, or at least, not very extreme. One teacher
who showed willingness to make reference to spoken grammar in the instruction of
conversation wrote: fAAlthough | hav#@,lnever
would be consistent with the idea that not only standard grammar should be taught, but

ot her types, too. o

Q8.1 f fANoo, which spokenNOQhetanghtar aspects sho

a.Heads
b. Tails

c. Conversational Ellipsis



d. Vague Language
e. Spoken Discourse Markers
f. Informal Reported Speech

g. Question Tags

Aspects N %
ce 01 05.88
cf 01 05.88
df 02 11.77
abc 01 05.88
adf 01 05.88
abdf 01 05.88
abcdf 01 05.88
abceg 01 05.88
bcdef 01 05.88
abcdef 04 23.54
abcdefg 03 17.65

Total 17 100

Table 77: Spoken Grammar Aspects that Should Not Be Taught

Most of the 17 teachers who said in the previous question (Q7) that one should not
refer to spoken grammar, but rather to standard grammar in the teaching of conversation,
seem not to be against the presentation of all the seven aspects of spoken grammar.
Question tags were dismissed by only 04 teachers (01 teacher dismissed it in combination
with heads, tails, conversational ellipsis and spoken discourse markers, while 03 teachers
dismissed it in combination with all the six aspects). Spoken discourseemnanere
dismissed by 10 teachers, whereas heads and tails 12 teachers. The aspects that most of the

17 teachers said should not be taught emfermal reported speech (14 teachers),

conversational ellipsis and vague language (13 teachers).




Q9. Why shauld each of these aspectsOT be taught?

a.ltis b. It deviates | c.Itis less | d. There is no e.Other: Please, specify
Aspects difficult for | from standard familiar to | clear teaching
Reasons| the students| grammar. you. methodology.
a. Heads
b. Tails
c. Conversational
Ellipsis
d. Vague Language
e. Spoken
Discourse Markers
f. Informal
Reported Speech
g. Question Tags
a.Heads
Options N %
a 01 08.33
b 03 25
c 01 08.33
d 03 25
e 02 16.68
ac 01 08.33
abd 01 08.33
Total 12 100

Table 78: Why Not Teach Heads



Out of the 12 teachers who said that this aspect should not be taught, more than the
guarter (04 teachers: 03 who opted for onl.y
combination with fAao and fAdo) explThesmed th
respondents appear to consider this el ement
it does not conform to the rules of standard grammar. The same proportion (04 teachers)
said that there is no clear methodology for teaching this aspect. 03rteaebethat the
head aspect is difficult for the students, while 02 teachers revealed that it is less familiar to

them. In addition, 02 teachers indicated two other reasons why the head structure should

not be presented: timenabnsetamens. and bein
b. Tails
Options N %
a 03 25
b 01 08.33
c 02 16.67
d 03 25
e 02 16.67
abde 01 08.33
Total 12 100

Table 79: Why Not Teach Tails

For 04 teachers, the learners should not be presented with the tail aspect because of
its difficulty. An equal number of the teachers (04) said there is no clear methodology for
teaching this item. 02 teachers explained that the tail structure deviates from standard
grammar, whereas the same proportion (02) said they are less familidinigigdispect. 03
teachers mentioned other reasons for dismissing this aspect: limitation of the time devoted

to the teaching of OE, and being a fAluxuryo



c. Conversational Ellipsis

Options N %
a 02 15.38
b 05 38.47
c / /
d 03 23.08
e 01 07.69
ad 01 07.69
bd 01 07.69
Total 13 100

Table 80: Why Not Teach Conversational Ellipsis

Out of the 13eachersvho did not advocate the teaching of conversational ellipsis,
the largest part (06 teachers) justified their view by saying that this aspect deviates from
standard grammar. 05 teacheesealed that there is no clear methodology for presenting
this aspect03 teachers explained that it is difficult for the students, while 01 informant

indicated another reason: limited time devoted to teaching OE.

d. Vague Language

Options N %
a 02 15.39
b /
C / /
d 04 30.76
e 02 15.39
ab 01 07.69
ac 02 15.39
bd 01 07.69
cd 01 07.69
Total 13 100

Table 81: Why Not Teachvague Language



Out of the 13 teachers who are not for the introduction of this aspect, 06 explained
thatthere is no clear teaching methodology. 05 teachers said this aspect is difficult for the
students, whereas 03 teachers owe their reluctance to present this element to lack of
familiarity with it. 02 teachers explained that it deviates from standard gaanand 02
added the following reasons: AThe ti me al/l

an optional aspect. o

e.Spoken Discourse Markers

Options N %
a 02 20
b 01 10
c 01 10
d 03 30
e 02 20
ab 01 10
Total 10 100

Table 82: Why Not TeachSpoken Discourse Markers

Of the 10 teachers who said that spoken discourse markers should not be taught, 03
justified their view by indicating that they are difficult for the students. The same number
of teachers (03) explained that there is no cleahteganethodology. 02 teachers said that
these patterns deviate from standard grammar, while 01 teacher revealed that s/he is less
familiar with such structures. Moreover, 02 teachers added two reasons: time constraints

and being optional patterns.



f. Informal Reported Speech

Options N %
a 02 14.29
b 02 14.29
c 01 07.14
d 03 21.43
e 02 14.29
bd 01 07.14
de 01 07.14
abd 01 07.14
acd 01 07.14
Total 14 100

Table 83: Why Not Teach Informal Reported Speech

As it is the case with thgrevious four aspects, namely heads, tadgue language

and spoken discourse markers, lack of a clear teaching methodology appears to be the
major reason opted for by the greatest number of the teachers: 07 out of the 14 ones who
said informal reportegpeech should not be taught. This suggests that had they a clear
methodology, the teachers would most probably present the aspects of spoken grammar.
Furthermore, 04 teachers said that informal reported speech should not be taught because it
is difficult for the students, whereas an equal part (04 teachers) explained that it deviates
from standard grammar. 02 respondents said that this aspect is less familiar to them, and 03

added two reasons: time constraints and being an optional aspect.



g. Question Tags

Options N %
a 02 50

b / /

Cc / /

d 01 25

e 01 25
Total 04 100

Table 84: Why Not Teach Question Tags

Out of the 04 teachers who are against the teaching of question tags, 02 justified
their view by saying that these patterns are difficult for the students. 01 teacher explained
that there is no clear teaching methodology, whereas another one broughit #ofligher

reason: having a limited amount of time for teaching speaking.

One teacher who did not provide an answer when dealing with the seven aspects of
spoken grammar wrote that his/her figstar students needed more guidance and
encouragement thalearning new language elements. Most of the students, s/he said,
tended to remain silent, so s/he had first to encourage them to speak using activities of the
game type. S/he explained that his/her segmat students were most often having
listeningacv i ti es to train their ears to native
added that when s/he started teaching Master students, she employed listening activities

which aimed at fostering the studentsd know

Sedion Four: Further Suggestions

Q10. Please, add any further suggestion or comment.

15 teachers completed the AFurther Sugg

positive attitude towards spoken grammar, focusing on:



i the paramount role that spokgor a mmar pl ays i n making the

more natural, which is a basic aim of the Communicative Approach;

i the advantage of practising the spoken grammar aspects inside and outside the

classroom;

i the importance of assigning informgbeaking equal attention, like that given to formal

speaking;

I the necessity of supplying the students with models of spontaneous speech, such as
conversations and interviews, which can be an opportunity to practise elements of spoken

grammar, in particar, and to develop their speaking skill, in general;

i the careful consideration that has to be given to the way spoken grammar should be

implemented; and

I the significance of introducing the learners to the pronunciation features that may differ

betweerspoken and Standard English.

T One teacher saidi Wh a t sounds to be unconventional a

purpose might well and best serve the main aim of teaching Oral Expression: developing

our studentso6é or al p ritbolugh dt is enat cegommehded io ouma | E
educational institution, is a real key to ¢
iOne teacher wrot e: il would | ike to inclu

teaching of speaking. It seems to me meaningless wispoken sentence is semantically

correct, but grammatically wrong. O

iOne of the respondents pointed out that At
to the difference between textbook dialogues and real conversation, i.e. help them notice

thedi f ference between speaking naturally and



03 teachers expressed a ratimegative attitude towards teaching spoken grammar,

focusing on:

i the difficulties that the teachers might come across if they decide to teach spoken

grammar, amely lack of adequate materials and a teaching methodology

ithe chall enging nature of this fAnew area o

with a humble experience in teaching OE.

i Oneteachersaidii To me, gr ammar i s eamaeshoeld s exposeds p e e «
to authentic speech and should practise as often as possible. This [spoken grammar] looks
like the Structural Approach; I disapprove of this way of teaching. Actually, the students
cannot improve their fluency by means of suchracsural approach. One should talk like

native speakers, i.e. use a wide range of s

03 teachers expressed theservationsabout teaching spoken grammar.

I One teacher said thanly the students at a higher level slibbke exposed to spoken
grammar. This teacher saw that at lower levels, it may only confuse the students to present

them with aspects of spoken grammar.

~

i One teacher wrote that a distinctibonet ween #Areceptiono and fp
grammar should be drawn. S/he stated that it is acceptable, and might be useful, if the
students are exposed to spoken grammar to get an idea about its aspects and functions.
However, s/he added, spoken gramrshould not be recommended as the standard to

teach. In other words, this teacher approved of introducing spoken grammar to the learners

for the purposes of reception only.



i One teacheexpressed his/her concern that the students might transfer thatsaspe
spoken grammar to their academic writing. S

mi suse the spoken grammar el ements in a for

5.3 Interpretation of the Results

The analysis of the findings has suggested that, eaggctmore than half the
teachers said they did not teach the most salient aspects of spoken grammar, as Q4, p. 226
reveals (informal reported speech: 58.54%, heads: 56.10%, tails: 53.66%, conversational
ellipsis: 53.66% and vague language: 51.22%). Areptxan is made to two aspects,
guestion tags and spoken discourse markers, which appear to have been taught by more
than half the informants (63.41% and 56.09%, respectively). It may well be that the

teachers are more acquainted with these two itemsltlegrate with the other five ones.

Concerning the teachers who said they did teach the spoken grammar aspects, it is
striking the fact that a considerable part did not state the method(s) adopted in the
presentation of nearly all the aspects (Q5, p. 2319k discourse markers: 56.52%,
conversational ellipsis: 46.66%, vague language: 46.16%, tails: 45.45%, informal reported
speech: 44.45% and question tags: 42.31%). Out of the teachers who mentioned their
teaching method(s), the largest percentage appehave put into practice the implicit
method (heads: 77.78%, tails: 45.45%, conversational ellipsis: 40%, vague language:
38.46%, question tags: 34.62%, informal reported speech: 33.33% and spoken discourse
markers: 30.43%). Like these teachesg hold hat the spoken grammar aspects, and
grammatical patterns in general, should better be introduced in an OE class implicitly. The
students might not find it appealing to start the presentation of the spoken grammar aspects

with a number of grammatical ruléhe explicit method).

With regard to the activities used in the teaching of the seven spoken grammar

aspects (Q6, p. 235), the largest part of the teachers who said they taught (some of) the



spoken grammar aspects did not list activities, but onleddke activity types they said

they used (listening, speaking and/or writing). The activities that most of the teachers said
they employed are a blend lidtening and speakingased activities. Some of the latter,

such as role plays and recorded conwerss, require the interaction of more than one
student, so they suit best the interpersonal and interactive nature of spoken g@therar.

types of activities used, such as drills and presentations, are less effective in the teaching of
the spoken grammaaspects. Moreover, few teachers employed a few wwitasgd
activities (such as writing illustrative sentences) in combination with speaking and
listeningbased activities. As it is the case with the standard grammar aspects, we see that
using a varietyof activities (speaking, listening and writiibigised ones) to draw the

| earnersd awareness to the aspects of spol
learning results. It is beneficial for the students to have opportunities in the language
laboratoryto listen to and watch native speakers of English use aspects of spoken grammar

in reaHife situations.

The analysis of the results obtained from Section Three (Q7, Q8 and Q9, pp. 243,
244 and 246, respectively) has revealed that the proportion of the teachers who said that
reference should be made to spoken grammar, rather than standard grammar, in the
teading of conversation, goes beyond the half (53.66%). They seem to be convinced of
the importance of teaching the intrinsic aspects of spoken grammar. The 17 teachers
(41.46%) who said that spoken grammar should not be referred to appear not to be against
the teaching of all the seven aspects of spoken grammar. Question tags were the least
dismissed aspect of spoken grammar (by only 04 teachers), whereas informal reported
speech was dismissed by the highest number of the teachers (14). Furthermore, eeluctanc
of the teachers to integrate the spoken grammar aspects into the teaching of conversation
was accounted for by various reasons, on top of which is lack of a clear teaching

methodology. This implies that the teachers would most probably teach the spoken



grammar aspects if they had a clear methodology to follow in instruction. The other
reasons why the informants think the spoken grammar aspects should not be taught are the
difficulty of these items for the students, deviation of these aspects from standard

grammar, and the teacherdés | ack of familiar

Conclusion

Throughth e anal ysis of the Teachersd Quest:i
with the conclusion that more than half the OE teachers have not taught the main aspects of
spoken grammar, but referred to the standard grammar aspects in their teaching of
conversation Concerning the rest of the teachers who taught (some of) the spoken
grammar aspects, the greatest part did not mention the method(s) and activities
implemented in their presentation. The results obtained from the questionnaire have also
shown that over dif the teachers believe that reference should be made to spoken
grammar, rather than standard grammar, in the teaching of conversation. We can say that
our second hypothesis is partignfirmed and partly not, sinaever half the teachers are
convincedof the importance of teaching the intrinsic aspects of spoken grammar, but do

not translate this conviction into practical classroom activities.



CHAPTER SIX

PEDAGOGICAL IMPLICATIONS AND RECOMMENDATIONS

Introduction

6.1 Importance of Teaching Spoken Grammar

6.2 Pedagogical Spoken Grammar

6.2.1 Principles

6.2.2 Level of Introducing Spoken Grammar

Conclusion

258

258

261

261

264

265



Introduction

In this part of the study, we seek to throw light on the main implications of the
present research. Basically, we attempt to give some insights into the importance of
teaching spoken grammar. We will also shed light on some crucial principles of
pedagogicbspoken grammar and provide some recommendations about the level at which
the studentsd attention shoul d be drawn t
indicated in this chapter are by no means comprehensive, but are meant to bring some
ideas on the suégt to the attention of syllabus designers and teachers of OE, so as to help
them make informed decisions about the positive effects of integrating aspects of spoken

grammar into the teaching of spoken English.

6.1 Importance of Teaching Spoken Grammar

The theoretical insights of the present work suggest that spoken grammar should be
taken account of by syllabus designers and teachers. The grammar of conversation (spoken
grammar) is commonly thought of asoriti aarctod r ¢
than standard grammar, as seen in Chapter Twosé&ation 2.2.1 Definition of Spoken
Grammar, p. 67. Such a negative view is a result of the legacies of traditional grammar.
The | atter sees that spoken | ahgassag@gegl amrma
because it does not Aconform to the rul esad
crucial differences between speaking and writing, but such differences do not suggest that
the grammar of conversation (spoken grammar) is less coregcthth grammar of writing
and formal speaking (standard grammar). Rather, such differences imply that each type of
grammar has its specific characteristics and aspects which distinguish it from the other
type. In other words, whereas standard grammar nfeetequirements of the writing and

formal speaking processes, spoken grammar is very suitable for the conversational process.



Therefore, each type of grammar is an indispensable system which reflects and facilitates

the expression of meanings for itsparlar type of language.

Another important argument in favour of teaching spoken grammar relates to the
interpersonal, interactive nature of spoken grammar. The aspects of spoken grammar are a
systematic part of how native speakers of English establiahoreships. These aspects
enable a greater degree of interpersonal and interactive languagefubkeslanguage
which are in harmony with the goals of CLT. Such interpersonal, interactive meanings that
the aspects of spoken grammar can convey are watéhaud suited to the nature of the
conversational process. The latter is highly interactive, interpersonal and takes place in real
time, with minimal time for detailed planning. Examples of itterpersonal, interactive

functions carried out by the spoken grammar aspects include:

i helping listeners comprehend better by highlighting key information for them at the

beginning of an utterance (heads);

iexpressing the speaker s aff@ads)y or evaluat

i conveying information in a softened way, rather than an assertive and unduly

authoritative way (vague language);

I maintaining a conversational and involving tone (spoken discourse markers);

i creating a more vivid and dramatic picture of theerds being reported (informal

reported speech);

imaking a direct appeal for the |l istener (s)

with other interlocutors (question tags);

i involving the listener(s) in the conversational process through thefukeir names or

adjectives that directly address them (vocative use);



i being less explicit in contexts where the meaning is assumed to be clear to the listener(s)

(conversational ellipsis);

I contributing to the natural tenor of speech (contractjons)

i conveying information in a more satisfactory manner (statements as questions); and

I expressing emotions or personal attitudes in response to what has been said (response

questions).

The third argument for teaching spoken grammar is that its integratiorthe
teaching of speaking contributes to an almost egalitarian kind of English, that is not only
based on a standard or written version of the language. What is the point producing
students of English who cannot have a natural conversation becaudengjiesh is based
only on samples from standard language? Is it sufficient for our students to be able to carry
out only formal functions? Giving due care to both types of functions, formal and
conversational, helps train the students to be more efficnimunicators who are able to

vary their grammatical choices according to the context in which language is used.

The practical insights of our work confirm that spoken grammar justifies the time
taken to teach it in the classroom and deserves to be incorporated into OE syllabuses. As
demonstrated by the experimental findings (see Chapter Four, p. 155), presenting the
students with the aspects of spoken grammar alongside the aspects of standard grammar,
which the learners are already familiar with, has proved to have a paramount role in
enriching the studentsd communicative comp
more natural output. Having equipped the students with more grammatical choices, by
introducing the aspects of spoken grammar, has enabled them to interact more flexibly and
naturally in a wider range of contexts, not only the formal, but also the infames.

Mor eover, the analysis of the results of t



222) reveals that over half the OE teachers under investigation (53.66%) hold positive
views about the integration of the spoken grammar aspects into thgll@ius These
teachers appear to be consistent with the view that standard grammar should not be the
only point of reference in the teaching of
significant point has been brought to light by a teacher edpoessed his/her concern that

the students may transfer the aspects of spoken grammar to their academic writing or
misuse them in a formal spoken conteWte see that like spoken grammar, standard
grammar has a number of aspects whilearners tend tmisuse, such as tenses and the
passive vs. active voice, yet this has not prevented such aspects from being présented.
does not seem to be reasonabledivain from teaching a certain language aspect only
becausehe students may use it inapproprigteAs a matter of fact, what makes it difficult

for the students to use spoken grammar appropriately is that it is not taught in the first
place, by over half the OE teachers in the present case, as evidenced by the results obtained
from t he Ttoanaite.dtisyvedy signifieast to makke students clear about the
differences between the aspects of spoken grammar and the aspects of standard grammar,
S0 as to ensure thtey can use each type in the appropriate setting: written or spoken,
formal or informal. Some students may choose not to use some of the spoken grammar
aspects introduced to them, but it is important that such grammatical choices are
understood and put at their disposal. We believe that better teaching and learning results
can beachieved if there is collaboration on the part of the teachers of OE and those of
Grammar in order to describe adequately the differences between the two types of

grammar.



6.2 Pedagogical Spoken Grammar

The design and implementation pédagogical spoken grammar require getting
insight into some of its crucial principles. The level of the students is another important

factor to be considered in the implementation of pedagogical spoken grammar.

6.2.1 Principles

The design of pedagogicapoken grammar is one of the serious problems facing
syllabus designers and teachers who choose to introduce spoken grammar in syllabuses.
The model suggested by McCarthy and Carter (2002) incorporates spoken grammar
teaching into a curriculum designed dbevel op the studentsdé spe
essential for more natural communication in informal contexts (see Chapter Three, Section
3.2 A Pedagogical Spoken Grammar Model: McCarthy and Carter (2002), p. 123). This
model helps discourse analysts, dylla designers and teachers to readdress their overall
approach to the analysis and presentation of grammatical aspects. There is an urgent need
for considerable refinement in the analysis of the functions of particular conversational
structures. Such an alysis requires more extensive comparison with standard grammar
norms and a recognition that there are many intermediate categories along a continuum
from ASpokend to AWritteno and from AVery i
one to describe pperly a piece of discourse as being more spoken or written, informal or
formal than another one. It will also allow more precise formulation of the entire network
of grammatical choices between the aspects of standard grammar, which are suitable for
written and formal spoken settings, and the aspects of spoken grammar appropriate for

semiformal and informal speech.

Like Ruhlemann (2008)we recommend that in the framework of pedagogical
spoken grammar , t he noti on of hé ootianrokct nes

ARappropriatenesso; the | atter depends on tF



or written, informal or formal. Moreover, the role of grammar should be viewed as
conducive, not restrictive, to natural communication. In other wonése seems to be no

reason for not considering spoken grammar when designing speaking activities since
grammar aims at facilitating natural communication, rather than restricting it by sorting out
naturaloccur ring f or ms as f untgaeafistaaard gcammaria T h e
EFL, primarily caused by the predominant role of Standard English, needs to be
reassessed. Owing to its almost exclusive reliance on written or formal language, standard
grammar is not appropriate for conversational produgctiand thus should be
supplemented by spoken grammar which is based on corpora built from samples of real

life spoken discourse.

Although some aspects of spoken grammar are of little or no pedagogical value,
such as the socially or regionally marked aspesyllabus designers and teachers are left
with a variety of useful and potentialtgachable aspects of spoken grammar like the
eleven ones highlighted in Chapter Four, Sabtion 4.2.2 Instruction of the Spoken
Grammar Aspects, p. 16hdads, tailsconversational ellipsis, vague language, spoken
discourse markers, informal reported speech, question tags, contractions, vocative use,
statements as questions and response quéstimsnentioned in Chapter Three, Section
3.1 Approaches and Materials ofaohing Spoken Grammar, p. 103, the major problem
with the recent shift of focus to spoken grammar teaching is that spoken English, including
its spoken grammar, displays many strong regional and idiomatic aspects. The latter appear
to cause comprehensiomoplems to the students; for example, the UK Caribbean all
pur pose negatinnie @uumeawsnodg @ agofh nNndidndt t he
Afcandt weé®eo) and thai onk(gaat ¢ o rednraajcstnot arear yf A
not, have notandhas noj. Such aspects may be hard for the students to understand and
inappropriate for use in the kinds of contexts where most EFL students operate: they

usually use English to communicate with other -native speakers. For the purposes of



mutual irtelligibility, the best model of spoken grammar for EFL students might be a form
of neutral grammar, without marked regional aspects or a strong bias to either the informal

spoken mode or the standard written one.

A further point about the principles pedagogical spoken grammar has to do with
the lack and complexity of authentic spoken language materials. In Chapter Three, Sub
section 3.1.1 The Nativepeaker Spoken Grammar Approach: Timmis (2005), p. 111, it
has been pointed out that finding materthlat answer all the criteria, mainly of interest
and plausibility in terms of naturalness, is far from being an easy task. However, with the
Internet as an available and relatively widely used source, syllabus designers and teachers
of OE have a great chee to get access to a variety of materials that are both interesting
for the students and rich in various aspects of spoken grammar. With regard to the
complexity of authentic spoken language materials, it can be said that vocabulary and
cultural componets should be simplified in a way that suits the level of the students. In
other words, the solution to the complexity of spoken language materials lies in achieving

a compromise of naturalgccurring and speciallgonstructed texts.

It is of equal sigrficance to stress the crucial role of audlisual materials in
reinforcing the teaching and learning of spoken grammar. We see that using a variety of
materials that are not only based on writing, such as filling in transcripts, but are also
available foristening and watching, is more likely to achieve better teaching and learning
results. The students caget a clearer idea about various conversational contexts,
interlocutors, their relationships and tones. In other words, the interpersonal andivateract
implications that spoken grammar reflects can be demonstrated more clearly if they are not
merely embedded in texts, but also heard from native speakers -ifeesdtiuations. In
fact, this stresses the earnest need to equip our language laboratibridse necessary

tools, such as tapes and audisual means, that enabllee students to enrich their oral



communicative competence aritie teachers to draw a more effective pragmatic

methodology.

6.2.2 Level of Introducing Spoken Grammar

Firstyear and secongear university (uppeintermediate) students may be more
interested in authentic language and less biased towards spoken grammar since they have
not been as much drilled in the grammar of Standard English as advanced students have.
However, tle complexity of authentic spoken language and its grammar necessitates
simplification. More advanced students (Third yeamwards), having been more drilled
in the grammar of Standard English, may find it rather difficult to develop an awareness of
natural conversation, in general, and spoken grammar, in particular. This suggests teaching
conversation and spoken grammar at eamlier stage: First and/or Second yeaks.
advanced levels (Third ye@ronwards), standard grammar might be given more weight
since many of the studentt the Department of Letters and English, Universty
Constantine lare being trained to be fututeachers and/or carry out postgraduate studies.

To attain such goals, the students require, in the first place, good command of standard

grammar.

The level ofthe students has to be considered when the teacher selects a certain
approach to teachin spoken grammar. We hold that consciousmnaissngbased
approaches, such as thatMdfc Cart hyés and Carterdos -(2002)
section 3.2.1Background of the Modelp. 125), are more appropriate for advanced
studentsThe latter, beingmore s ed t o t he notion of ficorrect
by the almost exclusive exposure to standard grammar, can start using aspects of spoken
grammar if made aware of the different natures of standard grammar and spoken grammar.
This could be done bytroducing these students to consciousiassng approaches that

address their cognitive abilitiealthough there has been little progress on the issue of how



to teach spoken grammar, we can suggest aafgwoachesvhich may be of help for the
teaches who choose to incorporate elements of spoken grammar into the OE syllabus: the
Native-speaker Spoken Grammar Approach: Timmis (2005), the Register Approach:
Ruhlemann (2008) and the Three Stage Approach: Paterson (2011) (see Chapter Three,
Section 3.1 Aproaches and Materials of Teaching Spoken Grammar, p. 103, for details).
We need to mention that the point of the present study is not to proveapgraiach of

the abovementioned ones, is the most effective, but to highlight the usefulness of teaching
selected aspects of spoken grammar. Nevertheless, checking what teggrmachcan

best help the students, intermediate and advanced, to acquire the aspects of spoken

grammar is a further essential issue worth exploring in future research.

Conclusion

Based on what has been theoretically and empirically found in this investigation, it
is recommended that reflective incorporation of selected aspects of spoken grammar into
the teaching of spoken Englistill be a valuable addition to language teaching. It has
proved to bevorthwhile in enrichinghest udent sé6 communi cative co
them to approximate a more natural conversational outdate detailed analysis of
spoken language data, imergeral, and spoken grammar, in particular, is required. Being
committed to a communicative methodology that stresses the significance of the speaking
skill, any wellevidenced information about spoken grammar and its usefulness in the

pedagogical contextiWbe a further positive contribution to the ELT domain.



CONCLUSION

McCarthy and Carter (1995, 2002) have observed that the grammar presented to the
students of English as a foreign language has been based almost exclusively on samples
from written standard language. The grammar of spoken language (spoken grammar) is
commonly believed to have a negative impact on the grammatical system of the language.
However, they argue, recent research suggests that spoken grammar offers a wide range of
interpesonal, interactive aspects which enables the students to interact more naturally in
conversational contexts. Throughout the present exploratory work, our major concern has
been the way spoken grammar is handled in the Oral Expression class by the teathers
the students at thBepartment ofLetters and English, University of Constantine 1. This
thesis provides an overview of basic issues that pertain to the speaking skill, describes the
nature and aspects of spoken grammar, as opposed to the onesafdsggachmar, then
supplies some account of how to teach spoken grammar (Chapter One, Chapter Two and
Chapter Three). The ultimate aim has been to sketch some background information against

which the practical details could be seen.

The analysis of thsat udent sé wuse of spoken gr amma
undertaken to check the first hypothesis which underlies this research: if the stundkmts
study receive instruction of a selected range of spoken grammar aspects, their
conversational English is likely to be more natural. In the light of this analysis, the
hypothesis has been confirmed. As evidenced by théeptdindings, the majority of the
stucents were found unaware of most of the aspects of spoken grammar and the interactive,
interpersonal meanings which these aspects convey infeemal and informal spoken
contexts. This severe |l ack of awareness w
reference to the aspects of standard grammar although the spoken settings which they were

expected to interact in were informal, requiring the use of spoken grammar. On the other



hand, the postiest results of the Experimental Group have demonstrated dsitvp

impact of the independent variable (the teaching of the spoken grammar aspects) on the
studentsdé conversational out p utestandpostestg ni f i
performances has been recorded, given that most of the studdm<ixperimental Group

have grown aware of the aspects of spoken grammar and their interactive, interpersonal
meani ngs. This remarkable increase in awal
choice to embed various elements of spoken grammar in theiplays. Indeed, spoken

grammar instruction has proved to have a paramount role in helping the students to
approximate a more natur al conversational
communicative competence by equipping them witregrammattal choices: the spoken

grammar aspects alongside the standard grammar aspects which the students are already

familiar with.

On t he basi s of t he examinati on of t h
Questionnaire, we have come to the conclusion that @lethe Oral Expression teachers
realise the viability of integrating a range of spoken grammar aspects into the teaching of
conversation. Nevertheless, a nearly similar proportion of the teachers (more than the half)
have not taught most of the intringispects of spoken grammar. As regards the rest of the
teachers who did take into consideration the presentation of (sonte asf)oken grammar
aspects, the greater part did not state the method(s), nor did they list the activities they put
into practicelt follows that our second hypothesis is partly confirntad:Oral Expression
teachers who are convinced of the importance of teaching the intrinsic aspects of spoken

grammar would refer less to standard grammar in the teaching of conversation.

We recommend that the Oral Expression teachers do not conceive of standard
grammar as the only point of reference in the teaching of speaking. The pedagogical

grammar of spoken language has to ensure that the full range of grammatical choices, the



aspectf spoken grammar as well as the aspects of standard grammar, is described and
made available to the students. This will enable them to make informed grammatical
choices and vary them for different communicative situations. In other words, the students
will be able to interact more flexibly and naturally in a wider variety of spoken contexts,
not only the formal, but also the sefarmal and informal ones. We also recommend that

the controversial issue of the usefulness of introducing aspects of spokenagrauo the
pedagogical grammar of spoken English finds an adequate solution through further

research in the near future.
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APPENDIX |

Topics of the Role Plays

x Theme 1: FAMILY RELATIONSHIP

Topic 1: Child and Parent: Permission to Gato a Birthday Party

Role Card 1

iYoubre 15 years ol d.

iYoubre trying to convince your parent to a

ifYoudre reassuring him/her about t he ti me

back home, the peopletaie party, the address and phone number of your friend, etc.
Role Card 2

i Yourl5yearol d child strongly wants to go to hi

trying to convince you to allow him/her to.
iYou dondt accept eoanskebsuse s/heevdl belsafe you want t

iYoudbre arguing with your <child about the t

back home, the people at the party, the address and phone number of her/his friend, etc.

Topic 2: Child and Parent: Permission to Go a a Trip
Role Card 1

iYoubre going on a trip with friends.



iYoudre trying to get your parentos per mi s s

be fine: telling him/ her the place youbre
goingtostay her e, the place youdll be staying in
Role Card 2

iTYouoOr e -patective paeent.

i Your child has asked your permission to go on a trip with friends.

iYou donét accept easily wuntil s/ he gives
goo ng to, the names of friends, how | ong s/

staying in, etc.

Topic 3: Child and Parent: Convincing Your Parent about Having a Job

Role Card 1

TYoubve f ou-+tidejodand decided td stdp foing to the university.

iYoubre going to tell your parent the news

I You want to convince your parent that this job is a golden chance by telling him/her
about how much yoneed this job, a good salary, a nice wplce, a nice office for you,

nice people, etc.

Role Card 2

i You strongly believe that education is much more important than making money.

iYoubre trying to convince yeuhaveartyjobhshhet o f i

wants.



Topic 4: Child and Parent: Choosing a University Specialty
Role Card 1:

iYoubve got your Baccal aureate, apedaltynow you

I Your parent wants you to do Medicine, but you prefer English.

iYoubre going to discuss your decision with

your choserspecialty(English).

Role Card 2:

T Your chil dés got hi s/ her Baccal aureat e, a

specialty

I S/he prefers toa English, but you have been dreaming of Medicine since s/he started

school.

iYou try to discuss your childbés decision &

becoming a doctor.

Topic 5: Siblings: Blaming Your Sibling for Messing Your Apartment

Role Card 1:

I You asked your brother/sister to stay in your apartment for a month, while you were

away.

iNow, youodbre back and have just seampanhow t

floor, piles of unwashed dishes, bad smell, missing things, bitale etc.

iYoubre blaming your brother/sister for not



Role Card 2

iYoubve been staying in your brotheros [/ si

care of it.

iNow, s/ heds bac krtanmng his’her agartmemhinto @megso u

iYoubre trying to cal nhatlvemthing evitl bedixedy makibhgy ens

various excuses, apologising, etc.

Topic 6: Siblings:Pr eparing a Dish [/ Cake with Your S

Role Card 1:

iYoubre good at cooking.

iYoubre giving (a) recipe(s) to your sister

Role Card 2:

iYou | i ke cooking and baking, but youdre no

T You ask your sister to tell you how to prepare a certain dish/cake.

i You keep asking her about the details.

Topic 7: Siblings: Remembering Last Summer 0

Role Card 1:

i You and your brother/sister are remembering the incident that happened to both of you,

last summer.

I You both were supposed to take care of youe i g h b-gearold girl, But you

accidently lost her.



iYoubre both talking about how you reacted
where you searched for her, whether or not

finally found the littlegirl, and how you felt.

Role Card 2:

i You and your brother/sister are remembering the incident that happened to both of you,

last summer.

i You both were supposed t o -ydarolkd girl, buhyoa of y

accidently lost her.

A

i Y o u 6 rhetalkingoabout how you reacted when you found out she was lost, how and
where you searched for her, whether or not

finally found the little girl, and how you felt.

Topic 8: Cousins: Preparing for a Wedding Paty

Role Card 1:

iYoubre preparing for your wedding party an

i Ask her/his opinion about the number of people you should invite, where to have the

party, the decor, flowers, cakes / food, invitations, etc.

Role Card 2:

T Your cousin is preparing for his/her wedding party and needs your help.

i Give him/her your opinion about the number of people s/he should invite, where to have

the party, the decor, flowers, cakes / food, invitations, etc.



x  Theme 2: UNIVERSITY RELATION SHIP

Topic 9: Students: At the University

Role Card 1:

TYouOor eyea stident. s t

ifYoubre askiyme@r assedend, whom youdve met [
his/ her first year was: the modul es, teact

administration, libraries, restaurant, etc.

Role Card 2:

TYoubr e -gearstadert and have already become familiar with everything at the

university.

iYoudre askedadarbystaudieenrts,t whom youdve met in
someadvie about how things go on at your unive

and personalities, exams, the administration, libraries, restaurant, etc.

Topic 10: Students: The University Conditions

Role Card 1:

iYoubre on the studentsé bus going home.

iYoudre talking with a student about the be
dust, lack of chairs/tables, a large number of students in a small room, lack of useful books,

bad food in the restaurant, etc.

Role Card 2:

iTYoubre onotbessgodegt § 0 me.



iYoudre talking with a student about the b

o)

dust, lack of chairs/tables, a large number of students in a small room, lack of useful books,

bad food in the restaurant, etc.

Topic 11: Classmats: Sharing Memories with a Former Classmate

Role Card 1:

I You have accidently met a classmate whom you studied with in the Middle and the High

school.

T You share memories with him/her.

Role Card 2:

I You have accidently met a classmate whom you studied with in the Middle and the High

school.

T You share memories with him/her.

Topic 12: Roommates: Refusing Politely a Roommate

Role Card 1:

iYoudbre a first year uni v emandnicge companydnethet wh o

residence hall.

iYoudve just met an old friend from your ne

with him/her, this year.

i But, your friend has already chosen a roommate.

iYoubre trying hard tt oy ocwdnrve nac eb eytotuerr forh ceincd

roommate: helpful, calm, clean, organised, good at cooking, familiar with each other, etc.



Role Card 2:

iYoubre a second year university student wh

T Youobdve | us frienanfomn yoarmatiwelcity, and s/he strongly wants to share

your room with you, this year.

iBut , youdve already chosen a roommate whood

week.

i Youtry to explain to your ol onfraedd thhat

i nappropriate and al most | ate to change you

Topic 13: Roommates: The New Roommates

Role Card 1:

iYou |l ove talking about roommates when they

T You seem not to like the 3 new roommates.

ifYoudbre telling-lyekar rebmmat ebwhtaheryou doné
roommates: their appearance, the noise they make, how unhelpful with cooking and

cleaning, how disorganized, the many bad friends they invite to your room, etc.

Role Card2:

i Three new roommates have been sharing the room for a week with you and your

sister/brothetike roommate.

iYou donodot | i ke this new situation, but you



i Youdre telling your cl ose r oonthea3 mew wh a't
roommates: their appearance, helpfulness, calmness, cleaning, cooking, organisation, the

friends they invite to your room, etc.

x  Theme 3: SOCIAL RELATIONSHIP

Topic 14: Friends: Complaining about Being Late

Role Card 1:

iYoubre an hour | ate for your appointment

long.

I Make excuses justifying your being late: extra work in your office, traffic problems,

forgetting your mobile phone, etc.

Role Card 2:

iTYoubr e wali friandiga cbffee shop.o ur

iYoubre angry because you have an appoint me

late.

IS/ he has just arrived, and youbre asking

letting you wait for long.

Topic 15: Friends: Shaoping with a Friend

Role Card 1:

iYoubre in a clothes store with your <cl ose

iltdos difficult to satisfy your taste.



iYoubre trying on some clothes (jeans, coat
on each piece: colour, sizeaterial, patterns on the piece of clothes, traditional/modern

style, etc.

Role Card 2:

iYoubre i n a clothes store with your <cl ose

i Youdre helping her/him buy some <c¢l othes |
opinion on each piece: coloussize, material, patterns on the piece of clothes,

traditional/modern style, etc.

Topic 16: Friends: Refusing an Invitation from a Friend

Role Card 1:

I You have invited your close friend to your party tonight and strongly want her/him to

come over.

I But, your friend seems to have other more important things to do tonight.

iTry to convince her/him that itolll be mucl

friends, video games, dancing, music s/he likes, etc.

Role Card 2:

i Your close friend has nvi ted you to her/ his party, b

because you have other more important things to do.

I Expl ain to hi m/ her fowdxgmpley dookingcadter daur sicko me ,
grandmother, your turn to babysit your small brother, havingtwith your family to the

hospital to visit someone, etc.



Topic 17: Friends: Discussing TV Programmes with a Friend

Role Card 1:

iYoubre telling your friend what you |i ke :

actors, decor, kind of topics, languageessage, presenter of the show, etc.

Role Card 2:

i Your friend is giving you her/his opinion on various TV programmes (films, series,

documentaries, cartoons, shows).

ilt seems that theredre some programnmsmes whi

other programmes which you have different opinions on.

iYoubre sharing your opinions with her/ him
TV programmes: the actors, decor, kind of topics, language, message, presenter of the

show, etc.

Topic 18: Neighbours: The New Neighbours

Role Card 1

iYoubre telli-dgoyooei ghlbowrexwhy you donodt
their noise, having a lot of kids who keep playing in your garden, the too many visits your

neighbour pays you, etc.

Role Card2:

iYourold nextd oo r nei ghbour is telling you why s/

but you dondét agree with him/ her on everyth



iYou think theredre some good things about

their intelligent funny kidsetc.

Topic 19:Neighbours:Mi ssi ng a Nei ghbourés Party

Role Card 1

iYou missed your neighbourés party because
iYou dondédt think itdéds a good idea to tell vy

i You have just meh i m/ her and started apologising a

come to his/her party.

Role Card 2

T You invited yournexkd oor nei ghbour to your party, bu

call you to apologise.

iNow, you feel v e r hys/hdr apdlogw easlly, moanattert whad excusep t

s/he is telling you.

Topic 20: Neighbours:Loo ki ng after a Neighbourdos Apart
Role Card 1

iYoubre going on a business trip for a few
T You ask your nextloor neighbour to look after your apartme  whi | e youdre a\

I You make several requests, for example: watering the plants, taking phone messages,

feeding your cat, taking in the mail, keeping the windows open in the morning, etc.



Role Card 2

I Your nextdoor neighbour is going on a businesg for a few days and would like you

to ook after his/ her apartment while s/ hed

i You ask him/her about certain things which you think are important to know, for
example: how many times his/her cat needs to be fed, what time to close the windows,

what to tell to the people who might come to see him/her, etc.



APPENDIX I

Teaching the Spoken Grammar Aspects

| Heads

| Tails

| Conversational Ellipsis

| Vague Language

| Spoken Discourse Markers

' Informal Reported Speech

| Question Tags

' Integration of the Eleven Spoken Grammar Aspects



Heads

T llustration Phase

U Examine the following informal spoken sentences and indicate what you notice about

them.

1. A: Fortunately, John was there to fix my PC.
B:John heds nice.

A: Oh, he is.

2. A: How was your first day?
B: Fine, thanks. The teachers seem nice.

C: The teacher with glasselse seems very nice.

3. A: The man | bought the car frome lives near here.

B: Really? I didndét know that.

4. A: My new neighbouyrshe is cool.

B: Very much.

5. A: Those shoes with low heglseally like them.

B: Yes, theyodore fashionabl e.

6. A: Linda, her brother has a taxi firm.

B: I thought i1itbés her fatherds.

7. A: My friend his aunt, her husband is a good lawyer and can help you.
B: Can you please get me his phone number?

A: Sure.



| Interaction Phase(Carter, Hughes and McCarthy, 2000: 159)

0 Make the following sentences more informal by using heads.

. A: Most castles in Spain are really impressive.

B: Indeed.

. A: The English football team are always losing.

B: Very disappointing.

. A: The brother of the girl over there owns the office | work in.
B: The girl with brown eyes and dark hair?

A: Yes, the one in red.

A | f Laurabés thinking seriously of quit
B: Mr. Brownbés secretaryds sister from Aus
A: When?

B: | heard next month.

. A: Is that boy with curly &ir your friend?

|l 6ve never seen him before.

. A: Do they live in that house with the large garden?

B: Since they were kids.

. A: Montpellier is a city with lots of old buildings in the centre.

B: Quite a lot.

. A: | like that black camost.

B: So do I.



Talils

i lllustration Phase
U Examine the following informal spoken sentences and indicate what you notice about

them.

1. A: | t 6s &onglkorgci ti ng pl ace,
B: Have you ever been to there?

A: Once when | was 17.

2. A: Did Samy help you?
B: Yes, he moved all my books. He was very hel@almy was

3. A: He was a great lead€&handi
B: Very great.

4. A: It has collapsed suddenthat big house has

B: Fortunately, nobody was in.

5. A: You can fix evegything, you can
B: Not this time.

6. A: Have you heard her sing?

B: Yes, she sings beautifullylayadoes

7. A: It was late at night, and the last bus had gibtead.
B: And what did you do?

A: | called Kate to come and pick me up.



' Interaction Phase(Carter, Hughes and McCarthy, 2000: 150)

U Fill in the gaps in the following sentences with an appropriate tail.

. A: What do you think of Sarah?

B: Sheds the bessheiswi mmer in the c¢cl ass,

,,,,,

A Youbre too sl ow, eeéeéé

B: I guess | need more practice.

,,,,,

A |l 6m ready to play now, ¢éeéeéeéé

B: Well then, go ahead!

,,,,,

A |l t6s a sweet di s h, ééeéeeé
B: Very sweet.

. A: That littlec a t hasnot moved from there since mo

/////

B: Cats just |ie in the sun all day, ééeeé

A: Carol d6s just passed all her exams, ¢éég
B: Oh, good, congratulations, Carol!
C: Thanks.

. A: Do you watch a lot of movies?

B: I donida ,armbautheMarsi ster watch TV all the
A It was a nice movie, ééecee

B: One of the best movies | 6ve ever seen.
A |l tds getting very expensive these day

B: You can say that again.



Conversational Ellipsis

T llustration Phase

U Mark places where you think words are missing in the following spoken sentences.
U What would the speakers have said in full if they had put in all the words?

U How formal do you think these situations are?

1. A: Hope youdbdre OK?

B: Great, thanks.

2. A: Shebds not coming.

B: Think so.

3. A: Have a look at the painting now. What do you think?

B: Much better now.

4. A: Finished?
B: All the work.

5. A: Any tea left?

B: Il &dm afraid not .

6. A: More cream on mgake, please.

B: OK.

7. A: How about going to the cinema tonight?

B: Sounds nice!

8. A: Doné6t forget to bring Judy with you.
B: See you!



i Interaction Phase(Carter, Hughes and McCarthy, 2000: ¥&P

U Mark places where yathink ellipsis is used.

U Write the words which you think could be added in a more formal context.

1. A: Another coffee?
B: Yes, please.
A: Some more cakes as well?

B: No, thanks.

2. A: Seen Mike lately?

B: Yes, last night actually.

3. A: Heard the joke about the monkey?

B: Dondédt you remember

4. A: Can | have chips, beans and a sausage?
B: Chips, beans and a sausage?
A: Yeah.
B: Wrapped up?
A: Open, please.

5.A:No,youc andét change t he

B: Di dnot know t hat.

6. A: | came by bike, along the river.

you

name

B: A bit dangerous there,

7 . A Heds been il because

B: Because of the weather?

A: Yes, too cold for him.

tol d me
after
i snot i
of t he

t hat | as

itds been

t

weat her .



Vague Language

T llustration Phase

0 Examine the followingnformal spoken sentences.

U What is the function of the underlined aspects?

1. A Wh a t siuffonthb @atpet’s t i c ky

B: Samydés friend spilt some jam on it.

2. A: So, youdbre not coming with wus?

B: My f at lasortéfar tbhiosuitgdhs s somahelpowvithethe dleanirgy.e d s

3. A: What do they sell in there?

B: | guess homenade biscuiteind thingsike that

4. Linda: Sarah, can you please get me a sandwisbmething
Sarah: How about a cheese burger?

Linda: Good, thanks.

5. A: Please, give me your penanythingto write the number.

B: Here it is.



i Interaction Phase(Paterson, 2011: 10)

U Use the appropriate vague phrases in the following conversation.

Mel: Have a seat. Would you like a coffe®_somethin@ (and everything / or

something)

JoNo t hanks, | 6ve just had one. Listen, hav
fl at and her (andeveryténg Eaddthings like that) and shebds go

Australia to work as a tour guide!

Mel:Real | y? What about héeeé? foisamethim/andstufl)ff ami | vy

Jo: Her fianc® i snodt here at t he momernt . H €

something / and things like that) Maybe he can get a job in Australia too. He makes

,,,,,

desi gns é(am éverything / and things like that)

Mel: Ithi nk s o. But | 6mmauf eds heée mijogaadyhéngg/oeven e
something) You know what sheds | i ke.
JoHer mum wondét be happy. She plays tennis

rrrrr

€ € é € & (orsomething/and everything)



SpokenDiscourse Markers

T llustration Phase

0 Examine the followingnformal spoken sentences.

U What is the function of the underlined aspects?

1. A: | t [dnean pou eao take ¢ with you everywhere.

B: Fantastic!

2. A:You know i t O stofimda good plstlyese days.
B: Right

3. A: Well, Il 61 | ring |later to confirm it.

B: OK, see you then.

A: | didnét apol ogise because it was
B: Mm, | see
5. A: Wow that was an impressive poem!
B: Oh, really? Thanks.

A: Look | 6m sure everyoneol | l ove it.



i Interaction Phase(Carter, Hughes and McCarthy, 2000: 175)

U Underline the words or phrases which function as spoken discourse markers.

U Indicate whether each marker focuses on the speaker or listener.

A: So, how long have you been doing this new job?

B:Wel | , er , a couple of mont hs. Hey | ook, i

learnt much, you know, if you like something you learn it quickly, right?

A:Yeah. | 6m sure youwoAhyway , ,welldl i ncatlhli sy g uo |

about it, OK?

B: OK, byel!



Informal Reported Speech

T llustration Phase

0O What do you notice about the way Mary Ar

(Mary is talking to Jack about what she and her fri@adah said yesterday

Mary: So, we came back home and had dinner and | said, what would you like to do

tonight, Sarah? She said, hey Mary, l et 6s ¢
[Jackk You donodt ?], I donodt therny $arah, whatfilth woutd yasiay vy e
l i ke to see? | dondét know, she said, but w
people and | said, | dondét know Sarah, it ¢
she said. So, we took seatsandtlsai wi | | the film be starting

feel bored? Then she said, |l ook Mary, i f yo



T Interaction Phase(Paterson, 2011: 08)

U Turn the following reportedsentenceswhich sound rather more formal, into
informal sentences

0 Sort out the aspects that mark thesetenceas informal.

Joe Then, Steve said he was from Ameri ca, a
American accent . He r egll s$peaklike TomCraisely i ng t hat
RebeccaThat 6s 1 nt er e sddithergwebeesig Amescan eddhakge students

in our class that year.

JoeYou spoke to Mike! | thought you didnét |

Rebecca | know, but he looked ill and | asked hifrhe was Ok. He answered by saying
that he wasnot, and that he had a really b

some rest.

Joe Good advice. Anyway, did you manage to speak to Kate about going to the theatre?

Rebecca Sure. Shetold meshweas afraid she coul dnot come.

already got the tickets. She apologised and said her friends were coming to visit her.



Question Tags

T llustration Phase

U Examine the following informal spoken sentences.

U Is the speaker aslgma real question in each sentence?

1. A: | t Gssnadtniicde? day,

B: Yes, beautiful.

2. A: Nora should passtheexasnh oul dndt she?

B: Yes, itds her | ast chance.

3. A Mi c h aewilhae?onot be | at e,

B: N o, heodl | be here on ti me.

4. A: You havemaveyosreen Lisa today,

B: Il &dm afraid | havenot .

5. A You di ddd&du? | ock the door,
B: No, | forgot.



i Interaction Phase(Murphy, 2004: 105)

U Insert a question tag at the end of the following sentences.

1. A: Youdre?tired, eééée

B: Yes, a little.

2. A: Youbve got a camera, ¢ééée ?
B: |l 6ve got two actually.

3. A: Sue doesnd6t? know Ann, ééee
B: Theydbve never met.

4. A:Katehams ppl i ed for ©he job, éééé

B: Yes, but she wondét get it.

5. A: You candt spPeak German, éeéé

B: Yes, but not very fluently.

6. A: He wonét mind i?f | wuse his phone, ¢€éé¢é
B: Of course he wonot.

7. A: Theredre a | 0t of people here, éééeé

B: More than | expected.

8. A: This isndét Wwery interesting, éééé

B: No, not very.

9. A: You wouldnét? tel]l anyone, ¢€é¢ééeé

B: Of course not.

10. A: Hel ends | ived Rere for a |l ong ti me,

B: Twenty years.



Contractions

lllustration Phase

U What are the full forms of the underlined elements?

1. A: Youwd Idd what | asked you tey 0 _nyout?
B: 1d o rkidotv. LeH see first what they vdecided.

2. A: 16 _dever see a doctor if | were you.

B: Well, | have to.

3. A: Whabt pist happened?
B: No idea.

4. A: Hei_s thédne in charge?

B: 16 _vbeen told he is.



Vocative Use

lllustration Phase

U How would the following exchanges sound without the underlined elements?

U Why did the speakers choose to use them?

1. Susan:Maya, can you show me how to fix it?

Maya:l canodét believ®&samwou broke it again,

2.Mother: Wh at 6 s wr ohogeywi t h you,

Son:l donobmumknowst dondét feel well

3. A: Excuse meMiss Is this seat taken?

B:No, itds not .



Statements as Questions

lllustration Phase
U What do you notice about the underlined structures?

U  Why did the speakers use statements in the form of questions?

1. A He di dnot i nvite me, but i f he had,

B Youdéd have gone?

2. A: Let me first check the number.

B:You canbt remember it ?

A |l 6m afraid | canodt .

3AMAThat s how you repay me for wh at I di d

B: Sorry, I didndédt mean it that way.

4. A: We have to give him the essay tomorrgaoi know that?

B: No ideal!



Response Questions

lllustration Phase

U Are the underlined structures real questions that need to be answered?

U What do they express?

1. A: | went to France to see them.

B: You went where?

A | coul dnét tell you because it al/|l happ

2. A: | told her to stop acting like a fool.

B: You told her what?

A: |l was getting so angry and didnét know

3. A: It sounds boring?

B: Boring? Are you kidéhg?

4. A: Shebs going too.
B: Really?



Integration of the Eleven Spoken Grammar Aspects

Conversational Exchange OneDeciding Where to Eat
(Conrad, Biber and Leech, 2002:-200)

U Sort out all the aspects of spoken grammar fromfttlewing conversational

extract.

Sandrai: | remember when | was looking for a job, | was driving all the day. It was so
awful, it was. It took at least twenty hours a day just in the car, driving and filling up the

gas tank every three days and watchimgmoney dwindle, because time was running out.
Lily 1: Oh!

Sandrazz Those days, they were so exhausting. I

was just, er, | was really lucky I got a job.

Lily2Wher ebébre we going to goive? o yamiavantto gotoyou d

some place that you know?
Sandraz:l 61 1 take you to a place |1 o6ve been told
Lily s: Is that on the river walk?

A

Sandrae: No, but | guess itdéds far away. Uh, | do

go to Olive Garden.

Lilya&2Go wher e?! |l thought youdd take me to so
Sandras: Somehow | had a feeling you were going to say that, | had.

LilyssThey have sal ad. Maybe itéds not too bad.
Sandras.OK, so | etds go.

Lilye:l &1 1 changd mpuytclbot hesneahkl ace or somet hi

Sandrar: Hey Lily, listen, maybe we should check on Martha first. Last time | met Mike,
he said how can you let her on her own in such a bad time?



Lily 72 No way, | want to go to Olive Garden.
Sandras: Do you really?
LilysDef i nitely. (é) Whatoére you |l ooking for,

Sandras: My voter registration card. This is what happens when you rely on others to keep

stuff for you.

Lily o: Look, William told me you can still vote if you lost the card.

Sandrauo: | can?

Lily 10: They should have, you know, your name on their list.

Sandraa:But this is absentee voting, isnoét i1t?
Lily121:0Oh, no. | bet you wondédt have any probl en

SandrasizWe |l | t hen, | etds go.



Conversational Exchange TwoChoosing a Dessert from the Menu
(Conrad, Biber and Leech, 2002: 98)

U Sort out all the aspects of spoken grammar from the following conversational

extract.

Sandra: Hey Li |l vy, you coul dnot handle the spic

chocolatecake?

Lily 1: Well, the spicy cranberries.

Sandra:And t he pound cake, you wouldndét want i
Lily22Thi nk thereds something in it, erm, I do
Sandraz: Green lime and blood orange sorbet.

LilyssSounds really disgusting, doesnodot i1it? Wh

Sandras: Appl e fritters, that doesndét sound yum
cream or something like that? That might be good, right?

Llya2aYeah, thatpgstmatchi dbetg¢é&y
Sandras: Oh, lovely music!

Lilys:1 t 6s what we want , beauti ful musi c.

Notes:

i Cranberry : small red and sour burry, used in cooking.
i Cobbler: a fruit pie with a thick breatike layer on top.
i Sorbet a sweet frozen food made of sugar, water and fruit juice, often eaten as a dessert.

T Fritter : a piece of fruit covered in butter and fried.



APPENDIX Il

Transcripts of the Pretest Performances

i The Control Group

I The Experimental Group



Pre-test: Control Group

Role Play 1
A: Good morning, Wafa!
B: Good morning!
A: I decide to stop going to university b
teacher, there is a | ot of teacher who are
are and study is not very ¢é
B: ¢ Dondét try to coohacdept,ce me because | wildl

A: But | have | need to have a good job in in the good and good salary.

B: I can give you money but you dondét have
A But itds time to worKk.

B: ltés time you you can you can yeamecan (¢
time.

A: | think that | lose my time at the at the university.

B: I dondét think so.

A: But itds my choice.

B: ltés very important t o @oYoahavetohake uni ver s
A: ¢ Donét worry | got masdrpl otmatl lgoectanédtdi p

BcYou can é

A:c¢c with my dipl ome.

B: No, you candét be sure of that.
A Because ités very difficult to find to f
B: I am di sagree | am disagree with you. Y

important



A : ¢ rmydhere is my friend who tell me that he find he find me a good job at the office

and with a good salary.

B: But you candét be sure obHotamids yjoud.l | Yowt

something sure.

A:0 But it 6 s tolawed¢oshava mmy

B: ¢ | <can

A: Nowadays without money we candt we canot
B: You can find an another job. You can work at the end of the day at the end of the day.
A:Butthe salaryisverybadl | t 6s this job is the best one.

B: I 61 | n oot your giudiesy doecausetl bape an experience. Life is not very

easy.

A: | think about this.



Pre-test: Control Group

Role Play 2
A Mum, please | want to go to my friendos
B: Oh, honey, please no, you canot.
A: Why?
B: You know,w |Ilhedandt dlondt | didndt meet hei
A But itds my best friend.
B: No, no I dislike this idea to go to the

A: But all my friends they will be there. | want to be with them.

B: Oh, my Gosh!

A: Please!

B: No, no, I didndédt meet her parents. I don
A: Please!

B: My Gosh, you are killing m& OK, | can accept just with condition, one conditidn.

You go with your father

A: ¢ OK.

B: And you go firstd When you want to @?
A: At 8.

B: Yes, when, the day?

A: Tomorrow.

B: OK, at 8 p.m.?

A: Yes.

B: Yes and when you will be back?



DAt 11.

: No.

: Why?

: Your father will be there at 9:50 p.m.
: OK.

: OK?

- Yes.

: S0, you can go.

: Thank you.

Youdre wel come.



Pre-test: Control Group

Role Play 3
A: Good morning, how are you?
B: Good morning, I 6m fine, thanks, and you?
A l 6m fine, thank you. |l want to buy some
help me to choose some clothes becausevanr vy | canét deci de whic

wear.

B: Yes, of course, | want to help you and to change your style of wearing.

(@}
—

A: Thank you. You know that | don accept
B: Yes.
A: | want to buy jeans. Which kind of jeanan | buy?

cl assic

o
(2]

B: You al ways wear blue jeans. It
A: ¢ You know | candét wear something attract

B: I want yes, | know because you are with veil, you cannot wear everything, but you must

change, you must change your style, yowaht to choose to break the routine.

A: Yes, yes. What what about colour?

B: & Not very attractive colour but you change from the blue, the gray

A: C Yes.

B: You always wear traditional classical clothes.

A: Yes, yes. What odstharchout skirts? | |l donodt
B: Oh no, you candét because itodéds forbidden
A: Yeahd what do you think?

B: | want you choose you choose a long skirt, a long skirt, with some slight colours, not a

lot of colours



A:C Yes.

B: Because we are in the spring.

A:C Yes.
B: But we are in the spring you canb6t cont.
AcYes, i1itbds right. What do you think I am s

B:C Yes, [laugh] you are very traditional. | want to change. | want to bring something new

andglad. Ter e i s happiness in é

AcBut fashion nowadays not all things are a
B:C Yes, there are some colours which which are which are very attractive

A:C Yes.

B:c like red and yellow.

A:C Yes.

B: You candt viosvéut yoehbreak ygur doloun gouryraditional colour.

A Yes. Tel |l me about you, some some SO0me

trust in your choice, thatodés why I Il bring

B:c | want to change, | | wear everything, not everything but something which | trust to be

to be beauti ful and é

A:C Yes, we are students in the university. We must must be in good appearance. We must

be elegant
B:C Yes.

A: We must have we must have shoke tother of your style because the physical

appearance can affect your personality.
B: Yes, thatoés right, vyeah.
A: What whatodés the the &

B.C | donét | i ke very very |l ong coat s.



A I donot | i ke short one.

B: Not not very short, but you can wear a short skitth with with short coat with a skirt,

you can.

A: I want to be exceptional i n this party
exceptional, because [l augh] i1itdéos a party,
B: ltds a party you have t o assébywwasesonlyghle col ¢

you can wear everything.

A:.C Yes, yes.

B: Yesd 0 | wantto say something. You cannot you cannot you must wear the skirt with
A:C Yes, of course.

B: Choose a silky skirt with a colour and put some accessories, some accessories, some

attractive one.

A: Yeah, I can | can do this. Yes, maybe

decision.

B: In a party we can make something attractive.

A: Yes, whatos about the size?
B: Size?

A: Yes.

B: Your size is 38, the same?

A:Yes,thesamedonodét | i ke t he -ghihseandn ke theowdegne ans and
B: Why, do you feel relax with wide?

A: Yes, comfortable, more comfortable than the narrow one, yes.
B: Yes, we choose 20 38 or 14, sorry 40.

A:C Yes.

B: Yes, is enough.



A: 0 & What abaoi t the tradi

B:C Yes, nowadays we see something traditional and with touch of modernity, like like

A

B

A

A

A

A

ti

onal

Koftan,

mu s t

:c Koftan?

: Yes, yes.
Yes, we can wear

: ¢ Older?

. ¢ older than your age, yes.

: You are very young, 20 years old.

: Sometimes we want to change our appearance.
Something new, you

: Yes but in your size 38, not more.

t

Bbut

ry

somet hi

ng

style? We cannot

n e



Pre-test: Control Group

RolePlay 4

A: Mum, | want your opinion about my choice.

B: What do you choose?

A: | choose English to study English as ¢

B: ¢ Why not Medicine?

A Because itds, because itdés my dream sinc

B: But I think that Medicine is better. You can improve rg&lf in scientific scientific
thoughts and itodéos itds more it has a more p

A: But | want to study English. But | want to speak to speak English in order to to

communicate with different people from different religgoand to develop my culture.

B: Yes, | know that, but English, sorry, that Medicine, it is with human being, with how to

how to deal with with people who who are ill and you can you can give them givédthem

A: ¢ help

B: ¢ help, you can help them.

A: C Yes.

B: Yes, and you can go to conferences, you

A: But teaching is also a noble job, and you can deal with with different students and

i mprove their |l evel, and ités a respectful

B: The final point, s your c¢choice and you can you can

it, and | hope you good luck in your choice.

A: Thank you.



Pre-test: Control Group

Role Play 5
A: Hello, Imene!
B: Hello, Soumya! How are you?
A: |l 6m fine, and you?
B: |l 6m good.

A: Did you watch Mary Chuwy yesterday?

B: No, | didndét watch | didndét watch | didn
A: It happened a new new bad event because she had an accident.

B: Oh, my God! This is why | didnot 1|ike th
A: So wha do you prefer?

B: | prefer another kind of TV programmes and another another kind of movies like |

prefer like like action movies.
A: Like what?
B: Like Prison Break.

A: | like it too, but | prefer to the romantic like Titanic and | also want like schmthe

cartoons like Rimy.
B: Rimy, this is this is kind of TV programmes for children and not for you.
A: | dondédt agree with you because | I think

B: OK.



Pre-test: Control Group

Role Play 6
A: Hello! How are you?
B: Il 6m fine, what about you?
A: |l 6m fine too, what about your party?
B: If you are so interested, why didndét con
A: |l know that you are anger with me. |l 6m s
B: Dondét be sorry. Party is. over and party
A: I 6m sorry. I can understand your anger.

your party.
B: What what they are, what are they?

A: My car is broken up last night and | have to wait for my brother, | have to wait for my
brother to come. Whenhemo® when he come came | ate and |

myself to your party.
B: ltés OK but | faced this problem before,

A: | thought that face to face is better to provide better explanation.



Pre-test: Control Group

Role Play 7

A: Whatdéds wrong with you?

B: Mum, | want to ask your permission for something but | | am afraid that you that you

wonodt accept.

A: Why? Are you doing something wrong?

B: No, of course.

A: So, just tell me.

B: But | know that we will be gointp be angry and you will shout at me as usual.
A: No.

B: OK my friend my close friend Mouna going is going to make her birthday party and she

invited me.

A But you know t hat I am al ways but you Kk
this party.

B: But why? You know my friend Mouna. She live near.
A: At what time? OK, at what time?

B: At 10.

A: At 10. With who are you going to go?

B: She told me that her father will take me.

A: And with whom you come back?

B: With her father also.

A: So, but whom the@eople that will will be there?

B: You know that are all just our friends of the class.



A: OK, so go but dondét come back | ate.
B: OK, thank you.
A: Wait, donét switch your mobile because |

B: OK, dondét worry.



Pre-test: Control Group

Role Play 8

A | 6ve been waiting for you for more than

what 6s wrong with you?

B: I know, really really sorry, but | had circumstances. Believe me.

A: Where have you been?

B: I | 6 ve pontene butserdethimycaneelud.

A: Something like what?

B: I I had to wait for my mother until 11:45 because she had no keys.

A But itds not an excuse, do you know?

B: I know, but | couldndét possibly | eave he

A: But you could at least call me.

B: I but | couldndét find my phone. Il put it
A: But youdve told me that youdve | eft home
B: Yes, but I had a huge transportation pr

there was the traffic jam
A: OK, OK, you are excused, but dondét do it
B: Yes, it wonbét happen again. I wi || be on

A: | hope so.



Pre-test: Control Group

Role Play 9

A: Kenza, you know what | have just remembered?
B: What?
A: The incident of lassummer.

B: Ah, you mean you mean when we you mean when we were supposed to take care of our

nei ghbourdés girl ?
A: Yes, she was five year old.

B: From, at the first moment she arrived, she she started running running around and

jumping all over the place.

A: Yes, and we were supposed to chase her from room to room.

B: 8 And finally when we felt asleep, when she felt sleep, we put her in her bed.
A: Yes, but | remember when | went to check on her, she was gone.

B: | still remember the lookk on your face. Yaue r e scr eaming sheos

here! [laugh]

A: Yes, | was | was scared.
B:o o
A: Scared and we started searching for her.

B: Yes, and finallyd and when and for a moment | thought we will never find find her.
A: Thank God we heard her screamingler her bed.
B: We were we felt released.

A: Yes.



Pre-test: Control Group

Role Play 10
A: Well , ol@m hnmyneGod! What is this? Why the
B: ¢ Oh, youb6re already back. I dondt | didn
A: Well, you should know that I 6m coming. Y
B: I Om very sorry. | 6m so sorry. I had no
but | swear | 6m sorry.
A: Where was you?
B: I was, you know ¢
A: ¢ You had no time | absent for one mont h.

B: You know, honey, | was so busy with my study, my job and | had no time, and when |

come back home in the evening | go directly
Ac At | east you could arrange it a little b
B: ¢ | know, I know, I know, | 6m really sor

swear | will fix it today and it will be nice.

A Doné6ét botheoul dbhdos mgaveaulbou &t smy my s

are irresponsible.

B: I know I 6m clumsy and | admi t | 6m cl| ums
sti || young, Sso, next ti me, I owi || be more
A: ¢ No, there Iis no next ti me.

B: Please, lloveyowr ut e apart ment, ités very comforta
A: No, itds the |-sitetnexttimene. You need a baby

B: Come on!



Pre-test: Control Group

Role Play 11

A: Did you remember last summer when we lost our small neighbour?

B: Of course | do. We were so afraithen we did not found her. At first, | thought that she
was with you.

A: Thatodés the same for me. | was think she
B: I was shocked when you told me that she is not with me. | was so afraid to lost her.

A: Me too | was shocked but | remeertquickly that she was we left it we left her on the

beach.

B: Yes, we rushed to the beach and we found her crying in the same place which we were
in it.

A: 1 was so happy after when we found her.
B: Me too, but | think that we were not responsible endaghke care of anyone else.

A: Yes, responsibility is not something easy.



Pre-test: Control Group

Role Play 12

: Hi, dad!

: Hello, son!

: I want to ask you for permission to go to the party this night.
: But whom this party and where it will will take place?

and

o
(2]

ltds for my friend birthday. It
Ever you canot.

: Why, father?

: Because you are too young for parties.

: But why parents friends go allowed for them to §b€ase, dad.

: OK, son, but with conditions.

: Yeah, dad, | accept.

. | take you, | will take you to the party and will come back to bring you after two hours.
: Oh, thank you, dad! | appreciate and | will call you when | will when | will be there.

: OK, you can go.



Pre-test: Control Group

Role Play 13

A: Hi! How are you?

B: Hi! | 6m fine, thanks.

A: |l am afraid because, could you please, could you help me?
B: Of course, you are welcome.

A: | am afraid because it is the first time | come to timéversity of Constantine and |

dondét know everything to help me so | wish
B: Dondt worry. Il wel come with your questio

A: 1 want you to give me an opinion about the situation of studying, medidachers and

administration.

B: Look, you must be so seriously from the first time and do not be neglect at all. About
studying, there depends on your own ability, and try to berslelfant because things are

here is totally different from refer tbé secondary school.
A: Please, tell me, how about teachers and administration?

B: Teachers are, teachers are severe, but of course they have high level and good situation
of teaching. Administration are working but in slowly way. You will fed up \itim, for
example in the deliberation.

A: Thanks, Miss but and see you next e

B: ¢ You are welcome, good | uck!



Pre-test: Control Group

Role Play 14

A: Hello, Nadjwa! Why you are looking angry?
B: Good afternoon I &dm not | ooking angry but

A: Normally we normally we have a session with with our teacher in grammar in room 20,

but she has late, you know the large number of of students and the room is small. They
starts making noisy girls | aughing camdtboy
j ust breath a safe &iand blecmuse arfMgrtyhalhedad

condition of our university.

B: Dondt worry. We know that our universi:t

satisfied.

A: So, how about you?

B: At the resaurant waiting for to buy sandwich of hamburger.
A: Oh my God, for three hours? | know.

B: Yeah.



Pre-test: Control Group

Role Play 15
A Hi Manel! How are you? IlItdés |l ong time th
B: Fine, thanks. What about your studying?
A: 1 am second year.
B: Are you in university residence?
A: Yes.
B: Oh, so | have chance because 1 6m | ooking
think that you are the perfect person.
B: Of course, you are my best friend, and | will be happy to tmpeny roommaté® and
| know you from long time but | | have already chosen my roommate.
A: Oh, please, Manel, try, we still have a time and | really want to stay with you and | will
be the best roommat e. | 6m hel pfkmdw. and cal m
B: Sorry, Kar i ma, itds over becaudslbkrings gave
her bags. |l 6m really sorry.
A: ltds OK, no probl em. |l understand you. N



Pre-test: Control Group

Role Play 16

A: Good morning, dad! | want tiell you something.
B: Go, going ahead, daughter.
A: 1 would like to travel to Bejaia with my friends but my mother does not let me to go.

B: In fact, your mother is not wrong, but try to convince her to let, if you tell you |

convince her to let go totlgou go if you tell the names of your friends.

A: Certainly, | will go with my neighbour Fayrouz, my cousin Dalel and of course my best

friend Radia.

B: Great, how long do you want to stay?

A: At at least five days.

B: Where? | prefer notto gb butifthi s make you f eel happy

A: Thank you, dad. | love you so much.

t

0



Pre-test: Control Group

Role Play 17

A: Hi, Imene! How are you doing?
B: Hi, |l 6m doing good, and you?
A | 6m f i0orvh,attblbsa mkesw. about your studies?

B: For themoment, everything is OB with my studies. | wish it will be the same for the

second semester.
A: We hope so. With the climate and the hea

B: For me, | want | want finish the the second serie without ro@kexan and enjoy

staying home.

A: Staying home? Are you sure about what you saying? How could yamnd how do

you spend your weekends and holidays at home?

B: | really love staying hom& and watching movie, for for instance this weekend | have
seenoneofmyavourite films Ocean EIl even. ltoés d

to pay back and not for other purposes.

A Yes, I saw It t oo. I think itdéds amazing
story of the heroes George Clooney and Julia Rotnich led the hero to revenge from

the new man of his ewife by stealing his casino and | like the most the presentation of

Brad Pitt.

B: No, | dislike this actor. | find him somehow. At the other hand, | love George
Clooney because he is handsomd eery attractive.

A: Tell me, do you I|ike Julia Robertdos dres
B: Yes, I like them specially the red one.
A: In a word, it was a great film. | really like it and | want to see it again.

B: Yes, itds pleasant to see I|i ke this movi



Pre-test: Experimental Group

Role Play 1
A: Whatdés wrong with you, my sweetheart? |
getting your Baccalaureate.
B: Of course | am happy. Il 6m very excited.
A: What, so, whatodéds wrong with you?

B: | choose my brarh.
A: What do you mean? Is there any problem?

B: You Kknow, after getting my Baccal aureat

confused between mine and yours.
A: You mean between choosing English and Medicine?
B: Yes.

A: 1 know that you love English and you want to be a teacher of native speaker of English,
but | think that Medicine is very better to you and this is the better decision you make it in

your life.
B: Mum, if I do you have any problem if | choose English?

A: Of course | dondét have any problem but
have been dreaming about this. But you start start, but you want to speak English fluently
as good as a native speaker and to teach at university. But, you know, ¢chgose
Medicine and you was scientific student in the high school. You was literary branch?

B: Yes, | was.

A: And also Medicine you can help others.

B: No, I want English.

A: So, if you are interesting in English I will not | will not disagrwith you.

B: You accept my choice?



A: Yes, of course.
B: Thanks a million, | feel myself on walking on the air.

A Because if I didnét | et you choose Engl

not make a big success, but | trust ow yand | make all proud of you, apple of my eye.

B: Thank you, mum.



Pre-test: Experimental Group

Role Play 2

A: Hi, Sarah! How are you?
B: OK, you seem a |ittle bit upset. Whatos

A: You know, Sar athooking lbutl heed athuge Imelp fromg/@u dodeach

how to cook.

B: Thatdés all ? Dondt worry, dear. | 6ve got
A | 6m planning for a huge party tomorrow.
B: Yes, | 6m here and |1 6m gonna help you.

A: And | was wondering if you could give me some recipes, especially for cookies.

B: Of cour se, |l 6ve gotrewhpe? abbods wubbygole

delicious too.

A: Thanks God, tell me what to do.

B: Yes, you just need a few ingrediente. t 6s say some fl our, eggs
A: How many eggs do we need?

B: You need two eggs and cup of flour, cup of sugar, sorry, and two thirty cup of cocoa

powder, two spoon of baking soda and pinch of salt.
A: Thank you very much.

B: Oh, doniot 6svoaryery simple and |1 66m guar a
cookies. You just mix some butter and donot

then add the eggs and with two ¢é
A: ¢ The vanilla and the& sheet paper you tol
B: Just in the kitchen tool, shop, you find everything you need.

A: And by the way, you will go with me.



B: Yes, sur e, |l 6m her e, er m, as | o6ve sai
extra extra vanilla or sugar vanilla, as you likeen put the dry ingredients at the bench,
erm, so mix it together well and take dceeam scoop, then put them on the sheet paper

and put them into the oven for for about 50 minute at 35 degrees.

A: We can make this cake ev@&@rd

B: And | suggest yo to serve them and some chocolate sauce on the top. That will that

will gonna be good.

d 3



Pre-test: Experimental Group

Role Play 3
A: Hi! How are you today?
B: Fine.
A: Whatds the wrong? | ksomething/ lnaticetith at you wa
B: Yes, my close friend is going to make a

A:c¢ Oh, no, your exams start next week. Forget it.

B: Oh, mum, please donét | et me down.
A: | said no.

B: Oh, you put me in embarrassing situation with my friend.

A: My God, you have astone headedbo ut you didnoét tell me abo
of this party.

B: Well, you know my friend Sarah, and the party will be tomorrow in the noon.
A: OK, but give me the phone number of your friend. | will get you back to from.
B: OK, I do what have you said, thank you.

A: Good, you can go, my dear.



Pre-test: Experimental Group

Role Play 4

A: Hi! How are you?

B: Hi, Il 6m fine, but | want to fall asleep.
A: Whatodés up? You | ook very tired.

B: Yes, yesterday | didnoét sleep till 4 o0dc
A: Are you a night person?

B: No no no, if fact in fact, | was watching an interesting movie.

A: WhtatitlegPs i

B: Fatma movie.

A oK, I know 1t but I donot l ove it very n
B: Really? Which kind do you like?

A: Well, I love English movie and | watch Algerian movie but one in the two months.

B: Al gerian movie? Are you kidding? I1tds th
A: Yes, | know, especially the topics. | feel that they make a monkey out of themselves.

B: Yeah, | know it, | note it. Also the actress have névdiace the camera.

A: Spite the fact that, yes, | know, despite the fact that they have some good movies and |

really like it.



Pre-test: Experimental Group

Role Play 5

A: Amira, Amira!

B:Yes, mum!

A: Can you help me can you come here to help me to preparer?

B: Of course, mum, what what | suppose to do?

A: You can prepare a salad and the table.

B: OKd & Mum, I I would tell you something, but promise me to agree with me.

A: Whatodés going on?

B: My friends are organising a trip and they abkee to go with them.

A: Trip? When? 1tds impossible to go in now

B: Please, mum, | finished the examination and all my friends are going and | reassuring
you that everything will be OK.

A: So, | wantto know you everything about this trip and then | decide, and when and

where you going?

B: We are going to the park of Setif in in in this weekend.

A: How long do you stay here, there?

B: We stay all the day and the the, we will back, returned iveitie evening.

A: With who?

B: With my friend Sarah and Djihan and her sister Maya.

A: OK, but promise me that you will be safe yourself and call me every time.
B: Thank you, mum. You are the most beautiful mum in the world.

A: |l love you too, honey.



Pre-test: Experimental Group

Role Play 6

A: What are you thinking about?
B: I just remember the incident that happened last summer.
A: Well, that was a day full of horror and fun.

B: For me, I I dondét remember exactly what

the little Kathy was missing.

A Don6ét make me Olshackgdh. You were | i ke

B: You didndét see your face.

A: OK, I was a little terrified but not likgou.

B: You know that | looked for her | searched for her everywhere, even in public toilets?

A: Really?

B: Thanks God Miss Parker found Kathy in the supermarket playing with dolls.

A: Yes, we didnodot tell her mother the truth
B: Yes,wediddt, well, | etdés go to her house and
A: OK, that sounds a great idea.

B: I hope she wonoét kil us.



Pre-test: Experimental Group

Role Play 7

A Hel | o, Mer i em! |l 6m sorry for being | ate
B: Hi! But for you it must be good morning. You know why?
A: Give me a chance to take a rest. l 6m con

B: Are you kidding? | think that you have

come late and want to take a breath ak. we
A | 6m sorry again, I have my excuses to te

B: No, | didndédt wbhetauseliBitenl angtbanges
we are must to do this day.

A: 1 know that you are very angry, but | have my excuse. Please, tsyeo to me.

B: But why didndot call me?

A Eh, thatdods the story of my |ife! [ wi ||
this morning at 8 o6clock and this man, it
life, Icall [toldtohi m t hat | had a meeting at 10 odcl

me leave my work at at least at 9 or something else, but he refused and when | have have
to take a taxi | have faced many traffic a great trafficjggrh 6 m s or r y.

B: And what aboutalling me?
A: | have forgotten my my phone at home.

B: You have always an excuse for everythin

think about what we must do today in our pr



Pre-test: Experimental Group

Role Play 8

A: Hi, mother! How do you feel today? Are you tired?

B: Oh, I feel very tired today.

A: Why? Is there something who makes you tired?

B: Because | clean all all the house.

A: Why donét you? We can come and help you.
B: You know that you studyanld dondét | i ke to interrupt you
A: By the way | have something to tell you about.

B: It must be good thing, so you seem like the top of the world.

A Il t hi nk, ouinindaliéertimefjab anel | thooght very well and decide
to work to help you.

B: Oh, my God, you really shocked me! | wonder you to study and and get a high degree

and proud of you in front our neighbours and family. Why you do that?

A |l 6m sorry, mu m, i foo di sappoi né¢retarey ou, |
very bad.

B: Dondét talk about this. |l can ensure what
A: No, mum, Vyou know itbés such a chance we

B: Be sure | wonder my daughter be successful, not rich.

A: OK, I will think, mum.



Pre-test: Experimental Group

Role Play 9
A: Hello, Mino! How are you?
B: Il 6m fine and you?
A: |l 6m fine, thanks.

B: OK, what do you think about our new neighbour?

A: | donot feel good with them. For me, | d
B: Really? Why?

A: Because thedgisturb me by making noise.

B: Sorry | donodét totally agree with you. Th
A: What about their kids? They keeping, they keep playing in my garden all the time.

B: Thatés not reasonabl e vy ovarekiasteeythegarde go

funny and intelligent.
A: ltds not the only reason Also the the to

B: Oh, my neighbour, donot think | ike that

recommendation about the neigoip.

A: Oh, youbdre right. I wi || Il will try to d



Pre-test: Experimental Group

Role Play 10
A: Hello, dear! Where are you?
B: Hell o, sister]! | 6m at home.
A: So, itdés cute, open the door.

B: Really?

A:Yesd 0 Oh, wh7Zat dés wup

B: | dondét think so.

A: Oh, | et 69 0sOhany Gddevhykare thesk dishes are not washed?

B: Sorry, | havendét enough ti me.

A: Donét make me | augh, you havendét a ti me?
B: 1tds the truth.

A: Oh, you are irresponsible person.

B: Oh, please stogalking like that.

A: But itdéds true. Everything is is disgust.i
B: Sorry, | wasnot able to do all this by n
A But 1 dm sorry, I dondt accept your excus

B: So, what can dlo?

A: Oh, just pick up your thing and go.



Pre-test: Experimental Group

Role Play 11

A: Hello, Rania! How are you?

B: I 6m i s not happy. | 6m confused between

party which would take place next month.

A: Can you pesent something about your preparation like people number or the invitation,

something like that.

B: So about the invitation, decor and flowers | have been reserved them from Sidi

Mabroukodés magazine.

A: What about the place? Where do you want to do party, wedding party?
B: In Dar ElFerdaous.

A: Where is that?

B: In your way to EiMeridj. Normally you know it?

A: Oh, | remembed What about cakes and food?

B: | 6m not worry about food because my mot't

cakes
A: Just tell me about the number of people are going to come.

B: One hundred, and thanks million, my best friend!



Pre-test: Experimental Group

Role Play 12
A: Hi, Romaissa! How are you?
B: Hi! |l 6m good, what about you?
A: | 6 m s o fseereach othéfs forch ionigriiraet

B: Yes, | miss our best moments together with our friends.

A: Wait a minute, | think there is a big show this weekend. Can you accept my invitation to

go with me?
B: This looks like a date for me, right?
A: Yes, you may sathat. | just want to have some fun like the old days.

B: |l 6m blushed now as you surprised me. I
weekend.

A: Last a chance worth gold. Try to be there. We will enjoy our time.

B: | would like to come. | livedeally a bad time last day, so | need this kind of moment,
but you know that my mother is very ill and | spend and | spend all my time managing the
house and take and must take careddfoémher a

really sorry.

A: Plea s e, donot refuse it . Your favourite bart

free dishes, foods.

B: l 6m really sorry, but | promise | wil/

A

you to organise another day, and | | 6m so s
A: OK, no problem, take more care of your mother and | wish she will be fine.

B: Thank you, take care of you too. See you.



Pre-test: Experimental Group

Role Play 13
A: Hi!
B: Hello!
A: How are you?
B: |l 6m fine and you?
A |l 6m fine, sebyunks. Il tés great to
B: Yes, thank you.
A: You know I 6m a freshman and | need some.
mind to be my roommate?
B: |l 6m sorry but | already choose a roommat
A Oh, Il 6m a little bit disappoimghtbba cause

great roommate for me because | can do so many things, so that you can be very proud of
me and in fact |1 6&dm really good at cooking
room looks like suitable and appropriate one so that | can affeedyagood air to so that

you can study and 8 and be very and concentrate so that we can study very well.

B: Yes, yes, you |l ook a very good student
already chosen one. | will have second thought, maybédl tensider your demand you

will be my roommate.

A: Oh, thatés really great. Thank you so mu
and | will never make you let you down. | just want you to look at this very carefully and,

you know, | will neverdisappoint you.

B: Yes, we think we are going to be good roommate, and actually | will tell my friend that

| chose | find someone else, and you will be my roommate.

A: OK, thank you very much.



Pre-test: Experimental Group

Role Play 14
A: Hi, Randa! Howare you?
B: Il 6m fine, thanks, and you?
A: |l 6m not fine because my new neighbours a
B: Why do they, why do why you dondt | ike t

A: Because they have because they have a lot of kids and who keep playing in our garden

and ad they make noise crying screamihgscreaming all the time.

A

B: Il 6m not agree with you, thanks God my ne
A: How?

B: My new neighbours are sociable, kind and helpful one. My woman neighbour is very
kind and helpful. She likes talking to me and she she always asked me for helping and |

love their intelligent funny kidé o | wish the best for you.

A: Thanks.



Pre-test: Experimental Group

Role Play 15

A: Sorry for disturbing you.

B: Dondét worry, there is no probl em.
A: | just want to ask you about the cafeteria.

B: Yeah, sure, come with me. | already go going there.

A: | guess that you are new here.

B: Yes, | an.

A: | feel myself not ready.

B: This is just in first year, but in second year everything is changed.
A: Really?

B: Yeah.

A: OK, | hope that.

B: | already was in your situation in last yeard Anyway, which branch you are

studying?
A: |l 0m study Engl i sh.
B: Me too.

A: Really? Sorry, | have some questions. So things | want to ask @bdytou are free of

course.
B: Yeah.

A: 1 will ask you about modules and if they are difficult or not and how many modules you

have.
B: We had eleven module modules.

A: You count them for me.



B: Oral Expression, Written Expression, Linguistic, Grammar, Phonetic, Culture,

Literature, Informatique, Methodology and foreign language.
A: | guess that Linguistics for me is so difficult.

B: No, if you are presentand reviseyoeird sons you dondét them ver

them.
A: So, what about the difficult?

B: I'n my first year , I donodot 0 fhecause yaurbg mo d
present, write your lessons, revise them and the most important thingsuhHsweomake

pay attention to the teacher.
A: So, you mean that everything every module is easy if | represent in the class?
B: Yes and try to go to the library and did mérelot of books. They help you to exams.

A: So, other question because | want to gsld about teachers, their relationships with

student and how they teach and everything about them.

B: We find have found kinds of teachers. The first kind, they are very gentle and friendly

with their students and you get the information to them very, eagy the other kind of

teachers, they are they have difficult personalities. They come to the class to present their

|l essons and to go without any discusses w

students any chance to discuss with them.
A: Pardon
B: Dondét worry, just make your best.

A: OK, thank you for your helping, thanks for your time and thanks for your advices, but
still one more question.

B: Yeah, sure.

A: Whatods your name?
B: Fayrouz, and you?

A: Fatima.

B: Thank you and great to meet you.

A: Nice to meet you.



Pre-test: Experimental Group

Role Play 16

A: Is that you, Amina?

B: I candét imagine that you are in front of
A: Me too, Amina what are you doing here in life?

B: | carry on my studieat the university in my my last year. How about you?

A: Oh, |l miss you, Amina. Letds go to cafet
B: How about you? What are you doing in life?

A:Oh,Aminad 6 how can | start? You remember that
B: C Yeah, I remember .

A: was sick and after year for his death, | got married a humble man.

B: When | saw you | remember the date of studies and our futherge

A: Remind me with the nice joy.

B: Of course do you remember when | pushed you on the stairs and you were wearing the

high keels and you were very you were very embarrassing?
A: How can | forget it?

B: Because people were laughing on you.

A: You mack fun of me in front of the classmate.

B: It was a great it was a great coincidence. Can you can you give me your phone number

so that | can call you when | want to visit you?

A: Yes, and | hadnét enough of yoaanvisiCal | m

me in any time.

B: Of course, it it will be my pleasure.



Pre-test: Experimental Group

Role Play 17

A: Everyday you face many problems, several problems starting from the noise of the

out side worl d. The t eacheandsometimesdif yowgoduer st a
you find the air smoky and a | ot of smoke ¢
tell you, | canodot tell you.

B: But | feel we are used to these conditions.

A: When you come to the classroom, you are very motivdtadt when you don¢
chair you start | ooking for a chair and sol

You should go and sit on the floor? This is
B: Thatds right.

A: Thatds what 1 0m talkilesy about. We have n
B: But this is not our problem. We have to
A: This is what stresses me out, man, yeah.

B: And what can you say about the restaurant?

A: Oh, donoét tell me about the restaurant,
all the day with an empty stomach making some noises.

B: By this you are telling me that | should quit.

A: Id6m thinking about this.



APPENDIX IV

Transcripts of the Posttest Performances

I The Control Group

I The Experimental Group



Posttest: Control Group

Role Play 1

A: Good morning, dad! How are you?

B: Good morning!

A: | have something to tell you to ask you.
B: About what?

A: Today while | was reading my newspaper

B: ¢ Yes.
A:c¢c |i ke everyday morning
B: ¥Yes.

A: I I have | have found announce which suggest a @joyes, and they they have took
the the phone number. | called them and one person answers me. | have take note. She told

me that they offering a job for for students and it was very intereSimgl took the the

addressandllhav® 1 went there €

B: ¢ But | understand that you stop your st
A No, | | isten before. Il went there and th
B: ¢ | candét accept.

A: ltds very interesting.

B: Because younave to to study beford when you finish your stu

found jobd | have an experience about this life.
A: But itdéds a good chance for me.

B: Il am your father. l'tds very dibdcduséc ul t | n

I whenyou finish study job comes easily.

A: Yes, but people were very sympatic with me and they they have show me



B: ¢ Yes, yes, but &
A: ¢ the office where | can wor k.
B: Yes, but é

A: c¢c But | have to tell you aboufromtthisgb.j ob. I

| have to delegate to to to talk about product of this company.

B: Yes, yes, you have to take an experience when the the holidays come the holidays

A: Cc Yes.

B: ¢ you can work &

A: ¢ But they asked me to sign an a contrac
B: Ah,n o, |l candt accept this.

A: From why?

B: You have to finish.
A: 1 1told them that | have to to talk about with my parents and they will come back.
B: Yes, when you finish you can sign with them with them a contract.

A: OK.



Posttest: Control Group

Role Play 2
A: Hello, mum!
B: Hi!
A |l want to ask you f or Ogoothidayg t o t he party
B: No.

A: Mum, why? Please, mum, please!
B: No the exam is very near and you must revise your lessons.

A: oK, beant revising \mg lesson a week ago, you know, | fed up of revising.

Please, let me go, please, please!

B: So, who is your friend?

A: Is Jane, my friend, you know her.

B: Yes, I know her parents and 1itds good go
A: Yes, yes, she is good, | swear.

B:Andwhowi | I t o &

A: ¢ | spoke to my, to dad, you know, he acc
B: So you can go.

A: Sure?

B: Yeah, but you must, but what time you will go?

A: OK, I think to go at 7 o6clock p. m.

B: Yes, you can.

A: OK, thank you, mum. You are the best mum in the world.

B: Thank you.



Posttest: Control Group

Role Play 3
A: Good morning!
B: Good morning!
A: How are you?
B: Fine, thanks, and you?
A: Today I 6m going to | want to go to the s

way of weari ng. ybultahelp sme twio puy somevaothes because we
are students in the university and we need to be in good appearance, to be elegant.

B: Yes, of course, | want to help you. | want to change your style of wearing. | think that

you your clothes aré@ so clasi.
A: So traditional?
B: So traditional.

A: You know that there are some fashionable clothes which is unacceptable. We cannot

wear anything.

B: Yes, | understand you, but you you you are you are young. You can you can you can
wear something, somethingpmething which go with your age, yes.

A: Yes, what about colour? You know that |
B: ¢ We are in summer, in a hot weather, you
A:c | |l i ke this colour, you know, I I i ke.

B: Yes, black is something fashionable, but you you must changedo some happy

colours pink.
A |l tds more attractive, | cannot wear it .
B: No.

A: Attractive somehow.



B: You can break it with with black. Pink and black, they work together.
A: You know that summer is coming &
B: ¢ Yes.

A: ¢ and t her e idisg. Whatlkiod of aglVice yoa can give mveetal to help

me to wear to be exceptional in the party?

B: Your party is just with wowen?

A: Yes.

B: Yes, you can omit your veil. You can have a style of hair.
A: ¢ Yes, itbés a good idea.
B: You go to the hair dress

A: Cc Yes.

B: ¢ and you can wear something attractive,
A: ¢ Yes, yes.

B: ¢ with some accessories
A: Cc Yes.

B: ¢ some jewellery.

A: | think that the the blue colour is more suitable or

B: ¢ You already wear

A:c | |l i ke this colour.

B : wear the blue colour, but | want you to change this catedgody of blue. | want

something something happy than that.

A: Mm, what about modern, modernity? Is there new clothes which is exclusive in this

summer?



B: Yes there is some some degree of pink,thetpink in your mind, pink which is not

attractive |li ke, is not attractive but 1t i
your personality, to ¢é

A: ¢ Thank you for advice. You ar e, real ly
style of wearing, itds somehow has a rel at.

wear anything. We can be somehow strict because we are wearing a veil sThiznati
B: ¢ Yes.

A: ¢ not wear anything. I f we ar e, have a |

which is beautiful but there is a limit when you are want to buy something.

B: Yes, there is some coats which are very forbidden in our religion.

A:c Yes | é
B: ¢ | want I want to change your <colours,
same style. Dondt waste time. Letds go to t

A Yes, itdéds ti me.



Posttest: Control Group

Role Play 4

A: Mum, do you thinkd you think that | enjoy studying English? What do you think?

B: Yes, | know that, but | have been dreaming of Medicine since your childhood since yes,

since you have started school.
A: | prefer studying English because it is my favourite my favourite dream.

B: Yes, | know that, but | always see you with scientific mind and this scientific thought

and and | expect that you will succeed in it the future.

A: 0 0 Ilike English I like studying English because | love it so much, | love it so much,
| think thatitisbet t er me to study Engd ibecduse | afraidl | d ¢

from it. So, | choose English.

B: But i f you see the advantages of Medi cin
a power in our society and it deals with human with thié wie humanity and and above

above all, you will gain gain much much money.
A: 0 |choose English.

B: I I canot | canot I canot be an obst acl

think that you will not you will not you will nod & you will notregret on your choice.
A: Thank you, mum. | love it. | love it.

B: Good luck!



Posttest: Control Group

Role Play 5
A: Hello, Imene! How are you?
B: Hi, Soumya! |l 6m fine, and what about
A | 6m not very well, but thanks.

B: So, t eWwHatisthe mattér avith §os?

A: You know these late elections made a big problem in in our country, especially in

Algiers. Did you watch it?

B: In what channel because | am not interested in this elections?

A: In Annahar TV. It always inform us about abdhis kind or this new events.
B: Oh, this is why, because | dislike this kind of this kind of news.

A: So, what do you prefer?

B: | prefer watching cultural missions in in National Geography, if you know it, because it

helps me more to build up nkypnowledge.

A: Did you watch only this kind?

B: No, in addition to this cultural missions, | prefer watching series and movies.
A: Like what?

B: Like romantic movie® and in addition to this, | watch cartoons.

A: Oh, come on, you are older than that.

B:Noo but think this is not &

A: ¢ 1 d&m only joking [l aughs].

y 0 U



Posttest: Control Group

Role Play 6

A: Good morning Assia! How are you?

B: Good morning! |l 6m fine, and you?

A: Fine, thanks, what about your party?

B: I f you are so i nctoemmee?s tDeodn, 6 twhbye dsoo ryroyu, dtihd
A: Believe me, | want to come but | coul dnbo
B: Why you couldnoé6t?

A: Because my car broken up and | first to wait for help until my brother came.

B: So, why you didndét cal/l me ?

A: Because | think explain it & to face is better.

B: ltés OK, it may happen, no probl em.

A: So, peace?

B: Peace.



B:

A:

B:

Posttest: Control Group

Role Play 7
Mar wa, whatoés the matter with you?
: Nothing.
: But you seem as if you want to say something.

T h at 6 sammafraig from,youbreactionl

: Why? Are you doing something wrong?

: No, but | think that you will refuse and shout on me as usual.
: No, just tell me.

: OK, promise me that you will be calm.

: OK, | promise you.

: My friend Mouna has just invited @rto her birthday party tonight.

But you know that | |l 6m al ways against vy

: But you know that Mouna is my best friend, and she insisted on me.
. ¢ Even she is your best friend, but | don

: But youknow she does she lives near of at from us.

oK, and | dondt know the people that are

: Just our classmates.

But but | dondét know but you know that,
OK, she told me that her father will takes.
With whom are you come back?

With her father also. Please, please, mum, let me. | want to really to go. Come on, say

yes.



A: OK, get your clothes and dondét come back
B: OK.
A: Wait, donét switch your mobil e. I will c

B: OK, dondt worry.



Posttest: Control Group

Role Play 8

A: Hi, good morning!

B: Good morning? Say good evening!

A: You seem to be really mad at me.

B: Of course, what do you think?

A: I mean, | er expected you to be angry at menotithat angry.

B: | 6ve been waiting for you for more than

wrong with you?

A: Oh, no, | 6ve I O6m really | ate. I know | 01
valid, a valid reasons, er, first of dllhad a terrible headache. Besides, my mother had no |

had to wait for my mother, poor her, she ha
B: But itéds not an excuse, do you know?

A: | know.

B: You could have call ed meoawhat? east. You d
A I have one, you know that, but | 6ve | oc
when | did, its battery was very | ow, SsSo0o Wwe

B: You always have a lot of excuses.

A: 1 know, at least they are true, bre s i d e s , |l have a very bad |
come on!
B: I dondt know why youdre always the one w

that | love you so much. So, you are excused.
A: Thanks, darling.

B: ¢ But try not to do it again.



A:OK, 61l do my best to be more punctual nex-t
B: So, good morning!

A: Good morning! | have really funny stories to tell you.



Posttest: Control Group

Role Play 9

A: Kenza, | cannot see it.

B: They are announcing on TV a young grimissing.

A: Oh, dear, you know whatoés it reminds me
B: Oh, you mean the incident of last summer?

A: Yes, we were asked to take care of our n

B: She was five year ol d. She was very dyn

jumping and running all over that place.
A: And suddenly we couldnoét find her.
B:Oh,myGod,Ifeld t er r i f i e ddo hwaslreallyplvehllg Inedrified.

A: But | was frightened. We started searching for éiewe start searching for her and
final 'y and ¢é

B: ¢ Yeah, and we were screami B stiadrevea , Mar

wondering what 1 édm going to say to her pare
A: Yes, and finally we found her on in the stairs sleeping and we took her to her bed.

B: I never forget that.



Posttest: Control Group

Role Play 10
A: Hi!
B: No, no, no, doné6t kiss me. Whatodos this?
A: Well sorry.
B: l's it my apartment? Is it my apartment?
A: Sorry, let me explain.
B: This is aterrible mess.
A: Let me explain. | was ¢€

B: ¢ Without caring.

A I [ didnot have much time to c¢clean it a
today.

B: I have finished my work and |

A: ¢ 1 6m really sorry, | havingdnmy @xamshaadvttee job.® 0 mu
was really really tired. | was about to clean it and to to fix it.

B: Please, stop, but you gave me a promise, you promised me.
A: c Sorry!

B: Promises are not meant to be broken.

A: But sorry, | di dncare |willaleasitimfiveniinutesi me and d
B: No, no, no, dondét clean it, Il will just
A: C¢c Sorry, pl ease, and it wild/l be the | ast
B: Donét you ever dream that | wild.l l et you



Posttest: Control Group

Role Play 11

A: Last summer, there was a bad accident. Are you still remember it?
B: Yes, | do. The small girl was disappear.

A: Yes, it was your fault.

B: Yes, but | thought she was with you in the garden.

A: Yes, | went to watch the match and | was thought that you were you was take care of

her.

B: This is the problem and | was was so afraid when you told me si@e she was lost.
A: Yeah, me too, and | tried to hide it from her mother.

B: But, when wdound her I | had relaxed and bring it to her mother.

A: 0 Yeah, | have been told you, the responsibility is is something hard.

B: Yes, thatodés right.



Posttest: Control Group

Role Play 12

A: Hello, father!

B: Hello, son!

A: Can | ask you tgo to the party this night?

B: Where it is to take place and for whom this party?

A ltds in the next street and itods my
B: No, you canodot go.

A: Please, dad, | wants go.

B: OK, but in condition that | will take you and | will and | will corhack to you to bring
you after two hours.

A: Dear father, thank you.

B: OK, son.

f



Posttest: Control Group

Role Play 13
A: Hi, Miss! How are you?
B: I 6m fine, thanks. What about you?
A: |l 6m fine. Please, could you help me?

B: Yes, of course, yoare welcome.

A: 1 am a firstyear student. | need your help about how is the study in this university.
B: Of course, take it easy. Do your best and try to be serious in your studies.

A: How about modules, department, teachers?

B: Modules are as usuaome difficult and others are normal. Teachers, some are serious
whil e others not <care. Department al ways se

A: OK, thanks Miss.

B: You are welcome. Do your best.



Posttest: Control Group

Role Play 14

A: Goad morning, friend! How are you?

B: Il 6m fine, and you?
A: Fine. Can you help me?

B: Sure, you are you are welcome, but in what?

A: | have an research in Oral Expression about the bad about the conditions of our
university. | choosed the bad the bad condgi@f ourd Tell me your opinion or your

examples i f you ¢é

B: ¢ OK, I wi || try with you. Actually we

should speak about the noisy in the classroom and smokers.

A: Yes, this is a good idea. Sihem, you rementhese group of boys that smoke in the

classroom after the session?

B: Yeah, | have another example In the example the room that you study in.
A: Yes, this is another example. Any addition, please?

B: Finally, you speak about the bad food in the restaurant.

A: OK, thank you for your help. Now, let me finish my work to discuss in this this

afternoon.



Posttest: Control Group

Role Play 15

A: Hi, Manel! How are you?

B: Fine, thanks, and you?

A: |l 6m fine, thanks, what about you, your s
B: | @md yemreand you?

A: |l 6m first year. Are you in university re
B: Yes.

A: Oh, so I have chance because I 6m |l ooking

B: Me too, but | am sorry, | have already chosen my roomate.
A: Please, try, we stithave a time and we are friends from long time.
B: Sorry, she already brings her bags this week.

A: Please, | will be your best roommate, helpful, calm, and | am | am good at cooking as

you know.
B: |l 6m really, but | give her my word, sorr

A: | t 6 probl@m, nextryear.



Posttest: Control Group

Role Play 16

A: Good morning, dad! How are you? | want to say something.

B: Go on, my daughter.

A: 1 would like to travel inJijel next week with my friends on school trip, but but

B: ¢ OK, oK.

A: C bhbtut

B: ¢ Whatdés your probl em?

A: The problem my mother dondt | et me to go
B: In fact, your mother is not wrong, but d
A: Thanks, dad.

B: Wait, wait, | want to ask your some question.

A: Of course, | listen tgou.

B: First, what are the name of your friends and how they, how they stay stay staying there?

A: The names of my friends my neighbour Lila and my best friend Radia and | will stay at

least three days.
B: What | say? | hope to enjoy with your friend gl have good time in the trip.

A: Thank you so much.



Posttest: Control Group

Role Play 17
A: Hi, Imene! How are youwloing?
B: |l 6m doing fine, thank you, and you?
A: |l 6m great. I f the studies are good | O6m s
B: Please, donatdites!| b eaxkhawste tihd eel l 6m not
A Dondét worry, itds the same for me. I 6 m

final results. | really wanna succeed.

B:0 Allofusallofusd i f t he God wil . Be sinavesk,jinal 6 m r

weekend® a little bit. Sure after watching some movies | still worried.

A: Watching movies is one of the most methods to forget your stres$ aadtertain

yourself.

B:d Tel l me , have you seen the, nbe2vOxeary ou S ¢
Eleven?

A: Yes, | saw it.

B: ltés one of my my favourite fil ms. Il r eas
all of it.
A: Yes, i1itbés adorabl e.

B: | liked the most the presentation of George Clooney.



Posttest: Experimental Group

Role Play 1
A Hell o, my daughter! Whatodés wrong?
B: Hi, mum! Nothing.
A: You seem confused and disappointed. What
B: | said nothing.
A:Butd you seem, I donodt kKknow, y 0 U 0yrbecauseo t nor
youdbve got your Baccal aureate, arenodét you?
B: Sure, | am.
A: Then, whatodés wrong?
B: I |l ose my head. |l 6m very confused betwee

A: Normally you know that | want you to to study in this branch, because siadagsh

day I bring you to life | see in you all my dreams.

B: But | love English.

A: 1 know you love English and you have many capacities.

B: No, I canodt study Medicine or anything e
A: Why? Can you tell me the reason why you chdeisglish?

B: I really love it.

A: Loving something is nad a big reason to study.

B: I canodot , mu m.

A: |1 know that you love English and | want to tell you just something you have to keep it in
your mi nd, t hat Medi ci ne i s tadying,oyoudwerer an c h

studyingd in scientificbranc® and it és hel pful, you help tF

B: ¢ English also is good.



A: | know that is goodobHedamnmdde Yyaeu ilewwe iint |
B: So, mum?

A: So, what can | tell youd If you choose English | will not be satisfied but what | will
do? This is your choice and your life, but | hope that you can make a big succeds in it
and | will be proud of you, apple of my eyes.

B: So, | will choose it now?
A: Yeah, you choose it.
B: Tharks, mum, |

A: ¢ Even if I &m not satisfied, but what I
you sad.

B: Thanks, | feel myself up in the air.



Posttest: Experimental Group

Role Play 2
A: Hello!
B: Hi, Sarah! How is it going?
A: fing,thank® Your voice, er, whatds up? Your Vvc

B: Well, | actually need your help for preparing a tasty cake cream.
A: Oh, donét worry. How about chocol ate cup

B: Chocolate cup cakes? It sounds awesome!

A: Yesqt Idnwe rgeci pe and itds very easy to m
Bl dondét have any reception, dondét you?

A:Yes,doyouhavd you have the recipe, dondt you?

B: Do you, sorry, no, | dondot have, thatos
A: Oh, donét woryroyu ohnoen eayn,d li twiiltlésgiweer y e a
B: Wait, Sarah, give me a pen or something
A: Yes, er m, here we are. Theyodre a few in

half flour and two eggs and one cup of liquid c@ipndk and teaspoon of baking powder.
B: Wow, this sounds easy and easy and delicious too. Thanks a million, Sarah.

A: Letdbs move on to the preparation. You |
pour them into the liquid ingredients. Then, bakerthieto the oven on 35 degree and for a
couple 20 minutes, that, and let them cool.

B: But it seems | ong to e
A: ¢ No, no, itdés very easy, yes, and at t he
chocolate.

B: But, | have no decoration in my kitchen.



A: l 61 | bring you some chocol at e.
B: OK, thanks a million.

A: Well, youbre most welcome, honey.



Posttest: Experimental Group

Role Play 3

A: Hi, mum!

B: Hi, daughter! Whatdés the matter?
A: Er, nothing, forget about it.

B: Nothing?But you as, but you as you want to tell me something.

A: Only my close friend is going to make a birthday party and she invited me and, you

know, | will go.

B: Do you really?

A: Yeah.

B: No, you know that your exams begin the next week?
A: Please, mum!

B: I said no, no. Forget.

A: Sarah said I 6m waiting for you, and you
not?

B: Oh, my God! You have a stone head, haven
A Look, youdre very severe.

B: Forget about the party and everything.

A: Youdevere.very
B: Think so, but you will stay with me to
party, OK?

A: Yeah.



A

: Hi! How are you?

Il 6m f

: Good.

i ne

Posttest: Experimental Group

and

Role Play 4

you?

: So, | called you last night but yaui d n 6 t

answer .

: Oh, yeah, | was so busgy so, why did you call me?

: Becausé wanted you to watch Arabs Got Talent on mbc4.

Oh, |

: Why?

do

not |

: Well, | like Turkish movies.

Tur ki
Why ?
0 Donodt

Real l

s h

ke i

movies? Do

| t®&s t he

make me

y ?

What 6s

good

t .

not ma k e

on

| augh, al ways

abo

ut Ar abs

me | augh!

t he s ame

st

Got Tal ent ?

: In my opinion, is a good show. Some people are making monkey out of themselves, and

t hink

: Really? Why?

Lot s

t he

f or

I donot

of

y havenot

al |l o f haveite m.

and and é

get i

i ke

t hem,

t

., wh

t vV e

t hey

any talen

at do you

ry much.

havenot

t .

Theredre ones who

o

think about

beauti f ul

\

Oi



A: Anyway, good or bad, itdéos not a big deal
B: OK, I have to gsow. So, see you later.

A: OK, see you.



A:

B:

Posttest: Experimental Group

Role Play 5

: Mira, come here now.

' Yes, mum.

: Help me to prepare dinner.

: Of course, mum, what | suppose to do?
. Er, prepare salad and table.

: OKd Mum, | want to tell you something, but promise me to be agree with me.

: Not now, after finishing our works.
: OK, as you like.
: 0 0 What you want to tell me?

: My friends are organise a trip, and they asked me to go with them.
Trip? Are you killingme?

Please, mum, | finished my examinations and all my friends are going and | reassuring

you that everything will be OK.

A: Wherebébre you going and when?

B: We are going to the park of Setif in this weekend.

A: How long do you stay there?

B: We stay althe day and we will turn back at at the afternoon.

A: With who?

B: With my friend Sarah, Djihan and his sister Maya.

A: OK, but be careful and take care.

B: oK, thank vyou, mu m. Youdre the most bea
much

A: |l love you too, honey.



Posttest: Experimental Group

Role Play 6

A: Hi, brother!

B: Hi, Danny! Whatds up?

A: Thatdés funny because | just remember t
B:d 8 When we lost the girl little Kathy?

A: Yeah, man, that was troublesome.

B: ¢ And funny at the same time, remember?

A: Yeah, | remember that you are about to choke when we found out that we lost the little
Kathy.

B: Man, do you know how much noise my ears will suffer from, if Mrs Smith finds out?
A: Mrs Smith, | hate her wheshe scream.

B: So, how did we, how did we lost her?

A: | remember that you were in your room chatting, right?

B: Yes, | remember. | also remember that you slept on the couch while watching TV, and
she was right beside you.

A: Come on, loridgsd movies are
B: So, | searching, | searching for the girl in in toy section in the biggest mall of the city.

: 0 We found her, we found her sleeping in the arms of that big bear.

. Yes, girls love dolls.

he

:Yeah,tht 6 s when | | earned something important

:What is it?

: Never get your eyes away from a child.

A
B
A: Thank God that you didndét harm hersel f.
B
A
B



Posttest: Experimental Group

Role Play 7

A | 6m going off on holiday during fifty da
B: So, do you wish you keep me your room?

A: Yes, you can, but yobave to to to to keep it tidy.

B: OK, itdéds not a very big deal. | 6m gonna
A: OK, take care of yourself.

B: OK, see you! Have a nice holidays!

[A is back from the holidays and meets B.]

A: Hello, friend! How are you?

B: Howodr e yyouw Rolidelysw wa s

A: Whatodéds this noisy? The room is too disgu

B: Disgusting? Are you talking seriously?

A: Yes.
B: There is &
A: ¢ It was, it was too tidy. Whatodés this n

B: Thereds nothing about t hedishes an clear the al |l

room, er, you know, tide up the furniture a
A Donét make me | augh.
B: Yes, the room, the room is as you | eft

anything. | just had a party and | invited maybe twentyngffriends and we had a party.

A

ltoés Ok, er, thereds nothing about the roon

A: |l didndét find anything to to tell you. I



B: oK, next ti me, try to keep your room as
something you did. Therooms di sgusting because of you. °

it up.
A: But, but, but I tell you to to keep it tidy.
B: Itds not my probl em. I did everything I

A: OK, Iwill Twill & I will never let my room to anyone agaespecially you.



Posttest: Experimental Group

Role Play 8

A: Hi, mum! How do you feel? Are you tired?

B: Hi, honey! | feel tired.

A: Is there something makes you tired?

B: 8 No, | just clean the home, house and everything, you know.

A: Why, mum? Dondét why have doné6t wait the
B: I know that you are studying for | ong ti

A: By the way, mum, | have very important news to tell you about.

B: Ah, it must be good thing, isnét it?
A:ldondt know | dooin 6d o kkto wk n anw ,m | dondt know
you, | 6m afraid that you donét | ike it at
work.

B: Oh, my God, you really shocked me. Why you do that? The, | wondesungoystudy
and to graduate and to get a high degree to proud of you in front of my family and

neighbour.

A I donot know, but itds such, but itds s

our condition life are verg bad. We need the money, yinow.

B: Oh, my dear, dondét care about that. I C
down, do I?
A: No, mu m, I d 6 nvé heednilee anoneyt, \Wweaneed thee momey and the

job. It gives me the an experience.
B: Be sure, my daughterwlant my my daughter to be successful and not rich.

A: OK, mum.



Posttest: Experimental Group

Role Play 9
A: Hi, Ayoub! How are you?
B: Hi, Houda. | 6m very fine,
A | 6m owkedtl ittooseems | i ke we

how about

h a vtleemn e w

B: Why? Do you mean the neighbours that, who are living next to your door?

you?

nei gh

A: Yes because of the children who keep playing in my my garden all the day, also the too

many Visits our neighbours bother me.

B: No, | totally disagree with you becauseHlédlitheir children a lot and they just like to

have fun and their parents are very sociable and helpful. | remember, once before, their

father help me when when the
I dondot know wtrtealylikedhem? ou, do

A |l dondt know, maybe | judge

car broken dov

y 0

them before

B: So, what do you say if you and | go and visit them? Maybe just to get used to them and

know them better much better?

A: OK, itdés a good idea. Letdbs go.
B: OK, | 6 Ihour dr thd place witete dd do e meet and go to them.
A: OK.

B: OK.



Posttest: Experimental Group

Role Play 10

A: Hello, sister! How are you?

B: Hello, sister! Fine.

A: Where are you?

B: At home.

A: Great, open the door.

B: Oh, my Gosh® Good maning! How are you?
A: Fine, and you?

B: Fine.

A: Oh, I think there is a bad smell in my flat.

B: I donodot think so.

A: oK, I 61 1 see. F i ros Dear, thviseis nsttmg kitthenwthig idia t h e
pigsty.

B: This is how you answer back niyavour ? The, what 6s the pro
Thereds nothing to eat. Al | it needs i s t

remove the dust as well from the ceiling.

A: Oh, dondt make me | augh, t he gusting'¥duen? Wt

must be responsible when someone trusts you on something.

B: Oh, pl ease, stop preaching at me | i ke

better, youbre not better than | am.

A: Really? 1tés better to pick up your thin



Post-test: Experimental Group

Role Play 11

A: [On the phone] Hi! How are you doing?

B: Fine, thanks, and you?

A: Thanks, fine. Are you at home?

B: Yeah, | am.

A: I d6m just miss you too much. | want
B: Welcome, any time.

[A and B meg]

A: Hello, good morning!

B: Hello, good morningd Thank you for for beautiful flower.
A: | 6m gl ad you I i ke them.
B: Please, have a seat.

A: Thanksd When your wedding party will take place?

B: Next month.

A: What? Next month? Really? Did you prepargithing?

B: Of course, | have prepared everything, but | still have a problem with invitation. Can

you do a favour for me?

A: Yeah, where is the problem?

B: I want | want you to bring to bring me from the SMabrouk Mabrouk magazine.
A: Just tell me abat the number of people.

B: One hundred.



A: What about cakes?

B: About cakes, my sister said | will be happy if | make them by myself. Oh, sorry,
something to drink?

A: Tea, please.

B: OK.



Posttest: Experimental Group

Role Play 12
A:Hel | o, Bobby! How are you? 1tbés been a | c
with you?
B: Hi , Romai ssa! ltds great to see you ito
you?
A |l 6m very well. I have nongold ots of progre
B: | miss our moment together. Oh, yeah, | remember there is a big show today. Can you
come with me? We will enjoy our time.
A: Today? Oh, | 6m so sorry Bobby because |
B: Could you figure out somethirspmething justo see you for a while?
A: OK, | will see, | would like to see, | passed to a very bad moment last month. | want to
have some fun.
B: Your favourite musical band wil |l be thert

this.
A: Yes, | will try Bobby Give me your number to call you and to confirm that | will come.

B: Thank you.



Posttest: Experimental Group

Role Play 13
A: Hello, Ayoub! How are you?
B: Hell o, AdIl an! Il 6m fine, how about you?
A You know, I 6m new mefirseyear and Itwbulddike wouidv e r s i
|l i ke to share a room if you dondédt mind of <c
B: Wel |, I I have already a roommat e, but

he would say about this, but I try to talk to him about about this.

A: Yes, that will be good of you and and | will be better for roommate, better than him
because | know you already and I 6m calm an
helping you in other stuff, and also we can have a good discussion, we have also many

things in common. We can share really good things.

B: Yes, | really know that because | know you and that would would be great, but
accepting this offer wildl really disappoin

roommate because he really got usethe, and | will think about this.

A: Thank you, that is nice of you to that is something good. | will look for other
roommates. Thank you.

B: Thank you, |l 6m very, |l 6m very sad.



Posttest: Experimental Group

Role Play 14
A: Hi, Randa! How are you?
B: Fine, thanks, and you?
A: Not fine. | Om upset. l 6m | ooking for a n

B: Really? Why?

A: Yeah, my new neighbours disturbing me they have a lot of kids who keep playing in our

garden and make noise at all the time.

B: Oh, thanks God my new neighlbs are good. They are sociable, kind and helpful and

intelligent and funny kids. They enjoy me sometimes.
A: Oh, you are very lucky.
B: If | found a house near to me | will I would tell you.

A: Wel | ¢ ndweThdnls. g o



Posttest: Experimental Group

Role Play 15

A: Good morning, Miss! Can | ask you?

B: Yes, no problem at all. What do you want to know?

A: 't doesndt matter. I just want to show n
B: Yes, itdés iwthmey way. Just come
A: Yes, sure.

[A and B go and sit at a table.]

B: Youareafirsy ear student, arendét you?
A: You are right, and you?

B: I am second year.

A: I think that I am very lucky to meet y

university.
B:Why? Whatdés your probl em?
A: 0 First, | want to know the characteristic of English teachers.

B: The, there are a lot kind of teachers. The most of them, they are very gentle and very
kind with students, and the othdéddadoneki nd, t he

A: Then, concerning the module, how many, concerning the programme, how many

module we have in this year?
B: I f 1 di dn @ tyouthave Id enbdule iy fosuyedn.a v e
A: What about the planning of exams? It is adequate for any pessons?

B: ltds in gener al it I s, but someti mes yol

number of these modules.

A: Yes, finally, please, could you give me me your name?



B: Yes, of course.

A: ¢ Because with great opelamatgou.r e, Il want to
B: Yes, of course, my name is Fayrouz, and you?

A: | am Meriem.

B: Nice to meet you, Meriem.

A: Glad to meet you, Fayrouz. Thank you very much.



Posttest: Experimental Group

Role Play 16

A: Are you Ahlem, arené6ét you?

B: Oh, my God, Amina, what a beautiful surprise! | thought that we will never meet again.

Our destiny gathered us again. | miss you very much.
A: 1 miss you too. Would you like to go to another place? ltis, it is so crowded in here.

B: I miss you so much.

A: Me too.
B: I canodot describe my emotion by words whe
A: The same feeling. Would you |ike to go t

[A and B go and sit at a table.]

B: Some tea?

A: Yeah, and some cakes as w8lld What are you daig in life?

B:0 You remember that my father was sick, do
A: Of course, how could | forget the day that you were suffer, you were suffering?

B: Yeah, after year for his dead | got married with a humble man, and you, what what what

are youdoing in life?

A: | carried on my studies. | am in, | am secegmr English student. You know that my

older brother got married and he has cute baby.

B: Oh, very nice.

A: By the way, do you remember days of joy and play?
B: How can | forget it?

A: Do you remember our days together, especially in the Mathematic session? And and

al so when | pushed you on the stairs and yo



B: ¢ How can | forget it? You ndadheAmina,h of m

hadno6t hdve dmaughrofdyou. Give give me your phone number to call and visit you.

A: OK, OK and give me your address to visit you.

B: Yes, youbre wel come.



Posttest: Experimental Group

Role Play 17
A: So, how was your studies?
B: Dontdot mealakbout the university. I think i
A: Well, if you see other universitieg§ on t he Net , I feel i ke |

like trash.

B: & | thought when | came first to university is that | study very hard and | finthell
circumstances. Instead of burying myself in into my books I | have to find solution of the

noi s e, and at the end of the day, |l start
home because everything is ldawveled, is, the transport. And thenainistration, they

dondét tell you what you should do. As a st

here.
A: Well, sometimes, you find things special here, but not everything.

B: There is nothing special here in this university. | hope sfimny study, my studies as

soon as possible.
A: Well, what about the good teachers here?

B: There is, the thing is there is a good teachers and others are not. There are teachers who
donot even know how to give yoae, you#ndright
experienced teachers and others dondt have

A: Well, we suffer from teachers here because sometimes, as you said, there are teachers,
they even donoét know what theydean,dof hgyor

excellent.

B: Yeah, | told you | can can say nothing about this.®dut dondét think it i
that that this is the way it should be. I
should have a very promoted level, shohtv, should know how to communicate with

students and should know everything without, should know everything about the teaching

and about dealing with students, giving marks and feedback and all things. There is a lot of

things that can be counted as ngnu



A: Actually, | totally agree with you in that i@ What about the conditions, the university
itself?

B: I told you before, conditions of our university are not very good, are not very good as
they should be for example, sometimes when the rain, whemdining you find a water
come the ceiling. You cané6t study while th

Something, there is a lot bad things here.

A: OK, so, you want to study abroad?

B: Ah, I wish that, |  wanysmioney. can do that, b
A: 1 hope so.

B: Er, maybe in the future, after getting after getting my scholarship from from the

authorities, maybe | would be happy to go abroad.

A: OK, thatés good, man.



APPENDIX V

Teachersd Questionnaire

Dearteacher,

This questionnaire is part of a research work. It aims at investigating whether and to
what extent the teachers of Oral Expression present spoken grammar, the methodology
they adopt in teaching it, as well as their views about incorpordtimgo the Oral

Expression syllabus.

You are kindly requested to answer the

appropriate box (or boxes) and make full statements whenever necessary.

Your answers will be valuable forédtcompletion of this work.

May we thank you in advance for your collaboration.

Miss FatimaZohra SEMAKDJI
Department of Letters and English
Faculty of Letters and Languages
University of Constantine 1



Section One: General Information

1. What is your degr\t,ae?
a. Licence

b. Master

c. Magister T

I

d. Doctorat

2. How long have you been teaching Oral Expression?

€éé years

3. Which year(s)?

a. First

I
b. Second |
c. Third |

I

d. Master

Section Two: Teaching Spoken Grammar

Informal spoken English is mainly characterised by the use of Heads, Tails, Conversational

ellipsis, Vague language, Spoken discourse markers, Informal reported speech and

Question tags.

4. Have you taught these aspects?

Aspects Examples Yes | No
a. Heads A friend of mine, his unclebought a Ford Escort.
b. Tails | t 6s r dhisldresg ni c e,

c. Conversational | Seems nicel like the placeyery exciting there, and

Ellipsis honestlynever seen so many people!




d. Vague Languagg

Speaker AAre you upsebr something?
Speaker B | 6 m a & biaaf d stomack aeche.
guess | Oarsorgobthrawgip. t o

e. Spoken
Discourse Markers

Speaker A Well, | mean in some ways, you shoul
make the difference buyou know, I tds <co
well.

Speaker BYeah, | see.

f. Informal
Reported Speech

Mary. ¢ So she said, oWel | ,
she said, 6and find out
back to Dulcie and she g
bingo be starting soon?
tables. 6 60h, no, 6 | sali

g. Question Tags

Jimmyds a vemnyHriheevieoy g

someone who needs his halpges he?

51 f AYesod, which teaching method(s)

a.lmplicit / Inductive

b. Explicit / Deductive

c.Both

Aspects Teaching Method

a. Heads

b. Tails

c. Conversational Ellipsis

d. Vague

Language

e. Spoken Discourse Markers

f. Informal Reported Speech

g. Question Tags

have

y O



6.1 f

nYeso,

pl ease, I i st

some

(You may choose more than one answer.)

activiti

es

y ou

Aspects
Types

a. Listeningbased Activities

b. Speakingbased Activities

c. Writing-based Activities

a. Heads

b. Tails

c. Conversational
Ellipsis

d. Vague Languagge

e. Spoken
Discourse Markers

f. Informal
Reported Speech

g. Question Tags

Section Three: Views about Spoken Grammar

7. When teaching conversation, one should not refer to standard grammar, but rather to

spoken grammar as characterised by the seven aspects covered in Q4, Q5 and Q6.

T Yes

a.Heads

b. Tails

~

—_—

wh i

c. Conversational Ellipsis

d. Vague Language

ch

—( — — —(

S p 0 k &NOT bg taught?ma r

aspects

shou



e.Spoken Discoursklarkers |

f. Informal Reported Speech |

g. Question Tags

9. Why should each of these asped@T be taught?

(You may tick more than one answer.)

a.ltis b. It deviates | c.Itis less | d. There is no e.Other: Please, specify
Aspects difficult for | from standarg familiar to | clear teaching
Reasons| the students grammar. you. methodology.
a. Heads
b. Tails

c. Conversational
Ellipsis

d. Vague Languagge

e. Spoken
Discourse Markers

f. Informal
Reported Speech

g. Question Tags

Section Four: Further Suggestions

10.Please, add any further suggestion or comment.
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RESUME

A la lumiere de Evolution rapide des techniques de communication qui encouragent la
communication globale sponte) les comgtences de conversation sont devenues un
atout inestimable. McCarthy et Carter (1995, 2002) fealbir que la conversation
naturelle éclame I'utilisation de certains aspects interactifs et interpersonnels que seule la
grammaire orale (la grammaire de la conversation) peut offrir. Toutefoisg¢dsg@nt que
presque tous les ouvrages, sur la gramenain anglais, onété ba®s sur la version
standard de la langue. Cette recherche a pour but d'identifier aotsiqr la place de la
grammaire orale dans I'enseignement et l'apprentissage de la parole au niveau du
Département des Lettres et Langue Amigg, Universié Constantine 1. De €an plus
précise, nous nous iatessons d'une paitla question de savoir si et dans quelle mesure la
grammaire orale est utibe par lesétudiants; d'autre parta I'utilité d'enseigner une
gamme 6lectionrée d'aspets de grammaire orale afin de rendre la conversation des
étudiants en anglais le plus naturel possible. Un autre asgaletment significatif de cette
étude est deérifier si la grammaire orale est ensedgnla margre dont elle est gsente
et les vue des enseignants quaatla viabilit¢ de linclure dans le programme de
I'expression orale. Nous formulons I'hypegk que si legtudiants, durant leur cursus de
formation, étudient une gammeékectionrée d'aspects de grammaire orale, leur anglais
convesationnel sera plus naturel. Nous formuloégalement I'hypotése que les
enseignants de l'expression orale, qui sont convaincus de l'importance d'enseigner des
aspects intrirsquesa la grammaire orale, s&féreraient moinsa la grammaire standard
dans ‘enseignement de la conversation. La peeenihypotlese est werifiée au moyen
d'une exprimentation avec un groupémoin et pe-test postest, tandis que la seconde
hypothese estévaluée par un questionnaire des enseignants. léssiltats obtenus
permetent de valider la preraie hypotkese et confirmer en partie la deemie. lls
révelent également que la majoéitdesétudiants rétaient pas au courant de la plupart des
aspects de la grammaire orale, et le traitemeBtupr(enseignement d'une gamme
sélectionrée d'aspects de grammaire orale) a connu un impact positif sur la production
conversationnelle de&tudiants. Les ésultats évélent également que plus que la maéiti
des enseignants n'enseignent pas les aspects les plus saillants de la grammaiai®rale,
tendent pludt a se éférer aux aspects de la grammaire standard, dans I'enseignement de la

conversation, mal@rqu'ils soient conscients de l'importance d'incorporer des aspects de la



grammaire orale dans le programme. Sur la base detsaltats, &s recommandations
sont suggrées aussi bien aux concepteurs de programmes qu'aux enseignants d'expression

orale afin d'accorder une importance suffisaritenseignement de la grammaire orale.



